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ABSTRACT 

This study was designed to provide a detailed description of teacher 

perspectives and the reiationships between best teacher practices and 

inclusive classrooms. Qualitative research methods, including observations 

and interviews were appropriate in order to learn directly from teachers how 

their particular teaching styles, practices and perceptions impact on their 

ability to foster inclusive classrooms for all learners. 

These methods allowed me to enter the world of the teachers daily life 

and produce descriptive data of the informants words and observable 

behaviour. The study looked at three Junior High Teachers who had been 

nominated by the Superintendents, Director of Special Education and 

Principals as bei ng successf ul at integrating students with disabil ities into 

their respective classrooms. 

The interview and observational data was then organized, reduced, 

coded, systematically filed and placed on matrices. This method was used to 

explore emerging themes, consistencies and hypotheses. A picture of daily 

classroom experiences emerged. 
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CHAPTER 1 

INTRODUCTION 

hesis Or-t~w 
. . 

In this chapter, education research relevant to the topic is introduced 

and background information is provided. The purpose of the study and the 

research question are stated. This is followed by Chapter II with a detailed 

review of the literature. 

Chapter II 1, the research perspective and methods section. describes 

the qualitative methods used to explore the research question. This 

includes the methods used for data collection, procedures and data 

analysis. 

Chapter IV, introduces the informants and their perceptions of 

successf ul integration throug h rich descriptive data obtained from initial 

meetings and interviews. Chapter V continues with a thick description of the 

classrooms and teaching practices obtained through observations which 

allow the reader to enter and experience the daily activities of these 

teachers. Chapter VI. contains the analysis of the data. Ernerging themes 

surface as descriptions of teacher perspectives and practices are 

examined. Chapter Vll follows with the summary and possible implications 



this data may have on the enhancement of successful integration at the 

Junior High level. 

und Information 

After a two day insewice on lnclusive Schools and New Dimension of 

Leaming, I was feeling both excited and frustrated. The theory was all there 

and the enthusiasm from most teachers was present. However, as a special 

education teacher in an integrated school I could see that integration was 

working well in only soma of the classes. Was it the student or the type of 

disability. the subject, the grade level or was it the unique style of a particular 

teacher? 

Students with disabilities from Mr. A's science class look forward to 

going and continue to produce good quality work at their level. The same 

students f rom Mr. 6's social class are being excluded from certain units and 

spending more and more time with their paraprofessionals in the special 

education room. What was the difference here? 

Currently the educational field in Canada is experiencing a paradigm 

shift. The traditional paradigm is characterized by integration, a dual system 

of educational service delivery for regular and special education. This 

diverse mode1 has resulted in student classification and categorization, 

segregated learning environments, fragmented programming and 

instruction, and 'top-down' decision making practices (Andrews & Lupart, 



1993; Stainback & Stainback, 1996; Villa & Thousand, 1995). 

The new paradigm is characterized by a unified system of educational 

service delivery, described by Andrews & Lupart (1 993) as the merging of 

regular and special education into a unified educational system to meet the 

diverse needs of al1 students. This inclusive model is being adopted and 

irnplemented by an increasing number of schools, and has resulted in more 

community learning environments in the classroom, holistic programm ing 

and instruction. and collaborative-based decision-making practices. 

The Division 1 am currently teaching in has undergone changes in 

special education similar to those outlined above. The Division is now going 

through a major change as Policy and Mission Statements emerge from the 

Divisions' new philosophy, 'Dimensions of Learning'. This restructuring of 

beliefs and practices will hopefully lead to inclusive schools. This idea is not 

limited to special education but intended for al1 learners, including gifted, 

those with personality behaviour disorders and other at risk students. The 

Division is committed to the idea of inclusive schools and is presently 

inse~cing entire school staff for Wo and three days at a time. 

This Division has a combination of programs for students with 

disabilities throughout K-12. Many schools are striving towards inclusion 

while others still have segregated classrooms for students with disabilities or 

special needs. Although the Division has inclusive education as their 

philosophy with training in place, most programs are still of the integrated 

nature. It will take time for this change to work its way airough the system. 



However, looking at the present system. the question still remains, 'What is it 

that allows integrations to be so successful in some schools? What is it that 

allows for successful integration (administrators, teachers. students and 

parents al1 very satisfied) to develop so naturally in some school? Is it the 

teachers. their practices and perspectives, the curriculum. the students? 

In order to learn more about the development of successful integrated 

and inclusive programs. I plan to conduct interviews and observations in 

classrooms that have been nom inated as successf ul . The em phasis of this 

research, however. is not on strategies for systematic change. An underlying 

premise of this research is that the Division is committed to educating al1 

students together and has made an effort to support this philosophy using a 

variety of general inclusive strategies (e.g . . development of an inclusive 

mission statement, school wide staff training). Accepting this premise allows 

me to focus on specific teaching strategies and unique curricular 

modifications and adaptations across the the Junior high populations that 

support effective educational programmirtg for students witch severe and 

multiple disabiiities. 

The main purpose of this research is to describe teachers' 

perspectives of successful practices and strategies which facilitate the 

integration of children with severe disabilities within the public school 

systern. 



The Research Question 

Despite the obstacles and lack of concrete legislation. there is a 

definite shift toward inclusive schools and cfassrooms which facilitate 

integration in my Division. Therefore it is essential that concrete practicai 

research be available that identifies the particular variables present in 

classroom where teachers are able to facilitate successful integration. Frost 

(1 984) concluded that research dealing directly with the relationships among 

teaching practices and successful integration may be instrumental in 

developing training programs for teachers to implement successful 

integration in the regular classroom. 

What circumstances encourage and foster inclusion? What strategies 

is the teacher using that fosters integration and rnakes for an inclusive 

classroom ? 

This study was designed to provide detailed descriptions of 

successful teaching practices for integration at the Junior High Level. 



CHAPTER II 

LITERATURE REWEW 

Transitions in Education: The Move Towards lnclusion 

he Hisarical Conted 

In Canada, the historical progression of appropriate education for 

al1 students began with the total exclusion of handicapped individuals. 

From the 1800's to 1950 institutions, functioning as custodial care 

facilities and others more Iike residential schools, were the most common 

placement for people with disabilities (Andrews & Lupart, 1993; Villa & 

Thousand, 1990). During the 1950s and 1960s the public became 

more aware of the adverse effects of institutionalization and the 

inhumane condition found in the institution (Childs, 1 975: Birch, 1974). 

There was si notable conceptual and attitudinal shift as children were 

now k i n g  placed in community based facilities. Parents and 

professionals began to lobby governments, and to organize their efforts 

and concerns through the establishment of local. provincial, and national 

groups (Lutfiyya, 1 989). 

High-profile advocacy groups that remain strong today, 

such as the Canadian Association for Community Living (CACL), the 



Canadian Association for Children and Adults with Learning Disabilities 

(CCALD) and the Canadian branches of the Council for Exceptional 

Children (CEC) were formed. 

Legal cases in the U. S., pertaining to the Civil Rights Movernent 

(most notably Brown vs. Board of Education, 1954) set the stage for 

increased study of exclusionary policies for students with disabilities 

(Villa & Thousand. 1993). As a result, Federal governments in the US. 

dernonstrateci support for special education programs in the forrn of 

research. training and legislation (Kauffman, 1993). 

During the 1960s more and more students with disabilities began 

attending public schools. The use of segregated or self-contained 

classes in public schools were now the preferred educational delivery 

system for most students with disabilities. Andrews & Lupart (1993) cites 

an example by Gittins (1 980) in which B. C. public schools reported that 

between 1960 and 1970 the number of students in special classes rose 

from 3,592 to 10.247. The U.S. Bureau of the Census (1 975) reported 

that between 1932 and 1969, general enrolments in public schools 

increased by 73% and enrolment in special programs in Public 

Education increased by 1,552 % (Stainback & Stainback, 1996). 

The next step towards integration began in the late 1960's and 

early 1970's as research began to suggest that restrictions imposed by 

special placements and special classes may not be beneficial to 



students with disabilities. "Special education leaders, including Dunn 

(1 968) and Reynolds (1 962). now advocated for the right of students with 

disabilities to learn in a more normalized school environment with their 

peersn (Stainback & Stainback. 1 996). 

In 1968 Dunn published literature which clearly moved directives 

away from special and segregated classes. He stated that: 

a) no available evidence suggested that the academic progress of 

mentally retarded children in special, separate classes was 

better than the academic progress of mentally retarded children 

in regular classrooms, 

b) labels accompanying special class placement were 

stigmatizing, 

C) regular education was capable of providing effective individual 

instruction to slow or mentally retarded pupils and 

d) self-containeci classes for mentally retarded children also tend 

to segregate black children from white children, as black 

children were disproportionately enrolled as a result of virtually 

cornplete reliance on lQ testing for placement decisions. 

As well, continued pressure by parents, courts, and legislators 

resulted in the Education for al1 Handicapped Children Act of 1975 (PL 

94-1 42). This law, reauthorized as the lndividuals with Disabilities 

Education Act of 1990 (IDEA) (PL 101-476) extended the right to a free 

public education to al1 children as the first choice or "default' position, 



regardless of disability, in the least restrictive environment possible 

(Stainback 8. Stainback, 1996). 

In 1979, The Association for Perçons with Severe Handicaps 

(TASH) adopted sirnilar resolutions calling for the termination of 

segregated placements. However, it was not until the late 1980's that the 

dual system of general and special education was directly challenged 

(Andrews & Lupart, 1 996). 

Canadian educational history differs in that Canada has never 

had a federal mandate for education. Rather, it is the responsibility of 

each province and territory to determine policy in educational matters. All 

provincial and territorial educational ministries and departments have 

developed systems, based on a philosophy of integration, that offer a 

continuum of service. Provincial authority relies on the statutes enacted 

by the legislatures to provide the legal framework within which the 

education system is governed. Local school boards act as agents of the 

province, each within a particular geographically defined area. The fact 

that the law protects the rights of children with exceptional needs to an 

education does not automatically mean that the education provided is 

most appropriate to the individual's abilities and needs, or that it is 

necessarily provided in the least restrictive environment. Only three 

provinces - Quebec, Ontario, and Saskatchewan - have provincial 

education laws to ensure that the education provided will be appropriate 



to the needs and abilities of the child with exceptional needs. 

Provincial legislation began to change in response to U.S. 

initiatives typified by federal legislation of Public Law 94-1 42, 1975. As 

well, effort by our own advocacy groups and successful court challenges 

and litigation aided in the establishments of new legislation. One much 

publicized case in 1978. was that of Shelley Carriere, a 10 year old girl 

with cerebral palsy. When her local school refused to educate her, 

Shelley's parents took legal action against the existing legislation, which 

allowed for certain instances of student exclusion from school. In 1978, 

the Supreme Court of Alberta ruled that her local school district, the 

County of Lamont, had the responsibility to educate Shelley and that she 

had the right to obtain an appropriate education within the home 

community school (Andrews & Lupart, 1993). 

Advocacy for the handicapped and lobbying by parents and 

educators, resulted in Bill C-141, amending the Canadian Human Rights 

Act, to enshrine the rights of the handicapped in human rights legislation. 

The Charter of Rights and Freedoms in the Canadian constitution of 1981, 

guaranteed equal protection and benefits of the law without 

discrimination, implying the right to equal educational opportunity for al1 

children, including the disabled. 

Kirk and Gallagagher (1985) noted that the Canadian cornmittee of 

CEG "cornpleted two nationwide surveys, set standards for teacher 

training in special education and set out principles to guide the 

formulation of legislation" (p. 18). By 1970 despite the lack of clear 



legislation, al1 provinces had developed special education programs for 

more than one million exceptional Canadian children. 

By the 1980s more and more students with disabilities were being 

integrated into the regular classrooms, on at least a part-time basis. 

Manitoba educators saw a positive step as the Public Schools Act. Sec. 

41 (4) now provided Policy and Procedural Guidelines for the education 

of students with special needs in the Public School System (1 989). At 

the same time an innovative special education planning process, referred 

to as the Annual Division Action Plan (ADAP). was implemented 

throughout Manitoba, with the intent of ensuring that al1 school boards 

develop a planning and evaluation process, and put a delivery system in 

place (Manitoba Department of Education Training, 1 989). However, 

one must be careful to note that this was only policy not law. As Henteleff 

(1 993) States "policies without legislative foundation are the worst kind 

of deception; they are promises which suggest cornmitment, but cannot 

be legally enforced. " 

A current overview of provincial and territorial legislation reveals 

a generaiized trend toward the provision of individually appropriate 

instruction-based programs for al1 students within the regular school 

system. lnitially it was believed that "mainstreaming" or placing the 

student in the public schools should include a continuum of sewices 

which may or rnay not include segregated classes. However, the practice 

of categorizing students for funding purposes, led to an increase in 



segregated classroom and programs. Funding and specific supports 

becarne dependent on clinicians and teacher ability to test, label and 

categorize students. A strong precedent of categorizing students with 

disabilities to provide service was established and remains entrenched 

in many school districts today. For example, statistics from the Alberta 

Department of Education, show an increase from three categories of 

service provision in 1950 to nine recognized categories by 1970. 

This is evident today as funding for children with disabilities 

is contingent on their meeting the categorical criteria set up by the school 

system. In Manitoba some divisions have recently received block- 

funding. This procedure is based on the needs of a specific population 

and allows the allocation of special education dollars to be used for 

specific programs and services, not necessarily on individual student 

needs. This may provide more flexibility in programming but caution 

must be taken to ensure the monies reach the student population they 

were indented for. 

Proponents of the Regular Education Initiative (1 981) believe ail 

students, without exception, can receive an appropriate public education 

in regular mainstream classroorns that are carefully redesigned and 

supported to enable inclusion of al1 students. Early efficacy reviews by 

Carlberg and Kaval (1 980), Dunn (1968) and Madden and Slavin (1 983) 

supporting this issue indicated that special classes were significantly 

inferior to regular class placements for students with below 
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average IQ's and that setting itself is not the primary variable affecting 

performance. Those who oppose the RE1 support the retention of 

separate special education classrooms and instructional programs for 

some students with severe disabilities requiring extensive modification of 

their education programming (Manitoba Education and Training, 1989, p. 

3). The RE1 identified issues of concern for special educators which 

included, indefensible labelling of students, inappropriate funding 

system, development of miniature bureaucraties serving each of the 

various categories of students, adaptations of regular education learning 

environments, and extension of services to children who were not 

off icially identif ied as handicapped. Nevertheless, there persists a 

preoccupation with the issues associated with categorical views of 

disabilities, and the continuance of a dual system of service delivery in 

the schools. 

Acwrding to current educational leaders in the field, these matters 

constitute the primary barriers to the mainstreaming process, and will be 

of primary concern in the current decade (Biklen, 1985; Gartner & Lipsky, 

1987; Stainback & Stainback, 1996). - 
This brings us to the 90s and the final thrust of the rnovement 

which has gone through exclusion, mainstreaming, integration and 

is now moving toward inclusion. 



Up to this point general and special education had been 

developing along parallel rather than converging lines. The goal now is 

to move from separate special education and regular education systems 

to a continuum of services, in the least restrictive environment, or the 

most normal educational setting possible that would provide the 

maximum opportunity for the development of individual learning abilities 

(Bradley, King-Sears & Tessier-Switlick, 1997). 

Andrews & Lupart (1 993); Stainback & Stainback (1 996); Downing 

(1 996); & Bradley, et. al. (1 997) al1 cite reports and research 

investigations which raised important questions about the efficacy of 

special education practice and led to major conceptual shifts in which 

students' individual learning needs was given priority over labelling and 

removal . 

Inclusion 
Inclusive classrooms start with a philosophy that all children can 

learn and belong in the mainstream of school and comrnunity life. 

Diversity is valued; It is believed that diversity strengthens the class and 

offers al1 of its mernbers greater opportunities for learning. An inclusive 

school is a place where everyone belongs, is accepted, supports, and is 

supported by his or her peers and other members of the school 

community while having his or her educational needs met (Stainback & 

Stainback, 1996; Downing, 1996). This was the message that was clearly 



articulated at the 1994 UNESCO World Conference on Special 

Education Needs (International League of Societies for Persons with 

Mental Handicap, 1 994). Treffinger & Feldhusen (1 996) state "that 

education should focus on the identification and development of talent in 

al1 youth. with appropriate attention to varied leveis and domains." It is 

more powerful and more important to ernphasize instructional 

programming, or efforts to nurture and develop students' strengths, 

talents and sustained interests, than it is simply to label and categorize 

students (Treff inger, Sortore & McCluskey. 1995). 

To clarify the difference in philosophy as special education moved 

from segregation to inclusion I off er the following definition of inclusion 

as it relates to this thesis. 

The terms 'inclusion' and 'inclusive school' have 

appeared in the literature to describe the instruction of 
students with disabilities within the general education 
program. Inclusive schools do not require that students 

be ready to fit into the established education programs as 
mainstream ing does, but instead develop classroom 

communities that support the educational and social needs of 

all students with or without disabilities (Bradley, King-Sears, 
& Tessier-Switlick, 1997). 

Researchers and Educators are now advocating a unified, 

incl usive educational system that will foster lif elong learning , provide 

educational quality and equity, facilitate independent learning and 



thinking. promote a school-home partnership, encourage living and 

learning in a cornmunity and develop academic and social cornpetence 

(Downing. 1996; Nevin, Villa & Thousand, 1992). Placing students with 

disabilities into segregated schools or special classes prevents this 

beneficial socialization and sends a destructive message of intolerance. 

Inclusive schools must establish and pursue with energy a cornmitment to 

excellence and to finding and numiring the strengths and talents of al1 

students (Treffinger,Sortore & McCluskey, 1 995). According to Villa & 

Thousand (1990) this can be accomplished in the home schools by 

providing for al1 students; i) an adaptive learning environment that 

provides equal access to instructional resources and opportunities to 

succeed ii) individualized instruction varying in time and amounts to 

meet ail students' diversity iii) instructional provisions for special learning 

needs by regular and support staff iv) diverse adaptive instruction v) 

integration of services and responsibilities for al1 staff. 

To summarize, the education of students with disabilities has 

progressed from neglect, to institutions, to residential schooling and other 

isolated schools and classes, to pullout programs, mainstream ing , 

integration and is continuing in the direction of full inclusion for al1 

students with disabilities. Schools must now address the dynamic and 

ongoing process of challenging al1 students to become aware of their 

best potentials, and to fulfil those potentials as fully as possible through 

the opportunities and services we provide in our schools (Treffinger, 

Sortore, & McCluskey, 1 995). 



st T e ~ h i n a  - Pr~trces 

Best teaching practices are defined behaviours of a teacher which 

enhance the intensity or quality of instruction in a classroom (Kauffman, 

1993). Bradley, King-Sears & Tessier-Switlick (1 997) define a strategy 

as a set of resources organized to solve a problem. 

While most teachers agree that meeting the individual learning 

needs of al1 students is a desirable and logical philosophy for educators, 

its actual implementation and practice are becorning increasingly 

problematic. Many general education teachers believe that they do not 

have the skills or expertise to successfully educate students with 

disabilities. The existence of two parallel educational systems, one 

labelled 'special education' and one labelled 'regular education'. 

reinforced the myth that students with disabilities learn so differently as to 

require teaching methods distinct from those used with typical students. 

Now students previously taught by specially trained teachers, with 

specialized teaching materials, are part of the regular classroom. 

Approaches used in typical learning environments which appear 

to be 'promising practices' for al1 learners include, cooperative learning, 

whole-language instruction, multi-age groupings, multiple intelligence 

theory, community-referenced instruction, peer mediated instruction and 

collaborative tearning among adults and students (Villa &Thousand, 

1995; Madden & Slavin. 1983). By irnplementing these practices. 

educators may be better equipped to facilitate meaningful and effective 



inclusive education for students perceived as disabled, at risk. or gifted, 

as well as those considered 'averager. 

A dynarnic school environment in which adults support each other 

and work together to create strategies to ensure student success can 

provide non threatening opportunities for teachers to learn about and try 

varied instructional approaches. Teachers can then incorporate 

approaches which they find successful into their teaching repertoires. 

It is important that general education teachers feel cornfortable 

with the techniques, and procedures used with these students. Giangreco 

et al. (1993) stated that successful integration is possible as teaching 

styles and attitudes change, as a result of successful use of new 

practices, and procedures that help teachers assimilate innovations into 

their existing belief system . 

My division has used the term "Best Teaching Practicesn in it's 

revised (1 995) Mission Statement to promote a framework for accepting 

al1 students as equal members of a cornmunity of learners rather than as 

differentially positioned achievers on a hierarchical skill sequence. 

In this section 1 have outlined strategies found in the literature that 

appear to be promising practices in creating an inclusive classroom. 

Although these strategies can be used by al1 learners. I am specifically 

looking at how they apply to students with disabilities in regular 

classrooms. 

Downing (1 996) reports that due to the still-infrequent cases of 



learners with disabilities in general education classes, few efficacy 

studies have been conducted to determine teaching strategies that are 

successful with these learners. How then do sorne classroom teachers 

provide supportive learning communities that include and meet the 

neeâs of al1 students? What strategies and practices are workable? 

Although there is no magic formula for creating effective inclusive 

classrooms, the strategies cited here, althoug h certainly not the only 

ones, are descriptions of promising educational practices for students 

with disabilities in the regular classroom. The underlying assumption is 

that al1 children can learn once we identify their special strengths 

and support them in their efforts to achieve desired outcornes (Bradley, 

king-Sears & Tessier-Switlick, 1997). 

It is my intent to go into designated classroorns with a certain set 

of assumptions about good practices, and observe what these "Best 

Teaching Strategies" are and how they create a positive learning 

environment for students with disabilities. 

Stainback & Stainback (1996) give the following definition of 

cooperative learning practices as it relates to teaching practices, ". . .the 

instructional component, relates to the creation of a classroom learning 

atmosphere in which students of varying abilities and interests can 



achieve their potential." Cooperative learning has gained widespread 

acceptance as a promising practice in general education and studies 

have shown that cooperative learning activities can promote social 

acceptance and academic achievement of students wi th disabilities 

(Yager, Johnson, Johnson & SniderJ 985). Madden & Slavin (1 983) 

reviewed cooperative learning methods, conducted over periods 

ranging from 2 weeks to 2 years. They found positive outcornes in 

achievement and self -esteem using cooperative learning strategies with 

academically handicapped students. 

Cooperative learning operates under the principle that learning is 

social (Downing, 1996). This is a departure from traditional lecture and 

workbook approaches, in which students work independently. The 

cooperative learning model involves students actively assisting each 

other in the learning process. To facilitate positive interactions, teachers 

should ensure that cooperative groups are heterogeneous, with students 

mixed by culture, ethnicity, gender and ability. The possibilities for 

student to interact with each other are evident in the four components of 

cooperative learning described by Johnson 8 Pugach (1 W I ) ,  possible 

interdependence, individual accountability, small-group skill 

development and face-to face interactions. 

hernatic teaching un& 

The 'integrated thematic instruction model" was developed to 

represent what is known about brain research, curriculum development, 



and teaching strategies in which curriculum and instruction correspond to 

the way children naturally learn (Bradley, King-Sears, Tessier-Switlick, 

1997). Thematic teaching units ensure that content is integrated across 

several curricular areas, providing necessary repetition and highlighting 

natural linkages for students. For example. facts from social studies are 

transfened to essay format in a language arts lesson. This is important for 

students with disabilities, as they often have difficulty generalizing in 

other settings. Thernatic teaching units tend to be very project based with 

students actively engaged in the tearning proces. 

ulwle intelligences 

Multiple intelligences were described by Gardner in 1983, refined 

by Armstrong in 1987, and again in 1994. Downing (1996) describes 

multiple intelligences as a theory that intelligence is not a single construct 

and cannot be quantified as an isolated unit of measure. According to 

this theory, individuals posse and demonstrate intelligence in various 

ways (Le., spatially, interpersonally). When this theory is applied in 

practice, the curricular content moves beyond linguistic and logical 

mathematicai areas to incorporate other facets such as the visual 

arts and interpersonal relationships. There are seven specific 

categories of intelligences: logical-mathematical, linguistic, musical, 

bodily kinesthetic, spatial, interpersonal, and intrapersonal. This 

individualized approach is very holistic and encourages children to get 



the most out of their unique talents which they may bring to a task. The 

theory of multiple intelligences suggests using teaching approaches 

which tap each student's individual 'gifts' as well as the modality through 

which he or she best learns. 

In terms of classroom practices, the theory of multiple 

intelligences places rnuch less emphasis on passive learning (Le. 

lecture) and more emphasis on alternative ways of learning, including 

movement, manipulation of objects. music and social interactions. 

Students are encouraged to develop their strengths and interest, with the 

teacher following their lead. Teachers are less 'directors of learning' or 

givers of knowledge and more facilitators of learning. 

c 
In this approach, reading, writing, spelling, speaking and 

listening is taught si multaneously. The ern phasis of whole-lang uage 

instruction is on the language experiences of the child, rather than strict 

sound/sym bol association (Cannon, ldol & West, 1992). This approach 

lends itself easily to the teaching of the student with disabilities because 

of the very nature of the individualized program. This perspective allows 

students with disabilities to use and develop the nonsymbolic or symbolic 

means of communication that is most appropriate. This approach also 

affords the learner numerous opportunities to develop social interaction 

skills within the instructional framework (Andrews 8 Lupart, 1993). 



irect lnstructtpn 

Direct instruction involves teaching specific concepts and skills in 

a systematic way through highly structured and carefully developed 

programs (Andrews & Lupart.1993). Program design and instruction are 

carefully constructed and based on behavioural principles such as 

prompting, discrimination learning, shaping and reinforcement 

contingencies. The emphasis is on tas k anal ysis and involves breaking 

down targeted activities into small steps. Downing, 1996 States that the 

effectiveness of systematically instructing students with severe and 

multiple impairments is well documented. Ault, Wolery, Doyle & Gast, 

(1 989) reviewed thirty-one efficacy studies on direct instruction with 

students who displayed moderate to severe handicaps. They concluded 

that, "of the strategies investigated, al1 were effective in teaching students 

new behaviours (academic and social) in at least some of the studies." 

Madden and Slavin (1983) examined four studies measuring the 

outcornes of individualized instruction on achievement and social 

acceptance of mildly academically handicapped elementary students in 

regular classes. They found marked improvements in social 

acceptance, dramatic improvements in behaviour and significantly 

greater academic achievement than those in traditional group paced 

programs. However, caution needs to be taken in that skills learned in a 

specific situation may not always transfer to enable students ta practice 

the skills in situation relevant to their life experiences. Stainbach & 

Stainback, (1989) pose the question "cm the complexity of learning 



interactions be examined discretely and controlled entirely?" Education 

is social and we learn in context with people (Janney,Snell,Beers, & 

Raynes 1998). Direct instruction teaches very specific skills and should 

be used in conjunction with other holistic approaches. 

. .  . ons. Modifications and Accommodations 

The purpose of a modification or adaptation is to enable an 

individual to compensate for intellectual, physical or behavioural 

challenges (Bradley etal. 1997). The modification allows the individual to 

use existing skills to acquire new skills. As teachers become skilled at 

adapting the curriculum, they begin to see the multitude of possibilities, 

since modifications made for one student usually benefit several students 

in an inclusive classroom (Fuch et al., 1995; Leyser.1 988). Bradley et 

al. (1 997) suggests the modification should FLOW: Fit in the classroom 

environment, Lend itself to meeting individual needs. Optimize 

understanding for the student and Work well with the activity planned for 

others in the class. 

There has been considerabte emphasis on how to include al1 

students in the social life of the classroom but considerable less attention 

given to how al1 students can be involved in actively learning in inclusive 

classrooms. Adapting the curriculum to promote optimal and meaningful 

learning is crucial at the Jr. High (Gr. 7-9) level. Students are expected to 

obtain information more through a lecture and note-taking format. 



supplemented by texts. These emphases can pose a considerable 

barrier to the inclusion of students with significant disabilities. A good 

teaching practice would be the ability to adapt the curriculum to 

individual needs and capitalize on the learning opportunities in a given 

classroom. These opportunities could be academic. corn m unicative, 

social, or motoric (Villa, Udis. & Thousand, 1994). 

Adaptation to the physical environment must also be in place for 

students with disabilities. A desk which does not fit or areas of the room 

which are not accessible, gives the student a feeling of not belonging. 

Accommodation differs from adapting in that here you only modify 

the delivery of instruction or the method by which the student responds or 

performs the skill. An example of this is giving a test orally or allowing a 

student to type it out on the cornputer. Accommodations are usually 

made to help the student overcome physical barriers and does not 

significantly change the content or the cognitive difficulty. Teachers 

should be flexible enough to make these accommodations quickly 

throughout the lesson so as not to hamper the students learning. 

In the past, assessrnent was the responsibility of experts usually 

clinicians, who confirmed or established a diagnosis or label for a child 

having difficulty in the regular class. Tests were generally standardized 



and/or developmental in nature and results indicated where a student 

was functioning as compared to an average same age peer (e.g., a 14- 

year old may be labelled as functioning at 2-3 years of age). It is difficult 

for a teacher to use this information to plan a program for a student. 

The move to inclusive schools now requires the regular classroorn 

teacher to be the primary professional. in collaboration with others. who 

assess the students progress and develops an appropriate program. 

Andrews & Lupart (1993) reports that an increased emphasis on 

process assessment and a greater ernphasis on practical classroom- 

based assessment, has resulted in more uçeful information with respect 

to program planning and intervention. Portiolio assessments are one 

strategy for conducting assessments on a performance basis (Bradley. 

1997). Samples of the child's work are kept throughout the year (s) and 

the student's progress is based on individual personal growth. Students 

with disabilities can then be rnarked and assessed on their own ability 

and performance (Sale &Carey, 1995). 

Stainback & Stainback (1996) suggest building a community of 

learners is critical to establishing inclusive schooling. Teachers play a 

major role as mediators and facilitators in creating a cornmunity of 

learners. "Both instructional and environmental factors interact with 

student characteristics to frame the students learning experiences 



(Christenson. Ysseldyke & Thurlow, 1989). The quality and quantity of 

instruction and degree to which an environment is constructively active 

can substantially influence the educational experience of students with 

special needs. 

lmplicit in the rneaning of inclusion is belonging (Kunc, 1992). All 

students should participate in setting rules (rules about how to relate ta 

others in humane. respectful and caring ways), designing the room and 

being responsible for what goes on inside the classroom. Teachers need 

to provide a classroorn which is safe and orderly and where everyone 

looks out for everyone else. 

Truesdell (1 988) loo ked at positive eff ects of school organization 

and climate on the mainstreaming experience of middle school students 

over a period of 3 years. He found in most mainstream classrooms, that 

students had equal status and pursued common goals. 

One of the basic components for building connections and 

friendships is that people are in close proximity and have frequent 

opportunities to interact with each other. Unfortunately, frequent 

opportunities and close proximity are not always sufficient for children 

and adolescents to feel cunnected to each other and to build a network of 

friends. 

Several tools have been used successfully to facilitate such 

connections and eventual friendships. These tools are designed to tap 

into the creative energy of students and educators. Circle of Friends, 

Making Action Plans (MAPs) and Planning Alternative Tomorrows with 



Hope (PATH) are three person-centered tools which assume that 

everyone is valued (Pearpoint, Forest & O'Brien. 1993). It is a set of tools, 

which engage students, parents. and teachers in developing a shared 

understanding of a student. There is a cummon vision of that student, as 

an active leaner who enjoys the benefits of class membership and 

contributes to the class. These tools begin with the assumption that al1 

persons belong, al1 people can learn, everyone benefits from being 

together and diversity is one of Our most critical strengths (Kearney & 

G uran, 1 992). 

Research suggests that Peer rnediated learning is another 

approach frequently used in mainstream classrooms to include al1 

students, regardles of the severity of their disability (McMillan & 

Schurnacher. 1993). Students may be used in the capacity of peer tutors, 

cross-age tutors, data collectors, peer buddies or helpers (Downing, 

1996). Peer tutoring is not one sided and there are are many benefits for 

both (Deshler & Shumaker, 1986). At the Jr. High level students can 

help as lab partners in a science class, be in the same study group, or 

simply accornpany the student from one class to the next. 

Sometimes specific social skills need to be taught to al1 children in 

an inclusive classroorn. Some areas to be addressed are positive 

interaction style, establishing areas of compatibility, taking the 

perspective of others, sharing and providing support. trustworthiness and 

loyalty, conflict resolution and specific friendship skills. Students with 



disabilities need to learn the modes of communication used by a 

classrnate so they will feel more cornfortable in initiating interactions and 

remaining in these interactions for longer periods (Malouf & Schiller, 

1995). Instruction to the whole class may be necessary for learning how 

to use another persons' augmentative system. teaching accommodation 

for physical disabilities, becoming aware of unique sensory loss in 

individuals and understanding unexpected and undesired behaviour. 

Although ffiendships cannot be forced, their development can be 

encouraged, nurtured and facilitated in educational environments. A 

sense of community and belonging is possible with the leadership of a 

warm and caring individual, who puts forth the effort to involve al1 

students in the classroom and school activities. 

Friendships are treasured by children and adults everyw here. 

Although easily taken for granted, the importance of friendship is clearest 

to those who lack such relationships in their [ives. The education of 

students with and without disabilities in shared environments has brought 

the need for meaningful relationships to the forefront. 



CHAPTER I l l  

RESEARCH PERSPECTIVE AND METHODS 

The purpose of this study is to learn about teacher perspectives of 

relationships between best teacher practices and inclusive classrooms. 

This includes how the teacher presents materials. develops 

expectations, evaluates progress and interacts with al1 the students in the 

class. 

Qualitative research methods were appropriate in order to learn 

directly from teachers how their particular teaching styles, practices and 

beliefs' impact on their ability to foster inclusive classrooms for al1 

learners. With qualitative methods the researcher enters the world of the 

people he or she plans to study, gets to know. be known and trusted by 

them, and systematically keeps a detailed written record of what is heard 

and observed. The qualitative study involves ongoing data collection 

analysis and modification of the research design. Qualitative methods 

produce descriptive data, that is, the words and observable behaviour of 

the informants. It involves intensive data collection on many variables 

over an extended period of time, in a naturalistic setting (Gay, 1987). The 

researcher can collect this information primarily through in depth 

interviews and participant observation sessions (Bogdan & Bi klen, 1 982). 

Qualitative research relies on detailed, accurate and extensive 

field notes. They render a description of people, objects, places. events, 

activities and conversations. The research findings closely represent the 



words and actions of the informants and are said to be "groundedn 

information (Gay, 1967). 

What is leamed is also not reducible to a set of variables or 

statistical relationships. It is the meaning of a particular situation to a 

person who is enrneshed in it (Bogdan & Bilken, 1982). ln order to learn 

about the perspectives of others, the qualitative researcher uses a 

'naturalistic' approach. Efforts are made to develop a rapport with the 

informant and to minimize the effect of the researcher upon the setting. 

Another adult in a classroom can be very obtrusive, and intimidating to 

other teachers and students. The researcher knows that shenie will 

somehow influence the informants and continually tries to account for this 

during the collection and analysis of the data. "If you treat people as 

'research subjects' they will act as research subjects, which is different 

from how they usually are" (Bogdan & Biklen, 1982). 

Qualitative researchers try to suspend their own perspective and 

learn directly from the world view of the informant. The qualitative 

researcher must hold hisher own biases and beliefs in abeyance. 

Bogdan & Biklen (1 982) cal1 this procedure 'bracketing". In asking 

questions. a qualitative researcher aspires at times to an intellectual 

naivete (Lutfiyya, 1 989). 

Qualitative research methods are different from quantitative ones 

that wllect data with specîfic questions in order to answer or test 

predeterm ined hypotheses. As qualitative research relies direct1 y on the 



words and actions of people, it emphasizes validity (Goodwin 8 

Goodwin, 1 996). 

esipn of the Study 

A study using qualitative research methods begins with a broad 

outline and direction of approach rather than a specified study design. In 

using a qualitative approach, researchers do not begin with a working 

hypothesis or even a set of expectations to be proved or disproved. The 

researcher avoids going into a study with hypotheses to test or specific 

questions to answer. believing that finding the questions should be one 

of the products of data collection rather than assumed a priority. The 

researcher does star& with a question or questions that he/she wants to 

learn about. in this case, the relationship between teaching practices and 

successful integration at the Junior High level. Thus, the study itself 

structures the research (Bodgan & Bilken, 1982). 

Initial interviews and observations were meant to cover a broad 

range of topics and cast a wide net. Specific teacher practices and the 

ability to facilitate successful integration in the classrwm form the broad 

questions of this study. To gain an understanding of this process, I tried 

to learn the perspective of teachers involved in integration in areas such 

as. how they view teaching students with disabilities, what strategies 

they use and what their thoughts and feelings are in this area. 'There 

are many times when we wish to know not how many or how well, but 

simply how" (Jaeger, 1988, p.7). 



The instruments for this stuây were designed to respond to this 

question. The purpose was to observe the environment and examine the 

educational perceptions and experiences of classraom teachers who 

had students with disabiiities in their class. 

The purpose of observational data is to describe the setting that 

was observed, the activities that took place in that setting, the people who 

participated in those activities. and the meanings of what was observed 

from the perspective of those observed (Peshkin. 1993). 1 attempted to 

continuously note the teachers behaviours and interactions with al1 

students and support personnel as they occurred during the observation 

periods. Extensive field notes were produced from 4-45 minute 

observations in three separate integrated classrooms. These intervals 

were assigned in consultation with the classroom teacher and equally 

distributed during mornings and afternoons over five weeks of 

observations. Four observational periods, with each teacher, were used 

to minimize the effects of a 'godn or a "bad" day. 1 tried to learn more 

about teacher practices by noting in brief, descriptive, non-evaluative 

ternis: behaviour, activity and interactions the teacher had with everyone 

in the m m .  

One assumption made was that I would have an initial meeting 

with the classroorn teachers before the taped interview and observations 

in order to develop a rapport with them. 1 would then arrange for a taped 

interview to collect descriptive data, narrative accounts in the 



informants' words, that would outline their experiences. However, the 

first meeting with al1 three informants turned out to be very lengthy and 

contained gmd descriptive data of their personal history, views on 

teaching and on integration. I developed and good rapport with al1 

informants at this first meeting which in al1 cases lasted over one hour. 

Therefore I immediately began my field notes after these meeting. This 

information also influenced the questions that 1 was going to ask at the 

taped i n te~ew .  As a result. there was no easy and logical progression 

to the meetings. intewiews and observations. I developed a list of 

questions and probes based on what I learned from the introductory 

intewiews with each informant. 

Establishing rapport did not seem to be an issue with the 

informants who proceeded to share intimate details of their past and 

present teaching experiences and personal life from the onset. 

Idemfyna l nformanb 
. . 

The informants for this study were drawn from a suburban school 

division in Winnipeg, Manitoba, which is an urban center of 

approximately 670,000. The division serves about 6000 students in 18 

schools of which 6 are Junior High. 

The division includes a diverse population. Residents Vary 

across 

all socioeconomic groups. There is a rich cultural mix with a 

predominant German Mennonite population both in staff and students. 



French, German and Ukrainian Immersion Programs are offered. The 

division offers a combination of mainstreaming in the home school, 

cluster programs and segregated settings for students with disabilities. 

There are 150 provincially designated Level 1, 2 and 3 students in the 

Division. This figure would include students with multiple handicaps and 

emotional tbehaviour disorders. 

The informants were selected by the Assistant Superintendent 

and the Director of Special Education from the six Junior High Schools in 

the Division. They nominated three teachers, who in their opinion. had 

successfully integrated students with disabilities (Level 2 & 3) into the 

classroom at the Junior High level. The criteria for 'successful' is based 

on the assumption that the principal, the teacher, the student and the 

parents all see integration as a positive experience. 

The data for this study were collected primarily through informal 

meetings, taped interviews and observations. After the Superintendent 

and the Director identified potential informants, I contacted the Principals 

at the respective schools and set up a meeting. The two Principals (two 

teachers were from the same school) were extremely helpful and gave 

me background information on the school and the teachers 1 was to work 

with. This information was also put into my field notes. Once I gained 

permission from the Principals I contacted the three teachers by 



telephone. briefly described rny study, and set up initial meetings. They 

al1 agreed to meet wiM me that week. W k n  I met with the first informant , 

Mr. Brough. I was prepared to describe the study and hoped to have him 

sign the permission form. As it turned out the Principal had already 

talked to hirn about the study and he was very excited at being 

nominated and began at once to share with me his philosophies and 

teaching experiences. When I contacted the other informants. Mrs. S. 

Cumming and Mr. CBradly, l experienced similar situations. At the 

conclusion of the initial meetings dates for the taped interviews had 

been set up and I had developed a positive rapport with al1 the teachers. 

Interviews 

An interview is a purposeful conversation, usually between two 

people that is direct& by one in order to get information (Bogdan & 

Biklen, 1982). The interview is used to gather descr~ptive data in the 

subjects' own words so that the researcher can develop insights on how 

subjects interpret some piece of the world. The interview questions were 

adapted from sources in the literature (Giangreco et al., 1993; Bogdan & 

Biklen, 1982) and modified to meet the purpose of this study. An open 

ended interview format was used (Appendix A) . 

The informants were intewiewed before the observations to help 

develop a rapport with them before entering their classrooms. I started 



by asking each person the same question. "How did you corne to choose 

teaching as a career?" However, after that the intenriews were al1 

different. The teachers had no problem with my taping the interviews and 

easily discussed their persona1 lives and careers. I intewened with 

some probing questions during the interview to allow for clarification or 

elaboration only when I felt one of my questions had not been 

add ressed. 

Initial meetings and interviews of the two teachers at the same 

school took place in their classrooms either before or after classes or 

when they had a prep. The teacher at the other school also held the role 

of acting vice-principal (due to the illness of the Principal that month) so 

the initial meeting and the interview were held in her office. Field notes 

were written up as soon as possible after these taped inteMews. 

All three agreed to allow me to corne into there classrooms for 4 - 

45 minute (one class) observational periods. These dates spanned a 

period of 6 weeks. 

The observation 

In ethnographies, the goal is to accurately and completely 

describe a setting or group of people (Bogdan & Biklen, 1982). 1 was to 

observe in the following classrooms. Mrs.Curnming taught a Gr. 8 

ianguage Arts class of 23 with 3, level 2 students with disabilities at 

Anderson Junior High. Mr. Brough taught a Gr. 7 Social Studies class of 

21 with 2 level 2 students with diçabilities at Pembina Junior High. Mr. 



Bradly taught a Gr. 8 Social Studies class of 17 students with 4 level 2 

students with disabilities at Pembina Junior High. The observations were 

scheduled so that I could observe these same classrooms for 4 periods 

of 45 minutes each. Despite the complexity of a Junior High tirnetable 

the observations went very well and only one had to be rescheduled. 

No taping occurred during the participant observations sessions 

in the classrooms. Traditional field-notes were written up immediately 

following the sessions. 1 t r i 4  to continuously note the behaviours of the 

teachers, and their interactions with the environment and al1 students as 

they occurred during the observation period. 

Data analysis is the process of systematically searching and 

arranging the interview transcripts. field notes. and other materials that 

you accumulate to increase your own understanding of them and to 

enable you to present what you have discovered to others. One of the 

hallmarks of qualitative research is the ongoing process of data analysis 

(Lutfiyya. 1989). It is done while data are being collected, although there 

is an intensive period of analysis towards the end of the study. Qualitative 

researchers must develop systematic ways to keep their collected data 

organized and specific data retrievable for the purposes of analysis. 

In order to manage the data gathered in this study. I used Claris 

Works 4 (data base), a computer-based system designed to code and 



manage text data. I also used a systematic hanging filing system as well 

as matrix charts. 

My data consisted of a meeting with the Principals, Mr. Howie 

and Dr. Spencer, an initial meeting with each Teacher, three taped 

interviews with the Teachers and twelve, forty-five minute observations in 

the classrooms. The data was collected between April 2 and May 

15th. 1998. l nteMew transcripts, field notes, and memos were submitted 

to my major advisor who read them and gave me feedback on my 

activities as a researcher. 

All data from interviews, observations, audio tapes and 

miscellaneous field notes was analyzed and each line coded under 6 

major headings and 23 sub headings (Appendix 6 ). These headings 

were developed directly from the data and are said to be grounded in the 

data. Using this process of category creation I could refine, define and 

explore research ideas, find text relevant to complex ideas, pursue 

hunches in al1 directions, and formulate and test hypotheses. 

A set of hanging files was set up for each teacher under each of 

these categories. Observational data was colour coded blue and data 

obtained from taped interviews, red. This allowed me to keep separate 

information based on what teachers said and what they were actually 

observed doing. Once the 300 pages of data was coded I began cutting 

it up and placing it in the files under the respective headings. 

I then took out the matching files on each teacher and reviewed 

them to see if their were any similarities, consistencies or emerging 



themes. For example, in the file under the heading of 'Structure of Day', 

sub heading. 'classroom management', I found several slips of paper 

describing teachers standing by their overheads saying things like, 

"Ladies and Gentleman your attention please". As I read and compared 

each file. similarities and consistent themes began to emerge. From 

here I was able to formulate some hypothesis. 

Also, throughout the data it became apparent that teachers were 

using certain strategies over and over. I jotted these down and came up 

with a list of practices and behaviours that were reoccurring in each room 

and again are said to be grounded in the data (Appendix C). These 

practices and behaviour were then placed down the side of a large 

matrix with the headings, constant, often, occasionally and seldom 

across the top. 1 then reviewed the original data in the files and placed 

stickies with the respective teachers name on the appropriate matrix box 

whenever one of the teachers used the strategy. In order to provide 

examples of this matrix, I reduced the size and replaced stickies with 

numbers and was able to formulate statements reflecting the number of 

times the behaviour was reported. 

Using the above methods, data was systematically examined and 

unfolded in a manner which enabled me to present a picture of the daily 

experiences of teachers facilitating integration in their rooms. 



CHAPTER IV 

INTRODUCING THE INFORMANTS 

The subjects for this study were three Junior High classroom 

teachers nominated from two Junior High Schools. The Schools partly 

reflected the Divisions diversity. Anderson Junior High has a population 

of approximately 250 students and is located outside the city limits in a 

new upper to middle class neighbourhood. The houses are modern, 

rnbstly two story with two car garages. The landscaping is lush with 

strategical ly planted trees, shrubs and flowers. 

The school itself is drab in cornparison to the expensive houses. It 

is a long one story building with srnall windows and only one visible 

door. The dull brown brick and stucco is in need of a paint job and the 

windows and doors are dirty. There is a lot of graffiti on the outside walls 

and the sidewalk is strewn with litter. Beside the walk, a once grassed 

area is now full of weeds and bare dirt patches. 

Pernbina Junior High has a population of 550 and is located in a 

lower to middle class neighbourhood within the city. The housing 

consists of modest one story homes, side by sides, three visible sets of 

row housing and two high rise apartrnents. The yards are small but well 

kept 

Pernbina School is larger but of the same architecturally design 

as Anderson School. However, the similarity ends there as this school 

has freshly painted trirn and very white stucco. The windows are clean, 



the walls and sidewalk free of graffiti and the well maintained lawn shows 

no signs of litter. The playground is very large and consists of two 

baseball diamonds and two large areas marked with white lines which 

could be used for football or soccer. 

Each teacher has from two to four Level II students with disabilities 

integrated into at least one of their classes during the day. The students 

designated special education studentç by the Division receive Level i I 

funding from the Province. Students must first meet the criteria of having 

a significant cognitive delay in order to have a special education status 

within this Division. Students with physical disabilities. ernotional 

behavioural disorders or other learning disabilities without significant 

cognitive delays are referred to as students with special needs and are in 

the regular stream. They may or may not receive special programming. 

The Division offers a variety of Special Education Programs at the 

Junior High level. In consultations with the Director of Special Education. 

and Principals, parents can choose to send their child to the home school 

or to one of three cluster programs. These programs range from 

segregated classrooms to partial and full integration. 

The three students designated special education at Anderson 

School are attending their home school. There is no special education 

teacher and the principal determines which classes they will attend. 

These students each received two hours of paraprofessional support 

throughout the day. The resource teachers works with them on their basic 

skills in a program called ICBS (Individual Curriculum in Basic Skills). 



In contrast. Pembina School has a large Special Education Program 

consisting of two special education teachers. twenty-one students and 

four paraprofessionals. The students are al1 enrolled in the Special 

Education Program and the principal, special education teacher. 

classroom teachers and parents decide which subjects the students will 

be integrated into. Special programming in basic Language Arts, Math. 

Work Experience, Community Referenced instruction and Lie Skills is 

provided by the special education teacher in a separate rwrn or out in 

the community. These students receive continuous shared 

paraprofessional support throughout the day especially when they are in 

the regular classroom. 

Within these Division and School Administration guidelines each 

of the nominated classroom teachers organized their integrated 

classrooms to fit tt-ieir students and their individual needs. 

In the form of bnef descriptive narratives I will introduce the 

classroom teachers (al1 of the informants are referred to by pseudonyms) 

and attempt to convey their attitudes, beliefs and perceptions of their 

teaching experience in an integrated setting. The information that follows 

was derived primarily through initial meetings and interviews with the 

teachers. 1 conducted the interviews first as I wanted the teachers' 

perspective of what they thought they were doing to facilitate successful 

integration. By gaining some insight into their beliefs and attitudes I 

would be less likely to put my interpretation of what I would observe in 

the classroom. Observational data of actual events follows in chapter V. 



S A U Y  CUMMING 

Anderson Junior High 

As I walked down the quite halls I noticed that the inside of the 

school did not reflect the same untidiness that was evident outside. The 

floors were sparkling clean with no signs of litter and students art work 

was tastefully framed and hanging in straight orderly rows along the 

hallway walls. 

Sally was waiting for me by the office door and greeted me with an 

outstretched hand and a big srnile. She was a heavy, well rounded lady 

in her forties. She wore no make up and her round smiling face had a 

bright fresh look to it. Her dark hair was cut short with full bangs and the 

sides brushed behind her ears. A large comfortable looking knitted 

sweater hung loosely over a pair of stretchie slacks. She wore fow 

heeled shoes that were well worn and tooked very comfortable. At the 

time it struck me that she was rather casually dressed for a VicePrincipal. 

She laughed nervously and said, 

Hello, you must be Linda, corne into my office. I can't 

quite get used to this new role ..having an office and all. 

Let's sit back here it's less formal. 

l followed her ta the corner of the room where we sat at a round 

table with two chairs. Her office was small but bright, because of a large 

window behind her desk. The office was very neat with only one file on 



the desk and no signs of other paper work in the roorn. There were some 

neatly stacked books in a book case. 

She explained that she likes the variety that administration offers, 

but misses the individual interactions with the kids. Also since it is only 

ternporary and part time she didn't feel she was doing either job well at 

the moment. 

I explained to her again what I was attempting to accomplish and 

how she had corne to be nominated. She was genuinely surprized that 

the superintendent had nominated her to take part in this study. Her 

comment was, 

Sornetimes you think no one out there knows what or 

how you are teaching. it's nice they know who 1 am at 

least. I know they give me more than rny share of 

EBD (her phrase) and special ed kids because as a 

principal once told me, 'You can really teach these 

kids and they are always happy in your roorn'. I don't 

think I do anything that special .. 1 just ... well. .. like to 

teach ...... al1 kids. It will be wonderful to have this 

opportunity to talk to someone about rny students. 

This initial statement, '1 don' think 1 do anything that special .. 1 

just ... well ... like to teach ...... al1 kids', turned out to be a reoccurring theme 

throughout this study. I also noted that right from the beginning she 

referred to the students as 'my students'. She went on to explain that she 



didn't see herseff as an expert and was not a special education teacher 

and in fact had never had any training whatsoever in special education. 

However. from her very first year of teaching she has had students with 

disabilities in her class. in her own words she clarified that the students 

were not physically disabled but had various mental disabilities, learning 

disabilities andior behaviour problems. 

I asked her how she came to choose teaching as a career and 

she talked openly about her early dreams of becoming a teacher and in 

the course of our conversation, shared many of her beliefs and attitudes 

about teaching. 

She always knew she wanted to be a teacher and can remember 

admiring an older cousin who was a teacher. She had basically raised 

her brother and sister and admitted that she knew she was, 'good with 

kids'. She had k e n  teaching for 23 years, 21 in her present Division 

and 2 years before that on a Mennonite Colony. Seventeen of those 

years were in elementary. She now teaches Language Arts and Social 

Studies to Gr. 7, 8's & 9's. She elaborated, 

I enjoy teaching these two subject areas ... my major at 

University was Geography and I have a real love of History. 

It's also nice to be able to integrate the L A .  with Social 

Studies. You can do projects and if you go to the Library to 

look up information and writeup reports, well there is your, 

LA. 



She shared a cute story with me about her early years in 

teaching. It went something like this, 

I remember my first year, I had graduate with a B.A., 

attended normal school and immediately got a job on 

a Mennonite Colony. The Superintendent told me that he 

would be observing me on a weekly basis. He was a very 

stern looking man who never spoke or smiled. he just sat 

at the back of my room. Anyway when 1 walked into class. 

well there was my first exposure to a special ed student. I 

was teaching grade three and this poor boy had been held 

back. He was over 6 foot and about 1 4 years old. 1 was 

terrified, not because of his size but they told me he was 

labelled TMH. 1 thought what am I going to do with hirn and 

then the Superintendent walked in to observe. Well 1 just 

jurnped in, it was drive and determination. I had to do a 

good job. So 1 began to gear things to him so he could 

participate in wha: the other kids were doing. I didn't have 

time or even know how to prepare separate activities for 

him. I treated him like everyone else and expected him to 

behave like everyone else and well, we had a great year. 

The Superintendent never said a word one way or the other 

but came in less and less and then in June gave me a 

contract for September. I guess since then I just expanded 



on this theory and kept the kids basically doing what 

everyone else was doing. 

She emphasized again that although she has always worked 

with students with disabilities she has had no special training and claims 

what she learned has al1 been on the job. She made the comment that 

the University should incorporate more student teaching since she 

believes you can learn a lot more about teaching while in a classroom 

than taking a course. 

These early experiences seemed to have set the direction for 

Sally's teaching career and she finds it very rewarding working with 

students with disabilities. She explained. 

I am able to do something for these kids that other 

teacher can't. That feels good, because maybe 

they (other teachers) don't have the patience..or they 

have a higher stress level.. .personality conflicts. 

She is aware that some teachers never get students with 

disabilities but realizes that it wouldn't be fair to the students to put them 

in with certain teachers. She continued, 

Administration looks at teachers personalities, if you 

are a yeller and a screamer you won? do well. If you 

are sameone who is calm and enjoys working with special 

eci students then you will do well. It's really al1 attitude. 



She wasn't sure she knew exactly what it was she was doing but 

she seemed to know what it was the other teachers were not doing, 

I know some teachers who after 10-20 years get a special 

ed student.. . and think I can't do it I'rn not trained. Well it's 

not the training.. .itls attitude. 

She told me that she has had students with serious behaviour 

problems. in her class and described them as kids no one else could 

handle. She thought the non-violent crisis intervention strategy worked 

for her, but went on to say, it is not something you c m  teach people 

especially if teachers have conf rontational attitudes. 

I asked her what it was that she did different for the student with 

special needs. 

I really don? know, I treat everyone the same.. . .actually.. . . rny 

expectations may differ when it cornes to actual 

assignments but this is true for al1 kids. Not everyone can 

give 100% al1 the time. So 1 accept and respect what they 

can give at a particular time. 

She admits she really doesn't know what it is that makes her able 

to get through to the kids. She placed a strong ernphasis on getting the 

students to feel successful, If the work seems too hard the students will 

shut down because they think or know that they can't do it. Just reducing 

the amount of work makes no sense to her. 

Hey..if you can't do the work, like math then you can't 

do one question never mind tan. 



While talking with me she realized that it must be her own 

particular style or philosophy of teaching that makes the difference but 

she agreed it was hard to define and she didn't know how to put it into 

words. She tried again to verbalize what she was doing. " 1 just treat al1 

kids as if they can and will learn. Hey, we al1 need help". 

She believes the first thing is making the student feel welcome and 

making the environment non threatening. Next you have to get them 

feeling good about themselves. She sometimes has to teach them skills 

to get along socially before she can teach curriculum. 

I asked if she though the kids were benefiting and learning by 

being on a modified or adapted regular curriculum. 

Oh, definitely, I am convinced that it is very important for al1 

students to have expectations placed on them. 

She began speaking quickiy, put her hands in the air and went on. 

They really surprise me sometimes. I will give them what I 

think they can handle and just by participating in the class 

they are able to take it further. No one believed or expected 

that they could handle the concepts of the regular 

classroorn. So.. .. . my answer to your question is yes, most 

definitely and teachers should just teach to everyone and 

go from there. 

Sally spoke with pride as she told stories of students exceeding 



her expectations. One such story was about Jordyn. a student with 

disabilities and her success with a Shakespearian novel study. She 

bragged to me that Jordyn had done the same test as everyone else. the 

only difference was that the para had helped her read the Novel. Then, 

Sally's eyes lit up and she seemed to sit taller in her chair and continued, 

I was su very pleased for her and she was thrilled. In 

a special class she would never have been exposed to this 

level of literature. She would be stuck going over Gr. 2 and 

3 material for ever. But she seemed to enjoy the way some 

of the strange words sounded and she really did 

understand the overall storyline. We helped bring her to 

her potential. Perhaps down the road this will help her to 

choose a vocation. It showed her strengths and gave her an 

appreciation for good literature. 

The more we taIked and the more she verbalized the more she 

was able to forrn concrete thoughts about what it was she was doing in 

the classroom. She realized this herself and thanked me more than once 

for allowing her to talk about what she did and analyse her own teaching 

styie. 

She had started out by describing herself as doing nothing special 

but as she talked you could see her ideas and perspectives coming out. 

She was partially right in that she did nothing special just for the students 

with disabilities. She in fact had such a solid. consistent philosophy of 



teaching that it allowed her to develop a unique teaching style that was 

'special' for al1 her students. She was beginning to get the idea of what it 

was that she was doing to create an environment for al1 learners. 

I then asked her to define what skills she thought a teacher 

needed to be able to teach a child with a disability. She began. 

First of ail you have to do your best as a teacher. I think that 

is important ...y ou need to be the type of person to go with 

the flow ... to be flexible and yet keep the basic structure. I 

think personality has a lot to do with it.. ..calmness in a 

person.. . . and not to get flustered.. and you do, you do get 

flustered at times ... but I don't think you need to be a yeller 

and a screamer ( this was a phase that she used a good 

deal). You keep trying you don't give up on yourself or the 

kids.. . because when you get something that works.. why it 

feels GREAT!!!! (the word started deep in her throat and 

came out slowly almost like a growl. 

Then she brought her brows together and her voice became 

serious. The words came out clearly and she looked right at me while she 

spoke. 

I think you take into consideration other peoples feelings 

and respect for that other person ...g ive respect and you get 

respect back..this is a big asset a real important thing. Also, 

you have to believe it yourself that it (integration) is going to 

work . I believe it is going to work. 



I asked what she saw as the most important positive aspects of 

integration. She thought long and hard about this one. She was 

sitting still looking off to one side and then she said in almost a whisper, 

It's very positive.. ... . .. ... for everyone. Its good in the fact that 

they give to the others.. . they give acceptance.. . we have to 

have acceptance of others ... we have to know that al1 of us 

are diHerent. We ail have limitations and we have tu accept 

others' limitations.. .we are al1 unique.. . we are al1 very 

special people. 

She went on to talk about how other students might think things 

aren't fair when some kids get preferential treatment. She would point 

out to her students, that everyone learns differently and everyone at some 

time will need special help. She also says she explains certain 

disabilities to everyone and others accept and see the difference. 

I then started asking her questions about how her program was 

structured. She explained that since there was no special education 

teacher she was responsible for students programming when they were 

in her room. Twice a year she would meet with the principal. the resource 

teacher and other classroom teachers (Phys Ed and Applied Arts) and 

each subject teacher would submit their portion of the Individual 

Education Plan. The resource teacher would then collect these and 

compile the I.E.P. and fiIl out the funding form. 

At the beginning of the year the principal would tell her who was 



in special education and what level of funding they would receive. She 

was told they had to be on a modified program. She laughed and again 

threw her hands up in the air and said. "That's about al1 the direction I 

ger. She went on to Say that administration usually decided to integrate 

the students into Language Arts and Social Studies and then she 

laughed and added, "and. .... .. .guess who teaches L A .  and Social 

Studies!" She went on, "just kidding . . . . really.. . . . . 1 dont mind . . . . to me they 

are al1 just kids." 

She had one class in mind that she wanted me to observe. It had 

23 students. including 3 level II students designated special ed. The 

students did receive para support throughout the day but Sally found that 

she could manage without a para most of the time. 

She described the students with disabilities to me and interestingly 

she didn't use any labels or technical terms. She thought they were 

reading at about a grade 3 level but with much higher comprehension. 

She didn't elaborate as to why she thought this. She described Jordyn as 

a sweet young lady with very low self esteern who was doing very well 

especially in her reading. Then, with a twinkle in her eye and a laugh in 

her voice she talked about Rob. It seemed he was a very,very, active 

student. He was hard to keep on task but really very well meaning. Then 

her voice dropped of few octaves and the smile vanished from her face as 

she described Evan. 

Evan ......... Evan is very quiet, actualiy withdrawn. I 



wony about him. I have to make a special effort to include 

him and yet be sensitive to the fact he is a loner. If I didn't 

include him and question hirn directly.he would just let life 

go drifting by. 

Then she perked up clasped her hands and took a deep breath 

and added, 

But then I have others in the room ...g ifted ones who can be 

hard to motivate or are al1 over the place. The special ed 

students don't have any unique problems that most of the 

others students don't have at one time or another. 

Sally told me that she structured her class in such a way as to 

make sure that she incorporates everyone. She realizes that most kids at 

the Junior High level get off task very quickly, 

... they have too many other things on their minds ....... l 

really need to be on ail of them al1 the time. The lesson has 

to be interesting and changed often to hold their interests. 

She says she generally starts off with some whole class 

instruction, making sure the goals and instructions for the lesson are very 

clear. It's important that she have everyone's attention before giving 

instruction. She explained, "1 just stand and wait . .if I have to ..but they 

generally get the message." 

One of her strategies for everyone, is to break everything into 

small chunks of information and repeat it as often as necessary. Then she 



allows students to work in groups or pairs. She feels they need this in 

order to get started. She makes sure they is always one or two in each 

group who might have a good idea and get everyone else going. 

She was Iooking fonvard to my coming into her classroom but 

didn't know if I was going to get the data I needed. She didn't feel that 

she did anything out of the ordinary once the lesson started. Again she 

started to try and verbalize what it was she was or wasn't doing. 

I just do what I think good teaching is al1 about and I have 

never had any of my superiors comment in any negative 

way and in fact 1 get a lot of support. So what you see may 

not be what you are looking for but it will be for the most part 

what 1 would do every day. I'm fairly consistent. I like the 

kids to know what to expect and get into routines. 

She appears very confident in her teaching ability and 

reinforced this by telling me that it would not bother her rny being in her 

class. 

1 do what I do. A lot of teachers are afraid or have a fear of 

special ed. They think they might fail these kids somehow 

and be ernbarrassed by not being able to teach them. 

1 asked her if there was anything she would like to see in her 

school to help her with integration. She said the only thing she misses is 

not having anyone else in the school to talk to about students with 

disabilities. Someone to share strategies with and someone who might 



help put some humour back into the situation and she emphasized that 

you do need humour and some fun. 

Sally had laughed and smiled a lot while we spoke. This gave her 

the appearance of being relaxed and easy going. She said she doesn't 

yell or get angry and after meeting her it was hard to imagine this soft 

spoken lady k i n g  angry. 

Sally seemed genuinely interested in my research and the 

possibility that rnaybe it would help others. She immediately set up the 

four observational dates and said I was welcome in her room anytime. 



DAVE BROUGH 

Pembina Junior High 

The school seemed even bigger once 1 was inside and I was soon 

lost in a maze of hallways. The inside of the school was as well 

maintained as the building and grounds were outside. Students work was 

visible everywhere. On the office windows, framed and hanging on the 

wall or displayed thernatically on bulletin boards. There were also 

numerous posters about including al1 leaners. There were some 

depicting students with physical disabilities interacting in classes. lt was 

very quiet with only the odd student or teacher quietly going about their 

business. 

I arrived at the main office about five minutes before my 

appointment. Dave was standing just inside the office and I could see 

hirn pacing back and forth and rubbing his hands together. As I entered 

he said, "Hi, are you Mrs. Mclean?" 

"Yes I'm tinda" I replied, and only then did he smile and put his 

hand out to shake mine. Corne down here and we will find an ernpty 

dassroom. I followed him down one of the many halls. 

He was about 5ft. 7in., of slight build and approximately 30 years 

old. He was extremely well groomed and neat. His hair had been 

recently cut and the edges were very straight at the neck and the sides 

were perfectly shaped and cut just above the ears. His cloths were 

immaculate and although it was almost noon, they still looked freshly 



starched and ironed. He wore a designer pale green dress shirt, with a 

srnall band at the collar. His dress pants were pleated, cuffed at the 

bottom and hung as if they had been tailor made for him. There was a 

sharp edged crease down each kg. The colour of the shirt and pants 

were of the same hue and blended perfectly. His oxford shoes looked 

new and had a fresh shine to them. He was wearing small gold rimmed 

glasses. The only jewellery was a plain gold band on this left hand. 

We went into an empty classroom with long tables where he pulled 

out a chair for me and then sat on the other. We tafked for a few minutes 

about my study and like Sally he was surprized that administration 

suggested I observe in the class. I told him the Principal had a couple of 

names but recommended his class because as he put it, "DaveJs classes 

are always interesting". He was not as surprized at this comment and 

was very aware that his Principal supported him fully. 

I didn't elaborate to Dave at this point but the Principal, Mr. Howie 

had spoken very highly of Dave. He told me that it didn't matter what you 

put in front of him. he did a good job mainly because in his opinion, Dave 

loves teaching, he loves al1 kids and truly believes everyone can 

succeed. He added that Dave has very high expectation for everyone 

including himself . 

Dave told me he had never really thought about his teaching 

strategies or mores specifically strategies that he uses directly for 

students with disabilities. He reflected for a moment, looking off to the 



side, gathering his thoughts. He had his brows together and a serious 

look on his face when he continued, 

I don't think its so much the strategies, because . ... . .weII.. I 

am changing them al1 the time ...... to keep interest up .... what 

I do consciously think about though is my management 

styie. I am the first to admit I am very structured and 

expect ... or if you like .... even demand high quality work at al1 

times from all my students. 

As with Sally, he did not talk about kids as being in separate 

categories. He referred to them as 'al1 my studentsn and hadn't really 

considered using different strategies for students with disabilities until I 

brought it up. 

I asked him how he came to choose teaching as a career. His 

body language began to show signs of becoming very tense. He sat up 

straight in his chair, and clasped his hands together tightly and placed 

them on the table. He cleared his throat twice and had his eyes fixed on 

his hands. He began speaking hesitantly almost as if this were a test and 

he wanted to be sure to give the correct answer. 

1.. . .. . . 1.. . . .. . recaII back in Grade 8.. . . . .1 really liked Phys Ed and 

my gym teacher calleci me a 'Gym Rat'. 

He paused and looked up at me and their was a hint of a smile at 

the corners of his mouth. He continued, 

I just remembered at a very early age that I wanted to teach 



Phys Ed. Whether it was admiration that I had for my gym 

teacher coupled with the fact that I thought I would be very 

happy spending most of my life in the gyrnnasium ..... . .this 

is ..... is what probably made me think of teaching. 

He sat back in his chair took a deep breath and released the grip 

on his hands slightly. He looked directly at me now and gave a full smile. 

It seems he was pleased with his answer and now maybe slightly more 

cornfortable in this interview we were engaged in. I pushed on, "So did 

you go into education right from High School?" 

Dave, sitting straight and stiff again in his chair and looking directly 

at me, "Yesn. 

Silence . ... This was going to be a little more difficult than rny last 

meeting with Sally where the information flowed srnoothly. 

I continued in a more interview type format. "and how long have 

you been teaching?" 

Dave said, "This is rny 12th year." 

'Have you been with the same division the whole time?" I asked. 

He looked down at his hands and clasped them tighter, 

lnitially I had one month in St. Vital.. . .a short term in June.. . 

when I first got out of Universi ty.... a teacher had broke his 

kg.. . . . . it was at G lendale School.. . . .but othennn-se. .. .....y=.. . . 1 

was in this Division. 

Dave answered with short comments, never really finishing a 



sentence. He is moving about in his chair, taking short little breaths. and 

clasping and unclasping his hands, looking down more than at me. 

We continued in this manner for a few more minutes and most of 

his early teaching and background information came out. He had taught 

Phys Ed for 6 years and then started the transition into the classroom by 

teaching one subject, Social Studies. It was his decision to go into the 

classroom. He had been teaching Phys Ed for three years in a team 

teaching role and although he found it to have advantages he also found 

it stifling. Being fresh out of University he had his own ideas about what 

he wanted to do in the Gym. He needed and wanted a change and 

somewhere deep down he said he knew he always wanted to be a 

classroom teacher. Since then he has been in the classroom and has 

enjoyed it so much he would never go back to the Gym. 

His breathing had become more relaxed and he had sat back in 

his chair and put his hands casually on this lap. He teaches Grade 8 

Social studies to six classes which totals about 155 students. He 

majored in History at University and even after al1 these years he is still 

very passionate about the subject. He expressed this to me by saying 

Every year I get really excited about some of the major 

projects we do ... the students always surprize me and bring 

out a new angle or perception. 

I asked him when did he first have students with disabilities in his 

classroom. He seemed to remember it very clearly. 



It was my second year of teaching Phys Ed and we had a 

young lady with Spina Bifida. This situation . . . . . . . having a 

severely handicapped student.. . . . . .was very unique to Our 

school. Up to this point we had flot had physical or mentally 

handicapped students in the school. She was a delightful 

young lady and ... well we never had any difficulty 

incorporating her into activities. Her para was excellent and 

whatever we did, shooting basket. floor hockey etc. she 

participateci in from her wh08l chair. I do remember 

she enjoyed coming into the gym and I guess that's what 

really counts. 

Until this time he had never really thought about integrating or 

teaching special education. He had never had any formal training in 

special ad. He did remember some course content at the University in 

adapting lessons and modifying expectation but he could not recall every 

using any of that knowledge. He felt the information was far too general 

and there was nothing he could pull from it to incorporate this young lady. 

He explained it this way. 

I guess we learnt the theory, which isn't a bad thing, but 

nothing practical to incorporate on a daily basis. We just 

took each day as it came and tried to get her to participate in 

what everyone else in the gym was doing. Maybe it was 

easier in the gym, l don't know.. . . .and the other kids . .. ..well 



they al1 wanted to take turns playing with her. That was 

never a problem. Perhaps one doesn't need a degree in 

special ed.. . . . just a high energy lever. 

After this comment he sat back and actually laughed. I then asked 

him if he had any recent inçervicing at the Divisional level on integrating 

students with disabilities. 

Yes. actually to the entire staff just last month a two day 

inservice on the New Dimensions of Learning, and 

Differentiated Instruction. For me it was very beneficial and 

they left us with some documents which was neat to see .... 

now prior to this one . . .there has never been anything at 

this school like that. Of course we do have the large special 

ed program running here. and well .... . those two teachers 

.. ..they are excellent ... and they help us on an individual 

basis. 

I asked him what it was that he did differently for the students 

with special needs in his classroom. He became very pensive again and 

his body stiffened, his hands were clasped tightly once more and he 

stared down at his hands trying to formulate an answer. Finally raising 

his head up slowly and looking at me he began by saying that he did not 

want to take too much credit for any success he might be having because 

to him it was the work of the excellent paraprofessionals in his room. He 

went on, 



... at the same time if I feel that I'm having success with 

students with difficulties it's because . . . . . . . . I really treat thern 

no different.. ... so anything I might be doing to motivate or 

persuade or appeal to the regular Stream migM be working 

for these kids as well. ... . . I do tend to sit down with thern 

individually early in the year just to get to know them and 

maybe preface the course for them. But then I do that with 

any student I see may need specific interventions. I do 

h o p  I can give you what you are looking for, but quite 

honestly I don't do anything differently for the special ed 

students. What I have been talking about here I do for 

everyone, they must tow the line too. 

Since the special education prograrn began in the school several 

years ago, he has always had students with varying degrees of physical 

and mental handicaps integrated into his classroom. He has also had a 

number of students with serious behaviour problems.. . Audents that that 

no one else could handle. He doesnft mind that him and maybe one or 

two others in the school tend to get students from the special education 

program. 

He feels proud that the administration thinks he has the skills to 

offer very challenging students. He finds it very rewarding. He never 

thought of it in terms of more work. He believes the bigger the challenge 

the better the teacher has to be. 



I then asked him what specific skills he thought people needed to 

successfully integrate students. He began to share with me some of his 

deeper personal philosophies on teaching. He told me he believes in 

kids and knows they al1 want and can learn. He adrnits he has very high 

standards for al1 his students both academically and socially but he States 

that his students have always risen to those expectations when given a 

fair chance. He alço has very high standards for himself. He believes 

that when students see him giving 100% of himself and supportîng them 

whenever possible they barn to trust and the stage is set for life long 

learning to take place. 

When it comes to assignments he insists they take pride in 

their work and do the best they can. He also insists that al1 students 

behave in a respectful manner while in his classroorn. In return he lets 

the student know he respects them. He says he tries to give them a piece 

of himself and what he is al1 about. 

He then asked if he could talk for a moment about his father-in-law, 

since a number of his attitudes and beliefs have come frorn him. I said of 

course and the story that followed went some like this. 

......... ...... I mode1 a lot of my teaching after my my father-in-law 

..... who is a man who grew up during the war.. he is a 

painter.. ... .now ....... he is the type of individual who takes 

pride in what he does and that is the theme of this course 

and that is very clear to the students and I guess 1 have 



learned so much from him about doing a a good job 

whether you are a talented carpenter or just building a 

box.. ... .it doesn't matter.. . . . you learn to be very meticulous 

about your work and know that it is very important. ... 1 want 

my students to develop this work ethic, this respect for 

themseives. Kids today well.. . . . . . . I guess its to the point 

where if I brought him into the schwl ..... l would be very 

uneasy and embanassed I suppose .... for him to see the 

behaviour of çome of our young people in a place of respect 

..... and I guess thatfs why in this classroom .... respect and 

pride are a big thing to me. 

Dave was surprising calm as he shared this with me. He was 

confident talking about something that he obviously believed in. I then 

asked hirn what specific teaching strategies he uses that allowed for 

successful integration in his room. How was he able to establish this 

mutual respect? 

Looking at me directly and smiled slightly. He said in a slow even 

voice, one which contained a hint of confidence and assurance. 

Now I feel I can answer you with some confidence. I am 

very confident in my approach to teaching. It is consistent 

and structured but for me it works. First and foremost I feel it 

is my job to be the best teacher I can and motivate my 

students to learn. Once I do that then it is the students 

responsibility to do their share. 



He told me that he still finds each day of teaching exciting. He has 

a little ritual that he carries out everyday in his car on the way to school. 

He thinks to himself. "What can I teach the kids today?' He looks for a real 

meaningful lesson. He listen to the news. picks a story and then tries to 

plan a mini lesson around it. Sometimes, he admits there is just no way 

that it fits into the days lesson from the curriculum so.. . . .he says .. .he just 

forgets the curriculum and goes with what he considers the more 

valuable news story. He laughed and says the kids love it because they 

think they are getting out of real work. 

He says he wants kids to learn how to learn. He realizes they will 

forget a lot of the content in the curriculum but if he can give then a belief 

system to work by and show them that taking pride in their work is a worth 

while attribute then he feels he has done a good teaching job that day. 

He went on to clarfi, 

A good student isn't one who necesçarily gets the high 

marks on a test. These kids have only learned how to 

memorize.. . . they may not be able to transfer this skill into 

everyday situations. Also answering questions is not a job 

related skill as such. 

He says he plans his assignments and projects very carefully. He 

doesn't want his students projects marked and siting on a shelf. He 

wants them to be able to use this information in everyday Iife. 

As we talked his thoughts became clearer to him and he was able 



to verbalize the following strategy which may be a due as to why he is 

successful with students in special education. He continued. 

More so than with the regular stream kids I feel I can give 

them skills they will need in the real world because I don't 

have to spend al1 my time on curriculum content with them. 

This life long learning approach was very similar to Sally's 

philosophy as well. He believes in kids and knows they al1 want to and 

can learn. 1 then asked him what skills he thought a teacher needs to 

posses in order to work effectively with students with disabilities. 

He began imrnediately by saying that teachers needed to take 

pride in their jobs and do the best they can. He felt it was his 

responsibility to make learning fun and exciting for students. If he is 

excited about teaching then this will spill over to the kids. He said, 

You can't just teach to the ones who want to learn, thats 

easy. You must reach everyone. that's the hard part, the 

challenging part of being a teacher. it is rny job to teach 

each and every student in the roorn so they can reach their 

maximum potential at whatever level that might be. 

He wasn't sure if if was a strategy or not but he though it was his 

responsible to maintain complete classroom control at al1 times so that 

everyone had the opportunity to learn. He knows no one is learning 

when a teacher has to devote most of the lesson to discipline or dealing 

with one or two individuals. He says he will not tolerate students 



behaviour getting in their way of others learning. He explained. 

This is a big thing to me.. . . . 1 am very sensitive.. . and the 

minute I sense that a student begins to give any kind of 

negative attitude .... .it maybe a rolling of the eye. a shrug of 

the shoulder.. . . . . l stop it immediately. 1 do not let things 

escalate, I will give 100% of my attention immediately and 

stop the behaviour fight away. It is their responsibility to do 

the very best they can and it is my job to help them get there. 

He feels this method realiy works and if he deals with the little 

things he doesn't have to deal with big issues. He doesn't think kids have 

a problem with this and ha stated that he never had a student who he had 

not developed a good relationship with, even the difficult ones. He said 

once he disciplines then its over and he looks for an indication that the 

student is back on track and then he will praise, praise, praise. 

Again he asked if he could tell me a story that would reinforce what 

he had been talking about. It went something like this, 

Now some people think I am too much of a disciplinarian 

and too demanding. but that's me. I have a process that is 

consistent and it doesn't take students long to figure out 

cansequenœs in my room. At the first sign of a disruption 

will stop the class immediately, especially at the beginning 

of the year and let the student know in no uncertain terms 

that his or her particular behaviour is not appropriate and 



not allowed in my classroom. If they continue with another 

negative responses I ask them to step outside, because I 

really don? want to ern barrass them in class.. . . . . . .if they don? 

calm down out in the hall, we go into my little back room ( he 

laughed and rolled his eyes.. . . 

I joined in and said that çounds scary... 'The Room' .... he continued, 

At any rate I then give them a good talking to and set 

out my expectations of acceptable behaviour. Now this 

usually does it for ail but the hardiest (he laughed again). 

But every now and then I have to take the final step. 1 don? 

get mad or yell I simple restate that this behaviour is not 

acceptable in my classroom and explain that I will need to 

take hirn or her home and discuss with his parents the best 

possible way to get thern back on track. I then ask the 

administration to please find coverage for my room. which 

they always do, and I take the student to his parent. 

Sometimes this is at home but I have also taken the student 

to their parents work place. I once had a parent tell me this 

was interfering with their work. I explained I could 

sym pathize since his son's behaviour was also interfering 

Mth my work - which was to teach the student - therefore it 

woutd be in both our interests to find a solution. We then 

have a 10 - 15 minute chat, and I tell you I have never had 



to repeat this process more than once with a student. Word 

gets out fast among kids and I have only had to get to the 

final stages 3 or 4 times in the last eight years. When I look 

at other teachers taking up most of their daily teaching time 

on disciplining. well its not fair to any of the kids. After the 

first month or so I can honestly say we spend 950h of our 

class time on task. So that's a skill I think al1 teachers need, 

good classroom management. This is the only way 1 can 

maximize my teaching time and provide a good learning 

environment for al1 kids every day. 

He went on a little to tell me that he also feels some people get too 

caught up on al1 the research out there and are afraid a little discipline 

might mess up a students self esteem. They talk and talk rather than 

quick and swift discipline. He feels you aren't doing kids any favours by 

allowing them to rernain in this negative learning state. He adds that you 

can't give disciplining without praise and caring. If he has to discipline 

he also makes sure that student receive double portions of praise and 

respect when he see even the smallest success. He wants the students 

to know that they can learn and are welcorne in his class. He added, 

"yes that is the key .... l get respect and I give it backn. 

I asked him if he had found any specific strategies a teacher might 

need to successfully integrate students. He has been to numerous 

workshops but he didn't think any one had been better than the other. 



He teaches through whole class instruction, pairs, groups, direct 

instructior! or on an individual basis as needed. He believes once you 

have control of your classroom you need to concentrate on good clear 

organized lessons. The presentation of which could Vary. He doesn't 

think the Division offers enough inservices on developing organizational 

skills. He continued, 

1 don? mean to pat myseif on the back, buy my peers and 

administration have comment& as well that 1 have good 

classroorn management skills, also my lesson are well 

thought out and structured ... I consider this my responsibility 

and like I said I believe in doing a good job. 

For him the important part of teaching involves instructions and 

goals stated specifically at the beginning of each lesson with sufficient 

repetition that everyone clearly understands the expectation. These 

strategies should be used no matter what format you work in. Above al1 

he is adamant about the necessity of rewarding kids for taking pride in 

their work. He believes students should then be evaluated and given 

marks which reflect the amount of effort and degree of pride they took in 

work. 

Dave is surprisingly calm, his face is relaxed his hands unclasped 

and his breathing steady. He is confident and passionate about what he 

does and talking about his daily experiences as put him at ease. He finds 

it interesting that although he is known by students and peers as running 



a very disciplined classroom he has a wonderful rapport with his students. 

He has kids coming everyday just to talk and kids corne al1 the time to get 

help in other subjects. He also coaches basketball and the kids from the 

tearn and hirn have a great time. He summed it up this way. 

I treat rny own children the sarne way. (he has two young 

children 3 & 5). Lots of love, guidance and support but they 

must leam to tow the line. I tell rny students I will treat you 

like a parent and mainly because I really care about you. 

He says few kids have every let him down. He tries to be honest 

with the student and respectful. He believes you can't get what you don? 

give. 

I asked him if there was anything he would like to see in the school 

to help facilitate integration. He said rnost definitely the whole staff 

needed more inseniking on differentiated instruction. Many teachers had 

never had students with disabilities in their class and he felt every 

classroom should have a good mix of students because everyone 

benef its. 

We talked about the benefits of integration and Dave looks at it the 

other way. He could not imagine anyone having a reason why a student 

with a disability should not be in the regular classroom. He agreed that 

they do need special instruction sometimes and this is provided by the 

special education teachers. He then went on to Say. 

But how are kids going to learn about people and the rest 

of the world if they are off in segregated program somewhere 



He posed the question, 

What if you took a 'regular' kid and taught him separately al1 

the time - he would end up with a lot of facts which he 

probably would know well but what good would they be to 

him. 

Dave had a class of 21 including 2 students from the Special 

Education Program that he thinks I will find interesting to observe. The 

two students, Jill and John, have a para who accompanies them to class. 

Dave is responsible for what the students do in his room. He marks al1 

their assignments and gives marks on the school report cards. The 

special education teachers wnte up the I.E.P. and funding forms. He 

meets formally twice a year with the special education teachers to 

outline his program and evaluate the students progress. The also meet 

informally al1 year as the need arises. 

Dave described Jill as a students who has severe learning 

difficulties but is very willing and tries hard. His only concern was that she 

was very quite and did not interact much with the other students. She 

was very reliant on the para and choose to sit close to her. She did 

however, enjoy his class and was always attentive and on task. She did 

not actively participate in the classroom discussions but if he asked her a 

question directly she would always answer to the best of her ability. 



John on the other hand was much more active in the classrwrn. 

He participates in class discussions and has made a good friend whom 

he does projects with and always sits with. Dave reports that his reading 

skills and comprehension are low. He also requires a good deal of 

redirecting to stay on task but always tries hard and is cooperative. Like 

Sally, Dave did not use labels or categories when describing the students 

in special education. 

Dave said he structures the class so that he is always teaching to 

the whole class first. Once the parameters, goals, assignments etc. are in 

place then he may have different outcorne expectation for certain 

students. He pointed out that this may not always be specific to students 

in special education, others in the room have difficulties from time to time 

as well. All he expects is they do their best and take pride in their work . 

As our meeting drew to a close Dave stood up took off his glasses 

and rubbing his hands together said, 

I do hope some of this information is useful, I am still 

concerned that I really don? do anything special or 

separate for the special ed students. I hope you can get the 

data you need. 

His knit brows and pursed lips indicated that he was genuinely 

worried that al1 might be for naught. I assured him that our conversation 

had been very interesting and helpful and that I was looking forward to my 

observations. He then put his hand out to shake mine again and gave me 

a big smile and added, 



Oh. 1 am so glad. No one has ever asked me what I do or 

how I do it. This is a very novel concept. I really worried 

over what I was going to Say ... however. I am so glad I had 

this opportunity to talk to you about this. Everything is much 

clearer in my mind as well. 



CLlNT BRADLY 

Pem bina Junior High 

Clint taught at the same çchool as Dave and both had told me that 

they were good friends. Mr. Howie had recommended that I observe in 

Clint's room because in his opinion Clint was able to include any type of 

child into his classroorn and had been doing so for years. Mr. Howie also 

said Clint had an open door policy and there were paras, parents. special 

ed people and himself in the room all the time. He was sure it would not 

bother him to have me observing in his room. He added, "He has a 

wonderfui way with kids." 

My first meeting with Clint was in his room. He was sitting behind 

his desk, hunched over a pile of papers. He was dressed in a casual long 

sleeved cotton knit shirt. The three buttons at the neck were open and a 

white undershirt was visible. He wore baggy khaki pants and cornfortable 

looking brown leather loafers. A large pair of horned rimmed glasses sat 

on his nose. He looked up over the top of his glasses, "Hi. you must be 

Linda, well corne on in, where would you Iike to sit." He stood up and 

waved his arm in the direction of al1 the desks. He was a large big boned 

man in his forties, about five foot 10 inches and in what appeared to be 

fairly good shape. He had short dark hair and a round friendly smiling 

face. 

He sat back down at his desk and I sat in a chair facing him. He 



irnmediately began talking about 'his kids' as he referred to them. I didn't 

have to initiate the conversation at all. He said he just didn't know where 

to begin because the group of kids he has this year are just incredible. 

He obviously had a class in mind and continued to tell me how everyone 

in the class, not just the students with special needs. had done so far. 

He talked quickly and in a loud voice. He used lots of body 

language, waving his hands about and moved about a great deal in his 

seat. He also laughed and srniled a good deal. In the very first few 

minutes I could tell Clint was very excited about teaching. He talked with 

enthusiasrn in his voice about his job and the subject he teaches. 

He opened a large day book and flipped to the back where there 

were rows and rows of marks. "Look here" he said, pointing to the last 

four names which were repeated page after page. "These are the special 

ed studentsn. He went on to explain that they had completed every 

assignment that the rest of the class had done. "Now, isn't that just great." 

He stopped and took a breath and continued. "Oh, I'm sorry, I should let 

you talk, find out what it is you need to know." 

I assured him I had no formal process in mind but there were a few 

things I would like to know about him. "Shoor he said. So I asked hirn 

how ha came to choose teaching as a career. He began, " 1  don? think I 

every thought about it when I was younger as something 1 wanted to do 

for a long tirne." While he was at University he found himself interested 

in courses like sociology and psychology as well as history and physical 



education. So after he graduated with his B.A. he felt it a naturai 

progression to go into Education. He had done some coaching in 

basketball and hockey and really enjoyed working with kids. After his 

B.ED. he spent another three years in Physical Education. In al1 he spent 

a total of seven years at University before he started teaching. He 

remembers at the time thinking he probably wouldn't teach for too long. 

He went on to explain. 

I thought I would do it for a little while before I found 

something else to do and.. . . here I am 25 years later.. . (he 

laughed heartily).. ..and you know there is nothing I really 

would want to do that is as important and exiting to me ..... 

still ... as working here with these kids. 

He continued talking about his career. He had began teaching in 

this Division part time as a substitute and was then hired at another 

school were he worked for 13 years. He has been zt this school for 12 

years. He has always taught Social Studies at the Junior High level. He 

has never had any special training or courses in special education. 

There has been some training recently at the school because of the New 

Dimensions of Learning and he found this useful. He went on to explain 

that he usually always has students with disabilities in his class. 

All I know is that these kids come into the room at the 

beginning of every year with a label attached to them and 

this doesn't usually mean to much to me because without 

formal training I don7 know what this means anyway. 



He told me about a special education class that him and two other 

teacher fan once in the school. Mostly it was for kids with sever 

behaviour problems. It only ran for one year, he wasn't sure why it was 

disbanded. "Maybe money", he reflected. He really enjoyed that year 

and although it was demanding, he felt they made significant positive 

changes with these kids. "These kids were finally coming to school and 

they were learning." I asked him what he thought he did that really 

helped these kids and he said basically, 'we gave then a place were they 

could feel safe and succeed." 

I asked him what specific strategies he uses with the students with 

disabilities to integrate them successfully in his present class. He 

answered, 

My first reaction would be to say I don? do anything special 

or different for these kids ... l mean by that, nothing I wouldn't 

do for every kid in my class. I don? treat them any different 

and 1 don? use specific strategies with them. 

The initial comments from Sally, Dave and Clint were almost 

identical. He further explained that he expects al1 kids to do the tests, 

assignrnents and project. He said with the help of the para ail kids do 

turn in the assignment and write the test. He became very excited raised 

his voiœ and hit his first on the desk saying to me, 

These kids are doing it .... they are succeeding in the 

classroom, and if you ask why I guess its because I expect 



them to. I don't treat them any differently when it comes to 

how they should behave. 

He though some teachers overlook bad behaviour because these 

kids have a label or are in special ed. but he thinks that is wrong. He 

believes al1 students can behave in a socially acceptable manner if 

expectations are placed on them and consequences in place. He firmly 

believes that these kids have been cheated in the past because teachers 

and parents didn't put high enough expectations on them. He continued. 

I enpect respect and positive attitudes and I in turn give 

respect. I corne to work with a positive attitude and really 

geared up and I expect the same from all my students. 

He says he continues to be amazed at what they can al1 do and 

the amount of work they do. He daims that with a little bit of praise and 

encouragement these kids just take off. He continued, 

I think a lot of these kids have been told for a long time, you 

don? have to do this work its too hard for you or you won? 

be able to do the work so we will give you something else to 

do instead. This makes them feel really dumb. I've heard 

well meaning resource people Say its not important if they 

hear that part of the lesson or not. they won? be able to do it 

anyway. 

He feels when a child hears this enough he begins to believe it. 

When he challenges these kids they meet the challenge and are very 



proud of themselves. He added with a twinkle in his eye and a big smile, 

"and so am 1." 

I asked him if he thought the students with disabilities really 

benefited and were learning from the regular curriculum. He started to 

laugh and then explained that he wondered how rnany regular students 

benefited by the curriculum. He felt the cuniculum is good but cautioned 

that even before kids leave the course they will forget at least 60% of the 

facts and as adults we probably could only recall about 20%. He said 

what we need to do is teach kids how to learn, be life long learners. He 

explained, 

If they need to do a job today what do they need to know 

and how will they go about it. I believes they need real life 

problems solving skills. 

He always tries to make the curriculum fit a real life situation. He 

sees no point in memorizing facts and dates we may never use. but 

emphasizes the need to get the mind going and to know how to learn. 

He tries to relate his classes towards real life situations rather than 

jumping through the hoops of the curriculum. He went on to explain, 

But seriously, yes, definitely the kids l e m  so much 

being in the regular class. They would not be exposed to 

all this information if they remained in special classes. Just 

because they can't read the material doesn't mean they 

don't understand it. 



He was amazed over the years just how much these kids were 

getting out of the lesson. They didn't wony if theirs wasn't as good as 

the next person. They were just glad to have been able to try. He never 

saw the other kids in the class tease them about the outcorne or quality of 

their work. 

He started talking about how beneficial integration was for the rest 

of the class. He doesn't think the other kids worry that these guys might 

be getting more help they just accepted what is going on and realized 

these kids need help. 

I have always had some lower end regular students and 

integration has helped because I can group kids together 

sometimes and they al1 work at the same level or I group the 

special ed students with very gifted kids who act as peer 

tutors. No matter how you group them there are advantages 

for everyone. 

He said that this year the majority of his class was at the lower end 

of the academic scale and he was able to slow the lessons down a little 

and everyone benefited. 

I asked him what skills he thought a teacher might need to 

posses to facilitate successful integration. Again he had a big srnile and 

started to laugh. 

You need to be able to pick a great para. (He laughed 

loudly) No, seriously this is important. l give so much credit 



to the paras who work with the students and myçelf. They 

are the real teachers for these kids. They know them better 

than anyone else. I work very closely with the para and the 

special education teachers. 

He thought another skill teachers need to have is a good 

knowledge of what they are teaching and they need to enjoy teaching the 

subject. He felt this was the key and added. 

at the end of a term or late in the day after you have taught 

the same lesson four or five times you better really like the 

subject or your life will be.. . . 

Also. he thought if you are knowledgeable you have a wealth of 

information on the tip of your tongue and you remember lessons that 

really worked and you can always find a different perceptive and make 

the lesson corne alive for the kids. A good teacher should be able to take 

the kids beyond the curriculum. He went on, 

On a personal note 1 think you have to be patient and 

flexible. However, you need a strong overall structure so al1 

the kids know what to expect everyday. 

He didn't feel that a good teacher should get angry at the kids 

because part of good teaching is to understand their behaviour and be 

able to turn al1 that energy into something positive. He doesn't believe in 

being confrontational with the kids. 

He said you can't confront kids you have to gain their trust. He 



thinks you can still have good control over the students without being the 

heavy. He says he does it by mutual respect not intimidation. 

We have a lot of fun in my room and sornetimes it appears 

to get out of hand, but I always demand respect and always 

make sure I give it to my students. 

He thinks that a teacher has to really like what they do and be 

excited about it. They should model good behaviour so students will 

learn how to take pride in what they do and live up to their own 

expectations. He worries that if kids don? have this. what will they do 

when there is no teacher or parent to set the standard. He tries to get 

thern to set their own standards and to take pride in themselves for their 

own rewards. To this end he lets the kids make up the classroom rules at 

the beginning of the school year. 

I asked him if there were any specific things he has tried. 

He said over the years he has found many things that work but just as 

many that didn't and this is still true today. He feels these are individual 

things. you cannot put into neat packages. He elaborated, 

It's a lot of different things for different kids. Some you can 

joke with, some you need to be straight with and others you 

just treat very gently. The big thing is that they al1 need ta 

hear praise over and over. That's why I can't Say for sure 

what it is that I do or don? do for special ed or regular 

students. I am still learning. 



He does teach to the whole class and then reviews and reviews. 

He says he repeats instruction three or four times or as many times as is 

needed. He also breaks the information down into little pieces. He then 

goes around the room and gives additional help to everyone. His 

expectations of them is that they do their best. He doesn't think you can 

push too hard, you have to gently bring them back. As long as he doesn't 

give them something over their head or too much at once he is ok. He 

repeated once again that the only thing he knows he does do is treat 

everyone the same. He respects them al1 and believes they can all leam. 

He gives them lots of praise for everything they do. He says he 

constantly tries to build self-esteem and self-respect. He appreciates 

their difference and limitation but expects them to work and be involved 

to some extent with everything that is going on in the regular class. He 

explained f urther, 

I don't think of these kids as really different. They are just 

kids. kids first who have been given a label. 

He told me he has a real passion for teaching, even after al1 these 

years, then he continued with his philosophy, 

I see kids al1 kids as wanting to leam ... of always questioning 

. . .always wanting to know.. . what if. .or what next. If they give 

up on learning they will give up on Me. If they don't care 

about school chances are they won't care about too many 

other things later in Ile. So you need to keep that spark 



alive you need to work at motivating kids and yes. some are 

more difficult to rnotivate than others but that's where our 

job becomes challenging and we must find a way. 

Clint has a very interesting class that he would like me to observe 

in. There are 18 students including 4 special education students. A para 

is always in the room with these students, although he points out she 

really works the room and al1 the kids love her and fight to get to work with 

her . 

He said at the beginning of the year the whole class seemed pretty 

low academically. Most of the students just weren't doing well because 

their behaviour was getting in the way. They had the lowest averages on 

test scores of al1 his classes. Then he suddenly opened up the day book 

and pointed to a row of names. He said, 

Look at these scores. They have the highest average of al1 

my classes now. Each and every student in this class has 

improved his or her average. 

He laughed and said that might make for a good research study. 

When he first started with these students in September he geared 

everything way down because he thought maybe the students couldn't 

handle anything more. Soon he found that everyone started doing well 

on little tests he was giving. Before he knew it, the kids behaviour had 

settled down and everyone was on the way up. He added, 

I still do a lot of repetition in this class and the activity level 



is very high but I allow the kids the movernent and the noise 

as long as work is produced and I tell you, it really is. 

He went on to describe the four girls, Carol, Linda Tara and Laura, 

who were in the special education program. He said they al1 had varying 

degrees of learning disabilities. Carol is also physically disabled and 

uses crutches. Carol and Linda have become friends and Linda often 

helps her in the halls carrying her books. Laura and Tara get along well 

but also interact more with the other students in the room. He is 

responsible for al1 the programming while the kids are in his room. He 

marks al1 assignments and gives marks for the report card. He works 

closely with the two special education teachers and had nothing but 

positive staternents to make about their excellent program. They al1 

rneets formally twice a year and in consultation with him, the special 

education teachers write up the 1.E.P and funding form. They are also 

available any time to support and discuss the students. The students 

receive instruction from the special education teachers in basic L.A., 

Math, Work experience and Cornrnunity Referenced Instruction. 

He says his day to day classes are quite structured and although 

he varies the presentation and uses different strategies he tries to keep 

certain things consistent so the students get to know the routines. He 

always makes sure he has their full attention before he begins instruction. 

Once he is sure everyone knows the instructions and expectations of the 

lesson, he let them work independently or in groups. 



As we summed up he again spoke with pride about his students. 

Yes, its a very interesting r o m  I hope you won? think they 

are too out of control. We have a lot of fun and I have a 

good rapport with thern but you will be amazed when you 

see the work I actually get out of thern. It's just they seems 

to need to be constantly talking and moving. I do believe 

that I can get them under control quickly whenever I want. 

They listen. 

As I thanked him for giving me his time so freely he interrupted by 

saying . 
No, it was really good for me. You don? often get a chance 

to talk tu others about you philosophies. Actually it was 

good to talk and brainstorm, I never really thought about 

what it was I was realîy doing or not doing..with al1 the kids. 

No one has ever asked me before. 

s and interviews 

During our first meeting and informal interview the three teachers 

had openly shared much of their backgrounds, beliefs and attitudes about 

teaching al1 students. There were definite differences in personalities. 

Sally and Clint appeared relaxed, 'low key' as Sally put it, and Dave was 

more poised and reserved. Clint and Sally let little things go in theirs 



classrooms where as Oave, stifle thern immediateiy. They al1 lovecl 

teaching and believed it was their responsibility to reach al1 students. 

They al1 found it challenging and rewarding working with difficult 

students. The belief that al1 kids want to and can learn was very evident 

among al1 three. They were proud of the students and took ownership 

for al1 the students in their room. 

Their backgrounds were slightly varied , Sally and Dave always 

knew they wanted to be teachers and Clint was not sure until much later. 

Sally had a B.A degree and then attended normal school, Dave had his 

B.ED and Clint had his B.A., B.ED and a degree in physical education. 

None of them had any training in special education. Dave and Clint had 

only worked at the Junior High level and Sally had split her years 

between Elementary and Junior High. Sally and Dave had taught for 

over 20 years and Dave about half that. All three were highly thought of 

by their peers and administration. They al1 displayed a high level of 

confidence in themselves and their ability to teach kids. 

Common themes were now clearly emerging when it came to their 

belief systems and attitudes. At times they even expressed themselves 

wRh the same phases. The most stnking similarity was the phase they 

used to descri be what they did diff erently for students with disabilities. 

"Nothing, I do nothing special for the students with 

disabilities that I wouldn't do for everyone else in the 

roomn 



They included al1 students unwnditionally. 

Sally, "kids are kidsn 

Ciint, "students are students" 

Dave, "they are al1 rny students" 

The one perspective that came out over and over was that in order 

to get respect frorn al1 students you had to give respect to al1 students. 

When asked to describe their particular strategies each teacher 

had major difficulty. None of them had every tried to verbalize what they 

did. They al1 expected every child to learn and believed they could learn. 

They did not think in terms of traditional instructional strategies such as 

cooperative teaching or whole language instructions but brought it back 

to a more philosophical outlooks they might have. They set the stage for 

learning, through mutual respect, fair expectations and exciting lessons, 

this was their teaching strategy. 

They did al1 agree that they used a basic consistent structure 

to establish expectations and routines. First they made sure they had 

every ones attention, then they gave clear instructions and goals at the 

beginning of the lesson. One strategy they al1 mentioned was that they 

would repeat, repeat, repeat the instructions and goals as many times 

as necessary. They al1 allowed students to work in groups and then they 

gave individual support as needed. 

During instructional time they used the same curriculum but al1 

mentioned they often went beyond the curriculum and tried to teach skills 



that all students could use everyday - life long learning and real life 

experiences they al1 called it. They each tned to instil the value of taking 

pnde in your work and doing your best. They did this by evaluating al1 

students on how hard they worked and the effort put forth rather than 

memorïzing facts for tests. 

They al1 set standards and expectations for behaviour and did not 

believe in spending time during the teaching day disciplining. They al1 

took a straight forward simple approach that inappropriate behaviour was 

not acceptable in class, end of discussion. They al1 believed they had 

good classroom management and control . 

The above information was collected from meetings and interview 

with the teachers to get their perspectives of how they viewed themselves. 



CHAPTER V 

CLASSROOM 06SERVATIONS 

The following chapter includes data which was obtained through 

observations in the three classrooms. It is hoped this information will give 

us a glimpse of what the teachers are actually doing to implement their 

beliefs and perspectives and facilitate successf ul integrating. 

Sally had described her classroom as being in a state of 

confusion and disarray since trying to fiIl the role of Vice Principal and 

classroom teacher. I did not find this to be the case. The desks were 

arranged in six neat rows and her desk stood at the front, neatly piled 

with papers and files. There were five large cards with definitions of the 

characteristics of a play, prominently displayed on the blackboard. 

Twenty timetables were neatly tacked to the wall by the door. There was 

one filing cabinet with colourful artificial flowers sitting on the top. A long 

bare counter with cupboards above ran along one side. The back wall 

consisted of two small windows with a huge bulletin board between. 

There was various maps and posters in both English and French around 

the room. On the days I observed, Sally was casually dressed in either 



shorts and runners or cotton shirts over stretchie pants. 

It was evident from that first day to see why Sally had the 

perception that she didn't do anything special for the students with 

disabilities. In fact, Sally did do a number of very special things that the 

literature supports as being good teaching strategies as well as effective 

strategies that ref lected her own personal perspectives and style. 

However, she did them for everyone. The following are bfief glimpses, 

obtained from my obsewations of a typical day in her class. 

The bel1 rang and within seconds the room was overflowing with 

students. They seemed in good spirits with much laughing, name 

calling, pushing and shoving. Each day whether or not Sally was in the 

room the students would come in and quickly take their seats. 

This grade 8 Language Arts class consisted of twenty airee 

students including Jordyn, €van and Rob, three Level I 1 funded special 

education students. All students sat in the same seats each day I was 

there. Jordyn, not talking to anyone took her seat quickly in the second 

row. She immediately started to get out her books. Rob was laughing 

and talking with a group of boys when he entered but then took a seat in 

row five away from this group. He immediately started talking to the two 

students beside him. Evan took a seat in row three, stretched his arm out 

across the desk and put his head down, not speaking to anyone. 

Her daily routine was structured the same way on the four 

occasions I observed. Her presentation of material was highly organized 



and her routines and classrmm management well established. 

She started the day promoting a positive climate by standing 

front and centre with her hands behind her back, smiling and looking out 

at the students. She would not Say anything for about two minutes. Then 

she would begin with, 'Ladies and Gentlemenn or "Good morningn. She 

would pause and continue smiling and looking out over the class. On this 

cue the majority of students would turn in the seats and begin shuffling 

through their bags getting out texts, paper and pens. Her expectations of 

the students were clear and they followed the routines. She would wait 

about another thirty seconds and then begin the day. On only one 

occasion did she have to make a second comment. Still smiling and in a 

firm but caring voice she added, "1  need your attention.. .. ..no&. Some 

students were still getting out supplies but the talking ended. 

Once Sally had their attention her routine continued. She would 

get as she called it "a few housekeeping itemsn out of the way. One 

morning she handed out notes to be signed by parents, another day she 

talked about the early dismissal. Her instructions were always straight 

forward, simple and repeated until she was sure everyone understood. 

For example: "1 need these notes f rom you parents back ..... .l really need 

them." She paused and then said exactly the same thing again. She 

would always check by saying, "1s that clear." Sometimes she asked a 

student to repeat the instructions. 

One morning during this time she handed back test papers. There 



was much moaning and groaning from the students. She said with a 

laugh, "Dont worry you al1 did surprizingly well" and with that the 

students began calling out things like, "Yeah right, like I'm sure" and the 

class became noisy. 

Evan sat up and smiled slightly. Jordyn was watching but did not 

change her expression. Rob joined right in and called out three times. 

The room had a cornfortable atrnosphere and Sally joked and laughed 

along with her students. When she wanted to continue she would gently 

bnng the students back on track. Smiiing, and placing her hands behind 

ber back she leaned foward and softly said, "Ok, Ok". 

The laughter died down and there was silence. Some were still 

getting organized. but no one was talking. Jordyn had her pen and binder 

out and with one leg under her, leaned over her desk looking directly at 

Sally. Rob had a binder on his desk but no pen, he was one of the last to 

stop talking. Evan had his binder out but his head down and looking off to 

the side. A boy at the back was playing with the blinds and two boys 

were looking at her but did not have their books or pens out of their bags. 

Once they were quiet she stood at the front and calied students up 

to get their assignment. There was much smiiing and laughing as she 

made generally positive comrnents to all. 

Excellent ... ... . . .Very Good ..... .. . . You can be proud of this 

Jordyn, but you do have one more due remember? 

Jordyn smiled and said, "Yes I know, it's coming." Sally continued, 



Terrifie.. .just keep on working.. . Kevin I 'm impressed 

nice try. ... . ..but Cory. what happened here, you just 

seemed to quit? 

He answered her with, "Yeah. I know - no time." She raised her eyes, "Oh 

really". They both laughed. Without being told most students including 

Jordyn and Evan put their papers in their binders. Rob stuffed his into 

his bag. 

This part of the day only lasted about five minutes and then she 

would return to the middle of the room, hands behind her back and with 

her established phrase continue. "Ladies and Gentlemen". . . . . . . . .and her 

head went from sida to side scanning the room. She usually only paused 

from 3 to 5 seconds before students were quiet and al1 eyes were on her. 

She was now ready to get into the instruction part of the lesson. 

She made especially sure everyone was listening and usually said, "Now 

I really do need everyone's attention". A couple of times she called out 

students names, some of whom were looking at her, some who were not. 

"Cory, John. Dustin are we ready? Good." 

Her actions confirmed that she was low key and not a 'yeller and 

screamerJ. She had very good control of the class and did so with only a 

few well chosen phrases and body language, that was easily read by her 

students. 

Evan was always slouched in his chair or had his head resting on 

his arm so it was difficult to tell if he was paying attention. Every now and 



then she would take two or three steps in his direction as she spoke. He 

always responded by either sitting straighter or giving her eye contact. 

She also used this technique on students who were talking or not paying 

attention. 

When she started her lesson. instruction and goals were clearly 

stated. For example, 

Today we are going to begin to write our plays and our goal 

wiil be to assign individual roles within each group. Each 

group will have rough character sketches to hand in to me 

by the end of the period. Is that clear? David. please tell me 

what I just said. 

David then repeated what she said in a shorter version. On separate 

occasions she asked Rob and Evan to repeat instructions but I did not 

observe her asking Jordyn. She continued, "l am going to give you the 

due date for the entire play." She paused as al1 the students began 

getting out their agenda books. She continued, "1 do not want excuses. it 

will be finished", she said raising her voice a I l e .  "1s that clear? Now. I 

want to see every agenda book out." 

She began to slowly move about the room iooking down at each 

student. She never just assumed the kids were on task she always 

checked. Her eyes darted quickly from student to student. She stopped 

beside Rob, his was out but not opened. Sarcasticaliy but with a smile 

she said to him, "It helps if you open it." He laughed as did a few others 

and he opened the book. 



As I would corne to observe the room was never serious or quiet 

for long. Either her or the students would interject with some humour. 

She seerned to have a wonderful rapport with the kids. Now it was her 

turn to have some fun. 

Everyone turn to this Friday . ....... that's tomorrow, she 

scanned the room, write 'play due in two weeks' ..... good ..... 

her voice got louder .... ..... .now turn to the following Friday 

and write. she paused and rolled her arms out toward the 

class coaxing the response from them ......... they said 

laughingly and in unison, 'play due in one week' .... ....... good 

. .... now turn to the following Thursday ... and . ...... what do we 

write in big.. .. big . . ... letters. she was tracing a huge letter 6 

in the air with exaggerate movements. The kids shouted 

'play due tomorrow'. 

She let her arms flop to the side and lowered her shoulders and 

gave out a big sigh. The kids were al1 laughing, she looked over at me 

and said with a twinkle in her eye, "1 have to go through this every tirne 1 

need them to rernember something." Çhe shook her head and continued 

laughing. It was interesting to çee junior high kids who are usually trying 

to be so cool have so much fun out of this simply act. 

She composed herself and went to the centre of the room and 

learning foward slightly with her hands behind her back she continued. 



'Ladies and Gentlemen1. She spoke with an even tone and 

the smile was gone from her face. "Joking aside. I do mean 

it is due ... no excuses ... do not ask if it can be handed in on 

Monday. I will Say no". Her expectations were very clear. 

The next major part of each lesson, was a whole class question 

and answer period which lasted about 15 to 20 minute. It was a fast 

paceû lesson and she encouraged kids to yell out answerers. 

Surprisingly they didn't get carried away and you could easily make out 

individual answers. Sometimes she would ask students who had their 

hands up, other times those sitting quietly or not paying attention. This 

strategy seemed to be effective in keeping students on task. She made 

every effort to include al1 students by asking everyone at least one 

question. 

Rob volunteered many answers. some good, some silly, she 

acknowledged three of them and wrote them on the board. Evan never 

volunteered but was watching the others intensely. Standing close 

beside him she bent down and asked hirn a question. When he 

answered with only one word she prompted hirn and got more. He smiled 

as she put his answer on the board. Jordyn sat very tall looking back and 

forth acrosç the room listening to the answers and following Sally with her 

eyes. She put her hand up once and Sally asked her on two other 

occasions. 

S he really worked at turning this into an exciting discussion. If an 



answer was wrong she never said tut would redirect the students' train of 

thought until they got the right answer. This often turned into a game of 

charades as she pulled information from a student while the rest of the 

class cheered them on. An  example of this follows. 

Sally asked Jordyn what she could remembered from her trip to 

the Parliament Buildings. Jordyn's first answer was. "Nothingn. Sally 

pushed. "Sure you can. just think bign and she raised her eyes way up to 

the ceiling in an exaggerated gesture. Jordyn just sat there. "Corne on" 

Sally insisted, "think ...... think ...... think ..... big ..... ... big ....... high ...... in the 

sky." Other students imrnediately began jabbing the air with their hands, 

Sally put her finger to her lips cautioning the others not to cal1 out. 

"Jordyn" she continued moving around quickly in front of her and 

waving her hands ... "big, shiny" ........ and al1 of a sudden a big srnile came 

across Jordyn's face and she actually jumped to her feet and shouted the 

"Golden Boy,The Golden Boy." Everyone laughed, Sally took an deep 

breath and sighed and Jordyn was just so pleased with herself she 

jumped on the spot twice before she sat down. 

She often used real life analogies to make connections with the 

curriculum. While teaching how to critique a play using a Rubric she 

used movies tike the Titanic to elicit ideas frorn the students. Another 

time a student called out Flubber and she took him up on it. much to his 

surprize. She laughed, "not my choice, but what the heck. Ok you are 

going to critique the play Flubber with me". He groaned and the class 



edged him on as they went through it. 

During the course of the day she would take opportunities to build 

on a students self-esteem. For example, if they took the chance to answer 

she made sure it was a positive experience. One time Evan answered a 

question very quietly and in one word. She however, seemed to know 

what he rneant and said, 

Good. very good, we c m  ail use that information. Class. 

like Evan just said, 

and she went on to paraphrase his answer more clearly. Evan sat up 

straight and smiling. He seemed proud to be giving an answer that was 

beneficial to ail. 

Sally talked often about having respect for students and 

demonstrated this by asked their opinion on things. For example, she 

asked the students for ideas on how she could make the field trip better 

for her students next year. She thanked them and said these suggestions 

would be invaluable to her next year. 

She was sensitive to the needs of the class and when she saw 

them getting restless, yawning, arms in the air stretching or slouching in 

their seats she would switch gears. Taking her familiar place at the front of 

the class with hands behind her back she asked for everyone's attention. 

'Ladies and Gentlemen . . .. . . . . . . how many have hit a brick wall and need to 

get into groups." Everyone perked up with a lot of stretching and smiles 

and then immediately started to senle back in their seats and the talking 



subsided. They knew she was about to give a mini review before they 

got into groups. She very quickly reviewed the information and restated 

the goals. She explained where they could find help. pointing to the 

instructional cards, the answers on the board or in one case an answer 

booklet from the field trip. 

Everyone in the class listened to the review intensely, there was no 

taking or shuffling paper or bodies. Rob had his head down for the most 

part. Jordyn was looking straight ahead at nothing in particular and Evan 

was sitting fornard in his chair with his chin in his hand and looking at 

Sally. Everyone was quiet and al1 eyes were on her while she talked. 

The class was now ready to begin working in groups. She had 

organized the day so that the students had visual dues and information 

in their heads before working independently in groups. The goals and 

expectations of work to be done in the groups was also clearly laid out 

beforehand. For example she pointed to the instructional cards when she 

told them they would be working on the plot. She then went into great 

detail to tell them how they would record their information. 

The recorder will put the word character and underline it at 

the top of the sheet and leave 5 or 6 lines .. . . then put setting 

and underfine it and leave 5 or 6 tines ... . then theme and 

underline it and leave 5 or 6 lines ... 

She continue this way with al1 5 headings. 

A quick view of the room showed two students looking down at 



their binders; one looking off into space; the boy playing with the blind; 

Jordyn chewing on her pencils and watching Sally; Rob moving about in 

his chair a good deal but for the most part looking at Sally. Evan was 

slouched his chair, feet sticking into the aisle, arms folded across his 

chest looking at Sally. 

She varied the organization of the groups each day. When they 

were doing the plays she prearranged the group with 5 people to a group. 

On another day she had kids turn and work in pairs and on another day 

they kids picked their own groups. Rob always interacted no matter what 

the set up .. Jordyn didn't Say much in the groups but smiled a lot and 

watched the others, she always did a good deal of writing. Evan did 

better when he was with one other student or in a srnall group, he gave a 

lot of eye contact and did talk more than in class discussions. She never 

put Jordyn, Evan or Rob in the same group. 

Her groups were highly structured and she made sure everyone 

contributed. She always assigned roles or instructed the students in how 

to assign roles. Her instructions were clear, 

You will al1 have a role, you need a recorder, you will need a 

person on two to type, others to collect props and costumes, 

everyone should have a role ... Dustin, Jen Jasmine, Chris. 

She would cal1 out names randomly, then ask, 

Do I make myself clear,everyone must contribute. Jasmine 

what were my instructions? 



Jasmine answered with. "Everyone must contribute." 

Sally continued, 

Good. now its clear . .the first thing you do is assign roles, 

recorder, typist. props Ok. begin . 

When working in pairs she suggest that one person look up the 

answer and read it out for the recorder to copy down and then switch this 

role after 5 questions. Sometimes Sally would change the role every 5 to 

10 minutes, saying, "Today the tallest person in the groups will be the 

recorder or the person who has said the least." Over the four days I was 

there everyone got to be a recorder. 

She never insisted that Evan be the recorder but one day she 

went to the group and said. 'Evan, you will tell the recorder everything 

she is suppose to write down." Then she laughed and continued, "Now 

Teresa, don? write anything down until Evan tells you." Evan smiled 

and sat up a little straighter, he began repeating what the others were 

saying. This was a great strategy for Evan who did not usually contribute 

verbally in the group. 

On only one occasion did I observe a student not wanting to take 

her turn as the recorder. Sally handled it very calrnly. Karen said, "Just 

because I'm the tallest, I don't want to be the recorder first". She was 

frowning and had her arms crossed over her chest. Sally overhead the 

comment and walked over to the group and bending over said quietly, 

"that's Ok. Karen can decline ... Jeff you be the recorder today" and without 

waiting for a response walked to another group. Karen quit frowning 



and Jeff picked up his pen, no one seemed put out by this arrangement. 

Getting into their in groups was another example of how routines 

and expectations had been established in her room. The students always 

rnoved quickly and efficiently into their groups. There would be about one 

minute of shuffling, talking and a rather high noise level and then quickly 

the dust would settle and there would be 4 or 5 Iittle circles around room. 

Once the groups were settled and working, Sally began working 

the room. She would give direct instruction when needed. lots of positive 

feedback and redirect often. For example: 

Now I understand this is a comedy but you can't have 

none stop laughing, your audience would becorne 

weak. 

She always commented on the positive content of their 

conversations. She visited each group about three times during the 15 or 

20 minutes. When she was at one group she would raise her head up 

and scan the room. If a group was too noisy or too quiet that's where she 

would go next. This was a very productive time for students and 

consisted of complete time on task. If the conversation was going well 

she stood behind smiling down at them like a proud parent. Her 

çtatements were positive. 

This is good, I like where you are going with this, why don't 

you try adding a bit more right here, this is a wonderful train 

of though you have going. 



She walked over to Jordyn's table. Perhaps she knew that Jordyn could 

not express herseif as easily as the others so she said. 

Jordyn your character looks a little weak. Why don't you 

give the recorder your information in point form just a 

description of your character and we can flush it out later. 

Jordyn smiled and proceeded, " tall.. very tall, and funny." Sally 

walked on to another group. She never gave answers just prompted untii 

she got what she was looking for. "This is good but do you really think it 

belongs under the theme?" The students gave various rational for it 

being under the theme. She wntinued, "Yes, Yes. I see your point but 

then what will you put under the plot? How will it be different?" One 

student responded with another point of view and she quickly added, 

"Yes, very good that is the difference between the plot and theme." 

She always reminded them of the days goals as the class was 

coming to a close. She was always very clear about what came next. 

Ladies and Gentlemen.. . pause.. . . we are almost out of 

time rernernber you have to hand this rough draught in 

today. €van what are we going to do now.? 

Evan answered, 'Hand in a rough draft." Sally commented, "Good". 

Each group seemed to have a student that also had the technique of 

redirecting or prompting. Sally said she always places one or Wo strong 

kids in each group but has never trained them as such to be peer tutors or 

mentors. "1 think they just pick it up from men. A good example follows: 



Kendra, who was the recorder said, "OK, what should I write 

next?" Rob gave a silly answer to which Kendra replied, "I can't put that 

down. lets do it without the swear words Ok." At another table Destiny 

said to a student, "No we won't have time for al1 that, how else could we 

Say it?' 

Discipline in her class did not seem to be a major problem 

She seldom wmmented on a students behaviour but dealt directly with 

the issue. For example she had ignored some gurn cracking until it 

became very obvious then she simple said, "Those with gum, get rid of it" 

and continued working in a group. Three students got up and spit their 

gurn in the garbage. 

Another time Sally heard Paul Say, "shut -up". She turned 

toward the group "Paul please change places with Bobn Bob imrnediately 

got up with a srnile on his face but Paul was glaring at the girl next to him. 

"Why men he asked. Sally continued, "Just humour me today Paul." With 

that Paul got up srniling and went to the other side of the group. She 

was not confrontational and was able to deescalate the situation before it 

got out of hand. However, she expected students to act respectful at al1 

times. Another conversation was getting a little off track, "Lets have a 

really ugly wife". . . . ."Yeh and you can play the part" .... "Oh shut upn.. . . 

Sally, who was on the far side of the room looked up and took a 

few steps towards the group. "John, we don't talk like that." John did not 

comment. Sally in a very low tone and no srnile continued, "Do we 

John?" 



John said "no" and cast his eyes downward. With a smile and a much 

livelier tone Sally said, "Thank you." The group got back on task and 

John had a slight srnile on his face. 

Her lessons were timed perfectly and the end of the day was 

always the same. About 23 minutes before the bel1 was to ring she 

would go to the centre of the room and looking out over the class Say. 

"Ladies and Gentlemen".. . . . some students immediately started packing 

their bags white others were desperately trying to write down the last of 

their work. she continued, "please finish up." She would usually wait 

about one minute, and then Say "Good, the homework assignment." The 

majority of students turned her way, there was still some shuffling but no 

talking. "Please pay attention, no excuses for not knowingn She lowered 

her voice and continued to explain the assignment. When she finished 

she asked a student to repeat the assignment. The bel1 rang but no one 

moved, she continued, 

Ok. before you go I want the rough draft from each group 

handed in and the desks back in neat rows. Thank you 

have a good day. 

The students exploded. Their voices loud and they al1 stood at 

once and for a moment it seemed like utter chaos, then almost as 

suddenly, students were leaving, the desks were miraculously back in six 

very straight rows and 5 students handed her a piece of paper as they left. 



She was at the doonvay smiling and talking to students as they left. 

Within a minute the room was silent. 

Each day was a reflection of the last and reinforced again that her 

class was highly structured and organized. However within that structure 

students had the opportunity to be active participants in their learning. I 

did not observe any down time and there was very little off task 

behaviour. Students handed work into her each day which included 

what they had done as a group and whatever individual homework 

assignment was due. 

Within the class the three students with disabilities were al1 

expected to listen to her instruction. display appropriate behaviour, 

participate in classroom discussion and work cooperatively and actively in 

their groups. Except for the time she allowed Evan to talk rather than 

record and Jordyn to give her answers in point form I saw no evidence of 

Sally adapting or modifying the work. Expectations were the same and 

Sally seerned to give them no more or no less attention than she gave to 

everyone else. The strategies Sally used like being highly organized, 

repeating , prompting, redirecting, humour and including everyone to be 

an an active participant and remain on task worked for the whole class 

and was very effective with the students with special needs. 



Dave Brough 

Observation 

Upon entering his room one could experience and reflect on the 

learning that had gone on over the years. Dave's room provided 

students with a wealth of visual information, it was an inviting roorn that 

cultivated learning. The same organization and attention to detail that he 

emulated in his personality and dress was evident in the physical layout 

of his class. 

Every wall was covered from floor to ceiling with students work. 

Mostly there were projects on Egypt. Sorne were huge ten feet by six 

feet, others were typed essays neatly tacked to the wall. The work was 

organized and each art piece was lined up to be visually attractive and 

follow various themes. 

He had stressed to me earlier that pride was the main theme 

throughout al1 his classes and it certainly was evident in his room. On the 

side wall a ten foot, red, white and black banner proclaimed. "The Most 

important Taol For Success Is The Belief That You Can Succeed'. Next 

to this were black and red striped letters four feet high and spread out 

eight feet, forming the word PRIDE. Along the bottom of the wall another 

ten foot banned spelled out, 'TAKING PRIDE IN YOU WORK SHOWS'. 

The art work spilled out into the halls where a large Canadian flag 

with the word PRlDE provided the heading across the bulletin board. 



Under this was an actual sweat shirt with the letters PRIDE, cut from fabric 

and sewn on. A large hand drawn poster titled 'New Dimension' 

depicted dimension one with teachers welcoming the students into 

classrooms and students hanging up their art work. There were 

commercial posters talking about how to succeed, at home at school and 

out in the community. 

The door itself was a work of art. Painted in bright oil colours was a 

large Egyptian mummy with pyramids in the background. There was no 

part of the original door visible. The frame around the door had also 

been painted in various bright colours. 

Rather than deskç his room was set up with two rows of five long 

tables. There were four chairs behind each table. He had a small desk at 

the front with a filing cabinet beside. The filing cabinet was covered with 

students school photos. On top was a single photo of his NO young 

children. Beside his desk was an overhead and a screen pulled down at 

the front. There were no windows in the room. 

I obsewed three times in this classroom and once in the cornputer 

lab. He allowed the students to sit wherever they wanted as long as they 

were attentive. He respected their feelings and said sitting next to 

someone you didn't like was not conducive to learning. Most of the 

students sat in the same seats on the four occasions 1 was there. Their 

were two students, Jill and John from the special ed program who came 

with a Paraprofessional, Ms. Mark. Jill always sat by herself with and 



empty chair between her and Ms. Mark. John always sat at a table next 

to Chris and two other boys. Dave had told we that Chris was a student 

in the ES. L. program and that very early in the year had made friends 

with John. They always worked on projects and sat together. There was 

a group of six boys who always went right to the back and grouped their 

chairs together. The rest were scattered two or three at a table. 

As students entered the room they al1 quickly took their seats and 

took out their supplies. Most were talking and smiling. John and Chris 

were talking and continued to talk with the others at their table. Jill did not 

speak to anyone but took her seat and got out a pen and a binder. 

The presentation of Dave's lessons was more varied than Sally's. 

One was in the cornputer lab, two consisted of students presentation and 

one was whole class instruction. However, within these classes Dave's 

management style and teaching strategies were Vary sirnilar to Sally's. 

He used daily routines, body language, repeated phases and gave 

simple clear explanations. His students knew the expectations and met 

them each day I observed. He too, said that he treated everyone the 

same and had the same expectations for everyone, especially 

wncerning behaviour and opportunity to learn. He evaluated everyone 

on their effort to do their best. 

He started each day the same and surprizingly similar to Sally's. 

He would always, close the door, go to his desk, pick up his glasses, put 

them on then, stand beside the overhead and Say, "Ladies and 



Gentleman". When he reached the overhead, it was an indication that 

students should also be ready. He did this in his classroorn and also in 

the computer lab. The group of boys at the back were quiet and looking 

at him, although they did not have their supplies out. Jill was organized, 

pen in hand, binder opened and looking at him. John and Chris were 

the last ones to stop talking but they had their binders out. The majority 

of the others had their supplies out and al1 were looking at him. 

He would then briefly outline the day. One day introducing me. 

another reminding students of due dates and particular school or class 

events. He would then get right into the lesson and with clear instructions 

and goals. For example in the cornputer lab he began, 

You will have the remainder of the period to work on your 

presentations. I have distributed 12 disks.. I want 12 back 

on my desk before you leave . . .12...is that clear. ... on my 

desk.. . not left in the computer. 

He said this in an even tone and straight face. He looked frorn 

student to student and when he repeated. '1 2 disks', many of the 

students nodded and smiled. He continued, 

Second, you or your partner will corne to me during the 

class for a number. This number will indicate when you will 

present in class next week. Please be prepared. He raised 

his voice, there will be no excuses, you will present. 

Dave was much more sombre than Sally and did not smile when 



giving direct instruction. At times his instructions sounded almost like 

commands. However, once he had explained he would usually interject 

with some humour. "If you are on your death bed ... we may allow sorne 

leniency." 

After these instructions al1 students turned to the cornputers and 

with their partners began working on their presentations. John and Chris 

were working together. John sometimeç grabbed the mouse and hit keys 

apparently at random. this would be followed by a laugh. Chris would 

then simple say "non or stop thaf' and John would stop. John did not do 

much typing but he did have control of the mouse most of the tirne. John 

read some text out of a book and Chris typed it into the cornputer. When 

putting in the sound effect they would play the loud or silly ones over and 

over. Dave helped the boys on two occasions and Ms. Mark once, other 

than this they worked independently. Dave gave the same amount of 

help to others in the roorn. Ms. Mark worked beside Jill most of the time. 

She was working on the key board and Jill was talking to her and 

looking intently at the screen. Dave said Ms. Mark always helped Jill 

directly when working on presentations. 

The day of the presentations was very structured in cornparison tu 

the other lessons. He took thern seriously and so did the rest of the class. 

He began. 

There will be three presentation of 10 minutes each. then a 

break for everyone while I evaluate the presenters. You will 



listen attentively, ask questions at the end and then be 

allowed a short break at which time you may talk quietly or 

get up and stretch. We will begin now. 

His expectations of students was extremely high and he let then 

know often that he would not except anything less. Just before the 

presentation he told students that the quality of the last few presentation 

had been somewhat disappointing. He said they fell short of his 

expectations. He explained, 

Now maybe my expectations are too high but I did not see 

what I had been looking for. Remember when you go to 

present look over the evaluation sheet.. . l am looking for 

more than just content. 

Although this was a social studies project on ancient civilizations, 

he was looking for much more than just factual information. The 

emphasis was on taking pride in how the presentation was put together 

rather than what it contained. He set the stage for their performance by 

inventing an audience who supposedly paid $65.00 a head to see the 

presentation. He talked about really being prepared for a large audience 

and how critical they could be. He continued, 

Remember you have people in the audience who have paid 

$65.00 to see a presentation and they deserve to see it. 

This is your responsibility. So I expect you here unless you 

have a very serious illness. 



A student asked, 'If one person of the team is away. do lstill get a 

mark? Dave replied. 

No absolutely not - everyone in the audience paid to see 

this dual presentation and it would not be fair if they only get 

to see one person ... and as professionals your reputation 

would be ruined .. .tamished by one player.. . and you would 

not get other bookings.. so you can see why this must be 

a team effort. 

During one class they got into a lengthy discussion on how they 

should dress. He emphasized that the audience may p a s  judgment on 

how they looked rather than on content. One interesting conversation 

started with Trevor saying. "Well, what should we wear?" Dave answered, 

I think the main thing is you look neat and tidy as if you have 

put some thought in how you look..not just rolled out of bed. 

I think you al1 know what is appropriate, you al1 have clothes 

you Wear for good. or special occasions. You have to think 

of the audience and what they might expect and then to be 

taken seriously you dress accordingly. Clean and neat is 

usually a good rule of thumb. Think of the clothes in your 

closet and how they make your feel. 

Trevor added, " What if I want to roll my pant legs up and Wear 

suspenders". Dave responded, 



Well, it al1 depends on the point you are trying to get across 

with your audience. If you want them to take you seriously it 

may not be a good strategy. However. if you think your 

presentation can take a little humour then by al1 means, it is 

up to you and your good taste. 

Dave never did give the student a direct answer but provided them 

with good advice and enough information to make a good decision. This 

was another example of how he expanded on the curriculum. Many life 

skills were taught during his lessons. 

On another day he was to begin a new unit and again he gave 

clear expectation and instructions. 

We will now begin Unit 5. Please have pen and paper 

ready as you will be required to take down key points ... not 

everything, just key point to help you study and cornplete 

your presentations. Today I will present information, I am 

sorry but we must get through this. 

Once the lesson began it depended on the day as to how much 

time he spent working directly with students. In the computer lab there 

was a major technological problem with one computer and he spend the 

majority of the day trying to fix this. However, the students worked very 

well and were on task for at least ninety percent of the time. He 

apologized later for being out of the room so much and me not being able 

to observe him teach. What I did observe was the self-discipline that he 



had instilled in the students to be able to work so well independently. 

There was also limited opportunity for any direct interaction during 

the presentations. He was very attentive and never took his eyes off the 

presenters. He and the class would ask questions and then he would 

write intensely for the entire five minutes. During John's presentation he 

worked the compter and Chris did al1 the talking. Chris typed in a 

command and the TV came alive with their title of the presentation on a 

beautiful background of pink and purple hues. Chris read in a very low 

voice and I don't think Dave could hear, but h e  didn't Say anything. There 

was a slight pause in the presentation and the slide was not 

corresponding to what Chris was saying. Dave looked over at John, gave 

him a nod and a slight smile and John reached for the rnouse and clicked 

and the presentation continued. They had great graphics and lots of 

sound effects. There was less text than the others and the facts were 

presented in simple straight forward sentences. They had about 10 

slides altogether, and their presentation was just short of the ten minutes. 

When they finished John had a huge smile and a look of relief on his 

face. They both graciously accepted the applause and John answered 

one questions from Dave and four from the floor. The boys sat down 

laughing and reminiscing about their presentation. 

Once the class had begun there was little need for him to remind 

students to stay on task or watch their behaviour. The students were 



surprising quite and attentive to the others as they presented. They also 

handled the five minute breaks without too much noise. Only once while 

he was busy writing and evaluating did he have to speak to a student. 

The girl sitting two seats over from him was talking and laughing loudly. 

He paused, quietly called her name and then spoke briefly to her, then 

resumed his writing. I did not hear what he said but she gathered her 

things and went and sat at another table for the remainder of the day. 

The day I observed him teaching the new Unit he used a number 

of effective strategies that were beneficial to everyone. Once again he 

got every ones attention while standing by the overhead saying "Ladies 

and Gentlemen, please." He would begin by reading the title and a few 

lines. He then stopped and rephrase and review what was just read. 

Sometimes he asked for volunteers to read. e asked those with their 

hands up other times he picked students at random. If a students started 

talking or looking li ke they were not paying attention he would simply 

move closer to them. Students would read bnef paragraphs and then he 

would stop and rephrase and repeat what had been read. 

The material al1 had to do with the next presentation. At every 

step he gave examples of what will produce a good or bad mark. He 

informed them of what he will not even consider or accept. Upon 

finishing this explanation he immediately repeated it again almost word 

for word. Everyone listened attentively. Ji11 never took her eyes off the 

overhead or Dave. John was smiling a good deal and would poke 



Chris's arm in fun from time to time. He moved around in his seat but 

never spoke. When he did write he copied from Chris's binder. 

Sometimes discussions would follow his explanations. He 

encouraged everyone to take part. He also allowed his discussion to get 

a iittle loud but he was not as animated as Sally and although some 

shouted out answer he mostly acknowledged the students with their 

hands up. He always offered a lot of praise and answers were followed 

by 'good answer or very good thinking on your part." Like Sally, he 

never said an answer was wrong but would redirect or prompt until he got 

the right answer. On more than one occasion he would Say, "that's a 

good answer, but what do you really think' or "yes that was true then. 

what would be an example of that today." He was constantly trying in the 

lessons with present day information. 

Following this active class discussion he resumed his position at 

the overhead and said "Ladies and Gentleman". The noise level went 

down a little but many were still talking. He walked over and turned off 

the lights which made the room very dark except for the glow of the 

overhead. He said in a rather stern voice "we will continue". The class 

fell silent. 

As he had said at he beginning this was a rather dry lesson and he 

had to get the instruction part out of the way. The students had been 

reading and taking notes for about 10 minutes when Dave went over and 

turned off the overhead and turned on one of the ceiling lights at the front. 



The room was still dim and the light cast a glow around Dave at the front. 

He told everyone to relax and sit back and listen to a story he wanted to 

read them. You could hear the students al1 stretching and shifting in their 

seats and then they were silent. He read a very moving story titled 'My 

Dad', written by a severely abused child. It was very graphic and 

summarized the life of the child from birth to adulthood. It was hard not to 

feel both admiration and sympathy for this individual who had endured 

so much. Then very abruptly the story ended with, 'my name is Adolf 

Hitler'. The students seemed spellbound, the silence was deafening. He 

continued. 

Now I am in now way wndoning what this person did, but I 

found this a perfect example of always making sure before 

you pass judgment you have both sides to a story. 

He had told me before that he sometimes starts each day with a 

thought for the day or breaks up a long lesson with one. He then went 

quickly to the door, flicked on the lights and began telling a story which 

he said he had heard on the news that morning. A referee was being 

challenged over what fans thought to be. a poorly called penalty. The 

students could relate to this and a discussion followed. John had 

numerous comments on this subject. Again he was trying to get them to 

look at both side of an issue. He then said, "OK, Ladies and gentleman 

take a few minutes to stretch and get ready to continue with our lesson." 

He paced back and forth across the room smiling out at the students 



giving them a moment of freedom. 

He walked over and turned on the overhead and the room grew 

silent once more as he continued with the lesson. After 15 minutes he 

turned off the overhead and began rubbing his hands together and a 

smile began to cross his face. The students knew exactly what was 

happening and even before he loudly announce "everyone, an your feet" 

the students were standing. 

He then began a very faced paced game of 'Simon Says'. He was 

calling out very fast and students were responding by laughing and 

shouting. Surprizingly, when a student was caught, they sat down. 

groaning and laughing until only two boys were left. Dave said, 

noticeable out of breath, "do you want to go for it". "Yesn, they 

responded and he continued even faster than before until he got one out. 

Both boys flopped to there seats and everyone was laughing. As in 

SallyJs class it was interesting to observe Junior High students having so 

much fun with this simple game. 

Alrnost as quickly as it had begun he walked over turned on the 

overhead and turned off the main lights. The students took only a few 

moments to get their concentration back and they began reading together 

as a class from the overhead. 

He had a good rapport with his class. They had fun but he easily 

got them back on track. He had buiit in breaks to help them get through 

this more structured lesson. 



This class was also an example of how he taught beyond the 

curriculum. Although this was social studies, he was not discussing facts 

or what they should be writing about in their next projects. He was going 

through the implication of 'learning through teaching'. 

Apparentfy his last Unit was based on 'learning through doing' and 

therefore the students had done presentation. The students discussed 

how actively participating in something helps you to learn. Now he was 

going step by step through the benefits of learning through teaching. He 

explai ned. 

This Unit is different ...y ou still need to research the 

information and present it in an interesting format but..you 

must teach the information. 

He went on to explain that they must get their audience to actively 

participate in the learning. 

You have information. you present it. interestingly.. .you 

review.. . you let your audience practice.. . be active 

participants .. .you review again. ..and you test. This is what I 

will be looking for when I evaluate. 

He totd them by going through these steps and teaching others 

they will also learn and remember the material. 

He always ended every day the same. He would take off 

his glasses and walk over and open the door about 2 minutes before the 

end of class and Say, "Thank you ladies and gentleman, have a good 



day". The room would then corne alive with students standing talking and 

packing up. After the students left. he would walk slowly around the room 

adjusting the desk and chairs until they were al1 perfectly aligned . 

After each class a few students hung around to talk to him, some 

about assignments and some about basketball. He usually had to lead 

thern out the door so they wouldnJt be late for the next class. Students 

had a good rapport with him and seemed to feel cornfortable with the 

structure he provided. 

One big difference between Sally's r o m  and Dave's was that 

Dave had a paraprofessional in his classroom when John and Jill were 

there. He told me during the interview that he had to give a lot of the 

credit to Ms. Mark because she modified and reviewed everything and 

helped students with their tests and projects outside of class time. I 

never did see any signs of Dave modifying assignments or expectations 

directly in the classrooms. 

Ms. Mark only talked to John once and that was in the computer 

lab. She always sat beside Jill but rarely spoke to her. On one occasion 

Ms. Mark spoke to another students about her behaviour. Tammy had 

corne into class talking loudly and announced, "Oh. I just hate Karen, she 

rnakes me sickn and she kicked a chair slightly as she walked past. Dave 

was not in the room at the time. Ms. Mark caught her eye and then 

directed her gaze in my direction. Tammy looked over at me and then 

back at Ms. Mark. She put her hand up to mouth and giggled and said to 



Ms. Mark. "oops. I'm sorry". Ms. Mark apparently had the respect of the 

students and able to assert some control. 

On one occasion Dave sent Ms. Mark out of the room to make 

overheads for him and on another occasion she left for twenty minutes. 

Only once did I observe her and Dave talking. Although she did not 

seem to play a significant role in the classroom. Dave acknowledged that 

her behind the scenes support was instrumental in the success John 

and Jill were having in the claçs. 

Like Sally, Dave never did anything special for the students with 

disabilities. He presented the material clearly and had clear expectations 

for everyone. He broke information down and then rephrased and 

repeated it. He worked very hard to make sure that al1 students spent the 

majority of their time on task. He told me that he felt it was his 

responsibility Mat he spend the day teaching every minute not 

disciplining. He respected students and knew they need breaks and 

humour built into their day in order to meet his expectations. He felt it was 

up to him to motivate the kids and get them excited about learning. He 

smiled as he told me about his 'brain teasers'. 

Sometimes at the beginning of the class, I will leave the 

lights off in my room and put a brain teaser on the overhead. 

I have kids who can hardly wait, you hear them corning 

down the hall saying '1 wonder what it will be' today. They 

rush in take their seat and try and solve it before I corne 

in. Students are excited and in a good learning mode. 



He believed that what he was doing for everyone was very beneficial to 

the students in the special education program. One day with pride in his 

voice he said, 

The students really enjoyed working on the video 

presentations . . . they learn so fast.. . . .even John and Jill can 

produce professional presentations. Do you know how that 

must make them feel. They are a little shy but this gives 

them an opportunity to produce something. Something to 

be proud of. They are not just reading a piece of paper with 

a bunch of facts taken straight out of an encyclopaedia. You 

would be amazed at what I get and they really have a good 

time doing it. 

He always respected his students when he talked with them and 

let them know that he believed in them and that they could do it. His 

strateg ies worked for everyone. 



CLlNT BRADLY 

Observation 

Clint's room, was stark in cornparison to Dave's. It was set up with 

three neat rows of tables and four individual desks behind the overhead. 

His desk was in the corner by the window. neatly piled with papers and a 

day book. The focal point of his room was a professionally mounted ten 

by ten foot map of the world on the back wall. 

Rather than art work around the room Clint drew amazing pictures 

on the blackboard each day to complement his lessons. One day he had 

a small but detailed map depicting jagged shorelines, territories, rivers, 

cities, mountains and other geographical information. Another day a 

large bar graph cleverly drawn in three dimensional skyscrapers 

appeared. Like Dave, he tried to capture students interest as they 

entered the room. The drawings always initiated comments from the 

students. 

There were 18 students in the room including Carol, Linda, Laura 

and Tara, from the special education prograrn and their para, Mrs. Park. 

CIint also, allowed al1 students to sit where they wanted. He told me that 

Carol was physically disabled and needed assistance walking, writing 

and carrying her books and had wanted to sit by Mrs. Park. Linda often 



helped Carol and they had become friends so she also choose to sit at 

this table. Tara and k u r a  wanted to be near Mrs. Park and sat at the 

table directly behind. Three students sat at individual desks down the 

middle and the rest sat N o  or three to a table. A group of six boys sat at 

the back. 

Like his colleagues, Clint didn't think he did anything different for 

the students in special education. His classroom management style was 

effective for al1 students and they participated fully in al1 class activities. 

The one difference in Clint's room was that the paraprofessional was 

more actively involved in assisting all students. She always helped 

Carol in and out of the room, opening doors, pulling out chairs, carrying 

her back pack and looking after her crutches. As well. Mrs. Park 

always had at least five or six students working with her in a group. On 

one occasion she took Peter out of the room to write a test he had 

rn issed. 

Clint evaluated al! students separately including the students from 

the special education program. For example ha showed me Tara's mark 

of 50% and explained that she was absent a great deal and he thought 

she could improve on this. He wanted her to know that she had to work 

for her marks. 

On one occasion he handed out some marked assignments. 

Everyone got one back and and the remarks were al1 positive. He told 

Laura that she got one of the highest marks and commented on the 

amount of effort Tara had put in. His remarks were al1 personal and 



appropriate for each student. He also went to great lengths to exptain to 

me in front of the students how well they had done. 

Clint took ownership for al1 the students in his room. When Mrs. 

Park, Linda and Carol were late getting back from an outing he left the 

room three times to look for them because he was concernecl as to where 

they were. Clint was very sensitive to the needs of al1 his students. They 

were noticeably more talkative and active than students in Sally's or 

Dave's room . There was always a couple of students talking or out of 

their seat at any one time. F or the most part they were on task, talking 

about the lesson or getting supplies such as pencils or texts from Clint's 

desk. The room had a definite buzz to it at al1 times. Clint seemed to 

allow a certain amount of noise and activity but he always had control 

and could bring the class back to attention when he needed. 

The students entered the room running, talking loudly, swearing 

and sometimes knocking over chairs. Most were laughing but some 

were serious and angry. Students would remain standing or sitting on 

top of their desks chatting. Tara and Laura would sit on their desks or 

join in with others. Carol and Linda would usually take their seats 

because it was difficult for Carol to stand. It seerned there were always 

students standing around them talking. All this activity provided 

everyone, including the students from the special education program with 

ongoing opportunities for socialization. M rs. Park was also extremely 

well liked by al1 students and they would cluster around her engulfing 

Carol and Linda at the same time. Tara and Laura got on exceptionally 



well with the six boys from the back and found their antics enlightening. 

Of the three classes this one appeared outwardly to be truly an inclusive 

classroorn. 

Since Clint had hall duty he always arrived two or three minutes 

after the bel1 at which time the noise level would be extremely high. 

When he entered his physical presence had little or no effect on the 

students. Some days he walked directly back to me and we exchanged 

greetings and others days he went to his desk for a moment or two. He 

seemed oblivious to the noise and rough housing as he got organized 

for the lesson. 

When he was ready to begin he would walk over and close the 

door. He rarely said anything directly to students, his body language and 

well chosen words were enough. He would proceed directly to the 

overhead place one arm on it, take off his glasses, and with a slight smile, 

stand quietly looking out at his students. Like his colleagues his 

management style consisted of established routines and expectations. 

Students immediately began taking their seats and the noise level went 

down noticeably. 

He would begin with, "Good morning ladies and gentleman" or if 

it was extremely noisy he would add, "1 see some books still closedn or "1 

better see your homework assignment open and donen. 

His routine continued as he would jump right into whole class 

instruction. His opening statements were geared to get everyone 



Iistening and on track. For example, 

Ok. today is a new unit. Everyone turn to page 132.. -132.. . 

this is a new unit . - 1  32. There it is.. .l32.. everyone with me." 

On another occasion he simple turned on the overhead and got right 

into the lesson saying, "This is where we left off last time.. . right? Then lets 

begin." Once he started the room became surprisingly quiet, and 

although not al1 the students had out their supplies everyone was 

watching him. He would stop and walk up and down the aisles making 

sure everyone had out books, texts and pens. He had to physically and 

verbally prompt many students. Carol, who had a physical disability 

sometimes had difficulty getting her supplies out if Mrs. park wasn't right 

there. On one occasion he Iifted the heavy text from the end of the table. 

put it down in front of her and opened it to the right page. Then pointing 

directly to the spot where they were to begin said gently, "Here, you go 

Caroln. Linda and Laura always had their supplies out ready to 

participate. I did observe him pulling Tara's binder in front of her on two 

occasion so she would stop doodling on the desk. 

He always used the blackboard and the overhead for his initial 

presentation of materials. Once he had every ones attention he would 

pause again and get the students at the back to move up. 

"Ok. al1 you at the back move up I need you close, you 

need to be able to see the overhead and the board clearly. 

It's OK, you can al1 move back once the instruction is over. 



Students would jump up and race to the front dragging chairs and for a 

moment there was general chaos again. This time they were easily 

catmed as he woufd Say, Good, Goad, now I have you" and everyone 

ppoUtd taugt7. 

The-four girls never had ta rnovebeceusethey were already close 

to the front. However, sometimes the boys would moue up and sit at their 

table and pull their chairs up close to Mrs. Park. Once he had everyone 

were he wanted them he would begin the lesson with much enthusiasrn. 

He moved about the room quickly and constantly. He was at the board 

one moment, then the overhead and back to the screen. He used the 

map at the back every time he mentioned a city or country. It was 

visuaily impressive to watch him watking in front of this huge map with 

m m  ootstretched outliningareas in the wortct that relatecl to the l esm.  

He M d e s u t e  that evefyonewrotedown felemt information. He 

would check binders, repeat important information and and give them 

time to write. Sometimes he would go directty to a students desk and 

open their binder and hand them a pend. He needed to physically 

prompt many of them just to get started but he never make a big deal out 

of it. Sometimes he would read from the overhead or ask students to 

read. He would stop after every second sentence and repeat, explain 

and-paraphrase the information. He would always end with, "1s that 

clear?, Do you remembef that from before-? Any questions?" 

He made sure everyone was actively involved in iearning. He 



would check the girls binders as often as the others even when Mrs. Park 

was there. 

This whole class instruction would only last about 10 minutes and 

then he would initiate a classroom discussion. Like Dave and Sally he 

always found an example that would fit the present day and get students 

actively discussing it. For example, one day he was taiking about 

expropriation of land in the 1800's and Jennifer said, "It'ç a good thing 

they cant do that today". Clint than began telling the story of the Slau 

Rebchuk bridge and how a linle old lady chained hersel to her buse 

when the crty wanted to tear it down. This prornpted a five minute 

discussion with the students visibly upset about this poor womans rights. 

At one point Gard called out rather budly, 'ThatJs not faif. Like his 

mlleagues he was able to teach beyond the curriculum and get the 

students thinking about real life implications. 

Another day ha asked Laura, "When you neighbours get a ioad of 

top soi1 dumped on their lawn , where do you think it cornes from? Laura. 

whispered something to Mrs. Park, Mrs. Park smiled and Laura answered 

'strip rniningn. Clint irnmediately said "RigM on". 

M s  ctass discussion were loud and at first glance would appeared 

to be very unorganized. He would pose a question and students would 

initiate separate conversation amongst themselves, some shouting out 

answer and some with their hands up desperately tryng to get Clint's 

attention. He seerned to be able to hear everyone at the same times. He 



would walk over to a table and listen to what they had to Say then tum 

quickly and answer someone with their hand up. He would then race to 

the back and prompt a student who was saying nothing. He seemed to be 

everywhere at once and actually worked at getting the students al1 talking 

at once. He would encourage a conversation anywhere he heard one, if 

it was on topic . He smiled and laughed as he jumped in and out of 

conversations. Occasionally when he got a really good answer he would 

rush up to the blackboard and write it down. He encuuraged everyone 

to take a chance and answer and quickly praised anyone who did. He 

was abie to get everyone talking about the lesson. even if it was amongst 

themselves. By keeping the Pace fast,t the lesson did not become boring. 

It was like watching someone really perform, he really had the kids 

involved in the lesson. 

Carol was by nature quiet but Mrs. Park would talk and prompt 

her and Linda during these discussion. Laura and Tara were able to 

participate with the table behind but mostiy they tned for Clint's individual 

attention and would wait untif he came to their table to share their 

answers. 

Clinfs discussion were a lot like Sally in that he would also prompt 

and redirect until he got the answer he wanted. The dass would be 

working at this fast and furbus and when the answer came out they 

would ail stop and you wuid hear the heavy breathing as if they had ail 

just fun laps. Some discussions would go on for faeen minutes and 



although it was noisy every eye would still be on Clint. 

When he needed them to shift gears and work on the assignment 

he would simple stop asking questions or ignore the answers being 

given. He woutd go to the werhead and r e g  his a m  on it, take off his 

glasses and usually put the arrn of hts glasses in his mouth and stand 

very still Wing out over the rmm. This was an indication to the students 

that the discussion was over. Slowly the conversations in the room 

dirnrned. When all was quiet, and he sometimes waited like this for over 

a minute he would give simple clear instructions. 

The diagrams are taken from you text.. ..pagel 32. .. .page 

132. .. . copy them as best as you cm.  You will need these 

for tests. 

He would then give the students the opporhinity to work in groups, 

pairs or by them self as he put it, "However, will be most productive, but 

it must be productive." His organization of graup work appeared to be as 

unorganized as his discussion. Students would jump up and rush over 

to the front two tables to be near Mrs. Park. They would cram in as many 

chairs as they could and Clint would finaily Say, "If the groups to big ... get 

out". Everyone was laughing or talking but if you looked closely students 

were attempting to get out text and pens to begin working. 

Like Dave and Sally he worked the room constantly but caçually. 

He went from group to group, sometimes sitting on the desk, sometirnes 

pulling up a chair. He seen everyone at least two or three tirnes. There 



were two boys who always choose to work alone. Clint always made a 

point of going to them as often as everyone else. There was constant 

movement in the room as at least one student was out of their seat at any 

one time. Rather than schedule breaks like Dave he would allow the 

students to move ahut whenever they asked. Some wauld be asking for 

a pencii or a text or paper to write on . He provided materials and never 

asked where their's was. There was always someone asking to go to the 

washroom or for a drink. Sometimes he would go to a group and they 

would get into a discuçsion about sports or a local school event. He 

encouraged this and would talk to them three or four minutes before 

directing them back on task. He appeared very calm at ail times within 

this active group. Mrs. Park was very instrumental with her group of six 

students. He joked with me that the students would rather work with her 

ttiem him. 

He did have to spend more time discipiining and redirecting than 

then the other two teachers. His students often erupted in some very 

negative behaviour. Again he handled it very calmly and the students 

responded. One such incident began with a boy wondering around the 

room looking for a pencil. He finaily just grabbed one out of another 

students hand. The struggle was on and neither boy would give up their 

end of the pencil. Clint let it continue for a bit and then called out in a 

very low even tone, "Ken, please corne here." Ken continued pulling on 

the pencil. Clint, a little louder "Ken". Ken let go of the pencil and 



returned to his seat. Clint who was at the back of the room went on "Ken, 

I need you to corne here please". Ken got out of his seat and went to 

stand in front of Clint. Surprisingly the rest of the room continued talking 

and working in their groups. Clint had a quiet conversation with Ken 

which included the possibility of writing out a ôehaviour management 

report. Clint asked Ken what he would write if it was up to hirn and Ken 

verbalized what he had done wrong. Clint seemed satisfied that he was 

aware of his negative behaviour, thanked hirn and sent him back to his 

seat. About five minutes later Clint walked over to Ken's desk and 

picked up the paper he was working on and said. "Look at the 3 D effect 

Ken got by using different colours, well done Ken." He had made a 

point of reinforcing Ken positively as soon as he could. 

The less serious problems were handied with humour or sarcasrn. 

When two boys wefe vefy ioud at the back he asked the one to corne to 

the front. The student was not going to cornply and Clint just iaughed 

and continued. 'Yes, you'll move, you need a jump start today". The boy 

started to move up but was saying 'no, no'. Clint, smiling broadly, put his 

hand on the boys shoulder and in a vefy patronizing tone said, "My boy, 

you need more guidance todayn. Everyone including the student 

laughed. Clint was able to get students to do what he wafited by using 

humour and not being conf rontational. 

One tirne the boys sitting Mth Tara were making very strange 

noises with their mouth to which Tara was laughing budly. Clint went 



over and piaced his hands together as if begging and said to Tara, "Oh. 

please, please. don't encourage them". The boys and Tara laughed and 

then calrned down. 

He seemed to have the same policy on gum diewing as Sally 

and the only reference he made to it waç when loud cracking noises 

muid be heard. He mW and said, "MW who do you suppose that is?" 

A boy at the back cded out, "Mrs. Parkn. and everyone mhding Mrs. 

Park laughed. Nothing more was said but there were no more cracking 

of gum. He never directly challenged jndividuals or cornmentecl on 

their negative behaviour. He always gave thern a respectable way out. i 

never Say hirn yell or get angry. He always deait calrnly and was in 

complete control. 

He aHowed a good deal of ç f a q  and off the cuff remarks to go 

una#ended. Comments like, shueYp, take a M e ,  wefe heard often. 

Howeuer, anly o n e  did I hear a Sudent Wear. Ciiit erKnmedSatdy 

reacted by going dom the aisle and looking the student right in the eye 

and said, 'We don't talk like that h this roorn." The student responded 

with "OK. I'm sorryv and the class went on. 

On the few occasions when Clint teft the room the students were 

immeûiately off task. During one incident three students began throwing 

etaserverymateacr im.  Swearwordswereveryevidentandfour 

studmb wefe out of th& desks. W)FS. Park was ako out of the room ancl 

my presence did not seem to have any eEect on them. Tara got up and 
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sat on her desk and taiked with Laura. Carol and tinda were not in the 

room. He never teft for more than a few minutes. 

The end of the day was alwaps the same. W M  stiH in gr- 

Clint would go back to the overhead and wtth bis glas- in his mouth 

stand M i n g  out at the room . "Ladies and Gentlemen, homewark 

aççignment" and he painted towards the baird where it was alwayç 

written very dearly. "Land use test Friday. May 1. 20 marks. please be 

prepared". Another day he said, 

me definitions for your five vocabulary words must be done 

for tomorrow, that is an. Thank you everyone ... have a good 

W.  
Wfoçt students wou(d write t h  down and he would go erouod afM 

check to make sure. Tara and Laura always opened the& day books 

thernselves and wrote in them. Mrs Park wauld assist Caral and tinda 

He would then walk over and open the door which indicated to the 

students that the ben was about to go. Students jumped to their feet, 

moving chairs and desk, and packing up. The noise was incredible, but 

Ctn i tmsa idany t tm ig ,  hjustwafkedoverto hisdeskandçatdown 

sntiling. Sudents started ta appfoach his desk and within minutes thetr 

were aat Jeast eight students-gathered around. They weie taiking about 

everything from basketball that night to the test on Friday. As in the dass 

discussion. he calmly tried to answer each one. ignoring the others that 

where yelling questions at him. One by one they got their answers and 

left. Tara and Laura usually joined this group at the end of class. 



Carol and Mrs. Park usually left class early to avoid the rush in the 

halls. Clint always said, "Goodbye Carol. have a good day". even if he 

was in the middle of something. The day the two girls carne in late he 

atm stopped and quretly greeted them. 

As he wMed thestudents ta thedoor David, a frai1 looking lad 

was standing quietly to one side. Clint ushered the others through the 

door and came back to David and stood very close to him. David simple 

said, The  same thing happened to my grandfather ... .in his country." 

Clint looked puuled and them said, "you, mean expropriation?" The boy 

nodded. Clint then put his arm across David's shoulders and together 

they talked and walked down the hall. He had a wonderful rapport with 

the kids. 

Like Dave and SaHy he made it his -responsibitity to keep the 

students on task for atmost the entire period. Except when he left the  

room I did not observe any dawn tirne. 



CHAPTER SIX 

SUMMARY AND IMPLICATIONS 

This study examined teaching practices and perceptions of three 

classroom teachers who were successful in integrating students with 

disabilities in their classrooms. In this chapter, I briefly summarize the 

major fmdrngç from ttm study and exptore the implications for tntegrathg 

s-s wfth disabW& hm the c lassrm.  

SUMMARY OF THE FlNDlNGS 

From rny analysis of the data, six major findings emerged. First, the 

data showed that successful integration may not be entienched in specific 

teaching practices but in teachers perspectives of students with 
. . .  

disabrtttreç. Second, creamig a ammnrriity for learners buitt on mutuat 

respect enhmeed the edueational expefienceç of EtH studwts. T M d ,  

good classrmm managenient and organkationai sküls provide a positive 

learning enviranment far ali -dents Fourth, Active leaming was the 

cornmon strategy used by ail teachers to prornote optimal time on task 

for al1 students and facilitated successful integration. Fifth. all teachers 

taught beyond the curriculum and believed critical thinking. problern 

solving and the abi7ity to transfer ski7ls learned to everyday situations 

were as or more important than content. Sixth, classroom teachers 



indicated that school supports such as paraprofessionals and special 

education/resource teachers were instrumental to the success of 

integration . 

Teacherç Per~gectives of Students With i7is&iiiti~ .. - 

The underlying assumption is that all children c m  learn once we 

identify their special strengths and support them in their efforts to achieve 

desired outcornes (Badtey, et an, 1997). Altbough the three teachers had 

nospecrfrctmmginspecraleducation.trieyeactiarticvtatedctearlytk 

cwrent Krmk~ig of adwcateç #uf sçhidents with disabititieç. Ewh wie of 

them saw the chüd fi&, not the disabMy. 

Their cornmecûs üuoughaut the meetings, inte~ews and 

observations were consistent and reflected the above staternent. For 

example: Saiiy, " Kids are Kids"; Dave, "Everyone c m  learn and I believe 

i have something to teach everyone"; Clint, " All kids are special, al1 kids 

need help, show me one that doesn'r. 

T t i e ~ r r e v e r u s e d m e ~ t ~ i s ,  mets orcatepieç 

when tatktng theit studmts. Salty d e s c r W  one studmt tbis way, 

"He doeçn't read to well but his cornprehension is much higher." Dave 

commented, '1 don? wony about the disability. 1 just try to get everyone to 

do their best and take pride in what they do at whatever tevel." Clint 

expressed i? his way, 'I get kids every year with labels, I don'? pay any 



attention because 1 never had the training and don't know what those 

labels mean anyway." Ail the teachers accepted the students as 

individuals and considered them their students. 

T b y  did not see trttegration as more work or more stressful. They 

dl found it cheiienging and rewarding. They took pride in thefact thet they 

c o u  heip students with disabilities when other teacher could not. They 

tnily ùelieved that students with disabilities were learning and benefiting 

by k ing in the regular dassroom. 

Ail three teachers took ownership for the students while they were 

in their ciassroom and did so unconditionaily. Although these students 

were an supported by resource or special education teachers, they did not 

expect or want anyone else to program for the students while in their 

respectn/e roms. They toak pride m the stuclents accomplisfments and 

mOFethstn oncebragged to meabout thetr work. Clint. " 1  am so amazed at 

what i get out of them!" Sally, "Jordyn would never have gone this far in 

a segregated class." Dave, "Look at the professional presentation John 

was able to give. how do you think that must make him feel!" 

They expected thetr students to iearn and they did. All three 

teachers agreed that the best thing they every did for the students with 

disabilities was put expectatjons on them. Clint, Yhey have lived up to rny 

expectations every time"; Dave, "There L no f ree ride in my ciass. 

everyone must tow the line, and they do!"; Sally, " 1  think it (integration) wiil 

work beeause I beI&eit will work." 



When 1 first talked to the three norninated teachers each one of 

them expressed concem that I wouid not be able to find good teaching 

strategies in their classroom for students with disabilities because none of 

them felt they did anything speciai for these students. Dave. "I don't do 

anything speciai for students from the speciai education program. I teach 

tu the whole class and expect everyone to participate in al1 assignrnents." 

Sally, 'I never single them out, I teach to the whole class, at whatever 

level." Clint. *What do I do different. nothing. what you will see is what I do 

for everyone. " 

This philosophy is supported in the literature specifically by 

(Giangreco, Edelman, & Dennis 1991 ) who found that an important factor 

in successfully integrating students was that they have equal status and 

pursue cornmon goals. This was very evident in al1 three classroorns. 

reana - a Comm tv of L earners 

Creating a cornmunity of learners was a natural outcome for these 

teachers based on their perceptions stated above. Each teachers took his 

or her job seriously in creating a safe learning environment. They all said 

they felt it was their responsibility to corne to work and give 100 Oh of their 

attention to teaching the students. They ail indicated to me that they were 

still excited about teaching and looked forward to the chal tenges each 

new year brought. They al1 had confidence in their abilities as a teacher 

and in their particular subject areas. This excitement and confidence was 



in turn passeû on to the students. 

Sally ensured students felt safe and secure before attempting to 

teach curriculum. She said, "Children can't learn when they are in a 

negative state of mind". Dave, used 'brain teasers' and 'thoughts of the 

day' to excite students the moment they came in the room. He went to 

great iengths to provide a physica! environment that was weicoming and 

stirnufating to the students. Clint spent time talking to the students about 

a variety of topics to build a good rapport with them. He made sure he 

built in success right from September. 

Each teacher spent time ensuring success for the students and 

getting them to believe in thernselves. Ali students enjoyed comîng to 

these classes because they knew they were going to be successful. The 

teachers were non-confrontationai and never humiliated or intimidated a 

student. They al1 used positive reinforcement rather than discipline. 

Through attention to individual differences they created a cornmunity for 

learning buiR on mutual respect. 'Implicit to the meaning of inclusion is 

belonging" (Kunc. 1992). Ail the students participated in setting rules. 

Many of these rules included how to relate ?O others in the room in 

respectfui and caring ways. The students with disabilities were treated no 

differently and had a real sense of belonging in the room. All classrooms 

provide a safe caring environment for ail students. 

Friendships and socialization were encouraged within these active 

classrooms. Students were allowed to sit where they wanted and work 



with whom they wanted. Ali three teachers were aware thaï sometirnes 

simple proximity dtd not automatically promote friendships. When Sally 

organized her groups she would often specify who was to be in which 

group and assigned roles in the hop@ of including ail students in positive 

interactions. 

Dave was sensitive to the needs of his students and nurtured the 

friendship between John and Chris by altowing them to work on projects 

together. He was also wncerned about Jill who was much more of a 

loner. but he respected this individual difference and took direction from 

her. She was always attentive and smiled a great deai and appeared 

content to be in the class. Her needs were being met and he was not 

pressured into putting his ideais of friendships and socialization on her. 

Clint allowed his class the freedom of socialization throughout the lesson. 

This extra activity allowed everyone many opportunities to interact with 

others. 

A sense of community and belonging was possible with the 

leadership of these caring teachers who put forth continually effort to 

include al1 students in the classrmm activities. 

. . 
sroom m w e m e n t  and organ17'atipnêl skills 

1 will start by restating the teachers perceptions that "They did not 

do anything special for students with disabilitiesn. A more accurate 



account would be that the good classroom management and 

organizationai çkilis I obçewed, provide a positive learning environment 

for al1 students. 

Ail three teachers told me that they perceived their management 

style tu be based on mutual respect. Once that was established, 

discipiine did not seem to be an issue for them. Through established 

routines the students knew what to expect and precisety how to react at 

every point in the lessons. 

All three classrooms were highiy structured and organized to 

provide optimal student participation through active learning and 

rnaximize time on task. Ail instructional activity was organized to actively 

engage all students in the lesson's objectives. 

It was remarkable how similar their individual styles were. They 

ali used the the initiai phrase "ladies and gentleman", then Saliy with her 

handç behind her back, Dave standing tall and straight and putting on his 

glasses and Clint. resting on the overhead with glasses in hand. would 

wait for silence. These established routines worked again and again in 

each of the classroorns. 

Not only were their management styles aiike but within the 

organization of their day a striking similarity emerged. It began with 

polite greetings and an outline of the day. Next the expectations and 

goals of the day were clearly laid out and repeated. Next carne whole 

class instructional with students actively taking part in questions and 



discussions. The teachers would then review the lesson in point form 

and make sure students had enough information to proceed to their 

groups. The teachers would then go from group to group redirecting, 

prompting and giving lots of praise. 

The teachers always wrapped up the lesson two or three minutes 

before the beli so that the hornework assignrnent couM be reviewed. 

There was aiways tirne for polite goodbyes and informal conversation. 

This format of a clear beginning. middle and end never varied on the days 

I obselved. 

Another quaiity that was displayed by ail three teachers was a great 

sense of humour. Sally sometimes used gross exaggerations and 

encouraged laughter in her classes. Dave, was reserved and used dry 

humour which the students enjoyed and picked up on. Also it was not 

beneath hirn to have some fun with his students which was evident by his 

game of 'Simon Says'. Clint was easy going and used a good deat of 

gentle sarcasm which was thoroughly enjoyed by his students. They 

always laughed right along with him. The students al1 appreciated the 

teachers playfuiness and attempts to connect. 

Although their personalities were different they al1 managed their 

room with an underlying feeling of calmness. I never observed any of 

them getting flustered, angry or upset. The characteristic that marked al1 

these management strategies was high awareness. No matter how 

relaxed they appeared to bel these teachers were making decisions every 



minute. Who needed to be prornpted? Who was falling behind? 1s the 

Pace too fast or slow? Is it time for eye contact, some humour, a break? 

The classes appeared well managed because the teachers were 

constantly evafuating student behaviours and making decisions based on 

them. This provided the flexibility within each class as the teachers 

responded to the students needs. 

ctive l e m  

Christenson, et al, (1 998) suggested that quaiity and quantity of 

instruction and the degree to which an environment is constructiveiy 

active can influence the educational experience of students with special 

needs. 

The teachers ail used a combination of traditional teaching 

practices sighted in the literature as being effect in integrating students 

with disabilities. However. each teacher built in an active learning 

component within each strategy they used. Each lesson was organized 

so that students were actively engaged in the lesson's objectives. Thus 

even a somewhat formal lecture, typically the least active of strategies, 

became examples of active learning. The teachers arffully built bridges 

between abstractions and students actual experiences. There is no way 

to codify these strategies, except to Say that when each teacher used a 

traditional strategy they actively engaged the class by finding or creating 

connections between the student's own lives and the aims of the lesson. 



Once again, although the teachers thought they were doing 

nothing special, they were engaging in best teaching practice that current 

research supported. 

a c h i n a n u r n  

Another view that was shared by al1 the teachers was that all 

students needed to be able to problem solve and deal with real life 

situations. They ail devoted a good part of their lesson looking critically 

at everyday situations. 

Dave, believed that taking pride in your work was the greatest skill 

he could teach his students. He spent considerable tirne explaining to his 

students that the amount of effort and the feeling of accomplishment were 

more important than the factual content of an assignrnent. He tokl 

students he evaluated on effort and personal growth. 

Clint worked on social skills and getting the students to take an 

interest in themselves, to feel good about themselves. He tried to get 

thern to take responsibility for their own behaviour and guided rather than 

directed. As well,Sally, spent a good deal of her class discussion on the 

socialization and getting along with people. She constantly worked on 

students self-esteem and encouraged students to take chances and 

answer questions. She encouraged problem solving and never gave 

direct answers but prompted and redirected untii students found answers 

for themseives. 



Their teaching style was very conducive tu facilitating students with 

disabilities. Factual information from the curriculum m ight be beyond 

them but they could relate to the majority of what went on in these 

classrooms because it involved everyday situation. Clint once said. 'I 

enjoy the students from the special education program so much because I 

can throw away the curriculum and not feel guilty. I think al1 students need 

problem sohnng skill to get along in the real world." Because so much of 

each teachers day was spent on teaching beyond the curriculum the 

students with disability benefited irnmensely. - 
Although the support varied considerable in each classroom the teachers 

al1 agreed that support was necessary for the students to be successfully 

integrated. They all spoke highly of the paraprofessional and the 

resource/special education teachers. They saw the support as being vital 

to the students but did not see it as a support to them. Nor did they feel 

they needed help in programming or evaluating . 

Sally did not have a para in her room and did not see it as a 

problem. The three students in her room received para support outside 

of her ciassroom for one to one instruction and review. She was aware 

Mat the resource teachei programed for the students in Iife skills areas 

and saw this as positive step in providing the students with a weil 

rounded education. 



Dave spoke very highly of his para and said. " 1  can not take al1 the 

credit for the success my students are having, the para is essential." 

Although the para was not an active participant in his r o m ,  she was 

available to the students for review and completing assignrnents outside 

of the regular classroom. 

Clint worked actively with the para in his r o m  who was an 

integral part of his room. He appreciated what she did, flot only for 

students in special education but for al1 the students. One day he laughed 

and said. "Look at those kids. everyone would rather work with her than 

me!" 

60th Dave and Clint had a high regard for the special education 

program in the school and said it was run efficientiy by excellent teachers. 

They realized that the students needed community reference instruction 

and life skills which was offered by Me special education program. 



What was gathered fiom this study was that it was not so much 

what the teachers did (strategies) but what they thought (perceptions) that 

provided the successful integrations of students with disabilities. The 

teachers who had been nominated as being successful in integrating 

students with disabilities may not be practising state-of-the-art 

instructional techniques as defined by current research. The teachers in 

this study did not have any training in speciat education. There was also 

no indication that teachers rnodified or adapt lessons specifically for 

students with disabilities and yet their classrooms were active learning 

environrnents for al1 students. 

lrnplications for future research should include more ethnographic 

studies, with researchers going into the field (the classroom) and 

obsewing first hand teachers successfully integrating students with 

disabilities in their classrooms. Studies should inciude more than one 

observer in more ciassrooms and over a longer period of time. 

The implications then for future inservicing of classroom teacher is 

problematic. How does one go about teaching perceptions. Perhaps by 

breaking down the barriers set up by the teaching profession that special 

education students need special education teachers. The myth that 

specialty teachers have certain "tricks" or strategies that can be taught 

and that without these, classroom teachers cannot teach students with 

disabilities. Teaching specific strategies for specific students is not the 



way to go. Differentiated instruction. which can span the continuum of ail 

learners and meet individual needs may be an answer. Classroorn 

teachers need to view their classroorns as learning environment that will 

provide equal access to instructional resources and ailow opportunities 

for everyone to succeed. Teachers must be educated to think along the 

lines of the teachers observed in this study. "Kids are Kidç". "Everyone 

can fearn". We must break down the watts that surround students with 

disabili ties that speciai education has so painstakingl y built up. 
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IEW WITH CLASSROOM 

J ntmductiorl 
As you are aware. you classroom has been nominated as a designated 

site to cullect data from a teachers perspective on Best Teaching 

Practices. This is rneant to be an informal interview and additional 

comments are encouraged. 

1) How did you corne to choose teaching as a career? 

2) How long have you been teaching? 

prompts - in what grades/subjects 

1) Your room has been nominated as one which successfully integrates 

students with disabilities. Why do you think others have this 

perception? 

prompt: 

-Why do you think integration is working successfully in you 
room? 

-What strategies do you find particularly useful in 

programming for your students with disabilities? 

2) Can you give a specific example of how you might include a student 

with a disabilities in a particular lessonlassignment . 



sdmudaw 
1) How does the planning process work for a student with disabilities in 

your school? 

prompts: 
Who is responsible for the I.E.P. (writing, implementing, 
evaluating)? 

What supports are available to you and the students ? 

ons on integBtiorl 

1) What skills do teachers need to teach a child with a disability? 

2) What do you feel are the most important positive aspects of 
integration? 

Additional Comments? 



APPENDIX B 

Headings used to sort data 

Description of Schools. 

- surrounding area 

- organization of school day 

- climate and culture of school 

- School Administrators 

Description of Teachers Classrooms 

- physical description of Teachers 

- physical description of classrooms 

- program structure 

- organization of materials 

- climate and culture of room 

Attitudes and Beliefs of Teachers 

- on their profession 

- on integration 

- on discipline 

- personairty 

- teaching style 



Appendix 6 (con't) 

Structure of Day 

- expectations of students 

- classroom management 

- presentation of materials 

- lesson organization and format 

Students 

- description of al1 students 

- description of students with special needs 

- behaviour and interactions of ail students 

Paraprof essional 

- role in the classroom 

- role with individual students 



APPENDIX C 

Classroorn ecology coding used to develop a matrix: 

sense of positivenesslcl imate 

clearly stated learning goals 
organization of instructional content 

time allowed 
instructional support 

monitoring by teacher 
monitoring by paraprofessional 
time on task 

routines establish 
teacher feedback 
studen t self-esteem 

understanding of instruction 
students' expectations and accountability 
active teaching 
direct instruction 

whole ctass instruction 

groups 
clearly stated objectives 

modification of instruction 
responses to inappropriate behaviour 

time for practice and review 
redi rect ion 
critical thinking 

praise 



seldom 
l x  

DB 

occasionally 
5 x 

often 
1 0 x  

CS 

OB 

DB 

DB 

DB 

Positive Climate 

lear Goas 

Inst. Support 

Monitoring T 

Monitoring P 

Time on task 

Routines 

Feedback 

elf -esmm 

constant 
15xaday 

SC DB 
CB 
SC DB 
CB 
SC DB 

SC C8 

SC OB 
CS 

SC CB 

CB 

SC 08 
CB 
SC DB 
CB 
SC CB 

SC OB 
CB 
SC CB 



Expectations 

- 
G roupç 

Objectives 

Modifications 

Inappropriate €3 
- -  

Practice 

Redirection 

constant often occasionall 9 seldom 
1% 10 + 5 +  1+ 



IMAGE EVALUATION 
TEST TARGET (QA-3) 

APPLIED - IMAGE. lnc = 1653 East Main Street - -- ,, Rochester. NY 14609 USA =-= Phone: 71 W482-0300 -- --= Fax: 71 6/20ô-5989 




