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Abstract

The purpose of this case study was to understand the perspectives and experiences of general
education teachers who teach high school students with autism spectrum disorder in inclusive
education with respect to challenges teachers face, strategies and interventions they use to
manage the classroom, and relationships they build to create an environment where students with
autism spectrum disorder can learn and grow. Participants were identified via purposeful
criterion sampling procedures, based on general education teachers in inclusive education. The
setting for this study was an inclusive classroom in a public senior high school in North Carolina,
referred to herein as Johnathon Brandon High School. Premack and Woodruff’s theory of mind
was used to guide this study and provide a clear understanding of the inability of youth with
autism spectrum disorder to decipher facial expressions and body language, the pitch or tone of a
person’s voice, and the deeper meaning in conversations. The central research question focused
on general education high school teachers’ descriptions of the ways inclusive education impacted
high school students with autism spectrum disorder. The sub-questions for this study focused on
the challenges, strategies and intervention techniques, and general education teachers’ efforts
establishing a community based on collaboration. Data were collected and analyzed from an
online survey, semi-structured interviews of 12 participants, and focus group discussion. Results
revealed that participants desired more training to have a better understanding of autism
spectrum disorder and the inclusive environment. Additionally, participants resolved that
collaborative relationships established in inclusive education will help create an environment
where students with autism spectrum disorder can learn and grow.

Keywords: case study, autism spectrum disorder, general education teachers, inclusive

education, high school
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CHAPTER ONE: INTRODUCTION
Overview

The inclusion of students with autism spectrum disorder (ASD) in general education
classrooms has continued to increase over the past few decades causing general education
teachers to feel intimidated and unprepared to teach students with ASD in an inclusive
environment (Bolourian et al., 2022; Van Hees et al., 2018). Chapter One includes a description
of the background of the study, the situation to self, the problem statement, and the purpose of
the study. It also includes an explication of the practical, empirical, and theoretical significance
of the study and a description of the research questions. Chapter One concludes with definitions
and a summary.

Background

Inclusive education (IE) was designed to provide equal education for all students, which
includes students with special educational needs and disabilities (SEND) and TD students
(Hornby, 2015; Jokinen, 2018; Lyons et al., 2016; Smyth et al., 2014). Developing classrooms in
IE where all students are treated equal is an ongoing process in which teachers must identify
barriers that create an inequitable inclusive classroom and learning environment (Shani & Hebel,
2016). According to Goodall (2015), the model for IE is sometimes misunderstood by educators
and is aligned more with integration and an expectation of students with SEND to include
students with ASD, adapting to the environment rather than the environment adapting to meet
the needs of special needs students. Goodall continues by suggesting that students with ASD
may be academically capable of being in IE, but they are placed in this environment without
considering if youth with ASD can endure the unpredictability and confusion that is oftentimes

associated with mainstream classrooms (Goodall, 2015).
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Determining if students with ASD in IE have access to a quality education is paramount
because they could experience adverse implications if their learning needs are not met (Goodall,
2015). The Common Core State Standards (CCSS) are an educational initiative aimed at clearly
defining what K-12 students throughout the United States should know at the end of each grade
level (The National Joint Committee on Learning Disabilities, 2016). Quality educational
standards include rigorous content wherein all students must use higher-order thinking skills to
learn a challenging curriculum (The National Joint Committee on Learning Disabilities, 2016).
Historical Context

Students with SEND to include students with ASD, have long been marginalized in
society. Since 1893, students with SEND to include students with ASD, were excluded from
public education after the Massachusetts Supreme Court decided to uphold a decision to
maintain the expulsion of a student because of their inability to perform academically (Esteves &
Rao, 2008). In 1919, the Wisconsin Supreme Court denied education to a student with cerebral
palsy because, (as the report stated), the student caused the teachers and other students in the
class to feel depressed and nauseated (Esteves & Rao, 2008). A paradigm shift began to occur in
1954 when the Supreme Court ruled that all individuals had the right to receive a free public
education, regardless of their race, gender, and any disabilities (Brown v. Board of Education,
1954).

In 1975, another paradigm shift occurred with the enactment of the Education for All
Handicapped Children Act, (commonly referred to as Public Law 94-142) as schools were
required to provide a free and appropriate public education to students with SEND to include
students with ASD in the least restrictive environment (LRE) through a process known as

mainstreaming (Poon-McBrayer, 2014). Mainstreaming required students with SEND to include
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students with ASD, first be assigned to a special education classroom and, over time, work
toward earning their way into a general education classroom by demonstrating their ability to
keep up with general education coursework (Poon-McBrayer, 2014). Students with mild learning
disabilities, (dyslexia, dysgraphia, and dyscalculia), benefited from learning alongside their (TD)
peers while mainstreaming; however, students with moderate to severe learning disabilities,
(those disabilities identified by having little or no speech; individuals who find it difficult to
learn new skills; those who need support with daily activities; and those who need life-long
support), continued their education in special education classrooms (despite Public Law 94-142),
with specialized teachers who are trained to implement appropriate services to meet their
academic and social needs (Harkins, 2012).

Harkins (2012) discovered inconsistencies with mainstreaming. Inconsistencies in the
implementation of the mainstreaming practice prompted the Office of Special Education and
Rehabilitation Services of the U.S. Department of Education to reconsider options for making
the boundaries between special education and general education more flexible. The Office of
Special Education and Rehabilitation encouraged educators to provide students with disabilities
with the same opportunities as their TD peers (Harkins, 2012).

Social Context

Researchers note that IE is a multidimensional concept where students with SEND to
include students with ASD, belong in and are only removed from general education classrooms
when appropriate services cannot be provided (Goodall, 2015; Salisbury, 2006). Teaching in IE
can be challenging for general education teachers. Some of the challenges general education
teachers experience in IE involves ensuring students with SEND to include students with ASD,

are provided an equal educational opportunity with appropriate adjustments to the curriculum
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because of the implementation of an individualized educational plan (IEP) or ensuring changes
to task associated with a particular assignment have been afforded to students with SEND to
include ASD (Lang & Persico, 2019). Other challenges general education teachers face in IE
consist of disruptive behavior often associated with a diagnosis of ASD, emotional difficulties,
an inability to be fully attentive in class, and anxiety (Bolourian et al., 2022). General education
teachers must also ensure there are measurable goals, mandatory assessments with measurable
progress, increased parental involvement with an established parent-teacher relationship for
continuity, and mandatory goal progress reports (Esteves & Rao, 2008; Mazon et al., 2021; Shani
& Hebel, 2016).

Securing a prosperous future for students with ASD by providing quality education is the
focus of the present study. Research suggest, students with ASD are among the poorest of those
with any disability, which is often credited to a lack of support students with ASD receive in
high school (Hedges et al., 2014; Lee et al., 2020; Van Hees et al., 2018). Whitten, Cimera, and
Thoma (2019) insist 26% of youth with ASD work 2-years after completing high school and
43% of those youth with ASD work in segregated settings (Whitten et al., 2019). A study in 2015
revealed that only 47% of students with ASD graduated from high school (Kucharczyk et al.,
2015), however, in a study by Van Hees et al. (2018) the increase in the prevalence of students
with ASD along with evidence-based programs and improved legislation in education for youth
with disabilities, there has been a growing rate of students with ASD going to a college or
university. Unfortunately, compared to other disabilities, students with ASD in postsecondary
education have lower graduation rates because of struggles with managing their academics and
struggles appropriately managing their time, which can lead to unemployment and an unhealthy

social life as they enter adulthood (Van Hees et al., 2018).
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The term social life can have a variety of understandings depending upon the experiences
of the person. Social life is the social participation that encompasses activities such as
developing friendships and participating in either social events in the community or recreational
activities that can lead to other social opportunities (Minor, 2018; Orsmond et al., 2014). Social
competencies are critical for the development of self-confidence, interpersonal competence, and
academic and vocational skills (Curtin et al., 2016).

Research suggests, in comparison to their TD peers and individuals diagnosed with other
disabilities, as adults, individuals diagnosed with ASD experience the poorest quality of life
(Azad et al., 2020; Lee et al., 2020). Azad et al., suggest, quality of life is measured by observing
the occupational, recreational, as well as the social-emotional functioning of a person’s life
(Azad et al., 2020). To further clarify the idea of quality of life, research suggest, the quality of
life for individuals with ASD can be better understood by observing their employment
opportunities, the development of their peer network, and by observing if there has been any
improvement to their expressive language skills (Plumet & Veneziano, 2015; Yeo & Teng,
2015). The Interagency Autism Coordinating Committee has requested continued research aimed
at improving the quality of life of youth with ASD as they enter adulthood (Orsmond et al.,
2014). The Interagency Autism Coordinating Committee’s goal for their research was to enable
adults with ASD to lead fulfilling and productive lives in their community.

Theoretical Context

Theory of mind (ToM) is the theoretical and conceptual framework used to further
explain and stimulate this research to ensure knowledge is shared by providing direction to the
research (Adom et al., 2018). ToM is based on a study Premack and Woodruff conducted in

which they sought to determine if chimpanzees could be assessed for ToM differently than
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humans (Wellman, 2017). Premack and Woodruff launched an extensive training effort aimed at
teaching chimpanzees how to deceive other chimpanzees through the logic of location change
(Premack & Woodruff, 1978). Chimpanzees serving as recipients of a desired food, learned how
to avoid providing other chimpanzees with the truth of the whereabouts of the desired location of
the food. Their deception proved to be successful as two of the four chimpanzees deceived the
other chimpanzees. Premack and Woodruff concluded that the deceptive act of changing the
location of the food was an effective method for demonstrating ToM, because the test subject
(subject 1) saw the essential value of food and its need for survival while also considering how
the deceived subject’s (subject 2) wrong belief would benefit the subject’s (subject 1) overall
goal.

Social and communication impairments that are common in youth with ASD are a result
of deficit in ToM. Lantz (2017) noted that the use of persuasion, empathy, and self-
consciousness is dependent upon ToM. Lantz reasoned that ToM helps youth with ASD
understand many unwritten social rules that exist within neurotypical culture, thereby allowing
them to recognize gestures that are indicative of others’ interest in engaging in conversation.
Youth with ASD have difficulties translating body language, understanding the pitch or tone of a
person’s voice, deciphering facial expressions, and understanding or finding the deeper meaning
in conversations (Able et al., 2015; Van Hees et al., 2015).

For this study, it was imperative to situate the research problem toward the ToM and to
integrate aspects of ToM into the research question and the purpose of the study as they must
align with the theoretical framework (Adom et al., 2018). Other theories that supported this study
were behaviorism, Bandura’s social cognitive theory, and the theory of planned behavior.

Behaviorism is the study of overt behaviors that can be observed and measured (Mergel, 1998).
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Behaviorist researchers consider the mind to be a “black box” (Mergel, 1998). The idea that the
mind is a black box infers that the mind is absent of thought or a blank slate in the presence of
environmental stimuli. Piaget postulated that the mind was not absent of thought; however,
behaviorism is too limited to explain how logic develops in the human mind and responds to
environmental stimuli (Kamii, 1979).

Watson et al. (2017) described the roles of students from a behaviorist perspective, noting
that students are passive and respond only to positive or negative stimuli in the environment. As
students experience positive or negative stimuli in the environment, their behavior to this
response is assumed. Students perceive punishments from teachers as negative stimuli that
reinforce the negative behavior the teacher is attempting to discourage (Watson et al., 2017).

As students begin to change their behavior based on the stimuli they receive for positive
behavior, they learn how to conduct themselves in the classroom. Behaviorism is one of the
oldest personality theories. Descartes postulated the idea of a person being a machine,
completely dependent on external events that generated a behavioral response (Naik, 2015).

The social cognitive theory has its roots in the theory of behaviorism. Behaviorists
assume that social behaviors are reinforced by positive or negative stimuli that influenced a
person’s response in social settings; however, Bandura and Walters believed that an individual
could model behavior by observing the behavior of another person (Cherry, 2022).

Cognitive theorists believe learning involves associations established through direct
contact with something and the repetition of a particular action or behavior (Mergel, 1998;
Bandura, 2001). Like behaviorists, cognitive theorists acknowledge the importance of positive
and negative reinforcement; however, cognitive theorists stress the idea of providing feedback

about the correctness of responses. Despite their similarity to behaviorists, cognitivists believe
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learning involves the reorganization of the cognitive structures that explain how humans process
and store information (Mergel, 1998; Bandura, 2001).

The theory of planned behavior is one of the most influential theories that support theorist
relations between cognition and behavior (Wilson et al., 2016). Proponents of the theory of
planned behavior argue that attitudes relating to a person’s behavior, subjective norms, and
perceived behavior control combine to create a better picture of the intentions for a particular
behavior (Wilson et al., 2016). These intentions are therefore influenced by the relationship
between an individual’s attitudes, subjective norms, perceived behavioral control, and the
individual’s behavior (Wilson et al., 2016).

The theory of planned behavior is appropriate for establishing a relationship between
teachers’ beliefs and inclusive behaviors that support socio-cognitive processes in an inclusive
environment. With the growing number of students with ASD, classrooms are becoming more
inclusive, and teachers must adjust their behavior and attitude to accommodate students with
ASD and TD youth.

Situation to Self

There has been a steady increase of students with ASD entering high school in IE, which
has increased demands on general education teachers (Shani & Hebel, 2016). General education
teachers, despite their lack of training, are expected to use effective practices to meet the
complex needs of students with ASD and other students with distinct learning needs (Able et al.,
2015; Hedges et al., 2014). IE is an ongoing process that requires daily maintenance and the
ability to identify and remove barriers preventing general education teachers from building a
stable foundation for effective learning (Hedges et al., 2014). Kucharczyk et al. (2015) expressed

concerns about the limited knowledge of general education teachers and their understanding of
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ASD and the barriers students with ASD encounter in IE. General education teachers’ limited
knowledge of ASD has a significant impact on their ability to collaborate and implement
interventions for students with ASD (Kucharczyk et al., 2015).

As the parent of a high school student with a developmental disorder, | am concerned
about his education in IE. | believe general education teachers in IE need effective training. In
this study, I investigated general education teachers in IE who taught students with ASD, the
challenges they faced, the strategies and interventions they used, and the relationships they built
to assist them in creating an environment where students with ASD could learn and grow.
Throughout this research, I acknowledged my bias regarding IE and ensured it did not
overshadow or guide my findings.

This study was guided by two philosophical assumptions. The first assumption was
ontological because there were multiple realities or perspectives to consider (Creswell & Poth,
2018). | believe general education teachers have a unique perspective regarding IE. The second
assumption was epistemological because | interviewed participants to understand their
perspectives (Creswell & Poth, 2018).

The research paradigm that guided this study was pragmatism. According to Illeris
(2009), pragmatism is focused on life and growth. Creswell and Poth (2018) noted that
pragmatism is focused on the outcome, the actions, and the consequences of an investigation. |
believe finding a practical way to improve education is the purpose of educational research, and
by interviewing and understanding general education teachers’ experiences, | could improve
education for students with ASD in IE. Multiple data collection methods were employed and
analyzed to determine the practical implications of general education teachers’ teaching students

with ASD in IE.
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Problem Statement

The problem is research has not adequately investigated the perspectives and experiences
of general education teachers who teach students with ASD in IE, the challenges they face, the
strategies and interventions they use, and the relationships they build to create an environment
where students with ASD can learn and grow. There is considerable information in literature
concerning general education teachers teaching students with SEND to include ASD in IE (Able
et al., 2015; Bolourian et al., 2021; Corona et al., 2017; Dynia et al., 2022; Hedges et al., 2014;
Lee et al., 2020; Mazon et al., 2022; Raudeliunaite & Steponeniene, 2020). According to
research, the prevalence of ASD has steadily increased over the past two decades and varies
worldwide from 0.6% to 1.47% (Sugita, 2016; Van Hees et al., 2018). Research has shown that
only 33% of students with ASD are included in the standard grade-level academic curriculum,
which is commonly taught by general education teachers (Hedges et al., 2014). Research
suggests that general education teachers may feel intimidated in an inclusive environment and
less likely to use their best practices to teach students with SEND to include students with ASD
in IE (Bolourian et al., 2021). Long-term outcomes for students with ASD are among the poorest
of any disability category (Lee et al., 2020; Van Hees et al., 2018). Researchers attributed the
poor long-term outcomes for students with ASD to their not receiving adequate support in high
school (Lee et al., 2020; Hedges et al., 2014; Shattuck et al., 2012; Van Hees et al., 2018).

Although recent studies explored the problems associated with providing effective quality
education to students with ASD, additional research is needed to determine the kinds of
evidence-based practices are necessary to make a meaningful and lasting improvement to
education for students with ASD (Austin & Pena, 2017; Cronin, 2014; Echaniz et al., 2022). This

qualitative case study may provide a better understanding of the perspectives and experiences of
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educators in IE and the barriers they encounter in providing effective quality education to
students with ASD (Yin, 2018).
Purpose Statement

The purpose of this case study is to understand teachers’ perspectives and experiences
teaching high school students with ASD in IE with respect to challenges they face, strategies and
interventions they use to manage the classroom, and relationships they build to create an
environment where students with ASD can learn and grow. General policies within the United
Nations Convention on the Rights of Persons with Disabilities (CRPD) provide guidance for
persons with disabilities that allow access to a free and appropriate public education without
discrimination. These principles provide context and definition for the present study (Jokinen,
2018). The theory that framed this study was Premack and Woodruft’s ToM.

Significance of the Study

| used a qualitative case study to investigate the perspectives and experiences of general
education high school teachers who instructed students with ASD in IE. Previous studies have
investigated challenges that general education teachers face in IE (Able et al., 2015; Corona et
al., 2017; Emam & Farrell, 2009; Hedges et al., 2014; Kucharczyk et al., 2015; Robledo, 2017,
Shani & Hebel, 2016), and several studies related to youth with ASD (Hedges et al., 2014;
Hochman et al., 2015; Plumet & Veneziano, 2015; Reutebuch et al., 2015; Van Hees et al., 2015;
Yeo & Teng, 2015). This study includes a synthesis of information gathered from empirical
research to create a description of the context in which general education high school teachers
instruct students with ASD in IE.

Conducting a qualitative single case study provided a means to identify and understand

the experiences and perceptions of educators in an inclusive environment. Able et al. (2015)
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conducted research on the perspective of educators in an inclusive environment and identified
the dearth of research needed to support the further development of social skills in students with
ASD. Researchers also identified the lack of research investigating the needs of educators in IE
and effective intervention methods in IE (Able et al., 2015). It is equally as important to
determine the challenges in IE and define those indicators to serve as criteria for success (Shani
& Hebel, 2016)

General education teachers teaching students with ASD in IE feel as though they lack the
required knowledge and have not received sufficient training to meet the needs of their students
(De Boer et al., 2011). Their gap in knowledge could be the cause for general education teachers
to feel frustrated, fearful of going into the classroom, angry, and demonstrate a lack of self-
confidence in their ability to meet the needs of their students (Shani & Hebel, 2016). This single-
case study occurred in a real-world setting using a less formal or direct observation method to
understand the inclusive environment and gain an understanding of educators’ experiences.

This study’s findings include important information to help determine how the inclusive
model meets the needs of students with SEND to include ASD (Goodall, 2015). Findings from
this study could impact future effective intervention models and techniques with the potential to
improve the overall education of students with SEND to include ASD. Furthermore, identifying
the challenges and barriers in IE could provide researchers with a better understanding of the
inclusive environment and provide an avenue for continued research to further enhance this
multidimensional learning environment.

Research Questions
The overarching goal of this case study was to discover and understand teachers’

descriptions of their experiences teaching high school students with ASD in IE. Three different
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types of data were collected for the study to achieve triangulation. This case study was guided by
one central research question and three additional research sub questions.
Central Research Question

What are the perspectives and experiences of general education high school teachers with
teaching students diagnosed with autism spectrum disorder in inclusive education?

According to Love et al. (2019), the prevalence of youth diagnosed with ASD in the
United States has increased from 1 in 88 to 1 in 68. Students with ASD can be the most
challenging group of students with SEND to teach (Love et al., 2019). IE can be beneficial as
students with ASD have access to the general education curriculum. However, students with
ASD who have deficits in social and interpersonal communication skills struggle to develop
healthy peer relationships and can experience loneliness, victimization, or bullying (Able et al.,
2015).

Sub-Question One
How do general education high school teachers in IE describe challenges they
experience in the classroom while teaching students with ASD?

A challenge identified in this study for students with ASD was to relate socially with
their peers and teachers. Some of the social communication issues were an inability to maintain
good eye contact during a conversation, a short attention span, peculiar speech patterns, and
acute difficulty maintaining or initiating conversations (Yeo & Teng, 2015). Teacher’s self-
efficacy was another challenge identified in this study. The self-efficacy of general education
teachers is a byproduct of the struggle students with ASD have with communicating with peers

and teachers (Shani & Hebel, 2016).
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Sub-Question Two

What are general education high school teachers’ descriptions of the strategies and
intervention techniques they implement to assist students with ASD in IE?

Establishing an inclusive environment in IE is a challenge for general education teachers,
mainly because of the discrepancy between the overall visions of the development of IE and
managing resources allocated for IE. General education teachers must ensure IE strategies are
focused on traditional classroom management techniques, learning objectives, and how teachers
want their students to engage in learning activities (Molbaek, 2018). Effective strategies in an
inclusive environment also require general education teachers to facilitate communication and
cooperation within the school. General education high school teachers must know the subject
they are teaching and their students’ learning needs, and they must understand the schools’
culture, norms, and values (Molbaek, 2018).

Sub-Question Three

How do general education high school teachers in IE describe their interactions with
parents of students with ASD, their peers in special education, and the school administrative
staff?

Success in inclusive education is influenced by a combination of collaborative
relationships between general education teachers, special education, school administrators, and
the parents of students with ASD. A major challenge in IE that hinders collaboration and
negatively impacts the learning environment in IE, is a lack of communication between general
education teachers and special education teachers (Chitiyo & Brinda, 2018). A benefit to teacher
collaboration is the possibility for professional development and mentorship. When teachers who

have a limited experience teaching in IE, collaborate with teachers with extensive experience
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teaching in IE, they receive mentoring, increase their self-efficacy, and improve the learning
environment in IE (Chitiyo & Brinda, 2018; Robledo, 2017). In addition to their colleagues,
teachers must develop collaborative relationships with their student's parents. Syriopoulou-Delli
et al. (2016) stressed that collaboration between teachers and parents is a significant part of
fostering the educational experience of students in IE. Research shows that when parents are not
involved in their children’s educational development, their children perform poorly, a
phenomenon often seen as children get older and the frequency of parents’ participation begins
to dissipate (Syriopoulou-Delli et al., 2016).

Definitions

1. Autism Spectrum Disorder (ASD) — autism spectrum disorder is characterized as a
multifaceted, pervasive development disorder (PDD), and progressive disability that
usually affects a person’s ability to communicate or interact with others. ASD can range
from very mild to severe, affecting everyone differently (Echaniz & Cronin, 2014).

2. Collaboration — When members of an inclusive learning community work together to
ensure the success of the students.

3. Free and Appropriate Public Education — Provides suitable education and related
services at no cost to students or their families. Free and appropriate public education is
provided with a zero-reject policy in the LRE (Echaniz & Cronin, 2014).

4. Friendship — A form of a dyadic peer relationship involving a sophisticated set of skills
that include knowledge in a certain area of social cognition, language, and emotions.
Friendship is characterized by a bond that is dynamic, stable, voluntary, and reciprocal,

and it includes a degree of mutual affection and preference that results in the facilitation
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of socially related functions such as intimacy, companionship, and closeness (O’Hagan
& Hebron, 2017).

Inclusive Education (IE) — An educational system designed for all students (Jokinen,
2018). IE is accessible with reasonable accommodations and individual support in a
nondiscriminatory learning environment that meets the diverse needs of all students
(Jokinen, 2018).

Individualized Education Program (IEP) — An IEP is a document that establishes the
procedures for the delivery of instruction and describes the related services for which the
student is eligible. An IEP is also required by the Individual with Disabilities Education
Act (IDEA). Parents or guardians can participate in IEP meetings and can affect all
decisions regarding the assessment, identification, and placement of their child and the
services they receive (Echaniz & Cronin, 2014).

No Child Left Behind Act (NCLB) — The NCLB Act, signed by former President,
President George W. Bush, was passed by Congress in 2001. As a result of the NCLB
Act, the federal government held schools accountable for the academic performance of
their students. Schools were required to test their students in English, mathematics, and
science. The NCLB Act gave prolonged flexibility, required the use of evidence-based
teaching strategies, provided options for parents to transfer students out of low-
performing schools, and required that teachers be highly qualified to teach (Echaniz &
Cronin, 2014).

. Self-Efficacy — The belief in one’s abilities, particularly the ability to meet specific

challenges and complete them successfully. Self-efficacy entails having the all-
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encompassing belief in a personal ability to succeed despite physical, emotional, or
circumstantial challenges (Ackerman, 2018).

Emotional Self-Regulation (ESR) — Involves controlling one’s behavior, emotions, and
thoughts in the pursuit of long-term goals (Schmitt et al., 2015).

Pragmatic — The study of the speaker’s meaning about the use of language. The ability
to use language and other expressive means (i.e., gestures, body movements, and facial
expressions) to convey communicative meanings in context to the conversation (Bosco
etal., 2018).

Special Educational Needs and Disabilities (SEND) — Special educational needs in
children consist of learning difficulties or disabilities that make it harder for them to
learn when compared to their same-age peers. There are a range of needs that affect
children with special educational needs in four functional areas: (a) communication and
interacting, (b) cognition and learning, (c) social, emotional, and mental health
difficulties; and (d) sensory or physical needs (Department for Education & Department
of Health & Social Care, 2015). A disability is described as a physical or mental
impairment that has a long-term adverse effect on normal day-to-day activities
(Department for Education & Department of Health & Social Care, 2015). Not every
child or youth with a disability requires special educational provisions; however, youth
with disabilities who require special educational provisions are provided those services
under SEND.

Theory of Mind (ToM) — ToM relates to the ability to understand thoughts and feelings
projected by others, thereby allowing the individual to interpret their intentions, beliefs,

and desires (Echaniz & Cronin, 2014)
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13. Transitions Between Activities — Change in the current activities or settings, moving
from one activity to another or from a specific part of an activity to another (Hall et al.,
2018).
Summary

Chapter One included relevant contextual background information regarding the
phenomenon under investigation and a description of the significance of the study. A brief
explanation was presented regarding my role in the study and my motivation, as a parent of a
child with developmental disorder, for conducting this study. The research questions were
delineated and definitions specific to this study were also provided in this chapter. By conducting
this study, | hoped to understand teachers’ descriptions of their experiences teaching high school
students with ASD in an inclusive environment, the challenges they faced, the strategies and
interventions they used, and the relationships they built to assist them in creating an environment

where students with ASD could learn and grow.
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CHAPTER TWO: LITERATURE REVIEW
Overview

The purpose of this literature review is to provide pertinent literature to allow the
development of relative arguments and opinions regarding this research. Conducting a literature
review permits the researcher to gain potential knowledge and information from previous studies
to identify gaps in the research by providing current knowledge and new evidence inherent to the
study. This literature review includes various concepts concerning teachers’ descriptions of their
experiences teaching high school students with autism spectrum disorder (ASD) in inclusive
education (IE).

The literature review thus provides detailed information regarding the failure of
secondary schools to properly prepare students with ASD for future employment, college, living
independently, achieving a career of their choice, and raising their own family (Sugita, 2016;
Van Hees et al., 2015). The literature in this review will also provide significant relevance to the
study reflecting on the various perspectives and experiences of general education high school
teachers in IE, identifying challenges they face in IE, strategies and interventions teachers use to
manage the classroom, and the collaborative efforts of general education teachers in IE.

Theoretical Framework

According to Shochet et al. (2016), ASD is a heterogeneous neurodevelopmental disorder
appearing in early childhood developmental stages and lasting throughout their entire life. Some
core symptoms, according to the American Psychiatric Association (2013), include impairments
in social communication skills that encompass limited verbal and nonverbal communication;

deficits in communal social interaction, affecting their ability to develop or maintain
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relationships; and unusual repetitive or restricted behavior (American Psychiatric Association,
2013).

Research suggests that ASD is the most common childhood neurological disorder
(American Psychiatric Association, 2013; Lindsay et al., 2013; Shochet et al., 2016). The steady
increase in youth being diagnosed with ASD has shown an increase in students with ASD in
mainstream classrooms (Lindsay et al., 2013). Social and behavioral deficiencies associated with
the ToM, create a considerable challenge affecting the experience of youth with ASD in high
school and the self-efficacy of general education teachers (Lindsay et al., 2013).

Theory of Mind

According to research, autism was introduced in 1943 by Leo Kanner, however, autism
was originally labeled autistic disturbance of affective contact (Echaniz & Cronin, 2014; Zeanah,
2018). Children who were autistic displayed an inability to relate to themselves ordinarily in
social settings as distinct characteristic of the disorder (Zeanah, 2018). Children who were
autistic lived in a world of their own, cut off from normal social interactions due to a failure to
develop the motivation to incorporate themselves in social settings (Echaniz & Cronin, 2014).
Autism, which has been characterized as a pervasive developmental disorder (PDD), is a
multifaceted developmental disability that affects a person’s ability to communicate and interact
socially with others (National Institute of Neurological Disorders and Stroke [NINDS], 2019;
Plumet & Veneziano, 2015; Van Hees et al., 2015). Symptoms in youth are identified by parents
as early as infancy with the typical age of onset being before the child turns 3 years old (NINDS,
2019). Autism is not a single condition, but it is a spectrum disability where individuals have a

range of abilities and disabilities (Walker & Berthelsen, 2008).
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A characteristic of ASD is socio-pragmatic dysfunction also called pragmatic
communication (Grohol, 2019; Plumet & Veneziano, 2015). According to Plumet and
Veneziano, individuals diagnosed with socio-pragmatic dysfunction display difficulties
perceiving or using social cues, language to make requests or refusals, and in conforming to
conversational rules used in everyday life. Another major dysfunction normally observed in
youth with ASD is a deficit in their social interaction, displayed by an inability to modify their
language to match peer to peer conversation and an inability to participate in cooperative play
(Grohol, 2019; Plumet & Veneziano, 2015; Yeo & Teng, 2015).

Cooperative play requires ToM because this form of intentional social behavior requires
youth to be able to understand the game, to anticipate their partner’s moves, and have a complete
understanding of the overall goal of the shared play (Etel & Slaughter, 2019). Youth with ASD
enjoy playing, but because ASD affects the development of social and communication skills,
certain types of play requiring youth with ASD to imagine what others are thinking and feeling,
may present a certain level of difficulty. Communication and social developmental deficits
associated with ASD may cause youth with ASD to shy away from playing with TD youth.

Etel and Slaughter (2019) described ToM as a foundational support for complex social
behaviors in early childhood with an association to social competence, social skills, and social
maturity. Etel and Slaughter’s description supports theorist, claims that link the study of ToM to
youth with ASD (Etel & Slaughter, 2019; Frith, 2016; Plumet & Veneziano, 2015; Wellman,
2017).

Frith (2016) states ToM is like an intuition or an ability to understand others in terms of
what they feel and think. ToM explains the ability we as humans must consider what others may

believe or know about another person in a social setting (Frith, 2016). Ondobaka et al. (2017)
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described ToM as the cognitive ability that allows someone to understand the intentions and
beliefs of others by observing their physical appearance and obvious behaviors. Clearly stated,
ToM is the ability to ascribe mental states, beliefs, intents, desires, emotions, knowledge, etc., to
oneself and to others. ToM is necessary to understand that others have beliefs, desires, intentions,
and perspectives different from their own. ToM is considered crucial for everyday human social
interactions and is understood when analyzing and judging individual behaviors.

A firm understanding of another’s intentions and beliefs is evidence of human social
cognition, often referred to as mentalizing (Ondobaka et al., 2017). Mentalizing is the process
(implicitly or explicitly) that we subjectively use to make sense of each other in social settings
(Bateman & Fonagy, 2010). Mentalizing consists of being attentive to the mental state of others,
making it easier to track and follow the flow of conversations (Bateman & Fonagy, 2010; Frith,
2016).

Swiss psychologist, Jean Piaget introduced ToM in his study of infancy and early
childhood development (Carey et al., 2015; Wellman, 2017). Piaget described egocentrism as an
inability of children to perceive others’ points of view. Piaget further explained, youth who
demonstrated egocentrism found it difficult to look past their feelings about a particular issue to
determine how someone may feel (Constable et al., 2013; Kucharczyk et al., 2015; Wellman,
2017). The idea fashioned by Piaget’s theory of cognitive development was the starting point for
the ToM design (Wellman, 2017).

Premack and Woodruff coined ToM in their studies on chimpanzees, developed from a
similar study conducted 50 years prior by Kohler (Kohler, 1925; Premack & Woodruff, 1978;
Wellman, 2017). In their research, Premack and Woodruff sought to determine if chimpanzees

could be assessed to have a ToM not much different from humans. Premack and Woodruff
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surmised that various systems of inferences could not be determined or viewed; however, they
suggested that purpose and intention are the most common states portrayed by humans (Premack
& Woodruff, 1978; Wellman, 2017). The question Premack and Woodruff sought to answer was
whether chimpanzees could impute their mental state onto other chimpanzees.

ToM relates to the ability to understand thoughts and feelings projected by others,
allowing the individual to interpret their intentions, beliefs, and their desires (Echaniz & Cronin,
2014). Anxiety is an emotion that develops from misinterpreting the motives or intentions of
others. Misunderstandings are the underlying symptoms developed in school for youth with
ASD. Youth with ASD often confuse conversations because of difficulties they face with
translating body language, understanding how the pitch or tone of a person’s voice changes the
meaning of what is implied, and being able to decipher facial expressions, which provides a
deeper meaning in conversations (Able et al., 2015; Echaniz & Cronin, 2014; Kucharczyk et al.,
2015).

Youth with ASD may also suffer from anxiety because of difficulty they have planning or
predicting unannounced circumstances. For example, TD youth will take an umbrella before
leaving the house because they assume it will rain due to heavy cloud coverage. Youth with ASD
may not consider the cloud coverage and therefore they would not take an umbrella in
anticipation of the rain. Trouble associated with goal directed behavior, purposeful planning or
being organized results from poor executive function (EF; Echaniz & Cronin, 2014; Wellman,
2017).

Pragmatic View
Bosco et al. (2018) defined pragmatic as the ability to utilize language and other

expressions (i.e., gestures, facial expressions, and body movement) to convey meaning in a
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social setting. In conversation, pragmatic understanding requires more than literal
comprehension of what was stated but it insists the individual allowed reasoning to fill the gap
between what is said and what is meant (Bosco et al., 2018).

Key diagnostic features of ASD include a lack of social exchange and disabilities that
affect communication in social settings (American Psychiatric Association, 2013; Echaniz &
Cronin, 2014). Youth with ASD have a developmental delay in language skills that affect their
ability to communicate using the spoken language because of impairments in the knowledge
needed to sustain a conversation (Echaniz & Cronin, 2014; Tager-Flusberg, 2000). At the core,
pragmatic disabilities that affect social interaction in youth with ASD are linked to weaknesses
identifiable in ToM (Bosco et al., 2018; Tager-Flusberg, 2000). According to Bosco et al. (2018)
pragmatism and ToM overlap in their social communication; however, these concepts must be
recognized as distinct faculties of the human mind whose functions in social communication and
language are not identical.

Pragmatic considerations that assist with all communicative uses of language in social
situations involve having general world knowledge of the subject being discussed. These
considerations can integrate an individual’s utterances or micro-expressions into the context of
the conversation and could interject thoughts into the conversation based off prior knowledge of
the subject being discussed (Frank, 2018). If the ToM is a precursor to language development or
language is a necessity for the ToM, youth with ASD, because of pragmatic deficits with uses of
language in social situations, will have issues communicating and understanding the intent of the
conversation (Bosco et al., 2018; Brewer et al., 2017; Deliens et al., 2018; Frank, 2018).

Deliens et al. (2018) believed youth with ASD have difficulty comprehending metaphors,

indirect speech, and jokes. Frequently, misunderstanding the intentions and the literal meaning



37

behind questions or requests will cause youth with ASD to misunderstand the context of the
conversation. General education teachers in IE must work hard to ensure students with ASD
understand the literal meaning of what their teachers are saying (Jokinen, 2018; Shani & Hebel,
2016). Failure to recognize this shortcoming could result in their students not understanding or
completing an assignment.

Plumet and Veneziano (2015) shared the same views as those of Deliens et al. (2018).
However, Plumet and Veneziano believed that the pragmatic difficulties in youth with ASD are
not only limited to language. Youth with ASD have very specific behaviors, create their
language, have various facial expressions, gestures, and speech differences than those visible in
TD youth (Gordon, 2017; Plumet & Veneziano, 2015). This creative language allows youth with
ASD to escape reality and revert to a place where they can be fully engaged in a conversation
they can follow (Plumet & Veneziano, 2015). Teachers may have a difficult time understanding
these expressions and could mistake them for several different unintended messages. Teachers
who are not trained with a basic understanding of ASD could find their inability to communicate
with their students to be overwhelming and discouraging.

ToM refers to an intuitive ability to understand feelings, intentions, and beliefs by
observing an individual’s physical appearance and overt behavior (Frith, 2016; Ondobaka et al.,
2017). Pragmatics is the ability to use language and other suggestive notions to convey the
meaning of a conversation (Bosco et al., 2018). In social settings, Students with ASD display
difficulties in identifying facial expressions as well as comprehending emotions of others and
understanding the literal meaning of peer conversations (Bosco et al., 2018; Emam & Farrell,
2009). Emam and Farrell suggested, difficulties youth with ASD have understanding facial

expressions and how those expressions relate to the meaning of the conversation could impede
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their ability to participate in school activities. Not being able to fully understand the meaning of
a conversation also affects youth with ASD relationships with their teachers and TD youth in
their class (Emam & Farrell, 2009).

General education teachers in IE who teach students with ASD must work hard to ensure
they do not fail to recognize the shortcomings in communication that can affect the learning
environment. This research will explore challenges faced by general education high school
teachers in IE who teach students with ASD. The struggles students with ASD have with
communication because of a lack of ToM will be explored to potentially advance their
knowledge in this field.

Related Literature

The following review of related literature includes current research and literature about
teachers’ descriptions of their experiences teaching high school students with ASD in an
inclusive environment. Also included is a closer look at the challenges general education
teachers and students with ASD face in IE, strategies and interventions general education
teachers use, and the relationships general education teachers build to assist them in creating an
environment where students with ASD can learn and grow.

Challenges in High School

High school presents its own set of challenges and obstacles for students from 9th to 12th
grade (Able et al., 2015). Students in high school, unlike elementary and middle school, are
expected to be more independent while being introduced to greater demands from their teachers
(Hedges et al., 2014). High school teachers expect their students to be more organized and to be
able to plan more efficiently to ensure their assignments are completed and turned in when they

are due (Hedges et al., 2014).
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High school students with ASD, despite their cognitive ability, face greater difficulties in
comparison to TD youth. Youth with ASD have a difficult time developing relationships,
working in groups, and because of deficits in communication youth with ASD have a difficult
time participating in classroom activities (Able et al., 2015). Hedges et al. (2014) further explains
youth with ASD in high school experience a heightened sense of social anxiety due to a growing
self-awareness of their social difficulties and negative experiences with TD peers. The
difficulties youth with ASD face in high school have a drastic effect on their overall performance
and outcome during and after their high school experience.

Poor postsecondary education outcomes for students with ASD are attributed to a lack of
support these students receive in high school (Hedges et al., 2014). Students with ASD, who
leave high school, often leave without the skills, experience, or support needed to attend college
or obtain employment (Kucharczyk et al., 2015). Research shows, two years following
graduation youth with ASD who were taught in general education classrooms were not employed
or living independently due to limited services being available to help them as they transitioned
beyond high school (Hedges et al., 2014). The ramifications that follow poor postsecondary
outcomes for youth with ASD are profound and have a lasting effect on the family and the
community. Families of youth with ASD become lifetime caretakers and the community suffers
as the cost of support for caring for an individual with ASD has been estimated to exceed $3.2
million per person (Hedges et al., 2014).

Forty-seven percent of students with ASD graduate from high school and find a job, 11%
live independently, and only 59% have a social life outside of the home (Kucharczyk et al.,
2015). Hedges et al. (2014) emphasized the need for researchers and educators to examine the

challenges students with ASD experience in high school. If the proper attention is contributed to
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examining the challenges students with ASD face, it would provide the support they need and
improve their quality of life starting with the learning environment in IE.

According to Hornby (2015) IE is the most controversial learning environment today.
Goodall (2015) surmised that inclusion had to be identified as a complex process where all
children (those with SEND and TD youth) come together with appropriate structures for support
that would be provided equally. Creating an inclusive environment is an ongoing process that
according to Shani and Hebel (2016) has four main components influencing its implementation
(@) policy; legislation; coordination; and the needs of educators, administrators, and the staff; (b)
the quality of support received by students with SEND; (c) quality of training by general
education teachers, special education teachers, the administration, and the school staff; and (d)
types of impairments along with educational capabilities.

High school students with ASD spend more than 80% of their time in an inclusive
classroom (Adams et al., 2016). IE provides students with ASD the opportunity to spend more
time interacting with TD youth. Aside from spending more time with TD youth, Goodall (2015)
suggest IE has several benefits for youth with ASD, allowing them to learn from TD youth,
providing opportunities to improve social skills, and providing teachers the opportunity to
structure advanced educational goals. However, in a study conducted by Sreckovic et al. (2017)
increasing the physical proximity of youth with ASD to TD youth did not increase social
interaction. Research showed youth with ASD spent more time in solitary activities than they did
in interactive activities with TD youth (Sreckovic et al., 2017).

There is a significant awareness of the difficulties students with ASD face when
interacting socially with TD youth (Bell et al., 2017). In 2009, the CCSS was developed to

standardize learning and proficiency throughout the United States for students with SEND and
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TD youth (Constable et al., 2013; Sugita, 2016). The CCSS is an evidence-based standard that
focuses on critical thinking and problem-solving students need to ensure they will be successful
in college and their future careers (Sugita, 2016). However, the CCSS does not apply alternative
approaches adequately to prepare students with disabilities to succeed in college or a future
career. Without the guidance from the CCSS to implement alternative approaches for students
with SEND, individual states are held responsible for creating plausible solutions for students
with SEND to meet proficiency standards (Sugita, 2016).

Constable et al. (2013) provided an example of the CCSS requirement for reading
literature. Students were expected to read a story and respond to major events that the character
of the story experienced (Constable et al., 2013). However, students with ASD were identified as
having an inability to place themselves in the story to allow themselves to feel how the character
felt, a deficit of the ToM. The inability of students with ASD to understand the character’s
feelings in the story made it difficult for them to explain the mental state or imagine how the
character in the story felt or thought (Brewer et al., 2017). Teachers with little to no experience
teaching students with ASD in IE may find this environment overwhelming. It has been
discovered that teachers experienced frustration, fear, anger, and a lack of confidence because of
feelings that they cannot effectively reach their students (Shani & Hebel, 2016).

Youth with ASD face some of the same developmental concerns as TD youth. As youth
with ASD mature to adulthood, there is a pressing desire to establish their identity, their
independence, and a desire to become responsible adults. Students with ASD who want to pursue
higher education face increased social, emotional, and organizational demands associated with

their development into adulthood (Elias & White, 2018).
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The idea of life after high school for youth with ASD can cause tremendous stress as they
begin to experience increased responsibilities and expectations without additional assistance
(Elias & White, 2018). Despite the physical concerns accompanied with change, difficulties with
mental health also play a major role in the overall health of students with ASD. Reportedly, 71%
of students with ASD have a form of anxiety, with 53% who experience loneliness, and 47%
who deal with depression (Jackson et al., 2017). Suicide is another area of concern for post-
secondary students with ASD. Statistics show a 66% increase in suicidal ideation with 35% of
high-functioning students with ASD planning or attempting suicide (Jackson et al., 2017).
Properly training teachers who teach students with ASD to identify these concerns would
improve the quality of life for youth with ASD and provide an avenue for assistance from other
services postsecondary education.

Social Challenges

According to Mody et al. (2017), studies have shown shortfalls in communication skills
for youth with ASD are linked to deficits in oral motor and manual motor skills that may be
genetic. Statistically, 25%-30% of youth diagnosed with ASD who are minimally verbal (MV)
past 5 years old (Chenausky et al., 2016). Research has also shown that due to their reduced
ability to socially interact, students who are MV suffer from greater psychiatric disorder related
impairments due to a lack of verbal coping strategies and interventions (Lerner et al., 2017).

Thompson et al. (2017) discussed the importance of social interaction as a part of human
development. In addition, they attempted to identify the boundaries and obstacles that form
healthy friendships, such as the socioeconomic status of an individual, the educational,

vocational, and ethnic background, and in person communication versus electronic
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communication. Poor social skills can hinder an individual’s productive and meaningful
interactions within their environment (Thompson et al., 2017).

One of the major concepts for IE was establishing an environment that would allow
students with and without disabilities the opportunity to interact socially (Goodall, 2015; Pickard
et al., 2018). IE was designed to help students with ASD learn basic social skills, however,
students with ASD had difficulties engaging with their peers and forming friendships.
Difficulties engaging with TD peers and forming friendships in IE has produced issues that
impact the social interaction of students with ASD; limited interaction between priors and
students with ASD are often reported as victims of school bullying (Winchell et al., 2018).

Youth with ASD who have TD youth as friends, attempt to participate in more
complicated play and communication versus those with ASD who have only been exposed to
youth with disabilities (Jones et al., 2017). The nature of a friendship changes over time,
especially during adolescence, and becomes progressively more complex (O’Hagan & Hebron,
2017). However, as relationships become more complex, youth with ASD become less familiar
with understanding how to deal with emotions and feelings expressed by other youth and they
could begin to feel socially anxious or unsure, often evident with increased restrictive or
repetitive behaviors (RRBs; Joyce et al., 2017).

RRBs are common among youth with ASD and are separated into two categories:
repetitive sensory motor (RSM) and insistence on sameness (IS) behaviors (Joyce et al., 2017).
RSM is commonly explained as an excessive smelling or touching of an object, whereas IS is
commonly observed when routines have changed or when specific daily patterns are not
followed (Joyce et al., 2017). Youth with ASD find it difficult to maintain friendships with TD

youth because of RRBs. Social communication and RRBs are conditions of ASD that contribute
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to an atypical social profile, which includes a difficulty in responding to or initiating social
propositions, staying on topic when discussing issues of personal interest, and displaying
difficulty in interpreting when individuals are being sarcastic (Bottema-Beutel et al., 2017).
Students with ASD in IE are less accepted by TD youth because they are socially awkward and
do not fit into social settings (Vincent et al., 2018).

Social anxiety is a common issue and one that has a direct correlation to social
communication difficulties (Pickard et al., 2018). Social anxiety, as the third most common
psychiatric disorder, is prevalent in adolescent youth. Studies show the prevalence of anxiety
disorder amongst students with ASD ranged from 22% to 84% (Vasa & Mazurek, 2015).
Camargo et al. (2014) suggested that social anxiety in students with ASD is a response to their
difficulty with sustaining eye contact, sharing in activities, and understanding other’s feelings
enough to respond appropriately. Without clinical treatment, social anxiety is likely to cause
further psychiatric disorders (Pickard et al., 2018).

Pickard et al. (2018) suggested that youth who have a social communication disorder in
conjunction with ASD, are routinely victims of teen and peer bullying or isolation. Forming
friendships is an important experience in human development especially in the earlier stages of
development (Pickard et al., 2018). Friendships can provide a level of support for youth with
ASD, which can help them manage complex social interaction presented daily in school
(O’Hagan & Hebron, 2017). Despite the obvious benefits to developing friendships, studies have
shown that students with ASD spend less than half their time involved in social interaction and
have less contact with friends outside of school (O’Hagan & Hebron, 2017).

Youth with ASD who have deficits in social skills could also display behavioral issues,

which will harm their academic performance. A combination of behavioral issues and low
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academic performance could cause youth with ASD to be removed from the general education
classroom to a more restrictive environment (Camargo et al., 2014). Youth who find it difficult
to engage in social communication will struggle with forming healthy friendships, making them
vulnerable to victimization and further leading them to increased feelings of social isolation,
feelings of withdrawal, and a lack of companionship (Jackson et al., 2017; Pickard et al., 2018).

The effect of ASD on communication has a huge influence on the youth’s social
interaction, but the repetitive patterns seen in the youth’s behaviors, interests, and activities also
create difficulties socially (Yeo & Teng, 2015). Some of the social communication complications
deal with an inability to maintain good eye contact during a conversation, low attention span,
peculiar speech patterns, and an acute difficulty with maintaining or even initiating conversations
(Yeo & Teng, 2015). Difficulties with speech and understanding what was heard, along with
having the ability to say what is on their mind, are examples of the problems that youth with
ASD experience in IE (Pickard et al., 2018).

As the number of students with ASD increases in IE, a greater demand is placed on
general education teachers to foster an environment where students with ASD can learn and
grow. For general education teachers to be effective in IE, they must receive the necessary
training that will teach them how to effectively reach their students. Holcombe and Plunkett
(2016) stated a challenge for educators is understanding that ASD has a different impact on the
individual behavior of students. Holcombe and Plunkett further stated, “Without a definitive
understanding of the condition, knowledge of ASD in education has been built on shaky

foundations” (Holcombe & Plunkett, 2016, p. 27).
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Ineffective Teacher Training

Two years ago, the Center for Disease Control and Prevention (CDC) estimated the
prevalence rate of ASD was 1 in 88 (Slade et al., 2018). By 2016, the prevalence rate was
estimated to be 1 in 68 a 47% increase in ASD cases among youth in multiple communities
throughout the United States (Able et al., 2015; Slade et al., 2018). A mandate under the
Individual with Disabilities Education Improvement Act (2004) specifies youth with SEND are
to be taught to the greatest extent possible in the LRE with their TD peers (Able et al., 2015; Yell
et al., 2006). This mandate has impressed upon school administrators to increase the presence of
youth with ASD in general education classrooms. However, general education teachers do not
feel they are prepared to teach students with ASD alongside TD youth in general education
classrooms. Research has shown that some general education teachers do not support the
inclusive model in education (Able et al., 2015). General education teachers’ disapproval of the
inclusive model in education is a result of them feeling inadequate due to their lack of knowledge
of ASD and their lack of training to properly prepare them to teach in an inclusive classroom
(Able et al., 2015; Hedges et al., 2014; Kucharczyk et al., 2015; Reese et al., 2018). Equipping
students with ASD for postsecondary education and future employment is the central purpose of
transition services and special education (Kucharczyk et al., 2015). Inclusive classrooms under
federal regulation were designed to provide students with SEND the opportunity to have access
to general education curriculum and have peer interaction in an inclusive classroom (Able et al.,
2015).

Schools must ensure compliance with special education legislation, requiring all students
to have access to general education curriculum in the least restrictive environment (LRE; Friend

et al., 2010; Sanz-Cervera et al., 2017). As legislation continues to change, governing officials
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must be ensuring students with special needs receive a quality education (Sanz-Cervera et al.,
2017). General education teachers teaching in an inclusive environment are frustrated, as most
are experiencing a lack of confidence in their training, which hinders their ability to establish an
environment conducive to learning (Shani & Hebel, 2016). General education teachers have
determined that students with ASD, compared to other students with SEND, have the most
challenging and complex challenges to learning (Ho et al., 2018; Lindsay et al., 2013; Love et
al., 2019). General education teachers need professional development to enhance their
knowledge of ASD, develop alternative teaching styles designed to teach students with SEND,
and increase access to consultation support and advice (Ho et al., 2018; Lindsay et al., 2013).

General education teachers have a lot of misconceptions about youth with ASD because
of their lack of knowledge, understanding and training needed to effectively teach students with
ASD (Able et al., 2015). Without the training, general education teachers’ self-efficacy and
belief in their abilities to motivate their students along with their ability to influence dialogue
between the school staff and parents causes teachers to feel frustrated, angry, and fearful of
failure (Corona et al., 2017; Shani & Hebel, 2016).

Research suggests that general education teachers who teach students with ASD in IE
may be at risk of experiencing burnout and exhaustion attributed to role overload and managing
challenging student behavior (Corona et al., 2017). The unique needs of students with ASD make
it mandatory to have general education teachers and school professionals create specified plans,
supports, provide focused curriculum, and create a learning environment designed for students
with ASD to grow and develop (Corona et al., 2017; Lindsay et al., 2013). Providing general
education teachers with specific training would serve to improve teacher self-efficacy and help to

combat stress and prevent burnout (Able et al., 2015).
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According to Corona et al. (2017), teacher self-efficacy is the inherent belief teachers
hold concerning their ability to change the dynamics of their classrooms and bring about a
desired outcome. Tendencies in teacher self-efficacy solidify the relation between teacher burn-
out and their commitment to prior training philosophies; applied behavioral analysis (ABA); and
treatment and education of autistic and related communication handicapped children (TEACCH,;
Corona et al., 2017). The connection between teacher self-efficacy and the training philosophy of
teachers, who teach students with ASD, warrant the proper attention (Able et al., 2015; Corona et
al., 2017).

One of the areas where general education teachers feel they need more training is
implementing an IEP. An IEP is the outline or roadmap designed to meet the needs of students
with SEND to include those students with ASD. An IEP is intended to promote communication
between parents, administrators, educators, and counselors to develop the best-suited educational
plan for students with ASD (Slade et al., 2018). General education teachers are new to the idea of
implementing an IEP (Rotter, 2014). However, special education teachers have received
extensive training and serve as a critical player when planning and executing an IEP (Rotter,
2014). As laws continue to be revised, general education teachers will be expected to understand,
plan, and implement IEPs in inclusive classrooms. Schools are also held accountable by federal
mandates and must ensure IEPs are being handled properly by school administrators, staff, and
teachers of students with SEND (Rotter, 2014; Slade et al., 2018).

The National Research Council (NRC) has provided instruction for implementing various
teaching techniques to be incorporated by teachers who have received specified training (Marder
& deBettencourt, 2015). Training is an essential prerequisite to ensure evidence-based teaching

strategies are enforced when working with students with ASD (Marder & deBettencourt, 2015).
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Research has shown that professionals in specific communities, such as health care, social care,
and education have not had sufficient training (Able et al., 2015; Bond et al., 2017).

In an inclusive environment, there are often students who display a variety of disabilities.
Implementing any form of technique without the proper training could be detrimental to the
learning environment. Studies show that the more training teachers receive, their confidence in
the classroom is bolstered, improving the strategies and interventions teachers use in IE (Able et
al., 2015; Lindsay et al., 2013; Sanz-Cervera et al., 2017). Improving teacher training will
provide them with a better understanding of ASD and help them become more familiar with
various support systems designed to assist students with ASD in their academic pursuits (Able et
al., 2015; Robledo, 2017).

According to Sugita (2016), California has started providing pre-service teacher training
programs for all licensed special education teachers. To ensure educators are properly prepared,
the California Board of Education has provided special education teachers with instruction
inclusive of culturally responsive training (Lopez & Bursztyn, 2013; Sugita, 2016). This program
is designed to train special education teachers to deal with students with ASD, while integrating
culturally enriched responsive teaching to enhance the learning for multiple cultures (Sugita,
2016). The training provided to special education teachers has not been made available to
general education teachers, despite the rise of students with ASD in general or inclusive
classrooms (Sugita, 2016).

The significance of the training opportunity in California, supported by the Assembly Bill
2160 (AB 2160), requires special education teachers to be experts in ASD. The law also makes it
mandatory for general education teachers to complete a program distinctly focused on the

strategies and support systems established to assist students with ASD (Sugita, 2016). In addition
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to AB 2160, the NCLB Act requires states to give teachers quality professional developmental
training. The training required by the NCLB Act is designed to ensure teachers are mastering the
desired content and to assist them to become effective educators in their classrooms (Echaniz &
Cronin, 2014). Success for general education teachers and students with ASD in IE results from
teacher preparation and understanding of students with ASD before, during, and after teaching
(Able et al., 2015; Lindsay et al., 2013).

In 1989, former President George H. W. Bush initiated the NRC to support the national
standards for science education (NRC, 1997). In 1994, the NRC outlined eight components that
are considered essential skill areas of instruction. The NRC requires students with ASD to
display functional unprompted communication, social and play skills, proficient cognitive
development, and preventative strategies as a part of their social development (Marder &
deBettencourt, 2015).

Aside from social interaction and communication difficulties, students with ASD are
emotionally unattached and therefore fail to realize the thought processes, challenges, or bottom-
line issues teachers face in the classroom (Balli, 2014; Shochet et al., 2016). The unique needs of
students with ASD are a preliminary cause of teacher exhaustion and frustration, all of which can
be reduced through teacher training, self-efficacy, calculated strategies, and interventions (Able
et al., 2015; Corona et al., 2017; Lindsay et al., 2013; Sugita, 2016). Due to a lack of knowledge
and understanding, teachers in IE struggle to implement specific strategies and interventions to
teach students with ASD (Hedges et al., 2014).

Strategies and Intervention techniques
Students with ASD show little interest in academics due to a lack of motivation to

achieve the desired academic standards, challenging behaviors in the classroom, and social
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communication deficits that contribute to academic difficulties (Reutebuch et al., 2015).
Statistics show that 15% to 40% of individuals with ASD also presently have an intellectual
disability (Parent et al., 2016). Socio-emotional and psychiatric difficulties are experienced more
by individuals with ASD regardless of if they have an intellectual disability (Parent et al., 2016).
The lack of social communication skills hinders inclusion and affects the continuation of
students with ASD in general education classrooms (Camargo et al., 2014).

Studies revealed, youth with ASD despite their involvement in the social structure of the
classroom, experience more loneliness than TD youth (Goodall, 2015). Loneliness and the stress
associated with deficits in communication are associated with the struggle youth with ASD have
managing their emotions (Fage et al., 2019). Whenever youth with ASD struggle with managing
their emotions, studies suggest students with ASD begin to feel hampered in IE (Fage et al.,
2019; Jahromi et al., 2013).

Inclusion can be stressful for youth with ASD. Studies show youth with ASD experience
anxiety and depression due to social isolation caused by difficulties with communication and
social interaction (Hedges et al., 2014). Learning to manage or control their emotions is a skill
known as emotional self-regulation (ESR). Self-regulation is defined as a function that allows
individuals to affectively adapt their behavioral responses to their social environment (Fage et
al., 2019). Youth with ASD display unique challenges in ESR, for example, they have difficulty
managing their emotions, they have inhibited reactions, delayed gratification, and difficulty
tolerating transitions in their daily routine (Laurent & Gorman, 2017). Fage et al. (2019) insisted
utilizing mobile technological devices as an intervention for ESR. These devices would assist in

teaching youth with ASD how to recognize facial expressions and emotions. Mobile
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technological devices are designed to assist youth with ASD to better understand teachers and
build relationships with their TD peers.

Reporting showed that approximately 40% of youth with ASD were diagnosed with
social anxiety disorder (Drmic et al., 2017; Syriopoulou-Delli et al., 2018). A contributing factor
of social anxiety disorder in youth with ASD is loneliness and social isolation (Drmic et al.,
2017). Essential to social anxiety disorder is a fear youth with ASD have of being scrutinized by
their peers, which is an anxiety of social situations (American Psychiatric Association, 2013).

Studies show, in youth with ASD there is a common rate of comorbid ASD and anxiety
disorder ranging between 11% and 84% (Syriopoulou-Delli et al., 2018; Wise et al., 2019).
Anxiety can exacerbate the intensity of restricted behaviors and social communication deficits in
youth with ASD. The augmented intensity can lead to increased social withdrawal and various
stereo typical behaviors such as body movements, shaking, hand rotation, and repetitive
questioning, which can have a drastic impact on their school performance (Drmic et al., 2017,
Syriopoulou-Delli et al., 2018).

According to Maddox et al. (2016), the preferred treatment for anxiety in TD youth is
cognitive-behavioral therapy (CBT). CBT is a well-established treatment method for TD youth
and young adults with anxiety disorders. A study conducted on CBT treatment, adolescents, and
young adults with various comorbid symptoms of ASD, depression, anxiety, and stress, after
nine weeks of group intervention demonstrated a reduction in depression and stress symptoms
(Wise et al., 2019). Maddox et al. (2016) suggested modifying CBT for youth with ASD would
target social impairment, which is a core feature of ASD. Unfortunately, the CBT intervention
program did not alleviate anxiety in youth with ASD, suggesting further research on

interventions specifically targeting anxiety.
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Cognitive behavioral intervention (CBI) is another evidence-based practice (EBP) based
on the belief that behavior is mediated by a cognitive process (Wong et al., 2014). These
interventions are used with students who display problem behavior related to negative emotions
such as anger, fear, or anxiety (Brock, 2013). Students are encouraged to study their thoughts
and emotions to identify when negative thoughts are escalating in intensity and use the strategies
associated with the EBP to change their behavior (Wong et al., 2014). Overall CBI addresses
issues associated with the social, behavioral, cognitive, and the mental health of the learners
(Wong et al., 2014). Joshi et al. (2018) insisted that youth with ASD are referred to as
psychiatrists for management of emotional and behavioral difficulties at a substantially higher
rate than their TD peers. Their inability to identify and regulate their emotions often leads to
poor emotional control, especially when dealing with stressful situations.

Individuals with ASD commonly have a low frustration tolerance followed by significant
irritability attributed to emotional dysregulation (ED; Blankenship & Minshawi, 2010). ED is
characterized by poor self-regulation, impatience, an inability to govern emotions, and difficulty
determining the emotional state of others (Blankenship & Minshawi, 2010; Joshi et al., 2018).
Research has shown social communicative deficits are associated with higher levels of ED for
youth with ASD (Laurent & Gorman, 2017). Anxiety, depression, and maladaptive behaviors are
indications of sensory processing deficits that are prone in youth with ASD, which displays
significant challenges in emotional self-regulation (ESR; Laurent & Gorman, 2017). Managing
emotions, inhibiting reactions, and tolerating transitions are also significant challenges youth
with ASD face in high school in their struggles with ESR.

High school is a place of continued transition with shifting schedules where students

rarely stay in the same classroom throughout the day (Able et al., 2015). Youth with ASD find it
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difficult to transition from one activity to another. ASD students often display RRBs, such as
RSM behaviors, and excessive touching of objects also known as repetitive hand mannerisms or
IS (Hall et al., 2018; Joyce et al., 2017).

Assistive technology, defined as any device or piece of equipment purchased or modified
to improve the functional capability of disabled youth, is a recommended means of intervention
to assist students with ASD who struggle with daily transitions (Ben-Auvie et al., 2014). Video
modeling, considered high-tech support or a high-tech device due to the additional training
needed to operate the equipment efficiently, utilizes videos to display the targeted behavior or
skill for the viewer to learn (Ben-Avie et al., 2014; Hall et al., 2018).

Transitioning involves having a clear understanding of the perception of time or having a
clear understanding of the concept of how much time has passed, which is a common impairment
for students with ASD (Ben-Avie et al., 2014). Goldman et al. (2018) considered using
environmental modifications to create structure and predictability in daily routines that assist
youth with ASD to respond naturally to periods of transition. A commonly used environmental
modification for youth with ASD is a visual schedule. Visual scheduling teaches steps to a single
activity or routine and supports transitions between very specific activities and routines
(Goldman et al., 2018).

Schools have shifted their emphasis and are now moving toward measuring student
outcomes to determine teacher effectiveness in the classroom (Marder & deBettencourt, 2015).
EBPs are essential when trying to determine the success of educators; however, several factors
determine appropriate success for this pool of students (Marder & deBettencourt, 2015). The
National Professional Development Center (NPDC) on ASD created and refined a model to

assist in addressing the learning needs of students with ASD. The NPDC’s model consists of
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three components starting with conducting assessments of EBPs, implementation of EBPs and
finally putting the determined outcomes into practice (NPDC, 2017).

EBPs, according to Marder and deBettencourt (2015) are instructional plans, policies,
intervention tactics or teaching programs designed to produce consistent and positive student
outcomes when tested. For programs or practices to be considered as an EBP multiple studies
must show its effectiveness to meet the strict criteria associated with student outcome (Torres et
al., 2014). High-quality research testing must be conducted on each practice before EBPs being
labeled an application (Marder & deBettencourt, 2015). Without these test instructional
strategies, interventions or teaching programs will not be labeled as EBPs; regardless of the test
(Marder & deBettencourt, 2015; Torres et al., 2014). EBP’s in special education have proven to
improve the performance of students with SEND (Torres et al., 2014). EBPs are effective when
teachers are aware of how to apply them to their students (Torres et al., 2014). EBPs are not
guaranteed to work for every student; however, EBPs are effective for most students (Marder &
deBettencourt, 2015; Torres et al., 2014).

There are approximately 27 evidence-based strategies available that address difficulties
associated with ASD; however, what works effectively in schools and what is considered a best
practice is questionable (Anderson et al., 2018). Evidence-based instructional practices are
successful when used with students with ASD who are struggling; however, there are still
challenges finding interventions for students with ASD who are not receptive to this method
(Reutebuch et al., 2015). Other intervention methods targeting students with ASD had dedicated
efforts toward challenging their behavior and communication skills (Reutebuch et al., 2015).

Students with ASD are characterized by having social interaction and communication

difficulties. At the core, students with ASD experience difficulties with social interaction due to
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a social reciprocity defect. Impairment in social reciprocity may be seen as an inability to
empathize with others while being aware of their emotional or interpersonal signs making it
difficult to recognize distress in others or showing a lack of interest in the topic of conversation
(ASBC, 2020; Lee et al., 2018). It is imperative for youth with ASD to receive a clinical
assessment and diagnoses to identify the best services to meet the students’ needs (Rutherford et
al., 2018).

Consequently, ASD is considered one of the most widespread disabilities, greatly
impacting the learning abilities and autonomy of youth with ASD in an inclusive setting (Cappe
etal., 2017). Lai et al. (2016) insisted the burden on educators in IE is growing more difficult as
limited time, resources, and scheduling conflict provide little opportunity to properly implement
recommended strategies and interventions. In culturally and linguistically diverse (CLD) groups
impacted by socioeconomic status (SES), disparities in ASD diagnoses and educational
identification persist, creating greater problematic delays in early intervention techniques (Harris
etal., 2019).

Intervention techniques and strategies were introduced to improve the behavior and
academic prowess of youth with ASD; however, due to time and resource constraints and
teachers’ schedules, teachers found it difficult to properly implement various strategies and
interventions (Lai et al., 2016). Teachers' difficulties in implementing strategies and
interventions caused school counselors and other professionals to intervene (Lai et al., 2016). As
a result, teachers would have fewer opportunities to master the skills necessary to effectively
teach students with ASD in an inclusive setting (Lai et al., 2016). Higher levels of stress, burn

out, and a lower sense of self-efficacy are a result of the lack of experience and knowledge
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teachers experience in IE due to professional inadequacies and missed opportunities to learn
valued skills (Able et al., 2015; Cappe et al., 2017).

Lai et al. (2016) defined inclusive teaching self-efficacy as the ability to implement the
required teaching practices in IE. Efficacy is hypothesized to be fashioned from a mastery of
experiences, secondhand experiences, social persuasion, the emotional state of the students, and
the emotional state of the teachers who have the responsibility to teach and manage the
classroom (Lai et al., 2016). Stronge et al. (2018) defines classroom management as an action
and strategy teachers use to solve problems and provide order in the classroom. Management is
not an attempt to control students’ behavior; however, it is a means to influence and direct
students’ behavior in a constructive manner to set the stage for an efficient learning environment
(Stronge et al., 2018).

Van Brummelen (2002) would agree that for teachers to effectively manage their
classrooms they must understand fully their responsibility to teaching. According to Van
Brummelen, responsibility teaching clarifies the way teachers view their students, requiring
teachers to see their students as unique and made in the image of God and flawed. Responsibility
teaching also addresses teacher curriculum requiring teachers to carefully plan ways to engage
their students’ minds and inspire their actions towards overcoming real issues (Van Brummelen,
2002).

Self-efficacy is also defined as an individual’s belief that can produce behaviors required
for a specific outcome (Corona et al., 2017). There are several benefits to teaching practices that
are directly associated with higher teacher self-efficacy. These benefits include the teacher’s

ambitious approach to goal setting for oneself and their students, selecting strategies that
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improve student development, a willingness to test new instructional programs, and involving
parents of students with ASD in classroom activities (Corona et al., 2017; Lai et al., 2016).

Teacher self-efficacy and the ability to implement EBPs are hinged on a collaborative
effort between the teachers in IE, the parents of students with ASD, special education teachers
with the training and know how to effectively teach students with ASD, and school
administrators (Able et al., 2015; Marder & deBettencourt, 2015; Molbaek, 2018). For teachers
to manage their classrooms and establish an effective learning environment where EBPs can be
implemented, there must be an acknowledgement of the importance for collaboration. Teachers’
practice of inclusion is complex and presents several dilemmas that teachers must learn to handle
through practice (Molbaek, 2018). However, the complexity of implementing strategies in IE can
be handled practically as teachers collaborate with other colleagues, leaders, and parents
(Molbaek, 2018).
Collaboration

“The heart of inclusive education is collaboration” (Florian, 2017, p.249) a statement
affirmed by Kyro-Ammala and Lakkala that highlights the benefits of collaboration between
general education teachers, special education teachers, school staff, and parents. For half a
century there has been a need for a close and effective professional collaborative relationship
between teachers, parents, service providers, and school-house administrators (Friend et al.,
2010). Lai et al. (2016) affirm that IE requires collaboration and teamwork to succeed. Effective
schools realize that teamwork is not optional (Glaze, 2014). Teamwork provides an opportunity
for teachers to share methods for overcoming challenging issues and it could provide more
experienced teachers the opportunity to share creative lesson plans they used to reach students

with challenging behavioral or neurodevelopmental disorders (Glaze, 2014).
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Collaboration is a partnership shared between caregivers and educators, which rely on
their judgement and individual expertise to benefit the education of students with SEND (Jigyel
et al., 2018). Collaboration is defined as a shared and dynamic process that allows people with
diverse abilities to develop solutions to address and find answers to shared problems (Darrow,
2017). Friend et al. (2010) defined collaboration as a professional routine educators employ
based on mutual goals; shared responsibilities involving key decisions; shared acknowledgement
of the outcome of student performance; and the development of trust, respect, and community
understanding in the classroom. Zagona et al. (2017) further characterized collaboration to
carefully plan and implement instruction while considering the perspective of different team
members.

Parent and teacher collaboration on behalf of students with SEND was presumed in
federal mandates with the establishment of the No Child Left Behind Act of 2001 (NCLB), the
Individual with Disabilities Education Improvement Act of 2004 (IDEA) and with the Education
of All Handicapped Children Act of 1975 (PL 94-142; Friend et al., 2010). Provisions under
these federal statures were enacted to protect the rights of youth with disabilities; to ensure youth
with disabilities have access to general curriculum in the LRE; provide access to student’s
academic needs through direct lines of communication with teachers, school administrators, and
other professionals responsible for the academic success of students (Friend et al., 2010; Garcia
et al., 2020).

Research has shown that there is often tension between parents and schools that ask the
hard questions, for example, how are students’ needs being met and how do we best achieve
academic success in IE (Garcia et al., 2020; Russa et al., 2015). According to Russa et al. (2015)

parents of youth with ASD are under considerably more stress than parents of TD youth and are
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victims of anxiety, depression, and often experience a poorer quality of life. However, parents
are beginning to become viewed as important and valued partners in their youth’s academic
success. Parents are credited with providing positive intervention techniques, perhaps not
considered by educators and they are encouraged to provide insight into the building of their
student’s individualized education program (Schultz et al., 2016; Syriopoulou-Delli et al., 2016;
Syriopoulou-Delli & Polychronopoulou, 2019). Youth with ASD also need their parents to serve
as their advocate, mediator, and help them when making complex decisions (Russa et al., 2015;
Syriopoulou-Delli & Polychronopoulou, 2019).

Although parent involvement in the education of their youth is more prevalent when
children are younger (Schultz et al., 2016), youth with ASD in high school need their parents to
be involved. As parents of youth with ASD seek to build relationships with their teachers, they
are provided the opportunity to share intervention strategies they may have learned that focus on
improving their youth’s social and communication skills (Russa et al., 2015; Schultz et al., 2016;
Syriopoulou-Delli et al., 2016). However, general education teachers are concerned about the
inadequate support they receive from the school staff and the lack of preparation time to
establish relationships that would yield the support they need to enhance their classrooms (Able
etal., 2015; Glaze, 2014).

In research conducted by Damore and Murray (2009), survey questions were provided to
118 special and general education teachers to better understand their perception of collaborative
teaching. Findings from the study revealed, 92% of teachers believed collaborative practices
were being conducted in their schools, but only 57% of the teachers reported practicing
collaboration in their classrooms (Able et al., 2015; Damore & Murray, 2009). Challenges that

hinder collaboration in IE are attributed to insufficient resources, teacher related vacancies and
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turnovers, unqualified or untrained teachers, low sense of self-efficacy, and limited time set aside
by teachers for collaboration planning (Able et al., 2015; Damore & Murray, 2009).

Effective communication in IE involves open and effective communication between
parents, general and special education teachers, and school administrators (Jigyel et al., 2018;
Schultz et al., 2016). Parents especially appreciate open communication because it provides a
means for parents to engage and participate in their student’s educational experience (Jigyel et
al., 2018). In a study conducted by Schultz et al. (2016) parents indicated that negative
communication and negative collaboration efforts resulted in a lack of trust in the teachers and
school staff that proved difficult to overcome. Parents expressed a sense of resentment that was
expressed by school personnel because of the time and resources required by teachers when
teaching youth with SEND (Schultz et al., 2016).

Inadequate communication between parents, general education teachers, and special
education teachers prevents successful collaboration, repeating unsuccessful intervention
strategies (Hedges et al., 2014). Research has shown that parents of youth with SEND have
complained about teachers for their lack of knowledge of youth with SEND and because of the
poor communication they display between parents and other teaching staff members (Lai et al.,
2016). Shani and Hebel (2016) insisted the training general education teachers received needed
to include lessons that taught them how to work as a member of a team. Teamwork training
would provide general education teachers with the skills they needed to form effective
relationships with special education teachers and parents of students with special needs.

Building teams or school-family relationships will require everyone to work hard and
commit to creating and sustaining professional team building skills. Goldman et al. (2019)

suggest that equality, commitment, mutual respect, open and honest communication, and
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reciprocated trust are the skills needed to sustain and build an effective team. To maintain and
develop a family-centered practice of collaboration, school administrators and teachers must be
family oriented while developing intervention techniques (LaBarbera, 2017).

Goldman et al. (2019) supported the idea that open communication is the key to solving
behavior issues of youth with SEND. However, parents have suggested that establishing an open
line of communication should also allow for discussions which praise the youth’s successes as
well as discuss behavior issues (Goldman et al., 2019; Russa et al., 2015). Building relationships
that are beneficial to the overall development of the youth should include designing a method of
assessment which incorporates effective communication, intervention techniques, and notes
taken by parents and teachers observing the student home (Goldman et al., 2019). The
relationship between the parent and teacher should not only be working toward improving
student behavior but there should be a concern to establish intervention techniques to assist
parents with issues at home (Goldman et al., 2019; Schultz et al., 2016).

General education teachers and special education teachers must also establish
collaborative relationships. Pulschen and Pulschen (2015) defined interpersonal collaboration as
an interaction between at least two coequal parties who work toward making clear, concise
decisions for a common goal. As coequal partners, teachers are placed in a position to support
one another, which in turn supports the needs of the students in their class. Older, more senior
teachers should communicate to provide newer younger teachers an opportunity to learn how to
better communicate and understand their students (Glaze, 2014; Robledo, 2017). Younger and
less experienced teachers will learn simply by listening to more experienced teachers as they
discuss their time teaching and overcoming various obstacles in their classrooms (Glaze, 2014;

Robledo, 2017).
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Collaboration alone between general education teachers and special education teachers is
not guaranteed to produce a thriving and enriched learning environment. General and special
education teachers must positively perceive their partnership (Gebhardt et al., 2015). There must
be a belief their collaboration works and enhances the learning environment. A positive
perception toward general and special education teachers’ collaboration can further improve
teachers’ commitment and communication skills when problem-solving or managing conflict
(Pulschen & Pulschen, 2015).

Research shows that nationally, 61% of students with disabilities are taught in an
inclusive classroom at least 80% or more of the school day (Reese et al., 2018). In addition to
these statistics, the U.S. Department of Education reported 81% of youth from 6-21 years of age
receive some type of special education service and spend 40% of their time in an inclusive
classroom (Reese et al., 2018). Due to the increase of reported cases of youth with ASD, teachers
are experiencing various levels of stress triggered by increased or high workloads, noisy
classrooms, and communication hurdles with their students, parents, teachers, and school
administrators (Pulschen & Pulschen, 2015).

For general education teachers to meet the diverse needs of students in an inclusive
environment and for their overall psychological health, collaboration is paramount. Most school
systems have restructured their instructional models to allow special education teachers to
partner with general education teachers in an effort called co-teaching to better support the needs
of students with disabilities (Chitiyo & Brinda, 2018).

Co-teaching, also known in Germany as teaching a dyad (formed by one general
education teacher and one special education teacher that share the instruction for some lessons in

one classroom (Jurkowski & Muller, 2018)), was established to manage the increasingly diverse
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needs of inclusive classrooms and to adjust instruction to suit students with special needs
(Jurkowski & Muller, 2018). According to Friend et al. (2010) co-teaching is defined as a
partnership between the general and the special education teacher to provide joint instruction to a
diverse group of students in an inclusive classroom. Co-teaching was established to ensure
curriculum was designed with the ability to provide instruction for various students with
different learning abilities and students with SEND (Jurkowski & Muller, 2018).

Co-teaching allows teachers to collaboratively plan, instruct, and assess the progress of
the students in the class (Guise et al., 2017). Co-teaching also allows for co-generative dialogue
between cooperating teachers. Through co-generative dialogue, co-teachers discuss issues that
impact teaching and learning to create a means for collective solutions to problems encountered
in the classroom (Guise et al., 2017). Pancsofar and Petroff (2016) describe six approaches to co-
teaching as teach-one assist, one teach-one observe, station teaching, parallel teaching,
alternative teaching, and team teaching.

Research has shown teachers and students appear to benefit more from utilizing a
variation of the one teaches one assist model (Pancsofar & Petroff, 2016). The one-teach one-
assist model allows one teacher to assume a primary role in the class while the other teacher fills
a passive role in the classroom. The teacher providing the passive support role is inevitably there
to support the individual student struggling with the content being presented. In some instances,
special education teachers according to Jurkowski and Muller (2018) perform in a passive
supportive role and mostly assist general education teachers by instructing subgroups of students
in different classrooms.

Research shows teachers with experience co-teaching and teaming with other

paraprofessionals find the experience to be beneficial to their overall professional development
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and beneficial to students’ educational performance (Pancsofar & Petroff, 2016). Nurturing and
strengthening the relationship between parents and other paraprofessionals create teams where
paraprofessionals work together to eliminate school workforce stress and consider
recommendations for the most appropriate educational decisions for students with SEND (Friend
et al., 2010; Pulschen & Pulschen, 2015).

In a study on collaboration in IE, Pulschen and Pulschen (2015) insist establishing
effective collaborative practices in IE can be complex and trigger individual stress responses in
general education teachers and their students. However, a main contribution of the stress
experienced by general education teachers is the tendency they must isolate themselves (Glaze,
2014). According to Glaze, there are two types of isolation general education teachers experience
in the workplace. First, egg-crate isolation is caused by the physical layout of the school
building. This type of isolation causes teachers to have little contact with others whereas they
may experience feelings suggesting they have no support system (Glaze, 2014). The second type
of isolation is called avalanche isolation, which results from teachers feeling overwhelmed by all
they need to know and do to reach the diverse needs of their students (Glaze, 2014; Rigelman &
Ruben, 2012).

Special education teachers, because of their training and their experience working with
students with SEND are familiar with receiving support from other paraprofessionals to include
speech-language specialist, school psychologists, counselors, and occupational and physical
therapists (Friend et al., 2010). Evidence suggests, as teachers collectively work toward
professional collaboration to manage the challenges and complexities of teaching, they are better

able to meet the needs of all their students (Rigelman & Ruben, 2012).
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Collaboration in IE is critical and provides support to the student body, the inclusive
classroom, and the development of teacher competence in IE (Jurkowski & Muller, 2018).
General education teachers who do not support the inclusive model of teaching may find it
difficult to form working relationships with their colleagues or parents of students with SEND.
Therefore, it is imperative to teach general education teachers how to engage in philosophical
discussions to clarify their differences and dislikes to build healthy working relationships (Able
etal., 2015).

General education teachers and teachers in training need professional collaborative
learning (Rigelman & Ruben, 2012). Establishing the trust and support of parents, obtaining the
administrative assistance from school staff, and receiving advice from experts and other
paraprofessionals are effective collaborative methods for obtaining the best results in IE (Lai et
al., 2016). Shifting the training needs of general education teachers in IE to areas where they feel
less efficacious is suggested (Lai et al., 2016). In a survey conducted by Syriopoulou-Delli et al.
(2016), they found that general education teachers want their professional development training
to focus on counseling, collaboration, and establishing healthy and productive relationships with
parents of students with SEND.

Cooperation between parents of students with ASD, general and special education
teachers, and school staff contributes to the skills youth with ASD need to succeed in school and
at home (Syriopoulou-Delli & Polychronopoulou, 2019). Establishing an effective relationship
between parents, teachers, and the school staff provides an invitation for additional collaborative
efforts from speech therapists, physiotherapists and other paraprofessional services needed to

assist in the success of students with ASD in IE (Syriopoulou-Delli & Polychronopoulou, 2019).
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Summary

Chapter Two included the statement of the problem, discussion of the theoretical
framework used for this research study, and a review of relevant existing literature about
understanding general education high school teachers’ descriptions of their experiences teaching
high school students with ASD in IE. Specifically, the discussion encompassed the ToM model
(Echaniz & Cronin, 2014; Zeanah, 2018), which is the theory this study was grounded in. A
synopsis of related literature about understanding teachers’ descriptions of their experiences
teaching high school students with ASD in IE was provided concerning challenges they face,
strategies and interventions they use, and the relationships they build to assist them in creating an
environment where students with ASD can learn and grow.

The problem identified in this study is students with SEND including those with ASD are
graduating from high school with at least half earning a diploma (Torreno, 2012). Over 90% of
students with ASD are receiving an education in a typical school with almost half included in
general education classrooms at least 80% of the school day. General education teachers, despite
their lack of training, are expected to use effective interventions and strategies to meet the
complex needs of students with ASD and respond appropriately to every problem related to the
diverse needs of their students (Able et al., 2015; Hedges et al., 2014). Additional research is
needed to determine the kinds of development necessary to make meaningful and lasting
improvement to education for students with ASD (Austin & Pena, 2017; Echaniz & Cronin,
2014). This research study provided an opportunity to fill the gap in the current literature
regarding understanding general education high school teachers’ descriptions of their

experiences teaching high school students with ASD in IE.
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CHAPTER THREE: METHODS
Overview

The purpose of this case study was to understand teachers’ perspectives and experiences
teaching high school students with autism spectrum disorder (ASD) in inclusive education (IE)
with respect to challenges they face, strategies and interventions they use to manage the
classroom, and relationships they build to create an environment where students with ASD can
learn and grow. This case study was based on the theory of mind (ToM), which was initially
developed by Premack and Woodruff (Wellman, 2017). The ToM was used to guide this study
and provide insight into the experiences of general education high school teachers had teaching
youth with ASD in an inclusive environment. Understanding how youth are affected because
they lack ToM will help determine if youth with ASD in IE are receiving a quality education.

Chapter Three includes an outline of the methods used to describe the participants’
experiences teaching high school youth with ASD in an inclusive environment. Furthermore, the
intent of this study and a detailed depiction of the methods for conducting the research are
described. Chapter Three also details the procedures | used to conduct the study. Chapter Three
will conclude by acknowledging the trustworthiness and ethical considerations to be considered
while conducting the research.

Research Design

This qualitative research begins with a problem and places the researcher in the natural
setting to interpret and analyze data (Creswell & Creswell, 2018). Therefore, the type of research
most appropriate for this study was qualitative because | could immerse myself in the natural
context, conduct individual interviews, and provide a rich description of the problem. The

qualitative design was also appropriate for this study because there was a need to explore how
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general education high school teachers described their experiences teaching students with ASD
in an inclusive environment. A quantitative method would not provide the necessary data that
personal interviews with the participants in an educational setting would provide.

This study was a qualitative single case study and based on a theoretical framework that
adds to the existing knowledge within the study of IE. The theoretical framework guides the
central research question, and addresses the research problem (Creswell & Creswell, 2018).
Additionally, this research encompassed an emerging approach to allow changes to be made to
the design as needed based on information gained during the research process. Regarding the
setting, | conducted this study in the natural setting of the inclusive classroom, which was critical
to understanding the experiences of the participants. Conducting the study in the natural setting
is a characteristic of qualitative research (Yin, 2018).

Inclusion must be viewed as a complex, ongoing, and evolving process (Goodall, 2015;
Shani & Hebel, 2016). Implementing inclusion requires effective classroom management
techniques to identify and remove barriers and to construct a stable foundation for inclusive
learning (Shani & Hebel, 2016). To fully understand the inclusive environment, I relied on the
descriptions and experiences of the general education teachers who were considered the key to
success in IE (Shani & Hebel, 2016).

The qualitative method is flexible in its approach, encompassing various options and
accepted methods for collecting data that will support the research findings. This study was
conducted in a traditional high school in an inclusive classroom where a general education
teacher had students with SEND who were taught alongside TD youth. Conducting this study in

an inclusive classroom was critical to understanding the experiences of the participants, which
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were elucidated in their descriptions during the individual interviews and the group discussion
sessions (Kvale, 2007; Yin, 2018).

The case study approach provided an opportunity to develop a complete picture of the
phenomenon under investigation. According to Yin (2018), researchers use the case study design
to answer questions of why, how, and what. Case studies are an empirical method researchers
use to conduct an in-depth investigation of an existing phenomenon within a real-world context
(Yin, 2018). The single-case research design was appropriate to test the validity of the ToM
(Kimbi, 2014).

The single-case study research design was appropriate to describe the phenomenon in the
setting in which it occurred and to describe the experiences of general education high school
teachers who teach high school students with ASD in IE. The goal of this single case study was
to detail and analyze the case to determine how general education teachers experience a
particular phenomenon (Neuman, 2006). Additionally, choosing the single case study design
allows for the collection of data, the use of other data sources provided by previous researchers,
and the exploration of data in a real-world environment to explain the phenomenon (Yin, 2018).

When collecting data, care was afforded to understand the participants’ descriptions of
their experiences teaching high school students with ASD in IE. A complete description of
participants’ experiences and challenges to create an effective learning environment and
collaborative efforts in IE was considered (Yin, 2018). Inductive reasoning was applied to
investigate the experiences of general education high school teachers who instructed students

with ASD in IE Creswell & Creswell, 2018; Yin, 2018).
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Research Questions

Central Research Question

What are the perspectives and experiences of general education high school teachers with
teaching students diagnosed with autism spectrum disorder in inclusive education?
Sub-Question One

How do general education high school teachers in an inclusive environment describe
challenges they experience in the classroom while teaching students with ASD?
Sub-Question Two

What are general education high school teachers’ descriptions of the strategies and
intervention techniques they implement to assist students with ASD in IE?
Sub-Question Three

How do general education high school teachers in IE describe their interactions with
parents of students with ASD, their peers in special education, and the school administrative
staff?

Site

In a case study, the setting is critical to understanding the case since the situation is
bounded by a precise set of circumstances (Stake, 1995; Yin, 2018). The setting for the present
study was inclusive classrooms where general education high school teachers taught TD students
and students with SEND to include students with ASD. The inclusive classrooms were in a
public senior high school in the Cumberland County School District in North Carolina. The site,
referred to by the pseudonym Johnathon Brandon High School, was selected as the location

because it was a model for other high schools across the target school district. The school district
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consists of 86 schools, including 53 elementary schools, 15 middle schools, 14 high schools, and
approximately four special schools and academies (Cumberland County Schools, 2018).

Johnathon Brandon High School has a diverse student body of approximately 2,000
students in grades 9 through 12. Johnathon Brandon High School had a performance grade score
of 86 during the 2017-2018 school year, which exceeded the overall growth for the state
(National Center for Education Statistics [NCES], 2018). Johnathon Brandon High School
employs 102 teachers, and its student-to-teacher ratio is 19:1 (NCES, 2018). During the 2016—
2017 school year, 30% of teachers at Johnathon Brandon had advanced degrees, 90% were fully
licensed, and 64% had 10 years or more of teaching experience (NCES, 2018). Specific
information regarding the number of students with SEND or youth with ASD attending
Johnathon Brandon High School was not made available at the time of this research.

Johnathon Brandon High School has been recognized by the North Carolina High School
Athletic Association (NCHSAA) as an exemplary school and was commended for its overall
programs, including athletic opportunities and facilities, community interest and involvement,
and academics. Organizationally, Johnathon Brandon High School has a diverse administrative
staff consisting of 51.72% female and 48.28% male. The racial demographics of the staff are as
follows: 37.6 % = Caucasian, 31.6% = African American, and 15.3% = Hispanic (School Digger,
2019). The Johnathon Brandon High School administrative staff is organized with one senior
school principal and five assistant principals. Each administrator has their area of responsibility
to ensure full managerial oversight for areas deemed critical for student success.

Participants
This research utilized purposeful criterion sampling procedures (Creswell & Creswell,

2018). Participants were selected from a pool of general education teachers who taught in IE at
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Johnathon Brandon High School and, more specifically, general education teachers with students
diagnosed with ASD. Twelve participants were selected. The influx of students identified with
SEND in general education classrooms is conducive to investigating the challenges, strategies,
and collaborative efforts of general education teachers in an inclusive environment.

The participants were high school teachers who taught Grades 9 to 12 in an inclusive
environment. They taught students in Grades 9 to12 with special needs, with some identified as
students with ASD. According to the NCES (2018), there are approximately 102 nationally
certified teachers at Johnathon Brandon High School.

Volunteer participants were recruited from the staff of general education teachers at
Johnathon Brandon High School during the 2019-2020 school years. All general education high
school teachers who had students with ASD in an inclusive classroom received a survey (see
Appendix A) approved to solicit their participation. The survey included questions regarding the
teachers’ experience teaching students with SEND and their demographic data to understand
how general education teachers were selected to teach students with SEND. | provided the senior
principal at Johnathon Brandon High School with a copy of the survey and the Informed Consent
Form for Teachers (Appendix A) to help foster a greater sense of trust between the researcher
and the administration staff.

Purposeful sampling procedures were used because the participants needed to have
experience working in the same learning environment and educational settings. Although some
variables were present, such as the total number of students in an inclusive classroom and the
teacher teaching the class, the participants were exposed to the same learning environment as
defined by the case. The participants should have understood, through their experience, the

dynamics of a typical classroom and if it was an effective learning environment. The participants
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for this research were investigated to understand general education teachers’ perspectives and
experiences teaching high school students with ASD in IE with respect to challenges they face,
strategies and interventions they use to manage the classroom, and relationships they build to
create an environment where students with ASD can learn and grow.

Procedures

Before collecting data for this study, | sought approval from the Institutional Review
Board (IRB) at Liberty University. All proper protocols were followed to ensure the appropriate
permissions are obtained from the staff and faculty according to Liberty’s IRB protocol. A copy
of the participant consent form and the Liberty University IRB approval letter were included as
appendices. A request was sent to communicate with the county school board and the
administrators at Johnathon Brandon High School to describe the purpose of the study. Upon
receiving permission from the county school board at the administrators, participants were
provided with a description of the purpose of the study.

Once participants were identified, each participant received an informed consent form for
teachers (see Appendix A) and an accompanying cover letter that explained the nature of the
study. To ensure participant confidentiality, the names of participants did not appear on a teacher
demographics questionnaire (see Appendix B). Data will be stored and locked in a locked
cabinet for 3 years after completing the study. After 3 years, the data will be destroyed.

The informed consent process ensures that participants are protected. Confidentiality is
the primary assurance under informed consent, and it is an ethical requirement in research
(Creswell & Creswell, 2018). Informed consent consisted of informing participants that
participation in this study was voluntary. Participants could withdraw from this study at any

time, for any reason, without consequences, and an informed consent form for teachers (see



75

Appendix A) ensured confidentiality for all information collected. Prior to collecting data,
participants were aware of the purpose of the study and the procedures for selecting participants
and collecting data, withdrawing from the study, and contacting either Liberty University or the
researcher if they had any questions.

Data collection began by providing general education teachers with the Teacher Survey
(see Appendix D), which provided a context for the study. The survey revealed specific and
significant response patterns that guided the individual interview questions, and the focus group
questions (Patton, 2015). The survey consisted of 12 participants who elected to complete it. Of
the 12 participants who completed the survey, nine participants volunteered for the individual
interview and five volunteered to participate in the focus group. The survey was collected and
analyzed prior to the individual interviews to gain insight into the impact IE had on students with
ASD, the challenges general education teachers experienced teaching youth with ASD in IE, and
the strategies and interventions general education teachers implement in IE. The survey also.
provided insight into the relationship general education teachers had with parents of students
with ASD, special education teachers, and administrators at Johnathon Brandon High School.

Individual interviews were conducted with participants in accordance with proper
protocols described, in part, by Castillo-Montoya (2016), to gather insight from participants
regarding their experiences teaching high school students with ASD in an inclusive environment.
The semi-structured interviews elicited participants’ responses regarding their experiences as
general education high school teachers in IE. | asked follow-up questions to further develop the
participants’ stories (Kvale, 2007).

| sought to develop rapport with the participants by speaking candidly about myself and

the purpose of the study. Speaking openly about myself was an effective medium for participants
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to gain an understanding of me and to establish a sense of trust between me and the participants
(Kvale, 2007). As participants began to trust me and gain an understanding of the purpose of the
study, they felt free to speak and divulge more of their experiences and feelings (Kvale, 2007).

As the researcher for this study, | followed the seven stages of an interview as described
by Kvale (2007). The first stage consists of ensuring that | developed the purpose of the
interview and that | understand topic being discussed before | committed to conducting the
interviews. Kvale insisted that the ‘why’ and the ‘what’ of the phenomenon being investigated
should be answered long before attempting to answer the “how’.

The second stage of Kvale’s seven stages of an interview involves planning the design of
the study. Kvale (2007) concluded that designing the research study required researchers to
obtain the intended knowledge and consider the moral implications of the study. Researchers
who conduct qualitative interviews seek to uncover different aspects of the interviewee’s life
(Kvale, 2007). The description of the phenomenon as experienced by the interviewee was
provided with precision during the interview and corresponded to the exactness found in
qualitative works (Kvale, 2007).

Face-to-face interviews were not possible because of the pandemic. It was not considered
safe to sit in a closed area with anyone during the earlier stages of the pandemic. The school
principal at Johnathon Brandon High School was not allowing research projects to be conducted
in the school and discouraged his teachers to not participate in research projects for fear of
someone getting sick. Bearing in mind the parameters | had to operate in, | scheduled virtual
meetings with participants via Zoom and Google Meet. Of the 12 participants who participated
in the survey, only nine were willing to participate in the individual interview. | scheduled the

virtual interview based on the availability of the participants. | did not use a separate recording
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device during the virtual interview. Zoom and Google Meet has a recording option to record
meetings. Written consent forms for me to record the virtual meetings were required for the
virtual interviews.

The transcribing is stage four of Kvale’s interview plan. To prepare the interview
materials for analysis, | manually transcribed the recorded oral speech for further analysis
(Kvale, 2007). Once the data was manually transcribed, | provided a copy of the text to
participants to ensure | captured what participants wanted to convey during the interview.
Researchers refer to this process as member checking (Birt et al., 2016; Kvale, 2007).

The semi-structured focus group session was this study’s final method of data collection.
Because of the global pandemic, the focus group sessions occurred virtually to provide
participants an opportunity to provide deep reflection pertaining to the questions in a
nonthreatening permissive environment (Krueger & Casey, 2015). The focus group session was
conducted utilizing a synchronous virtual meeting platform, web-conferencing tool. There were
several synchronous web-conferencing tools available on the web; however, Zoom and Google
Meet were the only web-conferencing tools that were available to participants.

Participants who selected to use Zoom could preserve their privacy during meetings with
end-to-end encryption. This ensured that communication between all meeting participants was
encrypted using cryptographic keys that were familiar only to participants’ devices. If
participants wanted to use Google Meet, all data in Google Meet were encrypted in transit by
default between the client and Google for video meetings on the web browser, on the Meet
Apple iOS apps, and in meeting rooms with Google meeting room hardware. Participants were
emailed and asked which virtual meeting platform they preferred and the date and time they

wanted to meet. A consensus was reached to determine the best date and time to meet, and the



78

meeting platform participants preferred. After determining an appropriate virtual meeting
platform and the date and time to meet, | reserved the meeting date and time in the virtual web-
conferencing tool selected by the group and emailed it to all members of the group. The schedule
and the weblink for the virtual meeting platform were emailed to everyone in the group as an
invitation to the focus group session. A reminder was sent out 24 hours prior to the start of the
meeting, reminding everyone in the group of the pending meeting.

The focus group session was recorded using the audio-visual recording software to ensure
the accuracy of the transcripts for data analysis. Zoom and Google Meet had the requisite audio-
visual recording software, so additional software was not necessary. Each single-session focus
group was scheduled for 90 minutes. By scheduling a 90-minute focus group, | could give
participants time to introduce themselves and establish the group norms (Krueger & Casey,
2015).

Participants who volunteered for the individual interview were also asked to participate in
the focus group. Through a combination of the individual interview questions and the focus
group, | could provide a comprehensive description of participants’ experiences. A focus
interview protocol for the focus group was used to help gain a thick, rich description of the
experiences of general education high school teachers teaching youth with ASD in an inclusive
environment (Creswell & Poth, 2018; Yin, 2018).

The focus group discussion included five participants and followed a semi-structured
focused format, thereby allowing the discussion questions to change and emerge based on the
information provided by the participants (Krueger & Casey, 2015). Throughout the focus group
sessions, | used memoing to note participants’ digital interactions and my observations (Birks et

al., 2008; Corbin & Strauss, 2014). Data collected from the focus group will be stored securely
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on a password-protected electronic file and backed up on a flash drive that will be stored in a
locked file cabinet (Creswell & Poth, 2018). Transcribed written notes will be stored and locked
in a locked cabinet for 3 years after completing this study. After 3 years, the data will be
destroyed.

The focus group discussion followed Krueger and Casey’s (2015) focus group protocol
and was hosted virtually on either Zoom or Google Meet. Following the introductions and norm-
setting, the questions were posed in the following order: (a) opening questions, (b) introductory
questions, (c) key questions, and (d) ending questions (Krueger & Casey, 2015). As the
facilitator or moderator, | opened the discussion by describing the goal for the focus group. By
identifying the focus group’s goal, | encouraged participants to provide different ideas and
opinions regarding the phenomenon. Efforts were made to encourage participants to provide
input during the discussion, and specific steps were taken to ensure that one or two participants
did not dominate the discussion. A set of 10 predetermined questions were posed to participants,
but the discussion was designed to allow participants to make comments and to encourage them
to share their thoughts and ideas with each other (Krueger & Casey, 2015).

The fifth and sixth stages of Kvale’s interview plan encompass the data analysis process.
The data analysis process will be explained in greater detail in the Data Analysis section. My
goal during data analysis was to provide a description of the experiences of general education
high school teachers who instructed students with ASD in IE (Yin, 2018). Collected data were
analyzed through the following procedures: (a) categorical aggregation, (b) direct interpretation,
(c) pattern identification, (d) a description of the case, and (e) a natural generalization regarding

the data collected (Creswell & Creswell, 2018; Creswell & Poth, 2018).



80

The integration of the document analysis procedures, interview protocols, and case-study
protocols fulfilled the requirements of triangulation (Yin, 2018). Trustworthiness was
demonstrated through a combination of credibility, dependability, confirmability, and
transferability. Pseudonyms were used for the participants and the setting to protect identities of
the individual participants and the setting (Creswell & Poth, 2018; Yin, 2018). All collected data
were protected by storing them in a locked cabinet and saving them in a password-protected file.

Researcher’s Role

| served as the primary human data collector and nonparticipant observer throughout the
life cycle of this research. | conducted structured interviews with participants and facilitated a
semi-structured focus group session, taking copious notes to gain a better understanding of
general education high school teachers’ experiences teaching students with ASD in an inclusive
environment (Creswell & Creswell, 2018; Yin, 2018). | also analyzed notes taken from the
interviews and the group discussion session. The focus of the interviews and group discussion
session was to identify the challenges that general education teachers experienced in an inclusive
environment and describe the strategies and interventions they used to create an effective
learning environment and their collaborative efforts in IE (Yin, 2018). | made a concerted effort
to select participants with whom | did not have a personal or professional relationship. Regarding
the setting, | did not work for the high school in which this study occurred, and | did not serve in
a position of authority over any of the participants.

Personal interviews and the focus group discussion follow the protocols suggested by
Krueger and Casey (2014), Yin (2018), and Creswell and Poth (2018). | noted any personal
biases pertaining to general education high school teachers instructing students with SEND and

TD youth in an inclusive environment. It was not possible to eliminate all personal biases;
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however, acknowledging my perceptions and experiences was necessary to increase the
trustworthiness and authenticity of the research process. A detailed description of any potential
bias on the implementation of this study and the analysis of the results will be described within
this chapter (Creswell & Creswell, 2018).

To limit personal bias regarding general education high school teachers who taught
students with ASD in an inclusive environment, | monitored my interview questions (see
Appendix C) when interviewing participants or sitting in classrooms collecting data during my
observations. The interview questions were drafted to avoid leading questions and personal
biases. By considering my biases and remaining subjective in my questioning, | gleaned accurate
responses from participants regarding their experiences teaching high school students with ASD
in an inclusive environment (Creswell & Creswell, 2018; Yin, 2018).

Data Collection

Data collected for this study included a survey, individual interviews, and a focus group
discussion. The rationale for the order of the data is included in each data explication. The
following sections include a detailed discussion of each data source.

Survey

The first type of data collection was a survey. Prior to administering the survey, the
teacher survey (see Appendix D) was provided to administrators for their review and approval.
After they reviewed and approved the survey, | provided the survey to the general education
teachers at Johnathon Brandon High School who taught youth with ASD in IE. The survey
provided answers to questions surrounding the perceived impact general education teachers have
on the inclusive environment and students with ASD. The survey also provided a general

understanding of the relationship general education teachers had with parents of students with
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ASD and the administrative staff and special education teachers at Johnathon Brandon High
School.

Because youth with ASD may appear to be academically capable, they are often placed
in IE. However, they may struggle academically because of the unpredictability often associated
with IE (Goodall, 2015). The survey used in this study was appropriate for gaining an
understanding of the academic performance of students with ASD in IE, the curriculum
orientation of general education teachers in IE, and the learning outcomes general education
teachers had for their classes. The academic performance of students with ASD could be the
result of difficulties students with ASD encounter because of their inability to relate in a social
setting and to communicate when they struggled understanding the academic content.

Items pertaining to student demographics were not included in the survey because of
mandated student privacy laws. Parents of students with SEND received and signed a Parent
Consent form (Appendix F). Students with SENDs, including those with ASD, were not
questioned by the researcher to avoid violating any student privacy laws. General education
teachers were asked to provide only pertinent information to understand students’ disposition in
the classroom. Care was taken to avoid collecting unnecessary data.

Individual Interviews

Individual interviews were the second method of data collection. Face-to-face interviews
were not possible, so | interviewed participants via Zoom and Google Meet, depending on their
preference. The interviews were conducted following Kvale’s (2007) seven stages of an
interview inquiry. The interviews were semi-structured and designed to reveal the essence of the

phenomenon from the participants’ perspectives (Kvale, 2007).
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The in-person interviews were recorded using audio-visual digital recording devices to
ensure accurate transcripts for data analysis. Individual interviews conducted via Zoom or
Google Meet, | was able to use the built-in recording option each virtual meeting room was
designed with, to record the interviews. | followed a semi-structured format (Appendix C) to
decrease the likelihood of projecting bias when questioning and to allow me to adapt or change
questions based on participants’ responses (Catherine & Gillian, 2004; Yin, 2018).

Throughout the interviewing process and immediately following the interviews, | used
memoing to take reflective notes of participants’ body language, voice tone, and nonverbal
responses (Creswell & Creswell, 2018). Because taking reflective notes of participants’ body
language, voice tone, and nonverbal responses was challenging when interviewing participants
via Zoom, | relied on active listening to hear inflections in participants’ voices that could have
communicated changes in their perceptions because of answering certain questions.

Qualitative researchers occasionally impose their personal beliefs and interests on
participants during the interview stage (Hogbacka, 2017; Knapik, 2006). When researchers
impose or reveal their personal beliefs and interests during interviews, they increase the
likelihood of response bias among participants (Birt et al., 2016). To prevent researcher bias, |
used member checking to ensure participants’ thoughts were conveyed accurately. Researchers
use member checking to help them validate and assess the trustworthiness of the qualitative
results and promote active involvement among participants in the processes of checking and
confirming the interview transcripts (Birt et al., 2016).

Each participant checked the transcription of their interview to ensure the transcription of
the interview was accurate. Changes to the transcripts occurred only after participants reviewed

the transcripts and requested that changes be made (Creswell & Creswell, 2018). The interviews



84

were conducted and recorded on Zoom. Participants were allowed to review the audio recordings

and review all transcriptions from the interviews. Changes to the transcripts occurred if

participants deemed that what was written was inaccurate. By allowing participants to review the

interview transcripts, | decreased the likelihood of researcher bias. Data from the interview were

stored in a locked filing cabinet. Electronic files were secured in a password-protected file on my

computer desktop. The predetermined, open-ended questions used during the semi-structured

interview format are included below, with the related central research questions (CRQ) and the

research sub questions (SQs) listed in parentheses.

1.

In what way did your practice as a teacher change based on your experiences teaching
youth with ASD in an inclusive classroom? (SQ1, SQ2, SQ3)

What experiences went well with the inclusion of students with ASD in your class?
(CRQ, SQ1)

What experiences did not go well with the inclusion of students with ASD in your
class? (CRQ, SQ1)

What skills are needed to be an effective teacher in inclusive education, especially
teaching students with ASD and their TD peers? (SQ1)

What are some general factors that describe the communication you have with the
parents of students with ASD? (SQ3)

How would you describe the communication you have with the parents of students
with ASD? (SQ3)

What are some general factors that describe the communication you have with the

teachers who teach special education classes? (SQ2, SQ3)
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8. How would you describe the communication you have with the special education

teachers? (SQ2, SQ3)

9. How would you describe the partnership that exists between the homes of students

with ASD and school? (SQ3)

10. What additional relationships could be established to enhance the learning

environment in an inclusive classroom? (SQ3)

11. What types of interventions and strategies were you able to implement to control

disruptive behavior of students with ASD? (SQ2)

Questions 1, 2, and 3 were designed to develop a baseline of participants by
understanding, from their perspective, their experiences teaching youth with ASD in an inclusive
environment. Establishing rapport at the onset of the interview helps to develop a connection
between the participants within the group and the facilitator of the group. Establishing rapport
within the group also helps to create an environment that is non-threatening and conducive for
sharing information (Creswell & Creswell, 2018).

Question 4 addressed training general education teachers received to teach students with
disabilities in IE. Shani and Hebel (2016) suggested that teachers with special education training
in their background demonstrated a greater sense of competence when working with students
with disabilities, the parents of students with disabilities, and colleagues who worked with
students with disabilities. According to Able et al. (2015), teachers reported that students with
ASD were less likely to share their presentations, ask their teachers questions, or work with their
classmates on specific projects than students without ASD. They found students with ASD were
less likely to do those things because their teachers were uncertain of how to engage with them

and encourage them to participate in class. Able et al. (2015) suggested if teachers had the
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training they needed, they would know how to overcome these issues or challenges appropriately
and be more confident when encouraging students with ASD to participate in the learning
process.

Question 4 also addressed the teachers’ self-efficacy. Shani and Hebel (2016) found that
when teachers felt they lacked the requisite training to deal with issues experienced in an
inclusive classroom, they developed negative emotions about their performance. The challenges
teachers encounter when working students with ASD include addressing specific and individual
learning needs, creating a specialized curriculum to enhance the learning environment, and
addressing misbehavior (Corona et al., 2017). Addressing those challenges could increase
teacher burnout; however, providing proper training and increasing teacher self-efficacy can
decrease the likelihood that teachers experience frustration, anger, or burnout (Able et al., 2015;
Corona et al., 2017; Shani & Hebel, 2016).

Questions 5, 6, 7, 8, 9, and 10 addressed the collaboration efforts that researchers found
were necessary in schools. Schultz et al. (2016) suggested that parental involvement in the school
is a primary link to students’ performance and that parental involvement supports academic
success, increases the likelihood that students participate in school organizations, and creates a
healthy social environment. Parents, as the primary advocate for their student, are not the only
ones who should be supporting teachers’ efforts to improve the inclusive learning environment.
Echaniz and Cronin (2014) found that for collaboration to be effective in the classroom, a
relationship must be established between the teacher and the parent(s) of students with ASD, the
school administrator(s) and the teacher, and other educators who have experience working with

students with ASD. Echaniz and Cronin called for collaborative teams to address issues and
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concerns that arise in an inclusive environment. Asking the participant about the level of
collaboration addresses several concerns in this research.

Question 11 addressed inclusive education and its impact on students with ASD.
According to Goodall (2015), the inclusive environment is complex and perceived by teachers as
a method of integration instead of an environment to meet the learning needs of students. Shani
and Hebel (2016) concluded that inclusive education is a process that requires daily maintenance,
while at the same time, demands administrators identify and remove barriers to construct a
foundation inherent to an inclusive organization and an environment conducive to learning.

Questions 12 and 13 focused on the teachers’ experience to answer questions that
addressed interventions and strategies implemented in IE. Teachers are responsible for ensuring
their classrooms are safe learning environments that are free of distractions and disruptive
behaviors (Van Brummelen, 2009). For teachers to ensure their classrooms are free of
distractions, they must receive the proper training to deal with disruptive behaviors. Marder and
deBettencourt (2015) found that EBPs were evidence-based strategies for teaching students with
ASD; however, the NRC (1997) stressed that teachers must receive the required training to
ensure they implement evidence-based strategies correctly when teaching students with ASD.
Focus Group Interview

The focus group was the final method of data collection. Because of the COVID-19
pandemic, the focus group was conducted virtually to offer the participants an opportunity to
provide deep reflections to the questions in a non-threatening, permissive environment (Krueger
& Casey, 2015). Participants were emailed and given the option to meet via Zoom or Google
Meet. In the email, | also asked them to select a date and time to meet. They elected to meet via

Zoom. Zoom can preserve participants’ privacy during meetings with end-to-end encryption.
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This ensured that all communication between participants was encrypted using cryptographic
keys known only to participants’ devices.

Upon agreeing to meet via Zoom and identifying a date and time that fit everyone’s
schedule, I reserved the meeting date and time in my planner. Next, | sent a meeting invitation
via Zoom to everyone in the focus group meeting. The invitation included a weblink to the focus
group meeting. An email was sent out 24 hours prior to the start of the meeting to remind
everyone in the group of the pending meeting.

The focus group meeting was recorded using the audio-visual recording software to
ensure the accuracy of the transcripts for data analysis. Zoom has audio-visual recording
software, so additional software was not necessary. The session focus group lasted
approximately 90 minutes. By providing participants with 90 minutes, | could allow participants
to introduce themselves and set the group norms (Krueger & Casey, 2015).

There were nine participants who volunteered for the individual interviews who were also
asked to participate in the focus group. However, only five of the nine participants volunteered to
participate in the focus group. A combination of individual interview questions and the group
discussion provided a more comprehensive perspective of participants’ experiences. A focus
interview protocol for the focus group was used to help gain a thick, rich description of the
experiences of general education high school teachers teaching youth with ASD in an inclusive
environment (Creswell & Poth, 2018; Yin, 2018).

Focus group discussions followed a semi-structured focused format to enable the
discussion questions to change and emerge based on the information provided by the participants
(Krueger & Casey, 2015). Throughout the time the focus group met, | used memoing to help

keep note of participants’ digital interactions and any observations made during the discussion
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(Birks et al., 2008; Corbin & Strauss, 2014). Data collected from the focus group were stored
securely on a password-protected electronic file, backed up on a flash drive, and stored in a
locked file cabinet (Creswell & Poth, 2018). Transcribed written notes will be stored and locked
in a locked cabinet for three years after completion of the study. After three years, the data will
be destroyed.

The focus group discussion followed Krueger and Casey’s (2015) focus group protocol
and hosted virtually on Zoom. Following the introductions and norm-setting, the questions were
in the following order: (a) opening questions, (b) introductory questions, (c) key questions, and
(d) ending questions (Krueger & Casey, 2015). Serving as the facilitator or moderator, | opened
the discussion with an explanation of the goal for the focus group. By stating the goal of the
focus group, | generated a variety of different ideas and opinions regarding the phenomenon
under investigation. Efforts were made to encourage all participants in the group to provide input
during the discussion, and specific steps were taken to e-nsure that one or two individuals did not
dominate the discussion. A set of 10 predetermined questions were posed, but the discussion was
designed to allow participants to provide other thoughts and ideas (Krueger & Casey, 2015).
Below are the focus group predetermined, open-ended questions and the central research
questions (CRQ,) and the research sub-guestions (SQs) addressed in parentheses (Yin, 2018).

1. How would you describe your experience as a general education high school
teacher teaching youth with ASD in inclusive education? (SQ1, SQ2, SQ3)

2. What experiences went well with the inclusion of students with ASD in your
class? (CRQ, SQ1)

3. What experiences did not go well with the inclusion of students with ASD in your

class? (CRQ, SQ1)
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4. What skills do you need as a teacher to be effective teaching students with ASD?
(SQ1)
5. How would you describe the communication you have with the school
administration? (SQ3)
6. How would you describe the communication you have with the parents of
students with ASD? (SQ3)
7. What are some general factors that describe the communication you have with
special education teachers? (SQ2, SQ3)
8. How would you describe the partnership that exists between the parents of
students with ASD and the school administration? (SQ3)
9. How would you describe your relationship with the parents of students with
ASD? (SQ3)
10. How would you describe your relationship with special education teachers
teaching at your high school? (SQ3)
11. What additional relationships could be established that would enhance the
learning environment in your classroom? (SQ3)
12. What types of interventions and strategies were you able to implement to control
disruptive behavior of students with ASD? (SQ2)
Question 1 was designed to provide insight into general education high school teachers’
experiences teaching youth with SEND in an inclusive environment. This question also helped
the group become better acquainted with one another, creating a more welcoming environment,

and establishing better group discussions.
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Questions 2 and 3 provided insight into how the group viewed their time teaching youth
with SEND in IE. Research revealed that general education teachers often experienced
frustration, anger, and fear when teaching students with SEND in IE and a lack of confidence in
their ability to meet those students’ needs (Shani & Hebel, 2016). Understanding the groups’
perception of their experience in IE teaching students with ASD provided a foundation for
discussing and addressing the purpose of this research. When answering these questions,
participants could have revealed preconceived thoughts or notions about teaching in IE and if
those preconceived notions affected their experience teaching students with ASD in IE.
Participants could have also revealed what affect their preconceived thoughts or notions had on
the learning environment.

Question 4 addressed the special education training that general education teachers in IE
received. Shani and Hebel (2016) found that teachers who received special education training
demonstrated a greater sense of competence when working with students with SEND, the parents
of students with special needs, and school administrators. According to Able et al. (2015),
teachers reported their students with ASD were less likely to share presentations, ask questions,
or work with other students on specific projects than their peers. They attributed the
unwillingness of students with ASD to do those things to teachers’ inability to engage students
and encourage them to participate in class. Able et al. believed that if teachers had the requisite
training, they would know how to engage students with ASD appropriately and encourage them
to participate in class.

Question 4 addressed the teachers’ self-efficacy. Shani and Hebel (2016) found that when
teachers did not have the requisite training to deal with issues they experienced in IE, they

developed negative perceptions of their performance. The challenges teachers encounter in the
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classroom deal when addressing the distinct needs of students with ASD include developing
specific and individual plans, creating a specialized curriculum to enhance the learning
environment, and managing deviant student behavior (Corona et al., 2017). Addressing these
challenges could cause some teachers to feel burned out; however, providing proper training and
promoting teacher self-efficacy are effective strategies for reducing feelings of frustration, anger,
and burnout (Able et al., 2015; Corona et al., 2017; Shani & Hebel, 2016).

Questions 5, 6, and 7 addressed the communication general education teachers had with
parents of students with ASD, special education teachers in the school, and school
administrators. Schultz et al. (2016) underscored the inextricable link between parental
involvement and students’ academic performance, and they noted that parental involvement
promoted academic success, moved students to become more involved in school organizations,
and created a healthy social environment. Echaniz and Cronin (2014) concluded that teachers
must establish a positive relationship with the parent(s) of youth with ASD, the school
administrator(s), and other educators with experience working with students with ASD. Echaniz
and Cronin called for collaborative teams to address issues and concerns that arise in an inclusive
environment. Developing a clear understanding of the communication that occurred between
parents of students with ASD, special education teachers, and the school administrators could
provide insight into further collaboration efforts. These questions could have also provided
insight into the collaboration these teachers experienced in their school and helped generate
conversation toward the next group of questions.

Questions 8, 9, and 10 addressed the collaboration efforts between general education
teachers, parents of students with ASD, special education teachers, and the high school

administrators. Understanding general education teachers’ communication is one aspect, but with
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questions 8 through 10, | wanted to know if general education teachers felt alone in their efforts
to provide a curriculum to students with SEND to include ASD in IE. These questions helped me
to understand general education teachers’ self-efficacy in an inclusive classroom.

Question 11 addressed agencies or organizations general education teachers collaborated
with to receive assistance teaching in IE. Van Brummelen (2002) believed that teachers have a
responsibility to not only own a curriculum vision but also work with others to implement the
vision. Van Brummelen further noted that positive collaboration is a basic building block for
successfully implementing the vision.

Question 12 provided insight into the interventions and strategies general education
teachers planned and implemented to create a positive learning environment in IE. Discussions
could have uncovered what interventions and strategies teachers developed and if those
interventions and/ strategies implemented were successful. By discussing interventions and
strategies, teachers could discuss discipline issues they encountered in IE. Discipline issues could
contribute to the challenges of general education teachers in IE experience. This conversation
could also address the training teachers received in managing discipline issues or the training
they needed to manage discipline issues effectively.

Data Analysis

Data analysis is an ongoing nonlinear process (Creswell & Creswell, 2018). The goal of
the data analysis procedures was to provide a rich description of general education high school
teachers’ experiences teaching students with ASD in IE (Creswell & Creswell, 2018; Yin, 2018).
The ToM model was the theoretical framework for this study, and the model was the guide for
the data analysis procedure (Yin, 2018). The data collected throughout this single-case study

followed specific propositions, thereby providing information in a manner conducive to the
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general analytic strategy (Yin, 2018). The data were compiled into emerging categories to
identify themes. The collected data were coded and organized into Qualitative Data Analysis
Software (QDAS) a program called, MAXQDA. Once the data were organized in MAXQDA,
the data were analyzed. The data were then placed into chronological order to represent patterns
and themes identified during the data collection process and to analyze the information in the
order in which the data were collected (Creswell & Poth, 2018).

| used categorical aggregation, direct interpretation, and pattern identification to make
naturalistic generalizations about the collected data (Creswell & Creswell, 2018; Creswell &
Poth, 2018). Before the interviews and focus group discussion, a survey was administered to
general education teachers who taught students with SEND in IE and collected for final analysis.
The information developed through analysis was placed in categories and organized for insight
into the challenges educators encountered in IE, strategies and interventions educators
implemented in the classroom, and the efforts educators made to build relationships that
enhanced the learning environment. The insight gained from analyzing the surveys drove the
personal interviews.

Memoing was used to take reflective notes about additional information | learned.
Participants selected for the semi-structured personal interview described their experiences
teaching high school students with ASD in IE. Participants’ responses to the interview questions
were manually transcribed and the transcripts were provided to individual participants for
member checking to ensure validity. Once participants signed and verified their responses to
interview questions, | coded the interview data and developed categories. | carefully read the
manually transcribed data and divided the data into meaningful analytical units (Creswell &

Creswell, 2018). | used MAXQDA to facilitate data storage, coding, and data linkage.
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MAXQDA is a data analysis software system that streamlines how researchers process extracted
data. MAXQDA enables researchers to code, analyze, and visualize complex datasets with an
innate drag-and-drop functionality. | used MAXQDA to analyze the qualitative data, develop
connections, and create complex insight that helped develop common themes. Meaningful
segments of text were assigned a code or category name until all data was coded (Creswell &
Creswell, 2018).

Following data coding, | initiated enumeration strategies to identify the frequency of
specific statements or themes (Creswell & Creswell, 2018). Enumeration is the process of
quantifying data by counting the number of times a word appears or the number of times a code
is applied. Peer debriefing procedures were also employed to check the accuracy of data
collection, reporting, and analysis procedures. Specific attention was given to overemphasized
points and vague descriptions. | met with my peer following the completion of important tasks to
ensure credibility. In addition to meeting in person, | communicated with my peer frequently
through email to ensure the process went smoothly.

Data analysis procedures for the focus group discussion followed the same procedures as
the data analysis procedures for the personal interviews. | used the Classroom Observation
Protocol (Appendix E) to capture notes for each classroom observation | conducted. Memoing
was used to capture notes not captured at the observation site. The data from the observations
were manually transcribed, analyzed, and stored in MAXQDA. Once the data was entered in
MAXQDA, | coded the data and segregated the data using descriptive words (Creswell &
Creswell, 2018). Creswell and Creswell (2018) noted that keeping a master list that houses a list

of all codes is paramount when coding.
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Enumeration was used with the data from classroom observations. Similar words and
codes were counted to help define frequencies (Creswell & Creswell, 2018). Peer debriefing for
classroom observations occurred concurrently with personal interviews to ensure the accuracy of
the data collection, reporting, and analysis procedures.

A form of pattern-matching was used to determine how the data fit within the ToM and
the subunits identified in this study (Yin, 2018). To ensure consistency, triangulation occurred
when data from all three sources were received and compared (Yin, 2018). Collected data were
organized into tables to compare and explore similarities or differences in participants’
perspectives of their experiences teaching youth with ASD in an inclusive environment.

The integration of the document analysis procedure, interview protocols, and case study
protocols fulfilled triangulation (Creswell & Creswell, 2018; Yin, 2018). Conclusions were
drawn after the data collected has been joined from the previously stated procedures (Yin, 2018).
A rigorous analysis involving multiple sources and their convergence was conducted as a
validation strategy for this study (Creswell & Creswell, 2018; Yin, 2018).

Trustworthiness

Trustworthiness was established through a combination of credibility, dependability and
confirmability, and transferability. Trustworthiness starts with an explanation of the methods for
establishing credibility followed by a description of the methods for establishing dependability
and confirmability. It is paramount to take specific steps to confirm that the findings are
trustworthy. O’Leary (2017) stressed that a qualitative researcher must take purposeful steps to
provide precise descriptions and analyze collected data meticulously. Trustworthiness includes
findings that are credible, dependable, confirmable, and transferable. Addressing each of these

components is essential to create “research that has been approached as disciplined rigorous
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inquiry and is therefore likely to be accepted as a valued contribution to knowledge” (O’Leary,
2017, p. 56). The subsequent sections include a description of the steps | took to address
trustworthiness.
Credibility

Credibility refers to the accuracy of the information being presented. By interviewing
participants and conducting a focus group session, | enhanced the credibility of this single-case
study (Yin, 2018). By spending time with participants and listening to them describe their
experiences, | developed an understanding of the phenomenon and could answer questions about
teachers’ perspectives and experiences teaching youth with ASD in IE. Member checking, a
technique wherein participants checked the transcript for accuracy, added to the credibility of the
study (Birt et al., 2016; Creswell & Creswell, 2018).
Dependability and Confirmability

Dependability and confirmability relate to the consistency of the findings to ensure the
findings are dependable. | used triangulation to establish dependability and confirmability.
Triangulation is achieved when multiple data sources are used to authenticate data collected by
one method by using other methods (Gall et al., 2010). The data sources | used for this study
were a survey, individual interviews, and the focus-group session. By using multiple sources, |
contributed to and established the dependability of the findings.

In addition to using multiple sources, | contributed to the dependability of the findings by
ensuring appropriate and accurate data collection procedures, correctly analyzing the findings,
and reporting the findings. All data were consistently collected and verified by the participants.

By spending equitable time with participants, listening to their experiences, and understanding
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the nuances of the experiences of teachers who taught students with ASD in IE, | contributed to
the dependability of the findings.

| established confirmability by remaining neutral throughout this study. To reduce the
potential for bias, | based the findings on the notes from participants’ interviews and their
responses to the initial questions. The interpretation of a participant’s narrative was not skewed
to fit a particular opinion other than that of the participant. To report the findings, | used factual
description and accurate analysis, not a subjugated perspective; however, | acknowledged when
there was a subjective belief on my part pertaining to a theme or concept expressed in the
findings (Patton, 2015). Criteria for truth were established to ensure credibility and impartiality
of the findings to ensure consistent data collection, to expose gaps in the research, and to explain
or prevent inconsistencies throughout the study (Patton, 2015).
Transferability

Transferability is the degree to which the findings of qualitative research can be applied
to other settings. The best way to ensure that the findings are transferable to other settings is to
provide rich, thick descriptions about the research site, the participants, and their experiences.
Researchers achieve transferability by providing evidence that their findings are applicable in
other contexts, situations, times, and populations (Patton, 2015). To establish transferability, I
provided a thick description of the phenomenon under investigation. By providing a thick
description of the phenomenon, | achieved what Lincoln and Guba (1985) described as a type of
external validity. | provided a comprehensive description of the setting wherein | conducted
interviews, clearly stated the time at which | interviewed participants, and ensured participants
had a clear understanding of the data collection methods and the research | conducted (Patton,

2015).



99

Ethical Considerations

To ensure ethical standards, | followed the procedures that Creswell and Creswell (2018)
identified and described. Liberty University’s IRB protocols require that | communicate with the
administration staff to provide clarity on the purpose of the research. Appropriate permissions
will have to be given by the school of education and steps taken to complete Liberty University’s
IRB process. After receiving approval from Liberty University’s IRB staff to conduct this study,
| recruited participants. The participants for this study were contacted to provide them with a
clear description of the study. | made a request to the senior principal at Johnathon Brandon High
School to meet with the participants, the school counselor, and the assistant and senior principal
to discuss the details of this study. A survey was provided to teachers through the school’s
administrative staff to identify prospective participants.

Individuals who were interested in participating in this research were instructed to contact
me through either email or telephone. An informed consent form was provided to participants,
and the informed consent form included directions for returning the form to me. In the informed
consent form, | apprised participants of their right to withdraw from the study at any time
without any repercussions. | used pseudonyms and composite profiles for the participants and the
site to protect the identities of those involved in the research (Creswell & Creswell, 2018; Yin,
2018). All data were protected by storing them in a locked cabinet or in password-protected files
on my desktop computer.

As the primary human data collection instrument, | took copious notes to identify any
personal biases | had about general education high school teachers who instructed students with

ASD in IE. When conducting individual interviews and the focus group session, | refrained from
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asking participants leading questions (Austin & Sutton, 2015; Creswell & Creswell, 2018; Yin,
2018).
Summary

This qualitative single-case study was an exploration of the perspectives and experiences
of high school teachers who taught high school students with ASD in IE. Purposeful sampling
was used to identify participants for the study. A qualitative approach was appropriate for this
research as | could ask participants questions to gain an understanding of their perspectives and
experiences with the phenomenon under investigation and to provide rich, detailed descriptions
of their perspectives and experiences (Creswell & Creswell, 2018).

Chapter Three included an overview of the research design. Chapter Three also included
a description of the methods for collecting and analyzing data, the research site, and the
participants. Chapter Three concluded with a discussion of the procedures for establishing the

trustworthiness of this study.



101

CHAPTER FOUR: FINDINGS
Overview

The purpose of this case study is to understand teachers’ perspectives and experiences
teaching high school students with autism spectrum disorder (ASD) in inclusive education (IE)
with respect to challenges they face, strategies and interventions they use to manage the
classroom, and relationships they build to create an environment where students with ASD can
learn and grow. Data captured using methods described in Chapter Three were analyzed using
the general analytic strategy of relying on theoretical propositions and Sinkovics (2018) pattern-
matching logic (Sinkovics, 2018; Vargas-Bianchi, 2020). Themes emerged based on repetition of
comments and ideas shared via the survey, individual interviews, and the discussions during the
focus group sessions. Provided in the following subsections are descriptions of the participants,
then the case, and finally the results of the findings.

Participants

The composites of the participants are accurate with attention to detail to describe the
experiences of general education teachers who teach students with SEND, which also includes
students diagnosed with ASD, and TD youth in IE. The composites are a compilation of the
survey the participants completed, the individual interviews, and the focus group discussions that
provided a rich, thick description of their experiences. Every attempt was made to give a vivid
and detailed description of the participants while maintaining their anonymity. All names are
pseudonyms, details of the interviews and accounts are accurate, and the reflections are those
expressed by the individual participant.

Johnathon Brandon High School, the original selected research site, was not as

accommodating as | originally assumed they would be when | wrote the proposal for this
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research study. Problems with acquiring participants at Johnathon Brandon High School caused
me to acquire participants from other schools in other districts. Issues associated with the current
pandemic made it difficult to present my research proposal, gain an audience with the
administration, and recruit participants. Acquiring participants for this research study was
difficult because of the current pandemic; however, there were a few who were willing to
participate. Each of the participants elected to participate in different stages of the study after
receiving a notification of an option to participate in a personalized email from me. Not all 12 of
the participants could participate in each stage of the collection process due to prior work
commitments that extended into their personal time because of the pandemic. Of the 12
participants, nine volunteered to participate in the individual interviews while only five
participants volunteered to participate in the focus group.

Data collected on students diagnosed with ASD in IE was inclusive of their age ranges,
gender, and their ethnicity. The data was collected through the participant interest survey and
was used to gain insight into the demographic composition of the participants. The sample size
of the participants was smaller than expected due to the current pandemic. However, Creswell
and Poth (2018) suggest researchers interview from 5 to 25 individuals with experience of the
phenomenon being studied. Educators and school administrators were hesitant to participate in
the research and expressed concern since educators’ work schedules were expanding past normal
business hours. Teachers at the research site were experiencing tremendous pressure from the
parents of students due to policies concerning the wearing of masks in class and other policies
and regulations being instituted because of the pandemic. Understanding the pressure teachers
were facing because of the pandemic and the reaction of parents to state policies and regulations,

| chose not to put too much pressure on teachers to participate. All those who indicated they had
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an interest to participate in the study and completed the informed consent were included in the

participant population of the study. Interestingly, a diverse cross-section of participants was

captured naturally as shown in the demographic data.

The participants included eight males and four females. Of the 12 participants who

participated in the survey, eight identified as African American, two identified as Caucasian, and

two identified as Multi-Ethnic. Finally, three of the participants were between the ages of 20 and

25, two were between the ages of 26 and 30, one between the ages of 35 and 40, and six were

between the ages of 41 and 45 (see Table 1).

Table 1

Participant Demographic

Name  Gender Age Ethnicity Occupation E;Brtlitlzli\pl)ant
Aaron  Male 42 African American General Education Teacher N|Y
Abdul  Male 40  African American Special Education Teacher Y|Y
Abel Male 44 African American General Education Teacher N |N
Abram  Male 42 African American General Education Teacher N|Y
Adaline Female 25  Caucasian General Education Teacher N|N
Adolfo  Male 25  Multi-Ethnic General Education Teacher N|Y
Ahmad Male 26 Multi-Ethnic General Education Teacher Y|Y
Bambi  Female 44  African American General Education Teacher Y|Y
Barbara Female 30  African American General Education Teacher Y|Y
Billy Male 43  African American General Education Teacher N |N
Calvin  Male 45  African American General Education Teacher N|Y
Candi  Female 25  Caucasian General Education Teacher Y|Y
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Note. Participants’ demographic list consists of those participants who participated in the survey;
FG- Focus Group; and IN- Individual Interviews. All participants participated in the survey.
Aaron

Aaron is an African American male who, at the time of the study, was 37-years of age
and serving as a high school teacher, teaching high school in North Carolina. Before serving as a
teacher, Aaron served in the United States Army, retiring as a Lieutenant Colonel. After his
commitment to the country, Aaron decided that he wanted to give back by supporting the youth,
tomorrow’s leaders, and decided to enter academia. Aaron acquired two master’s degrees while
serving on active duty.

Aaron shared many positive experiences he had while teaching high school students. He
also shared some disappointing and difficult times he faced. Aaron explained some of the
challenges he had teaching students with SEND alongside TD students in an inclusive classroom.
Specifically, Aaron stated when he was first assigned to teach IE, he did not know how to
address the various needs of the students in the class. He also shared that he had difficulty
communicating with his class, expressing his intent, and receiving a response from the students
indicating that they clearly understood his intent. Surprisingly, when asked, Aaron stated because
he worked hard trying to communicate with those students with SEND, he forgot about his TD
students, assuming they merely understood since they did not have any disabilities.

Aaron described how he felt disconnected from the students in his class and insisted if it
were not for the assistance of the special education teachers in his school, that he would not have
known how he was going to reconnect with his students. When asked what he did to reconnect to

his students, Aaron stated,
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The worst feeling a teacher can experience is not being connected or not being able to
reach the students in your class. | felt totally ineffective and wanted to give up; walk
away from the class and allow someone else who was more prepared to teach. The
special education teacher told me that it was okay to feel the way | was feeling but not
stay where | was in my thoughts.

Abdul

Abdul is an African American male who, at the time of the study, was 40 years of age,
married and serving as a special education teacher within a special education class in a high
school in North Carolina. Before serving as a special education, Abdul served as a general
education teacher in a different high school. While serving as a general education teacher, Abdul
decided he wanted to further his education and gain a master’s in special education. Abdul
understood that a Master of Arts in Special Education would provide him with the tools he
needed to provide person-centered education and better adapt lessons based on different learning
types and levels. His degree also made him more effective as a teacher, teaching diverse students
in an inclusive environment.

During the personal interview, Abdul shared several insights pertaining to his experiences
as a special education teacher teaching youth with SEND in high school. Abdul stated that
among those youth with SEND, he has also had students of various levels of ASD, ranging from
level 1 to level 3 in accordance with the Diagnostic and Statistical Manual of Mental Disorders,
5t Edition (DSM-5, 2013). While talking, | learned that Abdul enjoyed his time in the classroom
but thought he should have spent more of his time structuring, planning, and providing effective
professional development to general education teachers. Abdul believes that professional

development is structured learning that results in changes in teacher practices and improvements
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in student learning outcomes. He stated that general education teachers needed a platform of
learning that supported collaboration, used models of effective practices, and provided some
form of coaching with expert support.
Abel

Abel is an African American male who, at the time of the study, was 40 years old,
married, and working as a general education teacher at a high school in North Carolina. Abel
recently completed his Master of Arts in Education with a focus in Curriculum and Instruction.
He has a goal of one day becoming a vice principal and high aspirations of becoming the
principal of a high school. Abel has several years of experience teaching high school students
with ASD in an inclusive environment.

| was able to speak to Abel on the phone and he expressed interest in the study and
wanted to participate in the individual interview and the focus group session. Unfortunately, due
to restrictions placed on him by the school administrators, he was not allowed to participate in
the individual interview or focus group session. During the phone call, Abel revealed that his
time in IE was difficult at first but as time passed, he began to learn the intricacies of working in
IE. Prior to ending the phone call, Abel alluded to a lack of training and professional
development contributed to some of the challenges he faced while teaching in IE.
Abram

Abram is an African American male who, at the time of the study, was 42 years old.
Abram completed a Master of Arts in Education with a concentration in Instructional Design and
Technology and was moving toward becoming an assistant principal soon. Abram had

experience in teaching youth with ASD in an inclusive classroom as well as teaching youth with
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SEND in special education. Abram is married with two boys who are preparing for their first
year in college in the fall.

Although at the time of this interview, Abram was preparing to take over as the assistant
principal, he volunteered to participate because he started thinking back and reflecting on his 23-
years as a teacher, and as he put it, recalling the great experiences he had as a teacher. Abram
shared, when he first went into an inclusive classroom with students with SEND and encountered
some with ASD, he, not having any formal training, did not know what to do. Abram shared, he
was really surprised that he was selected to teach in an inclusive classroom and thought that a
teacher with training in special education would be better suited for the position.

Abram stated that after sitting in the class for about a month, he noticed how much effort
his students with SEND put forth and because of their effort, he wanted to provide them the best
of himself as a teacher. Abram arranged time in the evening at the end of the school day and
researched the best and most effective means to create a learning environment in an inclusive
classroom.

Abram stated, “it is important to think about those times, the times that appeared difficult
because it was in those times when we and who we are to be are forged.” Abram was excited to
participate in the interview process and he deeply enjoyed talking about his experience teaching
in an inclusive classroom.

Adaline

Adaline is a Caucasian female who, at the time of this study, was approximately 25-years
old and aspired to obtain a Master of Arts in Special Education for grades K-12. During the
interview, Adaline was working in a high school in North Carolina, as a general education

teacher in an inclusive classroom teaching students with SEND. Adaline informed me during the
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interview, that she had experience teaching youth with ASD, but all the students she taught with
ASD were level 1, meaning these students usually were able to speak in full sentences but had
trouble engaging in back-and-forth conversation, making it difficult for them to make friends.
Adaline stated that she loved her time in an inclusive classroom. Adaline continued by saying
that she wished she had formal training and a better understanding of autism but what she found
was all students regardless of their disabilities, if the teacher was willing to teach them, they
could learn. Adaline appreciated receiving an invitation to participate in this research and
thanked me for sending her the invitation.

Adolfo

Adolfo is a Multi-Ethnic (Native American and White) male who, at the time of the
study, was 25 years old. At the time of the interview, Adolfo was a newlywed with hopes to be a
father soon. Adolfo is a general education teacher currently teaching in an inclusive classroom.
Adolfo loves being a teacher and states that it is the most rewarding job since graduating from
college.

Adolfo could not submit to be interviewed due to an increased workload from new
classroom requirements changed, because of state policies used to govern the populace during
the pandemic; however, Adolfo was willing to commit to completing the survey.

Ahmad

Ahmad is a Multi-Ethnic (African American and Pacific Islander) male who, at the time
of the study, was 26 years old, married with an infant at home. Ahmad is a general education
teacher teaching in an inclusive classroom in a school in North Carolina. Ahmad is also a

Sergeant in the United States Army Reserves who will be deploying to operations in Afghanistan
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sometime in October 2021. Ahmad stated that he enjoyed being a soldier in the Army Reserves
but during those times when he must leave his class, he has mixed emotions.

Ahmad was excited to be a participant in this research and stated that he aspired to finish
his master’s degree and apply to a doctoral program in education soon. He continued by saying
he wished he had more training in dealing with students with special educational needs and those
students who were autistic. One of the challenges he faced in an inclusive classroom was
developing and implementing an IEP for a special needs student. Ahmad stated,

For a long time, | did not know what the acronym IEP stood for, nor did | know how to

implement an IEP and the students may have suffered because of my ignorance. Teaching

is personal and calls for the individual who elects to be a teacher to think less about
themselves and more about the students entrusted to them. The students must be viewed
as more than just a number or a way to get funding for the school, they must be valued,
and the teacher must be ready to lay aside their pride or whatever would keep them from
learning how to reach their students.

Bambi

Bambi is an African American female who, at the time of the study, was 44-year-old.
Bambi decided years ago not to marry but instead she moved in with her parents to help them as
they aged. Bambi had a unique career having worked in the field of education for a better part of
her life since graduating from high school. Bambi started off working in a daycare with children
ranging in age from infancy to 5-years old. The daycare offered pre-kindergarten curriculum as
well as kindergarten early learning. Bambi taught pre-kindergarten and kindergarten classes.
During her time with the daycare, Bambi had the opportunity to work with kids who were

diagnosed with various forms of autism. Enjoying her time with the daycare and the teaching
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opportunity she had, Bambi sought a teaching career with the local high school. Currently,
Bambi is a high school general education teacher who has a desire to achieve a Master of Arts in
Special Education. Bambi wants to continue to teach and find a way to design curriculum for
students with SEND to include students with ASD.

Bambi was excited to participate in the interview process and provided many great
insights pertaining to her experience teaching in IE. One key point Bambi shared was regarding
the importance of involving parents in the education process of students with ASD. Bambi
explained,

Without the parents’ support, any efforts made in the class could be lost because it is not

supported at home. The student spends approximately 8 hours in the class, Monday

through Friday. The remaining time is spent at home with the parents. Providing the
student with homework and explaining the work to the parents will better enhance the
students’ academic success.

Barbara

Barbara is an African American female who, at the time of the study, was 30 years old
and pursuing a Master of Arts in Education with a concentration in Early Childhood Education.
Barbara is considering leaving the education field to act as the new assistant director of a daycare
currently owned and operated by her mom. At the time of the research, Barbara worked as a
general education teacher who had experience teaching youth with ASD in IE. Barbara was
leaving the school system not because of a negative experience teaching but because better
benefits and pay were offered as an assistant director.

At the time of the interview, Barbara was unsure about going through with the interview

because she was leaving the education field. Barbara was under the assumption that the school
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she was leaving would be notified and a bad report would be added to her final evaluation. |
assured Barbara that her information and the fact that she spoke with me would remain
confidential. Comfortable, Barbara decided to go through with the interview.

During the interview, Barbara provided some insightful information concerning general
education teachers in IE. Barbara believed general education teachers received the training they
needed to teach regardless of the students’ abilities or disabilities in the classroom. She stated,
“All teachers could use additional training to better enhance their knowledge of classroom
dynamics but for the most part, teachers are equipped to teach any student.” Barbara remained
professional and insisted on being candid throughout the interview. I had a great time
interviewing Barbara.

Billy

Billy is an African American male who, at the time of the study, was 44 years old. Billy
is married with two kids who are currently in college and works as a high school teacher in a
school in North Carolina. Billy recently received his Master of Arts in Education with a
concentration in Higher Education. Billy has a desire to be a high school principal and ultimately
a superintendent.

Billy was not able to participate in the individual interview or the focus group discussion,
but he was willing to participate in the survey. In Billy’s email response to my initial invitation,
he mentioned his views on IE. Billy shared, “IE is complex and can be challenging especially for
general education teachers, but it is needed. Not just for students diagnosed with special
educational needs or disabilities but typically developed students as well.” Billy surmised that
inclusion was beneficial for all students, providing students with SEND the opportunity to

develop stronger academically and socially, while providing TD students the opportunity to
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develop tolerance for others with differences. Billy continued by suggesting, inclusion also
provides TD students the opportunity to increase their positive self-esteem and can help them to
better manage diverse friendships. Billy said his time in IE was short, but it was rewarding,
seeing how the students came together, despite their differences. | did not actually have an
opportunity to speak directly with Billy; but Billy’s message provided added value to the
discussion.
Calvin

Calvin is an African American male who, at the time of the study, was 45-years old.
Calvin is married with a son in his junior year of college. Calvin served as a teacher in high
school for 15 years. Aside from teaching, Calvin enjoys spending his time serving in the
community alongside his son and supporting various community service projects as a member of
his fraternity. Calvin also supports the local Boys Scout Pack through donations and by showing
up as a scout supporter at least twice a month. During Calvin’s time as a teacher, he had the
opportunity to teach students with SEND as well as students with ASD in an inclusive
classroom. Calvin stated that he enjoyed his time in inclusive education and said it was one of
the most rewarding experiences of his teaching career. Calvin stated that he saw some of the
greatest examples of cooperative learning that he had ever seen. He said,

The students in the class naturally try to help one another. As a teacher, when | give an

assignment, it is not always meant to test their knowledge. What | would really like to

test is their social interaction skills. The students are continually talking and showing

each other what to do to complete the assignment. The best part about what | saw was not

TD students helping students with disabilities but students with disabilities assisting TD

students. To see this type of support was exciting.
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Calvin was excited to be interviewed and shared his perspective regarding general education
teachers teaching students with ASD in IE. Throughout the interview, Calvin remained
professional and asked if he could be candid in his response.
Candi

Candi is a Caucasian female who, at the time of the study, was approximately 25-years
old. Candi is a newlywed having only been married 2-years. Candi is hoping to one day have
kids but first wants to establish her career and make sure her and her husband are financially
stable. Candi has been a general education teacher for almost 3 years. She has limited experience
teaching in IE, only having worked as an assistant in an inclusive classroom. Candi stated that
her primary job in the classroom is to walk around the class and tend to the students in the class
that needed help.

Candi was excited to be asked to participate in this research. Throughout the interview,
Candi provided some great insight into her experience in IE. Candi said her time in an inclusive
classroom exposed her to students with ASD in a way that she never expected. She said as an
assistant she is not preparing curriculum to teach but she said she is certainly responsible for
maintaining the learning environment in the classroom.

The students see me as a help aide and sometimes as the ‘fun’ teacher. Whenever | sit

down beside them to help them with an assignment, they love to give out hugs or lay their

heads on me. It is the best experience of my teaching career. | think every teacher should

teach in an inclusive classroom.

Results
The following are the results of this single-case study. Data collected from the case

included surveys, individual interviews, and a focus group interview. Specific interview
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questions were designed to identify specific aspects of IE, provide details about the experience
and perspectives of general education teachers who teach students with ASD in IE, and answer
the research questions. Results from the individual interviews and the focus group interview are
described under each thematic heading. A systematic analysis technique was used to analyze the
case and its subunits through pattern matching. The single case study design provided the
structure to better understand teachers’ experiences and perspectives while teaching high school
students with ASD in IE. This single case study design created the platform to consider the
challenges general education teachers faced teaching students with ASD in IE, strategies and
interventions used to influence the learning environment in IE, and to understand the
relationships general education teachers had to build to assist them in creating an environment
where students with ASD can learn and grow within IE. The following sections describe the
themes developed during the case analysis through pattern matching, the research question
results, and the synthesis of all data collected.
Theme 1: Meeting the Needs of Students with ASD

The first theme to emerge from the data, meeting the needs of students with ASD,
addressed the concern felt as general education teachers enter IE classrooms to teach students
with ASD. These aspects include challenges teachers have communicating with students with
ASD, recognizing the strengths and weaknesses of students with ASD, and presenting
curriculum in a manner students with ASD will understand and recall. Within the first theme of
understanding the needs of students are three subthemes: self-efficacy, the role of the teacher,

effective communication (see Table 2).
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Table 2

Theme 1 Meeting the Needs of Students with ASD

Subtheme Code
Fearful (17), Anxious (13), Negative Impact (12), non-Effective (9),
Self-Efficacy Failing/Failures (7), Pressure (7), Unmotivated Students (5), Negative

Behavior (3), Underachiever (2)

Lack of Clarity (23), Unclear Learning Needs (20), Not Enough Time and
The Role of the Resources (15), Unrealistic Goals and Objectives (15), Building Genuine
Teacher Relationships (11), Determine Performance Proficiency (7), Limited
Support (5)

non-Verbal (36), Negative Interactions (27), Anxiety (27), Confusion
Effective (24), Verbalism (22), Not Interested, (18), Speaking too Fast (17),
Communication Guessing (16), Unclear Expressions (15), Physical Discomfort (12),
Imperception (7)

Note. Numbers in parentheses indicate the number of times specific responses were provided.
Self-Efficacy

The first subtheme that emerged within the theme, meeting the needs of students with
ASD was self-efficacy. Of the 12 study participants, eight indicated that understanding the needs
of the students was important as a teacher in IE. Of the eight participants who indicated that
understanding the needs of the students in IE was important, three indicated that understanding
the needs of the students shapes the learning environment in IE and creates an environment that
invites all students to interact in the learning process. Of the eight participants who indicated that
understanding the needs of the students was important in their perspective, four shared that
creating group activities provided an opportunity for students with ASD to interact with their
classmates and the teachers. Group activities allow the teacher an opportunity to study the

student and learn how the student learned and communicated.
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Of the 12 participants, three indicated in their individual interview that they would prefer
more individual activities that allowed the students to rely on the teacher instead of other
students in the class. Specifically, participants want to create an environment that allows the
student and teacher to interact so the teacher can learn through communicating with the student,
how the student learns and communicates. Teachers in IE experienced a low sense of self-
efficacy that created feelings of fear and anxiety in some, while others felt as if they were failing
their class. The participants conveyed feelings like there was an unhealthy pressure to succeed,
ideas that they were having a negative impact on the class, and there were feelings of being an
under achiever.

Bambi, like some of the other participants, shared that IE intimidated her. In fact, Bambi
said that she fears failing so much that she paid more attention to her TD students because she
understood their needs. Realizing she was ignoring her special needs students, Bambi started
paying more attention to her special needs students and ignoring her TD students. Bambi notices
because she was ignoring part of her class that all her students started displaying negative
behavior and were unmotivated to learn. Bambi stated that she lacked balance and began to
realize that all her students, regardless of if they had special needs or not, deserved a balanced
display of attention from her. Bambi stated, “Although I failed in my initial approach, I learned a
lifelong lesson in education that helped me to succeed in my future efforts. I would not change
this experience for anything.”

Ahmad had a totally different experience than Bambi and most of the other participants.
Ahmad shared that he was diagnosed as a youth with a special need, and he felt his teachers
treated him differently than they may have treated his TD peers. Because of the teachers in

Ahmad’s earlier school experience, Ahmad did not want to make his students, who were



117

identified as having special needs, appear to be different than his TD students. Going into an
inclusive classroom, Ahmad admitted that he felt anxious, and he felt a tremendous amount of
pressure concerning the academic success of his class.

The Role of the Teacher

The second subtheme that emerged within the theme, meeting the needs of students with
ASD is understanding the role of the teacher in IE. While teaching students with special needs,
seven of the 12 participants indicated that they initially struggled to understand their role as a
teacher in IE. Participants’ unsurety of their role as a teacher in IE stemmed from a lack of clear
and concise instructions and because of a lack of resources needed in IE, to aid in the learning
process for youth with ASD. During the interview, Ahmad shared,

Originally going into IE, 1 felt like I really did not understand my role as a teacher
having students with SEND and TD students. | did not understand how | was supposed to
communicate daily lessons and more importantly, how was | supposed to ensure all the
students understood the lesson. This was a lonely time in my teaching career. | did not
understand the importance of building relationships with other professionals to include
the special education teachers who would have been a great help. Eventually, through
trial and error, | learned these important lessons.

During the focus group, Ahmad provided more insight into his discomfort of not
understanding the role of the teacher in IE. Ahmad shared, “To be honest, I felt lost, and | felt
like the administration made a huge mistake placing me in an inclusive classroom. | did not have
any training that would help me teach my students at the time.”

In the focus group, Abdul supported Ahmad’s remarks and simply stated, “I think general

education teachers going into an inclusive environment should have some additional training.
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Moreso, I think special education teachers should be providing mentorship and professional

development to general education teachers.”

Barbara, however, shared a different perspective and a crucial note worth mentioning here. She

stated,

I still hold true to an original statement | made during the interview, | believe teachers
have the training they need to teach students and it does not matter if those students have
special needs or not. Also, professional development or mentorship is crucial in any field
but to think as a teacher that I am not equipped to teach a student because they have a

disability or special educational need, is not correct, we are equipped.

Abdul provided the final statement that closed the discussion on the role of the teacher. He

stated,

I think it is healthy for us as teachers to come together and discuss those things that affect
our classrooms in an inclusive classroom. But something | want to go back and reiterate;

I still think that it is vital for general education teachers to receive professional
development training and/or conduct workshops to exercise those skills we will need in
an inclusive environment. As teachers, | agree that we are trained to teach but to say that
we are properly prepared just with a general education bachelor’s degree, | think is a little
far-fetched. 1 think it is a great foundation, but with any foundation, we need to build on

top of it to perfect our craft.

Effective Communication

The third subtheme that emerged within the theme, meeting the needs of students with

ASD was effective communication. Of the 12 study participants, eight indicated that effective

communication was important when seeking to understand the needs of students with ASD in IE.
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Of the eight who indicated that effective communication was important, seven agreed, without
effective communication when teaching students with ASD in IE, teachers can develop a lot of
anxiety, there is a higher risk of confusion surrounding the students understanding of
assignments/task and teacher’s acknowledgement of students’ understanding of course
curriculum.,

During the focus group, Ahmad provided some insight into the importance of effective
communication and his steps to ensure as a teacher he was able to effectively communicate with
his students. Ahmad shared the following:

There are several things I try to remember when addressing my students who were

diagnosed with ASD. I always try to remember that although this student has a disability,

they are still my students and just like everyone else. When speaking, | always try to
remember to look and speak directly to the person who | am speaking to instead of
looking at one of their peers. It is also good to refocus that student and ensure they are
looking directly at you while you are talking. And most importantly, as a teacher in IE,
patience and providing the student time to gather their thoughts or complete their
statement is paramount when creating an environment where there is effective
communication.

Expounding on Ahmad’s comments, Bambi further stated,

To add to what Ahmad just stated, the special needs students in the class need to know

that what they are saying, what they are thinking is just as important as any other student

in the class. And believe me, they (students with special needs) will know if what they
are saying is not as important. They might not talk about it right there in the classroom,

but they will bring it up at home or to their friends. When my students with special needs
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are talking, 1 stop what I am doing and I give them my full undivided attention, exactly

what | would do for my TD students. | do it because | want them to know that | care

about them and what they have to say.
Ahmad responded with,

Therefore, it is important for general education teachers to be in programs where they

will receive continued education, professional development, and/or mentorship. The

things we are discussing now, we learned through trial and error; but how many students
were negatively affected by teachers who had in-effective communication skills.

All the participants shared the same perspective concerning the need for effective
communication when trying to understand the needs of the students in IE. Although the
participants agreed on the importance of effective communication, not all the participants agreed
on how to establish effective communication in IE. Six of the eight teachers agreed that a
collective exercise would aide in building effective communication in IE; however, two of the
eight agreed that dealing directly with a special needs student individually, away from their TD
peers, is a better way to establish effective communication.

Theme 2: Continued Education and Training

The second theme that emerged from the study, continued education and training,
addressed the concern general education teachers have regarding their assumption of their inept
ability to teach special needs youth in an inclusive classroom. Some of the general education
teachers in this study question if the general education curriculum from an accredited university
or college is enough to prepare them to teach students with SEND in IE. Accordingly, these same
teachers have conveyed feelings of anxiety, fear, anger, and negative pressure concerning the

success of their students diagnosed with special needs. A low sense of self-efficacy could be
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perceived in these moments, causing a snowball effect in the class that further hinders the
learning environment. Within the theme, continued education and training, three subthemes
emerged: professional development, high-leverage teaching practices, and collaboration efforts
in the classroom (see Table 3).

Table 3

Theme 2 Continued Education and Training

Subtheme Code

Financial Resources (35), Mentorship (33), Knowledge of Best
Practices (31), Online Collective Training (26), Workshops (23),
Coaching (16), Webinars (6),

Professional
Development

Setting Learning Goals (37), Lesson Designing (31), Explaining and
Modeling Content (26), Coordinating Instruction (22), Implementing
Norms (19), Understanding Patterns in Student Thinking (18),
Designing Assessments | Test (17), High-Leverage Teaching Practice
(13), Giving Feedback to Students (10)

Responsible Teaching

School Administration Support (37), Collaborative Teaching (35),
Special Education Teacher Support (23), Content-Specific Expert
Support Teams (22)

Professional Learning
Communities

Note. Numbers in parentheses indicate the number of times specific responses were provided.
Professional Development

The first subtheme that emerged within the theme, continued education and training was
professional development. Professional development for general education high school teachers
in IE, according to Goetz et al. (2002), is a requirement, providing insight as to how to close the
gap between students with SEND to include students with ASD and TD students. In an article by
Royster et al. (2014), the authors suggest that both general education teachers and special
education teachers need professional development to help create a platform for effective

instructional and interpersonal skills for the delivery of classroom-based services for students
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with SEND. It was also suggested that professional development helps educators develop skills
necessary to manage an inclusive classroom (Royster et al., 2014).

In a personal interview with Candi, she shared her experience teaching youth with ASD
in IE and a need she realized she had for continued education. Candi stated,

As a teacher, | was trained to be able to take information and break it down in a way that

students would be able to understand and learn the steps to see the higher function of that

subject. The problem is, when working with youth who have some type of SEND to
include ASD, normal mechanics, say communication, is difficult and thus makes it
difficult to present the curriculum or instruction. Learning how to communicate, how to
ensure your student with ASD understands the curriculum, and/or being provided
strategies to improve teaching methods, enhances the learning environment in the
classroom and makes teaching easier.

Ahmad, in his personal interview, also provided some good insight. Ahmad said from his
experience in IE teaching youth with SEND, he focused more on their strengths and the
understanding that everyone wants and can learn. Ahmad believes that regardless of a student’s
disability, that student can learn, and it is the teacher’s job to figure out how to teach the student.
Ahmad believes that continued learning should be provided throughout an educator’s time
teaching and should be provided through a specific program that strengthens the teacher’s
classroom mechanics. Ahmad further stated,

Professional mentorship with a seasoned IE teacher or a special education teacher can

provide the insight needed to help with classroom management or improving the learning

environment in IE. Improving the learning environment should be evident by the increase
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in understanding of topics taught, improved test results, and in my experience, improved

teacher, and student confidence.
Responsible Teaching

The second subtheme that emerged within the theme, continued education and training
was responsible teaching. Van Brummelen (2002) discusses the idea of responsibility teaching.
Responsibility teaching, unlike responsible teaching, reminds teachers to identify ways they
would view their students. Responsibility teaching is having the ability to carefully plan how
teachers should see their students to inspire their actions to overcome issues they may be facing
(Van Brummelen, 2002). Teachers are encouraged to view their students as uniquely and
wonderfully made in the image of God regardless of any flaws (Van Brummelen, 2002).

Responsible teaching bears to mind the teacher’s professionalism, their character, and
their willingness to adhere to standards or policies that govern the profession (Chatelier and
Rudolph, 2018). Chatelier and Rudolph continue by insisting that standards and policies exist for
the sole purpose of holding teachers accountable by demanding good teaching practice. As with
responsibility teaching as discussed by Van Brummelen (2002), responsible teaching demands
teachers to make a conscious effort to display characteristics that are of high ethical, moral, and
professional standards.

Teachers are also responsible for influencing their students to display these same
characteristics, but it requires teachers to envision these characteristics in their students (Van
Brummelen, 2002; Osguthorpe, 2008). Osguthorpe insists that teachers are in a prime position to
influence the moral development of their students in their classroom. The presumption that the

relationship between the moral disposition of teachers and the moral development of students is
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evidence for creating a platform in teachers’ professional development programs suggestive of
training that address character flaws (Osguthorpe, 2008).

Study participants agreed that the way students are viewed by the teacher could sway the
teacher’s learning goals for the class and the teacher’s expectations of student performance.
When these expectations are not meant, teachers could begin to show low sense of self-efficacy,
which according to Tschannen-Moran and Woolfolk-Hoy (2001), will begin to show in the
students’ overall academic performance since the efficacy of the teacher has a strong impact on
student performance. Ahmad shared,

The way a student is viewed, in my experience, can have a negative effect on the entire

class. It does not matter if 1 am teaching students with special needs, students with ASD,

or TD students, I see them as students who are lent to me for the purpose of teaching. |
want all my students to know that | believe in them. When | set goals for the class, I like
to include all my students in setting goals for the class. | found that when everyone is
involved in the learning process, it makes for a better class where the students now come
with an expectation to learn.
However, Bambi shared,
My experience was different than Ahmad’s experience. When | first entered IE, |
saw the difference in the students. | saw that my students with special needs were
different than those without (TD students). I think this had a drastic effect on me
as a teacher and certainly my class. | was not until I sat down with another teacher

who had taught IE for several years that | learned how to view my class.
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The comments by Ahmad and Bambi during the focus group session were in line with
Candi’s comments during the personal interview when she was asked to recount her experiences
teaching IE that went well and those that did not go as expected. In her response, Candi stated,

It is important to identify how as | teacher, | am viewing the students in the class.
Some teachers walk into a classroom and can view all their students the same.
While others become fixated on the students’ disabilities. When | first entered an
inclusive classroom, | did become fixated on the disabilities of some of the
students in the class and | became overwhelmed; wondering how | was going to
be effective as a teacher in this class.

During this discussion using the subtheme, responsible teaching, the participants
appeared to agree concerning the importance of being able to set specific realistic goals in an
inclusive classroom. They also agreed on the importance of understanding how to view their
students and to make sure they, as teachers, are not building barriers in the classroom because of
a student’s disability that would disrupt the learning environment.

Professional Learning Communities

Professional learning communities was the third subtheme that emerged within the
theme, continued education and training. When asked, the participants all agreed that classroom
instruction should be provided not just by the teacher assigned to the class, but it takes several
offices and other services to provide instruction. A professional learning community is a team of
educators who provide mentorship through shared ideas and enhance teaching practices to create
a conducive learning environment that allows students to reach their fullest academic potential

(Serviss, 2020).
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Providing an avenue for students to reach their fullest academic potential is a major goal
of IE. According to Acedo (2021), inclusive education provides a means to address and respond
to diversity in a positive environment where cultures and communities come together, reducing
exclusion from education. Community settings in education allow not only students, but teachers
to interact with one another in hopes of gaining better insight into how to effectively operate
within an inclusive classroom.

The participants agreed that they would like to have more interaction with special
education teachers who could provide them with a better understanding of IE and more
importantly, a better understanding of students with SEND that also includes students with ASD.
In a personal interview, Abdul shared the following,

As a special education teacher, in my experience, | think we (special education teachers)

should be assisting general education teachers especially in IE. General education

teachers are asked to implement IEPs, and, in most cases, there are those general
education teachers who do not know what an IEP is or how to implement one within their
daily lesson plans. Not only am I trained at implementing IEPs, but | am also a part of the
working group when IEPs are developed for the student.

Ahmad agreed with Abdul and added,

As a general education teacher, | have never been trained in implementing an IEP. As a

matter of fact, | have been teaching in an inclusive environment for almost five years, but

| am just learning what an IEP is and how it benefits a student with SEND.

A final recurring response from the participants was that support was needed from the
school administration. Specifically, participants stated that the school administration had their

goals while teachers had their goals, but these goals should intersect in several areas. Bambi
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shared the notion that teachers understand running a school can be political and almost like a
corporate business, but the goal should be the success of the students. All the participants
insisted that principals and assistant principals should make a gallant effort to visit classrooms,
talk to the students and look for ways to assist teachers in improving the learning environment.

Participants did not want to disengage from their discussion on the theme, continued
education and training. In some instances, participants stated that they felt empowered because
of the discussion. When asked what contributed to their feeling of empowerment, they agreed
that having a discussion that dealt with continued education for teachers was helping them to
gather their thoughts so they could address the issues identified by the group with the school
administration. The participants remained professional throughout the group discussion and
provided significant and insightful input while discussing theme 2, continued education and
training. Participants also appeared to be very interested in discussing this theme and the
subthemes that followed. When asked, the participants stated they would prefer discussions
surrounding continued education and training by school administrators and others who could
institute the changes suggested during the group discussion.
Theme 3: Classroom Management

The third theme that emerged from the study, classroom management, is learner-centered
and describes the responsibility of the teacher to prepare and organize course curriculum, while
keeping in mind measurable, realistic, and well-defined academic goals (Branch & Kopcha,
2014). Van Brummelen (2009) explores this concept a little deeper in his discussion on teachers
as shepherds or guides. In his analogy, Van Brummelen draws attention to the careful watch and
leading a shepherd has for the sheep they are responsible for leading and guiding. He describes

using a rod and staff to nudge them in the right direction (Van Brummelen, 2009).
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It is easy to assume that Van Brummelen is merely talking about discipline and the stern
guidance used to lead the sheep. But, in a previous discussion, Van Brummelen (2009) describes
the Behaviorist’s views of students (human beings) as trainable objects and Traditionalist’s
views as looking at students as blank slates, just means to transcribe information for the student
to recall from memory. In both these instances, the educator neglects to see the holistic view of
the student as created beings and made in the image of God. When a student is seen as created in
the image of God, the teacher addresses other aspects of the students’ learning experience. The
teacher considers the physical, emotional, and spiritual aspects of the students’ learning needs
and addresses them all as God intended (Van Brummelen, 2009). By neglecting a holistic view,
educators may teach toward the learner’s cognitive intelligence but fail to see their emotional,
social, and creative dimensions overemphasizing the rational dimension of the student.

The rod and staff mentioned by VVan Brummelen (2009), is drawing attention to the care
and watchfulness a shepherd must have while leading the sheep. The sheep’s learning experience
is not divided into separate secular and spiritual experiences, but the shepherd recognizes that
God calls the learner to serve Him in all they do, not having a divided heart (Van Brummelen,
2009). As teachers organize appropriate pedagogical scenarios and set instructional goals, they
should note how they are viewing their students. If they are viewing their students as trainable
objects as behaviorist view their students; as traditionalists, viewing their students as blank slates
for them to write on; or as beings created in the image of God, having a holistic view of life, and
needing a nudge in the right direction.

The aim of instructional design is to create an instructional experience that can help
facilitate learning for all students, those with SEND and TD students, more effectively. The third

theme, classroom-oriented instructional design, triggered a lot of insightful conversations from
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the participants during personal interviews and the focus group session. From the discussions
surrounding the theme, three subthemes emerged, classroom procedures, systematic process, and
principles of learning and instruction (see Table 4).

Table 4

Theme 3 Classroom Management

Subtheme Code
Penalties and Rewards (36), Student Participation (34), Student Behavior

Classroom (29), Dealing with Unfinished Work (27), Requesting help (17), Entering
Procedures o

and Exiting the Classroom (11)

Purposeful Instruction (30), Student-Directed Learning Strategies (26),
Systematic (Learner) Key Entry Skills (23), Curriculum Delivery (23), (Educational)
Instruction Technology (21), Defined Instructional Goals (Objectives) (15)
Principles of Recognizing Individual Differences (32), Building a community (32),
IncIusFi)ve Curriculum Challenges (31), Assessing Diverse Learners (25), Learner-
Education Centered Instruction (15), (Identifying) Emotions are Essential to Learning

(12), Co-Constructed Learning Goals (9)

Note. Numbers in parentheses indicate the number of times specific responses were provided.
Classroom Procedures

The first subtheme that emerged within the theme, classroom oriented instructional
design, was classroom procedures. Some key components in IE consist of providing teacher
candidates with more of a core focus in inclusive education, making proper accommodations and
modifications to course curriculum, assisting students using assistive technology, and setting
classroom norms by establishing and implementing classroom standards and policies (Rapp et
al., 2019). Participants insisted that their experience taught them to establish classroom operating
procedures and share those expectations with the students and their parents at the start of the

class. Participants also mentioned the importance of posting classroom procedures and providing
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a reminder for students and their parents at least quarterly or when progress reports are sent out.
Some participants shared, establishing classroom procedures and standards in IE can be
challenging. From their experience, these teachers asserted, teachers in IE must find alternative
methods to ensure students with ASD understand classroom procedures and the reward and
punishment system (Schuetz et al., 2017).

When asked, what skills do teachers need to be effective in IE, several participants
asserted they not only needed a firm understanding of the inclusive environment, but they also
needed to understand how to manage an inclusive classroom and incorporate classroom
procedures. Bambi shared some insight into her experience with incorporating classroom
procedures in an inclusive classroom. Bambi stated,

After | was assigned to teach special needs youth and TD youth in IE, just like any other

class, | wanted to ensure the students understood how to conduct themselves in the

classroom. The issue was, how do | communicate in such a way to ensure all my
students, those with autism and those TD students, understand with complete clarity all
the suggested procedures for the class. | decided, instead of listing classroom
expectations, | would allow the students to develop the classroom procedures. This would
allow all the students to work together and allow me the opportunity to learn how my
students with autism communicate.

Abdul provided similar feedback during the personal interview:

| personally think it is vital to the learning environment in an inclusive classroom to

communicate and implement procedures along with expectations for the conduct of

student behavior, repercussions for instances of misbehavior, and rewards following good

behavior. Issues general education teachers may encounter is communicating their
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intentions and expectations in a way that students with special educational needs who

have communication impairments will understand.

Abdul further suggested, general education high schools teaching students with SEND to
include ASD in IE should consider communicating classroom procedures with the parents of the
students in the class. According to Abdul, in his experience, parental support is paramount to
student development and could be sought after to assist with ensuring students understand and
comply with classroom procedures.

During the focus group session, Ahmad discussed his views on communicating penalties
and rewards to the students in an inclusive classroom. Ahmad stated,

When | had to talk about penalties and rewards as a part of classroom procedures, |

would focus more on rewards than penalties. | would address the positive outcomes of

what would happen when students completed assignments or participated rather than lead
with discussing penalties for not completing assignments. | did this to motivate the
students through rewards to complete their assignments or accomplish whatever task the
reward was attached.

Barbara did not share the same outlook for communicating penalties and rewards to
students in IE. Barbara found, in her experience, that providing the students with direct insight
into violating classroom procedures established the authority in the class from the onset. Barbara
believes that students need to understand where their right and left limits are and understand
what will happen if they decide to go outside of those limits. Barbara stated, “When students are
provided their left and right limits from a seat of authority, there is a better chance that they will

respect and attempt to comply with classroom procedures.”
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Systematic Instruction

The second subtheme that emerged within the theme of classroom-oriented instructional
design was systematic instruction. Ascherman (2017) stated that systematic instruction is an
evidence-based method used in education to teach individuals with SEND. Incorporated in
systematic instruction is the principle of applied behavior analysis, which allows teachers to
teach a wide range of skills including functional living skills (Ascherman, 2017). The most
important aspect of systematic instruction, according to Ascherman (2017), is systematic
instruction is the process of breaking down concepts into smaller units and providing a strategy
for improved understanding and comprehension of course curriculum. During the group
discussion with Candi, she stated,

As a teacher in an inclusive classroom, | found that it is important that | know how to

implement various instructional strategies to address issues when a student is having

difficulty understanding the instruction from a specific lesson. The goal is to walk the

students through the process, ensuring the instructional objectives are meant and

eventually getting them to the point where they can complete the skills on their own.

Some participants echoed Candi’s perspective, while others shared their challenges faced
with developing purposeful instruction and defining realistic and attainable instructional goals.
Bambi shared, “My biggest regret is that | do not believe | received the training needed to be
able to set defined and realistic instructional goals in IE.”
Bambi’s comment prompted Ahmad to share,

| am not arguing the idea that as a general education teacher, there is a need for additional

or continual training. What | do not believe is there is some magical formula | need to

learn for curriculum delivery or setting curriculum goals. What | have learned in my
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experience, both students with SEND and TD students need structure, individual, and

group or class academic goals. When | am setting goals for the class, | consider if the

student has any disabilities, but I do not allow the answer to that question stop the
student’s pursuits. I love to challenge my students and watch as they climb the proverbial
ladder of success.

Barbara continued the conversation with the following point,

| understand the importance of challenging the students but because of state standardized

testing, students must be able to understand, retain, and regurgitate information geared

toward passing those tests. Providing students with information for the sake of them
being challenged may not be a valid instructional goal. | think additional mentorship or
professional development will help define better what we as general education teachers in

IE should be looking at when setting instructional goals.

Abdul then shifted the focus of the group discussion from setting instructional goals to
issues general education teachers have with understanding when or how to implement student-
directed learning strategies. Abdul explained,

The goal of student-directed learning is to promote or create a platform where students

with disabilities learn a sort of self-determination toward learning. In this learning

environment, students with disabilities are taught how to regulate their behavior and take
ownership of their learning by getting involved in the educational planning and decision-
making process.

Abdul further stated,
It is important that teachers are not creating an environment where students are becoming

drones; merely following orders with no thought or insight into their actions and no claim
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or ownership for the curriculum being shared by the teacher. We want our students,

especially those in high school, to be more independent and purpose in their actions

toward learning. They should be given the opportunity to set SMART educational goals,
learn how to conduct self-monitoring, and conduct self-evaluation, which is important for
students to learn prior to submitting assignments.

Ahmad continued by sharing his thoughts about the difference between teacher-directed
learning and student-directed learning. Ahmad shared that the major difference in a teacher-
directed and student-directed learning strategy was the position the teacher takes in the
classroom. According to Frazier (2018), in a teacher centered classroom, the teacher is the leader
and the main authoritative figure in the class. The teacher also chooses the lessons, designs the
course plan, and during group assignments, the teacher selects the groups for the students
(Frazier, 2018). In a student-directed learning environment, instead of the teacher acting as an
authoritative figure in the classroom, the teacher assumes the role of a facilitator. Frazier (2018)
explained, the teacher, in a student-directed classroom, assures the students have the proper
support as they make choices in their learning experience.

Bambi shared that she could not imagine having a classroom where the students were in
charge. She stated that this type of setup seemed wrong. She continued by suggesting that in her
opinion, teachers should always maintain control of the classroom because if or when control is
lost, it is hard to regain. Barbara and Ahmad agreed with Bambi, and Candi added, “Remember
control is an illusion.” Candi went on to say, “As a teacher, we do not necessarily lose control

when or if we assume the role of a facilitator. The control we have just looks different.”
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Principles of Inclusive Education

The third and final subtheme that emerged within the theme, classroom oriented
instructional design was principles of inclusive education. Hockings (2010) insisted that
inclusive learning refers to ways pedagogy, curriculum, and assessment are introduced to
students in higher education that is meaningful, relevant, and accessible to all levels of learners.
Hornby (2015) stated that the aim of inclusive education is to provide an environment where
students with SEND can be encouraged to interact socially with their TD peers. As students with
SEND interact with their TD peers, research suggest, the communication and social interactions
skills of youth with ASD, will improve (Koegel et al., 2012).

Hornby also identified four key principles that influenced a guide for the philosophy of
inclusion. The principles identified were, first the importance of providing learners with a
challenging, engaging, and flexible curriculum through general education; second, learning how
to embrace diversity and how to respond to individual strengths and challenges; third was
utilizing reflective practices with differentiated instruction; and the last principle was learning
how to establish collaboration efforts where students, teachers, families, and other professionals
come together to effectively influence and enhance learning in IE (Hornby, 2015).

In their own unique way, each of the participants discussed, in some detail during their
personal interviews or during the group discussion, concepts from the four key principles of the
philosophy of inclusion that they wanted to implement in their delivery to influence and
challenge their students. Ahmad, during the group discussion, provided some good insight by
sharing the following,

During my time teaching, | have found that students learn best when they are provided a

challenge and they can engage in the learning process through games or in group
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discussions. Students that | was told could not or had a hard time reading based off their
disability, | found when challenged to read literature they were interested in reading, their
reading and comprehension improved dramatically. The same is true in mathematics. |
found that working in a group or on teams and having some type of competition in the
class not only improved the students’ understanding of mathematical concepts but also
provided a means to improve their social and community-based skills.
Bambi brought closure to the discussion by summarizing her thoughts regarding the benefits of
establishing a community based on collaboration within IE. She explained how her experience
has taught her that without the collaborative efforts of the parents working with the students once
the school day ends, makes it harder on the teacher the following day or when trying to move
from one lesson to the next. Bambi continued by explaining that repetition is the key to learning,
explaining the importance of going over the homework assignments and class notes from the
lesson that day. Bambi shared,
| think just as important as it is to ensure the students are coming together in the class to
work as a community, the teachers, parents, and school administration must come
together if we are going to make a difference in the lives of our students in the class. |
think being in one accord with the parents will help to ensure lessons that are taught in
class are reiterated at home. Taking time to go over homework assignments or discussing
class notes provided by the teacher can make a world of a difference as students work to
learn the information.
Outlier Data and Finding
This section contains the unexpected theme, understanding inclusion. During the

individual interviews and the focus group discussion, the participants provided individual
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definitions for inclusion and inclusive education. Depending on their level of experience, while
working in IE, what was identified was the vast difference in opinion of IE and what was meant
by inclusion. The difference of opinion in the views surrounding inclusion and IE, could have a
negative effect on the learning environment in an inclusive classroom and could disrupt the
teacher’s ability to improve the education of students with SEND. Hornby (2015) suggested that
full inclusion of a classroom is not something that can be achieved nor is it a clearly defined
concept. He went on to say, full inclusion, which is the goal of inclusive education, is impossible
to achieve in practice (Hornby, 2015). Within the theme, understanding inclusive education,
there were three subthemes that emerged, defining IE, principles of inclusion, and practicing
inclusion.

Table 5

Understanding Inclusion

Subtheme Code
Defining Special Needs and Typically Developed Students (30), General Education
Inclusive Curriculum (30), Diversity (25), Different Strengths and Weaknesses (19),

Education Community Based (17),

Planning (36), Community (34), Reflect and Evaluate (33), Embrace Diverse
Abilities in Students (33), Develop a Learning Environment (29), Flexible

Irr:::TS;?(!?]S of Learning (26), Curriculum Diversity (25), Complex and Challenging Learning
Experience (19), Feedback (17)
Confidence (in Implementing Practice) (36), Recognizing Individual
Practicin Differences (32), Curriculum Challenges (31), (Teacher Beliefs in) the
Inclusiong Importance of IE (30), Peer Support (27), Assessing Learners with Disabilities

(25), Learner-Centered Instruction (15), (Identifying) Emotions are Essential
to Learning (12), Co-Constructed Learning Goals (12)

Note. Numbers in parentheses indicate the number of times specific responses were provided.
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Defining Inclusive Education

The first subtheme that emerged within the theme, understanding inclusion was defining
IE. Sharma et al. (2017) defined inclusive education as creating an opportunity in regular
schools, for students with disabilities to participate. Whereas Jokinen (2018) define inclusive
education as an educational system that fits all students, accessible with reasonable
accommodations with individual support in a nondiscriminatory learning environment that meets
the diverse needs of students (Jokinen, 2018). According to the American with Disabilities Act
and Section 504 of the Rehabilitation Act (Sec. 504) inclusion is identified as the principle that
supports the education of children with disabilities alongside their non-disabled peers. Brown vs.
Board of Education held that separate was not equal, thus making inclusion the catalyst for
providing equal educational opportunities; however, inclusion is not specifically defined by law,
it is merely an idea that is supported through various federal mandates and policies).

Kendall (2019) insisted that defining the terms, inclusion and inclusive education are
important but at the same time because the term inclusion is used so broadly in the field of
education, defining the terms are problematic for researchers and educators alike. Wilde and
Avramidis (2011) suggested that because of the lack of a common definition for the term
inclusion, there is a large range of differing practices amongst educators who teach in IE.
Participants during this research each shared a difference in opinion when defining the terms
inclusion and inclusive education. During the group discussion, Bambi defined IE as being in a
safe environment where youth with special needs can learn and grow. She further believed that
special schools are much safer for youth with special needs than mainstream schools. In Bambi’s

opinion, she did not include the idea of TD students learning in the same classroom, but Bambi
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did believe that students with SEND, and TD students could be taught together if the teacher was
properly trained.
Ahmad had a different opinion about the definition for IE and shared the following,
| honestly believe IE works when students with special educational needs have one-on-
one support. | think, to be successful in an inclusive classroom there must be an assistant
teacher who can monitor the class and identify when students are struggling and may
need additional support. However, | do not believe that all special needs students should
be included in mainstream classrooms. There are some disabilities that students have
which suggest specialized training to provide a quality education. Just having students in

a classroom for the sake of having students in a classroom does not guarantee a quality

education.

Abdul agreed that all students could not be educated together and there are special cases
where students with disabilities need teachers with specialized training. Abdul suggested, in
some instances special education teachers should be present in inclusive classrooms to properly
assess students with disabilities to ensure they are following lesson plans and receiving a quality
education. With the various definitions of IE, Kendall (2019) insist that inclusion is not merely
about enrolling students with SEND into mainstream schools but is more about mainstream
schools providing an opportunity for youth with various special needs and disabilities to receive
a quality education. Opoku et al. (2021) suggested that teachers are instrumental in the successful
inclusion of students with SEND in IE. In fact, Opoku et. al. insisted that teachers are key agents

who are responsible for transforming policies on inclusion into practice in the classroom.
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Principles of Inclusion

The second subtheme that emerged within the theme, understanding inclusion was the
principles of inclusion. Once it is understood what inclusion is, understanding how to operate or
manage an inclusive environment is imperative to the overall educational success of the students.
Tiernan et al. (2020) suggested that the underlying principle of inclusive education is the right of
all children, regardless of special needs or disabilities, to receive a quality education. Tiernan et.
al. also inferred that an effective inclusive practice should include capable and functional
leadership in the classroom, a positive attitude toward teaching students with SEND, and quality
teaching with a focus on student achievement.

Each of the study participants shared that they believed teachers teaching in IE should
demonstrate leadership, a positive attitude, provide quality teaching, and encourage academic
and social success in the classroom. Other principles of inclusion identified by the participants
were building a collaborative community shared with the students, parents, school
administration, and other supporting agencies; developing curriculum that challenges the
students to grow; and learning how to assess learners with disabilities. Abdul, during the group
discussion, stated, “Based on my teaching experience, leadership in IE is paramount in
establishing an environment conducive to the academic success of the class.” Abdul further
stated,

Principles of inclusion must be trained and then put into action in the classroom.

Teachers must learn what works best for them and for their students. This also means,

school administration must allow teachers room enough to make mistakes and provide a

forum where they can discuss those mistakes to ensure growth. Mistakes and failure
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being a part of life, teachers in IE must allow themselves the opportunity to make those

mistakes, meaning teachers cannot be afraid to try.
Ahmad agreed with Abdul and shared,

| have made several mistakes in my career as a teacher and as a parent. | can only hope

that I learned and grew from those mistakes. | think one thing I was missing, at least in

the classroom, was the opportunity to discuss those mistakes amongst peers. Ultimately,
in the classroom, the students will let you know when you have made a mistake or
messed up. | allow and even coach my students to speak up and let me know what | am
doing right and what | may be doing wrong. This is also a good leadership quality.

IE is creating a community in the classroom where students with and without disabilities
can learn and grow together. Additional support from special education teachers, schoolhouse
administrators, and the parents of both students with SEND and TD students is needed to ensure
the academic success of students in the classroom (Roche, 2016; Taneja-Johansson & Singal,
2021). Therefore, to make IE a reality, the education system and its processes that encourage
inequality must be transformed (Roche, 2016).

Each of the participants in this study were teachers who taught TD students and students
with SEND, to include ASD, in IE. Throughout the study, each of the participants were
personally invested in the information discussed during the personal interviews and group
discussion. Due to the current pandemic, | was not able to interview all the participants who
originally volunteered.

Practicing inclusion
The third subtheme that emerged within the theme, understanding inclusion was the

practice of inclusion. Berry (2011) suggests, “Inclusion represents a basic change in who does
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what, to whom it is done, where it is done, and how resources support what is done.” In the
United States, it is not special education teachers, (those who are specifically trained to teach
students with SEND to include ASD), who are teaching students with disabilities, but it is
general education teachers, (who may lack specified training in teaching students with
disabilities), who are responsible for teaching students with disabilities in a general education
classroom (Berry, 2011). The aim of inclusion, according to Mangope, Otukile-Mongwaketse,
Dinama, and Kuyini (2018) is to ensure no child is excluded from receiving an education.

Each of the study participants shared their experiences, their understanding of inclusion,
and how their understanding of inclusion played into their overall practice of inclusion in a
general education classroom. Most of the participants expressed concern practicing inclusion in
IE because of their lack of understanding of inclusion or because they lacked the knowledge
needed to implement strategies specifically designed to address the educational needs of students
with ASD. Adolfo, during the group discussion, provided some good insight by sharing the
following,

Going into an inclusive classroom with students who had a variety of disabilities and

maybe two or three who were diagnosed with ASD, was nerve wracking at first. | did not

know anything about IE let alone how to educate students who were autistic. In a lot of

ways, | was frustrated, overwhelmed, vulnerable, anxious, and mostly fearful of the

unknown. The most important thing when it comes to practicing inclusion is

acknowledging you (as the teacher) need help.
Candi continued the conversation by further sharing,

Like Adolfo shared, | was intimidated when | first went into a classroom with special

needs students and students without special needs (TD students). | was not sure how to
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create an inclusive environment and I really was not sure how | would go about teaching

special needs students. Any success | had in the classroom, | owe it to one of the more

senior teachers in IE who took the time to provide me the mentorship I needed.
Abdul brought closure to the discussion by providing further insight to the practice of inclusion
by general education teachers who teach students with ASD in IE. Abdul shared,
| personally think general education teachers, especially teachers who are working toward their
initial teaching license, should have a mentor when assigned to teach students with ASD or other
special educational needs in IE. | further believe, providing general education teachers with
general information outlining the characteristics of the disabilities displayed in their classroom
and how to accommodate these students will add to the overall management of the classroom
and thus will help teachers with student expectations.

Research Question Responses

Information gleaned from three data sources was used to answer the central research
question and the three research sub-questions. Understanding how general education high school
teachers describe their experiences teaching high school students with ASD in IE is outlined in
the following sections.
Central Research Question

The central research question of this research study was: What are the perspectives and
experiences of general education high school teachers with teaching students diagnosed with
autism spectrum disorder in inclusive education? Through the individual interviews and the
focus group session, insight was gained regarding the participants’ experiences teaching high
school students with ASD in IE considering the challenges, strategies and interventions, and the

collaborative efforts of general education high school teachers in IE.
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Based on the data provided by the participants, general education high school teachers
described their experience teaching students with ASD in IE as positive, noting their ability to
provide for the needs of the students in IE (Theme 1), their continued development as teachers in
IE (Theme 2), strategies they developed to better manage the inclusive classroom (Theme 3), and
their understanding of inclusion in education (Theme 4). However, the participants collectively
indicated specific areas that could be improved to increase their ability to understand and meet
the needs of their students in IE (Theme 1), increase opportunities for continued education and
training (Theme 2), improve their ability to be able to develop and organize learner-centered
course curriculum (Theme 3), and to have a consensus for the definition of inclusion in education
(Theme 4).

Sub-Question One

The first research sub-question was: How do general education high school teachers in IE
describe challenges they experience in the classroom while teaching students with ASD?
Although the participants provided unique, individual responses to the inquiry, surprisingly,
there was little variation in each individual teacher’s experience. During the individual
interviews, several teachers shared that a challenge they faced in IE while teaching students with
ASD was understanding how to effectively communicate to students with ASD ensuring they
understood daily lesson plans and course work, supporting Theme 1 and Theme 2. Specifically,
Bambi highlighted how difficult it was to communicate with one of her students who has ASD,

There are times when | will provide the class with an assignment and when | ask if the

assignment was understood, my student with ASD appear to agree that they understood

the instructions; however, when they get home, their parent(s) contact me to tell me their
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child, my student, did not understand the assignment. In the end, the student is frustrated;

the parent is frustrated; and as the teacher, | feel like | failed everyone involved.

Abdul expounded on Bambi’s thought and provided his perception for how teachers’ self-
efficacy can be negatively affected when parents complain that their student was allowed to
leave the classroom without a complete understanding of the coursework. Abdul stated,
“Because general education teachers may not have an understanding of how to communicate
with students with ASD, they (general education teachers) are unable to determine if their
student(s) with ASD are leaving the classroom understanding the coursework.” Abdul continued
by sharing the following,

Once the student returns home, parents, who probably worked all day, are stuck with

trying to understand an assignment and explain it in a way where the student will

understand and be able to complete it to turn it in. Furthermore, the parent becomes
frustrated, must call the teacher, and the frustration does nothing but grow and turns into
anger. Meanwhile, the teacher is stuck feeling like they failed in their responsibilities, and
this ultimately affects their self-efficacy.

According to Paul (2008) one of the core symptoms of ASD is deficits in communication.
In fact, in early developmental stages, youth with ASD are slow to begin talking, or may not
learn to talk at all; while others may learn to talk but have difficulty using speech effectively to
socially interact (Paul, 2008). Communication plays a large role in IE. Teachers must be able to
communicate with their students as well as create an environment for students with ASD to learn
how to communicate with their TD peers.

Aside from the challenge of communicating with students with ASD in IE, participants

also agreed, establishing a working relationship with the parents of students with ASD was
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challenging, providing support for Theme 1 and Theme 4. Specifically, Ahmad, during the group
session, expressed some concerns he had dealing with the parents of students with ASD in his
class. Ahmad stated, “There are times when I feel like the parents do not want to know how their
students are doing in the class. It is almost like they are in denial.”

Abdul, a special education teacher, added to the discussion by sharing his thoughts on
building healthy relationships with parents of students with ASD. Abdul provided three key
points to building a healthy relationship,

Parents tend to feel that they only hear from the school or the teacher when their student

has an issue or when there is a problem. As we look at building healthy relationships with

parents, the first key point is to ensure we are communicating with our parents as often as
possible. We want to contact them when their student is doing good in the class as well as
when they need support. | think we should also contact our parents just to pass helpful
information pertaining to different events taking place at the school or in the classroom.

Second, we need to develop multiple means or methods of communication. The best way

to develop multiple means of communication is to ask parents how they prefer to

communicate at different times throughout the day. The last key point and maybe the
most important is to build a mutual level of respect for each other’s position in the
student’s life. Often, parents feel like teachers overstep their boundaries and try to take
the place of the parent in the student’s life, while teachers feel like parents do not respect
their position as teachers. | think approaching this matter in a non-threatening and humble
manner will allow for each party involved in the student’s life to feel respected.

Several of the participants were receptive to Abdul’s key points; however, some of the

participants insisted that this approach appeared to place the responsibility of developing a
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collaborative relationship with the parents solely on the teachers. Abdul concluded the discussion
by encouraging the other participants to consider the parent’s position. Abdul shared,

An initial phone call from a teacher or a note home from a teacher about their student can

be intimidating for parents and cause concern. Parents seem to think the worse when they

initially hear from the school or teachers about their student, especially when there is
only negative information shared from the school or the teacher. Considering those key
points could change the parent’s perception and ultimately create an avenue for a lasting
relationship that will also include the student.

The overarching perception of the participants as they shared their experiences and their
challenges in IE was that they felt comfortable sharing their personal views and opinions.
Participants described their experience teaching students with ASD in IE as positive; however,
they expressed a general concern about their level of training and overall preparedness entering
IE, directly addressing Theme 2 and Theme 4. Data also indicated overall that participants were
concerned that they did not know enough about ASD to be able to effectively communicate,
which had a negative affected on their self-efficacy, supporting Theme 1, Theme 2, and Theme
4.

This data suggests that it is critical for schools to design programs for general education
teachers in IE to receive continued education and mentorship. Participants particularly enjoyed
the group discussion and stated orchestrating group discussions more frequently in the school
setting could foster better relationships between general education teachers, special education
teachers, and school administrators. It was also stated that hosting group discussions in the
school would also help foster an environment conducive to a positive attitude toward

professional growth and mentorship.
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Sub-Question Two

The second research sub-question was: What are general education high school teachers’
descriptions of the strategies and intervention techniques they implement to assist students with
ASD in IE? This question led to the development of Theme 2, Theme 3, and Theme 4.
Specifically, participants described their experience managing an inclusive classroom while
teaching students with ASD. Participants discussed the anxiety and depression students with
ASD experienced because of social isolation and how these issues affected the learning
environment. Participants insisted that students with ASD in IE normally experience negative
emotions such as anger, fear, anxiety, and depression, which has a drastic effect on their
behavior and their cognitive ability in the class.

Barbara appreciated this question during the group discussion and was open to share her
experience managing students with ASD in IE. Barbara shared her concern about a student with
ASD who at times displayed an ability to read and comprehend grade level content; however, the
same student in other times struggled reading and comprehending the same text. Barbara stated
that she was perplexed and did not know how to assist this student. She continued by insisting
that she grew more and more despondent, realizing that she not only could not assist her student,
but she also did not know who she needed to speak with to get the help she needed. Bambi
agreed and shared, “Situations where her students need assistance and as a teacher, not knowing
how to help or who to turn to for support, is depressing.”

As indicated from Theme 2, Theme 3, and Theme 4, participants were concerned that
they did not have enough training in developing strategies and interventions to effectively
manage inclusive classrooms with TD students and students with SEND to include students with

ASD. Specifically, participants shared how their lack of understanding of an inclusive
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environment and ASD negatively affected their self-efficacy. Participants were concerned that
strategies they had learned for general education classrooms were not beneficial in IE and
especially teaching students with ASD.

In an individual interview, Bambi insisted that in her experience, student-directed
learning was strategy teachers were implementing during classroom instruction; however, Bambi
stated that she did not know if this social skill intervention technique was beneficial when
teaching students with ASD in IE. In a study conducted by Garrels (2019), students with ASD
have a desire to be involved in decisions concerning their lives. Garrels also points out that there
is no student-directed learning and the benefits of this intervention method used with students
diagnosed with ASD (Garrels, 2019).

Aside from concerns general education teachers experienced when implementing student-
directed learning for students with ASD, participants also expressed an uncertainty when
addressing behavior issues in students with ASD. Nuske et al. (2019) considered the stress
placed on students with ASD due to the continued transitions experienced in high school. Nuske
et al. believed that issues students with ASD have with social communication, building
relationships with peers, and continual changes in their environment may cause a negative shift
in their behavior that is resistant to certain strategies and interventions (Nuske et. al., 2019).

Candi shared a similar concern as she discussed her experience implementing strategies
to challenge unwelcome behavior in students with ASD. Candi continued to explain that she
often hesitated confronting students with ASD who misbehaved in her class. Candi stated, “My
TD students would recognize my refusal to address unwanted behavior from students with ASD
and challenge me, stating that | was biased against students who did not have a special need.”

Ahmad, during the personal interview, shared a similar insight as Candi. Ahmad believed that a
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lack of understanding of ASD and the inclusive environment can affect the judgement of
teachers as they seek to implement strategies to address unwelcomed behavior.

Participants explained their experience implementing strategies to help manage an
inclusive classroom as challenging. These challenges were contributed to the difficulties students
with ASD experienced with social communication, building relationships with their peers, and
the continued changes brought on as students transition to high school and within the school,
moving from class to class. Participants during the group discussion stated students with ASD
because of the continual changes they face, experience different teachers and classroom
management strategies. Participants insisted that these changes are frustrating and can be
worrisome to students with ASD. Participants suggested using positive behavior interventions as
described by Tillery et al. (2010). Positive behavior interventions teach expectation management
and provide incentives while using evidence-based classroom management strategies.
Participants also suggested learning strategies and invention techniques from special education
teachers through peer mentorship and professional development, supporting Theme 2.
Sub-Question Three

The third research sub-question was: How do general education high school teachers in
IE describe their interactions with parents of students with ASD, their peers in special education,
and the school administrative staff? This question prompted conversations that lead to the
development of theme 2. Of the 12 participants, nine provided similar responses to describe their
experience interacting with parents of students with ASD. Specifically, nine of the participants
indicated that the parents of students with ASD were active in their students’ academic
development and responsive to teachers when or if they were contacted. Barbara explained that

the parents of students with ASD in her class would often contact her once or twice a week to
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ensure their student was still progressing in the class. Barbara stated, “The parents of the students
in my class with SEND to include those with ASD, continue to show their support. I believe the
parents involvement has a positive impact on the academic success of the student.”

Ahmad agreed with Barbara and shared that the parents of students with ASD in his class
continually filled the classroom during Parent and Teacher Association (PTA) meetings. Ahmad
continued by stating,

Having the parents’ support makes teaching easier and assures academic success. My

parents (parents of the students with ASD) desperately want to feel included in the

decision-making process. To assure them that their opinion matters, I make it a point to
engage them on some of the most critical matters.

Research suggests that the partnership between parents and teachers are strained because
parents do not feel like they are heard or included in making decisions for their student’s
academic success (Mann & Gilmore, 2021). Mann and Gilmore continue by insisting, parents’
unhappiness with their student’s provisions in school was due to the school’s unwillingness to
listen or accept the views of the parents. Three of the 12 participants had similar experiences
when attempting to contact parents of students with ASD. Adaline, in a personal interview said
that he rarely spoke with the parents of the students with ASD in his class. He continued by
stating, “It seems that some of the parents of the students with ASD appear to be hesitant to
engage in communication about their student. When | approach them with issues or general
concerns, these same parents seem to be disinterested.”

For teachers, classroom management is traditionally accepted as the responsibility of the
teacher assigned to that classroom. However, participants agreed, with the change of policy and

regulations governing classroom mechanics and assigning more than one teacher to a class, the
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responsibility of managing the classroom is now the responsibility of both teachers assigned to
the classroom. Participants stated, the biggest challenge when sharing their classroom is
committing to the idea of shared goals, decisions, classroom instruction, and sharing the
responsibility for students’ assessments and problem solving. Participants stated they felt uneasy
when confronted with sharing their classrooms with special education teachers. Participants
continued by insisting, they realized the benefits of having special education teachers in their
classrooms, it was still challenging to share in their responsibilities’; claiming they felt like they
lost more control, or they felt of inadequate. Abdul, a special education teacher shared,
Special education teachers have a different perspective on teaching students with ASD
based off their training and experience working with students with SEND to include
ASD. Working with a general education teacher will in a way balance their knowledge
and be a greater benefit to their students and in IE. A combination of their experiences,
training, and their unique skills could work to improve the learning environment in IE.
Gebhardt et al. (2015) concluded that the only way collaboration between general
education teachers and special education teachers will work is dependent upon the teacher’s
perspective on collaboration. Gebhardt et al. further noted that collaboration can be the common
factor that helps to improve special education, but it will only be effective if the teachers want it
to work and are willing to work together to cause it to work. Casey (2019) also identifies the
importance of general and special education teachers working together. Casey suggested, general
and special education teachers must make time to get to know each other’s strengths; build
cooperative trust; understand the vision of the school or develop a vision for the classroom they

are sharing; commit to professional development opportunities; identify and differentiate
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between learning targets; and create a space for students with SEND to include ASD can get
dedicated instruction when or if it is ever necessary.

A collaborative relationship between general education teachers, policymakers, and
schoolhouse administrators, according to participants, are challenging relationships to form.
Oftentimes systemic change involving large scale initiatives, for instance changes to curriculum
or instructional material, how teachers assess their students, and changes that affect standardize
testing can benefit from the collaborative efforts of educators and policymakers. However,
instead of educators and policy makers coming together to implement changes that are needed
for the best interests of the students, systemic change is often accomplished by policy makers
who know little to nothing concerning academia.

Most of the participants stated that they did not have a working relationship with their
school administrator, nor was their opinion considered when decisions were made concerning
policies that affect classroom management or student performance assessments. During her
personal interview, Bambi insisted she desired to see a board formed in her school that included
the principal, assistant principal, school counselor, school social worker, and the teachers. Bambi
continued by insisting that her experience in the classroom and her experience working with the
students, gives her insight into how procedures, policies, and regulations will affect the learning
environment.

Friction caused by debates concerning systematic reform in public schools on how to
improve the quality of teaching and learning for students threatens to further damage the
relationship between teachers, administrators, parents, and policymakers (Rubinstein &
McCarthy, 2014). Several challenges make collaboration difficult, however, it is the principal

beliefs of the parties involved that hinder agreement within the group on systematic reform in
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public education (Rubinstein & McCarthy, 2014). When school administrators, policymakers,
and educators come together in a collaborative effort and focus on teaching quality, students’
education is improved.

Summary

The purpose of Chapter Four was to present the data collected and provide a synthesis
and summary. Data was collected using the survey instrument (see Appendix D) and individual
and focus group interviews (see Appendix D). Information gathered from the three data sources
was used to understand teachers’ experiences teaching high school students with ASD in IE,
identifying their challenges, strategies and interventions implemented in IE, and the relationships
they build to create an environment where students with ASD can learn and grow. The analysis
revealed four overarching themes: (a) understanding the needs of the students, (b) continued
education and training, (c) classroom oriented instructional design, and (d) understanding
inclusive education.

Findings from this study align with previous research that focused on general education
teachers, the inclusive environment, and their experiences teaching students with ASD.
Specifically, findings from this research provided data that supports general education teachers’
need for continued professional development and mentorship; the impact of an effective learning
strategy on the learning environment in IE; and the benefits of healthy collaborative relationships

on the learning environment in IE.
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CHAPTER FIVE: CONCLUSION
Overview

The purpose of this case study was to understand teachers’ perspectives and experiences
teaching high school students with ASD in IE with respect to challenges teachers face, strategies
and interventions they use to manage the classroom, and relationships they build to create an
environment where students with ASD can learn and grow. Chapter Five consists of five
discussion subsections: (a) Interpretation of Findings, (b) Implications for Policy and Practice,
(c) Theoretical and Methodological Implications, (d) Limitations and Delimitations, and (e)
Recommendations for Future Research. Finally, this chapter concludes with a summary to
review the important conclusions drawn from the study.

Discussion

The findings in this study support the theoretical and empirical literature pertaining to
general education high school teachers’ perspectives and experiences in IE while teaching
students with ASD. Previous research suggested that challenges, strategies and interventions, and
collaborative relationships are significant concerns addressed amongst general education
teachers in IE. The theoretical framework for this study was based on Adom et al.’s (2018) ToM
model, and Mergel’s (1998) theory of behaviorism. Data from this study were pattern-matched
and themes that impacted the learning environment in IE were identified. The following section
includes a discussion of the link between the findings of this study and the theoretical and
empirical framework of literature.
Interpretation of Findings

After analyzing the data responses of the survey, the individual interviews, and the focus

group, | identified four overarching themes: (a) understanding the needs of students with ASD,



156

(b) continued education and training for general education teachers, (c) classroom management,
and (d) understanding the inclusive environment. The central research question used to guide the
study served to understand teachers’ descriptions of their experiences teaching high school
students with ASD in IE.

The participants provided responses to the survey questions, individual interview
questions, and questions posed during the focus group discussion. General education high school
teachers in IE revealed that they desired professional development, mentorship, and the
opportunity to learn strategies to create the ideal learning environment in IE where students with
ASD could learn and grow. Participants also shared that teaching in IE without administrative
support was problematic and needed to be addressed. Participants insisted that the collaborative
relationship with school administrators played a key role in establishing a professional
community with a shared aim to provide a quality learning experience for students with ASD in
IE.

The first research sub-question addressed how general education high school teachers in
IE described the challenges they experienced in the classroom while teaching students with ASD
in IE. Most of the participants insisted that because general education teachers did not receive
continued education or mentorship, their understanding of the inclusive environment and ASD as
a neurodevelopmental disorder was deficient. Their lack of knowledge about ASD revealed a
strong sense of anxiety, a fear of failure, and confusion as general education teachers attempted
to address issues and needs of students with ASD in an inclusive classroom.

The second research sub-question addressed general education high school teachers’
descriptions of the strategies and intervention techniques used to assist students with ASD in IE.

The participants agreed that general education teachers faced challenges in developing and
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putting into practice teaching strategies that supported the learning process for TD students and
students with ASD. Participants insisted that general education teachers who taught students with
ASD also dealt with challenges associated with encouraging participation and social involvement
in students with ASD. Kasari et al. (2021) suggested that deficits in social communication
affected the social understanding of students with ASD and their ability to implement the
appropriate social skills in social settings.

Participants believed that general education teachers were expected to develop and
implement teaching strategies to aid in teaching students with ASD in IE. However, according to
participants, negative issues affecting instructional strategies and the quality of instruction in IE
were lacking due to inadequate collaboration efforts between general and special education
teachers. Participants also believed that general education teachers received insufficient training
before going into an inclusive classroom. Hamman et al. (2013) stated, “Teacher education
programs frequently prepare new, general-education teachers to instruct students with
disabilities, but instead often leave special education preparation to general education faculty
who have no expertise” (p. 245).

The final sub-question was, how do general education high school teachers in IE describe
their interactions with parents of students with ASD, special education teachers, and school
administrators? The participants provided insightful descriptions of their collaborative
relationships and the effects of those relationships on the learning environment in IE. Participants
insisted that collaboration with all parties allowed the exchange of ideas and resources, provided
a means for teachers to discuss student learning goals and outcomes, and allowed collaborative

learning activities. Collaboration plays a key role in education, providing general education
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teachers with an enhanced understanding of the inclusive environment and positively affecting
the learning environment in IE.
Summary of Thematic Findings

Interpretations of the data from the survey, individual interviews, and the focus group
discussion were grouped into five sections: meeting the needs of students with ASD, professional
development, peer-mentorship relationships, self-efficacy, and collaborative relationships. The
theme of teacher continued education and training was not included in the list of interpretations
to allow for discussion on the interpretation of suggestions made by participants concerning
professional development and peer mentorship. Participants made several comments in which
they alluded to professional development and peer mentorship as a desired means of continued
education and training. Classroom management was another theme that was not included in the
list of interpretations because it was logical to discuss the self-efficacy of general education
teachers who were responsible for the management and establishment of the learning
environment in IE.

Meeting the Needs of Students with ASD. participants, during their individual
interviews, insisted that understanding the needs of students with ASD was of the utmost
importance. Students diagnosed with ASD have deficits in their social-emotional reciprocity,
display nonverbal communicative behaviors, and deficits in developing, maintaining, and
understanding how to maintain or develop lasting relationships with their TD peers (American
Psychological Association, 2022). In a structured environment with a conventional consistent
routine, students with ASD can adapt to the new structure, gain an understanding of the
curriculum being taught, and succeed academically and socially in an inclusive environment

(Beghin, 2021; Gavin, 2018;).
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Gavin (2018) insisted that youth with ASD in IE have a need for instructional support.
They will learn better when general education teachers use pictures or projects and presentations
to determine by means of what degree this population of students have achieved the expected
learning goals. The idea is to limit the number of distractions and verbal instructions and replace
it with visual prompts or written instructions (Gavin, 2018). During an individual interview,
Bambi provided insight into her experience as a newly assigned teacher in IE. Bambi insisted
that she was intimidated when she was first introduced to her students with ASD. She further
noted that “when her students needed assistance completing an assignment, she did not know
how to help.” Understanding how to assist students with ASD is paramount to their academic
and social success in IE.

Professional Development. According to Waitoller and Artiles (2013), IE is a
contentious global concept. The definition of IE varies among researchers and educators the
nation (Hornby 2015; Waitoller & Artiles, 2013). Developing a professional development
program will provide administrators and educators with the foundation for developing policies to
improve the learning environment for students with ASD in IE.

Several participants commented about their desire to see more professional development
programs supported and enforced by school administrators or policymakers. Professional
development programs are a type of continuing education designed to provide educators with a
way to expand or deepen their skills through formal classes, seminars, and workshops.
Professional development for educators can also include informal efforts such as independent
research, peer learning activities, or collaboration with other teachers. Several participants noted
their disappointment in the school system for not having a standardized professional

development program that would have a positive impact on the learning environment in IE.
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Waitoller and Artiles (2013) insisted that professional development is an avenue for
implementing policies that facilitate educational reform.

Peer-Mentorship Relationships. Participants expressed a desire to see policies put into
place that would formally assign mentors to mentees. Participants suggested that developing the
mentor-mentee relationship would further empower mentors as guides. A few participants
suggested that mentorship relationships they were a part of often created misconceptions among
mentees resulting in the mentor being seen as an evaluator and assuming a leadership role over
the mentee. Participants suggested that the mentorship relationship resulted in newly hired
teachers becoming frustrated. Participants agreed that despite the challenges associated with
mentoring, the mentorship program could provide teachers with benefits such as instructional
practices, help inexperienced teachers learn how to organize their time, provide mutual support,
and provide a support system where newly hired teachers can learn various classroom
disciplinary styles.

Self-Efficacy. According to Werner et al. (2021), teacher self-efficacy beliefs are
teachers’ confidence in their ability to provide academic instruction and create a positive
learning environment for students with ASD in an inclusive environment. In their discussion of
Bandura’s theory, Chao et al. (2017) suggested that perceived self-efficacy relates to individuals’
beliefs in their abilities to organize and implement the task required to achieve a specific
outcome. Teachers with a low sense of self-efficacy are normally depressed and have feelings of
helplessness while teachers with a high sense of self-efficacy have a positive self-awareness of
themselves (Chao et al., 2017).

During his individual interview, Ahmad admitted to feeling anxious and a little

intimidated and being under a tremendous amount of pressure when considering the academic
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success of his students who were diagnosed with ASD. Some participants insisted that if
afforded more opportunities for peer mentorship and professional development, they would feel
more confident entering an inclusive environment, thereby increasing their self-efficacy. Other
participants considered other stakeholders and the relationships they could form to aid them in
improving the learning environment and reaching their students with ASD. Mofield (2019)
stated, “Whether in the form of co-planning, co-teaching, coaching, or consultation,
collaboration between the general education teacher and gifted education teacher can be a
valuable way to plan and deliver differentiated instruction” (p. 20). Mofield suggested that
collaboration is another means of mentoring through which the self-efficacy of general education
teachers can be positively affected.

Collaborative Relationships. Collaboration involves two or more people effectively
working together toward a shared goal. When educating students with disabilities, collaboration
must include a variety of professionals. During the individual interviews and the focus group
session, participants shared the need to build relationships with parents of students with ASD,
special education teachers, and school administrators. Participants admitted the difficulty they
experienced while trying to gain a working relationship with parents of students with ASD and
how to incorporate their parents in the decision-making process in the classroom. When parents
of students with ASD are involved in their children’s education, research has shown that there is
an improvement in the children’s educational engagement and academic success (Schultz,
Sreckovic, Able, White, 2016).

Implications for Policy or Practice
Because of various policy initiatives and the increased rate of students with ASD

increased enrollment in public schools, general education classrooms have become increasingly
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diverse. General education teachers bear the responsibility of creating an inclusive environment
where students with ASD and TD students can learn together in social environments. However,
as policymakers are continuing to encourage inclusion, general education teachers are struggling
to implement inclusive teaching techniques because they lack the knowledge and skills to meet
the diverse learning needs of students with ASD.
Implications for Policy

Individuals who want to become general education teachers in the state wherein this
study occurred only need to obtain a bachelor’s degree, select a preferred subject to teach, apply
to a teacher licensure program, meet the state requirements, and apply for their teaching license.
Within their teacher licensure programs, aspiring general education teachers do not take a course
in which they learn to teach students with SEND in IE. Since many general education teachers
complete only the basic requirements during their undergraduate studies, they are not afforded
the opportunity to learn about neurodevelopmental disorders and how those disorders can
negatively affect school-aged youth in the classroom. Incorporating a course that provides
general education teachers with a basic understanding of various neurodevelopmental disorders
could provide educators with a better understanding of the needs associated with students in this
population.
Implications for Practice

Implementing new or revised policies may be prudent in IE; however, if those policies do
not include changes in common practices and classroom management strategies, students with
SEND in IE will not be successful. Developing a mentorship or professional development
program is a practical approach to shaping the learning environment and impacting the academic

success of students with SEND to include those with ASD in IE. School districts could
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incorporate a professional development program designed to provide insight into various
disabilities including ASD. In this regard, the North Carolina Board of Education could consider
authorizing funds for schools to invest in continuing education for general education teachers
through online professional development courses. School principals could erect formal peer-to-
peer mentorship programs for general education teachers on topics such as youth
neurodevelopmental disabilities, and classroom management strategies and techniques. They
could also provide educators with an opportunity to discuss the benefits associated with
developing healthy collaborative relationships with parents, special education teachers, and the
school administrators.

When developing a mentorship or professional development program, senior teachers
could mentor novice teachers, leaving administrators with the task of making the necessary
adjustments to course schedules to ensure the program’s success (Weinberg, 2022). During the
personal interview, Abdul shared his thoughts about how much senior and novice teachers would
benefit from a mentorship program. Abdul believed that mentorship and professional
development could improve teaching practice and provide the support teachers need to influence
learning and create an inclusive learning environment in IE. Abdul continued by sharing,

The school administrative staff should strongly consider which avenue to go when

deciding upon creating a mentorship program. Mentorship can be unofficial or official.

Unofficial mentorship programs are beneficial, but the relationship between participants

is formed informally through a casual acquaintance or social interaction. Formal or

official mentorship programs require more thought and planning by participants and

school administrators. Formal or official mentorship programs have a greater chance to
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develop a higher level of job proficiency and allows for meaningful feedback and

practice.

During the focus group discussion, participants agreed with Abdul’s comments, and a
review of the related literature revealed that researchers underscored the benefits of mentorship
programs on teachers’ job performance (Hightower et al., 2020; Hobbs & Putnam, 2016; Willis
et al., 2019). Participants agreed that an effort needed to be made to implement a professional
development or mentorship program for general education teachers who teach students with
ASD in IE. During the early stages of the COVID-19 pandemic, teachers taught remotely to
protect their students and themselves. Participants shared that having a training program, perhaps
an online training program, would be beneficial. Folostina et al. (2022) suggested that the best
practices to address teachers’ learning needs were online training programs because they offer
teachers the opportunity to learn how to navigate through specific information and communicate
technology-based instruction. Teachers who may feel uncomfortable providing instruction
utilizing online technology can be certain that learning online will provide teachers a hands-on,
learner-centered, and collaborative learning experience. Through this learning experience,
general education and special education teachers have an opportunity to develop a richer
understanding of the content as they engage in focused interactions within their small groups.

Another strategic component that could be implemented to address the academic success
of students with ASD in IE is differentiation or differentiated instruction. Differentiated
instruction, considered a didactic approach to teaching, can be implemented in the areas of
course content, instruction, and assessment. Differentiated instruction allows general education
teachers to respond individually to the academic and social needs of students with SEND to

include students with ASD in IE (Lindner et al., 2021). However, it is critical for general
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education teachers to receive additional training to implement differentiated instruction
effectively because it is a complex approach to implement. Lindner et al. (2021) suggested that
educators implement differentiated instruction without adequate training may struggle and
inadvertently apply corresponding didactic techniques improperly.

Students diagnosed with ASD have common social communication challenges. Despite
their shared challenges, educators must understand that a single form of intervention may not
work for an individual student’s ASD diagnosis (Kasari et al., 2021). Kasari et al. (2021) stated,
“Children’s strengths and needs vary substantially, and therefore, it is unlikely that a single
intervention will be effective for all children” (p. 27). Kasari et al. further noted that
implementing adaptive interventions will provide multiple interventions and increase the
development of academic and social engagement while maintaining the ability for teachers to
change curriculum instruction based on the individual needs of students with ASD and TD
students in an inclusive environment. Adaptive interventions provide educators with guidelines
to make logical decisions for interventions based on when and how the intervention needs to be
applied and who will receive the intervention (Kasari et al., 2021). Using adaptive interventions
will prevent experimenting on various intervention techniques without determining what
intervention is appropriate for improving outcomes for students with ASD in IE.

Theoretical and Empirical Implications

General education teachers who serve as primary educators in IE have a unique insight
into the benefits and challenges associated with IE. Specifically, they understand the challenges
experienced in IE, the strategies implemented to assist in managing an inclusive classroom and
the efforts needed to build healthy relationships with other stakeholders associated with IE.

Researchers suggests, some of the benefits of IE for students with ASD include social,
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behavioral, and cognitive skill development (Gomez-Mari et al., 2021; Kroesch & Peeples, 2021;
Nistor & Dumitru, 2021; Savolainen et al., 2012).

Savolainen et al. (2012) insisted that IE promotes an atmosphere of belonging and
nurturing and ensures all students receive a free and appropriate education regardless of their
gender, class, or cognitive and physical abilities. However, because students with ASD have
deficits in communication and social interaction, IE may prove to be more of a challenge to them
in comparison to their TD peers. According to Kasari et al. (2021), some of the challenges
students with ASD experience are isolation and rejection that play a major role in their inability
to form lasting friendships.

Social and communication impairments are often associated with deficits in ToM. Lantz
(2017) suggested that ToM is a key component in understanding unwritten social rules that are
prominent in social settings and individual conversations. Translating body language,
understanding the pitch or tone of a person’s voice, and understanding facial expressions play a
major role in understanding the deeper meaning of conversations (Able et al., 2015; Gomez-Mari
et al., 2021; Van Hees et al., 2015). Students with ASD find it difficult to understand non-verbal
cues or fluctuations in a person’s voice when communicating with TD peers or during class
when teachers are presenting curriculum using these forms of communication to convey the
meaning of a particular lesson. Researchers have found that deficits in ToM are directly related
to difficulties youth with ASD experience when communicating with TD peers, listening to
classroom instruction, or communicating with their teachers in IE (Able et al., 2015; Lantz,
2017; Van Hees et al., 2015). Providing general education teachers with the general

understanding of how deficits in ToM affect the classroom performance and academic success of
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students with ASD would equip those teachers with the constructive knowledge they need to
teach in an inclusive environment.

Participants provided insight into the experiences of general education teachers in IE that
aligned with the theoretical framework for this study. Specifically, general education teachers
described socio-pragmatic dysfunctions displayed by students with ASD. General education
teachers insisted that students with ASD displayed difficulties perceiving social cues and using
language to make request or refusals, and students with ASD displayed difficulties conforming to
conversational rules used daily by their TD peers. During the focus group interview, Bambi
shared,

When | was first assigned to IE, | believe | had three students who were autistic. What |

immediately noticed was how difficult it was to hold a conversation with them or simply

ask if they needed assistance. It seemed like my autistic students would shy away from
looking at me in my eyes and | felt like they may have thought | could not help them.

Perhaps they believed | would not understand them because their speech may be slurred,

or they mumble. I also felt like they may not understand me. | may talk to fast or not fast

enough or perhaps | may not understand their non-verbal ques where they would need me
to repeat whatever | was trying to state. This became discouraging.
Adolfo supported Bambi’s statement by sharing,

Aside from my autistic students not requesting assistance, it was challenging for me to

have them communicate with their peers and remain on topic. | hate cutting off students

who were engaged in a conversation, especially if it was during class. But there were

times when | would ask a question, encourage full participation, and when my autistic
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students would respond, | had to learn how to guide them to answer the question and stay

on topic all while encouraging them to continue to participate.

In their responses, the participants addressed their lack of training and the challenge they
experienced when attempting to communicate with students diagnosed with ASD. Participants
suggested they felt unprepared to enter an inclusive classroom with students with SEND
including those with ASD. Furthermore, participants’ attitudes toward inclusion differed. Some
participants acknowledged the importance of inclusion while others insisted that IE was
problematic, thereby suggesting that students with SEND, to include those diagnosed with ASD,
needed to be separated from mainstream classrooms and placed in special education. Those
participants who opposed IE suggested that general education teachers experienced challenges
such as being limited in their abilities to teach in an inclusive classroom and having insufficient
resources. Those challenges contributed to the low self-efficacy experienced by general
education teachers in IE. Low self-efficacy and relatable challenges in IE were identified in the
first three themes that emerged in this study: (a) understanding the needs of students with ASD,
(b) teacher continued education and training, and (c) classroom management.

During the focus group discussion, Ahmad insisted that he wished he would have had
training that could have provided him with the fundamental understanding for teaching students
with SEND to include students diagnosed with ASD. Abdul, a special education teacher, agreed
with Ahmad and stated, “General education teachers going into an inclusive classroom, should
receive some type of foundational training in the inclusive environment, students with ASD, and
some additional follow-on training throughout their time as general education teachers.”

An additional theme was discovered during the data analysis process that impacted the

participants’ perception of inclusion: understanding inclusion. The theme, understanding
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inclusion emerged because of responses by participants during the focus group discussion. Each
participant provided their own definition of inclusion based on their experiences, thereby
suggesting there may be some confusion or a lack of understanding concerning IE. The varied
definitions for IE can make it difficult for general education teachers to manage an inclusive
classroom. It could also be the catalyst for confusion and miscommunication among general
education teachers, students with ASD, and TD students in IE. However, it was obvious from the
discussion that participants desired to have a clear understanding of IE with a definitive
definition of inclusion. Understanding IE and having a conclusive definition can have a positive
impact on educators’ understanding of the inclusive environment.

Within the theme understanding inclusion emerged, the following three subthemes
emerged: (a) defining inclusive education, (b) principles of inclusion, and (c) practicing
inclusion. Based on participants’ responses, each of the three subthemes addressed variables that
appeared to have an impact on general education teachers’ perceptions and experiences while
teaching students with ASD in IE. Specifically, nine participants had a different understanding of
inclusion, and three participants could not define inclusion. According to Ryndak et al. (2000)
the differing definitions of inclusion over the years has led to a misunderstanding of the inclusive
environment amongst educators, researchers, and policymakers. Incorporating varying
components to the inclusive definition also shapes the definition of inclusion for teachers, policy
makers and researchers. Some of those components used to define inclusion include, attending
schools in the neighborhood, the support rendered in general education classrooms to benefit
students with SEND to include students with ASD, and the idea of being placed in a general

education classroom (Ryndak et al., 2000). The incorporation of these terms used to infer
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inclusion can explicitly or implicitly mislead general education teachers, school administrators,
and educational policy makers.

During the group discussion, Barbara defined IE as “a general education classroom where
students with special needs and non-disabled (TD) students are taught together.” During the
same group discussion, Candi was asked to define inclusive education. Candi stated, “What
makes education inclusive is bringing non-disabled (TD) students and students with special
educational needs together, in the same classroom, and taught using general education
curriculum.”

Most of the literature that addressed the challenges of general education teachers in IE is
focused on their lack of knowledge of ASD and their lack of understanding of the inclusive
environment. General education teachers’ lack of knowledge affects their confidence and their
belief in their ability to provide instruction to students with ASD (Able et al., 2015; Corona et
al., 2017; Werner et al., 2021). General education teachers’ lack of confidence leads to low self-
efficacy, which has a drastic effect on the learning environment in IE and the academic success
of students with SEND including students with ASD (Corona et al., 2017; Werner et al., 2021).

According to Woodcock et al. (2022), teacher self-efficacy is teachers’ belief in their
ability to facilitate learning, student engagement, and to complete a particular teaching task.
However, teachers who experience low self-efficacy find it difficult to adjust their teaching
strategies to meet the needs of their students because they believe there is nothing they can do to
improve students’ academic standing or change the learning environment in IE (Chao et al.,
2017). Chao et al. (2017) suggested that low self-efficacy in teachers can result in low academic

achievement among students with SEND to include students with ASD. Chao et al. stated,
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“There is an indirect but powerful relationship between increasing teacher efficacy and
increasing student achievement” (p. 361).

Several participants agreed that their low self-efficacy resulted from their lack of
understanding of the inclusive environment, limited understanding of ASD, and inability to
communicate effectively with students with ASD. Participants agreed that developing a
professional development program that focused on increasing general education teachers’
understanding of the inclusive environment and their understanding of ASD would work to build
their self-confidence, improve general education teachers’ self-efficacy, and ultimately have a
positive effect not only on students’ academic achievement but also the learning environment in
IE. Chao et al. (2017) insisted that teachers with a high sense of self-efficacy are open to using a
wider range of teaching approaches and capable of overcoming challenges they encounter in IE.

The findings of this study have significant implications for stakeholders in IE.
Specifically, stakeholders could use the data presented in this study to further address the
challenges general education teachers experience in IE. Specifically, participants suggested that
general education teachers who teach students with ASD in IE should have knowledge about the
diagnosis and symptoms of ASD, how to address individual learning differences, the social
norms of students with ASD, and how to implement strategies and techniques that positively
affect learning for students with ASD.

Additionally, the findings of this study have implications regarding the importance of
general education teachers’ knowledge of strategies and interventions to assist in managing the
inclusive environment. The template for school management, which focuses on curriculum,
instruction, and shared leadership with the school staff, is directly linked to educational practices

in mainstream schools (Sakiz, 2018). The template for school management has direct
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implications on the way general education teachers in IE prepare and manage their classrooms to
allow for a structured inclusive environment. During the focus group discussion Adolfo shared,

It is important once the students arrive on the first day to set clear boundaries. Prior to

going into an inclusive classroom. | would tell the students that we (the class) were going

to set some clear boundaries for the good of the class. | would encourage all the students
to participate as | wrote their ideas on the bulletin board, which we would hang for
everyone to see. Entering the inclusive classroom, I tried the same thing, but it was
difficult to convey my ideas to my who were diagnosed with ASD.

Abdul concluded the discussion with the following comment:

It is critical that teachers have acquired the skills to be able to organize their classrooms

and manage the behavior of their students. Teachers who have difficulties with behavior

management and classroom discipline are ineffective in the classroom and are often
diagnosed with higher-than-normal stress levels and they seem to experience burnout
before their peers who have less difficulties with classroom management.

Findings from the study also provided inferences about the collaboration efforts of
general education teachers, special education teachers, parents of students with ASD, and the
school administration. Data from this study provided insight into the need for teacher
collaboration, specifically with respect to general education teachers who teach students with
ASD in IE. Although the study’s sample size was small, participants were diverse in their
demographic composition and offered a unique representation of the population of general
education teachers in IE in mainstream high schools. The information gained from the individual

interviews and the focus group discussion collectively composed a depiction of challenges and
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difficulties experienced by general education teachers, special education teachers, school
administrators, and parents who work together to improve the learning environment in IE.

School administrators could design programs or opportunities for stakeholders to develop
relationships as referenced by participants who found it difficult to communicate and organizing
meetings with parents of students with ASD, special education teachers, and school
administrators. Fonte and Barton-Arwood (2017) suggested that collaboration occurs when
general education teachers, special education teachers, school administrators, and parents of
students with ASD volunteer their time, come together, and establish mutual goals, and the
learning environment for students in IE improves, thereby providing an opportunity for students
with ASD to succeed academically.
Delimitations and Limitations

Delimitations of this research study included the setting, the selection of participants, and
the phenomenon examined. A large, senior high school offering inclusive classes taught by
general education high school teachers who teach TD students alongside students with ASD in
an inclusive environment was selected as the setting for this study. Participants had to be general
education high school teachers who taught Grade 9 through Grade 12 students with SEND to
include students with ASD in IE. Participants must have been general education high school
teachers who taught in an inclusive classroom, as these individuals were the only persons who
experienced the phenomenon within the context of the described case. The phenomenon was
defined as an inclusive classroom with general education teachers who taught students with
ASD.

Several limitations should be considered when interpreting the results of this study. First,

only 11 general education teachers and one special education teacher, who worked previously as
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a general education teacher, participated in this study. Because of the small sample size, the
results of this study should be interpreted with caution. For future research, more general
education teachers should be interviewed, and more general education teachers should be
provided a survey with closed-ended survey questions for comparative analysis of the
phenomenon. However, the use of different methods to collect data on the same phenomenon
made the results of the data collected more credible. Second, the data collected is non-
transferable and does not represent all teachers in IE. It is extremely hard to show that the
conclusions and findings can be applied to other situations and populations because of the small
sample size. Third, the participants’ responses could have been biased. The participants in the
group worked in the same public high school and may have had conversations preceding their
interviews or the small group discussion. Additionally, participants’ answers could have been
influenced by personal, institutional, system-related, or policy-related factors instead of general
education teachers recalling specific details from their experiences working with students with
ASD in IE. Fourth, the study was based on self-reported data from the focus group and the
personal interviews, which were subjective meaning there is possibility the data could have been
influenced by peers or emotional stress.

Lastly, limitations were also placed on the data collection process because of the
pandemic. | was not able to meet with teachers and thus had to rely on virtual meeting platforms.
On several occasions, participants could not log on to the virtual meeting platforms, or they
would lose internet signal in the middle of the interview; consequently, | had to start over once |
regained contact with the participant. Also, general education high school teachers in IE were
under tremendous pressure because of the pandemic. Face-to-face or traditional classes were

restricted to online learning only, thereby extending teachers’ workload as they had to manage
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their traditional classrooms and the online classroom. Due to the compact schedules of teachers,
schoolhouse principals limited the time | was allowed to conduct interviews.
Recommendations for Future Research

A recommendation for future research is to conduct a qualitative case study with more
participants to provide a representative sample of general education teachers in IE. Conducting
research with a larger pool of participants will reduce the risk of accidental extreme or biased
groups. Participants selected for this future research should be general education high school
teachers who teach at various grade levels in IE. Selecting teachers from multiple grade levels
will allow for various perspectives from different experiences as suggested by Creswell and Poth
(2018). It will also be important to analyze the perspectives of special education teachers who
work with general education teachers.

This study focused on the experiences and perspectives of general education teachers in
IE. However, a recommendation for future research is a study examining the inclusive
environment from the perspective and experiences of students with ASD. Conducting a study
where students with ASD are the participants will provide a rich perspective of the inclusive
environment and provide insight into how other professionals who assist general education
teachers in IE would better support students with ASD to achieve academic success.

Examining the inclusive environment from the perspective and experience of students
with ASD will also provide insight into how challenges associated with social interaction
because of a social reciprocity defect affects the learning environment in IE. Hees et al. (2015)
insisted that researchers were able to determine the challenges and support needed for students
with ASD in higher education. Research suggests that a study where students with ASD were the

focus prevented “the development of inadequate and stigmatizing support systems” (Hees et al.,
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2015, p. 1674). A study from the perspective of students with ASD would provide a better
understanding of the support needed by students with ASD in IE as well as provide insight into
the development of intervention techniques tailored to their needs (Anderson et al., 2020; Hees et
al., 2015).

A study examining the challenges associated with the collaborative efforts of general
education teachers in IE to determine how those challenges affect the learning environment and
the academic success of students with ASD may prove to be beneficial. Montgomery and
Mirenda (2014) concluded that cultivating an environment where general education teachers,
special education teachers, parents of students with ASD, and school administrators begin to
work together to make effective and lasting changes in IE has a positive effect on the self-
efficacy of general education teachers. Chao et al. (2017) insisted that general education
teachers’ self-efficacy can impact the learning environment in IE.

As general education teachers make positive attempts toward collaboration, it is
important to consider the challenges they face in building supportive relationships. Mofield
(2020) discussed periods of frustration and isolation experienced by teachers who took a
personal interest in their students. Mofield suggested that the frustration experienced by teachers
was a result of their being “set in their ways” and unwilling to change (p. 22). This frustration
experienced by co-teachers in IE prevented shared ideas or suggestions made by co-teachers who
wanted to improve the learning environment in IE. Understanding the various perspectives of
educators regarding collaboration may provide valuable insight into how to understand the
inclusive environment better and provide a detailed description of collaborative strategies

general education teachers may use to strengthen relationships of potential stakeholders in IE.
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Conclusion

According to Boitumelo et al. (2020), IE is a way of recognizing and communicating
unique concerns between learners of diverse abilities by working to increase their participation
and minimize exclusion. Additionally, IE assures a free and appropriate public education for all
students in the least restrictive environment, regardless of intellectual, physical, or emotional
disabilities. The purpose of this case study was to understand teachers’ perspectives and
experiences teaching high school students with ASD in IE with respect to challenges they face,
strategies and interventions they use to manage the classroom, and relationships they build to
create an environment where students with ASD can learn and grow. The central research
question that guided this research sought to identify the benefits and the challenges general
education high school teachers experienced while teaching students with ASD in IE. The central
research question also provided study participants with a platform whereby they could contribute
individual feedback regarding their perspectives and experiences teaching students with ASD in
IE.

The participants in this study included 11 general education high school teachers and one
special education teacher. All the participants had experience teaching in IE at Johnathon
Brandon High School. Further analysis of the transcriptions from the interviews and focus group
discussion yielded four overarching themes: (a) understanding the needs of students with ASD,
(b) teacher continued education and training, (c) classroom oriented instructional design, and (d)
understanding inclusion. Information from the three data sources (i.e., the survey, individual
interviews, and the focus group discussion) were used to answer the research questions regarding
how general education high school teachers describe their experiences and perspectives teaching

students with ASD in IE.
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The findings from this study align with previous research focused on general education
teachers, the inclusive environment, and their experiences teaching students with ASD.
Additionally, previous research and this present study confirm that general education teachers’
experiences and perspectives in IE is affected by their understanding of the inclusive
environment, their understanding of students diagnosed with ASD, their understanding of
strategies and techniques used in IE, and their willingness to build strong relationships with
special education teachers, parents of students with ASD, and school administrators. Throughout
the course of this study, it became apparent that these factors influenced the learning
environment in IE. The self-efficacy of general education teachers was greatly impacted by
teachers’ understanding of the inclusive environment and their understanding of the effects of
ASD on students’ academic performance and their social interaction. Other factors were found to
be outside the control of general education teachers and may be distinct to specific school
districts, such as support and collaboration efforts from school administrators, parents, or special
education teachers.

The findings from this study provided data identifying the need for professional
development training for general education teachers who teach students with SEND to include
ASD in IE. The professional development training should consist of methods to understand the
inclusive environment better and to design effective strategies and techniques that will positively
impact the learning environment for students with ASD in IE. Research has shown that a lack of
training accounts for the negative attitudes and the low self-efficacy general education teachers
have toward the inclusion of students with SEND in general education classrooms (Boitumelo et
al., 2020; Montgomery & Mirenda, 2014). This study solidified that general education teachers

need additional training and support to be effective teaching students with ASD in IE.
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The findings in this research also identified general education teachers’ need to build
collaborative relationships with stakeholders who also have a desire to improve the learning
environment in IE. Mofield (2019) stated, “Collaboration, notably peer-coaching, gifted
education teachers can share instructional strategies whereby the collaboration is a professional
growth opportunity for the general education teacher to learn” (p. 21). Mofield also concluded
that collaboration is normally conducted to help build individual education plans for students
with SEND, solve problems identified in the classroom, and coordinate efforts to support
students with SEND entering IE.

Participants’ responses aligned with prior research and strongly suggested that creating a
network of collaborative partnerships could reduce teacher stress, increase teacher retention,
improve communications between special education and general education teachers, and
positively impact the learning environment in IE. During the group discussion, Abdul stated,
“Collaboration amongst teachers could have a positive effect on the learning environment in IE.”
Adolfo agreed with Abdul and insisted that when he had the opportunity to work alongside his
co-teacher and the parents of students with ASD, the students diagnosed with ASD in his class
improved academically and in their social interactions with their TD peers.

Additionally, findings from this research are applicable to general education high school
teachers teaching students with ASD in IE at all grade levels in high school. Teaching students
with ASD, whether in the 9" grade or 12™" grade, requires continued education and training to
effectively manage an inclusive classroom. Data indicated that without additional training
general education teachers’ self-efficacy was negatively affected because of low confidence in

their ability to manage and teach students with ASD. Data also indicated that general education
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teachers experienced a sense of low confidence when faced with an inability to manage or

effectively teach students with ASD in IE.



181

References
Able, H., Sreckovic, M. A., Schultz, T. R., Garwood, J. D., & Sherman, J. (2015). Views from
the trenches: Teachers and student supports needed for full inclusion of students with
ASD. Teacher Education and Special Education, 38(1), 44-57.

https://doi.org/10.1177%2F0888406414558096

Ackerman, C. (2018). What is self-efficacy theory in psychology? Positive Psychology, 23, 1-

11. https://positivepsychology.com/self-efficacy/

Adams, R., Taylor, J., Duncan, A., & Bishop, S. (2016). Peer victimization and educational
outcomes in mainstream adolescents with autism spectrum disorder. Journal of
Autism Development Disorder, 46(11), 3557-3566. http://doi.org/10.1007/S10803-016-
2893-3.

Adom, D., Hussein, E. K., & Agyem, J. A. (2018). Theoretical and conceptual framework:
Mandatory ingredients of a quality research. International Journal of Scientific Research,

7(1), 438-441. https://www.researchgate.net/publication/322204158

American Psychiatric Association. (2013). Diagnostic and statistical manual of mental disorders
(5th ed). American Psychiatric Association.

American Psychiatric Association Diagnostic and Statistical Manual of Mental Disorder (DSM)-
5-TR. Diagnostic and Statistical Manual of Mental Disorders, Fifth Edition, Text
Revision (DSM-5-TR). (2022, March 1). Retrieved December 1, 2022, from

https://doi.org/10.1176/appi.books.9780890425787

Anderson, C. M., Smith, T., & lovannone, R. (2018). Building capacity to support students with
autism spectrum disorder: A modular approach to intervention. Education and Treatment

of Children, 41(1), 107-138. https://doi.org/10.1353/etc.2018.0004


https://doi.org/10.1177%2F0888406414558096
https://positivepsychology.com/self-efficacy/
https://www.researchgate.net/publication/322204158
https://doi.org/10.1176/appi.books.9780890425787

182

Anderson, A.H., Stephenson, J., & Carter, M. (2020). Perspectives of former students with ASD
from Australia and New Zealand on their university experience. Journal of Autism and
Developmental Disorders. 50(8), 2886-2901. DOI: 10.1007/s10803-020-04386-7.

Ascherman, A. (2017, May 17). The importance of systematic instruction. RethinkEd.
https://www.rethinked.com/blog/blog/2017/05/18/importance-systematic-instruction/

Austin, P. B., & Pena, E. V. (2017). Promising instruction practices for autism. Currents in

Teaching and Learning, 9(2), 29-37. http://works.bepress.com/edlyn_pena

Austin, Z., & Sutton, J. (2015). Qualitative research: Data collection, analysis, and management.
The Canadian Journal of Hospital Pharmacy, 68(3), 226-231.

http://doi.org/10.4212/cjhp.v68i3.1456

Autism Society of Baltimore-Chesapeake (ASBC). (2020). Social reciprocity. Autism Society:
Improving the Lives of All Affected by Autism. Retrieved 2021, August 15.

https://www.baltimoreautismsociety.org

Balli, S. J. (2014). Pre-service teachers’ juxtaposed memories: Implications for teacher
education. Teacher Education Quarterly, 41(3), 105-120.

https://www.jstor.org/stable/teaceducquar.41.3.105

Bandura, A. (2001). Social cognitive theory of mass communication. Mediapsychology. 3, 265-

299. file:///C:/Users/cabro/AppData/Local/ Temp/MicrosoftEdgeDownloads/9a641106-

£663-4c94-82da-

b71a63122ael/Social%20Cognitive%20Theory%200f%20Mass%20Communication.pdf

Bateman, A., & Fonagy, P. (2010). Mentalization based treatment for borderline personality

disorder. World Psychiatry, 9(1), 11-15. https://doi.org/10.1002%2F].2051-

5545.2010.tb00255.x



http://works.bepress.com/edlyn_pena
http://doi.org/10.4212/cjhp.v68i3.1456
https://www.baltimoreautismsociety.org/
https://www.jstor.org/stable/teaceducquar.41.3.105
file:///C:/Users/cabro/AppData/Local/Temp/MicrosoftEdgeDownloads/9a641106-e663-4c94-82da-b71a63122ae1/Social%20Cognitive%20Theory%20of%20Mass%20Communication.pdf
file:///C:/Users/cabro/AppData/Local/Temp/MicrosoftEdgeDownloads/9a641106-e663-4c94-82da-b71a63122ae1/Social%20Cognitive%20Theory%20of%20Mass%20Communication.pdf
file:///C:/Users/cabro/AppData/Local/Temp/MicrosoftEdgeDownloads/9a641106-e663-4c94-82da-b71a63122ae1/Social%20Cognitive%20Theory%20of%20Mass%20Communication.pdf
https://doi.org/10.1002%2Fj.2051-5545.2010.tb00255.x
https://doi.org/10.1002%2Fj.2051-5545.2010.tb00255.x

183

Bazeley, P. (2021). Qualitative data analysis: Practical strategies (2nd ed.). SAGE Publications
Beghin, H. (2021). The benefits of inclusion for students on the autism spectrum. Journal of
Graduate Studies in Education. 13(2), P. 12-16.

https://files.eric.ed.gov/fulltext/EJ1304391.pdf

Bell, S., Devecchi, C., McGuckin, C., & Shevlin, M. (2017). Making the transition to post-
secondary education: Opportunities and challenges experienced by students with ASD in
the Republic of Ireland. European Journal of Special Needs Education, 32(1), 54-70.

https://doi.org/10.1080/08856257.2016.1254972

Ben-Avie, M., Newton, D., & Reichow, B. (2014). Using handheld applications to improve the
transitions of students with autism spectrum disorders. In N. Silton (Ed.), Innovative
technologies to benefit children on the autism spectrum (pp. 105-124). IGI Global.

https://www.researchgate.net/publication/262178232

Birks, M., Chapman, Y., & Francis, K. (2008). Memoing in qualitative research: Probing data
and processes. Journal of Research in Nursing, 13(1), 68-75.
https://doi.org/10.1177/1744987107081254

Birt, L., Scott, S., Cavers, D., Campbell, C., & Walter, F. (2016). Member checking: A tool to
enhance trustworthiness or merely a nod to validation? Qualitative Health Research,

26(13), 1802-1811. https://doi.org/10.1177/1049732316654870

Blankenship, K., & Minshawi, N. F. (2010). Behavioral therapy with an individual with
Asperger’s disorder. Psychiatry (Edgmont), 7(8), 38-41.

https://www.ncbi.nlm.nih.gov/pmc/articles/PMC2945855/



https://files.eric.ed.gov/fulltext/EJ1304391.pdf
http://dx.doi.org/10.1080/08856257.2016.1254972
https://www.researchgate.net/publication/262178232
https://doi.org/10.1177/1049732316654870
https://www.ncbi.nlm.nih.gov/pmc/articles/PMC2945855/

184

Boitumelo, M., Kuyini, A. B., & Major, T. E. (2020). Experiences of general secondary
education teachers in inclusive classrooms: Implications for sustaining inclusive
education in Botswana. International Journal of Whole Schooling, 16(1), 1-34.
https://web-s-ebscohost
com.ezproxy.liberty.edu/ehost/pdfviewer/pdfviewer?vid=0&sid=415c0b99-0f2b-4629-
adc3-6be65341a4d6%40redis

Bolourian, Y., Losh, A., Hamsho, N., Eisenhower, A., & Blacher, J. (2022). General education
teachers’ perceptions of autism, inclusive practices, and relationship building strategies.
Journal of Autism and Developmental Disorders, 52(1), 3977-3990.

https://doi.org/10.1007/s10803-021-05266-4

Bond, C., Hebron, J., & Oldfield, J. (2017). Professional learning among specialist staff in
resourced mainstream schools for pupils with ASD and SLI. Educational Psychology in

Practice, 33(4), 341-355. https://doi.org/10.1080/02667363.2017.1324406

Bosco, F. M., Tirassa, M., & Gabbatore, L. (2018). Why pragmatics and theory of mind do not
(completely) overlap. Frontiers in Psychology, 9(1453). 1-7.
https://doi.org/10.3389/fpsyg.2018.01453.

Bottema-Beutel, K., Park, H., & Kim, S. Y. (2017). Commentary on social skills training
curricula for individuals with ASD: Social interaction, authenticity, and stigma. Journal

of Autism and Developmental Disorders, 48, 953-964. https://doi.org/10.1007/s10803-

017-3400-1
Branch, R. M., & Kopcha, T. J. (2014). Instructional design models. In Handbook of research on

educational communications and technology. Springer.


https://doi.org/10.1007/s10803-021-05266-4
https://doi.org/10.1080/02667363.2017.1324406
https://doi.org/10.1007/s10803-017-3400-1
https://doi.org/10.1007/s10803-017-3400-1

185

Brewer, N., Young, R. L., & Barnett, E. (2017). Measuring theory of mind in adults with autism
spectrum disorder. Journal of Autism and Development Disorders, 47, 1927-1941.

https://doi.org/10.1007/s10803-017-3080-x

Brock, M. E. (2013). Cognitive behavioral intervention (CBI) fact sheet. Chapel Hill: The
University of North Carolina, Frank Porter Graham Child Development Institute, The
National Professional Development Center on Autism Spectrum Disorders.

Brock, M. E., Huber, H. B., Carter, E. W., Juarez, A. P., & Warren, Z. E. (2014). Statewide
assessment of professional development needs related to educating students with autism
spectrum disorder. Focus on Autism and Other Developmental Disabilities, 29(2), 67-79.

https://doi.org/10.1177/1088357614522290

Brookman-Frazee, L., & Stahmer, A. C. (2018). Effectiveness of a multi-level implementation
strategy for ASD interventions: Study protocol for two linked cluster randomized trials.
Implementation Science: IS, 13(1), 66. https://doi.org/10.1186/s13012-018-0757-2

Brown v. Board of Education, 347 US 483 (1954).

Camargo, S. P., Rispoli, M., Ganz, J., Hong, E. R., Davis, H., & Mason, R. (2014). A review
of the quality of behaviorally based intervention research to improve social interaction
skills of children with ASD in inclusive settings. Journal of Autism Development
Disorder, 44(9), 2096-2116. https://doi.org/10.1007/s10803-014-2060-7.

Cappe, E., Bolduc, M., Poirier, N., Popa-Roch, M., & Boujut, E. (2017). Teaching students with
autism spectrum disorder across various educational settings: The factors involved in
burnout. Teaching and Teacher Education, 67, 498-508.

https://doi.org/10.1016/j.tate.2017.07.014


https://doi.org/10.1007/s10803-017-3080-x
https://doi.org/10.1177/1088357614522290

186

Carey, S., Zaitchik, D., & Bascandziev, 1. (2015). Theories of development: In dialog with Jean

Piaget. Developmental Review, 38(2015), 36-54. http://doi.org/10.1016/j.dr.2015.07.003

Casey, B. (2019, May 2). When special and general educators collaborate, everybody wins:
Lifting the veil on collaboration. Association for Supervision and Curriculum
Development. https://www.ascd.org/el/articles/when-special-and-general-educators-
collaborate-everybody-wins.

Castillo-Montoya, M. (2016). Preparing for interview research: The interview protocol
refinement framework. The Qualitative Report, 21(5), 811-831.

https://nsuworks.nova.edu/tqr/vol21/iss5/2

Catherine, C., & Gillian, S. (2004). Essential guide to qualitative methods in organizational
research. SAGE Publications.

Chenausky, K., Norton, A., Tager-Flusberg, H., & Schlaug, G. (2016). Auditory-motor mapping
training: Comparing the effects of a novel speech treatment to a control treatment for
minimally verbal children with autism. U.S. National Library of Medicine, 11(11),
e0164930-e0164930. https://doi.org/10.1371/journal.pone.0164930.

Cherry, K. (2022). How social learning theory works. Developmental Psychology.

Chitiyo, J., & Brinda, W. (2018). Teacher preparedness in the use of co-teaching in inclusive

classrooms. Support for Learning, 33(1), 38-51. https://doi.org/10.1111/1467-

9604.12190
Constable, S., Grossi, B., Moniz, A., & Ryan, L. (2013). Meet the common core state standards
for students with autism: The challenge for educators. Teaching Exceptional Children,

45(3), 6-13. https://doi.org/10.1177/004005991304500301


http://doi.org/10.1016/j.dr.2015.07.003
https://nsuworks.nova.edu/tqr/vol21/iss5/2
https://doi.org/10.1111/1467-9604.12190
https://doi.org/10.1111/1467-9604.12190

187

Cook, A., & Ogden, J. (2022). Challenges, strategies and self-efficacy of teachers supporting
autistic pupils in contrasting school settings: A qualitative study. European Journal of
Special Needs Education, 37(3), 371-385.

https://doi.org/10.1080/08856257.2021.1878659

Corbin, J., & Strauss, A. (2014). Basics of qualitative research (3rd ed.). Sage Publications.

Corona, L. L., Christodulu, K. V., & Rinaldi, M. L. (2017). Investigation of school professionals’
self-efficacy for working with students with ASD: Impact of prior experience,
knowledge, and training. Journal of Positive Behavior Interventions, 19(2), 90-101.

https://doi.org/10.1177%2F1098300716667604

Creswell, J. W., & Creswell, J. D. (2018). Research design: Qualitative, quantitative, and mixed
methods approach (5th ed.). Sage Publications.

Creswell, J. W., & Poth, C. N. (2018). Qualitative inquiry and research design: Choosing among
five approaches (4th ed.). SAGE Publications.

Cumberland County Schools. (2018). Jack Britt High School. Fiscal year 2018.

http://jbhs.ccs.k12.nc.us

Curtin, C., Humphrey, K., Vronsky, K., Mattern, K., Nicastro, S., Perrin, E. C. (2016).
Expanding horizons: A pilot mentoring program linking college/graduate students and
teens with ASD. Clinical Pediatrics, 55(2), 150-156. DOI: 10.1177/0009922815588821.

Damore, S. J., & Murray, C. (2009). Urban elementary school teachers’ perspectives regarding
collaborative teaching practices. Remedial and Special Education, 30(4), 234-244.

https://doi.org/10.117/0741932508321007



https://doi.org/10.1080/08856257.2021.1878659
https://doi.org/10.1177%2F1098300716667604
http://jbhs.ccs.k12.nc.us/
https://doi.org/10.117/0741932508321007

188

Darrow, A. A. (2017). Meaningful collaboration in the inclusive music classroom: Students with
severe intellectual disabilities. National Association for Music Education, 31(1), 40-43.

https://doi.org/10.1177%2F1048371317716960

de Boer, A., Minnaert, A., & Pijl, S. J. (2011). Regular primary schoolteachers’ attitudes towards
inclusive education: A review of literature. International Journal of Inclusive Education,

15(3), 331-353. https://doi.org/10.1080/13603110903030089

Deliens, G., Papastamou, F., Ruytenbeek, N., Geelhand, P., & Kissine, M. (2018). Selective
pragmatic impairment in autism spectrum disorder: Indirect request versus irony. Journal
of Autism and Developmental Disorders, 48, 2938-2952. https://doi.org

/10.1007/s10803-018-3561-6

Department for Education & Department of Health & Social Care. (2015). Special educational
needs and disability code of practice: 0 to 25 years. Statutory guidance for organizations
which work with and support children and young people who have special educational
needs or disabilities.

https://www.gov.uk/government/publications/send-code-of-practice-0-to-25

Donalek, J. (2005). The interview in qualitative research. Demystifying Nursing Research, 25(2),

124-125.

https://www.cbuna.org/sites/default/files/download/members/unjarticles/2005/05apr/124.

pdf
Dreyer, L.M. (2017). Education for initial teacher training (L. Ramrathan, L. Le Grange, Phillip

Higgs, Ed.). Junta & Company (Pty) Ltd. Publishing.


https://doi.org/10.1177%2F1048371317716960
https://doi.org/10.1080/13603110903030089
https://psycnet.apa.org/doi/10.1007/s10803-018-3561-6
https://www.gov.uk/government/publications/send-code-of-practice-0-to-25
https://www.cbuna.org/sites/default/files/download/members/unjarticles/2005/05apr/124.pdf
https://www.cbuna.org/sites/default/files/download/members/unjarticles/2005/05apr/124.pdf

189

Drmic, I. E., Aljunied, M., & Reaven, J. (2017). Feasibility, acceptability and preliminary
treatment outcomes in a school-based CBT intervention program for adolescents with
ASD and anxiety in Singapore. Journal of Autism Development Disorder, 47, 3909—

3929. https://doi.org/10.1007/s10803-016-3007-y

Dutt, A, Tan, M., Alagumalai, S., & Nair, R. (2019). Development and validation of the ability
in behavior assessment and intervention for teachers using Delphi technique and Rasch
analysis. Journal of Autism and Developmental Disorders, 49, 1976-1987.

https://doi.org/10.1007/s10803-019-03887-4

Dynia, J.M., Walton, K.M., Sagester, G.M., Schmidt, E.K., & Tanner, K.J. (2022). Addressing
sensory needs for children with autism spectrum disorder in the classroom. Hammill

Institute on Disabilities, 58(1), 257-263. https://doi.org/10.1177/10534512221093786

Echaniz, C., & Cronin, K. (2014). Autism spectrum disorders and implications for teachers.
Journal of the American Academy of Special Education Professionals (JAASEP), 27-46.

https://files.eric.ed.gov/fulltext/EJ1134844.pdf

Elias, R., & White, S. W. (2018). Autism goes to college: Understanding the needs of a student
population on the rise. College Experiences for Students with ASD, 48, 732-746.

https://doi.org/10.1007/s10803-017-3075-7

Emam, M. M., & Farrell, P. (2009). Tensions experienced by teachers and their views of support
for pupils with autism spectrum disorders in mainstream schools. European Journal of

Special Needs Education, 24(4), 407-422. https://doi.org/10.1080/08856250903223070

Esteves, K. J., & Rao, S. (2008). The evolution of special education: Retracing legal milestones
in American history. Web Exclusive: Principal.

https://www.naesp.orqg/sites/default/files/resources/1/Principal/2008/N-Oweb2.pdf



https://doi.org/10.1007/s10803-016-3007-y
https://doi.org/10.1007/s10803-019-03887-4
https://doi.org/10.1177/10534512221093786
https://files.eric.ed.gov/fulltext/EJ1134844.pdf
https://doi.org/10.1007/s10803-017-3075-7
https://doi.org/10.1080/08856250903223070
https://www.naesp.org/sites/default/files/resources/1/Principal/2008/N-Oweb2.pdf

190

Etel, E., & Slaughter, V. (2019). Theory of mind and peer cooperation in two play contexts.
Journal of Applied Developmental Psychology, 60, 87-95.
https://doi.org/10.1016/j.appdev.2018.11.004

Fage, C., Consel, C., Etchegoyhen, K., Amestoy, A., Bouvard, M., Mazon, C., & Sauzeon, H.
(2019). An emotion regulation app for school inclusion of children with ASD: Design
principles and evaluation. Computer & Education, 131, 1-21.

https://doi.org/10.1016/j.compedu.2018.12.003

Florian, L. (2017). The heart of inclusive education is collaboration. Pedagogika, 126(2), 248-

253. http://doi.org/10.15823/p.2017.32

Folostina, R., Dumitru, C., lacob, C. 1., & Syriopoulou-Delli, C. K. (2022). Mapping knowledge
and training needs in teachers working with students with autism spectrum disorder: A
comparative cross-sectional investigation. Sustainability, 14(1), 1-14.

https://doi.org/10.3390/su14052986.

Fonte, M. A., & Barton-Arwood, S. M. (2017). Collaboration of general and special education
teachers: perspectives and strategies. Teacher Education, 53(2), 99-106.
https://doi.org/10.1177/1053451217693370

Frank, C. K. (2018). Reviving pragmatic theory of theory of mind. AIMS Neuroscience, 5(2),
116-131. https://doi.org/10.3934/Neuroscience.2018.2.116

Frazier, C. (2018, September 10). What is the difference between teacher-directed learning and
student-centered learning? Early Childhood Education.

https://www.continued.com/early-childhood-education/ask-the-experts/what-difference-

between-teacher-directed-23006



https://doi.org/10.1016/j.compedu.2018.12.003
http://doi.org/10.15823/p.2017.32
https://doi.org/10.3390/su14052986
https://www.continued.com/early-childhood-education/ask-the-experts/what-difference-between-teacher-directed-23006
https://www.continued.com/early-childhood-education/ask-the-experts/what-difference-between-teacher-directed-23006

191

Friend, M., Cook, L., Hurley-Chamberlain, D., & Shamberger, C. (2010). Co-teaching: An
illustration of the complexity of collaboration in special education. Journal of
Educational and Psychological Consultation, 20(1), 9-27.
https://doi.org/10.1080/10474410903535380.

Frith, U. (2016, December 30). Theory of mind [Video]. YouTube.

https://www.youtube.com/watch?v=N6yIH-LYjOM

Gall, M. D, Gall, J. P., & Borg, W. R. (2010). Applying educational research (6th ed.). Pearson
Education.

Garcia, A., DeSchryver, D., & Silverman, S. (2020, April 4). Flexibility and collaboration, not
waivers, will make remote learning more equitable. EdSurge.

https://www.edsurge.com/news/2020-04-04-flexibility-and-collaboration-not-waivers-

will-make-remote-learning-more-equitable

Garrels, V. (2019). Getting good at small talk: Student-directed learning of social conversation
skills. European Journal of Special Needs Education, 34(3), 393-402.
https://doi.org/10.1080/08856257.2018.1458472

Gavin, M.L. (2018). Autism factsheet (for schools). Nemours Children’s Health.

https://kidshealth.org/en/parents/autism-

factsheet.html#:~:text=Instructional%20support%20is%200ften%20needed,positive%20

rewards%20for%?20positive%20behaviors.

Gebhardt, M., Schwab, S., Krammer, M., & Gegenfurtner, A. (2015). General and special
education teachers’ perceptions of teamwork in inclusive classrooms at elementary and
secondary schools. Journal of Educational Research Online, 7(2), 129-146.

https://search-proguest-com.ezproxy.liberty.edu/docview



https://www.youtube.com/watch?v=N6ylH-LYjOM
https://www.edsurge.com/news/2020-04-04-flexibility-and-collaboration-not-waivers-will-make-remote-learning-more-equitable
https://www.edsurge.com/news/2020-04-04-flexibility-and-collaboration-not-waivers-will-make-remote-learning-more-equitable
https://kidshealth.org/en/parents/autism-factsheet.html#:~:text=Instructional%20support%20is%20often%20needed,positive%20rewards%20for%20positive%20behaviors
https://kidshealth.org/en/parents/autism-factsheet.html#:~:text=Instructional%20support%20is%20often%20needed,positive%20rewards%20for%20positive%20behaviors
https://kidshealth.org/en/parents/autism-factsheet.html#:~:text=Instructional%20support%20is%20often%20needed,positive%20rewards%20for%20positive%20behaviors
https://search-proquest-com.ezproxy.liberty.edu/docview

192

Glaze, S. (2014, May 2020). For effective schools, teamwork is not optional. Edutopia.

https://www.edutopia.org/blog/effective-schools-teamwork-not-optional-sean-glaze

Goetz, L., Hunt, P., & Soto, G. (2002). Self-efficacy and the inclusion of students with ACC
needs. ERIC. https://eric.ed.gov/?id=ED475320

Goldman, S. E., Glover, C. A, Lloyd, B. P., Barton, E. E., & Mello, M. P. (2018). Effects of
parent implemented visual schedule routines for African American children with ASD in
low-income home settings. Exceptionality A Special Education Journal, 26(3), 162—-175.

https://doi.org/10.1080/09362835.2017.1294984

Goldman, S. E., Sanderson, K. A., Lloyd, B. P., & Barton, E. E. (2019). Effects of school-home
communication with parent-implemented reinforcement on off-task behavior for students
with ASD. Intellectual and Developmental Disabilities, 57(2), 95-111.

https://doi.org/10.1352/1934-9556-57.2.95

Gomez-Mari, 1., Sanz-Cervera, P., & Tarraga-Minguez, R. (2021). Teachers’ knowledge
regarding autism spectrum disorder (ASD): A systematic review. Sustainability, 13(1), 1-
23. https://doi.org/10.3390/su13095097

Goodall, C. (2015). How do we create ASD-friendly schools? A dilemma of placement. SfL:

Support for Learning, 30(4), 305-326. https://doi.org/10.1111/1467-9604.12104

Goransson, K., & Nilholm, C. (2014). Conceptual diversities and empirical shortcomings - a
critical analysis of research on inclusive education. European Journal of Special Needs
Education, 29(3), 265-280. https://doi.org/10.1080/08856257.2014.933545

Gordon, T. Q. (2017). The effects of teacher self-efficacy with the inclusion of students with
autism in general education classrooms [Unpublished doctoral dissertation]. Loyola

University


https://www.edutopia.org/blog/effective-schools-teamwork-not-optional-sean-glaze
https://doi.org/10.1080/09362835.2017.1294984
https://doi.org/10.1352/1934-9556-57.2.95
https://doi.org/10.1111/1467-9604.12104

193

Grohol, J. M. (2019, October 11). Social (pragmatic) communication disorder. Psych Central.

https://psychcentral.com/disorders/social-pragmatic-communication-disorder/

Guise, M., Habib, M., Thiessen, K., & Robbins, A. (2017). Continuum of co-teaching
implementation: Moving from traditional student teaching to co-teaching. Teaching and
Teacher Education, 66, 370-382. https://doi.org/10.1016/j.tate.2017.05.002

Hall, C., Hollingshead, A., & Christman, J. (2018). Implementing video modeling to improve
transitions within activities in inclusive classrooms. Intervention in School and Clinic,

54(1), 235-240. https://doi.org/10.1177%2F1053451217736870

Hamman, D., Lechtenberger, D., Griffin-Shirley, N., & Zhou, L. (2013). Beyond exposure to
collaboration: Preparing general-education teacher candidates for inclusive practice. The
Teacher Educator. 48, 244-256. DOI: 10.1080/08878730.2013.796030.

Harkins, S. B. (2012). Mainstreaming, the regular education initiative, and inclusion as lived
experience, 1974-2004: A practitioner’s view. Inquiry in Education, 3(1), 1-20.

https://digitalcommons.nl.edu/cqi/viewcontent.cqgi?article=1050&context=ie

Harris, B., McClain, M. B., Haverkamp, C. R., Cruz, R. A., Benallie, K. J., & Benney, C. M.
(2019). School-based assessment of autism spectrum disorder among culturally and
linguistically diverse children. Professional Psychology: Research and Practice, 50(5),

323-332. https://doi.org/10.1037/pro0000256

Hedges, S. H., Kirby, A. V., Sreckovic, M. A., Kucharczyk, S., Hume, K., & Pace, S. (2014).
“Falling through the cracks”: Challenges for high school students with autism spectrum

disorder. The High School Journal, 98(1), 64-82. https://doi.org/10.1353/hsj.2014.0014



https://psychcentral.com/disorders/social-pragmatic-communication-disorder/
https://doi.org/10.1177%2F1053451217736870
https://digitalcommons.nl.edu/cgi/viewcontent.cgi?article=1050&context=ie
https://doi.org/10.1037/pro0000256
https://doi.org/10.1353/hsj.2014.0014

194

Hees, V.V, Moyson, T., & Roeyers, H. (2015). Higher education experiences of students with
autism spectrum disorder: Challenges, benefits, and support needs. Journal of Autism and
Developmental Disorders. 45(6), 1673-1688. DOI: 10.1007/s10803-014-2324-2.

Hernandez, D. A., Hueck, S., & Charley, C. (2016). General education and special education
teachers’ attitudes towards inclusion. Journal of the American Academy of Special

Education Professionals, 79-93. https://files.eric.ed.qov/fulltext/EJ1129749.pdf

Hightower, A., Wiens, P., & Guzman, S. (2020). Formal mentorship and instructional practices:
A teaching and learning international survey (TALIS) study of US teachers. International
Journal of Mentoring and Coaching in Education, 10(1), 118-132.
https://doi.org/10.1108/IJIMCE-06-2020-0030

Ho, F. C., Lam, C. S, Sam, S. K., & Arthur-Kelly, M. (2018). An exploratory study on
collaborative modes of professional development and learning for teachers of students
with autism spectrum disorder (ASD). Support for Learning, 33(2), 141-164.

https://doi.org/10.1111/1467-9604.12199

Hobbs, K. S., & Putnam, J. (2016). Beginning teachers’ experiences working with a district-
employed mentor in a North Carolina school district. Journal of Organizational and

Educational Leadership, 2(1), 1. https://digitalcommons.gardner-

webb.edu/joel/vol2/iss1/2

Hochman, J. M., Carter, E. W., Bottema-Beutel, K., Harvey, M. N., & Gustafson, J. R. (2015).
Efficacy of peer networks to increase social connections among high school students with
and without autism spectrum disorder. Exceptional Children, 82(1), 96-116.

https://doi.org/10.1177/0014402915585482


https://files.eric.ed.gov/fulltext/EJ1129749.pdf
https://doi.org/10.1111/1467-9604.12199
https://digitalcommons.gardner-webb.edu/joel/vol2/iss1/2
https://digitalcommons.gardner-webb.edu/joel/vol2/iss1/2

195

Hockings, C. (2010). Inclusive learning and teaching in higher education: A synthesis of
research. Higher Education Academy.
https://www.rethinked.com/blog/blog/2017/05/18/importance-systematic-instruction

Hodkinson, A. (2006). Conceptions and misconceptions of inclusive education — one year on: A
critical analysis of newly qualified teachers' knowledge and understanding of inclusion.
Research in Education (Manchester), 76(1), 43-55. https://doi.org/10.7227/RIE.76.4

Hogbacka, R. (2017). Reverse interviewing: A white adoptive mother engaging with black birth
mothers and vice versa. International Journal of Social Research Methodoloy, 20(6).

681-692. https://doi.org/10.1080/13645579.2016.1276711

Holcombe, W., & Plunkett, M. (2016). The bridges and barriers model of support for high-
functioning students with ASD in mainstream schools. Australian Journal of Teacher
Education, 41(9), 27-47. https://doi.org/10.14221/ajte.2016v41n9.2

Hornby, G. (2015). Inclusive special education: Development of a new theory for the education
of children with special educational needs and disabilities. Support for Learning, 42(3),
234-258. https://doi.org/10.1111/1467-8578.12101

lleris, K. (2009). Contemporary theories of learning: Learning theorists—in their own words.
Routledge.

Jackson, S. L. J., Hart, L., Brown, J. T., & Volkmar, F. R. (2017). Brief report: Self-reported
academic, social, and mental health experiences of post-secondary students with autism
spectrum disorder. Journal of Autism and Developmental Disorders, 48(3), 643—-650.

https://doi.org/10.1007/s10803-017-3315-X



https://doi.org/10.1080/13645579.2016.1276711
https://doi.org/10.1007/s10803-017-3315-x

196

Jahromi, L. B., Bryce, C. I., & Swanson, J. (2013). The importance of self-regulation for the
school and peer engagement of children with high-functioning autism. Research in
Autism Spectrum Disorders, 7(2). 235-246. https://doi-

org.ezproxy.liberty.edu/10.1016/j.rasd.2012.08.012

Jigyel, K., Miller, J. A., Mavropoulou, S., & Berman, J. (2018). Parental communication and
collaboration in schools with special educational needs (SEN) programmes in Bhutan.
International Journal of Inclusive Education, 22(12), 1288-1305.

https://doi.org/10.1080/13603116.2018.1426053

Jokinen, M. (2018). Inclusive education: A sustainable approach. American Annals of the Deaf,

163(1), 70-77. https://doi.org/10.1353/aad.2018.0012

Jones, R. M., Pickles, A., & Lord, C. (2017). Evaluating the quality of peer interactions in
children and adolescents with autism with the Penn Interactive Peer Play Scale (PIPPS).

Molecular Autism, 8(28). https://doi.org/10.1186/s13229-017-0144-x

Joshi, G., Wozniak, J., Fitzgerald, M., Faraone, S., Fried, R., Galdo, M., Furtak, S. L., Conroy,
K., Kilcullen, J. R., Belser, A., & Biederman, J. (2018). High risk for severe emotional
dysregulation in psychiatrically referred youth with autism spectrum disorder: A
controlled study. Journal of Autism and Developmental Disorders, 48(1), 3101-3115.

https://doi.org/10.1007/s10803-018-3542-9

Joyce, C., Honey, E., Leekam, S. R., Barrett, S. L., & Rodgers, J. (2017). Anxiety, intolerance of
uncertainty and restricted and repetitive behavior: Insights directly from young people
with ASD. Journal of Autism and Development Disorders, 47, 3789-3802.

https://doi.org/10.1007/s10803-017-3027-2



https://doi-org.ezproxy.liberty.edu/10.1016/j.rasd.2012.08.012
https://doi-org.ezproxy.liberty.edu/10.1016/j.rasd.2012.08.012
https://doi.org/10.1080/13603116.2018.1426053
https://doi.org/10.1353/aad.2018.0012
https://doi.org/10.1186/s13229-017-0144-x
https://doi.org/10.1007/s10803-018-3542-9
https://doi.org/10.1007/s10803-017-3027-2

197

Jurkowski, S., & Muller, B. (2018). Co-teaching in inclusive classes: The development of multi-
professional cooperation in teaching dyads. Teaching and Teacher Education, 75(1),

224-231. https://doi.org/10.1016/j.tate.2018.06.017

Kamii, C. (1979). Piaget’s theory, behaviorism, and other theories in education. The Journal of

Education, 161(1), 13-33. https://doi.org/10.1177/002205747916100104

Kasari, C., Shire, S., Shih, W., & Almirall, D. (2021). Getting SMART about social skills
interventions for students with ASD in inclusive classrooms. Exceptional Children,

88(1), 26-44. https://doi.org/10.1177/00144029211007148

Kendall, L. (2019). Supporting all children to reach their potential: Practitioner perspectives on
creating an inclusive school environment. Education 3-13, 47(6), 678-691.

https://doi.org/10.1080/03004279.2018.1520278

Kimbi, Y. (2014). Theory of mind abilities and deficits in autism spectrum disorders. Topics in
Language Disorders, 34(4), 329-343. https://doi.org/10.1097/TLD.0000000000000033

Knapik, M. (2006). The qualitative research interview: Participants’ responsive participation in
knowledge making. International Journal of Qualitative Methods, 5(3). 77-93.

https://doi.org /10.1177/160940690600500308

Kohler, W. (1925). The mentality of apes. Routledge.

Koegel, L. K., Vernon, T. W., Koegel, R. L., Koegel, B. L., & Paullin, A. W. (2012). Improving
social engagement and initiations between children with autism spectrum disorder and
their peers in inclusive settings. Journal of Positive Behavior Interventions, 14(4), 220-

227. DOI: 10.1177/1098300712437042.


https://doi.org/10.1016/j.tate.2018.06.017
https://doi.org/10.1177/002205747916100104
https://doi.org/10.1177/00144029211007148
https://doi.org/10.1080/03004279.2018.1520278
https://journals.sagepub.com/doi/pdf/10.1177/160940690600500308

198

Kraemer, B.R., Odom, S.L., Tomaszewski, B., Hall, L.J., Dawalt, L., Hume, K.A., Steinbrenner,
J.R., Szidon, K., & Brum, C. (2020). Quality of high school programs for students with
autism spectrum disorder. Autism. 24(3). 707-717. Doi: 10.1177/1362361319887280.

Krischler, M., Powell, J. J. W., & Cate, T. I. M. (2019). What is meant by inclusion? On the
effects of different definitions on attitudes toward inclusive education. European Journal
of Special Needs Education, 34(5), 632-648.

https://doi.org/10.1080/08856257.2019.1580837

Kroesch, A. M., & Peeples, K. N. (2021). High school general education teachers’ perceptions of
students with significant disabilities. Research, Advocacy, and Practice for Complex and

Chronic Conditions, 40(1), 26-41. https://doi.org/10.14434/rapcc.v40i1.31756

Krueger, R. A., & Casey, M. A. (2015). Focus groups: A practical guide for applied research.
(5th ed.). SAGE Publication.

Kucharczyk, S., Reutebuch, C. K., Carter, E. W., Hedges, S., Zein, F. E., Fan, H., & Gustafson,
J. R. (2015). Addressing the needs of adolescents with autism spectrum disorder:
Considerations and complexities for high school interventions. Exceptional Children,

81(3), 329-349. https://doi.org/10.1177/0014402914563703

Kvale, S. (2007). Qualitative research kit: Doing interviews. SAGE Publications.
LaBarbera, R. (2017). A comparison of teacher and caregiver perspectives of collaboration in the
education of students with autism spectrum disorders. Teacher Education Quarterly,

44(3), 35-56. https://files.eric.ed.gov/fulltext/EJ1149367.pdf

Laframboise, K. L, Epanchin, B., Colucci, K., & Hocutt, A. (2012). Working together: Emerging
roles of special and general education teachers in inclusive settings. Action in Teacher

Education, 26(3), 29-43. https://doi.org/10.1080/01626620.2004.10463330



https://doi.org/10.1080/08856257.2019.1580837
https://doi.org/10.14434/rapcc.v40i1.31756
https://journals-sagepub-com.ezproxy.liberty.edu/doi/pdf/10.1177/0014402914563703
https://files.eric.ed.gov/fulltext/EJ1149367.pdf
https://doi.org/10.1080/01626620.2004.10463330

199

Lai, F. T. T., Li, E. P. Y., Ji, M., Wong, W. W. K., & Lo, S. K. (2016). What are the inclusive
teaching tasks that require the highest self-efficacy? Teaching and Teacher Education,

59, 338-346. https://doi.org/10.1016/j.tate.2016.07.006

Lang, N. P., & Persico, L. P. (2019). Challenges and approaches for creating inclusive field
courses for students with an autism spectrum disorder. Journal of Geoscience Education,

67(4), 345-350. https://doi.org/10.1080/10899995.2019.1625996

Lantz, J. (2010). Theory of mind in autism: Development, implications, and intervention. The

Reporter, 7(3), 18-25. http://www.iidc.indiana.edu/index.php?pageld=424 (iu.edu)

Laurent, A. C., & Gorman, K. (2017). Development of emotion self-regulation among young
children with autism spectrum disorders: The role of parents. Journal of Autism and

Developmental Disorders, 48, 1249-1260. https://doi.org/10.1007/s10803-017-3430-8

Leach, D., & Duffy, M. L. (2009). Supporting students with autism spectrum disorders in
inclusive settings. Invention in School and Clinic, 45(1), 31-37.

https://doi.org/10.1177/1053451209338395

Leader-Janssen, E., Swain, K. D., Delkamiller, J., Ritzman, M. J. (2012). Collaborative
relationships for general education teachers working with students with disabilities.
Journal of Instructional Psychology, 39(2), 112-118.

https://www.proquest.com/docview/13166554787parentSessionld=haUD5H80UzXTLOqg

50ajTZgKver9KbZDGuUFN5tHKOY Bc%3D &pa-origsite=summon&accountid=12085



https://doi.org/10.1016/j.tate.2016.07.006
https://doi.org/10.1080/10899995.2019.1625996
https://scholarworks.iu.edu/dspace/bitstream/handle/2022/9508/13.pdf?isAllowed=y&sequence=1
https://doi.org/10.1007/s10803-017-3430-8
https://doi.org/10.1177/1053451209338395
https://www.proquest.com/docview/1316655478?parentSessionId=haUD5H8oUzXTLOg5oajTZgKver9KbZDGuFN5tHKOYBc%3D&pq-origsite=summon&accountid=12085
https://www.proquest.com/docview/1316655478?parentSessionId=haUD5H8oUzXTLOg5oajTZgKver9KbZDGuFN5tHKOYBc%3D&pq-origsite=summon&accountid=12085

200

Lee, E.A.L., Black, M.H., Falkmer, M., Tan, T., Sheehy, L., Bolte, S., & Girdler, S. (2020). We
can see a bright future: Parents® perception of the outcomes of participating in a
strengths-based program for adolescents with autism spectrum disorder. Journal of

Autism and Developmental Disorders, 50(1), 3179-3194. https://doi.org/10.1007/s10803-

020-04411-9
Lee, I., Chen, C., Wang, C., & Chung, C. (2018). Augmented reality plus concept map technique
to teach children with ASD to use social cues when meeting and greeting. Asia-Pacific

Education Resource, 27(3), 227-243. https://doi.org/10.1007/s40299-018-0382-5

Lerner, M. D., Mazefsky, C. A., Weber, R. J., Transue, E., Siegel, M., Gadow, K. D., & Autism
and Development Disorders Inpatient Research Collaborative (ADDIRC). (2017). Verbal
ability and psychiatric symptoms in clinically referred inpatient and outpatient youth with
ASD. Journal of Autism and Development Disorders, 48, 3689-3701.

https://doi.org/10.1007/s10803-017-3344-5

Li, H., & Li, X. (2020). Rural and urban general education teachers’ instructional strategies in
inclusive classrooms in China: A dual system perspective. International Journal of
Inclusive Education, 1-17. https://doi.org /10.1080/13603116.2020.1821796

Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. Sage Publications.

Lindner, K. T., Nusser, L., Gehrer, K., & Schwab, S. (2021). Differentiation and grouping
practices as a response to heterogeneity — Teachers’ implementation of inclusive teaching
approaches in regular, inclusive, and special classrooms. Frontiers in Psychology, 12, 55-

68. Doi: 10.3389/fpsvg.2021.676482.


https://doi.org/10.1007/s10803-020-04411-9
https://doi.org/10.1007/s10803-020-04411-9
https://doi.org/10.1007/s40299-018-0382-5
https://doi.org/10.1007/s10803-017-3344-5

201

Lindsay, S., Proulx, M., Thomson, N., & Scott, H. (2013). Educators’ challenges of including
children with autism spectrum disorder in mainstream classrooms. International Journal
of Disability, Development and Education, 60(4), 347-362.

http://doi.org/10.1080/1034912X.2013.846470

Lopez, E. C., & Bursztyn, A. M. (2013). Future challenges and opportunities: Toward
culturally responsive training in school psychology. Psychology in the Schools, 50(3),

212-228. http://doi.org/10.1002/pits.21674

Love, A. M. A, Toland, M. D., Usher, E. L., Campbell, J. M., & Spriggs, A. D. (2019). Can |
teach students with autism spectrum disorder? Investigating teacher self-efficacy with an
emerging population of students. Research in Developmental Disabilities, 89, 41-50.

https://doi.org/10.1016/j.ridd.2019.02.005

Lyons, W., Thompson, A., & Timmons, V. (2016). We are inclusive. We are a team. Let’s do
it: Commitment, collective efficacy, and agency in four inclusive schools. International
Journal of Inclusive Education, 20(8), 889-907.

https://doi.org/10.1080/13603116.2015.1122841

Machi, A., & McEvoy, B. T. (2008). The literature review: Six steps to success. Corwin.
Maddox, B. B., Miyazaki, Y., & White, S. W. (2016). Long-term effects of CBT on Social
impairment in adolescents with ASD. Journal of Autism Development Disorder, 47,

3872-3882. https://doi.org/10.1007/s10803-016-2779-4

Mann, G., & Gilmore, L. (2021). Barriers to positive parent-teacher partnerships: The views of
parents and teachers in an inclusive education context. International Journal of Inclusive

Education, 1-13. https://doi.org/10.1080/13603116.2021.1900426


http://doi.org/10.1080/1034912X.2013.846470
http://doi.org/10.1002/pits.21674
https://doi.org/10.1016/j.ridd.2019.02.005
http://dx.doi.org/10.1080/13603116.2015.1122841
https://doi.org/10.1007/s10803-016-2779-4

202

Marder, T., & deBettencourt, L. U. (2015). Teaching students with ASD using evidence-based
practice: Why is training critical now? Teacher Education and Special Education, 38(1),

5-12. https://doi.org/10.1177%2F0888406414565838

Mazon, C., Etchegoyhen, K., Saint-Supery, ., Amestoy, A., Bouvard, M., Consel, C., &
Sauzeon, H. (2021). Fostering parents-professional collaboration for facilitating the
school inclusion of students with ASD: Design of the “ToGather” web-based prototype.
Education Tech Research Development, 70(1), 231-262. DOI:10.1007/s11423-021-
10073-w

Minor, M. T. (2018, October 25). Definition of social life—What it is, meaning and concept.

Thrive Global. https://thriveglobal.com/stories/definition-of-social-life-what-it-is-

meaning-and-concept/

Mody, M., Shui, A. M., Nowinski, L. A., Golas, S. B., Ferrone, C., O’Rourke, J. A., &
McDougle, C. J. (2017). Communication deficits and the motor system: Exploring
patterns of associations in autism spectrum disorder (ASD). Journal of Autism

Development Disorder, 47, 155-162. https://doi.org/10.1007/s10803-016-2934-y

Mofield, E.L. (2020). Benefits and barriers to collaboration and co-teaching: Examining
perspectives of gifted education teachers and general education teachers. Gifted Child

Today. 43(1), 20-33. DOI: https://doi.org/10.1177/1076217519880588

Molbaek, M. (2018). Inclusive teaching strategies—Dimensions and agendas. International
Journal of Inclusive Education, 22(10), 1048-1061.

https://doi.org/10.1080/13603116.2017.1414578



https://doi.org/10.1177%2F0888406414565838
https://thriveglobal.com/stories/definition-of-social-life-what-it-is-meaning-and-concept/
https://thriveglobal.com/stories/definition-of-social-life-what-it-is-meaning-and-concept/
https://doi.org/10.1007/s10803-016-2934-y
https://doi.org/10.1177/1076217519880588
https://doi.org/10.1080/13603116.2017.1414578

203

Montgomery, A., & Mirenda, P. (2014). Teachers’ self-efficacy, sentiments, attitudes and
concerns about the inclusion of students with developmental disabilities. Exceptionality

Education International, 24, 18-32. https://doi.org/10.5206/eei.v24i1.7708

Muskhanova, I. V., Platonova, R. |., Bazaeva, F. U., Batchaeva, Kh. M., Levchenkova, T. V.,
Yakhyaeva, A. Kh., & Mikhina, G. B. (2020). Inclusive education in universities:
Practice and problems. EurAsian Journal of BioSciences, 14, 2321-2326.

file:///C:/Users/cabro/AppData/Local/Temp/MicrosoftEdgeDownloads/4c39f7a6-26d5-

4447-93e7-2df1391f8317/Inclusive education in univers.pdf

Murawski, W.W. & Dieder, L.A. (2016). Tips and strategies for co-teaching at the secondary
level. Council for the Exceptional Children. 36(5), 52-58.

https://doi.org/10.1177/004005990403600507

Naik, P. (2015). Behaviorism as a theory of personality: A critical look [Manuscript submitted
for publication]. Department of Psychology, Northwestern University.

https://pdfs.semanticscholar.org/936b/40cc8baac57853926b018c9426a5ed4d6654.pdf? ¢

a=2.252841356.40490160.1588278315-1051875963.1588278315

National Center for Education Statistics. (2018). Common core of data public school data.
Fiscal year 2018.

https://nces.ed.gov/ccd/schoolsearch/school detail.asp?Search=1&1D=370001102512

National Institute of Neurological Disorders and Stroke (NINDS). (2019). Pervasive
development disorder information page. What research is being done? National Institute

of Health (NIH). https://www.ninds.nih.gov/Disorders/All-Disorders/Pervasive-

Developmental-Disorders-Information-Page



https://doi.org/10.5206/eei.v24i1.7708
file:///C:/Users/cabro/AppData/Local/Temp/MicrosoftEdgeDownloads/4c39f7a6-26d5-4447-93e7-2df1391f8317/Inclusive_education_in_univers.pdf
file:///C:/Users/cabro/AppData/Local/Temp/MicrosoftEdgeDownloads/4c39f7a6-26d5-4447-93e7-2df1391f8317/Inclusive_education_in_univers.pdf
https://doi.org/10.1177/004005990403600507
https://pdfs.semanticscholar.org/936b/40cc8baac57853926b018c9426a5ed4d6654.pdf?_ga=2.252841356.40490160.1588278315-1051875963.1588278315
https://pdfs.semanticscholar.org/936b/40cc8baac57853926b018c9426a5ed4d6654.pdf?_ga=2.252841356.40490160.1588278315-1051875963.1588278315
https://nces.ed.gov/ccd/schoolsearch/school_detail.asp?Search=1&ID=370001102512
https://www.ninds.nih.gov/Disorders/All-Disorders/Pervasive-Developmental-Disorders-Information-Page
https://www.ninds.nih.gov/Disorders/All-Disorders/Pervasive-Developmental-Disorders-Information-Page

204

National Joint Committee on Learning Disabilities. (2016). Learning disabilities and achieving
high quality education standards.

http://www.ldonline.org/pdfs/njcld/NJCLDHQUESFin.pdf

National Professional Development Center. (2017). Autism spectrum disorder: The NPDC

model. https://autismpdc.fpg.unc.edu/evidence-based-practices

National Research Council. (1997). Improving student learning in mathematics and science: The
role of national standards in state policy. The National Academies Press.

https://doi.org/10.17226/5844

Neuman, W. L. (2006). Social research methods: Qualitative and quantitative approaches (6th
ed.). Allyn & Bacon.

Nilholm, C. (2021). Research about inclusive education in 2020 - how can we improve our
theories in order to change practice? European Journal of Special Needs Education,

36(3), 358-370. https://doi.org/10.1080/08856257.2020.1754547

Nistor, G. & Dumitru, C.L. (2021). Preventing school exclusion of students with autism
spectrum disorder (ASD) through reducing discrimination: Sustainable integration
through contact-based education sessions. Sustainability. 13(13), 1-17.

https://doi.org/10.3390/su13137056

Nuske, H. J., McGhee Hassrick, E., Bronstein, B., Hauptman, L., Aponte, C., Levato, L.,
Stahmer, A., Mandell, D. S., Mundy, P., Kasari, C., & Smith, T. (2019). Broken
bridges—new school transitions for students with autism spectrum disorder: A systematic
review on difficulties and strategies for success. Autism, 23(2), 306-325.

https://doi.org/10.1177/1362361318754529



http://www.ldonline.org/pdfs/njcld/NJCLDHQUESFin.pdf
https://autismpdc.fpg.unc.edu/evidence-based-practices
https://doi.org/10.17226/5844
https://doi.org/10.1080/08856257.2020.1754547
https://doi.org/10.3390/su13137056
https://doi.org/10.1177/1362361318754529

205

O’Hagan, S., & Hebron, J. (2017). Perceptions of friendship among adolescents with autism
spectrum conditions in a mainstream high school resource provision. European Journal
of Special Needs Education, 32(3), 314-328.

https://doi.org/10.1080/08856257.2016.1223441

O’Leary, Z. (2017). Doing your research project (3rd ed.). SAGE Publications.

Oliver-Kerrigan, K. A., Christy, D., & Stahmer, A. C. (2021). Practices and experiences of
general education teachers educating students with autism. Education and Training in
Autism and Developmental Disabilities, 56(2), 158-172.

https://www.proquest.com/docview/2599642042/fulltextPDF/8A7DD5E2443437FPQ/1?

accountid=12085

Ondobaka, S., Kilner, J., & Friston, K. (2017). The role of interoceptive inference in theory of

mind. Brain and Cognition, 112, 64-68. https://doi.org/10.1016/j.bandc.2015.08.002

Opoku, M. P., Cuskelly, M., Pedersen, S. J., & Rayner, C. S. (2021). Applying the theory of
planned behavior in assessments of teachers’ intentions towards practicing inclusive
education: A scoping review. European Journal of Special Needs Education, 36(4), 577-

592. https://doi.org/10.1080/08856257.2020.1779979

Orsmond, G. 1., Shattuck, P. T., Cooper, B. P., Sterzing, P. R., & Kristy, A. A. (2014). Social
participation among young adults with an autism spectrum disorder. Journal of Autism

Development Disorder, 43(11), 2710-2719. https://doi.org/10.1007/s10803-013-1833-8

Pancsofar, N., & Petroff, J. G. (2016). Teachers’ experience with coteaching as a model for

inclusive education. International Journal of Inclusive Education, 20(10), 1043-1053,

https://doi.org/10.1080/13603116.2016.1145264


https://doi.org/10.1080/08856257.2016.1223441
https://www.proquest.com/docview/2599642042/fulltextPDF/8A7DD5E2443437FPQ/1?accountid=12085
https://www.proquest.com/docview/2599642042/fulltextPDF/8A7DD5E2443437FPQ/1?accountid=12085
http://dx.doi.org/10.1016/j.bandc.2015.08.002
https://doi.org/10.1080/08856257.2020.1779979
https://doi.org/10.1007/s10803-013-1833-8
http://dx.doi.org/10.1080/13603116.2016.1145264

206

Parent, V., Birtwell, K. B., Lambright, N., & Dubard, M. (2016). Combining CBT and behavior-
analytic approaches to target severe emotion dysregulation in verbal youth with ASD and
ID. Journal of Mental Health Research in Intellectual Disabilities, 9(1-2), 60-82.

https://doi.org//10.1080/19315864.2016.1166301

Paseka, A., & Schwab, S. (2020). Parents' attitudes towards inclusive education and their
perceptions of inclusive teaching practices and resources. European Journal of Special

Needs Education, 35(2), 254-272. https://doi.org/10.1080/08856257.2019.1665232

Paul, R. (2008). Interventions to improve communication in autism. Child Adolescent Psychiatry

Clinics of North America, 17(4), 835-56. https://doi.org/10.1016/j.chc.2008.06.011
Patton, M. Q. (2015). Qualitative research & evaluation methods (4th ed.). SAGE Publications.
Pickard, H., Happe, F., & Mandy, W. (2018). Navigating the social world: The role of social

competence, peer victimization and friendship quality in the development of social

anxiety in childhood. Journal of Anxiety Disorders, 60, 1-10.

https://doi.org/10.1016/j.janxdis.2018.09.002

Plumet, M. H., & Veneziano, E. (2015). Typical and atypical pragmatic functioning of ASD
children and their partners: A study of oppositional episodes in everyday interactions.
Journal of Autism and Developmental Disorders, 45(1), 53-67.

https://doi.org/10.1007/s10803-014-2164-0

Poon-McBrayer, K. F. (2014). The evolution from integration to inclusion: The Hong Kong tale.
International Journal of Inclusive Education, 18(10), 1004-1013.

https://doi.org/10.1080/13603116.2012.693397

Premack, D., & Woodruff, G. (1978). Does the chimpanzee have a theory of mind? Behavioral

and Brain Sciences, 1(4), 515-526. https://doi.org/10.1017/S0140525X00076512



http://dx.doi.org/10.1080/19315864.2016.1166301
https://doi.org/10.1080/08856257.2019.1665232
https://doi.org/10.1016/j.chc.2008.06.011
https://doi.org/10.1016/j.janxdis.2018.09.002
https://doi.org/10.1007/s10803-014-2164-0
https://doi.org/10.1080/13603116.2012.693397
https://doi.org/10.1017/S0140525X00076512

207

Pulschen, S., & Pulschen, D. (2015). Preparation for teacher collaboration in inclusive
classrooms stress reduction for special education students via acceptance and
commitment training: A controlled study. Journal of Molecular Psychiatry, 3(8), 1-15.

https://doi.org/10.1186/s40303-015-0015-3

Qvortrup, A., & Qvortup, L. (2018). Inclusion: Dimensions of inclusion in education.
International Journal of Inclusive Education, 22(7), 803-817.

https://doi.org/10.1080/13603116.2017.1412506

Rafferty, Y., Boettcher, C., & Griffin, K. W. (2001). Benefits and risks of reverse inclusion for
preschoolers with and without disabilities: Parents’ perspectives. Journal of Early
Intervention, 24(4), 266-286. https://doi.org /10.1177/105381510102400403

Ranney, M. L., Meisel, Z., Choo, E. K., Garro, A., Sasson, C., & Morrow, K. (2015). Interview-
based qualitative research in emergency care part Ill: Data collection, analysis and results
reporting. HHS Public Access, 22(9), 1103-1112. https://doi.org /1103-
1112.10.1111/acem.12735.

Rapp, W. H., Arndt, K. L., & Hildenbrand, S. M. (2019). Picture inclusion! Snapshots of
successful diverse classrooms. Paul H. Brookes Publishing Co.

Raudeliunaite, R. & Steponeniene, E. (2020). Challenges for primary school teachers in ensuring
inclusive education for children with autism spectrum disorders. Pedagogika / Pedagogy,

138(2), 209-225. https://doi.org/10.15823/p.2020.138.12

Reese, L., Richards-Tutor, C., Hansuvadha, N., Pavri, S., & Xu, S. (2018). Teachers for
inclusive, diverse urban settings. Issues in Teacher Education, 27(1), 17-27.

https://files.eric.ed.gov/fulltext/EJ1174905.pdf



https://doi.org/10.1186/s40303-015-0015-3
https://doi.org/10.1080/13603116.2017.1412506
https://doi.org/10.15823/p.2020.138.12
https://files.eric.ed.gov/fulltext/EJ1174905.pdf

208

Reutebuch, C. K., Zein, F., Kim, M. K., Weinberg, A. N., & Vaughn, S. (2015). Investigating a
reading comprehension intervention for high school students with autism spectrum
disorder: A pilot study. Research in Autism Spectrum Disorder, 9, 96-111.

https://doi.org/10.1016/j.rasd.2014.10.002

Rigelman, N. M., & Ruben, B. (2012). Creating foundations for collaboration in schools:
Utilizing professional learning communities to support teacher candidate learning and
visions of teaching. Teaching and Teacher Education, 28(7), 979-989.

https://doi.org/10.1016/j.tate.2012.05.004

Robledo, J. (2017). Facilitating local understanding and literacy development for students with
autism spectrum disorder through teacher training. International Journal of Whole

Schooling, 13(1), 47-62. https://files.eric.ed.gov/fulltext/EJ1142329.pdf

Roche, S. (2016). Education for all: Exploring the principle and process of inclusive education.

International Review of Education, 62(2), 131-137. https://doi.org/10.1007/s11159-016-

9556-7
Rotheram-Fuller, E., Kasari, C., Chamberlain, B., Locke, J. (2010). Social involvement of
children with autism spectrum disorders in elementary school classrooms. J Child
Psychol Psychiatry, 51(11), 1227-1234. doi:10.1111/j. 1469-7610.2010.02289.x.
Rotter, K. (2014). IEP use by general and special education teachers. SAGE Open, 4(2).

https://doi.org/10.1177%2F2158244014530410

Royster, O., Reglin, G. L., & Losike-Sedimo, N. (2014). Inclusion professional development

model and regular middle school educators. Journal of At-Risk Issues, 18(1), 1-10.


https://doi.org/10.1016/j.rasd.2014.10.002
https://doi.org/10.1016/j.tate.2012.05.004
https://files.eric.ed.gov/fulltext/EJ1142329.pdf
https://doi.org/10.1007/s11159-016-9556-7
https://doi.org/10.1007/s11159-016-9556-7
https://doi.org/10.1177%2F2158244014530410

209

Rubinstein, S. A., & McCarthy, J. E. (2014). Teachers’ union and management partnership:
How working together improves student achievement. The Center for American Progress.
https://www.americanprogress.org/article/teachers-unions-and-management-partnerships

Russa, M. B., Matthews, A. L., & Owen-DeSchryver, J. S. (2015). Expanding supports to
improve the lives of families of children with autism spectrum disorder. Journal of
Positive Behavior Interventions, 17(2), 95-104.

https://doi.org/10.1177/1098300714532134

Rutherford, M., Burns, M., Gray, D., Bremner, L., Clegg, S., Russell, L., Smith, C., & O’Hare,
A. (2018). Improving efficiency and quality of the children’s ASD diagnostic pathway:
Lessons learned from practice. Journal of Autism and Developmental Disorders, 48,

1579-1595. https://doi.org/10.1007/s10803-017-3415-7

Ryndak, D. L., Jackson, L., & Billingsley, F. (2000). Defining school inclusion for students with
moderate to severe disabilities: What do experts say? Exceptionality: The Official
Journal of the Division for Research of the Council for Exceptional Children, 8(2), 101-

116. https://doi.org/10.1207/S15327035EX0802_2

Saade, S., Bean, Y. F., Gillespie-Lynch, K., Poirier, N., & Harrison, A. J. (2021). Can
participation in an online ASD training enhance attitudes toward inclusion, teaching self-
efficacy and ASD knowledge among preservice educators in diverse cultural context?
International Journal of Inclusive Education, 1-16.

https://doi.org/10.1080/13603116.2021.1931716

Sakiz, H. (2018). Students with learning disabilities within the context of inclusive education:
Issues of identification and school management. International Journal of Inclusive

Education, 22(3). 285-305. https://doi.org/10.1080/13603116.2017.1363302



https://doi.org/10.1177/1098300714532134
https://doi.org/10.1007/s10803-017-3415-7
https://doi.org/10.1207/S15327035EX0802_2
https://doi.org/10.1080/13603116.2021.1931716
https://doi.org/10.1080/13603116.2017.1363302

210

Salisbury, C. (2006). Principals’ perspectives on inclusive elementary schools. Research &
Practice for Persons with Severe Disabilities, 31(1), 70-82.
https://doi.org/10.2511/rpsd.31.1.70

Savolainen, H., Engelbrecht, P., Nel, M., & Malinen, O. P. (2012). Understanding teachers’
attitudes and self-efficacy in inclusive education: implications for pre-service and in-
service teacher education. European Journal of Special Needs Education, 27(1), 51-68.

https://doi.org/10.1080/08856257.2011.613603

Schmitt, S. A., McClelland, M. M., Tominey, S. L., & Acock, A. C. (2015). Strengthening
school readiness for head start children: Evaluation of a self-regulation intervention.
Early Childhood Research Quarterly, 30, 20-31.

https://doi.org/10.1016/j.ecresq.2014.08.001

Schuetze, M., Rohr, C. S., Dewey, D., McCrimmon, A., & Bray, S. (2017). Reinforcement
learning in autism spectrum disorder. Frontiers in Psychology, 21(1), 1-15.
https://doi.org/10.3389/fpsyg.2017.02035

Schultz, T. R., Sreckovic, M. A., Able, H., & White, T. (2016). Parent-teacher collaboration:
Teacher perceptions of what is needed to support students with ASD in the inclusive
classroom. Educational Training in Autism and Developmental Disabilities, 51(4), 344—

354. https://search-proguest-com.ezproxy.liberty.edu/docview/1843276153?pa-

origsite=summon

Schwartz, A. E., Hopkins, B. G., & Stiefel, L. (2021). The effects of special education on the

academic performance of students with learning disabilities. Journal of Policy Analysis

and Management, 40(2). 480-520. https://doi.org/10.1002/pam.22282


https://doi.org/10.1080/08856257.2011.613603
https://dx.doi.org/10.1016/j.ecresq.2014.08.001
https://search-proquest-com.ezproxy.liberty.edu/docview/1843276153?pq-origsite=summon
https://search-proquest-com.ezproxy.liberty.edu/docview/1843276153?pq-origsite=summon
https://doi.org/10.1002/pam.22282

211

Serviss, J. (2020). 4 benefits of an active professional learning community. ISTE.
https://www.iste.org/explore/4-benefits-active-professionallearning-community.

Sharma, U., Forlin, C., & Loreman, T. (2008). Impact of training on pre-service teachers’
attitudes and concerns about inclusive education and sentiments about persons with
disabilities. Disability & Society, 23(7), 773-785.

https://doi.org/10.1080/09687590802469271

Sharma, U., Forlin, C., Marella, M., & Jitoko, F., (2017). Using indicators as a catalyst for
inclusive education in the Pacific Islands. International Journal of Inclusive Education.

21(7), 730-746. https://doi.org/10.1080/13603116.2016.1251979

Shani, M., & Hebel, O. (2016). Education towards inclusive education: Assessing A teacher-
training program for working with pupils with special educational needs and disabilities
(SEND) enrolled in general education schools. International Journal of Special

Education, 31(3), 23. https:/files.eric.ed.gov/fulltext/EJ1120685.pdf

Shattuck, P. T., Narendorf, S. C., Cooper, B., Sterzing, P. R., Wagner, M., & Taylor, J. L.
(2012). Postsecondary education and employment among youth with an autism spectrum

disorder. Pediatrics, 129(6), 1041-1050. https://doi.org/10.1542/peds.2011-2864

Shochet, I. M., Saggers, B. R., Carrington, S. B., Orr, J. A., Wurfl, A. M., Duncan, B. M.,
& Smith, C. L. (2016). The cooperative research center for living with autism (CRC)
conceptual model to promote mental health for adolescents with ASD. Clinical Child

and Family Psychology Review, 19, 94-116. https://doi.org/10.1007/s10567-016-0203



https://doi.org/10.1080/09687590802469271
https://doi.org/10.1080/13603116.2016.1251979
https://files.eric.ed.gov/fulltext/EJ1120685.pdf
https://doi.org/10.1542/peds.2011-2864
https://doi.org/10.1007/s10567-016-0203

212

Sinkovics, N. (2018) Pattern matching in qualitative analysis. In: Cassell, C., Cunliffe, A. L. and
Grandy, G. (eds.) The SAGE Handbook of Qualitative Business and Management
Research Methods: Methods and Challenges. Sage Publications: Thousand Oaks, CA, pp.
468-484. doi: 10.4135/9781526430236.n28.

Slade, N., Eisenhower, A., Carter, A. S., & Blacher, J. (2018). Satisfaction with individualized
education programs among parents of young children with ASD. Exceptional Children,

84(3), 242-260. https://doi.org/10.1177%2F0014402917742923

Smogorzewska, J., Szumski, G., & Gygiel, P. (2020). Theory of mind goes to school: Does
educational environment influence the development of theory of mind in middle

childhood? PLOS ONE, 15(08), 1-18. https://doi.org/10.1371/journal.pone.0237524.

Smyth, F., Shevlin, M., Buchner, T., Biewer, G., Flynn, P., Latimier, C., Siska, J., Toboso-
Martin, M., Rodriguez, D., & Ferreira, M. (2014). Inclusive education in progress: Policy
evolution in four European countries. European Journal of Special Needs Education,

29(4), 433-445. https://doi.org/10.1080/08856257.2014.922797

Sommer, M., Dohnel, K., Jarvers, |., Blaas, L., Singer, M., Noth, V., Schuwerk, T., & Rupprecht,
R. (2018). False belief reasoning in adults with and without autism spectrum disorder:
Similarities and differences. Frontiers in Psychology, 9(183), 1-12

https://doi.org/10.3389/fpsyq.2018.00183

Soto, G., Miller, E., Hunt, P., & Goetz, L. (2001). Critical issues in the inclusion of students
who use augmentative and alternative communication: An educational team perspective.
Augmentative and Alternative Communication, 17(2), 62-72.

https://doi.org/10.1080/714043369



https://doi.org/10.1177%2F0014402917742923
https://doi.org/10.1371/journal.pone.0237524
https://doi.org/10.1080/08856257.2014.922797
https://doi.org/10.3389/fpsyg.2018.00183
https://doi.org/10.1080/714043369

213

Sreckovic, M. A., Hume, K., & Able, H. (2017). Examining the efficacy of peer network
interventions on the social interactions of high school students with autism spectrum
disorder. Journal of Autism Development Disorder, 47, 2556-2574.

https://doi.org/10.1007/s10803-017-3171-8

Stake, R. E. (1995). The art of case study research. Sage Publications.
Stronge, J. H., Tucker, P. D., & Hindman, J. L. (2018). Classroom management and
organization. Handbook for Qualities of Effective Teachers.

www.ascd.org/publications/books/104135/chapters

Sugita, T. (2016). Current trends in psychological and educational approaches for training and
teaching students with autism in California. International Electronic Journal of

Elementary Education, 9(2), 307-316. https://files.eric.ed.gov/fulltext/EJ1126609.pdf

https://www.researchgate.net/deref/http%3A%2F%2Fdxdoi.org%2F10.3316%2FQRJ110

2063
Syriopoulou-Delli, C. K., Cassimos, D. C., & Polychronopoulou, S. A. (2016). Collaboration
between teachers and parents of children with ASD on issues of education. Research in

Developmental Disabilities, 55, 330-345. https://doi.org/10.1016/].ridd.2016.04.011

Syriopoulou-Delli, C. K., & Polychronopoulou, S. A. (2019). Organization and management of
the ways in which teachers and parents with children with ASD communicate and
collaborate with each other. International Journal of Developmental Disabilities, 65(1),

31-48. https://doi.org/10.1080/20473869.2017.1359355



https://doi.org/10.1007/s10803-017-3171-8
http://www.ascd.org/publications/books/104135/chapters
https://files.eric.ed.gov/fulltext/EJ1126609.pdf
https://www.researchgate.net/deref/http%3A%2F%2Fdxdoi.org%2F10.3316%2FQRJ1102063
https://www.researchgate.net/deref/http%3A%2F%2Fdxdoi.org%2F10.3316%2FQRJ1102063
https://doi.org/10.1016/j.ridd.2016.04.011
https://doi.org/10.1080/20473869.2017.1359355

214

Syriopoulou-Delli, C. K., Polychronopoulou, S. A., Kolaitis, G. A., & Alexandros-Stamatios, A.
G. (2018). Review of interventions for the management of anxiety symptoms in children
with ASD. Neuroscience and Biobehavioral Reviews, 95(1). 449-463.

https://doi.org/10.1016/j.neubiorev.2018.10.023

Tager-Flusberg, H. (2000). Language and understanding minds: Connections in autism. In S.
Baron-Cohen, H. Tager-Flusberg, & D. J. Cohen (Eds.), Understanding other minds:
Perspectives from developmental cognitive neuroscience (124-149). Oxford University
Press.

Taneja-Johansson, S., & Singal, N. (2021). Pathways to inclusive and equitable quality education
for people with disabilities: Cross-context conversations and mutual learning.
International Journal of Inclusive Education, 1-17.

https://doi.org/10.1080/13603116.2021.1965799

Taresh, S., Ahmad, N. A., Roslan, S., Ma’rof, A. M., & Zaid, S. (2020). Pre-school teachers’
knowledge, belief, identification skills, and self-efficacy in identifying autism spectrum
disorder (ASD): A conceptual framework to identify children with ASD. Brain Sciences,

10(1), 1-30. https://doi.org/10.3390/brainsci10030165

Thompson, E. J., Beauchamp, M. H., Darling, S. J., Hearps, S. J. C., Brown, A., Charalambous,
G., Crossley, L., Darby, D., Dooley, J. J., Greenham, M., Jaimangal, M., McDonald, S.,
Muscara, F., Turkstra, L., & Anderson, V. A. (2017). Pediatric evaluation of emotions,
relationships, and socialization (PEERS) study. BMJ Open, 8(2), e016633-e016633.

https://doi.org/10.1136/bmjopen-2017-016633



https://doi.org/10.1016/j.neubiorev.2018.10.023
https://doi.org/10.1080/13603116.2021.1965799
https://doi.org/10.3390/brainsci10030165
https://doi.org/10.1136/bmjopen-2017-016633

215

Tiernan, B., Casserly, A. M., & Maguire, G. (2020). Towards inclusive education: Instructional
practices to meet the needs of pupils with special educational needs in multigrade
settings. International Journal of Inclusive Education, 24(7), 787-807.

https://doi.org/10.1080/13603116.2018.1483438

Tillery, A. D., Varjas, K., Meyers, J., & Collins, A. S. (2010). General education teachers’
perceptions of behavior management and intervention strategies. Journal of Positive

Behavior Interventions, 12(2), 86-102. https://doi.org/10.1177/109883007/08330879

Torreno, S. (2012, June 6). The history of inclusion: Educating students with disabilities. Bright

Hub Education. https://www.brighthubeducation.com/

Torres, C., Farley, C. A., & Cook, B. G. (2014). A special educator’s guide to successfully
implementing evidence-based practices. Teaching Exceptional Children, 47(2), 85-93.

https://doi.org/10.1177/0040059914553209

Tran, V. D. (2016). Coping styles with student misbehavior as mediators of teachers’ classroom
management strategies. International Journal of Higher Education, 5(1), 1-10.

https://doi.org/10.5430/ijhe.v5nlpl

Tschannen-Moran, M., & Woolfolk-Hoy, A. (2001). Teacher efficacy: Capturing an elusive
construct. Teaching and Teacher Education, 17(7). 783-805.

https://doi.org/10.1016/S0742-051X(01)00036-1

Van Brummelen, H. W. (2002). Steppingstones to curriculum: A biblical path. Purposeful
Design.
Van Brummelen, H. W. (2009). Walking with God in the classroom: Christian approaches to

teaching and learning. Purposeful Design.


https://doi.org/10.1080/13603116.2018.1483438
https://doi.org/10.1177/109883007/08330879
https://www.brighthubeducation.com/
https://doi.org/10.1177/0040059914553209
https://doi.org/10.5430/ijhe.v5n1p1
https://doi.org/10.1016/S0742-051X(01)00036-1

216

Van Hees, V., Moyson, T., & Roeyers, H. (2015). Higher education experiences of students with
autism spectrum disorder: Challenges, benefits and support needs. Journal of Autism

Development Disorder, 45, 1673-1688. https://doi.org/10.1007/s10803-014-2324-2

Van Hees, V., Roeyers, H., & Mol, J.D. (2018). Students with autism spectrum disorder and their
parents in the transition into higher education: Impact on dynamics in the parent-child
relationship. Journal of Autism and Developmental Disorders, 48(1), 3296-3310.

https://doi.org/10.1007/s10803-018-3593-y

VanTassel-Baska, J. (2012). Analyzing differentiation in the classroom: Using the COS-R.
Gifted Child Today, 35(1), 42-48. https://doi-

org.ezproxy.liberty.edu/10.1177/1076217511427431

Vargas-Bianchi, L. (2020). Qualitative theory testing by deductive design and pattern matching
analysis. SocArxiv. https://doi.org/10.31235/0sf.io/w4gxe

Vasa, R. A., & Mazurek, M. O. (2015). An update on anxiety in youth with autism spectrum
disorders. Current Opinion in Psychiatry, 28(2), 83-90.

https://doi.org/10.1097/YC0O.0000000000000133

Vincent, L. B., Openden, D., Gentry, J. A., Long, L. A., & Matthews, N. L. (2018). Promoting
social learning at recess for children with ASD and related social challenges. Association
for Behavior Analysis International, 11, 19-33. https://doi.org/10.1007/s40617-017-
0178-8

Vlcek, S., Somerton, M., & Rayner, C. (2020). Collaborative teams: Teachers, parents, and allied
health professionals supporting students with autism spectrum disorder in mainstream
Australian schools. Australasian Journal of Special and Inclusive Education, 44, 102-

115. D0i:10.1017/js1.2020.11.


https://doi.org/10.1007/s10803-014-2324-2
https://doi.org/10.1007/s10803-018-3593-y
https://doi-org.ezproxy.liberty.edu/10.1177/1076217511427431
https://doi-org.ezproxy.liberty.edu/10.1177/1076217511427431
https://doi.org/10.1097/YCO.0000000000000133

217

Waitoller, F.R. & Atrtiles, A.J. (2013). A decade of professional development research for
inclusive education: A critical review and notes for a research program. Review of
Educational Research. 83(3), p. 319-356. DOI: 10.3102/0034654313483905.

Walker, S., & Berthelsen, D. (2008). Children with autistic spectrum disorder in early childhood
education programs: A social constructivist perspective on inclusion. International

Journal of Early Childhood, 40(1), 33-52. https://doi.org/10.1007/BF03168362

Wangsgard, N., & Cardon, T. (2018). Perceptions from general education teachers who work
with students with autism spectrum disorder. International Journal of Learning, 25(1),

112. http://doi.org/10.188848/1447-9494/CGP/v25i01/1-11

Watson, J. B., Pavlov, I., Skinner, B. F., Thorndike, E. L., & Bandura, A. (2017). Learning
theories in plain English.

https://www.learning-theories.com/wp-

content/uploads/woocommerce uploads/2016/01/LT-in-Plain-English-2017-Vollof2-

ebook.pdf

Weinberg, A. (2022, February 23). 5 ways administrators can support mentor programs.
eduTopia. https://www.edutopia.org/article/5-ways-administrators-can-support-mentor-
programs

Wellman, H. M. (2017). The development of theory of mind: Historical reflections. Child

Development Perspectives, 11(3), 207-214. https://doi.org/10.1111/cdep.12236

Werner, S., Gumpel, T.P., Koller, J., Wiesenthal, V., & Weintraub, N. (2021). Can self-efficacy
mediate between knowledge of policy, school support and teacher attitudes towards
inclusive education? Plos One. 16(9), 1-17. https://

doi.org/10.1371/journal.pone.0257657


https://doi.org/10.1007/BF03168362
http://doi.org/10.188848/1447-9494/CGP/v25i01/1-11
https://www.learning-theories.com/wp-content/uploads/woocommerce_uploads/2016/01/LT-in-Plain-English-2017-Vol1of2-ebook.pdf
https://www.learning-theories.com/wp-content/uploads/woocommerce_uploads/2016/01/LT-in-Plain-English-2017-Vol1of2-ebook.pdf
https://www.learning-theories.com/wp-content/uploads/woocommerce_uploads/2016/01/LT-in-Plain-English-2017-Vol1of2-ebook.pdf
https://doi.org/10.1111/cdep.12236

218

Whitten, H.N., Cimera, R.E., & Thoma, C.A. (2019). Comparing employment outcomes of
young adults with Autism: Does postsecondary educational experience matter? Journal of
Postsecondary Education and Disability. 32(2), 159-172.

https://files.eric.ed.gov/fulltext/EJ1228971.pdf

Wilson, C., Woolfson, L. M., Durkin, K., & Elliott, M. A. (2016). The impact of social
cognitive and personality factors on teachers reported inclusive behavior. British

Journal of Educational Psychology, 86(1), 461-480. http://doi.org/10.1111/bjep.12118

Wilde, A., & Avramidis, E. (2011). Mixed feelings: Towards a continuum of inclusive

pedagogies, Education 3-13, 39(1), 83-101. https://doi.org/10.1080/03004270903207115

Willis, J., Churchward, P., Beutel, D., Spooner-Lane, R., Crosswell, L., & Curtis, E. (2019).
Mentors for beginning teachers as middle leaders: The messy work of recontextualizing.
School Leadership and Management, 39(1), 334-351.

http://doi.org/10.1080/13632434.2018.1555701

Wimmer, H., & Perner, J. (1983). Beliefs about beliefs: Representation and constraining function
of wrong beliefs in young children’s understanding of deception. Cognition, 13, 103-128.

https://doi.org/10.1016/0010-0277(83)90004-5

Winchell, B. N., Sreckovic, M. A., & Schultz, T. R. (2018). Preventing bullying and promoting
friendship for students with ASD: Looking back to move forward. Education and
Training in Autism and Developmental Disabilities, 53(3), 243-252. https://search-

proguest-com.ezproxy.liberty.edu/docview/2175248973



https://files.eric.ed.gov/fulltext/EJ1228971.pdf
http://doi.org/10.1111/bjep.12118
https://doi.org/10.1080/03004270903207115
http://doi.org/10.1080/13632434.2018.1555701
https://doi.org/10.1016/0010-0277(83)90004-5
https://search-proquest-com.ezproxy.liberty.edu/docview/2175248973
https://search-proquest-com.ezproxy.liberty.edu/docview/2175248973

219

Wise, J. M., Cepeda, S. L., Ordaz, D. L., McBride, N. M., Cavitt, M. A., Howie, F. R., Scalli, L.,
Ehrenreich-May, J., Wood, J. J., Lewin, A. B., & Storch, E. A. (2019). Open trial of
modular cognitive-behavioral therapy in the treatment of anxiety among late adolescents
with autism spectrum disorder. Child Psychiatry & Human Development, 50(1), 27-34.

https://doi.org/10.1007/s10578-018-0817-5

Wong, C., Odom, S. L., Hume, K., Cox, A. W., Fettig, A., Kucharczyk, S., Brock, M. E.,
Plavnick, J. B., Fleury, V. P., & Schultz, T. R. (2014). Evidence-based practices for
children, youth, and young adults with autism spectrum disorder. The University of
North Carolina, Frank Porter Graham Child Development Institute, Autism Evidence-
Based Practice Review Group.

http://autismpdc.fpg.unc.edu/sites/autismpdc.fpg.unc.edu/files/2014-EBP-Report.pdf

Yell, M. L., Shriner, J. G., & Katsiyannis, A. (2006). Individual with Disabilities Education
Improvement Act of 2004 and IDEA regulations of 2006: Implications for educators,
administrators, and teacher trainers. Focus on Exceptional Children, 39(1), 1-24.

https://search-proguest-com.ezproxy.liberty.edu

Yeo, K. J., & Teng, K. Y. (2015). Social skills deficits in autism: a study among students with
autism spectrum disorder in inclusive classrooms. University Journal of Educational

Research, 3(12), 1001-1007. http://doi.org/10.13189/ujer.2015.031208

Yin, R. K. (2018). Case study research and applications: Design and methods. SAGE
Publications.

Zagona, A. L., Kurth, J. A., & MacFarland, S. Z. C. (2017). Teachers’ views of their preparation
for inclusive education and collaboration. Teacher Education and Special Education,

40(3), 163-178. https://doi.org/10.1177/0888406417692969



https://doi.org/10.1007/s10578-018-0817-5
http://autismpdc.fpg.unc.edu/sites/autismpdc.fpg.unc.edu/files/2014-EBP-Report.pdf
https://search-proquest-com.ezproxy.liberty.edu/
http://doi.org/10.13189/ujer.2015.031208
https://doi.org/10.1177/0888406417692969

220

Zeanah, C. H. (2018). Autistic social behaviors and the half-empty, half-full cup [Editorial].
Journal of Child Psychology and Psychiatry, and Allied Disciplines, 59(11), 1125-1126.
https://doi.org/10.1111/jcpp.12998.

Zwane, S. L., & Malale, M. M. (2018). Investigating barriers teachers face in the implementation
of inclusive education in high schools in Gege Branch, Swaziland. African Journal of

Disability, 7(1), 1-12. https://doi.org/10.4102/ajod.v7i0.391



https://doi.org/10.4102/ajod.v7i0.391

221

Appendix A

Liberty University
1971 University Blvd., Bldg. #65 Lynchburg, VA 24502

TEACHING STUDENTS WITH AUTISM IN AN INCLUSIVE ENVIRONMENT: A
CASE STUDY

INVITATION TO PARTICIPATE IN RESEARCH
Dear Educator:

You are invited to participate in a qualitative case study about high school teachers’ perspectives
and experiences teaching students with autism in an inclusive environment. The title of the
research is Teaching Students with Autism in an Inclusive Environment: A Case Study. The
purpose of this case study is to understand teachers’ perspectives and experiences teaching high
school students with autism spectrum disorder in inclusive education with respect to challenges
they face, strategies and interventions they use to manage the classroom, and relationships they
build to create an environment where students with autism spectrum disorder can learn and grow.

The study will address this central research question:

What are the perspectives and experiences of general education high school teachers with
teaching students diagnosed with autism spectrum disorder in inclusive education?

Additionally, the research will address the following research sub-questions:

1. How do general education high-school teachers in an inclusive environment describe
challenges they experience in the classroom while teaching students with ASD?

2. What are general education high-school teachers’ descriptions of the strategies and
intervention techniques they implement to assist students with ASD in IE?

3. What are IE general education high-school teachers’ descriptions of their relationships with
special education teachers, parents of students with ASD, and the high-school administration
staff?

To help answer these questions | would like you to fill out a very brief demographic information
questionnaire and participate in one interview where you will provide details about your
experience teaching students with special educational needs in an inclusive environment. The
interview will take approximately 1 hour and be audio-taped and then manually transcribed. The
interviews will take place at a time, place, and format convenient to you. You will not be
identified by name when information is analyzed or in any findings that come from the study.
Participation in this study is completely voluntary. You may choose not to participate at all or
withdraw your participation and data from the study up to a month following your interview by
emailing or calling me. Your participation will be kept confidential to the extent possible.
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| have attached an information sheet that answers some of the questions that you might have. If
you have any further questions about this research, you may contact me by email:

| look forward to your cooperation and hope you might find it an interesting experience.

Yours sincerely,
Corey A. Brooks

This study has been reviewed for its adherence to ethical guidelines and certified by the
Institutional Review Board (IRB) at Liberty University. If you wish to contact someone not
associated with this study to ask questions or raise concerns about your role as a participant in
this study, please contact the IRB by letter or email:

a. Email: irb@liberty.edu

b. Fax: (434) 522-0506

c. Mail: IRB 1971 University Blvd. Lynchburg, VA 24515
d. In Person: Green Hall, Suite 2845

INFORMATION SHEET:
SOME QUESTIONS THAT YOU MIGHT HAVE ABOUT THE STUDY

Q. Who is being asked to participate?

A. 1 want to speak to teachers with experience teaching students with special needs, particularly
autism in an inclusive environment.

Q. Do I have to participate?

A. No, and you may withdraw from the study at any time if you do decide to participate. Let me
know of your decision up to a month after your interview.

Q. What exactly is involved?

A. You will be asked to fill out a short demographic questionnaire with basic information about
your teaching experience and participate in one interview. The focus of the interview is on your
experiences and perspectives relating to special needs youth and autistic youth in an inclusive
environment.

Q. How long will it take?

A. The questionnaire will take between 5 and 10 minutes and the interview is approximately 1
hour. The questionnaire and interview will be conducted at a time and place convenient to you.
Q. What are the benefits of participating in the study?

A. The study is an opportunity for you to contribute to a qualitative case study to gain a better
understanding of high school teachers’ perspectives and experiences teaching autistic youth in an
inclusive environment. There is very little scholarly work on this topic. | hope the results from
this research will provide a better understanding of general education and special needs teachers’
experiences in an inclusive environment.

Q. What are the benefits or risks?

A. People involved in this work generally find it interesting and find it a positive experience to
have their opinions and perspectives heard during an interview. However, if you do not feel
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comfortable at any time, you are free to discontinue participation in the interview. You can also
withdraw from the study up to a month after your interview if you change your mind.

Q. Will my information be kept confidential?

A. Yes. The information collected will be for research purposes only. You will not be identified
by name when information is analyzed or in any findings that come from the study. The name of
your school or any other identifying information will be changed and anonymized as well. All
identifiable personal information about participants will be held in locked cabinets and
password-protected computers. You can choose a pseudonym. Pseudonym keys will be prepared
and kept separately from the data.

Q. Who is doing the research?

A. Corey Antione Brooks doctoral candidate at Liberty University.

Q. Do | get to keep a copy of this information letter and the consent form?

A. Yes, you will be provided with a copy of the information letter and the consent form. If the
interview is conducted via Skype, your verbal consent to participate will be recorded on the copy
I will maintain.

IRB APPROVAL.:

This study has been reviewed for its adherence to ethical guidelines and certified by the
Institutional Review Board at Liberty University. If you wish to contact someone not associated
with this study to ask questions or raise concerns about your role as a participant in this study,
please contact Liberty University IRB either through email, fax, or phone.

RESEARCHER CONTACT:
Corey A. Brooks at |



Appendix B

Liberty University
1971 University Blvd., Bldg. #65 Lynchburg, VA 24502

Teaching Students with Autism in an Inclusive Environment: A Case Study

. Gender: (please circle) Male Female

. 'Your age range: (please circle)

below 25 25-35 36-45 46-55 55+
. Your educational level (please circle):
Bachelors
Bachelors + 15
Masters
Masters + 30
Doctoral
. Current level you are teaching (please circle):
Elementary Middle High School

. Number of years teaching at this level:
. Number of years teaching in total:

. Number of courses received in teaching children with special needs:
a. Number of years teaching children with autism spectrum disorder:

. Amount of experience with teaching children with special needs in your classroom:
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Appendix C
1. How would you describe your experience as a general education high school teacher
teaching youth with ASD in inclusive education? (SQ1, SQ2, SQ3)
2. What experiences went well with the inclusion of students with ASD in your class?
(CRQ, SQ1)
3. What experiences did not go well with the inclusion of students with ASD in your class?
(CRQ, SQ1)
4. What skills do you need as a teacher to be effective teaching students with ASD? (SQ1)
5. How would you describe the communication you have with the school administration?
(SQ3)
6. How would you describe the communication you have with the parents of students with
ASD? (SQ3)
7. What are some general factors that describe the communication you have with special
education teachers? (SQ2, SQ3)
8. How would you describe the partnership that exists between the parents of students with
ASD and the school administration? (SQ3)
9. How would you describe your relationship with the parents of students with ASD? (SQ3)
10. How would you describe your relationship with special education teachers teaching at
your high school? (SQ3)
11.  What additional relationships could be established that would enhance the learning
environment in your classroom? (SQ3)
12.  What types of interventions and strategies were you able to implement to control

disruptive behavior of students with ASD? (SQ2)



Instructions: Please complete the following survey by circling the appropriate response
corresponding to your belief. Use the following key to determine your answer.

10

11

12

Appendix D

Liberty University
1971 University Blvd., Bldg. #65 Lynchburg, VA 24502

Teaching Students with Autism in an Inclusive Environment: A Case Study

SD=Strongly Disagree
D=Disagree

A=Agree
SA=Strongly Agree

My educational background has prepared
me to effectively teach students with
special educational needs and disabilities.
My educational background has prepared
me to effectively teach students with
autism spectrum disorder.

My educational background has prepared
me to teach in an inclusive environment.

I need more training to appropriately
teach students with special needs and
disabilities.

My colleagues are willing to help me with
issues that arise with students who have
autism spectrum disorder when troubles
arise.

| feel comfortable in working
collaboratively with special education
teachers when students with special needs
and disabilities who are in my class.
Students who are diagnosed with autism
spectrum disorder should be in a special
education classroom.

I need more training to understand how to
implement an IEP for students with
special needs and disabilities.

I need more training to understand how to
implement an IEP for students with
autism spectrum disorder.

More effort is needed to train general
education teachers to understand and
implement IEPs in an inclusive
environment.

Collaborative teaching of children with
special needs and disabilities can be
effective particularly when students with
an IEP are placed in a regular classroom.
Special education teachers should teach
students who hold an IEP.

SD

SD

SD
SD

SD

SD

SD

SD

SD

SD

SD

SD

SA

SA

SA
SA

SA

SA

SA

SA

SA

SA

SA

SA
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14

15

16

17

18

19

20

21

22
23

24

25

26

27

28

29

30

My district provides me with sufficient out of
district training opportunities for me to
appropriately teach students with disabilities.

I am provided with sufficient in-service training
through my school district which allows me the
ability to teach students with an IEP.

I am provided with enough time to attend
conferences/workshops on teaching students with
autism spectrum disorder.

I can approach my colleagues for assistance when
needed if | have students with autism in my
classroom.

General education teachers should not be
responsible for teaching children with autism
spectrum disorder.

Co-teaching is more beneficial in an inclusive
classroom when teaching students with special
needs and disabilities and students with autism
spectrum disorder.

Parents of students with autism spectrum disorder
are very involved with their student’s education

| feel as though I can call the parents of my
students with autism spectrum disorder for any
reason.

I have a strong relationship with the parents of my
students with autism spectrum disorder.

I enjoy teaching in an inclusive classroom.

| feel like my education has prepared me to teach
in an inclusive environment.
| feel like | have the training necessary to connect
with my students who have special needs and
disabilities.

I understand fully how my students with autism
spectrum disorder will respond to the coursework |
give them.

My colleagues are approachable when | ask for
their advice when | teach students with special
needs and disabilities.

Other teachers with more experience teaching
students with special needs and disabilities to
include autism spectrum disorder are very willing
to provide advice or assistance.

General education teachers and special education
teachers should teach students with special needs
and disabilities to include autism spectrum
disorder.

I am provided with sufficient materials to be able
to make appropriate accommodations for students
with special needs and disabilities and those
students with autism spectrum disorder.

I am provided with monetary support to attend
conferences/workshops on teaching students with
special needs and disabilities to include those with
autism spectrum disorder.

SD

SD

SD

SD

SD

SD

SD

SD

SD

SD
SD

SD

SD

SD

SD

SD

SD

SD

O

O ©UO O

> >

> >»>» >

>

SA

SA

SA

SA

SA

SA

SA

SA

SA

SA
SA

SA

SA

SA

SA

SA

SA

SA
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32

33

34

35

36

37

38

I struggle with implementing measures to
effectively manage youth with SEND who
misbehave and interrupt the class

I tend to overlook students with behavior issues
because students with SENDs cannot control their
emotional responses

I have successfully implemented strategies in the
class to help provide structure and deal with
behavior issues from students with ASD

The students with ASD in my class have a difficult
time socially communicating with their TD peers
The students with ASD in my class are not
performing as well as expected

My expectations for the students with ASD in my
class were set to high for them to obtain

Youth with ASD in my classroom feel
marginalized and devalued because of anxieties
brought on by not being able to achieve state
standards on high-stake state recognized test.
Curriculum delivery in my classroom meets the
needs of each child to include those students with
SENDs

SD

SD

SD

SD
SD
SD
SD

SD

O U O O

>

> » > >

SA

SA

SA

SA
SA
SA
SA

SA

What type of delivery method do you believe would benefit you most in receiving training

regarding including students with autism spectrum disorder in an inclusive classroom?
(Rank from 1=most beneficial to 7=least beneficial)
__District level in-service training
____Out of District training
___Coursework at college/university
___School building level training
____Atrticle(s) provided to you
____Time for consultation with school psychologist
____Time for consultation with special education teachers
Please list other methods of training delivery you believe would be helpful in receiving

information on inclusive education:

228

education:

Please list any other topic(s) you believe should be included in the training for inclusive

Thank you for your time and input.
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Appendix E

Liberty University
1971 University Blvd., Bldg. #65 Lynchburg, VA 24502
Title of Project:

TEACHING STUDENTS WITH AUTISM IN AN INCLUSIVE ENVIRONMENT: A
CASE STUDY

Informed Consent for Research Involving Human Subjects

Principal Investigator: Corey A. Brooks, Ed. D.
Cell Phone: I e-mail: |

l, , hereby give my consent to have my child participate in the
research study entitled “Teaching Students with Autism In An Inclusive Environment: A Case
Study,” details of which have been provided to me above, including anticipated benefits, risks, and
potential complications.

| fully understand that my child may withdraw from this research project at any time without
prejudice or effect. | also understand that | am free to ask questions about any procedures that will
be undertaken.

Finally, I understand that the information about my child obtained during this study will be kept
confidential unless | consent to its release. (Return signature page to researcher; keep remaining
pages for your records.)

Parent’s Signature

| hereby certify that | have given an explanation to the above individual of the contemplated study
and its risks and potential complications.

Researcher
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Appendix F
February 17, 2021

Corey Brooks
Kenneth Tierce

Re: IRB Conditional Approval - IRB-FY20-21-508 TEACHING STUDENTS WITH
AUTISM IN AN INCLUSIVE ENVIRONMENT: A CASE STUDY

Dear Corey Brooks, Kenneth Tierce:

We are pleased to inform you that your study has been conditionally approved by the Liberty
University Institutional Review Board ORB). Conditional approval means that your complete
approval is pending our receipt of certain items, which are listed below:

Documented approval from each research site you are enrolling in your study. Acceptable forms
of documentation include a letter nomically letterhead, or a time-and-date stamped email from a
person with the authority to grant permission.

Please keep in mind that you are not permitted to begin recruiting participants or collecting data
until you have submitted the above item(s) and have been granted complete approval by the
Liberty University Institutional Review Board.

Thank you for your cooperation with the IRB, and we wish you well as you continue working
toward complete approval.

Sincerely,

G. Michele Baker, MA, CIP
Administrative Chair of Institutional Research

Research Ethics Office





