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ABSTRACT 

This study obtained empirical evidence on the prevalence and 

structural features of part-time inclusion programs for secondary-aged 

students operating from Australian special schools. The study 

documented the demographic features of the participants as well as the 

frruneworks and implementation structures of the programs. 

A national survey of government special schools across Australia 

was used to collect the primary data, the main aim being to add to the 

overall picture of how, not why, inclusion operates and to provide an 

insight into ways current practising teachers and schools have set about 

improving the practice. 

The results indicate that, although part-time inclusion is 

operating in only a relatively small number of special schools nationally, 

these schools embrace both the concept and practice enthusiastically. 

From the data, part-time inclusion was found to involve students across a 

wide range of disabilities (both type and degree), with a trend towards 

increased participation by students with more severe and multiple 

disabilities. Students accessed a diverse range of mainstrerun secondary 

school subjects of both an academic and non-academic nature, with a 

distinct bias towards non-academic subjects. Participation in programs 

was mainly for short periods (less than 1 day per week), with students, 

undertaking modified mainstrerun programs, with external support from 

non-teaching staff (teacher assistants/ aides). 

The evidence indicates that part-time inclusion is an effective 

alternative program for a small group of students currently within special 

schools. 
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CHAPTER 1 - THE RESEARCH AND ITS CONTEXT 



CHAPTER 1 - THE RESEARCH AND ITS CONTEXT 

Overview of the study 

The provision of services to the learner with disabilities needs to be 

prioritised for the individual. In order to achieve this there is a need for 

administrators to develop appropriate policy directions and for 

practitioners to design effective implementation frameworks. However, the 

ability to develop adequate service provision depends on clear 

conceptualisation by all participants of the issues involved and a 

willingness to examine alternative options. 

This study has developed as a result of my experiences as a 

special education teacher working with students with disabilities in 

special schools over a period of more than twenty years. Most recently, 

these students have been involved in programs that provide them with 

opportunities to access subjects and facilities at their local mainstream 

secondary schools. The students· participated in a range of specific 

programs that were tailored to their interests and skills and which were 

presented on a part-time rather than full-time basis. The students in 

these "part time" inclusion programs are enrolled and remain at the 

special school for the majority of their subjects and visited the 

mainstream school on a "part time" basis for a range of specific programs 

that were otherwise unavailable. By using this part-time form of 

inclusion, a more enriched overall educational program has been 

provided. Such an approach allowing those participating students to 

secure what Chapman (1994) extolled as being the best advantages from 

both educational worlds. 

It is therefore from this context of practical involvement in part

time placement inclusion programs that this research developed, 

providing the motivation to deter!lline if any other special schools were 

involved in similar programs, and, from this, to establish empirically what 

was happening, both at the individual school level and also nationally. 

Introduction 
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Part-time Inclusion 2 

The current study theref<?re sets out to record quantitatively, 

phenomena that has until now been essentially anecdotal in nature. 

Using a questionnaire survey, empirical data was collected on the 

prevalence, nature and composition of the programs as well as 

information about the participants themselves. 

Definitions and Shared Common Understandings 

Special education by its nature generates considerable emotive 

responses, between protagonists and practitioners particularly when 

discussing implementation practices. It is therefore critically important 

that any research or debate in this area should be clear in its definitions 

and understandings so that there are shared common understandings of 

what is being discussed. For the purposes of this research, the following 

definitions and terminology have been used and are discussed here to 

provide the reader with a concep~ual framework for understanding why 

and how it was undertaken. 

Inclusion 

Inclusion programs have historically been implemented from 

clearly expounded but dichotomously opposed viewpoints. This study 

however, has set out to record the incidence and prevalence of an 

alternate form of inclusion operating within schools that may provide an 

additional option for students with disabilities, particularly when they 

reach secondary school age. In order to understand the place of such 

alternatives it is first necessary to examine the inclusion issue itself and 

try to establish some understanding of its structure and historical 

antecedents. 

For the purposes of this research, definitions and terminology 

relating to the participation of st~dents with disabilities in programs 

involving mainstream placements will be viewed as a progression. 

Accepted definitions relevant to each of these stages have been used 

throughout the study. These definitions are viewed as being a 

continuum, comprising steadily increasing stages of involvement in 

mainstream settings, from integration, through to mainstreaming and 

then inclusion as being a full-time placement, each being progressively 

more descriptive and more all encompassing in nature. There has been 
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Part-time Inclusion 3 

discussion in the research literature about the belief that there are no 

clear definitions for each category and as such, some confusion has been 

seen to occur by some commentators such as Lepelaar and Kemp (1998). 

It has been quite common for researchers to use the terms 

main streaming and integration interchangeably and studies such as 

those of Cook, Ruskus, Apolloni, and Peck (1981), Hoyson, Jamison, and 

Strain (1984) and Peck and Cook (1983) are cases in point cited by 

Lepelaar and Kemp (1998) in their discussions of the need for clarification 

of terms when examining integration programs. 

The view is taken here that inclusion is primarily a process, but it 

is also viewed in several other ways including: 

• as a type of program operating within schools, where 

students access courses and subjects tailored to their 

individual needs; 

• a policy developed and disseminated by departmental 
administrators ( see p. 43) and 

• as a change program (see p.62) to existing educational 
paradigms. 

Part-time inclusion placement: The concept 

From an anecdotal point of view, when practitioners (teachers) 

discuss the issue of inclusion it has been from an implicit understanding 

that such placement or involvement was usually related to a full time 

placement in a mainstream educational program or facility. Students in 

this case are enrolled in mainstream schools and access all programs 

within that school relative to either an age or a year level. However, this 

current study has looked at such inclusion access from a different 

perspective. It has looked at access to the mainstream school being 

sought from the specialist facility (the Special school) and the utilisation 

of the extensive resources available at the mainstream school, in this case 

secondary schools by "special education" students. It is from this different 

placement view that the present study has coined the term "Part time 

inclusion placement" to differentiate the idea that students can also be 

enrolled full time in Special education facilities and programs but access 

specific programs within the mainstream secondary school curriculum, 
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Part-time Inclusion 4 

extolling the concept of inclusion on a practical, highly individualised 

level. 

In terms of the current study the subjects (students) are enrolled 

fulltime in a separate special education facility (special school or 

education support centres) and following a special education program of 

work. The term "part time inclusion placement" is and has been used in 

the study to identify the unique nature / characteristics of the type of 

inclusion access program involved. This term acknowledges and defines 

the fact that the phenomenon in question is a structured negotiated 

program of inclusion activities and is of a part-time rather than full time 

nature and type. The term" part time inclusion" has not been seen in the 

research literature to this point as it has been coined by the researcher to 

identify the specific nature of the programs under investigation in this 

study. It is interesting to note thl!lt all respondent schools 

(teachers/principals) when initially approached for involvement in the 

study had a shared common understanding and use of the term when 

used by the researcher to describe the study parameters. However, it is 

acknowledged that the use of such a possibly contentious term may 

cause confusion for some readers outside the context of this study and in 

this case a term such as "shared programming" may have been an 

appropriate alternative. 

Special Education 

Historically it could be said that educational practice has been 

undertaken from the viewpoint of two clearly identified paradigms. Wright 

(1999) gives a very clear and concise distinction between these two 

paradigms that is very relevant t? this research. It must be stated that 

there is a clear distinction between the special education paradigm that is 

focused on individual student goals and achievement, with individually 

developed achievement plans and parental involvement, and the regular 

education paradigm which is focused more on group instruction, 

community involvement, and equality of educational opportunity. This 

sense is captured by Zigmond (1997) who defines special education as 

first and foremost, instruction focused on individual need. It is carefully 
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Part-time Inclusion 5 

planned. It is intensive, urgent, relentless and goal directed. It is 

empirically supported practice drawn from research. To provide special 

education means to set priorities and select carefully what needs to be 

taught. (p.385). 

Each paradigm has developed clearly established historically 

based service delivery models to assist with implementation. It is in fact 

the structure and nature of these various service delivery models that are 

at the basis of the evolution of inclusion and its subsequent educational 

practice. There has been a gradual change from this apparently clear 

dichotomy of paradigms towards a restructuring of educational practice 

to incorporate the best opportunities of both paradigms for students with 

disabil~ties. This process has been known by many names, the most 

recent being inclusion. But, as mentioned previously, in order to 

understand the present there is a need to revisit the past, and to examine 

the development of the concept and the implications such development 

has had on educational practice. 

Special Education: antecedents to inclusive practices 

Special education practi~e prior to the 1970s for the majority of 

students deemed to require it occurred only in special schools. There was 

very little interchange between mainstream schools and special schools. 

In practical terms, and theoretically, there was a clear segregation 

between special education and mainstream education. This was 

supported systemically. However, in the 1970s and early 1980s an 

increasingly active social justice movement began to develop in the United 

States of America reflective of wider social changes occurring worldwide 

that began to challenge the status quo in education and many other 

social services. The segregation of social groups, whether in residential 

settings or educational settings, who were atypical to the mainstream 

society, began to be questioned in an increasingly more active manner. 

This movement came to be typified by the wide spread support for more 

humanitarian ways of dealing with people with disabilities and other 

minority or disadvantaged group~ within society. 
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Part-time Inclusion 6 

With this change in societal emphasis also came a change in the 

type of research being undertaken. Wolfensberger (1972) is representative 

of such researchers who began to look at previously disadvantaged 

groups in the community more closely in regard to the type of social 

services provisions available to them. 

Significantly, as a result of these sociological changes for a more 

equitable social framework a new term, the normalisation principle, 

entered the social services and, later, the educational vocabulary. This 

'normalisation principle' as it came to be known was originally a concept 

proposed by Wolfensberger (1972) as a way of looking at service delivery 

and changing the direction of such systems in large rehabilitation 

institutions in the United States of America based on a Scandinavian 

model. Bartel and Guskin (1980) expressed the issue quite clearly stating; 

the thrust of the normalisation principle is that handicapped 
persons should live as 'normal' lives as possible as close as 
possible to how the non-handicapped live (p.65). 

This new normalisation ethos was, however, to have a wider flow on effect 

than just the social services area where it was originally conceived, 

particularly in the United States of America. The concept eventually found 

expression in the public policy arena in connection with people with 

disabilities, who were termed handicapped at the time (Nirje 1985). 

The increasing social change movement began to be reflected 

within the educational research literature of this period as well, where an 

emerging trend towards the rejection of previously non - normalising, 

segregated settings, including schools, became evident. This view first 

came to prominence in the research literature through the writings of 

Lloyd Dunn (1968) whose attack on the efficacy of special classes raised 

concern over these social justice issues to new heights in the educational 

arena. The publication and subsequent discussion and debate over 

Dunn's (1968) article was to be instrumental in focusing discussion on 

service delivery for education, and specifically special education, for the 

rest of the century, Dunn being seen by his supporters as the prime 

mover for the later proposal for the total inclusion of students with 

disabilities into mainstream schools. 
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Part-time Inclusion 7 

As a response to Dunn, another article by Deno (1970) also 

became pre eminent in the inclusion debate. It presented a differing 

viewpoint. Deno proposed a more moderate approach, which provided a 

framework for a range of service delivery options, later termed the 

'cascade model', rather than the single approach proposed by Dunn. The 

model proposed by Dena was based on the individual needs of a student 

and the need to provide at the systemic level at least the variety of 

services necessary to cater for th.eir unique needs. 

These ground breaking propositions expounded by Dunn and 

Dena with the opposing viewpoints they generated have since been the 

source of continued and continuing analysis and discussion, a discussion 

that, simplistically, has as its central foci the debate about where 

students with disabilities should be educated. 

It was the gradually increasing support for the development of a 

societal view of these 'normalisation principles' particularly for people 

with disabilities that became pivotal in the change in direction of 

education service delivery paradigms in recent years. As early as 1967, 

Carroll, in a very small study of integrated children, reported that more 

gains were made by a group of students with disabilities in the areas of 

self-concept and academic achievement when involved in integration 

programs than in a similar group placed in non-integrated settings. With 

increasing concerns regarding integration and outcomes being expressed 

by parents, work by educational researchers at the time began to look 

more closely at the efficacy of special school placements. It is interesting 

to note, however, the students being considered through this research 

predominately had only a mild degree of disability - a significant point. 

Christolopolos and Renz (1969) in a critical examination of special 

education programs concluded that all possible remedial manipulations 

of the ordinary school environment should be explored before special 

placement is considered. Reynolds, (1973) also characterised this change 

in societal direction as being a gradual inclusion and many other writers 

began to adopt the view that education must also develop ways of 

supporting this 'normalisation' of services. Gottlieb (1973) in a small 

investigation found that the re integration into a regular class had a 
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positive effect on the behaviour and social development/ self concept of 

children identified at the time as being mentally retarded. 

The majority of studies reported during this period were 

conducted in the United States of America (USA) and the legislative and 

administrative directions developed there as a result influenced many 

other countries including Australia in developing their special education 

policies and directions. It was through an attempt to clarify the placement 

issues raised by inclusion that a legal codification of rights in regard to 

educational provisions for students with disabilities occurred. It 

developed into the All Handicapped Children Act of 1975 in the United 

States of America (Berdine and Cegelka, 1980). This law became known 

more commonly as Public Law 94-142 and since inception has had a 

significant impact on special education practice since then. 

Research studies began to look at integration in a more critical 

and analytical manner. After the 'initial flush of excitement with this new 

concept had settled it was found that there were considerable difficulties 

and such programs required more detailed thought. Initial studies looking 

at ways of integrating students with disabilities back into mainstream 

schools and classes had many conflicting results. Guskin, Bartel and 

Macmillan (1975), for example, found that issues such as self-image were 

affected by the type of class (regular or special) students were placed in, 

not only their academic development. 

The educational outcomes integration offered for a range of 

specific disability groups were also not as clear cut and universal as first 

thought. One such specific interest group, students with hearing 

impairments, had considerable studies undertaken in regard to the 

difficulties encountered by them in achieving successful integration 

outcomes. Representative studies include those of Dale (1972), Johnson 

(1963), Lewis (1972), Frick (1973), Madebrink (1972), Marckman (1972), 

Craig, Salem and Craig (1976), and Vernon and Koh (1971). All agreed 

that it would be very difficult to integrate this type of child without some 

form of appropriate support services. 

Morrison and Pothier (1972) studied students with mental 

retardation and Downes Syndrome while Marlow, Thomas and Innes 

(1968), Fallstrom and Aronson (1972), Gulliford (1965) worked with 
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students who had cerebral palsy, Rowland, (1973) worked 'With students 

'With spina bifida, and McKinnon (1970) 'With emotionally disturbed 

students. McMillan (1971), in a reasoned consideration of the evidence in 

what was an emerging controversy between special and mainstream 

placements, found that the facilities, resources and availability of support 

services for integration were more indicative of whether integration would 

be effective, rather than just the placement issue alone. 

The mere placement of a student with disabilities in an ordinary 

classroom in itself did not constitute effective or successful integration. 

This was a very important point and one supported by work on 

integration evaluation undertaken by researchers such as Marlow, 

Thomas and Innes (1968), Lowe (1972), Fisher (1966), and Robert, 

Reinstein and Ginn (1972). Collectively, these researchers found that in 

order for integration to be effective it must be organised and planned 

effectively and have sufficient support services. 

Integration was now recognised as being a more multifaceted 

concept than just the singularly naive definition provided by Turnbull and 

Schulz (1979) where it was seen as being merely the social and 

instructional integration of handicapped students in regular classes. In 

Australia at this time there was recognition of the need for development of 

integration programs and clear definitions were beginning to be evidenced 

in the examination by various state education authorities of the need to 

reassess and plan for special education services. Doherty, Atkinson, 

Condon, Day, Ellis, Johnson, O'Connor, Smith and Wildermoth (1982) 

provided a good example of this, with the reassessment of current 

services and attempts at planning on a consistent rather than an ad hoc 

basis. Policies and program support began to be developed at a systemic 

rather than purely local level. This was also evidenced in research 

[mdings by this author (Wilmshurst (1987) quoted in the abstract of that 

study where it was found that regarding the provision of support services 

to staff involved in integration particularly in rural areas, this issue was a . 

major concern of regular class teachers asked to be involved in such 

(integration) programs. Inadequate provision of specialist training 

programs and resource materials were considered significant factors 
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affecting the success of such programs especially in rural educational 

settings away from major population centres. 

Integration was no longer being viewed as merely placing students 

in mainstream classrooms and by this physical placement, alone hoping 

some educational value would be achieved by unknown, osmotic 

processes. Rather, as Gearheart and Weishahn (1980) reflected in their 

definition, maximum integration in the regular classroom now began to 

be combined with concrete assistance for the non special education 

teacher, acknowledging both the need for additional support as well as 

the modification of previous definitions of integration. Blankenship and 

Lilly (1981) in their work paraphrased a definition of integration that 

reflected this change; they saw integration as being the education of 

handicapped students in regular classrooms with assistance from special 

education resource teachers, an improvement in detail but still not as 

detailed as it was to become later. It wasn't until the 1980s that a more 

concise, workable definition was to be formalised, one that included all of 

the perceived areas of support necessary to provide effective programs 

and that recognised the fact that there are some students that this new 

program initiative may not be the social panacea it was touted to be. 

Cartwright, Cartwright and Ward (1981) provided an insight into this with 

their definition of integration, 

The integration of children with learning, behavioural, and/ or 
physical problems into regular educational settings unless 
their problems are so severe they cannot be accommodated in 
regular programs (pp 4-5). 

Increasingly both educational practitioners and researchers began to 

acknowledge that in order for integration to be effective there was a need 

for administrative structures and support mechanisms to be developed 

and implemented from a more detailed standpoint parallel to any 

definition being developed. There was a need for guidance from above, to 

the people working in the schools and integrative programs on an ongoing 

daily basis. This was recognition at a systemic level for the first time, of 

the need for administrators to begin to be involved in legislating support. 

This realisation of the complexity of the issue was apparent to Kauffman, 

Gottlieb, Agard and Kukic (1975) leading them to the development of a 
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definition that outlined a concise and developmentally advanced 

statement of integration that has stood the test of time: 

11 

the temporal, instructional, and social integration of eligible 
exceptional children with normal peers is based on an ongoing, 
individually determined, educational planning, programming 
process and requires clarification of responsibility among 
regular and special education administrative, instructional and 
supportive personnel (p.35). 

Matched to an increasing research interest in integration was also an 

increasing legislative and administrative program to legislate for these 

changes being introduced into schools. This was particularly evident in 

the United States of America where the introduction of Public Law 94: 

142 in 1975 (Lewis and Doorlag, 1983) also introduced a new term. For 

the first time mainstreaming entered the educational and legal lexicon. 

Integration had developed and evolved into a more complex derivative, 

now to be known as main streaming. 

Mainstreaming was the new term for programs that encouraged 

the rejection of the previously non-normalising, segregated settings both 

educationally and legally that took over from integration in common 

usage. Along with this new legal identity for mainstreaming there came 

another new term, the least restrictive alternative placement. This term 

was developed to reflect a legal codification of the type of educational 

placement that was to be encouraged with the new laws, an educational 

placement that for the first time would be subject to close supervision in 

respect to satisfying specific stated economic and legal requirements both 

federally and at the state level. As Bartel and Guskin (1980) explained; 

the implementation of the least restrictive alternative in education 
has become known in part, as 'main streaming'; the child is placed 
in the 'mainstream' of education, as opposed to some separate 
setting (p.66). 

Mainstreaming, as the new term, was rapidly adopted and quickly 

translated into educational policy with increased support and the new 

legal imperative of implementation that came with it. Sarason and Doris 

(1979) were reflective of the changes and concerns this new legalisation of 
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educational placement brought when they expressed their concern at the 

rapid adoption of this new educational and legal phenomenon. 

The speed with which main streaming as a concept, value and 
public policy has emerged in our society is little short of 
amazing. Indeed, the change has come about so fast and with 
such apparent general approbation as to raise a question about 
what people understand about main streaming and its 
implications for schools. Because we may think mainstreaming 
is desirable is no excuse for assuming that institutional 
realities will accommodate our hopes (p. 355). 

The increasing complexity of implementing these new educational 

changes began to be recognised by many researchers across several 

disciplines. Fullan (1991), a recognised researcher in the field of 

educational change and change management, acknowledged the extensive 

nature of main streaming when he commented that: 

Mainstreaming is one of the more complex changes on the 
current educational scene and as such it highlights the 
dimensions of change and the magnitude of the task in 
bringing about major educational reform-valuing new beliefs; 
cognitively understanding the interrelationship between 
philosophical principles and concrete diagnosis and treatment; 
changing the roles and role relationships between regular 
classroom teachers and special education teachers, and 
between school personnel and community members and 
professionals outside the school (pp. 41-42). 

Inclusion: Background to a policy suggesting change 

Historically, inclusion programs have developed from philosophical 

precepts that directed programs were to be implemented at the school 

level on an 'all or none' or 'zero reject' basis as reflected by Gow (1986). 

Educational placement decisions affecting students with disabilities were 

in the past based solely upon a restricted range of choice options, two 

options to be precise. Placements were viewed as being either fulltime 

mainstream or fulltime special school. And, practically, with the rapid 

push for placements, many students were 'miss-placed' and such 

practices lead to the coining of the now familiar term of 'main-dumping' 

developed by Hall (1987). 

As outlined previously, the educational concept of inclusion has 

been an evolutionary one and the subject of considerable, at times heated 
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debate for the past forty years. It is essentially the endorsement of and 

lobbying for an educational and philosophical concept related to 

improving educational practice. In its fullest sense it provides both the 

philosophical framework, and planned program of access and involvement 

with educational activities for students with disabilities, who have 

difficulty coping in mainstream school placements. In its simplest form 

inclusion is a planned process fOF educational participation where this 

participation is planned to occur within mainstream school settings 

involving mainstream peers and is provided to the maximum extent 

necessary for productive education to take place. 

How best to affect such a program of change however is not clear

cut. Rather, it is very much still in a state of flux. This ambiguity as to 

which is the best way to implement inclusion can be easily seen by the 

vast number and variety of programs and research undertaken. Within 

the ERIC database alone at least 3000 + entries can be found when 

accessing using the keywords of integration, main streaming and or 

inclusion. 

The following studies are but a very small selection of the more 

significant representative studies in this area: Ainscow (1991); Biklen 

(1985), Fuchs and Fuchs (1994), Kauffman and Hallahan (1995), Lipsky 

and Gartner (1989), Stainback W and Stainback S. (1985, 1986, 1991), 

Stainback, Stainback and Forest (1989), Turnbull and Turnbull (1990), 

Ysse1dyke and Allgozinne (1990), Zigler, Hodapp and Edison (1990). 

Inclusion can be viewed as being a generic term that has been 

developed by educators to describe a theoretical construct that has over 

time developed sociological overtones and a proliferation of descriptors to 

express the process. However, the major issue that emerged from all of 

this and supported by Brown (1999) is that the discussion can be 

summarised as two main points, 

i. successful inclusive education requires a philosophical 
commitment by educationalists at all levels of involvement, 
and 

ii. inclusion must become a way of thinking and operating 
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Definitions have proliferated, literal, sociological, human rights and legal 

interpretations being just a few definitions advanced to try to seek 

clarification. These definitions and positional stances adopted by 

researchers have all tried to clarIfy inclusion in relation to their particular 

biases and the result, paradoxically, has been that inclusion has 

developed as a program of extremes. For all the research and debate 

generated since the 1960s as we enter the new millennium Cole (1999) 

contends that the debate can still be distilled as being based on two 

platforms: either an 'inclusion' model as proposed by Dunn (in Accardo 

and Whitman, 1996) or a 'continuum of service' model as proposed by 

Deno (1970). For all the research and discussion that has been 

undertaken the debate still continues to be cyclic in nature. 

On one side of the de bate are those who have been termed the 

'full' inclusion model supporters who promulgate the removal of what has 

been seen by them as a redundant, dual system of educational delivery. 

On the other side, are supporters of the existing model of service delivery 

for students with disabilities, a ~odel based on the provision of services 

that are designed to cater for diversity from a 'continuum of services' 

approach involving a range of segregated and non -segregated facilities 

and programs reflecting perceived student needs. Simplistically and 

graphically, Gearheart (1980) represented this range as being from 

fulltime placement in a mainstream school (deemed by pro inclusion 

supporters as the least restrictive environment) at one extreme of the 

continuum, through a mid range of other withdrawal and pull out 

options, being for specific lessons with designated groups and subject 

choices, through to fulltime placement at a special school (deemed the 

most restrictive environment) at the other extreme. 

It is then the interchange - clarification and exposition of these 

two seemingly disparate viewpoints on service delivery models - that has 

fuelled research initiatives into inclusion policy and practice ever since. 

Research initiatives have indeed ·been prolific. However, they can be seen 

as developing in respect of three distinct, identifiable themes. Deno (1996) 

delineated three themes as being largely representative of the range of 

emphases that are and have been evident in a review of the vast breadth 

of the research literature. These comprised discussions concerning 
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philosophical arguments, strategies for development and transition, and 

organisational and instructional models. These theories provide an 

effective base for discussion and are utilised here. 

The first grouping is based on discussions that concerned 

philosophical arguments that can be related to inclusion. The arguments 

presented in the studies are both for and against inclusion and include 

Deno's own writings (Deno, 1970). Other representative works of this 

nature include Brown and Shearer (1999), Dunn (1968), Fuchs and 

Fuchs (1994), Kauffman and Hallahan (1995), Lipsky and Gartner (1989), 

Stainback and Stainback (1985), Vergason and Anderegg (1994), Wang 

Reynolds and Walberg (1988). 

The second group can be seen to constitute strategies to enable 

the development and transition of mainstream schools to becoming 

inclusive schools, including also the area of attitudinal studies. 

Researchers include Bailey, and du Plessis, (1998), Bender and Vaill 

(1995), Booth (1996), Center, Ward, Parmenter and Nash, (1985), King

Sears and Cummings (1996), Kunzweiler (1982), Lewis, Chard, and Scott 

(1994), Lilly (1988), and Sailor et al (1989). 

The third and final group can be seen to comprise works dealing 

with organisational and instructional models for meeting the needs of 

diversity or 'heterogeneous groups' with Deno (1996) in the mainstream. 

These include researchers such as Booth (1996), Brown and Shearer 

(1999), Cessna and Skiba (1996), Cole and McLeskey (1997), Dyson and 

Millward (1995), Ferguson (1995), McRae (1996), Snell (1978, 1993), Tralli 

and Colombo (1996). 

These themes present a sound evolutionary perspective on the 

development of research into inclusion and inclusive practices. They are, 

however, by no means prescriptive or exhaustive, but rather provide a 

good overview of the complexity and diversity of the subject and attempts 

by researchers at an interpretation. The evolution of current definitions of 

inclusion has meant that, although practitioners across all school levels 

currently operate philosophically in a climate of least restrictive 

placement principles, practically, there is still division as to the best way 

to achieve the end product most effectively. 
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There is a need to ensure that inclusion programs provide 

students with the requisite skills that will enable them to make 

appropriate and suitable lifestyle choices in their post school life. 

Programs must be both highly individualised, and yet enable access to 

learning experiences that are as 'normal' as possible comparative to the 

students' peers. This provision for, and recognition of, a 'quality of life' 

aspect must also be considered as well, to enable students to be 

productive, contributing and valued members of their communities. There 

is a need for students with disabilities to be involved in programs to assist 

them to be productive members of their wider social community post 

school is a major concern, particularly at the secondary school level. It is 

primarily when students reach the secondary school level that issues of 

course content, course structure and the location for the program delivery 

(local high schools) develop into significant areas of concern, more so 

than in the primary school. But these issues can be accounted for and 

specific programming can be developed to address such concerns in a 

structured, logical manner. 

Program developers must therefore be cognizant that inclusion 

programs should be developed in relation to satisfying both long term and 

short term educational needs for students involved. Special education has 

historically been viewed as a separate entity from regular or mainstream 

education and, until this parochial view is redressed and special 

education provisions are viewed as part of an overall educational plan for 

a student, then inclusion will not progress forward. Education affects all 

students and, as Gottlieb (1981) reminds us, an appropriate education for 

mentally retarded children has not yet been developed and inclusion is 

merely one part of an overall program for students with disabilities. 

Inclusion: a process of changing school system practice 

Educational inclusion, as mentioned previously, is only a process, not an 

end in itself. In its most simplistic form it is a program placement option. 

However, it is also a philosophical attitude, and requires innovative 

implementation practices to effectively cater for the specific educational 

needs of a student with disabilities across different educational settings. 
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In the case of the secondary aged learner with disabilities, it may mean 

they have their educational needs addressed by utilising the specialist 

skills available in both mainstream and special schools. Inclusion, by its 

very nature, requires change to the way the business of special education 

and regular education is carried out. It requires a change to the status 

quo, a moving forward as Fullan (1991) endorsed: 

The purpose of educational change is presumably to assist 
schools accomplish their goals more effectively, by replacing 
existing programs/practices with better ones (p. 15). 

Consequently, all the significant change agents involved - the schools, 

teachers (both mainstream and special education), parents and students -

need to be provided with the best possible support to enable such 

programs to succeed. The process of developing inclusive practices in 

schools and education systems involves the clear identification of all 

areas that must be dealt with, in order to enable all significant 

participants to have a sense of empowerment and ownership of the 

programs. Only then is it possible for the significant participants in the 

exercise - teachers, students, administrators and parents - to be positive 

towards the projected outcomes. 

Discussions of service delivery models particularly in respect of 

special education historically have been prefaced with a dynamic referent 

model. Such models, being based on a continuum of alternative 

placements, can be accessed, making the process a mobile, interactive 

one, providing the flexibility so that other options can be accessed as and 

when necessary to reflect change in either the program and/ or the 

participant. This approach is reflective of the original model proposed by 

Deno (1970) known as a 'cascade model', where placements were chosen 

from a flow down of least restrictive placement options. However, it is 

important not to lose sight of the bigger picture in the rush to take up 

sides in this philosophical maelstrom. 

Rather, it is judicious to stand back and take stock in a 

dispassionate manner as Kauffman and associates (1975) did when they 

reaffirmed the contention of Adamson and Van Eton (1972) that: 
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indeed no single educational program is beneficial to all 
children and that some children may benefit from special class 
placement (p. 4). 

This view is reflective of the research community at the time, which began 

to acknowledge concerns that a clearer understanding of inclusion was 

still needed. Support had begun to grow for a conception of inclusion that 

involved more than choice from a dichotomous palette offered in the past. 

However, at the systemic level of service delivery, such options 

were still all too frequently placed in the 'too hard' basket. Many students 

with disabilities were physically integrated but socially as well as 

psychologically have been isolates within the class group, a major 

concern pointed out by Bogdan (1983) when he concluded that: 

for the most part, main streaming is implemented by integrating 
students without changing the schools. With a few notable 
exceptions, main streaming in the schools we studied meant a 
piecemeal addition of children defined as disabled to classes of 
their non-handicapped peers. The children were add-ons to 
existing arrangements. New programmes were appendages to 
the school system without alterations of its structure and 
values. Criteria for successful programs included fitting in to 
the existing arrangements (Cited in Stainback et al, 1985, p. 
145). 

Inclusion as a program option is far more than merely just an add-on' to 

the main program. The policy makers themselves must view inclusion 

and the proliferation of inclusive practices within school systems as their 

core business in order for any policy to be effective. 

Without this systemic level support for the philosophical basis of 

inclusion as a core belief it will be impossible to develop effective practices 

at any level. However, having said this, there is a need for clarification. It 

is just as vitally important to establish ways in which this can be 

translated into practice without being dogmatic, as this can determine the 

success or failure of the concept. Support and value must be added at all 

levels and all stages of the development process. Kauffman and associates 

(1975) elucidated this point very clearly when they affirmed that: 

mainstreaming requires the development and implementation 
of new organisational arrangements and staff utilisation 
patterns which permit appropriate interfacing of regular and 
special education personnel. There has been an evolution of 
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special education from having a segregated alternative program 
focus to a coordinated service orientation with regular 
education (p. 6). 

Such changes if accepted as being necessary must therefore occur first at 

the systemic level of organization. This can be seen in regard to the 

development of appropriate system wide policy directives. Such directives 

must be supported both philosophically and practically at each respective 

administrative level of organization down to the school level. Enacted 

policy must be effectively translated into practice, and this can be done by 

the development of well-structured and supportive practice within the 

school setting. 

Statement of the Problem 

Inclusion is a dynamic entity of change rather than the static 

implementation of policy statements and as such must be logically 

planned if success is to be encouraged. Inclusion is no longer a purely 

philosophical premise in educational practice; it is instead now an 

established political and educational reality in schools and educational 

systems both here in Australia and elsewhere. As discussed earlier, 

during the 1980s there was a gradual shift away from traditional special 

education service delivery paradigms. The new process of including 

students with disabilities back into mainstream schools began to assert 

strong influence in both the mainstream and special school arenas of 

educational practice. In Australia there has been considerable debate 

with resultant political and systemic reviews of special education practice 

and integration, such as those c~mducted by Doherty (1982), Gow (1986) 

and McRae (1996). Although at present there is no national legislation 

specifying the nature of special education services in Australia (Foreman, 

2000), each state and territory education authority has developed policies 

which are updated regularly: New South Wales (1987,1993, 1997), 

Australian Capital Territory (1995/1998), Tasmania (1999/2000), Victoria 

(1998), Northern Territory (1998), Western Australia (1997) and 

Queensland (1999). Detailed summary outlines of each of these current 

policies can be found in Appendix B. 
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Special education in the 1980s began to become more political in 

both its nature and structure. Economic and legal considerations began 

to assume prime consideration in relation to placement decisions. 

Placements into special education settings came under increasingly 

intense review and scrutiny and they began to be made in a culture of 

increasing legal and economic accountability, with social rights and less 

restrictive environments being of increased importance. Individual 

Education Programs (LE.Ps) in the United States especially assumed a 

legal status unknown before and placement decisions began to be 

challenged in the courts. Considerable research has been undertaken in 

regard to documenting the legal development of and growth of inclusion 

practice in the United States. Commentators such as Yell (1995) have 

provided considerable work on distilling these legal precedents. An 

example of this can be seen in work undertaken by Yell (1995), where he 

provides a succinct and yet concise outline of the types of cases 

encountered including a selection of the most relevant of these in his 

analysis of American federal law and inclusion practice. In Australia, 

such a legalistic direction has not been followed to the same degree as in 

North America although there have been several cases in New South 

Wales and Victoria in the early 1990s that tested educational placement 

provisions. These were contested under the Commonwealth Disability 

Discrimination Act (1992), which is the federal legislation in Australia 

most often used in matters related to inclusion practice. 

In the U.S.A this climate of legal accountability has been most 

evident and there have been considerable legal cases, the Greer v Rome 

City School district (1991), Oberti v Board of Education (1993), 

(Schnaiberg (1996) and Sacramento City unified school district v Rachel 

H (1994), Yell (1995) being viewed as the landmark cases in terms of 

establishing precedents in placement and legal responsibility in inclusion 

practice. Placement decisions in the past had been made with all parties 

having access to a range or continuum of options. Educators and 

administrators were able to choose what was considered the most 

suitable placement for each student, such placements being perceived as 

being those best suited to enable, the achievement of a students long-term 

educational goals most effectively. However, in the changing legal and 
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educational maelstrom of special education, as it was in the 1980s, these 

extensive placement choices became drastically reduced. 

Systemic level support was supportive of and encouraging full

time, mainstream placements, a practice that became widespread 

particularly in the U.S.A. Such views, held by full inclusion commentators 

at the time, were that, any placement in a special school was to be 

considered a violation of individual student civil rights and a form of 

social discrimination, this often resulting in legal actions such as those 

mentioned previously. Access to mainstream schools was declared a basic 

right and the previously rational provision and a division of services for 

students with disabilities were not considered viable. 

An inherent assumption in all educational decision making at 

that time appeared to be that, as· inclusion was enshrined in law, then 

students with disabilities had the right to attend their local school, the 

school in question must accept them, and, therefore, should be able to 

cater for them effectively. Usually, however, such was not the case. Many 

students with disabilities as a direct result of this view were placed into 

mainstream settings, rightly or wrongly. Although policies and programs 

were in place and implemented with the best of intentions, the resultant 

outcomes originally meant to champion the cause of the least restrictive 

setting ethos ended up producing the opposite effect. Students with 

disabilities became placed in schools and classrooms with totally 

inappropriate programs and no social support networks appropriate to 

their needs. Hallenbeck, Kauffman, and Lloyd (1993) in their work found 

that the consequences of a student placed in the mainstream in reality 

might be the opposite of what was originally intended. In fact, case 

studies cited by them suggested that eliminating less restrictive pull out 

options could result in some students being placed in more restrictive 

settings rather than less restrictive ones. 

Inclusion and concomitant placement decisions made by schools, 

therefore, became very contentious issues. Schools became very wary of 

enrolling students with special needs; mainstream placements began to 

be overshadowed with lav.ryers and became possibly litigious activities, 

particularly in the U.S.A. An oft cited example of such an occurrence is 

the court actions of Daniel R.R. v. State Board of Education (1989) in the 
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5th Circuit Court, where action was taken which involved the court being 

asked to clarify questions regarding main streaming implementation. 

These cases mentioned are the most often cited examples in the literature 

and representative of this bourgeoning legal minefield. Inclusion practice 

particularly in the U.S.A at this time became absorbed by extremist views 

and legally imposed placements. 

Some educators working in the field, however, began to produce a 

groundswell of concern for this perceived loss of direction both 

philosophically and ethically, with this concern also reflected in the tone 

of research activity being generated at the time. Full inclusion in terms of 

practice in schools, became consumed with ensuring that legal 

responsibilities were being adhered to and the integration lobbyists 

appeared to be addressing the wrong issues; concentrating as they did on 

where special education is provided and for whom, rather than on how to 

meet children's needs. This concern can be seen by comments by 

Chapman (1994), with his contention that: 

Inclusion as a general policy objective derived essentially from 
a moral position may not be helpful in a debate about the 
needs of an individual child. Bias against special schooling is 
liable to hamper any assessment of what provision would be 
appropriate for the child (p.60). 

To further expand this point Chapman (1994) also reported a study of 

interest carried out by the University of Groningen, which concerned 

integration within six UNESCO countries comprising Italy, Denmark, 

Sweden, the United States, England, and Wales. The study concluded 

that integration could not be seen as improving children's education 

when it was implemented purely to satisfy and validate political or social 

doctrines developed by government instrumentalities. The study stressed 

the need to take inclusion from being merely a philosophical approach to 

ensuring that it is translated into effective programs. Because the authors 

felt that it is only then that the desired impacts being sought can be 

achieved. 

Educational research in recent times has begun to look closely at 

the inclusion debate once more as the pendulum has swung again. 

Researchers and educators have both responded to this feeling of unease 
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with current implementation trends. Research has begun to examine the 

structure and processes involved in inclusion in a more balanced and 

objective manner. With the introduction of new governmental and policy 

directives such as The Code of Practice on the Identification and 

Assessment of Special Educational Needs (1994) from England and the 

McRae (1996) Integration/ Inclusion Feasibility study in New South Wales 

improved practice has begun to emerge. McRae (1996) provided a range of 

thirty-nine recommendations on the costs and benefits of 

integration/inclusion in mainstream classes at a systemic level. The two 

most significant and relevant recommendations, which can be seen as 

having an impact in regard to this current research, are: 

And 

The provisions of support, outreach and in-school services by 
Schools for Specific Purp.oses [Special Schools] to regular 
schools be encouraged. Recommendation 28 

The provision of access to regular schools for students enrolled 
in Schools for Specific Purposes be encouraged. Concurrent 
part-time enrolment, funded on a pro rata basis should be a 
possibility. Recommendation 29 (p.10) 

In these cases, at both the systemic and political level, there is now a 

stated recognition of the need for the use of a continuum of services 

approach to service delivery as related to students with disabilities. As 

well, this is also recognition by authorities of the distinct and valued 

place the special school commands as the maj or service provider in the 

process, a pertinent point acknowledged by Chapman (1994) when he 

stated that, 

there is a continuum of rteeds among pupils and a continuum 
of provision that encompasses many different forms of 
schooling. Special schools have a distinct role in this diversity 
of provision (p. 60). 

The previously dichotomous views that had been expressed and zealously 

applied in the 1980s by proponents of full inclusion were now being 

tempered with the voice of concerned experience. 
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Reconceptualizing paradigms to influence change 

After many years of legal and philosophical upheaval, special education 

still continues to support and develop the concept of inclusion because 

overwhelmingly supporters and practitioners view the concept as a 

positive and worthwhile goal. Westby (1994) ably expressed the views of 

many such practitioners and researchers when he stated the following: 

Successful inclusion requires more than placing a student with 
disabilities in a regular classroom. It requires restructuring of 
the roles and responsibilities of all staff involved with students, 
and it requires educational programming not only for the 
student with disabilities, but also for families, school staff, and 
regular education students. Inclusion may be a student's right, 
but it may not be right for all students. In some cases, efforts 
to include students may result in their exclusion - exclusion 
from optimal learning and from friendships (p. 22). 

Historically, inclusion, or as it was known in the early stages integration, 

was mainly undertaken in the elementary school or early childhood area 

of schooling, and still continues to be a main thrust due to the high level 

of support for early intervention in respect of students with disabilities. 

Studies have also examined inclusion across primary and secondary 

schools. A small range of represe'ntative studies across this range can be 

seen to include Bender, Vail and Scott (1995), Bricker and Bricker (1972), 

Center and Ward (1999), Cole and McLeskey (1997), Gottlieb and Leyser 

(1996), Guralnick (1978), Heber and Garber (1971), MacKinnon and 

Brown (1994), Sawyer, McLaughlin and Winglee (1994), Wilcox and Wigle 

(1997). Galis and Tanner (1995) and Deno (1996) both discussed a range 

of such specific programs in their respective studies that are relevant to 

the current discussion and have been mentioned in this paper already, as 

well as the extensive reference works cited in the bibliography of this 

research. The total range of studies involving inclusion/ mainstreaming is 

extensive and significantly beyond the scope of this study to cover as 

mentioned previously 

This study seeks to examine and extend research into the 

secondary-aged student with disabilities. Research studies over the recent 

past have covered all three areas of schooling: early childhood, 

elementary, primary and middle school. The current study deals with 

secondary aged students, particularly as related to their involvement in 
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part-time inclusion access programs. It would appear from examination of 

the research literature that the part-time model of inclusion would most 

comfortably fit into the service delivery model proposed by Deno (1970), 

reworked as being the 'needs based' model discussed by Cessna, and 

Skiba (1996) which also incorporates a quality of life model similar to that 

proposed by Brown and Shearer (1999). 

Inclusion, particularly at the secondary school level, encompasses 

a range of issues, both sociological and ethical. In the secondary school 

setting, a choice providing a range of options can effectively and 

constructively contribute to change. The part-time inclusion placement 

option is one of these and can be re-constituted and presented as a viable 

program choice. Educational decisions need to be framed with a view to 

preparing students for future life options or subsequent environments. In 

the case of students with disabilities, this is particularly important as the 

cognitive difficulties cannot easily be compensated for and become more 

obvious at the secondary school level. 

Therefore, educational programs must provide students with a 

wide range and diversity of options to enable them to develop skills to an 

optimum. This is particularly so in the areas of vocational and leisure 

skills. To limit the range of such possible opportunities available to 

students must surely be avoided if equity and social justice are to be 

served adequately. For students with disabilities in the secondary school 

age range it is important that sound, long term educational decisions are 

made. As Porter (1991) highlighted, it is the basis upon which their future 

life skills and options are developed, and is therefore significant in 

preparing these students for their lives as adults in their community. 

Inclusion, as a positive, valued educational precept is a moot 

point. The translation and implementation of the concept is often the 

contentious issue. It is significant that as the inclusion of students with 

disabilities into regular classes in neighbourhood schools increases, 

research must be able to direct and support the ideal at the level of best 

practice. As mentioned previously, inclusion is a form of educational 

change and that change must now be viewed holistically. The previously 

fragmented view of the past must be avoided at all costs, and as 

Kauffman (1975) pointed out nearly three decades ago effective change: 
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requires the development and implementation of new 
organisational arrangements and staff utilisation patterns 
which permit appropriate interfacing of regular and special 
education personnel. The evolution of special education from a 
segregated alternative program focus to include a coordinated 
service orientation with regular education will undoubtedly 
necessitate considerable .knowledge, attitude and behavioural 
changes on the part of both regular and special education 
personnel and administrators at all levels (p. 6). 

There is evidence of a need to develop new organisational structures, and 

to view implementation of inclusion programs in a new way. This is 

particularly so in regard to the types and range of inclusion practices 

operating in high school settings. The efficacy of full time inclusion 

programs in secondary schools is currently being questioned. And there is 

a need for alternatives to be developed. As Gallagher (1994) stated, 

The outcomes we are looking for are some kind of viable 
employment in adulthood and a reasonable lifestyle so 
students can enter the workforce and have a productive and 
happy life (p 4). 

This viewpoint highlights the fact that at the secondary school level 

students have very different needs educationally than they had in primary 

school. Secondary aged students, with disabilities have usually had many 

years of failure and non-productive educational experiences and, as a 

result, they require more creative and expansive implementation ideas 

than those that have been operating for them at the primary school level. 

As Chandler (1986) acknowledged, 

Mainstreaming, especially at the secondary level, should be 
done to increase a child's academic, vocational or artistic skills. 
Mainstreaming for social reasons too often means that some 
authority has decided to stop trying to teach the child, that the 
only way to show growth is in a well advertised social 
placement (p. 125). 

For secondary aged students with disabilities, the placement options that 

can be made available to them by inclusion at mainstream high schools is 

expansive and provides a wealth of opportunities unavailable in the 

special school alone. In order to capitalise on these opportunities there is 

a need to determine how best to access the programs. In some cases, 

albeit a small number, placement for a significant time may be applicable. 
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For the vast majority, however, particularly the more moderately and 

severely disabled students, placement on a part-time basis to maximise 

their time at the school may be a better option. This range of choices is 

only available from an 'options based' model of service delivery. A student 

utilising a part-time model of inclusion can have an individual placement 

program developed, organised and resourced primarily from the special 

school to support mainstream placements, in order to secure advantages 

from both worlds (Chapman, 1994). 

In the context of the secondary school, the part-time model of 

inclusion can provide an avenue for accessing local mainstream high 

schools in the same way that the mainstream students themselves do. 

Students are able to access individual units of work, across different 

faculty disciplines. Student programs can then be developed as truly 

individual education programs that are designed along similar lines to 

their mainstream peers but cater for the specific needs these students 

have. By utilising a timetabling\placement format the same as their 

mainstream peers even though the program type may be modified also 

assists with improving their self-esteem and with removing the types of 

small barriers, which can be the undoing of many effective programs. 

Because the structure of such programs can be more easily individualised 

in respect of intensity and frequency there is the ability to tailor programs 

that would allow students to derive a range of benefits including social, 

behavioural and cognitive if relevant. 

Such a range of benefits include the following: 

• close monitoring of individual progress in class and the 
subject, 

• immediate, appropriate intervention when needed, 

• individualised programs with perceived skills and talents 
being catered for, 

• levels of participation can be adjusted as the need arises at 
the point of contact, 

• specific access and mobility requirements being catered for, 

• follow-up of overall program and individual components, and 

• utilisation of role models in naturalistic settings, this being 
reciprocal in some cases. 
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Such benefits as those outlined above can also be easily and clearly 

demonstrated to staff and students and therefore more readily supported 

within an inclusive framework. The outcomes derived are also of value to 

both the student with disabilities and their mainstream peers. 

Discussions with staff involved in such programs will yield examples of 

the extensive anecdotal "evidence" of cases where the 'included' student 

had better social skills and demonstrated more appropriate and 

acceptable 'learning behaviours' than their non-disabled peers. 

The core learning areas designed and supported within most 

special schools, and reflected in student Individual Education Programs 

usually having a primarily functional, life skills orientation. However, by 

accessing mainstream classrooms and programs on a part time basis, 

students are also able to have additional learning areas identified and 

catered for, allowing their strengths or interests to be pursued in 

mainstream settings for designated periods of time. There may well be 

situations in which segregated settings are the most appropriate for 

particular skill acquisition but the mainstream can allow generalisation 

and adaptation of these skills as well. Quality, extensive and inclusive 

learning outcomes can then be achieved rather than merely the 

quantitative placement of bodies in classrooms. 

This is highly significant because, as Bowd (1981) pointed out: 

there are two essential features of mainstreaming: first, that its 
implementation presupposes a range of educational 
environments; second, that it involves not only the education 
and adjustment of the exceptional child but that of normal 
peers and teachers as well (p. 15). 

And, therefore, a part-time model may be one solution that can reduce 

the implementation concerns raised by Stainback (1985) when he 

reminded us that: 

when discussing inclusion programs, it may be prudent to 
start examining what changes could be made in the traditional 
organisational structure of the schools to help teachers adapt 
instruction to a wide range of student characteristics and 
needs and, as a consequence, make mainstreaming more 
workable (p. 144). 
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Indeed the traditional organisational structures of both special schools 

and mainstream schools are now being questioned, and new constructs 

being suggested. It is important that the part-time placement option is 

viewed as a component part of an overall, continuous, adaptive model of 

the service delivery whole. It must be remembered, however, as Kauffman 

(1995) reminds us that inclusion is a process not an outcome or place, 

even though: 

the special school has historically been viewed as the 
repository of all knowledge concerning definitive, high quality 
special education practice. This view is not inherently wrong, 
but rather, in light of the need to be critical and objective, the 
special school should instead be viewed as another specialist 
resource available to educators and students, a resource that 
can be accessed to provide quality support when organising 
inclusive programs. This can be achieved by collaboration and 
consultation (po 78). 

Collaborative programs between mainstream schools and special schools 

can only be successful if all staff are involved and if there is a shared 

responsibility for both the studentj s and the program. In this way both 

schools can be provided with the skills and support to enable inclusion to 

develop in a sequential, educationally sound manner. It is by the 

recognition and utilisation of the specialist expertise and resources 

available between special schools and their mainstream high school 

counterparts that a wider range of program options can be offered to 

students with disabilities. 

Dr Sandra Alper (1996), head of the University of North Iowa 

Department of Special Educatiori, is one commentator who has very 

effectively identified the effect restrictive options can have on the high 

school student with disabilities when she made the following statement: 

I disagree with people who say full inclusion means all children 
being in the regular classroom every day all day. There are 
several groups of students that this will not work for, 
Secondary school students who need to learn community and 
job skills (p. 1). 

By identifying and stating that this group is in need of specific support 

mechanisms, utilising a part-time model of inclusion service delivery may 

be the way in which the special school and the mainstream high school 
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are able to tailor make units of work that match student skill levels and 

educational needs. It is in this climate of change and review that the 

current research study has been developed. 

This present study will examine the prevalence and extent of the 

part-time model of inclusion placement in relation to high school aged 

students with disabilities enrolled in special schools and accessing 

mainstream high schools from a national perspective. It must always be 

remembered that as Bowd (1981) has eloquently and succinctly stated: 

handicapping conditions refer not only to the behaviour of the 
child, but to the adequacy of educational provisions which 
have been made for them. Exceptional children are those who 
need some form of special education, part-time or fulltime, for 
short or long periods- at some stage in their sequence of 
schooling. (p. 9). 

It is hoped therefore, that information derived from this current study will 

generate a clearer picture of the way in which part-time inclusion is 

undertaken, particularly in the secondary school arena and provide 

researchers and educators alike with a model of current educational 

change practice in action. By encouraging a review and analysis of 

current practices of inclusion then viable alternate options can be 

presented which may assist students in the future to obtain the fullest 

education with which their society can provide them. 

The structure of the thesis 

The study will discuss the progression from a full inclusion model of 

inclusion practice to the discussion and implementation of a part-time 

inclusion model, with the latter being presented as a viable option within 

a reconceptualized continuum model of service delivery. It will outline the 

historical and theoretical frameworks in which to place the current 

research and establish its value in the ongoing discussion on inclusion 

and inclusion practice. The thesi.s is developed in five sections: the 

research and its context, review of research literature, methods and 

processes, findings and discussions, and conclusions and suggestions for 

further research. 
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Chapter 2, review of the research literature, discusses the 

theoretical perspectives and issues that emerge in the discussion on 

inclusion. The research encompasses the issues of inclusion and 

examines the specific area of inclusion for secondary aged students. The 

different models of inclusion are discussed and the part-time model is 

introduced and discussed. The research examines the theoretical basis 

for a part-time model of inclusion and the issues surrounding it. The 

issue of a culture of disability is also discussed. 

In Chapter 3, methods andprocessesJ the methodology and the 

practice of the research are presented. This chapter provides the 

discussion of methodologies and the process of the research. This chapter 

provides information on the processes, and the questionnaire instrument. 

Chapter 4, findings and discussions, will provide information on 

the contextual factors involved in each state regarding inclusion practice. 

The results from both the individual states and at a national level are 

presented and discussed. 

Chapter 5, conclusions and suggestions for further research, will 

present conclusions derived from the findings. It will present a discussion 

on areas of need identified by the research and implications for inclusion 

practice. 

The conceptual basis of the research has been presented and addressed 

in this current chapter. Following on from this discussion, chapter two 

will examine the research literature available on inclusion to support the 

current research. The discussion will focus on the issue of inclusion as it 

relates to the secondary aged student with disabilities and will outline the 

particularly unique needs of this group and the specific ways in which 

inclusion and inclusive practices must be modified and developed to take 

account for these. Chapter three will then describe the research 

methodology employed. 

Conclusion 

In closing this chapter, the reader is presented with a quote from a se1f

confessed 'rabid inclusionist', a parent. This speaker expresses the 
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concern and plea of many in the field, both as practitioners and those 

just trying to make sense of it all, that inclusion must be seen as a 

process and not an end in itself: inclusion mayor may not be a right and 

debate will continue to be generated as to how best make it work. 

Above all, it must be remembered as Ferguson (1995) reflects: 

Inclusion is a process of meshing general and speCial education 
reform initiatives and strategies in order to achieve a unified 
system of public education that incorporates all children and 
youths as active; fully participating members of the school 
community, that views diversity as the norm, and that ensures 
a high quality education for each student by providing 
meaningful curriculum, effective teaching, and necessary 
supports for each student (p. 288). 
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CHAPTER 2 - REVIEW OF RELATED LITERATURE 

Introduction 

This chapter will examine selectively the vast range of research literature 

currently available on the inclusion of students with disabilities into 

mainstream schools. This selectivity is necessary, as the major focus here 

is the exploration of one aspect of inclusion only - the range of service 

delivery options currently available for students with disabilities who are 

involved in inclusion programs. The specific focus is an examination of 

the current range of options available for secondary aged students with 

disabilities enrolled in special schools and involved in inclusion programs 

with local secondary schools. Examining current and past practices 

provides a cohesive, logical theoretical framework from which to view this 

current study as well as the validation of a part-time rather than full time 

inclusion service delivery model as an option of choice for students and 

teachers in the secondary school arena. This chapter will therefore 

examine and discuss the literature with regard to the following broad 

areas: 

• inclusion as a means of changing special education practice 
within schools and the historical precedents and constructs 
that have operated in regard to policy development and the 
practice of inclusion, 

• the impact inclusion has had on the main participants in the 
process and the need for a review of existing implementation 
practices, and 

• the use of a part-time inclusion model of service delivery with 
secondary aged students with disabilities rather than other 
models in use currently (full inclusion). 

For a considerable period of time', inclusion, as an educational concept, 

has been viewed as a positive and worthwhile goal (Stainback, 1985). 

However, it is not the morality of inclusion as a concept that is at issue. 

Rather, it is how present day educators can best make inclusion a reality 

in schools and school systems. Inclusion is by its nature a form of 

educational change, a structured way of improving the status quo. 

Review of Related Literature 
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Undertaking inclusive practices necessitates changes to the way in which 

schools, both special and mainstream, undertake their core business, the 

education of students. Designed originally to assist only students with 

disabilities, it is now being found that the impact of inclusion does involve 

all students, and not always in a positive way (Daniel and King, 1997). 

Change may only be necessary when existing programs are perceived as 

no longer being effective, but Fullan (1991) has underscored the point 

that change may be necessary because high proportions of students are 

being alienated, or performing poorly. Their life in schools and after 

schooling is far less than it should be. Whether significant educational 

change is possible is a moot point for Fullan has made it clear that 

effective change is not easy, a particularly relevant point when 

considering educational inclusion because a major shift of perception, a 

paradigm shift, involving educational policy and management across 

several levels is required to effect the systemic changes needed. 

Effective implementation of such changes in thinking and 

practice, as expressed in inclusion, remains the biggest challenge to 

education and special education as we begin the new millennium. Fullan 

(1991) reflected a view supported by many practitioners. The view that as 

changes in behaviour precede changes in belief, perhaps it is not until the 

participants of inclusion programs can feel that the changes being 

implemented are 'theirs' and that they are significant contributors to and 

owners of them, then change will be difficult and not be as effective as it 

could be. A point to ponder. 

A review of the literature reveals a discussion of inclusion and 

inclusion practice. This has takep. many forms. Bailey (1998) identified 

these as being philosophical, legislative and empirical in origin, with the 

inclusion movement being characterised as a debate between 

philosophies and practice. This debate, as reflected by Bailey (1998), is 

one between full time inclusion placement on the one hand and a more 

qualified approach to inclusion on the other. Whilst such a view may 

appear superficially simplistic, this is not the case, particularly with the 

complexity of opposing views expressed in discussions presented by 

commentators such as Fuchs and Fuchs (1994), and Kauffman and 

Hallahan (1995) as well as the interview by O'Neil (1995) with two 
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recognised protagonists in the field, Jim Kauffman and Mara Sapon

Shevin. Many studies looking at the features of inclusion have found that 

by utilising the skills of different settings and through cross institutional 

interaction there is a greater pooling of regular and special education 

resources to foster change and it is this inter departmental and inter

institutional co-operation that wi:ll ensure inclusion practice will progress. 

Examples of these include Stainback and Stainback (1984); Stainback, 

Stainback; and Forest (1989); York (1992); and Ysseldyke and Algozzine 

(1982). In order to place any discussion on inclusion in a contextual 

framework, however, it is necessary to examine its historical antecedents 

in order to understand the current state of play and why a need for 

change has developed. 

Historical antecedents to a policy of inclusion practice 

There have been considerable historically significant legal precedents and 

educational constructs that have contributed to the development of a 

policy for the inclusion of students with disabilities into mainstream 

schools. The following discussion will outline the more significant 

elements in order to provide a background explanation of current 

inclusion practice both here in Australia and in the United States of 

America. 

Educational inclusion has been a political and legal entity from 

its inception, particularly in the U.S.A. This has become more obvious in 

recent times due to the rapid and often verbose examples generated in the 

U.SA. This more visible presence is due to the high public profile that 

education and particularly special education have developed in more 

recent years. The increased legal and political involvement that special 

education practice in the U.S.A. has attracted has also had a flow-on 

effect in the educational practice of other countries including Australia 

(see Bowd, 1981; Doherty, 1982; Gow, 1986; Harvey, 1985; Gow, Snow, 

Balla and Hall, 1987, and McRae, 1996). 

With the consequent increased interest in the practice and theory 

of special education, there have been many changes and revisions in how 

special education services have been undertaken. This has been reflected 
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both socia-politically and legally in terms of individual and communal 

attempts to attain for students with disabilities the same level of full 

access to both civil rights and basic human rights as non-disabled 

students enjoy. Legally, the most significant legislation to effect this was 

implemented in the United States with Public Law 94: 142, the Education 

for All Handicapped Children Act of 1975 (Lewis and Doorlag, 1983). This 

law was historic as it mandated main streaming (inclusion) practice for the 

first time, but, as Schnaiberg (1996) points out, an interesting anomaly 

has emerged, namely that, although the terms are used widely in general 

discussion, there is not nor has there been any specific mention of the 

'inclusion' or 'mainstreaming'in any special education laws enacted in 

the United States. Historically, Public Law 94: 142 has been viewed as the 

law of main streaming (DoorIag, 1'983) as it required that the handicapped 

are educated with regular class peers to the maximum extent appropriate. 

This law was redrafted in 1990 to its current form as the Individuals with 

Disabilities Education Act (IDEA). 

The United States, by virtue of both its size and the enthusiasm of 

its participants, has been the arena where the mos~ strident examples of 

legal and political involvement in education practice have been translated 

to law. Judgements have been made in the U.S. Supreme Court, through 

the Third, Fifth, Ninth and Eleventh Circuit courts, respectively, 

concerning the structure of special education implementation from a legal 

framework operating in an educational context. These judgements 

mandated inclusive practices into law and have had long term 

ramifications, related to both implementation and interpretation of 

inclusion practice for students with disabilities: This is exemplified in a 

statement by Kauffman in 1995 when he reflected on the concern that: 

Since enactment in 1975 of the federal (U.S.A) legislation 
known commonly as P.L. 94-142 (now the Individuals with 
Disabilities Education Act - IDEA) the courts have interpreted 
the education of 'all handicapped children" to mean the 
inclusion of literally all, regardless of the nature or severity of 
their handicaps (Kauffman, 1995, p. 159). 

The implementation of such literal interpretations reflected by the courts 

has been adopted and represented as a validation for the development of 

a unitarian education system, with supporters viewing special education 

and general education as unnecessary dual systems, as reflected in the 
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works of Biklen (1985), Forest (1987), Lipsky and Gartner (1989), Sailor 

(1991), Sapon-Shevin (1994), and Stainback and Stainback (1991,1992). 

Such interpretations of the law acted as catalysts for the 

development of the wide range of views about implementation that have 

continued to rage to the present ~ay. Such views are exemplified in the 

stance taken by proponents of the total or full inclusion model. The full 

inclusion view of education practice presented a literalist interpretation of 

legislation. Legal interpretations were taken at face value, and, to add 

credibility and validity for their views, programs were represented by 

supporters as establishing legal precedents. However, such literal 

interpretations, although socially agreeable, would appear to be flawed, 

particularly when their implementation is translated to the secondary 

school level (Sktic, 1991). If closer investigation and elaboration of these 

judgements is undertaken, evidence appears to support the continuation 

of an alternative placements choice model, rather than the approach 

offered by the full inclusion proponents. The IDEA document is a good 

example of this clarification because, upon closer reading, it can be found 

that it is very explicit in the wording of the document: 

Each state must establish procedures to assure that, to the 
maximum extent appropriate, children with disabilities are 
educated with children who are not disabled, and that special 
education, separate schooling, or other removal of children 
with disabilities from the regular educational environment 
occurs only when the nature or severity of the disability is such 
that education in regular classes ... cannot be achieved 
satisfactorily (20U.S.C. 1412(5)(B)). 

As a result of this codification process in the United States at the federal 

level, under the Code of Federal Regulations (CFR), it was then mandated 

that: 

each public agency shall ensure that a continuum of 
alternative placements is available to meet the needs of 
children with disabilities for special education and related 
services 34.C.F.R. 300.551(a). 

And, furthermore: 

The continuum must include alternative placements such as 
instruction in regular classes, special classes, and special 
schools. Home instruction, and instruction in hospitals and 
institutions, and make provision for supplementary services 
(such as resource room or itinerant instruction) to be provided 
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in conjunction with regular class placements 
34.C.F.R.300.SS1 (b)(1)and(2). 

38 

Upon critical examination, what had originally begun as an exercise of 

legislative intent causing considerable controversy appears to be a 

validation, explication and acceptance of the service provisions special 

schools and special education had already been providing, representing, 

therefore, the legalisation and legitimisation of the status' quo as it were. 

As with any legal interpretation, it is just that, an interpretation and 

therefore subject to change according to the political climate of the day. 

The interpretations of such contentious and politically sensitive laws have 

also led to the development of extremist views in response to them. 

A concurrent issue to emerge, which has also clouded the 

development of a clear effective interpretation of inclusion, has been that 

of funding. Support for inclusion implementation, from an economic 

perspective, was affected by the worldwide phenomenon of fiscal 

rationalism that occurred during the 1980s and 1990s. Macro-economic 

trends began to be translated by funding authorities from economic 

theory into micro-economic, cost cutting realities. Changes in fiscal 

practice have resulted in rationalisation, and in many instances 

reductions in service delivery provisions. Reductions occurred across a 

considerable range of areas, including the education sector. Educational 

rationalism as a fiscal policy initiative was quickly adopted by 

governments at all levels in a range of countries including Australia, for 

its ease of translation into reductions and changes in program structure. 

Although these changes primarily affected mainstream education 

practice, they have also had a flow on effect into special education 

settings as well. Paradoxically, while there was an increasing interest in 

special education outcomes and practice at this time from the general 

community and increased media attention with the introduction of 

inclusive education practices, fiscal reductions still occurred. 

There have been many reviews undertaken by state education 

authorities in Australia to determine current and perceived service 

delivery needs in relation to inclusion practice as a result of the adoption 

of these rationalisations of funding. These have included the following 

reviews: 
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• Australian Capital Territory Schools Authority, review in 
1981, 

• Victoria, the Collins review in 1984, 

• New South Wales, the Doherty (1982) review and McRae 
(1996) Feasibility Study. 

• Tasmanian Special Education Review in 1983 and review of 
inclusion policy and funding in 2000. 

• South Australian Department of Education, Training and 
Employment review of funding by Brown (1997), 

• Northern Territory government yet to be actioned review of 
Student Services undertaken in 2000. 

Special education practice is an expensive exercise, particularly so if a 

high quality service is to be provided and maintained. Lipsky" and Gartner 

(1989) made this point clearly when they determined that the general cost 

of special education is about twice that for other students (see also 

Kakalik, Furry, Thomas and Carney, 1981; Raphael, Singer, and Walker, 

1985; Singer and Butler, 1987; Wright, Cooperstein, Renniker, and 

Padilla, 1982). 

To see such an example of fiscally adjoined practice, the United 

States perspective can provide an interesting model for examination. The 

financial aspect of inclusion has been legislated for most effectively in the 

IDEA structure where individual states have to show compliance with 

legal requirements for funding regimes to be accessed and federal support 

to be provided. It is this high expenditure ratio that proponents of full 

inclusion, particularly in the U.S.A, contended had to be curtailed and 

that a unified education program would be the way to achieve this. There 

is, however, a basically flawed supposition in such a view. This 

supposition is that, if services were unified, there would be recovered 

funds that would then be available to all students. But at present there is 

no clear evidence that savings would result, as the cost effectiveness of 

inclusion has not been adequately proven in the research literature. 

Mawdsley (1995) reported mixed results and Shanker (1995) found that 

some inclusionary practices undertaken proved to be too costly in regard 

to the quality of services that were provided to the students involved. 

Rationalisation of resources by educational systems has usually therefore 

been undertaken advantageously where and when falling enrolments and 

the resultant under-utilised capital resources such as buildings allow. 
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Changes have been made to program structures with little or no 

awareness by either the general public (parents) or the media. 

Superficially little evidence of such absorption and resumption of services 

can be evidenced. Services simply no longer exist. Service provisions are 

rerouted into other areas. Concerns regarding such activities are 

expressed by Foreman (2001) when discussing the response of parents to 

the release of the McRae feasibility report in New South Wales that was 

undertaken in 1996 but not released by the government of the day until 

1997. 

It is, after all, economically cheaper and more viable to refurbish 

existing buildings than rebuild, and equipment has a longer shelf life and 

is more transportable than staff. ·Such concerns have surfaced in 

Australia with the recent trend towards devolution of responsibilities and 

administration within government education departments across states 

and territories (Bailey, 1998). There has emerged, however, recognition of 

the need to re-conceptualise the way in which service delivery systems are 

developed and will need to be provided into the new millennium. Daniel 

and King (1998), when discussing the research database for inclusion, 

highlighted the point that there was a need to accumulate more quality 

information derived from research that could be seen to provide a 

foundation for informed, knowledgeable choices to be made. The 

important and pressing need is to determine how special education can 

and will interface with general education in the future. 

The current study sets out to examine this need with particular 

emphasis on the inclusion practices operating in the secondary school 

area with students enrolled at special schools. The study examines the 

proposition that, by adopting an innovative approach to service delivery 

as expressed in a part-time placement model, students may be provided 

with the benefits of accessing what Chapman (1994) has called the best of 

both worlds. 

However, in order to achieve this outcome, it is first necessary to 

re-conceptualise the way inclusion occurs and how it occurs. There is a 

need to determine the best means of facilitation to obtain the most 

effective outcomes. Any changes that resulted would require support for 

their implementation across all levels of administration and personnel. 
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hus, there is a need to adopt a more holistic approach to inclusion 

ractice. We are not merely concerned with looking at the where of 

Lclusion practice. Similarly, any reconceptualisation must be based on 

le core premise that all students are individual in their educational 

eeds. Therefore, the responses of educators and administrators 

:tempting to meet these needs must essentially be individualised as well. 

.clusion as a concept and special education as a practice are politically 

ld socially sensitive areas, and the issues they raise need to be 

~amined carefully. 

Macmillan, Semmel and Gerber (1994), in discussing this issue, 

:pressed it very well in their following comment: 

We reiterate our agreement with those who advocate for the 
rights of children with disabilities to free access to all the real 
and potential advantages of education. However, we maintain a 
strong commitment to maximizing personal, social and 
academic outcomes for these citizens throughout their lives (p. 
34). 

has only been through the continued examination and provision of a 

~al infrastructure for special education implementation that inclusion 

s developed from an educational entity to become a socio- political 

tity and as such the advice offered by Fullan (1995) must be 

nembered. 

It is necessary to build and understand the big picture, 
because educational change after all is a socio-political process 
(p.4). 

lS big picture to which Fullan refers must indeed be addressed, but it 

lst be addressed by the prime movers responsible for educational 

mge, the researchers, the practitioners and the policy makers, not just 

: end users; otherwise the full impact of the concept and its 

Jlications for practice will not be understood. To effect the types of 

mges required by inclusion at both the policy and practical level 

uires administrators and educators to have the ability to see how such 

mge will affect educational practice as well as practitioners and 

ticipants across all areas. Emphasis must reflect the fact that change 

cesses such as inclusion have particular dynamics that must be 

lprehended effectively. This point was expressed clearly by Fullan 

~n he suggested that educational change should be viewed as a socio 
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political process which involves all kinds of individual, classroom, school, 

local, regional and national factors at work in interactive ways. This puts 

the stress upon the critical elements of the process, the all-important 

features that must be taken into account when discussing such 

programs, the what and how of change. Otherwise, without such 

clarification, as quite frequently happens with new ideas, it is possible to 

be crystal clear about what one wants and yet be totally inept at 

achieving it. This point is particularly evident in the case of students with 

disabilities and their inclusion into mainstream settings, where programs 

have in the past tried to support and validate philosophical viewpoints 

rather than enhancing ways of program implementation. Practitioners 

knew what they wanted to achieve, but were unable to provide the desired 

outcomes because the process was not clearly elucidated. Support for the 

concept of inclusion is not now and never has been in doubt (Stainback, 

1985). The problem, rather, is exactly how best to achieve the realisation 

of these ideals in practical terms in a classroom so that students are 

provided with effective programs, while, at the same time, attempting to 

resolve conflicting philosophical views on implementation issues that 

arise. 

Inclusion has evolved into a socio-political tool that has been used by 

vocal minorities as well as practitioners. It has become a useful means for 

political point scoring by astute politicians and single-issue interest 

groups, and an effective vehicle for the pursuit of individual agendas. 

Many such agendas, however, fall outside the original educational and 

social parameters inclusion was designed to achieve. This has led to a 

perceived shift in emphasis away from the primary objective of inclusion 

which has continued to be the delivery of efficient, effective, socially 

equitable and appropriate educational programs for students, both 

individually and collectively, irrespective of their disability status. 

The enactment of policy provisions within a climate of change 

The generation of documents, policies, statements and directives designed 

to support the implementation of an inclusion policy has been prolific. In 
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Australia, there have been a number of reviews and reports generated by 

individual state and territory education authorities designed to examine 

current practices as a means of assisting the implementation of inclusion. 

Although there is still no legislat~on at the national level that specifies the 

nature of special educational services, the Disability Discrimination Act, 

enacted by the national parliament in 1992, is seen as the major 

document that indirectly guarantees an education to students with 

disabilities. At the state level, however, this is not the case. There is 

considerable diversity in the range of special education policy statements 

provided, and these differences can be seen to reflect the extent to which 

inclusion has influenced policy development (Dempsey and Foreman, 

1995). 

Educational policy makers in general have been very quick to 

respond to any possible perceived and implicit financial and/ or socio 

political benefits that may be generated by inclusion. Political lobby 

groups, many of which comprise agitated and vocal parents, have also 

been swift in their response. Such groups have been instrumental in not 

only the modification but, in some cases, what has been seen as the 

adulteration of special education policy as it relates to the practice of 

inclusion, sometimes expressed as almost fanatical support for the 

concept of full inclusion This has led to statements such as those by 

Kauffman (1993) that 

perhaps the ultimate degradation of special education occurs 
when it embraces a fanatical allegiance to the imageology and 
ideology of place - even if it does not work (p.8). 

Ideologically, as Daniel and King (1997) have reflected, inclusion has 

become, for advocates of full inclusion at least, the cure for what ails 

special education. The emergence of disability oriented lobby groups is 

not a new phenomena, however, as such groups have historically 

developed from a collective of traditionally disenfranchised individuals. 

Such individuals, by meeting together, found common interests, 

developing a sense of identity an~ advocacy against a perceived common 

enemy or grievance. Moreover, collectively through this aggregation, they 

have developed a sense of empowerment, and awareness of their ability to 

wield considerable political pressure in order to effect change. Such social 

justice trends have been historically most evident in the United States of 
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America, although, recently, they have gained rapid popularity and 

momentum worldwide with groups such as People First in England and 

Inclusion International coming into being and influencing governments. 

In the U.S.A this sociopolitical element was quite strong and, in 

relation to the concept of mainstreaming and inclusion, began to develop 

and be expressed in terms of being conjoint fiscal and legal entities. 

Special education provision began to be dependent upon education 

boards and schools satisfying legal requirements that were then 

expressed in a fiscal outcome. Schools and states now have to satisfy 

both federal and state imposed constraints and requirements in order to 

receive financial support. With this increasing emphasis on a legal 

component in special education practice, there was a growing concern 

that inclusion provision and special education had become, by default, 

education by litigation. For many students with disabilities and their 

schools this became a very real and worrying issue. Education provision 

for students with disabilities was becoming based on legal compliance for 

its survival. Educational policy as reflected by practice in the United 

States of America, particularly in regard to inclusion practice, became 

implemented within restrictions and impositions and was viewed as being 

guided and in some cases shaped primarily by legal and economic 

concerns. Educational considerations and the needs of students became 

secondary to concerns over whether legal requirements were being met. 

Hegarty and associates (1981) raised such concerns when they 

reminded practitioners to be co~izant of the fact that integration is a 

means to an end not an end in itself. Pupils with special needs do not all 

need integration; rather what they need is a quality education provision, 

where it is delivered is a debateable issue - a point too often forgotten in 

the rhetoric generated in the debate, but one that needs to be 

remembered by both practitioners and protestors alike. 

Inclusion policies in the Australian experience, by contrast, did 

not progress down this path to the same extent, and enacted policy, in 

respect of inclusion into mainstream education settings, has been less 

encumbered by the type and extent of extraneous legal considerations on 

the whole encountered in North America. As Forlin (1996) has pointed out 

for Australia, most states and territories have upheld, in their individual 
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policy statements, the rights of a child with a disability to equal 

educational opportunities by placement in regular classrooms. Such a 

movement from segregated to inclusive practice has inevitably led to a 

change in the nature of special ahd regular education. However, because 

of the fragmenting effect of individual state and territory policies there 

have been differing views in each state in respect to practice, with some 

states adopting a social justice model (Western Australia, Queensland, 

Tasmania) whilst others have looked at a more needs based model 

(N orthern Territory). 

The impact of enacted policy at the school level 

Policy decisions relating to educational practice are enacted at the 

school level with varying effects on the significant end users, particularly 

in the case of inclusion programs. This is due to the fact, that although 

legal frameworks may be developed to improve the educational cause of 

students with disabilities such as national or state inclusion 'laws', it 

must be remembered that it is administrations and teachers who will 

ultimately determine / influence (?) the benefit derived by the children 

(Evans, 1986a, p.3). The evidence suggests that educational aims and 

educational reform are a matter for educators and are not achievable 

through the kinds of decisions made at government level alone (Fulcher, 

1989). 

The degree of support expressed for both the policy and its 

implementation by the educational hierarchy within a school impacts 

dramatically on possible future efficacy of such programs. As Fulcher has 

highlighted, where local school practices are concerned, research 

suggests that commitment, collegiality among teachers and the 'staying 

power' of principals are the significant factors in the implementation of 

special education law, not legislation alone (Fulcher, 1989 p.152). 

Significantly, the mere fa:ct that a policy, in this case inclusion, is 

made mandatory is not a reliable indicator of the degree of support it will 

receive at the school level. Rather, support here is dependent on a range 

of variables and factors. Success is not a given. The degree of support at 

this level can be quite disparate to what might be expected. Fulcher 
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(1989) supported this position with the view that while legislation may 

achieve some form of formal rationality, in the sense that the law is 

complied with in a procedural sense, literature on school practice shows 

that in practice, although a student with disabilities may be placed in a 

regular school (what could be termed "locational" integration), social and 

educational integration do not necessarily follow as a consequence of 

such placement. Support for such a view is found in bothNorway and 

England in educational practice examined there (Fulcher, 1989, pp 270-

271). 

The reality is that, unles~ there are incentives for the end users 

attached to such program initiatives, usually financial in nature, the 

degree of support generated for its conception into a physical reality, for 

example as an effective program in a school, is minimal. Miller (1986), 

saw a clear link between economic decisions and how schools respond to 

policy initiatives. Although legislators may theorise that decision-making 

occurs at other levels as a rational process, this is not usually how 

decisions in schools are made. As Mehan (1984) rightly stated, schools 

devise their own educational programs, or policy practices within the 

limits of practical circumstances, which are both local and wider in 

origin, and their everyday decisions are often contingent on 

administrative, fiscal and bureaucratic conditions (Fulcher, 1989, p.152). 

However, as a result in many cases, possibly effective programs are 

relegated to being merely program directives that have to be 

acknowledged and responded to .. Unfortunately, at the school level, policy 

statements are not read from a technical empiricist perspective, as 

expressions of intent (Codd, 1994). Many staff, including teaching staff, 

and non-teaching administrators have come to view policies such as 

inclusion as merely an additional task that has to be fitted into an 

already overcrowded curriculum load. Implementation of enacted policies 

such as the inclusion of students with disabilities into mainstream and 

special educational settings can be and has been erratic - at best ad hoc 

and at worst non-existent. Whether the policy itself has any inherent 

social value, at a school level at least, becomes subsumed by other factors 

(staff-student ratios, funding, staffing and the like) and support is then 

dictated to a large extent by the degree to which both staff and 

administration view it as being of value to their school overall, relative to 
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the amount of energy that will need to be expended to be successful. It 

must be remembered that inclusion can be a stressful activity (Forlin, 

1995) and has to be seen as cost. effective by all staff involved before they 

are willing to be involved in it. 

Administrative factors 

An individual school, primary or secondary, is the operational 

setting in which policy statements are enacted; it is not in the offices of 

the educational administrators who conceived such policy. The school 

popUlation comprising staff, students and parents, reflect the school 

environment or culture, and as such are the significant stakeholders. 

They are the contributors, who will and do influence the subsequent 

implementation and resultant success or failure. It is therefore in relation 

to these stakeholders and their biases and prejudices and legitimate 

hopes and aims that policies are enacted at the school level. 

The enactment of educational policies as mentioned before 

usually occurs either with fervour and skill or grudgingly, with such 

policies often being perceived as just another set of mandated directives 

that already over worked teachers and administrators have to fit into an 

already crowded agenda. There is often no ownership and no 

empowerment of these issues by the main implementers of the programs, 

the staff at the school level. Inclusion, as with any program, does not 

occur without support by the people instrumental in translating the 

policies into effective programs. In the absence of this support, school 

staff are often seen to be merely going through the motions because they 

are required to, responding to the document and not the doctrine. 

Therefore, an effective policy on inclusion must by necessity require the 

participation of all teachers in primary and secondary schools if these 

contexts are to respond appropriately (Evans 1986a). In the first instance, 

the reality of how a school responds to administrative policy directives, 

including inclusion, is largely reflective of the attitudes and perceptions of 

the school principal. Center and Ward (1987) confirmed this view in their 

study, where they examined the attitudes and role of principals related to 

the enacted policy of inclusion in primary schools in Australia. 
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A substantial number of studies in Australia have examined the 

attitudes and awareness of principals in regard to inclusion. A selection of 

such studies include those by Andrews, Elkins, Berry, and Burge (1979), 

Center and Ward (1987), Center, Ward, Parmenter and Nash (1985), Cole 

and Chan (1990), Gow (1985), Parmenter and Nash (1987) and Quinn, 

Sultmann and Elkins (1988), Wilton (1988) with more recent studies such 

as those by Forlin,Douglas and Hattie (1996), and Bailey and du Plessis 

(1998), seen to be significant contributors to the research base in regard 

to the Australian perspective. Collectively they confirm that at the level of 

the school, it is not the regional administrators but the principal who is 

central to propagating changes in the culture of the school. Using 

research in North America, Berman and McLaughlin (1977) also found 

evidence for this in their findings that projects having the active support 

of the principal were most likely to fare well. The principals' actions carry 

the message as to whether change is taken seriously and serve to support 

teachers. A similar but more direct comment cited in Fullan (1991) was 

also made by Hall and associates (1980) when they observed that the 

degree of implementation of the innovation is different in different schools 

because of the actions and concerns of the principal. 

The Teacher 

As mentioned above, the attitudes and support of teaching staff, 

irrespective of whether they are in special education or mainstream, are 

pivotal in the acceptance, adoption and translation of policy directives at 

the school level, and have a significant role in any possible program 

success. From the evidence (Fulcher, 1989, p. 226), it would appear that 

instances of successful integration occur because people want them to 

happen and in many cases despite the overall lack of any systemic 

support. 

Further evidence also suggests that educational aims and 

educational reform are a matter for educators and are not achievable via 

the kinds of decisions made at government level (Fulcher, 1989, p 271). 

This co-operative and collegiate supposition necessary for success 

was detailed clearly by Sarason and Doris as far back as 1979 when they 

stated that: 
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for effective main streaming, regular classroom teachers must 
have the strong and coordinated backing of special education 
teachers and support personnel (p. 372). 

As far back as 1982 Kunzweiler declared that one of the most important 

variables, in his view, for determining academic achievement and success 

of students in inclusion programs is the quality of teaching between them 

and their teacher. This is reinforced by the work of Smelld,n (1984) who 

listed a number of factors seen as playing the major role in successful 

mainstreaming. These included the following: 

• teacher attitudes towards handicapped individuals, 

• teacher attitudes towards mainstreaming, and 

• teacher knowledge about handicapped individuals and their 
(teachers') skills in devising curricula and strategies suitable 
for the conduct of main streaming classes. 

Chandler (1986), who was also supportive of these conclusions, went 

further by stating forcefully that it was the quality of the teaching that is 

of importance, enforcing the opinion that it was the skill or incompetence 

of the regular class teacher that makes or breaks special students in the 

mainstream. Fullan (1995) also elaborated on this point further, 

particularly in regard to educational change, by explaining that: 

educational change depends on what teachers do and think -
it's as simple and as complex as that. It would all be so easy if 
we could legislate changes in thinking (p. 117). 

This view that acknowledges that teacher attitude is a factor of 

significance has been further reinforced with the evidence found by 

Forrin, Hattie and Douglas (1995) when they surveyed teachers in 

Western Australia on their attitudes and support for inclusion. They 

found that: 

educators were not accepting unequivocally of inclusion, and 
that acceptance levels declined with teaching experience, with 
the most experienced educators demonstrating the lowest 
acceptance levels for inclusion (p. 184). 

The work of Ward and colleagues (1988) further emphasize the 

considerable burden involvement in inclusion programs has been found 

to have on teachers. This study noted that there needed to be recognition 

that inclusion in Australian schools has made considerable demands on 

the regular class teacher. An earlier study by Center and Ward (1987) 

Review of Related Literature 



Part-time Inclusion 50 

found that it was neophyte teachers who were the ones with the most 

positive support for inclusion. The more experience teachers had, the less 

support was evidenced. 

A further point to emerge from Forlin's (1995) research that is 

very relevant was the point that any support from teachers for inclusion 

was conditional. Their support for inclusion programs was based on very 

specific parameters they identified as being particularly significant. 

Surprisingly, the only conditions under which they were supportive of 

inclusion (placement) taking place, were very prescriptive: 

the child with a mild or moderate disability and for part-time 
placement in a regular classroom (Forlin, 1995, p. 184). 

The expression of such a conditional element only adding further impetus 

to an already increasing collective concern expressed by both the research 

community and experienced practitioners in the field of the need for 

change in current practice. Issues such as those mentioned previously 

further highlight that a full inclusion model is in needs of urgent 

reconsideration. Evidence continued to mount, both anecdotal and 

empirical in nature that there was a need for change, and the type of 

change most supported was that of a part-time model of inclusion. This is 

the model that Forlin (1995), found from the viewpoint and experience of 

knowledgeable practitioners, was a more acceptable and plausible 

alternative to that proposed by the opposing total inclusion model. 

Such options can be provided for from within a continuum style 

delivery of services model as expressed by Deno (1970), even though 

enlightened thought proposed by the full inclusion view rejected such 

models as being restrictive and outdated, primarily as such a view was 

not sympathetic to the cause in any way. Such political and social 

reforms as these have since been shown to be both ad hoc in their 

implementation and questionable in their morality. Research and 

anecdotal evidence from practitioners in the field such as that cited 

already reflects a need to re-examine the way in which inclusion is 

operating. At present, inclusion practice appears to be bogging down in 

its own mediocrity, particularly in regard to providing effective 

alternatives to the dichotomous approaches of the past. Paradoxically, 

however, it may be fortuitous to return to the past with the view to re-
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conceptualizing past models and returning to the future to refresh the 

inclusion debate with other alternatives not as restrictive. 

The student 

For too long the one group who have been viewed as the passive 

recipients of educational change have been the students themselves. They 

have historically not been seen as active participants in any change 

process. However and with hindsight, such a view must change for, as 

Kidd (1993) found, researchers for the most part have tended to 

investigate the effects of integration on factors such as academic 

achievement, social skills, self-esteem and stigmatisation - all factors 

impacting on students rather than actually asking the students 

themselves what was happening. 

Students are significant primary stakeholders and thus should be 

more directly involved in policy initiatives such as inclusion, rather than 

merely being passive recipients of such programs. Taylor (1994) 

acknowledged this fact when he stated that, in essence, it was the 

student who was the potential casualty of the curriculum and teaching 

methods used. Whether the student wished to be part of the process was 

never examined or considered, even though this is an important human 

rights and ethical consideration. Just as their right to a choice from a 

range of inclusion options was never provided for in the total inclusion 

model, so their active consent for involvement in such programs has also 

usually never been sought. This has been a major omission and it must 

be remembered that, as Jenkins and Heinen (1989) point out quite 

rightly, there is some evidence that not all children with disabilities would 

prefer to receive special services in the regular classroom. 

Inclusion programs for students with disabilities, specifically at 

the secondary age level, were developed for rather than in consultation 

with the students concerned. There has been an apparent disregard, 

perhaps even contempt, shown for the complex, multi faceted nature of 

the concept of inclusion and its subsequent translation into practice. 

Disregard has also been shown for the educational rights of the students 

involved, by denying them a voice in programs that can and do affect their 

futures. Instead, a reliance on the benevolence of teachers and parents 
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has been pre-eminent in the selection of appropriate choices for their 

students. 

This is a factor that educators should be aware of and seek to 

actively remediate, because, as Chandler (1986) made clear, in relation to 

providing effective inclusion programs: 

the variables are, the teacher, the administration, the budget, 
and the design of the school and the nature of the student 
body (p. 125). 

All the above factors of empowerment, consultation, supportive attitudes 

and infrastructure support have been discussed earlier. The part-time 

inclusion option may be one way in which such empowerment of students 

can be undertaken to make a positive contribution to the process of 

change within schools, particularly in the case of this research the 

secondary school. 

The illusion of full inclusion and concerns for a change in direction 

Full inclusion as a practical option for the majority of students with 

disabilities does not to work. Placement in schools with children without 

disabilities does not guarantee either acceptance or academic osmosis. 

Chandler (1986) articulated this issue of acceptance by association very 

well in the statement that: 

Mainstreaming special children makes them and their parents 
think that they will be main streamed in life after school, but life 
isn't like that (p. 126). 

The view that "main streaming" can be maintained outside of school has 

been an implicit if not at times directly stated educational proposition 

evident in the operation and implementation of full inclusion programs. 

Such a view, as Chandler rightly confirms, must be changed. There is a 

need to question and refute the type of "equality" expressed in the full 

time inclusion stance that has historically seen full inclusion as being the 

social and educational panacea for dealing with students with disabilities 

by its proponents. During the mid nineties views such as these expressed 

by O'Neil (1995), began to be more prevalent in the discourse on 

inclusion: 
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Eventually, and I hope very soon, people will recognise and 
reject the radical rhetoric that calls for the full inclusion of all 
kids with disabilities in regular education (p. 11). 

Special education service provision has been and still is highly 

specialised and expensive in its operation. The full inclusionist agenda 

reflected this expense as being an unnecessary one, inequitable both 

fiscally and socially and viewed as having gone on for too long. The social 

expediency full time inclusion offered as an alternative provided for the 

fiscal amelioration of this imbalance in both resources and programs. The 

total inclusion model provided a social vision encouraging widespread 

social and moral change. It was viewed as a way of providing resolution of 

a perceived educational imbalance, an imbalance perceived by a group 

who felt aggrieved at their inability to access the anticipated treasure 

chest of 'opportunities' offered to them and particularly their children by 

the mainstream education classroom. In reality, however, the 

comprehensive infrastructure and support necessary for such change as 

reflected in total or full-time inclusion was not conclusively forthcoming 

from participants such as teachers, administrators and schools. And for 

such changes to be implemented to the extent demanded by its 

proponents, existing systemic resource and social parameters would have 

to be radically readjusted and education systems and schools make 

extensive structural changes. The singular and inflexible nature of a full 

inclusion model as proposed by its most extreme advocates has been its 

major downfall. The ability of educational and social systems to accept 

and internalise such a democratic and socially righteous concept as well 

as cope with the vast systemic change it called for, unfortunately, was not 

credible or sustainable in practice. 

As Firestone and Pennell (1993) pointed out, to ensure the 

successful implementation of any new policy requires that all the people 

involved must be committed to it. In the teaching profession this is an 

extremely significant factor, particularly so as personal performance 

levels are heavily dependent on personal motivation and commitment to a 

particular philosophy. This important factor has been recognised and 

reinforced in Australia by Fortin, (1995), when she stated that: 

Commitment to a policy of inclusion, which is a significant 
change in educational pedagogy, may be a reflection of an 
educator's underlying beliefs about the philosophical base 

Review of Related Literature 



Part-time Inclusion 54 

upon which inclusion is grounded, and their appraisal of the 
circumstances surrounding its implementation (p. 180). 

Westby and associates (1994) also supported such a standpoint and 

provided a clear example of the type of scepticism and unease that the 

full inclusion fervour generated GpJlongst both mainstream and special 

educators in the recent past leading to the type of feelings expressed in 

the statement that: 

not everyone is certain that full inclusion is the best way to 
educate students with disabilities. Although state education 
personnel and school administrators may maintain that full 
inclusion will best meet the needs of students with disabilities, 
some staff and families suspect that the full inclusion 
movement is being driven by funding issues and not by needs 
of students (Westby et al., 1994, p. 14). 

Such a concern over the credibility and efficacy of the full inclusion 

mandate has been articulated again and again over time by a 

considerable number of parent and professional groups that have been 

acknowledged, both politically and socially as being the recognised, peak 

representative bodies for identified groups with disabilities in their 

respective countries. In Australia this includes the Australian Association 

of Special Education Inc (AASE) who have been supportive of the generic 

inclusive ethos expressed in their published position statements. The 

Learning Disabilities Association of America (LDA), a powerful lobby and 

support group involving parents and professionals in America, has come 

out in support of the concept of inclusion as an valuable educational 

practice. However, it is quite categorical that: 

it [LDA] does not support 'full inclusion' or any policies that 
mandate the same placement, instruction, or treatment for ALL 
students with disabilities (Westby et al, 1994, p. 14). 

It does not dispute the fact that some students do benefit from placement 

in mainstream settings; however, it is strongly opposed to the 'blanket' 

service provision promoted by the full inclusion model lobby. The LDA 

has clearly stated its position as a proponent and supporter of a 

continuum choice model, the same viewpoint as echoed by many 

educators working in the field, aI,ld other national peak representative 

bodies. Several other major organizations in North America, including the 

National Joint Committee on Learning Disabilities (NJCLD), and the 

Council for Learning Disabilities (CLD), have also been vocal in their 
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respective concerns in regard to the efficacy of full inclusion in 

documents issued as position papers during 1993. Such views 

culminated in the following joint declaration: 

55 

The LDA, NJCLD, and CLD all maintain that decisions 
regarding educational placement of students with disabilities 
must be based on the needs of each individual student rather 
than administrative convenience or budgetary considerations 
and must be the result of a cooperative effort involving the 
educators, parents and the student when appropriate (Westby 
et al, 1994, p. 14). 

This affirmation is not a new phenomenon. Educational researchers have 

been concerned to ensure that discussions on service delivery models for 

students with disabilities have been undertaken using a multi option 

framework. The concern has been that in the past there have been many 

children placed into regular classes. Such placements were made with the 

best of intentions for the students involved. However, although physically 

integrated, these children were socially and psychologically isolated 

within mainstream educational settings. There has been a trend towards 

a recognition and identification of inclusion as being an issue of where 

(location) learning should ideally occur not the issue of how that learning 

should occur. It is this issue of where, the physical location that the 

learning is undertaken, that has repeatedly arisen as a theme throughout 

the full inclusion rhetoric, not the more important issue of how such 

learning can be best facilitated. Zigler and colleagues (1990) summarised 

this preference for placement alone when noting that: 

the field of mental retardation has been prone to conceptualise 
institutions only as places, not as places within which 
interactions occur (p. 7). 

Chapman (1994) expressed this concern even more directly, pointing out 

that under a full inclusion model educational practice and theory had 

taken a skewed shift that needed to be corrected, highlighting the fact 

that: 

integration lobbyists address the wrong issues; concentrating 
as they do on where special education is provided and for 
whom, rather than on how to meet children's needs (p. 62). 

Full inclusion supporters have been concerned paradoxically with 

reducing what is for them a perceived social injustice, an injustice that 

was seen to be implicit in the differentiation of public services including 
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schools for students who are identified as having disabilities and those 

who do not. However, they have proposed a solution. The concept of full 

inclusion. A concept which on closer examination philosophically, can be 

seen to be directly antithetical to, the original conceptualisation of 

inclusion and true social justice that is upheld and valued by the majority 

of society. This is a particularly interesting anomaly, especially 

considering that educational inclusion was originally designed to provide 

students with a wider range of educational opportunities that catered for 

individual needs. 

Special education programs by their nature are designed to cater 

for the highly individualised needs of students who have already been 

identified as being unable to cope in mainstream educational settings 

with their peers and have been designated by that system to need 

additional specialist services (intensive therapy jmedical) that cannot in 

some cases be adequately supplied in a mainstream classroom. Kauffman 

and Hallahan (1995) provide an excellent example in their assertion that: 

exceptional children by definition require extra ordinary 
education- that which is different from the standard education 
that serves most students well (p. 172). 

Keogh (1988) also elaborated on this when noting that it is a strange logic 

that calls for the regular system to take over responsibility for pupils it 

has already demonstrated it has failed. However, it is this same logic and 

argument that is presented by the full inclusion lobby. 

Emphasis must be refocused onto the primary recipients, the 

students, and the use of inclusion as an avenue to facilitate educational 

growth and development. Casting aside social agendas of any significant 

others and focusing instead back on the person the program is originally 

supposed to be designed to assist, such a view can be seen to support the 

notion that students with disabilities are valued members of their 

community. As such, they have an essential, intrinsic right as potential 

contributing individuals to access a quality education. The community in 

which they live should provide as effective an educational program as 

possible, taking advantage of all opportunities to achieve this end. 

Therefore, any educational activity that has the potential to 

extend the range of lifestyle options and post school opportunities 
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available to people and particularly students with disabilities surely must 

be encouraged for its community value socially, educationally and 

economically. The attitude that education for its inherent social value is 

no longer a social imperative appears to have been gaining momentum. 

However, support for such a negative view is a very hard thing to 

engender in special educators. Particularly so, when many of the 

educational outcomes they spent so much time developing, and work so 

hard to instil on a daily basis, will not come to fruition until after the 

political life of most of the legislators promoting such restrictive policy 

change. These educators work on long-term time frames that transcend 

the life of a short-term political agenda. Such a view necessarily sees 

students with disabilities as active contributors in their community in the 

long-term, instead of merely being passive recipients of social welfare as 

has happened so frequently in the past. 

Another supporter of developing such a positive future is Sandra 

Alper (1991) who, in a submission to the Committee on Economic 

Development (U.S.A.) on service provision for students with special needs, 

reminds us that for all children and particularly those with disabilities: 

education is an investment, not an expense. Whatever is spent 
on their development and education will be returned many 
times over in higher productivity, incomes, and taxes and in 
lower costs for welfare, health care (p. 15). 

This expression of hope has also been expressed by Heston (1996) from 

the University of North Iowa who asserts that the effective practice of 

inclusion must provide opportunities for people with mild to moderate 

impairments to become contributors to society, to hold down jobs, and 

pay taxes. 

There is indeed hope then, especially with such increasing 

support for the rejection of previously questionable policy initiatives such 

as those advocated with full inclusion placements for all students with 

disabilities. Such a blanket view that all students with disabilities must 

undertake inclusion indiscriminately is a view that is now perceived and 

accepted as being both socially and personally discriminatory across 

parents and practitioners alike. Such a view is fraught with inherent 

philosophical and ethical concerns that are unacceptable in the current 

social climate of change, being based as they were on a proposition that 
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could not be sustained by the practice. Total inclusion proposed a global 

solution and, as with any global solution, it cannot be effective for all 

students with disabilities and this point is made particularly evident in 

the secondary school setting where teachers are more subject matter 

oriented than child oriented and cognitive deficits become more obvious 

(Reschly, 1984). In regard to special education practice, particularly in 

the secondary school arena, the life skills and post school opportunities 

provided for students by programs such as inclusion can indeed be 

counted in longer-range fiscal terms. They must, however, as suggested 

by Alper (1991), be expressed in relation to long term outcomes 

particularly from the perspective of economics and economic rationalism. 

Although difficult to quantify such outcomes would be expressed in 

relation to the number of welfare services that such an individual doesn't 

have to access. 

Students must no longer be seen and represented as merely 

passive recipients; they must instead be supported and promoted as 

effective, contributing members of their community. Unfortunately, such 

long-term economic projections are often too difficult for many economic 

rationalists to come to grips with, and, consequently educational systems 

continue to take a myopic view of program funding regimes, particularly 

in respect of change programs such as inclusion. 

Funding allocations for programs such as inclusion invariably 

appear to be paired to the political cycle of both economic rationalism and 

the political survival of the incumbent representatives. As a result such 

allocations toward continuance of what are effective programs are usually 

only planned and projected on a triennial basis at best. This issue can be 

seen very clearly in the United States of America where the fiscal realities 

of inclusion practice have been mandated to law. Shanker (1995) 

highlights this point when discussing the fact that in regard to inclusion, 

particularly as expressed in the American experience, many local school 

boards, state departments of edu.cation, and legislators favoured 

inclusion simply to reduce the costs of special education programs and as 

a matter of political expediency. Wilcox and Wigle (1997) agreed with this 

view, they found in their review of main streaming services that operated 

in six school districts across the United States that, even after twenty 
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years of practice, the cost of segregated classes for students with 

disabilities in 1994 (when the study was undertaken) exceeded that of the 

original study in 1974. They also found that it cost less to provide 

services in self contained classes in 1974 than to service students in 

general classes in 1994. This point is in direct opposition to the position 

adopted by the total inclusion assertion that there would be savings by 

incorporating both educational systems. As far back as 1975 Kauffman 

and associates noted that: 

Mainstreaming has been defined in the fiscal policies of several 
state education agencies as occurring when the retarded child 
spends 50% or more of th.e school year with non-handicapped 
children (eg.Georgia,Texas) (p. 5). 

Parrish and Verstegen (1994) observed with dismay that from evidence 

gathered in their studies in relation to Federal funding in the U.S.A: 

The federal funding formula thus is a direct disincentive to best 
practice (p. 5) 

Such comments are unnecessarily negative because, as mentioned 

earlier, commentators such as Heston (1996) view inclusion as a possible 

avenue for best practice by its very nature: 

it [inclusion] will provide opportunities for people with mild to 
moderate impairments to become contributors to society, to 
hold down jobs and pay taxes (p.2). 

Concerns have been expressed in the past in relation to such restrictive 

interpretations of the inclusion paradigm and these still continue today. If 

effective change is to occur, it must focus on seeing inclusion as a way of 

providing opportunities for stude'nts that will enable them to be 

productive contributors in the long term. In order to effect such a view, it 

is necessary that changes be made in the implementation of inclusion at 

both the systemic and school level here in Australia and also worldwide. 

Concerns have been raised in regard to the specific needs of groups 

involved in the inclusion process. 

System level concerns 

The report produced by Gow (1985) was commissioned by the 

Commonwealth government to examine existing service provision levels 

and suggest possible directions for the future in respect of special 

education and the inclusion debate. This study, undertaken at a national 
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level, found that while the concept of integration was commendable, the 

problems associated with implementing inclusive practices in Australia 

were impeding its progress. The ~esultant report was a detailed, 

comprehensive review of special education service delivery in place at the 

time, and examined the political and social imperatives involved. Service 

delivery was examined at both the systemic and schools level and in 

particular the status quo regarding inclusion practices in 'both. From the 

document, in relation to policy implementation, Bain (1992) suggested 

that, systemically: 

Special education in Australia was viewed as a discretionary 
responsibility rather than a core value of the system and that 
this was unlikely to alter even with a dramatic change in 
philosophy (in Forlin, 1995, p. 179). 

It is this core issue that emerged in the report and has resurfaced again 

and is inherent in this research. Particular angst relates to the resultant 

questionable practice of main dumping (Hall 1987). Concerns have been 

expressed that perhaps with the rush to facilitate inclusion at any cost to 

satisfy policy and political imperatives the practice of main dumping has 

begun to emerge again. 

During the 1980s and early 1990s there emerged an 

undercurrent of concern being voiced from teachers involved in inclusion. 

With the dramatic push for the full inclusion ethos there was a feeling of 

deja vu. The practice of main dumping students, identified and labelled 

by Hall (1987), has been recurring, being paraded under the guise of 

inclusion. O'Neil (1995) expressed the concern, somewhat tersely, that 

such practices were occurring as a result of systemic inadequacy in 

relation to inclusion: 

there are children who are dumped into classrooms in the 
name of inclusion, when nothing is in place to make that an 
inclusive classroom except that they have put a child with 
significant disabilities into it (p. 9). 

Such views as those expressed a~ove, increasingly began to develop a 

majority voice with people implementing policies at both the systemic and 

school levels as they found that structural anomalies and short falls in 

the full inclusion model became more apparent. Direct concerns 

regarding implementation, and clear understandings of what inclusion 

was meant to be, began to be seen in statements such as those by O'Neil 
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(1995) when noting that there is a lot of "dumping of kids" and a lot of 

pretence about what is happening with inclusion. 

Even at the systemic level, the educational administrators 

themselves who generated the policies, represented in the United States 

by the Council of Administrators of Special Education Inc (CASE), began 

to express their rejection of full inclusion practices. This was expressed 

publicly in a position paper categorical in its derision of the full inclusion 

model: 

CASE does not support inclusion as a policy or practice in 
which ALL students with disabilities, regardless of the severity 
of their disabilities and needs for related services, receive their 
total education within the regular classroom setting in the 
school they would attend if not disabled (Kauffman, 1995, p. 
330). 

The extent of concern evidenced at the systemic level expressed in such 

explicit statements has also been voiced at the school level as well. 

School level concerns 

The conditional placement issue 

A serious issue of contention that emerged from Forlin's (1995) study was 

of teacher support for inclusion. Rather than being embracing and 

wholehearted, their support was found to be conditional. It was based on 

very specific parameters as identified and reflected by the teachers 

themselves. This was a view that developed from the expressed concerns 

of teachers over the lack of supportive infrastructures such as funding 

and resources, levels of support that were considered inadequate for 

program success. The continued lack of an effective and appropriate 

response from 'higher up' to these expressed concerns was also an 

influential factor. The conditionality issue appears to have been a reflexive 

response to what was perceived as ill conceived and poorly implemented 

policies on inclusion, the statement of conditional placement being seen 

by teachers as an immediate and public way that they (the teachers) 

could regain some control over a situation which was both stressful and 

not working. Forlin (1995), found that educators in Western Australia 

believed that inclusion was a very stressful experience and that this was 
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exacerbated by the fact that they had little control over decisions 

regarding implementation of the policy and as a result felt that inclusion 

was not for all children. Interestingly, teachers believed that the 

resolution of this issue could be overcome by a change in the direction of 

current policy, and a concomitant return to a wider choice framework 

being made available to participants in the initial program design phase 

of programs; in effect, returning control over program development and 

composition back to the teachers and the students, effectively resolving 

concerns and enabling programs to cater more effectively for the diversity 

of the students involved and resources available. Teachers and 

administrators have both expressed support for inclusion. This has been 

confirmed in numerous studies. It is not the concept that is in question 

here. Rather, the question relates to implementation. If inclusion is to be 

implemented as it was originally conceived, it must be supported at all 

levels adequately and from a common conceptual base. 

Support must not only i:qclude sufficient funding and resources 

(the ability to make it work) but also the political will (the structural 

support) to allow this to occur. Without change at all levels, negative 

attitudes such as those expressed by teachers in Western Australia will 

become more vocal. Sarason, as early as 1971, was forthright in his 

assertion that it has been found that educational change depends on 

what teachers do and think - it's as simple and as complex as that. It 

would all be so easy if we could legislate changes in thinking (p.193). 

Inclusion has become a conditional placement issue, with its 

implementation conditional and in some cases dependent upon fiscal 

justification and staffing allocations for its survival. 

If such attitudes are supported and accepted as the norm, then 

effective inclusion practice has been railroaded and forced to be a 

conditional process rather than a constructive option. It is, therefore, 

vitally important that inclusion practice at all levels be redesigned to 

again be the dynamic entity. Best practice must avoid extremist and 

minimalist views and provide real choice and diversity from a range of 

options that cater for individual needs rather than convenience. This 

implies stimulating programming that will be designed for success, 

Review of Related Literature 



Part-time Inclusion 63 

catering for the specific needs of students involved, and not pandering to 

the political/ social agendas of others. 

Parental and community concerns 

The final group to be discussed are the other primary stakeholders in the 

inclusion process, the parents and community. Parents generally want 

their children to have the best possible education and parents of students 

with disabilities are no different. It is interesting that Kauffman, (1991 

cited in Kidd 1993, p. 17), reporting on a Harris poll conducted in the 

United States in 1989, found that 77 percent of parents of children with 

disabilities were satisfied with the Special Education system their 

children were involved in. 

In some cases however, it has been evident that a small 

percentage are not happy, and have been more vocal and strident in their 

support of extremist views on Special Education directions. Parents of 

students for too long have had the view of the special school as being the 

end of the road rather than a new pathway to many more roads. Their 

contention has been in relation to the perceived lack of opportunities 

available to their children by placement in special schools. Many parents 

have seen special school placement, particularly in the case of the 

secondary school aged student, as a defeat and failure. 

An example of this type of negative view, historically promulgated 

about special school placements; can be seen in the following statement 

from a parent of a student with disabilities and her initial concerns 

regarding placement in a special school which were not borne out by her 

subsequent experience: 

the thought of our daughter going to a special school was a 
nightmare, but it has turned out to be a dream come true 
(Parent comment to Special School Principal, Banks, 2000, 
Personal correspondence). 

There must be a balance. Emotion in the past has been the significant 

distracter from any possible constructive debate. Rimland (1993) 

highlighted this in an extract from a poignant letter that voiced the 

concerns of another parent in regard to the extremes of the inclusion 

debate: 
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I have no quarrel with inclusionists if they are content to insist 
upon inclusion for their children, or for children of other 
parents who feel that it is optimum for their children. But 
when they try to force me and other unwilling parents to dance 
to their tune, I find it highly objectionable and quite 
intolerable. Parents need options (p. 3). 

There have also been concerns raised by parents in respect of teacher 

training as well, such as those reported by Bailey and Winton (1987) 

when they stated that: 

researchers have reported that parents have expressed concern 
about the adequacy of teacher training and the effectiveness of 
instruction in integrated settings (Kidd, 1993, p. 17). 

Inclusion from the perspective of parents must provide for their 

students/ children in the best possible way. It cannot be ad hoc. 

Resources and the funding link 

O'Neil (1994) was perhaps stating the obvious in expressing the view that 

inclusion won't work without resources, support, teacher preparation 

time, commitment, a vision statement, restructuring, and staff 

development. However, it is a statement that must be expressed and 

brought to the fore in all discussions in regard to programs such as 

inclusion. Without adequate long term resources, invariably tied to 

funding allocations, program life expectancy is usually limited. Funding 

has always been and will continue to be the major limiting factor in any 

educational change process such as inclusion. Galis and Tanner (1996) 

reflect this clearly when they outlined that, in relation to funding and 

inclusion in the United States, it has been determined that the cost of 

educating a student with disabilities was approximately 2.3 times that of 

a student without disabilities. This point was reflected in their own 

research findings where they found that lack of funding was rated by 

respondents in their survey as having had a considerable impact and 

therefore was perceived as a barrier to inclusion. Irrespective of whether a 

program is highly effective, the staff highly motivated, and there is 

support from all areas, unless a program is funded and resourced 

adequately it is doomed to failure. As Miller (1986) pointed out, there 

appears to be a clear link between economic decisions and how schools 

respond to policy initiatives. 
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At best it will achieve severely limited results. At worst it will be a 

waste of everyone's time. With the current worldwide trend toward 

economic rationalisation in economically advanced countries there has 

been a dollar value firmly attached to education and educational 

outcomes. Political agendas require fiscal accountability and viability in 

regard to economic outcomes. Funding for educational programs has 

been critically reviewed. Special education, by its nature and structure 

very heavily resource intensive, has come under particularly close audit. 

Change programs such as inclusion have historically been funded at the 

systemic level from resource allocations in respect of predetermined need 

levels and in respect of social attitudes prevailing at the time. 

However, with this change in economic circumstances and the 

devolution of responsibilities and funding to the school level, there has 

been a radical shift in service provision. Current policy implementation, 

in Australia, however, has begun to be more rational and there is now a 

view that: 

appropriate resources and support must be available where 
ever the student is situated, being based on the fundamental 
idea that a need is a need in whatever context it occurs. It 
doesn't decline because the student is fully integrated in 
mainstream classes. It doesn't increase because the student is 
attending an SSP (McRae, 1996, p. 6-7). 

Adoption of such a trend is to be applauded. However, it is still not quite 

supporting inclusion to the level.suggested as suitable by Wang and 

Reynolds (1985) who were emphatic in their assertion that, in regard to 

funding, all formulae should support a full continuum of services. Such 

changes are still emerging, and will eventually hopefully be supported by 

legislation, with funding established in respect of educational need and 

not economic constraints. 

Towards redefining theory and improving practice 

In order to understand any educational process it is first necessary to 

understand the fundamental concepts inherent within it. The inclusion of 

students with disabilities from special schools into mainstream secondary 

schools is such a process. The concept of inclusion is quite simple in its 

apparent naivety of purpose, or so it would seem at a cursory glance. 
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However, it is important to realise that it is not simplistic, either in 

structure or implementation. Individual interpretations have invariably 

over time transformed it into a needlessly complex process. Bowd (1981) 

agreed, expressing his concern that the term had been misinterpreted 

and oversimplified (p. 15). 

The concept of inclusion as it is used in relation to programs 

involving students with disabilities .has become more complicated as a 

result of incorrect perceptions and also flawed individual prejudices. 

Fuchs and Fuchs (1994) eloquently made this point when stating that 

'Inclusion' means different things to people who wish different 
things from it. For the group that wants least, to maintain the 
status quo. To those who want more, it means a fundamental 
reorganisation of the teaching and learning process (p. 299). 

The fervour with which inclusion was originally adopted as an innovative 

program was dramatic. However, it was not always for educationally 

sound reasons. Sarason and Doris (1979) noted this phenomenon of rapid 

acceptance of inclusion in the following statement: 

the speed with which mainstreaming as a concept and public 
policy has emerged in our society is little short of amazing. 
Indeed, the change has come about so fast and with such 
apparent general approbation as to raise a question about 
what people understand about main streaming and its 
implications for schools. Because we may think mainstreaming 
is desirable is no excuse for assuming that institutional 
realities will accommodate our hopes (p. 355). 

The concept of inclusion as mentioned several times comprises a range of 

complex components of change. This range and complexity was 

competently elucidated by Fullan (1991) in his further explication of the 

concept: 

Mainstreaming is one of the more complex changes on the 
current educational scene and as such it highlights the 
dimensions of change and the magnitude of the task in 
bringing about major educational reform - valuing new beliefs; 
cognitively understanding the interrelationship between 
philosophical principles and concrete diagnosis and treatment; 
changing the roles and role relationships between regular 
classroom teachers and special education teachers, and 
between school personnel and community members and 
professionals outside the school (pp. 41-2). 

It is from such a conceptual base and informed interpretation of inclusion 

that this research adopts a stance supported in the research literature in 
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relation to the need to review and restructure current practices. It is not 

concerned with reinventing the wheel, but, rather, with refining and 

improving existing practice in reflection of the past. Inclusion has been 

around in educational circles under many incarnations: integration, 

mainstreaming, and more recently inclusion. Lewis and associates (1994) 

expressed the concern shared by this author and many educators in the 

field when stating that in regard to inclusion there should be a: 

focus on the improvemerit of the existing service delivery model 
and strategies to ensure success for students who are educated 
within general education settings (p. 279). 

And they also reminded us of the challenge that Walker and Bullis (1990) 

posed to educators in respect to ameliorating such a concern. In this 

challenge there is an inherent hope that people will move beyond what 

has become a placement concern only and take a more holistic view 

through developing more productive interpretations of the inclusion 

debate and expecting high quality outcomes from all involved. The Walker 

and Bullis (1990) proposition is correct in their insistence that there is a 

need to focus once more on the quality of the services provided: 

we are very much in favour of the eradication of ineffective 
professional practices, the empowerment of teachers, use of 
teacher assistance teams, and the development of powerful 
intervention procedures, resources and delivery systems that 
'push the envelope' of education, that is, create change(s) that 
will have the greatest positive impact achievable for each 
student (in Lewis and associates, 1994, p. 75). 

It is therefore appropriate that this author should also adopt such a 

stance as this current research is also concerned with pushing the 

envelope and stimulating discussion and activity on the implementation 

and methodologies of inclusion. The traditional dichotomy of extremist 

views, abhorrent to practitioners and representative bodies alike, based 

on discriminatory practice must be now replaced by review and renewal of 

the past. Baker and colleagues in 1995 also highlighted this fact when 

they asserted that: 

the concern is not whether to provide inclusive education, but 
how to implement inclusive education in ways that are both 
feasible and effective in ensuring school success for all 
children, especially those with special needs (p.34). 

This issue is one that was discussed by Sktic (1991) with direct emphasis 

being placed on the secondary aged student with disabilities when he 
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defined this group as an appropriate one to study, particularly in respect 

of finding alternate options to full inclusion placement. This point was 

made clearly in his statement cited in Kauffman (1995, p. 101) that: 

full inclusion is something that would seem to be most 
applicable to 8 - 10 year olds but certainly not 13 - 15 year 
olds 

Such an affirmation is an important point and is an example of the 

concerns that have led to the need for change in existing practices. 

Inclusion, when viewed as a philosophical imperative, must not be seen 

as being ad hoc, and any constructive discussion must be prefaced by 

recognition that inclusion should be viewed as a multidimensional entity 

requiring structured analysis and implementation. As an equitable and 

effective model of service delivery for students with disabilities, it must 

therefore be seen to provide a range of educational service delivery 

options as a base for students ~d educators to structure their future 

educational programs. In the case of the secondary school, and in 

particular students with disabilities in special schools, involvement in a 

part-time option of access into secondary education programs may be an 

answer to the concerns discussed earlier for a majority of these students. 

Mter all, in relation to inclusion as an educational practice, it has been 

argued by commentators such as Kauffman (1975) that: 

the organisational, administrative, and instructional 
complexities inherent in providing mainstreaming services will 
require attention not circumvention (p. 11). 

Part-time inclusion, when applied to the secondary school setting is one 

way these organisational, administrative and instructional concerns 

expressed by Kauffman as far back as 1975 can be addressed. Within the 

secondary school setting due to the modular nature of timetabling and 

the specificity of subject areas, programs to effect inclusion can be more 

easily developed using a part-time access model. Specific programs can 

be compiled from a wider range of subjects than would normally be 

available in the special school curricula, drawing on both academic and 

non-academic subject strands as well as specialist teaching expertise. 

Anecdotally there has been a discernable bias evident towards students 

with disabilities being more involved in the non-academic subjects and it 

is hoped to be able to clarify empirically and validate this issue from the 

current research study data. It must be pointed out, however, that this is 
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primarily a developmental issue and is due to the fact that the extent and 

severity of cognitive deficits become more evident in the population in 

question by the time they reach secondary age. Cole and McLeskey (1997) 

noted and confirmed this critical issue when they expressed the concerns 

that: 

there is a larger gap between the skill level of students and 
classroom demands at the secondary level. Students with 
disabilities at the secondillY level lack the basic academic 
skills, as well as learning skills/strategies necessary for 
success (p. 1). 

Therefore, to try to ameliorate this disparity, the composition of any 

subject area load accessed usually comprises a resultant bias towards 

non-academic subjects, such choices extending both school and student 

options. The access to such a wide variety of curricula choices provided 

for in a mainstream timetable allows for a broadening of the curriculum 

options available through the special school curricula exponentially. 

Galis and Tanner (1995) in their research reported findings that 

highlighted this concern that there is very little research addressing the 

effectiveness of inclusion programs currently available. Therefore, the 

area of this current research study, part-time inclusion, can be seen as 

relevant in the current educational climate. In the secondary school area 

of inclusion there has been a range of research undertaken, mostly in 

regard to the recognised non-academic subject areas: Physical Education, 

Creative arts, Industrial Arts, Social and Human Relationships (Crain 

1989, James and James 1980, Bailey 1994, Bass 1983, Horton 1983, 

Merrian 1981). 

Galis and Tanner (1996) have also discussed this point, and 

highlighted how in most cases middle schools have historically been the 

section of school that has integrated students with disabilities, and these 

students have usually been placed into non-academic class strands. This 

has been reflected in reports of involvement in the non-academic subjects 

such as Physical Education by researchers such as Kozub and Porretta, 

(1996), Stanton and Colvin, (1996), Stein, (1994, 1998), Atterbury, (1984), 

and supported by other studies such as those by Moger and Coates 

(1992), cited in Thomas (1998), who also included reports of successful 

inclusion in music and the arts. This apparent bias towards the non-
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academic subject areas may be due to several factors, and Cole (1997) 

has outlined eight areas that could be perceived as barriers to successful 

inclusion at the secondary level. These could also be seen as the major 

structural differences between primary and secondary schools and can be 

summarised as being: 

• Complexity of curriculum: At the secondary level complex 

curricular material is examined whereas at the primary level 

basic academic and social skills are taught. A prerequisite skill 

level is assumed when at secondary school. 

• Cognitive skill level disparity: The gap between skill level and 

classroom demands at the secondary school begins to widen, a 

point examined by Zigmond (1990). 

• Wider range of curriculum content: a wider range and 

complexity of content is more evident than in primary school. 

• Emphasis change: Secondary schools are more teacher

centred. Instruction is based on didactic instruction to large 

groups. This is very rarely adapted for student needs and 

teacher time with students individually is generally much less. 

Teaching is to large rather than small groups. 

• Teacher skill base: Teachers are content specialists rather 

than generalists as in the primary school. Very little 

adaptation and modification is made for students with 

disabilities in regard to curricular content. 

• Social and emotional upheaval: The emotional disruptions of 

puberty and 'personal transition' to adolescence means 

schooling is not a primary focus for most students in their 

early high school years. 

• Structural and societal pressure differences on the school 

system: High schools have different expectations placed on 

them than primary schools in regard to preparing students for 

vocational or tertiary access. 

• Autonomy of SUbjects: Faculties are usually autonomous in 

the construction of their content and this can lead to 

difficulties in cross subject knowledge coordination and 
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understanding. Each subject is usually a discrete entity 'With 

little relationship to the whole. 

In their analysis McKinnon and Brown (1994) determined that: 

secondary schools in part because of the historical - structural 
characteristics of these organizations, embody different and 
perhaps more complex problems than elementary schools in 
meeting the demands of inclusive educational pra:ctice (p. 126). 

Also, it must be remembered that within the secondary school structure 

there is the implicit cumulative nature of the more traditionally 

recognised academic subjects and their high prerequisite cognitive skill 

levels, such levels being based on higher order thinking and critical 

reasoning skills. These higher order skills are too high for the majority of 

students 'With intellectual disabilities. It is agreed that although students 

may cope reasonably well in the early years, where there is high teacher 

support and a student centred emphasis, the overall learning disparity 

and the cognitive gap coupled with reduced social skills development 

means that as the student progresses through secondary school, which is 

essentially hierarchical in both presentation and nature, and the 

emphasis is more subject specific in its outcomes the more difficult it is 

for students with disabilities. This point has been discussed by Epps and 

Tindal (1987) in their examination of differential programming and 

placements options available to students with disabilities (p.228) and Cole 

(1999) further stressed this point when reflecting on the comments made 

by Fuchs and Fuchs (1994) when they stated that: 

in many cases [secondary aged] students with limited 
intellectual, physical or social skills do not benefit from a 
typical academic curriculum (p.4). 

Perhaps this is merely restating the obvious. Perhaps not, as the main 

emphasis of most inclusion research at the secondary level has been in 

regard to the design or in many cases the re-design of curriculum 

components and adaptations of classrooms and teaching practices, when 

there is a need to look at implementation structures and mechanisms as 

well. There is evidence that some studies have been undertaken with 

specific disability groups and their characteristics such as behaviour 

disordered students and those 'With Attention Deficit Hyperactivity 

Disorder (ADHD) (Bailey, 1996; Zigmond, Kerr, and Schaeffer, 1988; 

Truesdell, 1985; and Bender, 1985 being good examples). 
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A considerable amount of research time and effort has also been 

expended on research that dealt with attitudinal studies of both students 

and staff in respect of inclusion. The types of inclusion being studied, 

however, have been limited, comprising mainly full time placements 

occurring in the primary and middle school rather than specifically in the 

whole of the secondary school area and involving part-time inclusion 

across a wide range of disability groups from special schools. Part-time 

inclusion has not been examined as a distinct, discrete entity in its own 

right. Rather, most studies have involved pUllout and withdrawal type 

programs. Fuchs and Fuchs (1994) acknowledged that most educators 

differentiate between full inclusion (the student in a full-time inclusion 

program) and part inclusion (the student is included in regular education 

on a part-time basis) (in Cole, 1999, p. 2) but the latter group have not 

been a primary research focus. , 

At present, part-time inclusion access at the secondary level between 

special schools and mainstream high schools is a phenomenon that 

appears to be occurring however, until now has not been documented, as 

does not occur in the literature. And yet, interestingly, the work of Fuchs 

and Fuchs (1995) as reported by Tanner and associates (1996, p.4): 

compiled information from four major efficacy studies and 
found that for certain students, special education programs 
appear to promote greater academic achievement than do 
regular classrooms (p.526). 

Discussion has tended to centre on the middle school in the mainstream. 

However, the idea of working from the special school setting into the 

mainstream and tailoring programs part-time is new and different to the 

usual method of accessing secondary school settings fulltime and has not 

been examined except in anecdotal cases. Tanner and associates (1996) 

supported this in their confirmation of the findings of Farley (1991), Rath 

(1989) and White (1993) who found that research concerning the beliefs 

and practices of middle school personnel regarding inclusion was scarce. 

It is hoped that the present study will go some way to remediating this 

situation, particularly in respect of Australia. 

Inclusion has tended to lose its identity as an educational 

program with distinct philosophical and educational goals and instead 

has evolved as a blanket term for a form of service delivery. However, in 
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its ideal form and as it relates to the present study, inclusion is viewed as 

a continuum of placement options available to teachers and students that 

enables maximum productive access to mainstream high schools to 

occur. In the past, educational systems have made decisions regarding 

inclusion and its practice for reasons other than the educational benefit 

of the student. Cole (1999) identified these decisions as being based on 

one of four categories of argument either for or against inclusion. He 

outlined these succinctly in the following discussion. 

These arguments can be placed into four basic categories. The 
first is the consequentialist argument that requires an 
empirical approach and focuses on various attempts to 
measure the positive and negative outcomes of inclusion 
practices. The second is the justice argument that focuses on 
the importance of equality and fairness in the delivery of 
services to persons with and without disabilities. The third is 
the rights argument that is based on the view that persons 
with disabilities have rights to prescribed levels of quality of 
service provision. The fourth is the needs argument that 
focuses on the special needs of individuals with disabilities 
(p.l). 

Gearheart and Weishahn (1976) highlighted the need for an awareness of 

this point when they expressed the view that; 

Inclusion is not an either or situation, a full range or 
continuum of services must be offered and each child must be 
considered individually. We further believe that both general 
and special education personnel should share the 
responsibility. When regular classroom teachers and special 
education personnel share their unique skills, competencies, 
insights, and attitudes, it is not only an advantage to all 
students but a very positive growth experience for them. (p. 
31). 

Within this type of philosophical and cognitive mindset, the previously 

restrictive global views on inclusion, based solely on placement issues, 

can be seen to be changing. Inclusion now becomes an all encompassing 

and co-operative structure with the range of possibilities available to 

participants, being limited only by the creativity of the people involved. 

The original nature of the inclusion concept, in providing a range of life 

style and life options for students with disabilities both in school and post 

school, could now be realistically achieved. 
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The failure of the full inclusion model to support the least restrictive 

environments ethos 

Effective special education is supposed to provide experiences that will 

enable students to be as independent and functional as possible in the 

wider community after their time at school. Such programs, both 

philosophically and functionally, are designed to be highly structured 

learning experiences. They should be designed to assist individuals with 

learning deficits to access mainstream social and educational settings. 

However, the ultimate ai~ must surely be that students are both 

independent and accepted within their wider community, the difference 

being a quality of life outcome as opposed to a purely economic-based 

outcome. This is an issue was taken up by Edgar and Polloway (1994) 

when they contended that: 

the issues of educational service delivery should be secondary 
to an emphasis on outcomes and the nature of the curriculum. 
In particular, the curriculum for all students in the secondary 
schools should provide multiple pathways that emphasize the 
development of skills and opportunities to become productive 
citizens with a reasonable opportunity to enjoy a positive 
quality oflife (p.l). 

Programs in such instances must be developed in relation to specific 

objectives based on the perceived life skill needs of each student involved, 

and therefore individualised, as some outcomes may not be suitable for 

all students. The aim of any effective program must be to adapt the 

learning environment to be the least restrictive possible for each 

individual student. Chandler (1986), in discussing this concept as it 

relates to the United States, pointed out, in response to Public Law 94-

142, that we should junk the term 'mainstreaming' and use the more 

accurate but less picturesque term 'least restrictive environment'. The 

degree to which individual students are able to make the transition back 

into the mainstream educational system is, however, dependent on a wide 

range of factors, including any support programs in place as well as the 

suitability of such placements for students. Students involved in special 

education programs are there primarily because they have been unable to 

have their educational, social, or behavioural needs effectively met by the 

mainstream or the mainstream has rejected them. 
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The placement of these students back into mainstream settings 

on a fulltime basis is not always working and in many cases has proven 

to be the most inappropriate educational option for them, a view 

supported by Kauffman in 1995 when reflecting on the strange logic that 

calls for the regular system to take over responsibility for pupils it has 

already demonstrated it has failed. Vergason and Anderberg (1992, 1993) 

also supported this opinion and argued that, in their view, an inclusive 

classroom was not in the least restrictive environment interests of most 

students with disabilities. 

The term least restrictive environment (LRE) was coined in the 

United States and reflected the need to satisfy the legal requirements of 

the Education for all Handicapped Children Act of 1975 (also known as 

Public Law 94-142) and later the Individuals with Disabilities Education 

Act of 1990 (IDEA) in regard to establishing effective environments for 

individuals. It spelt out in legal terms, the supposed quantifiable 

parameters for inclusion to operate within at the school level. The 

subsequent promotion by relevant authorities of this least restrictive 

environments concept was a descriptor of the type of environment that 

was to be encouraged in schools, such environments being developed and 

supported irrespective of location and, more importantly, without regard 

to satisfying individual student needs. This can be seen in the wording of 

the law itself where it stated that: 

the concept of Least Restrictive Environment (LRE) requires a 
continuum of placement that includes the general public 
school, resource rooms, separate classes, separate schools ... 
(Sawyer et al, 1994, p. 204). 

Within this LRE model, educational administrators were made 

accountable for the cost and quality of education they were providing. 

And as Bowd (1981) reflected, 

in the Australian context as in the U.S.A the implementation of 
main streaming involves :r:eference to a continuum of 
educational environments that may be ordered by the (LRE) 
Least Restrictive Environment concept (p. 15). 

However, to enable this to occur there is first a need to determine what is 

the most effective means for carrying this out. It therefore necessitates a 

rethinking of the program types that would be suitable within the 

restrictions imposed by the mandate. The least restrictive environment for 
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many students with disabilities may require the combining of two 

educational placements rather than a single option, this being in direct 

conflict philosophically with the total inclusion supporters. Kauffman 

(1995) viewed the LRE concept as being based on the premise that there 

is an assumption that a singular placement is not the most appropriate 

one for meeting the diverse needs of students with disabilities. 

Australian state and territory educational systems have only 

recently begun to examine the implementation needs of the inclusion 

paradigm within systems at a state level. The issue of staffing and 

funding formulas are in a state of flux. Changes have begun and the 

critical examination of needs, as in the case of The Integration/Inclusion 

Feasibility Study by McRae (1996) in New South Wales, is a good start, 

particularly with its support for and apparent validation of a range of 

options to choose from. These issues have been addressed by several of 

the recommendations presented in the final report. The least restrictive 

environments ethos, which is based on a continuum model of options, is 

also supported in the case of Recommendation 29, where it states that, 

the provision of access to regular schools for students enrolled 
in Schools for Specific Purposes (SSP) be encouraged. And 
concurrent part-time enrolment, funded on a pro rata basis 
should be a possibility (McRae, 1996, p. 10). 

The part time inclusion placement option once again has been alluded to 

as a positive and plausible alternative for restructuring both inclusion 

and special education practice, partiCUlarly at the secondary school level. 

Arguments for an alternative 

It is important in the discussion of inclusion to remember Chandler's 

(1986) telling statement that, 

no matter how we try to tailor a program for a child as implied 
in PL 94-142, opinions, prejudices, schedules, finances, 
theorists, anxious parents and impatient children force us into 
'cobbling up' poorly designed programs with FEW options (p. 
125). 

As a result there is an urgent need to design programs that will maximise 

the range and quality of the options available and satisfy the diverse 

needs of all the people concerned: not to restrict the available options but 

to redefine and improve the existing provisions. Edgar (1994) reported 
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that in regard to this issue even Deno (1970), 

acknowledged that the current special education system must 
come to view itself as an instrument for facilitation of 
educational change and development of better means of 
meeting the learning needs of children who are different (p. 2). 

Such opinions highlighted the issue that special education needed to be 

reviewed and reconceptualized in order to ensure continu.ed effectiveness 

of practice into the coming years. Deno (1970) developed this notion 

further and coined the term 'developmental capital'. She expounded the 

view that special education needed to focus on this important issue of 

outcomes. Special educators and administrators were entreated to take 

up the urgent need to reorganise special education, to facilitate and 

develop more effective instructional approaches that would be suitable for 

both the mainstream and special education alike. This lead to her crucial 

statement that was picked up by Edgar (1994), that a range of options 

would best meet the needs of youth who fail to succeed in regular 

education. Dunn (1968) also presented an opinion that is particularly 

pertinent to the current discussion in respect of the secondary school and 

inclusion. This was also reported by Edgar (1994) and stated as: 

acknowledgement that the issues at the secondary level were 
different and even with our best efforts in this regard, it is 
likely that our pupils, upon reaching adolescence, will continue 
to need a variety of vocational services, including trade and 
technical schools, work study programs and vocational 
training' (p. 2). 

The discussion must now begin to focus on the concept of subsequent 

environments, a view supported by writers such as Edgar (1994) and 

Polloway, Patton, Smith and Roderique (1991). This means that for 

administrators and educators designing curriculum the focus must now 

be based on what students will do after they exit programs, and thus an 

emphasis upon programs that provide students with options and 

opportunities that will eventually improve their quality of life. This view, it 

must be pointed out, is already in operation in most special schools. 

Support for such changes is reflected in the public views expressed by 

such eminent bodies in the United States as the Board of Directors of the 

Council for Exceptional Children who jointly expressed the view that, 

professionals should strive to achieve integration by developing 
programs for all students that will prepare them for 
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subsequent environments. An increased commitment to life 
skills and vocational training in both general and special 
education presents an appropriate direction for achieving both 
curriculum and integration objectives (reported in Edgar, 1994, 
p.8). 

Reconceptualizing the full continuum of alternative placements 

model 

The full continuum model of alternative placements was for its time a 

revolutionary concept. However, over time there has been considerable 

debate regarding its efficacy within a changing environment of political 

correctness and social diversity. The conceptual basis upon which this 

model was originally conceived is still structurally sound today. It 

proposed that there was an inherent provision of choice that must be 

available to any person with a disability who is involved in an educational 

program. 

This concept of choice has been repeated in much work written in 

regard to legal frameworks and implementation. The U.S. Supreme Court, 

in their Fifth circuit court used the Dan R R. (1989) case as an example 

and: 

warned school districts to avoid dichotomous placement 
decisions but to consider taking "intermediate steps" where 
appropriate, such as placing a child in regular education for 
some academic classes and in special education for others 
(Lewis. 1994, p. 282). 

Thus, there is an inherent validation of any programs that have a range of 

choices in their structure. These satisfy not only civil rights and social 

values but educational aims and objectives as well. Inclusion in the new 

millennium does not have to be reborn but rather it needs to have its 

implementation frameworks reconceptualised to cater for choice in order 

to provide individualised inclusion programs that meet the needs of the 

students they are designed to serve. To provide a comprehensive and 

individualised educational program for the student with disabilities, 

educators need to consider not just place but also process. How 

educational experiences are presented has an implicit component or 

aspect of place embedded into it. Olshansky, Schonfield and Sternfield 

(1962), when discussing this issue of place, were talking in regard to the 
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'real world' setting as it relates to students with disabilities and were very 

clear in their assertion that: 

the majority of the (so called) mentally retarded children are 
able to meet most of life's changing expectations except those 
of the schools as currently structured (p.61). 

Such a view provided a clear indictment on current school structures and 

processes in special education and a confirmation of the need for change 

in order to improve educational practice for all students. 

The evolution and validation of the part-time placement model for 

inclusion (PPM) in the secondary school environment 

Edgar (1994) entreats us as educational practitioners to consider that: 

issues of educational service delivery should be secondary to 
an emphasis on outcomes and the nature of the curriculum. In 
particular, the curriculum for all students in the secondary 
schools should provide multiple pathways that emphasize the 
development of skills and opportunities to become productive 
citizens with a reasonable opportunity to enjoy a positive 
quality of life (p. 1). 

Special schools, particularly in respect of secondary- aged students with 

disabilities, have adopted this type of curriculum view as intrinsic to what 

should be their core business. Historically within special education, as in 

mainstream practice, there has been an acknowledgement of the need to 

differentiate the emphasis in curriculum from the primary school level to 

secondary school in relation to curriculum issues and emphases. Edgar 

(1994) also reported that Dunn acknowledged such concerns as early as 

1968: 

issues at the secondary level were different, it is likely our 
pupils, upon reaching adolescence, will continue to need a 
variety of vocational services, including trade and technical 
schools, work study programs and vocational training (p. 2). 

Inclusion at the secondary level must therefore be reconceptualized and 

the rigid option of full inclusion must be rejected as a blanket aim for all 

students with disabilities. For a very small percentage it may have value. 

However, in relation to the majority of students with disabilities, there is a 

need for other options. Part-time inclusion may be such an option. In 

order to validate such a position, however, it is important that what has 
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previously been anecdotal evidence for such programs, as being of value 

must now be established empirically. The mere acceptance of the concept 

is not sufficient. There must be descriptive research conducted to 

determine the essential structure of such programs, where they exist, and 

the efficacy of such programs must be established. It is critical that wider 

ranges of options are provided for students with disabilities as we 

continue to develop new ways of implementing inclusive practices into 

schools. This applies to secondary aged students with disabilities, who 

generally tend to enter high school between three and five years below 

their peers in regard to academic skills and, as Zigmond (1990) remarked: 

Unfortunately students do not seem to recoup these basic skill 
deficiencies during their years of attending secondruy school 
resource programs and, the gap between achievement scores 
and grade expectancy level actually seems to widen as students 
with learning disabilities progress through high school (p. 5). 

These students, because of these needs and deficits, demand something 

more. A range of options must be available to them to make their life at 

high school as fulfilling as their peers. Educational programs for students 

with disabilities must be developed to take into account the specialist 

skills of the special school and their staff and the specialist skills of the 

mainstream school and their staff. Programs, if they are to be effective 

and functionally relevant to the students, must provide a range of options 

that go beyond the special and mainstream schools as distinct entities 

and allow for a transition between schools. This transition is necessruy to 

enable them to have individualised programs developed that are truly 

based on the students' needs and not limited by geographical and school 

boundaries. Part-time inclusion is one such option that can fulfil these 

needs and is an option that must be explored. 

Conclusion 

In this chapter information has been presented which provides the reader 

with a conceptual framework for inclusion and discusses the historical 

perspectives and origins of the current inclusion debate. It examines the 

inclusion debate in terms of viewing the concept of inclusion as a multi 

faceted entity which educators and parents can use to mix and match 

program content in order to develop individualised educational programs 

that are truly individualised and will reflect the needs of the students 
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involved both in school and post school placement. Schools have 

historically prepared students for work, but in the changing times of the 

new millennium, preparing people for work alone is not enough. Schools, 

it is recognised now, should be preparing students for life after school and 

beyond work. They are charged with preparing students to be productive, 

healthy and valued members of their community, and this is not always 

reflected in merely academic results. Information in this chapter has 

discussed the structure of inclusion programs from an historical 

perspective and presented a new model for consideration. This model is 

based on a part-time rather than full-time model of inclusion practice, 

thereby providing students and teachers with another choice to add to the 

range of options available in order to tailor make an effective educational 

program. 

Chapter three will now outline the methodology and processes 

involved in constructing the survey instrument used for data collection in 

the current study in order to identify the specific, characteristics of part

time inclusion programs operating within Australian schools. 
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Introduction 

The framework for the research was established in Chapters 1 

and 2 through an exploration of the practices and theory underpinning 

this study. In these chapters a reasoned argument was developed and the 

research literature was examined selectively to support the proposition 

that there are many components to educational inclusion and part-time 

inclusion is one of these, particularly for students with disabilities in the 

secondary school age range. 

This chapter will now detail the methods and processes used to 

collect data in this research study. This involved .a purpose designed 

national survey questionnaire used to obtain empirical evidence on the 

prevalence and structural features of part-time inclusion programs 

operating in Australian special schools with secondary aged students. 

Structure of the chapter 

This chapter will outline in detail the following methods and processes 

• the purpose and type. of study undertaken; 

• subject selection including specific sampling methods 

employed; 

• the choice of a questionnaire format as the most appropriate 

data collection method, 

• the design, development and construction of the survey 

instrument, 

• the administration protocols undertaken including 

confidentiality issues involved in implementing the instrument 

as well as 

• the statistical analysis techniques employed in the analysis of 

the data. 
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Purpose and type of study 

Tulloch and Meyenn (1992) in their work made it very clear that any 

educational research should be viewed as a gradual accumulation of a 

body of systematic knowledge w~ich can then be acted upon for the 

benefit of all students. Each individual research study, if it has practical 

implications can therefore be seen to contribute a small but necessary 

piece to the bigger picture that will improve the overall practice of 

education for all students not only those with disabilities. 

The current research study sets out to make such a contribution 

to the wider educational knowledge base of information by providing 

critical information on a specific type of inclusion practice, the part-time 

inclusion option, through outlining the practice as it currently operates in 

government special schools across Australia in order to distil pedagogy 

and practices and procedures that may be of value for future teachers 

and administrators. This study provides yet another small piece in the 

overall picture that is inclusion practice for students with disabilities as it 

is carried out in Australia today. The twin points of focus are to examine 

the cohort of secondary aged students with disabilities within our special 

schools and determine the nature and structure of part-time programs 

that are developed for them to enable inclusive practices to take place 

between special schools and local mainstream secondary schools. The 

main aim is to add to the overall picture of how, not why, inclusion 

operates and to provide an insight into the ways current practising 

teachers and schools have set about improving the practice. 

This aim has been captured very succinctly by Anderson and 

Burns (1989) when they outlined the point that the critical step in any 

research is first to describe the features of a phenomenon before an 

examination of any relationships or interrelationships that may exist 

between this and other phenomena. 

Goodlad (1984) further reinforced this point with his contention 

that the frrst step in any pro gran;. of examination and reconstruction [of 

schools and schooling] is to determine what now exists. This implicit need 

to proceed from a sound foundation of what is currently known is 

acknowledged and indeed forms the basis for this current research study, 

highlighting the fact that there is no value in suggesting changes to 
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practice if the essential baseline data to determine what currently exists 

has not yet been gathered on the subject in question. 

Therefore, in response to a lack of empirical evidence represented 

in the literature on the concept of part-time inclusion access as another 

inclusion option, and as a means of developing a sound basis for 

discussion and debate, the current research study was developed. It sets 

out to gather cross sectional data on the prevalence and types of 

inclusion programs being undertaken by secondary aged students with 

disabilities who are enrolled in special schools and accessing mainstream 

high schools on a part-time program basis for their inclusion programs. 

This study specifically sought to establish baseline data on part

time inclusion programs including the demographic details of the 

participants themselves as well as the frameworks and implementation 

structures of the programs they are involved with. 

In order to collect this data a nationally distributed survey 

questionnaire was developed and distributed to provide a 'snapshot' of 

current, part-time inclusion programs operating for secondary aged (12-

20 years) students with disabilities from government special schools into 

local mainstream secondary schools across Australia. The aim was to 

compile a resource base of quantitative, empirical information on part

time inclusion that has previously been largely anecdotal in origin. 

To do this methodically, logically and in a purposeful manner, 

there was first a need to examine the way in which such information 

would be collected as well as ways to ensure the quality of the specific 

type of information being collected. Survey information was collected on 

both students and the secondary schools they accessed for part-time 

inclusion programs. A designated staff member of the special school, 

either the teacher responsible for the inclusion programs or a senior staff 

member supplied this information. This collection process, in both the 

pilot and final survey stages yielded information of the types that would 

be identified as being either of a factual or attitudinal nature (Braggett 

1985) (see Appendix A for survey pro forma). 

Questions in the final version of the questionnaire as a result 

were framed along the following main areas in order to achieve this: 
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• factual In -service information detailing areas perceived by 
schools (teaching staff) as being of value to inclusion program 
implementation (Question 2), 

• attitudinal data on whether or not schools (teachers) viewed 
the part-time model of inclusion more effective for secondary 
aged students with disabilities than a full-time model 
(Question 3), 

• factual information of a demographic nature on the students 
themselves (supplied by the teachers) (Questions 4i -v, xvi), 

• factual details regarding the composition of the programs 
students are involved in (Questions 4vi - viii), 

• factual details regarding support structures provided to the 
students/ school (Questions 4ix - xv). 

From this initial data collection a large information base was established 

that provided data which enabled the researcher to: 

• outline the essential demographic characteristics of the 
secondary school aged student population currently 
involved in accessing part-time inclusion programs from 
special schools into mainstream high schools across 
Australia; 

• record empirically the prevalence and types of part-time 
programs operating in local mainstream high schools; 

• examine and highlight any relationship between the types of 
programs being accessed and particular selected 
demographic features of the students involved, and, 

• establish or explore any possible trends that may be evident 
from the results that may be of interest or value to policy 
makers and administrators at both the systemic and school 
level in relation to future program design. . 

As Wiersma (1986) advised, good research design should assist in the 

understanding and interpreting of the results of a study to ensure the 

researcher obtains usable results. It was found that due to the nature of 

the data being collected the current study conformed to what could be 

termed a rationalistic preference. 

Initial data collection was undertaken at the individual school 

level on a state-by-state basis and then this information was aggregated 

together by state in order to iden,tify any possible larger, national trends. 

This was found to be consistent with the view expressed by Braggett 

(1992) that the value of cross sectional national surveys lies in the fact 

that, 
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they permit the researcher to collate data and to analyse it at an 
aggregated or global level. As a consequence it is possible to 
answer questions such as How much ... where ... and who ... 
(emphasis added) 

When translated to this study, such questions can then be expressed as: 

• How much: what amount of part-time inclusion is occurring? 

• Where is this inclusion occurring? (Which states/ schools) and 

• Who is involved: information about the students involved. 

All of these areas represent the essential research questions of concern 

examined in this current stUdy .. 

Type of study 

On close examination this study can be seen to satisfy the requirements 

of what could be determined as policy-oriented research whereby: 

the function of research is to provide an information base for 
decision making, to establish the 'facts' (Nisbet 1999, p. 64). 

Although its limitations are recognised, the use of a questionnaire model 

for data collection enabled a snap shot of existing part-time inclusion 

practice to be undertaken at a relatively narrow point in time. This 

generated critical data from which administrators, politicians, or teachers 

can add the necessary analysis and/ or value judgements so that policy 

and practice can be based firmly on empirical evidence from either 

experiment or in this case, a survey. 

Thus, the present study employed methodologies similar to those 

outlined by Hopkins (1980) as being both explorative and descriptive in 

their nature and design. Hopkins pointed out that descriptive research, in 

addition to describing, could also be viewed as interpreting present 

conditions incorporating the study of relationships, present practices, 

attitudes, and any trends that may be seen to be developing. 

These issues are reflected in the structure of the survey 

instrument used in the way it set out to acquire information on both the 

demographics of the participants as well as details about the essential 

features of the programs in which they were involved. Unfortunately, a 

search of the literature by the researcher has found no directly similar 
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research, so that the data derived from the current study cannot at 

present be examined comparatively. 

Methodology 

Subjects 

The present study examined a highly specific population sample group, 

that comprised students who presented with a wide range of medical and 

physical aetiologies outside of what would be seen in a similar population 

of mainstream high school aged school students. As such, it was 

important that this specificity was accounted for in both the initial data 

collection and the final results. Otherwise, any information gained would 

be of little value to future researchers and readers in regard to later 

possible comparative or replication studies. 

Cavanagh (1992) supported this need to delineate the population 

of a research study clearly, extolling the researcher to carefully devise a 

sampling frame, or a list of all those who are eligible to be included. It can 

be argued that such a need for specificity is particularly relevant in the 

case of research involving students with disabilities and was the driving 

force behind the sampling employed in this study. Due to the range and 

type of disabilities presented by the students in the school settings under 

investigation, some form of perceptual frame of reference had to be clearly 

established for the reader in order to place both the type and extent of 

disabilities encountered in order for any generalisation or replication 

studies to be undertaken productively. Several options for obtaining this 

information were explored in the pilot study. In the final survey 

instrument a blank space in which respondents inserted the specific 

disability rather than a list of disability types was preferred as 

specification of disability tended to be exclusive rather than inclusive. 

Sampling Details 

As the respondents sampled in this study involved the entire population 

in question, and taking into account the need for specificity as mentioned 

above, it was determined that a purposive sampling technique would be 

the most appropriate. Such a sampling technique has been outlined very 

clearly by Cohen and Manion (1989) where they viewed it as one where 

the researcher chooses or handpicks subjects who are supposed to meet 
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the sample requirements. This view is seen as an appropriate one for this 

current study, and is expressed clearly with the overall population sample 

in question being delineated in relation to two components: the school 

sample, and the student sample. 

School sample 

Schools were selected for inclusion in the study if they satisfied all of the 

following specific variables: 

• the school was recognised as a separate entity - such 

facilities having a s~parate, independent administrative 

structure (their own principal) relative to any other school if 

on a joint campus. Government Special Schools in some 

states were identified as Education Support Centres (ESC). 

These facilities could be located on the grounds of another 

facility (school) as in the case of Education Support Centres 

in Western Australia. 

• the school had a student population comprising students 

with a chronological age range between 12 - 20 years. It is 

acknowledged that although 18 years is the recognised 

upper age limit for most secondary schools, many special 

schools have students completing programs of work up to 

the age of 20 years. 

Each state and territory educational authority was approached by 

the researcher by written application and followed up by telephone for a 

list of schools that satisfied the established criteria for involvement in the 

study. The resultant survey population comprised all relevant sUbjects. It 

was from these school eligibility lists that addresses for mail out packages 

were generated. 

Schools that were outside the criteria for inclusion such as 

Hospital schools and primary schools were deleted at this stage. The 

above degree of specificity was deemed necessary and is in line with 

advice stating that it is necessary for the researcher to define the 

popUlation with considerable care (Braggett 1985, p. 279) an important 

issue in regard to future replication by others and applicability of the 

results to wider populations. 
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Student sample 

Students were selected and inclu,ded in the study if they satisfied the 

following specific variables. All of the criteria had to be met in order to be 

eligible for inclusion in the study group. Students were required to: 

• be enrolled full time at a Government Special school (or 

Educational Support Centre) as specified above, 

• have a chronological age at time of survey within the range 

12-20 years (year of birth between 1980 - 1988), 

• have an identified and / or recognised disability, 

• be involved in a part-time program of inclusion access at a 

mainstream high school setting at the time of the survey, and 

• be of either gender. Both male and female subjects were 

included in the sample. 

Because of the large geographic area of Australia and the number of 

schools in the sample frame (n=224) it was a fairly easy decision by the 

researcher to use a postal questionnaire survey instrument to gather 

initial data. 

As the researcher is based in Darwin in the Northern Territory the 

economies of either telephone interview or personal face to face interview 

for all possible respondents were seen as both unrealistic and 

uneconomic. However, by utilising the postal method of survey 

questionnaire disbursement and return, the maximum number of eligible 

schools could be involved in the study whilst maintaining an economic 

time frame and budget. Mter consideration it was decided by the 

researcher to use a follow-up telephone call if schools had not replied 

within the specified four-week return period. This was found to be quite 

effective for several reasons. Firstly, the number of schools contacted by 

telephone was not large. Secondly, the researcher by using direct 

discussion with respondents (teachers), could readily determine reasons 

for non-return in many cases, and concerns were resolved on the spot. 

As the information required from respondents (teachers) was to be 

essentially quantitative in nature the questionnaire format was 

determined to be the best vehicle for efficient collection and return of the 
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required data from the diverse geographic zones involved in the current 

study. As de Vaus (1986) pointed out, despite their shortcomings, 

questionnaires have the great advantage of being able to generate a 

systematic way of examining particular subjects and their components 

through the coverage of a large, representative sample and are relatively 

efficient in the way this can be done. A further bonus for the researcher is 

that the data gained in such a way are usually in a form that easily lends 

itself to manipulation and analysis through the use of statistical analysis 

programs available for use on a computer such as SSPS, used in this 

case. 

Another advantage of using a questionnaire, particularly an 

anonymous format type such as the one employed in this study, is the 

fact that the data gathered are not tainted by any possible interviewer 

bias. This is a specific issue of concern in an interview situation when 

respondents may provide a response that they perceive is an appropriate 

one and therefore will respond in a way they believe is expected of them. 

However, as a questionnaire format was used such concerns were not 

relevant in this case. 

In regard to the use of a questionnaire form for surveys, however, 

it must be pointed out that two major concerns or shortcomings can 

arise. These concern the issue of non-response and return of the survey, 

and negative attitudes as held by the respondents in relation to 

completing questionnaire surveys. 

The above issues of concern were examined, but not considered of 

sufficient weight to affect either the validity or reliability of the 

questionnaire used. This is due to survey return rates being quite high 

(see Table 4.1), as well as the rigorous follow-up procedures employed. 

These follow up procedures reduced the number of non-returns 

considerably, with information obtained from principals by the researcher 

during the follow-up process confirming that several schools (10) would 

not have completed the surveys without this follow-up discussion and 

reminder. As well, it was reasonably assumed that as both the issue of 

concern (inclusion) and the high return rate were indicative of interest, 

the low negative response to questionnaires was not of concern either. In 

fact it is noted that one respondent school made mention to the 
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researcher of the fact that they had received two surveys to the school 

from different sources at the same time. However, they had preferred to 

complete the inclusion survey as it was considered more relevant to them 

and didn't take as long, a point revealed in a telephone conversation with 

respondents during follow-up check. 

Sampling Bias 

Issues that needed to be considered 

A crucial issue that emerges when using national surveys is that 

of bias. However, further reading found that this can be reduced by 

following the guidelines suggested by Karweit (1982) as cited in Cavanagh 

(1992, p. 286), these being that: 

• the popUlation needs to be clearly defined by employing a 

sampling frame with excluded sub groups specifically outlined, 

• the use of non-random selection procedures, 

• a high response rate needs to be obtained, 

• the size of the sample needs to be adequate, as sampling bias 

is usually reduced with increasing sample size. 

In response to these concerns and issues, the following procedures were 

put in place to address and reduce any possible bias in the survey such 

as those outlined above. 

• The population was clearly and concisely defined using specific 

sampling criteria in the case of both schools and students, 

• a purposive sampling procedure was employed for both the 

schools and students involved, 

• a high response rate> 70 % was received, and 

• the sample included the whole popUlation in question and 

could therefore be deemed sufficient in the case of the current 

study. 
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Instrumentation 

Development of the Questionnaire 

The final questionnaire form (see Appendix A) that was sent to 

schools for completion was the end product of a rigorous and 

comprehensive review and adaptation process. The original first draft 

questionnaire form was submitted to the research supervisor for review 

and after discussion and constructive comments were provided was 

subsequently changed in both layout and content. Two additional draft 

revisions were undertaken with changes being suggested and reviewed to 

further refine the content structure and the format amended and the 

survey was re submitted again for approval. Several further minor 

semantic changes and reductions in content were then made in an effort 

to fine-tune the draft instrument. As a result of this cycle of review and 

amendment, several items were removed from the original document to 

allow for Question 4 to be adjusted to fit on a single A4 page, with the 

layout being changed from horizontal to vertical to improve clarity and 

subsequent ease of completion by respondents. The dimensions of all 

response boxes were adjusted up to a larger size and several questions 

forms were changed to open box form to allow for a range of responses 

(Q4. v, vii, viii). At this stage of the review process it was also decided to 

introduce an explanatory sheet f?r Question 4 with examples of typical 

expected responses. This amended final draft copy was then approved 

and field-tested with a small group of teachers (4) to determine if any 

further ambiguities and concerns were evident to them before a final copy 

was produced. It was found after discussion with this group that the 

presented copy was acceptable and multiple copies were made for 

distribution in survey packets sent out to respondents. 

Description of the instrument 

A sample copy of the survey questionnaire has been placed in 

Appendix A. The construction of the final questionnaire format as 

ou tlined above was incremental in nature and the re organising and 

refining that was undertaken to achieve the final product was significant. 

The final copy of the survey questionnaire sent out to respondents 

consisted of two sections and was accompanied by a cover sheet. 
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The first section guaranteed confidentiality, and outlined the 

procedures for the first three questions in that section. 

The second section was prefaced by an information sheet that 

elaborated on and provided sample examples for the fourth question. In 

addition to the questionnaire, departmental officers and principals 

received a covering letter that invited them to participate in the research 

study. These letters outlined the purpose and rationale of the study, 

briefly outlined the data collection methods and sought their involvement 

in the study. As well, a permission to conduct research in their school 

acknowledgement letter was enclosed which was signed and returned as 

documentary proof of involvement. Also included was a photostat copy of 

Ethics Approval from the Northern Territory University Ethics Committee. 

Copies of all of these accompanying letters have been placed in Appendix 

A further to the specific ethics requirements outlined by the Northern 

Territory University. 

Construction of the instrument 

When determining the types of initial response items to be 

included in the questionnaire, the following are examples of sources that 

were drawn upon: the extensive teaching experience of the researcher (22 

yrs in special education), knowledge as a teacher (participant) involved in 

part-time inclusion program design and implementation, discussion with 

other special education and mainstream staff involved in inclusion 

programs, as well as a range of current, available reference materials on 

inclusion programming. Additional advice was also sought from teaching 

staff at the researcher's school, university personnel as well as a range of 

research texts outlining the design and structure of questionnaires and 

their components including wor~s by Hopkins (1980), Gay (1981), 

Wiersma (1986), Anderson (1989) and Keeves and Lakomski (1999). From 

the distillation of this extensive information base, a selection of possible 

survey questions was organised in a sequential manner that pertained 

explicitly to the specific issues and information sought. The overall 

structure of the questionnaire was designed within a framework that 

required responses to be limited to simple choices and the wording was 

correspondingly couched in ordinary language with a minimal usage of 

jargon. By structuring the questionnaire in this manner it was hoped the 
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level of non-cooperation and possible non-response would be reduced as 

the material was presented in a natural order and provided a logical flow 

from one category to the next. To further ease confusion directions were 

limited and negatives were excluded in statements used. The layout of the 

questionnaire was developed using a table format and the reduction of 

additional questions from the field-testing discussions led to a compact 

format being developed. The questionnaire therefore developed for a 

maximum amount of usable data from a simplified format. 

Part 1 of the final questionnaire comprised three questions and 

was structured using several forms of information including the following: 

• a factual question on the number of students involved in 
inclusion. Completed by the designated teacher responsible for 
inclusion or Principal. A Nil return at this stage required no 
further completion of the survey by the school, 

• two questions comprising a factual question related to in
service information, and an attitudinal question on the 
suitability of the part-time model of inclusion compared with a 
full time model. 

This was seen as being in line with the advice given by Wiersma (1986) 

that forced response items enhance the consistency of responses provided 

across respondents (p.187). The questions in this section of the survey 

when presented in the [mal copy comprised the following two types of 

forced response question forms. 

• Forced choice questiops from a seven item list 

Although question two (2) provided seven forced response items, it was 

found that respondents still provided multiple answers in many cases 

outside of the range provided. 

• Opinions and preferences based on a Likert scale. 

This is illustrated in Question 3, where it required a SUbjective, 

attitudinal response from respondents and the structure used in the 

question format was a 5-scale Likert form question. Choices could be 

made on a scale from negative to positive. No provision, however, was 

made for possible multiple responses. The responses expected and 

required were to be only in relation to the scale provided. Wording of the 

choice categories provided was: strongly disagree, disagree, don't know, 

agree and strongly agree. 
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Part 2 of the questionnaire comprised one question (question 4), 

which contained sixteen subsections that elicited specific demographic 

information on the students (i-v) and specific details on the features of the 

program (vi - xvi ). The questions provided represented a range of 

question forms including: 

• Yes / No question fOrIns (2) 

• Questions requiring multiple word answers: (5) 

• Listed choices: responses to be circled. (8) 

Respondents were encouraged to make mUltiple copies of the Question 4 

response sheet where more than four (>4) students were being recorded. 

Clarification and standardisation of terminology 

In order to ensure that the terminology used in the survey and 

the research was consistent when examining the results and to allow for 

present and future generalisability of these results the researcher 

considered it necessary to establish terminology that would be 

standardised and understood by teachers and other professionals across 

states and school systems. To ensure this standardisation several issues 

were examined carefully and modifications made to either the structure of 

the questions or the responses received, as necessary, with the final 

changes including the following: 

Coding of Multiple responses in Question 3 

When the completed final surveys were returned it was found that 

respondents had made multiple responses on Question 3 outside of the 

small number directed options provided. Responses included grouping of 

answers and multiple answers in some cases. In order to provide logical, 

clear, representative and standardised recording and reporting of this 

data it was decided to include all answers, and combinations of answers. 

These large category groups were then later collapsed into smaller clearly 

identifiable and discrete categories for further statistical analysis. 
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Coding of responses to Type of Disability (Question 4 v) 

There are recognised and accepted disability typologies that have 

been used within special education and these have been generated for a 

variety of reasons, the major ones being either: 

• identification for funding 

• identification for provision of services. 

An international example widely cited in such situations is that of 

the IDEA categories: 

The Education for All Handicapped Children Act (P.L. 94 - 142) 
of 1975 and the Individuals with Disabilities Education Act 
(IDEA) (P.L. 101 - 476) identified specific categories of 
disabilities under which children may be eligible for special 
education and related services. As defined by IDEA, the term 
"child with a disability" means a child: "with mental 
retardation, hearing impairments (including deafness), speech 
or language impairments, visual impairments (including 
blindness), serious emotional disturbance, orthopaedic 
impairments, autism, traumatic brain injury, other health 
impairments, or specific learning disabilities; and who, by 
reason thereof, needs special education and related services" 
(Knoblauch, 1998, p. 2). 

However, with the need to accurately represent the type of disability 

displayed by respondents in this study and in the context of Australian 

conditions using mutually agreeable and understandable term the 

decision was taken by the researcher to reproduce in their entirety the 

categories as given in the responses. It was felt by the researcher that this 

would allow for valid interpretation and generalisability of the results by 

all persons concerned. This view was supported by random telephone 

discussion by the researcher with respondents, who expressed support 

and could see no difficulties or confusion with this approach being 

undertaken. Discussion with the researcher's supervisor was also positive 

towards this approach having been undertaken with discussion on the 

need to reduce the category size at a later date if necessary. In the body of 

the survey questionnaire the type of disability category was left blank to 

allow respondents to use the categories specific to their educational 

authority. The reporting of these categories in the data interpretation was 

then in relation to the specific categories that had been provided by 

respondents. (28 subsets of category were generated from the responses). 
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Sub category coding of disability type as recorded 

(Numbering has no categorical relevance) 

1. Intellectual disability 

2. Physical disability 

3. Cerebral palsy 

4. Au tistic spectrum disorder 

5. Aspergers syndrome 

6. Attention deficit disorder 

7. Fragile X syndrome 

8. Downs syndrome 

9. Hearing impairment 

10. Visual impairment 

11. Degenerative muscle disease 

12. Hearing impairment/intellectual impairment 

13. No specific syndrome/ condition identified 

14. Diabetes /intellectual impairment 

15. Pervasive developmental delay 

16. Hydrocephalic / epilepsy 

17. Coffin Lowry syndrome 

18.Epilepsy / intellectual impairment 

19.Attention deficit disorder'; intellectual disability 

20. Visual impairment / intellectual impairment 

21. Intellectual impairment / physical disability 

22. Oppositional defiance syndrome 

23.Acquired brain injury 

24. Physical / Hearing/Vision Impairment 

25.Autistic Spectrum Disorder / Intellectual impairment 
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26. Emotional disturbance 

27. Meningitis 

28. Conduct Disorder 

The initial recording subcategories (n =28) were established to allow for 

full identification of disability sub groups involved as outlined above. It 

was determined that for the purposes of further statistical analysis these 

categories were too unwieldy and therefore would need to be compressed 

or collapsed into a smaller number of categories. It was identified from 

the responses gained that categories could be collapsed into two major 

areas without prejudice of response validity if necessary. This was the 

case and compression of categories in the more detailed statistical 

analysis by using Chi square was undertaken. The results were collapsed 

into two categories comprising; intellectual disability, and non

intellectual disability. These categories proved more economic and still 

identified the important information required (see Appendix A). 

Question 4 v i Name of Units of work accessed 

For the purposes of this study the term academic subjects has 

been used to represent units of work that encompass those subjects 

commonly recognised and accepted as being the academic stream or core 

subjects within a mainstream curriculum. For present purposes these 

were identified to include English, Mathematics, Science, History, 

Geography, Languages and other subjects such as Computing. Such 

subjects are identified as requiring higher levels of cognitive processing 

and sequential processing and recall skills of a high order. 

Non-academic subject areas were categorised for the purposes of 

this study as being those subjects falling outside of the stated academic 

subject areas, even though some may contain some academic 

components as in the case of Music and Art. Students were found to be 

either accessing single units of these subjects or a selection of subjects. 

Where selections of subjects were identified within a response and the 

student was involved in multiple classes, specific units were identified in 

the data analysis as being a selection of subjects and this response

coding category was then recorded. 
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These decisions were made in the light of the following assertions: 

and 

Middle schools have historically integrated students with 
disabilities into non-academic classes often known as 
exploratories. Most students are successful in these. non
academic classes with the possible exception of students with 
emotional disorders (Rath, 1989). 

Some of the non-academic classes did have academic components 
to them (such as foreign languages, computer, health, music 
theory, and art history) (Tanner & Galis, 1996, p. 19). 

In the case of the current study the following twenty-two - (22) non

academic su bj ect categories were generated: 

1. Art and Craft 

2. Music 

3. Drama 

4. Physical Education and Sport 

5. Woodwork 

6. Metalwork 

7. Industrial arts subjects 

8. Home Economics: Cooking 

9. Home Economics: Textiles 

10. Unspecified range of subjects (the response used was "range of subjects") 

11. Community Access program 

12. Photography 

13. Health and Human Relations 

14 . Horticulture 

15. Certificate of Work Education 

16. Graphics 

17. Work Experience 

18. Life Skills 

19. Agriculture 
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20. Social Community Studies SCS 

21. Food Technology 

22. Child Care 

Due to the large number of categories derived from the initial data, this 

group of responses was also collapsed into a smaller number of cases. 

The subject areas category was reduced from the previously two larger 

grouping of individual subjects (academic subject areas contained 18 

individual sub-categories and non-academic areas contained 25 

individual sub-categories) to responses being recorded as either non

academic or academic in origin 

Questions 4 xi. and xii Aims and benefits of inclusion participation 

Both the aims and benefits categories of the survey were also 

collapsed into a smaller number of categories for ease of handling in the 

data analysis stage. This was due to the large number of categories 

generated in the initial data set that made data sets too unwieldy when 

undertaking statistical analysis .. 

Question 4 viii. Length of inclusion visits undertaken per week 

In order to determine a standardised minimum period of time for 

inclusion and as a way of recording segments of time involved in 

inclusion access it was decided to record responses as being expressed as 

periods per week or as whole or part days per week. eg: 1 period per 

week. In this way it was hoped to provide some form of standardised 

measure for cross comparison of state results. Initially the number of 

categories in this question was also reduced down to two groups, those < 

1 day per week and those => 1 day per week. However, this was later 

reassigned to more precise groupings as it was determined that only two 

categories did not allow for sufficient flexibility when identifying possible 

trends in the data. 

Field - testing the survey 

Taking the advice of commentators such as Gay (1981) that the 

proper validation procedure for a given questionnaire will depend on the 
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nature of the instrument, and being cognisant of the small size and highly 

specific nature of the population being studied, it was decided to vary the 

normal field-testing procedures employed for this questionnaire. Normally 

with any instrument such as a questionnaire it is preferable to field-test it 

with a small representative sample of similar structure to the research 

study, with that group then not included in the final survey numbers. 

However, in the case of the current study, difficulties were found to arise 

if such a protocol were to be followed. This was due to the small total 

number of subjects available being severely limited. For example, there 

was only one secondary aged special school in Darwin and only two in the 

Northern Territory. As a result, it was thought that any prior field-testing 

with such a sample group from this school would have prejudiced the 

overall study results, as they could not then be used in the final study 

sample. It was decided therefore to have the questionnaire reviewed and 

critiqued by a group of special education teachers selected from schools 

in Darwin already involved in part-time inclusion programs to determine 

if the content and structure were suitable to them, and if the overall 

instrument had semantic concerns. This is a group that would have been 

seen as being "representative" of the target population and therefore 

important in maintaining the validity and reliability of the survey 

instrument (Braggett 1985). The questionnaire was therefore examined by 

a group of people (class teachers and administrators in some cases 

Principals) who had explicit, hands on knowledge and expertise in the 

area. They provided valuable feedback but did not affect the overall 

number of special school students or schools in the overall research 

study group. 

Processes 

Individual students were not directly involved in the data 

collection phase; rather information was supplied by relevant special 

school officers (teachers, senior staff, and principals) regarding their 

participation in inclusion programs. 
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Contextual factors related to inclusion policies and implementation. 

practice in Australian schools that were considered 

Because this study examined inclusion from a national 

perspective and there is at present no national policy on inclusion in 

Australia, it was necessary to indicate how each state and territory has 

enunciated their individual inclusion policies in order to cpntextualise the 

results gained in each case. (See Appendix A for a summary form of each 

state or territory). The enacted policy issue identified and discussed by 

Gow (1986) as it related to separate corporate philosophies on inclusion 

practice was indeed found to have an impact on the results obtained for 

each state and territory. This in some instances was able to provide a 

contextual explication and perspective for the types of results gained from 

the survey. 

Reliability and Validity issues 

The reliability of any research can be seen as being essentially the 

replicability and consistency of the methods, conditions and results 

. employed in that research (Wiersma 1986). In the case of the current 

research study the main threats to reliability and validity were identified 

as being related to the language and shared understandings of 

terminology inherent in special education particularly in regard to 

inclusion and reflected in the main questions being asked by the survey. 

In order to improve the reliability of the instrument and to enable any 

future replicability of the results specific decisions were made to try to 

establish and report what may be seen as contentious language and 

terminology in a consistent and agreed manner. This included terms 

relating to the types of disabilities recorded and the forms of recording 

used for the degree of disability apparent 

Validity can be seen to comprise two forms, internal validity and 

external validity. Wiersma (1986) again provides clear understandings, 

when explaining validity as being: 

the accurate interpretability of the results (internal validity) and 
the generalis ability of the results (external validity). Both types 
are matters of degree (p.6). 

In short, using the right instruments for the right job. 
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In the case of this present study the purpose was to derive data of a 

quantitative nature and the information provided by respondents detailed 

specific responses to specific items determined as being components of 

part-time inclusion. The questionnaire form used would appear to be 

valid as the biases outlined previously have been addressed and the 

threats to its internal and external validity have been addressed in the 

methodology adopted. It is felt that the external validity of the instrument 

has been enhanced by sufficient 'detail as to the design and application of 

the questionnaire to enable generalisability of the data to enable an 

accurate snapshot of inclusion to be determined. 

Limitations of the present study 

This study examined only the specific population of the special 

school involved in part-time inclusion and the staff directly involved. This 

was a deliberate choice and was seen as the best possible way to obtain 

the results without extraneous additional information being provided. It 

did not, however, look at three factors that may be of value in such a 

discussion on inclusion: 

• the students themselves and their perceptions of program 

involvement, success or otherwise and suitability, 

• the mainstream class teachers involved in the programs and 

• the parents of students involved. 

Although the above groups were not included in the current study the 

involvement of these parties in any future studies would provide further 

and important insights. 

Administration 

Ethical Considerations and Confidentiality 

All surveys acknowledged confidentiality issues on the front page 

and emphasised that all information returned would be confidential and 

all students and schools involved would be anonymously coded for 

identification purposes. It was made clear that all data collected would 

only be represented in statistical notation form and would not be 

identifiable to any particular individual or school but only to the 

researcher. The survey protocol and research study complied with and 
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satisfied the Northern Territory University Human Ethics Committee 

Guidelines and Policy as well as satisfying all state and territories 

educational authority research approval guidelines. See Appendix A for 

copies of all relevant approvals. 

Permission to conduct research in schools 

Permission was sought and received in writing in the first 

instance from all relevant state and territory educational authorities to 

conduct the research study prior to surveys being disseminated to 

schools. Research application protocol formats were received and 

completed for each state and territory educational authority. Permission 

in the first instance was requested through each research branch section 

manager by either letter or electronic correspondence, with the only 

exception being Western Australia, where, after discussion (via electronic 

correspondence) with the designated officer, this procedure was not 

deemed necessary and it was indicated to the researcher that schools in 

Western Australia should be approached directly through the school 

principals. 

Copies of all the survey pro forma, sample school request letters, 

ethics approval and validation of enrolment documentation were 

subsequently attached to all application pro formas and returned to 

relevant authorities for approval. Written letters of departmental approval 

and permission to conduct research in schools were received from all 

state and territory education authority research branches (see Appendix A 

for copies). It is noted that the majority of authorising authorities were 

supportive of the research topic (telephone discussion). On average it took 

4-6 weeks from initial application to final approval status being given. 

Two state authorities, South Australia and Victoria, requested 

that further documentation be provided and submitted in addition to 

those already sent, these requests being duly complied with. All other 

states/territories were satisfied with the original documentation as 

presented (See Appendix B). In the case of South Australia, these changes 

included the provision of additional, specific Parental information and 

Permission forms. These were re-submitted and received approval prior to 

authorisation being given. In the case of Victoria, additional copies of 

surveys and supporting documentation were sent as a matter of courtesy 
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and protocol to all relevant Superintendents in each Victorian 

Educational region. 

Mail out packages and procedures 

105 

Once employing authority permission was received, schools 

identified as being eligible to participate in the study were sent an initial 

mail out package (single A4 prepaid envelope) by Australia Post Surface 

mail (See Appendix A). This package was addressed to the principal and 

contained the following: 

• Request for permission to conduct research in your school letter 
to the Principal. 

• Copy of Permission to conduct research authority letter from 
each relevant education employing authority research branch. 

• Copy of Letter of enrolment validation from the Northern 
Territory University Higher Education Research Branch. 

• Copy of current Ethics approval letter from the Northern 
Territory University Ethics Committee. 

• Copy of Survey questionnaire 

• Postage paid business size return reply envelope for survey 
questionnaire return. 

The initial mail out package was only sent to schools when permission to 

conduct research was received in writing. The response return time frame 

for this stage of the process was set at four weeks from date of mail out. 

During the fourth week from initial mail out a follow-up telephone call 

was placed to the principal of the schools concerned to determine the 

status of survey forms and determine if possible any reason for non-reply. 

(Lost forms, forgotten to reply, decision for non-involvement). Whenever 

possible schools were requested to send back outstanding surveys by 

facsimile or completed on a blank form over the telephone with the 

researcher then and there. If a NIL return was determined as the reason 

for non -return, confirmation of this by either telephone or facsimile was 

obtained or requested. If a positive return was found then a request for 

facsimile return of the completed form or by return mail was made. 
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Statistical Analysis of data 

Statistical analysis of the initial data received from the returned 

survey instruments was undertaken using the computer statistics 

package SPSS v.8. This initial analysis produced a considerable number 

of frequency tables and graphs (see Appendix B). After discussion with 

relevant staff at the Science and Information Technology and Education 

faculty of the Northern Territory University, the researcher confirmed the 

need for further analysis to be undertaken using cross tabulation tables 

and Chi square X2 (Pearson Chi square). As the variables involved were 

nominal and had been recorded initially as frequency counts, it was 

determined for the purposes of this study that Chi square would be the 

most appropriate statistic to determine any possible trends that may be 

evident. The significance level was set as .05 as this level of significance 

was deemed to be sufficient. However, some specific cases were later 

examined at the .01 level as well when the relationship was not clear cut. 

A .05 level of significance was chosen for the purposes of this study 

primarily because it would allow later possible confirmatory studies to 

examine the results at .01 if necessary. Data was examined in relation to 

the major areas outlined in the survey instrument, comprising the 

demographic characteristics of the students and the characteristic 

features of the programs in order to determine any relationships and 

trends. Several response categories were collapsed and recoded to assist 

with statistical analysis and these have been noted in detail previously in 

this chapter. 

Conclusion 

This chapter outlined in detail the methods and processes used to collect 

the necessary data to satisfy the research questions posed in Chapters 1 

and 2 including the development and distribution of the survey 

instrument. 

In Chapter 4 the data collected will be presented in a variety of 

forms including, frequency charts and table formats. As well as providing 

a discussion of the initial data, the chapter will present a more detailed 

analysis using Chi square to determine relationships between the 

respective demographic characteristics of the students and the critical 
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features of the programs they have been involved in. This information will 

be presented in a logical form to enable the reader to develop a complete 

picture of part-time inclusion and all of its features, as they are currently 

manifest in the Australian educational context. 
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CHAPTER 4 - FINDINGS AND DISCUSSIONS 

Introduction 

The aim of this chapter is to analyse, discuss and report the 

findings gathered from a national survey questionnaire on part-time 

inclusion. This questionnaire examined the prevalence, structure and 

content of part-time inclusion practices operating within government 

special schools across Australia with secondary aged students during the 

early part of the year 2000 using the methodologies outlined previously in 

Chapter 3. 

Inclusion, as described in the research literature can be 

considered in relation to reconstructing and critically examining 

educational service delivery practices, in this case the part-time inclusion 

programs operating between special schools, and mainstream secondary 

schools within government school systems in Australia. Being cognisant 

of the advice given previously in Chapter 3 that the first step in any 

program of examination and reconstruction of schools and schooling, 

such as inclusion, is to determine what now exists (Goodlad 1984), this 

research has actively sought to determine such information. Specifically 

the research sought to document what existing service delivery systems 

were at the time of survey available to secondary aged students with 

disabilities enrolled in government special schools detailing both the 

structure and content of these programs. The major purpose was to take 

a snapshot of part-time inclusion practice across all levels of educational 

practice, from the bigger picture offered at the national level through to 

the state and individual school level and even further down to examine 

and reflect details of programs undertaken by individual students. 

Analysis of the data through these different levels will help the reader: 

• to identify the essential demographic characteristics of 

secondary school aged students with disabilities currently 

accessing part-time inclusion programs from special schools 

into mainstream secondary schools across Australia, 
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• to determine the prevalence, structure and types of part-time 

programs currently being offered within these mainstream 

secondary schools, as well as 

• to examine relationships identified as statistically significant 

between the types of programs being offered and a range of 

selected demographic features of the students, thus helping 

• to identify possible trends from the current results that may 

be of interest in relation to future program designers and 

participants to be identified. 

The result should be a richer more balanced overall perspective of the 

concept, the process and the practice of inclusion, specifically part-time 

inclusion, in Australian schools. 

As detailed in Chapter 3 the design of the national survey sought 

information from four main areas of part-time inclusion practice 

comprising: 

• inservice provisions available to schools relating to inclusion 

practice, 

• attitudinal responses from participant schools in regard to 

their preferred inclus~on model, 

• demographic features of the students involved in the part-time 

inclusion programs as well as 

• characteristics of the programs students were engaged in. 

However, in terms of providing the reader with a coherent 

understanding of the detail and scope of part-time inclusion in Australian 

schools at both the conceptual and practical level, it is necessary to 

present findings that support the arguments presented in chapters 1 and 

2 of this thesis. 

Structure of the chapter 

As alluded to in Chapter 2, baseline data are not available 

concerning the prevalence and c<;>mposition of part-time inclusion practice 

or the participants of these programs in Australian schools. This research 
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provides baseline data. It is important, therefore, when reporting these 

findings, that the reader is able to develop a clear, detailed understanding 

of the concept, the participants and the practice of part-time inclusion as 

it is currently expressed in the Australian educational context. In order to 

do this effectively, this chapter will be structured to provide an analysis of 

the survey data across five sections: 

• Section 1 Part-time inclusion - Acceptance of the concept in 

practice will present a discussion of the acceptance or 

otherwise for a part-time inclusion model at both the 

conceptual and educational practice level by schools in the 

survey and their utilisation of existing systemic support 

provisions, 

• Section 2 Part-time inclusion - The participants will provide a 

detailed description, examination and analysis of the 

participants (both schools and students) involved on a daily 

basis in the part-time inclusion process. Participants will be 

examined across a range of levels of investigative detail, from 

the macro level (national groupings of schools and students) 

down through individual state and school levels to the micro 

level involving analysis of individual students and their 

programs, and detailing the participants, their aims for 

involvement and the perceived benefits to them from 

participation. 

• Section 3 Part-time inclusion - The programs in practice will 

provide an examination and analysis of the process of part

time inclusion at the school level detailing the structure, and 

types of programs involved. 
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• Section 4 Part-time inclusion - Supporting the practice will 

outline an analysis of the support frameworks developed with 

emphasis on the policy, people and fiscal factors involved. 

• Section 5 Part-time inclusion - Relationships identified within 

the practice will presept a discussion of the significant 

relationships identified between specific demographic features 

of the participants and program characteristics from the 

study. 

By following this approach it is intended to provide the reader and 

future researchers with a coherent, cogent analysis of the current status 

of part-time inclusion as practiced in Australian schools, presenting not 

only a comprehensive picture of how the concept has been adapted to suit 

Australian conditions but also how the process has been translated into 

effective practice in local schools. 

Presentation of the data 

The purpose, nature and· administration details of the 

questionnaire and methodologies have been outlined in Chapter 3. When 

considering the results of the survey it is important to remember the 

population in question is small and discrete and as such any conclusions 

may be seen reasonably as reflective of the whole popUlation in question. 

Analysis of the results from the survey has been carried out in 

two stages. In the first stage frequency and percentage distributions were 

calculated for all items in the survey including multiple responses. In the 

second stage cross tabulations were calculated between the demographic 

variables of students and program characteristics with these then being 

tested using chi square. Unless stated otherwise, all frequency 

distributions, cross tabulations and chi square analyses are presented 

within the text rather than having the reader constantly referring to the 

Appendices. All other frequency distributions appear in Appendix B. 
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The results from the survey that are discussed are based on a positive 

response rate by the teachers to the survey questionnaire from 54 schools 

across states and territories (excluding the A.C.T) with 358 students 

being identified as involved in part-time inclusion programs. Where 

applicable or suitable, percentages represented in tables and charts have 

been rounded to one decimal place. 

In some cases the data received had been de constructed from 

their original categories and recombined to enable more relevant and 

manageable data sets. The level of analysis undertaken has in some cases 

been quite detailed, when applied to the original data sets, examples 

being the extensive range of disability types identified and the range of 

time periods that students accessed classes. 
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DISCUSSION OF THE RESULTS 

Section 1 Part-time inclusion - Acceptance of the concept in 

practice 

Support for the concept and its· educational practice at the system and 

school level 

As noted in Chapter 2 there is at present no national policy on the 

inclusion of students with disabilities into mainstream schools in 

Australia (Gow 1986, Fulcher 1989) and as such each state and territory 

has, over time and taking into account the political climate of the day, 

developed individual policy documents. These provide the overarching 

guidelines necessary for placement decisions made which involve 

students with disabilities within their respective jurisdictions. All 

jurisdictions are seen to have both enacted and stated policies in place 

designed to develop inclusive practices at both the system and school 

level as detailed in Table 4.1. Details on the type, extent and quality of 

these programs are, however, implicitly highly individual in nature. A 

detailed summary outline of current state and territory inclusion policies 

and provisions have been placed' in Appendix A for reference. 

Table 4.1 details in summary form a selection of the inclusion 

practices of all states across Australia, including the type of individual 

state and territory inclusion policies and enacted practices in place and 

other data from the survey. From this, on a national basis there is both 

political and systemic support for inclusion as an educational practice for 

students with disabilities in Australia. The educational concept of 

inclusion for students with disabilities has been acknowledged at the 

policy level across all states. This is not in dispute. However, a positive 

and encouraging point highlighted by closer examination of Table 4.1 

shows that part-time inclusion is occurring as an educational practice in 

all states as well. The quality and type of this practice is highly variable, 

however, as will be evident from the survey results. 
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Table 4.1 Summary of inclusion practices by jurisdiction 

Inclusion Practices 

Inclusion Part-time Separate Type of Dual 
policy inclusion special inclusion enrolment 

documents programs schools policy model policy 
Jurisdiction operating 

Australian 
Capital Yes Yes Yes Social Justice No 

Territory 

New South 
Yes Yes Yes Needs based No Wales 

Northern 
Yes Yes Yes Needs based No Territory 

Queensland Yes Yes Yes Social Justice No 

South 
Yes Yes Yes Social Justice No Australia 

Tasmania Yes Yes Yes Social Justice Yes 

Victoria Yes Yes Yes Human No 
Rights 

Western 
Yes Yes Yes Social Justice No Australia 

Return Rates as possible indicators of support for part-time inclusion 

As the current research was concerned with determining a 

national profile for the incidence and prevalence of part-time inclusion 

programs, the issue of what would be acceptable levels for return rates 

was considered of importance to ensure that a representative profile had 

been achieved. Although return rates alone cannot be seen as indicative 

of support for part-time inclusion, a high return rate could at the least 

show minimal support for the concept as expressed in the survey. It can 

be reasoned that if the school (as reflected by the principal) was not 

interested at even the most basic level in the subject then they would not 

even be concerned enough to return the survey marked as a nil return. 

The issue of return rates has generated considerable debate 

between commentators such as Braggett (1992), Babbie (1986), Gay 

(1981) and Wiersma (1991), relating to the value and generalis ability of 

any data gained by a research study relative to the size of the respondent 
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population cohort involved in that survey, a particularly relevant point in 

relation to the present research study. 

Commentators in general, though, appear to agree that return 

rates greater than 70 % are fairly indicative of a high level of 

representative accuracy in respect of responses, particularly when 

surveying a professional population as in this case (Wiersma 1991). The 

current survey return rates at a national level (78%) were found to exceed 

this suggested figure, providing encouraging support that a representative 

response sample had been achieved. A breakdown of these, as state 

results, can be seen in Table 4.2. This shows a high response rate with all 

but one state, Victoria (62.8%), a result in itself quite high. From Table 

4.2 it can be seen that the national data provided a comparatively small 

number of schools (54 or 31 % of those sampled) involved in part-time 

inclusion programs considering the overall number of eligible schools 

surveyed (224). Although a bit disappointing at first glance it should not 

be seen as surprising, but due to several factors. The most significant of 

these is that inclusion has been seen as being primarily a full time 

placement and the idea of a part-time model is essentially a new concept 

to most secondary schools as a form of inclusion practice and, secondly, 

the phenomenon has not as yet been documented in a detailed manner in 

the research literature. It is currently being undertaken by groups of 

teachers and schools who are on the 'cutting edge' as it were, and it is 

only when the details of such programs and their successes are made 

available to the wider educational population that more involvement will 

be forthcoming. Change within and between educational institutions 

(schools) and with teachers is historically a very slow process. As 

mentioned previously, the concept of part-time inclusion, in fact inclusion 

in general, has to establish a collateral value to the significant user 

groups in order to gain any effect or support. It is worth noting that 

several schools mentioned that although they were not involved in 

programs at the time of survey, in the past students had been involved in 

part-time programs and staff were supportive of part-time inclusion 

(Table 4.3). 
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Support at the school level within states 

From a national perspective the number of students involved in 

programs (358) was not large. However, the depth of information provided 

both at state and individual level was of a high quality with respondent 

schools answering all survey items in most cases. 

Western Australia has by far the largest number of students (123) 

involved in programs although from a relatively small number of schools 

(8). As the majority of these schools (Education Support Centres) are 

situated on the grounds of mainstream high schools, it can reasonably be 

surmised that access (physically) to the mainstream classrooms and 

programs by the students may be easier to organise and could explain 

this high involvement rate per capita. There is also the benefit of being 

able to easily establish collegiate' links and joint activities between staff 

and students in both settings. This phenomena of high student access 

relative to a small number of schools involved has also been reflected in 

other state samples such as New South Wales (13 schools, 73 students), 

Queensland (13 schools, 52 students), Tasmania (4 schools, 19 students) 

and Victoria with (14 schools, 53 students). Participation was particularly 

evident in the Northern Territory where the sample was taken only from 

one school, but the number of students involved in inclusion programs 

(n=35) was more than three quarters of the total population (45) of the 

school. As the researcher is a teacher at this school, specific detailed 

information was available on this cohort. 

From the national data reflecting participation rates (expressed as 

involvement in part-time inclusion) detailed in Table 4.2 the concept of 

part-time inclusion as a program option for secondary aged students with 

disabilities would appear to be supported and can be seen to be operating 

in special schools across all states. 

Support for the concept of part-time inclusion at the school level 

has also been given additional authority by the data returned where 

respondents (school principals / staff) were asked directly if in their 

opinion part-time inclusion appeared to be a more effective inclusion 

model for students with disabilities accessing mainstream high school 

settings rather than a full time placement model. 
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Table 4.2 Breakdown of survey return rates by jurisdiction of schools 

undertaking part-time inclusion 

Survey return details 

No. of No. No. schools No. 
% % students in schools replies undertaking 

Jurisdiction surveyed return PIT inclusion return PIT 

Victoria 

New South 
Wales 

Queensland 

Western 
Australia 

Tasmania 

South 
Australia 

Northern 
Territory 

Australian 
Capital 
Territory * 

Total 

inclusion 

70 44 62.8 14 31.8 53 

66 49 74.2 13 26.5 73 

45 44 97.7 13 29.5 52 

25 22 88 8 36.3 123 

8 8 100 4 50 19 

6 5 83.3 1 16.6 4 

2 2 100 1 50 34 

2* 2* 100* 0* 0* 0* 

224 174 78 54 31 358 

* As no useable results were returned from the two schools eligible for 
inclusion in this study in the Australian Capital Territory the prevalence 
and practice of part-time inclusion programs in this jurisdiction could not 
be accurately determined. 

** The above return rates were achieved using a combination of initial 
postal return and follow-up facsimile return of the survey after telephone 
reminders. Only three (3) schools overall indicated that they specifically 
did not wish to be included in the study. After discussion with these 
schools it was agreed that they would prefer to be recorded as NIL returns 
within the national and state returns respectively. 

As outlined in Table 4.3, on a national basis schools showed 

support for the view that part-time inclusion is the preferred model (84%) 

of inclusion for secondary aged students with disabilities, a trend also 

reflected at the state level in Table 4. 4. Such support can be seen as 

indicative and perhaps reflective·of the fact that, although overall in 

Australia there are only a comparatively small number of schools (54) 
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involved in part-time inclusion and only 358 students, support for both 

the concept and the practice is widespread and represents a reasonably 

sound support base at the school level. 

Table 4.3 Breakdown of responses to part-time inclusion as preferred choice 

Frequency Percent 

Response strongly disagree 1 2.0 

disagree 3 6.0 

don't know 2 4.0 

agree 23 43.0 

strongly agree 22 41.0 

Totala 51 

a. No response N=3 

Table 4.4 Part-time inclusion support across states 

Count 

State 

New South Northern South Western 
Wales Territory Queensland Australia Tasmania Victoria Australia Total 

Support for strongly disagree 1 
Parttime disagree 2 
inclusion 
being don't know 

more agree 7 8 5 
effective 

strongly agree 3 3 2 7 6 than full 
time No response 1 2 

Total 13 13 4 14 8 

N=54 

The support for a part-time form of inclusion, however, should 

not be seen as one sided. Three schools, one from Tasmania and two from 

New South Wales disagreed with the statement outright and one school in 

Victoria also strongly disagreed with the presented statement. These 

responses had comments attached to surveys that indicated these schools 

thought it was important to assess individual student needs and abilities 

before opting for inclusion outright. Respondents expressed a concern 

that they could not support a blanket statement such as 
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the one presented witho\lt careful discussion and consultation on 

an individual school and student basis. The non-response rate for this 

question was quite low, with only three schools that did not reply; their 

reasons, however, could not be determined. Both Victoria and Western 

Australia have one school that was ambivalent in its support for either 

model proposed and preferred to mark the "don't know" category. As there 

was no elaboration or discussion provided by these schools, the reasons 

for the adoption of such a position could not be ascertained 

Support at the school level from system level provisions 

From the discussion so far it can be seen that there is both 

system level (educational authority) and school level support for part-time 

inclusion. If it is to be effective as an educational practice it needs not 

only the conceptual support of s?hools but also practical programming 

support in order for schools to develop effective frameworks for 

implementation. The survey investigated this issue and examined a range 

of existing staff professional development activities available to schools to 

assist with implementing part-time inclusion. These included the 

following list of seven items from the survey questionnaire, in which 

schools were asked to indicate those areas considered to be of most value 

to them at the implementation phase, of part-time inclusion. The 

following staff development items are taken from the survey and include: 

(i) In-service activities developed by the school 

(ii) In-service activities developed by the relevant Education 
authority 

(iii) Reference books (How to do it manuals) 

(iv) Information from other special school staff members 

(v) Information from departmental staff 

(vi) Mainstream staff 

(vii) Other information supplied by the school 

From the survey data it was found that 35% (19) of the national sample of 

54 schools considered the area of most value to them to be item (i), which 

was the in-service activities pertaining to part-time inclusion developed 

within their own school. A further 24% of respondents from across all 
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jurisdictions agreed this was an area of high value but that it needed to 

be combined with other items, specifically, items (iv) and (vi), those 

involving other staff members, from both mainstream and special schools, 

stressing a more collegiate, cross faculty approach. This indicates that 

there exists a significant combined view that intercollegiate and self

initiated activities at the school level were the most productive to schools 

(59% of those surveyed). 

Given that all jurisdictions have enacted policies of inclusion as 

reflected in Table 4.1, it might be thought that schools would avail 

themselves of any existing system level support mechanisms in place 

within their state systems to assist with inclusion program development 

and implementation. This does not emerge from the evidence, however. 

The two major areas that were identified as representing this support 

provision, items (ii) and (v) from the survey, showed only minimal support 

from schools at both the state and national level. Surprisingly, within the 

overall responses only two schools found these items, specifically related 

to system level support to be of any value to them. Such a move away 

from existing system level support mechanisms in favour of 

independently developed ones is unexpected. This move away from 

established procedures was most evident at the state level in the New 

South Wales and Queensland samples, where only 8% of the schools in 

each state expressed support for· existing departmental supports outside 

of the immediate school. Another surprising result from the data was the 

lack of value attributed to item (iii), the value that Reference books had to 

schools as a resource. Only two schools from the total sample, in 

Tasmania (lout of 4) and Victoria (1 out of 14), viewed this item to be of 

any value and this was only when in combination with item (i), 

supporting the activities that had been developed within their own 

schools. Considering the plethora of books and resources currently 

available on inclusion this is indeed a so bering finding. Across the survey 

as a whole only two out of the total of fifty-four schools did not provide 

any responses to the areas of value question. 
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Table 4.5 National breakdown of staff development areas of value items 

Frequency Percent 

Areas i Inservice: school based 19 35.2 
of vii other: specified 6 11.1 
support 

iv Information: special 
school staff 

5 9.3 

combination of i & iv 5 9.3 

combination of iv & vi 4 7.4 

combination of i & vi 3 5.6 

combination of i & iii 2 3.7 

combination of i & vii 2 3.7 

vi Mainstream staff 1.9 

combination of ii·& iv 1.9 

combination of ii & v 1.9 

combination of iv & v 1.9 

combination of iv & vii 1.9 

combination of i iv & v 1.9 

Total" 54 100.0 

a. No response N= 2 3.7% 

From the results outlined in Tables 4.5 and 4.6, it would appear 

that schools at the state level in the survey cohort found individual self

sufficiency involving direct collegiate contact and ongoing support 

between both mainstream and special schools through their staff to be 

the main and most effective means whereby they are able to implement 

part-time inclusion programs. System level support mechanisms from the 

results of survey, it would appear, are not seen by schools as relevant or 

as a high a priority as on the ground organisational activities between 

schools that are based on the individual needs of their students and 

schools. Programs, it would seem from the survey results examined, are 

being developed at a local level, with direct interactions and support 

mechanisms being developed between local special school and 

mainstream staffs to provide highly individualised programs between 

schools for individual students and groups of students. 
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Table 4.6 Cross tabulation by state of areas of value identified by staff/ schools 

States 

Areas of New Northern Queensland South Tasm~ni~ Victoria Western Total 
value South Territory Australia Australia 

Wales 
(Rank order) 

i in-service 6 1 3 1 6 2 19 
school 11.1% 1.9% 5.6% 1.9% 11.1% 3.7% 35.2% 
based 

vi other 1 1 4 6 
specified 1.9% 1.9% 7.4% 11.1% 

iv 1 2 2 5 
information 1.9% 3.7% 3.7% 9.3% 

special 
school staff 

combination 1 2 1 1 5 
ofi & iv 1.9% 3.7% 1.9% 1.9% 9.3% 

combination 2 1 1 4 
ofiv & vi 3.7% 1.9% 1.9% 7.4% 

combination 1 1 1 3 
ofi & vi 1.9% 1.9% 1.9% 5.6% 

combination 1 1 2 
ofi & iii 1.9% 1.9% 3.7% 

combination 1 1 2 
ofi & vii 1.9% 1.9% 3.7% 

vi 1 1 
mainstream 1.9% 1.9% 

staff 

combination 1 1 
ofii&iv 1.9% 1.9% 

combination 1 1 
ofii & v 1.9% 1.9% 

combination 1 1 ofiv & v 1.9% 1.9% 

combination 1 1 ofiv & vii 1.9% 1.9% 

combination 1 1 ofi iv & v 1.9% 1.9% 
Total* 13 1 13 1 4 14 8 54 

24.1% 1.9% 24.1% 1.9% 7.4% 25.9% 14.8% 100% 

* No response N=2 3.7% 
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In summary 

From the results it would appear that the concept of part-time 

inclusion has wide acceptance both at the conceptual and practical level 

across all states in the Australian sample. Practice is being undertaken 

on a daily basis and schools, both mainstream and special, are 

supportive of the concept in practice. Surprisingly, though, schools 

appear to be 'going it alone' as far as staff development is concerned with 

system level support mechanisms not being seen to be as much value as 

the intercollegiate support networks established and maintained between 

staff and schools involved in the programs themselves. The policy of 

inclusion has been accepted and is being implemented but the practice is 

tempered with daily logistical decisions made to suit individual schools 

and students. 

Section 2 Part-time inclusion - The participants 

Profiling the participants td understand the process. 

In order to understand the value of part-time inclusion as an 

educational option for students with disabilities, it is necessary to develop 

a clear picture of precisely who the participants are. Specific details need 

to be determined regarding demographic features specific to these 

students so that information can be used as benchmarks for future 

researchers and teachers to use when planning part-time inclusion 

programs. 

For the first time a clear picture is now emerging as to who these 

students are. With data now av~lable from each state it is possible to 

identify these essential characteristics of students at various levels, at the 

school as well as the individual level, to identify who are accessing these 

part-time inclusion programs. In the past students with disabilities have 

been involved in inclusion programs in an essentially ad hoc manner, 

with many being seen as single, one off case studies. Record keeping 

tended to be erratic, and reports were usually very general, and often 

anecdotal in nature. It is now possible, however, to identify participants 

in relation to specific individual and group characteristics. Through using 

a national survey, the current study has sought to address this concern 
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and enable future researchers and the reader to be able to identify 

students through specific demographic features, establishing baseline 

data on their gender, age (recorded as year of birth), as well as the degree 

and type of disability. This data will enable greater generalisability and 

applicability of results, reporting, both the successes and otherwise of the 

programs they are involved with more precision. Students accessing part

time inclusion programs are no longer merely passive visitors into 

mainstream classrooms, as they were in the early 1960s when integration 

was first trialed both here in Australia and the United States. Rather, as 

can be seen from the results of the present study, they are active 

participants, engaging in a wide variety of units of work, of varying types 

and for varying periods of time alongside their 'non disabled' peers. 

Discussing the dimensions of gender and age 

Participation in part-time inclusion it was found from the survey 

results is not gender specific although is clearly gendered in regard to 

enrolment figures. Both males and females are seen to be accessing 

programs. Table 4.7 provides a snapshot of this. 

Table 4.7 National gender details of students participating in part-time 
inclusion 

Gender male 

female 

Total 

Frequency 

227 

131 

358 

Percent 

63.4 

36.6 

100.0 

From these results, however, it can be seen that there is a 

significant skew related to gender evident within the study cohort, of 

almost 2: 1 with more males (63.4%) than females (36.6%) represented in 

programs (Table 4.7). This trend was also seen at the state level (Table 

4.8) with New South Wales shoWing a sample with considerably more 

males (57) to females (16). This is an interesting point, but this researcher 

cannot determine a reason for this over (under representation. 
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The study cohort was purposively structured within a 

predetermined age range, recorded on the survey form as the year of 

birth. This age range for the majority of the cohort was nominally within 

the range representative of the majority of mainstream secondary school 

students (12 -18 years old) - in this case being born between the years 

1982 to 1988. It can be seen from Tables 4.8 and 4.9 that gender is 

expressed across a similar range (from 1983 to 1987). The sample 

however, also contained students outside of this range who were born 

between 1980 and 1982 and are thus older than most secondary 

students (see Table 4.9). 

Table 4.8 Percentage cross tabulation of gender and year of birth 

GENDER 

male female Total 

Year 1980 Count 1 1 
of 
Birth 

% within GENDER .4% .3% 

1981 Count 2 2 4 

% within GENDER .9% 1.5% 1.1% 

1982 Count 20 9 29 

% within GENDER 8.8% 6.9% 8.1% 

1983 Couni 16 15 31 

% within GENDER 7.0% 11.5% 8.7% 

1984 Count 44 21 65 

% within GENDER 19.4% 16.0% 18.2% 

1985 Count 47 27 74 

% within GENDER 20.7% 20.6% 20.7% 

1986 Count 47 33 80 

% within GENDER 20.7% 25.2% 22.3% 

1987 Count 35 16 51 

% within GENDER 15.4% 12.2% 14.2% 

1988 Count 5 6 

% within GENDER 2.2% .8% 1.7% 

no response Count 10 7 17 

% within GENDER 4.4% 5.3% 4.7% 

Total Count 227 131 358 

% within GENDER 100.0% 100.0% 100.0% 

This sample was represented by a small, distinct group recorded 

in the results as comprising only 5 students (1%) who were outside this 

normal age distribution range for mainstream secondary school students. 
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(ie: > 18 yrs), but which is highly reflective of what is the upper age range 

of many senior students within special school populations. 

Provision for such older students staying on past normal leaving 

age (18 years old) is available within all Australian educational 

authorities, individual procedures varying between states. 

Table 4.9 Percentage cross tabulation of gender by jurisdiction 

GENDER 

male female Total 

State New South Wales Count 57 16 73 

% within State 78.1% 21.9% 100.0% 

Northern Territory Count 21 13 34 

% within State 61.8% 38.2% 100.0% 

Queensland Count 27 25 52 

% within State 51.9% 48.1% 100.0% 

South Australia Count 3 4 

% within State 75.0% 25.0% 100.0% 

Tasmania Count 13 6 19 

% within State 68.4% 31.6% 100.0% 

Victoria Count 28 25 53 

% within State 52.8% 47.2% 100.0% 

Western Australia Count 78 45 123 

% within State 63.4% 36.6% 100.0% 

Total Count 227 131 358 

% within State 63.4% 36.6% 100.0% 

The total study cohort comprised students with a chronological 

age range between 12 - 20 years. old providing a mean age for the sample 

of 16 years old. The majority of students (330) in the sample were born 

between 1983 and 1987 (13 to 17 years old), again providing a frequency 

age range representative of the majority of mainstream secondary school 

enrolments. 
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Table 4.10 Cross tabulation of Year of birth and gender by state 

Count 

State 

New South Northem South Westem 
Year of birth Wales Territory Queensland Australia Tasmania Victoria Australia Total 

1980 GENDER male 1 

Total 1 

1981 GENDER male 2 2 

female 2 2 

Total 4 4 

1982 GENDER male 4 3 4 4 20 

female 7 1 9 

Total 4 4 12 5 4 29 

1983 GENDER male 4 2 4 4 2 16 

female 2 .2 5 2 3 15 

Total 6 4 9 6 5 31 

1984 GENDER male 9 3 9 7 4 10 44 

female 3 4 5 2 3 4 21 

Total 12 7 14 9 7 14 65 

1985 GENDER male 10 5 4 3 6 19 47 

female 4 2 4 8 7 27 

Total 14 7 8 5 14 26 74 

1986 GENDER male 14 7 3 2 4 16 47 

female 4 3 2 9 14 33 

Total 18 10 5 2 13 30 80 

1987 GENDER male 10 1 2 5 17 35 

female 1 2 10 16 

Total 11 2 7 27 51 

1988 GENDER male 3 

female 1 

Total 3 6 

no response GENDER male 10 10 

female 7 7 

Total 17 17 

Defining the dimensions of a disability; how much and what type 

Although gender and age are two important identifiers of 

participants, two other factors are also important in the overall picture. 

These are the factors that represent the disability or handicapping 

dimension of students, the characteristics that set them apart most 

obviously from their peers in mainstream settings. These two factors 

comprise the degree of their disability (ie: how handicapping the disability 

is for the student) and the identified type of disability the student has. 

Together these provide an important additional dimension to 

identifying not only the student but also the learning potential of that 

student in terms of the possible physical, social or cognitive limitations or 

deficits that can be magnified when overlaid on what is the 'normal 

developmental' expectations of age. 
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From the survey data it was found that all four accepted categories of 

defining degrees of disability (mild, moderate, severe and multiple) were 

represented across the national sample (Table 4.11). However, only two 

states, Queensland and Western Australia had students represented 

across all four categories within their respective state samples (Table 

4.12). The largest group, nationally, comprised those students identified 

as having a moderate degree of disability (44%); those having a mild 

degree of disability comprised 41 %, with smaller numbers recorded for 

both the severe (14%) and multiple disability (1%) categories that in many 

cases were to be expected. 

Table 4.11 National frequency chart of degree of disability of students 

Frequency Percent 

Degree mild 147 41.0 
of moderate 157 44.0 
disability 

severe 50 14.0 

multiple 4 1.0 

Total 358 100.0 

Table 4.12 Cross tabulation frequency count of degree of disability by jurisdiction 

Count 

Degree of disability 

mild moderate severe multiple Total 

State New South Wales 2 42 29 73 
Northern Territory 18 16 34 

Queensland 16 23 10 3 52 

South Australia 3 4 

Tasmania 12 6 19 

Victoria 28 22 3 53 

Western Australia 70 45 7 123 

Total 147 157 50 4 358 
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The results showed that the two categories of mild (41.1 %) and 

moderate (43.9%) degrees of disability comprised the majority of the 

sample group (85%). Historically, inclusion programs have been primarily 

developed for and populated by students within these two groups. This 

was particularly evident from the data on New South Wales, Queensland, 

Victoria and Western Australia. New South Wales was historically one of 

the first states to introduce inclusion programs that comprised students 

with predominantly mild and moderate degrees of disability, and from the 

data they still appear to have groups comprised primarily of this group. It 

is noted that there is an increased number of students with a severe 

degree of disability being included in the results. The data from Tasmania 

is to be expected as that state has now legislated to ensure the students 

with mild and moderate degrees of disability are involved in mainstream 

schools and inclusion. 

The high prevalence of students with mild and moderate degrees 

of disability in inclusion programs has historically been due to the view 

that such students have the most reasonable chance to succeed within 

mainstream programs. Whether a true statement or not, this view has 

persisted for a considerable period of time. 

Table 4.13 National cross tabulation of gender, year of birth and degree of disability 

GENDER' YOB' DEGREE Crosstabulation 

Count 

YOB 

no 
DEGREE 1980 1981 1982 1983 1984 1985 1986 1987 1988 response Total 

mild GENDER male 6 5 19 16 20 10 2 10 88 

female 2 2 11 11 16 11 5 59 

Total 8 7 30 27 36 21 3 15 147 
moderate GENDER male 2 10 8 20 24 14 15 94 

female 2 5 13 9 12 15 5 2 63 

Total 4 15 21 29 36 29 20 157 
severe GENDER male 3 3 3 7 13 10 3 42 

female 2 4 2 8 

Total 5 3 3 11 15 10 3 50 
multiple GENDER male 2 3 

female 1 
Total 3 4 
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The increased participation rates of students within the higher 

support needs categories, represented by the severe and multiple ranges 

of disability has not, however, been along similar lines. It is encouraging 

therefore to see participation rates, even at such low levels, because 

historically this group have not only been under represented in inclusion 

programs but also usually not represented at all. Even though only a 

comparatively small number of students (54), who comprised only 15% of 

the overall national sample, were recorded as participating, this figure 

should be viewed as significant, reflecting a positive trend towards access 

now being made available to these students, particularly at the secondary 

school level. 

New South Wales and Queensland both recorded the highest 

number of students with a severe degree of disability. Queensland also 

had the highest number of students with multiple disabilities. Again, 

although only a comparatively small number (3) relative to the total 

picture, this is very significant both from a participation viewpoint as well 

as the fact that the conceptual basis for inclusion is being taken at face 

value and students are involved in some form of inclusion program. Such 

actions provides particular support for the view that part-time inclusion 

is an effective way in which minority groupings such as these can be 

empowered and have access to mainstream programs and social networks 

with their mainstream peers. This increased participation by students 

with severe and multiple disabilities on part-time inclusion programs can 

be viewed as a positive step especially as it has been found to occur in 

five out of the seven jurisdictions, particularly evident in the larger 

population states on the eastern seaboard, but in the Northern Territory 

and South Australia as well. A more detailed analysis of this can be seen 

in Tables 4.13 and 4.14. 
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Table 4.14 Percentage cross tabulation table of degree of disability by state 

Degree of disability 

mild moderate severe multiple Total 

State New South Wales Count 2 42 29 73 

% within State 2.7% 57.5% 39.7% 100.0% 

% ofTotal .6% 11.7% 8.1% 20.4% 

Northern Territory Count 18 16 34 

% within State 52.9% 47.1% 100.0% 

% ofTotal 5.0% 4.5% 9.5% 

Queensland Count 16 23 10 3 52 

% within State 30.8% 44.2% 19.2% 5.8% 100.0% 

% of Total 4.5% 6.4% 2.8% .8% 14.5% 

South Australia Count 3 4 

% within State 25.0% 75.0% 100.0% 

% of Total .3% .8% 1.1% 

Tasmania Count 12 6 19 

% within State 63.2% 31.6% 5.3% 100.0% 

% ofTotal 3.4% 1.7% .3% 5.3% 

Victoria Count 28 22 3 53 

% within State 52.8% 41.5% 5.7% 100.0% 

% of Total 7.8% 6.1% .8% 14.8% 

Western Australia Count· 70 45 7 123 

% within State 56.9% 36.6% 5.7% .8% 100.0% 

% of Total 19.6% 12.6% 2.0% .3% 34.4% 

Total Count 147 157 50 4 358 

% within State 41.1% 43.9% 14.0% 1.1% 100.0% 

% of Total 41.1% 43.9% 14.0% 1.1% 100.0% 

Accurate definition of a population with disabilities is not a simple 

task and it is necessary to not only describe the degree of the disability 

but also to delineate the type of disability or impairment involved. Many 

specific disabling conditions bring with them inherent difficulty in respect 

of inclusion practice that are reflected in the level of acceptance within 

mainstream classrooms by peers and teachers, students with extreme 

behaviour disorders being an example. All responses pertaining to 

defining a disability type from the survey were initially recorded. It was 

soon evident, as reflected in Tab~e 4.15, that the total list became quite 

large (26 items) and extensive. Through further examination and analysis 

of this data it was considered that the majority of students (57%) could be 

identified and conveniently grouped as having an intellectual disability 

recorded as their primary disability. 
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A smaller sub-group (11 %) of the cohort were also identified as 

having an additional specified disabling condition as well as an 

intellectual disability. Therefore by combining these two groups, the 

largest disability grouping was established, representing 69% of the total 

sample (358). This group was then identified clearly as representing those 

students who had some form of combined intellectual and other 

additional disability. 

Of the remaining recorded disability types the most significant 

individual disability groupings comprised those students with Down's 

Syndrome and Autistic Spectrum disorder including Aspergers syndrome 

who were all recorded at 8% respectively, followed by students with an 

Emotional disturbance and a Physical impairment both at 5% each. Other 

disability categories occurred in relatively smaller numbers and have been 

conveniently grouped as those comprising: 

• identified medical conditions such as diabetes, 

hydrocephalus etc. - 4% (17), 

• Attention Deficit Disorder - 3% (11) 

• a type of sensory impairment - 2% (8), 

• some form of behavioural disorder recorded as Conduct 

disorder j Oppositional defiance - 2% (1) and 

• an identified medica).j genetic based syndrome such as 

Fragile X, Coffin Lowry syndrome but excluding Down's 

Syndrome - 1% (4). 

As the initially recorded 26 discrete categories from the survey 

(Table 4.15) were felt to be too unwieldy to work with and to establish 

possible trends when using statistical analysis of the total sample, this 

large number of categories was therefore collapsed into two distinct 

categories (Table 4.17). 

These two new collapsed categories recorded respondents as 

having either an intellectual impairment (singularly or in combination) or 

some other type of disability. It was found that the data from the larger 

list could then easily be collapsed into these two new categories. 
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This adjustment still provided both adequate, and understandable 

groupings but now also provided a more manageable data set in terms of 

data manipUlation and for reporting purposes. 

Table 4.15 Types of disability categories initially recorded. (All responses) 

Frequency Percent 

Type of Intellectual impairment 206 57.5 
disability Down Syndrome 28 7.8 

Emotional Disturbance 19 5.3 

Pervasive Developmental 14 3.9 
Delay 

ASD/lntellectual 12 3.4 
impairment 

Autistic Spectrum 9 2.5 
Disorder 

Cerebral palsy 8 2.2 

Intellectual/Physical 8 2.2 
impairment 

No specific 7 2.0 
syndrome/impairment 

ADD/Intellectual 7 2.0 
impairment 

Aspergers syndrome 6 1.7 

Attention Deficit Disorder 4 1.1 

Hearing/Intellectual 
4 1.1 

impairment 

Epilepsy/Intellectual 
4 1.1 

impairment 

Acquired Brain Injury ABI 4 1.1 

Fragile X syndrome 3 .8 

Visual/Intellectual 3 .8 
impairment 

Degenerative Muscle 2 .6 
disease 

Diabetesll ntellectual 2 .6 
impairment 

Hydrocephalic/Epilepsy 2 .6 

Hearing impairment .3 

Coffin Lowry Syndrome .3 

Oppositional Defiance .3 
Syndrome 

PhysicallHearingNisual .3 
impairments 

Meningitis .3 

Conduct disorder .3 

Total 358 100.0 
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Table 4.16 Frequency and Percentage cross tabulation table of disability by state 

State 

New South Northern South Westem 
Wales Territory Queensland Australia Tasmania Victoria Australia Total 

Primary Intellectual impairment 28 6 32 12 31 95 206 

disability 38.4% 17.6% 61.5% 50.0% 63.2% 58.5% 77.2% 57.5% 

Cerebral palsy 2 4 

2.7% 2.9% 1.9% 3.3% 2.2% 

Autistic Spectrum 3 2 3 

Disorder 1.4'10 5.8% 3.8% 2.4% 2.5% 

Aspergers syndrome 6 

8.8% 5.8% 1.7% 

Attention Deficit D'lsorder 2 4 

1.4% 5.9% 1.9% 1.1% 

Fragile X syndrome 

1.4'10 1.9% .8'10 .8% 

Down Syndrome 11 5 2 28 

15.1% 26.5% 1.9% 9.4'10 1.6'10 7.8% 

Hearing impairment 

1.9'10 .3% 

Degenerative Muscle 2 2 
disease 1.6'10 .6% 

Hearing/Intellectual 2 4 
Impairment 1.4% 1.9'10 1.6% 1.1% 

No specific 
syndrome/impairment 2.9% 9.4'10 .8% 2.0% 

Diabetes/Intellectual 2 2 
impairment 1.6% .6% 

Pervasive Developmental 3 3 2 14 
Delay 4.1% 14.7% 15.8% 3.8% .8% 3.9% 

Hydrocephalic/Epilepsy 2 

2.9% .8% .6% 

Coffin LOwry Syndrome 

.8% .3% 

Epilepsy/Intellectual 4 
impairment 1.4% 2.9% 5.3% .8% 1.1% 

ADDllnteliectual 3 7 
impairment 2.9% 1.9% 25.0% 1.9% 2.4% 2.0% 

Visual/Intellectual 2 3 
impairment 3.8% .8% .8% 

Intellectual/Physical 2 4 
impairment 1.4% 3.8% 7.5% .8% 2.2% 

Oppositional Defiance 
Syndrome 1.9% .3% 

Acquired Brain Injury ASI 3 4 

8.8% 1.9% 1.1% 

Physical/HearingNisual 
impairments 1.9% .3% 

ASDII ntellectuel 4 2 3 2 12 
impairment 5.5% 3.8% 25.0% 15.8% 1.6% 3.4% 

Emotional Disturbance 19 19 

26.0% 5.3% 

Meningitis 

2.9% .3% 

Conduct disorder 

1.9% .3% 

Total 73 34 52 4 19 53 123 358 

100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 
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Table 4.17 Collapsed categories for disability type: frequency distribution. 

Frequency Percent 

Disability intellectual 246 68.7 
types Other disability type 112 31.3 

Total 358 100.0 

The aims of participation and the perceived benefits from involvement 

Participants can be profiled to identify the type of student who is 

involved in part-time inclusion programs, and, while this is important, it 

is only one part of the whole. It is just as important to determine their 

reasons for involvement in the programs, why they are involved 

(expressed in the survey as the aims of the program), and also what they 

anticipate will be the benefits or outcomes for them from this 

participation (the perceived benefits). It must be remembered that any 

exchange it is one of 'quid pro quo'; what you put in to it is directly 

related to what you perceive you will get out of it on some level. 

Aims to be achieved 

As far as part-time inclusion is concerned, the main aims 

identified by teachers for their students with disabilities from the current 

study can be summarised as falling into three distinct areas: those of 

social, academic and behavioural aims. Social skills being those directly 

applicable to improving interaction / communication, and Behavioural 

directly related to specific behaviour programs goals. 

It is not coincidental that in general discussions on inclusion with 

classroom teachers, particularly mainstream teachers, it is these three 

areas of social, behavioural (including appropriate behaviours) and 

academic skills displayed by students with disabilities that are constantly 

highlighted as being the areas of most concern to them when deciding 

whether to have students in their classrooms. It is not the concept of 

inclusion but rather the appropriateness of the behaviour of the students 

that is of most concern. Teachers in special schools also reflect this view, 
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as they feel that their students not only have to have sufficient levels of 

skill in these areas but also in some cases present at a higher level than 

their mainstream peers just to be accepted before any productive 

discourse can begin. 

From the survey results (Table 4.18) it was found that respondent 

schools viewed the most important single aim as deriving from the social 

area (84 out of 358 or 23.5%,). The area of behaviour was not recorded in 

the results as a single aim. Rather it was always combined with others, 

perhaps reflecting the integrative nature of behavioural aims and their 

relationship to social skills as se~n in the combination of social and 

behavioural aims (74 out of 358 or 20.7%) being recorded as the third 

most popular result. The most popular result reflected aims that were a 

combination of all of these incorporating social, academic and 

behavioural aims, to try to provide a holistic approach (110 out of 358 

students or 30.7%,). 

Table 4.18 Distribution of teacher identified student aim! s for inclusion 

Frequency Percent 

Aims combination of social, 
academic and behavioural 110 30.7 
aims 

social aims 84 23.5 

combination of social and 
74 20.7 

behavioural.aims 

combination of social and 
57 15.9 

academic aims 

academic aims 19 5.3 

other stated aims 7 2.0 

combination of social and 
.3 

other aims 

combination of academic 
.3 

and behavioural aims 

combination of social, 
.3 

behavioural and other aims 

combination of social, 
.3 

academic and other aims 

Totala 358 100.0 

a. No response n=3 .8% 
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The results obtained in the national sample and recorded in Table 

4.18 were quite complex, with a large selection of combinations of aims. 

It was decided to further analyse' these and combine discrete aims to 

determine specific category trend results if possible. 

The results of collapsing this large number of categories into a 

smaller number can be seen in Table 4.19. 

Table 4.19 Collapsed categories of program aims 

Frequency Percent 

Aims social 328 46,0 

academic 188 26.4 

behavioural 193 271 

other 4 ,6 

Totala 713 100,0 

a, Totals> N=358 as multiple responses recorded 

From this data manipulation a clearer picture of the types of aims 

set by teachers for students in the programs was affirmed with the social 

skills area being identified as the most significant (46%) followed by the 

behavioural (27.1 %) and then academic aims (26.4%). This pattern tends 

to confirm the anecdotal view held by many special education teachers 

and discussed earlier that non-disabled peers more readily accept 

students with disabilities if they display a high level of appropriate social 

skills and appropriate behavioural skills. The view that the academic skill 

level of the students with disabilities is not a primary concern to their 

peers in regard to acceptance in mainstream classes has been supported 

for a long time in the research literature by researchers such as Combs 

and Slaby (1977), however, if they are socially inappropriate this is 

another matter and this factor is not very well accepted at all. 

From an individual state'perspective, the following trend was 

evident: a combination of social, academic and behavioural aims being 

more pronounced in the Northern Territory, South Australia and Western 

Australia, a combination of social and behavioural aims in Tasmania, and 
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an emphasis on purely social aims in New South Wales, Queensland and 

Victoria (Table 4.20). 

Table 4.20 Cross tabulation of aims of inclusion and state 

State 

New South Northem South Western 
Aim of inclusion Wales Territory Queensland Australia Tasmania Victoria Australia Total 

combination of social, 11 25 5 3 9 56 110 
academic and behavioural 15.1% 73.5% 9.6% 75.0% 5.3% 17,0% 45.5% 30.7% 

social aims 27 20 2 19 15 84 

37.0% 2.9% 38.5% 10.5% 35.8% 12.2% 23,5% 

combination of social and 31 2 5 7 29 74 
behavioural aims 42.5% 3.8% 26.3% 13.2% 23.6% 20.7% 

combination of social and 1 8 19 4 13 11 57 
academic aims 1.4% 23.5% 36.5% 25.0% 21.1% 24.5% 8.9% 15.9% 

academic aims 4 2 11 19 

1.4% 7.7% 5.3% 3.8% 8.9% 5,3% 

other alms 5 7 

1.4% 26.3% .8% 2.0% 

combination of social and 
other aims 1.9% .3% 

combination of academic 
and behavioural aims 1.9% .3% 

combination of social, 
behavioural and other 1.4% .3% 

combination of social. 
academic and other 5.3% .3% 

Totala 73 34 52 4 19 53 123 358 

100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 

a. No Response 3% 5.6% of Victorian sample 

Table 4.20 also highlights several trends evidenced from further 

examination of the set aims on a state-by-state basis. It was found that 

Western Australia, the largest population in the sample (34.3% or 123 out 

of 358 students) supported the trend of having the majority of the aims 

(45.5% or 56 out of 123 students) being a combination of social, academic 

and behavioural aims with the second largest grouping (23.6% or 29 out 

of 123 students) being a combination of social and behavioural aims. This 

is an interesting finding considering that the Western Australian sample 

came from facilities that are based geographically on the grounds of 

mainstream secondary schools, which may have provided greater 

opportunities for inclusion. This is reflected in the amount of time 

students were involved in classes, a point discussed later in this chapter. 

When examining the aims more closely to try to determine if any 

other trends were apparent, it was found that two of interest emerged 

related to gender (Table 4.21). In relation to gender, the most popular 
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aims of the total cohort (30.7%) were seen to principally be a combination 

of social, academic and behavioural in nature, with more males than 

females (73 male students, 37 female students) having these aims. The 

next most popular aims for the total cohort were a combination of social 

and behavioural aims (20.7%). 

Within individual gender groups there was some difference, 

however. The four most signific~t aims set for females in order were (1) 

social (30.5%), (2) a combination of social, academic and behavioural 

(28.2%, (3) a combination of social and academic (17.6%) and (4) a 

combination of social and behavioural (16%). However, in the male cohort 

it was found that the order was different (1) a combination of social, 

academic and behavioural, (32.2%), (2) a combination of social and 

behavioural (23.3%, (3) social (19.4%) and (4) a combination of social and 

academic (15%). From the data it was found that more males students 

were rated as having purely academic aims (13 students or 5.7%) than 

females (6 students or 4.6%) by the teachers. 

Table 4.21 Cross tabulation of aims and gender 

Gender 

Aim of inclusion male female Total 
combination of social, 73 37 110 
academic and behavioural 32.2% 28.2% 30.7% 

social 44 40 84 

19.4% 30.5% 23.5% 

combination of social and 53 21 74 
behavioural 23.3% 16.0% 20.7% 

combinatin of social and 34 23 57 
academic 15.0% 17.6% 15.9% 

academic 13 6 19 

5.7% 4.6% 5.3% 

other 7 7 

3.1% 2.0% 

combination of social, 
behavioural and other .4% .3% 

combination of academic 
and behavioural .4% .3% 

combination of social and 
other .8% .3% 

combination of SOCial, 
academic and other .4% .3% 

Totala 227 131 358 

100.0% 100.0% 100.0% 

a. No response n = 3 '2.3% Female 
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The effect of year of birth on inclusion aims is shown in Table 

4.22 and reveals some interesting patterns. In respect of age/year 

groupings and the aims designated, the data set showed the two 

youngest groups, those born in 1988 and 1989 (12 and 13 years old) for 

female students were predominantly a combination of academic and 

social aims, the males in the same grouping were the same but included 

behavioural aims. 

This was a very clear pattern that emerged where in all cases of 

students born between 1988 and1984 (12 - 16 years old) the majority of 

male students in the sample group always had a behavioural aim 

included in their overall aims, whereas the females within these age 

groupings had a predominantly social or combined social, academic and 

behavioural emphasis. The only variation to this was seen in a group of 

females born in 1987, with 37.5°(0 having a social and behavioural 

emphasis. As the females in the cohort increased in age (15+ years old) 

the main emphasis was on social aims. In the case of the males the same 

pattern appeared to hold, with a steady increase in the importance of 

social aims relative to age. The 18+ years old groups across both gender 

groups are seen to have completely social aims, perhaps reflecting the 

increasing post school emphasis of programs where social skills are more 

important for vocational and recreational pursuits than academic aims. It 

would appear from the data shown in Table 4.22 that there is a trend 

evident that, irrespective of age the proportion of students having purely 

academic aims is very low with only the two very young groups having 

any significant number of students having such aims. 

The only anomaly to this pattern is the group born in 1988, where 

the female students in the sample had purely academic aims (100%) 

whereas the male students only had 20% of their sample involved with 

these aims. From then on the student groups had increasingly reduced 

numbers of students with purely academic aims. This may be indicative 

of the progressive changes being made to adjust programs to suit as 

student age increases, providing a more vocational or recreational and 

leisure emphasis. Interestingly, no group of either gender had behavioural 

aims alone recorded as a primary aim; it was always in combination with 

social or other aims. 
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Table 4.22 Cross tabulation o( gender, year of birth and aims 
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Table 4.23 Cross tabulation of degree of disability and program aims 

Degree of disability 

mild moderate severe multiple Total 

Aims of social aims 14 58 11 1 84 
inclusion 9.5% 36.9% 22.0% 25.0% 23.5% 

academic aims 17 19 

11.6% .6% 2.0% 5.3% 

other 6 7 

4.1% 2.0% 2.0% 

combination of social and 33 20 4 57 
academic aims 22.4% 12.7% 8.0% 15.9% 

combination of social and 27 27 20 74 
behavioural aims 18.4% 17.2% 40.0% 20.7% 

combination of social and 
other aims .7% .3% 

combination of academic 
and behavioural aims 2.0% .3% 

combination of social. 45 50 12 3 110 
academic and behavioural 30.6% 31.8% 24.0% 75.0% 30.7% 
o'me 

combination of social. 
behavioural and other aims .6% .3% 

combination of social. 
academic and other aims .7% .3% 

No Response 3 3 

2.0% .8% 

Total 147 157 50 4 358 

100.0% 100.0% 100.0% 100.0% 100.0% 

The national sample relative to the degree of a students disability 

showed several patterns (Table 4.23). For those students recorded as 

having a mild degree of disability, the second largest grouping overall (41 

% of the total sample or 147 out of 358 students), the stated aims 

identified by teachers were a combination of social, academic and 

behavioural aims (30.6% or 45 out of 147 students), with their second 

largest combination being social and academic aims (22.4% or 33 out of 

147 students). 

The group identified as having a moderate degree of disability, the 

largest grouping recorded (43.8% of the total sample or 157 out of 358) 

had a primarily social aims focus (36.9% of the sample or 58 out of 157 

students), with a similar grouping to the mild cohort comprising social, 

academic and behavioural aims, also being recorded its second largest 

grouping (50% of the sample or 50 out 157 students). With the students 
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classed as having a severe degree of disability, the major aims comprised 

three groups, these being the same as the moderate and mild categories 

with emphasis in social (22% or 11 out of 50 students), the combination 

of social, academic and behavioural aims (24% or 12 out of 50 students). 

However, the significant change was that the primary aims (at 40% or for 

20 out of 50 students) were a combination of social and behavioural. This 

result is to be expected, and confirms the long held view of many special 

educators including the researcher that it is critical for students with 

disabilities to have appropriate skills in these areas to be accepted into 

mainstream classes. Unless students are able to display adequate social 

and behavioural skills either peers or staff in mainstream classes would 

not easily accept them. Aims such as these therefore would be both 

expected and encouraged. Such issues and concerns have been discussed 

in the literature including studies such as those by Pappanikou and Paul 

(1977), Kindred (1988), Lewis, Chard, Scott (1994) and Edgar and Siegal 

(1995). 

Of note are the results for the multiple degree category. 

Historically students in this group have not been readily involved in 

inclusion programs to any significant degree. From the results, the aims 

recorded for this group are the same as the mild degree group. The aims 

recorded by their teachers primarily involved a combination of social, 

academic and behavioural aims. The results were quite high, 75% or 3 

out of a very small group of 4 students with the other recorded aim as 

being social only in origin. Overall, there was a significant trend towards 

results being a combination of social, academic and behavioural aims 

across all categories (30.7% or 110 out of 358 students) with the second 

largest grouping being predominantly social aims (23.5% or 84 out of 358 

students). 

Benefits to be gained 

The benefits to students 'from participation in part-time inclusion 

programs, was found to reflect the categories outlined previously in the 

aims section of the results above. The wording used for the benefits 

section of the survey was more specific, with one additional category 
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(Motor skills) being added and the term in the aims section of Academic 

being changed to Cognitive to enable more detail to be provided. 

From the national results as expressed in Table 4.24, it was 

found that a significant percentage of the sample (54.5%, or 195 out of 

358 students) had recorded 'all categories' as being of equal importance. 

The two areas of perceived benefit considered significant can be seen to 

be those of Social skills (11.2%) and a combination of three areas, social, 

motor and behavioural skills (10.6%). This fmding is noteworthy but is 

also understandable, considering the high number of male students, 

involved in P.E. and Sport activities. Behavioural outcomes again were 

acknowledged of benefit to students but to a lesser degree, and only in 

combination with the four other stated category groupings. 

Table 4.24 Distribution of perceived benefits to students recorded by teachers 

Frequency Percent 

Perceived all categories* 195 54.5 
benefits social skills 40 11.2 

combination of : social, 
motor and behavioural 38 10.6 
skills 

combination of social 
27 7.5 and behavioural skills 

combination of social and 
23 6.4 cognitive skills 

combination of social, 
cognitive and behavioural 20 5.6 
skills 

combination of social, 
7 2.0 motor and cognitive skills 

combination of social 
6 1.7 

and motor skills 

cognitive skills .3 

combination of motor and 
.3 

behavioural skills 

Totala 358 100.0 

a. * social, motor skills, cognitive and behavioural skills 

From the state breakdown shown in Table 4.25 it can be seen that four 

states (Northern Territory, Tasmania, Victoria and Western Australia) had 

the majority of their students who had perceived benefits from across all 

the categories. 
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Table 4.25 Cross tabulation of perceived benefits to students and state 

jurisdiction 

Count 

State 

New South Northern South Western 
Wales Territory Queensland Australia Tasmania Victoria Australia 

Perceived socia I skills 18 6 8 7 
benefits cognitive skills 1 

all categories' 25 20 9 8 25 10B 

combination of social 
6 and motor skills 

combination of social 
3 16 

and cognitive skills 

combination of social 
13 4 4 4 2 and behavioural skills 

combination of social, 
3 4 motor and cognitive skills 

combination of social, 
motor and behavioural 31 5 
skills 

combination of motor and 
behavioural skills 

combination of social. 
cognitive and behavioural 3 8 3 3 
skills 

Total" 73 34 52 4 19 53 123 

a .• social, motor skills,cognitive and behavioural skills 

This was particularly evident in the Western Australian sample 

response, which was quite large (87.8% or 108 out of 123 students) but 

provides teacher responses that could reasonably be expected from a 

sample population having the majority of its students with a mild degree 

of disability (56.9% or 70 out of 147 students). Queensland schools also 

recorded social skills as the most significant single factor in their 

responses (34%, or 18 out of 52 students), with a combination of social 

and cognitive skills providing a response pattern that reflected the 

composition of their sample which predominantly had either a moderate 

degree of disability (44.2%) or a mild degree of disability (30.8%). New 

South Wales, had the second largest population in the sample (73 

students), and reported a combination of social, motor and behavioural 

skills as being the most significant (42.4%, or 31 out of 73 students). This 

result is important, when it is considered that the majority of students in 

the New South Wales sample had either a moderate (57.5%, or 42 out of 

73 students) or a severe degree of disability (39.7%, or 29 out of 73 

students). These results appear to confirm the anecdotal view held by 

many special educators over time that these are the most appropriate 

types of benefits to be derived for these students and therefore would be 
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expected. The Northern Territory also displayed a trend towards all 

categories that was also reflective of their population, which had a mild 

and moderate degree of disability (see Table 4.14). 

There was very little variance between male and female responses 

in regard to perceived benefits in the largest respondent grouping of 'all 

categories': (male = 55.9%, female = 51.9%). There were more female 

students recorded as deriving purely social benefits* (20.6%, or 27 out of 

a total of 40 students recorded) compared to male students (5.7%, or 13 

out of a total of 40 students recorded). Unexpectedly there were no female 

students (n=O) recorded in the cognitive skill response and more male 

students (13%, or 30 out of 38 students recorded) than female students 

(6.1 %, or 8 out of 38 students recorded) for the combined response of 

social, motor and behavioural skills (Table 4.26). 

*Note: These benefits are derived from the recorded opinions of their teachers. 

Table 4.26 Cross tabulation of gender and perceived teacher benefits to students 
of part-time inclusion 

Gender 

male female Total 

Perceived social 13 27 40 
benefits 5.7% 20.6% 11.2% 

cognitive 

.4% .3% 

all categories 127 68 195 

55.9% 51.9% 54.5% 

combination of 5 6 
social/motor skills 2.2% .8% 1.7% 

combination of 16 7 23 
social/cognitive skills 7.0% 5.3% 6.4% 

combination of 18 9 27 
social/behavioural skills 7.9% 6.9% 7.5% 

combination of 3 4 7 
social/motor/cognitive 1.3% 3.1% 2.0% 

combination of 30 8 38 
social/motor/behavioural 13.2% 6.1% 10.6% 

combination of 
motor/behavioural skills .4% .3% 

combination of 13 7 20 
soc/cog/behavioural 5.7% 5.3% 5.6% 

Total 227 131 358 

100.0% 100.0% 100,0% 
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Table 4.27 Cross tabulation of degree of disability and perceived teacher benefits 
to students of part-time inclusion. 

Degree of disability 

mild moderate severe multiple Total 

Perceived social skills 11 19 9 1 40 
benefits 7.5% 12.1% 18.0% 25.0% 11.2% 

cognitive skills 

2.0% .3% 

all categories 101 78 13 3 195 

68.7% 49.7% 26.0% 75.0% 54.5% 

comb: social/motor 2 2 2 6 

1.4% 1.3% 4.0% 1.7% 

comb: social/cognitive 12 8 3 23 

8.2% 5.1% 6.0% 6.4% 

comb: social/behavioural 4 12 11 27 

2.7% 7.6% 22.0% 7.5% 

comb: 5 2 7 
social/motor/cognitive 3.4% 1.3% 2.0% 

comb: 2 28 8 38 
soc/motor/behavioural 1.4% 17.8% 16.0% 10.6% 

comb: motor/behavioural 

.6% .3% 

comb: 10 7 3 20 
soc/cog/behavioural 6.8% 4.5% 6.0% 5.6% 

Total 147 157 50 4 358 

100.0% 100.0% 100.0% 100.0% 100.0% 

When looking at perceived benefits in relation to the degree of 

disability of the students it can be seen from Table 4.27 that the response 

"all categories'" from the survey was ranked as the most important for all 

degrees of disability. In the mild category both the combination of social 

and cognitive skills (8.2%) and social skills (7.5%) were the next most 

significant responses. In the moderate range a combination of social, 

motor and behavioural (17.8%) and social skills (12.1 %) were the next two 

significant responses. From the results students with a severe degree of 

disability recorded the response "all categories" as the most important 

(26%) along with a combination of social and behavioural (22%) and 

social skills (18%). All these responses confirm the social and behavioural 

trend evident with those students with increasingly high support needs 

(severe, multiple categories). 
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In summary 

It would appear that two views that have been held historically by 

many practitioners in special education regarding students involved in 

inclusion have been confirmed from the present research data, 

Firstly, those students placed in part-time inclusion programs are 

there because teachers see it as the ideal vehicle to facilitate their social, 

academic and behavioural skills. This is particularly so with students 

with either a mild or moderate degree of disability, and this has been 

confirmed in the results discussyd earlier. 

Secondly, irrespective of the degree of disability, there are 

appreciable benefits in the opinion of teachers, to be gained by the 

students with involvement in part-time inclusion programs. These, from 

the results of the current survey, appear to be primarily in the social 

skills area and in areas that are a combination of social, cognitive, motor 

and behavioural skills. 

The trends observed from the survey data generated in this 

research, particularly in the areas of program aims and program benefits 

appear to be consistent across both gender and degree of disability. It 

highlighted a pattern that starts for younger students with an emphasis 

across all program areas including academic skills, but then later appears 

to change as the students get older and progress through school (both 

mainstream and special school), with a growing emphasis then being 

placed more on social skills as the students progress out into post school 

settings. 

Such results are confirmed and supported by the work of 

researchers such as Heston, (1998) who found that as a result of 

involvement in inclusion programs, 

students with specific challenges make gains in cognitive, and 
social development and physical motor skills. They do well when 
the regular environment is adjusted to meet their needs (p. 1). 
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Section 3 Part-time inclusion -The programs in practice 

Detailing what the students did and how and when they did it 

Having identified the participants is only one part of establishing 

an overall picture. Equally important are the programs they accessed. 

Hence there is a need to identify in detail the subjects students were 

accessing and to determine how often they accessed these classes. 

From the survey, subjects were only recorded as unit or subject 

names; therefore, in order to provide a more detailed analysis as to the 

types and range of subjects accessed the initial results were then 

examined in more detail and subsequently sorted into two subcategories 

with results being classified for analysis purposes as being either 

academic or non-academic subjects (see Methodology section Chapter 3). 

These results were similar to the range and types of subjects found by 

Sheldon (1991), who reported that, 

subjects taken included not only art, woodwork, technical 
drawing, typing and drama, but also science English, maths, 
geography, computer studies, industrial studies (p. 109). 

Table 4.28 details a state-by-state breakdown of the subject categories 

found in this study, using both academic and non-academic identifiers. 

From this sorting each of these subject types was then examined at a 

more detailed level, again with data being able to be identified as being 

either specific single subjects or subject groupings. 

The most obvious result was a significant involvement in non

academic subjects from the results of the survey, with six out of the seven 

states supporting this trend. Only one state had a variation to this, South 

Australia. However, the sample here was very small (4 students) and was 

not considered significant. On a national basis this trend was represented 

as 78.8% of the total respondents (282 out of 358 students) who were 

involved in essentially non-academic SUbjects. Only 6.4% (23 out of 358 

students) in the national sample undertook academic subjects in their 

part-time inclusion programs. Nationally only a small group of students 

(14.5%, or 52 out of 358 students) undertook a combination of both 
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academic and non-academic subjects. The majority of these students 

(30.2%, or 16 out of 52 students in total) came from Victorian schools. 

The most significant individual state result was seen in the 

Western Australian sample where the maj ority of the cohort (96.7%, or 

119 out 123 students) was involved in non:-academic subjects relative to 

only 0.8% or 1 student who was involved in mainly academic sUbjects. 

Only 3% were involved in a subject loading which involved both academic 

and non-academic subjects. 

The closest subject loading to a mainstream subject load would 

be the combined academic and non-academic category. However, from a 

national perspective only a relatively small number of students followed 

this subject balance (14.5%, or 52 out of 358 students). Although all 

states recorded students having this type of subject balance, as 

mentioned previously, such a result was in the minority in all cases (less 

than 30%) with Victoria having the largest at 30.2% but this result 

represented only 16 out of 53 students. 

Table 4.28 National groupings of types of subject courses accessed grouped by 
state 

Type of subject 

non 
academic academic both Total 

State New South Wales 4 54 14 73 

5.5% 74.0% 19.2% 100.0% 

Northern Territory 27 7 34 

79.4% 20.6% 100.0% 

Queensland 8 36 8 52 

15.4% 69.2% 15.4% 100.0% 

South Australia 2 4 

50.0% 25.0% 25.0% 100.0% 

Tasmania 16 3 19 

84.2% 15.8% 100.0% 

Victoria 8 29 16 53 

15.1% 54.7% 30.2% 100.0% 

Western Australia 119 3 123 

.8% 96.7% 2.4% 100.0% 

Total" 23 282 52 358 

6.4% 78.8% 14.5% 100.0% 

a. No response n=1 1.4% N.S.w 
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The academic subjects 

By analysing the reorganised data presented in Table 4.28 it was 

found that the majority of students, at a national level (78.8%) were not 

accessing academic subjects to any significant degree (these responses 

were recorded on the survey as either Not Applicable or NjA). This trend 

was also supported across the state results. 

The remaining students, although only a small number (21.2% or 

76 students) did access an academic subject range. It was found that 

these students had a subject loading which was made up of two types. 

Subjects were recorded as either individual subject units (Table 4.29) or a 

specified selection or combination of subjects (Table 4.35). A very small 

group (10) were also identified as accessing a range of subjects of an 

unspecified nature. 

Subjects identified from the survey to fall within the academic 

subject range included what have been termed 'core' subjects such as 

English, Mathematics, Science, as well as selections frequently termed 

'electives'; including History, Geography, Foreign languages, Computer 

skills and Society and the Environment. 

Table 4.29 National distribution of all Academic subject areas accessed by students: 

Frequency count 

Frequency Percent 
Subjects English 5 1.4 

Mathematics 2 .6 
Science 5 1.4 

selection specified 35 9.8 

N/A 282 78.8 

No response 1 .3 

unspecified range 10 2.8 

Geography 3 .8 

Japanese 1 .3 

Computer skills 13 3.6 

Society & Environment 1 .3 

Total 358 100.0 
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Table 4.30 Cross tabulation of the number of students taking academic subjects 

by state 

State 

New South Northern South Western 
Wales Territory Queensland Australia Tasmania Victon. Australia Total 

academic English 2 5 
subjects 5.9% 25.0% 10.5% 1.4% 

Mathematics 

1.9% 1.9% .6% 

Science 4 5 

1.4% 7.7% 1.4% 

selection specified 4 14 35 

9.6% 11.8% 17.3% 25.0% 26.4% 9.8% 

N/A 54 27 36 16 29 119 282 

74.0% 79.4% 69.2% 25.0% 84.2% 54.7% 96.7% 78.8% 

unspecified range 3 10 

9.6% 5.7% 2.8% 

Geography 3 

4.1% .8% 

Japanese 

1.9% .3% 

Computer skills 6 4 13 

2.9% 1.9% 5.3% 11.3% 3.3% 3.6% 

Society & Environment 

25.0% .3% 

Total 73 34 52 4 19 53 123 358 

100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 

From the data represented in Table 4.30, it was found that South 

Australia had the highest percentage of students accessing academic 

subjects. However, as the numbers in this state were very small (n=4) and 

although significant with the state details, they were not considered 

significant in regard to national figures. In relation to the larger 

population state samples, Victoria (45.3%, representing 24 out of 53 

students) and Queensland (30.8% or 16 students out of 52) had the next 

highest numbers of students engaged in academic subjects. New South 

Wales and the Northern Territory had smaller figures, with Western 

Australia, having the smallest number of students at 3.3% or 4 students 

out of 123 involved in academic subjects and the only academic subjects 

was a group of 4 students engaged in Computer skills. This is an 

interesting finding as Western Australia had the largest sample involved 

in part time inclusion (123 students) and was the only state to have all of 

the facilities in the sample based on the grounds of mainstream 

secondary schools. Victoria also had a small but significant number of 

students involved with Computer skills as well (11.3%, or 6 students). 
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Queensland had the largest number of students involved in individual 

'core' subjects. However, Victoria and Queensland both had relatively 

high numbers of students (14, or 26.4% and 9, or 17.3% respectively) 

involved in a selection of subjects, which were made up primarily of these 

core subjects (Table 4.35). 

From the results as seen· in Table 4.30 five states had a 

reasonable number of their students involved in a selection of subjects 

which had both core and elective subjects (Tasmania and Western 

Australia being the only two states that did not.) 

Table 4.31 Cross tabulation of academic subject by gender of students involved 

in part-time inclusion 

gender 

male female Total 

academic English 2 3 5 
subjects 40.0% 60.0% 100.0% 

Mathematics 2 

50.0% 50.0% 100.0% 

Science 4 5 

80.0% 20.0% 100.0% 

selection specified 28 7 35 

80.0% 20.0% 100.0% 

N/A 171 111 282 

60.6% 39.4% 100.0% 

unspecified range 8 2 10 

80.0% 20.0% 100.0% 

Geography 3 3 

100.0% 100.0% 

Japanese 

100.0% 100.0% 

Computer skills 7 6 13 

53.8% 46.2% 100.0% 

Society & Environment 

100.0% 100.0% 

Totala 227 131 358 

63.4% 36.6% 100.0% 

a. No response n=1 

From Table 4.31 it can be seen that both male and females were 

involved in academic subjects, with the majority of both undertaking non

academic subjects. From the results male students appeared to show a 

preference for Computing (53.8%) and Science (80%) subjects than female 
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students (46.2 % and 20% respectively). It was also found that more male 

students were involved in non-academic subjects than females, a trend 

that was supported by the results showing in their involvement in both 

specified and unspecified groups of sUbjects. 

The largest percentage of students who undertook a study load 

comprising a selection of academic subjects, although only small at 9.8% 

of the total cohort (Tables 4.29 and 4.34), reflected a range of subjects not 

dissimilar to what might be expected within a normal mainstream subject 

load, these comprising both core and elective subjects relative to their 

respective year group. This result is interesting as the cognitive abilities of 

the participants (students with disabilities) was well below that of their 

peers in those subjects. 

Table 4.32 National cross tabulation of academic subject areas with disability 

type. 

recoded disability 
groupings 

Other 
disability 

intellectual type Total 

academic English 5 5 
subjects 2.0% 1.4% 

Mathematics 2 

.4% .9% .6% 

Science 3 2 5 

1.2% 1.8% 1.4% 

selection specified 13 22 35 

5.3% 19.6% 9.8% 

N/A 210 72 282 

85.4% 64.3% 78.8% 

unspecified range 2 8 10 

.8% 7.1% 2.8% 

Geography 3 3 

2.7% .8% 

Japanese 

.9% .3% 

Computer skills 10 3 13 

4.1% 2.7% 3.6% 

Society & Environment 

.4% .3% 

Totar 246 112 358 

100.0% 100.0% 100.0% 

a. No response n=1 .4% intellectual disability 

Table 4.32 showed that the largest sample of students accessing 

academic subjects had an intellectual disability. A surprising result to 

emerge from the data, was that from an overall sample of 358 students 
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only three students (0.9%) were found to access any form of language 

other than English (LOTE) within their study load. 

Two students undertook their language subjects in combination 

with others (Table 4.35) with the remaining student accessing it as a 

single subject (Table 4.32). This small group (3) appears to be quite 

significant, not for the size of the group but because the type of disability 

recorded for all these students was the same. All were recorded as having 

Aspergers syndrome. Anecdotal discussions with teachers, post survey, 

found support for the view that the repetitive, highly structured nature of 

the two Asian languages concerned (Vietnamese and Japanese) would 

have been ideally suited to both the behavioural and syndrome 

characteristics displayed by thes'e students and would have been a factor 

that assisted in their retention and skill acquisition in these SUbjects. It is 

unknown, if any students in this group were from an Asian immigrant 

background. However, it is a good example of using the disability to 

enhance or assist with learning outcomes. 

Table 4.33 Percentage cross tabulation of degree of disability and academic subjects 

Degree of disability 

mild moderate severe multiple Total 

academic English 3 2 5 
subjects 2.0% 1.3% 1.4% 

Mathematics 2 

.7% .6% .6% 

Science 3 5 

2.0% .6% 2.0% 1.4% 

selection specified 12 12 11 35 

8.2% 7.6% 22.0% 9.8% 

N/A 118 133 27 4 282 

80.3% 84.7% 54.0% 100.0% 78.8% 

unspecified range 3 7 10 

1.9% 14.0% 2.8% 

Geography 3 3 

6.0% .8% 

Japanese 

.6% .3% 

Computer skills 10 2 13 

6.8% 1.3% 2.0% 3.6% 

Society & Environment 

.6% .3% 

Total' 147 157 50 4 358 

100.0% 100.0% 100.0% 100.0% 100.0% 

a. No response n= 1 .6% Moderate degree of disability 
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The results confirmed the trend that the majority of students 

involved with academic subjects had either a mild or moderate 

intellectual disability (Table 4.33). However, it also identified the fact that 

from the results students with a severe degree of disability also accessed 

academic subjects, but only a limited range (Science, a selection of 

subjects both specified and unspecified, Geography and Computer skills). 

It was noted from the results that no students with a multiple degree of 

disability accessed any academic subjects. They only accessed non

academic subjects. 

Table 4.34 Percentage cross tabulation of academic subjects by year of birth 

Vear of birth 

1980 1981 1982 1983 1984 1985 1986 1987 1988 Total 

academic English 1 2 5 
subjects 3.2% 1.5% 1.4% 2.5% 1.4% 

Mathematics 2 

1.5% 1.3% .6% 

Science 3 5 

1.5% 1.4% 3.8% 1.4% 

selection specified 4 7 8 6 6 4 35 

13.8% 10.8% 10.8% 7.5% 11.8% 66.7% 9.8% 

N/A 4 22 30 49 58 60 39 2 282 

100.0% 100.0% 75.9% 96.8% 75.4% 78.4% 75.0% 76.5% 33.3% 78.8% 

unspecified range 2 3 3 10 

3.4% 3.1% 1.4% 3.8% 5.9% 2.8% 

Geography 2 3 

1.3% 3.9% .8% 

Japanese 

1.5% .3% 

Computer skills 2 2 4 4 13 

6.9% 3.1% 5.4% 5.0% 2.0% 3.6% 

Society & 
Environment 1.5% .3% 

Tota~ 4 29 31 65 74 80 51 6 358 

100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 

a. No response n=1 1.4% 1985 

When examining the results relative to year of birth, several 

trends can be seen to emerge (Table 4.34). The most significant is that 

those students accessing academic subjects, either individually or as a 

grouping, appear to cover the range between 1988 and 1982. This age 

range can be seen as being a normal age range for secondary students, 

12-18 years old, whereas those accessing non-academic subjects 

(recorded as N / A) spanned the entire age range of the sample (from 12 to 
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20 years old). Those students involved in what have been termed core 

subjects are seen to be within a much smaller cohort (1986 to 1983 or 14 

to 17 years old). Those students 'Who were engaged with a selection of 

subjects were also within a wide cohort range (1988 to 1982 or 12 to 18 

years old). Students accessing the computer skill subjects were recorded 

as coming from across a wide year of birth groupings, being from 1987 to 

1982 (13 to 18 years old). Although not able to be determined from this 

research it would be of interest to find out if the involvement of older 

students in activities related to uses of computers was for purely 

recreational or leisure purposes, rather than programming issues. 

Unfortunately this cannot be established from the current survey data. 

From the results of Table 4.34 it can be seen that students across 

all year of birth groupings had very high percentages of involvement with 

non-academic subjects, the only exception being for those born in 1988. 

This would equate to the first year of secondary school in most states 

except the Northern Territory, and hence the frrst opportunity for 

students to attempt to continue with mainstream academic work 

expectations. However, the older they become the more the majority of 

students in the study sample are likely to become more involved with 

non-academic rather than academic subjects only. This was highlighted 

in the 1987 year of birth group where 76.5% % of the sample, were 

involved with non-academic subjects (recorded as NjA). 

Table 4.35 National distribution of selected groupings of academic subjects 

Frequency Percenl 

Seleclion Maths /English 6 2.0 
of Malhs/Science 2 1.0 
subjects 

Malhs/English/Science 2 1.0 

English/Geography 1 .3 

Maths/English/Science/Electives 15 4.0 

Maths/English/Science/Japanese .3 

Maths/English/ScienceNietnamese .3 

Maths/Englishiscience/LOTE 2 1.0 

English/Computer skills 5 1.0 

Total 35 10.0 

Total 35 
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The selected groupings of academic subjects (Table 4.35) 

comprised subject combinations of several subjects, including Maths, 

English, Science, Geography, Computer skills or electives and languages 

other than English (LOTE). While there are minor variations evident at the 

state and territory level, by far the largest grouping involved core subjects 

and electives and was similar in structure to a mainstream timetable 

subject load. 

However, it must be pointed out that numbers within this 

grouping of subjects were quite small (35). New South Wales, Queensland 

and Victoria were the only states with significant, albeit small, numbers. 

What is also evident is that while students with an intellectual disability 

account for 68.7% in the sample overall (Table 4.17), they represent 

slightly more than one third of students (13 out of 35) who access 

academic subjects (Table 4.37). 

Table 4.36 Cross tabulation of academic subject selections by state 

State 

• New South Northern South 
Wales Territory Queensland Australia Victoria Total 

Selection Maths /English 2 2 6 
of 
academic 

50.0% 22.2% 100.0% 7.1% 17,1% 

subjects Maths/Science 2 2 

50.0% 5.7% 

Maths/Engiish/Science 2 2 

14.3% 5.7% 

English/Geography 1 

7.1% 2.9% 

Maths/Engllsh/Science/Electives 3 2 10 15 

42.9% 22.2% 71.4% 42.9% 

Maths/English/Science/Japanese 1 

14.3% 2.9% 

Maths/English/ScienceNietnamese 

14.3% 2.9% 

Maths/English/Science/LOTE 2 2 

28.6% 5.7% 

English/Computer skills 5 5 

55.6% 14.3% 

Total 4 9 14 35 

100.0% 100,0% 100.0% 100.0% 100.0% 100.0% 
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Table 4.37 Cross tabulation of selected academic subjects by disability 

Count 

recodedisability 

Other 
disability 

intellectual type Total 

Selection Maths IEnglish 3 3 6 
of 
academic 

Maths/Science 2 2 

subjects Maths/English/Science 2 2 

English/Geography 1 

Maths/English/Science/Electives 6 9 15 

Maths/English/Science/Japanese 

Maths/English/ScienceNietnamese 

Maths/English/Science/LOTE 2 2 

English/Computer skills 4 1 5 

Total 13 22 35 

From the results in Table 4.37 it can be seen that the majority of 

students (22 out of 35, or 62.8%) involved in the selection of core and 

elective subjects had a disability other than an intellectual disability. 

The non-academic subjects 

As mentioned previously for a significant number of students in 

the cohort subjects accessed weFe predominantly non-academic in nature 

(Table 4.28). As in the case of academic subject areas, the non-academic 

subjects can also be grouped as being either individual subjects or a 

selection of non-academic subjects (Table 4.38), and all tables will be 

structured providing the reader with a detailed and summary version to 

assist with analysis. 
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Table 4.38 National distribution of non-academic subjects accessed by students in 

part-time inclusion programs:Frequency count 

Frequency Percent 

Subjects selection specified 106 29.6 

PE/Sport activities 64 17.9 

Art/Craft 43 12.0 

Unspecified subjects 28 7.8 

N/A 23 6.4 

Home Economic:Cooking 20 5.6 

Industrial arts 12 3.4 

Agriculture 11 3.1 

Home 
9 2.5 

Economics:Textiles 

Music 7 2.0 

Health/Human Relations 6 1.7 

Woodwork' 5 1.4 

Drama 4 1.1 

Social Community 
4 1.1 

Studies: SCS 

Horticulture 2 .6 

Certificate of Work 
2 .6 

Education 

Food technology 2 .6 

Childcare 2 .6 

Metalwork .3 

Community Access 
.3 

Program 

Photography .3 

Graphics .3 

Work Experience .3 

Life Skills .3 

Design & Technology .3 

Totaf3 358 100.0 

a. No response n = 1 .3% 

Table 4.38 details all non-academic subjects that were accessed 

from these individual subjects. Results were re-examined and it was 

found that they could be sorted into the following three broad categories 

that could be used to identify trends more easily: 
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1 The vocational training strand comprising subjects including, 

• Community Access programs, 

• Certificate of work education units, 

• Life skills programs', 

• Social Community Studies, 

• Child care, 

• Horticulture, 

• Agriculture, 

• Graphics, 

• Work Experience Design and Technology and 

• Industrial Arts including Woodwork and Metalwork. 

2 The daily living skills strand comprising subjects including, 

• Home economics Cooking and Textiles, 

• Food technology, and 

• Health and Human relations. 

3 The recreation and leisure strand comprising subjects such as 

• P.E and Sport activities, 

• Music, 

• Art and Craft, 

• Drama, and 

• Photography. 

Discussion initially involved the two groupings of subjects; 

specified groups and unspecified groups of subjects. Data has been 

examined in terms of: individual ungrouped subjects, and grouped 
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subjects, categorised in three broad headings of Vocational, Daily Living 

and Recreation / Leisure. 

Table 4.39 Summary state breakdown of specified and unspecified groupings of 

non-academic subjects 

State Grouping selections Totals 

Western Australia (n=123) Specified 70, 56.9% 

Unspecified 3, 2.4% 59.3% 

Victoria (n=53) Specified 15, 28.3% 

Unspecified 7, 13.2% 41.5% 

New South Wales (n=73) Specified 14, 19.2% 

Unspecified 8, 11% 30.2% 

Queensland (n=52) Specified 3, 5.8% 

Unspecified 10, 19.2% 25% 

South Australia (n=4) Specified 1, 25% 

Unspecified 0 25% 

Northern Territory (n=34) Specified 2, 5.9% 

Unspecified 0 5.9% 

The largest grouping identified within the survey results was for 

those students who undertook a selection of specified subjects (29.6%, or 

106 out of 358 students) (Table 4.40). A smaller group of students (28) 

were also involved in an unspecified range of sUbjects. However, exact 

details were not provided on the survey form. Table 4.39 outlines the 

breakdown of groupings across states showing the composition of subject 

loads other than individual subjects. From this data it can be seen that in 

all states except Queensland the major subject bias was towards a 

specified listing of subjects. Queensland was the only state to reverse this 

trend. These figures can be found in Table 4.41. 
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Table 4.40 Frequency and percentage of students undertaking non-academic 

subject strands 

Frequency Percent 

Non selection specified 106 29.6 
academic Recreation Leisure: 
subjects PE/Sport activities 

64 17.9 

Recreation Leisure: 
43 12.0 

Art/Craft 

Unspecified subjects 28 7.8 

N/A 23 6.4 

Daily Living: Home 
20 5.6 

Economic:Cooking 

Vocational: Industrial arts 12 3.4 

Vocational: Agriculture 11 3.1 

Daily Living: Home 
9 2.5 

Economics:Textiles 

Recreation Leisure: 
7 2.0 

Music 

Daily Living: 
6 1,7 

Health/Human Relations 

Vocational: Woodwork 5 1.4 

Recreation Leisure: 
4 1.1 

Drama 

Vocational: Social 
4 1.1 

Community Studies: SCS 

Vocational: Horticulture 2 ,6 

Vocational: Certificate of 
2 .6 

Work Education 

Daily Living :Food 
2 .6 

technology 

Vocational : Childcare 2 .6 

Vocational: ¥etalwork .3 

Vocational: Community 
.3 

Access Program 

Recreation Leisure: 
.3 

Photography 

Vocational: Graphics .3 

Vocational: Work 
.3 

Experience 

Vocational: Life Skills .3 

Vocational: Design & 
.3 

Technology 

Totala 358 100.0 

a. No response n = 1 .3% 

*N.B: All strand subjects presented in future tables will be in relation to their rank order 

within the strands relative to Table 4.40 rankings. 

Table 4.40 has been presented to highlight the rank order of the 

specific subjects undertaken by students, with each subject prefaced by 

its relevant broad category title. 

These subjects have then been reorganised and grouped into their 

respective broad categories and all future discussions and tables will be 
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arranged in this manner. Within the above subject-grouped categories by 

far the most popular strand recorded was that of Recreation and Leisure 

(33%, or 118 students out of 358 accessing subjects) and can be seen 

very clearly from Tables 4.40 and 4.41. This result supports previously 

known anecdotal evidence. It reflects the collective views of many special 

education staff and would be seen by these professionals. as being both 

understandable, reasonable and realistic selections considering the 

majority of students with disabilities, upon leaving school will usually be 

engaged in recreation and leisure programs for a significant period of 

their post school time. The Vocational training strand (12.6%, with 44 

students out of 358 accessing subjects) was seen as the next most 

popular strand followed by the Daily Living strand (10.4%, or 37 students 

out of 358 accessing subjects). . 

Surprisingly perhaps the subject areas which would be expected 

historically to be of value to students with disabilities in regard to their 

wider life experiences and future independence, including subjects such 

as Health and Human Relations, Work Experience, Life Skills and Food 

Technology were not very well represented, and only very small 

involvement rates were recorded (Table 4.40). 

From the data a specific small group (11) were identified, who 

undertook Agriculture as a single subject. These students were identified 

as being from two schools, one in Queensland (7) and one in New South 

Wales (4). 

By organising the non-academic subject data into subject strands 

a range of trends could be identified (Table 4.41). 

The largest response categories in the non-academic subject 

results were for a specified selection or grouping of subjects (29.6%, or 

109 students out of 358 involved) and the unspecified groupings of 

subjects. On a state basis by far the most popular strand in three of the 

seven states was the Recreation and Leisure strand, followed by the Daily 

Living strand and then the Vocational strand. Table 4.42 provides a state 

by state summary of these details. 
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Table 4.41 Cross tabulation of students undertaking non academic subjects by 
state and subject strand 

State 

New South Northem South Western 
Non academic subjects Wales Territory Queensland Australia Tasmania Victoria Australia Total 

Vocational skills strand Industrial arts 1 2 12 

1.4% 5,8% 25.0% 28,3% 1.6% 3.4% 

Agriculture 7 11 

5,5% 13,5% 3.1% 

Woodwork 2 

1.4% 2.9% 3.8% .8% 1.4% 

Social Community 
Studies 2,9% 5,6% 1.1% 

Horticulture 1 

1.9% 1,9% .6% 

Certificate of Work 1 
Education 1.9% 1,9% .6% 

Childcare 

1.6% .6% 

Metalwork 

1.9% .3% 

Community 
Access .8% ,3% 

Graphics 

1.9% .3% 

Work Experience 

1.9% .3% 

Llf. Skills 

1.9% ,3% 

Design & 
Technology 1.4% .3% 

Daily living skills strand Home 2 20 
Economlc:Cooklng 11.6% 9.6% 36,8% 3,8% 1.6% 5.6% 

Home 2 5 
Economlcs:Textiles 5,9% 9.4% 1.6% 2.5% 

Health/Human 2 6 
Relations 2,9% 10.5% 3,8% ,8% 1.7% 

Food technology 1 2 

1.4% 1,9% .6% 

Recreation and Leisure PBSport activities 34 11 3 14 64 
skills strand 46.6% 32.4% 1.9% 5.3% 5.7% 11.4% 17.9% 

ArtiCraft 2 8 4 23 43 

2.7% 23.5% 5.8% 15.8% 7.5% 18.7% 12.0% 

Music 3 

1.4% 8.8% 5.8% 2.0% 

Drama 1 4 

1.4% 1.9% 1.9% .8% 1.1% 

Photography 

2.9% .3% 

N/A 23 

5.5% 15.4% 50.0% 15.1% .8% 6.4% 

Unspecified subjects 10 28 

11.0% 19.2% 13.2% 2.4% 7.8% 

select/on specified 14 15 70 106 

19.2% 5.9% 5,8% 25.0% 5.3% 28,3% 56.9% 29.6% 

Tola~ 73 34 52 19 53 123 358 

100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100,0% 

a. No response n = 1 1.4% New South Wales 
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Table 4.42 State by state summary of subject strands 

States 

Subject N.S.W N.T Qld S.A Tas. Vic. W.A National 
strand 

n=73 n=34 n=52 n=4 n=19 n=53 n=123 n=358 

Vocational 
9.7% 5.8% 34.6% 25% 26.3% 9.5% 4.8% 12.6% 

strand 

Daily 
1.4% 20.6% 9.6% 0 47.3% 18.9% 4% 10.4% 

Living 
strand 

Recreation 
52.1% 67.6% 15.4% 0 21.1% 15.1% 30.9% 33.3% 

Leisure 
strand 

N/A 
5.5% 0 15.4% 50% 0 15.1% 0.8% 6.4% 

Unspecified 
11% 0 19.2% 0 0 13.2% 2.4% 7.8% subjects 

Selection 
19.2% 5.9% 5.8% 25% 5.3% 28.3% 56.9% 29.6% specified 

Totals 100% 100% 100% 100% 100% 100% 100% 100% 

Further examination of the data by su bj ect strands revealed some 

trends in relation to gender (Tables 4. 43 and 4.44). It was found that 

there is only a slight difference between participation by males (12.6%) to 

females (11.4%) in relation to vocationally oriented subjects. However, in 

the Daily Living strands there ar~ a greater number of females (16.7%) 

than males (6.6%). These subjects, identified in the Daily Living strand, 

included what would have historically been classified as 'female oriented' 

subjects such as Cooking, Textiles and Food Technology subjects. This 

gender differentiation of the past was further evidenced in the results for 

what have been traditionally seen as 'male oriented' subjects, including 

Industrial arts (10 males and 2 females), Woodwork (5 male and nil 

female students), Metalwork (1 male and nil females), an intriguing result 

in light of the considerable push for gender equity and removal of gender 

discrimination in the curriculum in recent times. 
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Table 4.43 Cross tabulation of students undertaking individual non-academic 
subject strands by gender 

Gender 

Non academic subjects male female Total 

Vocational Skills strand Industrial arts 10 2 12 

4.4% 1.5% 3.4% 

Agriculture 4 7 11 

1.8% 5.3% 3.1% 

Woodwork 5 5 

2.2% 1.4% 

Social Community 2 2 4 
Studies: .9% 1.5% 1.1% 

Horticulture 2 

.9% .6% 

Certificate of Work 1 
Education .4% .8% .6% 

Childcare 2 2 

1.5% .6% 

Metalwork 

.4% .3% 

Community Access 
Program .4% .3% 

Graphics 

.8% .3% 

Work Experience 

.4% .3% 

Life Skills 

.4% .3% 

Design & 
Technology .4% .3% 

Daily Living skills strand Home 10 10 20 
Economic:Cooking 4.4% 7.6% 5.6% 

Home 2 7 9 
Economics:Textiles .9% 5.3% 2.5% 

Health/Human 3 6 
Relations 1.3% 2.3% 1.7% 

Food technology 2 2 

1.5% .6% 

Recreation and Leisure PE/Sport activities 54 10 64 
skills strand 23.8% 7.6% 17.9% 

Art/Craft 22 21 43 

9.7% 16.0% 12.0% 

Music 4 7 

1.8% 2.3% 2.0% 

Drama 3 4 

1.3% .8% 1.1% 

Photography 1 

.4% .3% 

Unspecified subjects 15 13 28 

6.6% 9.9% 7.8% 

selection specified 66 40 106 

29.1% 30.5% 29.6% 

N/A 17 6 23 

7.5% 4.6% 6.4% 

Total" 227 131 358 

100.0% 100.0% 100.0% 

a. No response n = 1 .4% Male 
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However, it is in the recreation and leisure area where the most 

distinct differences can be seen. There are not large differences noted. 

There were more males (37%) undertaking these subjects than females 

(26.7%), with considerably more males engaged in P.E\Sport activities 

(54) than females (10) (see Table 4.43), with a reversal in the area of 

Art/ Craft with more females involved than males. The other pattern of 

note is that there were more males (66) than females (40) undertaking a 

specified selection of SUbjects. But these results must be examined 

carefully as there were more males in the overall sample. 

Table 4.44 Summary of students undertaking subject strands by gender 

Gender 

Subject Male Female Total 
strand 

n=227 n=131 n=358 

Vocational 
12.7% 11.4% 12.6% strand 

Daily 
6.6% 16.7% 10.4% Living 

strand 

Recreation 
37% 26.7% 33.3% Leisure 

strand 

N/A 
7.5% 4.6% 6.4% 

Unspecified 
6.6% 9.9% 7.8% subjects 

• Selection 
29.1% 30.5% 29.6% specified 

Totals 100% 100% 100% 

When the non-academic subject data is examined in relation to 

the age of the students (expressed as year of birth in the survey) the 

following patterns were found (Tables 4.45 and 4.46). The most popular 

subject, P.E/Sport, appears to be undertaken by students across all year 

of birth categories (from 1980 -1988). It is particularly common with 
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students born between 1984 and 1986 (35 out 219 students born in 

these years). 

Table 4.45 Cross tabulation of students undertaking individual non-academic 
subjects strand and year of birth 

Year of birth 

Non academic subjects 1980 1981 1982 1983 1984 1985 1986 1987 

Vocational skills strand Industrial arts 3 7 

9.7% 10.8% 1.4% 1.3% 

Agriculture 2 2 2 

50.0% 6.5% 3.1% 4.1% 2.5% 

Woodwork 1 1 2 

3.4% 1.5% 1.3% 3.9% 

Social Community 
Studies 4.6% 1.4% 

Horticulture 

3.4% 3.2% 

Certificate of Work 
Education 3.1% 

Childcare 

3.2% 1.4% 

Metalwork 

2.0% 

Community 
Access Program 1.3% 

Graphics 1 

1.3% 

Work Experience 

3.4% 

Life Skills 

3.2% 

Design & 
Technology 

1.3% 

Dally Living skills strand Home 1 
Economic:Cooklng 3.4% 9.7% 7.7% 12.2% 1.3% 

Home 1 
Econornics:Textiles 3.2% 4.6% 3.8% 3.9% 

Health/Human 2 2 
Relations 3.4% 3.1% 2.7% 

Food technology 2 

2.5% 

Recreation and Leisure PEiSport activities 2 7 10 10 15 
skills strand 100.0% 50.0% 24.1% 16.1% 15.4% 13.5% 18.8% 11.8% 

ArtiCraft 4 6 

3.4% 12.9% 10.8% 6.8% 11.3% 11.8% 

Music 2 

3.4% 2.7% 3.8% 2.0% 

Drama 
3.4% 1.4% 1.3% 2.0% 

Photography 

3.4% 

N/A 4 4 

17.2% 7.7% 5.4% 5.0% 7.8% 

Unspecified subjects 6 4 

20.7% 16.1% 7.7% 4.1% 5.0% 9.8% 

selection specified 2 13 31 31 23 

6.9% 16.1% 20.0% 41.9% 38.8% 45.1% 

Total 4 29 31 65 74 80 51 

1988 

16.7% 

66.7% 

16.7% 

100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 
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This group can be identified as being males within a 14 to 16 year 

old age range (Table 4. 45). 

From examining the data presented in Table 4.45 it can be seen 

that, in respect to year of birth, the majority of students undertaking 

vocational strand subjects fall within a group born between 1986 and 

1982 (14 - 18 years old). The Work experience and Life skills subjects, it 

was found however, were only being undertaken by the older students, 

(those born in 1983 and 1982 or, 17 and 18 year olds). This trend can 

also be seen in the Daily living strands, with Cooking and Hum.an 

Relations being undertaken by those students born between 1985 and 

1980, the older students. Within the Recreation and Leisure strands the 

subjects were spread across all B;.ge ranges as mentioned previously. The 

oldest students, those born between 1980 and 1981 (18+ years old) were 

only involved in two subjects, those of Agriculture (2) and P.E or Sport (3), 

not in any other sUbjects. 

Table 4.46 Summary of subject strands by year of birth 

Year of birth 

Subject 
1980 1981 1982 1983 1984. 1985 1986 1987 1988 

strand n=l n=4 n=29 n=31 n=65 n=74 n=80 n=51 n=6 

Vocational 
0 50% 10.2% 25.8% strand 23% 8.3% 9% 5.9% 0 

Daily 
0 0 6.8% 12.9% 15.4% 14.9% 7.6% 3.9% 16.7% Living 

strand 

Recreation 
100% 50% 37.7% :?9% 26.2% 24.4% Leisure 35.2% 27.6% 66.7% 

strand 

N/A 
0 0 17.2% 0 7.7% 5.4% 5% 7.8% 16.7% 

Unspecified 
0 0 20.7% 16.1% 7.7% 4.1% 5% 9.8% subjects 0 

Selection 
0 0 6.9% 16.1% specified 20% 41.9% 38.8% 45.1% 0 

Totals 100% 100% 100% 100% 100% 100% 100% 100% 100% 
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Table 4.47 Cross tabulation of students undertaking individual non-academic 
subject strands and degree of disability 

Degree of disability 

Non academic subjects mild moderate severe multiple Total 

Vocational skills strand Industrial arts 8 4 12 

5,4% 2,5% 3.4% 

Agriculture 3 8 11 

2,0% 5,1% 3,1% 

Woodwork 3 5 

2,0% ,6% 2,0% 1.4% 

Social Community 4 
Studies: ,6% 75,0% 1.1% 

Chlldcare 2 2 

1,3% .6% 

Horticulture 2 

,7% ,6% ,6% 

Certificate of Work 2 2 
Education 1,4% ,6% 

Design & 
Technology 2,0% ,3% 

Work Experience 

,6% ,3% 

Community 
Access Program 2,0% ,3% 

Life Skills 

,7% ,3% 

Metalwork 

2.0% .3% 

Graphics 

.7% .3% 

Daily Living skills strand Home 10 9 20 
Economic:Cooking 6,8% 5,7% 25,0% 5.6% 

Home 8 9 
Economics:Textiles 5,4% .6% 2.5% 

Health/Human 5 6 
Relations .7% 3,2% 1.7% 

Food technology 2 

.7% 2.0% .6% 

Recreation and Leisure PE/Sport activities 23 33 64 
skills strand 15.6% 21.0% 16.0% 17.9% 

Art/Craft 29 10 4 43 

19.7% 6.4% 8,0% 12.0% 

Music 2 3 7 

1.4% 1,9% 4,0% 2,0% 

Drama 3 4 

,7% 1,9% 1.1% 

Photography 

.6% ,3% 

Unspecified subjects 2 14 12 28 

1.4% 8.9% 24,0% 7,8% 

selection specified 46 49 11 106 

31.3% 31.2% 22.0% 29.6% 

N/A 5 10 8 23 

3.4% 6.4% 16.0% 6.4% 

Totala 147 157 50 4 358 

100,0% 100.0% 100.0% 100,0% 100,0% 

a, No response n = 1 .3% Moderate degree of disability 
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When examining the data in relation to the degree and type of 

disability of the students, some trends emerged. In relation to the degree 

of disability (Tables 4.47 and Table 4.48), the majority of students across 

the mild, moderate and severe categories were involved primarily in 

Recreation and Leisure strand subjects, with the mild (55, or 37.4% of 

students), the moderate (50,or 31.8% of students) and the severe having 

(14, or 28% of the students). However, the results for students with a 

multiple degree of disability (only a small group) was different, with the 

majority of their participation (3, or 75% of the students) occurring in the 

Vocational strand, involved in one subject, Social Community Studies. 

Table 4.48 Summary of subject strands by degree of disability 

Degree 
of 
disability 

Subject 
Mild Moderate Severe Multiple Total 

strand n=147 n=157 n=50 n=4 n=358 

Vocational 
12.9% 11.3% 8% 75% 12.6% strand 

Daily 
13.6% 9.5% 2% 25% 10.4% Living 

strand 

Recreation 
37.4% 31.2% 28% 0 33.3% Leisure 

strand 

N/A 
3.4% 6.4% 16% 0 6.4% 

Unspecified 
1.4% 8.9% 24% 0 7.8% subjects 

Selection 
31.3% 31.2% 22% 0 29.6% specified 

Totals 100% 100% 100% 100% 100% 
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Table 4.49 National cross tabulati'on of students undertaking non academic 
subjects by disability type 

recoded disability types 

Other 
disability 

Non-academic subject strands intellectual type Total 

Vocational skills strand Industrial arts 12 12 

4.9% 3.4% 

Agriculture 8 3 11 

3.3% 2.7% 3.1% 

Woodwork 3 2 5 

1.2% 1.8% 1.4% 

Social Community 3 4 
Studies: SCS .4% 2.7% 1.1% 

Horticulture 2 

.8% .6% 

Certificate of Work 2 
Education .8% .6% 

Childcare 2 2 

.8% .6% 

Metalwork 

.9% .3% 

Community Access 
Program .9% .3% 

Graphiqs 

.4% .3% 

Work Experience 

.4% .3% 

Life Skills 

.4% .3% 

Design & 
Technology .9% .3% 

Daily Living skills strand Home 14 6 20 
Economlc:Cooking 5.7% 5.4% 5.6% 

Home 7 2 9 
Economics:Textiles 2.8% 1.8% 2.5% 

Health/Human 3 3 6 
Relations 1.2% 2.7% 1.7% 

Food technology 2 

.4% .9% .6% 

Recreation and Leisure PE/Sport activities 47 17 64 
skills strand 19.1% 15.2% 17.9% 

ArtiCraft 27 16 43 

11.0% 14.3% 12.0% 

Music 3 4 7 

1.2% 3.6% 2.0% 

Drama 4 4 

1.6% 1.1% 

Photography 

.9% .3% 

N/A 14 9 23 

5.7% 8.0% 6.4% 

Unspecified subjects 15 13 28 

6.1% 11.6% 7.8% 

selection specified 77 29 106 

31.3% 25.9% 29.6% 

Totala 246 112 358 

100.0% 100.0% 100.0% 

a. No response n=1 .4% Intellectual disability 
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Table 4.50 Summary of subject strands by disability type (recoded) 

Disability type 

Subject Intellectual Other disability type Total 
strand 

n=246 n=112 n=358 

Vocational 
13.4% 9% 12.6% strand 

Daily 
10.1% 10.8% 10.4% Living 

strand 

Recreation 
32.9% 33,1% 33.3% Leisure 

strand 

N/A 
5.7% 8% 6.4% 

Unspecified 
6.1% 11.6% 7.8% subjects 

Selection 
31.3% 25.9% 29.6% specified 

Totals 100% 100% 100% 

When examining data regarding the disability types of students 

and the subjects they were accessing, it was decided to use the recoded 

grouping categories for disability type. This choice was made as these 

groupings were found to give the clearest results (Tables 4.49 and 4.50). 

From the data it was found that the Recreational and Leisure strands 

again had the highest responses, with both disability type groups 

(intellectual, 32.9% and other types, 33.1%). The largest single response 

rate was recorded for both groupings were in regard to accessing a 

specified selection of subjects (intellectual, 31.3% and other types, 25.9% 

respectively), these being outlined in Table 4.51. When analysing these 

specified groupings or selections of subject categories in more detail, as 

reflected in Table 4.51, it was found that such combinations were made 

up of at least two and up to four individual subjects taken together. 

The most popular of these combinations appears to be composed 

primarily of combinations of either Art or Craft, Home Economics (both 

types), Physical Education (P.E), 'Music and Drama subjects together. 
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Table 4.51 Breakdown of specified non academic subject combinations 

Frequency Percent 

Subject Music/Artllndustrial arts 19 5,3 
combinations Music/ArtiHome Ec 10 2,8 

Artl P.ElDramalindustrial 
10 2,8 

arts 

p, E/Music/ArtiPhotography 9 2,5 

ArtiHome Ec/lndustrial 
6 1,7 

arts 

P,E/Home Ec 5 1,4 

ArtiHome Ec 5 1,4 

Artllndustrial arts 5 1.4 

P,E/Health 4 1,1 

P,E/lndustrial arts 4 1,1 

P,E/Health/Home Ec/Art 4 1,1 

P,E/Home Ec/lndustrial 
4 1,1 

arts 

Art/p.ElDrama 3 ,8 

P,E/Health/Home Ec 3 ,8 

Music/Art 2 ,6 

Drama/Music 2 ,6 

P,E/Art 1 ,3 

ArtiHealth ,3 

Music/Home Ec ,3 

Home Ecllndustrial arts ,3 

P,E/lndustrial ,3 
arts/Photography 

Home EclBusiness ,3 
studies 

Business studieslDrama ,3 

P.E/Music/Home Ec ,3 

Food ,3 
production/Hospitality 

Media studies/Art & 
.3 

Design 

ArtiHome Ecllndustrial 
.3 

artslDriver Ed 

Total 106 29,6 

The range and popularity trend outlined above is similar to the 

single subject groupings results"found in Table 4.40, where Art and 

Craft, P.E/Sport activities and Home Economics were the most popular 

choices. From the results of both the single subjects and combinations of 

subjects, it was found that the range of subjects undertaken by students 

in the survey was more diverse than had previously been thought. 

These including such subjects such as Driver Education, 

Childcare, Photography, Horticulture, Graphics, Social Community 
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Studies and Certificate of Work courses, subjects not normally available 

within special school curricula. 

In summary 

From the analysis of the results, it has become clear that the types of 

programs students are accessing in part-time inclusion programs 

comprise predominantly non-academic sUbjects. Thus it is now possible 

to confirm what has in the past been mainly unsubstantiated general 

knowledge and discussion by special education teachers. From the data it 

can be seen that the range and type of subjects that students have been 

involved in, is quite diverse and surprising in its variety across the states. 

The range and type of academic subjects students in part-time 

inclusion programs are accessing appear to be fairly limited. From the 

data it would appear that it is mainly those students with mild or 

moderate intellectual disabilities who are accessing these subjects. 

The range and type of non-academic subjects however, is quite 

large and can be seen to comprise three main strand areas; recreation 

and leisure, daily living skills as well as vocational skills activities. Such a 

wide range of choices, provide functionally relevant activities for young 

adults which in tum help to develop a range of skills that can then be 

used in post school choices and placement 

The surprising data to emerge from the research is the range of 

subjects (both academic and non-academic) being accessed by the higher 

support needs students, those identified as having either a severe or 

multiple disability. This is a very positive result for groups of students 

who historically and traditionally have been underrepresented in all forms 

of inclusion programs. It would appear from the data that part-time 

inclusion offers an opportunity for these groups to participate in 

programs with their non-disabled peers to a considerably high degree. 
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Counting the minutes and adding up the hours: Determining how long 

students spend in classes 

The amount of time students spent in inclusion classes per week 

was recorded as specific blocks of time. This data was recorded as either 

single or multiple daily subject periods or as part days per week. 

Employing such a recording system was found necessary, as trying to 

determine a standard length of time for lessons was very difficult across 

all jurisdictions, particularly when discussion with a random selection of 

staff and schools in various state cohorts revealed that determining what 

was generally regarded as a standard subject period varied slightly from 

state to state, with times ranging from 40 - 50 minutes in some cases (see 

Chapter 3). As the initial data was recorded onto the surveys by schools 

as either periods or part days, to maintain standardisation these 

designations were continued and used in the final analysis and recording 

of data as well. 

From the results it was found that the majority of access was 

undertaken for short periods of time. These comprised the following four 

time blocks, one period per week (9%, 33), two periods per week ((16%, 

57), three periods per week (8%,28) and eight periods per week (11 %,38), 

these times comprising 44 % of the total sample. (Table 4.52) 

However, overall, the data returned from the surveys (Table 4.52) 

was quite comprehensive and covered a wide range of times so it was 

decided to reorganise this list into a more manageable form. From further 

initial analysis of the data it was found that this wide range of time 

periods could be collapsed into two main blocks of time. 

These comprised time periods that were: 

• less than 1 day per w~ek (1 - 8 periods including 0.5 day 

blocks) totalling 69%, and 

• those that were equal to or greater than 1 day and equal to 

but less than 5 days per week (comprising mUltiple periods >8, 

whole days including alternate weeks) totalling 31 %. 
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Table 4.52 Distribution of individual recorded blocks of time spent in class per 
week. 

Frequency Percent 

Periods 1 period p/w 33 9.0 
of time 2 peri.ods p/w 57 16.0 
per 

3 periods pfw 28 8.0 week 
4 periods pfw 24 7.0 

5 periods p/w 15 4.0 

6 periods p/w 18 5.0 

7 periods pfw 4 1.0 

8 periods p/w 38 11.0 

9 periods p/w 24 7.0 

10 periods p/w 2 1.0 

12 periods p/w 3 1.0 

13 periods p/w .3 

15 periods p/w 2 1.0 

1 double period p/w 8 2.0 

0.5 days p/w 23 6.0 

1 day pfw 21 6.0 

1.5 days p/w 6 2.0 

2 days p/w 15 4.0 

2.5 days p/w 11 3.0 

3 days p/w 10 3.0 

4 days p/w 5 1.0 

4.5 days pJw .3 

5 days p/w 2 1.0 

3 days p/fortnight 2 1.0 

Alternate weeks 5 1.0 

Total 358 100.0 

This restructured data set presented in Table 4. 53 highlighted 

more clearly the fact that the majority of students in part-time inclusion 

appeared to be involved in access to classrooms for periods of time that 

were less than 1 day per week, small periods of time. 

Table 4.53 Collapsed categories of time blocks accessed per week 

Frequency Percent 

Time < 1 day per week 248 69 
periods = > 1 day per week 1 JO 31 
per week 

Total 358 100 
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Although these reconfigured time periods provided a more manageable 

data set than the previous, multiple individual categories, further 

analysis of the data highlighted the fact they were still too coarse and 

needed to be broken down further into smaller groupings as seen in Table 

4.54. 

From further analysis of this new data it was found that the total 

amount of time spent in class was actually more than first thought (75%), 

and it also confirmed that access by the majority was for periods of time 

less than 8 periods or 1 day per week. 

The most time spent in classes was now more clearly identified as 

occurring in two distinct blocks of time, either for short 1 and 2 period 

sessions or in small blocks of time between one half to one day per week. 

Part-time inclusion from the results of the survey can now be confirmed 

as occurring for shorter rather than longer periods of time. 
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Table 4.54 National distribution table of time periods spent in mainstream 
classes per week 

Cumulative 
Periods of time in class per week Frequency Percentage Total 

1/4 day or less 1 period p/w 33 9.2 

2 periods p/w 57 15.9 

1 double period p/w 8 2.2 27.3% 27.3% 

1/4 - 1/2 day 3 periods p/w 28 7.8 

4 periods p/w 24 6.7 

0.5 days p/w 23 6.4 20.9% 48.2% 

Greater than 1/2 5 periods p/w 15 4.2 
day and equal to 1 6 periods p/w 18 5.0 
day 

7 periods p/w 4 1.1 

8 periods p/w 38 10.6 

1 day p/w 21 5.9 26.8% 75% 

Greater than 1 day 9 periods p/w 24 6.7 
and less than 1/2 10 periods p/w 2 .6 
week 

12 periods p/w 3 .8 

13 periods pIw .3 

15 periods p/w 2 .6 

1.5 days p/w 6 1.7 

2 days p/w 15 4.2 

2.5 days p/w 11 3.1 

3 days p/fortnight 2 .6 18.6% 93.5% 

More than 1/2 day 3 days p/w 10 2.8 
week 4 days p/w 5 1.4 

4.5 days p/w 1 .3 

5 days p/w 2 .6 

Alternate weeks 5 1.4 6.5% 100% 

Total 358 

A detailed table of the most popular time periods by state has 

been included in Table 4.55. Froin this data it can be seen that for all 

states except Tasmania these time periods comprised greater than 50% of 

the time students are involved in part-time inclusion. In the Tasmanian 

case a significant group (26.3%, or 5 out of the 19 students) were involved 

in an alternate week program, mentioned previously. 
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Table 4.55 Cross tabulation of time by state jurisdiction 

State 

New South Northern South Westem 
Time spent in class per week Wales Territory Queensland Australia Tasmania Victoria Australia Total 

1/4 day or less 1 pertod 15 2 4 2 10 33 

20.5% 5.9% 7.7% 3.8% 8.1% 9.2% 

2 periods 10 17 6 7 17 57 

13.7% 32.7% 31.6% 13.2% 13.8% 15.9% 

1 double 5 8 
period 1.4% 1.9% 1.9% 4.1% 2.2% 

1/4 - 1/2 day 3 periods 16 6 .2 3 28 

1.4% 47.1% 11.5% 3.8% 2.4% 7.8% 

4 periods 13 3 7 24 

17.8% 5.3% 5.7% 5.7% 6.7% 

0.5 days 16 2 2 3 23 

21.9% 10.5% 3.8% 2.4% 6.4% 

Greater than 1/2 5 periods 15 15 
day and equal 44.1% 4.2% 
to 1 day 

6 periods 2 6 7 18 

1.4% 2.9% 1.9% 50.0% 11.3% 5.7% 5.0% 

7 periods 4 4 

3.3% 1.1% 

8 periods 37 38 

1.4% 30.1% 10.6% 

1 day 6 2 8 5 21 

8.2% 3.8% 15.1% 4.1% 5.9% 

Greater than 1 9 pertods 24 24 
day and less 19.5% 6.7% 
than 1/2 week 

10 2 2 
periods 3.8% .6% 

12 2 3 
periods 1.9% 50.0% .8% 

13 
periods 

.8% .3% 

15 .2 2 
periods 3.8% .6% 

1.5 days 6 6 

11.5% 1.7% 

2 days 7 2 .2 4 15 

9.6% 3.8% 10.5% 7.5% 4.2% 

2.5 days 10 11 

19.2% 1.9% 3.1% 

3 days 2 2 
plfortnight 3.8% .6% 

More than 1/2 3 days 7 10 
week 1.4% 1.9% 5.3% 13.2% 2.8% 

4 days 2 2 5 

1.4% 10.5% 3.8% 1.4% 

4.5 days 

1.9% .3% 

5 days 2 

1.9% 1.9% .6% 

Alternate 5 5 
weeks 

26.3% 1.4% 

Tolal 73 34 52 4 19 53 123 358 

100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 
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Table 4.56 Summary table of time periods by state 

States 

Time N.S.W N.T Qld S.A Tas. Vic. W.A Australia 
periods 
per 
week 

1/4 day 
26 2 22 0 6 10 32 27.3 

or less 
35.6% 5.9% 42.3% 31.6% 17.9% 26% 

Y4 - Y2 
day 30 16 6 0 3 7 13 

44.1% 47.1% 11.5% 15.8% 12.5% 10.5% 20.9% 

Y2 - 1 8 16 3 2 0 14 53 
day 

11% 47% 5.7% 50% 0 26.4% 43.2% 26.8% 

1 - 2.5 7 0 19 2 2 11 25 

days 9.6% 0 36.4% 50% 10.5% 20.8% 20.3% 18.6% 

More 2 0 2 0 8 11 0 
than 

2.5 
2.8% 0 3.8% 0 42.1% 20.8 0 6.5% 

days 

Totals 73 34 52 4 19 53 123 

100% 100% 100% 100% 100% 100% 100% 100% 

From the summary data in Table 4.56 it can be seen that Western 

Australia and New South Wales, which had the largest number of 

students involved in part-time inclusion programs (123, and 73 students 

respectively), had a significant proportion of their students involved in 

these short time periods. Only the Northern Territory had a higher 

ranking with all of their students engaged in these time periods. 

A clear trend appears to have emerged in regard to part-time 

inclusion across all states; it appears from the data that schools are 

tending to support short sessions of up to 1 day per week for inclusion. 
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These short periods would seem to be the most prevalent of all the 

choices available. It may be that from the special school perspective, the 

logistics of supporting these short time periods is both staff and student 

more cost effective. This information can also be seen to easily align with 

the data received regarding the types of subject areas being accessed. In 

this case, subjects accessed were usually single subjects or a small group 

of subjects and over a timetabled week, students were involved in 

subjects for no more than 1 - 4 periods when engaged in one subject. 

When examining the data in relation to any trends related to 

gender (Tables 4.57 and 4.58), it was found that, in the most popular 

time blocks, there was no significant gender bias evident. 

In all of the three time blocks there were more males than 

females, almost 2:1, however, this was reflective only of the overall gender 

composition where there was a 2: 1 ratio of males to females in the 

sample. 
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Table 4.57 Cross tabulation table of time periods and gender 

Gender 

Total time male female Total 

1/4 day or less 1 period 25 8 33 

11.0% 6.1% 9.2% 

2 periods 32 25 57 

14.1% 19.1% 15.9% 

1 double 3 8 
period 2.2% 2.3% 2.2% 

1/4·112 day 3 periods 17 11 28 

7.5% 8.4% 7.8%' 

4 periods 14 10 24 

6.2% 7.6% 6.7% 

0.5 days 16 7 23 

7.0% 5.3% 6.4% 

Greater than 1/2 5 periods 9 6 15 
day and equal to 1 4.0% 4.6% 4.2% 
day 

6 periods 18 10 8 

4.4% 6.1% 5.0% 

7 periods 3 4 

1.3% .8% 1.1% 

8 periods 21 17 38 

9.3% 13.0% 10.6% 

1 day 14 7 21 

6.2% 5.3% 5.9% 

Greater than 1 day 9 periods 18 6 24 
and less than 1/2 
week 

7.9% 4.6% 6.7% 

10 2 2 
periods 1.5% .6% 

12 3 3 
periods 1.3% .8% 

13 
peri~ds .4% .3% 

15 2 2 
periods 1.5% .6% 

1.5 days 5 6 

2.2% .8% 1.7% 

2 days 13 2 15 

5.7% 1.5% 4.2% 

2.5 days 2 9 11 

.9% 6.9% 3.1% 

3 days 2 2 
p/forlnight .9% .6% 

More than 1/2 week 3 days 7 3 10 

3.1% 2.3% 2.8% 

4 days 2 3 5 

.9% 2.3% 1.4% 

4.5 days 

.4% .3% 

5 days 2 2 

.9% .6% 

Alternate 5 5 
weeks 2.2% 1.4% 

Total 227 131 358 

100.0% 100.0% 100.0% 
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Table 4.58 Summary of time periods accessed per week by gender 

Gender 

Time 
Male Female Total periods 

1/4 day 27.3% 27.5% 27.3% 
or less 

%-% 20.7% 21.3% 20.9% 
day 

> 1/2 = 1 25.2% 29.8% 26.8% 
day 

>1 day 19.3% 16.8% 18.6% 
<%wk 

>1/2wk 7.5% 4.6% 6.5% 

Totals 100% 100% 100% 

In relation to the degree of disability of students, there were some 

patterns emerged of interest from the data concerning the amount of time 

students were accessing inclusion classes. Across all categories the trend 

identified in the national results was supported, with the majority of 

students attending classes for up to and including one day per week 

(Tables 4.59 and 4.60). 

One anomaly that was noted, involved a small group of students 

(24, or 15.3%) in the moderately disabled group who attended classes for 

9 periods per week. 
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Table 4.59 Cross tabulation table of time periods and degree of disability 

Degree of disability 

Total time mild moderate severe multiple Total 

1/4 day or less 1 period 13 17 3 33 

8.8% 10.8% 6.0% 9.2% 

2 periods 22 26 6 3 57 

15.0% 16.6% 12.0% 75.0% 15.9% 

1 double 5 3 8 
period 3.4% 1.9% 2.2% 

1/4 - 1/2 day 3 periods 15 12 28 

10.2% 7.6% 2.0% 7.8% 

4 periods 8 10 6 24 

5.4% 6.4% 12.0% 6.7% 

0.5 days 2 14 6 23 

1.4% 6.9% 12.0% 25.0% 6.4% 

Greaterthan 1/2 5 periods 8 7 15 
day and equal to 1 5.4% 4.5% 4.2% 
day 

6 periods 14 3 18 

9.5% 1.9% 2.0% 5.0% 

7 periods 4 4 

2.5% 1.1% 

8 periods 25 10 3 38 

17.0% 6.4% 6.0% 10.6% 

1 day 7 3 11 21 

4.8% 1.9% 22.0% 5.9% 

Greater than 1 day 9 periods 24 24 
and less than 1/2 
week 

15.3% 6.7% 

10 2 2 
periods 1.4% .6% 

12 3 
periods .7% .6% 2.0% .8% 

13 
periods .6% .3% 

15 2 2 
periods 1.4% .6% 

1.5 days 5 6 

3.4% .6% 1.7% 

2 days 5 4 6 15 

3.4% 2.5% 12.0% 4.2% 

2.5 days 2 8 11 

1.4% 5.1% 2.0% 3.1% 

3 days 2 2 
pifortnight 1.3% .6% 

More than 1/2 week 3 days 4 3 3 10 

2.7% 1.9% 6.0% 2.8% 

4 days 3 5 

.7% 1.9% 2.0% 1.4% 

4.5 days 

.7% .3% 

5 days 2 

.6% 2.0% .6% 

Alternate 5 
weeks 3.4% 1.4% 

Total 147 157 50 4 358 

100.0% 100.0% 100.0% 100.0% 100.0% 
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Table 4.60 Time breakdown of most popular time periods by degree of disability 

Degree 

Time Mild Moderate Severe Multiple periods 

':4 day 27.2% 29.2% 18% 75% 
or less 

1'4 - Y2 17% 22.9% 26% 25% 
day 

> lA= 1 36.7% 17.1% 30% 0 
day 

>1<Y2 11.7% 26% 16% 0 
wk 

>1/2wk 7.5% 4.4% 10% 0 

Totals 100% 100% 100% 100% 

A pattern was observed in relation to the year of birth of the 

students and the amounts of time they accessed classes (Tables 4.61 and 

62). The youngest students, those born in 1988, did not follow the 

national trend with the majority of their time being less than one day per 

week. 

The reverse was found: the majority of their class time (83.3%) 

was spent in classes for periods of 2 or more days per week. However, 

when examining the other year of birth categories it was found that this 

was an anomaly, and this result was not evident with any other group in 

the cohort. From the data it did appear that as the age (expressed in year 

of birth) of the students increased, the amount of time they spent in 

classes became progressively shorter. This was very clear with the results 

for the three oldest groups of students, comprising 34 students who were 

born in 1980, 1981 or 1982 (making them 18-20 years old). These 

accessed classes for relatively short periods of time in the majority of 

cases (Table 4.62). The single most popular time period that most 

students across the majority of year of birth groups (1987 to 1983) 

accessed, was found to be two periods a week. 
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Table 4.61 Cross tabulation oftime periods and year of birth 

Total time 
1/4 day or less 

1/4 -1/2 day 

Greater than 1/2 
day and equal to 1 
day 

1 period 

2 periods 

1 double 
period 

3 periods 

4 periods 

0.5 days 

5 periods 

6 periods 

7 periods 

8 periods 

1 day 

Greater than 1 day 9 periods 
and less than 1/2 
week 

10 
periods 

12 
periods 

13 
periods 

15 
periods 

1.5 days 

2 days 

2.5 days 

3 days 
p/fortnight 

More than 1/2 week 3 days 

4 days 

4.5 days 

5 days 

Alternate 
weeks 

1980 

1 
100.0% 

1981 

2 

50.0% 

2 

50.0% 

1982 1983 

5 

17.2% 

4 

13.8% 

2 

6.9% 

3 

10.3% 

2 

6.9% 

3.4% 

2 

6.9% 

2 

6.9% 

2 

6.9% 

3.4% 

4 

13.8% 

3.4% 

3.2% 

5 

16.1% 

4 

12.9% 

3.2% 

4 

12.9% 

3 

9.7% 

9.7% 

4 

12.9% 

3.2% 

3.2% 

3 

9.7% 

3.2% 

Year of birth 

1984 
5 

7.7% 

13 

20.0% 

6 

9.2% 

3 

4.6% 

4 

6.2% 

4 

6.2% 

3 

4.6% 

4 

6.2% 

2 

3.1% 

3 

4.6% 

1.5% 

2 

3.1% 

1.5% 

1.5% 

4 

6.2% 

3 

4.6% 

1.5% 

1.5% 

4 

6.2% 

1985 
4 

5.4% 

13 

17.6% 

1.4% 

6 

8.1% 

9 

12.2% 

3 

4.1% 

3 

4.1% 

4 

5.4% 

1.4% 

7 

9.5% 

3 

4.1% 

8 

10.8% 

1.4% 

1.4% 

2 

2.7% 

1.4% 

1.4% 

3 

4.1% 

1.4% 

1.4% 

1.4% 

1986 

4 

5.0% 

9 

11.3% 

6 

7.5% 

5 

6.3% 

7 

8.8% 

5 

6.3% 

8 

10.0% 

3 

3.8% 

12 

15.0% 

6 

7.5% 

4 

5.0% 

2.5% 

4 

5.0% 

4 

5.0% 

1.3% 

1987 

2.0% 

12 

23.5% 

2 

3.9% 

3 

5.9% 

3 

5.9% 

3.9% 

10 

19.6% 

4 

7.8% 

15.7% 

3.9% 

2.0% 

2.0% 

3.9% 

1988 

16.7% 

3 

50.0% 

16.7% 

16.7% 

Total 
33 

9.2% 

57 

15.9% 

8 

2.2% 

28 

7.8% 

24 

6.7% 

23 

6.4% 

15 

4.2% 

18 

5.0% 

4 

1.1% 

38 

10.6% 

21 

5.9% 

24 

6.7% 

2 

.6% 

3 

.8% 

.3% 

2 

.6% 

6 

1.7% 

15 

4.2% 

11 

3.1% 

2 

.6% 

10 

2.8% 

5 

1.4% 

.3% 

2 

.6% 

5 

1.4% 

Total 4 29 31 65 74 80 51 6 358 

100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 
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Table 4.62 Summary table of time periods and year of birth 

Year of birth 

Time 
1980 1981 1982 1983 1984. 1985 1986 1987 1988 Total 

periods n=l n=4 n=29 n=31 n=65 n=74 n=80 n=51 n=6 n=358 

7'4 day or 
100% 50% 37.9% 19.3% 27.7% 24.4% 16.3% 25.5% 0 27.3% less 

7'4 -7'2 day 
0 50% 17.2% 29% 20% 24.4% 22.6% 15.7% 16.7% 20.9% 

7':a - 1 
0 0 17.2% 32.3% 20.1% 24.5% 42.6% 31.3% 0 26.8% day 

1- 2.5 
0 0 24.1% 16.1% 23% 19.1% 12.5% 21.6% 66.7% 18.6% days 

More 
0 0 3.4% 3.2% 9.2% 8.3% 6.3% 5.9% 16.7% 6.5% than 2.5 

days 

Totals 100% 100% 100% 100% 100% 100% 100% 100% 100% 100% 

It would appear that from the data the type of disability and 

amount of time spent in class appeared to be related (Tables 4.63 and 

4.64) however, later analysis using Chi square did not find a statistically 

significant relationship (Table 4.102). The majority of responses were 

again found to be within the 1 day or less time periods overall (63.6 % or 

228 out of, 358 students). More detailed analysis revealed that, in the one 

quarter of a day or less category, there was no significant difference 

between disability types with both having fairly high numbers recorded. 

This was found to be the same in the next category as well. By contrast, 

in the third category more than half a day but equal to one day, there 

were considerably more students accessing this time period who had an 

intellectual disability. 

Overall, it found that there was a higher percentage of students 

with an intellectual disability accessing the most time periods (equal to or 

less than one day), which is different to what historically would have been 

expected. It would be expected that students with an intellectual 
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disability would be spending more time (expressed as longer time periods 

per week) in inclusion classes due to their impaired cognitive abilities 

than has been found in these results. 

It could be surmised that irrespective of the type of disability, short, 

highly structured blocks of time are more effective and efficient for 

students in part-time inclusion to achieve their aims than longer periods 

of time. This point being important for administrators, highlighting the 

need to ensure programs are effective by being limited to short rather 

than long periods of time. Thus reducing the negative effects of deficits 

displayed by such students including: short attention to task, negative 

off task behavioural outbursts and an overall lack of linguistic and 

higher order critical thinking skills essential to some cognitive, 

hierarchical based learning activities. 

Table 4.63 Cross tabulation of time periods and disability type 

Count 

recoded disability type 

Other 
disability 

Total time intellectual type Total 

1/4 day or less 1 period 29 4 33 

2 periods 47 10 57 

1 double period 7 1 8 

1/4-1/2 day 3 periods 13 15 28 

4 periods 12 12 24 

0.5 days 12 11 23 

Greater than 5 periods 3 12 15 
1/2 day and 6 periods 16 2 18 
equal to 1 day 

7 periods 4 4 

8 periods 31 7 38 

1 day 11 10 21 

Greater than 1 9 periods 24 24 
day and less 10 periods 2 2 
than 1/2 week 

12 periods 2 3 

13 periods 1 

15 periods 2 2 

1.5 days 4 2 6 

2 days 6 9 15 

2.5 days 10 1 11 

3 days p/fortnight 2 2 

More than 1/2 3 days 5 5 10 
week 4 days 3 2 5 

4.5 days 

5 days 2 2 

Alternate weeks 5 5 

Total 246 112 358 
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Table 4.64 Summary table of time periods by disability type 

Disability 

Time 
Intellectual Other disabilities Total periods 

',4 day or 33.7% 13.3% 27.3% 
less 

Y4 - % day 15% 33.9% 20.9% 

> '12 =1 day 26.4% 27.6% 26.8% 

> 1 day<'/2wk 19.1% 16.9% 18.4% 

>V2 wk 5.6% 8% 6.4% 

Totals 100%% 100% 100%* 

* no response 0.3% 

When looking at the periods of time students were accessing classes 

relative to the type of subjects they were undertaking some interesting 

patterns emerged (Tables 4.65 and 4.66). Those students undertaking 

predominantly academic subjects were accessing these subjects over 

three main time periods. The majority of students (39.1 % or 9 out of 23 

students) were accessing classes for one quarter of a day or less. The 

second largest number of studerits (comprising 26%, or 6 out of 23 

students), were spending the longest periods of time in class, more than 

half a week. One group identified from the data (17.4%) were accessing 

subjects for three days per week. This would be consistent with the fact 

that they had an academic su bj ect load and would probably have two 

single and one double periods per week and this could cover a three day 

period. 
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Table 4.65 Cross tabulation of time periods and subject categories 

subject categories 

non 
Total time academic academic both Total 

1/4 day or less 1 period 2 31 33 

8.7% 11.0% 9.2% 

2 periods 7 48 2 57 

30.4% 17.0% 3.8% 15.9% 

1 double 7 8 
period 2.5% 2.2% 

1/4 - 1/2 day 3 periods 26 2 28 

9.2% 3.8% 7.8% 

4 periods 22 24 

4.3% 7.8% 1.9% 6.7% 

0.5 days 23 23 

8.2% 6.4% 

Greater than 1/2 5 periods 10 5 15 
day and equal to 1 3.5% 9.6% 4.2% 
day 

6 periods 10 7 18 

4.3% 3.5% 13.5% 5.0% 

7 periods 4 4 

1.4% 1.1% 

8 periods 37 38 

13.1% 1.9% 10.6% 

1 day 12 8 21 

4.3% 4.3% 15.4% 5.9% 

Greater than 1 day 9 periods 22 2 24 
and less than 1/2 7.8% 3.8% 6.7% 
week 

10 2 2 
periods .7% .6% 

12 2 3 
periods 8.7% 1.9% .8% 

13 
periods .4% .3% 

15 2 2 
periods .7% .6% 

1.5 days 2 4 6 

.7% 7.7% 1.7% 

2 days 2 6 7 15 

8.7% 2.1% 13.5% 4.2% 

2.5 days 10 11 

4.3% 3.5% 3.1% 

3 days 2 2 
p/fortnight 3.8% .6% 

More than 1/2 week 3 days 4 5 10 

17.4% .4% 9.6% 2.8% 

4 days 3 5 

4.3% .4% 5.8% 1.4% 

4.5 days 

4.3% .3% 

5 days 2 2 

3.8% .6% 

Alternate 5 5 
weeks 

1.8% 1.4% 

Total 23 282 52 358 

100.0% 100.0% 100.0% 100.0% 
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Table 4.66 Summary table of time periods and all subjects 

Subjects 

Time 
Academic Non- Both Total periods academic 

1/4 day 39.1% 30.5% 3.8% 27.3% 
or less 

\1'4- % 4.3% 25.2% 5.7% 20.9% 
day 

% - 1 8.6% 25.8% 40.4% 26.8% 
day 

1 - 2.5 21.7% 15.9% 30.7 18.4% 
days 

More 
than 26% 2.6% 19.2% 6.4% 
2.5 
days 

Totals 100% 100% 100% 100% 

The students studying mainly non-academic subjects (282) whilst 

considerably larger in size than the group studying academic subjects 

(23) also had the majority of their students (86) within the Y4 day or less 

category. This group (non-academic) had significant numbers in the other 

two short time groupings (71 and 73 students respectively). Those 

students who had a 'balanced' subject loading (both subject categories) 

had significantly more students in the greater than % day but equal to 1 

day category, which may be explained by the range of subjects they would 

have timetabled, requiring more periods per week. 

The pattern observed throughout the results of having the 

majority oftime periods being equal to or less than one day can again be 

seen to have been supported overall. 

In summary: 

In regard to the amount of time students were spending in 

inclusion classes per week it was found that overall shorter periods of 

time were more popUlar. The students were spending short periods of 
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time in mainly non-academic subjects, either singularly or in groups of 

specific sUbjects. 

Assessing the process 

The final component to be examined in the programming area is 

that of assessment and program outcomes. Assessment is an important 

part of the teaching process. The Australian Council for Educational 

review (ACER) in 1992 identified the need for ongoing assessment of the 

effectiveness of programs for children with special needs (van 

Kraayenoord, and associates, 2obO, p.235). The survey set out to 

determine if any formalised assessment procedures were used by 

mainstream teachers with students in programs they were accessing. 

Within the national sample the majority of students (51.4 %) had 

formal assessment incorporated into the programs they accessed. From a 

state perspective only two states, Tasmania and Western Australia had a 

majority of their students undergoing formal assessment (Table 4.67). 

However, as Table 4.67 indicates, assessment practices vary considerably 

by jurisdiction. 

As this survey was an initial study to determine baseline data, the 

researcher at this stage was only concerned to establish whether or not 

formalised assessment took place. Thus, the nature or type of assessment 

used was not sought. Further study it is suggested should be undertaken 

in this area at a later date to examine this topic in more depth. From the 

results in Tables 4.67 and 4.68 it can be seen that there is some form of 

formalised assessment being undertaken by students in all states. 

However, in the majority of cases (51.4%), this is not clear-cut and the 

specifics bear further investigation. At an individual state level, the 

pattern is still unclear; with all states reporting some results indicating 

formalised assessment is undertaken. It is only in the Western Australian 

and Tasmanian samples that there is evidence that there are significant 

numbers of students undergoing some form of formalised assessment (92 

students out of 123 and 11 students out of 19 respectively). 

The rest of the states do not provide this evidence. This may be 

due to the fact that in both Western Australia and Tasmania the 
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formalisation of inclusion practice is very prescriptive and has a high level 

of systemic support. The policy documents and systemic practice of these 

states appear to be very supportive of inclusion in general, particularly 

for students with mild and moderate degrees of disability. It is noteworthy 

and perhaps coincidental that the states that have a social justice type of 

policy on inclusion practice, Queensland, South Australia, Tasmania and 

Western Australia all have formalised assessment procedures in place. 

While this may be a reflection at a systemic and school level of an 

equity issue. An attempt by schools to ensure that inclusion practice is 

presented to be as close to normal expectations and requirements as 

possible in regards to not only programming considerations but also 

assessment and reporting. This is a point worth pondering and worthy of 

consideration in future study perhaps. 

Table 4.67 National distribution frequencies of formal assessment status 

Findings and Discussions 

Formal assessment status 

Response yes 

no 

No Response 

Total 

Frequency Percent 
184 51.4 

171 47.8 

3 .8 

358 100.0 
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Table 4.68 Cross tabulation of formal assessment results by state 

Formal assessment status 

No 
yes no Response Total 

State New South Wales Count 29 44 73 

% within State 39.7% 60.3% 100.0% 

% 01 Total 8.1% 12.3% 20.4% 

Northern Territory Count 33 34 

% within State 2.9% 97.1% 100.0% 

% 01 Total .3% 9.2% 9.5% 

Queensland Count 24 28 52 

% within State 46.2% 53.8% 100.0% 

% 01 Total 6.7% 7.8% 14.5% 

South Australia Count 4 4 

% within State 100.0% 100.0% 

% 01 Total 1.1% 1.1% 

Tasmania Count 11 8 19 

% within State 57.9% 42.1% 100.0% 

% 01 Total 3.1% 2.2% 5.3% 

Victoria Count 23 27 3 53 

% within State 43.4% 50.9% 5.7% 100.0% 

% 01 Total 6.4% 7.5% .8% 14.8% 

Western Australia Count 92 31 123 

% within State 74.8% 25.2% 100.0% 

% 01 Total 25.7% 8.7% 34.4% 

Total Count 184 171 3 358 

% within State 51.4% 47.8% .8% 100.0% 

% 01 Total 51.4% 47.8% .8% 100.0% 

Whilst all of the states have some degree of formal assessment in 

programs, assessment varies greatly (Table 4.68). In the case of the 

Northern Territory, there are no formal assessment procedures at a 

systemic level. One school in the sample has generated very detailed 

school based reporting protocols however. These reports that detail 

student attitude to the subject, behaviour and interest level, are based on 

student self-reporting and assisted discussion. These documents are 

generated within the special school and are only for their own records, 

with a copy sent home to parents (see Appendix B). 

Gender was considered as a factor in the assessment process and 

it was found from the results (Table 4.69) that there were slightly more 

males (119, or 52.4% of the male sample) in programs that had a formal 

assessment process than females (65,49.6% of the female sample). 

There were also more male students within the No response 

results, (105, 46.3% males to 66, 50.4% females). 
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Table 4.69 Cross tabulation of formal assessment and gender 

Gender male 

female 

Total 

Formal assessment status 

yes no 

119 105 

52.4% 46.3% 

65 66 

49.6% 50.4% 

184 171 

51.4% 47.8% 

No 
Response Total 

3 227 

1.3% 100.0% 

131 

100.0% 

3 358 

.8% 100.0% 

In regard to the year of birth data, (Table 4.70) it was found that from the 

sample, the majority of students involved in programs with formal 

assessment were the younger students; those born between 1988 and 

1984 (12 to 16 years old). The oldest students (born between 1980 and 

1981) did not have any formal assessment in their programs. 

Table 4.70 Cross tabulation of formal assessment and year of birth 

Formal assessment status 

No 
yes no Response Total 

Year 1980 1 
of 100.0% 100.0% 
birth 

1981 4 4 

100.0% 100.0% 

1982 11 18 29 

37.9% 62.1% 100.0% 

1983 15 15 31 

48.4% 48.4% 3.2% 100.0% 

1984 36 28 65 

55.4% 43.1% 1.5% 100.0% 

1985 35 38 74 

47.3% 51.4% 1.4% 100.0% 

1986 47 33 80 

58.8% 41.3% 100.0% 

1987 35 16 51 

68.6% 31.4% 100.0% 

1988 5 6 

83.3% 16.7% 100.0% 

no response 17 17 

100.0% 100.0% 

Total 184 171 3 358 

51.4% 47.8% .8% 100.0% 

Findings and Discussions 



Part-time Inclusion 198 

Table 4.71 outlines the degree of disability data and shows an 

unexpected result in relation to moderate range group. The mild degree 

category provided an expected result, with the majority of the group 

undertaking formal assessment. However, when examining the moderate 

group result an anomaly is seen. A large percentage (93%) of students in 

this grouping did not have any formal assessment occurring within their 

programs. This was not expected. Historically, anecdotally at least it is 

'more likely that a similar result to the mild category group would be 

returned. This was not the case. The severe and multiple degrees of 

disability category response groups also returned differing results to those 

expected, as historically these groups have only been included for social 

inclusion and have rarely been involved in subjects with an assessment 

procedure included. The results in this case however, indicated that the 

majority of students in these groups, although only small in number were 

involved in programs with formal assessment procedures. 

Table 4.71 Cross tabulation of formal assessment and degree of disability 

Formal assessment status 

No 
yes no Response Total 

Degree mild 87 59 1 147 
of 59.2% 40,1% .7% 100.0% 
disability 

moderate 63 93 157 

40.1% 59,2% .6% 100.0% 

severe 31 18 50 

62,0% 36,0% 2.0% 100.0% 

multiple 3 4 

75.0% 25.0% 100.0% 

Total 184 171 3 358 

51.4% 47.8% .8% 100.0% 

From the results (Table 4. 72) it can be seen that the majority of students 

with an intellectual disability were involved in programs with formal 

assessment whereas the majority of the cohort with other disabilities were 

not. It must be pointed out, however, that neither result was clear-cut 

with variance between groups being small. 
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Table 4.72 Cross tabulation of formal assessment and disability type 

Formal assessment status 

No 
yes no Response Total 

recoded intellectual 130 113 3 246 
disability 52.8% 45.9% 1.2% 100.0% 
type 

Other disability type 54 58 112 

48.2% 51.8% 100.0% 

Total 184 171 3 358 

51.4% 47.8% .8% 100.0% 

From the survey data an intriguing result became obvious when 

formal assessment results were cross-tabulated with the types of subjects 

being accessed as presented in Table 4.73. Within the two subject 

groupings of academic and non-academic it would be reasonable to 

assume that some form of formal assessment would be carried out by the 

schools, perhaps with a bias towards the academic subjects due to the 

nature of the subjects themselves, such as mathematics, science or 

English. Such a tendency has been confirmed earlier in these results, 

although the degree of variance is not as significant as this researcher 

would have expected, such a view being based on personal discussions 

with other special education teachers. Where students undertook both 

subject types there was a clear indication from the results of formal 

assessment procedures in place. 

Table 4.73 Cross tabulation of formal assessment and subject category 

Formal assessment status 

No 
subject category yes no Response Total 

academic 14 9 23 

60.9% 39.1% 100.0% 

non academic 136 144 2 282 

48.2% 51.1% .7% 100.0% 

both 34 17 52 

65.4% 32.7% 1.9% 100.0% 

No response 

100.0% 100.0% 

Total 184 171 3 358 

51.4% 47.8% .8% 100.0% 
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In summary: 

From the results of the survey it was found that only a small 

majority of students nationally (51.4%) were accessing part-time inclusion 

subjects where there was a formalised assessment procedure in place ( 

these being either in-school or class based, rather than state wide or 

other programs). The assessment type examined in this study was only 

concerned with formalised school or class teacher based assessment. 

Whilst on the surface this appears clear it is not so and on an individual 

state basis the results varied. 

Section 4 Part-time inclusion - Supporting the practice 

Support to make it work: How much and what type. 

Inclusion can be seen as comprising a three-tiered framework. 

The fIrst two components, the participants, and the programs, have been 

discussed. The third component comprises the support networks 

developed to enable the programs to commence and be maintained. 

These support networks contained four elements: 

• a personnel element (staff support), 

• a programming element (type of program used), 

• a fIscal (funding) element and 

• a policy element (du·al enrolment provisions). 

Part-time inclusion programs do not take place in a vacuum. There are 

infrastructures that have been or are established to support both the 

students and the programs within the schools they are involved with. 

From the results (Tables 4.74 and 4.75) it would appear that a 

considerable number of programs across the states have support provided 

to students (270 students or 75% of the sample) and only a small number 

of cases where students are unsupported (24% or 83 students) in 

programs. In the cases where the students were unsupported it was 
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because they were accessing the programs independently and did not 

need external support. 

Table 4.74 Percentage distribution of whether support is provided 

Frequency Percent 

Support supported 270 75.0 
status unsupported 83 24.0 

Both supported 
5 1.0 

/unsupported 

Total 358 100.0 

There was a very small group (5) identified from the data, which 

upon closer examination, comprised three females and two males with 

mild intellectual disabilities, this group was recorded as being both 

supported and unsupported. Further investigation found that this group 

originated from two schools in Western Australia and the ambiguous 

results obtained merely reflected the gradual reduction of support by the 

school for different subjects being accessed by those students (Telephone 

correspondence with the researcher by the schools confrrming these 

details). 

Table 4.75 Cross tabulation of support status by state 

Support status 

Both 
supported 

State supported unsupported lunsupported Total 

New South Wales Count 59 14 73 

% within State 80.8% 19.2% 100.0% 

Northern Territory Count 30 4 34 

% within State 88.2% 11.8% 100.0% 

Queensland Count 45 7 52 

% within State 86.5% 13.5% 100.0% 

South Australia Count 4 4 

% within State 100.0% 100.0% 

Tasmania Count 9 10 19 

% within State 47.4% 52.6% 100.0% 

Victoria Count 44 9 53 

% within State 83.0% 17.0% 100.0% 

Western Australia Count 79 39 5 123 

% within State 64.2% 31.7% 4.1% 100.0% 

Total Count 270 83 5 358 

% within State 75.4% 23.2% 1.4% 100.0% 
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Table 4.76 Cross tabulation of support status by gender 

Support status 

Both 
supported 

supported unsupported lunsupported Total 

Gender male Count 172 53 2 227 

% within Gender 75.8% 23.3% .9% 100.0% 

female Count 98 30 3 131 

% within Gender 74.8% 22.9% 2.3% 100.0% 

Total Count 270 83 5 358 

% within Gender 75.4% 23.2% 1.4% 100.0% 

Within the results for eac:h state, Table 4.75 it can be seen that in 

all states except Tasmania the majority of students are in supported 

classes. Tasmania had more students in their cohort unsupported. 

These results it is inferred may be due to policy decisions or 

within school decisions; however there is no way to confirm this. 

In the case of gender, Table 4.76 showed that both male and 

female students were in the majority of cases being supported within 

programs. Percentage figures between the gender groupings were quite 

close, (75.8% of males and 74.8% of females). Overall, there were more 

males (172) supported than females (98), which as stated previously is 

not unusual as it reflects the essential character of the sample overall 

with more males than females being recorded. From the data (Table 4.77) 

it can be seen that support was provided across all years of birth 

groupings. It can be seen that most number of students supported were 

born between 1984 and 1987 (13 to 16 years old) with 197 out of 270 

students or 72.9% of the cohort. The largest response recorded for any 

specific year of birth grouping in supported access was those students 

born in 1985 (15 years old). 

In the case of students accessing classes unsupported (accessing 

classes independently) the majority were born between 1984 and 1986 

(14 to 16 years old). It is interesting to note that the oldest students, 

those born in 1980 and 1981 had supported access into classes whereas 

it was predominantly the younger students who were accessing classes 

unsupported. 
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Table 4.77 Cross tabulation of support to year of birth groups 

Support status 

Both 
supported 

Year of birth supported unsupported lunsupported Total 

1980 Count 1 1 

% within Year 
100.0% 100.0% 

of birth 

1981 Count 4 4 

% within Year 
100.0% 100.0% 

of birth 

1982 Count 24 5 29 

% within Year 
82.8% 17.2% 100.0% 

of birth 

1983 Count 22 9 31 

% within Year 
71.0% 29.0% 100.0% 

of birth 

1984 Count 48 17 65 

% within Year 
73.8% 26.2% 100.0% 

of birth 

1985 Count 56 17 74 

% within Year 
75.7% 23.0% 1.4% 100.0% 

of birth 

1986 Count 54 24 2 80 

% within Year 
67.5% 30.0% 2.5% 100.0% 

of birth 

1987 Count 39 10 2 51 

% within Year 
76.5% 19.6% 3.9% 100.0% 

of birth 

1988 Count 5 6 

% within Year 
83.3% 16.7% 100.0% 

of birth 

Totala Count 270 83 5 358 

% within Year 
75.4% 23.2% 1.4% 100.0% 

of birth 

a. No response n=17 

From the results in Table 4.78 it was found that the largest number of 

students across all degree of disability categories who were accessing 

classes unsupported (independently) were those recorded as having either 

a mild (45) or moderate (24) degree of disability (69 students out of 83, or 

83.1 %). This was also the case with supported access as well, with 66%, 

or 97 out of 147 students in the mild category and 84.7%, or 133 out of 

157 students in the moderate category. 
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Table 4.78 Cross tabulation of support status by degree of disability 

Support status 

Both 
Degree of supported 
disability supported unsupported lunsupported Total 

mild Count 97 45 5 147 

% within 
Degree of 66.0% 30.6% 3.4% 100.0% 
disability 

moderate Count 133 24 157 

% within 
Degree of 84.7% 15.3% 100.0% 
disability 

severe Count 36 14 50 

% within 
Degree of 72.0% 28.0% 100.0% 
disability 

multiple Count 4 4 

% within 
Degree of 100.0% 100.0% 
disability 

Total Count 270 83 5 358 

% within 
Degree of 75.4% 23.2% 1.4% 100.0% 
disability 

The data related to students with a severe degree of disability has some 

unexpected results. As would be expected, the majority of this group were 

recorded as being in supported access. However, a small but significant 

group (14 out of 50 students, or 28% of that category) were accessing 

classes unsupported (Table 4.78). 

Table 4.79 Cross tabulation of status by disability type (recoded) 

Support status 

Both 
supported 

recoded disability supported unsupported lunsupported Total 

intellectual Count 178 63 5 246 

% within recodedisability 72.4% 25.6% 2.0% 100.0% 

Other disability type Count 92 20 112 

% within recodedisability 82.1% 17.9% 100.0% 

Total Count 270 83 5 358 

% within recodedisability 75.4% 23.2% 1.4% 100.0% 
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The majority of students in the national sample, irrespective of their 

disability type had some form of support provided to enable access to 

their part-time inclusion classes (75.4%, or 270 out of 358 students), 

(Table 4. 79). The specific type of support provided will be discussed later 

in this report. 

The results relative to specific disability type were found to be 

interesting. Only one quarter of the cohort with an intellectual disability 

were accessing classes independently while 17.9% of those students with 

other disabilities were involved in independent access. This small number 

in the latter group may be due to the nature of the disability, such as 

Conduct Disorder or Autistic Spectrum Disorder or AHDHD. This cannot 

be determined empirically but would be a reasonable assumption given 

the behavioural concerns expressed by mainstrerun teachers in regard to 

having students with these disability types in their classes. 

Historically this group of students, variously labelled as having 

either behavioural disorders or emotional disabilities have not been 

readily accepted into mainstream classes for inclusion/integration 

(Knitzer, Steinberg and Fleisch 1990, and Cessna and Skiba 1996) a point 

supported by this research as well. 

Table 4.80 Cross tabulation of support by subject category 

Support status 

Both 
supported 

subject category supported unsupported lunsupported Total 

academic Count 18 5 23 

% within subject 
78.3% 21.7% 100.0% 

category 

non academic Count 213 64 5 282 

% within subject 
75.5% 22.7% 1.8% 100.0% 

category 

both Count 38 14 52 

% within subject 
73.1% 26.9% 100.0% 

category 

Totala Count 270 83 5 358 

% within subject 
75.4% 23.2% 1.4% 100.0% 

category 

a. No response n = 1 
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Some interesting patterns arose when examining subject areas 

and support provision to students (Table 4.80). The majority of the survey 

cohort was supported in inclusion classes irrespective of the type of 

subject they were involved with (75.4%, or 270 out of 358 students). Only 

a small percentage was unsupported (23%, or 83 students out of 358). 

As identified in earlier results, students were accessing 

predominantly non-academic subjects and the majority of this subgroup 

was being supported in these classes (75.5%, or 213 out of 282 students). 

Only a small number of students (22.7%, or 64 out of 282 students) were 

accessing these classes unsupported. 

The degree of support in academic subjects was also quite high 

(78.3%, or 18 students out 23). 

When examining the results (Table 4.81), in relation to specific 

time periods that students were involved in classes per week it was found 

that the majority of students were supported, except in two cases that 

stand out. Those students were recorded as accessing classes for 8 

periods per week and 1 day per week. Both had the majority of students 

involved in these two time blocks unsupported. * 

• 8 periods per week: 22 students out of 38, or 57.9% 

unsupported, 

• 1 day per week: 11 students out of 21, or 52.4% 

unsupported. 

*Both the above time blocks are viewed as representing one day but were 

recorded on the survey by respondents as two distinct categories. Therefore, to 

maintain the integrity of the data, they have been included in the results and 

discussion as these two discrete categories. 

It was found that, as with other demographic characteristics, the 

majority of students were supported (270 students out of 358, or 75.4%) 

as compared to those unsupported (83 students out of 358, or 23.2%) 

(Tables 4.81 and 4.82). 
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Table 4.81 Cross tabulation of support and time per week in class 

sueeort status 

Both 
supported 

Total time supported unsupported lunsupported Total 

1/4 day or less 1 period Count 28 5 33 

% within Total time 84.8% 15.2% 100.0% 

2 periods Count 42 15 57 

% within Total time 73.7% 26.3% 100.0% 

1 double Count 8 8 
period % within Total time 100.0% 100.0% 

1/4-1/2 day 3 periods Count 26 28 

% within Total time 92.9% 7.1% 100.0% 

4 periods Count 24 24 

% within Total time 100.0% 100.0% 

0.5 days Count 20 3 23 

% within Total time 87.0% 13.0% 100.0% 

Greater than 5 periods Count 11 4 15 
1/2 day and % within Total time 73.3% 26.7% 100.0% 
equal to 1 day 

6 periods Count 14 2 2 18 

% within Total time 77.8% 11.1% 11.1% 100.0% 

7 periods Count 4 4 

% within Total time 100.0% 100.0% 

8 periods Count 13 22 3 38 

% within Total time 34.2% 57.9% 7.9% 100.0% 

1 day Count 10 11 21 

% within Total time 47.6% 52.4% 100.0% 

Greater than 1 9 periods Count 18 6 24 
day and less 
than 1/2 week 

% within Total time 75.0% 25.0% 100.0% 

10 Count 2 
periods % within Total time 100.0% 100.0% 

12 Count 3 3 
periods % within Total time 100.0% 100.0% 

13 Count 
periods % within Total time 100.0% 100.0% 

15 Count 2 2 
periods % within Total time 100.0% 100.0% 

1.5 days Count 6 6 

% within Total time 100.0% 100.0% 

2 days Count 9 6 15 

% within Total time 60.0% 40.0% 100.0% 

2.5 days Count 11 11 

% within Total time. 100.0% 100.0% 

3 days Count 2 2 
p/fortnight % within Total time 100.0% 100.0% 

More than 1/2 3 days Count 9 10 
week % within Total time 90.0% 10.0% 100.0% 

4 days Count 4 5 

% within Total time 80.0% 20.0% 100.0% 

4.5 days Count 

% within Total time 100.0% 10D.0% 

5 days Count 2 2 

% within Total time 100.0% 100.0% 

Alternate Count 5 5 
weeks % within Total time 100.0% 100.0% 

Total Count 270 83 5 358 

% within Total time 75.4% 23.2% 1.4% 100.0% 
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Table 4.82 Summary table of support and time periods per week 

Support 
status 

Time 
Supported· Unsupported Both Total periods 

'14 day 28.8% 24% 0 27.3% 
or less 

Y4 - Y2 25.9% 6% 0 20.9% 
day 

112 - 1 19.2% 46.9% 100% 26.8% 
day 

1- 2.5 20% 14.4% 0 18.4% 
days 

More 
than 5.9% 8.4% 0 6.4% 
2.5 
days 

Totals 100% 100% 100% 100% 

People supporting people 

The type of support provided to students within part-time 

inclusion programs was in the form of personnel, rather than expendable 

resources such as books, notes and the like, (Table 4.83). This support 

was provided to assist both the inclusion participants (the students) as 

well as the inclusion recipients (the students and class teachers in the 

receiving inclusion classrooms). 

Although each jurisdiction used differing staffing to support 

programs other than a teacher, they also had differing terminology for 

these staff. The support person could be either male or female and 

usually a non-teaching member of staff, varyingly referred to in the 

results as either 

• a Teacher assistant (Northern Territory*, Western 

Australia, South Australia), 

• a Teachers aide (New South Wales, Victoria, 

Queensland, Tasmania) or 
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• an Inclusion Support Assistant *.(Northern Territory). 

*Note that in the Northern Territory sample, staff who assist students on 

inclusion programs are classified as being either Inclusion Support Assistants 

(paid from a specific grant allocation), or Teacher assistants, (existing staff within 

the school). Both categories were recorded on the survey. 

From the analysis of the data recorded on the surveys it was 

found that the major support person involved in the inclusion programs 

was usually either a teacher, another paid adult employee from within the 

home school such as a teaching assistant or was a person employed 

specifically by the school from some form of funding for that program. The 

Northern Territory sample for example, employed personnel they termed 

Inclusion Support Assistants for program support from a specific 

Commonwealth government recurrent grant allocation, as well as the 

normal staff allocation from the school. 

A small number of other support personnel were used (13 out of 

358, or 3.6%) grouped under the generic label of Other: specified to 

reduce the number of categories recorded (Table 4.75). These people 

included parents and other staff within school, or in some cases even 

staff from the receiving school. 

The specific gender of the staff member involved was neither 

requested nor supplied, although from discussions with schools both 

sexes were involved. However, this gender differentiation might provide an 

interesting area for further investigation for future research. 

In regard to specific support staff the following breakdown was 

found in Table 4.83. The Class Teacher was identified as the support 

person in only a small number of cases (7%) with the major preference for 

support personnel being someone other than the special school class 

teacher. In one case, specific teacher support was provided for two 

students with Aspergers syndrome. This support, it is speculated, might 

have been in relation to the transfer of specific behavioural program 

information or monitoring. There was only a small number of students 

who accessed classes independently (23.2%), these students not requiring 

any support personnel or needing them. These students were recorded in 

the data set as N / A (that is, reflecting the respondent was unsupported). 
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The majority of support was provided by Teacher assistants/aides 

(207 instances, or 57.8%). As outlined in other data there was a small 

group (83 students) who were accessing classes independently and 

therefore did not require support staff assistance (Table 4.74). 

Table 4.83 Distribution table outlining type of support provided 

Frequency Percent 
Type of Teacher Assistant/aide 207 57.8 
support Teacher 25 7.0 
provided Inclusion Support 

Assistant/aide 30 8.4 

Other:specified 13 3.6 
N/A unsupported 83 23.2 
Total 358 100.0 

Table 4.84 Cross tabulation of type of support by state 

State 

New South Northern South Western 
Type of support Wales Territory Queensland Australia Tasmania Victoria Australia Total 

Teacher Assistant/aide 32 39 4 9 44 79 207 

43.8% 75.0% 100.0% 47.4% 83.0% 64.2% 57.8% 

Teacher 14 6 5 25 

19.2% 11.5% 4.1% 7.0% 

Inclusion Support 30 30 
Assistant/aide 88.2% 8.4% 

Other: 13 13 

17.8% 3.6% 

N/A 14 4 7 10 9 39 83 

19.2% 11.8% 13.5% 52.6% 17.0% 31.7% 23.2% 

Total 73 34 52 4 19 53 123 358 

100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 

In all state jurisdictions except Tasmania (Table 4.84) the main 

support person was a non-teaching staff person being recorded as either 

a Teacher assistant or aide (New South Wales 32, 43.8%, Queensland 39, 

75%, South Australia 4, 100%, Victoria, 44, 83%, and Western Australia, 

79,64.2%) and in the Northern Territory as an Inclusion Support 

Assistant (30, 88.2%). 
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Only three states recorded Teachers as the support person, New 

South Wales, Queensland and Western Australia. And all states except 

South Australia had students accessing classes independently, and not 

requiring support personnel. 

Table 4.85 Cross tabulation of type of support and gender 

Type of support 

Inclusion 
Teacher Support 

Gender Assistant/aide Teacher Assistant/aide Other: N/A Total 

male 129 20 17 8 53 227 

56.8% 8.8% 7.5% 3.5% 23.3% 100.0% 

female 78 5 13 5 30 131 

59.5% 3.8% 9.9% 3.8% 22.9% 100.0% 

Total 207 25 30 13 83 358 

57.8% '7.0% 8.4% 3.6% 23.2% 100.0% 

In relation to gender (Table 4.85), more male than female 

students were accessing classes unsupported (53, 23.3% males as 

compared to 30,22.9% females). And, as well, there were more males 

recorded as accessing classes with teacher support than females. 

Within their respective gender groupings the number of students 

working with or supported by Teacher assistants was very similar (56.8% 

males and 59.5% females), these being the largest numbers of students 

for any support personnel category listed. 

The year of birth details on closer examination showed some 

interesting patterns regarding the type of support personnel involved 

(Table 4.86). Across all year of birth groupings a teacher assistant 

provided the majority support. 

The majority of students accessing classes independently, 

recorded as Nj A in the results (77 out of 83 students, or 92.7%) were 

born between 1983 and 1987 (13 to 17 years old). 

One particular group stood out from the results, identified as 

those students born in 1986, making up the largest year of birth grouping 

in four out of the five categories recorded. 
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The group of students born in 1986 were also recorded as being, 

• the largest single group of students accessing classes 

independently (24, 28.9%) 

• the largest group being supported by a teacher (6), 

• the largest group being supported by an Inclusion Support 

Assistant (8) and 

• the largest group supported by a Teacher Assistant/aide 

(44). 

Table 4.86 Cross tabulation of type of support and year of birth groupings 

Tz-:pe of support 

Inclusion 
Teacher Support 

Year of birth Assistant/aide Teacher Assistant/aide Other: N/A Total 

1980 1 1 

100.0% 100.0% 

1981 2 2 4 

50.0% 50.0% 100.0% 

1982 19 4 5 29 

65.5% 3.4% 13.8% 17.2% 100.0% 

1983 13 4 4 9 31 

41.9% 12.9% 12.9% 3.2% 29.0% 100.0% 

1984 36 5 6 17 65 

55.4% 7.7% 9.2% 1.5% 26.2% 100.0% 

1985 40 4 6 7 17 74 

54.1% 5.4% 8.1% 9.5% 23.0% 100.0% 

1986 41 6 8 24 80 

51.3% 7.5% 10.0% 1.3% 30.0% 100.0% 

1987 33 5 2 10 51 

64.7% 9.8% 3.9% 2.0% 19.6% 100.0% 

1988 5 6 

83.3% 16.7% 100.0% 

Totaf3 207 25 30 13 83 358 

57.8% 7.0% 8.4% 3.6% 23.2% 100.0% 

a. No response n=17 

When examining the degree of disability of the students and the 

type of support provided to these different categories the following results 

were obtained (Table 4.87). As mentioned previously, only 23.2% of the 

sample (83) students were accessing classes without support. Closer 
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examination of this group of students in terms of their degree of disability 

revealed the following results. 

As would be expected the largest numbers of students had either 

a mild degree of disability (45) or a moderate degree of disability (24) 

accounting for 83.1 % of students accessing classes independently. 

Surprisingly though, the remaining students accessing classes 

independently are students with a severe degree of disability, a result that 

is both surprising and encouraging (14, 16.8%). 

Within the severe degree of disability the number of students 

accessing classes independently was recorded as 28%, the second highest 

score in that classification group. The majority of the group (25, 50%) was 

being supported by a Teacher assistant, and only (6, 12%) was being 

supported by a teacher. The result reflects and supports the current 

trend to include students across all disability groups including the more 

severely and multiply disabled. 

The students in the multiple degree of disability also did not have 

any support from teachers, which was surprising with all of their support 

being from a teacher assistant/ aide. 

Table 4.87 Cross tabulation of type of support and degree of disability 

Type of support 

Inclusion 
Degree of Teacher Support 
disability Assistant/aide Teacher Assistant/aide Other: N/A Total 

mild 80 8 14 45 147 

54.4% 5.4% 9.5% 30.6% 100.0% 

moderate 98 11 16 8 24 157 

62.4% 7.0% 10.2% 5.1% 15.3% 100.0% 

severe 25 6 5 14 50 

50.0% 12.0% 10.0% 28.0% 100.0% 

multiple 4 4 

100.0% 100.0% 

Total 207 25 30 13 83 358 

57.8% 7.0% 8.4% 3.6% 23.2% 100.0% 
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Table 4.88 Cross tabulation of type of support and disability type (recoded) 

Type of support 

Inclusion 
Teacher Support 

recoded disability Assistant/aide Teacher Assistant/aide Other: N/A Total 

intellectual 154 17 8 4 63 246 

62.6% 6.9% 3.3% 1.6% 25.6% 100.0% 

Other disability type 53 8 22 9 20 112 

47.3% 7.1% 19.6% 8.0% 17.9% 100.0% 

Total 207 25 30 13 83 358 

57.8% 7.0% 8.4% 3.6% 23.2% 100.0% 

When examining the dis~bility type of students and the type of 

support provided a range of results were found (Table 4.88). Of those 

students accessing classes independently, or with no support, (recorded 

as N/ A) the majority of the cohort (75.9%,63 out of 83 students) had 

some form of intellectual disability. This high incidence of students with 

an intellectual disability was also seen in the cluster of students 

supported by a Teacher assistant/ aide "With 154 out of 207 students or 

74.3% recorded as having this disability type. Two results of note were 

those concerning Inclusion Support Assistants and the other support 

personnel involved. In both cases it was found that the majority of 

students supported by these personnel had some other form of disability

a reversal of the previous results. 

Table 4.89 Cross tabulation of type of support and subject category (collapsed) 

Type of support 

Inclusion 
Teacher Support 

subject category Assistant/aide Teacher Assistant/aide Other: N/A Total 

academic 17 5 23 

73.9% 4.3% 21.7% 100.0% 

non academic 158 21 27 12 64 282 

56.0% 7.4% 9.6% 4.3% 22.7% 100.0% 

both 32 3 3 14 52 

61.5% 5.8% 5.8% 26.9% 100.0% 

Total" 207 25 30 13 83 358 

57.8% 7.0% 8.4% 3.6% 23.2% 100.0% 

a. No response n=1 
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Table 4.89 presents information concerning the type of support 

supplied to specific subject categories being accessed by students. Across 

all three of the subject categories identified from the survey results 

(academic, non-academic and a combination of both), the main support 

was provided by Teacher assistantsj aides, in order of ranking these 

results were, 

• Academic subject choices, 17, 73.9%. 

• Non-academic subject choices 158, 56%, 

• Combination of both 32, 57.8% and 

The second largest result, in terms of students involved was for 

those students who were accessing programs independently (recorded as 

NjA). 

• Academic subject choices,S, 21.7%. 

• Non- academic subject choices, 64,22.7%, 

• Combination of both 14,26.9% and 

From the results a similar pattern to the one outlined above was 

also seen in the results for Teacher support as well. And in the case of 

Inclusion Support Assistants, derived from the Northern Territory sample 

only, there was no support provided for academic subjects by this 

personnel group. 

Programs for change or changes in programming. 

When examining the specific detail of part-time inclusion programs data 

was collected on the type of programs the students were accessing. These 

programs were recorded as being either, 

• Mainstream programs; being essentially a program similar to 

one followed by their mainstream peers, with no modification 

of course subject matter or content, 
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• Modified mainstream programs; being a course of study 

having modifications made by the teacher to cater for specific 

student needs, and also 

• Individualised programs; comprising a specific, specialised 

program developed for an individual student, either very 

loosely based on a subject or course, or a completely 

separate course from their mainstream peers. 

From Table 4.90, the data when examined from a national perspective 

indicated that the majority of students in the study sample (192 out of 

358 students, or 53.6%) were following a modified mainstream program. 

And also, a considerable number of students (128) or 35.8% of the total 

sample were able to follow a mainstream program with no modification or 

adjustment made for them. An interesting result was the relatively small 

number of students (37 out of 358, or 10.3%) who had an individualised 

program. 

Table 4.90 National distribution of program types 

Frequency Percent 
Program mainstream 128 35.8 
type mainstream: modified 192 53.6 

individualised 37 10.3 

No Response 1 .3 

Total 358 100.0 

Closer examination at a state level, as reflected in the results 

shown in Table 4.91 showed there were some variations of interest. 

The South Australian cohort, although very small (4) had all of 

their students following a mainstream program, and Western Australia, 

with much larger numbers (123) also had an inclination towards 

mainstream programs (65, 52.8%) rather than a modified mainstream 

program (52,42.3%). This result is of particular interest in view of the 

Western Australian context wher.e all special schools surveyed were sited 

on the grounds of mainstream secondary schools (Education Support 

Centres). It would be interesting to speculate whether this placement and 

the availability to programs by proximity was a factor in these results. 
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The Northern Territory sample also had some interesting results with the 

majority of the sample (32 out of 35 students, or 94.1 %) following a 

modified mainstream program, comprising predominantly non-academic 

subjects, with a small sub-group (2) who followed a mainstream, 

academic program (Tables 4.83 and 4.30). 

The Tasmanian and Queensland samples also displayed some 

similar patterns. The majority of students in the Tasmanian followed a 

modified mainstream program (7, 36.8%) of the remainder of students, 

(12) equally followed, a mainstream program and an individualised 

program (with 6 students, or 31.6% respectively in each group). This 

pattern may be a reflection of the makeup of the cohort where the 

majority of students (18 out of 19 students, or 94.7%) had either a mild 

or moderate degree of intellectual disability (16 out of 19 students or 

84.2%). (refer to Tables 4.12 and 4.16for specific details). 

The Queensland sample also had the majority of students 

following a modified mainstream program (27 out of 52 students, or 

51.9%) but had more students following individualised programs (14, 

26.9%) and a group with only a small variance following a mainstream 

program (11, 21.2%). 

Overall, there appeared to be a higher number of students 

following both a mainstream program, similar to their peers (128 out of 

358 students, or 35.8%) or a modified mainstream program (192, 53.6%). 

However, this could perhaps be explained by the large percentage of the 

study sample that had mild and moderate intellectual disabilities rather 

than other forms of disability. 
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Table 4.91 Cross tabulation of program type by state jurisdiction 

Program type 

mainstream: 
State mainstream modified individualised Total 

New South Wales 29 39 5 73 

39.7% 53.4% 6.8% 100.0% 

Northern Territory 2 32 34 

5.9% 94.1% 100.0% 

Queensland 11 27 14 52 

21.2% 51.9% 26.9% 100.0% 

South Australia 4 4 

100.0% 100.0% 

Tasmania 6 7 6 19 

31.6% 36.8% 31.6% 100.0% 

Victoria 11 35 6 53 

20.8% 66.0% 11.3% 100.0% 

Western Australia 65 52 6 123 

52.8% 42.3% 4.9% 100.0% 

Totala 128 192 37 358 

35.8% 53.6% 10.3% 100.0% 

a. No response N=1 Victoria 0.3% 

Table 4.92 Cross tabulation of program type and gender 

Program type 

mainstream: 
Gender rnainstream modified individualised Total 

male 91 118 17 227 

40.1% 52.0% 7.5% 100.0% 

female 37 74 20 131 

28.2% 56.5% 15.3% 100.0% 

Totala 128 192 37 358 

35.8% 53.6% 10.3% 100.0% 

a. No response n=1 0.3% 

From the data in Table 4.92 it could be seen that approximately half of 

both the male and female sample in the survey were undertaking a 

modified mainstream program. Considerably more male students (40.1 %) 

involved in mainstream programs than females (28.2%). And yet, it was 

the opposite in respect of individualised programs, although numbers 

were very close and relatively small (20, 15.3% females and 17, 7.5% 

male). 
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Table 4.93 Cross tabulation of program type and year of birth groupings 

Program type 

Year of mainstream: 
birth mainstream modified individualised 

1980 

100.0% 

1981 2 2 

50.0% 50.0% 

1982 7 12 10 

24.1% 41.4% 34.5% 

1983 8 17 6 

25.8% 54.8% 19.4% 

1984 29 28 8 

44.6% 43.1% 12.3% 

1985 30 37 6 

40.5% 50.0% 8.1% 

1986 34 40 6 

42.5% 50.0% 7.5% 

1987 16 35 

31.4% 68.6% 

1988 4 

16.7% 66.7% 16.7% 

Totala 128 192 37 

35.8% 53.6% 10.3% 

a. No response n=1 1985 0.3% 

When examining the data concetning year of birth and the types of 

programs students were accessing (Table 4.93) it can be seen that the 

largest number of students involved in a modified mainstream program 

were born in 1986 (40 out of 80 students or 50% of students in that year 

of birth cohort). 

Examining the individualised program data a pattern was seen to 

emerge. From the data it would appear that it was predominantly the 

older students (born in 1982) undertaking this type of program, rather 

than the younger ones (born in 1988). The majority of the oldest student 

group (those born in 1981 and 1980) were following a mainstream 

program, whereas historically it would be expected that they would be 

following a more individualised program, but this is not the case. 
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Table 4.94 Cross tabulation of program type and degree of disability 

Program tyee 

Degree of mainstream: 
disability mainstream modified individualised Total 

mild 57 86 4 147 

38.8% 58.5% 2.7% 100.0% 

moderate 53 84 19 157 

33.8% 53.5% 12.1% 100.0% 

severe 15 22 13 50 

30.0% 44.0% 26.0% 100.0% 

multiple 3 4 

75.0% 25.0% 100.0% 

Total" 128 192 37 358 

35.8% 53.6% 10.3% 100.0% 

a. No response n=1 Moderate degree 0.6% 

From the results (Table 4.94), the majority of students having 

either a mild (86), moderate (84) and severe (22) degree of disability were 

undertaking a modified mainstream type of program. The results for the 

severe category were particularly interesting, particularly in regard to the 

number of students involved in both mainstream (15, 30%) and modified 

mainstream (22, 44%) types of programs. 

It was found that students with a multiple degree of disability (3) 

only a small group, were undertaking in the main a mainstream program 

of study. The expectation from the past would have been that they would 

be following an individualised prbgram. This result may point to a new 

trend. 

Table 4.95 Cross tabulation of program type and disability type (recoded) 

Program type 

mainstream: 
recoded disability mainstream modified individualised Total 

intellectual 103 115 27 246 

41.9% 46.7% 11.0% 100.0% 

Other disability type 25 77 10 112 

22.3% 68.8% 8.9% 100.0% 

Total" 128 192 37 358 

35.8% 53.6% 10.3% 100.0% 

a. No response n=1 Intellectual 0.4% 
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Examination of the data in Table 4.95 showed that the majority of 

students undertaking a modified mainstream program of study had an 

intellectual disability (115 out of 192 students, or 46.7%). A similar result 

was also seen in the next largest cohort, those students involved in 

mainstream programs (103, 41.9%). 

It was found that the majority of students undertaking 

individualised programs had an intellectual disability (27, 11 %). Those 

students with other recorded disability types also had a similar result 

(Table 4.94). 

Table 4.96 presents the data on the amount of time that students 

were accessing mainstream classes per week. Examining this data in 

relation to the three types of programs, the following patterns were seen 

to emerge. 

The majority of students.undertaking a mainstream program (117 

out of 128 students, or 91.4 %) were in class for 9 periods or less per 

week (less than 1 5 days per week). In the case of those students following 

a modified mainstream program the majority of that cohort (140 out 192 

students, or 72.9%) were accessing classes for less than 1 day per week. 

The results obtained in the group following an individualised program 

were unexpected. The results seemed to indicate three groupings of time 

periods per week being undertaken, that would not have been expected in ' 

the past. 

• One group, the largest number (15) accessing classes for more 

than 1 5 days and less than 4 days per week 

• One group, (14) accessing classes for less than Y2 day per week, 

and 

• One group (8) accessing classes for more than Y2 day but not 

more than 1 day per week. 
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Table 4.96 Cross tabulation of program type and time periods accessed each week 

Program type 

mainstream: 
Total time mainstream modified individualised Total 

1/4 day or less 1 period 14 16 3 33 

42.4% 48.5% 9.1% '100.0% 

2 periods 29 21 6 57 

50.9% 36.8% 10.5% 100.0% 

1 double 7 8 
period 12.5% 87.5% 100.0% 

1/4-112 day 3 periods 28 28 

100.0% 100.0% 

4 periods 6 17 24 

25.0% 70.8% 4.2% 100.0% 

0.5 days 4 15 4 23 

17.4% 65.2% 17.4% 100.0% 

Greater than 1/2 5 periods 2 13 15 
day and equal to 1 13.3% 86.7% 100.0% 
day 

6 periods 13 5 18 

72.2% 27.8% 100.0% 

7 periods 4 4 

100.0% 100.0% 

8 periods 18 18 2 38 

47.4% 47.4% 5.3% 100.0% 

1 day 11 4 6 21 

52.4% 19.0% 28.6% 100.0% 

Greater than 1 day 9 periods 15 9 24 
and less than 1/2 
week 

62.5% 37.5% 100.0% 

10 2 2 
periods 100.0% 100.0% 

12 3 3 
periods 100.0% 100.0% 

13 
periods 100.0% 100.0% 

15 2 2 
periods 100.0% 100.0% 

1.5 days 6 6 

100.0% 100.0% 

2 days 4 2 15 

26.7% 60.0% 13.3% 100.0% 

2.5 days 10 11 

9.1% 90.9% 100.0% 

3 days 2 2 
p/fortnight 100.0% 100.0% 

More than 1/2 week 3 days 10 

10.0% 70.0% 20.0% 100.0% 

4 days 4 5 

80.0% 20.0% 100.0% 

4.5 days 

100.0% 100.0% 

5 days 2 

50.0% 50.0% 100.0% 

Alternate 5 
weeks 100.0% 100.0% 

Total 128 192 37 358 

35.8% 53.6% 10.3% 100.0% 
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In summary; 

From the results it appears that the majority of students are 

undertaking a modified form of program involving mainly non-academic 

sUbjects. Whereas in the past most students involved in inclusion 

programs were following an individualised program within mainstream 

classes, this is not the case from the survey results. It appears that a 

small number of students still follow this type of inclusion but now there 

is a trend for students to follow an essentially mainstream program, with 

modifications where necessary. Perhaps this is a reflection of a changing 

approach to programming where. mainstream teachers in consultation 

with special education teachers are designing units of work that are more 

effective. 

Finding the funding to make it work 

As discussed earlier in order to make inclusion programs work 

there is a need to provide infrastructure either at the school level and/ or 

at the system level. The biggest factor related to infrastructure, especially 

in regard to part-time inclusion, is the issue of funding. Unless a program 

is funded adequately, it will not usually be a viable proposition. Miller 

(1986) noted this very clearly when stating that, 

what schools can or cannot do is closely linked to the amount of 
money that governments make available to them, and that 
government policies have a considerable impact on the magnitude 
of problems schools are supposed to deal with (p.343). 

Davis (1996) also supported this view, when discussing funding for 

students with disabilities in the United States, highlighting the fact that 

the type of disability is also a critical factor: 

Students regarded as disabled and eligible for funds through 
federal grant programs, vary dependant on the disability, eg: 
learning disabled, yes, severely emotionally disturbed, yes, (p128). 
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This is type of view is also prevalent in the Australian context, with both 

New South Wales and Tasmania having forms of documentation which 

are used to identify and categori~e students in terms of placement and 

subsequent funding. 

In the case of this survey it was found that funding allocations 

have primarily been in terms of the provision of personnel to support 

inclusion. This form of support requires some form of initial and ongoing 

funding, particularly if the staffing is generated outside of the school. 

Funding for inclusion in Australia has historically been provided in an ad 

hoc manner from the Commonwealth government through the Schools 

Commission and recurrent grants to assist with inclusidn of students 

with disabilities into mainstream classes. 

The majority of part-time inclusion programs in the sample 

(74.3%) were identified as being funded by each special school concerned. 

Specific details in most cases were not identified. The results in these 

cases are difficult to extrapolate in many cases as it is unclear from the 

data alone whether the sample (266) identified as having funding provided 

by the school were using any proportion of funding provided by state 

authorities and whether this was classed as school based funding by the 

schools concerned (Table 4. 97). 

This funding breakdown could be identified clearly in a small 

group (12.6%, 45) who indicated specifically, that some form of identified 

external funding was used. For further analysis of the state data Table 

4.97 provides such insights. The Northern Territory sample (35) 

comprised the major component of this subgroup, with Tasmania having 

the next large grouping (6) then New South Wales (3) and Victoria (2). It is 

known from discussion with the school in the Northern Territory, that 

recurrent Commonwealth funding was used to support their cohort. The 

funding in the other states is unknown. However, it is likely to be of a 

similar origin, although this cou~d not be confirmed. 
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Table 4.97 National percentage distribution of funding sources. 

Frequency Percent 

Funding school funded 266 74.3 
source external grant 45 12.6 

other source 22 6.1 

comb: school/external 15 4.2 

Not funded 10 2.8 

Total 358 100.0 

However, results have been analysed on face value from the data 

provided and these concerns are merely hypothetical assumptions. Only a 

very small number of programs (2.8%, 10) were not funded. This may 

have also been due to several factors, although specific details were not 

supplied. It can be speculated in the positive that this may have been 

because all staffing was provided from within existing staffing regimes 

and did not require any additional funding or, alternatively in the 

negative in that no monies were available to support the program. This 

researcher prefers to agree with the former option. 

The New South Wales sample had the widest range of results with 

schools being both funded from a variety of sources as well as a small 

group who were not funded (Table 4.98). 

The Victorian sample had a small anomaly in the results with 

(17%, or 9 students) who were funded from another source to those 

ou tlined in the survey. Further investigation determined that some of 

these students were funded under what was termed 'D & I funding' by the 

respective schools. As the schools concerned provided no further 

elaboration on the nature and source of this funding, it is assumed that 

this is some form of inclusion funding. 

As there was no clear distinction made by schools on the survey 

form in terms of specific funding provisions it has been assumed by the 

researcher (using his own school as an example) that school based 

funding is comprised of internally generated revenue budgeted for 

inclusion as well as recurrent grants, unless the results have been clearly 

recorded as being of an external source. 
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Western Australia and South Australia were the only two states 

with wholly school based funding. This may be due to the fact that 

through devolution all monies are directed to schools and redirected to 

programs at the discretion of the principal and therefore inclusion 

funding, because the schools are on the campuses of mainstream schools 

are less likely to incur large costs such as transport etc. This is however, 

only speculation by the researcher and has not been confirmed. 

Victoria, Tasmania and New South Wales had similar breakdowns 

in their funding structures with a selection of school based funding being 

the largest source, and smaller amounts of the other funding sources. 

Table 4.98 Cross tabulation of funding sources across the states 

Funding sources 

school external other comb: 
State funded grant source school/external Not funded Total 

New South Wales 37 3 10 13 10 73 

50.7% 4.1% 13.7% 17.8% 13.7% 100.0% 

Northern Territory 34 34 

100.0% 100.0% 

Queensland 51 52 

98.1% 1.9% 100.0% 

South Australia 4 4 

100.0% 100.0% 

Tasmania 10 6 2 19 

52.6% 31.6% 10.5% 5.3% 100.0% 

Victoria 41 2 9 53 

77.4% 3.8% 17.0% 1.9% 100.0% 

Western Australia 123 123 

100.0% 100.0% 

Total 266 45 22 15 10 358 

74.3% 12.6% 6.1% 4.2% 2.8% 100.0% 

In summary: 

Schools are providing funding to support part-time inclusion 

programs; the source of that funding appears to be primarily from within 

the school budget. How these monies are generaed however, is unclear. 

They may be from recurrent funding or from grant monies but this could 

not be determined from the survey results. There are still external grants 
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and monies being provided from system level sources and political 

sources. However, there continues to be an urgent need for collective 

national. and state funding of a considerably larger degree if inclusion and 

particularly part-time inclusion are to develop. 

Dual enrolment: the key to the best of both worlds 

Historically, inclusion has been seen as an 'either or ' situation, 

with students enrolled either in special schools fulltime or enrolled in 

mainstream schools on a fulltime basis. In some cases, both options have 

been inappropriate for students. 

In the same way inclusion has been viewed as a singular option, 

the possibility of 'dual enrolment' has not previously been considered by 

many schools in terms of the anecdotal record. In recent times however, 

in view of the changing face of special education practice, many schools 

and special educators have begun to discuss this model of enrolment and 

it has begun to fmd some support in special schools across the country. 

Each jurisdiction, as mentioned previously, has specific policies regarding 

enrolment of students with disabilities at both special schools and 

mainstream schools concurrently, and from the survey it was hoped to 

identify these states and the frequency of this new trend towards dual 

enrolment (Table 4.99). 

Only one state at the present time, Tasmania, has gazetted dual 

enrolment within their policy statements. Opinions derived from informal 

discussions have indicated that some special schools in Victoria have 

made provision in-house for opportunities to have students take 

advantage of dual enrolment if necessary (verbal correspondence with 

researcher) although no systemi<;; policy to this effect is at present either 

written or enacted. 

From the survey data (Table 4.99) it was found that a significant 

number of students involved in part-time inclusion programs (62.8%, 

225) did not have dual enrolment status with only a comparatively small 
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percentage of students (36.8%, 138) having dual enrolment. This figure, 

in light of the previous discussions can be seen to be expected. 

Even though Tasmania is the only state to legislate for dual 

enrolment, there were a number of students (132) in a wide range of 

schools across other states that are recorded from the survey as having 

dual enrolment. Whether this dual enrolment status is officially 

sanctioned or not, is not of concern. It is obviously important to the 

schools undertaking this form of. enrolment. 

From the data several trends were found to emerge relative to 

individual states and the dual enrolment issue. Whilst Tasmania has a 

policy allowing dual enrolment, there was little variation between those 

students dual enrolled (10) and those who were not (8). 

Western Australia showed a similar pattern even though dual 

enrolment is not a stated policy. It is speculated however, that this result 

may be influenced by the fact that all respondent schools are sited on the 

grounds of mainstream schools and therefore such a procedure may be 

mutually beneficial in terms of funding and administration to both 

schools. As mentioned previously, some schools in Victoria had expressed 

support for the concept and this was reflected in the results with more 

having dual enrolment (36) than not (17), almost 2 to 1 in support of dual 

enrolment. 

From the results,S out of the 7 respondent states had dual 

enrolment operating in the schools surveyed. However,S out of the 7 

states had more students who did not have dual enrolment. Western 

Australia had more students a similar pattern of response, with more 

having dual enrolment (58) as well. 

In terms of any gender bias in dual enrolment it would appear 

there were more male (142, 62.6%), than female (83, 63.4%) students not 

involved in dual enrolment (Table 4.100). A similar gender pattern was 

evident for those who had dual enrolment. 

In the cohort who had dual enrolment status there were more 

males (84,37%) than females (48,36.6%). 
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Table 4.99 Frequency distribution of dual enrolment by jurisdiction 

Dual enrolment 

State yes no Total 

New South Wales 12 61 73 

16.4% 83.6% 100.0% 

Northern Territory 34 34 

100.0% 100.0% 

Queensland 16 36 52 

30.8% 69.2% 100.0% 

South Australia 4 4 

100.0% 100.0% 

Tasmania 10 8 19 

52.6% 42.1% 100.0% 

Victoria 36 17 53 

67.9% 32.1% 100.0% 

Western Australia 58 65 123 

47.2% 52.8% 100.0% 

Totala 132 225 358 

36.9% 62.8% 100.0% 

a. No response n= 1 Tasmania 5.3% 

Table 4.100 Cross tabulation of dual enrolment by gender 

Dual enrolment 

Gender yes no Total 

male 84 142 227 

37.0% 62.6% 100.0% 

female 48 83 131 

36.6% 63.4% 100.0% 

Totala 132 225 358 

36.9% 62.8% 100.0% 

a. No response n=1 male 0.4% 

From Table 4.101 it can be seen that only 139 out of 358 

students or 36.9% had dual enrolment (recorded as Yes on the survey). 

The majority of these students were recorded as having an intellectual 

disability (96, or 72.7). 

Overall, within the study cohort however, the majority of students 

did not have dual enrolment (225, or 62.8%) and of this group, the 
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majority (149,66.2%) were also recorded as having an intellectual 

disability. 
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Table 4.101 Cross tabulation of dual enrolment by disability type (recoded) 

Dual enrolment 

recoded disability yes no Total 

intellectual 96 149 246 

39.0% 60.6% 100.0% 

Other disability type 36 76 112 

32.1% 67.9% 100.0% 

Totala 132 225 358 

36.9% 62.8% 100.0% 

a. No response n=1 Intellectual 0.4% 

In summary: 

Dual enrolment is an option that at present has not been fully 

utilised by schools. From the survey results it would appear that a 

reasonable proportion of schools view the concept as acceptable with 

36.9% of the national cohort undertaking the practice. There is at present 

only one state, Tasmania that has formalised this practice within their 

policies although several states (5) from the survey have students involved 

(Table 4.99). It would appear at present that dual enrolment where it is 

used is primarily enacted for stu~ents with intellectual disabilities 

although only a small number of students with other disabilities are 

making use of this opportunity at present. 
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Section 5 Part-time inclusion - Relationships identified within the 

practice 

Identifying, highlighting and clarifying the links 

The initial data set was further analysed to determine if there 

were any relationships of statistical significance between the four student 

demographic variables and the ten inclusion program characteristics that 

could be identified. This information has been presented in a chart format 

(Table 4. 102). 

The Demographic variables were: 

• Year of birth 

• Gender 

• Degree of disability 

• Disability type 

The Program characteristics were: 

• Subjects (Academic and Non-academic) 

• Total time per week 

• Support status 

• Type of support provided 

• Aim of the program 

• Benefits of th€ program 

• Type of program 

• Assessment 

• Funding 

• Dual enrolment 

Chi Square Analysis of relationships between Demographic variables of 

students and Program characteristics. 

The results of the chi square analysis of the relationships between 

the demographic variables of the students and the program 

characteristics are summarised in Table 4.102. Twenty-six of the forty 

tested relationships were significant at the .05 level and several of these 

were also significant at the .011evel. 
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Table 4.102 Probability levels of Chi Square tests of Significance between 
Demographic variables and Program characteristics 

-_. ---.-,,--..,..,.~---.,--~--..... --~-,-.".., __ ,"'»_''''_'''~>, 

Variables Year of birth Gender Degree of Disability type 

disability 

~-~ 

.,,,,.., ____ ~M __ ,,., __ ,.,,_ ... _"""''' ________ :_.:~_'_·· _____ ''''»=« __ :« 

Subjects X2 = 32.85 (27) X2 = 4.69 (3) X2 = 29.00 (9) 

p> .05 P >.05 P < .05 * 

Total time X2 = 19.70 (9) X~ = 1.56 (1) X2 = 12.31 (3) 

P < .05 * p> .05 P < .05 * 

Support X2 = 16.20 (18) X2 = 1.19 (2) X2 = 20.25 (6) 

status p> ,OS p> .05 p < .05 * 

Support type X2 = 62.97 (36) X' = 3.68 (4) X2 = 31.72 (12) 

P < .05 * P >.05 P < .05 * 

Aim of X' = 122.43 (90) X2 = 20.22 (10) X2 = 86.13 (30) 

program p < .05 * P < .05 * P < .05 * 

Benefits of X' = 130.50 (81) X2 = 24.64 (9) X' =73.35 (27) 

program p < .05 * P < .05 * p < .05 * 

Program X' = 57.09 (27) X2=9.01 (3) X2 = 29.10 (9) 

type p < .05 * P < .05 * P < .05 * 

Assessment X2 = 41.20 (18) X' = 2.15 (2) X2 = 16.09 (6) 

P < .05 * # p'> .05 P < .05 * 

Funding X2 = 57.99 (36) X' = 8.22 (4) X2 = 125.18 (12) 

P < .05 * p> .05 p < .05 * # 

Dual X2 = 24.81 (18) X2 = .589 (2) X2 = 51.02 (6) 

enrolment p> .05 p> .05 P < .05 * # 
.. ~._~_.~ ..... ~ __ ."' •• _,~.~,~ ........ _. __ M • .,..,'._.~ .. """~.""~,,' 

~",.", •• ~~_ •. _.,,,_ •••• '''''''~~'~'~''''''_'''W''''_ ••• ,' , •• ~.~~, • ,,' ........ ,," ...... ·u,· ... ,.~·'''·''' •••• ''_''''.·,~·,· "" ..... " ••.• "., 

* Denotes a statistically significant relationship at .05 level 

# Denotes a statistically significant relationship at .01 level 

Horizontal axis 

Vertical axis 
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Demographic characteristics of students 

Inclusion program features 

X2 = 24.87 (3) 

P < .05 * 

X2 = .785 (1) 

p> .05 

X2 = 5.24 (2) 

p> .05 

X' = 38.49 (4) 

P < .05 * 

X2 =24.78 (10) 

p < .05 * 

X' =31.27 (9) 

p < .05* 

X2 =15.94 (3) 

P < .05* # 

X2 '" 2.23 (2) 

p> .05 

X' = 86.31 (4) 

P < .05* # 

X2 = 2.09 (2) 

p> .05 



Part-time Inclusion 233 

As a guide for the reader, Table 4.102 has been compiled in chart form, 

detailing all the statistically significant identified relationship data. Each 

Demographic variable is discussed in relation to each of the Program 

features in sequential order from the top to bottom and from the left hand 

side across to the right hand side of the chart. 

The following discussion details the specific data identified as 

having a significant relationship from this chart. 

Note: Chronological age has been included with year of birth details to provide a clear 

and easy understanding of the age of students involved for the reader. 

Year of Birth Relationships 

Introduction: 

The Year of Birth data has also been expressed as a chronological age to 

assist the reader. Year of birth data has from the survey results been seen 

as a significant determinant in relation to program characteristics. From 

the data the following seven statistically significant relationships were 

found to exist. 

i) Relationship between year of birth and period of time involved in 

inclusion per week 

X2 = 19.70 (9) P < .05 * 

From analysis of the data (Table 4.103) there appeared to a 

significant relationship between the year of birth of the students and the 

amount of time students accessed programs per week. From the data 

there appeared to be a trend that as students' age (recorded on the survey 

as their year of birth) increased, their participation in programs 

(represented by amount of time in programs) also correspondingly 

decreased. A positive relationship between year of birth and the amount 

of time students were accessing part-time inclusion therefore appeared to 

be identified. It could be seen that those students born in 1988 (the 

youngest) were involved in programs for longer periods than any other age 
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group with a significant percentage (88%) of this group involved in equal 

to or greater than 1 day per week of inclusion. 

Table 4.103 Cross tabulation of year of birth and time at inclusion 

Total 1/4 day or less 1 period 
p/w time 

1/4 ·1/2 day 

Greater than 112 
day and equal to 1 
day 

2 periods 
plw 

1 double 
period plw 

3 periods 
plw 

4 periods 
plw 

0.5 days 
plw 

5 periods 
plw 

6 periods 
plw 

7 periods 
plw 

8 periods 
plw 

1 day plw 

Greater than 1 day 9 periods 
and less than 112 plw 
week 

10 periods 
plw 

12 periods 
plw 

13 periods 
plw 

15 periods 
plw 

1.5 days 
plw 

2 days plw 

2.5 days 
p/w 

3 days 
plfortnight 

More than 112 week 3 days plw 

4 days plw 

4.5 days 
plw 

5 days plw 

Alternate 
weeks 

•. No response n =17 
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1980 

1 

100.0% 

Year of birth 

1981 1982 1983 1984 1985 

2 5 5 4 

50.0'l\l 17.2% 3.2% 7.7% 5.4% 

50.0% 

4 5 13 13 

13.8% 16.1% 20.0% 17.6% 

2 

6.9% 

3 4 

10.3% 12.9% 

3.2% 

2 4 

6.9% 12.9% 

3.4% 

2 

6.9% 

2 

3 

9.7% 

3 

9.7% 

4 

6.9% 12.9% 

2 

6,9% 

3.4% 

4 

13.8% 

3.4% 

29 

3.2% 

3,2% 

9.7% 

3.2% 

31 

6 

9.2% 

3 

4.6% 

4 

6.2% 

4 

6.2% 

4.6% 

4 

6.2% 

2 

3.1% 

4.6% 

1.5% 

2 

3.1% 

1.5% 

1.5% 

6.2% 

4.6% 

1.5% 

1.5% 

6.2% 

65 

1.4% 

6 

8.1% 

12.2% 

4.1% 

4.1% 

4 

5.4% 

1.4% 

7 

9.5% 

4.1% 

10.8% 

1.4% 

1.4% 

2.7% 

1.4% 

1.4% 

3 

4.1% 

1.4% 

1.4% 

1.4% 

74 

1986 1987 1988 

5.0% 2.0% 

9 12 

11.3% 23.5% 

2 6 

7.5% 3.9% 16.7% 

5 
6.3% 

7 

8.8% 

6.3% 

10.0% 

3 

3.8% 

3 

5.9% 

3 

5,9% 

2 

3.9% 

12 10 

15.0% 19.6% 

6 

7.5% 

4 

4 

7.8% 

5.0% 15.7% 

2.5% 

2 

5,0% 3.9% 50.0% 

5.0% 

1.3% 

80 

16.7% 

2,0% 

2.0% 16.7% 

2 

3.9% 

51 6 

Total 

33 

9.2% 

57 

15.9% 

2.2% 

28 

7.8% 

24 

6.7% 

23 

6.4% 

15 

4.2% 

18 

5.0% 

4 

1.1% 

38 

10.6% 

21 

5.9% 

24 

6.7% 

2 

.6% 

3 

.8% 

.3% 

2 

.6% 

6 

1.7% 

15 

4.2% 

11 

3.1% 

2 

.6% 

10 

2.8% 

1.4% 

.3% 

2 

.6% 

5 

1.4% 

358 

100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 
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The students born in 1986, however, equivalent to what would be 

the mid secondary school age (14 years old) range were primarily 

accessing the programs < 1 day a week. It can be surmised that from the 

data the trend appears to be that as students increase in age the amount 

of access per week decreases possibly due to more work (employment) 

related programs being accessed in the community. 

ii) Relationship between year of birth and type of support provided 

X2 = 62.97 (36) P < .05 

The major support personnel recorded from the results (Table 

4.104) were teacher assistants/aides (207, 57.8%) who provided support 

across all year of birth groups (1980- 1988). The number of students 

recorded in the N / A category (students accessing inclusion classes 

without support) was by comparison quite small (23.2%, or 83 students 

out of 358). The majority of support provided was by staff such as by 

teacher assistants and was provided to students born between 1984 and 

1987 (the 13 - 16 yrs age range). This age range of students would be 

equivalent to the junior years in secondary school. The maj ority of 

support provided by Teachers was also to a similar age band (the 13 -17 

yrs age range - those students born between 1983-1987). The year of 

birth that had the most support of any year group (22.3%) were those 

students born in 1986 (14 years old). 

If the designation of Inclusion Support Assistant (LS.A) results 

were absorbed into the teacher assistant category data, (as it was felt 

these reflected complimentary groups) a new combined category of 

Teacher assistants/Inclusion support assistants provides the support for 

66.2% of all age groupings. Students born in 1986 (14 years old) had the 

most support of any group irrespective of the type. 

A trend to emerge appeared t<? be that as the students increased 

in age (the year of birth approached 1980) there appeared to be a 

decrease in support provided to them, with a similar result to that found 

in the previous category. 
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Table 4.104 Cross tabulation of year of birth and type of support 

Type of support 

Inclusion 
Teacher Support 

Year of Birth AssistanUaide Teacher AssistanUaide Other: N/A Total 

1980 Count 1 1 

% within Year of birth 100.0% 100.0% 

% within Support type .5% .3% 

1981 Count 2 2 4 

% within Year of birth 50.0% 50.0% 100.0% 

% within Support type 1.0% 15.4% 1.1% 

1982 Count 19 4 5 29 

% within Year of birth 65.5% 3.4% 13.8% 17.2% 100.0% 

% within Support type 9.2% 4.0% 13.3% 6.0% 8.1% 

1983 Count 13 4 4 9 31 

% within Year of birth 41.9% 12.9% 12.9% 3.2% 29.0% 100.0% 

% within Support type 6.3% 16.0% 13.3% 7.7% 10.8% 8.7% 

1984 Count 36 5 6 17 65 

% within Year of birth 55.4% 7.7% 9.2% 1.5% 26.2% 100.0% 

% within Support type 17.4% 20.0% 20.0% 7.7% 20.5% 18.2% 

1985 Count 40 4 6 7 17 74 

% within Year of birth 54.1% 5.4% 8.1% 9.5% 23.0% 100.0% 

% within Support type 19.3% 16.0% 20.0% 53.8% 20.5% 20.7% 

1986 Count 41 6 8 24 80 

% within Year of birth 51.3% 7.5% 10.0% 1.3% 30.0% 100.0% 

% within Support type 19.8% 24.0% 26.7% 7.7% 28.9% 22.3% 

1987 Count 33 5 2 10 51 

% within Year of birth 64.7% 9.8% 3.9% 2.0% 19.6% 100.0% 

% within Support type 15.9% 20.0% 6.7% 7.7% 12.0% 14.2% 

1988 Count 5 6 

% within Year of birth 83.3% 16.7% 100.0% 

% within Support type 2.4% 1.2% 1.7% 

Total" Count 207 25 30 13 83 358 

% within Year of birth 57.8% 7.0% 8.4% 3.6% 23.2% 100.0% 

% within Support type 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 

a. No response: n=17 4.7% 
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iii) Relationships between year of birth and aims of the program 

X2 = 122.43 (90) P < .05 * 

237 

There appeared to be a relationship between the year of birth of 

the students involved in part-time inclusion and the aims of the programs 

(Table 4.105). Social aims were considered of highest importance and 

were found to occur across all year of birth brackets. The original data set 

comprised a large number of response categories (see Table 4.22) and 

these were therefore reorganised to comprise only the three major 

response categories of social, academic and behavioural responses, 

provided a less complex data set for analysis. 

Those students born between 1987- 1988 (12 - 13 year age group) 

had aims set that were primarily social, and academic in origin (Table 

4.105). These students could be seen as representative of the junior years 

of a mainstream secondary school, where the main emphasis especially 

for those with a mild intellectual disability could be seen as being 

concerned with these areas as a priority. However, as they became older, 

as in the case of those born between 1986 - 1984 (14 - 16 years old) the 

middle years of secondary schooling, group aims became predominantly 

social, academic and behavioural in nature. And as they became older 

still, as reflected in the students born from 1984 to 1980 (the 16 + age 

group) the nature of aims for these students were mainly social. 
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Table 4.105 Cross tabulation of year of birth and aims 

Collapsed aims categories (aims 2) 

social academic behavioural other Total 

Year 1980 Count 1 
01 % within yob 100.0% 100.0% 
birth 

% within aims2 .3% .2% 

% 01 Total .2% .2% 

1981 Count 4 4 

% withinyob 100.0% 100.0% 

% within aims2 1.3% .6% 

% olTotal .6% .6% 

1982 Count 29 10 6 45 

% within yob 64.4% 22.2% 13.3% 100.0% 

% within aims2 9.3% 5.4% 4.3% 7.0% 

% 01 Total 4.5% 1.5% .9% 7.0% 

1983 Count 29 17 12 58 

% within yob 50.0% 29.3% 20.7% 100.0% 

% within aims2 9.3% 9.2% 8.6% 9.0% 

% ofTotal 4.5% 2.6% 1.9% 9.0% 

1984 Count 54 44 20 5 123 

% within yob 43.9% 35.8% 16.3% 4.1% 100.0% 

% within aims2 17.4% 23.9% 14.3% 45.5% 19.0% 

% 01 Total 8.4% 6.8% 3.1% .8% 19.0% 

1985 Count 65 32 20 4 121 

% within yob 53.7% 26.4% 16.5% 3.3% 100.0% 

% within aims2 20.9% 17.4% 14.3% 36.4% 18.7% 

% ofTotal 10.1% 5.0% 3.1% .6% 18.7% 

1986 Count 74 46 45 2 167 

% within yob 44.3% 27.5% 26.9% 1.2% 100.0% 

% within aims2 23.8% 25.0% 32.1% 18.2% 25.9% 

% 01 Total 11.5% 7.1% 7.0% .3% 25.9% 

1987 Count 49 29 33 111 

% within yob 44.1% 26.1% 29.7% 100.0% 

% within aims2 15.8% 15.8% 23.6% 17.2% 

% 01 Total 7.6% 4.5% 5.1% 17.2% 

1988 Count 6 6 4 16 

% within yob 37.5% 37.5% 25.0% 100.0% 

% within aims2 1.9% 3.3% 2.9% 2.5% 

% 01 Total .9% .9% .6% 2.5% 

Total Count 311 184 140 11 646 

% within yob 48.1% 28.5% 21.7% 1.7% 100.0% 

% within aims2 100.0% 100.0% 100.0% 100.0% 100.0% 

% of Total 48.1% 28.5% 21.7% 1.7% 100.0% 
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iv) Relationship between year of birth and perceived benefits of the 

program 

X 2 = 130.50 (81) P < .05 * 

From the data presented in Table 4.106 there appears to be a 

relationship between the year of birth of students data (also viewed as 

chronological age) involved in programs and the types of perceived 

benefits teachers felt students derived from involvement in the programs. 

As in the case of the aims of the programs, the original response set for 

perceived benefits was quite large (Table 4.25). In the student group born 

between 1983 and 1988 (within the 12 - 17 year old age range), the usual 

age range for secondary school, the major benefits as perceived by 

teachers derived were considered to be across all of the four categories of 

social, motor, cognitive and behavioural skills. 

Four significant break points became obvious from the data 

presented in Table 4.106. 

• With the older group, born between 1983 and 1980 (the 17 + 
age range), a group outside of the normal age range for 
secondary school, it was found that the main benefits 
perceived by teachers appeared to be in the areas of social 
skills only. It could be conjectured that for this group cognitive 
skills were not seen as important as social skills, as these 
would be the main skills necessary for work training and 
vocational activities. This being seen as the major focus of 
programs for these students. 

• Those students born in 1984 (16 years old) had primarily three 
areas of focus identified, these being social, cognitive and 
motor skill benefits. 

• Those students born in 1985 (15 years old) had three areas of 
focus recorded, prima,rily behavioural skills (71.1 %), motor 
skills (27.3%) and a small number who comprised all 
categories (1.7%). 

• The youngest students, those born between 1986 and 1988, 
had aims that covered primarily all categories (100%). 
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Table 4.106 Cross tabulation of year of birth and perceived benefits by teachers 

Collapsed categories of benefits 

all 
social cognitive motor behavioural categories Total 

yob 1980 Count 1 1 

% within yob 100.0% 100.0% 

% within 
collapsed benefits .6% .2% 
categories 

% ofTotal .2% .2% 

1981 Count 4 4 

% within yob 100.0% 100.0% 

% within 
collapsed benefits 2.5% .7% 
categories 

% of Total .7% .7% 

1982 Count 45 45 

% within yob 100.0% 100.0% 

% within 
collapsed benefits 28.0% 8.3% 
categories 

% of Total 8.3% 8.3% 

1983 Count 58 58 

% within yob 100.0% 100.0% 

% within 
collapsed benefits 36.0% 10.6% 
categories 

% ofTotal 10.6% 10.6% 

1984 Count 53 51 19 123 

% within yob 43.1% 41.5% 15.4% 100.0% 

% within 
collapsedbenefits 32.9% 100.0% 36.5% 22.6% 
categories 

% ofTotal 9.7% 9.4% 3.5% 22.6% 

1985 Count 33 86 2 121 

% within yob 27.3% 71.1% 1.7% 100.0% 

% within 
collapsed benefits 63.5% 100.0% 1.0% 22.2% 
categories 

% of Total 6.1% 15.8% .4% 22.2% 

1986 Count 167 167 

% within yob 100.0% 100.0% 

% within 
collapsed benefits 85.6% 30.6% 
categories 

% of Total 30.6% 30.6% 

1987 Count 26 26 

% within yob 100.0% 100.0% 

% within 
collapsed benefits 13.3% 4.8% 
categories 

% of Total 4.8% 4.8% 

Totar Count 161 51 52 86 195 545 

% within yob 29.5% 9.4% 9.5% 15.8% 35.8% 100.0% 

% within 
collapsedbenefits 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 
categories 

% of Total 29.5% 9.4% 9.5% 15.8% 35.8% 100.0% 

a. Footnote Totals> N=358 as multiple responses recorded 
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v) Relationship between year of birth and type of program accessed 

X2 = 57.09 (27) p < .05 * 

From the results reflected in Table 4.107 it can be seen that the 

majority of students followed a modified form of mainstream program 

(54%). This was found to be consistent across all year of birth categories. 

Only a relatively small number of students (35.8%) followed a normal 

mainstream program with a very small group (10 %) following an 

individualised program. The majority of students involved in a modified 

form of mainstream program were born between the years of 1984 and 

1987 represented by 4 age bands; 13 years old (18%), 14 years old (21%), 

15 years old (19%) and 16 years old (15%). Within the mainstream 

program group the majority of students 73% were born between 1984 and 

1986. (14 - 16 years old age range). Within the individualised program 

group the students were mainly within the older groups, those born in 

1982 and 1986 (the 14 and 18 years old) bracket with the older of these 

two having the larger number of students recorded. 

Overall there was a relationship between year of birth of the 

students and the type of program they accessed, this being particularly 

evident in the modified mainstream where students following this type of 

program were in the age bracket that would place them in the first four 

years of secondary school. From the data in Table 4.107 three distinct 

trends emerged relative to program type and year of birth. 

1. There was a trend to~ards a decline in participation in 

mainstream programs as the students became older. 

2. There was a trend towards an increase in participation in 

modified mainstream programs as the students became older 

and, 

3. There was a trend towards more individualised programs as 

the students became older. 
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Table 4.107 Cross tabulation of year of birth and program types 

Program types 

mainstream: No 
mainstream modified individualised Response Total 

Year 1980 Count 1 

01 %withinYOB 100.0% 100.0% 
birth 

% within Program type .8% .3% 

% 01 Total .3% .3% 

1981 Count 2 2 4 

%withinYOB 50.0% 50.0% 100.0% 

% within Program type 1.6% 1.0% 1.1% 

% 01 Total .6% .6% 1.1% 

1982 Count 7 12 10 29 

% within YOB 24.1% 41.4% 34.5% 100.0% 

% within Program type 5.5% 6.3% 27.0% 8.1% 

% 01 Total 2.0% 3.4% 2.8% 8.1% 

1983 Count 8 17 6 31 

% within YOB 25.8% 54.8% 19.4% 100.0% 

% within Program type 6.3% 8.9% 16.2% 8.7% 

% oITotal 2.2% 4.7% 1.7% 8.7% 

1984 Count 29 28 8 65 

%withinYOB 44.6% 43.1% 12.3% 100.0% 

% within Program type 22.7% 14.6% 21.6% 18.2% 

% oITotal 8.1% 7.8% 2.2% 18.2% 

1985 Count 30 37 6 74 

%withinYOB 40.5% 50.0% 8.1% 1.4% 100.0% 

% within Program type 23.4% 19.3% 16.2% 100.0% 20.7% 

% 01 Total 8.4% 10.3% 1.7% .3% 20.7% 

1986 Count 34 40 6 80 

% withinYOB 42.5% 50.0% 7.5% 100.0% 

% within Program type 26.6% 20.8% 16.2% 22.3% 

% 01 Total 9.5% 11.2% 1.7% 22.3% 

1987 Count 16 35 51 

% within YOB 31.4% 68.6% 100.0% 

% within Program type 12.5% 18.2% 14.2% 

% oITotal 4.5% 9.8% 14.2% 

1988 Count 4 6 

%withinYOB 16.7% 66.7% 16.7% 100.0% 

% within Program type .8% 2.1% 2.7% 1.7% 

% 01 Total .3% 1.1% .3% 1.7% 

Totala Count 128 192 37 358 

% within YOB 35.8% 53.6% 10.3% .3% 100.0% 

% within Program type 100.0% 100.0% 100.0% 100.0% 100.0% 

% 01 Total 35.8% 53.6% 10.3% .3% 100.0% 

a. Footnote No response N=17 4.7% 
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vi) Relationship between year of birth and formal assessment 

X 2 = 41.20 (18) P < .05 * # 

Within the sample there was a relationship between the Year of 

Birth of students and whether or not they had any formal assessment 

within their inclusion program (Table 4.108). There was not a very large 

difference noted between whether or not formal assessment was 

undertaken (51 % yes and 48% no). However, within a group born 

between 1984 and 1987 (within the 13-16 years age range) the majority of 

the students did have formal assessment procedures in place. This was a 

similar range to that found in the previous grouping regarding the type of 

program accessed. The cohort of students born in 1986 (14-years of age) 

was the largest group to have formal assessment incorporated as part of 

their program. The was a trend where the older the students, the less 

likely they were involved in programs that had a formal assessment 

component. 

vii) Relationship between year of birth and funding sources 

X2 = 57.99 (36) P < .05 * 

The majority of funding was school based in origin (74.3%) with 

some form of external grant funding source being a long way behind 

(12.6%) (Table 4.109). The majority of funding appears to have been 

directed to the large groups of students born in the years from 1984 to 

1987 (in the age range 13 -16 years old, the junior and middle years of 

secondary schooling). By far the largest single group by year of birth to 

receive funding were the students born in 1986 (the 14 year old age 

group) with the next closest group, those born in 1987 (30%). 

Within the year of birth category it appears that the students born 

between 1984 and 1987 received the bulk of the funding. 
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Table 4.108 Cross tabulation of year of birth and formal assessment 

Formal assessment status 

No 
Year of Birth yes no Response Total 

1980 Count 1 

% within Year of birth 100.0% 100.0% 

% within assessment .6% .3% 

1981 Count 4 4 

% within Year of birth 100.0% 100.0% 

% within assessment 2.3% 1.1% 

1982 Count 11 18 29 

% within Year of birth 37.9% 62.1% 100.0% 

% within assessment 6.0% 10.5% 8.1% 

1983 Count 15 15 31 

% within Year of birth 48.4% 48.4% 3.2% 100.0% 

% within assessment 8.2% 8.8% 33.3% 8.7% 

1984 Count 36 28 65 

% within Year of birth 55.4% 43.1% 1.5% 100.0% 

% within assessment 19.6% 16.4% 33.3% 18.2% 

1985 Count 35 38 74 

% within Year of birth 47.3% 51.4% 1.4% 100.0% 

% within assessment 19.0% 22.2% 33.3% 20.7% 

1986 Count 47 33 80 

% within Year of birth 58.8% 41.3% 100.0% 

% within assessment 25.5% 19.3% 22.3% 

1987 Count 35 16 51 

% within Year of birth 68.6% 31.4% 100.0% 

% within assessment 19.0% 9.4% 14.2% 

1988 Count 5 6 

% within Year of birth 83.3% 16.7% 100.0% 

% within assessment 2.7% .6% 1.7% 

Totajll Count 184 171 3 358 

% within Year of birth 51.4% 47.8% .8% 100.0% 

% within assessment 100.0% 100.0% 100.0% 100.0% 

a. No response n:;17 4.7% 
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Table 4.109 Cross tabulation of year of birth and funding sources 

Funding sources 

school external other comb: 
Year of birth funded grant source school/external Not funded Total 

1980 Count 1 

% within year of birth 100.0% 100.0% 

% within Funding sources .4% .3% 

1981 Count 4 4 

% within year of birth 100.0% 100.0% 

% within Funding sources 1.5% 1.1% 

1982 Count 22 4 2 29 

% within year of birth 75.9% 13.8% 3.4% 6.9% 100.0% 

% within Funding sources 8.3% 8.9% 4.5% 13.3% 8.1% 

1983 Count 25 4 31 

% within year of birth 80.6% 12.9% 3.2% 3.2% 100.0% 

% within Funding sources 9.4% 8.9% 4.5% 6.7% 8.7% 

1984 Count 45 11 5 2 2 65 

% within year of birth 69.2% 16.9% 7.7% 3.1 % 3.1% 100.0% 

% within Funding sources 16.9% 24.4% 22.7% 13.3% 20.0% 18.2% 

1985 Count 55 10 8 74 

% with in year of birth 74.3% 13.5% 10.8% 1.4% 100.0% 

% within Funding sources 20.7% 22.2% 36.4% 10.0% 20.7% 

1986 Count 57 12 3 4 4 80 

% within year of birth 71.3% 15.0% 3.8% 5.0% 5.0% 100.0% 

% within Funding sources 21.4% 26.7% 13.6% 26.7% 40.0% 22.3% 

1987 Count 38 4 3 3 3 51 

% within year of birth 74.5% 7.8% 5.9% 5.9% 5.9% 100.0% 

% within Funding sources 14.3% 8.9% 13.6% 20.0% 30.0% 14.2% 

1988 Count 2 3 6 

% within year of birth 33.3% 16.7% 50.0% 100.0% 

% within Funding sources .8% 4.5% 20.0% 1.7% 

Tota~ Count 266 45 22 15 10 358 

% within year of birth 74.3% 12.6% 6.1% 4.2% 2.8% 100.0% 

% within Funding sources 100.0% 100.0% 100.0% 100.0% 100.0% 100.0% 

a. No response n:17 4.7% 

In summary: 

From the data it appears that age of the students (represented as 

year of birth) has a positive correlation with the specific variables 

examined. The year of birth of students involved in part-time inclusion is 

a factor of influence relative to the program characteristics outlined. 
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The gender of the students involved in part-time inclusion is a significant 

determinant. From the data the following three statistically significant 

relationships were found. 

viii) Relationship between Gender and the aims of the program 

X2 = 20.22 (10) P < .05 * 

Three major groupings became evident when the aims were 

examined in relation to gender. These were those that were: 

i) purely social aims, 

ii) grouped as social and behavioural aims, 

iii) grouped as social/ academic and behavioural aims. 

From the data (Table 4. 110) there are a higher number of females 

undertaking part-time inclusion for social reasons than their male 

counterparts. The male popUlation were found to be undertaking 

inclusion primarily for three reasons: social, academic and behavioural 

with no clear individual category identified from the data. 

ix) Relationship between gender and benefits of program involvement 

X2 = 24.64 (9) P < .05 * 

From the data there is a relationship between the gender of 

students and the perceived benefits derived from the program (Table 

4.111). A noteworthy result was that 21 % of females primarily derived 

benefits as perceived by their teachers, to be of a social nature from part

time inclusion participation. However, it was perceived that both sexes 

gained overall benefit in the four areas outlined, social, motor, cognitive 

and behavioural. 
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Table 4.110 Cross tabulation of gender and aims of the program 

GENDER 

Aim of inclusion male female Total 

social Count 44 40 84 

% within Aim of inclusion 52.4% 47.6% 100.0% 

% within Gender 19.4% 30.5% 23.5% 

academic Count 13 6 19 

% within Aim of inclusion 68.4% 31.6% 100.0% 

% within Gender 5.7% 4.6% 5.3% 

other Count 7 7 

% within Aim of inclusion 100.0% 100.0% 

% within Gender 3.1% 2.0% 

combination of social and Count 34 23 57 
academic % within Aim of inclusion 59.6% 40.4% 100.0% 

% within Gender 15.0% 17.6% 15.9% 

combination of social and Count 53 21 74 
behaviour % within Aim of inclusion 71.6% 28.4% 100.0% 

% within Gender 23.3% 16.0% 20.7% 

combination of social and Count 
other % with'in Aim of inclusion 100.0% 100.0% 

% within Gender .8% .3% 

combination of academic Count 
and behavioural % within Aim of inclusion 100.0% 100.0% 

% within Gender .4% .3% 

combination of social, Count 73 37 110 
academic and behaviour % within Aim of inclusion 66.4% 33.6% 100.0% 

% within Gender 32.2% 28.2% 30.7% 

combination of social, Count 1 
behaviour and other % within Aim of inclusion 100.0% 100.0% 

% within Gender .4% .3% 

combination of social, Count 
academic and other % within Aim of inclusion 100.0% 100.0% 

% within Gender .4% .3% 

Totala Count 227 131 358 

% within Aim of inclusion 63.4% 36.6% 100.0% 

% within Gender 100.0% 100.0% 100.0% 

a. No response n=3 0.8% 
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Table 4.111 Cross tabulation of gender and· program benefits 

GENDER 

Perceived benefits male female Total 

social Count 13 27 40 

% within Perceived 
32.5% 67.5% 100.0% 

benefits 

% within Gender 5.7% 20.6% 11.2% 

cognitive Count 

% within Perceived 
100.0% 100.0% 

benefits 

% within Gender .4% .3% 

all categories Count 127 68 195 

% within Perceived 
65.1% 34.9% 100.0% 

benefits 

% within Gender 55.9% 51.9% 54.5% 

combination of social Count 5 6 
and motor % within Perceived 

benefits 
83.3% 16.7% 100.0% 

% within Gender 2.2% .8% 1.7% 

combination of social Count 16 7 23 
and cognitive % within Perceived 

benefits 
69.6% 30.4% 100.0% 

% within Gender 7.0% 5.3% 6.4% 

combination of social Count 18 9 27 
and behavioural % within Perceived 

benefits 
66.7% 33.3% 100.0% 

% within Gender 7.9% 6.9% 7.5% 

combination of social, Count 3 4 7 
motor and cognitive % within Perceived 

benefits 
42.9% 57.1% 100.0% 

% within Gender 1.3% 3.1% 2.0% 

combination of social, Count 30 8 38 
motor and behavioural % within Perceived 

benefits 
78.9% 21.1% 100.0% 

% within Gender 13.2% 6.1% 10.6% 

combination of motor and Count 
behavioural % within Perceived 

benefits 
100.0% 100.0% 

% within Gender .4% .3% 

combination of social, Count 13 7 20 
cognitive and behaviour % within Perceived 

benefits 
65.0% 35.0% 100.0% 

% within Gender 5.7% 5.3% 5.6% 

Total Count 227 131 358 

% within Perceived 
63.4% 36.6% 100.0% benefits 

% withir;! Gender 100.0% 100.0% 100.0% 
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x) Relationship between gender and program type followed 

X2=9.01(3) p<.05* 

From the data (Table 4. 112) within the group of students 

following mainstream programs there were a higher proportion of males to 

females. Within the modified mainstream programs the gender balance 

was fairly even (52% / 56%). However, within individualised programs 

there were again more females involved. 

Table 4.112 Cross tabulation of gender and program type 

Gender 

Program type male female Total 

mainstream Count 91 37 128 

% within Program type 71.1% 28.9% 100.0% 

% within GENDER 40.1% 28.2% 35.8% 

mainstream: modified Count 118 74 192 

% within Program type 61.5% 38.5% 100.0% 

% within GENDER 52.0% 56.5% 53.6% 

individualised Count 17 20 37 

% within Program type 45.9% 54.1% 100.0% 

% within GENDER 7.5% 15.3% 10.3% 

Total"' Count 227 131 358 

% within Program type 63.4% 36.6% 100.0% 

% within GENDER 100.0% 100.0% 100.0% 

a. No response n=1 0.3% 

In summary 

From the results gender has a significant effect, particularly in 

relation to the aims and perceived benefits of programs as well as the type 

of program students are involved in. 
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Degree of disability Relationships 

Introduction: 

The degree of disability of the students involved in part-time inclusion is 

seen to be the most significant determinant from the survey data. From 

the data the following ten (xi - xX) statistically significant relationships 

were found to exist. 

xi) Relationship between degree of disability and subjects accessed 

X 2 = 29.00 (9) P < .05 * 

From Table 4.113 it can be seen that eighty percent of students 

with a mild disability accessed non-academic subjects and only 16% 

accessed both academic and non-academic subjects. In the case of 

students with a moderate degree of disability 80% also accessed non

academic subjects. These findings are significant, as anecdotally and 

historically it would be assumed that is the students with a mild degree of 

disability who would in the main have accessed more academic SUbjects. 

An interesting anomaly was the high percentage of students with a 

severe degree of disability who had accessed both academic and non

academic subjects (30%). However, 54% of this group accessed 

predominantly non-academic subjects. The students with multiple degree 

of disability only accessed non-academic subjects, but there are 

interesting patterns regarding access to academic subjects that require 

further investigation. Some were involved in academic subjects; however, 

more specific detail has not be derived from the current study. 

From the results the majority of students involved in part-time 

inclusion programs across Australia irrespective of their degree of 

disability are accessing predominantly non-academic subjects. 
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xii) Relationship between the degree of disability of students and total 

time in part-time inclusion per week 

X2 = 12.31 (3) P < .05 * 

From the analysis of data presented in Table 4.114 the majority of 

students irrespective of their recorded degree of disability were accessing 

programmes primarily for periods of time less than 1 day per week. The 

majority of students with either a mild or moderate degree of disability 

were accessing programs in time periods of part days and periods of time 

primarily less than 1 day per week as well. 

Table 4.113 Cross tabulation of degree of disability and subjects accessed 

Degree of disability 

Subject type mild moderate severe multiple Total 

academic Count 5 10 8 23 

% within subject 
21.7% 43.5% 34.8% 100.0% type 

% within degree 
3.4% 6.4% 16.0% 6.4% category 

non academic Count 118 133 27 4 282 

% within subject 
41.8% 47.2% 9.6% 1.4% 100.0% type 

% within degree 
80.3% 84.7% 54.0% 100.0% 78.8% category 

both Count 24 13 15 52 

% within subject 
46.2% 25.0% 28.8% 100.0% type 

% within degree 
16.3% 8.3% 30.0% 14.5% category 

Totafl Count 147 157 50 4 358 

% within subject 
41.1% 43.9% 14.0% 1.1% 100.0% type 

% within degree 
100.0% 100.0% 100.0% 100.0% 100.0% category 

a. No response n-=1 0.3% 
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Table 4.114 Cross tabulation of degree of disability and total time on inclusion 

Degree of disability 

Total time mild moderate severe multiple Total 

1/4 day or less 1 period 13 17 3 33 

8.8% 10.8% 6.0% 9.2% 

2 periods 22 26 6 3 57 

15.0% 16.6% 12.0% 75.0% 15.9% 

1 double 5 3 8 
period 3.4% 1.9% 2.2% 

1/4·112 day 3 periods 15 12 28 

10.2% 7.6% 2.0% 7.8% 

4 periods 8 10 6 24 

5.4% 6.4% 12.0% 6.7% 

0.5 days 2 14 6 23 

1.4% 8.9% 12.0% 25.0% 6.4% 

Greater than 1/2 5 periods 8 7 15 
day and equal to 1 5.4% 4.5% 4.2% 
day 

6 periods 14 3 18 

9.5% 1.9% 2.0% 5.0% 

7 periods 4 4 

2.5% 1.1% 

8 periods 25 10 3 38 

17.0% 6.4% 6.0% 10.6% 

1 day 7 3 11 21 

4.8% 1.9% 22.0% 5.9% 

Greater than 1 day 9 periods 24 24 
and less than 1/2 
week 

15.3% 6.7% 

10 2 2 
periods 1.4% .6% 

12 3 
periods .7% .6% 2.0% .8% 

13 
periods .6% .3% 

15 2 2 
periods 1.4% .6% 

1.5 days 5 6 

3.4% .6% 1.7% 

2 days 5 4 6 15 

3.4% 2.5% 12.0% 4.2% 

2.5 days 2 8 11 

1.4% 5.1% 2.0% 3.1% 

3 days 2 2 
p/fortnight 1.3% .6% 

More than 1/2 week 3 days 4 3 3 10 

2.7% 1.9% 6.0% 2.8% 

4 days 3 5 

.7% 1.9% 2.0% 1.4% 

4.5 days 

.7% .3% 

5 days 2 

.6% 2.0% .6% 

Alternate 5 5 
weeks 3.4% 1.4% 

Total 147 157 50 4 358 

.100.0% 100.0% 100.0% 100.0% 100.0% 
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xiii) Relationship between the degree of disability of students and support 

status 

X2 = 20.25 (6) P < .05 * 

The majority of students irrespective of the degree of their 

disability from the sample are supported in part-time inclusion programs. 

Of those students who are unsupported, and who access classes 

independently the majority were identified as having a mild degree of 

disability (Table 4.115). 

xiv) Relationships between the degree of disability of students and type of 

support provided 

X 2 = 31.72 (12) P < .05 * 

There is a relationship between the type of support provided and 

the degree of disability of students in the sample (Table 4.116). The major 

support was provided by a teacher assistant/ aide, and this was true 

across all degrees of disability. In the case of a teacher as the support 

person they were more likely to be with students with a severe degree of 

disability and their degree of support decreased as the degree of disability 

lessened. An interesting point was that 28% of students with a severe 

degree of disability had no support and accessed programs 

independently. 
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Table 4.115 Cross tabulation of degree of disability and support status 

Degree of disability 

mild moderate severe multiple Total 

Support supported Count 97 133 36 4 270 
status % within Support status 35.9% 49.3% 13.3% 1.5% 100.0% 

% within DEGREE 66.0% 84.7% 72.0% 100.0% 75.4% 

unsupported Count 45 24 1.4 83 

% within Support status 54.2% 28.9% 16.9% 100.0% 

% within DEGREE 30.6% 15.3% 28.0% 23.2% 

Both supported Count 5 5 
lunsupported % within Support status 100.0% 100.0% 

% within DEGREE 3.4% 1.4% 

Total Count 147 157 50 4 358 

% within Support status 41.1% 43.9% 14.0% 1.1% 100.0% 

% within DEGREE 100.0% 100.0% 100.0% 100.0% 100.0% 

Table 4.116 Cross tabulation of degree of disability and type of support 

Degree of disability 

Type of support mild moderate severe multiple Total 

Teacher Assistant/aide Count 80 98 25 4 207 

% within Type of support 38.6% 47.3% 12.1% 1.9% 100.0% 

% within DEGREE 54.4% 62.4% 50.0% 100.0% 57.8% 

Teacher Count 8 11 6 25 

% ~ithin Type of support 32.0% 44.0% 24.0% 100.0% 

% within DEGREE 5.4% 7.0% 12.0% 7.0% 

Inclusion Support Count 14 16 30 
Assistant/aide % within Type of support 46.7% 53.3% 100.0% 

% within DEGREE 9.5% 10.2% 8.4% 

Other: Count 8 5 13 

% within Type of support 61.5% 38.5% 100.0% 

% within DEGREE 5.1% 10.0% 3.6% 

N/A Count 45 24 14 83 

% within Type of support 54.2% 28.9% 16.9% 100.0% 

% within DEGREE 30.6% 15.3% 28.0% 23.2% 

Total Count 147 157 50 4 358 

% within Type of support 41.1% 43.9% 14.0% 1.1% 100.0% 

% within DEGREE 100.0% 100.0% 100.0% 100.0% 100.0% 
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xv) Relationships between the degree of disability of students and the 

aims of the program 

X2 = 86.13 (30) p < .05 * 

From analysis of the data (Table 4.117) it was found that the aims 

set for students ( across all degrees of disability areas) were primarily in 

the areas of socialj academic and behavioural areas. Those with a mild 

degree of disability tended to have more emphasis in the social and 

academic areas. Those students with a moderate degree of disability 

tended to have an emphasis more in the social areas. The severe category 

however, tended more towards the social and behavioural areas. 

Interestingly, from the results the students identified as having a multiple 

disability were similar to the student sample with a mild degree of 

disability in regard to the aims of their inclusion programs. 

xvi) Relationships between the degree of disability of students and the 

perceived benefits of program involvement 

X2 = 73.35 (27) P < .05 * 

The major benefits as perceived by teachers were seen to be 

primarily derived from across all four areas outlined, these being the 

social, motor, cognitive and behavioural areas and were considered valid 

across all degrees of disability category (Table 4.118). It can be reasonably 

stated that from the results part~time inclusion is of benefit across all 

areas for students irrespective of the degree of their disability. 
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Table 4.117 Cross tabulation of degree of disability and program aims 

Degree of disability 

Aim of inclusion mile;! moderate severe multiple Total 

social Count 14 58 11 1 84 

% within Aim of inclusion 16.7% 69.0% 13.1% 1.2% 100.0% 

% within Degree 9.5% 36.9% 22.0% 25.0% 23.5% 

academic Count 17 19 

% within Aim of inclusion 89.5% 5.3% 5.3% 100.0% 

% within Degree 11.6% .6% 2.0% 5.3% 

other Count 6 7 

% within Aim of inclusion 85.7% 14.3% 100.0% 

% within Degree 4.1% 2.0% 2.0% 

comb: social/academic Count 33 20 4 57 

% within Aim of inclusion 57.9% 35.1% 7.0% 100.0% 

% within Degree 22.4% 12.7% 8.0% 15.9% 

comb: social/behavioural Count 27 27 20 74 

% within Aim of inclusion 36.5% 36.5% 27.0% 100.0% 

% within Degree 18.4% 17.2% 40.0% 20.7% 

comb: social/other Count 

% within Aim of inclusion 100.0% 100.0% 

% within Degree .7% .3% 

comb: academiclbehavioural Count 

% within Aim of inclusion 100.0% 100.0% 

% within Degree 2.0% .3% 

comb: Count 45 50 12 3 110 
social/academiclbehavioural % within Aim of inclusion 40.9% 45.5% 10.9% 2.7% 100.0% 

% within Degree 30.6% 31.8% 24.0% 75.0% 30.7% 

comb: soclbehav/other Count 

% within Aim of inclusion 100.0% 100.0% 

% within Degree .6% .3% 

comb: soclacad/other Count 

% within Aim of inclusion 100.0% 100.0% 

% within Degree .7% .3% 

Totala Count 147 157 50 4 358 

% within Aim of inclusion 41.1% 43.9% 14.0% 1.1% 100.0% 

% within Degree 100.0% 100.0% 100.0% 100.0% 100.0% 

a. No response n=3 0.8% 
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Table 4.118 Cross tabulation of degree of disability and perceived benefits 

Degree of disability 

Perceived benefits mild moderate severe multiple Total 

social Count 11 19 9 1 40 

% within Perceived 
27.5% 47.5% 22.5% 2.5% 100.0% benefits 

% within Degree 7.5% 12.1% 18.0% 25.0% 11.2% 

cognitive Count 

% within Perceived 
100.0% 100.0% benefits 

% within Degree 2.0% .3% 

all categories Count 101 78 13 3 195 

% within Perceived 
51.8% 40.0% 6.7% 1.5% 100.0% benefits 

% within Degree 68.7% 49.7% 26.0% 75.0% 54.5% 

comb: social/motor Count 2 2 2 6 

% within Perceived 
33.3% 33.3% 33.3% 100.0% benefits 

% within Degree 1.4% 1.3% 4.0% 1.7% 

comb: social/cognitive Count 12 8 3 23 

% within Perceived 
52.2% 34.8% 13.0% 100.0% benefits 

% within Degree 8.2% 5.1% 6.0% 6.4% 

comb: social/behavioural Count 4 12 11 27 

% within Perceived 
14.8% 44.4% 40.7% 100.0% 

benefits 

% within Degree 2.7% 7.6% 22.0% 7.5% 

comb: Count 5 2 7 
social/motor/cog nitive % within Perceived 

benefits 
71.4% 28.6% 100.0% 

% within Degree 3.4% 1.3% 2.0% 

comb: Count 2 28 8 38 
soc/motor/behavioural % within Perceived 

benefits 5.3% 73.7% 21.1% 100.0% 

% within Degree 1.4% 17.8% 16.0% 10.6% 

comb: motor/behavioural Count 

% within Perceived 
100.0% 100.0% 

benefits 

% within Degree .6% .3% 

comb: Count 10 7 3 20 
soc/cog/behavioural % within Perceived 

benefits 50.0% 35.0% 15.0% 100.0% 

% within Degree 6.8% 4.5% 6.0% 5.6% 

Total Count 147 157 50 4 358 

% within Perceived 
41.1% 43.9% 14.0% 1.1% 100.0% 

benefits 

% within Degree 100.0% 100.0% 100.0% 100.0% 100.0% 
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xvii) Relationships between the degree of disability of students and the 

program type followed 

X2 = 29.10 (9) p<.05* 

From the data (Table 4.119) it can be seen that the majority of 

students with mild, moderate and severe degree were engaged in a 

modified mainstream program. It was found that the majority of students 

with a mUltiple degree of disability were engaged in a mainstream 

program with no adaptations. And only one student followed an 

individualised program. These results are contradictory to expected 

patterns and require further investigation. 

xviii) Relationships between the ~egree of disability of students and 

formal assessment undertaken 

X2 = 16.09 (6) p< .05 * 

From the results of the analysis of the data (Table 4.120) it was 

found that the majority of students irrespective of the degree of disability 

had some form of formal assessment in their inclusion programs. 

However, one group did not; the majority of students with a moderate 

degree of disability did not have any form of formal assessment included 

in their programs. 

Findings and Discussions 



Part-time Inclusion 259 

Table 4.119 Cross tabulation of degree of disability and program type 

Degree of disability 

Program type mild moderate severe multiple Total 

mainstream Count 57 53 15 3 128 

% within Program type 44.5% 41.4% 11.7% 2.3% 100.0% 

% within DEGREE 38.8% 33.8% 30.0% 75.0% 35.8% 

mainstream: modified Count 86 84 22 192 

% within Program type 44.8% 43.8% 11.5% 100.0% 

% within DEGREE 58.5% 53.5% 44.0% 53.6% 

individualised Count 4 19 13 37 

% within Program type 10.8% 51.4% 35.1% 2.7% 100.0% 

% within DEGREE 2.7% 12.1% 26.0% 25.0% 10.3% 

Totaf3 Count 147 157 50 4 358 

% within Program type 41.1% 43.9% 14.0% 1.1% 100.0% 

% within DEGREE 100.0% 100.0% 100.0% 100.0% 100.0% 

a. No response n=1 0.3% 

Table 4.120 Cross tabulation of degree of disability and formal assessment 

Degree of disability 

Formal assessment status mild moderate severe multiple Total 

yes Count 87 63 31 3 184 

% within Formal 
47.3% 34.2% 16.8% 1.6% 100.0% 

assessment status 

% within Degree 59.2% 40.1% 62.0% 75.0% 51.4% 

no Count 59 93 18 171 

% within Formal 
34.5% 54.4% 10.5% .6% 100.0% 

assessment status 

% within Degree 40.1% 59.2% 36.0% 25.0% 47.8% 

Totala Count 147 157 50 4 358 

% within Formal 
41.1% 43.9% 14.0% 1.1% 100.0% 

assessment status 

% within Degree 100.0% 100.0% 100.0% 100.0% 100.0% 

a. No response n=3 0.8% 
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xix} Relationships between the degree of disability of students and 

funding 

X2 = 125.18 (12) p<.05 * # 

The majority of funding for all students across all degrees of 

disability was from within their special school (Table 4.121). External 

grant funding was primarily for students with a mild or moderate degree 

of disability. Twenty percent of students with a severe degree of disability 

did not have any funding for their programs. Funding irrespective of its 

source was primarily directed to students with either a mild or moderate 

degree of disability. 

Table 4.121 Cross tabulation of degree of disability and funding sources 

Degree of disability 

Funding sources mild moderate severe multiple Total 

school funded Count 119 121 22 4 266 

% within Funding sources 44.7% 45.5% 8.3% 1.5% 100.0% 

% within Degree 81.0% 77.1% 44.0% 100.0% 74.3% 

external grant Count 24 21 45 

% within Funding sources 53.3% 46.7% 100.0% 

% within Degree . 16.3% 13.4% 12.6% 

other source Count 4 10 8 22 

% within Funding sources 18.2% 45.5% 36.4% 100.0% 

% within Degree 2.7% 6.4% 16.0% 6.1% 

comb: school/external Count 5 10 15 

% within Funding sources 33.3% 66.7% 100.0% 

% within Degree 3.2% 20.0% 4.2% 

Not funded Count 10 10 

% within Funding sources 100.0% 100.0% 

% within Degree 20.0% 2.8% 

Total Count 147 157 50 4 358 

% within Funding sources 41.1% 43.9% 14.0% 1.1% 100.0% 

% within Degree 100.0% 100.0% 100.0% 100.0% 100.0% 
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xx) Relationships between degree of disability of students and dual 

enrolment 

X2 = 51.02 (6) p< .05 * # 

The degree of a student's disability is significant in relation to 

dual enrolment status in the study population in question (Table 4.122). 

The majority of students with a mild degree of disability from the sample 

(56%), had dual enrolment. The majority of students with a moderate 

degree of disability (80%) and those with a severe degree of disability 

(60%) did not. 

Table 4.122 Cross tabulation of degree of disability and dual enrolment 

Dual enrolment 
Degree of disability 

status mild moderate severe multiple Total 

yes Count 82 31 19 132 

% within Dual enrolment 
62.1% 23.5% 14.4% 100.0% 

status 

% within Degree 55.8% 19.7% 38.0% 36.9% 

no Count 65 126 30 4 225 

% within Dual enrolment 
28.9% 56.0% 13.3% 1.8% 100.0% 

status 

% within Degree 44.2% 80.3% 60.0% 100.0% 62.8% 

Tota)'! Count 147 157 50 4 358 

% within Dual enrolm'ent 
41.1% 43.9% 14.0% 1.1% 100.0% 

status 

% within Degree 100.0% 100.0% 100.0% 100.0% 100.0% 

a. No response n=1 0.3% 

In summary: 

The degree of disability is a significant factor in the results for 

part-time inclusion. It is the only demographic variable that was 

significant across all the program characteristics. Data was unexpected 

but provided insights into the variety of programs a wide range of 

students were accessing. 
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Disability type Relationships 

Introduction: 

The type of disability of the students involved in part-time inclusion was a 

significant factor. From the data the following six (xxi - xxvi) statistically 

significant relationships were found to exist. 

xxi) Relationships between type of disability of students and the subjects 

accessed 

X2 = 24.87 (3) P < .05 * 

It was found that the type of disability recorded for a student and 

the subjects they accessed were related (Table 4.123). Eighty six percent 

of students with an intellectual disability and 64% of the cohort of 

students with other identified disability types accessed non-academic 

subjects. This confirmed previously anecdotal evidence and discussions of 

the past that the preferred and most suitable subject mix for students 

with disabilities is one where the emphasis appears to be non-academic 

in origin, irrespective of the degree or type of disability of students. 

Twenty eight percent of students with disabilities other than intellectual 

in nature accessed a combination of both academic and non-academic 

SUbjects. 

From the results the majority of students with both intellectual 

and other disability types involved in part-time inclusion programs across 

Australia are accessing predominantly non-academic SUbjects. 
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Table 4.123 Cross tabulation of disability type and subject categories 

recodedisability 

Other 
subject intellectual disal;Jility 
categories disability type Total 

academic Count 14 9 23 

% within subject 
60.9% 39.1% 100.0% 

category 

% within recoded 
5.7% 8.0% 6.4% 

disability type 

non academic Count 210 72 282 

% within subject 
74.5% 25.5% 100.0% 

category 

% within recoded 
85.4% 64.3% 78.8% 

disability type 

both Count 21 31 52 

% within subject 
40.4% 59.6% 100.0% 

category 

% within recoded 
8.5% 27.7% 14.5% 

disability type 

Totala Count 246 112 358 

% within subject 
68.7% 31.3% 100.0% 

category 

% within recoded 
100.0% 100.0% 100.0% 

disability type 

a. No response n=1 0.3% 

xxii) Relationships between type of disability of students and the type of 

support provided. 

X 2 = 38.49 (4) p<.05 * 

From the results (Table 4.124) there was a relationship between 

disability type and the type of support received by students. From the 

results it can be seen that the majority of students who worked with 

teacher assistants (including inclusion support assistants) and teachers 

were identified as having an intellectual disability. However, the majority 

of students who were accessing classes independentlY also had an 

intellectual disability. 
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Table 4.124 Cross tabulation of type of disability and type of support 

recodedisabiHty 

Other 
disability 

Type of support intellectual type Total 

Teacher Assistant/aide Count 154 53 207 

% within Type of support 74.4% 25.6% 100.0% 

% within recoded 
62.6% 47.3% 57.8% 

disability type 

Teacher Count 17 8 25 

% within Type of support 68.0% 32.0% 100.0% 

% within recoded 
6.9% 7.1% 7.0% 

disability type 

Inclusion Support Count 8 22 30 
Assistant/aide % within Type of support 26.7% 73.3% 100.0% 

% within recoded 
3.3% 19.6% 8.4% 

disability type 

Other: Count 4 9 13 

% within Type of support 30.8% 69.2% 100.0% 

% within recoded 
1.6% 8.0% 3.6% 

disability type 

N/A Count 63 20 83 

% within Type of support 75.9% 24.1% 100.0% 

% within recoded 
25.6% 17.9% 23.2% 

disability type 

Total Count 246 112 358 

% within Type of support 68.7% 31.3% 100.0% 

% within recoded 
100.0% 100.0% 100.0% 

disability type 
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xxiii) Relationships between type of disability of students and the aims of 

the program 

X 2 = 24.78 (10) p<.05 * 

The aims set for the majority of students irrespective of the type of 

disability they had were seen to fall within the three main areas of social, 

academic and behavioural skills (Table 4.125). Students having an 

intellectual disability appeared to have more emphasis placed in the 

social areas and those students identified as having other disability types 

had more emphasis in the social and behavioural areas. This latter group 

comprised disabling conditions that may require more emphasis in 

behaviour management areas such as Aspergers Syndrome, ADD and 

Conduct disorder and may explain the mix of aims and the reasoning 

behind their choice. 

xxiv) Relationships between type of disability of students and the benefits 

of the program 

X 2 = 31.27 (9) p< .05* 

From analysis of the data (Table 4 .126) results found in the 

previous data set in regard to aims were the same as the teacher 

perceived benefits of participation as well. 

xxv) Relationships between type of disability of students and the program 

type followed 

X 2 = 15.94 (3) p< .05 * # 

The majority of students irrespective of their disability type were 

primarily involved in modified mainstream programs (Table 4.127). 
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Table 4.125 Cross tabulation of type of disability and teacher perceived aims of 

inclusion 

recoded disability type 

Other 
disability 

Aim of inclusion intellectual type Total 

social Count 66 18 84 

% within Aim of inclusion 78.6% 21.4% 100.0% 

% within recoded 
26.8% 16.1% 23.5% 

disability type 

academic Count 16 3 19 

% within Aim of inclusion 84.2% 15.8% 100.0% 

% within recoded 
6.5% 2.7% 5.3% 

disability type 

other Count 7 7 

% within Aim of inclusion 100.0% 100.0% 

% within receded 
2.8% 2.0% 

disability type 

combination of social and Count 40 17 57 
academic % within Aim of inclusion 70.2% 29.8% 100.0% 

% within recoded 
16.3% 15.2% 15.9% 

disability type 

combination of social and Count 42 32 74 
behavioural % within Aim of inclusion 56.8% 43.2% 100.0% 

% within receded 
17.1% 28.6% 20.7% 

disability type 

combination of social and Count 
other % within Aim of inclusion 100.0% 100.0% 

% within recoded 
.4% .3% disability type 

combination of academic Count 
and behavioural % within Aim of inclusion 100.0% 100.0% 

% within receded 
.9% .3% disability type 

combination of social, Count 72 38 110 
academic and behavioural % within Aim of inclusion 65.5% 34.5% 100.0% 

% within recoded 
29.3% 33.9% 30.7% 

disability type 

combination of social. Count 
behaviou ral and other % within Aim of inclusion 100.0% 100.0% 

% within recoded 
.4% .3% disability type 

combination of social, Count 
academic and other % within Aim of inclusion 100.0% 100.0% 

% within receded 
.4% .3% disability type 

Totala Count 246 112 358 

% within Aim of inclusion 68.7% 31.3% 100.0% 

% within recoded 
100.0% 100.0% 100.0% disability type 

a. No response n=3 0.8% 
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Table 4.126 Cross tabulation of type of disability and teacher perceived benefits 

recoded disability type 

Other 
disability 

Perceived benefits intellectual type Total 

social Count 32 8 40 

% within Perc~ived 80.0% 20.0% 100.0% 
benefits 

% within recoded 
13.0% 7.1% 11.2% 

disability type 

cognitive Count 

% within Perceived 
100.0% 100.0% 

benefits 

% within recoded 
.9% .3% 

disability type 

all categories Count 147 48 195 

% within Perceived 
75.4% 24.6% 100.0% 

benefits 

% within recoded 
59.8% 42.9% 54.5% 

disability type 

combination of social Count 6 6 
and motor % within Perceived 

benefits 
100.0% 100.0% 

% within recoded 
2.4% 1.7% 

disability type 

combination of social Count 14 9 23 
and cognitive % within Perceived 

benefits 
60.9% 39.1% 100.0% 

% within recoded 
5.7% 8.0% 6.4% 

disability type 

combination of social Count 12 15 27 
and behavioural % within Perceived 

benefits 
44.4% 55.6% 100.0% 

% within recoded 
4.9% 13.4% 7.5% 

disability type. 

combination of social, Count 2 5 7 
motor and cognitive % within Perceived 

benefits 
28.6% 71.4% 100.0% 

% within receded 
.8% 4.5% 2.0% 

disability type 

combination of social, Count 23 15 38 
motor and behavioural % within Perceived 

benefits 
60.5% 39.5% 100.0% 

% within recoded 
9.3% 13.4% 10.6% 

disability type 

combination of motor and Count 
behavioural % within Perceived 

benefits 
100.0% 100.0% 

% within recoded 
.9% .3% 

disability type 

combination of social, Count 10 10 20 
cognitive and behavioural % within Perceived 

benefits 50.0% 50.0% 100.0% 

% within recoded 
4.1% 8.9% 5.6% 

disability type 

Total Count 246 112 358 

% within Perceived 
68.7% 31.3% 100.0% benefits 

% within recoded 
100.0% 100.0% 100.0% disability type 
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Table 4.127 Cross tabulation of type of disability and program type 

recoded disability type 

Other 
disability 

Program type intellectual type Total 

mainstream Count 103 25 128 

% within Program type 80.5% 19.5% 100.0% 

% within recodedisability 41.9% 22.3% 35.8% 

mainstream: modified Count 115 77 192 

% within Program type 59.9% 40.1% 100.0% 

% within recodedisability 46.7% 68.8% 53.6% 

individualised Count 27 10 37 

% within Program type 73.0% 27.0% 100.0% 

% within recodedisability 11.0% 8.9% 10.3% 

Totala Count 246 112 358 

% within Program type 68.7% 31.3% 100.0% 

% within recodedisability 100.0% 100.0% 100.0% 

a. No response n=1 0.3% 

xxvi) Relationships between type of disability of students and funding 

sources 

X 2 = 86.31 (4) p<.05 * # 

The majority of funding for students with an intellectual disability 

was school based. The exact nature of this funding in regard to specific 

breakdown of sources from within the school was not available. Funding 

was primarily sourced from either school funds or external grant for those 

with other disabilities (Table 4.128). 
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Table 4.128 Cross tabulation of type of disability and funding sources 

recoded disability type 

Other 
disability 

Funding sources intellectual type Total 

school funded Count 217 49 266 

% within Funding sources 81.6% 18.4% 100.0% 

% within recoded 
88.2% 43.8% 74.3% 

disability type 

external grant Count 14 31 45 

% within Funding sources 31.1% 68.9% 100.0% 

% within recoded 
5.7% 27.7% 12.6% 

disability type 

other source Count 10 12 22 

% within Funding sources 45.5% 54.5% 100.0% 

% within recoded 
4.1% 10.7% 6.1% 

disability type 

comb: school/external Count 5 10 15 

% within Funding sources 33.3% 66.7% 100.0% 

% within recoded 
2.0% 8.9% 4.2% 

disability type 

Not funded Count 10 10 

% within Funding sources 100.0% 100.0% 

% within recoded 
8.9% 2.8% 

disability type 

Total Count 246 112 358 

% within Funding sources 68.7% 31.3% 100.0% 

% within recoded 
100.0% 100.0% 100.0% 

disability type 

In summary: 

From the results it has been found that the type of disability is a 

significant factor in relation to a range of variables. These include the 

types of subjects accessed and the type of support provided, the aims and 

perceived benefits derived, as well as the types of programs students 

access and funding provisions to the programs. 
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Conclusion 

This chapter has presented a detailed discussion of the findings 

from the national survey on part~time inclusion. It has examined the 

results in relation to five parameters detailed earlier in the introduction to 

this chapter. 

From the results gained and presented in this chapter it can be 

seen that there are distinct characteristics that vary from state to state as 

to how part-time inclusion is being translated into daily programs at the 

grass roots level. Part-time inclusion from the national survey is a reality 

in a large number of special schools and for a significant number of 

secondary aged students with disabilities, particularly in the larger states. 

This study has presented future researchers and the reader with 

a comprehensive picture of part-time inclusion practice in Australia at the 

start of the new millennium. This research examined part-time inclusion 

for the first time in a sequential, holistic manner, with detailed findings 

relating to the concept and its acceptance at a practical level, the 

participants involved, the programs they were involved with, and the 

support structures in place to assist both the schools and students. And 

from within the results have found some interesting results that will be 

discussed in Chapter 5 as possible sources of future research from this 

study. 

Results were presented and have been discussed in the following 

broad logical areas. 

Part-time inclusion - Acceptance of the concept in practice 

From the results it was found that the concept of part-time 

inclusion was one that was readily accepted by special schools in the 

survey for their senior (secondary aged) students. The majority of schools 

in the survey supported both the concept of part-time inclusion and its 

practice both at an individual state and territory systemic level and also 

at a national level. The concept of part-time inclusion has not previously 

had prominence in the research literature and this research has now 

provided baseline data, which quantified both its existence within schools 
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and also its acceptance by practitioners as a viable option for them to 

work with. 

The findings of this research concur with the views of Biklen 

(1985), and Hargrove, (1983) in that it is the collegiality among teachers, 

and the 'staying power' of principals that are the significant factors in the 

implementation of special education policies and practices in schools. 

Fulcher (1989) also raised a similar point commenting on the fact that 

legislation, in regard to special education is a limited site of decision 

making where substantive school practices and educational aims are 

concerned (p.153). Many researchers support this view, it is the school 

that is the implementation site of policies and how schools react and 

interact with policy is highly variable. 

Part-time inclusion - The participants 

The research findings provided for the first time a description of the 

participants (both schools and students) involved on a daily basis in part

time inclusion across Australia. Participants were examined across a 

range of levels of investigative detail, from the macro level (national 

groupings of schools and students) down through to their individual state 

and school levels and then to the micro level involving analysis of 

individual students and their programs. This analysis provided 

information on not only the students, but also why they were 

participating in programs, detailing the aims and benefits perceived from 

participation at a personal level. 

It was found that students who were participating in part-time 

inclusion programs had a wide range of disabilities both in their type 

and degree. It was also found that where historically it has been 

assumed that only students with mild and moderate degrees of 

disabilities have been involved in mainstream programs there is now a 

change evident. There appears to be a trend for those students with 

more higher support needs to begin to access programs in a part-time 

format. 
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Part-time inclusion - The programs in practice 

The findings from this research have for the first time provided a detailed 

picture of what part-time inclusion actually looks like within schools. It 

has detailed not only who the participants in the process are but also 

what it is that happens in schools when students are 'doing' inclusion. 

It was found from this study that although the majority of 

students are accessing classes for only short periods of time per week, the 

programs are highly specific and individualised across a wide range of 

disability types. 

It was found that only a small percentage of students are involved 

in academic subjects, the majority are involved in either single or groups 

of non-academic SUbjects. 

This research has provided information on the profile of 

students now involved in part-time inclusion. Whereas in the past 

those students "chosen" to be involved in inclusion programs, have 

been regarded as the 'cream' of the disabled population, those students 

with mild intellectual disabilities. From this research evidence is 

presented that there is now an increasing trend, albeit small, to 

include more students with more severe and multiple disabilities and a 

wider range of disabilities within part-time inclusion programs. 

Allowing teachers and schools to abandon the type of restrictive views 

expressed by Reynolds and Birch (1988), when they identified that 

there were 4 types of students they felt should not be mainstreamed, 

including 

1. children who are dangerous to self or others 

2. children with severe/profound multiple disabilities, 

3. children with traumatic injuries requiring rehabilitation and, 

4. children who require maintenance environments such as 

respirators. 

From the results of this research it can be seen that part-time 

inclusion can provide for all of these children and such narrow views of 

both inclusion and educational innovation are of no value in furthering 

the development of effective educational programs for students with 

disabilities. 
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Part-time inclusion - Supporting the practice 

This research has documented the support structures in place 

at present to support part-time inclusion. It was also found that 

students generally needed support to enable access to inclusion 

classes and a range of staff provided this support. The most popular 

support staff was a teacher assistant/aide, and a positive trend to 

emerge was the percentage of students who accessed classes 

independently. These results concur with the statements made by 

Sutherland (2001) that in regard. to successful inclusion, students 

require 

A modified program of their own with full teacher aide support, 
and socially and academically students need a curriculum 
modified to their needs {p.60}. 

In the majority of cases students were not following mainstream programs 

that were the same as their peers, but rather modified mainstream 

programs of work comprising on the whole, mainly non-academic 

subjects, as mentioned previously. It was found that the main source of 

funding for part-time inclusion came from within the special schools and 

this reflected the value placed on these programs by the individual 

schools. It was also found that although the concept of dual enrolment 

was not an accepted policy issue in five of the six respondent states and 

territories it was nevertheless being undertaken. 

Part-time inclusion - Relationships identified within the practice 

The research also confirmed that there were significant statistical 

relationships between specific demographic features of the participants 

and part-time inclusion program characteristics from the study. It 

confIrmed the view that part-time inclusion is not a simplistic program 

but rather a complex, interrelated activity that has considerable validity 

as an educational option for students with disabilities. It also highlighted 

the complex interrelationships that the participants and their programs 

bring to this activity. Two relationship areas were identified as requiring 

further investigation: access to academic subjects and the type of 

program accessed relative to the degree of disability of students. 
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Inclusion, particularly part-time inclusion from the results 

presented in this chapter would appear to be a valid educational option 

that is at present being utilised by many special schools and their 

mainstream counterparts working in a collegiate manner to further the 

educational aims of their students. That, after all, is what 'good 

education'is about. 

Chapter 5 will now consider conclusions that may be drawn from 

the current study and its results and present some issues that have been 

raised that may need to be further addressed in the future. 
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CHAPTER 5 - CONCLUSIONS AND IMPLICATIONS FOR 

FURTHER RESEARCH 

Introduction 

This research has taken ~he reader on a journey that looked at 

the development of educational inclusion. From its origins, inclusion can 

be traced as a journey in search of equity and social well being. Along the 

way, inclusion has emerged as a form of educational practice that 

developed into a dynamic program in schools. This study examined the 

historical bases upon which the concept of inclusion has developed and 

grown, presenting a discussion of both the philosophical and pedagogical 

processes involved in part-time inclusion as it currently exists in schools. 

As with any journey it is necessary to map out the course and to 

identify the goal, in this case starting with an examination of the present 

and then stepping back briefly to explore the antecedents from which 

current practice and theory have been derived, before once again moving 

forward, to discuss and outline part-time inclusion as it currently exists 

in special schools across Australia. The goal has been to provide 

information to practitioners, administrators and researchers on a type of 

inclusion, specifically designed for use with secondary aged students with 

disabilities, who are enrolled at a special school or centre and access 

mainstream programs on a part-time basis. Providing detailing 

information on a phenomenon existing in schools but until now only 

discussed and presented in an anecdotal manner. 

To begin at the present 

The study documented current part-time inclusion practices in 

special education settings across Australia, recording information in a 

descriptive manner. As well as having an academic dimension, it also had 

a personal dimension in so far as the researcher has been involved in 

special schools using part-time inclusion with secondary aged students 

for over twelve years. 
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Although it was from this experience that the initial impetus for the study 

developed, upon further investigation it was found that in fact there has 

been no detailed, study undertaken to identify the existence, prevalence 

and practice of part time inclusion access programs in other special 

schools and facilities in states across Australia. This study set out to 

therefore document this phenomena and record its existence scientifically 

as a viable form of inclusion practice operating in schools. Through using 

a national survey it was found that part-time inclusion not only existed, 

but that it had a high level of acceptance and support from staff within 

special schools in the study. This form of inclusion practice was seen (by 

respondent schools) as a positive option for their senior (secondary aged) 

students at the level of individual states as well as collectively nationally. 

Participating schools supported the view that part-time inclusion was the 

preferred option rather than full-time inclusion for their students 

(Question 3 of the survey) and they willingly provided detailed information 

on the structure of these programs. 

This study has been the culmination of a personal and 

professional journey within special education over the past twenty-five 

years, during which time there has been a wide range of innovations, 

policy changes, and reviews of practice in special education in Australia 

reflecting similar international developments. And yet, over all this time, 

the words of Gillian Fulcher (1989) remain prophetically true. If anything 

they are further highlighted by this study: 

instances of successful integration occurred because people 
wanted them to happen and despite the overall lack of system 
support (p.226). 

Revisiting the past to understand the present 

This study is also a journey of change. It is a consideration and analysis 

of the way education and educational thought have changed over time, 

and will continue to change as teachers and schools try to provide quality 

education for all students. Sarason (1971) captured this spirit when he 

said: "that educational change d~pends on what teachers do and think -

it is as simple and as complex as that" (p.193). After all, the quality of 

Conclusions 



Part time Inclusion 277 

education provided by a community is dependent on and only as good as 

the quality of the teachers practising it. 

It has been necessary to revisit the past in order to develop an 

understanding and appreciation of how the present is related to what has 

gone before. This, in part is due to the emotive and at times volatile 

nature of special education and its implementation and interpretation 

over time. The historical antecedents that have led to the development of 

current inclusion practices as they exist at a system and school level 

today in Australia were examined from both a local and global 

perspective. 

Special education has historically been, and in many cases still is 

seen as a separate, distinct educational paradigm. This view being 

perpetuated by the continued existence and support of two parallel 

educational systems, a mainstream and special education system. 

Students have, rightly or wrongly, been seen as 'belonging' to one or other 

system, it is now necessary to change this view and have students seen 

as individuals with frameworks to allow them to make a choice to utilise 

inclusion as a conduit, a means of facilitating change, to access the best 

educational opportunities provided by both systems. However, such a 

dichotomous view on educational provision for students with disabilities 

(see Chapters 1 and 2) cannot be sustained for all students with 

disabilities, because there are a considerable number who can benefit 

from access across both areas. 

Therefore, there is a need for further change and it is necessary to 

look to a variety of options to help facilitate this. As Farrell (1996) rightly 

suggested, the best setting for te;aching students with disabilities may be 

neither regular nor special settings in their present forms. This is indeed 

an intuitive reflection of the current state of education and specifically 

inclusive education over the past twenty years, in both Australia and 

elsewhere. The current provision of special education services in Australia 

can largely be seen as an ad hoc affair with individual states taking the 

initiative to develop programs and policies that 'best suit' their needs in 

providing what they see as appropriate educational services to students 

with disabilities. The success or otherwise of such an approach is varied 

and very dependent on two significant factors: resource support from 
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within the system across all levels, and the quality and support of 

teachers involved. 

Chapter 2 outlined and discussed the polarising and volatile 

nature of the debate that has developed surrounding the educational 

provisions for students with disabilities, including the linguistic changes 

leading to the current term 'inclusion', detailing the considerable and at 

times heated debate in defining what can be termed an 'appropriate' 

education for these students. The main emphasis in the past and to a 

significant degree still, focuses on the location of the educational 

experience rather than on its quality. Inclusion continues to be viewed by 

many practitioners as a non-negotiable placement into mainstream 

schools. This view is beginning to change, and teachers, administrators 

and parents no longer as easily accept the perpetuation of a 'one size fits 

all'view to educational provision for students with disabilities. Current 

educational systems and practices need modification to suit the needs of 

the student, but this is a slow process. There is now more widespread 

acceptance for changing the way in which things are undertaken in 

education. Both mainstream and special education are now realising that 

maximal learning for students with disabilities may occur across a range 

of educational settings by using programs that take the best features of a 

range of these settings. This is a fundamental but l)ecessary change to 

the way in which education for students with disabilities is currently 

practised. 

As early as 1990, Fullan expressed this succinctly when he stated that, 

The purpose of educational change [inclusion] is presumably to 
assist schools accomplish their goals more effectively, by 
replacing existing programs/practices with better ones (p.1S). 

This research has examined and documented one way such a change in 

educational practice can be implemented, by using a part-time form of 

inclusion. The view that service delivery for students with disabilities 

should be more individualised is not new. Teachers in special education 

have always looked for ways to further expand educational opportunities 

for their students. Accessing the resources, programs and staff of 

mainstream secondary schools on a part time basis to provide 

individualised inclusion programs is one more way to achieve this. 
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As a result of this research the extent and nature of these programs has 

now been documented for a wider audience. Although the total population 

of secondary aged students with disabilities in Australia is not very high 

comparative to their mainstream peers, this is no reason for reducing the 

range of educational programs that will provide opportunities to enhance 

their current educational and future post school options. 

Where has the journey taken us and what did we find out? 

The journey could be more correctly termed a 'fact fInding 

mission'. The research fIndings outlined and discussed in Chapter 4 

provide the base data on part-time inclusion, or what Anderson and 

Burns (1989) have called the 'features of the phenomenon', a 

phenomenon whose characteristics have until now been largely unknown. 

Chapter 4 presented a detailed examination and discussion of these 

fIndings, describing part-time inclusion across a range of stated 

parameters in a way that should allow the reader and future researchers 

to clearly determine what now exists. Particular attributes examined have 

been acceptance of the concept, the practice and the support of the 

program by schools, and the specifIc relationships that were seen to 

emerge from these results. The fIndings have also provided 

comprehensive, descriptive information on the nature of the students 

involved in the programs, including the degree and type of disability 

involved and the age range of students (recorded as year of birth). This 

provides not only insights into the participants, but also confirms many 

long held beliefs by special education teachers. That the majority of 

students in such programs have either a mild or a moderate intellectual 

disability is one example of this. 

At the same time, the results in Chapter 4 provide evidence of 

possible further change, in particular an apparent increase in the number 

of students with more severe disabilities being involved in programs. If 

this is the case, then this is a signifIcant change from what has been the 

usual popUlation pattern of inclusion programs in the past. 

Details have also been provided in Chapter 4 which outline the 

type and range of school subjects students are involved with, displaying 
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the depth and breadth of subjects that are available in mainstream 

secondary programs. Evidence appears to support the view of many 

special educators that students with disabilities, particularly at the 

secondary school level need to develop and maintain appropriate social 

and behavioural skills alongside academic skills if inclusion programs are 

to be effective. Evidence also appears to indicate a trend towards shorter 

periods of access, with the majority of students requiring some form of 

support personnel, a teacher assistant/ aide. The majority of students 

from the results are able to cope with a modified form of mainstream 

program, with only a small percentage requiring an individualised 

program, another change to what may have been expected in the past. 

Data was provided that identified the support networks currently 

in place in schools to identify funding sources and resources including 

personnel currently in use, with these results again showing that it is 

individual schools that make sure programs are supported, although it is 

recognised that in some cases external funding is available. Specific 

details, however, were not clear-cut. The research also highlighted the 

concept of dual enrolment as a positive administrative option. However, at 

present only Tasmania has explored the possibility formally, although 

many others have undertaken it in a non-formal manner. 

Therefore, because of all this, for the first time there is now a 

database of information on the specific demographic features of 

participants and detailed information on the characteristics of part-time 

inclusion. This information could be used by schools and teachers to 

develop more individualised programs that meet both their social and 

academic needs. Such programs can involve a form of inclusion ( part

time inclusion, that from this study is successful, and can lead to 

students being involved in a wider range of individualised programs, 

(including subject type, time allocation, support personnel and program 

type) than ever before. While part-time inclusion is not the total answer, 

for a small percentage of students with disabilities (as represented in the 

study population) it appears to provide opportunities for constructive 

participation. 

It is hoped that Special s·chools and special Education will no 

longer operate as they have in the past, and the way they undertake their 
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core business in the future will change to provide wider rather than 

narrower options for their students. It is up to special educators and 

administrators to examine programs such as part-time inclusion as 

another way to ensure such changes are positive and continue to provide 

quality education for students with disabilities. 

Conclusion 

The present study has provided evidence to support its aims as they were 

set out in Chapter 1, (p.28) summarised here as being: 

• to examine the prevalence and extent of the part-time model 

of inclusion placement in relation to high school aged 

students with disabilities enrolled in special schools and 

accessing mainstream high schools across Australia, and 

also 

• to generate a clearer picture of the way in which part-time 

inclusion is undertaken in the secondary school arena and 

provide present and future researchers and educators alike 

with a model of current educational change practice in 

action, and, as a result, 

• to encourage a review and analysis of current practices of 

inclusion by presenting a viable alternate option that may 

assist students in the future to obtain the fullest education 

with which their society can provide them. 

The study sought to record what is currently happening in schools. It was 

meant to be exploratory, a beginning, not an end to the process. 

The major finding to emerge is not new; it confirms that 

successful inclusion programs only occur because people want them to 

happen and will actively structure environments and schools to make 

them happen. Part-time inclusion, from the results obtained in this study 

can be seen to provide a viable option for students currently involved in 

such programs across Australia. 

Although jurisdictions may vary in their interpretation of what 

special education practice should look like, they are very similar in their 
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differences and all agree that some form of inclusion is to be encouraged. 

Part-time inclusion is but one option. It can assist students to develop 

individual educational programs that are more relevant, interesting and 

provide access to the same range of subjects as their non-disabled peers 

but most importantly, provide opportunities to be successful. Schools and 

educators can assist students to maximise their educational potential by 

using an existing, vibrant program such as part-time inclusion. Such 

programs allowing students, teachers and their schools to take advantage 

of what Chapman (1994) has rightly called 'the best advantages of both 

educational worlds'. 

It is important to remember, as Lundstrom (1971) reminds us, 

that integration is not an end in itself, but rather an alternative to what 

services currently exist and provides flexibility, which means educators 

can now provide flexible placements that can be seen to be the most 

suitable and of most value to the student at that time. 

Implications for further research 

Where do we go from here? 

This research is only a beginning as it set out to uncover what is, 

not why it is or how teachers and students interacted to reach the point 

they now are. It has established groundwork for others to continue. The 

data in many cases has provided some unexpected results, and raised 

many questions related to not only the way inclusion is undertaken but 

also issues relating to the participants and the interactions that have 

been found to occur between them. 

The results have only provided a macro pattern of information. 

More work is needed on understanding these patterns, particularly at the 

micro level, which was beyond the scope of the current study. It is now up 

to future researchers to provide this more in-depth examination of both 

the practice of inclusion and the involvement of the participants at the 

school and individual level. 

The current findings have, however, raised many questions that 

are concerned with the basic nat,ure of part-time inclusion, not that it 

exists, but rather, 
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• Why do the schools using part-time inclusion prefer this to 

any other form of inclusion? 

• What impact has part-time inclusion had on these 

participants? 

• What are the perceptions of mainstream teachers and the 

students themselves regarding part-time inclusion programs 

within their schools? Are they intrusive or of value? Research 

from the U. S.A suggests that inclusion does not adversely 

affect non-disabled peers, but at present, in Australia this is 

unknown. 

• What are the parental perceptions of part-time inclusion for 

secondary aged children and do parents see it of value? 

Other issues identified from the findings are related to the schools 

themselves, one being whether the location of the school/ facility may be 

a factor in the success of programs. This was highlighted to the 

researcher as a significant number of facilities (primarily in the Western 

Australian sample) are located on the same campuses as mainstream 

schools. This issue raises the question of the future location of students 

with disabilities and special schools as being a possible factor in whether 

part-time inclusion, rather than full time inclusion is a more viable option 

for secondary aged students when the issue of travel and transport to and 

from schools is no longer an issue. If this trend is indicative of the future 

then these questions must be asked, 

• Are there any identifiable effects (socially, psychologically, 

behaviourally or academically) of siting schools on the 

grounds of mainstream schools as opposed to geographically 

independent special schools? 

• Are there any positive or negative outcomes to such 

placements for the teachers, the parents or the students? 

• Is there any impact on the programs and the type of aims 

special school staff set for their students? 
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• Will the setting of social and behavioural aims for students 

with disabilities by special school staff be primarily to 

encourage acceptance by mainstream schools and teachers 

or are they to develop appropriate social integration skills 

for post school activities, or both? 

One issue that was highlighted as a direct result of the current study is 

the need to examine in more depth the trend identified regarding 

increased participation of students with more severe and multiple 

impairments in part-time inclusion programs. 

• Why are there more students with severe and mUltiple 

degrees of disabilities now engaging in part-time inclusion? 

• What are the factors influencing schools to have these 

students involved in programs? 

• Is the part-time inclusion model more conducive to allowing 

these students to be involved, particularly at the secondary 

school level? 

Lastly, an issue that emerged in the examination of the research 

literature in Chapter 2 is that of continuing inclusion. Where do students 

who have been involved in full-time inclusion in primary schools go when 

they reach secondary school age? There is at present no research data on 

this issue of continuing inclusion. What happens to these students? 

Whether they continue to attend mainstream high school or go into 

special schools or what arrangements are in place is at present unknown. 

There is however, a need to know. 

In Australia at present there appear to be no data on how many 

students who were involved in full-time inclusion placement at primary 

school are involved in inclusion programs if and when they go to 

secondary school. Or, 

• how many of the students identified in the current research 

were involved in full time inclusion at primary school but 

now fmd part-time inclusion more appropriate. 

Conclusions 



Part time Inclusion 285 

These are but a few of the many questions that arise from this research 

study, with each leading off to many more pathways of inquiry. 

This current study has been but a short sojourn in the larger 

journey of the continuing development of educational provisions for 

students with disabilities. There has been much done, and there is still 

much to do. This study is a starting point for others to continue to 

examine and question current practises, to look to the future and extend 

the boundaries for students, teachers and schools as we strive to develop 

and practice quality education for all students. 

Conclusions 
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Sample Survey Form p.1 
School Code: 

State Code: 

Survey of Part.:.time Inclusion Programs from Special Schools into 
Local Mainstream High School settings 

Information survey to establish·the extent ofparttime inclusion programs from special 
schools into" local mainstream high schools across Australia. 

Dear Colleague, 
Thankyou for taking the time to be involved in this survey on current 

part-time inclusion programs operating at your school 

Confidentiality 
- All answers provided in this ,survey will be treated in the strictest confidence 

following the ethical guidelines of the Northern Territory University Human Ethics Committee. 
-Any student and school names will be coded and will not be releas«L 

- All answers will be used for statistical purposes in this research only. 
- A copy of research results will be available to all participating schools. 

Question 1 . Number of students 
Please indicate the total number of students with disabilities at your 

school who are currently involved in part-time inclusion programs at local mainstream 
high sc!Jools. ' 

Totlj} number of students: . ** ..................... .. 

, * "'If NO students: Thankyou for your participation this is the end of your 
involvement in this study. 

Question 2 
Please indicate which of the following staff development areas you feel have 

b~~n of most value in assisting your staff to implement part-time inclusion programs 
at your schooL (Circle item) 

i Inservice activities developed by your school 
ii Inservice activities developed by the Education authority 
iii. Reference books ' 
iv. Information from other special school staff members 
v. Information from departmental support staff ' 
vi. Mainstream staff' ' 
vii. Other '... . 

Question 3 
From your school's experience of part-time inclusion pz:ograms for students with 

disCl.bilities into mainstream high schools please circle the.s.tatement you feel most 
accurately reflects your responses to the following statements: 

. a) "Parttime inclusion appears to be a more effective inclusion model for students with 
disabilities accessing mainstream high school settings rather than Fulltime placement" 

Strongly disagree disagree don't know agree strongly agree 
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Sample Survey Form p.2 

Question 4 
For each student involved in part-time inclusion the following information is 

requested· in order to determine a more detailed picture of students involved in such 
programs across Australia. 

A chartfonnat has been supplied (attached) which ca,n be easilyjil/ed out for each student 
. (four( 4) students per page) 
Please photocopy more ifneeded. 
These are the key categories in the chart provided. 

Student InfQDl).ation· 
i. First name (for identification purposes only) 
ii. Birth details: year only 
iii. Gender 
iv. Degree of disability: Mid Moderate Severe 
v. Type of disability: eg: Downs Syndrome etc 
vi. Name of the local mainstream high school at which part-time inclusion occurs. 
vii. Name ofuuits of work undertaken in the inclusion program and Year level. 

e.g., WOOdwork or art 
viii. Duration of visits: Full days«S): 112 days or single!double lesson sessions 
ix. Whethe,t the student is supported or unsupported in the mainstream class 
x. Type 01 support provided to the student 

e.g.,Integration Support officer (ISO), Part-time instructor (PT!), 
other (please speci:tY) 

xi. Aim of the inclusion program; social! academic! behavioural! other 
xii. Perceived benefits to student: 

social! motor skills I cognitive I behavioural I other 
X1l1. Type of work program being followed by the student: 
• follows mainstream program with no modification 
• follows modifled mainstream program 
• has a separate individlialised program 
xiv. Is the student formally assessed in these units? Yes I No. 
xv. Current funding source for the inclusion program: 
• funded entirelY by the Special School 
• funded by a grant external to the Special School. 
• other sou.rees such as specialist interest groups; 

e.g., Downes Syndrome Association etc. (please specify) 

xvi. Does this student have dual enrolment? 
(Enrolled on both school rolls but allocated to special school for funding 
ladministration purposes.) 

Thank you for your tim~, involvement and responses to this survey. A copy of the .final 
report will be available should you wish a copy. Please indicate below should you wish 
to have a copy sent to your school. 

I would like a copy ofthe final report sent to our school. YES / NO 

address: .............................................................................. . 
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Sample Survey Form p.3 

Question 4. Please circle the appropriate answer or write in the space provided. 
Photocopy more sheets as necessary. 

Questions: Student 1 Student 2 Student 3 Student 4 

i. First name: 
ii. Year of birth 19 .... 19 .... 19 .... 19 .... 
iii. Gender male female male female male female male female 

iv. Degree of mild moderate mild moderate mild moderate mild moderate 
disability severe severe severe severe 
v. Type of 
disability 
vi. Name of 
local 
mainstream 
high school 
vii. Name of 
units of work 
accessed. 
Eg:art 
viii.Length of 

inclusion 
eg: 

1 period per 
wk or 1 day 
ix. Is the 
student supported supported supported supported 
supported / unsupported unsupported unsupported unsupported 
unsuIJported 
x. Type of 
support 
xi. Aim of Social Social Social Social 
inclusion Academic Academic Academic Academic 

Behavioural Behavioural Behavioural Behavioural 
Other: .............. Other: ............. Other: .............. Other: .............. 

xii. Benefits to Social Social Social Social 
students: Motor skills Motor skills Motor skills Motor skills 

Cognitive Cognitive Cognitive Cognitive 
Behavioural Behavioural Behavioural Behavioural 
All of above All of the above All of the above All of the above 

xiii. Type of Mainstream Mainstream Mainstream Mainstream 
program Mainstream: Mainstream Mainstream Mainstream 
followed: modified modified modified modified 

Individual Individual Individual Individual 
xiv Is the Yes Yes Yes Yes 
student No No No No 
formally 
assessed in 
the unit? 
xv. How is the School funded School funded School funded School funded 
program External grant External grant External grant External grant 
funded? Other source Other source Other source Other source 
xvi. Does this Yes Yes Yes Yes 
student have No No No No 
dual 
enrolment? 

Thankyou for your support m completing thiS survey. 
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I wish to confirm that the Department has approved in principle your application 
to conduct the following research: An investigation into the demographic 
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22 May 2000 
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Education 
Queensland 

27 April 2000 

Mr Geoffrey Wilmhurst 
134 Leanyer Drive 
.LEANYER NT 0812 

Dear Geoffrey 

Appendix A 

Thank you for your application to undertake research in Queensland State schools and other UQits. I 
wish to advise that your application has been approved and the signed approval is provided. 

Although approval for the research has been granted by the department, you are reminded that there Is 
no obligation on the part of Individual school principals to participate in the research study. 

It is at the discretion of the Principal whether or not research studies are undertaken In their school. 
Their decisions may be Influenced by the appropriateness of the research for the particular school site 
and the capacity of the school to become involved given other commitments. 

It Is also a condition of approval that Principals of schools targeted for research studies must be 
contacted in the first instance, and their approval granted, before individual teachers, other staff or 
students can be approached, and their cooperation sought to participate in research studies. 

Education Queensland is Interested In the research work which Is undertaken within schools. At the 
completion of your project, it woUld be appreciated if you would provide this office with a copy of your 
findings for my perusal and consideration. 

Should you have any questions about the research.approval process do not hesitate to contacfMichael 
Byrne in the Performance Measurement and Review Branch on (07) 3237 0969. 

I wish you well with your research endeavours. 

Yours sincerely 

STEVE MILLER 
Director 
Performance Measurement and Review Branch 
Office of Strategic Planning and Portfolio Services 

PERFORMANCE MEASUREMENT AND REVIEW BRANCH 
Office of Strategic Planning and Portfolio Service, 
Floor 20. Education House, 30 Mary Street Brisbane 
PO Box 33, Brisbane Albert Street Queensland 4002, Australia 
Telephone (07) 3237 0770 Fax (07) 3237 0203 
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State Education Authorisation! Approval Letters 

DEPARTMENT OF EDU9ATION 
TRAINING AND EMPLOYMENT 

Strategic Plilnnipg and Information 

DETE 0018/00/S0.e 

4th July 2000 

Dear PrincipallDirectorlSite Manager 

Appendix A 

10" noor, Education Centre 
31 Flinders Street 
Adelaide 5000 
South Australia 
GPO Box 1152 
Ade/aide 5001 

Research Council Unit 
Tel: 822:62472 
Fax: 841.05606 
Jna/rn@nexus.edu.!iu 
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;'he researeh project entitled Part-time High School Indusion Programs being conducted by 
, ,.,.)ffreY Wilmhurst from Henbwy Special School, Darwin has been reviewed centrally arid 
app:\!val granted for access to DETE sites. However the researcher will still need to obtain your 
agreement to proceed with this research at yOUl." particular site. 

Once approval has been given at the local level, it is important to ensure that the researcher fulfils 
their responsibilities in obtaining informed consent as agreed, that individuals' confidentiality is 
preserved, and that safety precautions are in place. 

Researchers are encouraged to provide feedback to sites they use in their research, and you may 
want to make this one of the conditions for accessing your site. To ensure maximum benefits to 
DETE, researchers are also asked to supply the department with a copy of their final report, which 
will be circulated to interested staff and ,then made available to DETE educ.ators for future reference. 

Tfyol! have ~y queries regarding research issues, please feel.free to contact JacquiffNafrn, Research 
Fncilitator on telephone (OS) 8226 2472 for further information. 

Sandra Lloyd 
EXECUTIVE DIRECTOR STRATEGIC PLANNING AND INFORMATION 
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" ~ fasmania 

11 May 2000 

Contact: (03) 62337192 

Mr Geoffrey Wilnishurst 
134 Leanyer Drive 
LEANYER DARWIN NT 0812 

Dear Mr Wilmshurst 

DEPARTMENT of EDUCATION 

OFFICE for EDUCATIONAL REVIEW 

RE: PART-TIME HIGH SCHOOL INCLUSION PROGRAMS 

. 
I have been advised by the Departmental Consultative Research Committee that the 
above research study adheres to the guidelines established and that there is no objection 
to the study proceeding. 

A copy of your fmal report should be forwarded to the Director, Office for Educational 
Review, Department of Education, GPO Box 169B, Hobart 7001. 

Please note that you have been given permission to proceed at a general level, and not at 
individual scho01level. You must still seek approval from the principals of the seleCted 
schools before you can proceed in those schools. 

Alison Jacob 
DEPUTY SECRETARY 
(STRATEGIC DEVELOPMENT AND EVALUATION) 

1st Floor. 116 Bathurst Street, Hobart GPO Box 169B. Hobart, 7001. Tasmania, Australia 

Telephone: (03) 6233 7066 Facsimile: (03) 6233 7299 
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Department of 
Education, Employment and Training 
Office of Schools 

~OS001497 

.14 June 2000 

Mr Geoffrey Wilmhurst 
: 34 Leanyer Drive . 
Leanyer Darwin 
Northern Territory 0812 

Dear Mr Wilmhurst 

Appendix A 

2 Treasury .Place 
East Melbourne. Victoria 3002 
Australia 

GPO Box 4367 
Melbourne. Victoria 300 I 
Australia 

Telepnone +61 3 9637 2000 
DX 210083 

Scl.oo/ Community Support Branch 
Level 2, )3 St Andrews Place 
relephone (03) 96372346 
Facsimile (1)3) 96372180 

Thank you for your application of 1 May 2000 in which you request permission to 
conduct a research study in government schools titled: Research conterned with 
de ilZographic and statistical information in relation to part-time inclusion 
partiCipation by these schools arzd details related to the types of staffing and programs 
accessed at local mainstream high schools. 

I am pleased to advise that on the .basis of the information you have provided your 
research proposal is approved in principle subject to the conditions detailed below. 

1. Should your institution's ethics committee require changes or you decide to 
make changes, these changes must be submitted to the Department of 
Education, Employment and Training for its consideration before you proceed. 

2. You obtain approval for the research to be conducted in e~ch school directly 
from the principal. Details cif your research, copies of this letter of approval 
and the letter of approval from the relevant ethics committee fI.re to be provided 
to the principal. The final decision as to whether or not your research can 
proceed in a school rests with the principal. . 
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State Education Authorisation! Approval Letters 

3. No student is to participate in this research study unless they are willing to do 
so and parental pennission is received. Sufficient information must be provided 
to enable parents to make an informed decision and their consent musf be 
obtained in writing. 

4. As a matter of courtesy,you should advise the relevant Regional Director of the 
schools you intend to approach. An outline of your research and a copy of this 
letter should be provided to the Regional Director. 

·5. Any extensions or variations to the research proposal, additional research 
involving use of the data collected, or publication of the data beyond that 
normally associated with academic studies will require a further research 
approval submission. 

6. At the conclusion of your study, a copy or summary of the research findings 
should be forwarded to me at .the above _"ddl.'ess. 

I wisl1 you well with your research study. Should you have further enquiries on this 
matter, please contact Steve Sullivan, Project Officer Research, School Community 
Support Branch, on 9637 2347. . 

Yours sincerely 

~. 
PETER HAYES 
AI Assistant General Manager 
School Staffing & Operations 

encL 
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Sample school permission letter 

Attention: Principal. 
(Specific school stated) 
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Mr Geoffrey Brian Wilmshurst 
134 Leanyer Drive 
Leanyer Darwin 
Northern Territory 0812. 

Sample copy 
Dear Sir/Madam, 

I am writing to you to request your schools support and involvement in a 
research project currently being undertaken on a national basis, as part of my 
postgraduate studies. 
This research is being undertaken as part of a Doctor of Philosophy (PhD) in 
Education degree I am completing at the Northern Territory University. 
I am seeking information on the current level of part time inclusion access to 
mainstream high schools by students of secondary age enrolled at special schools 
across Australia. 
I have been teaching in special education for over twenty years, working with 
students across a range of disability areas. Presently, I am a special education 
teacher at the Henbury School in Darwin in the Northern Territory working with 
secondary- aged students with multiple disabilities. These students are involved 
in part -time inclusion programs at local high schools and participate in subject 
lines across a range of subject areas. 
The research study will examine the prevalence of such part-time inclusion into 
mainstream high schools that may be occurring in other special schools. This 
part time access model appears to be an appropriate one for use with mainstream 
high schools, where students are involved in specific subject lines of work and 
where their main functional skills curriculum is managed by their home (special) 
school. From the survey questionnaire, it is hoped to determine the current 
national situation in regard to the number of students involved in such part-time 
inclusion from special schools into their local mainstream high schools. It is 
hoped that information gained as to the types of programs and styles used by 
each school surveyed will enable best practice models to be determined and 
reported to others. 
I hope you will allow your school to participate. Please find enclosed a copy of the 
survey form as well as a stamped addressed envelope for return of the completed 
form/so The questionnaire takes approx 10 mins to complete. A copy ofthe 
results of the study will be available to you upon completion should you request 
one on the attached form. Thank you for your assistance. Thank you in 
anticipation. 

Yours sincerely 
G.B.Wilmshurst 
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Sample school permission letter . 

SAMPLE COpy 

Permission to conduct Research. 

Please complete and return in the enclosed ·stamped addressed envelope with your completed 
survey questionnaire. 

I ................. ;.................. Principal of .............................................. . 

school give permission for my school and staff to be involved in the 

research project as outlined to me and conducted by Mr G.Wilmshurst, 

currently a Doctor of Philosophy student at the Northern Territory 

University. I have read the survey form protocols and I am happy for the 

required information to be released to him for the purposes of his 

research. 

Signed / dated 

I do / do not wish to have a copy of the completed research 
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Cover letter: Admin State administrators/Research Branches 

Mr Geonrev Brian Wilmshurst 
134 Leanyer Drive 

Leanyer Darwin Northern Territory 

Home Phone 89276058 

Principal Research Officer 
Western Australian 

SAMPLE COPY 

Department of Employment, Education and Training 
Western Australia 5053 

Dear Sir 

0812 

I am writing to you to request pennission to conduct research in special schools within your state. 
This research is being undertaken as part of my Doctor of Philosophy (PhD) in Education degree at 
the Northern Territory University. The area of investigation is part-time inclusion of students from 
Special Schools into mainstream high schools. 

The research study is examining the extent of part- time inclusion of high school aged students 
with disabilities from special schools into local mainstream high schools. I am presently a special 
education teacher at the Henbury School in the Northern TelTitory working with intellectually 
disabled secondary aged students involved in part -time inclusion programs at local high schools. I 
have been teaching in special education for approximately twenty years, working with students 
across a range of disability areas 

It is hoped that the information gained as to the types of programs and styles used by each school 
surveyed will enable best practice models to be determined and reported to others. 

I have enclosed copies of the following for your information: 
i) an outline of my research proposal 

ii) a sample copies of letters to school principals and survey protocol 
iii) a letter of introduction from the University 

I have also enclosed a list of special schools I wish to survey in your state and would be most 
appreciative if you could update this by adding any further special schools which have secondary
aged students in their enrolment. Please return it to me with a letter of approval which I can attach 
to my letters to principals seeking permission to involve their schools in my research. I would be 
pleased to send you a copy of the results of my study upon completion for your archives and to 
thank you for your involvement in the project. I would appreciate your assistance in providing me 
with permission to undertake this work. Thanking you in anticipation. 

Yours sincerely 

G.B.Wilmshurst 
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Cover letter: Admin Victorian Government Departmental Regional DireCtors 

Mr Geoffrey Brian Wilmshurst 

Home Phone 89276058 
Email wilmshu@ibm.net 

Regional Director 

Dear Sir! Madam, 

134 Leanyer Drive 
Leanyer Darwin Northern Territory 

0812 

COpy 

I am writing to you to advise you of my intention to conduct research in special schools within 
your region. 
This research is being undertaken as part of my Doctor of Philosophy (PhD) in Education degree at 
the Northern Territory University. The area of investigation is part-time inclusion of students from 
Special Schools into mainstream high schools. 

The research study is examining the extent of part- time inclusion of high school aged students 
with disabilities from special schools into local mainstream high schools. I am presently a special 
education teacher at the Henbury School in the Northern Territory working with intellectually 
disabled secondary aged students involved in part -time inclusion programs at local high schools. I 
have been teaching in special education for approximately twenty years, working with students 
across a range of disability areas 

It is hoped that the information gained as to the types of programs and styles used by each school 
surveyed will enable best practice models to be detennined and reported to others. I have enclosed 
a copy of the list of schools being surveyed. 
For your information, I have also enclosed with this letter sample copies of the infonnation being 
forwarded to the schools. As well, the authority letter from your state education authority granting 
pennission to conduct the research. 

Yours sincerely 

G.B.Wilmshurst 
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Parent Information letter: South Australia 

COpy 

INFORMATION SHEET 

Dear ......................... . 

Mr Geoff Wilmshurst is a Special Education teacher and is currently 
undertaking a Doctor of Philosophy Research degree in Education at the 
Northern Territory University and is conducting research regarding Part time 
Inclusion from Special Schools into High Schools in South Australia. 

The research project involves obtaining information as to whether 
children with disabilities who are of secondary school age currently enrolled in 
Special schools are involved in Part time inclusion into their local high school. If 
they are, then finding out information about this inclusion, such as how often 
they are attending classes, what type of classes they are attending and other 
information regarding these classes .as well as information regarding your child's 
age, gender and disability .. 

Below I have answered some of the questions you may raise. 

Information about your child if they are included in this study is keep 
strictly confidential. All information is reported in the form of statistics and there 
is no way your child's name or school will be released. All information will be 
expressed in statistics in my final report. All surveys returned by the schools will 
be kept for the period of my research and then destroyed. 

This research has been approved by the Northern Territory University 
Ethics Committee and the Department of Education, Training & Employment. 

If you are prepared for your child to take part, a Consent Form is 
attached for you to sign. Please .return this to school. Should you require 
additional information regarding this research, please contact Jacquie Nairn at 
the South Australian Dept of Education or your school principal.. 

Thank you for considering this request. 

Signed _________ (G.B. Wilmshurst) Date_I_I_ 
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Parent Consent letter: South Au~tralia 

COpy 

CONSENT FORM 

I (name) ........................................................... ' ...... . 

hereby consent to my child ................................ to be involved in the 
research project entitled: 

PartTime High School inclusion Programs. 

I have read and understood the Information Sheet on the above project 
and understand that (my childjI) is being asked to release information regarding 
my child's involvement in part-time inclusion at our local high school and the 
provision of information on their age, gender, and disability. 

I understand that (my child/I) may not directly benefit by taking part in 
this research. 

I understand that while information gained in the study may be 
published, (my child/I) will not be identified and all individual information will 
remain confidential. 

I understand that I can withdraw (my child) from the study at any stage 
up until the end of the collection of data. 

I understand that there will be no payment for (my child) taking part in 
this study. 

I am aware that I should retain a copy of the Information Sheet and 
Consent Form for future reference. 

I consent to my child being involved in this project. 

Signed ____________ _ Date_/_/_ 

Relationship to child. ___________________ _ 

Name of child ______________________ _ 
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Contextual Factors: Inclusion policy directions /implementation across 

states and territories. 

Australian Capital Territory 

Policy Documents: 

Services to Students with Disabilities Policy and Mandatory 
Procedures 

Published 

Review Date 

Related Policies: 

March 1998 

March 2001 

• Enrolment Procedures for Students with Special Needs 

• Review of Services to Students with Special Needs-Policy & 

• Implementation Guidelines 

Stated Policy: 

In the Australian Capital Territory the department is committed to 

providing quality education for all students regardless of individual 

differences to enable positive educational outcomes for each student and: 

• will ensure the provision of a range of services and settings to 

accommodate the wide range of curriculum needs of students 

with disabilities, 

• recognise the rights of parents / guardians / carers to be fully 

informed and participate in decisions relating to their child's 

education, 

• supports the integration of students with disabilities into regular 

schools when this is in the educational interest of the students. 

Enrolment Policy: 

Dual enrolment is not a stated policy in the Australian Capital Territory. 
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Facilities and Services: 

• Special Units (Learning Support Units) 

• Specialist units Learning Support Centres: 

These units may operate fully integrated, as withdrawal 

session or total withdrawal programs. 

• Special Schools 

For the purposes of this study, students from Special 

Schools only were included in the sample. 

New South Wales 

Policy Document 

• Enrolment of Students in NSW Government Schools 

• A Summary and Consolidation of Policy. 1997 

• Special Education Handbook for Schools 

Stated Policy 

The Department of School Education provides a range of services and 

resources to support the education of students with disabilities. These 

include: 

• Targeted funding, specialist teachers and consultancy services to 

support students enrolled in regular classes 

• Special classes within regular schools 

• Special schools 

• Modifications to buildings to facilitate access 

• Provision of specialised equipment and technology 

• Special transport services. (p. 14) 

Enrolment Policy 

Dual enrolment is not stated policy. 

A student should be enrolled in one school only at a time. (p. 6) 
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Type of inclusion choices 

Choices available from a range of placement choices dependent on: 

• the student's educational needs 

• expressed desires of parents and caregivers 

• capacity of the system to provide a level of support services 

required generally and at a particular location (school) 

• availability of support services at alternative locations (p. 14) 

Facilities and Services: 

A range of placements is available: 

• Special Units in mainstream schools 

• Special Schools 

• Mainstream classroom with support 

For the purposes of this study students from Special Schools only 

were included in the sample 

Northern Territory 

Policy Documents: 

• Student Services: Students with disabilities Inclusion Support 
Handbook.(Guidelines) 1997. 

• Special Education Policy Provision for Students with Disabilities in 
Northern Territory Schools. 

• Student Services Handbook 

• Guidelines for implementation of the Revised Special Education 
Policy 

Stated Policy: 

This department believes that students with disabilities, to the fullest 

extent possible, should be educated with their age peer and be provided 
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with curriculum and support which will enable specific educational needs 

to be met. (p.1) 

Enrolment Policy: 

Dual enrolment is not stated policy. 

Type of inclusion choices 

Choices available from a range of placement choices dependent on: 

• the student's educational needs 

• expressed desires of parents and caregivers 

• capacity of the system to provide a level of support services 

required generally and at a particular location (school) 

Facilities and Services: 

A range of placements is available including the following: 

• Special Units in mainstream schools (Primary and Secondary) 

• Early intervention programs 

• Special Schools (Primary and Secondary) 

• Mainstream classroom with support 

For the purposes of this study students from Special Schools Secondary 

only were included in the sample. 

Queensland 

Policy Documents 

~ SM. IS Ascertainment Procedures for Students with Disabilities 

~ CS.OS Educational Provision for Students with Disabilities 

~ CS.1S Principles ofInclusive Curriculum 

~ Action Plan for students with Disabilities 1998-2002 
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Stated Policy: 

1. 1 Education Queensland provides a range of educational 

programs across primary, secondary and special schools for 

students with disabilities. 

1.2 To support this commitment a flexible model of delivery 

of educational services is essential. Education Queensland 

supports an array of educational program options delivered across 

a variety of settings, the provision of support services personnel, 

the modification of facilities, and/ or provision of specialist 

equipment within schools. 

Enrolment Policy: 

Dual enrolment is not stated policy in Queensland schools. 

Type of inclusion choices: 

Principle 2.1 In making provision for students with disabilities, 

Education Queensland: 

d) is committed to supporting inclusive curricula through an 

array of educational options and a flexible and efficient use of resources 

to support these educational options. 

3.6 (g) state-wide budgetary provisions for students with 

disabilities. 

Facilities and Services: 

A range of placements are available: 

> Special Units in mainstream schools 

> Special Schools 

> Mainstream classroom with support 
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For the purposes of this study students from Special Schools 

were included in the sample . 

South Australia 

Policy Documents 

Students with Disabilities 

Stated Policy 

Inclusion is undertaken in relation to the stated policy document 

above. 

Enrolment Policy 

Students are entitled to enrol at their nearest neighbourhood school as 

per the policy document. 

Type of Inclusion choices: 

• Special schools 

• Regular schools 

• Special classes 

• Special Units 

Facilities and Services 

Special schools are on separate campuses in the majority of cases. 

However, special classes and units are usually on the primary or 

secondary school campuses. 
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Tasmania 

Policy Documents: 

Relevant Policy documents include: 

~ Review of the Policy on Inclusion of Students with 

Disabilities in Regular Schools. 

~ Rewards and Challenges: Inclusion in Practice 

Stated Policy: 

A Report on the Review of the Policy on 

Inclusion of Students with Disabilities in 

Regular Schools. 

The policy states unequivocally that, 

Placement of students with disabilities in regular schools is the 
preferred educational option in Tasmania. To the fullest extent 
possible, students with disabilities should be educated in the 
company of their age peers while also being provided with 
curriculum and support that effectively meet their needs. 

(point 4.1.1) 

Recommendation 2 

That the management and operation of the inclusion of students 
with disabilities, at both school and system level is embedded in 
the broader concept of equity and not managed within the 
traditional frame of 'Special Education' and 'Special Schooling'. 

Enrolment Policy: 

Mter the recent (2000) review of special education undertaken in 
Tasmania dual enrolment is now a stated policy option for students with 
disabilities. 

Type of inclusion choices: 

Within Tasmanian education provisions for inclusion choices are 
available from a range of placement options based on student needs. 

Facilities and Services: 

A range of placements is available: 

~ Special schools 
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~ Special Units on the grounds of mainstream school 

~ Special units j classes within mainstream schools 

~ Mainstream placement with provision for services from 

an Inclusion Support Teacher. 

For the purposes of this study only students with disabilities from 
Special Schools were included in the sample. 

Victoria 

Policy Document: 

Electronic copy: www.sofweb.vic.edu.aujwelfarejdisabil.htm 

Program for Students with Disabilities and Impairments 

Booklets 1-5 

Guide to the School Global Budget 

Stated Policy: 

The Department of Education, Employment and Training: 

• is committed to providing all students with 
disabilities and impairments access to the highest 
quality educational opportunities 

• acknowledges that the neighbourhood school (regular 
or specialist) is the first point of contact for all 
students 

• is committed to providing detailed and balanced 
information about all available educational options to 
enable parents to make a choice of school location for 
their child. This includes education at a regular 
school, at one of the many specialist settings located 
across the state, or alternately, in a shared part-time 
arrangement between a regular school and a 
specialist setting. Booklet 3 p.1 

Enrolment Policy: 

In Victorian educational settings parents have the choice to 
enrol a students with a disability at more than one school if this is 
suitable to their needs. As such there is no set policy directive regarding 
dual enrolment as funding is provided within the school global budget 
where the student attends 
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Type of inclusion choices: 

Inclusion is not distinguished as a separate entity and provision 
has been made to develop individual programs to suit each child. See 
Program for Students with Disabilities and Impairments for detailed 
explanation. 

Facilities and Services: 

A range of placements are available: 

~ Special Units in mainstream schools 

» Special Schools 

~ Mainstream classroom with support 

» A combination of part-time placements between regular and 
specialist settings. 

For the purposes of this study students from Special Schools 
were included in the sample. 

Western Australia 

Policy Document: 

Social Justice in Education 

Policy and Guidelines for the Education of Students 

with Disabilities 

Stated Policy: 

Schools will ensure that all students, irrespective of the degree of sensory, 
physical or intellectual disability, have the opportunity to be educated in 
the most educationally enhancing environment consistent with the 
provision of a quality education which best meets the needs of the 
individual student. (p.3) 

Enrolmen t Policy: 

Dual enrolment is not stated policy 

Type of inclusion choices 

Full continuum of services and placements is considered. (p. 3) 

Facilities and Services: 

Education Support Schools: 
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These are separate schools that cater for students with profound, severe 
or multiple disabilities and some students with a moderate intellectual 
disability. (p.7) 

Satellite classes 

Classes from an education support school in an adjacent regular school 
(p.7) 

Education Support Centres 

Located on regular school campuses staffed and administered 
separately. 

Education Support Classes 

Classes within regular schools 

For the purposes of this study students from Education Support Schools 
and Education Support Centres were included in the sample. 
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State Frequency Distribution Tables 
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New South Wales 

Table 7.1 Q.2 Staff development area of most value. N.S.W 

Valid Cumulative 
Frequency Percent Percent Percent 

Areas i. Inservice :school based 6 46.2 46.2 46.2 
iv. Information: special 

1 7.7 7.7 53.8 
school staff 

vii. other: specified 1 7.7 7.7 61.5 
combination of i. & iv. 1 7.7 7.7 69.2 
combination of ii & iv 1 7.7 7.7 76.9 
combination of iv & vi 2 15.4 15.4 92.3 
combination of i & vii 1 7.7 7.7 100.0 
Total 13 100.0 100.0 

Table 7.2 Q3 Respondent agreement with part-time model N.S.W 

Valid Cumulative 
Frequency Percent Percent Percent 

Type of disagree 2 15.4 15.4 15.4 
response agree 7 53.8 53.8 69.2 

strongly agree 3 23.1 23.1 92.3 
no response 1 7.7 7.7 100.0 
Total 13 100.0 100.0 

Table 7.3 Q.4. ii Year of Birth N.S.W 

Valid Cumulative 
Fre~uency Percent Percent Percent 

Year 1980 1 1.4 1.4 1.4 
1981 4 5.5 5.5 6.8 
1982 4 5.5 5.5 12.3 
1983 6 8.2 8.2 20.5 
1984 12 16.4 16.4 37.0 
1985 14 19.2 19.2 56.2 
1986 18 24.7 24.7 80.8 
1987 11 15.1 15.1 95.9 
1988 3 4.1 4.1 100.0 
Total 73 100.0 100.0 
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Table 7.4 Q.4 .. iii Gender type N.S.W 

Valid Cumulative 
Frequency Percent Percent Percent 

Gender male 57 78.1 78.1 78.1 

female 16 21.9 21.9 100.0 

Total 73 100.0 100.0 

Table 7.5 Q.4 iv Degree of disability N.S.W 

Valid Cumulative 
Frequency Percent Percent Percent 

Degree mild 2 2.7 2.7 2.7 
moderate 42 57.5 57.5 60.3 
severe 29 39.7 39.7 100.0 
Total 73 100.0 100.0 

Table 7.6 Q.4 v Primary disability N.S.W 

Valid Cumulative 
Frequency Percent Percent Percent 

Type Intellectual impairment 28 38.4 38.4 38.4 
Cerebral palsy 2 2.7 2.7 41.1 
Autistic Spectrum 

1 1.4 1.4 42.5 Disorder 

Attention Deficit Disorder 1 1.4 1.4 43.8 
Fragile X syndrome 1 1.4 1.4 45.2 
Down Syndrome 11 15.1 15.1 60.3 
Hearingllnteliectual 

1 1.4 1.4 61.6 impairment 

Pervasive Developmental 
3 4.1 4.1 65.8 Delay 

Epilepsyllntellectual 
1 1.4 1.4 67.1 impairment 

Intellectual/Physical 
1 1.4 1.4 68.5 impairment 

ASDllnteliectual 
impairment 4 5.5 5.5 74.0 

Emotional Disturbance 19 26.0 26.0 100.0 
Total 73 100.0 100.0 
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Table 7.7 Q.4 vii(a) Academic subject areas N.S.W 

Valid Cumulative 
Freguency Percent Percent Percent 

subject Science 1 1.4 1.4 1.4 

selection of subjects 7 9.6 9.6 11.0 

N/A 54 74.0 74.0 84.9 

No response 1 1.4 1.4 86.3 

unspecified range 7 9.6 9.6 95.9 

Geography 3 4.1 4.1 100.0 

Total 73 100.0 100.0 

Table 7.8 Q.4 vii (b) Non-Academic subject areas N.S.W 

Valid Cumulative 
Frequency Percent Percent Percent 

Subjects Art/Craft 2 2.7 2.7 2.7 
Music 1 1.4 1.4 4.1 
Drama 1 1.4 1.4 5.5 
PElS port activities 34 46.6 46.6 52.1 
Woodwork 1 1.4 1.4 53.4 
Other industrial arts 1 1.4 1.4 54.8 
Unspecified subjects 8 11.0 11.0 65.8 
Agriculture 4 5.5 5.5 71.2 
N/A 4 5.5 5.5 76.7 
selection specified 14 19.2 19.2 95.9 
Food technology 1 1.4 1.4 97.3 
No response 1 1.4 1.4 98.6 
Design & Technology 1 1.4 1.4 100.0 
Total 73 100.0 100.0 

Table 7.9 Q.4 viii Total time per week N.S.W 

Valid Cumulative 
Frequency Percent Percent Percent 

Time 1 period p/w 15 20.5 20.5 20.5 
period 2 periods p/w 10 13.7 13.7 34.2 

3 periods p/w 1 1.4 1.4 35.6 
4 periods p/w 13 17.8 17.8 53.4 
6 periods p/w 1 1.4 1.4 54.8 
8 periods p/w 1 1.4 1.4 56.2 
1 double period p/w 1 1.4 1.4 57.5 
0.5 day p/w 16 21.9 21.9 79.5 
1 day p/w 6 8.2 8.2 87.7 
2 days p/w 7 9.6 9.6 97.3 
3 days p/w 1 1.4 1.4 98.6 
4 days p/w 1 1.4 1.4 100.0 

Total 73 100.0 100.0 
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Table 7.10 Qo4 ix Support status N.S.W 

Valid Cumulative 
Frequency Percent Percent Percent 

Status supported 59 80.8 80.8 80.8 
unsupported 14 19.2 19.2 100.0 
Total 73 100.0 100.0 

Table 7. 11 Q A x Type of support provided N.S.W 

Valid Cumulative 
Frequency Percent Percent Percent 

Type of Teacher Assistant/aide 32 43.B 43.8 43.8 
support Teacher 14 19.2 19.2 63.0 

Other: 13 17.B 17.8 BO.8 
N/A 14 19.2 19.2 100.0 
Total 73 100.0 100.0 

Table 7.12 Qo4 xi Aim of inclusion program N.S.W 

Valid Cumulative 
Frequency Percent Percent Percent 

Primary social 27 37.0 37.0 37.0 
Aim academic 1 1.4 1.4 3B.4 

other 1 1.4 1.4 39.7 
comb: social/academic 1 1.4 1.4 41.1 
comb: social/behavioural 31 42.5 42.5 83.6 
comb: 

11 15.1 15.1 98.6 social/academic/behavioural 

comb: soc/behav/other 1 1.4 1.4 100.0 
Total 73 100.0 100.0 

Table 7.13 Qo4 xii Perceived benefits to student N.S.W 

Valid Cumulative 
Frequency Percent Percent Percent 

Areas social 1 1.4 1.4 1.4 
of all categories 25 34.2 34.2 35.6 
benefit comb: social/behavioural 13 17.8 17.8 53.4 

comb: 
31 42.5 42.5 95.9 soc/motor/behavioural 

comb: 
3 4.1 4.1 100.0 soc/cog/behavioural 

Total 73 100.0 100.0 
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Table 7.14 Q.4.xili Program type N.S.W 

Valid Cumulative 
Freauency Percent Percent Percent 

Program mainstream 29 39.7 39.7 39.7 
type mainstream: modified 39 53.4 53.4 93.2 

individualised 5 6.8 6.8 100.0 
Total 73 100.0 100.0 

Table 7.15 Q.4. xiv Formal assessment N.S.W 

Valid CumulatiYe 
Freauency Percent Percent Percent 

Formally yes 29 39.7 39.7 39.7 
assess no 44 60.3 60.3 100.0 

Total 73 100.0 100.0 

Table 7.16 Q.4.xv Funding sources N.S.W 

Valid Cumulative 
Frequency Percent Percent Percent 

Funding school funded 37 50.7 50.7 50.7 
type external grant 3 4.1 4.1 54.8 

other source 10 13.7 13.7 68.5 
comb: school/external 13 17.8 17.8 86.3 

Not funded 10 13.7 13.7 100.0 
Total 73 100.0 100.0 

Table 7.17 Q.4xvi Dual enrolment status N.S.W 

Valid Cumulative 
Frequency Percent Percent Percent 

Status yes 12 16.4 16.4 16.4 
no 61 83.6 83.6 100.0 
Total 73 100.0 100.0 
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N orthem territory 

Table 7.18 Q.2 Staff development area of most value. N.T 

Valid Cumulative 
Frequency Percent Percent Percent 

Area i. Inservice :school based 1 100.0 100.0 100.0 

Table 7.19 Q3 Respondent agreement with part-time model N.T 

Valid Cumulative 
Frequency Percent Percent Percent 

Type of response agree 1 100.0 100.0 100.0 

Table 7.20 Q.4. ii Year of Birth N.T 

Valid Cumulative 
Freauencv Percent Percent Percent 

Year 1982 4 11.8 11.8 11.8 
1983 4 11.8 11.8 23.5 
1984 7 20.6 20.6 44.1 
1985 7 20.6 20.6 64.7 
1986 10 29.4 29.4 94.1 
1987 2 5.9 5.9 100.0 
Total 34 100.0 100.0 

Table 7.21 Q.4 .. iii Gender type N.T 

Valid Cumulative 
Frequency Percent Percent Percent 

Gender male 21 61.8 61.8 61.8 
female 13 38.2 38.2 100.0 
Total 34 100.0 100.0 
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Table 7.22 QA iv Degree of disability N.T 

Valid Cumulative 
Fr~uency Percent Percent Percent 

Degree mild 18 52.9 52.9 52.9 

moderate 16 47.1 47.1 100.0 
Total 34 100.0 100.0 

Table 7.23 QA v Primary disability N.T 

Valid Cumulative 
Frequency_ Percent Percent Percent 

Type Intellectual impairment 6 17.6 17.6 17.6 
Cerebral palsy 1 2.9 2.9 20.6 
Aspergers syndrome 3 8.8 8.8 29.4 
Attention Deficit Disorder 2 5.9 5.9 35.3 
Down Syndrome 9 26.5 26.5 61.8 
No specific 

1 2.9 2.9 64.7 syndrome/impairment 

Pervasive Developmental 
5 14.7 14.7 79.4 Delay 

Hydrocephalic/Epilepsy 1 2.9 2.9 82.4 
Epilepsyllntellectual 

1 2.9 2.9 85.3 impairment 

ADDlintelectual 
1 impairment 2.9 2.9 88.2 

Acquired Brain Injury ABI 3 8.8 8.8 97.1 
Meningitis 1 2.9 2.9 100.0 
Total 34 100.0 100.0 

Table 7.24 QA vii (a) Academic subject areas N.T 

Valid Cumulative 
FreQuenc:y Percent Percent Percent 

Subject English 2 5.9 5.9 5.9 
selection 4 11.8 11.8 17.6 
N/A 27 79.4 79.4 97.1 
computer skills 1 2.9 2.9 100.0 
Total 34 100.0 100.0 
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Table 7.25 QA vii (b) Non-Academic subject areas N.T 

Valid Cumulative 

Frequenc~ Percent Percent Percent 

subject Art/Craft 8 23.5 23.5 23.5 

Music 3 8.8 8.8 32.4 

PE/Sport activities 11 32.4 32.4 64.7 

Woodwork 1 2.9 2.9 67.6 

Home Economic:Cooking 4 11.8 11.8 79.4 

Home 
2 5.9 5.9 85.3 

Economics:Textiles 

Photography 1 2.9 2.9 88.2 

Health/Human Relations 1 2.9 2.9 91.2 

Social Community 
1 2.9 2.9 94.1 

Studies: SCS 
selection specified 2 5.9 5.9 100.0 
Total 34 100.0 100.0 

Table 7.26 Q.4 viii Total time per week N.T 

Valid Cumulative 
Frequency Percent Percent Percent 

Time 1 period p/w 2 5.9 5.9 5.9 
period 3 periods p/w 16 47.1 47.1 52.9 

5 periods p/w 15 44.1 44.1 97.1 
6 periods p/w 1 2.9 2.9 100.0 
Total 34 100.0 100.0 

Table 7.27 Q.4 i.x Support status N.T 

Valid Cumulative 
Frequency Percent Percent Percent 

Status supported 30 88.2 88.2 88.2 
unsupported 4 11.8 11.8 100.0 
Total 34 100.0 100.0 
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Table 7.28 Q.4 x Type of support provided N.T 

Valid Cumulative 
Frequency Percent Percent Percent 

Type of Inclusion Support 
30 88.2 88.2 88.2 

support Assistant/aide 

N/A 4 11.8 11.8 100.0 
Total 34 100.0 100.0 

Table 7.29 Q.4 xi Aim of inclusion program N. T 

Valid Cumulative 
Frequency Percent Percent Percent 

Aim social 1 2.9 2.9 2.9 
comb: social/academic 8 23.5 23.5 26.5 
comb: 

25 73.5 73.5 100.0 social/academic/behavioural 

Total 34 100.0 100.0 

Table 7.30 Q.4 xii Perceived benefits to student N.T 

Valid Cumulative 
Frequen~ Percent Percent Percent 

Benefit aJi categories 20 58.8 58.8 58.8 
areas comb: social/cognitive 3 8.8 8.8 67.6 

comb: 
social/motor/cognitive 3 8.8 8.8 76.5 

comb: 
soc/coglbehavioural 8 23.5 23.5 100.0 

Total 34 100.0 100.0 

Table 7.31 Q.4.xiii Program type N.T 

Valid Cumulative 
Frequenct Percent Percent Percent 

Program mainstream 2 5.9 5.9 5.9 
type mainstream: modified 32 94.1 94.1 100.0 

Total 34 100.0 100.0 
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Table 7.32 Q.4. xiv Formal assessment N.T 

Valid Cumulative 
Freauency Percent Percent Percent 

Formally yes 1 2.9 2.9 2.9 
assess no 33 97.1 97.1 100.0 

Total 34 100.0 100.0 

Table 7.33 Q.4.xv Funding sources N.T 

Valid Cumulative 
Frequency Percent Percent Percent 

Funding type external grant 34 100.0 100.0 100.0 

Table 7.34 Q.4xvi Dual enrolment status N.T 

Valid Cumulative 
Frequency Percent Percent Percent 

Status no 34 100.0 100.0 100.0 

Queensland 

Table 7.35 Q.2 Staff development area of most value. QLD 

Valid Cumulative 
Freauency Percent Percent Percent 

Areas i. Inservice :school based 3 23.1 23.1 23.1 
iv. Information: special 

2 15.4 15.4 38.5 school staff 

vi. Mainstream staff 1 7.7 7.7 46.2 
vii. other: specified 1 7.7 7.7 53.8 
combination of i. & iv. 2 15.4 15.4 69.2 
combination of iv & v 1 7.7 7.7 76.9 
No response 1 7.7 7.7 84.6 
combination of i & vi 1 7.7 7.7 92.3 
combination of i & vii 1 7.7 7.7 100.0 
Total 13 100.0 100.0 
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Table 7.36 Q3 Respondent agreement with part-time model QLD 

Valid Cumulative 
Frequency Percent Percent Percent 

Type of agree 8 61.5 61.5 61.5 
response strongly agree 3 23.1 23.1 84.6 

No response 2 15.4 15.4 100.0 
Total 13 100.0 100.0 

Table 7.37 Q.4. ii Year of Birth QLD 

Valid Cumulative 
Frequency Percent Percent Percent 

Year 1982 12 23.1 23.1 23.1 
1983 9 17.3 17.3 40.4 
1984 14 26.9 26.9 67.3 
1985 8 15.4 15.4 82.7 
1986 5 9.6 9.6 92.3 
1987 3 5.8 5.8 98.1 
1988 1 1.9 1.9 100.0 
Total 52 100.0 100.0 

Table 7.38 Q.4 . .iii Gender type QLD 

Valid Cumulative 
Frequency Percent Percent Percent 

Gender male 27 51.9 51.9 51.9 
female 25 48.1 48.1 100.0 
Total 52 100.0 100.0 

Table 7.39 Q.4 iv Degree of disability QLD 

Valid Cumulative 
Frequency Percent Percent Percent 

Degree mild 16 30.8 30.8 30.8 
moderate 23 44.2 44.2 75.0 
severe 10 19.2 19.2 94.2 
multiple 3 5.8 5.8 100.0 
Total 52 100.0 100.0 
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Table 7.40 Q.4 v Primary disability QLD 

Valid Cumulative 
Frequency Percent Percent Percent 

Type Intellectual impairment 32 61.5 61.5 61.5 

Cerebral palsy 1 1.9 1.9 63.5 

Autistic Spectrum 
3 5.8 S.8 69.2 

Disorder 

Aspergers syndrome 3 5.8 5.8 75.0 

Attention Deficit Disorder 1 1.9 1.9 76.9 

Fragile X syndrome 1 1.9 1.9 78.8 

Down Syndrome 1 1.9 1.9 80.8 

ADDlintelectual 
1 1.9 1.9 82.7 

impairment 

Visual/Intellectual 
2 3.8 3.8 86.5 

impairment 

Intellectual/Physical 
2 3.8 3.8 90.4 

impairment 

Oppositional Defiance 
1 1.9 1.9 92.3 

Syndrome 

Acquired Brain Injury ASI 1 1.9 1.9 94.2 

PhysicallHearingNisual 
1 1.9 1.9 96.2 

impairments 

ASDllnteliectual 
2 3.8 3.8 100.0 impairment 

Total 52 100.0 100.0 

Table 7.41 Q.4 vii(a) Academic subject areas QLD 

Valid Cumulative 
Frequency Percent Percent Percent 

subjects Mathematics 1 1.9 1.9 1.9 
Science 4 7.7 7.7 9.6 
selection specified 9 17.3 17.3 26.9 
N/A 36 69.2 69.2 96.2 
Japanese 1 1.9 1.9 98.1 
computer skills 1 1.9 1.9 100.0 
Total 52 100.0 100.0 
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Table 7.42 Q.4 vii (b) Non-Academic subject areas QLD 

Valid Cumulative 
Frequency Percent Percent Percent 

Subjects Art/Craft 3 5.8 5.8 5.8 

Music 3 5.8 5.8 11.5 

Drama 1 1.9 1.9 13.5 

PE/Sport activities 1 1.9 1.9 15.4 

Woodwork 2 3.8 3.8 19.2 

Metalwork 1 1.9 1.9 21.2 

Industrial arts 3 5.8 5.8 26.9 

Home Economic:Cooking 5 9.6 9.6 36.5 

Unspecified subjects 10 19.2 19.2 55.8 

Horticulture 1 1.9 1.9 57.7 

Certificate of Work 
1 1.9 1.9 59.6 

Education 

Agriculture 7 13.5 13.5 73.1 

Social Community 
3 5.8 5.8 78.8 

Studies: SCS 

N/A 8 15.4 15.4 94.2 

selection specified 3 5.8 5.8 100.0 

Total 52 100.0 100.0 

Table 7.43 Q.4 viii Total time per week QLD 

Valid Cumulative 
Frequency Percent Percent Percent 

Time 1 period p/w 4 7.7 7.7 7.7 
period 2 periods p/w 17 32.7 32.7 40.4 

3 periods p/w 6 11.5 11.5 51.9 
6 periods p/w 1 1.9 1.9 53.8 
12 periods p/w 1 1.9 1.9 55.8 
1 double period p/w 1 1.9 1.9 57.7 
1 day p/w 2 3.8 3.8 61.5 
1.5 days p/w 6 11.5 11.5 73.1 
2 days p/w 2 3.8 3.8 76.9 
2.5 days p/w 10 19.2 19.2 96.2 
3 days p/w 1 1.9 1.9 98.1 
5 days p/w 1 1.9 1.9 100.0 
Total 52 100.0 100.0 

Table 7.44 Q.4 ix Support status QLD 

Valid Cumulative 
Frequency Percent Percent Percent 

Status supported 45 86.5 86.5 86.5 
unsupported 7 13.5 13.5 100.0 
Total 52 100.0 100.0 
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Table 7.45 Q.4 x Type of support provided QLD 

Valid Cumulative 
Frequenc~ Percent Percent Percent 

Type of Teacher Assistant/aide 39 75.0 75.0 75.0 
support Teacher 6 11.5 11.5 86.5 

N/A 7 13.5 13.5 100.0 

Total 52 100.0 100.0 

Table 7.46 Q.4 xi Aim of inclusion program QLD 

Valid Cumulative 
Frequency Percent Percent Percent 

Primary social 20 38.5 38.5 38.5 
aim academic 4 7.7 7.7 46.2 

comb: social/academic 19 36.5 36.5 82.7 
comb: social/behavioural 2 3.8 3.8 86.5 
comb: social/other 1 1.9 1.9 88.5 
comb: academic/behavioural 

1 1.9 1.9 90.4 

comb: 
5 9.6 9.6 100.0 

social/academic/behavioural 

Total 52 100.0 100.0 

Table 7.47 QA xii Perceived benefits to student QLD 

Valid Cumulative 
Frequency Percent Percent Percent 

Areas social 18 34.6 34.6 34.6 
of cognitive 1 1.9 1.9 36.5 
benefit all categories 9 17.3 17.3 53.8 

comb: social/cognitive 16 30.8 30.8 84.6 
comb: social/behavioural 4 7.7 7.7 92.3 
comb: 

1 1.9 1.9 94.2 soc/motor/behavioural 

comb: 
3 soc/cog/behavioural 5.8 5.8 100.0 

Total 52 100.0 100.0 
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Table 7.48 QA.xiii Program type QLD 

Valid Cumulative 
Frequency Percent Percent Percent 

Program mainstream 11 21.2 21.2 21.2 
type mainstream: modified 27 51.9 51.9 73.1 

individualised 14 26.9 26.9 100.0 
Total 52 100.0 100.0 

Table 7.49 Q.4. xiv Formal assessment QLD 

Valid Cumulative 
Frequency Percent Percent Percent 

Formally yes 24 46.2 46.2 46.2 
assess no 28 53.8 53.8 100.0 

Total 52 100.0 100.0 

Table 7.50 Q.4.xv Funding sources QLD 

Valid Cumulative 
Frequency Percent Percent Percent 

Funding school funded 51 98.1 98.1 98.1 
type other source 1 1.9 1.9 100.0 

Total 52 100.0 100.0 

Table 7.51 QAxvi Dual enrolment status QLD 

Valid Cumulative 
Frequency Percent Percent Percent 

Status yes 16 30.8 30.8 30.8 
no 36 69.2 69.2 100.0 
Total 52 100.0 100.0 
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South Australia 

Table 7.52 Q.2 Staff development area of most value. SA 

Valid Cumulative 
Frequency Percent Percent Percent 

Area combination of iv & vii 1 100.0 100.0 100.0 

Table 7.53 Q3 Respondent agreement with part-time model SA 

Valid Cumulative 
Frequency Percent Percent Percent 

Type of response strongly agree 1 100.0 100.0 100.0 

Table 7.54 Q.4. ii Year of Birth SA 

Valid Cumulative 
Frequency Percent Percent Percent 

Year 1984 2 50.0 50.0 50.0 
1986 2 50.0 50.0 100.0 
Total 4 100.0 100.0 

Table 7.55 Q.4 . .iii Gender type SA 

Valid Cumulative 
Frequency Percent Percent Percent 

Gender male 3 75.0 75.0 75.0 
female 1 25.0 25.0 100.0 
Total 4 100.0 100.0 
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Table 7.56 Q.4 iv Degree of disability SA 

Valid Cumulative 
Frequency Percent Percent Percent 

Degree mild 1 25.0 25.0 25.0 
moderate 3 75.0 75.0 100.0 
Total 4 100.0 100.0 

Table 7.57 Q.4 v Primary disability SA 

Valid Cumulative 
Frequency Percent Percent Percent 

Type Intellectual impairment 2 50.0 50.0 50.0 
ADDlintelectual 

1 25.0 25.0 75.0 
impairment 

ASDllnteliectual 
1 25.0 25.0 100.0 

impairment 

Total 4 100.0 100.0 

Table 7.58 QA vii (a) Academic subject areas SA 

Valid Cumulative 
Frequency Percent Percent Percent 

Subjects English 1 25.0 25.0 25.0 
selection specified 1 25.0 25.0 50.0 
N/A 1 25.0 25.0 75.0 
Society and Environment 1 25.0 25.0 100.0 
Total 4 100.0 100.0 

Table 7.59 Q.4 vii (b) Non-Academic subject areas SA 

Valid Cumulative 
FreQuency Percent Percent Percent 

Subjects Other industrial arts 1 25.0 25.0 25.0 
N/A 2 50.0 50.0 75.0 
selection specified 1 25.0 25.0 100.0 
Total 4 100.0 100.0 
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Table 7.60 Q.4 viii Total time per week SA 

Valid Cumulative 
Frequency- Percent Percent Percent 

Time 6 periods p/w 2 50.0 50.0 50.0 
period 12 periods p/w 2 50.0 50.0 100.0 

Total 4 100.0 100.0 

Table 7.61 Q.4 ix Support status SA 

Valid Cumulative 
Frequency Percent Percent Percent 

Status supported 4 100.0 100.0 100.0 

Table 7.62 Q.4 x Type of support provided SA 

Valid Cumulative 
Frequency Percent Percent Percent 

Type of support Teacher Assistant/aide 4 100.0 100.0 100.0 

Table 7.63 Q.4 xi Aim of inclusion program SA 

Valid Cumulative 
Frequenc:y Percent Percent Percent 

Primary comb: social/academic 1 25.0 25.0 25.0 
aim comb: 

social/academic/behavioural 3 75.0 75.0 100.0 

Total 4 100.0 100.0 

Table 7.64 QA xii Perceived benefits to student SA 

Valid Cumulative 
Frequency Percent Percent Percent 

Areas comb: social/cognitive 1 25.0 25.0 25.0 
of comb: 
benefit soc/cog/behavioural 3 75.0 75.0 100.0 

Total 4 100.0 100.0 
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Table 7.65 Q.4.xiii Program type SA 

Valid Cumulative 
Frequency Percent Percent Percent 

Program type mainstream 4 100.0 100.0 100.0 

Table 7.66 Q.4. xiv Formal assessment SA 

Valid Cumulative 
Freauency_ Percent Percent Percent 

Formally assess yes 4 100.0 100.0 100.0 

Table 7.67 Q.4.xv Funding sources SA 

Valid Cumulative 
Freauencv Percent Percent Percent 

Funding type school funded 4 100.0 100.0 100.0 

Table 7.68 Q.4xvi Dual enrolment status SA 

Valid Cumulative 
Frequency Percent Percent Percent 

Status no 4 100.0 100.0 100.0 
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Tasmania 

Table 7.69 Q.2 Staff development area of most value. TAS 

Valid Cumulative 
Frequenc)' Percent Percent Percent 

Area i. Inservice :school based 1 25.0 25.0 25.0 
combination of i. & iii. 1 25.0 25.0 50.0 
combination of ii & v. 1 25.0 25.0 75.0 
combination of i & vi 1 25.0 25.0 100.0 
Total 4 100.0 100.0 

Table 7.70 Q3 Respondent agreement with part-time model TAS 

Valid Cumulative 
Frequency Percent Percent Percent 

Type of disagree 1 25.0 25.0 25.0 
response agree 1 25.0 25.0 50.0 

strongly agree 2 50.0 50.0 100.0 
Total 4 100.0 100.0 

Table 7.71 Q.4. ii Year of Birth TAS 

Valid Cumulative 
Frequency Percent Percent Percent 

Year 1983 1 5.3 5.3 5.3 
1984 9 47.4 47.4 52.6 
1985 5 26.3 26.3 78.9 
1986 2 10.5 10.5 89.5 
1987 1 5.3 5.3 94.7 
1988 1 5.3 5.3 100.0 
Total 19 100.0 100.0 

Table 7.72 Q.4 . .iii Gender type TAS 

Valid Cumulative 
Frequency Percent Percent Percent 

Gender male 13 68.4 68.4 68.4 
female 6 31.6 31.6 100.0 
Total 19 100.0 100.0 
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Table 7.73 Q.4 iv Degree of disability TAS 

Valid Cumulative 
Frequency Percent Percent Percent 

Degree mild 12 63.2 63.2 63.2 
moderate 6 31.6 31.6 94.7 

severe 1 5.3 5.3 100.0 

Total 19 100.0 100.0 

Table 7.74 Q.4 v Primary disability TAS 

Valid Cumulative 
Frequency Percent Percent Percent 

Type Intellectual impairment 12 63.2 63.2 63.2 
Pervasive Developmental 

3 15.8 15.8 78.9 
Delay 

Epilepsy/lntellectual 
1 5.3 5.3 84.2 

impairment 

ASD/lnteliectual 
3 15.8 15.8 100.0 

impairment 

Total 19 100.0 100.0 

Table 7.75 Q.4 vii(a) Academic subject areas TAS 

Valid Cumulative 
Frequency Percent Percent Percent 

Subject English 2 10.5 10.5 10.5 
N/A 16 84.2 84.2 94.7 
Computer skills 1 5.3 5.3 100.0 
Total 19 100.0 100.0 

Table 7.76 Q.4 vii (b) Non-Academic subject areas TAS 

Valid Cumulative 
Frequency Percent Percent Percent 

Subject Art/Craft 3 15.8 15.8 15.8 
PE/Sport activities 1 5.3 5.3 21.1 
Industrial arts 5 26.3 26.3 47.4 
Home Economic:Cooking 7 36.8 36.8 84.2 
Health/Human Relations 2 10.5 10.5 94.7 
selection specified 1 5.3 5.3 100.0 
Total 19 100.0 100.0 



Appendix B 373 

Table 7.77 Q.4 viii Total time per week TAS 

Valid Cumulative 
Frequency Percent Percent Percent 

Periods 2 periods p/w 6 31.6 31.6 31.6 
of time 4 periods p/w 1 5.3 5.3 36.8 

0.5 days p/w 2 10.5 10.5 47.4 

2 days p/w 2 10.5 10.5 57.9 

3 days p/w 1 5.3 5.3 63.2 

4 days p/w 2 10.5 10.5 73.7 

Alternate weeks 5 26.3 26.3 100.0 

Total 19 100.0 100.0 

Table 7.78 Q.4 ix Support status TAS 

Valid CumUlative 
Frequency Percent Percent Percent 

Status supported 9 47.4 47.4 47.4 

unsupported 10 52.6 52.6 100.0 

Total 19 100.0 100.0 

Table 7.79 Q.4 x Type of support provided TAS 

Valid Cumulative 
Freauency Percent Percent Percent 

Support Teacher AssistanUaide 9 47.4 47.4 47.4 
type N/A 10 52.6 52.6 100.0 

Total 19 100.0 100.0 

Table 7.80 Q.4 xi Aim of inclusion program TAS 

Valid Cumulative 
Freauency Percent Percent Percent 

Primary social 2 10.5 10.5 10.5 
aim academic 1 5.3 5.3 15.8 

other 5 26.3 26.3 42.1 
comb: social/academic 4 21.1 21.1 63.2 

comb: social/behavioural 5 26.3 26.3 89.5 

comb: 
5.3 5.3 94.7 social/academic/behavioural 1 

comb: soclacad/other 1 5.3 5.3 100.0 
Total 19 100.0 100.0 
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Table 7.81 Q.4 xii Perceived benefits to student TAS 

Valid Cumulative 
Frequency Percent Percent Percent 

Areas social 6 31.6 31.6 31.6 
of all categories 8 42.1 42.1 73.7 
benefit comb: social/behavioural 4 21.1 21.1 94.7 

comb: 
1 5.3 5.3 100.0 

soc/cog/behavioural 

Total 19 100.0 100.0 

Table 7.82 QA.xiii Program type TAS 

Valid Cumulative 
Frequency Percent Percent Percent 

Program mainstream 6 31.6 31.6 31.6 
type mainstream: modified 7 36.8 36.8 68.4 

individualised 6 31.6 31.6 100.0 
Total 19 100.0 100.0 

Table 7.83 Q.4. xiv Formal assessment TAS 

Valid Cumulative 
Frequency Percent Percent Percent 

Formally yes 11 57.9 57.9 57.9 
assess no 8 42.1 42.1 100.0 

Total 19 100.0 100.0 

Table 7.84 Q.4.xv Funding sources TAS 

Valid Cumulative 
Frequency Percent Percent Percent 

Type of school funded 10 52.6 52.6 52.6 
funding external grant 6 31.6 31.6 84.2 

other source 2 10.5 10.5 94.7 
comb: school/external 1 5.3 5.3 100.0 

Total 19 100.0 100.0 
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Table 7.85 Q.4xvi Dual enrolment status TAS 

Valid Cumulative 
Frequency Percent Percent Percent 

Status yes 10 52.6 52.6 52.6 

no 8 42.1 42.1 94.7 
No Response 1 5.3 5.3 100.0 
Total 19 100.0 100.0 

Victoria 

Table 7.86 Q.2 Staff development area of most value. VIC. 

Valid Cumulative 
Frequency Percent Percent Percent 

Area i. Inservice :school based 6 42.9 42.9 42.9 
vii. other: specified 4 28.6 28.6 71.4 
combination of i. & iii. 1 7.1 7.1 78.6 
combination of i. & iv. 1 7.1 7.1 85.7 
combination of iv & vi 1 7.1 7.1 92.9 
combination of i & vi 1 7.1 7.1 100.0 
Total 14 100.0 100.0 

Table 7.87 Q3 Respondent agreement with part-time model VIC. 

Valid Cumulative 
Frequency Percent Percent Percent 

Type of strongly disagree 1 7.1 7.1 7.1 
response don't know 1 7.1 7.1 14.3 

agree 5 35.7 35.7 50.0 
strongly agree 7 50.0 50.0 100.0 
Total 14 100.0 100.0 
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Table 7.88 Q.4. ii Year of Birth VIC. 

Valid Cumulative 
Freauency Percent Percent Percent 

Year 1982 5 9.4 9.4 9.4 
1983 6 11.3 11.3 20.8 
1984 7 13.2 13.2 34.0 
1985 14 26.4 26.4 60.4 
1986 13 24.5 24.5 84.9 
1987 7 13.2 13.2 98.1 
1988 1 1.9 1.9 100.0 
Total 53 100.0 100.0 

Table 7.89 Q.4 .. iii Gender type VIC. 

Valid Cumulative 
Frequency Percent Percent Percent 

Gender male 28 52.8 52.8 52.8 
female 25 47.2 47.2 100.0 
Total 53 100.0 100.0 

Table 7.90 Q.4 iv Degree of disability VIC. 

Valid Cumulative 
Freauency Percent Percent Percent 

Degree mild 28 52.8 52.8 52.8 
moderate 22 41.5 41.5 94.3 
severe 3 5.7 5.7 100.0 
Total 53 100.0 100.0 
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Table 7.91 Q.4 v Primary disability VIC. 

Valid Cumulative 
Freauency Percent Percent Percent 

Type Intellectual impairment 31 58.5 58.5 58.5 
Autistic Spectrum 

2 3.B 3.8 62.3 Disorder 
Down Syndrome 5 9.4 9.4 71.7 
Hearing impairment 1 1.9 1.9 73.6 
Hearing/Intellectual 

1 1.9 1.9 75.5 impairment 
No specific 

5 9.4 9.4 84.9 syndromelimpairment 
Pervasive Developmental 

2 3.8 3.8 88.7 Delay 
ADD/lntelectual 

1 1.9 1.9 90.6 impairment 
Intellectual/Physical 

4 7.5 7.5 98.1 impairment 
Conduct Disorder 1 1.9 1.9 100.0 
Total 53 100.0 100.0 

Table 7.92 Q.4 vii (a) Academic subject areas VIC. 

Valid Cumulative 
Frequency Percent Percent Percent 

Subjects Mathematics 1 1.9 1.9 1.9 
selection specified 14 26.4 26.4 28.3 
N/A 29 54.7 54.7 83.0 
unspecified range 3 5.7 5.7 88.7 
computer skills 6 11.3 11.3 100.0 
Total 53 100.0 100.0 
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Table 7.93 Q.4 vii (b) Non-Academic subject areas VIC. 

Valid Cumulative 
Freauencv Percent Percent Percent 

Subjects Art/Craft 4 7.5 7.5 7.5 

Drama 1 1.9 1.9 9.4 

PE/Sport activities 3 5.7 5.7 15.1 

Home Economic:Cooking 2 3.8 3.8 18.9 

Home 
5 9.4 9.4 28.3 

Economics:Textiles 

Unspecified subjects 7 13.2 13.2 41.5 

Health/Human Relations 2 3.8 3.8 45.3 

Horticulture 1 1.9 1.9 47.2 

Certificate of Work 
1 1.9 1.9 49.1 

Education 

Graphics 1 1.9 1.9 50.9 

Work Experience 1 1.9 1.9 52.8 

Life Skills 1 1.9 1.9 54.7 

N/A 8 15.1 15.1 69.8 

selection specified 15 28.3 28.3 98.1 

Food technology 1 1.9 1.9 100.0 
Total 53 100.0 100.0 

Table 7.94 Q.4 viii Total time per week VIC. 

Valid Cumulative 
Frequency Percent Percent Percent 

Periods 1 period p/w 2 3.8 3.8 3.8 
of time 2 periods p/w 7 13.2 13.2 17.0 

3 periods p/w 2 3.8 3.8 20.8 
4 periods p/w 3 5.7 5.7 26.4 
6 periods p/w 6 11.3 11.3 37.7 
10 periods p/w 2 3.8 3.8 41.5 
15 periods p/w 2 3.8 3.8 45.3 
1 double period plw 1 1.9 1.9 47.2 
0.5 days p/w 2 3.8 3.8 50.9 
1 day p/w 8 15.1 15.1 66.0 
2 days p/w 4 7.5 7.5 73.6 
2.5 days p/w 1 1.9 1.9 75.5 
3 days p/w 7 13.2 13.2 88.7 
4 days p/w 2 3.8 3.8 92.5 
4.5 days p/w 1 1.9 1.9 94.3 
5 days p/w 1 1.9 1.9 96.2 
3 days p/fortnight 2 3.8 3.8 100.0 
Total 53 100.0 100.0 
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Table 7.95 Q.4 ix Support status VIC. 

Valid Cumulative 
Frequency Percent Percent Percent 

status supported 44 83.0 83.0 83.0 
unsupported 9 17.0 17.0 100.0 

Total 53 100.0 100.0 

Table 7.96 Q.4 x Type of support provided VIC. 

Valid Cumulative 
Frequency Percent Percent Percent 

type of Teacher Assistant/aide 44 83.0 83.0 83.0 
support N/A 9 17.0 17.0 100.0 

Total 53 100.0 100.0 

Table 7.97 Q.4 xi Aim of inclusion program VIC. 

Valid Cumulative 
Frequency Percent Percent Percent 

Primary social 19 35.8 35.8 35.8 
aim academic 2 3.8 3.8 39.6 

comb: social/academic 13 24.5 24.5 64.2 
comb: social/behavioural 7 13.2 13.2 77.4 
comb: 

9 17.0 17.0 94.3 social/academic/behavioural 

No Response 3 5.7 5.7 100.0 
Total 53 100.0 100.0 

Table 7.98 Q.4 xii Perceived benefits to student VIC. 

Valid Cumulative 
Frequency Percent Percent Percent 

Areas social 8 15.1 15.1 15.1 
of all categories 25 47.2 47.2 62.3 
benefit comb: social/motor 6 11.3 11.3 73.6 

comb: social/behavioural 4 7.5 7.5 81.1 
comb: 
social/motor/cognitive 4 7.5 7.5 88.7 

comb: 
soc/motor/behavioural 5 9.4 9.4 98.1 

comb: motor/behavioural 1 1.9 1.9 100.0 
Total 53 100.0 100.0 
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Table 7.99 Q.4.xiii Program type VIC. 

Valid Cumulative 
Frequency Percent Percent Percent 

Program mainstream 11 20.8 20.8 20.8 
type mainstream: modified 35 66.0 66.0 86.8 

individualised 6 11.3 11.3 98.1 
No Response 1 1.9 1.9 100.0 
Total 53 100.0 100.0 

Table 7.100 Q.4. xiv Formal assessment VIC. 

Valid Cumulative 
Frequency Percent Percent Percent 

Formally yes 23 43.4 43.4 43.4 
assess no 27 50.9 50.9 94.3 

No Response 3 5.7 5.7 100.0 
Total 53 100.0 100.0 

Table 7.101 Q.4.x:v Funding sources VIC. 

Valid Cumulative 
Frequency Percent Percent Percent 

Type of school funded 41 77.4 77.4 77.4 
funding external grant 2 3.8 3.8 81.1 

other source 9 17.0 17.0 98.1 
comb: school/external 1 1.9 1.9 100.0 

Total 53 100.0 100.0 

Table 7.102 Q.4x:vi Dual enrolment status VIC. 

Valid Cumulative 
Frequency Percent Percent Percent 

Status yes 36 67.9 67.9 67.9 
no 17 32.1 32.1 100.0 
Total 53 100.0 100.0 
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Western Australia 

Table 7.103 Q.2 Staff development area of most value. W.A 

Valid Cumulative 
Frequency Percent Percent Percent 

Area i. Inservice :school based 2 2S.0 2S.0 2S.0 
iv. Information: special 

2 2S.0 25.0 SO.O 
school staff 

combination of i. & iv. 1 12.5 12.S 62.S 
combination of iv & vi 1 12.5 12.5 75.0 
No response 1 12.5 12.5 87.5 
combination of i & iv & v 1 12.5 12.5 100.0 
Total 8 100.0 100.0 

Table 7.104 Q3 Respondent agreement with part-time model W.A 

Valid Cumulative 
FreQuencv Percent Percent Percent 

Type of don't know 1 12.5 12.5 12.5 
response agree 1 12.5 12.5 25.0 

strongly agree 6 75.0 75.0 100.0 
Total 8 100.0 100.0 

Table 7.105 Q.4. ii Year of Birth W.A 

Valid Cumulative 
Frequency Percent Percent Percent 

Year 1982 4 3.3 3.3 3.3 
1983 5 4.1 4.1 7.3 
1984 14 11.4 11.4 18.7 
1985 26 21.1 21.1 39.8 
1986 30 24.4 24.4 64.2 
1987 27 22.0 22.0 86.2 
no response 17 13.8 13.8 100.0 
Total 123 100.0 100.0 
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Table 7.106 Q.4 . .iii Gender type W.A 

Valid Cumulative 
Frequency Percent Percent Percent 

Gender male 7B 63.4 63.4 63.4 
female 45 36.6 36.6 100.0 
Total 123 100.0 100.0 

Table 7.107 Q.4 iv Degree of disability W.A 

Valid Cumulative 
Frequency Percent Percent Percent 

Degree mild 70 56.9 56.9 56.9 
moderate 45 36.6 36.6 93.5 
severe 7 5.7 5.7 99.2 
multiple 1 .8 .B 100.0 
Total 123 100.0 100.0 

Table 7.108 Q.4 v Primary disability W.A 

Valid Cumulative 
Frequency Percent Percent Percent 

Type Intellectual impairment 95 77.2 77.2 77.2 
Cerebral palsy 4 3.3 3.3 80.5 
Autistic Spectrum 

3 2.4 2.4 82.9 Disorder 

Fragile X syndrome 1 .8 .8 83.7 
Down Syndrome 2 1.6 1.6 85.4 
Degenerative Muscle 

2 1.6 1.6 87.0 disease 

Hearingllntellectual 
2 1.6 1.6 8B.6 impairment 

No specific 
1 .8 .8 89.4 syndrome/impairment 

Diabetesllntellectual 
2 1.6 1.6 91.1 impairment 

Pervasive Developmental 
1 .8 .8 91.9 Delay 

Hydrocephalic/Epilepsy 1 .8 .B 92.7 
Coffin Lowry Syndrome 1 .8 .B 93.5 
Epilepsyllntellectual 

1 .8 .B 94.3 impairment 

ADD/lntelectual 
3 2.4 2.4 96.7 impairment 

Visual/Intellectual 
1 .8 .B 97.6 impairment 

Intellectual/Physical 
1 .8 .B 98.4 impairment 

ASDllntellectual 
2 1.6 1.6 100.0 impairment 

Total 123 100.0 100.0 
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Table 7.109 Q.4 vii(a) Academic subject areas W.A 

Valid Cumulative 
Frequency Percent Percent Percent 

Subjects N/A 119 96.7 96.7 96.7 

computer skills 4 3.3 3.3 100.0 

Total 123 100.0 100.0 

Table 7.110 QA vii (b) Non-Academic subject areas W.A 

Valid Cumulative 
Frequency Percent Percent Percent 

Subjects Art/Craft 23 18.7 18.7 18.7 
Drama 1 .8 .8 19.5 
PE/Sport activities 14 11.4 11.4 30.9 
Woodwork 1 .8 .8 31.7 
Industrial arts 2 1.6 1.6 33.3 
Home Economic:Cooking 2 1.6 1.6 35.0 
Home 

2 1.6 1.6 36.6 Economics:Textiles 

Unspecified subjects 3 2.4 2.4 39.0 
Community Access 

1 .8 .8 39.8 Program 

Health/Human Relations 1 .8 .8 40.7 
N/A 1 .8 .8 41.5 
selection specified 70 56.9 56.9 98.4 
Childcare 2 1.6 1.6 100.0 
Total 123 100.0 100.0 

Table 7.111 QA viii Total time per week W.A 

Valid Cumulative 
Frequency Percent Percent Percent 

Time 1 period p/w 10 8.1 8.1 8.1 
period 2 periods p/w 17 13.8 13.8 22.0 

3 periods p/w 3 2.4 2.4 24.4 
4 periods p/w 7 5.7 5.7 30.1 
6 periods p/w 7 5.7 5.7 35.8 
7 periods p/w 4 3.3 3.3 39.0 
8 periods p/w 37 30.1 30.1 69.1 
9 periods p/w 24 19.5 19.5 88.6 
13 periods p/w 1 .8 .8 89.4 
1 double period p/w 5 4.1 4.1 93.5 
0.5 days p/w 3 2.4 2.4 95.9 
1 day p/w 5 4.1 4.1 100.0 
Total 123 100.0 100.0 
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Table 7.112 Q.4 ix Support status W.A 

Valid Cumulative 
Frequency Percent Percent Percent 

Status supported 79 64.2 64.2 64.2 
unsupported 39 31.7 31.7 95.9 
Both supported 

5 4.1 4.1 100.0 
/unsupported 

Total 123 100.0 100.0 

Table 7.113 Q.4 x Type of support provided W.A 

Valid Cumulative 
Frequency Percent Percent Percent 

Type of Teacher AssistanVaide 79 64.2 64.2 64.2 
support Teacher 5 4.1 4.1 68.3 

N/A 39 31.7 31.7 100.0 
Total 123 100.0 100.0 

Table 7.114 Q.4 xi Aim of inclusion program W.A 

Valid Cumulative 
Frequency Percent Percent Percent 

Primary social 15 12.2 12.2 12.2 
aim academic 11 8.9 8.9 21.1 

other 1 .8 .8 22.0 
comb: social/academic 11 8.9 8.9 30.9 
comb: social/behavioural 29 23.6 23.6 54.5 
comb: 

56 45.5 45.5 100.0 social/academiclbehavioural 

Total 123 100.0 100.0 

Table 7.115 Q.4 xii Perceived benefits to student W.A 

Valid Cumulative 
Frequency Percent Percent Percent 

Areas social 7 5.7 5.7 5.7 
of ali categories 108 87.8 87.8 93.5 
benefit comb: social/cognitive 3 2.4 2.4 95.9 

comb: social/behavioural 2 1.6 1.6 97.6 
comb: 
soc/motor/beh avlou ral 1 .8 .8 98.4 

comb: 
soc/cog/behavioural 2 1.6 1.6 100.0 

Total 123 100.0 100.0 
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Table 7.116 Q.4 .xiii Program type W.A 

Valid Cumulative 
Freauencv Percent Percent Percent 

Type of mainstream 65 52.8 52.8 52.8 
program mainstream: modified 52 42.3 42.3 95.1 

individualised 6 4.9 4.9 100.0 
Total 123 100.0 100.0 

Table 7.117 Q.4. xiv Formal assessment W.A 

Valid Cumulative 
Freauency Percent Percent Percent 

Status yes 92 74.8 74.8 74.8 
no 31 25.2 25.2 100.0 
Total 123 100.0 100.0 

Table 7.118 Q.4.xv Funding sources W.A 

Valid Cumulative 
Frequency Percent Percent Percent 

Type of funding school funded 123 100.0 100.0 100.0 

Table 7.119 Q.4xvi Dual enrolment status W.A 

Valid Cumulative 
Frequency Percent Percent Percent 

Status yes 58 47.2 47.2 47.2 
no 65 52.8 52.8 100.0 
Total 123 100.0 100.0 
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National Frequency distribution tables 
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National 

Table 7.120 Q.2 Staff development area of most value. NATIONAL 

Frequency Percent 

Areas i. Inservice :school based 19 35.0 
of iv. Information: special 
support school staff 

5 9.0 

vi. Mainstream staff 1 2.0 

vii. other: specified 6 11.0 

combination of i. & iii. 2 4.0 

combination of i. & iv. 5 9.0 

combination of ii & iv 2.0 

combination of ii & v. 2.0 

combination of iv & v 2.0 

combination of iv & vi 4 7.0 

combination of iv & vii 1 2.0 

combination of i & vi 3 6.0 

combination of i & vii 2 4.0 

combination of i ,iv &v 2.0 

Totafl 52 

a. No response N=2 

Table 7.121 Q3 Respondent agreement with part-time model NATIONAL 

Frequency Percent 

Response strongly disagree 1 2.0 

disagree 3 6.0 

don't know 2 4.0 

agree 23 43.0 

strongly agree 22 41.0 

Totafl 51 

a. No response N=3 
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Table 7.122 Q.4. ii Year of Birth NATIONAL 

Frequency Percent 
Year 1980 1 .3 

1981 4 1.1 
1982 29 8.1 
1983 31 8.7 
1984 65 18.2 
1985 74 20.7 
1986 80 22.3 
1987 51 14.2 
1988 6 1.7 
no response 17 4.7 
Total 358 100.0 

Table 7.123 Q.4 . .iii Gender type NATIONAL 

Frequency Percent 
Gender male 227 63.4 

female 131 36.6 
Total 358 100.0 

Table 7.124 Q.4 iv Degree of disability NATIONAL 

Fr~guency Percent 
Degree mild 147 41.1 

moderate 157 43.9 
severe 50 14.0 
multiple 4 1.1 
Total 358 100.0 
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Table 7.125 QA v Primary disability NATIONAL 

Frequency Percent 

Primary Intellectual impairment 206 57.5 
disability Cerebral palsy 8 2.2 

Autistic Spectrum 9 2.5 
Disorder 

Aspergers syndrome 6 1.7 

Attention Deficit Disorder 4 1.1 

Fragile X syndrome 3 .8 

Down Syndrome 28 7.8 

Hearing impairment 1 .3 

Degenerative Muscle 
2 .6 

disease 

Hearing/Intellectual 4 1.1 
impairment 

No specific 7 2.0 
syndrome/impairment 

Diabetesllntellectual 
2 .6 

impairment 

Pervasive Developmental 
14 3.9 

Delay 

Hydrocephalic/Epilepsy 2 .6 

Coffin Lowry Syndrome 1 .3 
Epilepsy/Intellectual 4 1.1 
impairment 

ADDlintelectual 
impairment 

7 2.0 

Visual/Intellectual 
impairment 

3 .8 

Intellectual/Physical 
8 2.2 

impairment 

Oppositional Defiance 
1 .3 

Syndrome 

Acquired Brain Injury ASI 4 1.1 

Physical/HearingNisual 1 .3 
impairments 

ASD/lntellec!ual 
12 

impairment 
3.4 

Emotional Disturbance 19 5.3 

Meningitis 1 .3 

Conduct disorder 1 .3 

Total 358 100.0 
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Table 7.126 Q.4 vii(a) Academic subject areas NATIONAL 

Frequency Percent 
Academic English 5 1.4 
subjects Mathematics 2 .6 

Science 5 1.4 
selection specified 35 9.8 
N/A 282 78.8 
No response 1 .3 
unspecified range 10 2.8 
Geography 3 .8 
Japanese 1 .3 
Computer skills 13 3.6 
Society & Environment 1 .3 
Total 358 100.0 

Table 7.127 Q.4 vii (b) Non-Academic subject areas NATIONAL 

Frequency Percent 
Non-academic Art/Craft 43 12.0 
subjects Music 7 2.0 

Drama 4 1.1 
PE/Sport activities 64 17.9 

Woodwork 5 1.4 
Metalwork 1 .3 
Industrial arts 12 3.4 
Home Economic:Cooking 20 5.6 
Home 

9 2.5 Economics:Textiles 

Unspecified subjects 28 7.B 

Community Access 
1 .3 

Program 

Photography 1 .3 
Health/Human Relations 6 1.7 
Horticulture 2 .6 
Certificate of Work 

2 .6 Education 

Graphics 1 .3 
Work Experience 1 .3 
Life Skills 1 .3 
Agriculture 11 3.1 
Social Community 

4 1.1 Studies: SCS 

N/A 23 6.4 
selection specified 106 29.6 
Food technology 2 .6 
No response 1 .3 
Design & Technology 1 .3 
Childcare 2 .6 
Total 358 100.0 
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Table 7.128 Q.4 viii Total time per week NATIONAL 

Frequency Percent 
Time 1 period p/w 33 9.2 
periods 2 periods p/w 57 15.9 
per 3 periods p/w 28 7.8 
week 

4 periods plw 24 6.7 

5 periods p/w 15 4.2 

6 periods p/w 18 5.0 

7 periods p/w 4 1.1 

8 periods plw 38 10.6 

9 periods p/w 24 6.7 

10 periods p/w 2 .6 

12 periods p/w 3 .8 

13 periods p/w 1 .3 

15 periods p/w 2 .6 

1 double period p/w 8 2.2 
0.5 days p/w 23 6.4 

1 day p/w 21 5.9 
1.5 days p/w 6 1.7 
2 days p/w 15 4.2 
2.5 days plw 11 3.1 

3 days plw 10 2.8 

4 days p/w 5 1.4 

4.5 days plw 1 .3 
5 days p/w 2 .6 

3 days p/fortnight 2 .6 

Alternate weeks 5 1.4 
Total 358 100.0 

Table 7.129 Q.4 ix Support status NATIONAL 

Frequency Percent 
Support supported 270 75.4 
status unsupported 83 23.2 

Both supported 
5 1.4 

lunsupported 

Total 358 100.0 
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Table 7.130 Q.4 x Type of support provided NATIONAL 

FrEjQuency Percent 
Type of Teacher Assistant/aide 207 57.8 
support Teacher 25 7.0 
provided Inclusion Support 

Assistant/aide 30 8.4 

Other: 13 3.6 
N/A 83 23.2 
Total 358 100.0 

Table 7.131 Q.4 xi Aim of inclusion program NATIONAL 

Frequency Percent 
Main social 84 23.5 
aims academic 19 5.3 

other 7 2.0 
comb: social/academic 57 15.9 
comb: social/behavioural 74 20.7 
comb: social/other 1 .3 
comb: academic/behavioural 

1 .3 

comb: 
110 30.7 

social/academiclbehavioural 

comb: soclbehav/other 1 .3 
comb: soc/acad/other 1 .3 
No Response 3 .8 
Total 358 100.0 

Table 7.132 Q.4 xii Perceived benefits to student NATIONAL 

Frequency Percent 
Perceived social 40 11.2 
benefits cognitive 1 .3 

all categories 195 54.5 

comb: social/motor 6 1.7 

comb: social/cognitive 23 6.4 

comb: social/behavioural 27 7.5 

comb: 7 2.0 
social/motor/cognitive 

comb: 38 10.6 
soc/motor/behavioural 

comb: motor/behavioural 1 .3 

comb: 20 5.6 
soc/cog/behavioural 

Total 358 100.0 
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Table 7.133 Q.4.xiii Program type NATIONAL 

Frequency Percent 
Program mainstream 128 35.8 
type mainstream: modified 192 53.6 

individualised 37 10.3 
No Response 1 .3 
Total 358 100.0 

Table 7.134 Q.4. xiv Formal assessment NATIONAL 

Frequency Percent 
Formal yes 184 51.4 
assessment no 171 47.8 

No Response 3 .8 
Total 358 100.0 

Table 7.135 Q.4.xv Funding sources NATIONAL 

Frequencv Percent 
Funding school funded 266 74.3 
sources external grant 45 12.6 

other source 22 6.1 
comb: school/external 15 4.2 

Not funded 10 2.8 
Total 358 100.0 

Table 7.136 Q.4xvi Dual enrolment status NATIONAL 

Frequency Percent 
Dual yes 132 36.9 
enrolment no 225 62.8 

No Response 1 .3 
Total 358 100.0 
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