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Dear colleagues,
Thank you for agreeing to join Keith and I in this exciting project, which will be published by Open University Press/McGraw-Hill in 2012.

There is a wide array of very experienced authors who offer a unique contribution to the themes that are set out in this book.  I have included the complete list of chapter abstracts in Appendix 1, for you to get an idea of the overall scope of the book. 
Audience and Scope
We are aiming for the text to be used by undergraduate teacher education students probably in the third or fourth year of their course.  Also, it is envisaged that there will be a large market for post-graduate teaching courses especially with inclusive education as a specialist subject. There should be a practical style to each chapter in that complex theory should be explained in such a way that the audience can understand it from a practical perspective. The book will be internationally marketed and the reader will not necessarily understand your own national system, so some explanation of this is required (the editor will ensure minimal overlap).  You should try and make your material accessible for this type of audience.
Book and Chapter Style

You will find attached the publisher’s lengthy style document but the general points are as follows:
· Times New Roman font size at 12, with double spacing throughout including quotations and referencing

· Justification of the right hand margin is not required

· Subheadings are encouraged to break-up the chapter and an introduction and conclusion is required

· Indents should not be used but will be added by the typesetter to fit the style of the book

· Tables should be simply produced with horizontal borders omitted to separate the columns.  

· Tables should be placed on separate page(s) at the conclusion of the chapter and marked appropriately at the rough insertion point in the body of the text

· If you are using charts or diagrams then please refer to the publisher’s document

· The reference list should be placed at the conclusion of the chapter and the American Psychological Association (6th Edition) (Information on this style is available at http://www.apastyle.org/) system should be used throughout.
· The chapter length should be 5,000 words including references.

As you know, the book will start with an overarching chapter on inclusion and end with a chapter, which seeks to bring together the many issues and offer conclusions. Beyond this, there are three parts.  

Each Part of the book will have a different emphasis but the commonality between all chapters will be the focus (as much as practically possible) on the theme of the book that inclusion works (or more precisely, how inclusion can be made to work).  Each chapter should include an introduction and a conclusion.  In addition there should be a ‘further reading’ section before the reference section.  This will include pointers to studies that are alluded to in the text but not referenced and would further inform and extend the reader.
PART ONE:  Theories of Inclusion – what exactly is ‘inclusion’?
This part will discuss contemporary theories of inclusion supported by evidence.  Each chapter will contain aspects of the following:  the context - describing critical features of the relevant education, cultural and social context; the author’s personal perspective of what inclusion means to them (which will include influences from both personal and professional experience as well as influence from government, local authorities etc).  This will be backed by a reasonable amount of evidence and/or sources.  Tables and diagrams are encouraged to elucidate points. A practical focus should be maintained.
PART TWO:  The ‘How’ of Inclusion

This part will be about the finer detail of the implementation of best practices and will stem from the theory and evidence section in Part One.  This will act as a guide for practitioners to help them implement evidence-based practices. It will consider positive or successful elements of inclusion.  Each chapter will contain aspects such as: the context; description of the model in sufficient detail to enable readers to adopt the model/programme into their own teaching practice; consideration of what has made the programme successful (e.g. why it was successful; who and/or what contributed to its success?). Tables and diagrams are encouraged to elucidate points. A practical focus should be maintained.
PART THREE:  Barriers to Successful Inclusion

Each chapter will contain aspects of:  the context; details of programmes that have not entirely worked out as expected with regards to inclusion; consideration of why programmes don’t work e.g. whether this is poor planning by the school, authority, government etc.  Is there undue political influence that inhibits successful inclusion? Tables and diagrams are encouraged to elucidate points. A practical focus should be maintained.
Deadlines for Chapter Submissions
We propose the following set of deadlines in order to meet the publisher’s submission date of 30th November 2011:

· 1st draft of chapters to editors by 30th May 2011

· Chapters reviewed and returned to authors for adaptations, as suggested by the editors by 30th Aug 2011

· 2nd draft with revisions to be returned to the editors by October 15th 2011

· Completed manuscript submitted to the publishers by 30th November 2011

· Production schedule to follow from the publisher

Length of Chapters and Extent of Book

It anticipated that the book will be published in paperback and as an eBook and will extend to about 90,000 words plus forty figures to result in a book as follows:

The Foreword/Acknowledgments:  1,200 words

First and last chapters:  14,000 words 
Part One:  25,000 words (5 contributions at 5,000 words)

Part Two: 25,000 words (5 contributions at 5,000 words)

Part Three:  25,000 words (5 contributions at 5,000 words)
All including references
The editors will extract all the references from each chapter and have one complete reference section at the end of the book. 
Remuneration
Obviously nobody writes academic books for money. However, the editors are anxious that contributors have at least some recompense for their efforts. Accordingly, they have arranged that each contributor will receive £50 for completing submission of their chapter. The editors themselves will only receive anything after these amounts have been paid, on the assumption that the book sells well enough to generate enough royalties. 
Our full contact details are as follows:

Chris’s Monash email and phone: Christopher.boyle@monash.edu and +61 (0)3 99052958 
Chris’s home email and mobile (cell) phone: cboyle@myself.com and  +61 (0)4 28902447
Keith’s Dundee email and phone: k.j.topping@dundee.ac.uk and +44 (0)1382 383000
Good luck with the chapter writing and please get in touch with any queries.

Chris and Keith

Appendix 1 – Chapter Synopses 
PART ONE:  Theories of Inclusion – what exactly is ‘inclusion’?
This part will discuss up to date theories of inclusion supported by evidence.  Each chapter will contain aspects of the following:  the context, describing critical features of the relevant education, cultural and social context; the author’s personal perspective of what inclusion means to them, which will include influences from both personal and professional experience as well as influence from government, local authorities etc.  This will also be backed by reasonable amount of evidence and/or sources.

Chapter 1:  Conceptions of inclusion - widening ideas

Keith Topping, University of Dundee, UK

This chapter focuses on that subset of the inclusion agenda that is within educational contexts, but addresses issues of socio-economic status, race and gender as well as the more obvious issues of disability (which may be obvious to the casual observer or may not). The definition of social inclusion has steadily widened over the years, and is now assumed to involve every student in every school, as well as all the adults in each school. The history of this development is outlined, and coupled with the story of human rights movements across Europe. Conceptual change led to legislative change – but unfortunately legislative change all too often had unintended consequences. Changes in policy and practice were often more driven by questions of finance than by professional idealism. Change was all too slow. Now we have a very wide concept of inclusion but in many cases a very narrow spectrum of measures intended to actually achieve it – and not all of these are effective. However, there are some examples of good practice, where it possible to ask “does inclusion work”. For some onlookers, whether inclusion “works” is like asking whether God exists – it is a question of faith, not evidence. However, given the current financial climate, some evidence of cost-effectiveness is likely to be more than useful when arguing the case with non-believers. The chapter concludes with some directions for the future – but the time-scale for achieving these is important. 

Chapter 2:  Theoretical perspectives of inclusion

Thomas E. Scruggs and Kim Michaud, George Mason University, USA

The movement toward inclusion of students with disabilities in general education classes has seen considerable growth in recent decades.  However, significant challenges remain, to both the conceptual foundation and practical application of inclusive principles. This chapter will discuss the theoretical and practical foundations of inclusion from the perspectives of, first, the history of this movement: from IDEA, 2004 which provides that, “all children, from 3 through 21 years of age, regardless of type or severity of disability, are entitled to a free, appropriate public education,” to the present: the debate between the perspective that full inclusion is a civil right, vs. the proponents of a continuum of services. It will next address the present conceptualizations of inclusion grounded upon the definition that, “special education is the vehicle by which we have constructed the support that many students with disabilities need to be successful in school,” (Hehir, 2009, p. 47).  With this in mind, inclusion should be purposeful, and removal from the general education classroom should only occur if important learning goals cannot be met.  Consequently, what is being taught, how it is being taught and where it is being taught will be examined.  Next, the specific problems of full inclusion and its alternatives in light of theoretical perspectives will be addressed. The chapter will conclude with theoretically and concretely based support of inclusion with qualifications in regards to specific populations whose educational goals cannot be met within the fully inclusive, general education classroom.

Chapter 3:  Creating and sustaining inclusive schools
Richard A. Villa, Bayridge Consortium, Inc., San Diego, USA and Jacqueline S. Thousand,

California State University, San Marcos, USA

In this chapter, the authors explore the what, why, and how of inclusive education in the United States.  First they explore what inclusion is and what it is not.  Second, they track the evolution of inclusive education from a historical perspective. Third, the rationales for inclusive education (e.g., research, law, funding, philosophy, demonstrations) are examined.  Finally, they present an overview and discussion of what 30 years of research and experience have identified as the critical variables that are necessary for inclusive schools to be established and maintained. Among the research and experience outcomes presented are a) the importance of visionary leadership, b) professional development, c) collaboration in planning and teaching, d) a refocused use of assessment, and e) use of quality curriculum, differentiated instruction, and formal and informal assessment strategies to support the education of all students in mixed-ability classrooms.
Chapter 4:  Inclusion - what is it and how does it work?

Fraser Lauchlan and Roberta Fadda, Università degli Studi di Cagliari, Italy

In Italy, all schools could be considered ‘inclusive’ schools, since legislation introduced in 1971 decreed that all pupils with special needs (‘congenital or acquired disabilities’) should be integrated into ‘ordinary’ schools.  This chapter will describe the historical, social and cultural background that led to this distinctive situation, as well as describing the specificity of Italian educational philosophy and practice, that has been influenced by several theorists, including the unique contribution of Maria Montessori.  Nowadays, in Italy, the inclusion of children with special needs is well established and is characterised by unique strengths, for example, that mainstream class teachers are responsible for all children in their classrooms, including those children who have special needs.  Practical assistance is supplied in the shape of reduced class sizes and additional staff.  At the same time, however, inclusion in Italy does present important and specific problems, like the lack of specialised teachers and the difficultly there is in providing teaching continuity.  The chapter will discuss the difficulties and benefits of the policy of inclusion in Italy, up until the present day, and report some new findings from recent studies looking at the quality of inclusion of children with special needs. 

Chapter 5:  Inclusion in schools - what is the task?
Roger Slee, Institute of Education, University of London, UK

This chapter explores the structure and dimensions of exclusion as a social and educational phenomenon in order to better position ourselves to ask the question: What is the task?  The adoption, at a rhetorical level, of inclusive education across education jurisdictions has largely been seen as a fast make-over for schools.  This is not the case.  What the shortcomings in achieving inclusive education reveal is a deeper educational crisis, limited understandings of the nature of this crisis and the adoption of the wrong conceptual and policy tools for the task at hand.  Drawing on the work of social theorists such as Zygmunt Bauman and Richard Sennett I intend to recast the challenges, the job description and a work programme for inclusive education.
PART TWO:  The ‘How’ of Inclusion

This part will be about the finer detail of the implementation of best practices and will stem from the theory and evidence section in Part One.  This will act as a guide for teachers and trainee teachers to help them implement evidence-based practices and will consider successful or positive aspects of inclusion.  Each chapter will contain aspects such as: the context; description of the model which will enable readers to adopt the model/programme into their own teaching practice; consideration of what has made the programme successful (e.g. why was it successful; who contributed to its success?)

Chapter 6:  Beyond the school gates - promoting inclusion through partnerships 
Richard Rose, University of Northampton, UK

The necessity to provide education systems that are equitable and afford access to pupils regardless of need or ability has been emphasised in international agreements such as the Salamanca Statement and Framework for Action on Special Needs Education, and embedded within the legislation of many countries. A recognition of the difficulties which many individuals experience in gaining acceptance within society, demands that researchers and policy makers reconsider the roles which schools and education systems can play in addressing the needs of both individuals and the communities in which they live.  Initiatives to promote inclusion have often been focused upon schools where significant change has, in many instances, seen the development of innovations to support learners who may previously have been denied schooling. However, the sustainability of inclusion is dependent upon a cohesion of services for pupils who might otherwise be marginalised, which ensures that schools engage with the communities in which these pupils live. This calls for a realignment of schools in order to establish partnerships and working practices with other agencies and local services with a focus upon creating a more inclusive community. This chapter draws upon research evidence from the UK to discuss how school engagement with local communities can have an impact upon the acceptance and inclusion of young people who may otherwise become excluded from mainstream society. It presents examples of the practical steps taken by staff in a number of schools to work in collaboration with parents and community service providers to reduce marginalisation and promote inclusion.
Chapter 7:  How is inclusion done in the UK (England)? Successes and issues

Brahm Norwich, University of Exeter, UK
In this chapter I would set out the policy context in recent history about schooling; changing concepts about inclusion; official (policy and research perspectives on inclusive practice in schools; continuing issues; some examples and commentary about these examples for what they say about inclusive developments. 
Chapter 8:  Facilitating inclusion using universal design principles

Adrian F Ashman, University of Queensland, Australia
This chapter focuses on the application of universal design for learning principles as the mechanism for facilitating the inclusion of students with special learning needs into regular classrooms. The chapter will be divided into three main sections. The first will provide the context in which students with special learning needs are accommodated in regular schools in Australia. As in many other countries, it has been taken for granted that schools were designed for students of average ability. And in parallel with developments elsewhere, school systems, schools, and teachers came to accept and implement policies and procedures that enabled students with diverse learning needs to receive their education in regular classrooms.

Despite exemplary cases of inclusion that might be found in any education jurisdiction, relatively little stringent evaluation has been carried out. There are reports that all students have gained socially, but only modest academic gains have been shown for students with high support needs. In reality, there is a developing groundswell against the concept and practice of inclusion.

In the second section of the chapter, I argue for a re-orientation in approach to classroom teaching that de-emphasises the use of the term, inclusion, and places emphasis on the delivery of the curriculum in ways that support efficient and effective learning for all students, not just those who experience learning problems. Universal Design for Learning (UDL) is presented as frameworks to guide the development of materials and resources that can improve teachers’ classroom practices and delivery of the curriculum.

The third section provides practical example of the application of UDL in regular classrooms. Many of these emphasise technology-enhanced learning, a concept that brings the use of technology into the forefront of the teaching-learning process. Emphasis will also be given to ways in which teachers have used technology to improve the delivery of the curriculum in a range of content areas and across school grades.
Chapter 9:  Teachers make inclusion successful - teacher perspectives on positive inclusion

Christopher Boyle, Monash University, Australia

Policies of inclusion in schools now transcend national boundaries but how teachers interact with each other in order to be successful in an inclusion environment is less well known. This chapter will argue from the perspective of teachers as being the key players in the inclusion arena and it is in essence their will which makes or breaks inclusion policies in schools. Reporting some of the findings of a recent study of Scottish teacher attitudes to inclusion, this chapter will consider what teachers believe will help them to make inclusion successful for both schools and the participating students. In order for inclusion policies to be successful teachers should be fully involved in the planning of policy in the school as they are the ground-level workers who ultimately have the most power in the operation of a school’s inclusion policy. Teaching staff suggest that they are reasonably positive towards inclusion as a concept but practicalities and under-resourcing work against them.  Strategies and methods for assisting teachers to be inclusive both at an operational and emotional level are fully discussed and include the important finding that peer support was highlighted as a valuable component enabling teachers to feel as if they were able to support children with special needs. Moreover, the importance of peer support superseded other support methods in all the surveyed schools.

Chapter 10:  Inclusive education best practices
Spencer Salend and Catharine Whittaker, State University of New York at New Paltz, USA

A variety of socio-cultural factors including legislative mandates and legal decisions have contributed to a growing movement toward inclusive education in the United States. Although the definition and implementation of inclusion varies by and within states and local educational agencies, best practices for creating effective inclusive education classrooms that can have a positive impact on students, educators, and families have been identified. These best practices include: (a) addressing the unique strengths and challenges of students with disabilities and students from culturally and linguistically diverse backgrounds; (b) implementing pre-referral and response-to-intervention (RTI) systems; (c) establishing collaborative relationships and fostering communication with professionals and family members; (d) encouraging acceptance of individual differences and friendships among students; (e) fostering students’ transitions to inclusive settings; (g) promoting positive classroom behaviours; (f) differentiating instruction; (g) employing assistive and instructional technologies; (h) incorporating the principles of universal design for learning; (i) employing teacher-directed, peer-mediated, learning strategy, and culturally responsive instruction; and (j) using a range of assessment strategies to evaluate student learning and inclusive education programs. This chapter will review these best practices in inclusive education and provide practical examples and figures to guide readers in understanding how to implement them in their inclusive classrooms and schools. In addition, the chapter will conclude with a checklist summarizing the best practices presented that will serve to prompt readers to reflect on their use and to explore ways to incorporate them into their inclusive classrooms and schools. 

PART THREE:  Barriers to Successful Inclusion

Each chapter will contain aspects of:  the context; details of programmes that have not worked out as expected with regards to inclusion or may be of a more theoretical nature; consideration of why programmes don’t work e.g. whether this is poor planning by the school, authority, government etc – all are relevant.  Is there undue political influence that inhibits successful inclusion?

Chapter 11:  Challenges for Inclusion in the 21st century

Margo A. Mastropieri, George Mason University, USA

The inclusion of students with disabilities in schools has been taking place for decades.  Although most agree on the basic principles for inclusive education, many have experienced challenges during the implementation process of inclusion. Challenges have been reported in the areas of (a) teacher attitudes; (b) peer relationships; (c) student outcomes; and (d) co-teaching. Teachers have been seen over time to be generally positive with respect to their attitudes toward inclusion; however, teacher support for inclusion diminishes with respect to aspects of inclusion that teachers believe place additional burdens on their time. Peers have been seen to be very helpful in facilitating inclusion efforts; however without specific training and monitoring, peers can also be seen to undermine inclusion efforts. It has long been considered that student academic and social outcomes improve in inclusive settings; however, substantive empirical support for inclusion is still limited. Finally, co-teaching, while very promising theoretically, has revealed several significant complications in planning and practice. Nevertheless, all these challenges, while significant, have been addressed, with varying degrees of success. This chapter will discuss these issues in depth, and provide suggestions for the continued success of inclusion.


Chapter 12:  Systemic Barriers to Inclusion

Diane Richler, President, Inclusion International

In December 2006 the United Nations General Assembly adopted the Convention on the Rights of Persons with Disabilities (CRPD).  Article 24 of the Convention mandates States to “ensure an inclusive education system at all levels”.  Much of the debate about inclusive education focuses on immediate barriers such as school accessibility, teaching methods, and discriminatory practices.  However, more attention needs to be paid to systemic barriers, many of which extend far beyond education systems, if inclusion is to become a reality.

This chapter will review:

· Invisibility of children with disabilities

· Lack of credible data

· Poverty

· Cultural devaluing of disability (resulting in “hidden” children)

· Lack of birth registration

· Lack of Ministry of Education responsibility for children with disabilities

· Education system barriers to inclusion such as standardized testing, teacher training, salaries and support, 

· Legal and funding barriers in OECD and non-OECD countries

· Locus of advocacy for inclusion within special education rather than as part of educational reform

The chapter will conclude with recommendations of steps required to overcome the barriers identified, including many required under the CRPD.

Chapter 13:  Political economy, cultural transformation, and the failure of the inclusive project - an agnostic theory of inclusion

Peter Clough, Liverpool Hope University, UK

Whilst local explanations are readily found for failures of inclusive projects, this chapter firstly argues that developments in the global political economy must be reflected in any useful theory of inclusion. As a function of this, the paper re-asserts a view that inclusive policies are realised through cultural transformations (which must, again, be acknowledged in theory). Drawing on a range of empirical evidence of failing projects, the chapter arrives at an 'agnostic' theory of inclusion which has important implications for practitioners and policy-makers – and hence for those who study their work.  The larger part of the chapter is occupied with demonstrating the major themes of this agnostic theory, which are:
· Inclusion has an operational rather than conceptual focus; whilst we can give a dictionary definition of inclusion, what it is 'about' is such a relative, shifting, organic set of processes that any such characterisation will speak more of lofty aspiration than empirics. Inclusion is always in a ‘state of becoming’; there can be no such thing as a fully inclusive, ‘arrived-at’ institution or society; thus:

· Inclusion can/must only be known by its outcomes – not its rhetoric; there is a need for evidence. As a set of statements, there’s not much to falsify it; arguing against it would be rather like arguing against breathing; but there is a tendency to measure it in quantifiable, locational terms - 'this school, for example, has wheelchair ramps and lifts throughout, a special Unit for the Hearing Impaired, students, who speak between them a total of 17 languages…'; but:

· There are as many versions of inclusion as there are people to be included – and the people who are to include them; Inclusion is not the exclusive property of any one domain, be that political, academic, professional, cultural or otherwise; and how it is defined differs uniquely from person to person, each version made up uniquely of a cultural confection of experiences, beliefs, ideologies, hopes, loves, disappointments, passions, fears; of hierarchies of tolerance, thresholds to our empathies and boundaries to our sympathies…; and:
· Cultures, communities and curricula are by definition exclusive;  We know things by their characteristics and by the boundaries of those features; we group things, we classify, and we recognise what lies outside of those classifications; were we unable to exclude we should cease to be (as we know it). Cultures, then, communities, curricula…and – indeed – consciousness: all as inalienably exclusive as they are inclusive.; so:

· Inclusion must not be imposed from without, but developed in partnership with those who seek it; apart from the evidence that certain individuals and groups find their identity in exclusion, to require inclusion tends to a totalitarianism no less vile than explicitly exclusive policies; for:
· Inclusion is ultimately about how people treat each other (and hence how they can hence achieve…). Such a claim would take us back to the first statement, and an endless loop...

Chapter 14:  Achieving quality and equity through collaboration - knowledge policy and practice

Joanne Deppeler, Monash University, Australia

Inclusive education reform efforts in Australia prioritize collaboration and partnership as a productive means for researching and developing professional knowledge and practices and for redressing educational inequities in schools. This chapter reflects on extensive research in university – school system projects that were intended to be both responsive to inclusive education reform and generative of collaborative practices within and between Australian schools. The approach was focused on building capacity for generating and using evidence to investigate practices and centred on student learning and participation. It describes and critically discusses the complex dynamics of collaboration within these projects over the past decade. Across multiple organizational levels, collaborative environments were established and incrementally built, dealing with resistance, implementing changes, and achieving positive outcomes for the teachers and students. Collaborative processes enabled the incorporation of diverse perspectives to construct professional knowledge relevant to social justice and emphasized the value and importance of collective responsibility for all students. 
Despite these positives, inclusive policy and practice remained contested in a range of contexts. Examination of system and school level perspectives has enabled the identification of a number of basic tensions that underlie the complexity of the issues. It is argued that policies of ‘inclusion’ are characterized by contradictions that have continued to influence values and practices. While collaborative processes appear to have supported a shift toward collective understanding and away from individual authority, these changes appear to be isolated to individual teachers with limited benefits to the wider school or system. Collaboration did not occur without resistance and created tensions and dilemmas for educators at all levels. The impact of these issues creates questions about the nature of collaboration and the way it is played out in change processes in schools. The success of achieving the goals of equitable access to quality education is an ongoing and complex process for all those involved - teachers, researchers, teacher educators, and policy developers and analysts. There are particular challenges for those who maintain a commitment to egalitarian values but are accountable for the academic outcomes of students within the current standards-based reform agendas. Engaging with these issues has also allowed the partners to rethink how we might better structure and frame university and school collaboration as part of our respective institutional planning. We have identified a number of structures that support on-going professional learning of all those who are engaged in the process and that connect research with the realities of shaping practice in local schools. The approach demonstrates that quality and equity can be achieved within institutions that address educational policy and practices more broadly than as standards driven reform. While the conclusions drawn arise directly from schools in an Australian context the learnings have implications for those in other countries with similar concerns.

Chapter 15:  Inclusive schools - rhetoric and practice

Robert Conway, Flinders University, Australia

Inclusive schooling has been widely adopted as an ideal model for the education of students with special needs across Australian education jurisdictions.  There are many examples of schools that have adopted inclusive approaches to cater for students with learning, intellectual and sensory special needs.  Students with severe behaviour problems and students with multiple special needs have tested school’s willingness to be inclusive.  More recently the increasing number of students with Autism Spectrum Disorder and Asperger Syndrome in mainstream has significantly “challenged” the ability of teachers and schools to remain committed to inclusion.  Two other issues are important to consider.  Firstly despite inclusion as a model there remain many students enrolled in a growing number of special education placements and studies of teachers show that there is still resistance to the concept and practice of inclusion of students with special needs.  The chapter explores these issues in the context of Australian research and practice and makes suggestions on ways schools can be inclusive in practice not just rhetoric. 
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