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Abstract

This research explored the factors of the adaptation for the children with disabilities studying in inclusive junior high
schools. The subjects were recruited from the Special Needs Education Longitudinal Study of Taiwan. The result of
the Confirmatory Factor Analyses reflects that there are two, three and five observed variables included in the
intervention timing, language skills, and school adaptation respectively. Per structural equation modeling, the
research found that the intervention timing impacts the children’ language skills, and language skills impact the
children's adaptation in inclusive junior high school setting. Based on the research findings, some implications for
intervention practices are provided.
Keywords: inclusive education setting; language skill; outcome-based intervention; structural equation modeling;
students with disabilities
1. Introduction
In the 1990’s, the federal government of the United States emphasized the accountability of federal programs and the
need to achieve evidence-based effectiveness, and it required each program’s effectiveness be evaluated (Baughman
et al., 2010; Rabren & Johnson, 2010). Under this outcome-based evaluation policy, the federal government required
the related departments to submit the outcomes of early intervention and special education programs (Kasprzak &
Rooney, 2008). Some departments, such as the Early Childhood Outcomes Center (ECOC), were thus created to
assess the outcome of special education for infants, young children, and preschool children with disabilities. The
assessment reports from these departments were used to reform the ongoing policies or to develop new policies
(Baughman et al., 2010). Consequently, there was a growing demand for research exploring the factors affecting the
outcomes of intervention (Coutinho, Oswald, & Best, 2006). The intervention’s outcome directly measured from the
children’s performance is believed to be a realistic indicator of the intervention’s effectiveness. Based on such
realistic indicators, the ongoing intervention can be improved accordingly.
1.1 The Effectiveness of Intervention
Which performances should be selected to represent the outcomes or effectiveness of an intervention? Depending on
the time when the outcomes are measured, the effectiveness of an intervention program or policy can be classified as
demonstrating short-term, medium-term, or long-term effectiveness (Del Prette, DelPrette, & De Oliveira, 2012).
Short-term effectiveness can is evaluated immediately after the children receive the intervention. However,
short-term effectiveness may be either temporary or not certainly related to special education’s ultimate goal. The
most important goal of special education and early intervention is to help the children with disabilities to be more
independent in their daily lives, to contribute more to society, and to blend easily into society and enjoy their lives as
other people do (Koegel, Koegel, Frea, &Fredeen, 2001; Stahmer, Carter, Baker, & Miwa, 2003). Long-term
effectiveness is often expressed in the individual’s performance, behavior and ability, and it can be measured some
years after the children have entered an inclusive school or society. A Norway’s research explored the factors
affecting intervention effectiveness by studying the school adaptation of eight-year-old students (NICHD Early Child
Care Research Network, 2005). To assess the children’s performance of long-term intervention effectiveness, a
follow-up evaluation should be conducted several years after the children have enrolled in school.
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Akshoomoff, Stahmer, Corsello and Mahrer (2013) indicated that 63% of the children with disabilities who had
received early intervention entered into schools with inclusive settings. From the database of the Special Needs
Education Longitudinal Study of Taiwan (SNELS), 77.7% of the children with disabilities in Taiwan who had
received early intervention entered into an inclusive elementary school (SNELS, 2013). However, the physical
integration of students with disabilities into mainstream classrooms does not guarantee true inclusion (Brown,
Ouellette-Kuntz, Lysaght, & Burge, 2011). Oliver (2008) and Rous, Hallam, McCormick, and Cox (2010) indicated
that inclusive education is meaningful only if the children have positive outcomes in both their academic and their
emotional development. Aron and Loprest (2012) indicated that researchers could neither accurately gauge the
efficacy of the intervention services nor formulate effective reforms to the system while the intervention was being
delivered. The concept of outcome-based services is that the quality of intervention is not certainly equal to the
effectiveness of the intervention. Tracking children’s adaptation to school and exploring the impacts on the
children’s learning and living performance some years after they received intervention can help to effectively modify
the content of the intervention.
One of the important developments in childhood is the relationships with peers. The research holds that children with
disabilities who adapt well in school and have good social interaction with peers should also adapt better in society
and should have better social interaction in the communities in which they live (Koegel et al, 2001; Stahmer et al.,
2003). It is claimed that a child with a disability can develop better social behaviors in an inclusive environment than
in a segregated environment (Alquraini & Got, 2012; Koegel et al., 2001). Children’s adaptation in schools in an
inclusive setting can be used to predict their future adaptation in society and be considered to be an indicator of
long-term effectiveness of the intervention. Akshoomoff et al. (2013) indicated that enabling children with
disabilities to study in an inclusive environment is a major goal of early intervention. The National Institute for Early
Education Research indicated that adequate early intervention enables children with disabilities to enter into
elementary schools without needing special education (Council for Exceptional Children, 2003). Del Prette et al.
(2012) indicated that children with disabilities who had poor interpersonal relationships with their peers and teachers
would likely experience short-, medium-, and long-term difficulties in their educational, psychological, and
vocational performance. Children’s future performance was anticipated based on their social relationships in school,
and thus social relationships may become an indicator of the early intervention’s long-term effectiveness. Koegel et
al. (2001) and Huang (2003) studied the effectiveness and value of early intervention based on children’s interaction
with peers, interaction with teachers, and participation in school activities in an inclusive education environment.
The direct goal of early intervention is to enable children with disabilities to perform well in interpersonal interaction,
daily life activities and academic learning.
1.2 Factors that Influence Intervention Effectiveness
The present research explored the factors that affect the adaptation of children with disabilities in inclusive junior
high schools and how these factors affect the effectiveness of the intervention. According to the research result, we
can improve the intervention system, content, and policies to maximize the intervention’s effectiveness. The factors
proposed in the past researches can be classified into two types:
1.2.1 Intervention Timing
Many studies have explored the ideal timing for an intervention that enables children with disabilities to adapt and
learn well in inclusive school settings (Akshoomoff et al., 2013; NICHD Early Child Care Research Network, 2005;
Stahmer et al., 2003). Neuman (2007) concluded that the earlier the intervention occurs, the more effective the
outcome is. Providing opportunities for early identification and intervention ultimately prevents the development of
more severe problems and promotes more positive outcomes (Aron&Loprest, 2012; Renshaw et al., 2009; Shonkoff
& Meisels, 2002). The conclusion from the research is that the early identification of children’s disabilities and
timely intervention might affect the intervention’s effectiveness. It is important to determine whether the children are
being identified in a timely manner and given the most appropriate and effective services.
1.2.2 Language Skills
Quick hallway greetings make a person more interactive and more likely to initiate interactions with others. These
greetings require the immediate delivery of spoken language (Rossetti, 2011). Akshoomoff et al. (2013) indicated
that the school adaptation of a child with a disability is related to his/her communication skills. The importance of
language skills explains why the Head Start Program in the 1960s emphasized the improvement of a child’s language
skills to prevent learning failure in future school.
Research in Norway found that at the age of eight, children with disabilities who received early intervention had
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better language skills than those who did not receive early intervention. (NICHD Early Child Care Research Network,
2005). In summary, both intervention timing and language skills are possible key factors affecting children’s school
adaptation in an inclusive education environment, and early intervention may impact the children’s language skills.
In this research, a statistical approach of Structural Equation Modeling (SEM) was used to explore this relationship.
In SEM, three hypothetical latent variables—intervention timing, language skills, and school adaptation—were
created to develop a structural equation model.
Many researches have studied the effectiveness of interventions based on measuring quantities related to the service,
such as time spent, child count, service content, budget, and so on, but these measures do not allow definite
conclusions about effectiveness (Aron & Loprest, 2012). The content, process, or setting of the intervention cannot
represent the intervention’s effectiveness; only the outcomes of the intervention can represent its effectiveness. The
purpose of this research is to use SEM approach to investigate how intervention timing and language skills affect
junior high school children’ school adaptation. This research intends to help improve early intervention according to
its findings and to maximize the efficacy of interventions.
2. Methods
2.1 Research Design
This research used SEM approach to analyze which factors affect children’s school adaptation and how. The
researcher first proposed an initial structural model (Figure 1) that consists of three latent variables: intervention
timing and language skills as exogenous variables and school adaptation as an endogenous variable. Each latent
variable is defined by a number of observed variables, which were initially chosen from SNELS according to the
previous literature and then reviewed by 12 professionals. Through Confirmatory Factor Analyses (CFA), the three
latent variables were correctly quantified by the observed variables:
2.1.1 Intervention Timing
Intervention timing indicated the time of a child begins his/her intervention afforded by at least one professional,
included special educator, rehabilitation therapist, or medical treatment professional in order to improve the
children’s development. The observed variables used to quantify intervention timing are the age at which the child
received the first intervention, the age at which the child’s disability was first identified, the age at which the child
received a disability certificate, and the age at which the child first received special education. The units of these
observed data are ages.
2.1.2 Language Skills
Language skills indicated the skill of language expression and reception when communicating with others. The
observed variables used to quantify language skills are the evaluations by the student’s parent on: their child’s
language expression ability compared with their schoolmates, their child’s language comprehension ability compared
with their schoolmates, the likelihood of their child’s verbal expression being understood by strangers compared with
their schoolmates, and their child’s willingness to initiate communication with others compared with their
schoolmates. The score of each evaluation question ranges from one to four, where one indicated the student’s
language skills are as good as his/her schoolmate, two the language skills have some problems, three the language
skills have big problems, and four the student cannot expression at all.
2.1.3 School Adaptation
The observed variables to quantify the school adaptation are the parents’ satisfaction with their child’s interaction
with teachers, interaction with peers, participation in school activities, academic performance, and the parents’
overall satisfaction with their child’s studies in that school. The score of each question ranges from one to four,
where one indicated very satisfied, two satisfied but not so much, three unsatisfied, four very unsatisfied.
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Figurre 1: Intervention-inclusion S
Structural Modeel
After CFA
A, only the app
propriate obserrved variables remain in thee model. Nextt, per SEM annalysis, the prooposed
structural model
m
is revissed and verifieed, and the in
nfluential linkss between latennt variables arre quantified. In the
process of model verificaation, the relatiionships betweeen the three laatent variables are computed.. Next, from thhe final
structural model,
m
we can
n determine ho
ow the factor intervention tiiming affects the children’s language skillls and
school adap
ptation and how
w the factor lan
nguage skills in
nfluence schoool adaptation.
2.2 Subjectts
The subjeccts recruited in
n SNELS were randomly sam
mpled from a llist of all the cchildren with ddisabilities in T
Taiwan
less than niineteen years of
o age. This listt was published
d in Taiwan Sppecial Educatioon Transmit N
Net. The data froom the
recruited su
ubjects includees their family
y background, personal
p
inform
mation, medical records, eduucation recordss, after
school statu
us, etc. The daata bank SNELS was establish
hed in 2007. Frrom 2007 to 20012, the data bbank collected ttwenty
groups of data.
d
The group data used in th
his research waas established by
b SNELS in 22009 from a suurvey conducteed with the parrents of
3180 juniorr high school children
c
with disabilities.
d
Thrree types of thee subjects weree excluded in thhis research: (1) who
did not recceive any proffessional interv
vention before six-year-old, (2) who was not studying iin a general class or
general claass with resource classroom in
i junior high school,
s
and (3)) whose surveyy data was nott valid or incom
mplete.
The final number
n
of subjjects used in th
his research stu
udy is 526. Off the 526 subjeects, 203 had m
mild disabilitiees, and
323 had moderate
m
or sev
vere disabilitiess; 329 subjectss were male, annd 197 were fe
female. The subbject count off 526 is
sufficiently
y large and not too large for an
a SEM analysis (Loehlin, 19992).
2.3 Researcch Procedure
This researrch was to use CFA to verify the measurem
ment models forr the three latennt variables, too quantify these three
variables, and
a then to usee SEM analysiss to discover in
nfluential relattionships amonng the latent vaariables. The annalysis
was perform
med with AMO
OS software, an
nd the analysiss procedure is tthe following:
2.3.1 Develop a Measurem
ment Model
There are 647
6 questions in the SNELS questionnaire.. Most of them
m are checklistss and some off them are scalees. For
the purposses of the pressent research, the answers to 13 scale qquestions serveed as candidattes for the obbserved
variables in the measureement model. Next, link these candidate observed variiables to the correspondingg latent
variables.
2.3.2 Perfo
orm CFA
For each latent variablee, a number of
o iterations of
o CFA and m
model modificcations were performed unntil the
measuremeent model wass valid. The criteria
c
for mo
odel modificattion are the foollowing: The observed varriables’
normality in
i the model is
i verified with
h the data’s ku
urtosis and skeew. If any varriable data offe
fends normalityy, item
parceling is tried to re-orrganize the inp
put data (Hau&
& March, 2004)); Examine andd delete any obbserved variabble that
is collinearr with another observed variaable to make th
he model pars imonious (Greewal, Cote, & Baumgartner, 2004);
Examine an
nd delete any observed
o
variab
ble that can lin
nk to and quanttify more than one latent variiable.
2.3.3 Develop a Structuraal Equation Mo
odel
After a num
mber of iteratio
ons of SEM an
nd model modiifications, the final structurall equation moddel is created aand the
influential links are quaantified; the value of each link is noted as the load ccoefficient. Thhe standardized load
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coefficients of the links among the three latent variables reveal the relationship among these three latent variables.
2.4 Research Instrument
The survey of the data used in this research was conducted by SNELS from 2008 to 2009. The SNELS team was in
charge of the entire survey process, including developing the questionnaire, randomly selecting subjects, conducting
the survey, verifying the survey data, and publishing the data in their data bank. SNELS is a survey organization,
sponsored by the National Science Council of Taiwan. SNELS consists of 27 experts, including special educators,
sociologists, survey experts, statisticians, data analysts, etc.
3. Results
3.1 Measurement Model
In the measurement model, each of the three latent variables was initially loaded with four to five observed variables.
Per CFA, the three latent variables were first quantified. Then, the model modifications were performed according to
the following three criteria. (1) If an observed variable’s measurement weight is smaller than 0.5 or greater than 0.95,
remove the observed variable. (2) If, in the standardized residual covariance matrix, an observed variable causes a
standardized residual covariance greater than 1.96, delete the observed variable. (3) If the variance of an error is
negative, delete the corresponding observed variable. Table 1 shows the final result of the model modification.
After a number of iterations of CFA and model modifications, the model was finalized. In the final model, three
observed variables were removed: the age at which the child received a disability certificate, the age at which the
child first received special education, and the parents’ satisfaction with the child’s initiative in talking to others (see
Table 1). In the final model, the measurement weights between the observed variables and their corresponding latent
variables are between 0.62 and 0.82, which implies that the observed variables properly defined and quantified the
three latent variables (see Table 2 for details).
Table 1: Observed Variable Analysis in Structural Model
Latent variable
School Adaptation

Intervention Timing
Language Skills

Observed variable











Estimate

Activity participation
Interaction with peers
Academic performance
Overall education
Interaction with teacher
Identification age
Intervention age
Verbal expression
Comprehension
Understood by stranger

Intervention Timing
e5
e6
e7
e8
e13
e14
e15
e17
e19
e20
e21
e22

1.24
1.44
1.46
1.27
1.00
1.30
1.00
1.15
1.00
1.57
1.74
3.98
1.55
0.14
0.11
0.21
0.28
0.15
0.14
0.13
0.18
0.27
0.16

SE

CR

P

0.093
0.113
0.114
0.095

13.354
12.684
12.794
13.358

***
***
***
***

0.391

3.332

***

0.073

15.802

***

0.098
0.546
0.910
0.525
0.013
0.010
0.014
0.021
0.012
0.016
0.017
0.021
0.021
0.013

16.044
3.183
4.375
2.954
10.751
11.347
14.251
13.197
11.978
9.084
7.318
8.833
13.041
11.967

***
***
***
.003
***
***
***
***
***
***
***
***
***
***

Measurement
weight
.76
.70
.71
.76
.62
.65
.73
.77
.82
.82

***p<.001
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The composite reliabilities (CR) and Average Variance Extracted (AVE) of the latent variables, intervention timing,
language skills, and school adaptation are .646 to .836 and .478 to .614 (see Table 2). According to Fornell and
Larcker’s (1981) suggestion, the reliabilities of the current model meet good requirement. The reliabilities of the
current model imply that these ten observed variables reasonably quantify the three latent variables.
Table 2: Composite Reliability and Average Variance Extracted of Latent Variables
Latent variable
Intervention Timing
Language Skills
School Adaptation

CR
.646
.827
.836

AVE
.478
.614
.507

3.2 Model Fit Test
The indicator results for the model fit test are as follows: (1) Chi square is 54.715. (2) Chi square/df is 1.710, which
is in the recommended range. This result implies that the fitting is independent of the number of samples. (3) The
goodness of fit index (GFI) is .979, the adjusted goodness-of-fit-index (AGFI) is .963, and the non-normed fit index
(NNFI) is .968. These three indices are above the recommended minimal value of .90. (4) The root mean square error
of approximation (RMSEA) is .037, below the recommended maximal value of .080. (5) The root mean square
residual (RMR) is .024, below the recommended maximal value of .05. In summary, the final model is reliable and
valid (Table 3).
Table 3: Structure Model Fit Test
Index
Recommended values*
2
the smaller, the better
2
 /df
1~3
GFI
≥0.8 good; ≥0.9 marvelous
AGFI
≥0.8 good; ≥0.9 marvelous
RMSEA
≤0.08
RMR
≤0.5
TLI(NNFI)
≥0.9
IFI
≥0.9
CFI
≥0.9
*
according to Fornell’s (1985) criteria

Value
54.715
1.710
.979
.963
.037
.024
.968
.987
.986

3.3 Structure Parameter Test
In the final structural model, one path—from intervention timing to school adaptation—was removed because of its
p-value of .14 and low load coefficient of -0.09. This result indicates that the intervention timing does not affect
children’s school adaptation directly or significantly. The load coefficients of the other two paths explain how
intervention timing directly affects language skills (p<.01) and how language skills directly affect children’s school
adaptation (p<.001) (see Table 4 and Figure 2). Although intervention timing does not affect school adaptation
directly or significantly, intervention timing does affect language skills, and language skills affect children’s school
adaptation. In other words, intervention timing affects a child’s school adaptation through his/her language skills.
Table 4: Structure Parameter Test
Path
Intervention Timing
Language Skills
***p＜.001
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Estimate
0.22
-0.09
0.22

Language skills
School adaptation
School adaptation

16

SE
0.021
0.017
0.052

CR
3.10
1.48
3.91

P
.002
.14
***
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Supported
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Figure 2: Intervention
n-Inclusion Meeasurement Moodel
4. Discussiion
4.1 Quantiffication of Thrree Latent Variables
The latent variable ‘scho
ool adaptation’ was initially modeled as a linear combiination of fivee observed varriables:
parents’ saatisfaction with
h their childreen’s interaction
n with peers, interaction wiith teachers, aactivity particippation,
academic performance,
p
and
a overall edu
ucation in sch
hools in an incclusive setting.. The CFA verified that thesse five
observed variables
v
are co
orrelated but arre not identicall one to anotheer. The result of the CFA on tthe school adapptation
measuremeent model agrees with the results of some reesearch; for ex ample, the firsst three indices of the five weere also
indicated in
n Huang (2003) and Koegell et al. (2001),, and the last ttwo indices were indicated iin Oliver (20008) and
Rous et al. (2010). This result
r
providess special educaators with insigght regarding tthese indices. F
For example, w
when a
special edu
ucator tries to determine how
w to improve the academic performance oof a student w
with disabilitiess in an
inclusive scchool setting, the
t teacher sho
ould examine all
a five indices for the studennt to determine the root causee of the
student’s academic
a
perfo
ormance probllem because, according to tthe CFA, thesse five factorss are correlateed. For
another exaample, if a stu
udent’s parents are not satisfiied with their cchild’s interacction with peerrs, the parents should
consider en
ncouraging theeir child to begin participating in school aactivities and/oor asking theirr teachers to innteract
with their child
c
more frequently. Somee other research
h indicated sim
milar findings. For example, Koegel et al. (2001)
indicated that
t
children with disabilitties often exp
perience difficculties in partticipating in ggroup activitiees and
maintaining
g long-term so
ocial relationshiips. Participation in activitiess provides oppoortunities for inndividuals to innteract
with their social
s
and physsical surroundings.
Concerning
g language skillls, the measurrement model initially
i
assum
med that languaage skills were a linear combiination
of four obsserved variablees: verbal exprression, languaage comprehennsion, verbal expression understood by straangers,
and initiating communicaation with otheers. In the CFA
A, the observedd variable ‘inittiating commuunication with oothers’
was not acccepted as a vallid variable forr defining langu
uage skills beccause this obseerved variable iis not correlateed with
the other th
hree. This result can be explaained by the facct that initiatinng communicattion with otherrs is more relatted to a
child’s perssonality than to
o his/her langu
uage skills. Thee CFA shows tthat the variablle ‘verbal expreession understoood by
strangers’ differs
d
from ‘v
verbal expressiion’. For a chiild without dissabilities, thesee two observedd variables scoore the
same, and one of the two
o should thereffore be removeed to avoid colllinearity. How
wever, in the prresent case, thhe CFA
result indiccates that verbal expression and verbal exp
pression underrstood by stranngers are different to some ddegree.
This resultt indicates an important
i
poin
nt: for some ch
hildren with diisabilities, theiir verbal expreession, which can be
understood
d by people wh
ho are familiarr with their speeaking accent aand style, mayy not be undersstood by peoplle who
are not fam
miliar with th
heir speech. To
o adapt and survive
s
in an inclusive educcation environnment, the abiility or
intention to
t communicaate with strang
gers is criticaal. Therefore, the parents, sspecial educattors, or intervvention
providers for
f children witth disabilities should
s
take thee following steeps: (1) when eevaluating a chhild’s languagee skills,
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use tests to discover if the child can communicate with strangers well, and (2) put the child in an environment where
the child can practice communicating with strangers.
The intervention timing factor in the initial model was a linear combination of four observed variables: the age at
which the disability was first identified, the age at which the child first received intervention, the age at which the
child received a disability certificate, and the age at which the child first received special education. After iterations
of CFA and model modification, the final model shows that the intervention timing factor was a linear combination
of the age at which the disability was first identified and the age at which the child first received intervention. The
age at which the child received a disability certificate was not accepted by the CFA as a valid index because in
Taiwan, when a doctor identifies a child’s disability, the doctor is mandated to report the child’s disability to the
local government. Then, the government will issue a disability certificate to the child. Therefore, the age at which a
child first receives a disability certificate is almost identical to the age at the time of disability identification, and it
therefore is a redundant variable. The other observed variable, age at first receiving special education, was also not
accepted by CFA as a valid index; because most children received their first special education after the age of six,
this observed variable is against normality and brings no value to the analysis. This CFA result implies that
intervention timing is a combination of the time when the child’s disability is identified and the time when the child
starts receiving intervention. For effective intervention, there should be appropriate identification time and
intervention time.
4.2 Factors Affecting Children’s Adaptation in an Inclusive School Setting
The result of the SEM analysis reflects that if intervention timing can influence a child’s school adaptation, the
influence is moderated by language skills. In other words, to impact school adaptation, intervention timing must first
be able to improve the children’s language skills. Chen (2013) reached a similar conclusion in research on grade
three children with disabilities in Taiwan, finding that the influential path is from intervention timing to language
skills and then from language skills to school adaptation. Aron and Loprest (2012) concluded that the earlier the
identification of disabilities in children occurs, the greater the inclusion with peers achieved.
4.3 Language Skills Affect School Adaptation
The present research suggests that good development of children’s language skills is important to allow children with
disabilities to enter into a school in an inclusive setting. Therefore, special educators and parents should closely
observe and evaluate the children’s language skill development from an early age and should prioritize language
skills development for children with disabilities. If a child’s language skills development is slower than that of most
children, provide the child with language training as early as possible. If a child’s language skills are much less
sufficient for studying in an inclusive school, considering the child’s school adaptation and psychological state,
placing them in a more segregated school/classroom may be another choice.
The SEM model of the research shows that the standardized loading coefficient from language skills to school
adaptation in junior high school students is 0.22 (p<.01). In the research by Chen (2013), the SEM model’s loading
coefficient from language skills to school adaptation for grade one students is 0.52 (p<.001), but the loading
coefficient decreases to 0.25 (p<.01) for grade 3 children. The influence of language skills on school adaptation is
found to be the greatest when the children have just entered into elementary school. Later, the influence drops from
0.52 to 0.25 at grade three and then drops slightly to 0.22 in junior high school. These three values all reach
significant influence. This result implies that children’s language skills more strongly affect their adaptation in an
inclusive school during their first grade year and the influence decreases in two years to a stable level. Two causes
may explain this interesting phenomenon: (1) these children find ways other than verbal communication to adapt in
school as they grow older, and (2) peers, teachers, and school administrators make efforts to receive these children
with disabilities despite the persistence of insufficient verbal communication several years after entering elementary
school. Regardless of the change of the dependency of language skills on school adaptation, this result also shows
that a child’s language skills still affect his/her school adaptation for many years.
4.4 Intervention Timing Affects Language Skills
There is a critical window of time for a child to acquire a natural language. If a child missed acquiring a natural
language during this critical period, he/she would not later learn it as a native language. To have better language
skills, according to the findings of this research, the children should receive intervention as early as possible.
Renshaw et al. (2009) suggested enhancing early identification and intervention efforts. Neuman (2007) indicated
that the earlier the children with disabilities involved in the intervention, the more effective the intervention is. Their
conclusions agree with those of this research: an earlier and appropriate intervention is effective for the intervention
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system. IDEA 1986, Special Education Act of Taiwan in 1997 (SEA), and People with Disabilities Rights Protection
Act of Taiwan in 1997 (PDRPA) granted intervention programs for younger children with disabilities. The goal of
these acts was to improve the development of children with disabilities by minimizing the need for special education
as the children grow up (Aron & Loprest, 2012; PDRPA, 1997; SEA, 1997). The earlier identification of disabilities
enabled earlier enrollment in the intervention and promoted greater inclusion. However, the present research
emphasizes that school adaptation is directly related to language skills, not intervention timing. Therefore, in
addition to earlier intervention, we must also modify intervention content to emphasize the development of
children’s language skills.
5. Conclusion & Suggestion
This research found that intervention timing impacted children’ language skills and then impacted their adaptation in
an inclusive school. It is suggested that a child’s language skills development and adaptation in an inclusive school
setting is a high priority for the intervention program. Children’s language skills should be regularly evaluated and
tracked to provide them with appropriate language training in a timely fashion. If, before enrolling in a school, the
child’s language skills are found much insufficient for an inclusive school, the parents can consider enrolling the
child in a school with more segregate setting or giving the child more special language training. Therefore, a
language skills evaluation system is needed to understand children's language development and to accurately assess
their language performance. Using this system, children’s verbal problems can be detected accurately and in a timely
fashion, and thus the children can receive an appropriate and well-timed language-training program. This research
also suggests that a more aggressive identification system be developed for children with disabilities so that these
children can have more time to develop their language skills with help from the intervention and can have a better
chance to enter and adapt well in an inclusive education environment.
Furthermore, from the CFA result, to confirm if a student is well adapted in an inclusive school, five performances
should be examined at the same time, which are children’s performance of interacting with peers, interacting with
teachers, activity participation, and academic performance. If a child does not perform well in all of these
performances, guide the child to try to improve one of the performances, such as interaction with teachers.
According to the CFA result, the five performances are correlated, and improving one can make some others better.
For example, if a child starts to participate in school activities more, the child will interact with their peers and
teachers more frequently at the same time or some time later.
Since the data, which were recruited from SNEL database, used in this research only has intervention timing, but no
intervention content, this research therefore could not take intervention content into consideration. In future research
in surveying the intensity and duration of early intervention would be helpful in understanding the intervention
effectiveness.
This research explored the factors impacting the adaptation of children with disabilities in inclusive schools. Future
research exploring the factors that impact the general population of children’ school adaptation would be beneficial.
By comparing the difference between the factors that influence children with disabilities and other children, we can
understand more about the mechanisms that children with disabilities use in school adaptation. Furthermore, this
research explored inclusive adaptation by tracing junior high school children’ intervention experience. Future
research can extend the present research by conducting a follow-up study surveying the future performances of the
research subjects as they enter senior high school or enter into society. This follow-up study would provide a better
understanding of the influential relationships between intervention timing, language skills, school adaptation, and
society adaptation.
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