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Abstract
EXAMINING TEACHER SELF-EFFICACY OF GENERAL EDUCATORS IN
INCLUSIVE SETTINGS IN NORTHWEST ARKANSAS
SECONDARY SCHOOLS

Marleah Ashton Hannaford

The purpose of this mixed methods study was to examine teacher self-efficacy among
general education teachers in inclusive settings in the Northwest region of Arkansas. The
study further explored factors that contribute to the perceived level of efficacy, and the
role of teacher education programs and professional development sessions in the level of
self-efficacy. For the quantitative portion of this study, 101 general education teachers
from six districts in Northwest Arkansas completed a survey with Likert-style questions.
Qualitative data were provided through six follow-up interviews among participants that
participated in the survey. Results from the study indicate that the overall level of self-
efficacy in teaching students with disabilities is fairly high, especially efficacy in
instruction. However, qualitative data indicated the teachers’ ability to consistently
implement instructional strategies, behavioral strategies, and student IEPs in the
classroom is low, indicating a disconnect between knowledge of strategies and consistent
implementation in the classroom. This study also revealed that general education teachers
feel the least amount of confidence in collaborating with parents of students with
disabilities. Furthermore, findings revealed that general education teachers feel their
teacher preparation program did not prepare them to meet the needs of students with
disabilities and that more experienced-based training would have better prepared them.
Lastly, among the teachers studied, they indicated they would like more relevant

professional development sessions regarding teaching students with disabilities and



meeting the diverse needs of the classroom. Using data from this study, school and
district leaders and teacher education programs should reflect on their current practices
for supporting general education teachers in teaching students with disabilities, and
implement positive systematic changes that address the needs of their current teachers in
Northwest Arkansas.

Keywords: teacher self-efficacy, inclusive practices
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Chapter I: Introduction

Due to educational policies, legislation, and the increased efforts of advocates for
the rights of people with disabilities, the number of students with disabilities being
educated in mainstream classrooms alongside their non-disabled peers continues to grow
each year (Forlin & Chambers, 2011; Mullings, 2011). In the U.S. public education
system today, over 450,000 students with disabilities are being educated in general
education classrooms for more than 80% of their school day (National Center for
Education Statistics, 2019). As this inclusive movement continues to gain momentum,
schools across the globe are identifying and implementing inclusive practices to ensure
all students receive high-quality instruction alongside their peers (Byrd & Alexander,
2020; McMaster, 2012; Miskovic & Curcic, 2016).

As a result of the advancement of inclusive practices and educating students with
disabilities alongside their peers, the general education teacher now plays an important
role in the success of inclusive programs and meeting the academic and non-academic
needs of diverse learners in their classrooms (Abbas, 2016; Forlin & Chambers, 2011).
Due to the added roles of inclusive practices, the perceived level of preparedness of
general education teachers to adequately teach students with disabilities in their
classrooms continues to saturate current educational research and literature, indicating
general education teachers do not feel adequately prepared to teach students with
disabilities in their classrooms (Byrd & Alexander, 2020; Flower et al., 2017; Kantor
2011; Mullings, 2011; O’Conner et al., 2016; Sammon et al., 2020). Furthermore,
Tschannen-Moran and Woolfolk-Hoy (2001) relate teacher perception of his or her

preparedness and capability to produce positive outcomes of student learning to teacher



self-efficacy, and these beliefs influence persistence, resilience, effort, and level of
aspiration in the classroom, all of which have positive effects on student achievement.

Due to the increased roles of general education teachers stemming from high
levels of inclusion, there is a current need to target the level of teacher self-efficacy as it
relates to teaching students with disabilities in general education classrooms. This will
provide insight on how to better prepare our teachers and give them the tools needed to
provide high-quality instruction to every student in their classroom.

This study addressed the current level of secondary, general education teacher
self-efficacy in teaching students with disabilities in mainstream classrooms. An in-depth
look into this topic provides more information relevant to teacher preparation programs,
professional development sessions, and better outcomes for students with disabilities in
general education classrooms.

Background of the Study

Before the passage of the Individuals with Disabilities Education Act (IDEA) in
1975, mainstream education routinely excluded millions of children with disabilities
(Demonte, 2010). These children were often educated in alternative settings until IDEA
identified the concept of Least Restrictive Environment (LRE) requiring students with
disabilities to be educated alongside their general education peers, or as close as possible
to the general education expectations (Mullings, 2011). In response to IDEA and
identifying the LRE for all students regardless of disabling conditions, more legislation
such as No Child Left Behind (NCLB) in 2001, the most recent amendment to IDEA in
2004, and Every Student Succeeds Act (ESSA) of 2015 continue to ensure fair treatment

for students with disabilities (Mullings, 2011). Because of the continued push for



equitable educational opportunities, schools and districts across the country began to
move toward inclusive practices with the intent to maximize education for all students
(Burstein et al., 2004).

As a result of inclusive practices, the percentage of students with disabilities
being educated alongside their general education peers has risen steadily. In 1990 only
33% of students with disabilities were educated at least 80% of the time in a general
education classroom, compared to 65% in 2019 (National Center for Education Statistics,
2019). That means that in 2019, more than 450,000 students with disabilities were being
educated in mainstream classrooms for the majority of their school day. The significant
increase has played a major role in the research regarding inclusive education and teacher
preparation as it relates to teaching students with disabilities in mainstream classrooms.

Research suggests the increase of inclusive practices provides positive outcomes
for students with disabilities and general education students alike. Specifically, outcomes
for students with disabilities include academic, social, and behavioral gains, fewer
absences, and better post-secondary outcomes regarding employment and independent
living (Bui et al., 2010). Although concerns are often raised regarding the educational
impact for typical peers in inclusive settings, research indicates no differences in
instructional time and student engagement. There is evidence to indicate that it results in
a greater number of typical students progressing in reading and math as compared to non-
inclusive general education classes (Bui et al., 2010).

Increased legislation and ongoing research regarding inclusive practices have
triggered a significant increase in opportunities for students with disabilities to access

general education courses and curricula, however, research continues to suggest that



general education teachers feel unprepared to serve students with disabilities in their
classrooms (Burstein et al., 2004). Kantor (2011) indicated that general education
teachers who were teaching in mixed-ability classrooms felt they were not adequately
prepared for reaching all students and revealed the need for staff development that targets
specific student populations and environmental supports. In another study conducted by
Idol (2006), only 42% of general education teachers felt they were adequately skilled at
making adaptations for students with disabilities in their classrooms. Based on these data,
the researcher recommended that increased training be provided to current general
educators to provide effective inclusive practices in elementary and secondary schools
and increased educational opportunities for preservice teachers (ldol, 2006).

Along with providing appropriate adaptations and supports in the general
education setting, O’Connor et al. (2016) conclude that general education teachers are
lacking essential information about IDEA, and teachers are typically misinformed
regarding the basics of special education law. They suggest that teachers need increased
education and training regarding the laws surrounding special education. Findings from
the study conducted by Grskovic and Trzcinka (2011) are consistent with other research,
indicating that content knowledge is taking precedence over pedagogy in teacher training
programs, but it is inconsistent with the current needs of teachers who work in inclusive
classroom settings.

Bandura (1994) defines self-efficacy as the belief one has about his or her ability
to perform a task which ultimately influences how they think, feel, and act. A teacher’s
self-efficacy is derived from his or her ability to produce and master pedagogical

strategies and content-related curriculum at a high level to meet the needs of the students



in the class and produce increased learning (Zee & Koomen, 2016; Zundans-Fraser &
Lancaster, 2012). Researchers argue that specific variables such as knowledge, training,
and experience are influencing teachers’ attitudes towards inclusive practices and can
have a negative impact on teacher self-efficacy on teaching students with disabilities. Not
only do teachers need a positive attitude towards inclusion, but they also need to possess
the skills for the program to be successful (Dawson & LaRon, 2013). In a study
conducted by Zundans-Fraser and Lancaster (2012), researchers found the level of self-
efficacy preservice teachers hold towards teaching students with disabilities plays a key
role in the outcome of the inclusive practice. Essentially, teachers are expected to provide
high-quality instruction to every student that comes into their class, yet they continuously
report feeling inadequately prepared, which in turn negatively affects teacher self-
efficacy.
Problem Statement

Students with disabilities are receiving their education alongside their general
education peers now more than ever. In the U.S., 65% of students with disabilities are
being educated in mainstream classrooms (National Center for Education Statistics,
2019). However, research suggests that preservice general education teachers do not
believe that teaching students with disabilities is their responsibility. They continue to
report feeling unprepared (Burstein et el., 2004; Grskovic & Trzcinka 2011; Kantor,
2010; Mullings 2011; O’Connor, 2016) and lack feelings of self-efficacy (Boling, 2007).
In a time when general education teachers are being called to provide high-quality
instruction to students with disabilities through inclusive practices, there is now a need

for more targeted research to explore the level of self-efficacy in their ability to teach



students with disabilities in an inclusive setting, and the factors that influence their level
of self-efficacy.

The problem addressed in this study was the fact current general education
teachers reportedly feel underprepared to teach students with disabilities in their
classrooms. This in turn leads to lower perceptions regarding students with disabilities in
the classroom and impacts the outcome of inclusive practices. To combat the current
perceptions regarding inclusive practices and increase high-quality instruction for
students with disabilities, this targeted research attempted to aid in a better understanding
of the factors associated with secondary, general education teachers’ self-efficacy
towards teaching students with disabilities in their classrooms and better inform teacher
preparation programs for preservice teachers and professional development activities for
established teachers.

Purpose of the Study

The purpose of this mixed methods study was to explore secondary, general
education teachers’ current level of self-efficacy in teaching students with disabilities in
mainstream classrooms. Further analysis was performed to identify perceived strengths
and weaknesses and factors that influence self-efficacy as it relates to providing high-
quality instruction to students with mixed abilities.

Research Questions

The following qualitative and quantitative research questions guided this mixed
methods, explanatory sequential design study (Creswell & Creswell, 2018). For the
guantitative portion of this study, the data were collected via survey and the research

questions were as follows:



1. What is the current level of self-efficacy of secondary, general education teachers
on teaching students with disabilities in general education classrooms?

a. What is the current level of self-efficacy among secondary, general
education teachers within the three factors, efficacy to use inclusive
instruction, efficacy in collaboration, and efficacy in managing behavior?

2. s there a difference in self-efficacy among secondary, general education teachers
and years of teaching?

3. Is there a difference in the level of education and the self-efficacy of secondary,
general education teachers?

4. s there a difference in the type of certification and the level of self-efficacy of
secondary, general education teachers?

5. Is there a difference by school district on the level of teacher self-efficacy among
secondary, general education teachers?

Qualitative data were gathered through interviews with general education teachers
who instruct students with disabilities in their classrooms alongside non-disabled peers.
These data were gathered to further explain areas of low self-efficacy from the
quantitative survey. For the qualitative portion of this study, the research questions were
as follows:

6. What factors contribute to perceived strengths and weaknesses regarding self-
efficacy of secondary, general education teachers teaching students with

disabilities?



7. What roles do teacher education programs and continuing professional
development workshops play in the perceived levels of teacher self-efficacy for
general education teachers instructing students with disabilities?
Theoretical Framework

Bandura’s (1986) self-efficacy theory, grounded in social cognitive theory, serves
as the theoretical foundation for this mixed methods, explanatory sequential design study.
Bandura (1986) defined self-efficacy theory as “people’s judgment of their capabilities to
organize and execute courses of action required to attain designated types of
performance” (p. 391). Bandura (1997) indicated that a person’s perception of their
performance will ultimately affect their desired outcome. In this study, the researcher
attempted to identify current levels of teacher self-efficacy regarding teaching students
with disabilities in mainstream classrooms and identify variables that contribute to low
self-efficacy. Chapter Il includes a more detailed description of this theoretical
foundation.
Significance of the Study

The educational system in the U.S. constantly evolves to reflect current research
and practice, as well as societal needs. Increasing numbers of students receiving special
education services in the general education classroom have led to frustration among
general education teachers as they attempt to produce high-quality instruction for all
students. Because of the growing number of diverse and inclusive school programs,
general education teachers should become better equipped to provide differentiated

resources, modifications, and accommodations in their classrooms while also



implementing various strategies based on the student’s individualized education plan
(IEP), and become increasingly collaborative with special education teachers.

This study attempted to add to the body of literature by investigating general
education teachers’ current self-efficacy for teaching students with disabilities in the
inclusive classroom setting. The results of the study may act as a call to action that will
encourage teacher education programs to improve the preparation of preservice general
education teachers regarding inclusive practices. This study may also provide school
districts with a foundation to create professional development activities that target factors
contributing to low teacher self-efficacy when teaching students with mixed abilities.
Research Design

A mixed methods explanatory sequential design was used to determine the current
level of secondary, general education teacher self-efficacy when teaching students with
disabilities in general education classes and to identify factors that contribute to low
levels of teacher self-efficacy. The explanatory sequential design is a two-phase design
concerned with obtaining qualitative data to explain in more detail the previously
reported quantitative data (Creswell & Creswell, 2018). Because the study participants
teach in multiple settings, subject areas, schools, and teach students with varying degrees
of abilities and class sizes, the follow-up qualitative data provided the researcher with an
in-depth look into the specific factors or variables that impact teacher self-efficacy.

For the quantitative portion of the study, the researcher sent surveys to all
secondary, general education teachers teaching in one of six school districts in northwest
Arkansas, and who teach students with disabilities in their classrooms alongside general

education students. The quantitative data utilized Sharma et al.’s (2012) Teacher Efficacy



to Implement Inclusive Practices (TEIP) survey, which is a Likert-scale survey on teacher
self-efficacy for teaching students with disabilities in a general education classroom (See
Appendix A).

For the qualitative portion of this study, the researcher used purposive sampling
of the participants in the same six districts for follow-up interviews, with the ultimate
goal of capturing multiple perspectives and experiences to gain a deeper understanding of
the current level of self-efficacy and factors that influence the self-efficacy among
participants. The data from the interviews were collected through the use of a protocol
consisting of a standardized, open-ended instrument (See Appendix C). A standardized,
open-ended instrument uses questions determined in advance of the interview, asked in
an open-ended manner to allow participants to respond in any manner they wish. The
advantage of this style of interviewing is that it allows for probing questions by the
interviewer when a point arises unexpectedly (Patton, 2015). The interviews attempted to
provide a more in-depth understanding of the quantitative data and assist in identifying
factors related to self-efficacy.

The collection of both quantitative and qualitative data took place over four weeks
in November and December of 2021. During week one, the self-efficacy surveys were
distributed via QuestionPro®, an online survey instrument tool, and participants had two
weeks to complete the survey. Using the TEIP scale, results were then analyzed using
means, standard deviations, one-way ANOVAs, and an independent samples t-test.

A total of six interviews were conducted and took place over two weeks.
Participants were given the option of virtual or in-person interviews and given the option

of before or after school hours. During the interviews, the researcher posed open-ended

10



questions to further investigate perceived strengths and weaknesses, and the role of
preservice teacher training and professional development workshops on self-efficacy. The
sessions were recorded and transcribed using rev.com® and the researcher identified
common themes among transcripts. The narrative data were then analyzed using the
constant comparative method to allow the emergence of specific themes related to teacher
self-efficacy while teaching students with disabilities in a general education classroom
(Lincoln & Guba, 1985).
Assumptions

This study has the following assumptions:

1. The quantitative data from the general education teachers will reflect an
honest and accurate depiction of their perceived self-efficacy related to
educating students with disabilities.

2. The qualitative data will provide an honest depiction of the participants’
experiences or phenomena regarding educating students with disabilities.

3. General education teachers have varying degrees of experience and
training in teaching and interacting with students with disabilities.

4. The general education teachers received their certification from a variety
of universities over different periods and engaged in a diverse set of
teacher preparation programs.

Limitations
Because the participant sample is limited to six school districts in the northwest
region of Arkansas, results from this study may not be generalizable to other school

districts in the state of Arkansas, or nationally. To generalize results to the larger
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population, participants need to include representatives from each school district and be
selected by random sampling. This study is also limited by the representation of
experiences and opinions of only those who consented to participate. Each participant has
a different level of education, opinion, or background that could potentially alter their
experiences.
Delimitations

The delimitations of this research study include the sample population of only
general education teachers who currently teach students with identified disabilities. It is
believed perceptions of this population aid in identifying the current gap in teacher
education regarding students with disabilities versus teachers with certifications in special
education. The sample population is from six school districts within the northwest region
of Arkansas with varying degrees of demographics. Although not generalizable to the
entire population, results from the study could be applied to other districts in the state of
Arkansas with similar demographics. Furthermore, because the study was focused on the
self-efficacy of general education teachers, this study sample will not include substitute
teachers, teachers on extended leave, or paraprofessionals to ensure results are indicative
of current practicing teachers with similar certification areas.
Definition of Terms

The following terms have been defined to provide clarity to the reader as several
terms may carry unigue meanings as it pertains to this research study.

General Education Teachers: This term refers to regular education teachers who

have met the conditions of certification in the state of Arkansas, and are not

licensed in special education.
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Inclusion: The term inclusion refers to educational settings in which students with
disabilities are placed in existing mainstream educational classrooms (Hehir et al,
2016).

Individualized Education Plan (IEP): An Individualized Education Plan is a
written document required to be developed for each student who receives special
education or related services. The plan must contain an assessment of the areas of
need, annual goals, services to be provided including any related services, and the
settings in which those services will be provided (McLaughlin, 2004).

Individuals with Disabilities Education Act (IDEA): The Individuals with
Disabilities Education Act is a federal law that requires free and appropriate
public education to students with disabilities ages 3-21 (U.S. Department of
Education, n.d.).

Least Restrictive Environment (LRE): The least restrictive environment is a major
entitlement of IDEA that requires students with disabilities to be educated in an
environment that is as close as possible to that of a regular education classroom
(Underwood, 2018).

Mainstream Classrooms: For this study, mainstream classrooms refer to a general
education classroom serving a heterogeneous group of learning needs, including
students with disabilities and non-disabled students.

Self-Efficacy: The term self-efficacy is defined as beliefs people hold about their

abilities to produce positive outcomes for others (Bandura, 1994).
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Teacher Self-Efficacy (TSE): Teacher self-efficacy refers to a teacher’s judgment

of his or her ability to produce intended outcomes of engagement and learning for

all students in the classroom (Fronk, 2016; Hoy, 2001).
Summary

Chapter | provided an introduction and background of the problem being studied,
as well as the purpose of the study and an introduction to the theoretical framework. The
researcher provided definitions of key terms, stated the research questions, and identified
any assumptions, limitations, and delimitations of the study. Chapter Il contains an in-
depth look at the theoretical framework along with a review of literature referring to the
history of special education laws, inclusion, and self-efficacy as it relates to general
education teachers educating students with disabilities in mainstream classrooms. Chapter
I11 of this study presents a description of the methodology and research design, as well as
the population sample. Chapter 11 will also explore the instrumentation used for data
collection, as well as the validity of the instruments used in this study. Researcher
reflexivity is also represented in this chapter as it relates to the qualitative portion of the
study. Furthermore, Chapter IV provides the statistical analysis and an in-depth look into
the results of the seven research questions. Quantitative findings in this chapter are
represented in tables and qualitative findings are represented as direct quotes from
participants. Finally, Chapter V provides a summary of the results represented in Chapter
IV, as well as conclusions drawn from the data based on the literature reviews in Chapter
I1. Implications and recommendations for school leaders, teacher education programs,

and future research are discussed in detail.
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Chapter II: Literature Review

This study explored the current level of self-efficacy of secondary, general
education teachers on teaching students with disabilities in general education classrooms.
Findings from this study include identification of perceived strengths and weaknesses and
factors that influence the level of self-efficacy as it relates to general education teachers
teaching students with diverse needs, specifically those with identified disabilities.
Identification of the current level of self-efficacy and specific factors that contribute to
the perceived strengths and weaknesses provides school districts with targeted skills that
general education teachers feel they should have to provide high-quality instruction to
students with disabilities, as well as inform teacher preparation programs of gaps within
the current curriculums to better support inclusive practices.

This literature review provides an in-depth look into the current literature and
research on the history of special education law, the rationale and definition of inclusion,
teacher perceptions, barriers and benefits to incorporating inclusive practices, as well as
self-efficacy and teacher self-efficacy. Numerous search engines were utilized to locate
peer-reviewed journal articles related to the history of special education law, inclusion
and successful inclusive practices, and teacher self-efficacy in teaching students with
disabilities. The research was primarily conducted through Arkansas Tech University’s
online library using the keywords, special education, special education law, inclusion,
teacher self-efficacy, teacher education, secondary education, professional development,
teacher preparation, and self-efficacy. Using these key terms in isolation yields
significant results, but few sources related specifically to teacher self-efficacy on teaching

students with disabilities, as well as an in-depth look into special education law.
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Therefore, more search terms were added. To yield more results for teacher self-efficacy
on teaching students with disabilities, the keywords: disabilities, inclusive practices,
academic achievement, and teacher perceptions were added and used together to help
narrow the search results. Additional keywords such as education policy and special
education policy helped narrow results for the history of special education law.
EBSCOhost Education Source, GALE Academic, ProQuest Central, ERIC, and Wiley
Online Library served as the primary databases where publications were found. Arkansas
Department of Education’s (ADE) Inclusive Practices website also served as a primary
database for publications regarding inclusive practices.

History of Special Education Law

Public school systems in the United States date as far back as 1830 when Horace
Mann first began to advocate for a school system that would be free to all children
(Center on Education Policy, 2020). Throughout the 19th and early 20th centuries, public
schools became common in several states, providing free education for many children
(Center on Education Policy, 2020). However, as school systems in the U.S. continued to
advance into the middle of the 20th century, they also became more aware of the varying
degrees of student populations and the diverse makeup of the modern classroom (Elison-
Chang, 2018; Wright & Wright, 2007).

The major landmark case of Brown v. Board of Education (1954) brought about a
major change in the way public school systems were racially segregating and excluding
children that had the right to equal educational opportunities. This case also prompted
parents of children with disabilities to argue that by excluding their children from

accessing the same educational opportunities, school systems were also discriminating
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against children with disabilities (Wright & Wright, 2007). In 1966, Congress responded
to the inequalities in education by amending the Elementary and Secondary Education
Act (ESEA) and establishing a grant program to provide school systems with increased
resources towards providing children with disabilities access to free education, as well as
to expand and improve upon current programs to aid in the educational program (Elison-
Chang, 2018; Wright & Wright, 2007).

In 1982, another landmark Supreme Court case provided significant legal
implications for special education, arguably one of the most important court rulings in the
history of special education law (Mullings, 2011). In Hudson v. Rowley (1982), the Court
established the legal right for children with disabilities to access equitable educational
opportunities in their Least Restrictive Environment (LRE) (Osborne & Dimattia, 1994).
After this Supreme Court ruling, Congress enacted the Education for all Handicapped
Children Act (EAHCA) of 1975 (Osborne & Dimattia, 1994). The purpose of EAHCA
was to provide all handicapped children the right to a “free and appropriate public
education” (FAPE) for all states that elected to receive federal assistance (Teal, 2013).
This Act was amended in 1986, and again in 2004, as the Individuals with Disabilities
Education Act (IDEA) that ensured children with disabilities had access to FAPE in the
students’ LRE, due process of law, and procedural safeguards to protect the rights of
children and their parents (Mullings, 2011; Osborne & Dimattia, 1994; Wright & Wright,
2007).

In 2002, President George Bush signed into law the No Child Left Behind Act
(NCLB). Formerly known as Elementary Secondary Education Act (ESEA), NCLB

reshaped the requirements of FAPE (Teal, 2013). The NCLBs main purpose was to
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ensure that each student performed at grade level, minimizing the gap in achievement
among student populations, including students with disabilities (Hayes & Gray, 2008).
Now with the NCLB and reauthorization of IDEA in 2004, greater emphasis was placed
upon students with disabilities receiving equitable access to high-quality instruction and
grade level curricula within the general education environment (Hayes & Gray, 2008).

The reauthorizations of IDEA in 1997 and 2004 also placed significant emphasis
on requirements for the LRE and to provide services to students with disabilities in
regular classrooms with their non-disabled peers, to the maximum extent appropriate
(Underwood, 2018). The U.S. Department of Education defines LRE as:

To the maximum extent appropriate, children with disabilities, including children

in public or private institutions or other care facilities, are educated with children

who are not disabled, and special classes, separate schooling, or other removals of
children with disabilities from the regular educational environment occurs only
when the nature or severity of the disability of a child is such that education in
regular classes with the use of supplementary aids and services cannot be

achieved satisfactorily. (Federal Register, 1999, p. 12457)

Although current regulations make a self-contained environment accessible,
according to the definition of LRE, placement of students with disabilities should, for the
most part, be with their similarly-aged, general education peers unless the student cannot
access the grade-level curriculum with supplementary aids and services (Mullings, 2011).
Furthermore, to implement IDEA’s LRE requirements, a special education student’s first
placement option must always be the general education classroom in the school the

student would normally attend (Wright & Wright, 2007).
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The history of legislation requiring FAPE and the most recent reauthorizations to
IDEA with a focus on educating students in their LRE with their similarly-aged peers
prioritizes that general education teachers provide high-quality education to all students,
including those with disabilities (Mullings, 2011). This has led to the need for greater
inclusive practices (Bui et al., 2010) to ensure that students with disabilities have
equitable opportunities to access the general education curriculum (DESE Special
Education Unit, n.d.). Because of the need for better inclusive practices to provide
equitable educational opportunities, general education teachers now more than ever need
a repertoire of skills to meet the needs of diverse learners, specifically those with
disabilities (Forlin & Chambers, 2011; Gable et al., 2012; Idol, 2006; Stites et al., 2018).
Inclusion: Definition and Rationale

Because of the more recent mandates for students with disabilities to be educated
in their LRE and access FAPE, the term “inclusion” has become one of the biggest
buzzwords in education (Lorenz, 2013). However, before the late 1980s, the term
inclusion was rarely used. Inclusion became more popular in the 1990s as it began to
replace the term “mainstreaming”, which Bakken and Obiakor (2016) and Idol (2006)
describe as when a child with disabilities spends a portion of their day in a general
education class, has to adapt to the general education curriculum and the environment
without accommodations or supports, and a portion of their day is spent in a separate,
special education program. Recently, numerous educational organizations are becoming
ever more inclusive, but the term itself often gets bogged down with interpretations
(Lorenz, 2013), mainly because IDEA does not use and has not defined the term

“inclusion” for educational purposes (Wright & Wright, 2007). Various definitions of
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inclusion can be found within the literature, although dependent on the perspective of the
group or individuals utilizing the term.

Some definitions of inclusion refer to educational philosophy, such as Meyers
(2018), who defines inclusive education as a philosophy that allows for a range of
strategies and methods that is unique in meeting the needs of students with disabilities.
Similarly, Olinger (2013) describes inclusion as a philosophy that is meant to create
settings in which all K-12 students are an integral and full part of the learning
community, regardless of disabilities, strengths, or weaknesses.

More specifically, Lorenz (2013) defines inclusion as “the successful
mainstreaming of pupils with special education needs who would traditionally have been
placed in special schools" (p. 1), and Mullings (2011) defines inclusion in educational
settings as the act of placing students with disabilities in age-appropriate general
education classrooms. Furthermore, Almazan (2009) suggests that for a student with a
disability to be considered fully included in the educational environment, three factors
must occur: 1) physical placement in the general education environment with access to
routines of the school, 2) social interactions with same-aged general education peers, and
3) meaningful participation in the general education curriculum, with supplementary aids
and supports as needed.

Despite varying definitions of inclusion, decades of legislation surrounding
students with disabilities has opened the door for all students to receive equitable access
to high-quality instruction, progress towards their grade-level curriculum, and participate
in social interactions with their same-aged peers (Almazan, 2009; Bakken & Obiakor,

2016; Daniels, 2018; Lorenz, 2013; Mullings, 2011; Underwood, 2018).
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Inclusion in the Public School Setting

Burnstein et al. (2004) suggest that successful inclusive schools provide
educational opportunities to all students through the use of general educators and special
educators working collaboratively to provide comprehensive services and programming.
Encouraged through IDEA (1997) and NCLB (2004), students with disabilities in the
public school setting should be integrated into regular education classrooms for at least
part of their day, although service models may differ depending on the type of
instructional setting and may represent an array of teaching arrangements and student
implementation (Arkansas DESE S