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ABSTRACT 

Special education inclusion teachers experience barriers that stem from self-efficacy, 

professional development, role conflict, special education compliance, and the necessity of 

determining the needs of students using Specially Designed Instruction, while serviced in 

special education within an inclusion setting (Woodcock & Reupert, 2013, Friend, 2014 & 

Bandura, 1997).  Lack of content knowledge is conversely a hurdle for special educators who 

serviced middle and secondary schools because they find themselves not being content 

experts for their assigned classes (Dieker & Hines, 2013).  The setting consists of a large 

urban public school district in Texas that educates approximately 200,000 students with more 

than 15,000 services in special education (Holmes, 2018).  Elementary and secondary 

teachers who were certified in the state of Texas as special education teachers supporting 

students serviced in special education within the inclusive setting of a large urban district in 

the state of Texas were purposely chosen as the sample for this study.  The Professional 

Development Perception Survey was delivered through electronic mail to an approved list of 

elementary and secondary special education teachers who service students with disabilities 

within the inclusion setting.  Through qualitative analyses, the data was collected using the 

Smart Survey tool.  In addition, the survey consists of demographic questions, Likert 5-Point 

Scale and open-ended questions using the Smart Survey tool.  Conclusions are determined by 

confirmation of the barriers that stem from self-efficacy, professional development 

opportunities, role conflict, special education compliance, and determining the need of 

students serviced using Specially Designed Instruction.     

 Keywords: professional development, specially designed instruction (SDI), 

self-efficacy, special education, inclusive setting 
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  CHAPTER I 

INTRODUCTION 

Education within the United States of America has a history of consistently excluding 

students with disabilities from the public-school sector. The passing of the Education for All 

Handicapped Children Act of 1975 supports states and localities in shielding the rights and 

meeting the individual needs of infants, toddlers, children, and youth with disabilities and 

their families to ensure improved outcomes (Marling, 2013). To be diagnosed as a student 

with a disability, you must meet at least one of the thirteen qualifying disabilities (Bateman & 

Bateman, 2014).  

 Individuals for Disabilities Education Act (IDEA) lists 13 different disability 

categories under which 3- through 21-year-olds may be eligible for services. The disability 

categories listed in IDEA are autism; deaf blindness; deafness; emotional disturbance; 

hearing impairment; intellectual disability; multiple disabilities; orthopedic impairment; other 

health impairment; specific learning disability; speech or language impairment; visual 

impairment (including blindness). Under IDEA, a child may not be identified as a "child with 

a disability" primarily because he or she speaks a language other than English and does not 

speak or understand English well. A child also may not be identified as having a disability 

just because he or she has not had the appropriate instruction in math or reading (Individuals 

with Disabilities Education Act, 2009). 

Background of the Study 

The Education for All Handicapped Children Act of 1975 changed with the passing of 

Public Law 94-142, the Education for All Handicapped Children Act, which mandated that 
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students with disabilities must receive a free and public education (FAPE) in their least 

restrictive environment (LRE) (Marling, 2013).  The Education for All Handicapped Children 

Act of 1975 required all children to be educated in their LRE, allowing students with 

disabilities to join their peers within the general education setting. Quality versus quantity 

questions were raised with the passing of the Education for All Handicapped Children Act of 

1975 (Marling, 2013). Students with disabilities were placed in the LRE, but the quality of 

the education programs were in question (Marling, 2013). 

The goal of educational reform has been to include all students with disabilities in 

general education classrooms (Mastropieri, Scruggs, Guckert, Thompson, & Weiss, 2013). 

After the start of the Individuals with Disabilities Education Act (IDEA) in 2009, most 

students with disabilities receive part of their instructional day with non-disabled peers inside 

the general education classroom (Individuals with Disabilities Education Act, 2009).  School 

educators are expected to ensure that all students reach daily rigorous academic standards 

regardless of their area of academic focus (Friend, 2014).  The grade-level curriculum taught 

in the general education classroom in addition to Specially Designed Instruction (SDI) is 

taught by the special education teacher (McLaughlin, 2010). Specially Designed Instruction 

(SDI) is at no cost to the parent and addresses the unique needs of a child with a disability 

based on the instruction that aligns with the deficit and appropriate supports (Friend, 2018). 

Inclusion is an attitude or belief system that implies that everyone belongs and is accepted in 

the public school system (Kosko & Wilkins, 2009).  Countless educators indicate that 

inclusion is a critical component of students achieving with their nondisabled peers (Kosko 

& Wilkins, 2009). Controversy concerning the benefits of inclusion is still on the horizon, but 

most educators believe in the practice of inclusion (McLaughlin, 2010).  
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 Federal Public Law 94-142 (Education for All Handicapped Children Act, 1975) 

governs the education of children with disabilities. The selective placement of special 

education students in one or more normal education classes is called mainstream education 

(Wisconsin Education Association Council, 2009). Proponents of mainstreaming generally 

assume that a student must "earn" his or her opportunity to be placed in regular classes by 

demonstrating an ability to "keep up" with the work assigned by the general education 

classroom teacher (Wisconsin Education Association Council, 2009). This concept of 

inclusion is closely linked to traditional forms of special education service delivery 

(Wisconsin Education Association Council, 2009).  The term inclusion is not listed in the 

law, but requires significant efforts be made to educate in the Least Restrictive Environment 

(LRE) (Individuals with Disabilities Education Act, 2009).  The LRE mandate requires that 

students with disabilities receive their education in the general education classroom to the 

maximum extent appropriate (Individuals with Disabilities Education Act, 2004).  LRE offers 

necessary supports and services rendered to students with disabilities within the general 

education setting if fitting for educational advancement (Individuals with Disabilities 

Education Act, 2004).  Highly effective training is a significant component in creating special 

education teachers who can meet the diverse needs of students within an inclusive setting 

(MacCarthy, 2010). 
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Statement of the Problem 

The study added an understanding of information presented by special education teacher’s 

perception of professional development and the alignment to inclusive teaching practices. There is a 

limited account of effective professional development for special education teachers who teach inclusion 

in large urban public-school districts in Texas. The role of the special education teacher focuses on 

understanding the whole child in the areas of emotional, social, academic, behavioral, and physical.  For 

special education teachers to receive highly effective training, district, and campus-level trainers or 

professional development writers must have up-to-date information on content that is relevant to 

supporting teachers who serve students in special education. To keep special education teachers engaged 

and eager to implement the learning, the training has a greater impact if they are timely, appropriate and 

resources are available for implementation. The campus administrator plays a key role in ensuring that 

teachers receive the appropriate professional development and the correct support by allowing them to 

attend the various learning opportunity sessions. Another key factor for administrators or other 

administrative team members is obtaining a level of knowledge themselves to ensure their campus is 

following the law and implementing best practices for students.  When campus administrators are 

unfamiliar with special education law, students with disabilities, and best practices, a campus teacher 

has less accountability. When there is limited accountability of teachers, students can receive fewer 

opportunities for the advancement of academic, behavioral, social, and functional outcomes.  The role of 

the campus administrator is to ensure that students receive the proper education to obtain their academic 

achievement and teachers can encounter growth through professional development and the campus 

should see the benefits in their state assessment scores. The professional development writers’ roles and 

responsibilities consist of developing professional development based on the need exhibited through 

educational trends, district and campus data, education of disabilities, federal and state laws, teacher 
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strengths and weakness, and projected outcomes. Building a culture to obtain highly effective teachers 

consists of effective professional development, which enhances self-efficacy, and special education 

teachers that implement best practices for students with disabilities.  

Special Education teachers use Specially Designed Instruction (SDI) to give access to the 

foundations of the learning, by determining how students are exposed to the curriculum. In the large 

urban school district used in this study, the special education teachers must know all core content 

subjects such as reading, math, science, and social studies in addition to social, behavioral, and academic 

skills needed to master the annual goal of the student.  To get students to academic, behavioral, and 

social skill mastery, the special education teacher becomes an expert in SDI, explicit instruction, 

intensive instruction, and strategic strategies that close academic gaps for students with disabilities by 

understanding their assets and deficits. The student’s assets and deficits are identified in the Full 

Individualized Evaluation (FIE), which is done through an evaluation of the student. The FIE offers 

various data points to review the assets and deficits of the whole child and the special education teacher 

uses the information from the data to develop the Present Levels of Academic Achievement and 

Functional Performance (PLAAFP).  The PLAAFP is a narrative of the student’s assets and deficits to 

ensure all necessary parties can understand why and how to support the student with their disability 

while accessing the general education curriculum. The special education teacher and the other members 

of the Admission, Review, and Dismissal (ARD) committee assist the teacher in developing an 

Individualized Education Plan (IEP) for each assigned student serviced through special education. The 

IEP focuses on the deficit and maps out a plan to assist the student’s access to academic, social, 

behavioral, and functioning skills. The information placed within the IEP is derived from the FIE and 

the PLAAFP to ensure that the student’s strengths are used to build their deficit areas with a focus on 

SDI. SDI gives the student access to the annual goal set forth on the IEP.  The special education 
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teacher’s level of knowledge around the FIE, PLAAFP, IEP, and SDI is vital to ensuring that the 

student’s individualized plan is crafted for achieving outcomes to close academic, functional, 

behavioral, and social gaps. The assurance of a well-informed campus administrator and expert 

professional development writer are vital components of developing special education teachers who are 

prepared to serve students with disabilities. 

The related services are supportive services required to assist a child with disabilities who benefit 

from special education (Garrett, 2017).  Types of related services include speech-language pathology, 

adaptive physical education, occupational therapy, audiology, interpreting, psychological, and more.  

The self-efficacy of teachers is unknown; however, if teacher perception towards professional 

development for inclusion can impact instructional practices, school districts must determine how to 

alter the mindsets, which in turn impacts student achievement (Garrett, 2017).  In Texas, a large urban 

school district faces challenges regarding teacher’s self-efficacy around their ability to utilize prior 

educational knowledge, pre-service training, campus support, professional development, and content 

knowledge to enhance their performance as teachers within the inclusive setting.  The goal of the 

professional development writer is to capture the critical need, identify key information and deliver the 

information in a way that was transferable to the classroom to support teachers and impact students in 

the inclusion setting. 

Professional development has often been stifled or disregarded in the lens of the teachers’ 

individualized professional needs (Fuchs, 2010).  Fuchs (2010) mentions how training opportunities for 

teachers focus on individualized strategy-based design rather than the collaborative approach for content 

and strategies. Shandomo (2010) questioned the absence of reflection around what teachers learn and do 

not learn in professional development activities. Within the K-12 public-school system, there are many 

students who display learning below or above grade level or somewhere in between (Steffes, 2010). In 
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the inclusive setting, general education teachers work to advance all learners, while keeping pace with 

the curriculum; special education teachers try to juggle their schedules to meet the needs of the students 

in various inclusive settings (Shandomo, 2010; Rock & Bateman, 2009).  When grasping an 

understanding of the problem at hand, the factors of class size, lack of special education teachers, and 

training have possible barriers to the inclusion programs (Skinner, 2009).  

Stocks (2010) discusses the barriers to effective inclusion programs such as low student 

expectation, restricted curriculum focus, and negative student characteristics resulting from school 

failure (Stocks, 2010).  Hunzicker (2011) discussed the benefits of professional development when 

providing training around trending topics, legal framework, curriculum updates, tools, technology, and 

identified needs by teachers.  The style of professional development can have high value to it being 

effective or ineffective. Effective teaching and learning are the keys to successfully implementing 

inclusion programs that promote the application and continued practice (Stocks, 2010).  Professional 

development through the workshop model has proven ineffective because teachers do not have time to 

apply the skill through conversation and application (Hunzincker, 2011). Effective professional 

development is grounded in research-based practices, sustained over time, collective faculty 

participation, and content focus on curriculum and needs addressed by teachers (Lydon & King, 2009).  

 

Statement of the Purpose and Significance 

The purpose of this phenomenology study was to examine special education teachers’ 

perceptions of professional development and the alignment to inclusive teaching practices.  The study 

enhanced the ability to understand the commonality of the lived experiences of special education 

inclusion teachers and the nature of their phenomenon. 
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Houston Baptist University has rekindled Christian higher education through a vision organized 

by ten pillars.  When reflecting on the ten pillars and the purpose of the study, Pillar Six references a 

renewed campus and community to support the needs of students. Pillar Six resonates with this study 

through building professional development that benefits the outcome of students, which impacts the 

renewing of the school campus and community.  Professional development is the range of formal and 

informal processes and activities that teachers engage in both inside and outside of the school to improve 

their teaching knowledge and skills (Mertens, Flowers, Anfara, & Caskey, 2010).  Pillar Ten within the 

HBU vision is captivating the educational institution to the next level. The ability to support students 

with disabilities within the general education setting with the use of inclusive practices relates to HBU 

Pillar Ten by focusing on captivating the educational institution to the next level.  The power of 

captivating educational institutions increases the ability to promote campus and community 

implementation of professional development and the impact of student success.  

Some of these challenges for teachers are student deficits in skill levels, lack of necessary time 

available for the increase in instructional planning, and not being accustomed or prepared to implement 

individualized and small group instruction within a large group (MacCarthy, 2010). Many of these 

problems exist in all classroom environments and may cause additional concerns when they arise in 

inclusive settings (Allison, 2015). Special education and general education teachers have reported that 

an increase in paperwork, lack of financial compensation, lack of adequate funding for special education 

services, and required time for additional training and outreach for special and general education 

teachers are barriers to inclusion (MacCarthy, 2010).  The success of inclusion requires that special 

education teachers and general education teachers be prepared to work with students with disabilities 

(Woolfson & Brady, 2009).  Dieker and Hines (2013) drew from the research to conclude that the 

benefits of inclusion across grade levels far outweigh the difficulties inclusion presents.  The 
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implementation of this mandate required general education and special education teachers to be prepared 

to meet the needs of students with disabilities who receive instruction in the general education classroom 

(Allison, 2015).  Allison (2015) believes that the inclusion setting offers the following: appropriate 

social behavior because of the expectations set for the general education classroom; promoting high 

levels of academic achievement; and offers a continuous stream of support around academics and social 

support for classmates and teachers adapting to different teaching and learning styles.  The author 

contends that general education students benefit from inclusion as well as students serviced in special 

education (Allison, 2015).  When a special education teacher is located inside the inclusion classroom, 

they offer support for students with disabilities and a level of expertise in behavior, functional, and 

learning strategies.  The inclusion classroom offers greater acceptance of students with disabilities 

because it promotes the understanding of the similarities among students with and without disabilities 

(Friend, 2014). Inclusion is a beneficial aspect for all learners, so it is vital to ensure fidelity and systems 

within the daily operations of school (Friend, 2014).  The barriers of inclusion land into three groups: 

organizational, attitudinal, and knowledge (Dieker & Hines, 2013). The barriers are related to how 

schools deliver instruction, staffing, and the management of schedules.  School administrators that serve 

students with disabilities on their campuses should ensure that special education teachers and other staff 

receive appropriate professional development training to prepare for the various services of students 

with disabilities. In the large urban school districts in the South Region of Texas, most schools have 

students serviced through special education. What varies is the level of services found on campuses 

based on their population.  On campuses that provide inclusive services, all school staff should 

understand the framework and purpose to ensure the attainment of the law concerning inclusive 

practices and the culture of their campus.  The services page allows the campus to get an understanding 

of what is needed to educate this child within the public domain.  Upon review of the service page, the 
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campus administrator determines the level of services that are appropriate for each student, which in turn 

provides staffing number needs.  Staff hired and placed based on the student's schedule of services, 

which outlines how support is offered to each student. 

The service page is determined by the Admission, Review, and Dismissal (ARD) committee to 

determine the level of specialized and general services needed for students on an individual basis.  Co-

teaching is where two or more professionals delivering substantive instruction to adverse or blended 

groups of students in a single physical space (Cook & Friend, 1995, p.2).  Within the co-teach setting, 

the teacher uses the services page within the students’ ARD paperwork to determine the level of 

services, duration, frequency, and location of services rendered for each student.  On the secondary 

level, teachers can support up to six or more different classrooms with students served as inclusion. 

When teachers have a variety of classrooms to support, another gray area is collaborative planning.  

Collaborative planning becomes difficult because to support the needs of the students, the 

teacher must have an opportunity to plan.  The campus administrative team develops the master 

schedule, which indicates the level of support that is needed for the campus to operate effortlessly.  In 

the development of the master schedule, the administrators must review extracurricular activities on 

campus, understand the learning plan, and implement how the student accesses the general education 

curriculum.  Barriers among co-teachers consist of negative preconceived ideas amongst non-special 

education teachers. Teachers agree with the foundational purpose of inclusion, but many lack 

preparations to work in an inclusive setting (Dieker & Hines, 2013).  New ideas are on the horizon about 

supporting teachers around collaboration that focus on sharing learning environment, but this is foreign 

to the traditionally trained teacher (Dieker & Hines, 2013).  

Mastropieri, Scruggs, Guckert, Thompson and Weiss, (2013) suggest that teaching, learning, and 

learning styles adopted by the schools should have teacher input so that teachers can embrace the idea. 
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Co-teach teams acknowledge barriers around professional development for teachers who serve students 

with special needs within an inclusive setting (Dieker & Hines, 2013).  Lack of content knowledge is 

conversely a hurdle for special educators who service middle and high schools because they find 

themselves not being content experts for their assigned classes (Dieker & Hines, 2013). 

A phenomenology study examines the special education teachers’ perceptions of professional 

development and the alignment to inclusive teaching practices. The study focused on the measured 

impact of professional development through the lens of growth for the teacher, student success, and 

campus success.  This phenomenological study consisted of a large urban public-school district in Texas 

with a focus on elementary, middle, and high school special education teachers. 

Friend (2014) mentions that special education teachers and other educators learn little in their 

teacher preparation courses about working in a collaborative setting such as co-teaching.  This lack of 

educational training around collaborative teaching has been a disadvantage in co-teaching.  The co-

teaching setting normally contains a general education and a special education teacher within one 

classroom working with non-disabled students and students with disabilities.  This collaborative setting 

is designed for joint roles in educating all students, regardless of their disability.  The setting requires the 

general educator to be the content expert and the special education teacher to be the disability expert 

around SDI.  It is paramount that the co-teach teams find a method of cohesiveness so that all students 

can learn to the maximum extent appropriate.  Co-teaching the professional instructional partnership 

enables educators to be prepared for diverse learners by blending their expertise and sharing the 

responsibilities of educating all students.  

The state education systems require professional development to be given to special education 

teachers, but this has proven to be ineffective when serving students with disabilities in an inclusive 

setting (Szypula, 2009).  Professional development through the traditional route has proven ineffective 
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to meet the needs of students with and without disabilities in an ever-changing general education 

classroom (Schleicher, 2011).  Friend (2014) informs that no single instructional model is a cure-all; co-

teaching can significantly and positively enable many educators to reach their most cherished goal to 

improve the overall outcomes for students. Teachers mentioned that they desire to maintain their 

separate roles and solely come to educate a select group of children within the profession (Bateman & 

Cline, 2016). In the twenty-first century, serving students with disabilities was a part of every general 

education teachers' career from start to finish; new teachers should expect to have students with 

disabilities during their entire teaching career (Bateman & Cline, 2016). Students with disabilities bring 

multiple challenges to the inclusion classroom, so teachers must be equipped to support the various 

needs. 

Campus leaders of inclusion-oriented schools should ensure that individuals associated with 

these classrooms have committed to fully engage all students within the general education classes with 

support (Stainback & Stainback, 1992).  Features of inclusion-oriented schools provide meaningful 

learning experiences for all students regardless of their characteristics. Inclusion-oriented classrooms 

consist of heterogeneous grouping, aspects of social, personal, academic, and functional learning 

(Stainback & Stainback, 1992). Stainback & Stainback (1992) reference that all campuses visited with 

highly effective inclusion-oriented classrooms have a school leader who spearheads the inclusion 

reform. On-campus, the designated school administrator is responsible for, but not limited to, providing 

varying types of support; emphasizing the value of education for all students; promoting inclusive-

oriented activities; and coaching teachers and personnel around being flexible in challenging situations. 

Special Education teachers within the inclusive setting have expressed concerns about receiving 

insufficient professional development and support (Friend, 2014). Active professional development 

concentrates on a framework that approaches all aspects of creating appropriate instructional 
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environments and prior knowledge for gaining student success. Designating appropriate time for 

collaboration with co-teach teams is essential when implementing and creating appropriate instructional 

accommodations to increase student success (Salend, 2011).  When the entire campus community 

invests in making small deviations to benefit the greater good of students with disabilities, a significant 

snowball effect takes place (Stainback & Stainback, 1992).  In this study, the research examined special 

education teachers’ in elementary and secondary schools’ perception of professional development that 

benefits their work in the inclusion classrooms.  

Teacher preparation programs have historically trained special education teachers and general 

education teachers separately due to traditional courses of study (Hargrove, 2010). Alexander (2014) 

reviewed the practice of inclusion among elementary and secondary public -schools.  The research of 

Alexander (2014) determined that campuses that frequently utilize inclusion, but little training may not 

be granted the full possibilities of the inclusive model. Research-based professional development allows 

for teachers and campus administrators to handle new challenges with research-based strategies and 

systems (Alexander, 2014).  The limited amount of support can impact the educator's ability to educate 

and perceive the students’ needs within their inclusion classroom (Mastin, 2010).  Regardless of how 

states certify teachers with credentials, there is a need for specific specialized education courses for all 

teachers to support students with disabilities to access the general curriculum through specially designed 

instruction (Friend, 2014). Researchers agreed that if inclusion is used as a best practice for LRE, the 

school staff should embrace the implementation process (Shafiuddin, 2010). However, college 

preparation courses and alternative certification programs both have concerns about incorporating 

comprehensive individual education courses into teacher training plans because the field of special 

education is immense (Hargrove, 2010). 
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Students are the reason teachers report to their classrooms every day. It is essential to renew our 

district, campus, and community to focus on what was the best for students. When doing what is best for 

students, we can build the capacity of general and special education teachers to increase their toolbox 

around content, strategies, specially designed instruction, and other critical components of special 

education.  A large urban district can become a trailblazer of effectively executing inclusion for students 

with disabilities through active professional development and implementation of inclusive practices. The 

movement of intentional professional development for teachers within the general setting can impact the 

effects of student achievement. 

The purpose of this phenomenology study was to examine the special education teachers’ 

perceptions of professional development and the alignment to inclusive teaching practices.  The study 

measured the impact of professional development through the lens of growth for the teacher, student 

success, and campus success.  This phenomenological study consisted of a large urban public-school 

district in Texas, with a focus on elementary, middle, and high school special education teachers. 

           Dieker and Hines (2013) suggest that teaching, learning, and learning styles adopted by 

districts should have teacher input so that teachers can embrace the idea.  Co-teach teams acknowledge 

barriers around professional development for teachers who serve students with special needs within an 

inclusive setting (Dieker & Hines, 2013). Lack of content knowledge is conversely a hurdle for special 

educators who service middle and secondary schools because they find themselves not being content 

experts for their assigned classes (Dieker & Hines, 2013).  
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Research Questions  

In this study, the guiding research questions addressed the perception of Special Education 

teachers in grades kinder thru 12th and the level of effective professional development offered for the 

inclusive setting. 

1. What are the professional development needs identified by special education teachers who focus 

on students with disabilities in the inclusive setting?  

2. What are the benefits of receiving and implementing school district-specific training around 

special education topics? (i.e., Specially Designed Instruction, Progress Monitoring, developing 

the Individualized Education Plan) 

3. How might professional development be used to improve the special education teachers’ self-

efficacy towards educating students with disabilities within the inclusive setting? 

Definition of Terms 

The study used terms to deliver knowledge and essential details expressed throughout the study. 

These terms were often used in educational environments that practice inclusion. 

Access to the General Curriculum (AGC) 

Access to the general education curriculum occurs when students with disabilities are actively 

engaged in learning the content and skills identified by the general curriculum (Ahearn, 2005).   

Accommodations 

A tool kit of acquired information and skills needed for the student to retain or demonstrate their 

learnings (Friend, 2018). 

Administrator 

Individuals who lead schools from grades kindergarten thru 12th by aligning the mission, vision, 

and outcomes of their district to the needs of the campus.  The administrator can be titled Principal (the 
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leader of the campus) or Assistant Principal (second leader in command on the campus), these 

individuals focus on the community, students, parents, teachers, and staff to determine how they can 

strengthen their skill sets to the next level. 

Collaborative Classroom 

Classroom in which there is both a general education teacher and a special education teacher 

who work together to teach all students (Banerjee, 2012). 

Co-teaching 

"Two or more professionals delivering substantive instruction to adverse or blended groups of 

students in a single physical space" (Cook & Friend, 1995, p. 2).  

Differentiation 

Educational practices are considered a framework for making instructional adjustments to serve 

students at their level of need (Friend, 2018). 

Elementary School 

Grades comprised of kindergarten through fifth grade. Ages can range from five to 11 years of 

age. 

Elementary and Secondary Education Act (ESEA) 

           The federal assessment regulations for statewide accountability systems (Region 4, 2016). 

Every Student Succeeds Act (ESSA) 

The Elementary and Secondary Education Act reauthorized in 2015 to the Every Student 

Succeeds Act requiring all students, including students with disabilities, to be included in statewide 

accountability systems to observe their academic outcomes while accessing the general education 

curriculum (Region 4, 2016). 

Full Inclusion  
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The practice of including all students, regardless of handicapping condition or severity, in a 

regular classroom/program full time. All services must take to the child in that setting (Wisconsin 

Education E Association Council, 2009). 

Full Individualized Evaluation (FIE) 

The FIE is an evaluation completed through special education when a child is suspected of 

having a disability under the Individuals with Disabilities Education Act (IDEA) (Texas Education 

Agency, 2015). 

High School 

Grades comprised of ninth grade thru 12th grade.  Ages can range from 14 through 18 years of 

age. All ages vary based on student abilities and inabilities, but the oldest age is 21 in public-schools in 

Texas. 

Inclusion 

Educating each child to the maximum extent appropriate regardless of disability in the school 

and classroom the child would typically attend (Wisconsin Education Association Council, 2009). 

Inclusion involves bringing the support services to the child rather than moving the child to the services. 

Additionally, inclusion services require that the child will benefit from being in the classroom 

environment rather than having to keep up with the other students academically (Wisconsin Education 

Association Council, 2009).  

Individualized Education Plan/Program (IEP) 

A written statement for a child with a disability that is developed, reviewed, and revised in a 

meeting in which the child's present levels of academic achievement and functional performance along 

with how the disability affects the child's involvement and progress in the general education curriculum 

discussed (Sec.200.320 of the Individualized Education Act, 2004). 
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Individuals with Disabilities Education Act (IDEA) 

           Law guaranteeing services to children with disabilities within the United States 

(Individuals with Disabilities Education Act, 2004).   

Least restrictive environment (LRE) 

A student's right to be educated in the setting most like the educational setting for non-disabled 

peers and in which the student can be successful if appropriate support is provided (Individuals with 

Disabilities Education Act, 2004). 

Mainstreaming 

The selective placement of students serviced in special education in one or more "regular" 

education classes. Proponents of mainstreaming generally assume that a student must "earn" his or her 

opportunity to be placed in regular classes by demonstrating an ability to "keep up" with the work 

assigned by the general education classroom teacher (Wisconsin Education Association Council, 2009). 

This concept is closely linked to traditional forms of special education service delivery (Wisconsin 

Education Association Council, 2009). 

Middle School 

A school that consists of grades sixth through eighth. Student's ages range from 11 to 14 years of 

age. 

Present Level of Academic Achievement and Functional Performance (PLAAFP) 

The PLAAFP is a starting point or baseline of the student’s performance levels. It is the 

statement of the child’s present levels of academic achievement and functional performance, including 

how the child’s disability affects their involvement and progress in the general education curriculum 

(Texas Education Agency, 2015). 
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Professional Development 

The range of formal and informal processes and activities that teachers engage in both inside and 

outside of the school to improve their teaching knowledge and skills (Mertens, Flowers, Anfara, & 

Caskey, 2010).   

Professional Development Writer 

The professional development writer is an individual who works within the school district or an 

outside company to develop training based on requests or trending topics in various educational arenas. 

Related Services 

IDEA lists related services consist of Speech-language and audiology services, psychological, 

occupational, recreational, and other assistance for students in Special Educational Services (Individuals 

with Disabilities Education Act, 2004). 

Self-efficacy 

 A character trait explaining how people's preconceptions regarding their abilities to perform can 

affect their actual performance in a variety of contexts (Bandura, 1993).  

Specially Designed Instruction (SDI) 

Specially Designed Instruction (SDI) is at no cost to the parent and addresses the unique needs of 

a child with a disability based on instruction aligned with the deficit and appropriate supports (Friend, 

2018). 

Special Education 

As defined in the IDEA, special education means specially designed instruction, at no cost to the 

parents, to meet the unique needs of a child with a disability ((Individuals with Disabilities Education 

Act, 2004). 
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Theoretical Framework 

The conceptual framework was centered on Bandura's (1993) social cognitive theory. Bandura 

(1993) hypothesized an individual's belief that their capabilities would determine the level of 

performance that influences events of their lives (Bandura, 1997). The individual’s level of content or 

systematic knowledge can determine their focus. When an individual is self-aware of their advancement 

and views of their goals, they are believed to be stronger.  In other words, if someone believes that he or 

she is successful, then they are likely to meet the expectation of success (Garrett, 2017). 

The teacher's experience from previous professional development training can sometimes alter 

the opinion of overall professional development (Woodcock & Reupert, 2011). Social cognitive theory 

studies human behavior and the consequences that occur from their actions (Woodcock & Reupert, 

2011). The educational experience for students with disabilities can be enhanced by providing 

professional development to improve the practice used within the inclusion settings (Braden, Haui, 

White, &, Elliot, 2005). The professional development offered should be beneficial for general 

education and special education teachers based on their classroom reality, prior knowledge, and 

experiences. 

This study supported the research conducted by Mastin (2010), which focuses on Bandura's 

social cognitive theory. Inclusion has been noted as a successful form of instruction when both teachers 

have a rich and terse understanding of their roles and responsibilities (Friend, 2014). The conceptual 

framework of Bandura's social cognitive theory was supported by Murawski & Dieker (2008), and 

Allison (2015), which explains their positive and negative perceptions of the inclusion classroom. 

In summary, when an individual has a favorable view of a task or information, they are more 

likely to lead with a positive performance and perceptions of inclusion (Bandura, 1997). Bandura (1997) 

noted that reassuring perceptions lead to positive cognitive responses. Positive performance by 
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individuals leads to positive outcomes in the inclusive setting so that teachers might perceive 

professional development in a positive and useful manner. 

Limitations 

Limitations in research are the situations that occur in the study that were out of the hands of this 

researcher. The study discussed the limitations of the following: 

1. This phenomenological study was limited to teachers certified in special education who 

support the inclusive setting in elementary and secondary classrooms. 

2. This phenomenological study took place within a large urban public-school district in Texas. 

3. This phenomenological study did not include paraprofessionals and counselors. 

4. Pilot testing was not done on the Professional Development Perception Survey prior to its 

dissemination to potential participants. 

5. Participants may have been afraid to be open and honest about their views on all aspects of 

professional development and its impact. 

Delimitations 

Delimitations of a study are those characteristics that arose from the limitations in the scope of 

the study by conscious exclusionary and inclusionary decisions made during the development of the 

study. Delimitations within the study were this researcher's way of tightening the possibility of the study 

as follows: This phenomenological study was limited to certified special education teachers within a 

large urban public-school district in Texas who teaches inclusion within the elementary or secondary 

classrooms.  

1. The study was limited to collecting data from the elementary, middle, and high school special 

education teachers within a large urban school district located in Texas. 
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2. The study consisted of survey questions regarding the benefits and weaknesses of 

professional development around inclusion. 

3. Participants were elementary, middle, and high school certified special education teachers 

who worked within one large urban public-school district. 

4. No data collected from paraprofessionals and counselors. 

5. This researcher worked for the office of special education within the large urban public-

school district where the data was be collected.   

6. This researcher worked in the role of a professional development writer for the district within 

the office of special education.  

  The results of the survey gave insight into the special education teacher's perception of 

professional development and the alignment to inclusive teaching practice. 

Assumptions 

Four general assumptions of this phenomenological study were: 

1. Participants understood the survey questions and respond objectively and honestly. 

2. Participants in the study were representatives of elementary, middle, and high                                                                       

school certified special education teachers. 

3. Participants were teachers who taught students with disabilities within an inclusion setting. 

4. The inclusive classroom included students identified with disabilities who spent at least a 

portion of the school day in the general education classroom with their non-disabled peers 

(U.S. Department of Education, 2013). 
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Organization of the Study 

The study was organized into five chapters. Chapter I includes the background of the study, 

statement of the problem, statement of the purpose and significance, research questions, the definition of 

terms, theoretical framework, limitations, delimitations, assumptions, and organization of the study. In 

Chapter II, this researcher provided a review of the literature including (a) history (b) critical 

components of special education; (c) professional development; (d) inclusive practices.  In Chapter III, 

this researcher described the methodology used in this study, which includes research design, 

participants, context and setting, instrumentation, data collection, and data analysis. In Chapter IV, this 

researcher provided the findings of the study.  In Chapter V, this researcher provided discussions, 

implications, recommendations, and conclusions. 
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CHAPTER II 

LITERATURE REVIEW 

The purpose of this phenomenological qualitative study was to examine special education 

teacher’s perception of professional development and the alignment of inclusive teaching practices. The 

framework for special education students serviced within inclusive settings is determined by federal and 

state law. Access to the general education curriculum happens when students with disabilities are 

actively engaged in learning the content and skills that define the general education curriculum while 

supporting specially designed instruction to adhere to the combination of instructional practices and 

supports for students. Ahearn (2005) emphasizes the importance of actively engaging students with the 

learning of content and skills within the general education curriculum.  Although the Individuals with 

Disabilities Education Act (IDEA) does not define the general education curriculum, the Office of 

Special Education and Rehabilitative Services (OSERS) issued a letter to report the meaning and content 

of the general education curriculum (Ahearn, 2005).  Subsequently, this researcher determined the 

participants’ perception of the legal framework of federal and state law, philosophy of inclusion, co-

teach models, professional development, self-efficacy, and the impact it has on the alignment to 

inclusive teaching practices for Access to the General Curriculum (AGC).  

Historical Background 

The Civil Rights Act of 1964, which ended segregation in public places and banned employment 

discrimination based on race, color, religion, sex, or national origin, is considered one of the crowning 

legislative achievements of the civil rights movement (Civil Rights Act, 2018).  The civil rights act later 

extended to prohibit the practice of using federal funds for discriminatory programming within the 

Office of Education. The Civil Rights Act was implemented to create desegregation and eventually 

expanded to bring disabled Americans, the elderly, and women in collegiate athletics under the umbrella 
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(Civil Rights Act, 2018).  During the late 1950s and 1960s, the Civil Rights Act brought attention to the 

need to include all students with disabilities into the general education classroom (Dieker & Hines, 

2014).  During the 1970s, mainstreaming within schools associated it with moving students serviced in 

special education into the general education classroom (Dieker and Hines, 2014).  The practice of 

mainstreaming students gave general educators a feeling of being overwhelmed due to the absence of or 

minimal direct support from the implementors of this law. The mainstreaming of students with 

disabilities caused resentment and discourse among general and special education teachers because of 

the lack of knowledge for supporting students with disabilities amongst their non-disabled peers (Dieker 

and Hines, 2014).  

 Every Student Succeeds Act (ESSA) of 2015 could have a powerful impact and possibly shed 

light on the Individuals with Disabilities Education Act (IDEA) although it might not be addressed 

directly (American Institutes for Research, 2016).  ESSA's goal was to increase overall student 

improvement through college and career readiness, which automatically impacts students with 

disabilities as well (American Institutes for Research, 2016).  The general education classroom houses 

non-disabled peers and peers with disabilities and ESSA made an impact due to their focus on creating 

an accountability system for the statewide testing assessment, improving teacher and leader capacity, 

and increasing effective instructional best practices (American Institutes for Research, 2016).  The 

accountability system for statewide assessments improves results for students with disabilities within the 

general education classroom (American Institutes for Research, 2016). ESSA ensures that states monitor 

fourth and eighth-grade students in the areas of reading and math to measure the performance of non-

disabled peers and peers with disabilities to monitor overall performance (American Institutes for 

Research, 2016).  Based on the district's results, an accountability plan addressed all students with or 

without disabilities to determine and capture outcomes (American Institutes for Research, 2016).  Most 
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students with disabilities obtain their education within the general education setting or mainstream 

classroom, so ESSA considered increasing the capacity of teachers and leaders a vital step to improving 

outcomes for all students (American Institutes for Research, 2016).  Based on the impacts of ESSA, new 

laws required states to improve ways educators identify and meet the needs of students with disabilities 

and locate funding to develop teachers and leaders to increase their capacity around educating students 

with disabilities (American Institutes for Research, 2016).  Through building the capacity of teachers 

and leaders on identification, instruction for students with disabilities and struggling students, ESSA 

used the multi-tiered system of support (MTSS) framework to assist school teams on how to properly 

use student-level data to increase learners’ access to effective academic and behavioral instruction 

(American Institutes for Research, 2016).  The MTSS framework ensures that learning is rooted in 

evidence-based interventions, activities, and strategies that render high outcomes for students with 

disabilities (American Institutes for Research, 2016).   

Friend (2014) nurtured the idea of utilizing six models to instruct within the mainstream 

classroom that consisted of a general and special education teacher. One-teach, one-observe takes 

advantage of the ability to offer a detailed observation of students engaged in the learning process 

(Friend, 2014).  With the one-teach, one-observe approach, for example, a co-teacher can decide in 

advance what types of specific observational information to gather during instruction and can agree on a 

system for gathering the data (Friend, 2014).  After completing this method, the general education and 

special education teachers should analyze the information together and take turns teaching and gathering 

data, instead of the special educator being the only person to observe (Friend, 2014). Station Teaching in 

the co-teach setting allows for the teachers to divide content and students (Friend, 2014). During Station 

Teaching, each teacher then teaches the content to one group and subsequently repeats the instruction for 

the other group (Friend, 2014).  If appropriate, a third "station" could allow students to work 
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independently, which allows the co-teachers to become comfortable with their partnership (Friend, 

2014). Station Teaching can create a partnership for teachers that lends itself to creating various models 

and groups to instruct learning.  Parallel teaching allows student learning to be facilitated through 

additional supervision by the teacher and additional opportunities for students to respond to the learning 

(Friend, 2014).  In Parallel Teaching, the teachers are both teaching the same skill or content, but they do 

so to a divided class group (Friend, 2014).  Parallel Teaching can be used to various learning 

experiences, for example, by providing manipulatives to one group but not the other or by having the 

groups read about the same topic but at different levels of difficulty based on the student’s data (Friend, 

2014).  Alternative teaching models are seen in most class groups; learning scenarios occasionally arise 

in which several students need specialized attention (Friend, 2014).  In Alternative Teaching, one teacher 

takes responsibility for the large group while the other works with a smaller group. These smaller groups 

can be used for remediation, pre-teaching, to help students who have been absent catch up on key 

instruction, assessment, and so on (Friend, 2014).  Both teachers can conduct instruction in either group 

when they share a cohesive plan for owning all students.   

In the teaming model, both teachers share delivery of the same instruction to a whole student 

group (Friend, 2014).  Some refer to team teaching as “one band, one sound” or called it “tag-team 

teaching.”  Most co-teachers consider this approach the most complex but satisfying way to co-teach, 

but the approach is most dependent on teachers’ styles.  One-teach, one-assist is a concluding approach 

to co-teaching; one teacher keeps primary responsibility for teaching while the other professional 

circulates through the room helping students as needed (Friend, 2014).  Friend (2014) suggests that one-

teach, one-assist should be the least often employed co-teaching model.  The six models are 

implemented within the co-teach structure that consists of two teachers who share responsibilities within 

a single setting to combine instructional content knowledge and specific strategies to meet individual 
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needs (Dieker & Hines, 2014).  Through the execution of inclusion, co-teach models evolved at the 

secondary level to allow support around the student’s strengths and weakness around instruction and 

behavior (Friend, 2014). 

The 1970 reorganization of secondary schools in the United States introduced co-teaching to 

reform the classroom by sharing one room with two teachers while using various models of co-teaching 

(Cook and Friend, 1995).  Increasing outcomes for students, the co-teach models should be used with 

fidelity by the general and education teacher. When both educators are working as a co-teach team, 

teachers see an increase in the ability to use flexible grouping for students (St. Cloud State University, 

2020).  Flexible grouping brings students together to expose them to new and differing viewpoints and 

strengthens their abilities to tackle level disputes (St. Cloud State University, 2020). Overall, co-teaching 

assists with the diversification and size of the mainstream or inclusion classroom by reducing the student 

to teacher ratio, increasing instructional options like flexible grouping, diversify teaching styles, expand 

opportunities for engagement, and impact student's participation levels disputes (St. Cloud State 

University, 2020).  When there are two highly effective teachers in one room focusing on classroom 

management, planning, and implementing lessons that build capacity in students, more students focus on 

learning and transferring knowledge (Cook and Friend, 1995). 

Federal and State Legal Framework 

The U.S. Department of Education developed the 40th Annual Report to Congress and the public 

reviewed the history of continuous commitments and determinations to increase educational outcomes 

for students with disabilities (U.S. Department of Education, Office of Special Education and 

Rehabilitative Services, Office of Special Education Programs, 2018).  During the annual report to 

Congress and the public, the following frameworks were used to bring clarity in the areas of the 
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Education for All Handicapped Children Act of 1975 (EHA), Public Law (P.L.) 94-142, and the 

Individuals with Disabilities Education Act (IDEA). 

The implementation of the Individuals with Disabilities Education Act (IDEA) discussed within 

the U.S. Department of Education’s 49th Annual Report to describe the nation's progress in providing a 

free appropriate public education (FAPE) for children with disabilities under IDEA, Part B (U.S. 

Department of Education, 2018). The Rehabilitation Act of 1973 and IDEA ensure that all students, 

including those with disabilities, receive a free and appropriate public education, which gives more 

impulse to develop clear expectations for implementation of models for educating students with 

disabilities (U.S. Department of Education, 2018). The report shared information around Part C which 

focused on early intervention services to infants and toddlers with disabilities and their families under 

IDEA to ensure the rights of these children with disabilities and their parents (U.S. Department of 

Education, 2018).  IDEA protects the students with disabilities and their parents to ensure that the state 

and localities provide FAPE and determines the effectiveness of the efforts placed on educating students 

with disabilities. Part C of IDEA informed Congress and the public with the rationale of providing state 

funds, assisting with the development and implementation of statewide systems to make early 

intervention services available to all eligible children with disabilities and their families from birth 

through age two. Whereas Part B of IDEA provides funds to states, assisting them in making FAPE 

available to eligible children with disabilities ages three through 21 who need special education and 

related services received under IDEA (U.S. Department of Education, 2018).  IDEA, Part B outlined the 

outcomes for students ages six through 21 serviced in the general education classroom for a portion of 

their academic day. The findings of the report were as follows:  

In 2016, a total of 5,740,172, or 94.9 percentage, of the 6,048,882 students ages six through 21 

served under IDEA, Part B, were educated in regular classrooms for at least some portion of the school 
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day (U.S. Department of Education, 2018). The majority (63.1%) of students ages six through 21 served 

under IDEA, Part B, were educated inside the regular class 80 percent or more of the day (U.S. Department 

of Education, 2018). A total of 18.3 percent of students ages 6 through 21 served under IDEA, Part B, 

were educated inside the regular class 40 percent through 79 percent of the day, and 13.4 percent were 

educated inside the regular class less than 40 percent of the day (U.S. Department of Education, 2018).  

Only 5.1 percent of students ages 6 through 21 served under IDEA, Part B, were educated outside of the 

regular classroom in "Other environments" (U.S. Department of Education, 2018).   

The information shared from the report indicated that over 63.1 percent of all students ages six to 

21 were educated within the general education setting over 80 percent of their academic school day (U.S. 

Department of Education, 2018).  The academic school day consisted of content courses such as reading, 

math, science, social studies, and writing. The annual report gives conversation to the importance of 

ensuring that special education teachers are skillful and proficient with their knowledge, because of the 

high percentage of students with disabilities who are within the inclusion setting (U.S. Department of 

Education, 2018).   

When comparing data from 2007 through 2016, the report indicates the following for students 

serviced in an inclusive setting. The report reads as follows: from 2007 through 2016, the percentage of 

students ages six through 21 served under IDEA, Part B, educated inside the regular class 80 percent or 

more of the day increased from 57.2 percentage to 63.1 percentage (U.S. Department of Education, 2018). 

The percentage of students ages six through 21 served under IDEA, Part B, educated inside the regular 

class 40 percent through 79 percent of the day decreased from 22.1 percentage in 2007 to 18.6 percentage 

in 2014 (U.S. Department of Education, 2018).  The percentage slightly increased to 18.7 percentage in 

2015 and then decreased to 18.3 percentage in 2016 (U.S. Department of Education, 2018).  The 

percentage of students ages six through 21 served under IDEA, Part B, educated inside the regular class 
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less than 40 percent of the day decreased from 15.4 percentage in 2007 to 13.4 percentage in 2016 (U.S. 

Department of Education, 2018).  The percentage of students ages six through 21 served under IDEA, Part 

B, educated in "Other environments" ranged from 5 percent to 5.3 percent during the years from 2007 to 

2016 (U.S. Department of Education, 2018).   

Eligibility of Services 

 Every year, under the federal law known as the Individuals with Disabilities Education Act 

(IDEA), millions of children with disabilities receive special services designed to meet their unique 

needs (Individuals with Disabilities Education Act, 2004).  Early intervention services are provided 

through the state to infants and toddlers with disabilities under three years of age and their families 

(Individuals with Disabilities Education Act, 2004).  For school-aged children and youth (age three 

through 21), special education and related services are provided through the school system (Individuals 

with Disabilities Education Act, 2004).  The school system consists of a public or state-funded 

educational facility that keeps children for a structured time throughout the day to educate the whole 

child. The whole child consists of the physical, social-emotional, sensory, cognitive, and communication 

needs of the student (Lee, 2020).  IDEA (2004) ensures that students ages three to twenty-one are given 

FAPE.  The implementation of FAPE offers students opportunities to connect and learn in the areas of 

physical gross and fine motor skills (Individuals with Disabilities Education Act, 2004).  During the 

implementation of FAPE, the educator should ensure the physical needs, which consist of gross and fine 

motor skills (U.S. Department of Education, 2018).  Social-emotional learning for students with 

disabilities consists of interactions, cooperation, self-confidence, and a sense of community that a 

student can connect and transfer into real-world scenarios (Individuals with Disabilities Education Act, 

2004).  Students with disabilities can have a single root cause or multiple root causes for qualifying as  

students with disabilities (Lee, 2020).   
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While supporting students with disabilities within the inclusion classroom, the special education 

teacher has a vital role in understanding the whole child.  Lee (2020) expressed the importance of 

teachers understanding the “why” behind the various disabilities of students.  When the special 

education teacher becomes knowledgeable and familiar with cognitive terms, they can implement such 

strategies as problem-solving, abstract thinking, and learning. In most academic settings, the teachers are 

aware of the cognitive delays of students but unfamiliar with the social-emotional, physical, sensory, and 

communication delays. The final layer of the whole child is communication. The layer of 

communication connects to expressive, receptive, and pragmatic language. When working with students 

with disabilities, the teachers must have a clear approach to the method of delivery and level of 

adaptations used to expose students to the content or skills in the area of functions, behaviors, and 

instruction.  Understanding the whole child creates the opportunity to develop students when placed in 

their appropriate setting. 

Who is eligible for special education services?  Under the Individuals with Disabilities Education 

Act (IDEA), states are responsible for meeting the individual and unique needs of eligible children with 

disabilities (Individuals with Disabilities Education Act, 2009).  To find out if a child is eligible for 

services, he or she must first receive a full and individual initial evaluation (FIE) and the administration 

of the FIE is given free of charge to the student at no cost to the parent (Individuals with Disabilities 

Education Act, 2009).  IDEA (2009) explains who has access to receiving the FIE to determine if the 

student has a disability as defined by the thirteen qualifying categories under IDEA.  State regional 

education centers and school districts host trainings to educate teachers and staff around the eligibility of 

services provided for students with disabilities.  

A Free and Appropriate Public Education (FAPE) allow for students who qualify under the 13 

disability categories to receive a free and appropriate public education.  To qualify as a student needing 
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services in special education, the child must qualify in one or more of the following areas: specific 

learning disability (SLD), other health impairment, autism spectrum disorder (ASD), emotional 

disturbance, speech or language impairment, visual impairment (including blindness), deafness, hearing 

impairment, deaf-blindness, orthopedic impairment, intellectual disability, traumatic brain injury and 

multiple disabilities (Lee, 2020).  Special education teachers’ ability to understand the thirteen disability 

categories holds crucial to grasping the why, while developing how of supporting students with 

disabilities within an inclusive setting. The disability category for Autism was defined as a 

developmental disability that affects verbal and nonverbal communication, which in turn impacts the 

student’s social collaboration that was normally exhibited by the age of three (Lee, 2020).  The student’s 

educational performance was impacted by the characteristics frequently related to autism, such as 

engaging in repetitive activities, stereotyped movements, resistance to environmental changes, or change 

in daily routines with unusual responses to sensory involvement (Lee, 2020).  Deaf-Blindness defines a 

student as having a hearing and visual impairment (Lee, 2020). The combination of hearing and visual 

impairment causes severe communication needs that impact development and the need for education 

that cannot solely be accommodated with a categorical disability (Lee, 2020). Other health impairment 

covers conditions that limit a child’s strength, energy, or alertness which impacts their executive 

function (Lee, 2020).  Deafness is a severe hearing impairment that limits the processing of linguistic 

information through hearing with or without devices used to enhance educational performance (Lee, 

2020).  

Emotional Disturbance displays characteristics of the inability to learn without a connection to 

intellectual, sensory, or health factors (Lee, 2020).  The condition causes the inability to maintain 

interpersonal relationships with peers and teachers, and the inappropriate relationships are caused by 

behavior or feelings under normal circumstances that can be related to, but not limited to, mood, 
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unhappiness, depression, fears, and other experiences associated with home and school (Lee, 2020).  

Hearing Impairment is an impairment of hearing, either permanent or fluctuating, that adversely affects 

the child’s educational performance, but is not considered “deafness” (Lee, 2020). Blindless, Intellectual 

Disability, is significantly subaverage general intellectual functioning, existing concurrently with deficits 

in adaptive behavior and manifested during the developmental period (Lee, 2020).  Intellectual disability 

adversely affects a child’s educational performance (Lee, 2020).  Multiple Disabilities means 

concomitant [simultaneous] impairments, such as intellectual disability-blindness, and intellectual 

disability-orthopedic impairment (Lee, 2020).   

The combination of intellectual disabilities causes such severe educational needs that they cannot 

be accommodated in special education programs solely for one of the impairments and do not include 

deaf-blindness (Lee, 2020). Orthopedic Impairment is a severe orthopedic impairment that adversely 

affects a child’s educational performance (Lee, 2020).  The term includes impairments caused by a 

congenital difference, impairments caused by disease (e.g., poliomyelitis, bone tuberculosis), and 

impairments from other causes (e.g., cerebral palsy, amputations, and fractures or burns that cause 

contractures) (Individuals with Disabilities Education Act, 2009).  Other Health Impairment is having 

limited strength, vitality, or alertness, including a heightened alertness to environmental stimuli, that 

result in limited alertness concerning the educational environment (Lee, 2020).  The cause of the limited 

alertness is due to chronic or acute health problems such as asthma, attention deficit disorder or attention 

deficit hyperactivity disorder, diabetes, epilepsy, a heart condition, hemophilia, lead poisoning, 

leukemia, nephritis, rheumatic fever, sickle cell anemia, and Tourette syndrome; and adversely affect a 

child’s educational performance (Lee, 2020). 

Specific Learning Disability (SLD) is a disorder in one or more of the basic psychological 

processes involved in understanding or in using language, spoken, or written. SLD manifests itself in the 
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imperfect ability to listen, think, speak, read, write, spell, or do mathematical calculations (Lee, 2020).  

The term SLD includes such conditions as perceptual disabilities, brain injury, minimal brain 

dysfunction, dyslexia, and developmental aphasia (Lee, 2020).  Terms do not include learning problems 

that are primarily the result of visual, hearing, or motor disabilities; intellectual disability; emotional 

disturbance; or environmental, cultural, or economic disadvantage (Individuals with Disability 

Education Act, 2009). Speech or Language Impairment (SLI) is a communication disorder such as 

stuttering, impaired articulation (Lee, 2020).  SLI consists of language impairment, or a voice 

impairment that adversely affects a child’s educational performance (Lee, 2020).  Traumatic Brain Injury 

(TBI) is an acquired injury to the brain caused by an external physical force, resulting in total or partial 

functional disability or psychosocial impairment, or both, that adversely affects a child's educational 

performance (Lee, 2020).  The term TBI refers to open or closed head injuries resulting in impairments 

in one or more areas, such as cognition; language; memory; attention; reasoning; abstract thinking; 

judgment; problem-solving; sensory, perceptual, and motor abilities; psychosocial behavior; physical 

functions; information processing; and speech (Lee, 2020).  Visual Impairment (VI), including 

Blindness, is an impairment in vision that, even with correction, adversely affects a child’s educational 

performance. The term VI includes both partial sight and blindness and does not apply to brain injuries 

that are congenital or degenerative, or to brain injuries induced by birth trauma (Lee, 2020). 

Overall, the thirteen disability categories determine the student’s eligibility of disability, which 

outlines the definition of each disability and the essential level of support needed for each student, 

receiving services from special education (Lee, 2020). The thirteen qualifying disabilities impact the 

whole child’s ability or inability to perform as their nondisabled peers. 

Determining the Need 
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Diagnosis of educational need is determined by a professional who has credentials to establish a 

diagnosis, based on specific guidelines established by a professional organization such as the American 

Psychiatric Association and outlined in its manual (Peterson-Karlan and Parette, 2005). The diagnosis is 

determined from the Diagnostic and Statistical Manual (DSM-IV) of Mental Disorders, a guide to 

determining the needs of persons (DSM-IV, 1994). In the area of educational classification, any child 

suspected of having a disability must be assessed using Full Individualized Evaluation (FIE) on the 

student.  The FIE determines the area of need, which indicates the level of support needed for each 

student. The FIE dictates the level of support, which informs Specially Designed Instruction (SDI), 

accommodations, and modifications needed for individualized supports (Peterson-Karlan and Parette, 

2005). IDEA-2004 mandates the state to conduct Child Find activities that seek out infants, toddlers, or 

children with disabilities in all education sectors to ensure access to special education and/or related 

services. 

When thinking about determining needs, it is important to review the trending data concerning 

autism. Students affected by autism are growing in significant numbers within public-schools in the 

United States of America. Hendricks, (2007) surveyed special education teachers who serve students 

with autism to 1) determine teacher, environmental, and student-related characteristics; 2) identify the 

self-reported knowledge of effective teaching practices; and 3) identify the self-reported implementation 

of effective teaching practices.  Federal and state law pushed down a sense of urgency around educating 

public-school systems around servicing students with autism through training (Hendricks, 2007).  

According to Hendricks (2007), the legal framework of special education laws indicate a need to 

improve the overall professional learning of teachers around supporting students with autism. 
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Specially Designed Instruction 

When individualizing education for students, the words Specially Designed Instruction (SDI), 

should be the center of focus. SDI offers a prescriptive academic, behavioral, and functional 

performance for students based on their Full Individualized Evaluation (FIE) (Region 20 and Texas 

Education Agency, 2018).  The FIE is an evaluation that captures information concerning the whole 

child and offers a holistic picture of the student’s areas of strengths and needs (Region 20 and Texas 

Education Agency, 2018). The special education teachers next steps are to read the FIE in-depth to gain 

a clear understanding of the students’ strengths and weakness to help develop the Present Level of 

Academic Achievement and Functional Performance (PLAAFP) (Region 20 and Texas Education 

Agency, 2018). The PLAAFP is a comprehensive narrative about the student’s strengths and 

weaknesses, using information from the FIE and other key stakeholders, such as teachers and parents. 

Next, the teacher embodies the information from the FIE and PLAAFP to write annual goals that embed 

Specially Designed Instruction (SDI) (Region 20 and Texas Education Agency, 2018).  The student’s 

IEP is developed through capturing the three components of SDI to better serve the impact of the 

disability, which give access and progress in the enrolled grade level curriculum (Region 20 and Texas 

Education Agency, 2018).  The teacher uses adaptations that are appropriate to meet the needs of a child 

eligible for services to show progress in their enrolled grade level through content, methodology and 

delivery (Region 20 and Texas Education Agency, 2018). 

The goals can be broken down into objectives, which are scaffolds to reaching the annual goal 

(Region 20 and Texas Education Agency, 2018).  Upon receiving the goals and objectives, a teacher 

determines the academic, functional, or behavioral success of the annual goal through frequent progress 

monitoring.  Progress monitoring is used to determine a student’s level of growth by measuring the 
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annual goal and objectives frequently according to the measuring tool suggested in the annual goal 

(Region 20 and Texas Education Agency, 2018). 

Student progress is frequently and routinely measured and recorded in the student’s state folder, 

district data system, and given to the parent (Region 20 and Texas Education Agency, 2018).  Delivering 

the student’s progress to the parent offers the parent the ability to track progress on the student’s critical 

area of need.  The critical area of need is determined by the FIE, which offers the what and the why in 

response to the student’s progress data. When including Specially Designed Instruction (SDI) within the 

IEP, the educator gives admittance to the Texas Essential Knowledge and Skills (TEKS). The State 

Board of Education (SBOE) adopted the TEKS for each subject per content where the curriculum is 

appropriate (Region 20 and Texas Education Agency, 2018). There are twelve content sections of the 

TEKS in Texas which were as follows: English Language Arts and Reading, Mathematics, Science, 

Social Studies, Language Other Than English, Health Education, Physical Education, Fine Arts, Career 

Development, Spanish Language Arts, and English as a Second Language, Career and Technology 

Education and Technology Application (Texas Education Agency, 2020).  When the content, 

methodology and delivery of instruction is crafted within the TEKS, student opportunities for success 

with the general education curriculum should show increase success for students’ using the general 

education curriculum. The skill of adapting, exposing, and modifying the “how” of the state standards 

allow for SDI. 

The study by Tuchman et al. (2018), determines that special education teachers self-report a need 

for assistance around implementation, effective practices, endorsements for a specific disability, and a 

need for professional development. The key role of the special education teacher remains to deliver SDI 

to all students who receive an Individualized Education Plan (IEP) (Tuchman et al., 2018). The goal of 

the special education teacher focuses on having a collaborative conversation with all key stakeholders, 
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such as the parent, general education teacher, and related services (i.e., such as speech) to support the 

student’s access to the Texas Essential Knowledge and Skills (Region 20 and Texas Education Agency, 

2018).  The review of Full Individual Evaluation (FIE) is the foundation of the IEP because it shares 

information about the whole child. The FIE is compiled of social, emotional, physical, functional, and 

academic scores. The scores indicate the strengths and weaknesses of each of the seven cognitive 

processes (Texas Education Agency, 2018).  

Cognitive processes play a key role in comprehension, language, math concepts, and abstract 

operations that aid or delay the student’s development (Broughal, 2018). The cognitive process consists 

of learning tested and detailed within the FIE (Broughal, 2018).  When supporting students with learning 

disabilities, the FIE examines the seven cognitive processes and suggest strategies that can help with 

supporting the critical area of need (Broughal, 2018). The critical area of need results from the cognitive 

process that has the greatest impact on the disability. The critical area of need can impact the student's 

functional, academic, and/or social-emotional learning for the student (Broughal, 2018).  The teacher 

uses this information and other various data sources to determine the level of SDI and the mode of 

adapting the learning to the TEKS that sustain the must impact resulting from the disability (Region 20 

and TEA, 2020). 

The PLAAFP determines the student's present levels of academic achievement and functional 

performance. The essential element of the PLAAFP is completed in the form of a narrative to detail 

important information about the student’s present levels (Region 20 and TEA, 2018).  The present levels 

were derived from various sources of data, such as classroom observations, assessments, parental input, 

and baseline data (Region 20 and TEA, 2018).  The baseline data is derived from an assessment to 

determine the student’s level of knowledge and routinely reassessed to see the student’s levels of growth 

after intensive instruction (Region 20 and TEA, 2018).  Utilizing the multiple sources of data allow for 
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the PLAAFP to be a powerful narrative that details the student’s strengths and weakness in a cohesive 

format for all stakeholders to understand. After an effective PLAAFP is written, the Admission, Review, 

and Dismissal committee determines if the data from the FIE and the PLAAFP determines a need for 

annual goals and objectives (Region 20 & TEA, 2018).   

The annual goal is a statement of where the child should be within 36 instructional weeks after 

utilizing the FIE and PLAAFP. The FIE and PLAAFP are essential components in developing the annual 

goal which contains a behavior, condition, criterion, and timeframe. When an annual goal is comprised 

of these four components, the goal can be measured for student progress.  The annual goal offers an 

opportunity for all stakeholders to be aware of the student’s progress in all areas of concern. The annual 

goal determines progress that can be broken down to develop objectives that frame the learning in 

chunks. The objectives are the path to mastery of the annual goal within the 36 instructional weeks 

(Region 20 & TEA, 2018).  Overall, the importance of SDI offers adaptations that allow a student the 

bridge to accessing the TEKS using the environment, content, methodology, and technology to gain 

mastery in grade-level standards or TEKS (Region 20 & TEA, 2018). 

Service Delivery Philosophy 

 Service philosophy is the method by which services are rendered to individuals with disabilities. 

The two models of service philosophy consist of the medical and social-political model. When reflecting 

on the medical model, the limitations and functional impairments of the disability are viewed as 

something that needed to be fixed (Peterson-Karlan & Parette, 2005).  Individuals without disabilities 

usually believe that persons with disabilities continue to require support and to be unable to care for 

themselves, so segregating students with disabilities away from non-disabled peers is considered 

proactive. The various delivery services determine how individuals with disabilities receive public 

education and support in several environments. 
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Under the Individuals with Disabilities Education Act (IDEA), parents and their children have 

legal protection during the evaluation and IEP process, which are called procedural safeguards (Texas 

Education Agency, 2020).  School districts have a legal mandate by the state of Texas to ensure that 

parents have been given their procedural safeguards at least one time per year in their native language 

and understand their rights as parents of students with disabilities (Texas Education Agency, 2020). 

Inclusionary Co-Teach Models 

 The Organization for Economic Co-operation and Development (OECD) wrote a report in 1999 

explaining how inclusive education must maintain provisions for disabled students in the public 

education systems.  The inclusive report brought conversations around pedagogy and curriculum 

development of teachers who serve students with and without disabilities.  Inclusion gives meaning to 

the practice and the different types of inclusionary co-teach models (Szypula, 2009).  The overarching 

goal for inclusive practice is a collaboration between the general educator and special educator around 

learning the needs of all students through the study of the Individualized Education Plan (IEP) (Friend, 

2014).  

According to the legislation of 1970, all students with disabilities were required to be given an 

IEP to guide their learning and organize their levels of support through objectives and goals that were 

measurable, specific, and explicit (Dieker & Hines, 2014).  The IEP goals were developed using the four 

components: time frame, condition, behavior, and criterion (Dieker & Hines, 2014).  Each component of 

the annual goal must consist of (1) time frame is specific to the amount of time in the goal period; (2) 

condition is the how the goal is measured; (3) behavior is the process toward the goal being measured; 

(4) criterion is the frequency of the behavior occurring to demonstrate that the goal is achieved (Dieker 

and & Hines, 2014).  In the co-teach setting, the IEP is used to specially design instruction based on the 
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student's deficits. Co-teaching is defined by Cook and Friend (1995) as two or more professionals 

delivering practical instruction to adverse or blended groups of students in a single physical space.  

Co-teaching has the benefit of allowing two teachers with various strengths to come together 

within one educational setting and decrease the student-to-teacher ratio as well as having a collaboration 

around best practices that benefit all students through individualized learning (Friend, 2014). The six 

models of co-teaching are: (1) one teaches or lead, one support (observe); (2) team teaching; (3) parallel 

teaching; (4) alternative teaching; (5) station teaching; (6) one teaches, one drift (Friend, 2014). In the 

one teaches, one support model, one teacher aids during large group instruction, while the other teacher 

monitors (Friend, 2014).  Team teaching instruction is happening in the same period by both teachers 

(Friend, 2014). The concept of parallel teaching is where two teachers introduce the same learning but 

divide the students into groups of two for simultaneous instruction (Friend, 2014). When some students 

express a need for more specialized instruction, teachers work in the small and whole group to meet the 

needs of all learners called alternative teaching (Friend, 2014).  The station teaching approach is where 

teachers divide and conquer the learning in content groups and independently (Friend, 2014). The one 

teaches, one assist model is where one teacher takes on most of the responsibility of the learning, and the 

other circulates the room to provide support as needed (Friend, 2014). 

The six-model approach to co-teaching has positive and negative implications based on multiple 

factors. The one teaches, one assist model is used too often in the co-teach setting, whereas team 

teaching, or station teaching, would be far more appropriate to meet the needs of all learners. Other 

factors play a role in the implementation of the six models of co-teaching, such as noise, teacher-student 

ratio, classroom environment, content knowledge, and behavior management (Friend, 2014). These 

environmental factors and content knowledge play a role in determining the frequency of use for each 

co-teach model.  
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The classroom environment can consist of many factors that contribute to a conducive learning 

environment for students with disabilities and their non-disabled peers. Classroom environments are 

impactful to learning through the active engagement of students experientially and cognitively being 

stimulated through self-regulated learning (Young, 2005).  Classroom techniques learned through 

professional development can assist teachers in actively engaging students.  There are three general 

subcategories for classroom environment consisting of the learning climate, the performance climate, 

and the instructor climate (Young, 2005).  Learning climate, performance climate, and instructor climate 

consist of principal component analysis to determine the impact that the environment has on learning for 

students with disabilities (Young, 2005).  Young’s (2005) research question focused on examining the 

indirect effects of the classroom climate variables on the learning strategies.  

The research data analysis displayed the superficial learning strategy of rehearsal being indirectly 

influenced by all three climate variables through both extrinsic and intrinsic motivation (Young, 2005).  

The students reported less use of superficial learning strategies when they were taught by enthusiastic 

instructors who provided supportive feedback (Young, 2005).  When the learning is conducted as an 

active application-orientation the climate also reduces the use of superficial learning strategies as 

indicated by an indirect effect (Young, 2005). In the research conducted by Young, (2005) an increased 

use of superficial learning strategies was found in performance climates where there were clear learning 

goals and where grades were determined by an individual’s performance. Results of data indicate 

performance expectations and goal accomplishment, which focused too much on narrow performance 

requirements (Young, 2005).  Young (2005) discovered that given intrinsic motivation has a similar 

direct effect on cognitive and metacognitive learning strategies with indirect effects of the classroom 

climate on intrinsic motivation.  When an enthusiastic, supportive, and highly interpersonal instructor 

increases task mastery orientation and provides an indirect effect on intrinsic motivation, data reflects an 
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energetic education environment which positively affects goal orientation, perceived autonomy, and 

perceived competence, thereby indirectly affecting intrinsic motivation and the performance climate also 

provides a total indirect effect on the intrinsic motivation (Young, 2005).  The study findings indicate 

that, when delivered with support from their teacher, the combination of learning strategies, active 

learning, and clear expectations decreases superficial learning strategies and increases intrinsic 

motivation, leading to the use of higher-level learning strategies (Young, 2005).  Overall, the data from 

Young indicates that the classroom environment matters for overall student achievement, so the special 

education teacher must put forth the effort to ensure a purposeful and energetic environment to promote 

learning.    

Benefits of Inclusion 

The research of Bateman and Bateman (2014) discussed the implications of inclusive practice 

that allow disabled students to share the learning experience with their non-disabled peers and create a 

positive impact on all learners.  When two teachers are both inside the classroom, it gives a smaller 

student to teacher ratio which can reduce multiple barriers around learning and social growth (Bateman 

& Bateman, 2014).  The benefit of inclusion center around the following: (a) students’ ability to 

frequently respond and contribute to class activities and discussions (Newman, Wagner, Huang & 

Shaver, 2011); (b)increased knowledge of both teachers around content knowledge and specialized 

instructional strategies (Bateman & Bateman, 2014); (c) students on all levels can benefit from having 

two teachers versus one (Bateman & Bateman, 2014). 

In a study completed by Patterson, Connolly, and Ritter (2009), they examined the benefits of 

providing differentiation and various co-teach models within the inclusion setting. The study revealed 

that students who lacked process because of ineffective delivery of instruction showed progress when 

the style of teaching altered (Patterson et al., 2009).  The study revealed that after one year of effectively 
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implementing the models of co-teaching, the students with disabilities showed high levels of growth in 

content classes (Patterson et al., 2009). 

Additionally, Hang and Rabren (2009) observed general and special education teachers’ views on 

the effectiveness of the co-teaching model within the inclusive setting. Outcomes of the study exposed 

that both teachers and students have positive beliefs about the benefits of co-teaching (Hang & Rabren, 

2009). The inclusion model can be a beneficial method for reaching all learners and especially those 

with disabilities serviced in the general education classroom (Hang & Rabren, 2009). Inclusion is a 

beneficial aspect for all learners, so the school’s systems and procedures must be aligned to state and 

federal standards and higher to ensure fidelity and adequate operations in schools (Dieker & Hines, 

2013).  The barriers of inclusion land into three groups: organizational, attitudinal, and knowledge 

(Dieker & Hines, 2013). Inclusive practices bring equality to all students regardless of their disability. 

Research of Buergi, Baloch, and Mengal (2018) focused on examining the factors around 

increasing risk factors to students with disabilities with two of the six schools designated for children 

with disabilities within the district of Quetta, Pakistan. The research results suggested that specialized 

schools within the district of Quetta discovered schools faced difficulty retaining teachers, which made 

inclusive teaching challenging (Buergi, Baloch, & Mengal, 2018). The district of Quetta realizes that 

educating students with special needs is an epidemic in Pakistan, so there is a major push for the 

implementation of inclusive school models to decrease the dropout rate if they can retain teachers 

(Buergi, Baloch, & Mengal, 2018). The study examined two of the six schools for children with 

disabilities, and the sample students were drawn randomly from school records in Pakistan within the 

district of Quetta. The purpose of the study was to incorporate inclusive schools that can promote the 

attendance of students with special education and significantly decrease dropouts. In the study, the 

survey findings summarized the factors that brought increasing risk factors to students with special 
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needs within the two providences (Buergi, Baloch, & Mengal, 2018).  Overwhelming absenteeism in 

"ghost schools" and with "ghost teachers" determine the differences of being school-less and out-of-

school as a child with disabilities through the lens of qualitative differences (Buergi, Baloch, & Mengal, 

2018). Within the study, there were quantitative views using secondary data on the remaining enrollment 

of students, failure rates, number of teachers in each school, and demographic data of persons with 

disabilities used to generate an interpersonal sympathetic supply and demand for educating students with 

disabilities (Buergi, Baloch, & Mengal, 2018).  The council in Quetta understands the importance of 

educating students with special needs is an epidemic around the nation, but believes that inclusive 

school models can decrease the dropout rate because students feel included and participate in school at a 

higher rate due to academic success (Buergi, Baloch, & Mengal, 2018). 

Inclusive best practices are differentiated approaches to classroom integration to learning.  The 

article Comic Books and Graphic Novels for Differentiated Humanities Classroom by Attwood and 

Gerber, (2020) discussed the importance of innovative, differentiated instruction.  Attwood & Gerber, 

(2020) mention how they used multimedia storytelling to increase student engagement, differentiate 

instruction and consider multiple viewpoints when exploring English Language Arts and Social Studies.  

Integrating these formats into their curriculum allows them to introduce heavier content reading while 

keeping students engaged regardless of their readability levels in an inclusive setting (Attwood & 

Gerber, 2020).  

A Kilanowski-Press, Foote, and Rinaldo (2010) study focused on New York City public-schools 

and the status of inclusive practices. Within this study, the general education classrooms examined the 

status of inclusive practices by surveying the perception of special education teachers serving as 

inclusion teachers across the city (Kilanowski-Press, Foote, & Rinaldo, 2010).  In the last decade, 

inclusion has become a desired setting for students with disabilities to support their transition into the 
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general education curriculum.  Kilanowski-Press, Foote, and Rinaldo (2010) provide educators with a 

variety of professional development that is generic and or specific to the deficit of each student’s 

disability. The U.S. Department of Education (2004) indicates that only 43.4 percent of students with 

disabilities are serviced in the general education classroom through inclusion.  The New York City study 

was a quantitative analysis of survey responses indicating variability among inclusion practices 

implemented within the general education classroom (Kilanowski-Press, Foote, & Rinaldo, 2010).   

There were 71 participants in the New York City study with 39 from rural communities, 26 worked in 

suburban districts, and two worked in urban districts. Of the participants, 36 represented elementary, two 

middle schools, and 27 secondary schools. Regardless of the community or grade level, the study 

examined several variables related to the implementation of inclusion programs across New York 

(Kilanowski-Press, Foote, & Rinaldo, 2010).  Data revealed that 58 inclusion classrooms received 

support from a special education consultant as the highest type of instructional support. The second 

highest percentage involved volunteers who support students within the inclusive setting.  Data reflected 

that minimal time was spent on planning instruction and small group interactions among students with 

disabilities within the inclusion setting (Kilanowski-Press, Foote, & Rinaldo, 2010). The overall findings 

of the study show that simplistic common approaches to inclusion continue to fill a void within 

literature, but lack of a clear understanding of the manner to support generalization makes the task far 

from highly effective (Kilanowski-Press, Foote, & Rinaldo, 2010).  

Limitations of Inclusion 

The individuals who wrangle with the inclusive undertaking trust that all students with 

disabilities do not belong within a general education classroom (Stock, 2010). The belief is that general 

education teacher is not effectively trained to educate students with multiple types and severities of 

disabilities within one setting while also servicing twenty or more general education students in one 
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classroom (Klibthong & Agbenyega, 2018). The special education teachers implementing the 

Individualized Education Plan (IEP) have expressed a need for information around the application of the 

learning when students have severe cognitive disabilities and are placed in a classroom with grade-level 

content (McLaughlin, 2010). Research suggests that general educators face a level of reluctance in 

supporting students with behavior apprehensions and academic delays within the general education 

setting (MacCarthy, 2010). The researcher indicated that before a school implements inclusive practices 

as a setting on their campuses, they should train their staff around techniques, strategies, staffing 

selections, and behavior to ensure effective implementation of this process (MacCarthy, 2010). 

The challenges of inclusive programs in schools partially fall on the fact that each school is 

different, and so many factors play a part in the way inclusion is implemented (Hargrove, 2010). The 

implementation process for inclusion on school campuses have multiple implications based on federal, 

state, and district legal frameworks, so campuses must observe and obey the framework.  MacCarthy 

(2010) expressed the need for high-quality training of inclusion teachers because it plays a vital role in 

the self-efficacy, attitude, and effectiveness of the implementation of inclusive practices. When 

reflecting upon the concerns of general education parents and students, they were anxious that the roll-

out of inclusion could possibly lower first instruction and give lower expectations for all students 

(MacCarthy, 2010).  Another disadvantage of inclusion is that the same students continue to be 

overlooked because teachers lack the content capacity to support students’ academics (MacCarthy, 

2010). The flip side to this is the students with disabilities self-esteem is not heightened, but usually 

lowered after partaking in an inclusive classroom learning experience (MacCarthy, 2010). When the 

attempt is to measure the learning experience for all students, sometimes teachers frequently call on the 

students with the disability and make them feel ashamed and perceive they have a lack of knowledge 

about their peers (Friend, 2014).    
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Broad (2014) discussed the federal and state legislation on implementing Continued Professional 

Development (CPD) for all educators because it allows for teachers to stay knowledgeable on updates 

concerning academics, law, behavior, functions, and community.  The research revealed that CPD 

designated by the teacher had a greater impact on implementation versus mandatory training set by 

campus administration or district level mandates (Broad, 2014).  Teacher responses to the study revealed 

a need for training in the areas of organization, activities, and barriers in the classroom and engagement 

of students with content (Broad, 2014).  The implications around training can shape the perceptions of 

special education teachers within an inclusive setting. 

Special Education Teacher Perception of Inclusion 

Peterson-Ahmad, Hovey, and Peak (2018) discovered that special education teachers believe that 

all students gain socially and academically from being educated with their non-disabled peers. Teacher 

perceptions normally change within two years of teaching within the inclusive setting (Peterson-Ahmad, 

Hovey, & Peak, 2018). Research shows that inclusive practices impact the student's overall academic 

achievement in the areas of social, academic, and functional performance while with their non-disabled 

peers in the inclusive setting (Friend & Cook,1997). The teacher plays a major role in this process by 

their perception of inclusion and their attitude, which is one of the major variables to the effectiveness of 

the inclusive practice (Smith, 2007). Negative attitudes and perceptions around the inclusive practice 

result in low performance for students and the teacher’s self-efficacy to perform the task at a level of 

effectiveness (Alexander, 2014).   

Hargrove (2010) proposed outcomes of students derived from the mindset of the teachers when 

serviced in the inclusive classroom.  Teachers believe that students are not properly placed and use 

energy towards removing students from the classroom versus educating students within the class 

(Hargrove, 2010). The research of Allison (2015) suggests that experienced teachers are better suited to 



      50 

 

educate students with disabilities. Teachers perceive that inclusion provides a direct opportunity to 

network with their non-disabled peers, so it is vital to incorporate professional learning opportunities to 

change the culture around diversity from theory to practice (Friend, 2014). The Council for Exceptional 

Children “Advocates for improving the educational success of individuals with disabilities and suggests 

that some of the most important concerns held by teachers who work in inclusive settings were time 

management, workload, and accountability” (Council for Exceptional Children, 2010).  Teachers have 

made themselves heard to everyone who will listen, to their specific needs around inclusive practices 

(Giwa, 2012). 

Professional Development 

There is a correlation between student academic growth and teachers’ average attendance in 

professional development hours (Yoon, Duncan, Wen-Yu-Lee, Scarloss, & Shapley, 2007).  The data 

from the researchers showed academic growth among students when their teachers have on average 49 

hours of professional development (Yoon et al., 2007).  When the teacher participates in an average of 

49 hours, the student’s achievement boosts by 21 percent (Yoon et al., 2007).  When participants 

received more than fourteen hours of professional development, student’s achievement showed positive 

effects (Yoon et al., 2007).  Fewer hours of professional development resulted in no important effects on 

student achievement.  

Professional development is a driving force in advancing instruction within the classroom, which 

in turn creates an environment for the academic achievement of students. Yoon et al. (2007) suggest 

limiting a single dose of information workshops known as “patchwork.” The benefits of structured and 

in-depth professional development allow for sustained, intensive, and content-focused learning that 

makes a significant impact on student outcomes (Yoon et al., 2007). The qualities of sustainable 

professional development include in-depth learning that focuses on increasing the teacher’s 
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understanding of content, strategies, and skills that are evaluated for effectiveness and student 

achievement (Yoon et al., 2007).         

In 1970, the Secretary of State for Education, asked for Eric James to chair a Committee of 

Inquiry on Teacher Education and Training (Taylor, 2008).  The requested inquiry by the Secretary of 

State for Education sought to find additional clarity around content provided during professional 

development; the level of exposure and interaction of an intending teacher with various types of 

students; and the role of college education and maintaining local education agencies (Taylor, 2008). The 

James Report listed over 153 recommendations for continued professional development for educators 

using three cycles: the first, personal education; the second, pre-service training and induction; and the 

third, in-service education and training (Taylor, 2008).  The first cycle includes the qualifications of a 

degree based on the department of education; the second cycle indicates the need for the National 

Council for Teacher Education and Training; the third cycle entitled full-time staff to paid in-service 

education and training to ensure teachers in schools and colleges would have opportunities to take part 

in curriculum development projects (Taylor, 2008).  

William Taylor revisited the James Report in 2008 to seek clarity around three assertions. 

Assertion One is understanding the how and why of education of schoolteachers to better understand 

how the process was carried out in the past (Taylor, 2008).  Taylor (2008) noted that the context and 

predecessors of today’s world of education were very similar to those of earlier theorists and 

practitioners.  Assertion Two focused on the development of teacher education in the second half of the 

20th century, specifically events between 1964 and 1975, and how it impacts today's world of education 

(Taylor, 2008). Assertion Three sought an understanding of how the contributions of the Committee of 

Inquiry into Teacher Education and Training, the James Committee by Dr. Harry Judge, impacted 

analytics of important development of teachers in the succeeding decades (Taylor, 2008). The James 
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Report revealed that education experienced rapid growth for teachers in the 1960s but had no formal 

government-initiated review since 1944 in the McNair Report (Taylor, 2008).  Taylor (2008) reviewed 

the James Committee structure and adoption of an informal approach to the work which included, but 

were not limited to, meeting records, a collaboration of all members, and recommendations from the 

committee. A minimal number of committee members had limited the first-hand familiarity to 

understand institutions that train teachers but reviewed the educational organization system with a focus 

on necessary training needs (Taylor, 2018).  The provision of education through the James Report 

extended professional development to teachers through in-service training networks but neglected to 

ensure that school staff were adequately prepared to train teachers on those necessary in-service training 

(Taylor, 2018).  

The James Committee acknowledged that training networks should have adequate funding to 

ensure that professional tutors or trainers can obtain resources and necessary learning (Taylor, 2008). 

The revisit of the James Report indicated a need for teachers to gain a degree that would offer 

advantages that identified the differences between an associate degree, university degree, and the 

Council for National Academic Awards (CNAA), which are all ways of identifying the ability to teach 

within the profession (Taylor, 2008).  This education initiative structured a teacher’s salary based on 

their level of education and career expectations.  The two-year college granted a less expensive method 

for teachers to become educated (Taylor, 2008). 

Qi and Ha (2012) sampled teachers within the 2010 and 2011 academic school year to 

understand teacher professional development and a clear viewpoint on the purpose and nature of how 

teachers interact.  Lawless & Pellegrino (2007) discussed determining the differences between valid and 

invalid professional development and the impact on instructional gains for teachers.  The research of 

Broad (2014) suggests that the CPD is highly implemented because of the legislative directive, based on 
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the response of participants. When participants were limited to personal options, perceptions of CPD 

became very mandated to teachers who participated in this study (Broad, 2014).  Overall, the legislative 

funding is limited with the financial gains for CPD but requires teachers to obtain the hours (Broad, 

2014). Teachers are having difficulty obtaining quality CPD hours that were mandated by legislation 

because funding has become limited (Broad, 2014). 

Hudak (2013) researched professional development and the impact on teacher-scholars.  The 

research indicated that teacher-scholar contends that when given the opportunities for teachers to engage 

as learners, build disciplinary and pedagogical knowledge, and construct and ratify new practices the 

inquiry of teachers increases and is shown in the classroom and through the teacher's self-efficacy 

(Hudak, 2013).  However, although the United States school districts spend approximately one percent 

to six percent of their budget on professional development, student achievement does not appear to 

increase based on assessments (Hudak, 2013).  Hudak (2013) suggests evolving various design methods 

for studying professional development. 

Professional Development Models 

Making an impact on professional development is created when teachers sustain intensive and 

comprehensive learning through instructional strategies that impact student outcomes (Mertens, Flowers 

& Caskey, 2009).  Mertens and Flowers (2003) state the desired outcomes of professional development 

always result in improving student outcomes.  The National Staff Development Council formed models 

of e-learning professional development to ensure academic, social-emotional, and functional 

performance for students (Learning Forward, 2013).  To enhance teachers’ level of knowledge, 

professional development should adopt collective responsibility for improved student performance with 

consideration of professional learning that (a) is aligned with rigorous state student academic 

achievement standards as well as related local educational agency and school improvement goals; (b) is 

conducted among educators at the school and facilitated by well-prepared school principals and/or 
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school-based professional development coaches, mentors, master teachers, or other teacher leaders; (c) 

primarily occurs several times per week among established teams of teachers, principals, and other 

instructional staff members where the teams of educators engage in a continuous cycle of improvement 

that – evaluates student, teacher, and school learning needs through a thorough review of data on teacher 

and student performance (Learning Forward, 2013).  

There were three major components of professional development in secondary grades or middle 

school that contain content knowledge, pedagogical knowledge, and knowledge concerning adolescents 

(Mertens, Flowers, Anfara, & Caskey, 2010).  Content knowledge is based on the understanding of the 

curriculum standards designed by the various states (Mertens et al., 2010).  Instructional strategies 

obtained by teachers is considered pedagogical knowledge because it grants access to tapping into 

learning opportunities for instructing student using differentiation (Mertens et al., 2010).  Differentiation 

is granting access to the standards in a unique way that offers multiple modes of exposure to learning. 

Killion and Roy (2014) researched the need for all educators to obtain knowledge around the specifics of 

their grade level or age group of students. Garrett (2017) reported that teachers noted that professional 

development does directly impact their instruction, based on the 2012 National Center for Educator 

Statistics. 

The research of Guskey and Kwang (2009) indicated the importance of professional 

development and how the five levels impact student learning outcomes.  The five levels of professional 

development consist of the participant’s responses, knowledge, logistic care, implementation of the 

learning, and intended student outcomes (Guskey & Kwang, 2009).  Guskey and Kwang (2009) detailed 

five levels of professional development that set the foundation for learning and assist with assuring a 

level of consistency and effectiveness when training teachers from various grade levels and content. In 

the research, Guskey and Kwang (2009) concluded professional development has minimal impact on 
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student learning outcomes. Instead, professional development is designed to offer a platform of learning 

that allowed for individuals to obtain new knowledge, collaborate with other educators, apply the 

learning to work, and use progress monitoring to watch students grow academically (Giwa, 2012). When 

this is done with fidelity, participants can walk away with a sense of understanding and a higher chance 

of seeing academic growth from students (Killion & Roy, 2009).   

There were two models of professional development the traditional and conferences (Hudak, 

2013).  The traditional model focuses on K-12 learning communities and is based on teachers acquiring 

new skill sets around instruction and behavior (Hudak, 2013).  The traditional model of professional 

development is frequently suggested by the district as mandatory or highly recommended by your school 

leader (Hudak, 2013).  Some examples of traditional professional development consist of short-term 

sessions, individual workshops, lectures, training, and conferences (Hudak, 2013).  The second model of 

professional development focuses on two-day conference styles that do not make a connection to the 

deeper learning or issue at hand (Hudak, 2013). 

The study of Killion and Roy (2009) in Western Australia had eight schools participate in a study 

to measure the impact of a professional development model that included directive coaching on the 

instructional practices of primary school teachers.  Killion and Roy’s (2009) research revealed that the 

campus teachers and principals revealed that self-efficacy had a major impact during on-site training 

around explicit instruction through rigorous and in-depth interviews.  Professional development success 

within the educational settings is contingent upon the individual’s level of self-efficacy.  Along with 

teacher self-efficacy, diverse and extensive learning experiences can open new streams of learning for 

teachers.  New learning experiences allow for a multitude of opportunities for students to express their 

modes of application towards new or existing skills.  Killion and Roy (2009) expressed the components 

of a highly effective PD and mentioned the tools needed to get there, which are time, resources, 
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leadership, shared governance, collaboration, focused goals, and support structures to foster their 

learning.  Killion and Roy stressed that professional development remains an ineffective practice in most 

schools until teachers take on greater leadership roles for learning in their community (Killion and Roy, 

2009). 

The characteristics of effective professional development were many and highly complex. Of 

these characteristics that have been scrutinized, the most commonly supported by educational experts as 

improving the quality and effectiveness of professional development include: a) Enhancements to 

teachers’ content knowledge and pedagogical knowledge based on the best available research evidence; 

b) Incorporation of principles of adult learners; c) Relevance and focus (i.e., results-driven) d) 

Standards-based; e) Ongoing and continuous; f) Embedded in day-to-day responsibilities;  g) Aligned 

with school-wide improvement goals; h) Collaborative and collegial; and i) Provides opportunities for 

discussion, reflection, and follow-up (National Middle School Association, 2010). Providing use of the 

eight characteristics of effective professional development allows for teacher growth in content 

knowledge and skills (National Middle School Association, 2010). 

Educators can no longer receive the one-size-fits-all model.  The learning must be customized to 

effectively model the needs of that educator and student body (National Middle School Association, 

2010).  It is important to remember that teachers need a variety of professional development; formal, 

informal, and collaborative when appropriate (Giwa, 2012).  The formal professional development 

includes actions such as joining workshops and modules or visiting other schools, while informal 

professional development includes study groups, peer coaching, mentoring, observations, collaborative 

planning, and reviewing student work in teams in some states known as Professional Learning 

Communities (PLC) (National Middle School Association, 2010).  The PLC allows for a scheduled time 
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within the schools’ schedule for teachers, staff, and others to collaborate on pressing topics, student data, 

the teaching of strategies and skills, and new learning. 

 Garet, Wayne, Stancavage, Taylor, Eaton, Walters, Song, Brown, Hurlburt, Zhu, Sepanik, and 

Doolittle (2011) reviewed the traditional and reform models of professional development.  The 

traditional professional development forms were episodic, fragmented, and one-time approaches with a 

leader or expert doing the training (Garet et al., 2011).  Examples include but are not limited to 

workshops, courses, and conferences, which are structured with participants attending sessions at 

scheduled times outside of school hours (Garet et al., 2011).  The reform types of professional 

development include activities focused on a set of skills designed to coach and provide feedback that 

leads to the classroom application of innovative instructional strategies (Garet et al., 2011).  Examples of 

this type of professional development include study groups or networking which can take place during 

the school day in the teacher’s classroom or during planning time (Garet et al., 2011).  This type of 

professional development proves to be more effective because it makes connections with classroom 

teaching and is ongoing.  With the reform method being dependably used over a longer period, teachers 

who used it were more likely to discuss the concepts, issues, shared materials, and student needs at a 

higher frequency (Garet et al., 2011).   

Thompson and Goe’s (2009) research determined that each model offers essential elements that 

create a unique learning experience for the learner.  The models require observations and assessments of 

the educator’s performance.  The individually guided model requires the individual educator to assess 

their strengths and weaknesses and to self-prescribe staff development.  The observation model relies on 

an outside observer to evaluate a lesson and suggest professional development.  The curriculum 

development or school improvement model allows the professional development to be aligned with the 

school improvement plan and to stay within the boundaries of the school’s policies and procedures.  The 
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training model distinguishes itself as a one-time session with no follow-up. The inquiry model begins 

with data being collected and an action plan being developed with follow-up observations and 

evaluations of the action plan.  The back-mapping model begins with the end in mind and utilizes five 

steps in the professional development process, which include determining student achievement needs, 

determining educator needs, studying possible interventions, planning a program and implementation 

process, and providing ongoing support and monitoring progress (Garet et al., 2009; Sparks & Loucks-

Horsey, 1989).  

Teacher’s Perception of Professional Development 

The teacher’s perception of professional development indicates a concern around the 

effectiveness of professional development and the academic effect that it has on students (Guskey, 

2009).  The information gathered from Guskey (2009) also suggests the lack of engagement and 

relatability to the classroom plays a major role in teachers’ perceptions that professional development is 

ineffective. Similar research proposes that a teacher’s perception of professional development has a 

direct correlation to their self-efficacy (Lancaster, 2009).  An individual’s arrogance towards any theme 

that impacts their willingness to participate and relate the material for transfer to the application 

(Bandura, 1997).  An individual’s perception of professional development builds heavily on the type of 

learning styles used to lead the work that teachers implement in their classrooms (Knight, 2009).  

Dahlberg and Philippot’s (2008) research suggests that professional development is needed 

within education, but the question lies in what constitutes professional development.  The different 

models are questioned around their sustainability and worthiness regarding making an academic impact 

for all students (Dahlberg & Philippot, 2008).  Districts were known for their “one-size-fits-all” model, 

which consists of literacy initiatives, equity training, or school-wide behavior training (Dahlberg & 

Philippot, 2008).  District-wide training can be effective when in-service feedback is solicited and used 
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to guide training based on the needs expressed by teachers (Dahlberg & Philippot, 2008).  Teachers from 

grades kinder thru 12th all have various levels of knowledge just as the students they teach; so should 

the professional development established for educators (Dahlberg & Philippot, 2008).  The research of 

Cochran-Smith (2005) suggests that district-wide training impacts student outcomes when teachers’ 

voices are heard and weaved throughout the professional development.  

In addition to the models discussed, there is a well-known teacher-researcher model that 

highlights best practices within the classrooms shared by a group of teachers (Sparks & Loucks-Horsley, 

1989).  The teacher-researcher model provides a collection of data that reflects the existing problems 

that occur in the classroom (Sparks and Loucks-Horsley, 1989). Emergent themes were documented as 

occurring through teachers’ experiences within the classroom (Sparks & Loucks-Horsley, 1989).  The 

patterns and trends provide a direction of learning for teachers and students.  The data collected provides 

best practices within each learning community; however, it also provides learning communities in need 

of interventions (Sparks & Loucks-Horsley, 1989).  The teacher-researcher model identifies teacher 

talents and areas for professional development support.  The teacher-researcher model allows teachers to 

be evaluated on an individual level and identify a teacher’s ability to provide alignment between the 

curriculum and their delivery of quality instruction (Sparks & Loucks-Horsley, 1989).   

Limitations of Professional Development 

There is a progressive movement occurring in professional development models for teachers to 

increase student achievement.  Highly effective teaching models give teachers the ability to self-reflect 

on their daily practices and determine their areas of strengths and needs, which implicate additional 

training (Friend, 2014).  There were three limitations in this research concerning the special education 

teacher’s perception of professional development (Dahlberg & Philippot, 2008).  The first limitation in 

research provides professional development in an abundance of strategies for teachers to use in 
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implementing their core curriculum (Dahlberg & Philippot, 2008).  The issue identified is that some 

teachers struggle in executing the strategies correctly, however, the teachers that implement the 

strategies correctly, their data support academic growth (Dahlberg & Philippot, 2008). In addition to a 

delay occurring between the teacher and student connecting or processing information of learning, the 

teacher loses sight of how the student is receiving the information (Dahlberg & Philippot, 2008).  This 

type of relationship shows in the data that the teacher is ineffective in their learning community 

(Dahlberg & Philippot, 2008).  For example, a consultant hired to raise English scores. The consultant 

provided professional development, however, the limitation in this issue is ensuring that the strategies 

and information are delivered and received to the understanding of the teacher so that he or she can 

connect the learning in the classroom.  The second limitation is progress monitoring and reassessing the 

data to show if there is growth occurring within the areas requiring interventions (Dahlberg & Philippot, 

2008).  When there is no continuous monitoring, tracking, or assessment occurring by school leaders 

post professional development, the strategies are unlikely to be implemented correctly (Dahlberg & 

Philippot, 2008).  The likelihood of academic success will continue to be limited.  The third limitation of 

major concern is the interest of the individual teacher.  For example, if the teacher feels that the training 

offered can be advantageous to helping their learners grow academically, then he or she will work hard 

to learn what has been taught to implement for student growth in learning their curricula (Dahlberg & 

Philippot, 2008).  There were some concerns when a teacher is not interested and feels pressured by the 

administrator or supervisor.  The teacher views the training required as having no significance or 

purpose because they fail to see the connection with their classroom instruction (Dahlberg & Philippot, 

2008). 

When teachers are not afforded to be stakeholders or decision-makers in determining 

professional development as part of the decision-making process, there is often resentment from the 
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teacher to participate, activate, and initiate the professional development plan.  Teachers either do not 

see the need or are not mentally coupled with being a part of the implementation process of training.  

The sense of collaboration offers the teachers a level of dual ownership within the classroom and, in 

turn, affects the daily outcomes for students within the inclusive classroom. 

Professional Development Buy-In 

Often professional development is based on the supervisor’s or executive leader’s data review or 

appraisal assessments.  These leaders create what they feel is the need for their departments or 

organizations.  However, in the educational world, teachers are presenting that they should be 

participants in those decisions as they were the ones that work closely with students and understand the 

challenges that they face daily in the classroom (Dahlberg & Philippot, 2008).  Some organizations look 

at the data as one collective group and not as an individual learning community that may require 

multiple strategies in meeting the needs of all learners instead of focusing solely on the dominant ones 

(Dahlberg & Philippot, 2008).  Some districts solicit teachers’ input as a need assessment to support 

departments and districts on an individual basis to improve learning through many facets.  Professional 

development buy-in offers the opportunity for special education teachers to select training from a 

professional development calendar with various options based on academic and behavioral data.  

Selecting Professional Development 

The steps to use when completing a need assessment or a panel discussion on topics for 

professional development would be the following: (1) disaggregate the data with campus or district 

committee; (2) create a survey online; (3) create a list of topics campus or district; and (4) finalize topics 

based on need (Dahlberg & Philippot, 2008).  The campus administrator can pre-determine district, 

campus, and personal levels of professional development needs.  School districts offer various models of 

professional development to meet the needs of the participant but might not always be prescriptive 
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enough of that individual’s needs.  The teacher’s ability to self-select some levels of their professional 

development gives the teacher an ability to have a well-rounded approach to their professional learning 

opportunities.  The goal is to get buy-in and meet the needs of teachers in helping them to grow learners 

through various strategies and resources needed in implementing and evaluating student achievement for 

all learners (Dahlberg & Philippot, 2008).  The selection and levels of training can be selective, based on 

the individual's needs around professional development (Dahlberg & Philippot, 2008).  When a teacher 

feels as if they have determined mastery, a level of self-efficacy evolves, and the individual determines a 

level of confidence in their approach to learning (Bandura, 2002).  A way to ensure that there are best 

practices in providing professional development is to get buy-in from both groups (Dahlberg & 

Philippot, 2008).  Create a committee or panel of teachers and administrators and follow the steps that 

have been presented to align the needs with the data and the two groups that are providing hands-on 

learning daily.  The teachers are working diligently with the students and have identified their 

weaknesses as well as their strengths.  Best practice creates a framework that addresses the needs of the 

district in meeting all challenges identified by conducting a need assessment and holding everyone 

accountable in soliciting feedback by the educators working hands-on with learners daily.  This also 

addresses the need to provide the resources, training, modeling, and support requested in reaching 

academic success.  The benefit of getting everyone to be a part of the decision process is that hopefully, 

there is no department of needs overlooked.  However, it must be considered that every training offered 

may not be needed by every teacher.  According to Dahlberg and Philippot (2008), teachers should not 

be made to participate in all professional development offered by the district.  Professional development 

should be selected to help a teacher grow into being able to provide the best instructional practices for 

their learner.   
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Teachers are excited when they can select professional development that they feel aligns with the 

needs of their learning community (Dahlberg & Philippot, 2008).  Depending on experiences between a 

new and veteran teacher, the newly hired teacher may need a basic overview of a classroom.  The 

veteran teacher may need support in technological instructional practices.  Administrators should give 

teachers the autonomy to choose professional development opportunities to grow themselves.  The 

ability to coach themselves in participating in training allows them the self-motivation to want to make 

changes, learn, and implement new learning to strengthen their learning community. 

Use of Meaningful Professional Development 

 It is essential to provide professional development supports that are aligned with the needs of the 

district, campuses, and all personnel to grow the district financially, academically, and mentally.  A 

teacher’s development and perception of skill mastery is a vital component of the district’s ability to 

advance students academically.  Without teacher buy-in, the district will miss the opportunity to allow 

students to perform at their greatest potential.  The selection of professional development for a global 

mindset will not meet the needs of a diverse population of learners and teachers.  Administrators should 

help provide leaders and students of any organizational entity a free and safe learning environment that 

produces academic success.   

There should be a collaboration and overview of data reporting in a meeting or panel discussion 

consisting of all personnel held accountable for learning.  It is critical that teachers are engaged and 

allowed the opportunity to review, assess the data, and align it with the professional development that is 

needed to grow learners in the learning community.  Teachers and leaders should work together in a 

collaborative approach by ranking professional development by the level of need-based on student data 

(Friend, 2014).  The support of the campus administration team assists in building a campus culture that 
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is responsive to the needs of teachers by giving teachers autonomy of their learning needs when 

appropriate. 

The research of Marzano, Frontier, and Livingston (2010) discusses how self-efficacy and 

professional development affect any educators’ most vital element that in turn affects the learning of 

students in the classroom (Marzano, Frontier, & Livingston, 2010). Attitude and expectations are a vital 

component to the success of implementing practices with effectiveness within the inclusive classroom.  

The self-efficacy of the educators’ expectations of professional development outlines the information 

taken back into the classroom for implementation (Giwa, 2012).  

The research of Berry (2010) studied all types of teacher perceptions and involvement in 

professional development within the teacher preparation program.  Within the study, similarities and 

differences were exposed between the roadblocks of job-related professional development for teachers 

(Berry, 2010).  Berry (2010) suggests that there is a growing consensus that the single most important 

influence in education is a well-prepared, caring, and qualified teacher.  Research has indicated a 

positive relationship between student success and highly effective teacher education programs 

(Brownell, Ross, Colon, & McCallum, 2005).  The purpose of the mix-method study was to determine 

the knowledge of 164 pre-service teachers who attended a preparation program at the campus of two 

Texas university campuses.  To increase the effectiveness of Preparation programs, the institutions will 

need to invest in more specific individualized classroom room supports through professional 

development (Peterson-Ahmad, Katrina, & Peak, 2018).  Research suggests that preparation programs 

are drastically different, and teachers exit the program feeling prepared for specific aspects of teaching, 

depending on the program they attend (Darling-Hammond, Chung, & Frelow, 2002).  Koellner and 

Jacobs (2015) believe that when building professional development there were four critical domains to 

include in all training.  The four domains were as follows: (1) Professional Development for teacher 
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leaders; (2) Professional Development for teachers; (3) Improved quality of teaching; and (4) Improved 

student learning (Koellner & Jacobs, 2015).   

The research design used a questionnaire based on issues mentioned by several authors, within 

literature reviews and members of higher education to review for clarity, validity, and relevance 

(Peterson-Ahmad, Katrina & Peak, 2018).  All 164 participants completed the questionnaire with the 

Likert type five-point scale to determine which professional development would be most beneficial as 

pre-service teachers (Peterson-Ahmad, Katrina & Peak, 2018).  Results of the questionnaire ranked the 

top three out of 25 suggestions for professional development as (1) Culture and diversity in schools; (2) 

Learning disabilities in reading; and (3) Individualized Education Plans (Peterson-Ahmad, Katrina & 

Peak, 2018).  Questions were asked around the logistics of professional development and its impact on 

considering it for training.  The four areas of professional development impact include time commitment 

to attend, time and day of professional development, location, and cost or fees associated to attend.  The 

most important component focused on the time of day of each session time (Peterson-Ahmad, Katrina & 

Peak, 2018).  The delivery methods of professional development influenced the teacher’s levels of 

participation.  Professional development can be delivered by webinar, face-to-face conferences, or on-

site training on campus.  Data showed that participants would prefer on-site professional development as 

a delivery model because the environment is familiar, and the culture has been set to ensure higher 

levels of engagement (Peterson-Ahmad, Katrina & Peak, 2018).  The 164 participants of the study 

attended two Texas universities located in north Texas and central Texas (Peterson-Ahmad, Katrina & 

Peak, 2018).  The sample of participants consisted of 17 males and 135 females with a racial makeup of 

majority Caucasians at 51% (Peterson-Ahmad, Katrina & Peak, 2018).  The class rank of the sample 

participants were majority juniors and seniors with some freshman and sophomores with a majority 

focused on teaching general education elementary at 67% (Peterson-Ahmad, Katrina & Peak, 2018).  
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The questionnaire responses discovered that participants considered professional development as useful 

information about various aspects of the classroom at 23 percent and 20 percent perceived professional 

development as new tools to increase knowledge (Peterson-Ahmad, Katrina & Peak, 2018). 

                          Professional Development Special Education Programs  

 The American Institutes for Research (AIR), a third-party, independent team, conducted a 

Special Education Program Review of a large urban school district in Texas. The purpose of the AIR 

report focused on gathering all findings from their investigation and, based on the findings, shared 

recommendations to the district to improve processes and procedures that impact outcomes for students 

with disabilities.  The findings of the investigation were reported within an executive summary, which 

consisted of methods, findings, and recommendations with copies of surveys and focus group data 

(Bailey, Bzura, Gandhi, Jackson, Muoneke, Pfannenstiel, & Thompson, 2018). 

The AIR report research collected from multiple sources from June through November and 

included the following types of data:  (1) existing data on student performance, special education 

identification and placement, and staffing; (2) documents related to the districts infrastructure, strategic 

planning, guidance on policies and procedures, professional development offerings, and documentation 

of parent feedback and concerns; (3) Individualized Education Program(s) (IEPs) for a randomly 

selected representative sample of 300 students with disabilities; (4) an AIR-administered survey of all 

school staff; (5) an AIR-administered survey of all parents; (6) interviews and focus groups with district 

leaders; and (7) interviews and focus groups with staff at a randomly selected, representative sample of 

27 schools (Bailey et.al, 2018). 

The AIR report used the various data sources to generate discoveries for the Special Education 

Program Review.  The findings detail the strengths and areas of needed improvement regarding 

determining targeted activities that improve outcomes for students with disabilities.  The targeted 
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findings emphasized the importance of implementation of fidelity to see change in outcomes.  The 

discoveries identified the following to ensure improved outcomes for students 1) Proactive 

communication to district stakeholders concerning special education; 2) Ensure devoted and well-

informed staff are ready to implement program improvement; 3) Primary application of districtwide 

Intervention Assistance Team (IAT) process and 4) Develop increased opportunities with relevant 

professional development opportunities to support principals and teachers with supporting students with 

disabilities through (Bailey et.al, 2018). 

The research conducted by AIR suggested that principals and teachers offered professional 

development that focuses on ten areas of needed improvement based on the findings.  The topics consist 

of ensuring consistent implementation of processes related to intervention and special education 

identification (Bailey et.al, 2018).  The second clarification is around the development of sufficient IEPs 

in accordance with the intentions of IDEA (Bailey et.al, 2018). Third, removing barriers to equitable 

access options within the full continuum of services in special education (Bailey et.al, 2018).  Fourth, 

ensuring that first instruction for students serviced in special education is high-quality instruction 

(Bailey et.al, 2018).  The fifth recommendation area focused on sustainable in-person coaching and 

mentoring (Bailey et.al, 2018).  The sixth area for findings concentrated on allocation of staff for the 

office of special education to align sufficiently with the support need to effectively meet the needs of the 

student and staff population (Bailey et.al, 2018).  The seventh area for findings focused on creating a 

culture between general and special education teachers that concentrate on the joint implementation of 

highly effective practices and procedures that target the needs of students with disabilities (Bailey et.al, 

2018).  The eighth finding consists of creating a communication plan for launching new policies and 

procedures to ensure they are well thought out and steps are clearly identified (Bailey et.al, 2018).  The 

ninth finding expressed a need to allow data to drive decision-making and monitoring (Bailey et.al, 



      68 

 

2018). The tenth finding focused on safeguarding parents’ engagement in decision-making (Bailey et.al, 

2018).   

Bailey et.al (2018) suggested five district recommendations, based on the research findings.  The 

first recommendation was the development of a proactive and preventative approach for supporting 

struggling students through schoolwide implementation of a multi-tiered system (Bailey et.al, 2018).  

The second recommendation sought a simplified method for special education to ensure meaningful 

family engagement through the various stages of special education referral process, identification of 

children and eligibility determination with data-driven decision making to meet the diverse needs of 

students with disabilities (Bailey et.al, 2018).  The third recommendation sought to develop high-quality 

core instruction that specialize instruction and interventions according to research-based strategies in 

alignment to state and federal laws (Bailey et.al, 2018).  The fourth recommendation sought to expand 

the all-inclusive professional learning structure for ensuring continuous improvements to create effective 

supports for students with disabilities (Bailey et.al, 2018).  The fifth recommendation suggested a shift 

in empowerment of the special education district office to have larger overseeing of special education 

funding, team, placement, and resources to ensure efficient and reasonable distribution of special 

education services (Bailey et.al, 2018).   

Overall, the AIR report findings reported that the district has made efforts towards achieving a 

large-scale improvement by commissioning this review.  Bailey et.al, (2018) commended the educators, 

leaders, parents, and community advocates of Houston who have shared their concerns about special 

education services and timelines with effective referrals, evaluations, and intervention procedures.  The 

report of recommendations is aligned to the findings shared by individuals who participated in this 

research.  Based on the findings of this report and all other ongoing research the Texas Education 

Agency seeks to continue a partnership that creates meaningful engagement for families and educators 
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throughout the system, and the district’s current state is well-positioned to see effective outcomes for 

students with disabilities (Bailey et.al, 2018).   

 

Self-efficacy 

Self-efficacy is an individual’s belief of his or her ability to apply actions necessary to produce a 

particular task and sustain it (Bandura, 1993, 1997).  An individual’s confidence regulates their ability of 

their own motives, actions, and social environment (Bandura, 1993, 1997). Self-efficacy is the display of 

human experiences that allow individuals to strive for their goals and strategize the level of energy 

needed to obtain the goal through physical and behavioral performance (Bandura, 1993, 1997).   The 

understanding of self-efficacy principles can vary based on the circumstances encompassing the 

occurrences of each behavior (Bandura, 1993, 1997).   

Bandura’s self-efficacy theory (SET) does not focus on self-image, self-worth, or any other 

similar construct (Forsythe, 2019). Self-efficacy and motivation were deeply connected.  Forsythe 

(2019) discussed that motivation is based on the individuals' desire to achieve and self-efficacy is based 

on the belief in their own capacity to achieve. The two were deeply connected because individuals with 

high self-efficacy often have a high level of motivation (Forsythe, 2019). 

Bandura’s self-efficacy theory focuses on the implications of motivation (Bandura, 1997).  

Individuals contribute the level of energy to a task based on their belief in their ability to complete the 

task.  There were four sources of self-efficacy that individuals perceive themselves to be competent in 

the areas of enactive mastery, vicarious experience, verbal persuasion, and physiological arousal 

(Forsythe, 2019). Source one of self-efficacy, enactive mastery performance, focuses on how an 

individual’s accomplishments share in achieving mastery of expectations (Forsythe, 2019). Source two 

of self-efficacy the vicarious experience, the act of observing how others perform a task successfully, 
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which can generate improvement and of their overall performance (Forsythe, 2019). Source three of 

self-efficacy is verbal persuasion, the act of participating in activities that other people led through 

suggestions that assist them with believing their ability to successfully approach a specific task 

(Forsythe, 2019). Source four of self-efficacy is the physiological arousal state, the ability to use 

judgment for a specific task, based on one’s ability to complete the task at hand (Forsythe, 2019). 

The level of energy a teacher transfers to the implementation of their performance is connected 

to self-efficacy (Garrett, 2017).  When individuals can see themselves as highly effective, they perceive 

the implementation of professional development as durable (Garrett, 2017). With self-efficacy, teachers 

still need professional training that will support their learning that is transferred to their day-to-day 

practices (Garrett, 2017). 

Self-efficacy is defined as the groundwork for human inspiration, welfare, and individual 

achievement (Bandura, 2009).  The concept of self-motivation and actions are grounded on how people 

believe and rationally categorize their truth, so the power of self-reflection is a prominent feature of the 

social cognitive theory (Bandura, 2009).  Self-reflection is the process individuals use to make sense of 

their actions, beliefs, abilities, and choices (Bandura, 2009). 

 

Summary 

Understanding the literature of professional development establishes a clear sense of the 

significance for training educators and especially teachers who service students with disabilities.  This 

phenomenological study examined the special education teacher’s perception of professional 

development and the alignment to inclusive teaching practices.  There is a continuous need for special 

education teachers because individuals with disabilities are placed in their least restrictive environment.  

The least restrictive environment is normally held within the general education classroom with their 
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non-disabled peers.  When students with disabilities are serviced in the general education classroom, a 

special education teacher supports their learning within the classroom, and it becomes an inclusive 

setting.  An inclusive setting is facilitated by the general education teacher and special education teacher 

to ensure the success of Specially Designed Instruction (SDI) and the Texas Essential of Knowledge and 

Skills (TEKS).  The general education teacher’s role is to support the instructional rollout of the TEKS, 

while the special education teacher ensures the implementation of SDI to support the IEP (Friend, 2018).  

Realizing the importance of professional development as a supporting tool enhances the self-efficacy of 

special education teachers and their perceptions of their professional learning experiences.  The special 

education teachers are required to have a certain level of empathy, patience, and understanding for 

students to ensure their academic, behavioral, and functional needs are being met during the school day.  

Professional development is a tool designed to enhance the teacher’s skill set, self-efficacy and meet the 

unique needs of all diverse learners.  
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CHAPTER III 

METHODOLOGY 

This phenomenological study examined the special education teacher’s perception of 

professional development and the alignment to inclusive teaching practices by describing their common 

experience.  Creswell (2013) suggests that a phenomenological study should be used to capture the 

essence of the subjects’ experiences. The purpose of this phenomenological study focused on the core of 

the special education teacher’s perception of their experience of professional development.  The study 

centered on the special education teacher’s perception of inclusive teaching practices and the alignment 

of professional development.  Professional development has often been stifled or disregarded in the lens 

of the teacher’s individualized professional needs (Fuchs, 2010).  Fuchs (2010) mentions how training 

opportunities for teachers focuses on individualized strategy-based design rather than the collaborative 

approach for content and strategies.  Research collected within a phenomenological study gathers data 

that explaines the essence of the experience of all individuals through a composite explanation 

(Creswell, 2013).  The research captured the experiences of district professional development of special 

education elementary and secondary teachers by gaining their perceptions of training within the large 

urban public-school district in Texas. 

 This phenomenological study discovered the recurring themes around the special education 

teacher’s perception of professional development to enhance self-efficacy and alignment to improving 

inclusive teaching practices.  A phenomenology study was used to reflect on recurring themes that 

constitute the nature of the phenomenon (Creswell, 2013).  A phenomenon consists of a strong 

relationship between the subject of review and the researcher’s interpretive process of the lived 

experience (Creswell, 2013).  
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Moustakas (1994) focused on the description of the experience of the participants versus the 

interpretations of the researcher.  During this study, this researcher approached the study by setting aside 

personal experiences to take on a new perspective towards this phenomenon being researched.  Special 

education teachers participated in the study through a survey to capture the recurring themes recognized 

by their phenomenon.  This research intended to describe the special education teachers’ perceptions of 

how self-efficacy can create a conducive learning environment in the elementary and secondary levels at 

a large urban public-school district in Texas.  

This phenomenological study explored the perceptions of special education teachers while 

determining the influence of self-efficacy on implementation.  The results of the study exposed teacher 

perception of professional development, which could indicate teacher orientation within large urban 

public-school systems that would assist students serviced in the inclusive setting. Furthermore, the study 

showed potential barriers towards the implementation of professional development for special education 

teachers within the inclusive setting, based on the teacher’s perception.  These barriers may include 

campus-level administrative support, professional development alignment to data, needs of students 

serviced in special education, and opportunity to attend professional development.  Campus level 

support is strongly based on the administrator’s willingness to demonstrate a level of encouragement and 

cooperation to increase their teacher’s capacity and strengthen educational outcomes for students with 

disabilities. 

Research Questions 

In this study, the guiding research questions addressed the perception of Special Education 

teachers in grades kinder thru 12th concerning professional development. 

1. What were the professional development needs identified by special education teachers who 

focused on students with disabilities in the inclusive setting? 
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2. What were the benefits of receiving and implementing school district-specific training around 

special education topics (i.e., Specially Designed Instruction, Progress Monitoring, developing the 

Individualized Education Plan) 

3. How might professional development be used to improve teacher self-efficacy when working 

with students in the inclusion setting?  

Research Design 

A phenomenological study design examines the types of problems best suited for research that 

connects to common or shared experiences, which would develop a deeper understanding of a 

phenomenon (Creswell, 2013). This research provided numerous examples of interest to the study 

concerning the special education teacher’s perception.  This researcher recognized and classified the 

special education teacher’s perception of this phenomenon and combined the objective of reality and 

individual experiences to fully describe how participants viewed this phenomenon.  The study focused 

on examining the special education teacher’s perception of the impact of professional development 

within the inclusive setting.  This study sought to identify common or shared experiences of a 

phenomenon around the teacher’s perception of professional development to enhance alignment to 

inclusive teaching practices.  As a result, this phenomenon sought to identify the perception of 

professional development, implementation of professional development for special education teachers 

within the inclusive setting.  The special education teacher experiences were based on perception of 

campus administrative support, approval to attend professional development that aligns to the individual 

teacher needs, appropriate opportunities to implement and plan new learning, minimal available 

resources to implement new learning and the absence of a training support system.  This phenomenon 

gained an overall understanding of how to support special education teachers through capturing their 

experiences of professional development when educating students with disabilities within the inclusive 
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classroom setting.  The study collected information around the teacher’s perceptions and interactions of 

special education teachers concerning professional development that focused on inclusive supports and 

strategies.  Data collection of the information highlighted participant responses to the survey questions, 

which consisted of demographic information, 5-point Likert Scale questions and open-ended questions 

using the Smart Survey tool to capture the data.  This research consisted of a collection of data 

concerning the special education teacher’s account of this phenomenon, using the Smart Survey tool and 

this researcher coding methods to categorize the theme.  

The special education teacher's experience was captured using the Smart Survey tool to gain 

information and teacher perception with demographic questions, Likert 5-point scale and open-ended 

survey questions.  The survey questions concentrated on participants sharing their involvement and 

experience that provided a telling explanation of this phenomenon.  Moustakas (1994) suggests that 

analyzing the data helps provide an understanding of the broader ethical assumptions.  Professional 

development includes multiple variables, so qualitative research was used to focus on meaning and 

understanding of the social experiences based on the information received from the special education 

teacher’s perception (Mertens, Flowers, Anfara and Caskey, 2009).  This phenomenological study 

detailed the information into a narrative to capture the experiences, perceptions, values, and practices of 

the special education teacher.  Therefore, the qualitative approach was the best choice for this study. 

Qualitative research determined the best methodology to explore the problem in this study 

because a quantitative approach would prevent unidentified information from emerging from participant 

data (Motulsky, Wertz, Morrow & Ponterotto, 2016).  Qualitative research methods can discover the 

multifaceted procedures or fundamental elements of the problem and prove the nature of human 

involvement while offering a detailed view of the phenomenon (Garrett, 2017).  The individual’s 

account of information offers a clear view of the information needed to enhance professional learning 
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for special education teachers within the inclusive setting through focusing on their experience.  When 

leading qualitative research in education, Merriam (2009) suggests using nine qualitative approaches to 

the study.  The qualitative approaches consist of the following: basic interpretive, case study, critical, 

ethnography, grounded theory, narrative analysis, phenomenology, and postmodern.  This study used a 

phenomenological approach to investigate the types of professional development special education 

teachers perceive to be beneficial when teaching in inclusive environments.  A phenomenological study 

gives an intensive description and analysis of a phenomenon or social unit of several individuals 

(Creswell, 2013).  This study focused on the perceptions of individuals who experienced the same 

phenomenon but had a unique account of the experience.  As a result, teachers shared relevant 

information and addressed their perceptions of professional development and alignment with inclusive 

teaching practices. 

Setting and Population 

This study was conducted in a large urban public school district in Texas.  The public school 

district was recognized by the Texas Education Agency (TEA).  The intended sample was comprised of 

special education teachers certified by the Texas Education Agency (TEA) system.  The special 

education teachers were employed as inclusion teachers grades Kinder thru 12th within one large urban 

public school district in Texas.  The research was conducted during the 2019-2020 school year. During 

the 2018-2019 school year, the district served a total of 209, 772 students in grades Kinder through 12th 

grade (Holmes, 2018).  In grades Kinder through 12th, the special education student population was at 

7.5 percent, which meant over 15,000 of the students were coded as being serviced in special education 

(Holmes, 2018).  According to the state website, the district enrollment for students during 2017-2018 

was at 24.02 percent Black, 8.70 percent White, 61.84 percent Hispanic/Latino, and 4.05 percent Asian 

(Holmes, 2018).  Special education students made up 7.5 percent of the total student population 
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(Holmes, 2018).  The special education students in this school received instruction through co-taught 

inclusion classes during the school day. The number of inclusion students in a classroom varied from 

class to class, but as a district, 33.4 percent were diagnosed with a learning disability and 37.9 percent 

were serviced in the general education setting (Holmes, 2018).  Creswell (2013) determines the key 

elements of qualitative research which focus on the participants’ size, which should be relatively small 

to ensure limited perceptions of the situation.  The data collection was paused once this researcher 

realized that information was repetitive.  

The targeted population of this study were certified special education teachers from elementary 

to secondary levels in a large urban public-school district in Texas.  Targeting a population for this 

phenomenological study was completed by utilizing purposeful sampling. Purposeful sampling was 

widely utilized in qualitative research to identify and select individuals with detailed situations for the 

most effective use of limited resources (Creswell, 2013).  The participants described their perceptions as 

current special education teachers who teach students with disabilities in an inclusive setting.  Koerber 

and McMichael (2008) recognize qualitative research sampling in three groups which were convenient, 

purposeful, and theoretical.  Koerber and McMichael (2008) define purposeful sampling as the standard 

vital to answering questions about an explicit topic.  The authors clarify the process of purposeful 

sampling was developed before the initiation of the study (Koerber & McMichael, 2008).  Special 

education teachers who agreed to participate in this study should have held a Texas Education Agency 

certification in Special Education with no minimum years of teaching experience.  Teachers selected to 

participate in the study were currently working inclusion teachers who serve students with disabilities. 
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Validation of Survey Questions 

The Professional Development Perception Survey was created by this researcher. The survey 

questions were developed with the lens of surveying educators who were certified in the state of Texas 

as a special education teacher supporting students serviced in special education within the inclusive 

setting. The survey questions were approved by this researcher's dissertation chair, the HBU Institutional 

Review Board and the ISD Research and Accountability department. Prior to dissemination of the 

survey to potential participants, this researcher asked six professional development writers who 

previously taught special education to take the survey and to share their insight on the format and 

questioning. These were all former classroom special education and/or inclusion teachers who had the 

same experiences as the potential survey participants. Their suggestions and feedback given were as 

follows: (1) the questions were thorough and specific to the research questions, (2) the separation of 

questions by demographics, Likert 5-point Scale and open-ended questions divided the thinking for 

participants, (3) adding an unknown choice on all Likert scale questions, and (4) shortening the 

questions. Based on the feedback received from the professional development writers, this researcher 

adjusted the survey questions as recommended. The information gathered from the Smart Survey tool 

captured the participants in three different sections: demographic information, Likert 5-Point scale and 

open-ended questions. Upon analyzing the survey data from the actual participants, the responses were 

in alignment with the research intent of the study. 

Data Collection 

This researcher in this qualitative study served as the primary analyzer for data collection and 

analysis.  Qualitative research experts suggest that researchers acknowledge their connections to the 

study upfront, rather than pretending they do not exist (Creswell, 2013; Merriam, 2009).  The research 

data was collected using the Smart Survey tool.  Questions were designed to gain an understanding of 
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the special education teachers’ perception of professional development and the alignment to inclusive 

teaching practices.  Information gathered from the survey tool was used to establish a detailed 

description of the participants perception of professional development.  This phenomenological study 

consisted of special education teachers who received an electronic email sent to their school electronic 

email address, using the survey link (https://www.smartsurvey.co.uk/s/hbupdresearch/) to complete the 

survey using the Smart Survey tool. The participants completed the survey to the best of their ability 

with an honest account of this phenomenon experienced from their perception of professional 

development.  The collection of data was organized, reviewed, and analyzed to account for the 

participant's description of this phenomenon.   

Data collection procedures are essential in research studies to enhance the level of credibility. 

Before beginning this study, approval was obtained to conduct this study from the Institutional Review 

Board (IRB) at Houston Baptist University (See Appendix B) and the chosen Independent School 

District (See Appendix D).  Once this researcher received approval from Houston Baptist IRB and the 

Independent School District Research and Accountability department this researcher began the process. 

The Independent School District Research and Accountability department gave this researcher a 

select list of approved Kinder to 12th grade campuses.  This researcher contacted each campus principal 

via electronic email seeking permission to send a letter of intent to their special education teachers and 

those who directly instruct students with disabilities within the inclusion setting. Once the campus 

principal gave approval, this researcher sent an electronic email to the approved special education 

teachers seeking their participation in the research study. The approved special education teachers who 

accepted the intent to participate were asked to complete the Professional Development Perception 

Survey (PDPS) (See Appendix E).  When participants accepted the invitation to participate, the letter of 
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intent contained the Smart Survey link (https://www.smartsurvey.co.uk/s/hbupdresearch/) to complete 

the survey via the survey tool. 

The survey consisted of seven demographic questions, thirty-two Likert 5-point Scale questions, 

and nine open-ended questions. The questions were designed to capture the participant's perception of 

professional development and better understand the identified phenomenon.  After the data was 

collected, all identifiable information such as school name, district, and teacher name were made 

anonymous.  The information obtained from the survey was placed in a filing cabinet and on an external 

hard drive locked away.  The information will be kept private until the required five years after which 

time it will be destroyed. Houston Baptist University required that this researcher store the information 

on two types of storage media and one copy offsite.  The data will be kept by the Center for Research 

and Doctoral Studies (CRDS) at Houston Baptist University for no more than five years to have a record 

of the research data in case any queries come up. 

Analysis of the Data 

The Smart Survey tool was used to capture the qualitative data obtained from the participants 

and how they examined the experience of their phenomenon.  In research, the survey questions inquire 

about how people were experiencing an event, conditions of an event, sequence, next steps and 

uncovering the perceptions of an individual, a group, or various groups, (Agee, 2009).  Data analysis in 

qualitative research seeks to determine how and why things happen in a selected phenomenon (Creswell, 

2013).  Through data analysis, this researcher searched for the recurring themes and sought meaning 

through the methodology.  The Likert 5-Point scale is a continuous rating scale assuming equal intervals 

between points (Creswell, 2013).  The equal intervals represent a collation, from less of something to 

more of something always occurring to never occurring construct that can be represented in an 

incremental manner (Creswell, 2013).  As described by Creswell (2013), a qualitative study using a 
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Likert 5-Point scale was used with verbal descriptions of the participant's experiences, perceptions, 

opinions, feelings, and knowledge to understand their phenomenon (Creswell, 2013).  Likert 5-Point 

scale data can be analyzed at the interval measurement scale by calculating a composite score of the 

mean from Likert-type items; therefore, the data collected reported subjective results from an 

individual’s opinion or judgment and not from some external measure like objective data (Creswell, 

2013).  The methodology of research recognized patterns, categories, or themes and the data was 

interpreted by the researcher (Creswell, 2013).   

The categories show relationships between the data and were displayed graphically (Creswell, 

2013).  Qualitative data analysis calls for coding and searching for patterns and relationships until a 

bigger picture is created (Creswell, 2013). Words or phrases that appear in qualitative research multiple 

times help to create a clear picture of the phenomenon or problem that is being studied (Creswell, 2013).  

Credibility, trustworthiness, and reliability were defined as the consistent reliability of the results after 

repeated trials (Merriam, 2009).  The reliability or consistency of a study refers to the extent to which 

the research findings can be replicated (Merriam, 2009); in other words, if the study is performed by 

another researcher it would yield the same results.  Information gathered from the survey provided a 

description of how the data from the survey was collected, how categories were coded, and how themes 

were selected in the study. The Smart Survey tool was used to capture written responses and other data 

and analyzing information obtained by participants.   

 Survey results were captured in a chart and identified themes that emerged from the data.  When 

conducting qualitative research, the reliability can be enhanced by using the same survey questions with 

all participants, thus obtaining comparable descriptions of the lived experiences (Creswell, 2013).   
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Researcher Bias 

Researcher bias exists in all study designs even when the researcher demonstrates an effort to 

diminish bias, outlining potential sources of bias and enables greater assessment of the research findings 

and conclusions (Smith & Noble, 2014). This researcher brought their knowledge, concepts, 

preconceptions, and individual viewpoints, but when identified at the onset of the study, biases can have 

a limited impact on the study (Smith & Noble, 2014).  The ethics committee at Houston Baptist Internal 

Review Board (IRB) and the Research and Accountability at the selected Independent School Districts 

(ISD) concluded that the research is ethical and suitable.  This researcher was given permission to 

conduct research to address professional development experiences of special education teachers working 

with special education students serviced in the inclusion setting. 

The IRB committee upholds the core ethical values to ensure this researcher developed ethical 

and rich research.  Smith and Nobel (2014) suggest that purposeful sampling has advantages when 

compared with convenience sampling in that bias is reduced because the sample is constantly refined to 

meet the study aimed within a qualitative study.  This researcher held a non-supervisory position at the 

selected large urban public-school district where surveys were being distributed to certified special 

education teachers.  In this study, the research acknowledged personal opinions on the study and 

possible teacher perceptions of the professional development they receive to teach within the inclusion 

classroom. As a district employee, this researcher worked with teachers within the inclusion classroom, 

and experiences lent themselves to possible future professional development that would allow for more 

effective teaching and learning tools that could support students with disabilities who were serviced in 

the inclusion classroom. Other options for future research consist of viewing the perceptions of the 

principal concerning professional development.  The tools support the classroom teacher’s self-efficacy 

and perceptions of reaching students within the inclusion classroom.   
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Merriam (2009) expressed the importance of the researcher remaining open to clearly understand 

the phenomenon from the participant’s point of view.  This researcher remained open and understanding 

during this study, by acknowledging biases regarding this phenomenon without discussing them with the 

participants.  This researcher kept an open mind to the responses given by the participants and ensured 

that all measures for ethical protection of participants were used to maintain and secure the rights of 

each person who takes part in this study.  For this reason, this researcher made every effort to ensure the 

privacy and confidentiality of each participant. 

Participant Protection  

Through the lens of ethics, the participants were protected when reporting information as 

requested by this researcher.  This researcher ensured that the names were not placed on documents or 

data.  In order to ensure anonymity, each participant was assigned a participant identification number.  

Comments from participants were not to be shared with their supervisor or others.  A survey explored 

special education teachers’ perceptions of professional development and the alignment to inclusive 

teaching practices. With the use of purposeful sampling of one hundred possible participants, a total of 

fifty-eight special education teachers volunteered to participate in the survey.  Some factors might have 

hindered the results of the research, such as ethnicity, age, years of teaching experience, job title, job 

roles and responsibilities, socioeconomic status of everyone, and their state of mind on the day when 

completing the survey questions.  Although these considerations may not have caused any participant to 

be removed from the study, ethically, it is critical to understand that the participants’ mood and status 

could have influenced their state of mind when taking part in the survey using a surveying tool.  

Participants were informed that they may withdraw from the study at any time without any obligation as 

their participation was completely voluntary.  Participants could ask questions and obtain a copy of the 

results after the study.   
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Summary 

The purpose of this phenomenological qualitative study was to describe the special education 

teacher’s perception of professional development and the alignment to inclusive teaching practices, 

using demographic, Likert 5-Point scale and open-ended questions within the survey.  Purposeful 

sampling was used to gather participants for the large urban public school district in Texas. The Smart 

Survey tool captured the special education teacher’s professional development of themes, and this 

researcher identified the recurring themes of this phenomenon.  
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CHAPTER IV 

RESULTS AND ANALYSIS 

The purpose of this phenomenology study was to examine the special education teachers’ 

perceptions of professional development and the alignment to inclusive teaching experience. This study 

sought out to determine the extent of the inclusive teacher's experience while working with students.  

Chapter four describes the special education teacher’s perceptions and the results of this survey.  This 

research study presents the findings to answer the guiding research questions addressed by the analysis 

of data collected from kinder thru 12th grade levels of effective professional development offered for the 

inclusive setting. 

1. What were the professional development needs identified by special education teachers who focus 

on students with disabilities in the inclusive setting?  

2. What were the benefits of receiving and implementing school district-specific training around 

special education topics (i.e., Specially Designed Instruction, Progress Monitoring, developing the 

Individualized Education Plan)? 

3. How might professional development be used to improve the special education teachers’ self-

efficacy towards educating students with disabilities within the inclusive setting? 

As a district that provides free and public education funded by the state, all general rules and 

regulations were stated in the district board policies.  To comply with the district’s board policies, a 

request was made to the district's Research and Accountability department requesting permission to 

invite special education teachers to participate in the survey sent via electronic email.  Participants 

accessed the survey through the Smart Survey Link provided within the intent to participate letter.  The 

Professional Development Perception Survey (PDPS) was created by this researcher and verified by six 

special education professional development writers and trainers to ensure the fidelity of the questions. 
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The PDPS survey items were created by this researcher and based on the research questions and 

corresponding framework of Banduras self-efficacy.  This method allowed for partial and completed 

survey scores to be included in the analysis involving open-ended questions and the five-point Likert 

Scale.  

           Demographic Information 

The following was the descriptive demographic information of the participants in this survey. 

The focus population for this study was kinder thru 12th grade special education all-inclusion teachers at 

a large urban public school district.  The survey was sent to 121 members of the large urban public 

school district. After the initial invitation, 58 teachers responded with an overall return rate of 58 

percent.  There was a total of 32 completed responses and 26 partial responses. The demographic items 

were included to gain an understanding of the participant's composition.  The summary of the 

demographic descriptive information was downloaded from Smart Survey which was created by this 

researcher for this group and tabulated by the Smart Survey data manager. 

The participants were 100 percent (100%, n=31) Texas Certified Teachers with accreditations 

received from the Texas Education Agency.  Also, more than 22.58 percent (n=7) were certified special 

education teachers for over twenty years. 
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Figure 1. Years of Experience as a Texas Certified Special Education Teacher  

To increase the understanding of the participant's experience, the next question asked about the 

participant's direct teaching duties.  Within the sample, 67.74 percent of participants had a direct 

teaching duty to students within the inclusive setting, while 32.26 percent did not have direct but made 

academic contact with those students.  Most of those participants’ (67.74%) direct teaching duties 

focused on elementary students at 58.06 percent (see Figure 1). 

 

 

 

Indicate how many years of experience do you have as a certified special 

education teacher. 
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Figure 2. Current Teaching Position at a Large Urban Public-School District 

 The next demographic question asked participants about the content subject taught. Participants 

could choose more than one content subject area.  Many participants taught instruction in Reading and 

English Language Arts at 83.87 percent.  Data in Figure 2 showed that all content was relatively 

represented amongst the following Social Studies 32.26 percent (n=10), Math 51.61 percent (n=16), 

Science 29.03 percent (n=9), Writing 61.29 percent (n=19), and other 19.36 percent (n=6).   
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Figure 3. Teacher Content Area of Focus 

 The next demographics question asked respondents how they obtained a Texas certification to 

teach students with disabilities.  Figure 3 showed that eighteen teachers (58.06%) indicated that they 

received their special education certification through an alternative certification program in the state of 

Texas while fourteen teachers (45.16%) indicated obtaining their certification through the traditional 

route to Texas certification in special education.   
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Figure 4. Number of Students Taught  

 Figure 4 captured participants’ responses to the question that sought to know how many students 

were taught by each teacher or carried on their caseload for academic and behavior responsibilities. A 

caseload represents the number of students a special education is responsible for by monitoring their 

progress of the IEP.  In Figure 4, special education teachers identified the number of students they 

instructed throughout the instructional day or week.  Within the inclusive setting, sixteen teachers 

(53.33%) instructed between zero to fifteen students within the instructional setting.  Ten teachers 

(33.33%) supported sixteen to thirty-one students, three teachers (10%) supported thirty-two or forty-

seven students, zero teachers supported forty-eight to sixty-three students, and one teacher (3.3%) 

supported over sixty-four students within an inclusive setting.   

The questions within Figure 4 examined the percentage of teachers who instructed students 

based on grade level bands which consisted of elementary school (Kindergarten to Fifth Grade), middle 

school (Sixth to Eighth Grade), and high school (Ninth to 12th Grade).  The teachers reported instructing 
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students at the following percentage within each grade band, the elementary level at 58.06 percent, 

middle school at 35.48 percent, and high school at 19.35 percent.  

Data Analysis 

After, completing the PDPS survey questions one through seven, participants answered thirty-

two 5-point Likert scale questions and nine open-ended questions. The following were analyses of the 

three research questions for this study using descriptive statistics. The data analysis was quantitatively 

summarized and identified key terms, patterns and responses from information provided by participants 

in the PDPS.  This researcher collected the data from the Smart Survey Tool and selected each open-

ended text question to analyze and categorize the responses by word frequency. The Smart Survey Tool 

used a word analysis to determine the frequency of the words used within the participant responses. The 

analysis tool allowed each word frequency to be linked back to the response breakdown to determine the 

direct use of the word in alignment to the question. The raw survey data were analyzed to examine the 

special education inclusive teacher's experience. This section summarizes the findings for each of the 

research questions of effective professional development offered for the inclusive setting. 

 

Research Question One 

Research Question 1: What were the professional development needs identified by special 

education teachers who focus on students with disabilities in the inclusive setting? 

 The information shared in the PDPS by special education teachers gave the extent of the special 

education teachers need for professional development, based on their experiences within the inclusive 

setting. The inclusive setting contains students with disabilities and is serviced through special education 

and requires the educator to be knowledgeable on multifaced content, compliance, executive 

functioning, and writing of the Individualized Education Plan (IEP).  Participants could write more than 
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one area of interest for future professional development that would increase their self-efficacy 

concerning teaching students with disabilities within an inclusive setting.  Figure 5 captured the 

participant's areas of interest concerning future professional development, which were perceived to 

increase their skillset for supporting students with disabilities within the inclusion classroom. 

 

Figure 5. Professional Development Request 

Participants were asked to select three professional development trainings that were beneficial 

and why.  Figure 5 provides a chart that shows the various types of professional development selected 

by participants that benefit teaching students with disabilities within the inclusion setting.  The Smart 

Survey Tool captured the professional development request of participants and frequency of the request 

(see Figure 5).  The professional development titled Developing the IEP, Co-teaching Planning and 

Modeling and Data Collection were the most listed in participant responses based on the analysis of the 

survey tool.  Figure 5 indicates that the lowest suggested professional development was Administrators 

9

6

4

3

2 2 2 2 2 2

1 1

PROFESSIONAL DEVELOPMENT REQUEST

Professional Development Request
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Creating the Master Schedule and Universal Design for Learning, based on the analysis of the question 

using the survey tool.  Participants stated in the open-ended responses, titled Developing the IEP, Co-

teaching Planning and Modeling and Data Collection has increased their ability and self-efficacy to 

support students with disabilities within the inclusion setting. The Smart Survey Tool used a word 

analysis to determine the frequency of the word used within the participant responses.  The analysis tool 

allowed each word frequency to be linked back to the response breakdown to determine the direct use of 

the word in alignment to the question.  This researcher viewed the responses and categorized them in a 

chart by professional development titles and determined the theme or group of words that were seen 

throughout the responses.  Those themes were used to determine the common theme for each 

professional development title.  This researcher captured direct quotes from the participant responses on 

the PDPS which includes all spelling, grammar, and punctuation.  

Participant 5 stated the following: “Understanding the IEP, SDI, and differentiates instruction 

should be given to teachers before teaching.  Teachers need to understand who their students are and 

their diverse needs by familiarizing themselves with the FIE and IEP Understanding how thoroughly 

read the PLAAFP and make lesson plans to cater to children with disabilities is crucial to the success of 

each student.” 

Participant 9 stated: “PD on SDI, Inclusion, Data Collection, IEP Writing with modeling the 

task. This will allow Sped teachers to effectively do their job.” 

Participant 18 stated: “Any professional development that will prepare both special ed and 

general ed teachers with inclusion setting strategies, to include, but not limited to the co-teaching 

process, implementation of grading, fairness, behavior management, and implementation of the IEP’s.” 

The Professional Development Perception Survey (PDPS) used thirty-two of the forty-eight questions to 

determine the three subscales used for this phenomenological study. These thirty-two survey items made 
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up three subscales, three of which were used in this research study.  The subscales used were (a) 

Professional Development Opportunities, (b) Preparedness, and (c) Self-Efficacy.  Each item followed 

by a five-point scale (1 = Unknown, 2 = Seldom, 3 = Sometimes, 4 = Frequently 5 = Always).  Table 1, 

Table 2 and Table 3 identify the mean scores, standard deviation, and other descriptive data obtained 

from PDPS that were analyzed using the Smart Survey Tool.  The three subscales mean score fell 

between 2.45 and 2.59, based on the special education teachers PDPS results.  The data analysis 

involved developing three subscales PD Opportunities, PD Preparedness and PD Self-Efficacy and 

aligned them to the research questions as presented on the slide. Based on the teacher's responses to the 

5-Point Likert scale questions in these three areas, the data reflected of the participants, they seldomly 

felt as though the professional development opportunities were sufficient support to their professional 

needs as educators and indicated the average mean score of 2.59.  Professional Development 

Preparedness participants seldomly to somewhat felt prepared to implement the learning by indicating 

the average mean score of 2.88, very close to a mean score of 3.  The area of professional development 

Self-Efficacy participants felt they were seldomly capable of performing tasks learned after attending 

professional development by indicating the average mean score of 2.40. 

The Professional Development Perception Survey was categorized into three subscales and 

aligned to the research questions for this study.  The subscale professional development opportunities is 

captured in Table 1 by the Smart Survey tool which used basic statistics to calculate statistics based on 

the answers of the participants. The basic statistics identified the following from the 5-Pont Likert Scale 

responses; minimum and maximum scores from the Likert Scale, mean score, standard deviation, 

satisfaction rate, variance and standard error.  Table 1 indicates the participants’ perceptions of the 

opportunities given to participants in the seven categories listed in the table.  
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Nonetheless, when looking at the Professional Development Opportunities subscale the item 

with the lowest mean (1.9) of all statements was on the instrument “I attend professional development in 

my district when offered.” The mean score on this item was 1.9, the data analysis of subscale one 

professional development opportunities was based on the teacher's responses to the 5-Point Likert scale 

questions. The data reflected that of participants, they felt opportunities to attend district professional 

development was unknown to seldomly felt as indicated by the 1.9 mean score (See Table 1).  In 

subscale one, the highest mean score of the seven categories was “I attend professional development in 

opportunities for new special education teachers” at a mean score of 3.1 (See Table 1).  The data 

reflected that of participants, they felt opportunities for new special education teachers was sometimes 

felt as indicated by the 3.1 mean score (See Table 1).   
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Subscale two, responses focused on special education teacher perception of preparedness after 

attending professional development.  The subscale professional development preparedness is captured in 

Table 2 by Smart Survey tool which used basic statistics to calculate statistics based on the answers of 

the participants. The basic statistics identified the following from the 5-Pont Likert Scale responses; 

minimum and maximum scores from the Likert Scale, mean score, standard deviation, satisfaction rate, 

variance, and standard error.  Table 2 indicates the participants’ perceptions of the preparedness given to 

participants in the seven categories listed in the table.  
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When looking at the professional development preparedness subscale that focused on the 

teacher’s ability to implement their new learning into skills or strategies within the inclusive setting,  the 

data reflected that of the participants, they felt preparedness in the implementation of newly learned 

skills and inclusive strategies. Table 2 captures the responses from the Likert 5-Point scale questions 

from the PDPS.  The responses identified in Table 2 indicated the teacher satisfaction rate scored 

between 30.65 to 49.19 with an average mean score of 2.56 (See Table 2).  In subscale two, the highest 

mean score of the fifteen categories was “Prepared to Co-teach with my general education teacher 

partner” at a mean score of 2.97 (See Table 2).  The data reflected that of participants, they felt 

opportunities for new special education teachers was seldom to sometimes felt as indicated by the 2.97 

mean score (See Table 2).   The lowest mean score of the fifteen categories was “Prepared to utilize the 

components of the FIE, PLAAFP, and IEP to implement inclusive services to students serviced in 

special education.” at a mean score of 2.26 (See Table 2). 
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The data from the Professional Development Perception Survey (PDPS) focused on how the 

special education teacher perceived their self-efficacy after attending various professional development 

sessions. The subscale professional development self-efficacy captured in Table 3, by Smart Survey tool 

which used basic statistics to calculate statistics based on the answers of the participants. The basic 

statistics identified the following from the 5-Pont Likert Scale responses; minimum and maximum 

scores from the Likert Scale, mean score, standard deviation, satisfaction rate, variance, and standard 
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error.  Table 3 indicates the participants perceptions of the self-efficacy of participants in the nine 

categories listed in the table.  

The Likert 5-Point scale captured the individual’s levels of self-efficacy through the lens of 

confidence, skill, eagerness after attending district-level professional development.  The teacher 

reflected on their ability to transfer the learning received through professional development into 

supporting students with disabilities within the inclusion setting, based on their level of self-efficacy in 

the learned skill. 

Subscale three, responses focused on special education teacher perception of self-efficacy after 

attending professional development.  Table 3 captures the responses from the Likert 5-Point scale 

questions from the PDPS.  The responses identified in Table 3 indicated the teacher satisfaction rate 

scored between 28.23 to 42.71 with an average mean score of 2.45 (See Table 3). In subscale three, the 

highest mean score of the nine categories was “Increase self-efficacy with the implementation of 

Specially Designed Instruction (SDI)” at a mean score of 2.71 (See Table 3).  The data reflected that of 

participants, they felt an increase of self-efficacy was seldom to sometimes felt as indicated by the 2.71 

mean score (See Table 3).   The lowest mean score of the nine categories was “Encouraged to implement 

the new learning with fidelity” at a mean score of 2.13 (See Table 3). The data reflected that of 

participants, they felt an increase of self-efficacy was seldom felt as indicated by 2.13 (See Table 3). 
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Research Question Two 

Research Question 2: What were the benefits of receiving and implementing school district-

specific training around special education topics (i.e., Specially Designed Instruction, Progress 

Monitoring, developing the Individualized Education Plan)? 

Table 2 and Table 3 from the Professional Development Perception Survey (PDPS) collected the 

special education teacher’s perception of professional development in the areas of preparedness and self-

efficacy to support the learning of students with disabilities within the teachers. In addition, Figure 6 

captured the participants’ perception of the following trainings: (1) Specially Designed Instruction, (2) 

Understanding the IEP and (3) Progress Monitoring. This researcher categorized each open-ended 

Table 3 

Professional Development Perception Survey (PDPS)-Self-Efficacy 

PDPS Subscale: PD 

Opportunities 

 

Question 

 

   n  M Satisfaction SD Min Max 
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question by professional development title (Specially Designed Instruction, Understanding the IEP and 

Progress Monitoring), then using the participants’ responses to determine if the professional 

development is beneficial, non-beneficial or not attended (See Figure 6).  In the area of Specially 

Designed Instruction (SDI), Figure 6 indicates that twelve participants considered the training 

beneficial, three non-beneficial and five of non-attendance. SDI is the foundation to understanding the 

instructional process for supporting students with disabilities in cognitive, functional, and behavioral.   

Participants’ responses for Understanding the IEP Figure six indicated that sixteen participants 

considered the training beneficial, one non-beneficial and five of non-attendance.  Understanding the 

IEP training focused on identifying the components to support the development of individualized and 

measurable goals and objectives using the FIE, PLAAFP and other data.  Participants’ responses for 

Progress Monitoring Figure 6 indicated that seven participants considered the training beneficial, three 

non-beneficial and nine of non-attendance.  The Progress Monitoring training was designed to assist 

teachers in understanding how to collect data and monitor progress of the student’s IEP.   

Overall, Figure 6 explores the special education teachers’ perceptions for each training title (i.e., 

Specially Designed Instruction, Progress Monitoring, developing the Individualized Education Plan) to 

decide if the training is beneficial, non-beneficial, or non-attendance. Participants responded to the open-

ended questions number forty-one, forty-two and forty-three as follows: Each response was a direct 

quote, including spelling, punctuation, and grammar. 

Participant 2 stated, “Specially Designed Instruction because it provides a foundation for 

teaching all kids; Goalbook because it allows me to write well-developed standards-based goals for my 

students, and Easy IEP because it’s the tool my district uses to capture each student ’individualized 

education plan.” 
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Participant 6 stated, “Specially Designed Instruction, Universal Design for learning, and 

Literacy by 3 Reboot were three professional developments that I have benefited the most because it 

helped to fill in the missing links to instruction for students with disabilities in inclusive settings.” 

Participant 12 stated the following: “I truly have not had the opportunity to attend many pieces 

of training due to the responsibilities to my campus and the caseload of students I have.  I did attend 

Dyslexia Intervention training with Neuhaus during the 2018-2019 school year. I have been able to use 

some of those strategies and materials to support students. 

Participant 17 stated, “I can think of only one in recent history and it was on changes in the 

IEP. Several years ago, I attended seminars on Deescalating Students in Crisis and another about 

Classroom Management.” 

Participants 11 stated, “I have not participated in a district training regarding Individualized 

Education Plan (IEP) since 2011. My knowledge of developing IEPs has come through collaboration 

with other members of my campus-based special education team (Diagnostician, Special Education 

teacher and LSSP).” 

Participant 15 stated, “Progress monitoring training prepares teachers ho to monitor students 

properly and effectively with disabilities toward the student’s goals.” 
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         Figure 6. Benefits of District-Level Professional Development 

Research Question Three 

Research Question 3: How might professional development be used to improve the special 

education teachers’ self-efficacy towards educating students with disabilities within the inclusive 

setting? 

This researcher used the Likert 5-Point Scale responses (see Table 3) and the open-ended PDPS 

questions (Questions 40-48) (See Table 4) to better understand how to improve special education 

teachers’ self-efficacy towards educating students with disabilities. The basic statistics identified the 

following from the 5-Pont Likert Scale responses; minimum and maximum scores from the Likert Scale, 

mean score, standard deviation, satisfaction rate, variance, and standard error.  This researcher 

categorized each open-ended question (Questions 40-48) by PDPS questions, then using Smart Survey 

text analysis word and phrases list to develop the common themes of participants in Table 4.  Table 3 

participant responses showed the participants’ levels of self-efficacy once they left an engaging 

professional development session with the proper resources and models to support the learning.  

Although some other participants felt that the district lacked opportunities to provide training, that 
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brought about a level of self-efficacy to support students within the inclusive setting.   Table 4 captures 

common themes of participants responses from the open-ended questions (Questions 40 to 48) within 

the PDPS.  The nine questions (40 to 48) examined for instructional strategies, district, and campus-level 

supports, and activities used within the inclusion classroom, based on the special education teacher's 

experience after receiving district-level professional development that impacted self-efficacy, while 

supporting students within the inclusive practices.  Table 4 captures key terms and trends from the 

participant's responses for each of the open-ended questions asked within the survey.  Common themes 

among keywords consist of Universal Design for Learning, small group, supplemental aids, 

accommodations, data trackers, classroom management, minimal support offered by campus and 

teachers, and collaboration planning to name a few.  Table 4 information indicates that participants had 

various ways of communicating the benefits, non-benefits, and other perceptions around their 

professional development experiences.  Responses showed that either professional development was 

beneficial, and teachers implemented strategies and activities within their classroom, or they felt 

professional development and campus support at a minimal and made no difference in their instructional 

performance for supporting students with disabilities (See Table 4).  Overall, most of the information 

showed the benefits of professional development versus non-beneficial qualities. 
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Table 4 

Professional Development Impact on the Inclusive-Setting 

Question  Response to Survey Question 40 (n=24) 

What types of professional development should be 

delivered prior to teaching within the inclusion 

setting and what were the benefits? 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

Content Scope-n-Sequence 

Understanding the IEP to meet student needs 

Understanding IEP Accommodations and 

Modifications 

Progress Monitoring of IEP Goals 

FIE and IEP as data tools to understanding the 

whole child 

Co-teach Models 

Cooperative Grouping 

Understanding the PLAAFP 

Developing Lesson Plans for SWD 

Universal Design for Learning 

Designing the Master Scheduling with SWD in 

mind 

Specially Designed Instruction 

Inclusion 

Data Collection 

Modeling of Implementation of the IEP 

Co-teacher lesson planning sessions 

Behavior Management Strategies 

Social Emotional Learning Supports 

Case-management Strategies 

 

Question Response to Question 41 (n=20) 

How does Specially Designed Instruction 

(SDI) training prepare you for servicing 

students with disabilities within the inclusion 

setting? 

 

 

 

 

 

 

 

 

 

 

 

 

Informed developing individualizing lesson plans 

Write lesson plans to interventions for targeted 

students 

Informed instruction on content, methodology and 

delivery of instruction 

SDI is easy to implement in the resource setting 

SDI is difficult to implement in the co-teach setting 

Benefits the implementation of accommodations  

       No training received 
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Question          Response to Question 42 (n=21) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

  

 

Question Response to Question 43 (n=20) 

How has Progress Monitoring training prepared 

you for servicing students with disabilities within 

the inclusion setting? 

 

 

 

 

 

 

  

Understanding the importance 

Track student mastery towards their goals and 

objectives 

Communicate progress of goals and objectives 

Service SWD within the inclusion setting 

Properly prepared to service and monitor SWD 

Beneficial 

A tool and not an official training 

Still struggling  

Not available in the district 

       Need additional training by level of teacher 

       experience  

         
        Responses to Question 44 (n=20) 

  
What are the effective methods or activities 

currently being used in your classrooms to support 

students with disabilities within an inclusive 

setting? 

 

 

 

 

Universal Design for Learning 

Small-Group Instruction 

Effective Co-Teaching Strategies 

Differentiated 

Student-teacher conference 

Classroom Management 

Scaffolding Instruction 

 

      Preparing accessibility within lessons 

earned best strategies for supporting students 

with disabilities  

Make appropriate recommendations and revisions 

to the IEP 

Understanding of the IEP 

IEP training was helpful 

Strengths and Weaknesses 

Properly service SWD 

Understanding how SWD learn best 

Have not attended the training 

Need for specific trainings in goals, objectives  

       and PLAAFPs 

How has Understanding the 

Individualized Education Plan (IEP) 

training prepared you for servicing 

students with disabilities within the 

inclusion setting? 

 

Table 4 

Professional Development Impact on the Inclusive-Setting 
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Flexible Seating 

Sensory Toys 

Hands-on tools 

Identifying student strengths and weaknesses 

Accommodations (Extended Time, Manipulatives 

Extended time 

Manipulatives 

Exploration learning 

Dyslexia Tools 

Supplemental Aids 

Time Management 

One-On-One Instruction 

Data Trackers 

Instructional and Game-based Learning Centers 

Review of the IEP 

Self-advocacy for students 

 

Question Responses to Question 45 (n=16) 

What instructional strategies have you 

implemented based on the information received 

from professional development? 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

Specially Designed Instruction 

Learning Centers 

Classroom Management 

Collaborative Planning 

Group Work 

Read Aloud 

Think-Pair-Share 

Intervention Programs (i.e., Imagine Learning) 

Before, During, and After Questioning 

      Universal Design for Learning 

Positive Behavior Management Systems 

Chunking 

Goalbook 

Repetition 

Communication Strategies 

Small-Group 

 

 

 

 

 

 

 

 

Table 4 

Professional Development Impact on the Inclusive-Setting 
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Question  Responses to Question 46 (n=20) 

How does the campus or district offer campus-

level support after professional development 

opportunities? 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

    Administrative observations and feedback 

    Campus and District offers resources and materials 

    Monthly Special Education Department Chair Meetings 

Minimal District-level Support 

       No Support 

       Professional Development Opportunities 

 Minimal Campus-level support 

 Follow-up Professional Development Sessions 

       No, Follow Up 

Limited Budget for Hiring Substitute Teachers 

Support Overwhelmed and offer minimal support 

Special Education District Program Specialist Support 

Special Education Teacher Development Specialist  

Campus-level Instructional Coaches 

Occasional District-level Support 

Professional Learning Community (PLC) 

Instruction Technologist (IT) 

Development 

    Repetitive  

Question        Responses to Question 47 (n=20) 

Please list three professional development you 

have participated in and benefited from the most? 

Why? 

SDI 

Goalbook 

Literacy by 3 

Understanding the IEP 

Easy IEP 

Campus-based IEP training 

CPI 

Job-a-Like  

STAAR Review to Go 

Mental Health in DHH Students 

Universal Design for Learning 

Lead4ward TEKS training 

Dyslexia Interventions 

IEP Development 

Easy IEP training 

Sped Laws 

Putting the ARD together 

 

 

 

Table 4 

Professional Development Impact on the Inclusive-Setting 
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STAAR ALT 2  

Special Education  

Neuhaus 

Deescalating Students in Crisis 

Classroom Management 

 

Question  Responses to Question 48 (n=21) 

  
When seeking to attend district level Professional 

Development, what barrier do you face? 

  

Attending ARD meetings 

Permission from my administrator 

No or Limited available substitute teacher 

No or Limited campus budget 

Time away from the classroom 

Trainings are voluntary 

Limited follow through from administrators 

Availability of Professional Development 

Availability of relevant Professional Development 

Time 

Full training sessions 

Trainings not offered frequently enough 

No barriers 

 

 

Table 4 captures the special education teachers’ perceptions concerning professional 

development and the impact on the inclusive setting by responding to the open-ended questions 

(Questions 40 to 48).  The participants (n=58) contributed their experiences around professional 

development through the completion of the demographic questions, Likert 5-Point Scale and open-ended 

questions.  The collection of responses from the open-ended questions are shown in Table 4, based on 

this researcher’s analysis of the common themes of each response using the Smart Survey text analysis 

tool for all nine questions.  To understand the phenomenon, this researcher provided direct quotes from 

participants that aligned to research question three. 

Participant 4 stated: “SDI taught me how to plan lessons and interventions that target students’ 

specific weakness.” 

al Development Impact on the Inclusive-Setting 

Table 4 

Professional Development Impact on the Inclusive-Setting 
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Participant 5 stated: “SDI on Specially Designed Instruction has helped me prepare for 

instruction in an inclusive setting by focusing on the content, methodology, or delivery of instruction to 

address the unique needs of each student.” 

Participant 8 stated: “SDI training not received and not available in the district.” 

Participant 11 stated: “Understanding the IEP training I have not participated in district 

training since 2011. My knowledge of developing the IEPs has come through collaboration with other 

members of my campus-based special education team (Diagnostician, Sped Teacher, and a Licensed 

Specialist in School Psychology (LSSP).” 

Participant 13 stated: “My knowledge of Understanding the IEP allows me to properly service 

our students, we must know how they learn best.” 

Participant 5 stated: “Progress Monitoring training has helped prepare me to focus on the needs 

of the student and to allow a reteach of the student has not shown any progress.” 

Participant 14 stated: “No specific training on Progress Monitoring, it is mentioned only in 

EasyIEP training.” 

Participant 16 stated: “Progress Monitoring is essential to provide data-driven instructions. 

This makes progress monitoring training critical.” 

The selected responses shared an overall view of comments made concerning the impact that 

professional development had on the special education teachers and the alignment to self-efficacy with 

the ability to support students in the inclusive setting.  Appendix E provides a review of the entire PDPS 

responses from participants for your viewing. 

 

 



      115 

 

Summary 

     Chapter IV presented the data collected from this phenomenology study that examined the 

special education teacher’s perceptions of professional development and the alignment to inclusive 

teaching experience. This study showed an important interest to supply Professional Development to 

train special education teachers in the following areas: Texas Essential Knowledge and Skills, Full 

Individual Evaluation, Present Level of Academic Achievement and Performance, Individualized 

Education Plan, and the Admission Review Dismissal.  The data confirmed that inclusive teachers 

expressed a need for support while working with students in different learning environments.  The 

survey conveyed that certified special education teachers were qualified with a level of experience 

ranging from non-experienced to veteran teachers.  Regardless of teacher experience or method of 

certification, responses prompted interest to participate in meaningful professional development that 

creates advantageous growth in the inclusive setting.  

The questions in this research study addressed important topics that special education teachers 

are challenged with daily such as selecting instructional strategies and tools aligned with the student's 

disabilities.  Also, the educators desired to improve their craft with updated instructional strategies that 

create professional learners that become even more successful in the critical challenge learning areas. 

The training needs addressed by teachers were Specifically Designed Instruction with alignment to the 

student deficit, Progress Monitoring evaluating student learning, and developing Individual Educational 

Plans that support learning in all disciplines. 

The district campus principals approved for special education teachers to participate in this 

research to support best practices in professional development that aligns to teachers making impact on 

student learning.  Understanding the impact of creating professional development builds capacity in 

special education teachers while increasing their self-efficacy in supporting students with disabilities in 
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the inclusive setting.  There were 121 members of the large public school district who were asked to 

participate in the research by completing the PDPS through the Smart Survey data tool.  The data shows 

fifty-eight teachers responded with a break-down of thirty-two completed surveys and twenty-six partial 

responses.  

The survey addressed the different content teachers that participated (See Appendix E).  The data 

showed the highest participation per content as Reading and Language Arts.  This showed literacy 

teachers needed greater support on how to align core curriculum with students’ areas of need.  The 

deficits in Reading and Language Arts affected the other courses if the teachers were struggling with 

identifying the right instructional strategies to support growth within their classrooms.  The data in 

Figure 4 indicated that over fifty-three percent of teachers support and instruct between zero to fifteen 

students per week while three percent of teachers support over sixty-four students a week (See Figure 4).  

The largest number of teachers worked with a smaller number of students, and the small percentages of 

teachers worked with the largest population of students (See Figure 4). 

The data showed that the special education teachers who participated were from Inclusion, 

Resource, Co-Teacher, Self-Contained and other educators.  The data reported the highest participation 

from Self-Contained Teachers, Resource, and Inclusion teachers, being the most concerned for specific 

training helped with identifying the right instructional modalities to help students with disabilities.  

These teachers expressed they work in dual roles, depending on their campus leadership.  The overall 

need for professional development addresses a high to low need in the following order: (1) Specially 

Designed Instruction (SDI), (2) Co-Teach Planning and Modeling, (3) Data collection, (4) Universal 

Design for Learning, (5) Compliance, and (6) Behavior and Special Skills. 

The teacher's perceptions referencing their needs addressed an interest in each category: (1) 

Opportunity to attend job Relevant Training, (2) Multiple PD Opportunities, (3) Opportunities for New 
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Special Education Teachers, (4) Opportunities for New Special Education Training, (5) Opportunities for 

variety of methods to receive PD, (6) Opportunities for extended PD Campus support and continued 

coaching and follow-through. 

The benefits of providing Professional Development for special education teachers in all fields of 

study helps to grow the learner and the teacher.  It also helps special education create IEP’s that closely 

aligned with the student deficit.  In addition to participating in aligning instructional goals with student 

needs, it supports a safe learning environment.  These safe learning environments addressed special 

education students with disabilities ranging from severe to minimal deficits.  The themes that surfaced 

through the surveys consistently were Universal Design for Learning, small group instruction, 

supplemental aids, accommodations data, trackers, classroom management, minimal support, and 

ongoing problem-solving.  Other benefits for teachers consisted of the implementation of strategies 

within their learning environment, develop open-ended responses, and teaching deliveries closely 

aligned to meet students with disabilities.  When provided to teachers in their areas of interest, 

professional development can build effectiveness among the district and campus personnel in the field of 

special education. 
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CHAPTER V 

DISCUSSION, RECOMMENDATIONS, AND CONCLUSIONS 

Discussion 

The purpose of this phenomenological study was to examine the special education teacher’s 

perception of professional development and the alignment of inclusive teaching practices.  Subsequently, 

this researcher determined the participants’ perception of the professional development in the areas of 

opportunities, preparedness and self-efficacy, and the alignment to inclusive teaching practices for 

supporting special education students in the inclusion setting.  The Professional Development Perception 

Survey (PDPS) was used through Smart Survey tool to capture the special education teacher’s 

perception of professional development in alignment with inclusive teaching strategies.  This research 

consisted of collecting data on special education inclusion teachers from a large urban school district 

with a focus on grades Kinder through 12th as measured by the PDPS.  Data was collected via Smart 

Survey with a total of fifty-eight participants with thirty-two complete surveys and online survey e to 

which fifty-eight participants responded.  The PDPS survey via Smart Survey was completed by thirty-

two participants and twenty-six partially completed. Additionally, the participants in this study shared 

their perceptions using an online survey that asked seven demographic questions, thirty-two questions 

using a 5-Point Likert Scale, and nine open-ended questions.  In the study, there were three research 

questions asked: 

1. What are the professional development needs identified by special education teachers who 

focus on students with disabilities in the inclusive setting?  

2. What are the benefits of receiving and implementing school district-specific training around 

special education topics (i.e., Specially Designed Instruction, Progress Monitoring, developing 

the Individualized Education Plan)? 
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3. How might professional development be used to improve the special education teachers’ self-

efficacy towards educating students with disabilities within the inclusive setting? 

Chapter V begins with a summation of the main findings of the research. Next, the findings are 

discussed in the context of the research followed by how the discoveries from the research impact the 

special education teacher’s perception and alignment to supporting students with disabilities within the 

inclusion classroom.  Chapter V concludes with implications and recommendations for future research 

related to the special education teacher’s perception of professional development aligned to increasing 

their self-efficacy around supporting students with disabilities within the inclusive setting. 

The special education teachers who participated in this research project held various 

demographic differences.  The study demographics identified the special education teachers’ level of 

experience, course content by subject area, grade-band, and route to Texas Certification.  The study 

recognized the special education teacher's experiences with professional development correlated to their 

self-efficacy concerning supporting students with disabilities within the inclusion classroom regardless 

of their grade level or content area.  Significant correlations were found between teacher’s desire and 

benefits of professional development.  This researcher used three subscales during the research study to 

focus on key components to understanding perceptions of special education teachers.  The first subscale 

professional development opportunities, subscale two preparedness and subscale three self-efficacy.  The 

subscales demonstrated the connection with the special education teacher's experiences with 

professional development and supporting students with disabilities within the inclusive setting.  The 

professional development opportunities focused on the special education teacher’s perception of their 

opportunities as they related to frequency, variety, methods of delivery, and topics. Sullivan (2010) 

speaks to the benefit of teachers having opportunities to be in a positive and healthy school culture that 

allows for teachers to be learners who seek out their professional development opportunities (Sullivan, 
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2010).  When schools create a culture of strong norms that value the learning of teachers through 

professional development, an increase in effective implementation is shown (Sullivan, 2010).  Positive 

school culture creates highly effective learning environments for teachers, which encourages teachers to 

seek professional development opportunities (Sullivan, 2010).  

Peterson-Ahmad, Katrina, & Peak’s (2018) research determined the key logistics of selecting or 

conducting professional development training.  The four logistical components that impact professional 

development include time commitment, time, and day of professional development, location, and cost or 

fees associated to attend (Peterson-Ahmad, Katrina, & Peak, 2018).  When the researchers reviewed 

their data, time commitment to attend and time of day were the most important factors (Peterson-

Ahmad, Katrina, & Peak, 2018).  The delivery methods of professional development influenced the 

teacher’s levels of participation and data showed that participants would prefer on-site professional 

development as a delivery model because the environment is familiar, and the culture has been set to 

ensure higher levels of engagement (Peterson-Ahmad, Katrina, & Peak, 2018).  The findings from the 

researchers Peterson-Ahmad, Katrina, & Peak, (2018) in chapter two analyzed the strengths and barriers 

that either strengthen or hinder the special education teachers’ perceptions of professional development 

and the alignment to their inclusive practice experiences.  The three research questions in this study 

identified specific themes in participant's open-ended responses from the survey. 

Research Question One 

Research question one identified the professional development needs of a special education 

teacher based on their experience or lack thereof.  Based on data derived from this survey, teachers are 

aware of the content, model, and method of professional development that fits their learning needs.  This 

data revealed that teachers seek learning, but the learning does not always lend itself to finding the 

teacher.  The findings of this research support that teachers’ perceptions of professional development are 
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positive although there are areas for improvement.  The research of Hudak (2013) speaks to the 

importance of professional development being offered considering the needs of teachers.  The 

participant responses revealed the list of professional development they suggest as essential when 

working in the inclusive setting while supporting students with disabilities in the open-ended question 

number thirty-nine.   

Professional development needs. This paragraph reveals the professional development needs 

identified by participants as result of serving students with disabilities within the inclusive setting.  

Participants reported based on their daily schedules, they had limited availability to attend professional 

development.  It would benefit district and campus leadership teams to ensure professional development 

opportunities are offered, and participants get a fair chance to attend sessions that meet their professional 

needs as well as district goals. 

 When participants were asked to list their requested professional development, more training 

around developing and implementing the IEP was listed.  Participants suggested in the open-ended 

responses that understanding the development and implementation of the IEP increased their ability and 

self-efficacy to support students with disabilities within the inclusion setting.  The least requested 

professional development focused on Universal Design for Learning and Administrators Gaining 

Understanding of Master Scheduling.  Additionally, participants stated that the financial status of the 

district or campus impacted teacher’s ability to attend the various professional development 

opportunities within the district.  Without proper funding to hire substitute teachers, it becomes unlikely 

for teachers to be excused to attend off-campus professional development training. 
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Research Question Two 

 Research question two discovered the benefits of attending district-specific training (i.e., 

Specially Designed Instruction, Progress Monitoring, and Developing the Individualized Education 

Plan).  The principal is encouraged to identify teacher strengths and use those strengths to tap into 

improving teaching and learning for the educator and ultimately the student (Sullivan, 2010).  The 

second subscale in this current research focused on teachers’ perceptions of their preparedness after 

attending a district or campus level professional development training.   

Messages conveyed to teachers by campus or district leadership increases the value of 

professional development training and creates a culture that promotes teacher learning (Sullivan, 2010).  

Their perceptions of professional development either caused them to implement their learning or drop 

the idea of implementation altogether.   

Benefits of professional development. Teachers who seek professional development aligned to 

their personal learning goals show higher levels of implementation (Hudak, 2013).  The participants who 

responded to question forty-six (see Appendix E) all listed at least one district-level professional 

development that impacted their educational journey supporting students with disabilities in the 

inclusive setting.  To meet the needs of students with disabilities, the department of special education 

services has requested that all key stakeholders complete training around Specially Designed Instruction, 

Understanding the IEP, and Progress Monitoring to ensure that all members are equipped with the 

foundations of supporting students with disabilities.  Data reflected participants (n=16) considered the 

training Understanding the IEP as the most beneficial and scored the other two district aligned training 

as follows Specially Designed Instruction (n=12) and Progress Monitoring (n=7) and other participants 

(n=7) considered these pieces of training non-beneficial to their preparedness for instructing students 

with disabilities within the inclusion classroom. Participants mentioned that they had not attended the 
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three highly suggested professional development sessions given by the district.  Participants who 

attended district-based training that support students with disabilities shared the power or impact of 

professional development within the inclusion class. 

 Research Question Three 

 Special Education teacher’s perception of professional development data is used to improve the 

self-efficacy of educators who provide daily instruction to students with disabilities within the inclusive 

setting.  Research from Sullivan (2010) discussed the importance of building a culture of learning, 

which increases a teacher’s implementation of information obtained during professional development 

training.  Teachers who attend professional development aligned to their district, campus, or personal 

goals indicated higher levels of success.  The level of energy a teacher transfers to the implementation of 

their performance is connected to self-efficacy (Garrett, 2017).  One of the benefits of self-efficacy is the 

individual’s ability to see themselves as accomplishing the task set forth before them (Bandura, 2009).  

Research questions forty to forty-two asked participants their level of preparedness after attending 

Specially Designed Instruction (SDI), Individualized Education Plan (IEP), and Progress Monitoring 

professional development sessions.  Providing high-quality professional development is key to 

improving teacher practice and student achievement (Hudak, 2013).  

Self-Efficacy. The groundwork of human inspiration, welfare, and individual achievement is the 

definition of self-efficacy (Bandura, 2009).  Bandura (2009) speaks to self-efficacy as self-motivation 

and behaviors grounded in how people believe or rationalize their truth, so the power of self-reflection.  

Self-reflection is the process individuals use to make sense of their actions, beliefs, abilities, and choices 

(Bandura, 2009). Marzano, Frontier, and Livingston (2010) discuss self-efficacy and professional 

development effects on the educators’ most vital element that in turn affects the learning of students in 

the classroom. An individual’s mindset and beliefs are a crucial element to the success of executing 
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supports for students with disabilities. Teachers expressed implications of their abilities to better serve 

students after attending district-based training, while others either did not know the sessions were 

offered or felt it gave minimal support to their work with students. 

Implications for Practice 

Based on the findings in this research, the Professional Development Perception Survey provided 

the experiences of Special Education teacher's perception of professional development and the alignment 

to supporting students in the inclusive classroom.  Districts can offer a survey to teachers and campus 

leaders to determine the appropriate PD model and timeframe. Participants responded to this survey 

indicating that multiple barriers prevented them from attending professional development, such as (1) 

attending ARD Meetings, (2) gaining permission from the administration, (3) PD is voluntary with no 

accountability and follow-through from administrators, (4) validity of the PD and (5) impact of taking 

time away from the classroom were some of the responses from teachers.  The PDPS results can impact 

the district through building capacity in teachers through self-efficacy and skill, which can assist with 

closing the current Independent School District achievement gap for students with disabilities.  Districts 

can support efforts by assessing appropriate times and models for professional development to meet the 

needs of the targeted audience. Campus leaders can support this process by ensuring they create a 

culture where professional development is embraced through attendance, accountability, and follow-up 

support.  

This research study asked participants to recall the impact that professional development held on 

their level of self-efficacy when approaching instructional strategies for students with disabilities in the 

special education inclusive setting.  The Independent School District (ISD) used in this study can 

increase their population of innovative and skillful teachers through utilizing the PDPS results to create 

effective and engaging trainings for teachers that reflect their areas of need.  When teachers build 
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capacity through successful professional development, the ISD inclusive classrooms can exhibit an 

increase in the areas of individualized support, specialized learning activities, and instructional strategies 

to meet the individual needs of students with disabilities.  Participants were asked what effective 

methods or activities were currently being used in their classrooms to support students with disabilities 

within an inclusive setting. The responses listed several high-yield instructional strategies (i.e., small 

group instruction, scaffolding, accommodations, supplemental aids, and differentiated instruction).  

Participants also reported the use of Universal Design for Learning, which is a framework developed by 

CAST, that designs learning experiences to be proactive to meet the needs of all learners (Posey, 2020).  

Effective Co-Teach strategies were listed as methods being used in the inclusive setting as well by 

participants.   

 When asked what strategies they had implemented based on the information received from 

professional development, the participants responded with a list of district-level computer-based 

programs (i.e. Goalbook and Imagine Learning),  classroom instructional settings (i.e. Learning Centers, 

Group work and Small Groups, Behavior Management Systems (Positive Behavior Management System 

(PBMS),  Communication Strategies, Classroom Management) and High-yield instructional strategies 

(i.e. Chunking task or text, Read Aloud, Think-Pair-Share, Repetition and Specially Designed 

Instruction).  Berry (2010) suggests that there is a growing consensus that the single most important 

influence in education is a well-prepared, caring, and qualified teacher.  The review of this research can 

support the ISD in understanding how to support teachers needs before and after attending professional 

development that is aligned to the teachers'’ personal and district goals.  This research can benefit the 

ISD by creating clear communication systems for teachers concerning how to locate district training, 

gain approval to attend, access resources and identify support to assist with next steps for 

implementation of professional development.   
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Research has indicated a positive relationship between student success and highly effective 

teacher education programs (Brownell, Ross, Colon, & McCallum, 2005).  The next survey question 

focused on the teacher’s perception of how the campus or district offered campus-level support after 

professional development opportunities. Participant's responses consisted of receiving campus-level 

support (i.e., Administrative observations and feedback, campus-level coaches, support from campus 

Instructional Specialist, attending Professional Learning Communities (PLC) and Instructional 

Technologist).  Support at the district level consisted of follow-up training, support from Program 

Specialist from Sped, Sped Teacher Development Specialist support, monthly Department Chair 

Meetings, and resources to support the professional development.  Minimal participants in the study also 

reported receiving limited to no support from the campus or district level based on budget, shortages of 

substitute teachers, and other unknown reasons.  Department Chair meetings consist of a group of 

special education teacher leaders who support campus teachers and leaders in supporting students with 

disabilities. The ISD can foster the research from the lens of the special education teacher and gain 

insight concerning the area of needs of when supporting students with disabilities for academic success 

in the inclusion setting.  The research findings in this study indicated that the teachers’ perception of 

professional development impacted instruction of students with disabilities within the inclusive setting, 

based on their ability to implement the learned skills into a highly effective lesson. 

 

Recommendations for Future Research 

 This research completed in this dissertation examined the special education teacher’s perception 

of professional development and the alignment to inclusive teaching practices.  In a large urban public 

school district in Texas, there is a continuous need for professional development for special education 

teachers, because the highest percentage of individuals with disabilities are placed in their least 
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restrictive environment.  The least restrictive environment is the inclusion setting with their nondisabled 

peers (Individuals with Disabilities Education Act, 2004).  Special education teachers are required to 

have a certain level of empathy, patience, and understanding for students to ensure their academic, 

behavioral, and functional needs are being met during the school day. Professional development is a tool 

designed to enhance the teacher’s skill set and meet the unique needs of all learners. The findings within 

the PDPS, suggest the following recommendations for future research:  

1. Large school districts normally have a Research and Development Department that could create 

a survey for teachers and leaders to determine appropriate professional development models or 

methods of delivery, topics, times, locations, and days of the week that are best for creating a 

highly effective professional development experience 

2. The district professional development teams can examine the delivery methods or models of 

professional development that aligns with the content and capture high levels of engagement 

3. Current survey responses indicated that some teachers were unaware of district-level training, so 

they did not attend the session.  Future research can consist of exploring the best methods for 

promoting professional development to ensure that all teachers are aware of upcoming training. 

4. Examine special education teachers’ levels of self-efficacy after attending a highly engaging and 

relevant cohort. 

5. Educate teachers and leaders around the importance of attending professional development and 

the implications on student success when implemented and monitored with fidelity. 

6. The overall impact of educating district and organization leaders on the importance of creating a 

culture of self-efficacy among leaders or staff. 
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The recommendations are significant to the special education teacher who supports students 

daily with disabilities with or without the necessary support or self-efficacy needed to push through the 

unique challenges of each educational day.   

Conclusion 

The purpose of this phenomenological study was to examine the special education teacher’s 

perception of professional development and the alignment to inclusive teaching practices.  The large 

urban public-school district in Texas offers various professional development models that promote 

learning for a large range of educators.  Currently, the ISD used for this study offers a large variety of 

professional development for teachers who support students with disabilities in the inclusion setting with 

their non-disabled peers.  Professional development is offered via online self-paced courses and virtual 

live courses for teachers and leaders since March of the 2020 school year.  When crafting or emerging 

professional development for the special education teacher, the creators should embed the important 

components of their role as educators. The special education teacher should obtain a certain level of 

empathy, patience, and understanding for students to ensure their academic, behavioral, and functional 

needs are being met during the school day.  Professional development is a tool designed to enhance the 

teacher’s skill set and meet the unique needs of all learners.  There is power in district and campus 

leaders who addressed the recommendations offered by these special education inclusion teachers 

because teachers who acquire self-efficacy in their ability to instruct students with disabilities become 

highly competent staff with character- and determination to meet the needs of all students with 

disabilities. 

 Campuses would be the first to see many benefits of teachers attending highly effective 

professional development that aligns to instruction that increases outcomes for students with disabilities. 

As numbers increase with students being placed in the inclusion setting, district and campus leaders 
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must be prepared to deliver effective professional development and provide support to teachers, so they 

can meet the needs of students.  To increase outcomes for students, teachers must feel more than capable 

of supporting the individual and unique needs of students. The campus could offer opportunities for 

teachers to attend training, but also hold teachers accountable for the implementation of training through 

offering support, resources, observations, and feedback. Teachers can perfect methods that are 

monitored, observed, and when feedback is given.  When teachers create their yearly performance goals, 

teachers could be required to list needed professional development that meets their individual goals and 

district-level goals. The campus can use this as a guide for support and accountability for each teacher to 

ensure capacity building which creates self-efficacy. 

Participant data collected during this study, suggested that developing competent special 

education teachers through professional development and support allows for bridging skills sets for 

educators.  When teachers bridge their instructional gaps, the bridge naturally occurs and creates 

academic gains through highly effective teaching.  The recommendations provided by teachers give light 

to possible future research and a guide for district and campus leadership areas of enhancement.  

Likewise, funding and allotment of time hold an important component of reversing impediments that 

inhibited the success of special education inclusion teachers.  District and campus-level leadership hold 

the resources and funding to ensure that professional development is created with fidelity and high 

levels of engagement to maximize the participant's overall experience and ability to transfer knowledge 

into the inclusion classroom.  Special education teachers shared their experience and perceptions of 

professional development and some had received the necessary foundational skills, but all had a desire 

to learn more to build their capacity around supporting students with disabilities. 

This research study afforded the opportunity to explore perceptions of building a strong learning 

foundation for students through educating teachers.  Teachers who obtain sustainable and high-quality 
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professional development increase their self-efficacy and use the new learning to align support to 

increase academic, behavioral, and functional success of students with disabilities.  Constant worry 

hovers over, knowing that special education teacher roles, responsibilities, and self-efficacy can be 

impacted daily by limited opportunities to attend skill-based professional development.  Current 

research suggests the importance of allowing educators to choose professional development that aligns 

to their evaluation goals.  The campus and district level leaders have a duty to understand the role and 

responsibilities of the special educator to ensure each teacher receives a customized support plan to meet 

their needs.  When the role of the inclusion teacher is misunderstood or utilized, the special education 

teachers’ overall task and expected outcomes become blurred.  This data indicated that the special 

education teacher takes on a lot of responsibility with limited training and support, based on campus and 

district perception of the role.  Campus and district leaders should build and support training that is 

highly effective, relevant, and sustainable in meeting the needs of students with disabilities.  
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      APPENDIX A 

The Special Education Teachers Perception of Professional Development in Alignment to the Inclusive 

Teaching Practices 

 

INTENT TO PARTICIPATE 

Letter to Participants 

  

Greetings Special Education Teachers, 

  

Special Education teachers face challenges around meeting the needs of students with disabilities within 

the inclusion classroom setting in the elementary and secondary schools. My name is LaShondra 

Jackson and I am a doctoral student at Houston Baptist University in the Doctor of Education in 

Executive Leadership program. I also work for the district as a Professional Training Specialist in the 

Office of Special Education Services.  The purpose of this study (The Special Education Teachers’ 

Perception of Professional Development and the Alignment to Inclusive Teaching Practices) is to 

determine the special education teacher’s perception of the quality of their professional development 

opportunities. 

  

With your assistance, this survey will aid in meeting the Office of Special Education departmental goals, 

by providing useful information to determine the special education teachers’ perceptions of professional 

development. In turn, this information will provide data to the campus and districts to foster highly 

effective special education teacher learning.  Please take 10-15 minutes to complete the 

survey.  Participation in this research is voluntary. There is no penalty for non-participation, and you 

may withdraw at any time. Completion of the survey items implies consent as required by the 

Institutional Review Board at Houston Baptist University and the Independent School District to ensure 

proper permission was given. All information gathered will be used solely for this dissertation research. 

  

Your response is important and will be of great value to understanding the professional development 

experiences of special education teachers. Please read the questions carefully and respond to all 

questions to the best of your ability. Some questions may require more thought, but please complete the 

survey in its entirety at your earliest convenience, but no later than May 4th, 2020. The survey is 

attached to this email (please see the link below) and intended for special education inclusion teachers in 

grades kinder through 12th.  

  

Please contact the researcher via email at jacksonl2@hbu.edu should you have any questions or 

concerns. My dissertation chair, Dr. Fridge can also be contacted at lfridge@hbu.edu. If you would like 

a copy of the results of the study, please email me. 

  

Regards, 

  

 

  

mailto:jacksonl2@hbu.edu
mailto:lfridge@hbu.edu
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LaShondra Jackson 

Doctoral candidate, Houston Baptist University 

Jacksonl2@hbu.edu 

 

 

Link to Survey 

https://www.smartsurvey.co.uk/s/hbupdresearch/ 
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APPENDIX B 

Houston Baptist University Institution Review Board Committee Acceptance Letter 
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APPENDIX C 

Collaborative Institutional Training Initiative Certificate (CITI) 
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APPENDIX D 

Approval to Complete Research in the Independent School District 
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APPENDIX E 

Professional Development Perception Survey (PDPS) Results 

Demographic Information: Professional Development Perception Survey 

1. Please indicate how many years of experience do you have as a certified special education 
teacher.  

  
Response 

Percent 
Response 

Total 

1 a) 0 years   
 

6.45% 2 

2 b) 1-3 years   
 

9.68% 3 

3 c) 4-7 years   
 

19.35% 6 

4 d) 8-11 years   
 

19.35% 6 

5 e) 12-15 years   
 

9.68% 3 

6 f) 16-19 years   
 

12.90% 4 

7 g) 20 + years   
 

22.58% 7 

8 Other (please specify):    0.00% 0 

Statistics Minimum 1 Mean 4.45 Std. Deviation 1.9 

Maximum 7 Variance 3.6 Std. Error 0.34 
 

answered 31 

skipped 1 

Other (please specify): (0) 

No answers found. 

 

2. Please list your teaching certifications that are identified by the Texas Education Agency.  

  
Response 

Percent 
Response 

Total 

1 Open-Ended Question 100.00% 31 

1 Special Education  
Generalist 4-8 

2 sped k-12 ELA 4-8 principal k-12 

3 Deaf and Hard of Hearing  
Texas Assessment of Signed Communication 
Science 4-8 
Pedagogy and Professional Responsibilities 

4 Special Education K-12 

5 SPED EC-12 
Generalist EC-12 
ESL EC-12 



      152 

 

2. Please list your teaching certifications that are identified by the Texas Education Agency.  

  
Response 

Percent 
Response 

Total 

6 Generic Special Education, Grades PK-12 
Seriously Emotionally Disturbed and Autistic, Grades PK-12 
Principal, Grades EC-12 

7 General Education 1-6 and Special Education EC-12 

8 Special Education EC-12 

9 Special Education EC-12 
English as a Second Language Supplemental EC-12 

10 Special Education 
EC-6 
ESL 
PPR 

11 Generalist EC-6 
SpEd EC-12 
ESL EC-12 
Technology EC-12 
Principal Certification  

12 Sped k-12 

13 Special Education (EC-12) 
Core Subjects Grades (EC-6) 

14 PPR 
Generalist 
ESL 
SPED 
Principal's 

15 Special education  
Bilingual EC-4 

16 Special Education EC_12 
Generalist EC-6 

17 I am certified in Illinois in SPED and gen ed k-9 

18 SPED, PE, Health, and something else 

19 EC-12 Special Education 
Generalist EC-6 

20 Early childhood generalist, special education, social studies  

21 SPED (EC-12), Counseling in Education, ESL Certification 

22 Deaf and Hard of Hearing EC-12 

23 Elementary Education K-8, Early Childhood Endorsement 

24 social studies 4-8 
social studies composite 8-12 
sped k-12 

25 Special Education (K-12), Principal, math (4-8), ESL, and general education 

26 Special Education EC-12 
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2. Please list your teaching certifications that are identified by the Texas Education Agency.  

  
Response 

Percent 
Response 

Total 

27 Generic Special Education Grades PK-12 

28 EC-6 Generalist 
ESL 

29 SPED, 9-12 SOCIAL STUDIES, 7-8 EARTH LIFE SCIENCE 

30 Generic Special Education K-12 

31 SPED EC-12 
 

  
answered 31 

skipped 1 

 

3. Please identify your route to Texas teacher certification.  

  
Response 

Percent 
Response 

Total 

1 a) Traditional Certification by University   
 

45.16% 14 

2 b) Alternate Certification   
 

58.06% 18 

Statistics Minimum 1 Mean 1.56 Std. Deviation 0.5 

Maximum 2 Variance 0.25 Std. Error 0.09 
 

answered 31 

skipped 1 

 

4. What is your current teaching position at your campus? (Select all that apply)  

  
Response 

Percent 
Response 

Total 

1 a) Inclusion Teacher   
 

25.81% 8 

2 b) Resource Teacher   
 

29.03% 9 

3 c) Co-Teacher   
 

12.90% 4 

4 d) Self-Contained Teacher   
 

32.26% 10 

5 e) Other   
 

19.35% 6 

6 Other (please specify):   
 

16.13% 5 

Statistics Minimum 1 Mean 3.29 Std. Deviation 1.67 

Maximum 6 Variance 2.78 Std. Error 0.26 
 

answered 31 

skipped 1 

Other (please specify): (5) 

1 Sped Chairperson 
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4. What is your current teaching position at your campus? (Select all that apply)  

  
Response 

Percent 
Response 

Total 

2 Dept Chair 

3 Deaf and Hard of Hearing Itinerant Teacher- campus based  

4 Regular Ed Teacher 

5 Reading Interventionist 
 

 

5. Please indicate your content area(s) of focus. (Select all that apply)  

  
Response 

Percent 
Response 

Total 

1 a) Reading/English Language Arts   
 

83.87% 26 

2 b) Social Studies   
 

32.26% 10 

3 c) Math   
 

51.61% 16 

4 d) Science   
 

29.03% 9 

5 e) Writing   
 

61.29% 19 

6 f) Other   
 

16.13% 5 

7 Other (please specify):   
 

3.23% 1 

Statistics Minimum 1 Mean 3.05 Std. Deviation 1.74 

Maximum 7 Variance 3.02 Std. Error 0.19 
 

answered 31 

skipped 1 

Other (please specify): (1) 

1 SLL 
 

 

6. Please indicate your grade level band. (Select all that apply)  

  
Response 

Percent 
Response 

Total 

1 
a) Elementary School Kinder thru 5th 
Grade 

  
 

58.06% 18 

2 b) Middle School 6th-8th Grade   
 

35.48% 11 

3 c) High School 9th-12th Grade   
 

19.35% 6 

Statistics Minimum 1 Mean 1.66 Std. Deviation 0.75 

Maximum 3 Variance 0.57 Std. Error 0.13 
 

answered 31 

skipped 1 
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7. Please indicate the number of students with disabilities that you typically service per week at 
your campus within an inclusive setting.  

  
Response 

Percent 
Response 

Total 

1 a) 0 to 15 students   
 

53.33% 16 

2 b) 16 to 31 students   
 

33.33% 10 

3 c) 32 to 47 students   
 

10.00% 3 

4 d) 48 to 63 students    0.00% 0 

5 e) 64 + students   
 

3.33% 1 

Statistics Minimum 1 Mean 1.67 Std. Deviation 0.91 

Maximum 5 Variance 0.82 Std. Error 0.17 
 

answered 30 

skipped 2 

 
2. Special Education Teacher's Perception Survey on Professional Development  
 

8. The district provides professional development that is relevant to your teaching position.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

16.13% 5 

2 (4) Frequently   
 

32.26% 10 

3 (3) Sometimes   
 

38.71% 12 

4 (2) Seldom   
 

12.90% 4 

5 (1) Unknown    0.00% 0 

Statistics Minimum 1 Mean 2.48 Std. Deviation 0.91 Satisfaction Rate 37.1 

Maximum 4 Variance 0.83 Std. Error 0.16   
 

answered 31 

skipped 1 

 

9. The district provides special education teachers multiple professional development 
opportunities.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

25.81% 8 

2 (4) Frequently   
 

22.58% 7 

3 (3) Sometimes   
 

48.39% 15 

4 (2) Seldom   
 

3.23% 1 

5 (1) Unknown    0.00% 0 

answered 31 
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9. The district provides special education teachers multiple professional development 
opportunities.  

  
Response 

Percent 
Response 

Total 

Statistics Minimum 1 Mean 2.29 Std. Deviation 0.89 Satisfaction Rate 32.26 

Maximum 4 Variance 0.79 Std. Error 0.16   
 

skipped 1 

 

10. After attending professional development in my district, I am prepared to support students 
with disabilities within the inclusion setting.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

16.13% 5 

2 (4) Frequently   
 

35.48% 11 

3 (3) Sometimes   
 

32.26% 10 

4 (2) Seldom   
 

12.90% 4 

5 (1) Unknown   
 

3.23% 1 

Statistics Minimum 1 Mean 2.52 Std. Deviation 1.01 Satisfaction Rate 37.9 

Maximum 5 Variance 1.02 Std. Error 0.18   
 

answered 31 

skipped 1 

 

11. After attending professional development in my district, I am prepared to support students 
with Texas Essential Knowledge and Skills based instruction.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

22.58% 7 

2 (4) Frequently   
 

38.71% 12 

3 (3) Sometimes   
 

32.26% 10 

4 (2) Seldom   
 

6.45% 2 

5 (1) Unknown    0.00% 0 

Statistics Minimum 1 Mean 2.23 Std. Deviation 0.87 Satisfaction Rate 30.65 

Maximum 4 Variance 0.76 Std. Error 0.16   
 

answered 31 

skipped 1 
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12. The district provides professional development that enhances the special education 
teacher’s knowledge around compliance.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

12.90% 4 

2 (4) Frequently   
 

48.39% 15 

3 (3) Sometimes   
 

29.03% 9 

4 (2) Seldom   
 

9.68% 3 

5 (1) Unknown    0.00% 0 

Statistics Minimum 1 Mean 2.35 Std. Deviation 0.82 Satisfaction Rate 33.87 

Maximum 4 Variance 0.68 Std. Error 0.15   
 

answered 31 

skipped 1 

 

13. The district provides professional development that enhances the special education 
teacher’s knowledge around understanding how to incorporate the full individualized evaluation 
(FIE), into the student’s present level of academic achievement and functional performance 
(PLAAFP) and the Individualized Education Plan (IEP).  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

19.35% 6 

2 (4) Frequently   
 

29.03% 9 

3 (3) Sometimes   
 

32.26% 10 

4 (2) Seldom   
 

19.35% 6 

5 (1) Unknown    0.00% 0 

Statistics Minimum 1 Mean 2.52 Std. Deviation 1.01 Satisfaction Rate 37.9 

Maximum 4 Variance 1.02 Std. Error 0.18   
 

answered 31 

skipped 1 

 

14. The district provides professional development that enhances the special education 
teacher’s knowledge around writing of the student's present level of academic achievement and 
functional performance (PLAAFP).  

  
Response 

Percent 
Response 

Total 

1 5) Always   
 

19.35% 6 

2 (4) Frequently   
 

32.26% 10 

3 (3) Sometimes   
 

29.03% 9 

4 (2) Seldom   
 

19.35% 6 

5 (1) Unknown    0.00% 0 

answered 31 
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14. The district provides professional development that enhances the special education 
teacher’s knowledge around writing of the student's present level of academic achievement and 
functional performance (PLAAFP).  

  
Response 

Percent 
Response 

Total 

Statistics Minimum 1 Mean 2.48 Std. Deviation 1.01 Satisfaction Rate 37.1 

Maximum 4 Variance 1.02 Std. Error 0.18   
 

skipped 1 

 

15. The district provides professional development that enhances the special education 
teacher’s knowledge around writing goals and objectives that are aligned to the FIE and 
PLAAFP.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

19.35% 6 

2 (4) Frequently   
 

22.58% 7 

3 (3) Sometimes   
 

35.48% 11 

4 (2) Seldom   
 

22.58% 7 

5 (1) Unknown    0.00% 0 

Statistics Minimum 1 Mean 2.61 Std. Deviation 1.04 Satisfaction Rate 40.32 

Maximum 4 Variance 1.08 Std. Error 0.19   
 

answered 31 

skipped 1 

 

16. The district provides professional development that enhances the special education 
teacher’s knowledge around using progress monitoring to measure the student’s goals and 
objectives that are included in their Individualized Education Plan (IEP).  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

12.90% 4 

2 (4) Frequently   
 

22.58% 7 

3 (3) Sometimes   
 

35.48% 11 

4 (2) Seldom   
 

29.03% 9 

5 (1) Unknown    0.00% 0 

Statistics Minimum 1 Mean 2.81 Std. Deviation 1 Satisfaction Rate 45.16 

Maximum 4 Variance 0.99 Std. Error 0.18   
 

answered 31 

skipped 1 
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17. The district provides professional development that enhances the special education 
teacher’s knowledge around behavioral strategies that can be used to support the student within 
the inclusive setting.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

12.90% 4 

2 (4) Frequently   
 

29.03% 9 

3 (3) Sometimes   
 

16.13% 5 

4 (2) Seldom   
 

38.71% 12 

5 (1) Unknown   
 

3.23% 1 

Statistics Minimum 1 Mean 2.9 Std. Deviation 1.15 Satisfaction Rate 47.58 

Maximum 5 Variance 1.31 Std. Error 0.21   
 

answered 31 

skipped 1 

 

18. The district’s Office of Special Education Services provides professional development for all 
new district special education teachers, to ensure success upon entering the inclusive 
classroom.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

9.68% 3 

2 (4) Frequently   
 

22.58% 7 

3 (3) Sometimes   
 

29.03% 9 

4 (2) Seldom   
 

25.81% 8 

5 (1) Unknown   
 

12.90% 4 

Statistics Minimum 1 Mean 3.1 Std. Deviation 1.17 Satisfaction Rate 52.42 

Maximum 5 Variance 1.38 Std. Error 0.21   
 

answered 31 

skipped 1 

 

19. The district provides professional development around Specially Designed Instruction (SDI) 
to meet the instructional, behavioral, and functional needs of students serviced in Special 
Education classroom.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

12.90% 4 

2 (4) Frequently   
 

35.48% 11 

3 (3) Sometimes   
 

32.26% 10 

4 (2) Seldom   
 

12.90% 4 

5 (1) Unknown   
 

6.45% 2 

answered 31 
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19. The district provides professional development around Specially Designed Instruction (SDI) 
to meet the instructional, behavioral, and functional needs of students serviced in Special 
Education classroom.  

  
Response 

Percent 
Response 

Total 

Statistics Minimum 1 Mean 2.65 Std. Deviation 1.06 Satisfaction Rate 41.13 

Maximum 5 Variance 1.13 Std. Error 0.19   
 

skipped 1 

 

20. The district offers professional development through a variety of methods (e.g., 
workstations, coaching, face-to-face, train-the-trainer and web-based).  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

19.35% 6 

2 (4) Frequently   
 

22.58% 7 

3 (3) Sometimes   
 

32.26% 10 

4 (2) Seldom   
 

22.58% 7 

5 (1) Unknown   
 

3.23% 1 

Statistics Minimum 1 Mean 2.68 Std. Deviation 1.12 Satisfaction Rate 41.94 

Maximum 5 Variance 1.25 Std. Error 0.2   
 

answered 31 

skipped 1 

 

21. District level professional development increases the teacher’s self-efficacy within the 
implementation, of Specially Designed Instruction (SDI).  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

12.90% 4 

2 (4) Frequently   
 

35.48% 11 

3 (3) Sometimes   
 

25.81% 8 

4 (2) Seldom   
 

19.35% 6 

5 (1) Unknown   
 

6.45% 2 

Statistics Minimum 1 Mean 2.71 Std. Deviation 1.11 Satisfaction Rate 42.74 

Maximum 5 Variance 1.24 Std. Error 0.2   
 

answered 31 

skipped 1 
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22. Professional Development on Specially Designed Instruction equips special education 
teachers with the necessary tools to give students accessing the Texas Essential Knowledge 
and Skills through adaptations and modification of the instruction.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

16.13% 5 

2 (4) Frequently   
 

35.48% 11 

3 (3) Sometimes   
 

25.81% 8 

4 (2) Seldom   
 

12.90% 4 

5 (1) Unknown   
 

9.68% 3 

Statistics Minimum 1 Mean 2.65 Std. Deviation 1.18 Satisfaction Rate 41.13 

Maximum 5 Variance 1.39 Std. Error 0.21   
 

answered 31 

skipped 1 

 

23. Professional Development on Goalbook prepares special education teachers on how to 
progress monitor students’ academic, behavioral, and functional growth.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

12.90% 4 

2 (4) Frequently   
 

29.03% 9 

3 (3) Sometimes   
 

29.03% 9 

4 (2) Seldom   
 

16.13% 5 

5 (1) Unknown   
 

12.90% 4 

Statistics Minimum 1 Mean 2.87 Std. Deviation 1.21 Satisfaction Rate 46.77 

Maximum 5 Variance 1.47 Std. Error 0.22   
 

answered 31 

skipped 1 

 

24. Professional development on Understanding the IEP prepares teachers on how to effectively 
write a student's Present Level of Academic Achievement and Functional Performance 
(PLAAFP) by utilizing the Full Individualized Evaluation (FIE) and information from all Admission 
Review and Dismissal (ARD) stakeholders.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

22.58% 7 

2 (4) Frequently   
 

25.81% 8 

3 (3) Sometimes   
 

35.48% 11 

4 (2) Seldom   
 

12.90% 4 

5 (1) Unknown   
 

3.23% 1 

answered 31 
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24. Professional development on Understanding the IEP prepares teachers on how to effectively 
write a student's Present Level of Academic Achievement and Functional Performance 
(PLAAFP) by utilizing the Full Individualized Evaluation (FIE) and information from all Admission 
Review and Dismissal (ARD) stakeholders.  

  
Response 

Percent 
Response 

Total 

Statistics Minimum 1 Mean 2.48 Std. Deviation 1.07 Satisfaction Rate 37.1 

Maximum 5 Variance 1.15 Std. Error 0.19   
 

skipped 1 

 

25. Professional development on Understanding the IEP equip teachers on how to effectively 
write a students’ annual goals and objectives, by utilizing the Present Level of Academic 
Achievement and Functional Performance (PLAAFP) and the Full Individualized Evaluation (FIE).  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

22.58% 7 

2 (4) Frequently   
 

25.81% 8 

3 (3) Sometimes   
 

35.48% 11 

4 (2) Seldom   
 

12.90% 4 

5 (1) Unknown   
 

3.23% 1 

Statistics Minimum 1 Mean 2.48 Std. Deviation 1.07 Satisfaction Rate 37.1 

Maximum 5 Variance 1.15 Std. Error 0.19   
 

answered 31 

skipped 1 

 

26. Professional development that consist of learning, modeling and practice increases the 
special education teacher's self-efficacy around implementing the learning to students serviced 
in special education within the inclusive setting.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

13.33% 4 

2 (4) Frequently   
 

33.33% 10 

3 (3) Sometimes   
 

33.33% 10 

4 (2) Seldom   
 

13.33% 4 

5 (1) Unknown   
 

6.67% 2 

Statistics Minimum 1 Mean 2.67 Std. Deviation 1.07 Satisfaction Rate 41.67 

Maximum 5 Variance 1.16 Std. Error 0.2   
 

answered 30 

skipped 2 
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27. Professional development in my district offers extended support within the classroom 
setting.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

12.90% 4 

2 (4) Frequently   
 

12.90% 4 

3 (3) Sometimes   
 

38.71% 12 

4 (2) Seldom   
 

25.81% 8 

5 (1) Unknown   
 

9.68% 3 

Statistics Minimum 1 Mean 3.06 Std. Deviation 1.13 Satisfaction Rate 51.61 

Maximum 5 Variance 1.29 Std. Error 0.2   
 

answered 31 

skipped 1 

 

28. I attend Professional Development when offered within my district.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

38.71% 12 

2 (4) Frequently   
 

32.26% 10 

3 (3) Sometimes   
 

29.03% 9 

4 (2) Seldom    0.00% 0 

5 (1) Unknown    0.00% 0 

Statistics Minimum 1 Mean 1.9 Std. Deviation 0.82 Satisfaction Rate 22.58 

Maximum 3 Variance 0.67 Std. Error 0.15   
 

answered 31 

skipped 1 

 

29. After attending professional development in my district, I am confident that I can teach all 
learners, despite their disability within the inclusion classroom.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

20.00% 6 

2 (4) Frequently   
 

36.67% 11 

3 (3) Sometimes   
 

33.33% 10 

4 (2) Seldom   
 

10.00% 3 

5 (1) Unknown    0.00% 0 

Statistics Minimum 1 Mean 2.33 Std. Deviation 0.91 Satisfaction Rate 33.33 

Maximum 4 Variance 0.82 Std. Error 0.17   
 

answered 30 

skipped 2 
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30. After attending professional development in my district, I am confident in implementing the 
learning immediately within the inclusion classroom.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

19.35% 6 

2 (4) Frequently   
 

29.03% 9 

3 (3) Sometimes   
 

41.94% 13 

4 (2) Seldom   
 

9.68% 3 

5 (1) Unknown    0.00% 0 

Statistics Minimum 1 Mean 2.42 Std. Deviation 0.91 Satisfaction Rate 35.48 

Maximum 4 Variance 0.82 Std. Error 0.16   
 

answered 31 

skipped 1 

 

31. After attending professional development in my district, I am confident that I can effectively 
support instruction within the inclusion classroom.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

19.35% 6 

2 (4) Frequently   
 

35.48% 11 

3 (3) Sometimes   
 

29.03% 9 

4 (2) Seldom   
 

16.13% 5 

5 (1) Unknown    0.00% 0 

Statistics Minimum 1 Mean 2.42 Std. Deviation 0.98 Satisfaction Rate 35.48 

Maximum 4 Variance 0.95 Std. Error 0.18   
 

answered 31 

skipped 1 

 

32. After attending professional development in my district, I am confident that the skills I have 
gained can support students in making adequate progress on their IEP goals.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

19.35% 6 

2 (4) Frequently   
 

38.71% 12 

3 (3) Sometimes   
 

29.03% 9 

4 (2) Seldom   
 

12.90% 4 

5 (1) Unknown    0.00% 0 

Minimum 1 Mean 2.35 Std. Deviation 0.93 Satisfaction Rate 33.87 
answered 31 

skipped 1 
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32. After attending professional development in my district, I am confident that the skills I have 
gained can support students in making adequate progress on their IEP goals.  

  
Response 

Percent 
Response 

Total 

Statistics Maximum 4 Variance 0.87 Std. Error 0.17   
 

 

33. After attending professional development sessions around special education and inclusion, I 
am confident that I can incorporate the learning (i.e., ARD Meetings, Parent Conference and Staff 
Meetings).  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

19.35% 6 

2 (4) Frequently   
 

38.71% 12 

3 (3) Sometimes   
 

35.48% 11 

4 (2) Seldom   
 

6.45% 2 

5 (1) Unknown    0.00% 0 

Statistics Minimum 1 Mean 2.29 Std. Deviation 0.85 Satisfaction Rate 32.26 

Maximum 4 Variance 0.72 Std. Error 0.15   
 

answered 31 

skipped 1 

 

34. After attending a highly engaging professional development in my district, I feel recharged 
and eager to tackle my existing task with new ideas.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

25.81% 8 

2 (4) Frequently   
 

35.48% 11 

3 (3) Sometimes   
 

25.81% 8 

4 (2) Seldom   
 

9.68% 3 

5 (1) Unknown   
 

3.23% 1 

Statistics Minimum 1 Mean 2.29 Std. Deviation 1.05 Satisfaction Rate 32.26 

Maximum 5 Variance 1.11 Std. Error 0.19   
 

answered 31 

skipped 1 

 

35. After attending targeted professional development in my district, I feel encouraged to 
implement the new learning with fidelity.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

29.03% 9 
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35. After attending targeted professional development in my district, I feel encouraged to 
implement the new learning with fidelity.  

  
Response 

Percent 
Response 

Total 

2 (4) Frequently   
 

35.48% 11 

3 (3) Sometimes   
 

29.03% 9 

4 (2) Seldom   
 

6.45% 2 

5 (1) Unknown    0.00% 0 

Statistics Minimum 1 Mean 2.13 Std. Deviation 0.91 Satisfaction Rate 28.23 

Maximum 4 Variance 0.82 Std. Error 0.16   
 

answered 31 

skipped 1 

 

36. After receiving district professional development, I feel prepared to focus on instruction 
within the inclusion setting, while servicing students with disabilities.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

23.33% 7 

2 (4) Frequently   
 

36.67% 11 

3 (3) Sometimes   
 

23.33% 7 

4 (2) Seldom   
 

13.33% 4 

5 (1) Unknown   
 

3.33% 1 

Statistics Minimum 1 Mean 2.37 Std. Deviation 1.08 Satisfaction Rate 34.17 

Maximum 5 Variance 1.17 Std. Error 0.2   
 

answered 30 

skipped 2 

 

37. After receiving district-level professional development, I feel prepared to utilize the 
components of the FIE, PLAAFP and IEP to implement individualized services to students 
serviced in special education.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

19.35% 6 

2 (4) Frequently   
 

48.39% 15 

3 (3) Sometimes   
 

22.58% 7 

4 (2) Seldom   
 

6.45% 2 

5 (1) Unknown   
 

3.23% 1 

Statistics Minimum 1 Mean 2.26 Std. Deviation 0.95 Satisfaction Rate 31.45 

Maximum 5 Variance 0.9 Std. Error 0.17   
 

answered 31 

skipped 1 
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38. After receiving district-level professional development, I feel prepared to co-teach with my 
general education teaching partner.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

12.90% 4 

2 (4) Frequently   
 

38.71% 12 

3 (3) Sometimes   
 

12.90% 4 

4 (2) Seldom   
 

9.68% 3 

5 (1) Unknown   
 

25.81% 8 

Statistics Minimum 1 Mean 2.97 Std. Deviation 1.43 Satisfaction Rate 49.19 

Maximum 5 Variance 2.03 Std. Error 0.26   
 

answered 31 

skipped 1 

 

39. After receiving district-level professional development, I feel prepared to meet the diverse 
needs of my students within the inclusion setting.  

  
Response 

Percent 
Response 

Total 

1 (5) Always   
 

16.13% 5 

2 (4) Frequently   
 

41.94% 13 

3 (3) Sometimes   
 

19.35% 6 

4 (2) Seldom   
 

6.45% 2 

5 (1) Unknown   
 

16.13% 5 

Statistics Minimum 1 Mean 2.65 Std. Deviation 1.28 Satisfaction Rate 41.13 

Maximum 5 Variance 1.65 Std. Error 0.23   
 

answered 31 

skipped 1 

 
3. Special Education Teacher's Perception on Professional Development  
 

40. What types of professional development should be delivered prior to teaching within the 
inclusion setting and what are the benefits?  

  
Response 

Percent 
Response 

Total 

1 Open-Ended Question 100.00% 24 

1 Content area scope and sequence  

2 following the IEP to help teachers understand what assistance students need to be successful in the general education 
setting, as well as what accommodations are mandated via the ARD committee decision. 

3 progress monitoring and goal progress, data collection support and tools for data collection, etc... 

4 The various types of inclusion/coteaching models 
Cooperative grouping  
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40. What types of professional development should be delivered prior to teaching within the 
inclusion setting and what are the benefits?  

  
Response 

Percent 
Response 

Total 

5 Understanding the IEP, SDI and differentiates instruction should be given to teachers prior to teaching. Teachers need 
to understand who their students are and their diverse needs by familiarizing themselves with the FIE and IEP. 
Understanding how to thoroughly read the PLAAFP and make lesson plans to cater to children with disabilities is crucial 
to the success of each student.  

6 Specially Designed Instruction as it defines the very essence of what special education truly is. Universal Design for 
Learning UDL as its goal is to make all learners expert learners through three guiding principles: actions and 
expressions, engagement, and representation.  

7 N/A 

8 Helping schools develop daily schedules with their SpEd teachers and students that allow the implementation of 
inclusion services. Our school currently uses the resource model only. 

9  
PD on sdi, inclusion, data collection, iep writing with modeling the task.  
This will allow Sped teachers to effectively do their job. 

10 How to implement student goals when servicing students in the general education setting. 

11 They should provide training where the inclusion teachers and general education teachers can meet and plan. I had to 
stop doing inclusion because it was not effective. It was not effective because we did not have enough time to plan out 
our weekly lessons with each other and often I would find myself just monitoring students and helping with behavior. 
Also, administrators need to be trained as well and told that they need to allow time for the SPED and gen. ed. teachers 
to plan.  

12 PD designed for general education and special education teachers so both understand the varying needs of students. 

13 A training on how to distribute instructional service time amongst the given or anticipated case load in multiple grade 
levels. This would help inclusion/resource teachers with scheduling realistic support schedules for services to be 
provided.  

14 Behavioral management strategies  
Social emotional supports 

15 I think general education teachers need to have some training on dealing with/how to teach kids with disabilities 

16  
Planning with general ed teacher 
IEP Goals 
Behavior  
Data 

17 Development focused on teaching kids with special needs, not just the legal aspects such as testing.  

18 Any professional development that will prepare both special ed and general ed teachers with inclusion setting strategies, 
to include but not limited to the co-teaching process, implementation of grading, fairness, behavior management and 
implementation of IEPs. 

19 Goal writing and progress. Easier ways to write a plaapf. 

20 It could be helpful to provide co-teaching professional development. 

21 N/A 

22 Specific approaches to teaching specific skills with the core course. 

23 N/A 
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40. What types of professional development should be delivered prior to teaching within the 
inclusion setting and what are the benefits?  

  
Response 

Percent 
Response 

Total 

24 Trainings on modifying TEKS expectations to special education students in the inclusion setting should be delivered 
prior to teaching with the inclusion setting. 

 

  
answered 24 

skipped 8 

 

41. How has Specially Designed Instruction (SDI) training prepared you for servicing students 
with disabilities within the inclusion setting?  

  
Response 

Percent 
Response 

Total 

1 Open-Ended Question 100.00% 20 

1 When it is meaningful  

2 it has helped me to better understand individualizing lessons for all students 

3 Realizing that all students can benefit from SDI has encouraged me to not simply limit it to students in Special 
Education, but to all my students. 

4 It has taught me how to plan lessons and interventions that target students’ specific weaknesses 

5 Training on Specially Designed Instruction has helped me prepare for instruction in inclusive settings by focusing on the 
content, methodology or delivery of instruction to address the unique needs of each student. 

6 Specially Designed Instruction has prepared me to better design my instruction for everyone while delivering the same 
equal education.  

7 It has taught me a variety of methods of instruction that I can implement with my teaching staff. 

8 No training received. Not available in the district. 

9 It has shown me how I need to utilize the FIE to use students' strengths when helping them access general education 
curriculum. However, it is very difficut to provide services to students when I am considered responsible for all 
compliance across the school.  

10 So, SDI is nice and useful in the Resource setting. However, it is difficult to implement in the general ed classroom when 
the students are expected to do all the same assignment. Some gen. ed. teachers have been exposed to and trained on 
SDI and UDL, but many have not. So, they struggle with implementing differentiated assignments for their diverse 
learners.  

11 Not very well, trainings are not offered frequently enough. 

12 I have not participated in any specially designed instruction training and cannot speak to the ability to prepare teachers.  

13 It taught me how to accommodate students while still using the curriculum with fidelity. 

14 Have not had specific training 

15 SDI training prepare me for servicing students with disabilities within the inclusion setting by seeing out approaches that 
help foster approaches to differentiate instruction to address students' readiness, learning styles and various interests. 

16 SDI training prepared me to provide instructions that address the unique needs of special needs students in the general 
education setting. 
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41. How has Specially Designed Instruction (SDI) training prepared you for servicing students 
with disabilities within the inclusion setting?  

  
Response 

Percent 
Response 

Total 

17 The training was not comprehensive. 

18 I have received very little instruction to date and what was presented was not very applicable or helpful. 

19 N/A 

20 Never received training 
 

  
answered 20 

skipped 12 

 

42. How has Understanding the Individualized Education Plan (IEP) training prepared you for 
servicing students with disabilities within the inclusion setting?  

  
Response 

Percent 
Response 

Total 

1 Open-Ended Question 100.00% 21 

1 Preparing accessibility within lessons  

2 It has informed me of how students with disabilities learn best 

3 Understanding the legal ramifications and supports the IEP provides encourages me to implement with fidelity 

4 I can review student’s IEP and make recommendations for strategies and revise IEP when appropriate  

5 Understanding the IEP has helped me to be able to make informed decisions regarding the highly specialized services 
students with disabilities need to be successful. The development of the ""individualized"" plan is the hallmark of the 
uniqueness each student with disabilities needs to overcome their challenges. A good teacher must be able to recognize 
this as is paramount to their education. 

6 The training has prepared me to understand the student's IEP, so that I can focus on differentiating instruction and 
maximize the learning to meet the student's specific needs that have been identified. 

7 It has helped me to better understand the different needs of diverse learners so that I can inform the general education 
teacher on how to make more appropriate instruction. 

8 Iep training was informative to an extent. 

9 So, there are so many issues with HISD's IEP trainings. First, they want us to differentiate our instruction for our 
students, but they spray and pray with their instruction and trainings on IEPs. I get some IEPs from schools that are so 
detailed and spot on, but then from other schools I get IEPs that are incomplete, have the wrong information, and 
completely lacking important information about the student. Their trainings are lackluster and should be leveled to help 
target the new or unexperienced SPED teachers formulate an IEP. For more experienced SPED teachers, they should 
provide specific instruction for each part of the IEP. For example, if a teacher is struggling with writing a PLAAFP, then 
they should attend a training on the PLAAFP. If they are having trouble with goals, attend a training on goals, and so on.  

10 Have not attended  

11 I have not participated in a district training regarding Individualized Education Plans (IEP) since 2011. My knowledge of 
developing IEPs has come through collaboration with other members of my campus based special education team 
(diagnostician, SPED teachers, LSSP). 

12 It prepared me to utilize the IEp in lesson planing. 

13 To properly service our students, we must know how they learn best. 
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42. How has Understanding the Individualized Education Plan (IEP) training prepared you for 
servicing students with disabilities within the inclusion setting?  

  
Response 

Percent 
Response 

Total 

14 By helping me understand all students cannot always receive the same instruction because the annual goals are not the 
same. 

15 Understanding the IEP training prepare me for servicing students with disabilities within the inclusion setting by providing 
me information and insight on how to teach students with disabilities; how to modify the general curriculum to help 
students with disabilities learn; and how to use supplementary aids and service disable students to be successful in the 
regular classroom and elsewhere. 

16 Strengths and weaknesses. 

17 It has prepared me to be effective. 

18 N/A 

19 Most of the IEP training comes from my dept. chairperson and that was helpful.  

20 N/A 

21 Never received training 
 

  
answered 21 

skipped 11 

 

43. How has Progress Monitoring training prepared you for servicing students with disabilities 
within the inclusion setting?  

  
Response 

Percent 
Response 

Total 

1 Open-Ended Question 100.00% 20 

1 Understanding the importance  

2 I still struggle with progress monitoring as I have not received ample training opportunities 

3 Progress Monitoring allows me to track student mastery towards their goals/objectives and communicate this progress 
to parents and other stakeholders  

4 Progress monitoring prepared me for servicing students with disabilities within the inclusion setting to monitor their 
responsiveness to academic, behavior and social skills instruction and to adjust instruction if needed. I also use 
progress monitoring to select evidence-based tools and strategies, implement assessments, consider students’ 
language barriers and special needs, recognize students’ strengths and weaknesses. 

5 Progress Monitoring training has helped prepare me to focus on the needs of the student and to allow a reteach if the 
student has not shown any progress. 

6 I do not feel like I have received this training sufficiently.  

7 No training received. Not available in the district. 

8 In HISD, they lumped Progress Monitoring in with IEP Goals. And again, we had some learners who were completely 
and utterly lost and then others, understood the concepts. I still do not feel comfortable with progress monitoring 
because there are so many moving parts and so many variables.  

9 Have not attended  

10 I have not participated in any progress monitoring raining but believe it would be beneficial. 
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43. How has Progress Monitoring training prepared you for servicing students with disabilities 
within the inclusion setting?  

  
Response 

Percent 
Response 

Total 

11 Have not had this training in Texas. 

12 I would like training on this. It helps me to see where we are at the start and then be able to see if we are making 
progress or any growth. 

13 No specific training, it is mentioned in easyiep training 

14 Have not had progress monitoring training 

15 Progress monitoring training prepares teachers how to monitor students properly and effectively with disabilities 
progress toward the student’s goals. 

16 It is essential to provide data-driven instructions This makes the progress monitoring critical. 

17 N/A 

18 I know how to use it now, but I view it as a tool more as a CYA function; not really benefitting learning. 

19 N/A 

20 Never received training 
 

  
answered 20 

skipped 12 

 

44. What are the effective methods or activities currently being used in your classroom to 
support students with disabilities within an inclusive setting?  

  
Response 

Percent 
Response 

Total 

1 Open-Ended Question 100.00% 20 

1 N/a 

2 UDL and differentiated instruction 

3 small group instruction, manipulatives and supports, active/explore based learning, instructional/learning centers 

4 Various coteaching models implemented depending on the class size and needs  
Student-teacher conferences 
Classroom management systems  
Data tracking by student and teachers  

5 flexible seating, fidget toys, lighting, auditory books, schedules, note-taking software, social stories, social skills 
autopsies, planners, web-based materials and information, graphic organizers, timers, resource rings, visual goal plan, 
mobility supports, student-created bulletin boards, coded assignments, supports for interactive whiteboards, writing 
supports, transition areas, coded classrooms 

6 Peer Teaching Activities: Students deploy a range of strategies that have them instruct skills or explain concepts to 
classmates. 
Game-Based Learning Platforms: Use specialized games to add depth and differentiation to the educational process, 
helping students to achieve their learning objectives. 

7 In my resource classes I teach students self-advocacy skills, how to use their supplemental aids, and how to push 
through frustration and use reading and math strategies.  



      173 

 

44. What are the effective methods or activities currently being used in your classroom to 
support students with disabilities within an inclusive setting?  

  
Response 

Percent 
Response 

Total 

8 Hands on Math activities 
Basic reading utilizing Dyslexia tools 

9 Reviewing students' IEPs with their gen. ed. teachers is always very effective. It gives them an understanding of where 
they are academically and their strengths and weaknesses.  

10 My classroom is self-contained, but students go to inclusive fine arts and there is a lot of push back especially when a 
student is not acting perfectly  

11 Preferred peer partner 
Online supports 
extended time  
time management 
Small group outside the classroom 
Scaffolding 

12 How to co teach effectively  

13 Use of accommodations their IEP 

14 I float with students during workstations, small group instruction, visuals, differentiate 

15 Effective methods and activities currently being used in my classroom to support students with disabilities within an 
inclusive setting, include grade level text w/supplemental aides, student workbook, manipulatives, number line, globe, 
maps, dictionary, videos technology and other internet resources. 

16 Generally, I used accommodations that are unique for each student. For examples, extra time to complete activities, 
learning by understanding (explicit instructions with multiple opportunities to practice skills) small group instructions, and 
so forth. 

17 N/A 

18 Avoid note taking, promote group activities, virtual assistance through TEAMS, allowing extended time for assignments 
and one to one instruction. 

19 N/A 

20 Smalls groups and one on one instructions 
 

  
answered 20 

skipped 12 

 

45. What instructional strategies have you implemented based on the information received from 
professional development?  

  
Response 

Percent 
Response 

Total 

1 Open-Ended Question 100.00% 16 

1 N/a 

2 specially designed instruction 

3 Learning centers 
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45. What instructional strategies have you implemented based on the information received from 
professional development?  

  
Response 

Percent 
Response 

Total 

4 Classroom management  
Interventions/programs for struggling readers  

5 The before, during and after strategies for guided reading. Designing lessons based on the guiding principles of 
Universal Design for Learning so students will have a choice as to how they engage in the lesson (flexible seating, fidget 
toys, lighting, auditory books, schedules, note-taking software, social stories, social skills autopsies).  

6 Goalbook has been implemented into my classroom and Lead4forward strategies such as ""Shake and Share"", ""Play 
It, Say It"", and ""Ball Toss Boogie"". 

7 Ensuring that I deliver diverse learning opportunities to all students based on their different strengths within the FIE. 

8 Repeated instruction and routines.  

9 Strategies for communication  

10 The strategies I am currently using were not learned through district training. I have developed most skills through trial 
and error or collaboration with other colleagues.  

11 I have not attended professional development in Texas related to instructional strategies. 

12 small group, modeling, visuals, organization, use data 

13 Positive behavior management systems, high level interest books, visual aids, games, and student information binders. 

14 I encourage group activities, virtual assistance through TEAMS, allowing extended time for assignments and one to one 
instruction. 

15 SDI 

16 Read alouds 
Chunking 
Small Groups 
Think- Pair- Share (Variations) 

 

  
answered 16 

skipped 16 

 

46. How does the campus or district offer campus level support after professional development 
opportunities?  

  
Response 

Percent 
Response 

Total 

1 Open-Ended Question 100.00% 20 

1 ? 

2 district personnel provide follow up sessions to refresh or enhance previous training 

3 Not much campus level support/follow through 

4 Support from program specialists, teacher development specialists, instructional coaches are available to assist 
campuses  

5 The district offers support after professional development opportunities by supporting PLC's in planning and 
implementing the PD, technical assistance with troubleshooting problems and challenges, campus visits and/or follow-
ups and instructional coaching and support. 
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46. How does the campus or district offer campus level support after professional development 
opportunities?  

  
Response 

Percent 
Response 

Total 

6 The campus allows me to implement what I have been taught and the district provides support when needed. 

7 My Program Specialist is excellent at ensuring implementation of the information discussed at the chair meetings. As 
SpEd chair, I have delivered trainings on information received at the chair meetings, such as the Autism Supplement, 
ESY, compliance concerns, etc.  

8 There is no follow up support. 

9 HISD provides monthly department chair meetings to give updates about compliance. They also provide specific 
trainings throughout the year, but you must get permission to attend from your administrator. This can be difficult 
because they must find a substitute to cover your class.  

10 In the past the program specialist would visit the self-contained classes at least once a month and provide written 
feedback but now they never visit 

11 The campus and district offer resources and materials to support students. 

12 Observation and feedback from an administrator. 

13 The have paid my registration for some professional developments 

14 Meeting are held to discuss new information or email it sent out 

15 The campus and/or district can offer campus level support after professional development opportunities by providing 
variety of schedules for learning co-ops; collaboration of learning and work time for teachers. 

16  
The district has off-campus support professionals who provide support throughout the school years. Those individuals 
are available for support. 

17 Minimal 

18 Most of the seminars I attend are repetitive and somewhat boring. Occasionally I find one that I find interesting. Most of 
the presenters are very boring. 

19 I think program specialists should do more, but they seem to be overwhelmed. 

20 My campus offers very little support to aid in specialized instructions or providing specialized instruction materials and 
tools for special education students. 

 

  
answered 20 

skipped 12 

 

47. Please list three professional developments you have participated in and benefited from the 
most? Why?  

  
Response 

Percent 
Response 

Total 

1 Open-Ended Question 100.00% 18 

1 Easy IEP  
Goal book 
Job Alike 
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47. Please list three professional developments you have participated in and benefited from the 
most? Why?  

  
Response 

Percent 
Response 

Total 

2 specially designed instruction because it provides a foundation for teaching all kids; goalbook because it allows me to 
write well-developed standards-based goals for my students; and easy iep because it is the tool my district uses to 
capture each students' individualized education plan 

3 SDI, Mental Health in DHH Students, STAAR Review to Go 
 
All trainings have provided me with ample supports, materials, and guidance on how to support my DHH students in the 
classroom 

4 1. Goal book 
2. Specially Designed Instruction 
3. Literacy by 3 

5 SDI 
Understanding the IEP 
 
I participated in TOTs for the above training which prepares me to transfer information to teachers that was both 
uniformed and accurate.  

6 Specially Designed Instruction, Universal Design for Learning and Literacy by 3 Reboot are three professional 
development that I have benefited the most because it helped to fill in the missing links to instruction for students with 
disabilities in inclusive settings. 

7 Understanding the IEP 
Specially Design Instruction 
Universal Design for Learning/Goalbook 
All of them were beneficial because it the trainings helped me to be a better advocate for my students and they 
answered questions I had. It also allowed me to better prepare my instruction for my students individually. 

8 -Lead Forward helped me to better understand the TEKS. I especially appreciated the scaffolding feature. 
-The chair meeting on auditing SpEd folders was very helpful. I developed the skills of closely reading the IEPs for 
necessary components that are often not written correctly. 
-The chair meeting on the Autism Supplement was very helpful in understanding the different needs of students with 
Autism and how I can most efficiently help those students be successful in meeting their needs.  

9 CPI 

10 Professional developments I have benefitted from the most are ones that were done on my campus with general 
education teachers who provided a short training or PLC on effective practices they use in their classrooms. For 
example, Ms. B is a Rockstar at teaching Main Idea, so she does a short training on how she teaches Main idea.  

11 Staar alt 
Job a like 

12 I truly have not had the opportunity to attend many trainings due to the responsibilities to my campus and the caseload 
of students I have. I did attend Dyslexia intervention training with Neuhaus during the 2018-2019 school year. I have 
been able to use some of those strategies and materials to support students.  

13 SDI 
IEP development  
Easy IEP training  

14 Sped. Laws 
Putting an ARD together 

15 Special ed. Leadership Cohort, Individual Education Plans, and behavior management. 

16 I have participated in SDI training, IEP, and inclusion.  

17 I can think of only one in recent history and it was on changes in the IEP. Several years ago, I attended seminars on 
Deescalating Students in Crisis and another about Classroom Management. 
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47. Please list three professional developments you have participated in and benefited from the 
most? Why?  

  
Response 

Percent 
Response 

Total 

18 SDI, Job-Alike and Staar Alt 
 

  
answered 18 

skipped 14 

 

48. When seeking to attend district level Professional Development, what barriers do you face?  

  
Response 

Percent 
Response 

Total 

1 Open-Ended Question 100.00% 21 

1 Attending ARD meetings 

2 permission from my administrator 

3 Ability to leave for a day or more and lose instruction, no available substitute teachers, no campus budget for PD, etc... 

4 Time away from the classroom  

5 Trainings are voluntary and follow through from administrators are limited. Accountability is a barrier making a 
disconnect between PD and implementation.  

6 I am faced with trying to find available time within my daily schedule to attend. 

7 I face the barriers of not being able to attend the PD's because there is no sub or other events taking place at my 
school. 

8 I feel torn between time managing chair duties and instructing students. Leaving campus for a professional development 
is one more obstacle in completing my daily tasks.  

9 ARD meetings 
Student missing SDI 
Availability of PD  

10 I struggle with whether it is worth the time. For example, if I need additional assistance on how to develop a safety plan, 
I could look for a training, and perhaps it takes place in a week or two, I can sign up and then lose that week and a half 
to waiting for the training. Or say if it is an online training and I can attend right away. The training might give an overall 
basis of how a safety plan is supposed to look, but that would be about it. I find it more beneficial to seek out specific 
people and learn from them. It is faster and overall, more efficient. 
 
An additional barrier is support, campuses often do not want to pay for subs and teachers are left splitting classes or 
called back to campus because either they could not secure a sub or just did not.  

11 Availability of relevant training 

12 There is not enough time to attend trainings and give students adequate in class and pull-out support.  

13 None 

14 Time. 

15 The sessions are full and not offered frequently enough, or early enough. 

16 When seeking to attend district level professional development, I face barriers such as administrative support, time. 

17 There is no barrier. 
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48. When seeking to attend district level Professional Development, what barriers do you face?  

  
Response 

Percent 
Response 

Total 

18 Materials/resources are not given; they should be compiled. 

19 My principal is supportive. No barriers exist as to attending seminars except perhaps offering them on the weekend or in 
the summer when I am not working. 

20 Forms should be given to teachers during PDs. Perhaps organized them in a binder. Sometimes the presenters/trainers 
are not prepared and not very knowledgeable. 

21 There is not a lot of professional development options offered specifically tailored to teaching in the special education 
classroom. 

 

  
answered 21 

skipped 11 
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VITA 

LaShondra D. Jackson 

Humble, Texas  

Lashondra_jackson@icloud.com ~  

 

~Proficiencies~ 

Leadership & Team Building                                            DEA Compliance & Implementation 

Differentiation of Instruction                                Data-Driven Decision Making 

Performance Standards Development                          District Trainer 

Training & Development of Campus Staff                      Program Management and Coordination 

District Professional Development Creator                     Instructional Leadership 

Specially Designed Instruction Alignment                      Coaching Teachers 

Building Capacity in Administrators                               Closing Academic Gaps 

Organizational Development                                           Executive Coaching 

District Conference and Summit Coordinator                 Parent Trainer                                 

 

~Administrative/Leadership Experience~ 

Houston Independent School District - Houston, Texas   2021-present 

Professional Development Data Manager- Central Office Special Education Department 

• Communication Lead for all Professional Development in the Office of Special Education 

• Coordinator of Special Education District-wide Conferences, Summits, District Initiatives, 

Parent Advisory Groups, and all department Professional Development 

• Develop and Organize Data Tools to capture professional development and training key 

components to ensure alignment to federal, state and district guidelines 

• Organize and Facilitate all department Professional Development vetting sessions 

• Cross-collaborator for district initiatives with district departments and campus 

• Collaborator on District Strategic Plans and District Improvement Plans 
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2019-2021 

Professional Training Specialist Manager- Central Office Special Education Department 

• Design District-wide Professional Development for the Office of Special Education in the areas of 

compliance, instruction, and services 

• Implementation of District level services of campus leaders 

• Collaborate with other departments within Academics, Social-Emotional Learning, and Special 

Populations to meet the instructional, behavioral, and compliance needs of all educators and 

leaders who serve students with disabilities in grades pre-K through 12 and transition through 

training. 

• Coaching teachers and administrators around special education law, services, and closing academic 

gaps 

• Building capacity among team members 

• Use a variety of data sources to implicate the learning needs of district staff  

• Develop and Organize District Level Conferences and Summits for Parents and School Staff 

• Manage Parent Liaison Team who support parents who have children with disabilities 

 

           2018-2019 

Team Lead Program Specialist-Central Office Special Education Department   

• Design Professional Development for teachers and administrators around Special Education 

compliance, instruction, and services 

• Implementation of services for students with disabilities 

• Collaborate with other departments within Academics to meet the instructional needs of all 

students with disabilities in grades pre-K through 12 

• Coaching teachers and administrators around special education law, services, and closing academic 

gaps 

• Building capacity among team members 

 

           2013-2018 

Teacher Development Specialist-Central Office Curriculum Department     

• Observe instructional practice and provide a formative assessment of strengths and weaknesses. 

Provide real-time feedback and access to relevant development opportunities. 

• Provide critical “on the job” coaching to teachers in support of their professional development. 

• Work with teachers and principals to review performance data and development plans, and to 

identify teachers’ strengths, and prioritize the most pressing development needs to increase 

student achievement. 

• Help identify and connect teachers to appropriate PD opportunities to meet priority needs. 

• Monitor teachers’ efficacy in applying new skills and impact on student learning, adjust the 

approach as necessary to achieve goals for teacher improvement and student achievement. 
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• Provide input to the Primary Appraiser as one input into the appraisal process. 

• Partner with Principals to ensure focus is aligned to development priorities for individual teachers 

and across the campus. 

• Collaborate with other Teacher Development Specialists within their team and across teams to 

think strategically about PD - e.g., review performance data, reflect on themes, determine how to 

aggregate, and prioritize needs, and allocate resources accordingly. 

• Tap into school-based resources (e.g., Teacher Leaders, Dept. Heads) to deliver PD support – e.g., 

mentoring, modeling, facilitation, training, etc. 

• Lead group learning opportunities focused on increasing teacher effectiveness in a specific area. 

• Identify high need training topics, work with PD Central Support to develop high-value training, 

deliver training where appropriate and able. 

• Improve the instructional, content, and developmental expertise on an ongoing basis by 

participating in research-based learning opportunities. 

      

Humble Independent School District – Humble, Texas     

Assistant Principal Intern- Woodcreek Middle School    2012-2013 

• Collaborate with staff regarding student behavior and academic progress 

• Assist administration in monitoring student attendance 

• Administrator duty responsibilities including discipline, attendance, campus duties, ARD 

meetings, and teacher observations 

• Screen and interview new hire candidates 

• Communicate with parents regarding teacher and student concerns 

 

Academic Lead Teacher – Special Education     2010-2012 

• Coordinate budget for the department 

• Compile and evaluate assessment data for campus goals 

• Develop and implement a campus-based improvement plan 

• Develop a master schedule for the special education department 

• Design and implement professional development for all staff 

• Provide instructional coaching for staff  

• Assisted in the coordination of state assessments 

• The assisted campus in meeting AYP and school improvement requirements 

• Maintain departmental compliance with state and federal regulations 

• Assist teachers in implementing data-driven decisions 

• Collaborate with parents, administrators, and staff regarding students receiving services 

• Collaborate with campus testing coordinator regarding state assessment 

• Assist in Transition Services for students 
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~Teaching Experience~ 

 

Atascocita Middle School-Humble, Texas     2008-2010 

Resource Reading, Co-teach 8th ELA, Reading Strategies and  

Adaptive Behavior Teacher 

 

Kingwood College- Kingwood, Texas                2008-2009 

Instructor of Psychology 

 

Sthelik Intermediate School – Houston, Texas    2005-2008 

Resource Reading and Math Teacher 

 

East Houston Intermediate School - Houston, Texas               2003-2005 

Resource Reading & Math Teacher and Adaptive Behavior Teacher 

 

Academy of Houston Charter School- Houston, Texas   2002-2003 

Kindergarten Teacher 

 

~Certifications~ 

 

Texas Administration Certification EC-12 

Texas Special Education Teacher Certification EC-12 
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~Education & Credentials~ 

 

Doctor of Executive Educational Leadership – Pending- May 2021 

Houston Baptist University-Houston, Texas 

 

Master of Education – Educational Leadership/Special Education- Administration 

Sam Houston State University- Huntsville, Texas 

 

Texas Administration Certification EC-12 

Sam Houston State University- Huntsville, Texas 

 

Master of Science – Marriage and Family Therapy 

Prairie View A & M University- Prairie View, Texas 

 

Texas Special Education EC-12 Teacher Certification 

Kingwood College- Kingwood, Texas 

 

Bachelor of Science –Psychology 

Prairie View A & M University- Prairie View, Texas 

 

 

~Organizations~ 

Alpha Kappa Alpha Sorority Incorporated 

Kappa Delta Pi Honor Society 

Houston Association of School Administrators  

National Autism Association 

Prairie View A&M University Alumni 

Sam Houston State University Alumni 

 

 

 


