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  ABSTRACT 

The purpose of this study was to explore content teachers’ perceptions of 

inclusive instruction within a middle school inclusion classroom and determine how their 

perspectives impact their teaching practices within this setting. This case study examined 

the perspectives and qualities of two content teachers within an English Language Arts 

(ELA) inclusion program of a public middle school and sought to identify the 

philosophies, behaviors, and teaching methods they utilize in planning and delivering 

instruction in inclusive instructional settings.  

 Potentially, educators will benefit from this study by gaining a better 

understanding of how content teachers’ perceptions can impact their instructional 

methodologies and utilize this information to create opportunities for positive 

collaboration, better training, and administrative support in order to create inclusive 

classroom settings that will enable students of all ability levels to participate and be 

successful.  

Keywords:  inclusive instruction, collaboration, differentiation, teachers’ 

perceptions 
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CHAPTER I 

INTRODUCTION 

Brief Introduction 

Since the passage of the Individuals with Disabilities Education Act (IDEA) in 

1990 and its reauthorization in 2004, public educational programs have been required to 

place a greater emphasis on educating students with disabilities (United States 

Department of Education, 2007). Recent research indicates that an increase in inclusive 

educational settings and programs for students with intellectual disabilities have 

increased from 27% to 45% and the number of students with disabilities being assigned 

to separate facilities has decreased significantly since the original passage of IDEA in 

1990 (Williamson, McLesky, Hoppey, & Rentz, 2006). While the practices of inclusive 

education are emphasized and recommended within our current educational system, 

many students with disabilities are still not receiving appropriate instruction alongside 

their nondisabled peers in the general education setting. Kugelmass (2001) indicates that 

both administrators’ and content teachers’ attitudes towards inclusion can be barriers to 

successful inclusive programs and these negative attitudes are largely due to limited 

training and resources.  

Inclusive education is most appropriately described as combining the Least 

Restrictive Environment (LRE) with the appropriateness of the services provided and is 

the preferred placement for students with disabilities whenever possible (Downing & 

Peckham-Hardin, 2007). All too often, however, the physical placement of students with 

disabilities in general education classrooms is stressed with little regard to the 

development of truly inclusive practices within the general education setting.  
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During my eight years as a special education teacher, I became increasingly aware 

that many teachers and administrators in my school district had different perspectives and 

practices regarding inclusive instruction. As I worked with teachers to design and 

implement inclusive programs, one of the biggest barriers to students’ success appeared 

to be the content teachers’ reluctance to include students with disabilities in general 

education curriculum utilizing inclusive instruction methods. Engagement and active 

participation on the part of general and special education students in the everyday 

functioning of the classroom are imperative to inclusive education and requires 

significant alterations to many general education classrooms in order to meet the needs of 

a more diverse population of students possessing broader ranges of skills (Smith & Tyler, 

2011). The goal of inclusive education is not simply to have students with disabilities 

present in a general education classroom but rather it is to allow all students the 

opportunity to learn and participate in a class that provides challenges and opportunities 

for success (Hardin & Hardin, 2002).  

Background to the Problem 

 Despite mandates from legislation and efforts of special education advocates, 

approximately 70% of students with disabilities in 2005 continued to spend the majority 

of their school day outside of a general education classroom (United States Department 

of Education, 2007). This could be due to administrators’ and general education content 

teachers’ attitudes towards inclusion (Dukes & Lamar-Dukes, 2009). Following current 

trends in special education, content teachers are often required to teach in inclusive 

classrooms and be the primary educators of students with intellectual disabilities. 
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Therefore, the attitudes of content teachers and campus administrators may also affect the 

overall success of an inclusive classroom (Burke & Sutherland, 2004).  

 A lack of sufficient special education training for content teachers may also be a 

contributing factor. Werts, Wolery, Snyder, & Caldwell (1996) suggest that teachers’ 

understanding of what inclusive education looks like and what methods it might include 

is a critical concern for content teachers. Hwang and Evans (2010) indicate that another 

factor that impacts inclusive classroom success could be the effectiveness of the 

collaboration between content and special educators. A positive collaborative process 

between special education teachers, content teachers, and campus administrators could 

promote more positive attitudes toward inclusive classrooms by providing support for the 

content teacher both inside and outside of the inclusive classroom (Hunt, Soto, Maierm & 

Doering, 2003).  

Statement of the Problem 

Inclusive education practices can significantly impact the educational exchange 

between students with disabilities, their non-disabled peers, and their content area and 

special education teachers, consequently, there is a need for more in-depth research to 

identify attributes of successful content and special education teachers of inclusive 

classrooms. Janney, Snell, Beers, & Raynes, (1995) indicate that inclusive content 

teachers tended to value the participation of all students within their classroom, including 

those with disabilities. However, previous research has also indicated that content 

teachers do not always have a positive view of including students with disabilities in their 

classrooms (Carter & Hughes, 2006). These discrepancies can lead to inconsistencies and 

potential problems implementing successful inclusive programs within a campus or 
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school district. In order to create consistent and equitable inclusive instruction, specific 

philosophies, behaviors and practices of content and special education teachers and 

administrators demonstrating success within inclusive programs need to be identified.  

Purpose of the Study 

The purpose of this study was to explore content teachers’ perceptions of 

inclusive instruction within a middle school inclusion classroom and determine how their 

perspectives impact their teaching practices within this setting. This case study examined 

the perspectives and qualities of two content teachers within an English Language Arts 

(ELA) inclusion program of a public middle school and sought to identify the 

philosophies, behaviors, and teaching methods they utilize in planning and delivering 

instruction in inclusive instructional settings.  

Significance of the Study 

 Potentially, educators will benefit from this study by gaining a better 

understanding of how content teachers’ perceptions can impact their instructional 

methodologies and utilize this information to create opportunities for positive 

collaboration, better training, and administrative support in order to create inclusive 

classroom settings that will enable students of all ability levels to participate and be 

successful. This awareness informs the decisions teachers will make as to what types of 

activities and experiences to design in the classroom that will eventually contribute to 

students with disabilities overall success in inclusive classroom settings. This study will 

also benefit the field of teacher education by increasing knowledge and understanding 

among pre-service teachers regarding how students with disabilities can access general 

education curriculum through inclusive instruction. Finally, this study will contribute to 
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the presently small body of research on middle school inclusion programs. The middle 

school setting is significant to this study in that it provides the opportunity to examine 

how the additional factors of adolescent behavior, student motivation and self-efficacy, 

and increased curricular rigor affect both perceptions and practices of teachers as students 

transition from primary to secondary grade levels. 

Research Questions 

The researcher examined the perspectives of the two teachers selected for this 

study in similar contexts in order to answer the following questions: 

 How are the teacher’s attitudes and perceptions towards teaching students 

with disabilities formed? 

 What types of support, preparation, and training do the teachers perceive 

that they need from staff development and collaboration? 

 What types of support do teachers perceive that they need from their 

campus administrators regarding collaboration and inclusive practices? 

Theoretical Framework 

The theoretical perspective for this case study is based on constructivism which is 

the fundamental belief that knowledge acquisition occurs through knowledge 

construction as opposed to simply knowledge transmission (Fosnot, 1996). Vygotsky’s 

social development theories stress the fundamental role of social interaction in the 

development of cognition and are based on his belief that social learning tends to precede 

development (Vygotsky, 1978). Vygotsky’s theories also stress that community plays a 

central role in the process of making meaning (Wertsch, 1991). Constructivism suggests 

that learning and meaning making typically occur through the creation of individual 
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understandings that are based upon the culmination of what a person already knows and 

believes coupled with new knowledge and ideas that they experience. Knowledge is 

further constructed through the intersection of people and the give and take of social 

interactions. Social constructivism emphasizes the importance of social exchanges in 

order for cognitive growth to occur (Fosnot, 1996). Within a given school day, teachers 

have countless social exchanges with students, teachers, support personnel, parents, and 

administrators. Each exchange offers opportunities for a teacher to combine new 

experiences with existing knowledge in order to develop greater understanding. 

Inclusion 

Inclusive classrooms enable students with disabilities to be valued members of the 

instructional process whereby all students are able to participate in meaningful activities 

through interactions with their non-disabled peers and teacher (Gee, 2001). Researchers 

in the field of special education have identified the following factors as indicators of 

success for students with disabilities in inclusive classroom settings: an increase in their 

social and communications skills, meaningful instruction utilizing the full range of 

general education curriculum, full participation in classroom activities, and increased 

achievement levels (Soukup, Wehmeyer, Bashinski, & Bovaird, 2007). However, simply 

placing students with disabilities in general education settings with accommodations and 

modifications does not guarantee their success. Burke and Sutherland (2004) indicated 

that the teacher’s attitude towards inclusion played an important role in how students 

with disabilities were accepted by their peers and by their teachers within the inclusive 

classroom setting. 
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Inclusive instructional programs are difficult to develop and implement because 

they often require significant changes to the manner in which teachers utilize the general 

education curriculum within a general education classroom setting. In order for 

successful inclusion to occur, general education teachers must be able to support students 

with various ranges of abilities while covering the required content within designated 

time frames (Dukes & Lamar-Dukes, 2009). Therefore, teachers in inclusive classroom 

settings must possess the ability to informally monitor and assess student skills and 

deficits, set high but appropriate expectations for each student, as well as accommodate 

and modify activities, assignments and assessments mandated through students’ 

Individual Educational Plans (IEP).  

Inclusive instruction at the secondary grade levels presents additional challenges 

due to the emphasis on higher level content knowledge and the expectation that students 

have developed independent study skills. As students with disabilities progress through 

grades 6
th

 through 8
th

, they are typically required to organize assignments and 

expectations for multiple classes, become more independent learners, and pass mandated 

state assessments (Tomlinson, 2005). This presents serious challenges for teachers 

because many of the students with disabilities have not adequately learned, retained, or 

generalized these necessary foundational skills or content knowledge and the expected 

pace and rigor of the curriculum seldom provides opportunity for remediation without 

losing access to other instructional opportunities (Smith & Tyler, 2011).  

Limitations  

The participants for this study were selected by purposive sampling based on the 

following criteria: recommendation from campus administrator, teachers’ willingness to 
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participate determined through a consent form, teachers currently certified in English 

Language Arts (ELA), and teachers currently teaching in an ELA inclusion setting. These 

participants were useful in helping answer the research questions of this study because 

they have experience designing and implementing instruction in inclusive settings, work 

collaboratively with their instructional team members and administrators, and have 

expressed a positive attitude towards teaching students with disabilities within inclusive 

classroom settings. 

The settings for this study were two classrooms within a public middle school 

located in an urban neighborhood. The settings were appropriate for this study because 

they provided a naturalistic setting in which to observe the participants’ behaviors and 

create authentic opportunities to collect data. The middle school setting also provided 

unique opportunities to examine how the additional factors of adolescent behavior, 

student motivation and self-efficacy, and increased curricular rigor affect the participants’ 

perceptions and instructional practices within the secondary inclusive classroom 

environment.  

While the results of this case study are intended to support previous research in 

inclusive instruction, they should be interpreted with caution as they are based on a small 

number of respondents. Therefore, the results cannot be extrapolated to other groups 

unless they share similar demographics. This study only investigated a limited number of 

variables related to the perceptions and practices regarding the inclusion of students with 

disabilities in inclusive classroom settings.  

Terms 

 For this study, there were seven terms that needed to be defined: 
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1. Inclusive instruction – defined as “a value-based practice that attempts to bring all 

students, including those with disabilities, into full membership within their local 

school community” (Udvari-Solner, 1996, p.101). 

2. Inclusive classroom – refers to a general education classroom in which students 

with disabilities are taught simultaneously alongside their non-disabled peers and 

all students are considered important and valued members of the classroom 

(Wright & Wright, 2007). 

3. Content teacher - Highly qualified teacher certified in the core subjects for which 

they are primary teachers (Therrien & Wasburn-Moses, 2009). 

4. Special education – defined as instruction that is specially designed to meet the 

unique needs of a child with a disability. This means education that is individually 

developed to address a specific child’s needs that result from his or her disability 

(Therrien & Wasburn-Moses, 2009).  

5. Special educator – Highly qualified teacher with certification in special education 

(Therrien & Wasburn-Moses, 2009). 

6. Co-teach – The instructional practice of two educators (one general educator and 

one special educator) planning, delivering, and assessing instruction for a single 

group of students (Pugach, Johnson, Drame, & Williams, 2012). 

7. Accommodations – refers to changes that allow a student with a disability to 

participate fully in an activity. Examples include extended time, different test 

format, and alterations to a classroom (Wright & Wright, 2007). 
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8. Adapted instruction – refers to changes made to a student’s class work or routines. 

This can include adapting what a student is taught and/or how a student works at 

school (Wright & Wright, 2007). 

9. IEP – Individual Education Plan for a student with a disability (Wright & Wright, 

2007). 

Summary 

It was proposed that through field observations, interviews, and documents, the 

researcher would able to gain a deeper understanding of how content teachers 

successfully include students with disabilities in inclusive classroom settings at a middle 

school level. The results of this study should offer insight and help identify the essence of 

the content teachers’ beliefs, philosophies and methods that can be used as models for 

other teachers that are teaching or will be teaching in inclusive settings. 
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CHAPTER II 

LITERATURE REVIEW 

Introduction 

 In order to situate this study in the current empirical literature, the researcher 

searched the research-based peer-reviewed journals and dissertations in the Texas Tech 

University online databases: ProQuest, Eric, EBSCO and ProQuest Digital Dissertations. 

In addition, personal subscriptions allowed access to ACSD (The Association for 

Curriculum Development) online articles, ACSD online Smart Brief articles and analysis 

and Educational Leadership using the keywords inclusive instruction, special education, 

teachers’ perceptions and training, and differentiation. Resource books and journals from 

other university libraries and internet sites were also used for this literature review. The 

review of the literature showed that while there is a strong research base to support the 

education of children with disabilities alongside their non-disabled peers in inclusive 

settings, there is limited research identifying factors that impact content teachers’ 

perspectives on inclusive instruction and how this impacts their instructional practices 

within inclusive settings. 

Burke and Sutherland (2004) indicated that the success of an inclusive education 

program can depend on the attitudes of the teachers who work with students with 

disabilities as well as teachers’ attitudes towards the school’s policies governing special 

education programs. This synthesis of research will provide a brief history of the 

education of students with disabilities, a history of the evolution of inclusive instruction, 

content teachers’ perceptions of inclusive instruction, collaboration practices, and 

educator training in order to examine how the attitudes of general education content 
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teachers towards the inclusion of students with disabilities are formed, and what factors 

create positive views towards inclusive education for all students.  

History of Special Education 

 Mills v. the Board of Education of the District of Columbia (1972) helped pave 

the way for the Individuals with Disabilities Education Act (IDEA) of 1990. The civil 

action case was brought in the federal US District Court for the District of Columbia on 

behalf of seven children with special needs who were denied access to a free appropriate 

public education based on their disabilities (Webb, 2006). In a report submitted to the 

Department of Health, Education, and Welfare, prepared by the District of Columbia 

School District, the district admitted that an estimated 12,340 students with disabilities 

were not given educational services in the 1971-72 school years (Webb, 2006). The 

Mills’ case was granted class-action status to represent the interests of similar DC school 

children on December 21, 1971.The Board of Education alleged they could not meet 

these children’s needs based on the severity of their disabilities and the board believed 

that the expense of educating these children in a private setting would be too costly. In 

response, the district had these children stay at home without giving the families an 

opportunity for a due process hearing. Judge Joseph Cornelius Waddy resolved the case 

without a trial and ruled that all students must be provided with a free, appropriate public 

education to meet their individual needs. He also concluded that a private alterative 

placement must be provided at the expense of the district regardless the cost if a school 

district cannot provide a program suitable to meet the needs of the student (Webb, 2006). 

 The Education of All Handicapped Children Act of 1975 was a major victory for 

students with disabilities and this legislation assured all students access to public 
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education regardless of their disability (Aldridge & Goldman, 2007). In addition, students 

with disabilities were also guaranteed a free appropriate public education (FAPE) in the 

least restrictive environment (LRE). The passage of this law had a significant impact on 

both the education system and teacher preparation programs by requiring training to help 

teach and prepare individuals to effectively work with students with a broad range of 

abilities (Aldridge & Goldman, 2007). The four major purposes of the Education of All 

Handicapped Children Act (1975) were: 1) to assure all students were provided FAPE, b) 

protect the rights of students with disabilities, 3) provide federal financial assistance to 

states for the education of children with disabilities, and 4) to assess the effectiveness of 

States efforts to educate students with disabilities (The US Department of Education, 

2007a). 

 To further improve educational opportunities for students with disabilities, IDEA 

(1990) was amended in 1997 with the intent of further raising expectations for children 

with disabilities, increase parental involvement, involve regular education teachers in 

disabled students academic progress, include them in assessments, increase performance 

goals, and support professional development for personnel involved in educating children 

with disabilities (Aldridge & Goldman, 2007). 

 In 2001, No Child Left Behind (NCLB) was passed in an effort to close the 

achievement gap between students with disabilities and those without disabilities in 

public schools. The act was drafted to ensure that all students achieve academically; to 

allow states and school districts more flexibility than they had previously in regards to 

federal funding; to choose support programs that use proven education methods; and 

provide school choice options related to low achieving schools (Aldridge & Goldman, 
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2007). In addition, NCLB (2001) required students with limited English proficiency, 

economic disadvantages, disabilities, and major ethnic groups to participate in 

standardized testing (Slavin, 2006, p. 306). 

 In 2004, IDEA (1997) was amended in order to emphasize early intervention in 

identifying disabilities, require states to monitor and correct racial disparities in special 

education assignments, and coordinate the regulations of IDEA (2004) with other 

educational reforms such as NCLB (2001) (Slavin, 2006). These reauthorizations and 

amendments are a continued effort to try and improve our current educational system and 

accountability measures and also seek to ensure that students with disabilities have equal 

access to the same general education programs and standards as their nondisabled peers 

(Slavin, 2006). The 2004 amendments to IDEA (1997) also extended federal mandates to 

increase curricular rigor and focus on state and local accountability for students with 

disabilities. These mandates for stronger accountability are closely aligned with the 

accountability mandates brought forth by NCLB (2001) (The US Department of 

Education, 2007b). In addition, IDEA (2004) required states to establish proficiency and 

participation rates for students with disabilities in standardized assessments. Along with 

the increased accountability for all students, the 2004 reauthorization of IDEA also 

required students with disabilities to have access to the regular education curriculum and 

to the regular education teachers fully qualified to teach that curriculum (Slavin, 2006). 

 In September 2011, White House Office of the Press Secretary announced that 

states would soon have some relief from NCLB (2001) requirement that all students 

reach proficiency in reading and math by 2014. Although NCLB (2001) shed some light 

on the achievement gap, and increased accountability, its one-size model has not work 
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well for everyone. Many argued that NCLB (2001) was flawed, therefore, hindering 

educational reform initiatives (White House Office of the Press Secretary, 2011). 

Beginning in the 2011-2012 school year, states were able to apply for flexibility within 

the NCLB (2001) mandates if they were transitioning students, teachers, and schools to a 

system aligned with college and career ready standards for all students, developing 

differentiated accountability systems, and undertaking reforms to support effective 

classroom instruction and school leadership (White House Office of the Press Secretary, 

2011).  

The Evolution of Inclusive Instruction 

 The effectiveness of teaching practices and the future of the teaching profession 

within the traditional public education system came under scrutiny in the 1960’s due to 

the discrepancy in the number of teachers needed to fill classrooms and the number of 

teachers entering the field of education (Beggs, 1964; Blair & Woodward, 1964). Blair 

and Woodward (1964) surmised that this was due to percentage of teachers retiring, the 

limitations on class size, and an increase in the number of students entering school 

systems. During this time period, Beggs (1964) suggested four modifications to the 

delivery of instruction in the United States and England: 1) the nature of teacher 

presentation, 2) the character of independent study, 3) the type of student discussion, and 

4) change of the evaluation process. Beggs (1964) emphasized that these modifications 

could occur in any type of school setting, particularly team-taught classrooms. By the late 

60’s, team teaching became a popular throughout the United States and included a variety 

of classroom arrangements and the delivery of content by two or more teachers in one 
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classroom (Beggs, 1964; Blair & Woodward, 1964; Hanslovsky, Moyer, & Wagner, 

1969a; Hansolvsky, Moyer, & Wagner, 1969b). 

 The passing of the Elementary and Secondary Education Act (1965), the 

Elementary and Secondary Education Amendments (1968), the Handicapped Children’s 

3 Early Education Assistance Act (1968), and the Education for All Handicapped 

Children Act (1975), instigated the impetus to include all students, including those with 

disabilities, in the general education setting. The Education for All Handicapped Children 

Act (1975) was the direct result of parents and advocates lobbying for the 

deinstitutionalization of students with disabilities and their right to a free and appropriate 

education in schools with their typical peers (National Center for Education Statistics, 

2011). The passing of these laws increased the mainstreaming of students with 

disabilities into the general education classroom (Bauer, 1975; Walker, 1974). These 

changes in instructional practice and ideologies created a shared responsibility between 

general and special educators (Garvar & Papania, 1982).  

 By the end of the 1970s, the discussion of team teaching in the educational 

literature dwindled and the practice of special education consultation began to emerge as 

the means for meeting the needs of students with disabilities (Pugach, Johnson, Drame, & 

Williamson, 2012). The consultation model was conceived as an indirect or direct service 

provided to the student with a general educator seeking the assistance of the special 

educator on an as-needed basis (Pugach, Johnson, Drame, & Williamson, 2012). Idol-

Maestas (1983) identified three areas that general education teachers should seek 

assistance from the special education consultant: 1) programming, 2) management, and 3) 

monitoring. Programming was defined as the identification and implementation within 
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the general education classroom of individualized education plans (IEPs) for students 

with disabilities, and the alignment of IEPs with the appropriate curriculum; management 

was the grouping (small or large) of students based upon assessments; and, monitoring 

was the documentation of specific academic and behavioral progress (Idol- Maestas, 

1983).  

 This instructional trend resulted in the need for the special education teacher to 

provide direct services in the general education classroom and evolved into the 

collaborative consultation model (Idol-Maestas, 1983). As this trend increased 

throughout the 1980’s the special educator was typically responsible for delivering 

consultation services within the general education classroom while the general educator 

delivered content instruction to all of the students (Cook & Friend, 1995). This practice 

led to the Regular Education Initiative (REI) which strongly encouraged the inclusion of 

students with disabilities in the general education environment on a full time basis (Will, 

1986).  

 Jenkins, Pious, and Jewell (1990) identified five responsibilities required of the 

general education content teacher based upon the REI: 1) educating all students, 2) 

monitoring instructional decisions for all students, 3) implementing curriculum, 4) 

managing instruction for a diverse group of students, and 5) coordinating assistance for 

struggling students. Jenkins, Pious, and Jewell (1990) maintained that the content teacher 

was responsible for students with learning disabilities (LD), mild intellectual disabilities 

(ID) (previously referred to as mental retardation), and students with emotional and/or 

behavior disabilities (EBD). Jenkins, Pious, and Jewell (1990) also emphasized that this 

inclusive instructional model could eliminate the need for the requirement of a specialist 
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(special education teacher/consultant). However, Thousand and Villa (1991) argued that 

the REI would actually increase the need for collaboration of content teachers and special 

educators, making the general and special education teachers members of a larger team. 

Both the REI and the reauthorization of the Individuals with Disabilities Education Act 

(IDEA, Public Law 5 105-17, 1997) provided strong support for the development of 

collaborative practices in education (Pugach, Johnson, Drame, & Williamson, 2012). 

Thus, collaborative consultation evolved into a co-teaching system in which the special 

educator delivered direct services in the general education classroom to students with 

disabilities (Idol, Nevin, & Paolucci-Whitcomb, 1992).  

 Despite advances in inclusive instructional practices, the inclusive placement of 

students with disabilities in the general education instructional environments continues to 

be controversial (Beacham & Rouse, 2012). According to Twachtman-Cullen and 

Twachtman-Bassett (2011), IDEA addresses two fundamental requirements: the 

expectation that a child receive a free and appropriate public education (FAPE) and a 

child’s placement in the least restrictive environment (LRE). LRE is not simply a 

location; LRE also includes the instruction and social context of the student’s placement. 

Inclusive education is based on the principle that schools provide education services for 

all students regardless of social, cultural, intellectual, or emotional differences or 

disabilities (Armstrong, Armstrong, A. C., & Spandagou, 2011). While there is a broad 

spectrum of research related to children in inclusive environments, the literature has 

failed to address the effects that such a policy has on teacher experiences and their 

concept of quality inclusive instruction.  
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 Wehman (2006) discusses partial inclusion which provides students with 

disabilities selective participation in the general education environment opportunities for 

social integration in specific academic settings such as physical education, art, and music 

while allowing for special education services in pull-out resource classrooms. Since the 

establishment of NCLB, core academic areas where the student can perform at grade 

level are now included (Hallahan, Kauffman, & Pullen, 2009). Resource room placement 

is an important component of partial inclusion. Partial inclusion provides students with 

disabilities a place in the general education environment for the majority of the school 

day while allowing pull-out resource instruction (Slavin, 2006). Generally, resource 

programs focus on the core academic classes, such as mathematics and language arts, 

subjects that are the most problematic to a student’s disability (Griffin & Galassi, 2010; 

Villanueva, Taylor, Therrien, & Hand, 2012). Resource rooms are considered beneficial 

because they involve smaller student numbers and are staffed by special education 

teachers working in close collaboration with the general education teacher (Miles & 

Singal, 2010).  

 Slavin (2006) examined full inclusion placements for students with disabilities in 

the general education classroom and determined that students with disabilities 

demonstrated both academic and social growth when fully included in the general 

education setting with adequate support from the special educator. Zigmond, Kloo, and 

Volonio (2009) concluded that full inclusion with full time special education support 

creates opportunities for special educators to provide accommodations and interventions 

and assist the content teacher when required. Other studies also concluded that this type 

of  co-teaching increases the role and responsibilities of the general education content  
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teacher while providing a continuum of special education services in the LRE (Wehman, 

2006).  

Inclusive Instruction Models 

 During the past two decades, co-teaching has continued to evolve guiding 

researchers to emphasize six models of inclusive instruction utilizing co-teaching: 1) one-

teach one-observe, 2) one-teach one-assist, 3) station teaching, 4) parallel teaching, 5) 

alternative teaching, and 6) team teaching (Cook & Friend, 2010; Friend & Bursuck, 

2012). While there is limited data-based co-teaching literature, several authors address 

the use of classroom arrangements that align to the co-teaching models (Fien, Santono, 

Baker, Park, Chard, Williams, and Haria 2011; Rosman, 1994). Idol (2006) indicates that 

the majority of co-teaching observed in classrooms adheres to the one-teach one-assist 

model. It appears that the field has implemented the one-teach one-assist model, with 

little focus on the other five models (Idol, 2006). 

One-Teach One-Observe Model 

 The one-teach one-observe co-teaching model is defined as one teacher, typically 

the content teacher, leading and delivering the instructional material, while the other 

teacher, typically the special educator, is observing student behavior such as time on-task 

behavior and independent work (Friend & Bursuck, 2012). The co-teaching literature 

suggests that this model is used only when student academic or behavioral data are 

collected (Friend & Bursuck, 2012). Several authors do not recognize this as a co-

teaching model in that one teacher never teaches and maintain that it should only be used 

when data collection is necessary (Kloo & Zigmond, 2008; Murawski, 2009; Salend, 

2011). Majeika, Walder, Hubbard, Steeb, Ferris, Oakes, and Lane (2011) examined the 
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collection of behavior data by a special educator in a co-taught high school classroom 

using the one-teach one-observe co-teaching model. The purpose of the study was to 

improve on-task behavior of a student using a functional assessment-based intervention 

(FABI). 

 The participants in this study included a content teacher, a special educator, and a 

17-year old male student with Attention Deficit Hyperactive Disorder (ADHD). The 

setting of the study was an eleventh grade English co-taught class within a high school 

that implemented the Positive Behavior Interventions and Supports (PBIS) plan school 

wide. The teachers and staff gave students PBIS tickets for demonstrating appropriate 

behaviors that could be exchanged for a variety of items including electronic games, tee 

shirts, lunch privileges, and preferred parking spaces (Majeika et al, 2011). 

 This study used an ABAB withdrawal design. The content teacher and special 

educators identified off-task behaviors - out of seat without permission, using a cell 

phone, listening to music, not responding to directives within five seconds - as the target 

behaviors. The replacement behavior was on-task behavior - being in seat, looking at the 

teacher during instruction, responding to questions, and following directives within an 

expected time frame. Momentary time sampling was used to collect the data. The class 

sessions lasted for 25-minutes, each session was divided into 30-second intervals for a 

total of 50 intervals. An observer and the special educator collected data using the 

Multiple Option Observation System for Experimental Studies (MOOSES) (Tapp, 

Wehby, & Ellis, 1995). 

 After the collection of baseline data the Functional Intervention Decision Model 
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was used to design the intervention. This model requires the student to be able to perform 

the replacement behavior. The antecedent conditions must provide opportunities for the 

student to practice the replacement behavior. Three components were implemented in the 

intervention phase of the study. The first component included putting a behavior contract 

in place, implementing a self-monitoring checklist, having the student state how to 

appropriately access attention, the student being in his seat, and the teachers increasing 

circulation around the room. The second component included the reinforcement which 

involved the teachers providing specific praise, daily rewards, weekly rewards, and a 

PBIS ticket (Majeika et al, 2011). 

 The third component of extinction included the teachers withholding attention for 

off-task behavior, specific praise, and redirection. The content teacher implemented the 

three components while the special educator collected data demonstrating the one-teach 

one-observe co-teaching model (Majeika et al. ,2011). 

 During the baseline phase, no changes were made to the classroom and data were 

collected for five class sessions. The intervention phase lasted for six sessions followed 

by the withdrawal phase which lasted for three sessions. The study ended with the 

intervention phase which lasted for three sessions. The maintenance phase occurred five 

weeks after the intervention was reintroduced and data were collected for two sessions. 

The data were collected by the special educator and observer then compared and 

analyzed using visual analysis (Majeika et al. ,2011). 

 The student’s on-task behavior was low during the baseline phase, an average of 

53% of the time. During the intervention phase, the student was on-task for an average of 

80% of the time. The student was on-task for an average 48% of the time during the 
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withdrawal phase. When the intervention was reintroduced, the student was on-task for 

83% of the time. During the maintenance phase, the student was on-task for an average of 

70% of the time. The study had two goals: to increase a student’s on-task behavior and 

assess the special educator’s ability to collect data. When using the one-teach one-

observe co-teaching model, the special educator’s data collection matched that of the 

research observer. Majeika et al. (2011) concluded that the special educator effectively 

collected data in this co-taught high school classroom and recommended that future 

studies involve training the content teacher and special educator in data collection 

methods.  

One-Teach One-Assist Model 

 The one-teach one-assist model of co-teaching is defined as one teacher 

delivering instruction while the other teacher assists by helping students, setting up 

materials, and providing accommodations (Murawski, 2009). While the content teacher 

or special educator may take either role, the content teacher typically takes the lead 

(Hourcade & Bauwens, 2001). Idol (2006) indicates that this is the most commonly used 

model of co-teaching yet warns that it is also considered to be the least effective of the 

six co-teaching models because one educator is placed in the role of educational assistant 

rather than teacher. 

 Rice and Zigmond (2000) investigated the co-teaching approaches of teachers in 

inclusive secondary classrooms. The purpose of this study was to compare and identify 

co-teaching models typically used in classrooms in both Australian and American 

secondary schools. The participants included 17 secondary special educators and content 

teachers in 10 secondary public schools from the United States and Australia. The classes 
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taught by the teachers included students with learning disabilities, physical disabilities, 

behavioral disabilities, intellectual disabilities as well as students without disabilities. 

 The data collected were qualitative in nature and included interviews and 

classroom observations. The teachers participated in semi-structured interviews that were 

audiotaped and transcribed. The classroom observers collected narrative observation 

notes of the classroom instruction. A total of 11 classroom periods (40-45 minutes) were 

observed. Interviews and observations were analyzed for themes. Six themes emerged 

from the data: 1) effective implementation of co-teaching requires school-wide 

acceptance of inclusive policies and co-teaching as a viable support option; 2) co-

teaching arrangements benefit all teachers and students; 3) teachers rate professional and 

personal compatibility highly in preferred co-teaching partners; 4) special education 

teachers seldom receive equal status in co-teaching partnerships; 5) special education 

teachers must prove themselves capable of making unique and substantive contributions; 

and 6) the implementation co-teaching in secondary schools involves overcoming 

entrenched attitudes and administrative barriers (Rice & Zigmond (2000). All teachers 

reported that it was important to have a shared vision of inclusion among co-teachers as 

well as school-wide and specific times available to plan for instruction. Rice and 

Zigmond (2000) determined that there were no differences among the American and 

Australian teachers in the co-teacher roles, responsibilities, or obstacles encountered 

during implementation. 

 Rice and Zigmond (2000) concluded that the data indicated that content teachers 

deliver the instruction while special educators monitor or help in the classroom. They 

also noted that the population sampled did not meet the criteria for effective co-teaching 
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that should include shared teaching, shared planning, and shared instructional delivery. 

The observations and interviews found that across the two countries the general education 

content teachers used the special educator as an assistant leading the researchers to  

suggest that further research was needed to examine and clarify the efficiency of the 

models of co-teaching at the secondary level (Rice & Zigmond, 2000). 

 Welch (2000) examined the co-teaching models used by two elementary 

classrooms in order to investigate the co-teaching models selected by co-teachers and the 

results on student performance. The study included twenty-eight students at the first 

school and seventeen students from the second school with each school assigning a 

content teacher and a special education teacher to each class. 

 Prior to the study, the teachers participated in a video training program that 

addressed three topics: 1) school-based partnerships such as team teaching, teacher 

assistance teams, and a resource-consultant teacher; 2) the six co-teaching models; and 3) 

school-wide needs assessments. Once the teams were selected at each of the schools, they 

were provided an additional three hours of training and instruction on developing an 

action plan based on the school-wide needs assessment. The action plan included 

evaluating and implementing the selected school-based partnerships. The teachers also 

participated in training to complete a pre-implementation planner, a weekly planning log, 

and an objective and evaluation form that would be used during the study (Welch, 2000). 

 The teachers selected a co-teaching model and implemented it for 30 to 45 

minutes daily. The selected co-teaching intervention was implemented for 16 weeks at 

the first school and 19 weeks at the second school. A member of the research group met 

with both teams once a month and provided support and collected the teachers’ logs. 
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Teachers were required to record the time, date, and planning information from each 

weekly meeting. 

 The information from the teacher log forms was coded, reviewed, and tabulated 

for the type of co-teaching model and student groupings used. The curriculum-based 

assessments in reading and spelling were collected before and after the co-teaching 

implementation. Paired t tests were used to analyze assessments. 

 The results indicated that the teams used the lead-support (one-teach one-assist) 

model of co-teaching more than any of the other methods. The first school used the one-

teach one-assist model of co-teaching 48 times and the station teaching model 20 times 

while the second school used the one-teach one-assist approach 62 times. Both schools 

also used large group instruction over small group instruction with the first school using 

large group instruction 60 times and small group instruction 23 times and the second 

school using large group instruction 45 times and small group instruction 33 times 

(Welch, 2000). 

 Students were tested using a curriculum-based reading assessment during both  

pre- and post-co-teaching implementation. A paired t test was used to determine if there 

was a significant difference between pretest and posttest mean scores. The first school 

had a significant difference on pre- and post- test means scores for reading fluency and 

word recognition for all students including students with learning disabilities. Similarly, 

the second school had a significant difference on pre- and post- test mean grade 

equivalent test scores in the areas of reading comprehension, vocabulary knowledge, 

spelling, and reading recognition for all of the students including those students with 

learning disabilities. Teacher impressions and satisfaction data were collected using focus 
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group interviews. The content teachers reported a lack of adequate time to plan with their 

co-teacher but stated that they had learned new strategies while working with the special 

educators. The special educators stated they were unable to contribute equally to the 

classroom instruction (Welch, 2000). 

 Welch (2000) concluded that the one-teach one-assist model was used most often 

due to the predisposition of the general educators to plan and teach for the entire class 

and maintains that this reinforces the traditional roles of general and special educators. 

Welch (2000) recommended that qualitative methods be used to collect further data on 

teacher logs, time spent planning, instructional objectives, and activities while supporting 

the use of experimental studies and formative data collection to report academic gains for 

students in co-taught classrooms. 

 Weiss and Lloyd (2002) examined the roles and actions of secondary special 

educators in co-taught classrooms and special education settings. The purpose of this 

study was to identify and describe the roles and instructional actions of the special 

education teachers. Participants in the study included six special educators, three middle 

school teachers, and three high school teachers. They taught both resource classes and co-

taught classes. The data collected included observations, interviews, and a review of 

teacher documents. The special educators were observed for a total of 54 times, 

averaging about nine observations per teacher. The observations occurred in either 

English or math resource rooms or co-taught class rooms. The special educators taught 

resource room English and/or math with a corresponding co-taught class. The narrative 

observations of this study focused on the special educator however, each teacher also was 

interviewed three times. The interviews focused on teacher experiences, co-teaching, and 
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clarification of what occurred during the observations. The teacher documents were 

comprised of teacher journals, lesson plans, class materials, and the special education 

policy and job responsibilities handbook. 

 Data were analyzed using a constant-comparative method. Data were coded using 

the grounded theory method which included open coding, axial coding, and selective 

coding. The open coding provided four categories of instructional actions by the special 

educators: 1) providing support (one-teach one-assist), 2) same content in separate classes 

(resource room instruction), 3) separate content in co-taught class (alternative teaching), 

and 4) team teaching. Axial coding identified connections between causal conditions, 

contexts, intervening conditions, and consequences. Selective coding of the data was 

integrated by a core category and each axial-code core category (Weiss & Lloyd, 2002). 

 The data collected indicated that the special educator roles in the general 

education classroom included providing support (one-teach one-assist), teaching the same 

content in a separate classroom, teaching different parts of the content (alternative 

teaching), and team teaching. In the resource room, the special educators were the sole 

provider of content instruction with instruction being delivered at a lower grade level and 

broken into smaller units and delivered at a slower paced. In the general education 

classroom, the special educators supported the instruction of the general educator, closely 

aligned with the one-teach one-assist co-teaching model. The special educators monitored 

and supported students while the general educator delivered the instruction. 

 Weiss and Lloyd (2002) concluded that the special educators in this study had 

limited opportunities to plan, little training, and no opportunity to deliver content area 

instruction. They suggest that future research focus on the roles and actions of co-
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teachers and the learning outcomes of the students with disabilities in co-taught 

classrooms. 

Station Teaching Model 

 The station teaching model of co-teaching is defined as two teachers dividing a 

class into three or more groups with each group of students rotating to the stations in 

equal increments (Murawski, 2009). The content material is then divided among three 

teaching stations in the classroom (Friend & Cook, 2010).  

 Gurgur and Uzuner (2011) examined the implementation of team teaching and 

station teaching. The purpose of this study was to define co-planning, implementation, 

and the reflection process of co-teaching. The participants in the study included 33 

students (two with disabilities). The class was co-taught by a content teacher and a 

special educator. The study was conducted in a general education classroom. 

 An action-research qualitative design was used to collect data in this study. No 

intervention was implemented in this study. However, observations of the natural co-

teaching environment was reported using a checklist, lesson plans, teaching materials, 

student products, observation, video recordings, and audio recordings. The teachers were 

observed implementing either the team teaching or station teaching models. The teachers 

also were observed weekly during planning and reflection meetings (Gurgur & Uzuner, 

2011). 

 Gurgur and Uzuner (2011) created a checklist, the Evaluation Control List of 

Coteaching Courses based on the analysis of video recordings of the implementation of 

lessons. Six weeks of data were analyzed. The co-teaching model (team teaching), the 

lesson content (life science), the teaching method (cooperative learning), and duration 
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were recorded for each week. The data were analyzed for successful and challenging 

actions of the general and special educator. 

 The results were reported in three areas: co-planning meetings, teaching practices, 

and reflection meetings. During co-teaching planning meetings, the teachers did not 

discuss lesson objectives, instructional materials, co-teaching models, or teacher 

responsibilities and roles. The teachers did not keep pre-arranged meeting times and they 

met for only short periods of time. Six co-teaching instructional lessons were selected and 

analyzed. Five of these lessons were team taught and one lesson used the station teaching 

model. The team teaching lessons started on time but neither teacher explained the lesson 

objectives to the students. The special educator provided feedback to students, answered 

questions, and monitored behavior. During the station teaching co-taught lesson, the 

student desks were arranged into groups of three. Observations indicated that the groups 

were too large and rules were not explained for each station. The reflection meetings 

occurred after each lesson to discuss the co-teaching models and materials used during 

the lessons. During the reflection meetings, the co-teachers did not discuss their roles 

during direct instruction, lesson objectives, or content planning (Gurgur & Uzuner, 

2011). 

 Gurgur and Uzuner (2011) concluded that planning meetings are important to 

successful implementation of co-teaching and that co-teachers should volunteer for co-

teaching  as well as have experience in planning and assessment. Gurgur and Uzuner 

(2011) suggested that data be collected to determine the cause and effect relationships 

among co-teaching components and maintain that research is needed on the impact of 

common planning time and co-teaching models on student performance. 
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Parallel Teaching Model 

 The parallel teaching model is defined as two teachers dividing a class into two 

equal heterogeneous groups with both teachers being responsible for the instruction of the 

same content material (Murawski, 2009). 

 Dieker (2001) investigated the characteristics of secondary education co-teaching 

teams who worked with students with disabilities. The purpose of the study was to 

identify variables in team structures and practices. The participants included nine co-

teaching teams, all considered to be effective in implementing co-teaching. There were 

seven middle school teams and two high school teams. 

 Data were collected using four different approaches. First, observations of co-

teaching were collected four times over a 16-week period. Second, co-teaching teams 

recorded the amount of time spent planning over a six-week period. Third, six students 

from each co-taught class were interviewed using a structured protocol. Fourth, eight of 

the co-teaching teams were interviewed at the end of the study. 

 Data was collected utilizing observations, interviews, field notes, and videotapes. 

Themes were derived from the sources with an 86% point-by-point agreement across the 

data. The data collected showed six co-teaching practices: 1) creating a positive climate, 

2) positive perception of co-teaching by all members, 3) active learning, 4) high 

expectations for both behavior and academic performance, 5) planning, and 6) multiple 

methods used to evaluate student progress (Dieker, 2001). 

 The results from the observations of the teams showed that the teachers used five 

of the six co-teaching models (one-teach one-assist, station teaching, parallel teaching, 

alternative teaching, and team teaching). Four teams used the one-teach one-assist model. 
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During the lessons using the one-teach one-assist model, the content teachers led the 

instruction while the special educator supported instruction by dealing with behavior 

issues, adapting material, and clarifying concepts for students. Four co-teaching teams 

used the team teaching model had common planning time. Dieker (2001) reported that 

because these teams had common planning time, they appeared to share in the 

development, delivery, and evaluation of lessons. The last team used a variety of co-

teaching models (parallel teaching, alternative teaching, station teaching, and team 

teaching). Multiple models were used within daily lessons by this team. All teachers in 

the study showed evidence of positive planning sessions that enabled them to prepare a 

positive learning climate, consider the academic and behavioral needs of the students, and 

clarify their co-teaching roles (Dieker, 2001). 

 Dieker (2001) concluded that co-teachers need structured planning times and 

suggests that teachers conduct preplanning sessions and work cooperatively to develop 

evaluation plans. Dieker (2001) also emphasized the need for co-teachers to set goals, 

clarify teacher roles, set planning time, and practice using a variety of co-teaching 

models. Dieker (2001) recommended that further research be conducted concerning the 

dissemination of co-teaching practices.  

Alternative Teaching Model 

 The alternative teaching model is defined as one teacher delivering instruction to 

a large group while the second teacher delivers instruction to a small group with the 

smaller group instruction consisting of re-teaching, pre-teaching, and/or enrichment 

lessons (Friend & Cook, 2010). In this model, the content teacher typically monitors the 
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large group instruction while the special educator delivers instruction to the small group 

(Murawski, 2009).. 

 Fien et al. (2011) examined vocabulary instruction for students with low 

vocabulary skills using the alternative co-teaching model. The purpose of the study was 

to explore the use of supplemental instruction with small groups in the general education 

classroom. 

 The participants included 106 first grade students in 18 classrooms. There were 

54 students in the small group intervention and 52 students in the control group. Students 

in each class were assessed using the Relational Vocabulary Subtest of the Test of Oral 

Language and Development, Primary (TOLD-P-3) (Newcomer & Hammill, 1997). There 

were 10 students per class who scored below the 50th percentile on the TOLD-P-3 who 

were randomly placed in the control or intervention group. Eleven interventionists 

delivered the small group instruction. 

 All students in the control and treatment groups participated in whole group read-

aloud instruction. The whole group instruction included 28 sessions (30 minutes each) for 

eight weeks and included the teachers reading the text aloud, providing explicit 

instruction for comprehension, and working with vocabulary instruction. The intervention   

groups received additional small group sessions that occurred twice a week for 20 

minutes for eight weeks. The additional instruction in the small group included strategies 

to preview, review, and enhance vocabulary instruction that aligned with the whole group 

read-aloud instruction. The students in the control group received no additional support. 

 Data were collected using the TOLD-P-3 to measure language proficiency, 

semantics, syntax, and phonology. Pre- and post- tests were given and compared to 
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evaluate student performance between the intervention and the control groups. The data 

were analyzed for comprehension and vocabulary using a three-level hierarchical linear 

model (Fien et al., 2011). 

 Results indicated that the students who received small group instruction 

outperformed the non-small group students on vocabulary and expository retells but not 

on narrative retells. The students in the small group scored an average of 5.98 points 

higher on the vocabulary assessment than the students in the control group. There was a 

small difference between groups on expository retells with an average of 0.89 points 

higher for the students in the small group instruction. These results support the 

implementation of the alternative co-teaching model (Fien et al., 2011). 

 Fien et al. (2011) concluded that small group instruction (alternative teaching) 

increases students’ vocabulary and expository retelling skills and recommended further 

research using additional standardized measures. 

 Hudson, Isakson, Richman, Lane, and Arriaza-Allen (2011) explored the use of a 

decoding intervention with a small group of underachieving readers. The purpose of the 

study was to evaluate the effects of lower-level skills on mid-level skills (decoding) and 

upper-level skills (fluency and comprehension). This study used a small group 

intervention similar to the alternative co-teaching model. The participants in the study 

were 56 second grade students in seven different elementary schools with ten teachers 

delivering the small group instruction. 

 The students were screened using the Dynamic Indicators of Basic Early Literacy 

Skills (DIBELS-ORF) (Good & Kaminski, 2002) and the Picture Vocabulary subtest of 

the Woodcock Johnson Test of Academic Achievement III (WJIII) (Woodcock, McGrew, 
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& Mather, 2001). Students with a score at or below the 35th percentile on the DIBELS-

ORF and at or above the 45th percentile on the WJIII participated in the study. 

 Two conditions were implemented. In the first condition, the students were 

assessed for accuracy and automaticity of reading individual words. In the second 

condition, the students were assessed for their accuracy of reading individual words. The 

students were assigned randomly to the first or second condition. Each condition had 

several small groups consisting of two to four students who met two to four times per 

week for 20 to 28 minutes. There were a total of 40 sessions per group. Both conditions 

used the same phonemic awareness lessons which included worksheets that focused on 

isolated sounds (a, s, n, r) and word families (-ack, tack, back, pack). In the first 

condition, the students were told to read accurately and quickly. The lessons in this 

condition were delivered in three steps: 1) the students warmed up as a group, using 

modeling and corrective feedback of sounds, 2) the students individually practiced a page 

of isolated letter sounds with modeling and correction, and 3) the students individually 

practiced a word family page with modeling and correction. In the second (accuracy) 

condition, the students followed the same three steps, but were told to read correctly 

regardless of speed (Hudson, Isakson, Richman, Lane, & Arriaza-Allen, 2011). 

 Data were collected using the Kaufman Test of Educational Achievement II 

(Kaufman & Kaufman, 2004), the phonemic decoding efficiency (PDE) subtest of Test of 

Word Reading Efficiency (TOWRE) (, Wagner,Torgesen, & Rashotte, 1999), and the 

Reading Comprehension subtest of the Woodcock Johnson Test of Academic Achievement 

III (WJIII) (Woodcock, McGrew, & Mather, 2001). The data were analyzed by using a 

multilevel hierarchical linear modeling. Pre- and post- test scores were compared in the 
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areas of decoding accuracy, decoding automaticity, and reading comprehension. The 

results indicated that the students in the first condition increased fluency rates. The 

students in the second condition decoded 15 out of 16 sounds per page which was a 

significant difference over the first condition. There was also a significant difference in 

words per page for the accuracy condition. The students in both conditions increased their 

fluency rates. Overall, students in both conditions improved their academic performance 

when using the alternative co-teaching model (Hudson et al., 2011). 

 Hudson et al. (2011) concluded that the students in small groups improved their 

decoding skills and showed academic gains and recommended further research with be 

completed with smaller groups of students, over a longer timeframe, and with a larger 

number of schools. 

Team Teaching Model 

 The team teaching model is defined as two teachers delivering content to a whole 

group of students simultaneously (Murawski, 2009). When using the team teaching 

model, teachers equally engage in instructional activities (Friend & Bursuck, 2009). The 

teachers work as a team and deliver content together through role-play, modeling 

demonstrating appropriate behaviors, debating, or providing different viewpoints (Cook 

& Friend, 1995; Murawski, 2009). 

 Morocco and Aguilar (2002) investigated the implementation of a school-wide 

co-teaching model in a middle school setting. The purpose of this study was to describe 

the interactions of team teaching within and across interdisciplinary teams. The 

participants in this study were administrators and middle school teachers who made up 

three co-teaching teams. The first sixth grade team included one special educator, one 
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mathematics teacher, and one geography teacher. The second was comprised of one 

special educator, one geography teacher, one science teacher, and one language arts 

teacher who taught in seventh grade. The third team included one special educator, one 

geography teacher, one language arts teacher, and one mathematics teacher who taught 

eighth grade. This study was conducted at a middle school for one year (Morocco & 

Aguilar, 2002). 

 Data were collected from administrator interviews and classroom observations. 

The data collected reflected the grounded theory approach to qualitative research. The 

interview questions were based on the school leadership literature. The interviews were 

conducted face-to-face, tape recorded, and transcribed. Observation data were collected 

over 40 co-taught lessons. 

 The interviews were analyzed by coding each session for reference to co-teaching 

models, steps, or processes for implementing co-teaching. The observation sessions were 

coded based on common themes. Four steps were used for coding all data. First, actions 

and comments were identified for coding. Second, repeated actions and comments were 

given a concept name (code). Third, codes were refined and agreement was met. Fourth, 

the identified codes were retested for interrater agreement. From the data analysis, seven 

categories of co-teaching roles emerged: 1) set up/engage students in learning experience, 

2) motivate learning, 3) provide instruction, 4) monitor/provide feedback on work, 5) 

manage instruction and behavior, 6) assist individual students, and 7) confer with co-

teacher. 

 The data indicated that the teachers provided instruction to students 30% of the 

time, assisted students 21% of the time, set up instruction 16% of the time, and monitored 
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or provided feedback 11% of the time. Content teachers and special educator roles were 

compared using a Pearson’s Chi-Square analysis. Overall, the content teachers provided 

instruction significantly more often than the special educators; and the special educators 

provided assistance significantly more than the content teachers. Two of the teams used a 

one-teach one-assist model of teaching most often, while the other two teams used the 

team teaching model. In the first team, the content teachers provided instruction 82% of 

55 the time while the special educator provided instruction 17% of the time. In the third 

team, the content teachers provided instruction 64% of the time, while the special 

educator provided instruction 35% of the time. The second and fourth teams shared an 

almost an equal amount of time providing instruction, 54% (content teachers) compared 

to 45% (special educator). 

 Morocco and Aguilar (2002) concluded that there was a lack of parity between 

two of the co-teaching pairs using the one-teach one-assist model and recommended that 

further research is needed to address the impact of co-teaching models on student 

learning. 

 McDuffie, Mastropieri, and Scruggs (2009) compared the effects of peer tutoring 

in co-taught middle school science classrooms to those in non-co-taught classrooms. The 

purpose of this study was to investigate the following: the effects of peer-tutoring 

interventions on academics for students with and without disabilities; the differences in 

student academic achievement in co-taught and non-co-taught classrooms; and the value 

added when peer tutoring was implemented in co-taught classrooms. This study focused 

on the team teaching model of co-teaching. 
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 The participants included middle school students and teachers. There were four 

content teachers, two special educators, one instructional assistant, and one substitute 

teacher. A total of 203 middle school students with and without disabilities (62 students 

with a disability) participated in the study. 

 The study was conducted in eight inclusive middle school science classes (four 

co-taught and four non-co-taught) in two middle schools. Students with disabilities were 

placed in co-taught classes based on their individualized education program (IEP). The 

study occurred over an eight-week period, with pre- and post-testing for each unit taught. 

There were four conditions with two groups per condition: 1) co-taught class with peer 

tutor groups, 2) non co-taught class with peer tutor groups, 3) co-taught class without 

peer tutor groups, and 4) non co-taught class without peer tutor groups. Two state science 

standards were taught during the study. 

 Data collection included observations and teacher-made tests. Forty-eight sessions 

were videotaped and transcribed. The observational data focused on student-teacher 

interactions: identification of the student; condition group; identification of the teacher 

(content teacher or special educator); initiator of the interaction; instructional setting 

(small group, whole class); focus (academic or behavioral); and duration. Observational 

data also were collected on twelve teacher actions: 1) providing directions, 2) lecturing 

without discussion, 3) lecturing with minimal discussion, 4) lecturing with maximum 

discussion, 5) lab group work, 6) supplementary science activity group work, 7) other 

group work, 8) individual work, 9) reviewing assignments, 10) multi-media activities, 11) 

free time/transitional time, and 12) assessment. A research-developed pre-test was 

administered that included 25 multiple-choice and 10 open-ended or short-answer items. 
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At the end of each unit, the students were assessed using a multiple-choice post-test. At 

the end of the study, the students completed a research-based post-test that consisted of 

42 multiple-choice questions and 12 open-ended or short-answer items. 

 A total of 48 observations were conducted to examine the instructional methods 

and student-teacher interactions. Data were analyzed using an analysis of covariance 

(ANCOVA) with the pretest as the covariates. The impact of the peer-tutoring 

intervention was analyzed based on condition (peer tutoring versus traditional 

instruction), by setting (co-teaching vs. non-co-teaching), and by students (with versus 

without disabilities). 

 Results of the data analysis indicated that the students in the peer-tutoring 

condition performed better academically than those in a traditional setting. Similarly, the 

students in co-taught classes preformed significantly better than those in a non-co-taught 

setting. These findings indicate that the increased time on task and reinforcement of 

factual information in peer tutoring and co-teaching produced higher scores on 

assessments. No interaction between co-teaching and peer tutoring was found. Students 

with disabilities interacted more often with their teachers in both the co-taught and non-

co-taught settings. This indicates that the use of team teaching in the co-taught 

classrooms produced optional learning opportunities for students with disabilities. The 

observers noted that the most commonly used models of co-teaching were one-teach one-

assist and team teaching (McDuffie et al., 2009). 

 McDuffie et al. (2009) concluded that the findings from the study supported the 

use of peer tutoring in middle school settings. However, the findings regarding co-

teaching were mixed with evidence of academic improvement but not student-teacher 
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interactions. McDuffie et al. (2009) recommended that further research on peer tutoring 

in co-taught and non-co-taught classrooms be conducted using a larger number of 

participants. They also recommended a more in-depth study on co-teacher planning, 

collaborating, and delivering of instruction, and the impact on academic outcomes for 

students. 

Key Components of Inclusive Instruction  

 Throughout the literature, four key components for successful collaboration 

between general education content teachers and special educators are discussed: (a) 

communication and collaboration, (b) planning and preparation, (c) instruction and 

assessment, and (d) conflict resolution (Ploessl, Rock, Schoenfeld, & Banks, 2009). 

Gately and Gately (2001) determined that content teachers and special educators must 

develop an understanding of the components of co-teaching in order for it to be 

successful and further surmise that this process should involve teachers learning and 

using strategies to develop and maintain successful co-teaching teams.  

Communication and Collaboration 

 Dettmer, Thurston, Knackendoffel, and Dyck (2009) indicate that communication 

occurs when individuals, working together talk, listen, manage interpersonal conflict, and 

address concerns. Additionally, communication involves the sender to transmit 

information to a receiver either orally or in written form (Friend & Cook, 2010). General 

education content teachers and special educators engage in communication in a variety of 

ways when co-teaching, lesson planning, and delivering instruction. The co-teaching 

literature suggests that positive co-communication involves all parties in an honest self-

examination, a self-assessment, an analysis of personal communication patterns, and an 
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evaluation of teacher talk while in the classroom (Ploessl et al., 2009). This involves 

teachers comparing roles and responsibilities as well as fostering and developing 

relationships (Stivers, 2008).  

Collaborative teaching, or co-teaching, merges general and special education 

instruction methods together in order to provide a unified service delivery system for 

meeting the needs of students of varying abilities (Magiera & Zigmond, 2005). Magiera, 

Marshall, Walker, and Zigmond (2006) examine best practices within a diverse 

secondary social studies classroom and describe how co-teaching successfully blends the 

content skills of the general education teacher and the instructional strategy skills of the 

special education teacher in order to provide students of varying abilities more 

appropriate and engaging learning opportunities.  Caron and McLaughlin (2002) identify 

the culture of shared teacher responsibility through the practice of co-teaching to be a 

common practice in inclusive schools with positive student outcomes. 

Effective collaboration practices between general and special education teachers 

might also influence teachers’ attitudes towards inclusion instruction. Research indicates 

that a major factor in the success of inclusion instruction is the effectiveness of the 

collaboration between general and special educators (Hunt, Soto, Maier, & Doering, 

2003; Hwang & Evans, 2010). Carter & Hughes (2006) examined the perceptions of 

inclusion of general education teachers, special education teachers, administrators, and 

paraprofessionals. In this study, the general education teachers indicated that the lack of 

collaboration time with the special education teachers was one of the most substantial 

barriers to successful inclusion. Additional studies further substantiate collaboration as an 

indicator to the success of inclusion programs for students with moderate to severe 



Texas Tech University, Linnie Owens Greenlees, December 2015 

43 
 

disabilities (Jackson, Ryndak, & Billingsley, 2000; Wallace, Anderson, & Bartholomay, 

2002). 

 While the acceptance of the inclusion model of teaching has been growing in 

popularity since the 1990s, Idol (2006) explains that inclusion occurs only when students 

with disabilities receive their entire academic curriculum in the general education 

program. The inclusion process involves multiple components, including a suite of 

provisions such as adapted curriculum, adapted teaching methods, modified assessment 

techniques and accessibility arrangements, all of which require support for the educator at 

the classroom level (Idol, 2006). 

 DeSimone and Parmar (2006) determined that collaboration is instrumental in 

helping teachers meet the academic needs of students with disabilities and requires that 

the general education and special education teachers work together to meet the needs of 

all students in their classroom. Cook and Friend (1996) identified six elements of 

collaboration: voluntarism; parity among participants; mutual goals; shared 

responsibility; shared resources; and shared accountability. Ecceleston (2010) found that 

high abilities in four additional areas are also needed for successful collaboration. These 

include educators utilizing self-reflection to identify strengths and weaknesses to improve 

oneself, educators being educational specialists in their field, educators having sincerity 

in their feelings and respect towards students and team members, and educators having 

the ability to effectively communicate with others. 

 The majority of public educational settings provide inclusive education for 

students with and without disabilities. Teachers and related educational professionals 

support students in achieving not only academic skills but also in developing the 
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knowledge, understanding, and attitudes to become caring and compassionate citizens. 

To this end, collaboration remains one of the most critical skills for individuals involved 

in providing inclusive education. Through collaboration, ideas can be shared, new and 

better strategies can be developed, problems can be solved, students’ progresses can be 

better monitored, and their outcomes are evaluated effectively. True collaboration will 

enhance an effective inclusive education and will be beneficial to the efforts of all 

individuals involved in the child’s education including parents. 

Planning and Preparation  

 Planning and preparation require the content teacher and special educator to 

dedicate time to prepare lesson plans, review assessments, and discuss classroom 

routines/structures. Ploessl et al. (2009) found that scheduled time for planning is 

considered essential for productive instruction and student success and also suggest 

developing agendas for meetings and using timelines. Tannock (2008) discusses 

successful co-planning time as the development of written schedules for the classroom, 

scheduling meeting times, and reviewing student work. However, Carter, Prater, Jackson, 

and Marchant (2012) report that teachers find it challenging to plan collaboratively.  

Instruction and Assessment 

 Ploessl et al. (2009) define co-instruction as content teachers and special 

educators delivering instruction to a group of students while actively teaching and 

monitoring student progress. Co-instruction is the implementation of the co-planned 

lesson, based upon student academic and behavioral data and requires both the content 

teacher and the special educator to base instruction upon informed data and the collection 

of those data (Ploessl et al., 2009). It is critical that teachers share the ownership of the 
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co-planned lessons as well as responsibility for planning. Idol (2006) reports that the 

majority of teachers use the one-teach one-observe or the one-teach one-assist model of 

teaching. These two models of co-teaching are the least active and involve little teacher 

interaction (Idol, 2006).  

Conflict Resolution  

 Conflict arises when individuals have unresolved differences (Dettmer et al., 

2009). Hedin and Conderman (2010) determined a variety of differences that can exist 

between co-teachers including: classroom roles, teacher responsibilities, classroom 

organization, expectations of students, personal values, academic/behavioral beliefs, 

personal goals, type of personality, and whether or not they share a sense of humor. 

Conflict resolution occurs when a general and special education teacher come together to 

resolve differences. Proactive strategies must be used to resolve any conflicts. 

Conderman (2010) identifies six strategies teachers should discuss prior to implementing 

co-teaching 1) instructional issues, 2) conflict resolution, 3) written plans, 4) proactive 

talks, 5) positive communication skills, and 6) recognition that neither are perfect. Ploessl 

et al. (2009) suggest that teachers also consider  reviewing cultural differences, 

discussing minor issues immediately, thinking before reacting, and using differences as a 

learning opportunity. Carter et al. (2012) indicate that many co-teachers report struggling 

with effective problem solving strategies.  

Content Teachers’ Perceptions of Inclusive Instruction 

Since the reauthorization of the IDEA in 2004, a greater emphasis has been placed 

on including students with disabilities in general education classroom settings.  When 

schools work to create inclusive classrooms, general and special education teachers, as 
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well as their administrators, must work together to create a truly inclusive learning 

climate.  However, their attitudes towards inclusion may differ based on the supports or 

barriers they have experienced during the implementation of inclusive practices. 

Lohrmann & Bambara (2006) indicated that teachers need sufficient supports in place in 

order to successfully include students with disabilities while Kugelmass (2001) 

determined that administrators’ expectations influenced teachers’ attitudes towards 

inclusion. This study examined a school’s culture of inclusion where all students were 

treated as valued members of the campus. The results indicated that the teachers favored 

inclusive instruction because their campus shared a common philosophy regarding 

inclusive instructional practices (Kugelmass, 2001).  

 One major supposition of implementing a successful inclusion program is teacher 

buy-in. If the teacher or teachers implementing the inclusion program are not supportive 

or positive about the program then it is likely the program will not be effective 

(Avramidis & Norwich, 2002). Van Reusen, Shoho, and Barker (2001) explain that the 

commitment of the teachers implementing an inclusion program can alter the 

effectiveness of the program and that teachers who are more positive about inclusion are 

more likely to try new teaching techniques. Teachers must also be familiar with teaching 

strategies conducive to students’ disabilities, and the more strategies used with students 

with disabilities, the more successful the student (McLeskey & Billingsley, 2008). 

However, Horne and Timmons (2009) found that teachers reported feelings of frustration 

and guilt due to the time that is taken away from their nondisabled students in order to 

accommodate the needs of one student with special needs. The content teachers 

participating in this study indicated that the amount of time needed to attend additional 
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meetings, complete paperwork, and collaborate with specialists was an unreasonable 

expectation that created extra hours outside of their typical school day and was a primary 

cause of their negative attitude toward inclusion (Horne & Timmons, 2009). 

  McLeskey and Billingsley (2008) further surmised that the special education 

teacher is essential in ensuring academic success for students with disabilities. In order 

for inclusion setting to be beneficial, teachers have to spend more time with students with 

disabilities which can often be trying to both the student and the teacher (Cook, Cameron 

& Tankersly, 2007). Rivkin, Hanushek, and Kain (2005) found that the greatest impacts 

on student achievement come from teacher quality. Research supports that teachers’ use 

of instructional and self-coping skills have a great influence on the success of students 

with disabilities (Mastropieri & Scruggs, 2001). Van Reusen et al. (2001) completed 

research with 125 teachers in Texas. The researchers collected data on teachers’ attitudes 

towards inclusion as well as their practices in the classroom. They found that teachers 

with a more positive attitude towards inclusion were more likely to try and find additional 

help in order to help them implement inclusive practices in their classroom (Van Reusen 

et al., 2001). Current research also indicates that content teachers’ resistance to working 

collaboratively with special education teachers and support staff is one of the most 

challenging aspects of implementing an inclusive policy (Avramadis & Norwich, 2002). 

 Another teacher trait that is linked to successful inclusion programs is teacher 

efficacy (Poulou, 2007). Tschannen-Moran and Hoy (2001) defined teacher efficacy as a 

judgment of his or her capabilities to bring about desired outcomes of student 

engagement and learning, even among those students who may be difficult or 

unmotivated. Teacher efficacy is important for students with disabilities because of the 
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sensitive and often challenging obstacles that students and teachers must face (Bandura, 

1997). Teachers who have a lower self-efficacy often give up and blame the students 

when the students are not successful, which in turn reinforces the low self-efficacy in 

teachers (Bandura, 1997). 

 Wall (2002) studied content and special education teachers at the elementary, 

middle, and high school levels and reported that content teachers were far more 

comfortable with inclusive instruction and teaching students with disabilities when they 

had prior experience with this group. While other studies support the need for special 

training to create a greater degree of teacher comfort with the inclusion of students with 

disabilities in the regular education classroom, there has been limited research on the 

attitudes of teachers towards inclusion (Ernst & Rogers, 2009). Ernst and Rogers (2009) 

developed and used the ISHST with 149 teachers from Connecticut. Eighty-nine percent 

of the participants were certified in general education and 11% were certified in special 

education. The researchers found that teachers who participated in in-service programs 

about inclusion had a more positive attitude about inclusion than those who had not 

participated in in-service programs. Teachers who had participated in inclusive programs 

also had a more positive attitude towards inclusion (Ernst & Rogers, 2009). In regards to 

pre-service and in-service training, Harding and Darling (2003) found that teachers with 

limited university-based coursework in special education reported more negative attitudes 

toward inclusion, along with less confidence regarding their ability to meet the needs and 

requirements of students with disabilities.  

 Avramidis and Norwich (2002) examined a thorough review of the literature on 

teachers’ attitudes towards inclusion. They found that teachers’ attitudes towards 
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inclusion could be affected by several conditions. First a student’s disability was 

negatively correlated with their teacher’s attitude towards inclusion. Thus, a teacher who 

worked primarily with students who were not severely disabled was likely to be more 

positive towards inclusion. In contrast, a consistent barrier to inclusion from the 

perspective of the content teachers in the literature is a lack of necessary knowledge or 

abilities to adequately teach students with more significant disabilities including those 

with cognitive impairments and emotional and behavioral disorders (McLeskey and 

Waldron, 2002).  However, Avramidis and Norwich (2002) also determined that teachers 

with greater access to instructional supports, including additional staff and training, for 

more significantly involved students have a more positive attitude towards inclusion. 

 Providing students with disabilities the opportunity to be educated with their 

nondisabled peers has been increasingly encouraged since the turn of the twenty first 

century. Society’s recognition and acceptance of disabilities paved the way to provide all 

children the opportunity to receive a free and appropriate public education (Colrusson & 

O’Rourke, 2004). Instead of being self-conscious of their differences, students with 

disabilities can now focus on their abilities rather than their disabilities (Thousand, Villa, 

& Nevin, 2006). 

 Inclusion of students with disabilities has paved the way for students to have an 

equitable opportunity for an education (Heward, 2002). As students with disabilities gain 

academic and social experiences in education, they are afforded the opportunity to 

become successful, productive citizens in society. In order to close the current 

achievement gap between students with disabilities and their nondisabled peers, it is 

important that their teachers have a more positive attitude towards working with students 
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with disabilities in the inclusive classroom environment. Research has demonstrated that 

teachers with a more positive attitude towards inclusion are more likely to use more 

effective instructional strategies in the classroom (Poulou, 2007). The use of specialized 

instructional strategies is critical when working with students with disabilities (McLeskey 

& Billingsley, 2008). Teachers with a more positive attitude towards inclusion are also 

more likely to have a higher sense of efficacy (Poulou, 2007). This is important since 

previous research has linked teacher efficacy with student achievement and effective use 

of instructional strategies (Poulou, 2007). 

 Previous research on teachers’ perspectives on inclusion has demonstrated that 

those teachers working in an inclusive classroom are more positive about inclusion than 

teachers not working in an inclusion classroom. The research has also indicated that 

teachers who receive more in-service and professional development in the area of 

inclusion are more positive about inclusion. However, the research has been inconclusive 

concerning the attitudinal effect of teachers’ level of experience and education. Much of 

the research has been done outside of the United States and very little of this research has 

focused exclusively on the middle and high school levels (Ernst & Rogers, 2009). A 

review of the literature indicates that beliefs and perspectives regarding inclusion are 

highly varied among educators and can result, therefore, in a variation of success within 

inclusion programs (Wilkins & Nietfeld, 2004). 

Pre-service and In-Service Training 

 The body of research indicates that teachers’ attitudes towards inclusive 

instruction can be largely influenced by the knowledge and experiences they received in 

pre-service and in-service training. Berry (2011) indicated that training on how to work 
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with students with disabilities was a contributing factor to how teachers perceived 

inclusive instruction. Cook (2001) indicated that on-going training may afford teachers 

the chance to understand the impact certain disabilities can have on learning as well as 

provide information about proven strategies and teaching methods that can lessen the 

impact of a student’s disability on their academic performance. 

 According to Idol (2006), practice enables teachers to develop the skills necessary 

to deal with the challenges of students with disabilities and be effectively meeting their 

educational needs. Idol (2006) also states that teachers feel that more professional 

development is needed regarding how to include modifications, and how to effectively 

support teachers and asserts that proper training means that “all staff be guided to explore 

a variety of service delivery options” (p. 92). Avramidis, Bayliss, and Burden (2000) 

observe that teachers felt that they needed more training as they complete their college 

preparation programs. College courses on teacher education are meant to provide pre-

service teachers the knowledge they need to be successful in contemporary classrooms. 

Training pre-service teachers is a predominate factor that impacts teacher acceptance of 

inclusion (Idol, 2006). Leatherman and Niemeyer (2005) observe that pre-service 

teachers believe that hands-on experiences in inclusive classrooms are important during 

their training programs which should require pre-service teachers to investigate resources 

for children with disabilities and their families.  

 Professional development is important in the creation of successful inclusive 

environments. Many teachers are apprehensive about teaching special education students 

because they feel that they lacked training necessary to meet student needs, and that they 

had not learned appropriate skills in their career or at professional development 
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workshops (Lohrmann, & Bambara, 2006; DeSimone & Parmar, 2006). Idol (2006) 

found that teachers wanted professional development in the areas of instructional and 

curriculum modifications, methods of supporting teachers in inclusive classrooms, 

professional development for instructional assistants, visiting schools practicing 

inclusion, disciplinary practices, and using reading tutor programs. 

 With the evolution of school reform, the roles of general and special education 

teachers have been redefined to meet the requirements of inclusion (Carpenter, & Dyal, 

2007). Traditionally, special education teachers have been extensively trained to meet the 

needs of students with disabilities and provided instruction for content courses. Special 

education teachers are no longer qualified to teach core academic areas in which they 

have not proven competency in due to the passage of the Individuals with Disabilities 

Education Improvement Act of 2004 (U.S. Department of Education, n.d.). Teachers who 

had training outside of school were more confident in meeting Individualized Education 

Plan requirements more than teachers with school based training or no training at all 

(Avramidis, Bayless & Burden, 2002). According to Avramidis et al. (2002), professional 

development increased teachers’ positive attitudes towards inclusion. When 81 primary 

and secondary teachers were questioned about inclusion, it was revealed that teachers 

with first-hand experience in inclusion were more positive than teachers who had little 

experience with inclusion (Avramidis et al., 2002).  

Summary 

 A review of the current literature indicates that legislation provides all students 

living in the United States, regardless of disability eligibility, with access to a free and 

appropriate public education in the least restrictive environment. Inclusive instructional 
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practices that incorporate differentiation as well as the rigor utilized in order for the 

diverse learners to work together and succeed in the general education setting are 

considered current best practices. The literature indicates that the legislative and 

educational changes, such as the relevance framework that have been enacted in the 

United States during the last quarter of the 20th century and the start of the 21st century, 

were designed to improve outcomes for students. 

 However, data gathered at the state and national levels indicates that students with 

disabilities who are receiving special education services tend to achieve lower scores on 

standardized assessments than their peers. The existence of this gap in measured 

achievement would indicate that the legislative and institutional changes have not been 

effective for students who receive special education services, at least when based on 

standardized measures of achievement. It is important to examine the experiences of 

teachers and their perceptions of inclusive instruction in order to better understand and 

discover the extent to which their attitudes can affect student success in an inclusive 

setting while identifying additional practices that can help raise academic achievement 

and improve the school experience for all students. While there is a broad spectrum of 

research related to student achievement in inclusive environments, the literature has 

failed to address the effects that such a policy has on content teacher experiences and 

their concept of a quality inclusive instructional environment.  
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CHAPTER III 

RESEARCH DESIGN AND METHODOLOGY 

Introduction 

 In qualitative research, the research questions often focus on how social 

experiences are created and given meaning (Berg, 2007). Merriam (1998) detailed 

characteristics that are pertinent to qualitative research and describe the design 

characteristics as being flexible, evolving, and emergent leading to findings that are 

detailed in comprehensive, holistic, expansive, and richly descriptive reports. A 

qualitative approach was selected because this study seeks to understand teachers’ 

perceptions of inclusive instruction within a middle school inclusion classroom and 

determine how their perspectives impact their teaching practices within this setting. 

 This chapter describes the study’s research methodology and includes discussions 

detailing the following areas: (a) rationale for research approach, (b) description of the 

research participants and setting, (c) the research questions, (d) overview of research 

design and methods of data collection, (f) analysis and synthesis of data, (g) ethical 

considerations, (h) issues of trustworthiness, and (i) limitations of the study.  

Rationale for Qualitative Research Design 

 Qualitative research is typically concerned with how the complexities of the 

sociocultural world are experienced, interpreted, and understood in a particular context 

and at a particular point in time (Bloomberg & Volpe, 2012).  Therefore, the intent of 

qualitative research is to examine a social situation or interaction by allowing the 

researcher to enter the naturalistic world of other and attempt to achieve a holistic rather 

than a reductionist understanding (Mason, 1996; Merriam & Associates, 2002; Schram, 
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2003). Denzin & Lincoln (2008a, 2008b, 2008c) state that qualitative methodology 

implies an emphasis on discovery and description, and the objectives of the research are 

generally focused on extracting and interpreting the meaning of experience. Figure 3.1 

was created by the researcher to illustrate the relationships between and among the 

multiple components by visually demonstrating the interactive nature of qualitative 

research. In addition, the figure depicts the essential hierarchy of activities that constitute 

the complex dissertation process. 

 

Rationale for Case Study Methodology  

 In order to explore the impact of teachers’ perspectives on inclusive instruction 

and determine how this impacts their instructional practices, this study utilizes a 

qualitative case study approach. According to Cresswell (2009), the design of a 
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qualitative research study begins with the selection of a paradigm that is examined 

through an inquiry process. This process is based on building a complex and holistic 

picture that is formed with words detailing the participants’ views in a natural setting. 

Case studies can be useful for exploring a process, program or individual in an in-depth, 

holistic way that allows for greater understanding (Merriam, 1998).  A qualitative case 

study design is appropriate for this research because it employs different philosophical 

assumptions, various strategies of inquiry, an array of data collection methods, and 

analysis and interpretation (Creswell 2009, p. 173). In addition, this study is suitable for a 

case study design because it is a bounded system, it is contextual, and it is a study of 

process (Merriam, 1998).  Creswell (2002) defines a bounded system as a case that is 

separated out for research in terms of time, place, or some physical boundaries (p. 485). 

The bounded system in this case study is the researcher’s collaboration with teachers at a 

public middle school campus in an effort to better understand teachers’ perspectives on 

inclusive instruction and how their perspectives impact the success of their inclusion 

program.  

Participants and Setting 

 The participants for this study were chosen using purposive sampling in order to 

select individuals and sites that could purposefully inform an understanding of the 

research problem (Cresswell & Maietta, 2002). Purposeful sampling occurs when a 

certain sample is selected because researchers believe that the most information can be 

gathered by interviewing or observing the particular group (Merriam, 2009). The two 

participants were purposely selected based on the following criteria: recommendation 

from campus administrator, teachers’ willingness to participate determined through a 
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consent form, teachers currently certified in English Language Arts (ELA), and teachers 

currently teaching in an ELA inclusion setting. For the purpose of data analysis and to 

ensure confidentiality, participants’ names have been changed to the pseudonyms Jane 

and Pam. Figure 3.2 illustrates the participants’ characteristics in terms of teaching 

experience, special education coursework and ongoing professional development 

training. The special education teacher, mentioned in the observational data, has been 

assigned the pseudonym of Millie.

Research Questions 

 In seeking to understand how content teachers’ perception of inclusive instruction 

impacts their teaching practices, three research questions were explored to gather the 

information needed:   

 How are the teacher’s attitudes and perceptions towards teaching students with 

disabilities formed? 

 What types of support, preparation, and training do the teachers perceive that they 

need from staff development and collaboration? 

 What types of support do teachers perceive that they need from their campus 

administrators regarding collaboration and inclusive practices? 
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Data Collection Methods 

 A characteristic of case study research is the use of multiple data sources, a 

strategy which also enhances data credibility (Patton, 1990; Yin, 2003). Data collection 

for this case study focused on three sources of data: observations, interviews, and 

documents. In this case study, data from these multiple sources will be converged in the 

analysis process rather than handled individually. Merriam (2009) states that each data 

source is one piece of the puzzle, with each piece contributing to the researcher’s 

understanding of the whole phenomenon and it is this convergence that adds strength to 

the findings as the various strands of data are braided together to promote a greater 

understanding of the case. 

Data was collected utilizing interviews with participants; observations of 

classroom instruction and teacher planning sessions; documents such as lesson plans, 

accommodation plans, and sample assignments; and the researcher’s journal. Interviews 

were recorded using a voice recording device. 

Interviews  

Interviews were used as a data source in this study. A semi-structured interview is 

an “oral form of a written survey”, as defined by Merriam (1998, p. 74). Taylor and 

Bogdan (1984) define an interview as a purposive interaction between two or more 

persons with one person seeking to obtain information from the other (p. 233). 

Participants were interviewed during a 45 minute semi-structured interview utilizing 

open-ended questions in order to gain a better understanding of their overall perspectives 

and experiences teaching in an inclusion program. During the interview, the participants 

responded to the researcher’s questions and had the opportunity to expand or clarify their 
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answers. Structuring the interview in this manner “allowed the researcher to respond to 

the situation at hand, to the emerging worldview of the respondent and to new ideas on 

the topic" Merriam (1998, p. 74). The interviews were scheduled based on the 

participants’ preferred time during their conference period, or before or after school 

hours.  

Observations 

  Observations are considered to be a tool to collect data “when it is systematic, 

when it addresses a specific research question, and when it is subject to the checks and 

balances in producing trustworthy results” (Merriam, 2009, p. 118). Spradley (1979) 

indicates that observations are of particular use in case studies because they allow the 

researcher to observe what people say, how people act, and what documents people use in 

naturalistic settings. For this case study, participants were observed once during their 

regular teaching schedule and once during their regular planning schedule. The study 

observed for the use of inclusive practices that seek to include students with disabilities in 

full participation in classroom activities, examples of differentiated instruction and 

materials, and student engagement.  

 Merriam (2009) explains that the purpose of observations in qualitative studies is 

to collect raw data of a certain phenomenon utilizing field notes. Field notes are 

descriptive of the setting and people being observed and enable readers to feel as though 

they were present at the time of the observation (Merriam, 2009). Field notes also enable 

the researcher to add a reflective component by documenting their “feelings, reactions, 

hunches, initial interpretation, speculations, and working hypothesis” (Merriam, 2009, p. 

131). Observational field notes were recorded with observer’s comments noted in 
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brackets and reflection of the observation noted in the research’s journal. Observations 

were scheduled during a two week window and were followed by participant interviews.   

Documents 

 Throughout this case study, documents were collected from three different 

sources: teacher lesson plans, instructional materials, and teacher planning agendas. In 

addition, the researcher’s journal was maintained throughout this study to document her 

thinking in relation to her experience and perceived experiences and as a means of 

analysis of observations and interviews. Merriam (1998) explains that one of the goals of 

qualitative research is to "reflect the participant's perspective" (p. 116).  Because this is a 

process study, the perceptions of all participants are a key consideration (Patton, 

1990).  As the researcher is a participant in this study, her perceptions of her experience 

of the process are important.  

Methods for Data Analysis and Synthesis 

 Merriam (2009) states that “data analysis is one of the few facets, perhaps the 

only facet, of doing qualitative research in which there is a preferred way” (p. 171). Data 

analysis was an ongoing process throughout the implementation of this case study. This 

process included the constant comparison and informal analysis of interview data, 

observational data, documents and thick descriptions and reflections documented in the 

researcher’s journal. Open coding was used to continuously analyze relationships, 

concepts, and understandings derived from the study utilizing inductive reasoning 

(Merriam, 1998). The data was divided into text segments and assigned a code word or 

phrase to describe them (Creswell, 2012). Before cutting and pasting coded participant 

quotations, the researcher shared samples of the coded interviews with two colleagues. 
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Discussion with both colleagues confirmed the researcher’s designations. In addition, the 

researcher prepared written narratives on each of the sheets after all the data had been 

assigned. These narratives were helpful in cross-checking the data and functioned as a 

secondary analysis. 

 As a final step in the data analysis process, the researcher analyzed the coded data 

against the frequency charts prepared for each finding. By comparing and synthesizing 

the data fragments together, the researcher was able to reconstruct a holistic and 

integrated explanation of the emergent themes that were linked together, either similarly 

or divergently, and that collectively described and analyzed the scope of the data. 

Utilizing this layered thinking process, the researcher was able to examine and compare 

the threads and patterns in the data that evolved into iterative themes throughout the 

synthesizing process. Based on this analysis and synthesis, the researcher was able to 

situate these findings with respect to prior research, consider the broader implications of 

this research, and formulate several conclusions and research-related recommendations. 

Ethical Considerations 

In any research study, ethical issues relating to protection of the participants are a 

priority (Berg, 2004; Marshall & Rossman, 2011; Merriam, 1998, 2009; Pring, 2000; 

Schram, 2003). This research process involves recruiting voluntary cooperation and it is a 

basic premise that participants are informed about the study’s purpose. The central issue 

with respect to protecting participants is the ways in which the information is discussed. 

Although it was anticipated that no serious ethical threats were posed to any of the 

participants or their well-being, this study employed various safeguards to ensure the 

protection and rights of participants. All of the participants in this study were treated in 
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accordance to the ethical guidelines of the American Psychological Association (APA) 

and the Texas Tech University Institutional Review Board (IRB).  

 Informed consent remained a priority throughout the study. Written consent to 

voluntarily proceed with the study was received from each participant. In addition, 

participants’ rights and interests were considered of primary importance when choices 

were made regarding the reporting and dissemination of the data. The researcher was 

committed to keeping the names and other significant identity characteristics of the 

sample organization confidential. Cautionary measures were taken to secure the storage 

of research-related records and data, and no one other than the research had access to this 

material. 

Issues of Trustworthiness 

 In qualitative research, trustworthiness includes any efforts by the researcher to 

address the more traditional quantitative issues of  the degree to which something 

measures what it purports to measure (validity) and the consistency with which it 

measures it over time (reliability) (Mason, 1996). In seeking to establish the 

trustworthiness of a qualitative study, Guba and Lincoln (1998) use the terms credibility, 

dependability, confirmability, and transferability arguing that the trustworthiness of 

qualitative research should be assessed differently from quantitative research. Regardless 

of the terminology used, qualitative researchers must continue to seek to control for 

potential biases that might be present throughout the design, implementation, and 

analysis of the study. 
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Credibility 

 The criterion of credibility is a key component of the research design and 

determines whether or not the findings of a study are accurate and credible from the 

standpoint of the researcher, the participants, and the reader (Creswell, 2009; Creswell & 

Miller, 2000; Marshall & Rossman, 2011, Mason, 1996, Merriam, 1998). Mason (1996) 

explains that testing the validity of conclusions rather than seeking not to verify 

conclusions is a concern with both methodological and interpretive validity.

 Methodological validity involves asking how well matched the logic of the 

method is to the kinds of research questions that are being posed and the kind of 

explanation the researcher is attempting to develop. Dealing with this type of validity 

involves consideration of the interrelationship between the research design components 

including the study’s purpose, conceptual framework, research questions, and methods 

(Lincoln & Guba, 1995). Interpretive validity involves asking how valid the data analysis 

is and the interpretation on which it is based. Although this step is somewhat dependent 

on methodological validity, it goes further in that it directs consideration to the quality 

and rigor with which the researcher interprets and analyzes data in relation to the research 

design (Mason, 1996).  

 To enhance the methodological validity of this study, the researcher triangulated 

data sources as well as data collection methods. Gathering data from multiple sources and 

by multiple methods yielded a fuller and richer picture of the phenomenon being studied. 

To enhance the interpretive validity of this study, the researcher employed various 

strategies. First, she clarified her assumptions and the steps through which interpretations 

were made and charted through transcriptions of transcripts, observational notes, and 
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journal writing. Second, the researcher used various participatory and collaborative 

modes of research, including the search for discrepant evidence and peer review, which 

has been discussed at length by Lincoln and Guba (1985). This required looking for 

variation in the understanding of the phenomenon and seeking instances that might 

challenge the researcher’s expectations or emergent findings. To further ensure that the 

reality of the participants was adequately reflected in the findings, the researcher also 

reviewed and discussed the findings with professional colleagues.  

Dependability 

 Reliability refers to the extent that research findings can be replicated by other 

similar studies. Qualitative research usually does not cover enough of an expanse of 

subjects and experiences to provide a reasonable degree of reliability. As argued by 

Lincoln and Guba (1985), the more important question becomes one of whether the 

findings are consistent and dependable with the data collected. As the researcher 

understood it, in qualitative research the goal is not to eliminate inconsistencies but to 

ensure that the researcher understands when they occur. Thus, it was important for the 

researcher to document her procedures and demonstrate that coding schemes and 

categories were used consistently. 

 In order to ensure that the researcher’s own biases did not influence how 

participants’ perspectives were portrayed, and to further determine the accuracy of the 

findings, the researcher utilized member checks. The participants received a copy on their 

transcribed interviews and observational summaries to review and verified that they had 

been accurately portrayed. In addition, inter-rater reliability was established by asking 

colleagues to code several interviews. Although coding was generally found to be 
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consistent, there were certain instances where the raters made some inferences that could 

not be fully supported by the data. In these cases, the researcher reviewed the data and 

reconciled differences in interpretations. In addition, the researcher maintained an audit 

trail (Lincoln & Guba, 1985) that chronicled the evolution of her thinking and 

documented the rationale for all choices and decisions made during the research process. 

This trail, which Merriam and Associates (2002) describe as offering “transparency of 

method,” depended on the researcher keeping a journal as well as a record of notes that 

included detailed accounts of how all the data were analyzed and interpreted. 

Confirmability 

 The concept of confirmability corresponds to the notion of objectivity in 

quantitative research. The implication is that the findings are the result of the research, 

rather than an outcome of the biases and subjectivity of the researcher (Lincoln & Guba, 

1985). To achieve this end, a researcher needed to identify and reveal the decision trail 

for public judgement. Although qualitative researchers realize the futility of attempting to 

achieve objectivity, they must nevertheless be reflexive and illustrate in order for their 

data to be traced back to its origins. As such, the audit trail used to demonstrate 

dependability, including ongoing reflection by way of journaling and note taking, as well 

as a record of field notes and transcripts, serves to offer the reader an opportunity to 

assess the findings of this study (Lincoln & Guba, 1985). 

Transferability 

 Although generalizability is not the intended goal of this study, what was 

addressed was the issue of transferability – that is, the ways in which the reader 

determines whether and to what extent this particular phenomenon in this particular 
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context can transfer to another particular context (Lincoln & Guba, 1985). With regard to 

transferability, Patton (1990) promotes thinking of “context-bound extrapolations” (p, 

491), which he defines as “speculations on the likely applicability of findings to other 

situations under similar, but not identical, conditions” (p. 489). Toward this end, the 

researcher attempted to address the issue of transferability by way of thick, rich 

description of the participants and the context. Depth, richness, and detailed description 

provide the basis for a qualitative account’s claim to relevance in some broader contest 

(Schram, 2003). 

Limitations of the Study 

 This study contains certain limiting conditions, some of which are related to the 

common critiques of qualitative research methodology in general and some of which are 

inherent in this study’s research design. Careful thought was given in order to account for 

these limitations and to minimize their impact. Because analysis ultimately rests with the 

thinking and choices of the researcher, qualitative studies in general are limited by 

researcher subjectivity (Lincoln & Guba, 1985).  Therefore, an overriding concern is that 

the researcher’s personal assumptions, interests, perceptions, and needs can result in 

researcher bias. One of the key limitations of this was that interviewees may have had 

difficulty adjusting to the researcher taking on the role of interviewer, a phenomenon 

referred to by Maxwell (2005) as participant reactivity. Recognizing these limitations, the 

researcher took the following measures. First, she acknowledged her research agenda and 

stated her assumptions up front. To address the problem of participant reactivity, the 

researcher continued to reflect on how and in what ways she might be influencing 
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participants. Furthermore, she made a conscious attempt to create an environment that 

was conducive to honest and open dialogue. 

 By way of thick, rich description, as well as detailed in the formation regarding 

the context and background of the study, it was anticipated that knowledge could be 

assessed for its applicability and applied appropriately in other contexts. 

Summary 

 This chapter provided a detailed description of this study’s research methodology. 

Qualitative case study methodology was employed to better understand how content 

teacher’s perceptions impact their instructional practices. The participant sample included 

two purposefully selected individuals. Three data collection methods were employed 

including individual semi-structured interviews, observations, and documents. The data 

were reviewed against literature as well as emergent themes. Credibility and 

dependability were accounted for through various strategies, including source and 

method triangulation.  

 A review of the literature was conducted to devise a conceptual framework for the 

design and analysis of the study. A process analysis enabled the key themes from the 

findings to be identified. Through a comparison with the literature, interpretations and 

conclusions were drawn and recommendations were offered for both educational practice 

and further research. The intent was that this study would make a contribution to the 

understanding of content teachers’ perceptions of inclusive instruction, current and 

future, with regard to how this impacts their teaching practices and interactions with 

students and colleagues. Additionally it is hoped that this study will be of value to those 

educators who are responsible for designing and implementing inclusion programs.  
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Chapter IV 

FINDINGS 

Introduction 

 The purpose of this case study was to examine the perspectives of two content 

teachers within an inclusion setting of a public middle school and identify the 

philosophies, behaviors, and teaching methods they utilize in planning and delivering 

instruction within their inclusive classrooms. This chapter presents the key findings 

obtained from data collected through semi-structured interviews with each participant; 

classroom observations of each participant during classroom instruction; and one 

observation of both participants during their scheduled planning/collaboration time. The 

findings are guided by the theoretical framework and research questions described in 

previous chapters and helped the researcher in shaping the data collected into 

idiosyncratic themes (Patton, 1990) used for analysis. The data yielded five major 

themes, including: 1) classroom and school community; 2) engaging activities; 3) high 

academic expectations for all students; 4) intentional teaching methods and differentiated 

instruction; and 5) positive and frequent collaboration. 

 Following is a discussion of the findings with details that answer the research 

questions as well as support and explain each of the five major themes that emerged 

through the research process. By way of “thick description”, the researcher set out to 

document a broad range of experiences, and thereby provide an opportunity for the reader 

to enter into this this study and better understand the reality of the research participants 

(Denzin & Lincoln, 2008c). The emphasis throughout is intended to let the participants 

speak for themselves. Illustrative quotations taken from interview transcripts and 
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descriptive observational data attempt to portray each participant’s perspectives and 

capture some of the richness and complexity of the subject matter. Where appropriate, 

critical incident data are woven in with interview data to augment and solidify the 

discussion. The eventual result was for the researcher to identify and develop overarching 

themes that were then used to bring meaningful answers to the study’s research questions 

(Gall, Gall, & Borg, 2007). 

Data Analysis 

 Data analysis was an ongoing process throughout the implementation of this 

comparative case study. The process included the constant comparison and analysis of 

interview data, observational data, documents, and thick descriptions and reflections 

documented in the researcher’s journal. Open coding was used to continuously analyze 

relationships, concepts, and understandings derived from the study utilizing inductive 

reasoning (Merriam, 1998). The data was divided into text segments and assigned a code 

word or phrase to describe them (Creswell, 2012).  

Themes across the Studies 

Classroom Community 

 Developing and maintaining a strong sense of classroom community was a 

dominant and consistent theme for both participants. By creating and utilizing structured 

routines, consistent classroom management plans, and student-friendly instructional 

areas, both participants emphasized the importance of creating a welcoming, safe, and 

supportive classroom environment intended to provide all students with equitable 

opportunities to participate and learn. Observations were conducted in the participants’ 
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classrooms and provided detailed examples of how each participant had designed their 

classrooms to support student learning through structure and organization.  

 In Figure 4.1, Jane’s classroom is neatly organized with four large tables and 6 

individual desks. Work stations are organized along the parameter of the classroom and 

color coded as follows: blue – listening lab; red – writing lab; yellow – direct teach 

station; green – investigation lab. The teacher does not have a desk or designated area in 

the classroom. The entire classroom is accessible and available for students. Classroom 

rules are clearly posted on each of the four walls. Each work station also has clearly 

posted instructions. There is a bookshelf located in the back of the classroom that has 

plastic tubs. Each one is labeled and has supplies, books, and other materials the students 

may need during class (Jane FN 1).  

Figure 4.1: Photograph of Jane’s Classroom 

 

 During the semi-structured interview, Jane elaborated on her classroom design 

and how she believed it supported student learning: 

 I gave up my desk a couple of years ago in order to add more seating for my 

 students. I found that not having a desk in my teaching area really helped me 

 focus more on my students during class time. My students asked me why they had 

 to have desks and I told them they didn’t. So we got rid of all but a few desks and 
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 brought in tables. Through this process, I was able to let them help me set up the 

 classroom and it was a great experience. I think it made them feel like it was their 

 room too. I teach six different sections so I make sure that each class has a say in 

 some of the décor and organization of the room. Color coding the work stations 

 was my students’ idea. I think this is a simple and easy way for them to feel at 

 home in my classroom. Our campus administrator encourages the staff to create 

 student-friendly classrooms. I am grateful for this support and believe if the kids 

 feel safe, welcome, and valued then they will be in a better mindset to learn  

 (Jane-I). 

 In Figure 4.2, Pam’s classroom is organized with six square tables and chairs 

instead of desks. There are supplies on each table and copies of a novel the students are 

currently reading. There are three computers along the back wall and large white boards 

on the three remaining walls. The room is painted a calming gray color and it is lit with 

many lamps and some natural light from two small windows. It is free of clutter and 

students are able to use all areas of the room (Pam FN2).  

Figure 4.2: Photograph of Pam’s Classroom 

 

 Pam explained the evolution of her classroom design and how she strives to create 

a positive learning environment: 
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 I like for my students to have plenty of space to work and I also like for them to 

 have everything they need available so that we don’t waste time hunting pencils 

 and paper. The tables really facilitate group work and I think it keeps everyone on 

 task. Also, this current configuration really supports peer tutoring and allows me 

 to easily work with all of my students when they need assistance. I personally 

 don’t like white walls so I painted my room to change the feel – I like the gray. 

 We have lots of pops of color that really show up nicely on the gray walls. The 

 lamps make it cozy and less sterile. I have several students who are bothered by 

 the fluorescent lights so lamps were an easy solution. I move the tables around 

 quite a bit to accommodate projects. The students tell me they like my classroom 

 and that makes me happy. It really is their learning space and I want and need 

 them to feel comfortable. My principal likes it to and even chipped in for the paint 

 (Pam-I). 

 Interview data from both participants also signified the importance of creating a 

strong sense of classroom community through accessibility and accommodations. During 

the semi-structured interview, Jane and Pam discussed some of the ways they have tried 

to make their classroom accommodating for students: 

 I have several students that have sensory issues and our special education teacher 

 helped me get some things to make the classroom more tolerable. I have seat 

 cushions, fidget toys, therapy balls, and a variety of colored overlays and assistive 

 tech devices. The kids have been taught how to use them appropriately and we 

 don’t have issues with them being a distraction. What I really love is that all my 
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 kids use them from time to time – not just my SPED kids. This really helps with 

 the inclusive attitude I want and expect in my classroom (Jane-I). 

 I have tables and podiums in my room for students that struggle staying in a small 

 desk to work. I also don’t turn on the overhead fluorescent lights very often – the 

 hum and flicker too much. The natural light from the windows with lamps is 

 usually sufficient and I have plenty of little book lights that the students enjoy 

 using. I’ve tried to set my room up to be comfortable, easy to navigate and 

 supportive (Pam-I).   

 In addition to the physical classroom design, participants elaborated on their 

practices of creating a strong sense of classroom community through their interaction 

with students, classroom management plans, and teaching styles.  

I teach my students my behavior expectations at the beginning of school and 

model and remind them of these expectations daily. Without structure and clear 

and consistent expectations and consequences, this age group can quickly get out 

of control. I also make sure that I set my students up for success by playing to 

their strengths. I find that they are successful when they feel valued. So much of 

teaching at this level involves speed teaching – you know, get them in, keep them 

quiet, and get your lesson taught before the bell rings. I used to be that kind of 

teacher but thanks to some special students, I learned to facilitate their learning 

instead of simply lecturing. I make sure my students know that they are supported 

and that it’s ok to not know things. I teach them how to find the answer and praise 

them like crazy when they do. I also don’t overemphasize testing. Projects are our 
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focus and individual progress – this gives me lots of opportunities to praise 

students but also ways to help them when they are struggling (Jane-I). 

Pam discusses how her attitude toward teaching and learning impacts her classroom and 

creates a strong sense of classroom community: 

 I truly believe that the classroom has to be welcoming, safe, supportive, and 

 progressive – this is the first and most important step in getting kids ready to 

 learn. One of my most significant responsibilities is to keep my students safe and 

 teach them to be respectful and mindful of others. I also want my classroom to be 

 fun. My team calls me the cheerleader – I try to get my kids pumped up and 

 excited about learning. I think if I can catch their attention, they will learn and be 

 excited about what they learned. I expect them to be respectful and I’m the first 

 one to enforce classroom rules – my kids know where the boundaries are in my 

 room because I am honest and upfront with them every time they come into my 

 room. I’m passionate and once my kids know I’m here to help them, they usually 

 become comfortable in my classroom. When a student is struggling in my class, I 

 find out why by talking to them directly, visiting with other teachers, and parents. 

 I tell my students daily that they matter to me and I make sure they know that they 

 can talk to me anytime they want or need to. I don’t have discipline problems with 

 my students because we communicate with each other. I think our 7
th

 grade team 

 does a great job in monitoring students’ emotional state as well as their 

 academics. I believe my students know that we all care about them and want them 

 to succeed (Pam-I). 
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 Both participants stressed the importance of creating a supportive classroom 

community where students felt safe and encouraged.  Both participants also stressed their 

gratitude for the special education team and briefly discussed the models of inclusion that 

they incorporate in their classrooms: 

 I’d be completely overwhelmed without Millie! She is absolutely wonderful and 

 so knowledgeable – she teaches me new things all the time. We typically follow 

 the one-teach one-assist model – it just sort of fits our personalities. Occasionally 

 we will do team teaching and parallel teaching. She also keeps the paperwork 

 from the kids IEPs updated which is just a huge task. I know my classrooms 

 would look very different without Millie. It takes both of us working hard and 

 together all day to make sure everything gets done (Jane-I). 

 I have worked with several special education teachers over the years but this is the 

 first school where I felt like I actually got really useful support. Millie is seasoned 

 and just a great person. We primarily use the one-teach one-assist model but we 

 also do a great deal of parallel teaching while the kids are working in groups. It’s 

 great and I know that having her with me makes all the difference. We get along 

 great and it just makes teaching fun, you know I get to work with a good friend 

 and I love that! (Pam-I) 

 Evidence of these descriptions from the interviews was apparent during the 

researcher’s observations during both participants’ classroom instruction and planning 

meetings:  

 Jane stood at the door and greeted each student as they entered the classroom. 

Music played in the room and the students quickly went to their tables. Millie was inside 
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the classroom and greeted the students as they sat down at their tables. A colored basket 

was located at the center of each table that contained copies of a novel for each student, 

color-coded station tags, paper, and a list of instructions. Once the final bell rang, Millie 

turned off the music and all of the students got quiet and focused on her. Jane explained 

that, “Today is a great day to explore our main characters!” She further explained her 

expectations as she walked between the tables of students. She asked for questions and 

once those had been answered, she said, “Begin!” The students quickly visited among 

their tables and divided up the station markers and went to work. Jane and Millie both 

circulated around the room and answered questions, helped with a computer issue, 

offered praise, asked the students questions, and listened to their discussions. Jane 

announced the time remaining in 15 minute intervals. At the end of the scheduled time, 

she said, “Done!” and the students quickly returned to their original tables. She set the 

timer for 5 minutes and turned on some soft classical music. The students visited at their 

tables and Jane and Millie circulated around and answered questions while monitoring 

the tables. When the timer went off, Jane stopped the music and Millie said, “Table 2 – 

go!” The students at table 2 stood up and each student presented information. They 

finished and sat down and the rest of the tables clapped once. Then table 3 stood up and 

presented their information. This process continued until all tables had presented. The 

students appeared to be engaged, were respectful, and knew the expectations. During the 

final minutes of class, Jane thanked them all for their hard work, noted some of the 

memorable information they shared, and gave them an overview of the next day’s lesson. 

She then turned on the music again and circulated around the room with Millie while the 
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students cleaned up their tables, gathered up their belongings and exited the room as the 

bell rang (Jane-O1) 

 During the classroom observation of Pam, the students were working on group 

projects that included a visual and auditory presentation:  

 Pam began the lesson by reviewing the guidelines for the project and answering 

student questions. Millie was helping a student set up a laptop during this time. The 

students were given a 30 minute timeframe and began working. Millie remained near the 

center two tables and assisted several students with copying down information and using 

the computer. Pam assisted the students at the front table with a digital recorder. Both 

Pam and Millie worked with multiple students and also interacted with each other. When 

the timer went off, Millie asked for and answered questions. Pam sat with the student 

using the laptop and answered his questions. Once all of the students’ questions were 

answered, both Pam and Millie went to the front of the room and each shared examples 

of how to complete the part of the project they students would be working on in the next 

class period. Pam and Millie each provided visuals and offered examples. Both also 

answered student questions. After the students left the classroom, Pam and Millie sat 

down together to discuss the day’s lesson and worked together to organize the remaining 

sections of the project (Pam-O1).  

Engaging Activities 

 Utilizing engaging activities to deliver instruction was another common theme 

that emerged from the data of both participants. During the semi-structured interview, 

Jane describes how she presents lessons in her classroom: 
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 I break the curriculum into manageable chunks and try not to overload the 

 students with meaningless busy work. We do very few worksheets but we spend a 

 great deal of time with print. Even though I teach middle school aged kids, I still 

 use centers in my room. I have always found it beneficial to teach new concepts in 

 small group settings. My room is set up in stations so I can target my instruction 

 to the needs of about 5 students at a time instead of 30 all at one time. We will do 

 whole group instruction too but it is a much smaller amount of time. If I can’t 

 spend time with my students, I don’t know what they need. The stations allow me 

 to work closely with them and adjust my instruction as needed. I also give them 

 ownership in their learning. Allowing them to make choices in the types of 

 projects they want to do helps keep them motivated (Jane-I).  

 Interview data from Pam also provided examples of how she utilizes engaging 

activities for her students by using their preferences and strengths to create instruction 

that targets what they need during instruction:  

 I am more unconventional than some teachers in that I believe the kids have to be 

 engaged in order to learn. Middle school is tough – I have to make it interesting 

 and cool or the kids tune me out. I incorporate pop culture every way I can - video 

 games, social media, movies, graphic novels, and TV shows. My principal has 

 been very supportive of this and even let me display the students’ work in the 

 hallway so that others could see what we are doing. This option allows me to 

 teach reading and writing with just about anything the kids like. I also like using 

 pop culture because it helps my students explore things that are popular in a safe 

 and supervised environment. (Pam-I). 
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 Both Jane and Pam stated that technology is a good motivator for instruction. 

During the interview, Jane provided an example of a student that has a disability in 

written expression:  

 He can read a story and tell me everything about it but he has the worst time 

 getting his thoughts down on paper. I let him use a digital recorder to record 

 himself telling the story then he uses a word processor to transcribe. This helps 

 him not be stressed about writing assignments and he is able to be successful. 

 Other students may do a PowerPoint, Prezi or poster to complete an assignment 

 instead of writing a full composition. They are getting the content but they are 

 able to demonstrate mastery through different tasks. My principal even uses this 

 as an example when helping other staff learn how to differentiate for students in 

 their classes (Jane-I).   

Pam provides an example of incorporating a socially and age-appropriate video 

game that is popular with the majority of students in her class in order to engage a student 

with disabilities: 

 I have a student with autism that other teachers claim can’t do grade-level work. I 

 found out he loves Minecraft so we built an entire unit around the game using 

 grade level TEKS and all my kids loved it. This student that sits in the back of 

 most classrooms and doesn’t talk was a standout and highly engaged with his 

 peers during this project – it was great (Pam-I). 

High Academic Expectations 

 Having high academic expectations for all students was a common theme that 

emerged from the data. During the interviews, both participants discussed their 
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expectations for their students and how they evaluated students’ progress in their 

classrooms. Jane described how she utilized projects and portfolio assignments to enable 

students to demonstrate mastery: 

 We read a novel and then spend weeks teaching comprehension, inferencing, 

 predictions, etc. and then we can finish with a written assignment. This gives the 

 students time to really process through the subject matter before they start the 

 writing process. I am able to evaluate them daily without having to use a single 

 assessment that doesn’t measure all of the skills we are teaching. For some of my 

 kids that are functioning well below grade level, I can easily adapt assignments 

 without eliminating content. My students always surprise me too – I have to 

 remind myself not to underestimate them (Jane-I). 

 Pam expressed similar beliefs as she described her views and practices regarding 

assessment: 

I don’t use the word test in my room – we call them “show off” assignments. I got 

this idea from my principal because that’s how she refers to tests. I tell the kids 

that I’m looking to see that they are learning and is long as they are making gains, 

I feel like we are showing progress. The district focuses too much on grades and 

scores. I’m lucky to work on a campus that is using standards based grading. This 

allows us to teach and re-teach until kids get it. I use work samples, projects, and 

participation to determine grades. My students are required to take district and 

state assessments and they typically do really well. I want my kids to take 

ownership in their learning and be proud of their effort and abilities. State testing 

really makes this difficult. I have a former student who never passed a state test 
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but did great on the SAT. He’s in college now and I’m so proud of him for never 

giving up. He was in special education and the ARD committee is the only reason 

he graduated from high school. (Pam-I).  

Intentional Teaching Methods 

 Another common theme that emerged from the data included incorporating 

intentional teaching methods. Epstein (2007) describes intentional teaching methods as 

strategies that are intended to adjust to the needs of the students as they arise. During the 

observations, each participant demonstrated intentional teaching methods that included 

being reflective about their teaching and making adjustments as needed through 

differentiation of the material, being organized and well prepared, and  checking for 

student understanding and engagement.  

 Jane began her lesson with a whole group activity that included reviewing 

subject-verb agreement. She had color cards in her hand and as students answered 

questions, she handed them a card. At the end of the 10 minute activity, she had the 

students take their card to the corresponding station. By quizzing the students in a fun and 

engaging activity, the teacher was able to assess the areas where they needed more 

practice or enrichment and assign them the most appropriate activity. Students with white 

cards, gathered at the direct teach station to work directly with the teacher (Jane-O2). 

 Pam was working with a group of students as they planned a group project on a 

chapter review. The four students were discussing the chapter they had read and decided 

to do a Prezi. Pam suggested that a particular student in the group be the designee to start 

the Prezi when it was time to present. The students agreed and while two of the members 

were creating the presentation, Pam and the other student demonstrated how to start and 
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stop a Prezi on the computer with the student who had been given the task. This student 

has significant physical disabilities but was able to contribute and participate in the 

activity (Pam-O1).  

 During the interview, Jane provided insight into her special education training and 

also provided examples of how she differentiates instruction for her students with 

disabilities: 

I didn’t have to take any special ed classes in my teacher prep program so most of 

my training has been from special education teachers that I have worked with. I 

have to say that the teacher and special ed staff on this campus are truly excellent. 

They give us endless support and I learn from them constantly. I would love to 

take additional classes and get SPED certified but time is an issue. I’m grateful to 

our SPED team for all that they do – thanks to them, I really love teaching 

inclusion! As I learned more about accommodations and differentiation it makes 

perfect sense – you know, everyone is different and unique so find what works 

and use it! ELA really lends itself to differentiation. I can use the same grade-

level book with both types of students but the advanced learner will be able to 

compare it with another work or complete an enrichment activity to share with the 

class (write a song, make a video, write a play, or make a presentation). This 

helps the rest of the class as well. My slower learners will have time to work 

through the novel and be able to choose up to three different projects to 

demonstrate mastery. Some kids are just required to do one project but they have 

adequate time and I am able to work with them more individually to make sure 

they are getting the instruction they need to meet their IEP goals. Working with 
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advanced and slow learners together is part of what helps my kids succeed I think. 

I want all of my students to have time to take the content I am teaching and make 

it meaningful to them. I love the different projects they do – it makes teaching the 

same things over and over so much more interesting for me too (Jane-I). 

 These examples of adapting instruction as needed enabled the participants to 

engage students in the learning process regardless of their ability level. In addition, by 

providing students with a variety of ways to demonstrate mastery, they can provide 

meaningful examples of students’ progress. After the interview with Pam, she provides 

examples of her students’ work that supports the benefit differentiation. 

 Pam points to a poster on a large table that students have been working on. It has 

cut out pictures, computer graphics, and handwriting. She explains that her low level 

learner cut out and pasted the pictures while her higher learner gathered and typed the 

information. Another student wrote the information on the poster. She explains he has an 

IEP goal that addresses copying information (Pam-Doc 1). When asked about her 

experience and training in special education she explains: 

 I had an opportunity to student teach with a teacher that had 2 students with 

 significant disabilities in her classroom – one was blind and the other had autism. 

 I was blown away by how she included them in everything and how naturally they 

 fit in the classroom. That teacher taught me a great deal and I still email her all the 

 time. I also took extra classes in college I was only required to take one class for 

 my certification. I had time in my schedule so I took a second class on teaching 

 students with  high incident disabilities. They were good classes – I learned about 



Texas Tech University, Linnie Owens Greenlees, December 2015 

84 
 

 disabilities but it was  the classroom experience that really shaped my mindset 

 (Pam-I). 

Positive and Frequent Collaboration 

 Positive collaboration with professional peers was as a significant theme that 

emerged from the data. Both participants have a designated planning time of 45 minutes 

per day. Four days of planning time per week are designated with the campus ELA team 

and one day of planning time per week is designated for the campus special education 

team. During the interviews, both participants emphasized the importance of their 

planning and collaboration time. Jane also discussed the planning time schedule in more 

detail: 

 I have 45 minutes per day of planning time plus anytime I choose to use outside 

 of the school day. Four days per week I plan with our content team and one day 

 per week, I plan with our special education staff. We also have three scheduled 

 planning times per 6 weeks for grade level teams. Outside of planning time, we 

 email, text, and call frequently. We are using Google Docs this year and so far it 

 is a great collaborative tool with my SPED team. Google Docs works as a live 

 document - useful in collaboration. We accommodate assignments and 

 assessments in real-time using a live document. We can all edit it together and 

 then use it as needed and our principal also has access to our documents and is 

 great about participating in the collaboration as well. It’s a very easy way to work 

 together when you don’t have much face-to-face time. I’m going to try and use 

 these types of things during  instruction. Teaching the kids to collaborate would 

 be beneficial as well. We can  pair them with kids in another class and have them 
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 work together. Time is such an issue for planning and collaborations. Honestly, I 

 rely on texting and email more than I should but it’s still the fastest way to work 

 with others who are just as busy as I am (Jane-I). 

 Pam explained that she and Millie try to plan at the end of each class period for 

about 5 or 10 minutes. Observational data support that benefit of this type of short daily 

planning to address issues or concerns as they occur in the classroom. 

 Pam and Millie sat down to plan the next day’s lesson. Millie told Pam that she 

didn’t think the laptop that they had was working properly and that they students were 

frustrated. They brainstormed about options and decided that Millie would take the 

students using the laptop to create their presentation to the computer lab tomorrow during 

group work time. Pam stated that one student was participating more in his group and had 

turned in his outline without being prompted. Both Pam and Millie high-fived each other 

and Pam stated that she would send his parent a quick email with the good news. (Pam-

O1).  

 In addition to face-to-face meetings, both participants also emphasized the benefit 

of technology regarding collaboration with their peers. During the interview, Pam 

provided the following examples of how technology can be used in collaboration: 

 We have started using technology to help like Google Docs and email. I really 

 like Google Docs and am using it in my classroom too. Having a way to 

 communicate as a team as we think of things really helps and keeps us all 

 connected. Even our principal participates which is great. I feel really comfortable 

 with my team and I think we all really respect each other’s strengths (Pam-I).   
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 In addition to collaborating with peers, both participants also emphasized the 

importance of collaborating with their campus administrators. During the interview, Jane 

provided the following reasons why this type of collaboration is important: 

 Over the years, administrators have been one of the biggest barriers to inclusion. 

 Some of the principals we have had don’t really understand special education or 

 inclusion. We  are fortunate to have a great principal now that really understands 

 the need to give students with disabilities opportunities to be in gen education 

 classes. She has been very supportive and given me a lot of control over using 

 project-based learning activities. We  all stress over state assessment but my kids 

 typically score well and more importantly, they feel like they are learning and 

 being successful. Our principal is big on planning. She tries to adjust our schedule 

 to where we have time to plan within our content area and then certain days where 

 we plan with our grade level. This has really helped the campus as a whole. I feel 

 like she trusts my professional opinion and that really frees me to teach the way I 

 am most comfortable (Jane-I). 

 Pam elaborated on some of the potential problems that can arise when 

collaboration is ineffective between team members. During the interview, Pam describes 

an issue with one of her administrators regarding inclusive instruction:  

 One of our assistant principal’s is more “old school” and doesn’t like the fact that 

 my students seldom sit in chairs or complete worksheets. That causes tension. I 

 really think he believes inclusion is a waste of time. I wish we were consistent in 

 how we view inclusive instruction. It looks different from room to room and 

 especially from campus to campus. If my principal were to leave and someone 
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 like my AP were in charge, I wouldn’t be allowed to teach the way I do now and I 

 don’t think my kids would be nearly as successful. We need a visionary to get 

 everyone to understand and believe that all kids can learn if you just present the 

 information in a meaningful and interesting way (Pam-I). 

Summary 

 This chapter presented the findings through five emergent themes discovered 

through the data analysis process of this study. Findings were organized according to the 

research questions and, as is typical of qualitative research, extensive samples of 

quotations from participants are included in the report. By using the participants’ own 

words, the researcher’s aim was to build the confidence of readers by accurately 

representing the reality of the persons and situations studied.  

 The findings of this study indicate that the content teachers’ perceptions of 

inclusive instruction do impact their instructional practices and that their perceptions and 

experiences are influenced by professional development opportunities, collaboration with 

peers, and administrative support. This was determined by the researcher through the 

analysis of the coded data which yielded five significant themes or domains in the context 

of the conceptual framework of this study; 1) creating a strong sense of classroom 

community, 2) utilizing engaging activities, 3) having high academic expectations for all 

students, 4) incorporating intentional teaching methods, and 5) engaging in positive and 

frequent collaboration with professional peers. These themes were explored within each 

case study then filtered across the case studies in order to examine and identify 

similarities and differences between the participants in answering the research questions. 
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In the next chapter, I will discuss and provide analysis, interpretation and synthesis of the 

findings as well as suggest further research to extend the findings of this study.  
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CHAPTER V 

ANALYSIS AND CONCLUSIONS 

Introduction 

 The purpose of this qualitative study was to investigate the perspectives of content 

teachers regarding the inclusive instruction of students with disabilities in general 

education classrooms and to gain a better understanding of how their perceptions impact 

their teaching and instructional practices. It was hoped that a better understanding of the 

perceptions of content teachers would provide insight about how to encourage and 

support other current and future content teachers to become more affluent and confident 

in teaching within inclusive instructional settings. 

 This research used naturalistic inquiry to collect qualitative data by conducting in-

depth interviews, observations, and supportive data such as documents and researcher’s 

notes. Participants in the study included two content teachers from different backgrounds 

with varying classroom experience who were currently working within inclusive settings. 

The data were coded, analyzed, and organized first by research question and then by 

categories and subcategories guided by the conceptual framework, as depicted in Chapter 

II. The study was based on the following three research questions: 

1. How are the teacher’s attitudes and perceptions towards teaching students with 

disabilities formed? 

2. What types of support, preparation, and training do the teachers perceive that they 

need from staff development and collaboration? 

3. What types of support do teachers perceive that they need from their campus 

administrators regarding collaboration and inclusive practices? 
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 Analytic categories are directly aligned with each of this study’s research 

questions. These same analytic categories were used to code the data and present the 

findings in the previous chapter. In the analysis, the researcher searched primarily for 

connecting patterns within the analytic categories, as well as the connections or themes 

that may have emerged among the various categories. As a secondary level of analysis, 

the relevant theory and research are tied in, as these themes are compared and contrasted 

to issues raised by the literature review. 

 Chapter IV presented the findings of this study by organizing data from various 

sources into categories to produce a readable narrative. The purpose of this chapter is to 

provide interpretive insights into these findings. Whereas Chapter IV separated out the 

specific pieces of data to tell the “story of the research,” this chapter is an attempt to 

reconstruct a more holistic understanding of the data and is intended to describe a more 

integrated picture that emerges through a layered synthesis. 

 The discussion takes into consideration the literature on teachers’ perceptions of 

inclusive instruction. The implications of these findings are intended to augment the 

understanding of the awareness of how content teachers’ perceptions of inclusive 

instruction impact their teaching. The chapter includes a post-study look at the problem 

identified in Chapter I and concludes with the researcher’s general conclusions, and 

recommendations.  

A Post-Study look at the Problem 

 During this qualitative case study, in-depth semi-structured interviews, 

observations, field notes, and documents were utilized to gather data from two content 

teachers at an urban middle school campus. As illustrated in Figure 3.2, the participants 
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had varied degrees of  teaching experience and educational training but both incorparated 

similar methodologies in their teaching practices within the inclusive setting. Both 

participants volunteered to be part of the study and were selected through purposive 

sampling. Each participant provided candid responses to all of the interview questions 

and was cooperative during observations of both their instruction and their planning 

times. I credit the participants cooperation to the security of anonymity and because I 

identified myself as a fellow educator which facilitated peer-to-peer familiarity prior to 

each interview.  I included data from both participants in the case study data analysis 

because each participant's educational philosopy, experiences and expertise appears to 

have influenced their overall positive perception of teaching all students within an 

inclusive instructional setting. 

 Previous research identified discrepancies between content teachers’ perceptions 

of inclusive instruction by describing teachers and their methodologies that were 

supportive and comfortable teaching in an inclusive setting  (Janney, Snell, Beers, & 

Raynes, 1995) while other research examined teachers that were reluctant and 

uncomfortable teaching in an inclusive setting (Carter & Hughes, 2006). This study 

sought to identify specific philosophies, supports, and methodologies of content teachers 

demonstrating success within inclusive settings in order to help create consistent and 

equitable inclusive practices that could be replicated to benefit other content teachers.  

 The first research question in this study sought to understand how content 

teacher’s attitudes and perceptions towards teaching students with disabilities in inclusive 

settings were formed. The participants in this study both indicated positive perceptions 

about teaching in an inclusive setting and credited positive interactions with students 
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within a supportive classroom as a key contributor to their positive experiences. Both 

participants also stated that being able to incorporate intentional teaching methods and 

engaging activities into the differentiation process made the lessons more engaging for all 

of their students, not just those with disabilities. In the review of the literature, Van 

Reusen, Shoho, and Barker (2001) explain that the commitment of the teachers 

implementing an inclusion program can alter the effectiveness of the program and that 

teachers who are more positive about inclusion are more likely to try new teaching 

techniques. The research also specifies that teachers must also be familiar with teaching 

strategies conducive to students’ disabilities, and the more strategies used with students 

with disabilities, the more successful the student (McLeskey & Billingsley, 2008). 

 The second research question in this study examined what types of support, 

preparation, and training through staff development and collaboration content teachers 

perceived to be beneficial. The review of the literature revealed that a significant barrier 

to inclusion from the perspective of the content teacher was a lack of necessary 

knowledge or abilities to adequately teach students with more significant disabilities 

including those with cognitive impairments and emotional and behavioral disorders 

(McLeskey and Waldron, 2002, and Shade and Stewart, 2001).  However, Avramidis and 

Norwich (2002) also determined that teachers with greater access to instructional 

supports, including additional staff and training, for more significantly involved students 

have a more positive attitude towards inclusion. The participants in the current study had 

varying degrees of formal educational training in special education during their teacher 

certification courses. One participant took six semester hours of special education 

coursework while the other participant was not required to take any. However, during 
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their individual interviews, each participant indicated that they independently pursued 

further training through staff development opportunities, collaboration with special 

education staff, and other special education resources in order to improve their inclusive 

teaching methods. Both participants also indicated that they had  high academic 

expectations for all their students, including those with disabilities, and that as teachers, 

they believed it was part of their personal responsibility to continually seek new ways to 

teach and develop lessons that helped their students succeed academically. 

The third research question sought to explore the types of support content teachers 

required of their campus administrators regarding collaboration and inclusive practices. 

The review of the literature indicated that content teachers’ resistance to working 

collaboratively with special education teachers and support staff is was one of the most 

challenging aspects of implementing an inclusive policy (Avramadis & Norwich, 2002). 

However, Carter & Hughes (2006) determined that effective collaboration practices 

between general and special education teachers influence content teachers’ attitudes 

towards inclusive instruction. In the current study, both participants were observed 

collaborating and planning with their special education teacher and other team members. 

Findings in the current study indicate that this collaboration process is paramount to 

helping both of the participants to feel supported in the classroom. During the individual 

interviews, both participants stressed the need and value of engaging in positive and 

frequent collaboration with special education staff and campus administrators. 

Administrative support was evident across the themes that emerged in this study 

indicating that this can be a key contributing factor to teachers’ perspectives on inclusion. 

The findings in the current study are consistent with previous research that found that 
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content teachers favored inclusive instruction because their campus shared a common 

philosophy regarding inclusive instructional practices (Kugelmass, 2001).  

Conclusions 

 The findings from this study yielded five common themes between the 

participants that contributed to their positive perceptions of inclusive instruction: 1) 

classroom community; 2) engaging activities; 3) high academic expectations; 4) 

intentional teaching methods and differentiated instruction; and 5) positive and frequent 

collaboration. 

Recommendations  

 Findings from this study suggest that the perceptions of content teachers towards 

the inclusive instruction of students with disabilities in general education settings does 

impact their teaching practices and can also effect the overall success of an inclusion 

program. Based on the results of this study several recommendations can be made. 

Recommendation 1 

 Content teachers need to have access and opportunities to receive professional 

development and continuing education activities that directly deal with inclusion. 

According to the current study, professional development activities targeting inclusive 

practices, differentiation, and intentional teaching are limited at the local level. A review 

of the literature indicates that the amount of professional development activities that 

focused on inclusion that content teachers completed had a strong correlation with a 

positive increase in attitudes toward including students with disabilities. These activities, 

based on teachers’ feedback, should include but not be limited to direct information 

regarding specific disabilities, instructional accommodations and modifications, 
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differentiated instruction, learning modalities, developing collaboration skills, behavior 

management and integrating technology. Administrators and teachers should collaborate 

to determine their areas of need when planning professional development activities. 

Recommendation 2 

 The results of this study also indicated a need for increased collaboration time 

between regular and special education teachers. Collaboration time between regular 

education and special education teachers is vital to the success of an inclusive program. 

Special education teachers have the ability to aid regular education teachers with 

individual students and skills including instructional strategies, accommodations and 

modifications, disability characteristics, and IEP guidelines. Special consideration should 

be made to the staffs’ daily schedules to ensure sufficient collaboration time between 

regular and special education teachers. 

Recommendation 3 

 Increased support within the general education classroom should be provided by 

special education staff. In order to truly support inclusive instruction, special education 

and content teachers need to have adequate time and training to create classroom 

communities that supports the preferred inclusion model. As more students with 

disabilities are included in the general education setting, special education and content 

teachers will need to work together to deliver instruction and support in the general 

education classroom. 

Recommendation 4 

 Administrators should examine the importance of their support of both special 

education and content teachers within inclusive settings in order to gain a better 
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understanding of how their support can impact teachers’ perceptions on inclusive 

instruction. The current study indicated a strong correlation between principal support 

and the attitudes of teachers toward including students with disabilities. According to the 

participants in this study, they depend on their administrators to keep them informed on 

updates and changes regarding special education law, applications, and procedures.  

Future Research 

 The current research revealed that appropriate professional development 

opportunities and pre-service instruction has a positive impact on content teachers’ 

attitudes toward including students with special needs. Additional research in teacher 

certification programs and professional development coursework as they pertain to 

special education methodologies for inclusive instruction are needed to ensure that both 

content and special education teachers are receiving sufficient training.  

 Another area of investigation may include how the attitudes of content teachers 

are affected by the school community as a whole. Students with disabilities often have 

other professionals who provide direct services to them including instructional assistants, 

speech pathologists, occupational therapists, nurses, social workers and psychologists. It 

would be beneficial to understand the relationship between the support of these 

professionals on content teachers’ attitudes toward including students with disabilities 

and how this support affects the success of an inclusion program. 

 Finally, the question arises as to why some teachers possess a strong intrinsic 

value for teaching when others do not. Because these internal values impact educators’ 

perceptions and shape their thoughts, feelings, and actions, greater research is needed to 

help identify and understand the formation of characteristics and behaviors associated 
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with self-efficacy in order to improve educator recruitment, training, and certification 

programs.  

Researcher’s Final Thoughts 

  The findings from this study concerning content teachers’ perceptions of 

inclusive instruction were presented as they relate to the research questions. The research 

questions focused on perceptions regarding the practice of inclusion in a middle school 

setting, the effectiveness of inclusion, the supports that facilitate inclusion programs, and 

barriers to successful incorporation of inclusion programs. It is my hope that educators 

will benefit from this study by gaining a better understanding of how content teachers’ 

perceptions can impact their instructional design and methodologies and utilize this 

information to create better opportunities for positive collaboration, better training, and 

stronger administrative support in order to create inclusive programs that will enable 

students of all ability levels to participate and be successful. It is also my hope that this 

study will benefit the field of teacher education by increasing knowledge and 

understanding among pre-service teachers as well as professionals participating in 

educational leadership programs regarding how students with disabilities can access 

general education curriculum through inclusive instruction. Finally, it is my intent that 

this study will contribute to the presently small body of research on middle school 

inclusion programs. The middle school setting was significant to this study in that it 

provided the opportunity to examine how the additional factors of adolescent behavior, 

student motivation and self-efficacy, and increased curricular rigor affect both 

perceptions and practices of teachers as students transition from primary to secondary 

grade levels.  
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APPENDIX A 

Coded Analysis for Themes across Cases Studied 

1 - Classroom Community:   2 - Engaging Activities: 

      Strong Interpersonal = SI+, SI-  Efficacy effects Testing = EA+, EA- 

 Strong Professional = SP+, SP-  Testing effects Efficacy = TE+, TE - 

 Empathetic = E+, E-   Positive, Negative, or Both = P, N, B 

 

3 - High Academic Expectations:  4 - Intentional Teaching Methods: 

 For, Against, Mixed = F, A, M  Modifications = M+, M- 

 Students' Experience = SE  Procedural = P+, P- 

 Teacher's Experience = TE  Leveling = L+, L- 

 

5 - Positive Collaboration: 

 Observed = O+, O- 

 Admin to Teacher = AT+, AT- 

 Teacher to Teacher = TT+, TT- 

  

 

Participant Theme 1 Theme 2 Theme 3 Theme 4 Theme 5 

Jane      

Pam      
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APPENDIX B 

Data Collection Schedule  

Participant Date Setting Observation Documents 

Jane 

 

 Interview   

Jane 

 

 Planning   

Jane 

 

 Inclusion   

Pam 

 

 Interview   

Pam 

 

 Planning   

Pam 

 

 Inclusion   
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APPENDIX C 

Participant Interview Questions 

Below are questions I will be asking you during our interview. Please take a few minutes to look 

them over and let me know if you have any questions. You are allowed to skip questions or stop 

the interview at any time. Participation in this interview is strictly voluntary. If you need a break 

at any time, just let me know and we will stop. All of your responses will be completely 

confidential and your name will not be used as indicated in your signed Adult Consent Form. 

 

1. How many years have you been a teacher?  
 

2. How many years have you been teaching English Language Arts Inclusion? 

 

3. How long have you been a teacher on this campus? 

 

4. What special education workshops have you attended in the last year? 

 

5. How do you help students experience success? 

 

6. Describe your special education training. 

 

7. How do you individualize instruction for students? 

 

8. What procedures do you use to evaluate student progress besides using tests? 

 

9. How would you challenge the slow learner and the advanced learner within 

the same class? 

 

10. What needs and/or expectations do you have of the school administration? 

 

11. How do you collaborate with your colleagues? 

 

12. What strategies do you use to make curriculum meaningful and relevant to 

students? 

 

13. Describe your teaching style and how you accommodate the different 

learning styles of the students in your classes. 
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APPENDIX D 

 

Observation Data Sheet 

 

Participant:______________________________ Location:______________________ 

Date:___________________    Activity:______________________ 

Time:___________________ 

Description of physical features (what stands out?), brief description of surroundings/details, 

seating arrangements, educational resources used in instruction, visual stimuli, inclusion or 

resource, other things that may add or detract from instruction in the room? 

 

 

 

 

 

 

 

 

 

 

 

Observation Notes (key on things during the observation that support/counter what was stated in 

the interview of this participant) 

 

 

 

 

 

 

 

 

 

 

 

 

Ask for clarification of any questions you have about what was observed at the end of the 

observation: 

 

Questions: 
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Explanations: 

 

 

 

 

Thank participant for their time, ask if they have any questions, set up another interview or 

observation time if necessary, ask if you may contact them if you have any further questions or 

need any other clarification. 

 

Additional Researcher Notes: 
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APPENDIX E 

Principal Introductory Letter  

Dear Mrs. Bayer, 

My name is Linnie Greenlees. I am conducting a research project with Dr. Ternia Walker, a 

professor at Texas Tech University. This research project studies the perceptions of content 

teachers regarding inclusive instruction. 

I would like your permission to recruit participants from your school. Participants will include 

ELA certified teachers that are currently teaching in an inclusive setting. 

Your approval to conduct this study will be greatly appreciated. I will follow up with a telephone 

call and would also be hap to answer any questions or concerns that you may have at that time. 

You may contact me at my email address: linnie.greenlees@ttu.edu or call my cell number 830-

613-0653. 

Sincerely, 

 

Linnie Greenlees 

Linnie.greenlees@ttu.edu 

830-613-0653 

  

mailto:linnie.greenlees@ttu.edu
mailto:Linnie.greenlees@ttu.edu
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APPENDIX F 

 

Participant Recruitment Materials 

 

Please share your thoughts in this research project. 

What is this project studying? 

This research study is called “Evaluating a Middle School English Language Arts Inclusion 

Program Using Qualitative Methods.” The purpose of this study is to evaluate a middle school 

ELA (English Language Arts) inclusion program. I hope to publish this study widely to make it 

as beneficial as possible to teachers and educators. 

What would I do if I participate? 

In this study, you will be asked to do three things: 

 Allow me as the researcher to observe you during your conference planning time and in 

your classroom during your ELA inclusion class. 

 Allow me as the researcher to interview you (45 minute semi-structured interview). 

 Allow me as the researcher to examine lesson plans, sample assignments and exams, and 

other instructional material. 

How will this project affect my daily schedule and how long will it take? 

There will be no changes in your daily classroom schedule. All of your students will follow your 

regular classroom routine. I will only observe at agreed upon times. I will also interview you for 

45 minutes during your preferred free time in your classroom or outside of school hours. Data 

collection will be done from October 21 through April 4
th
 for at least three times per week. 

Can I quite if I become uncomfortable? 

Yes, absolutely. Dr. Connie Anderson and the Human Research Protection Program have 

reviewed the questions and requirements and think you participate comfortably. However, you 

can stop answering at any time. You can leave any time you wish. Participation is voluntary. 

How are you protecting privacy? 

Your name will not be used to protect your privacy. Pseudonyms will be used in the reporting of 

the findings and the written analysis will be made on a password-protected computer. All 

collected data will be stored in a locked-filing cabinet kept in the researcher’s residence. All 

identifiable data will be destroyed once the data collection is completed. 

I have some questions about this study. Who can I ask? 

 The study is being run by Dr. Connie Anderson from the Department of Curriculum and 

Instruction at Texas Tech University. If you have questions, you can call her at (806) 

834-4014. 

 TTU also has a Board that protects the rights of people who participate in research. You 

can ask them questions at (806) 742-2064. You can also mail your questions to the 

Human Research Protection Program, Office of the Vice President for Research, Texas 

Tech University, Lubbock, Texas 79409. 

How will I benefit from Participating? 

You will not directly benefit from the study but the results of the program evaluation will help 

teachers and educators identify ways to structure inclusion classrooms to improve instruction for 

all students within this type of learning environment. 
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APPENDIX G 

 

Participant Recruitment Letter 

 

Dear Teacher, 

This research study is called “Evaluating a Middle School English Language Arts Inclusion 

Program Using Qualitative Methods.” The purpose of this study is to evaluate a middle school 

ELA (English Language Arts) inclusion program. I hope to publish this study widely to make it 

as beneficial as possible to teachers and educators. 

By participating in this study, you will be asked to do three things: 

 Allow me as the co-researcher to observe you during your conference planning time and 

in your classroom during your ELA inclusion class. 

 Allow me as the co-researcher to interview you (45 minute semi-structured interview). 

 Allow me as the co-researcher to examine lesson plans, sample assignments and exams, 

and other instructional material. 

There will be no changes in your daily classroom schedule. All of your students will follow your 

regular classroom routine. I will only observe at agreed upon times. I will also interview you for 

45 minutes during your preferred free time in your classroom or outside of school hours. Data 

collection will be done from February 3, 2014 through April 4, 2014.  

Your participation is completely voluntary and you can stop at any time. Your name will not be 

used to protect your privacy. Pseudonyms will be used in the reporting of the findings and the 

written analysis will be made on a password-protected computer. All collected data will be stored 

in a locked-filing cabinet kept in the researcher’s residence. All identifiable data will be destroyed 

once the data collection is completed. 

You will not directly benefit from the study but the results of the program evaluation will help 

teachers and educators identify ways to structure inclusion classrooms to improve instruction for 

all students within this type of learning environment. 

If you have any questions about this research project you can contact: 

 Dr. Connie Anderson from the Department of Curriculum and Instruction at Texas Tech 

University at (806) 834-4014. 

 TTU also has a Board that protects the rights of people who participate in research. You 

can ask questions at (806) 742-2064. You can also mail your questions to the Human 

Research Protection Program, Office of the Vice President for Research, Texas Tech 

University, Lubbock, Texas 79409. 

If you would like to participate in this study, please complete the Teacher Consent Form. For 

questions, call me at 830-613-0653.  You may also your campus principal, Karen Bayer, at (806) 

766-0777. 

Thank you, 

Linnie Greenlees 

Texas Tech University 
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APPENDIX H 

 

Adult Consent Form 

 

Please share your thoughts in this research project. 

What is this project studying? 

This research study is called “Evaluating a Middle School English Language Arts Inclusion 

Program Using Qualitative Methods.” The purpose of this study is to evaluate a middle school 

ELA (English Language Arts) inclusion program. I hope to publish this study widely to make it 

as beneficial as possible to teachers and educators. 

What would I do if I participate? 

In this study, you will be asked to do three things: 

 Allow me to observe you during your conference planning time and in your classroom 

during your ELA inclusion class. 

 Allow me as the researcher to interview you (45 minute semi-structured interview). 

 Allow me as the researcher to examine lesson plans, sample assignments and exams, and 

other instructional material. 

How will this project affect my daily schedule and how long will it take? 

There will be no changes in your daily classroom schedule. All of your students will follow your 

regular classroom routine. I will only observe at agreed upon times. I will also interview you for 

45 minutes during your preferred free time in your classroom or outside of school hours. Data 

collection will be done from October 21 through April 4
th
 for at least three times per week. 

Can I quite if I become uncomfortable? 

Yes, absolutely. Dr. Connie Anderson and the Human Research Protection Program have 

reviewed the questions and requirements and think you participate comfortably. However, you 

can stop participating at any time. Participation is completely voluntary. 

How are you protecting privacy? 

Your name will not be used to protect your privacy. Pseudonyms will be used in the reporting of 

the findings and the written analysis will be made on a password-protected computer. All 

collected data will be stored in a locked-filing cabinet kept in the researcher’s residence. All 

identifiable data will be destroyed once the data collection is completed. 

I have some questions about this study. Who can I ask? 

 The study is being run by Dr. Connie Anderson from the Department of Curriculum and 

Instruction at Texas Tech University. If you have questions, you can call her at (806) 

834-4014. 

 TTU also has a Board that protects the rights of people who participate in research. You 

can ask them questions at (806) 742-2064. You can also mail your questions to the 
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Human Research Protection Program, Office of the Vice President for Research, Texas 

Tech University, Lubbock, Texas 79409. 

How will I benefit from Participating? 

You will not directly benefit from the study but the results of the program evaluation will help 

teachers and educators identify ways to structure inclusion classrooms to improve instruction for 

all students within this type of learning environment. 

 

 

________________________________________   __________________ 

Signature        Date 

  

 

________________________________________      

Printed Name 

 

This consent form is not valid after May 1, 2014. 
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APPENDIX I 

 

Parent Letter 

 

Dear Parent/Guardian, 

I am conducting a study and will be observing your child’s classroom.  The study is called 

“Evaluating a Middle School English Language Arts Inclusion Program Using Qualitative 

Methods”.   I will spend 45 minutes observing the classroom for teacher’s use of inclusive 

instructional methods and the implications these methods have on student engagement and 

retention.   Students interactions with the teaching methods presented will be observed only.  No 

video or audio devices will be used, and students will not be asked any questions regarding the 

instruction.   

If your child will be able to participate in the observation, please fill out the consent form. 

Please know that there will not be any changes to your child’s regular class schedule.  Your child 

will follow regular daily routines.  Participation is voluntary. 

For questions, call me at 830-613-0653.  You may also contact Dr. Connie Anderson at (806) 

834-4014 or Karen Bayer at (806) 766-0777. 

Thank you, 

 

Linnie Greenlees 

Doctoral Student 

Texas Tech University 
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APPENDIX J 

 

PARENT CONSENT FORM 

 

Thank you for your interest in participating in our research project. This form describes the 

project and what will be asked of you. Please read over it carefully and let us know if you have 

any questions. 

What is this purpose of this research? 

This research study is called “Evaluating a Middle School English Language Arts Inclusion 

Program Using Qualitative Methods.” The purpose of this study is to evaluate a middle school 

ELA (English Language Arts) inclusion program. I hope to publish this study widely to make it 

as beneficial as possible to teachers and educators. 

What would my child do if he/she participates? 

Your child will follow their regular classroom schedule. During the observed class period, your 

child will participate as usual. No questions will be asked of the students, only observation of the 

regular response to inclusive instructional practices of the teacher will be observed. 

What would I do if my child participates? 

You would simply need to sign this consent form allowing your child to be a part of the observed 

classroom. 

Can my child quit if he/she becomes uncomfortable? 

Yes, absolutely.  Should your child become uncomfortable, they may ask to leave the observed 

classroom at any time during the observation or ask to not be present during the observed period.  

Participation is voluntary. 

What will the study look like and how long will it take? 

Participation will be approximately a 45 minute observation during a regular classroom 

instructional period.  The observation will take place sometime between January 8, 2014 and 

February 6, 2013. 

How are you protecting privacy? 

Participants’ names will not be used in order to protect your privacy.  Pseudonyms will be used in 

reporting of the findings.  Written analysis will be made on a password-protected computer.  All 

collected data will be stored in a locked box in the researcher’s residence.  Any identifiable data 

will be destroyed once data collection is complete. 
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I have some questions about this study.  Who can I ask? 

This study is being conducted under the guidance of Dr. Connie Anderson from the Department 

of Education at Texas Tech University.  If you have any questions, you can call her at (806) 834-

4014. TTU also has a board that protects the rights of people who participate in research.  You 

can ask them questions at (806) 742-2064. 

How will I or my child benefit from my child participating? 

You and your child will not directly benefit from the study.  However, the results of the study will 

help teachers and educators better understand the impact of brain-based instructional strategies in 

the classroom. 

 

_________________________________________ _______________________________ 

Signature       Date 

 

__________________________ _____________             _______________________________ 

Printed Name                                                                       Name of Child  

This consent form is not valid after 05/01/2013. 
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APPENDIX K 

 

ASSENT FORM – Minors 

INSTRUCTIONS 

 

The purpose of a consent form for minors, called an Assent Form, is to help the researcher protect 

subjects by informing them about the research and their rights as human subjects, even the 

consent process and the consent form for parents; and the consent process and assent form for 

minors. A minor in the State of Texas is an individual under the age of 18. 

CHILD ASSENT FORM 

I am here today because I am interested in learning more about how teachers help kids learn. I 

will be observing your English Language Arts classroom in order to watch how your teacher 

presents information to you and how you respond to her teaching methods. I will not interact with 

you or your teacher in any way during the observation. I am here simply to observe.  

Helping me today is up to you. If you decide you don’t want to participate, you will be allowed to 

go to the library and complete an alternate activity. Your participation is completely voluntary 

and you will not be in trouble if you choose not to participate. 

If you want to help me today, I’m going to ask you to write your name and date below. 

 

_________________________________________   __________________ 

Child Name        Date 

 

 


