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ABSTRACT 

The purpose of the present study was to explore the 

broad query of prospective teachers' understandings about 

special education. The study, which employed qualitative 

methods, involved two undergraduate prospective teachers as 

participants. Both participants were engaged in an initial 

field experience as part of their elementary teacher 

preparation program. The study was designed to gain a 

sense of the ways in which the prospective teachers 

describe special education. Additionally, particular 

disability categories and inclusion were considered as part 

of the study. The participants both anticipate having 

students with special needs in their respective future 

classrooms. Several intriguing findings and implications 

resulted from addressing the two research questions, which 

examined the special education understandings of 

prospective teachers. The study was intended to contribute 

to the knowledge base of special education understandings 

and extend the existing valuable body of work in the area 

of teacher beliefs. 
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Chapter One 

INTRODUCTION 

The ensuing consideration will feature (a) framing 

information; (b) statement of the problem; (c) purpose of 

the study; (d) research questions; and (e) significance of 

the study. 

Framing Information 

By the year 2005, the enrollment in America's public 

schools is anticipated to be 55.9 million (Riechmann, 

1996), Along with increases in public school enrollment, 

there are concurrent projections for an increasingly 

diverse student population (e.g.. Fuller, 1992). However, 

there is a striking discontinuity between the nation's 

diverse student population and the teaching force, which is 

described as being relatively homogenous (Grant & Secada, 

1990). Additionally, prospective teachers, who have a 

"narrow framework of experience" (Paine, 198 9) and an 

"unrealistic optimism" (Weinstein, 1989), have generally 

been characterized as "culturally insular" (e.g., Feiman-

Nemser & Remillard, 1996). This is to say that teacher 

education candidates in the United States are predominantly 

women who are of Euro-American dissent, from the middle 

class, and from rural or suburban communities (Brookhart & 
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Freeman, 1992; Feiman-Nemser & Reitiillard, 1995, 1996; 

Fuller; Howey & Zimpher, 1996; McCall, 1995; Zimpher, 

1989). Teacher education candidates, according to the data 

from the Research about Teacher Education (RATE) studies, 

have consistently indicated that they "...preferred to 

teach in traditional classroom settings, with middle income 

children, of average (not gifted or handicapped) ability" 

(Zimpher, 1989, p. 30; see also Howey & Zimpher). While 

prospective teachers may prefer to teach students of 

average ability, the reality is that there has been an 

increase in the number of students with special needs who 

are being educated in the nation's general/regular 

education classrooms (e.g., U.S. Department of Education, 

1999) . 

In 1994, approximately five million students with 

disabilities received special education and related 

services under the Individuals with Disabilities Act (IDEA) 

(Home, 1996) and this number increased by almost one 

million during the 1996-1997 academic year (National Center 

for Education Statistics [NCES], 2000c). The percentage of 

children with disabilities being served has increased to 

about 13 percent of the public school student population 

(e.g., NCES, 2000a). Moreover, the percentage of students 
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with special needs being served in regular classrooms 

increased substantially from the 1985-1986 school year to 

the 1995-1996 school year, with an increase of 

approximately 20 percent (e.g., U.S. Department of 

Education, 1999). As a result of the increase in 

enrollment of students with special needs in the general 

education classroom setting, there has been a decrease in 

numbers of students served in resource rooms, self-

contained classrooms, and residential facilities (U.S. 

Department of Education). Clearly, inclusion is becoming 

more prevalent in our nation's schools. 

The topic of inclusion is both multifaceted and 

controversial (e.g., Stainback, Stainback & Jackson, 1992). 

Inclusion has brought about spirited opinions in support 

and in opposition to it (e.g., Brinker, 1995; Thousand et 

al., 1997), Inclusion and other special education related 

issues merit consideration on the part of prospective 

teachers and teacher educators. Part of this consideration 

ought to include efforts to learn more about special 

education understandings of prospective teachers who will 

have the privilege and responsibility of educating 

increased numbers of students with special needs in the 

context of their general/regular education classrooms. 
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Statement of the Problem 

Research in the arena of special education 

understandings appears to have its roots in the exploration 

of attitudes toward mainstreaming. However, paradigmatic 

shifts in teacher education research and changes in the 

special education landscape itself have occurred since the 

time of these early studies. With regard to teacher 

education research, there has been a shift from a focus on 

teacher behaviors associated with student learning to 

research on teacher cognition, reflection and beliefs 

(Richardson, 1996). "More recent research on teacher 

beliefs reflects a shift toward qualitative methodology and 

the attempt to understand how teachers make sense of the 

classroom" (Richardson, 1996, p. 107). 

Yet, there appears to be an emphasis on quantitative 

methodology in the research on teacher attitudes about 

special education related topics, with survey based methods 

as a mainstay of such research undertakings in past decades 

(e.g., Moore & Fine, 1978; Yuker & Block, 1986). Previous 

research efforts, which tended to rely on surveys comprised 

of Likert-type scale items (e.g., Berryman & Berryman, 

1981; Leyser, Abrams & Lipscomb, 1982; Moore & Fine; Yuker 

& Block), appear to have been primarily aimed at 
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investigating attitudes about mainstreaming and related 

special education issues. 

In addition to a shift in research paradigms, there 

have also been changes in the educational landscape 

relative to special education. The research foci and 

terminology used in past research efforts is reflective of 

the shifts seen in any consideration of the special 

education literature. That is, research efforts in the 

arena of teacher attitudes conducted in the late 1970s and 

early 1980s appear to have focused on investigating the 

mainstreaming of handicapped children (e.g., Alexander & 

Strain, 1978; Leyser & Abrams, 1983; Moore & Fine, 1978) as 

juxtaposed to more recent research efforts which are aimed 

at exploring inclusion and special education related issues 

of children who have special needs (e.g., Moisio, 1994; 

Monahan, Marino, Miller & Cronic, 1997; Roa & Lim, 1999) . 

With regard to previous research which took place 

during the late 1970s and into 1980s, survey based research 

efforts appeared to be a dominant way of exploring teacher 

attitudes toward mainstreaming, disability in general 

and/or specific disability types or categories (e.g., 

Leyser et al., 1982; Yuker & Block, 1986). These research 

studies were conducted during a particular span of time. 
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one that reflects the emphasis and preoccupation with 

mainstreaming. 

Survey instruments geared toward special education 

attitudes have been used with samples of practicing 

teachers (e.g., Leyser et al., 1982) and prospective 

teachers (e.g., Leyser & Abrams, 1983). Teachers' support 

of mainstreaming has received mixed reports on both ends of 

the continuum, in support of it (e.g., Berryman & Berryman, 

1981) and less than favorable (e.g., Alexander & Strain, 

1978). In addition to mainstreaming, other special 

education related issues have also been examined via survey 

methods, which includes teachers' attitudes toward 

different disability categories (e.g., Williams & 

Algozzine, 1979). 

More recent research efforts have shifted toward a 

related avenue of inquiry; namely, from mainstreaming to 

inclusion and other special education related issues. 

Inclusion has become important to members of the 

regular/general education and special education communities 

(McLesky, Henry & Axelrod, 1999). Recent research efforts 

have also employed the use of survey instruments in studies 

of prospective teachers (e.g., Rao & Lim, 1999) and 
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practicing teachers' special education attitudes (e.g., 

Heppermann, 1994). 

While past research efforts, which are further 

elaborated upon in the next chapter, have informed the 

research and knowledge base, there appears to be a 

preponderance of surveys with Likert-type responses in 

studies of teachers' special education attitudes and 

beliefs. This preponderance, coupled with the call for 

more in-depth research (Moisio, 1994) , presents a rich 

avenue of study for those with an interest in contributing 

to the knowledge base on preconceptions with an eye toward 

special education understandings. 

Purpose of the Study 

There has been a call for teacher education programs, 

which take place in approximately 1,300 schools, colleges, 

or departments of education (Darling-Hammond & Cobb, 1996), 

to move beyond cursory training regarding diversity 

(Irvine, 1993). This diversity encompasses an array of 

educationally relevant dimensions and categories such as 

exceptionality (Ducette, Sewell & Poliner Shapiro, 1996). 

There has also been a call for teacher educators to learn 

more about prospective teachers' beliefs and views 

regarding diversity (e.g., McCall, 1995). Moreover, 
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"recently, there has been a surge of interest in the 

preconceptions and personal histories that candidates for 

teaching bring with them into teacher education" (Carter & 

Anders, 1996, p. 570). 

Preconceptions, as Carter and Doyle (1995) assert, 

should be regarded "...as the basic resource novices have 

in learning to teach" (p. 194) . Hence, gaining insights 

into special education understandings of prospective 

teachers presents a germane avenue of inquiry; particularly 

given the projections for an increasingly diverse student 

population (e.g.. Fuller, 1992) and the current rise in the 

number of students with special needs being served in the 

general education classroom (e.g., NCES, 2000b). 

Research Questions 

The research questions were designed to explore the 

broad query of prospective teachers' understandings about 

special education. This query lead to the design of the 

following main research questions: (a) In what ways do 

prospective teachers describe special education?; and, (b) 

What do prospective teachers perceive as happening for 

students with special needs in the context of the general/ 

regular education school? 
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Significance of the Study-

Research employing qualitative methods would be a 

significant contribution to the knowledge base of special 

education understandings and would extend the existing 

valuable body of work in teacher beliefs. This is 

particularly worthwhile given the current rise in the 

number of students with special needs being served in the 

general education classroom (e.g., NCES, 2000b). 

The apparent reliance of surveys as a means of 

exploring teachers' attitudes about special education 

issues, coupled with the call for more in-depth research 

(Moisio, 1994), lend support for research efforts that go 

beyond the historically relied upon survey methods for 

exploring teachers' special education attitudes. Such 

research undertakings are warranted and will likely 

contribute to gaining richer insights into the special 

education understandings of prospective teachers. 

Furth-ermore, research efforts that are qualitatively 

oriented would be responsive to the calls and current 

trends in the area of teacher belief research (e.g., 

Richardson, 1996; see also Brookhart & Freeman, 1992). 

This avenue of research seems particularly timely and 

necessary given that in the arena of research on teacher 
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beliefs, as Richardson in a seminal review piece notes, 

there has been a shift toward qualitative methodology. 

This trend ought to be embraced in order to gain richer 

insights into prospective teachers' special education 

understandings. Gaining deeper insights into prospective 

teachers' special education understandings would be a rich 

contribution to the existing knowledge base on teacher 

beliefs. 
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Chapter Two 

REVIEW OF THE LITERATURE 

In order to frame this study, this review of 

literature will address the following strands of 

consideration: (a) general characteristics of prospective 

teachers; (b) public school student population; (c) early 

field experiences in teacher education programs; (d) 

preconceptions; (e) special education understandings; and 

(f) significance of the literature to the study. 

General Characteristics of Prospective Teachers 

The consideration of the general characteristics of 

prospective teachers will feature (a) the typical 

demographic profile of teacher education candidates and (b) 

the general orientations held by prospective teachers. 

Demographic Profile 

Teacher education candidates in the United States are 

predominantly women who are of Euro-American dissent, from 

the middle class, and, from rural or suburban communities 

(BrooJchart & Freeman, 1992; Feiman-Nemser & Remillard, 

1995, 1996; Fuller, 1992; Howey & Zimpher, 1996; McCall, 

1995; Zimpher, 1989). The general demographic profile 

encompasses several dimensions including gender, ethnicity 

and locality. With regard to gender, 93 percent of 
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elementary majors and 75 percent of secondary majors are 

reported to be women (e.g., Feiman-Nemser & Remillard, 

1995, 1996). The prevalence of women is congruent with 

Brookhart and Freeman's (1992) aggregate of teacher 

education candidate studies. In addition to gender, the 

portrait of prospective teachers includes the dimensions of 

ethnicity and locality. Over half have grown up in 

suburban or rural communities and 93 percent are Caucasian 

(Feiman-Nemser & Remillard; Zimpher). 

The general demographic profile must be viewed with 

caution. Brookhart and Freeman (1992), in an aggregate of 

44 entering teacher candidate education studies, made 

"tentative generalizations" which were "...guided by the 

principle of thematic consistency with empirical 

variability" (p. 39). In other words, if the themes were 

similar across studies in spite of noteworthy differences 

across the universities, the findings were cast as 

tentative generalizations since the vast majority of the 

reviewed studies (i.e., 41 out of 44) were conducted at a 

single university and not one was from a representative 

sample of universities (Brookhart & Freeman). However, the 

amalgamated portrait of prospective teachers does offer 
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general information about the demographic attributes of 

this population. 

Orientations 

The demographic profile "...highlights domains of 

experience that could be informative to teacher educators. 

Three areas seem especially salient: (1) prospective 

teachers' experiences as women; (2) prospective teachers' 

limited exposure to people who are socially, ethnically, 

and culturally different from themselves; and (3) 

prospective teachers' experiences as students" (Feiman-

Nemser & Remillard, 1996, p. 68) . There is a preponderance 

of women represented in the prospective teaching force 

(e.g., Brookhart & Freeman, 1992). Indeed, the "research 

on women's ways of knowing highlights a central challenge 

for teacher educators - helping intending teachers develop 

intellectual confidence" (Feiman-Nemser & Remillard, 1996, 

p. 69). 

Prospective teachers, who have a "narrow framework of 

experience" (Paine, 1989) and an "unrealistic optimism" 

(Weinstein, 1989; see also Pajares, 1993), have generally 

been characterized as being "culturally insular" (Zimpher, 

1989; see also Feiman-Nemser & Remillard, 1996) and as 

homogenous (Grant & Secada, 1990). Prospective teachers 



23 

have had a "narrow framework of experience" (Paine, 1989) 

in that they have had "...limited exposure to people who 

are socially, ethnically, and culturally different from 

themselves..." {Feiman-Nemser & Remillard, 1996, p. 68; see 

also Feiman-Nemser & Remillard, 1995). Yet, prospective 

teachers also have an unrealistic optimism, a "... tendency 

to believe that the problems that plague others won't 

happen to them" (Weinstein, 1989, p. 57) , when it comes to 

their expectations about teaching. 

The expectations and preferences held by prospective 

teachers may be, in part, attributable to the many years of 

experience as a student in elementary and secondary schools 

known as the apprenticeship of observation (Lortie, 1975). 

This experience impacts prospective teachers' attitudes and 

conceptions of how to teach (Brookhart & Freeman, 1992; 

Carter & Doyle, 1995). In addition to having these 

attitudes, prospective teachers have preferences about 

their future practice. 

Teacher candidates have particular preferences when it 

comes to their future practice (e.g., Zimpher, 1989) as 

well as may have contradictory beliefs about teaching 

(Wilson, 1990) and about their future students (e.g., 

Feiman-Nemser & Remillard, 1995). While prospective 
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teachers believe that they ought to treat all students 

fairly (i.e., the same), they also believe that the 

uniqueness of each child necessitates an education that is 

suited to the student's individual needs (Paine, 1989; 

Feiman-Nemser & Remillard). Prospective teachers are faced 

with what Lazerson, McLaughlin, McPherson and Bailey (1985) 

call the "twin challenges" of equality and excellence. 

Lazerson et al. (1985) purport that "...schools ought to be 

committed to enhancing equality and promoting 

excellence...Educational debates should not be about 

whether the goals are worthwhile, but about how to 

accomplish them" (p. 113) for each learner. The premise 

put forth by Lazerson et al. resonates with that of Banks 

(1993), a proponent of multicultural education, who asserts 

that each student "should have equal opportunity to learn 

in school" (p. 3). This notion of "equal opportunity does 

not mean the same opportunity, but rather an appropriate 

opportunity" (Clark, 1993, p. 288) . 

The twin challenges, an inherent predicament of 

teaching, take on an interesting dimension when teacher 

education candidates' preferences for future practice are 

considered. Teacher candidates, according to the data from 

the national longitudinal examination of teacher education 
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programs in the United States known as the Research about 

Teacher Education (RATE) studies, have consistently 

indicated that they "...preferred to teach in traditional 

classroom settings, with middle income children, of average 

(not gifted or handicapped) ability" (Zimpher, 1989, p. 30; 

see also Howey & Zimpher, 1996). 

In sum, prospective teachers, who have a "narrow 

framework of experience" (Paine, 1989) and "unrealistic 

optimism" (Weinstein, 1989), have generally been 

characterized as "culturally insular" (e.g., Feiman-Nemser 

& Remillard, 1996). Teacher education candidates in the 

United States are predominantly women who are of Euro-

American dissent, from the middle class, and from rural or 

suburban communities (e.g., Brookhart & Freeman, 1992; 

Zimpher, 1989). Teacher candidates, according to the data 

from the RATE studies, have consistently indicated a 

preference to teach students of average ability (e.g., 

Howey & Zimpher, 1996). While teacher education candidates 

may prefer to teach students of average ability, the 

reality is that there has been an increase in the number of 

students with special needs who are being educated in the 

nation's general education classrooms (e.g., U.S. 

Department of Education, 1999). 
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Public School Student Population 

The consideration of the public school student 

population will include general information about the 

current enrollment and projections, with particular 

attention to students with special needs. 

Enrollment and Projections 

Enrollment in public elementary and secondary schools 

was just over 46.7 million in 1998 (U.S. Department of 

Education, 1999). By the year 2005, the enrollment in 

America's public schools is anticipated to be 55.9 million 

(Riechmann, 1996). Along with enrollment increases, there 

are concurrent projections for an increasingly diverse 

student population (e.g.. Fuller, 1992). Diversity 

encompasses a myriad of dimensions and categories. While 

in the 1950s and 1960s, the two categories of race and 

class were prominent, a number of other dimensions have 

entered into the modern day discourse about diversity 

(Paine, 1989). "This diversity encompasses such 

educationally relevant dimensions and categories as gender, 

social class, ethnicity, intelligence, race, religion, 

disability, and learning style" (Ducette et al., 1996, p. 

323). Given the centrality of the diversity dimension 

referred to as disability to this study, specific 
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enrollment information about students who have special 

needs will be furnished. 

Students with Special Needs 

Enrollment figures for students with special needs 

must be taken into account when one considers public school 

enrollment and projections. Additionally, as a means of 

furnishing pertinent information related to students who 

have special needs, the following subsections will be 

considered (a) Individuals with Disabilities Education Act 

(IDEA), (b) Section 504, (c) Individual Education Program 

(lEP), and (d) inclusion. 

With regard to exceptionality, in 1994, approximately 

five million students with disabilities received special 

education and related services under the IDEA (Home, 

1996). In the 1996-1997 academic year, there was an 

increase to 5.9 million students who received special 

education services (NCES, 2000c). The percentage of 

children with disabilities being served has increased to 

about 13 percent (NCES, 2000a, 2000c; see also Arends, 

1998, 2000). Moreover, the percentage of students with 

special needs being served in regular classrooms rose 

substantially from 1985-1986 to 1995-1996 with an increase 

of approximately 20 percentage points (U.S. Department of 
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Education, 1999; see also NCES, 2000b). As a result of the 

increase in enrollment of students with special needs in 

the regular education classroom setting, there has been a 

decrease in numbers of students served in resource rooms, 

self-contained classrooms, and residential facilities (U.S. 

Department of Education). However, many students with 

special needs are receiving services in resource rooms or 

self-contained classrooms (i.e., 28.7 and 21.7 percent 

respectively in 1996) (NCES, 2000b). The trend toward 

inclusion in the regular/general education classroom, may 

be, in part, attributable to the IDEA which has placed 

renewed emphasis on educating students with disabilities in 

the least restrictive environment (U.S. Department of 

Education). 

IDEA. The IDEA is a federal funding statute that 

provides financial aid to states in their efforts to ensure 

adequate and appropriate services for children with special 

needs (Corn, 1997). In fact, the roots of inclusion can be 

traced back to the 1975 Public Law 94-142 (the Education 

for All Handicapped Children Act) which gave rise to the 

amendment known as IDEA (Agnew, Van Cleaf, Camblin & 

Shaffer, 1994; Ringer & Kerr, 1988; Willis, 1994). In 

order to qualify for special education and related services 
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under IDEA, a student who is age three through age twenty-

one, "must satisfy both parts of a two-part test" (Corn, 

1997, p. 1:1). First, the student must meet the definition 

of one or more categories of disability delineated under 

the IDEA (Gorn). The category list, which is exhaustive, 

is as follows: 

mental retardation, hearing impairments (including 

deafness), speech and language impairments, visual 

impairments (including blindness), serious emotional 

disturbance, orthopedic impairments, autism, traumatic 

brain injury, other health impairments, or specific 

learning disabilities. Second, the student must be 

shown to be in need of special education and related 

services as a result of his or her disability or 

disabilities. (Gorn, 1997, p. 1:1; see also Knoblauch 

& Sorenson, 1998) 

The disability categories have been used in survey 

based research efforts (e.g., Heppermann, 1994) in an 

attempt to explore attitudes about the inclusion of IDEA 

eligible students with different disabilities or special 

needs. A student who does not meet the IDEA eligibility 

criteria might qualify for services under Section 504 

(Gorn, 1997). 
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Section 504. Section 504 is a broad civil rights law, 

which protects the rights of individuals with disabilities 

in programs and activities that receive Federal financial 

assistance from the United States Department of Education 

(Corn, 1997). Section 504 defines a person with a 

disability as anyone who: (1) has a mental or physical 

impairment which substantially limits one or more major 

life activity (major life activities include activities 

such as caring for one's self, performing manual tasks, 

walking, seeing, hearing, speaking, breathing, learning and 

working); (2) has a record of such impairment; or (3) is 

regarded as having such an impairment (Gorn). It bears 

mention that a student who is eligible under IDEA will 

always meet the definition of eligibility for Section 504 

(but the inverse is not the case) (Gorn). If a student is 

eligible for services under IDEA, the student will have 

what is known as an Individual Education Program (lEP) 

(e.g., McGahee-Kovac, 1995). 

lEP. The acronym of lEP is, perhaps, among the most 

important in special education. An lEP "is the cornerstone 

of special education" (Tomey, 1995, p. 1; see also PACER 

Center, 1995) and "serves as the blueprint for each child's 

specialized instruction within the parameters of services 



31 

agreed upon by team members" (Conderman & Campton, 1992, p. 

4) . An lEP, which must be in effect at the onset of the 

school year (Gorn, 1997), describes the special education 

and related services specifically designed to meet the 

unique educational needs of a student with special needs 

(Tomey; see also Home, 1996; PACER Center) . "As long as 

the lEP adequately describes the student's educational 

program, there is no federally mandated format" (Corn, 

1997, p. 4:1). Essentially, an lEP is a written statement 

developed by a team that translates student evaluation 

information into a plan for instruction and delivery of 

services (AZ DOE, 1995a) , In short, "there are two main 

parts of the lEP requirement, as described in Part B of the 

IDEA and regulations: the lEP meeting(s)...[and] the lEP 

document itself..." (AZ DOE, 1995b, p. 4). 

The lEP document is developed at one or more lEP 

meetings and its provisions are detailed in writing during 

the course of the meeting(s) (e.g., Tomey, 1995). During 

the lEP meeting(s), the lEP team (e.g., Tomey), which 

consists of at least four people "...who have an intense 

interest in the child" (Corn, 1997, p. 4:27), develops the 

lEP document. The lEP document "...is not a lesson plan 
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nor a legal contract" (AZ DOE, 1995a, p. 21). The contents 

of the lEP document include: 

(1) present level of performance; (2) goals/ 

benchmarks/objectives; (3) special education and 

related services, (4) supplementary aids and services; 

(5) program modifications; (6) support for school 

personnel to assist in meeting goals, progress in the 

general curriculum, and education with nondisabled 

children; (7) explanation of the extent, if any, to 

which the child will not participate in class and 

activities with nondisabled children; (8) 

modifications, if any, in District and State 

assessments; (9) transition; (10) how parents will be 

informed of their child's progress, at least as often 

as parents of children who are not disabled, 

(Cernosia, 1997, pp. 6/48-7/49; see also AZ DOE 1995a, 

1995b) 

As a result of the increase in enrollment of students 

with special needs in the regular education classroom 

setting (e.g., U.S. Department of Education, 1999), there 

has also been an increase in the numbers of IDEA eligible 

students, who have lEPs, being served in the general/ 

regular education setting. Consequently, one can make the 
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assertion that inclusion is becoming more prevalent in our 

nation's schools. 

Inclusion. The topic of inclusion is multifaceted and 

controversial (e.g., Stainback et al., 1992; Rogers, 1993). 

Indeed inclusion "provokes strong and differing opinions 

among educators, families, community members and 

policymakers" (Thousand et al., 1997, p. 270; see also 

Brinker, 1995) . Inclusion does tend, among other things, 

to refer to service delivery; where all students 

(regardless of their abilities and needs) are served in the 

regular education setting with appropriate and necessary 

supports (Roach, 1995). The term extends beyond service 

delivery and location, to a notion that is embedded in the 

philosophy "that all children belong and can learn in the 

mainstream of school and community life" (Stainback et al., 

1992, p. 8; see also Roach; Rogers). 

Inclusion is defined in a variety of ways (Roach, 

1995; Rogers, 1993; Ryan, 1994; Willis, 1994) as are the 

other terms often referred to in discussions about special 

education. The following terms are generally referred to 

and clarified in the literature (e.g., Rogers; Schattman & 

Benay, 1992): mainstreaming, inclusion, full inclusion, 

and regular education initiative. Mainstreaming, unlike 
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inclusion, does not allow special education services to be 

fully provided in the arena of the general/regular 

education classroom (Roach; Ryan). Additionally, in 

mainstreaming which is generally associated with the 

1970's, students with special needs interacted with their 

non-handicapped peers but typically in non-academic 

activities. Then, in the 1980's, as a result of reform 

movements, mainstreaming evolved into inclusionary 

practices (Schattman & Benay). From these practices, 

stemmed such terms as inclusion, full inclusion and the 

regular education initiative. The term, regular education 

initiative, generally refers to "either the merger of the 

governance of special and 'regular' education or the merger 

of the funding streams of each. It is not generally used 

to discuss forms of service delivery" (Rogers, 1993, p. 2). 

However, as noted previously, the term inclusion does tend, 

among other things, to refer to service delivery (Roach). 

There tends to be a subtle distinction made between 

inclusion and full inclusion whereby inclusion denotes that 

a student does not have to spend every moment of his/her 

school day in the regular education classroom (York, Doyle 

& Kronberg, 1992). However, to the maximal extent possible, 

there is a commitment to educating the student in the 
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classroom he/she would otherwise attend if not disabled 

(Rogers, 1993). While full inclusion, on the other hand, 

connotes that every child can and should be educated in the 

same educational settings and classes (Schattman & Benay, 

1992). The premise of full inclusion is that there exists 

the necessary supports and practices to enable the student 

with special needs to attend the classroom in his/her 

neighborhood school (Roach, 1995; Rogers). Regardless of 

which orientation one adheres to, be it full inclusion or 

inclusion, there is a deeper meaning which is inherently 

embedded in these terms and in inclusive efforts; namely, 

'belonging' as an overarching principle. Inclusive efforts 

are not merely issues about placements but also of 

philosophy (Forest, 1988; Roach; Stainback et al-, 1992). 

Inclusion is grounded in the premise that students with 

special needs attend the school that "...they would 

otherwise attend if not disabled" (Rogers, 1993, p. 2) . 

In sum, there has been a substantial increase in the 

numbers of students with special needs who received special 

education and related services under IDEA (Home, 1996) . 

The percentage of children with disabilities being served 

has increased to about 13 percent (e.g., NCES, 2000a). 

These projections, coupled with existing statistics, speak 
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to the increasing diversity of the public school student 

population. Yet, as noted previously, prospective teachers 

are regarded as being culturally insular (e.g., Feiman-

Nemser & Remillard, 1996). There is, as Grant and Secada 

(1990) note, considerable discontinuity relative to 

diversity between teachers and their students. This 

discontinuity has likely contributed to an increasing 

awareness amongst teacher educators for the need to prepare 

teachers for increasingly diverse classrooms and schools 

(e.g., McCall, 1995) which includes students who have 

special needs given that the percentage of students with 

special needs being served in regular classrooms has 

increased significantly (e.g., U.S. Department of 

Education, 1999) . As a result of the increase in 

enrollment of students with special needs in the regular 

education classroom setting, inclusion is becoming more 

prevalent in our nation's public schools. Inclusion and 

other special education related topics merit attention on 

the part of prospective teachers and teacher educators. 

Part of this consideration ought to include efforts to 

learn more about special education understandings of 

prospective teachers who will educate increased numbers of 

students with special needs in the context of their 
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elementary and secondary classrooms. A unique opportunity 

faces teacher educators who have the privilege and 

responsibility of educating the nation's future teachers 

who, in turn, will educate diverse groups of students. 

There has been a call for teacher education programs, which 

classically have encompassed a field experience component, 

to move beyond no training or cursory training regarding 

issues of race, culture, class and exceptionality (Irvine, 

1993). Having broached the topic of field experience, it 

is appropriate to segue into a consideration of this 

mainstay of teacher education programs. 

Early Field Experiences in Teacher Education Programs 

Teacher education takes place in a wide range of 

higher education institutions at approximately 1300 

schools, colleges, or departments of education in our 

nation's four-year colleges and universities (Darling-

Hammond & Cobb, 1996). A mainstay of the teacher 

preparation program is fieldwork (i.e., pra-student 

teaching field experiences and student teaching). In fact, 

"field experiences have always been a part of teacher 

education" (Arends & Winitzky, 1996, p. 542). At the 

undergraduate level, there is generally a 350-hour, 

semester-long student teaching experience (Darling-Hammond 
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& Cobb). Student teaching is typically preceded by a pre-

student teaching field experience. Approximately 86% of 

teacher preparation programs in elementary and secondary 

education require teacher education candidates to 

participate in pre-student teaching field experiences 

(i.e., observational and tutorial field experiences) 

(American Association of Colleges for Teacher Education as 

cited in Darling-Hammond & Cobb). These observational 

and/or tutorial experiences typically take place once or 

twice a week toward the beginning of the preparation 

program (Darling-Hammond & Cobb). 

Field experiences "have traditionally reflected a 

practical/craft orientation to teacher preparation" (Carter 

& Anders, 1996, p. 569) . Field experience, along with 

methods and foundational study, is among the traditional 

tripartite set of professional course work in teacher 

preparation in the United States (Arends & Winitzky, 1996; 

Cole & McCormick, 1986). Each facet of the professional 

course work receives different ratings by teachers as 

evidenced in the research genre known as "ask the teacher" 

(Kennedy, 1996). Kennedy notes that, "if student teaching 

is included in the list, it invariably is the highest rated 

part of preservice teacher education, usually followed by 
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one or more methods courses...[while] if something like 

foundations is included,... it receives the lowest rating" 

(pp. 133-134). Field experiences are "commonly touted as 

the most meaningful part of preservice teacher preparation" 

(Knowles & Cole, 1996, p. 648; see also Bischoff, Farris & 

Henniger, 1988). However, it has been reported that half 

of preservice regular education teachers are not required 

to have interaction with students who have special needs 

prior to teaching (Fender & Fiedler, 1990). This is echoed 

by Swartz, Hidalgo and Hays (1991-1992) who purport that 

few states require any teaching experience with learners 

who have special needs. 

In light of the general lack of exposure and 

interaction with students who have special needs as part of 

teacher education programs (e.g.. Fender & Fiedler, 1990), 

along with the narrow framework of experience (Paine, 1989) 

and an increase in inclusive efforts in our public schools 

(e.g., NCES, 2000b), it seems reasonable to provide 

prospective teachers with such exposure as part of their 

early field experiences. Part of this experience ought to 

include occasions for reflection as the prospective teacher 

is engaged in the learning to teach process. For, "if the 

development of 'reflective practitioners' [Schon] is a goal 
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of teacher education, then it becomes essential to develop 

strategies that provide opportunities to promote that goal" 

(Anders & Brooks, 1994, p. 6). Furthermore, these 

occasions also may offer opportunities for teacher 

educators to learn more about special education 

understandings of prospective teachers who are engaged in 

an early field experience as part of their teacher 

education program. Moreover, such an undertaking could 

include observational techniques as part of the inquiry 

since there is, as Brookhart and Freeman (1992) assert, 

"...a clear need for observational studies of entering 

teacher candidates' behavior in early field experiences" 

(p. 52) . Attempting to gain insights into prospective 

teachers' special education understandings during an early 

field experience, in which the prospective teacher has the 

opportunity to interact with students who have special 

needs and to reflect on their experience, would be an 

interesting avenue of consideration. This avenue is 

particularly germane given "... the modern emphasis on 

cognition, reflection, and personal perspectives in teacher 

preparation..." (Carter & Anders, 1996, pp. 557-558). 
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Preconceptions 

This review of the preconceptions literature and 

research will feature (a) beliefs, (b) fundamental 

perspectives and, (c) reflection and insights. 

Beliefs 

There has been a call for "teacher educators to learn 

more about preservice teachers' experiences, beliefs, and 

views that influence what they learn" (McCall, 1995, p. 

340) and what they will do their future practice (Nespor, 

1987), Richardson (1996), in a seminal review piece, 

defines attitudes and beliefs as "...a subset of a group of 

constructs that name, define, and describe the structure 

and content of mental states that are thought to drive a 

person's actions" (p. 102). Prospective teachers enter 

teacher preparation programs with well-established beliefs 

about students, teaching, learning, content areas/subjects 

and classrooms (e.g., Feiman-Nemser, McDiarmid, Melnick & 

Parker, 1989; Kagan, 1992; Weinstein, 1989; Wilson, 1990) . 

Teacher beliefs, which have also been referred to as 

entering perspectives or preconceptions (see Pajares, 

1993), have been described as being strong and enduring 

(Feiman-Nemser et al.). Furthermore, preconceptions should 

be regarded as the "...basic resource novices have in 
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learning to teach" (Carter & Doyle, 1995, p. 194). 

"Recently, there has been a surge of interest in the 

preconceptions and personal histories that candidates for 

teaching bring with them into teacher education" (Carter & 

Anders, 1996, p. 570). The aforementioned leads to a 

consideration of the fundamental perspectives associated 

with preconceptions. 

Fundamental Perspectives 

Considerations of preconceptions in learning to teach, 

as Carter and Doyle (1995) note, tend to encompass two 

fundamental perspectives based on the ideas put forth by 

Lortie and Fuller- From the temporal perspective, Feiman-

Nemser and Remillard (1996) assert that "it is hard to say 

exactly when learning to teach begins..." as there is a 

"long, informal 'apprenticeship of observation' 

[Lortie]..." (p. 65; see also Feiman-Nemser & Remillard, 

1995). The apprenticeship of observation (Lortie, 1975) 

differentiates learning to teach from other types of 

professional learning experiences (Feiman-Nemser & 

Remillard, 1995). The years of experience as a student in 

elementary and secondary schools impact prospective 

teachers' attitudes and conceptions of how to teach (e.g., 

Brookhart & Freeman, 1992; Carter & Doyle, 1995). 
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The other fundamental perspective relative to the 

process of learning to teach, according to Carter and Doyle 

(1995), has to do with the often cited and classic work of 

Fuller (1969) who put forth the stages of teacher 

development and concern. The initial stage of teacher 

concern has to do with the question of adequacy; 

specifically, "How adequate am I?" (Fuller, 1969, p. 220). 

The beginning teacher moves from concerns of self and 

adequacy, to teaching concerns, to concerns about their 

impact on students (Fuller; see also Brookhart & Freeman, 

1992; Carter, 1990; Carter & Doyle). These two fundamental 

perspectives speak to the power of personal dispositions in 

terms of teacher learning (Carter & Doyle). 

Reflection and Insights 

Preconceptions of teaching are robust and personal. 

While some teacher educators ignore preconceptions entirely 

or regard them negatively as naive misconceptions, there is 

a more positive perspective on preconceptions (Carter & 

Doyle, 1995). This more positive and productive stance is 

grounded in the "...premise that teaching and learning to 

teach are deeply personal matters connected to one's 

identity and, thus, to one's life story" (Carter & Doyle, 

1995, p. 186). "Teachers should be grounded in their own 
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life stories, but not be prisoners of their own experience" 

(Carter, 1995) . To underscore a previously raised point, 

as Carter and Doyle (1995) assert, preconceptions should be 

regarded "...as the basic resource novices have in learning 

to teach" (p. 194) . There are different techniques for 

using personal narrative in teacher education including 

well-remembered events (WREs) (Carter & Doyle) that also 

enable bridging "...between personal understandings and the 

worlds of classrooms and educational knowledge" (Carter, 

1995, p. 326). 

The use of personal narrative techniques in teacher 

education is in keeping with the current trend, which 

recognizes and encompasses personal perspectives, cognition 

and reflection. There are several strategies that can be 

utilized to foster reflection in teacher education 

candidates, which also offer means for gaining insights 

into their understandings. The following strands, which 

offer means of fostering reflection, will be considered: 

(a) WREs and (b) case. 

WREs. Carter (1995) describes "story" as a way that 

teachers make sense of their craft. People "...are 

storytelling organisms who, individually and socially, lead 

storied lives" (Connelly & Clandinin, 1990, p. 2) . "Thus, 
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stories written by and about teachers form the basis of 

narrative inquiry...as the participants...gain a deeper 

understanding of their experience" (Sparks-Langer & Colton, 

1991, p. 42). Stories offer a way of meaning-making for 

prospective teachers as they enter into the context of the 

classroom and begin to process all that they are 

experiencing. Written WRE papers offer an analytical tool 

for preservice teachers to interpret their stories from the 

classroom (Carter, 1990). WREs provide a retelling of the 

story, a way of using personal narrative in teacher 

preparation, an occasion for reflection and a means for 

gleaning insights into prospective teachers' 

preconceptions. 

At one level, the written account is an incident or 

episode that a teacher observes or experiences in a school 

setting and considers it to be particularly salient or 

memorable (Carter, 1990; see also Carter, 1995; Carter & 

Doyle, 1995; Carter & Gonzalez, 1993; Gonzalez & Carter, 

1996). The three part paper consists of: (1) description 

of the event; (2) statement of the issues that the event 

raises/analysis; (3) statement of the sense the student has 

made of the event relative to his/her learning to teach 

process; what they learned (e.g.. Carter). A WRE "...is 
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not a complete record of what teacher knows about teaching. 

It is, rather, a record of an interpretation of a 

particular instance. Moreover, patterns of interpretations 

over time furnish a compelling picture of what a teacher 

knows and how that knowledge is organized for use" (Carter, 

1994, p. 236). 

As noted by Carter (1994) in a study using the 

analytical tool of WREs, "the data from this study speak 

somewhat disparagingly about preservice teachers' lack of 

attention to diversity" (p. 251). Aggregation across eight 

cases, diversity received less attention in students' WREs 

as compared to management and curriculum (Carter, 1994) . 

Additionally, student teachers were concerned that they did 

not know how to deal with diverse student abilities which 

was a theme in the interviews of student teachers (Gonzalez 

& Carter, 1996). WREs "...offer a useful strategy for 

gaining access to student teachers' classroom knowledge... 

The method warrants further development and exploration in 

research on teachers' conceptions" (Carter & Gonzalez, 

1993, p. 231). 

Case. Another means for fostering and facilitating 

reflection is via the case method. With regard to the 

processes and opportunities in learning to teach, Feiman-
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Nemser and Remillard (1996) make reference to the notions 

put forth by cognitive psychologists. Brown, Collins and 

Duguid (1989) posit that "by ignoring the situated nature 

of cognition, education defeats its own goal of providing 

useable, robust knowledge" (p. 32). There are means of 

promoting situated cognition in teacher education. 

"Advocates of case-based teacher education see the use of 

cases as one way to situate teacher learning in problems of 

practice" (Feiman-Nemser & Remillard, 1996, p. 83) . "Cases 

and case methods represent one of the most vigorous 

developments within the field of program pedagogy in 

teacher education" (Carter & Anders, 1996, p. 582). There 

are considerations when using case such as: "finding a case 

literature, deciding how to represent a case, and setting 

the context for deliberation about a case" (Carter & 

Anders, 1996, p. 581). Additionally, as Carter (1994) 

notes, "...cases of teaching might not only offer careful 

descriptions of classroom events but also teachers' 

thinking about these events" (p. 231). 

There has been an increase in the use of cases in the 

field of teacher preparation as well as in the field of 

special education teacher preparation (Anderson & Baker, 

1999); however, empirical studies examining the use of 
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cases in teacher preparation programs is reported to be 

lacking (Elksnin, 1998). Interestingly, the case method of 

instruction was developed and implemented at the Harvard 

University School of Business (as noted by Elksnin). In 

terms of special education teacher preparation, 

approximately 80% of the respondents involved in special 

education teacher preparation reported using the case 

method of instruction. The respondents regarded the case 

method as enabling students to apply theory to practice. 

However, there were concerns about the time investment 

required to use the case method as well as the difficulty 

in finding appropriate cases due to the paucity of cases 

available (Elksnin). Elksnin does make note of several 

resources for existing cases available to the special 

education teacher educator. Additionally, case writing 

assignments, which are in keeping with Colbert's 

instructional strategies for case (Anderson & Baker), could 

offer a promising resource pool for cases that are oriented 

to special education topics and issues. 

Anderson and Baker (1999) also offer information about 

the use of cases in a case-based special education 

curriculum approach to special education teacher 

preparation. The program makes use of Colbert's 
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instructional strategies for cases including: large and 

small group discussion about cases which also involve a 

written component; the use of cases as base for role-

playing activities (e.g., lEP conferences) for problem 

solving; and, case writing assignments where students work 

in pairs to craft a case as well as individually (Anderson 

& Baker). The students were provided with opportunities to 

encounter realistic teaching dilemmas or predicaments in 

the safety of a simulated situation (Anderson & Baker). 

Cases, which deal with special education topics, could 

be used in conjunction with McDiarmid's (1990) tool known 

as "fastwrites [which are] impromptu 5-minute, unproofed 

written reactions to questions or statements" (p. 17). The 

cases could serve as the basis for the fastwrite topic and 

would likely serve as a viable data source in terms of 

attempting to gain insights into prospective teachers' 

understandings about special education. 

In sum, there are strategies that can provide 

occasions for reflection for teacher education candidates, 

which also offer means of gaining insights into their 

understandings via narrative inquiry. These tools are 

particularly germane given the current emphasis on 

"...cognition, reflection, and personal perspectives in 
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teacher preparation" (Carter & Anders, 1996, pp. 557-558). 

It seems that these analytical tools hold rich potential in 

the arena of gaining insights into the special education 

understandings of prospective teachers. 

Special Education Understandings 

Research in the arena of special education 

understandings appears to have its roots in explorations of 

attitudes centering on the theme of mainstreaming. This 

consideration will begin with some framing information and 

then will segue into a review of research efforts that were 

aimed at attempting to explore the topic of special 

education understandings. 

In an effort to frame this consideration, it is 

necessary to mention the paradigmatic shifts in teacher 

education research and the shift in the special education 

landscape itself. With regard to teacher education 

research, there has been a shift from a focus on teacher 

behaviors associated with student learning to research of 

teacher cognition, reflection and beliefs (Richardson, 

1996). "More recent research on teacher beliefs reflects a 

shift toward qualitative methodology and the attempt to 

understand how teachers make sense of the classroom" 

(Richardson, 1996, p. 107). 
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The emphasis on quantitative methodology is evident in 

the arena of research on teacher attitudes about special 

education related topics, where survey based methods appear 

to have been a mainstay of research undertakings in past 

decades (e.g., Moore & Fine, 1978; Yuker & Block, 1936). 

Previous research efforts, which tended to rely on surveys 

comprised of Likert-type scales (e.g., Berryman & Berryman, 

1981; Leyser et al., 1982; Moore & Fine; Yuker & Block), 

appear to have been aimed at investigating mainstreaming 

and related special education issues. 

In addition to a shift in research paradigms, there 

have also been shifts in the educational landscape relative 

to special education. There has been a shift from 

mainstreaming, a term associated with the 1980s, to 

inclusion which reflects modern day inclusionary practices 

(Schattman & Benay, 1992). There has also been a change in 

the phrases used to describe students who receive special 

education and related services. In the 197 0s and early 

1980s, phrases such as 'handicapped children' were 

typically used. In modern day, it has been replaced with 

phrases such as ^students who have special needs'. The 

revised phrasing is in keeping with the American 

Psychological Association's (1994) general rule of thumb. 
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which is person first, disability second. The terminology 

used in past research efforts is reflective of the shifts 

seen in any consideration of the special education 

literature. That is, research efforts in the arena of 

teacher attitudes conducted in the late 1970s and early 

1980s appear to have focused on investigating the 

mainstreaming of handicapped children (e.g., Alexander & 

Strain, 1978; Leyser & Abrams, 1983; Moore & Fine, 1978) as 

compared to more recent research efforts which are aimed at 

exploring inclusion and special education related issues of 

children who have special needs (e.g., Heppermann, 1994; 

Moisio, 1994; Monahan et al., 1997; Roa & Lim, 1999). 

With regard to previous research, which took place 

during the late 1970s and into 1980s, rating scales 

appeared to be a dominant way of exploring teacher 

attitudes toward mainstreaming, disability in general 

and/or specific disability types or categories (e.g., 

Leyser & Abrams, 1983; Leyser et al., 1982; Moore & Fine, 

1978; Yuker & Block, 1986). Among the myriad of surveys, 

the Attitudes Toward Disabled Persons (ATDP) Scale (Yuker, 

Block & Campbell, 1960 as cited in Yuker & Block), the 

inventory for measuring Attitudes Toward Mainstreaming 

Scale (ATMS) (May & Furst, 1977 as cited in Leyser et al.). 
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and the Leary checklist (Leary, 1957 as cited in Moore & 

Fine) appear to have been among the commonly used. 

Quantitative measures have been used with samples of 

practicing teachers, prospective teachers and other 

education related professionals. There were many efforts 

that utilized the ATDP Scale as evidenced in Yuker and 

Block's (198 6) review of research studies that made use of 

this particular instrument over a 25-year span (i.e., 1960 

to 1985). There are three forms of the ATDP Scale, all of 

which have six response categories that are often 

associated with Likert-type scales. The ATDP scale was 

used in an effort to explore teacher education candidates' 

attitudes toward mainstreaming (Leyser & Abrams, 1983). 

In addition to ATDP scale, the ATMS and the Leary 

checklist have also been employed in research efforts. The 

five-point scale known as the ATMS has been used to measure 

attitudes toward mainstreaming of prospective teachers 

(Leyser et al., 1982) and of practicing teachers (Berryman 

& Berryman, 1981). The Leary checklist has also been used 

as a data source to investigate practicing teachers' 

attitudes toward particular disability categories (Moore & 

Fine, 1978). 
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Teachers' support of mainstreaming has received mixed 

reports on both ends of the continuum. Berryman and 

Berryman (1981) reported that rural Georgia teachers who 

completed the ATMS were generally in favor of and 

supportive of mainstreaming. Yet, elsewhere it has been 

reported that teachers were not particularly supportive of 

mainstreaming (Alexander & Strain, 1978; Moore & Fine, 

1978). In addition to mainstreaming, teachers have been 

reported to have differences of opinions when it came to 

mainstreaming students who had some types of disabilities 

as compared to other disabilities. Teachers were less 

supportive of mainstreaming students with mental 

retardation and those who had emotional disturbances as 

compared to other types of disabilities (Moore & Fine; 

Williams & Algozzine, 1979; see also a review by Hannah & 

Pliner, 1983). Teachers were reported to be more 

supportive of mainstreaming students with learning 

disabilities (Moore & Fine; Williams & Algozzine) or 

physical disabilities (Williams & Algozzine). To 

underscore a point raised earlier, these studies were 

conducted during a particular span of time, one that 

reflects the emphasis and preoccupation with mainstreaming. 

More recent research efforts have shifted toward a related 
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avenue of inquiry; namely, from mainstreaming to inclusion 

and other special education related issues. 

Inclusion has become ardently important to members of 

the regular/general education and special education 

communities (McLesky et al., 1999). The topic of 

inclusion, which is multifaceted and controversial (e.g., 

StainbacJc et al., 1992), has become a major social-

political issue (Brinker, 1995). Inclusion has brought 

about spirited opinions in support and in opposition to it 

(e.g., Brinker; Thousand et al., 1997). 

More recent research efforts have also employed the 

use of survey instruments in studies of prospective 

teachers (e.g., Rao & Lim, 1999) and practicing teachers' 

attitudes (e.g., Heppermann, 1994). In a fairly recent 

research effort involving practicing teachers, Heppermann 

used an instrument consisting of a four-point, forced 

choice scale. The instrument was administered to 86 

regular education teachers in a large suburban high school. 

The respondents in the study were "...most agreeable to the 

inclusion of students with learning disabilities and 

physical impairments. They did not feel that students with 

severe disabilities should be included in regular class" 

(Heppermann, 1994, p. 33) . The secondary teachers. 
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according to Heppermann, also generally indicated that they 

did not feel that students with mental retardation, 

behavior disorders, or autism should be included in the 

general education classroom setting. Heppermann's findings 

appear to be congruent with that of earlier findings about 

disability category preferences (e.g., Moore & Fine, 1978; 

Williams & Algozzine, 1979). 

In addition to attitudes concerning specific 

disabilities, teachers' views toward inclusion in general, 

have also been explored using rating scale methods. Rural 

teachers, administrators and counselors were surveyed using 

a five-point instrument in an attempt to investigate 

general attitudes toward inclusion (Monahan et al., 1997). 

Of the 342 teachers in South Carolina who completed the 

survey instrument, a majority (i.e., 59%) "...believed that 

students with special needs have a basic right to be taught 

in the general education classroom" (Monahan et al., 1997, 

p. 3). In addition to studies involving inservice 

teachers, survey based studies have been done relatively 

recently with those at the preservice level in and outside 

of the United States. 

Rao and Lim (1999) used questionnaires comprised of 

six-point items in an attempt to "...examine the attitudes 
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and beliefs of pre-service teachers of regular education 

toward the inclusion of children with disabilities in 

regular education classrooms" (p. 7). The majority of the 

participants (i.e., 69%), who were undergraduate pre-

service teachers enrolled in a preparation program in 

Singapore, indicated that they would rather not teach 

children with disabilities. 

In the United States, Moisio (1994) conducted a pilot 

investigation using a six point Likert-type survey with 44 

undergraduate education majors who were either enrolled as 

regular education majors or as special education majors. 

The majority of the respondents in both groups either 

agreed or strongly agreed with the following attitude 

statement "students will benefit from inclusion" (Moisio, 

1994, p. 8). Yet, a majority of them also indicated (via 

agree and strongly agree responses) that students with 

disabilities are best educated separately. As Moisio 

(1994) suggests, given the "somewhat mixed results" (p. 

13), more in-depth research is necessary. 

While past efforts have informed the research and 

knowledge base, there are potential inherent shortcomings 

associated with survey-based methodology. One possible 

weakness may be the forced choice nature of the scales. 
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Participants may have been uncertain about a particular 

item (e.g., in part due to the phrasing of the item 

itself)• The forced choice response may not enable them to 

articulate their uncertainty nor afford them with the 

opportunity to express their underlying thoughts relative 

to a given item response. The individual's reasons 

underlying or contributing to a given choice on a classic 

Likert-type survey instrument can not be known in any rich 

way. Moreover, an individual is not able to give full 

voice or express his/her personal thoughts via a simple 

circled response to an item. Subsequently, research 

efforts which go beyond the historically relied upon survey 

methods for exploring teachers' special education attitudes 

is warranted and will invariably contribute to gaining 

richer insights into the special education understandings 

of prospective teachers. Furthermore, research efforts 

that are qualitatively oriented would be responsive to the 

calls and current trends in the area of teacher belief 

research (e.g., Richardson, 1996; see also Brookhart & 

Freeman, 1992). This avenue of research seems particularly 

timely and important given that prospective teachers 

enrolled in teacher preparation programs will likely have 

the responsibility of educating students with special needs 
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at some point during their professional practice in the 

context of their general/regular education classrooms. 

Significance of the Literature to the Study 

The general demographic profile of teacher education 

candidates is that of a woman from Euro-American dissent, 

from the middle class, and from rural or suburban 

communities (e.g., Howey & Zimpher, 1996; Zimpher, 1989). 

Prospective teachers, who typically are regarded as having 

a "narrow framework of experience" (Paine, 1989) and an 

"unrealistic optimism" (Weinstein, 1989), have particular 

preferences when it comes to their future practice. While 

teacher education candidates may prefer to teach students 

of average ability (e.g., Zimpher), there has been an 

increase in the number of students with special needs who 

are being educated in the nation's general education 

classrooms and schools (e.g., U.S. Department of Education, 

1999). The trend toward inclusion may be, in part, 

attributable to the IDEA which has resulted in a resurgence 

of emphasis on educating students with disabilities in the 

least restrictive environment (U.S. Department of 

Education). The preferences of prospective teachers, 

coupled with the enrollment figures for students who have 

special needs in public schools, are interesting to 
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consider in terms of the typical offerings in teacher 

preparation programs. 

There is reported to be a general lack of exposure and 

interaction with students who have special needs as part of 

teacher education programs (e.g.. Fender & Fiedler, 1990). 

Fortunately, there are universities that make a deliberate 

decision to expose teacher education candidates to richly 

diverse settings as part of their early fieldwork 

experiences. Given the narrow framework of experience 

(Paine, 1989) of prospective teachers in conjunction with 

an increase in inclusive efforts in our public schools 

(e.g., NCES, 2000b), it seems reasonable to provide 

prospective teachers with opportunities for such exposure 

as well as with structured and supported occasions for 

reflection. Continued research during early field 

experiences would add to the knowledge base particularly if 

approached via the lens of teacher belief and more 

specifically from a special education understandings 

perspective. In-depth research employing qualitative and 

narrative inquiry methods in this arena is particularly 

germane given the projections for an increasingly diverse 

student population (e.g.. Fuller, 1992) and the current 

rise in the number of students with special needs being 



served in the general education classroom (e.g., NCES, 

2000b). 
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Chapter Three 

METHODOLOGY 

The purpose of this study is to gain insights into 

special education understandings of prospective teachers. 

Qualitative methodology, which offers a "research mode that 

emphasizes... the study of people's understandings" (Bogdan 

& Biklen, 1992, p. ix), was employed in this study. 

Recognizing the complexity of the learning to teach 

process, more educational researchers are turning to 

qualitative methods (Sparks-Langer & Colton, 1991). 

Additionally, in the arena of research on teacher beliefs, 

as Richardson (1996) notes, there has been a shift toward 

qualitative methodology. The shift has been accompanied by 

a call for more qualitative research that includes case 

studies in this area (Brookhart & Freeman, 1992). 

Multicase studies, which entail the study of two or more 

participants, settings or depositories of data (Bogdan & 

Biklen), are responsive to the calls for more qualitative 

research and case studies. 

Embracing qualitative methodology in a study of 

prospective teachers' special education understandings is 

warranted as there appears to be an emphasis on 

quantitative methodology as evidenced by the prevalence of 
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survey based methods in past research undertakings in this 

particular arena (e.g., Moisio, 1994; Moore & Fine, 1978; 

Monahan et al., 1997; Roa & Lim, 1999; Yuker & Block, 

1986). Previous research efforts tended to rely on surveys 

comprised of Likert-type scale items (e.g., Berryman & 

Berryman, 1981; Leyser et al., 1982; Moore & Fine; Yuker & 

Block). While these research efforts have informed the 

research and knowledge base, there appears to be a reliance 

of survey methods. "In contrast to experimental and 

quantitative studies that manipulate factors in order to 

produce generalizations, naturalistic studies explore the 

meanings and interpretations teachers give to their 

everyday lives" (Sparks-Langer & Colton, 1991, p. 42). 

Naturalistic studies resonate with the rich concept of 

story. The concept of "story" (e.g., Connelly & Clandinin, 

1990), which Carter (1995) describes as a way that teachers 

make sense of their craft, also informs this study and 

provides a frame for it. "Thus, stories written by and 

about teachers form the basis of narrative inquiry...as the 

participants... gain a deeper understanding of their 

experience" (Sparks-Langer & Colton, 1991, p. 42) . Stories 

offer a way of meaning-making for prospective teachers as 

they are engaged in the learning to teach process. 
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The remainder of this chapter will address the 

following: (a) research questions; (fa) design of the 

study; (c) data collection; (d) data analysis; and (e) 

limitations of the study. 

Research Questions 

The research questions were designed to explore the 

broad query of prospective teachers' understandings about 

special education: 

1. In what ways do prospective teachers describe 

special education? And more specifically, in what 

ways does a prospective teacher describe special 

education during the initial experience and 

interaction (i.e., in the first formal fieldwork 

experience) with students who have special needs in 

the context of the general education school (i.e., 

self-contained classroom setting and inclusive 

classroom setting)? Also, in what ways does a 

prospective teacher, who is in a traditional 

general/regular education classroom setting for the 

first formal fieldwork experience, describe special 

education? 
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2. What do prospective teachers perceive as happening 

for students with special needs in the context of the 

general/regular education school? 

A. What are prospective teachers' beliefs about 

the inclusion of students with special needs 

relative to disability categories (i.e.. 

Individuals with Disabilities Education Act 

[IDEA] eligible students with special needs)? 

B. What sense does a prospective teacher make of 

special education and of the initial experience 

and interaction (i.e., in the first formal 

fieldwork experience) with students who have 

special needs in the context of the general 

education school (i.e., self-contained classroom 

setting and inclusive classroom setting)?; and, 

what sense does a prospective teacher, who is in 

a traditional general/regular education classroom 

setting for the initial field experience, make 

about special education? 



66 

Design of the Study 

This section will feature information about the (a) 

selection process and (b) participant information that 

consists of a brief demographic profile for each 

participant as well as information pertaining to the 

fieldwork setting. 

Selection Process 

Prospective teachers at a large southwest research 

university, who are enrolled in a general methods course 

known as Classroom Processes and Instruction, engage in 

three interdependent components as part of their 

undertakings in the rigorous four-credit course. The 

course components include: (a) lecture; (b) lab/discussion; 

and (c) fieldwork experience at a local school. This is 

the first formal field experience in the sequence of the 

initial teacher preparation program and precedes the 

student teaching experience. The field component occurs at 

a regularly scheduled time once a week during the course of 

the semester. The teacher education candidates spend a 

total of two and a half hours weekly for a twelve-week 

period engaged in this initial field experience. 

This research study was designed to be carried out 

during and just following the semester-long general methods 
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course that has a field component. In keeping with the 

teacher education department's and course instructor's 

philosophy, the school sites identified for the fieldwork 

component were selected because they afforded the 

prospective teachers with the opportunity to interact with 

and observe students as well as teachers in richly diverse 

settings. 

Among the myriad of educationally relevant diversity 

dimensions and categories is that of disability (Ducette et 

al., 1996); a dimension that was deliberately taken into 

account when identifying the school sites for the field 

experience component of the general methods course. The 

teacher education candidates indicated their top four 

preferences for the fieldwork placement which included, 

among other things, grade level preference information. As 

the teaching assistant for the course, I coordinated the 

field placements in cooperation with the contact person at 

each of the five respective school sites. 

With the permission of the professor, all of the 

prospective teachers enrolled in this particular course in 

the fall academic semester (i.e., August to December, 2000) 

were considered for participation in the study in an 
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attempt to cast an initial wide net or a wide funnel, as 

Bogdan and Biklen (1992) would refer to it. 

The professor of the course introduced the 

conversation about the study. An invitation was extended 

to the prospective teachers, which was couched as an 

invitation and not an obligation. Additionally, it was 

made clear that voluntary involvement in the study would in 

no way impact their grade for the course (i.e., positively 

or negatively). While some of their written work for the 

course would be used as data sources, participants in the 

study would be asked to volunteer their time outside of the 

course and following the conclusion of the class sessions. 

For instance, the participants were informed that time 

would be requested after the conclusion of the course for 

written activities designed by the researcher. Of the 20 

teacher education candidates enrolled in the course, two 

teacher education candidates were ultimately identified 

based on the selection criteria. 

The selection considerations included: consistent 

attendance in all three components of the course; the 

fieldwork placement setting (i.e., fieldwork placement 

settings that involved either a traditional placement in a 

regular/general education classroom or placement in a 
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special education classroom followed by placement in a 

regular education class with included students); their 

willingness to continue as participants in the study 

(beyond the duration of the semester-long course); and, 

examination of the initial data sources with an eye toward 

the depth and breadth of their reflection and ability to 

articulate ideas. These criteria, coupled with having a 

common placement at a particular school site by pairs of 

students (one in a traditional general/regular education 

placement and one with an experience that encompassed a 

special education dimension), lead to the identification of 

two participants. The two participants, who demonstrated 

the ability to articulate their thoughts as they engaged in 

deep reflection, were invited by the researcher to 

voluntarily participate in the remainder of the study. 

Multicase studies, which take a variety of different forms 

including comparative case studies, entail the study of two 

or more participants, settings or depositories of data 

(Bogdan & Biklen, 1992). 

Participants 

A brief demographic profile for each participant as 

well as information pertaining to the fieldwork setting 

will be provided in this section. The two participants. 
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who met the previously described selection criteria, are 

both enrolled as undergraduate students in the elementary 

teacher preparation at a research university in the 

southwest. Both of the participants were at a local 

elementary school, which is part of a large school 

district, for the general methods fieldwork/observation 

experience. 

The first participant, who shall henceforth be 

referred to by the pseudonym Erin, is in her third year of 

study at the university in the elementary teacher 

preparation program. Erin, who is a 21-year-old white 

female, was born in the Midwest. She moved to the west 

coast where she attended elementary school and began middle 

school. Erin then completed middle school and the first 

semester of her freshman year in high school in a 

southwestern state. She completed the remaining three and 

a half years of high school in a southeastern coastal 

state. Her parents currently reside in a southwestern city 

that is in the same state where she attends college. 

The second participant, who shall be referred to by 

the pseudonym Colleen, is in her third year of study at the 

university in the elementary teacher preparation program. 

She was 20 years at the start of the study and turned 21 
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years of age during the course of the study. She, like 

Erin, is a white female who is majoring in elementary 

education. Colleen, who was born on the East coast, moved 

four times over a five-year period (following second 

grade). She lived in suburbs and attended public schools 

on the East coast, the southwest and in the Midwest. 

Colleen's parents currently reside in a southwestern city 

that is in the same state where she attends college. 

The participants, by design, had fieldwork placements 

at the same elementary school. Erin's field placement at 

the elementary school was in a self-contained special 

education classroom for the first half of the semester and 

in an inclusive classroom setting. Colleen's field 

experience for the semester was in what would be considered 

to be a traditional general/regular education classroom. 

The elementary school, where Erin and Colleen did their 

initial field experience, is part of a large school 

district. The school district, according to public record, 

serves over 63,000 students. The district includes over 70 

elementary schools as well as middle schools, high schools 

and alternative educational facilities. The district, 

which is divided into four major areas, has an elementary 

school population that is approximately 44 percent 
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White/Anglo, seven percent African American, 43 percent 

Hispanic, four percent Native American, two percent Asian 

American. 

With regard to the local elementary school field site, 

the student enrollment is approximately 300 in Kindergarten 

through the fifth grade. The student population is rich in 

diversity with approximately 18 percent African American, 

30 percent Hispanic, seven percent Native American, and 

eight percent Asian American students. Additionally, 

according to public record, over 65 percent of the 

elementary students at the school are eligible for free or 

reduced lunch. In addition to free or reduced lunch, as a 

participant in the federal nutrition program, the school 

provides breakfast as part of the program for eligible 

students. 

Data Collection 

In qualitative studies, as Bogdan and Biklen (1992) 

assert, "the data collected are in the form of words or 

pictures rather than numbers" (p. 30; see also Merriam, 

1988). These words enable 'thick descriptions' or more 

meaning (Miles & Huberman, 1984). Thick description, an 

anthropological term, refers to a complete, rich 

description (Merriam) . It is necessary that "qualitative 
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researchers set up strategies and procedures to enable them 

to consider experiences from the informants' perspectives" 

(Bogdan & Biklen, 1992, p. 32). This is particularly 

important since the researcher is the primary instrument 

for data collection and analysis in qualitative research 

studies (Bogdan & Biklen; Merriam). 

"Using multiple data sources allows one to fill in 

gaps that would occur if we relied on only one data source" 

{Lancy, 1993, p. 20). The multiple data sources in this 

study included: interviews (e.g., Bogdan & Biklen, 1992; 

Seidman, 1991); well-remembered events (WREs) (Carter, 

1990, 1994, 1995); a fastwrite (McDiarmid, 1990) activity 

related to a presentation of a teaching case; fastwrite 

activity related to a planning and diversity activity; 

sentence completion activities (e.g., one related to 

specific disability categories) which provide an 

alternative to Likert-type surveys and is an idea borrowed 

from Kropid (1999); and, a case based electronic activity 

using narrative accounts written from a child's point of 

view. Having broached the topic of data sources, more 

detailed information shall now be furnished about them. 

The following consideration of the data sources is 

organized chronologically, beginning with the wide net 
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sources and then segueing into a presentation of the data 

sources for each of the research questions. 

Wide Net Sources 

In an effort to cast an initial wide net, or a wide 

funnel (Bogdan & Biklen, 1992), several data sources were 

collected during a three-week period. The sources 

included: (a) sentence completion activity # 1; (b) case 

presentation and fastwrite activity; (c) planning and 

diversity activities; and (c) WREs #1-3. A research log 

delineates the timeline for the wide net sources (see 

Appendix A). 

Sentence completion activity #1. The teacher 

education candidates were asked to do a sentence completion 

activity, which was comprised of four parts (see Appendix 

B). This particular sentence completion activity was 

designed to precede the case presentation that would take 

place one week later. The case presentation activities 

will be described in the next subsection. The initial 

sentence completion activity was aimed at gaining: (a) 

information about whether the teacher candidate had 

experience with students who have special needs; (b) 

whether their fieldwork placement had students with special 

needs; (c) preliminary information about their views 
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regarding students who have special needs using descriptive 

words of their choice; and (d) whether or not the teacher 

education candidate thought that they would be responsible 

for teaching students who have special needs by circling 

either will or will not. The fourth item also enabled the 

respondent to express their thoughts regarding their 

perceived responsibility for teaching students with special 

needs in their future practice by completing the sentence, 

which ended with the word ^because'. Providing occasions 

for the prospective teachers to complete the sentence with 

an explanation via the 'because' trailer to the sentence 

was particularly important since this one of the 

shortcomings of the survey based efforts discussed in the 

previous chapter. This particular sentence completion 

activity (i.e.. Sentence Completion Activity #1) was 

designed to precede the case presentation. The case 

presentation and related activities shall now be presented. 

Case presentation and fastwrite activity #1. As part 

of my undertakings in my graduate program, I had the 

enriching experience of crafting a case for a course taught 

by my mentor. Case writing assignments, which are among 

Colbert's instructional strategies for case methods, 

involve the person in crafting a case of teaching (Anderson 
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& Baker, 1999). The case that I crafted featured a student 

with severe special needs in the context of the community 

(see Appendix C). The case provided me with an opportunity 

to intersect with and apply pertinent strands of literature 

and research to unpack and consider the issues inherent in 

a case that I had experienced when teaching on the East 

Coast, Since developing the case and grounding it in 

research, I have used it as a base for a case presentation 

with undergraduate prospective teachers. The case enables 

prospective teachers to encounter realistic teaching 

dilemmas or predicaments in the safety of a simulated 

situation (Anderson & Baker). The case, by design, is a 

cliffhanger as there are no fast formulas or algorithms for 

teaching. 

Prior to presenting the case, a definition for severe 

special needs (CEC, 1990; Sigafoos & lacono, 1993; Thousand 

& Villa, 1990; Wheeler, 1991) was provided to the members 

of the class. The explanation served as framing 

information for the case and was necessary given the myriad 

of terms used to describe students with severe special 

needs including learners with severe special needs, low 

incidence disability group, severe/profound impairments, 

severe multiple disabilities and intensive special needs 
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(e.g., CEC; Thousand & Villa; Wheeler). After providing 

the sterile, ^textbook definition' and noting the array of 

terms used to describe students who have severe special 

needs, a brief three-minute video segment of images of 

children who have severe special needs was shown. This 

video was shown, in part, to create an image of a child as 

juxtaposed to simply presenting a definition prior to 

sharing the case with the prospective teachers. After 

viewing the video segment, the case, which was a narrative 

account of a teacher and a student with severe special 

needs at the local neighborhood fast food restaurant during 

lunch hour, was orally shared after use of a stage setting 

strategy. Prior to hearing the case which was read aloud 

in a short story fashion, the prospective teachers were 

instructed to close their eyes for a moment and imagine a 

McDonald's at lunch hour with the scent of golden french 

fries and burgers in the air, the sounds of ice cold sodas 

being dispensed into the paper cups with lids and the 

sounds of patrons placing their orders. After this stage 

setting strategy, the case was orally shared. The title of 

the case was not initially shared during the oral 

presentation of the case (see Appendix C) because it might 

reveal clues to the cliffhanger ending of the case itself. 
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In this instance, a case that dealt with special 

education topics was used in conjunction with McDiarmid's 

(1990) tool known as a fastwrite, which is a brief 

spontaneous and unproofed written reaction to questions or 

statements. The case served as the basis for the fastwrite 

topics (see Appendix D) . In the first part of the 

fastwrite, the prospective teachers in the course were 

asked to indicate what they might do at the cliffhanger 

point of the case. The second part of the fastwrite was 

about how they felt and/or what their thoughts were about 

having student(s) with severe special needs/disabilities in 

their future classroom. The open-ended questions were 

designed in an attempt to gain a sense of their perspective 

as well as to provide an opportunity to ascertain their 

ability to express and articulate their thoughts. In 

addition to the case based source, another wide net data 

source was designed based on the valuable input from the 

course instructor. 

Planning and diversity activities. Each of the 

members of the course were assigned to complete four 

student information cards (see Appendix E) in preparation 

for a collaborative, small group planning activity designed 

by the course instructor. In an effort to provide an 
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opportunity for the prospective teachers to think about 

issues of diversity, and more specifically about students 

with special needs, two student information cards, created 

by the researcher, profiled students with a particular 

disability for the simulated classroom activity. The 

student information cards, completed by each of the 

prospective teachers enrolled in the course and by the 

researcher, were compiled to create a simulated class of 

students for each of the four groups for a planning 

activity. 

While the members of the course created four student 

information cards, the researcher created only two cards. 

The reason underlying the decision by the researcher to 

generate only two students who had special needs was done 

by design and influenced by what is known about demographic 

proportions in inclusive classrooms. The demographics of 

the classroom ought to be reflective of the demographics of 

the community (Kozleski, 1993; Rogers, 1993; Stainback et 

al., 1992). Therefore, an attempt was made to have the 

simulated classrooms be comprised of heterogeneous groups 

of students that were well-balanced and not 'stacked' with 

large numbers of students with special needs (e.g., Ryan, 

1994) and the decision to include only two student 
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information cards portraying learners with special needs 

was made. 

The student information cards featured one student who 

had Attention Deficit Hyperactivity Disorder (ADHD) (see 

Appendix F) and another who had Tourette Syndrome (see 

Appendix G). Students who have ADHD or Tourette Syndrome 

may receive special education services under the IDEA 

disability category of Other Health Impairments (OHI) 

(Gorn, 1997). While the specific disability was not 

identified on the student information cards, the 

information about and descriptions of the students were 

done in such a way as to portray students with each of 

these disabilities drawing from pertinent sources (Batshaw 

& Perret, 1992; Kirby & Kirby, 1994; Lerner & Lerner, 

1991). 

All of the student information cards were collected 

and then grouped into one of four classroom groupings based 

on the fieldwork school group cohorts. At that point in 

the semester, four school sites were being used for the 

fieldwork component. The prospective teachers worked in 

one of four groups collaboratively on this activity. 

Each group's student information cards were collected 

prior to the onset of the planning activity in order to 
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cluster them into the four groupings. The same set of 

student information cards created by the researcher (i.e., 

each set featuring the two students who have special needs) 

were also included in each of the groups' simulated 

classrooms with the permission of the Professor of the 

course. The two student cards profiling a student with 

ADHD (see Appendix F) and a student with Tourette Syndrome 

(see Appendix G) were common to all groups with the only 

difference being the date of birth. The date of birth was 

filled in once it was determined what grade level the group 

had identified as the grade for their group's composite 

class. The prospective teachers, upon receiving the 

student information cards for their composite class, were 

instructed to work collaboratively to engage in planning 

activity. The planning activity entailed engaging in a 

collaborative conversation about the planning and 

preparation for the group's mutually determined piece of 

content. One teacher education candidate from each group 

was provided with a document to facilitate note talcing 

during the group's collaborative conversation. The 

document consisted of a series of questions to guide their 

notes during the group meeting (see Appendix H). These 

individuals met with the Professor of the course prior to 
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and after the activity in the hallway away from the other 

course members. These conversations were also recorded on 

audiotape. 

Prior to the onset of the activity, the course members 

were asked by the course instructor for permission to be 

audio taped while their conversations took place during 

their group meeting about the planning activity. Tape 

recorders were set in the center of each of the four 

groups' tables in the four corners of the large classroom. 

Prior to publicly sharing their group's ideas, which were 

also tape recorded, the members of the course who were not 

writing notes using the guided question (see Appendix H), 

completed a fastwrite activity that provided an occasion 

for independent reflection relative to their thoughts about 

the diverse learners in their classroom. A general, open-

ended question about planning and diverse learners served 

as the topic for this impromptu fastwrite activity. The 

question was as follows: What, if anything, concerned you 

in terms of planning for the individual student needs and 

diverse learners that were in your simulated class? 

Regardless of whether you had concerns, what were your 

thoughts on this? (see Appendix I). 
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The four class members who were provided with a form 

to make notes (see Appendix H) orally and publicly shared 

their comments based on their observations of their 

respective group's planning conversation- The document for 

their note taking served as the basis for the oral 

presentation of their observations during their group's 

conversation. Transcripts of the tape recordings as well 

as the written artifacts (e.g., note taking forms completed 

by the four written recorders; anecdotal notes written by 

the researcher during the activity) served as a wide net 

data sources. This data set was revisited as a data source 

for the first research question that will be elaborated 

upon later in this consideration. Additionally, the 

composite classroom was used as a base for a fastwrite 

activity for the second research question. At this point, 

the final wide net data source shall now be presented. 

WREs 1-3. While the members of the course completed a 

total of six WRE papers, the first half of these served as 

a wide net data source. It should be noted that the three 

part papers were completed as part of the course 

requirements for the general methods class that the 

participants were enrolled in during the fall semester. 

Carter (1994) raises an important point about the use of 



84 

assigned work (i.e., WREs) for data collection. "It could 

easily be argued that the descriptions did not represent 

"true" interpretations because they were slanted to please 

the teacher. It is highly unlikely, however, that this 

factor can ever be eliminated from data collection with 

preservice teachers" (Carter, 1994, p. 237). Furthermore, 

since the assignment instructions clearly state that the 

event is particularly salient and memorable to the 

individual student, it helps to reduce the likelihood that 

students will be unduly restricted (Carter). Additionally, 

written work by those enrolled in courses is regarded as 

being both promising and accessible (Brookhart & Freeman, 

1992) . 

The first three of these written papers were examined 

from the vantage point of the course members' ability to 

articulate and express ideas as well as for the depth and 

breadth their of reflection. The criteria used at this 

point of the wide lens data collection was a 15 point scale 

(with 15 being the highest) where scores of 14.5 or above 

were regarded as being reflective of the teacher education 

candidate's ability to express their thoughts in a deep and 

thoughtful manner. 



85 

The initial data sources were reviewed with an eye 

toward the depth and breadth of the teacher candidates' 

reflection and ability to articulate ideas, two prospective 

teachers who met all of the criteria were invited to 

continue participation in the study. The criteria, as 

previously cited, included consistent attendance in all 

three components of the course and their willingness to 

continue as participants in the study. The participants, 

through their formal course written assignments and casual 

communications (i.e., informal conversation and consistent 

e-mail correspondences) , can be regarded as having a 

genuine interest in exploring teaching and educational 

issues as evidenced by their deep, thoughtful and candid 

expression of ideas and concerns. 

Written consents were obtained from the two 

participants. The participants were informed that while 

there would be no compensation (e.g., monetary) for their 

participation in the study, they would be afforded with the 

opportunity for continued reflection as part of their 

learning to teach process. See Appendix J for the consent 

form. 

Having considered the wide net sources, each of the 

research questions along with a presentation of the 
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respective data sources shall now be furnished. The 

questions serve as headings in this chronologically 

organized consideration of the collection of data sources. 

Question One: In what ways do prospective teachers describe 

special education? 

Prospective teachers enter teacher preparation 

programs with well-established beliefs about students, 

teaching, learning, content areas/subjects and classrooms 

(e.g., Feiman-Nemser et al., 1989; Kagan, 1992; Weinstein, 

1989; Wilson, 1990). Gaining insights into the special 

education understandings of prospective teachers was the 

overall aim of this study. Gaining of a sense of how the 

prospective teachers describe special education was 

necessary as a beginning point in considering the multiple 

layers inherent in the research query. In an effort to 

begin to explore the first research question, the following 

questions were of interest; In what ways does a 

prospective teacher describe special education during the 

initial experience and interaction (i.e., in the first 

formal fieldwork experience) with students who have special 

needs in the context of the general education school (i.e., 

self-contained classroom setting and inclusive classroom 

setting)? And, in what ways does a prospective teacher. 
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who is in a traditional general/regular education classroom 

setting for the first formal fieldwork experience, describe 

special education? 

Multiple data sources were used in this multicase 

study (Bogdan & Biklen, 1992) of two teacher education 

candidates' perspectives. The data sources included: WREs 

1-6; sentence completion activity #1, questions 3 and 4; 

fastwrite #2: collaborative planning activity; audiotape 

and notes: collaborative planning activity; field book; 

and, interview #1. These data sources shall be presented 

in chronological order as delineated in the second research 

log (see Appendix K). 

WREs. The first three WREs were used as a wide net 

source. All six of these written documents were used as a 

data set for the first research question. WREs offer an 

analytical tool for preservice teachers to interpret their 

stories from the classroom (Carter, 1990). The WREs 

provided a written storied account of the prospective 

teachers experiences and reflections. The storied account 

is, at one level, an incident or episode that a teacher 

observes or experiences in a school setting and considers 

it to be particularly salient or memorable (Carter, 1990; 
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see also Carter, 1995; Carter & Doyle, 1995; Carter & 

Gonzalez, 1993; Gonzalez & Carter, 1996). 

A WRE, which is a three part paper, 

... is not a complete record of what teacher knows 

about teaching. It is, rather, a record of an 

interpretation of a particular instance. Moreover, 

patterns of interpretations over time furnish a 

compelling picture of what a teacher knows and how 

that knowledge is organized for use (Carter, 1994, 

p. 236). 

WREs provide a retelling of the story, a way of using 

personal narrative in teacher preparation, an occasion for 

reflection and a means for gleaning insights into 

prospective teachers' preconceptions. 

Sentence completion activity #1. The sentence 

completion activity #1, which was used as wide net data 

source, was revisited with specific attention to the third 

and fourth questions (see Appendix B). The third question 

was designed in order to obtain preliminary information 

about the prospective teachers' views regarding students 

who have special needs. The participants were instructed 

to use three descriptive words of their choice to describe 

their initial feelings when thinking about children who 
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have special needs. The fourth question was designed to 

gain information about whether or not the teacher education 

candidates thought that they would be responsible for 

teaching students who have special needs by circling either 

will or will not in the statement. The fourth question 

also enabled the respondent to express their thoughts 

regarding their perceived responsibility for teaching 

students with special needs in their future practice by 

completing the sentence, which ended with the word 

'because'. Providing occasions for the prospective 

teachers to complete the sentence with an explanation via 

the 'because' trailer to the sentence was particularly 

important since this one of the shortcomings of the survey 

based efforts discussed in the previous chapter. This 

particular sentence completion activity (see Appendix B) 

was designed to precede the case presentation. The two 

participants' responses to this particular sentence 

completion activity will serve as a springboard for 

questions during the second interview. 

Planning and diversity activities. The planning and 

diversity activities were previously described in the wide 

net data source consideration. This data set was examined 

with attention being given to the written document produced 
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by the two participants. That is, the Fastwrite #2: 

Collaborative planning activity (see Appendix I) was 

revisited. The other sources in the data set, which 

included audiotape recordings, were also revisited in an 

attempt to gain information for the first research 

question. In addition to revisiting the wide net data 

sources, other sources also provided information such as 

the field book. 

Field book. As part of the academic undertakings for 

the general methods course, the teacher education 

candidates completed a field book. The semester-long 

project was intended to provide an opportunity for the 

prospective teacher to archive their: reflective journey, 

experiences in the course, and learning to teach process in 

a portfolio fashion. A document containing a list with 

brief descriptions of possible elements for the field book 

was provided to the members of the course at the beginning 

of the semester. While this list contained possibilities 

for the field book (e.g., journal entries), the members of 

the course were given the option by the course Professor to 

include additional elements in the project that were also 

meaningful to them. The field books created by the two 

participants provide another data source for this study. 
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Interviews. Interviews, which are both widely used 

and classically employed as a data-gathering technique in 

qualitative research (Richardson, 1996; see also Merriam, 

1998), were used in this study. Interviews can be used in 

two ways, as the dominant strategy for data collection or 

in conjunction with other techniques such as document 

analysis (Bogdan & Biklen, 1992). For purposes of this 

study, the latter was used. "The interview is used to 

gather descriptive data in the subjects' own words so that 

the researcher can develop insights on how subjects 

interpret some piece of the world" (Bogdan & Biklen, 1992, 

p. 96; see also Kvale, 1996) . With regard to gathering 

descriptive data via interviewing, there exists a continuum 

for the structure of interviews resulting in a wide range 

of practices (e.g., Seidman, 1991). At one end of the 

continuum is the highly structured/standardized interview 

and at the other end is the unstructured/informal type 

(Merriam, 1998; see also Seidman). A less structured 

interview format, which is typically employed in 

qualitative research, "assume[s] that individual 

respondents define the world in unique ways" (Merriam, 

1998, p. 74) . The semistructured interview, which falls in 

between the two ends of the continuum, can be a mix of more 
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and less structured questions (Merriam) . While the 

semistructured interview is guided by a series of questions 

(Kvale; Merriam) , the researcher is afforded with 

opportunity "...to respond to the situation at hand, to 

emerging worldview of the respondent, and to new ideas on 

the topic" (Merriam, 1998, p. 74). 

The participants should be provided with briefing and 

debriefing during each interview (Kvale, 1996), As part of 

the briefing prior to the onset of the interview, the 

participant should briefly be told about the purpose of the 

interview, informed of the use of a tape recorder, and 

asked if there are any questions prior to beginning the 

interview (Kvale). At the conclusion of the interview, the 

participant should be provided with a debriefing. The 

debriefing involves the researcher in providing a summary 

of some of the main points learned from the interview and 

asking if the participant wishes to talk about anything 

before concluding the interview (Kvale). 

The entire interview process was tape recorded as a 

means of ensuring that everything that is uttered is 

preserved for analysis (Merriam, 1998). Verbatim 

transcriptions of the tape-recorded interviews in this 

study were done since "...verbatim transcription of 
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recorded interviews provides the best database for 

analysis" (Merriam, 1998, p. 88). The tape recordings, and 

their verbatim transcription, will likely yield rich data. 

"Rich data are data that are detailed and complete enough 

that they provide a full and revealing picture of what is 

going on" (Maxwell, 1998, p. 94). In addition to the tape 

recording of the interviews, documentation sheets (Flick, 

1998) were used which served to record contextual and 

situational information about the interview (see Appendix 

L). The transcriptions of the interviews, along with other 

data sources, were photocopied so that the researcher would 

have originals on file. 

During the interview itself, the importance of 

listening on the part of the researcher is critical 

(Seidman, 1991; see also Kvale, 1996). In addition, it is 

necessary for the researcher to be cognizant about the 

types of questions. In the initial interview different 

types of interview questions (Kvale; Seidman) were used. 

Introducing type questions, which begin with phrases such 

as "Can you tell me about...?; "Do you remember an occasion 

when...? (Kvale, 1996, p. 133). During the semistructured 

interview, other types of questions such as probing 

questions, such as "Could you say something more about 
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that?" (Kvale, 1996, p. 133; see also Merriam, 1998; 

Seidman) , were used. An effort was made to avoid the types 

of questions that Merriam cautions against including 

leading questions and yes-or-no questions. 

The focus of the first interview, as Seidman (1991) 

employs in the three-step phenomenological in-depth 

interviewing process, is to gain information about the 

participant's life history and experiences. The initial 

interview, which was loosely structured, was conducted in 

order to gain a sense of the participant's educational 

experiences, background information and demographic 

information. The initial interview questions, which were 

designed to serve as a loose guide, included: Where were 

you born and where did you grow up?; What were your schools 

and classrooms like when you were young?; In your early 

years of schooling, how would you describe your classmates? 

(see Appendix M). 

The interviews were scheduled for 90-minute periods of 

time as Seidman (1991) asserts this is a reasonable length. 

The schedule for the interviews was influenced by Seidman's 

recommendation for the spacing of interviews, which is from 

three days to a week apart. "This allows time for the 

participant to mull over the preceding interview but not 
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enough time to lose the connection between the two" 

(Seidman, 1991, p. 14). The interviews (and activity 

related conversational sessions) were intended to become 

part of the ongoing dialogue between the researcher and 

each of the respective participants. The appointment times 

for the interview were arranged with the participants 

(Seidman). In addition to the initial interview, another 

interview was conducted with an eye toward the second 

research question. The data sources for the second 

research question shall now be presented. 

Question Two; What do prospective teachers perceive as 

happening for students with special needs in the context of 

the general/regular education school? 

The second research question has two parts. The first 

of which is: What are prospective teachers' beliefs about 

the inclusion of students with special needs relative to 

disability categories (i.e., IDEA-eligible students with 

special needs)? The data sources for this facet of the 

second question were: (a) fastwrite activity # 1: Case 

presentation, question B (see Appendix D); (b) sentence 

completion activity #2 (see Appendix N) followed by a 

conversation; (c) cases written by children and electronic 
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communication (d) interview two (see Appendix 0); and (e) 

profile card sorting activity and conversation. 

In an effort to avoid being redundant, the narrative 

consideration of data sources not previously discussed 

shall be furnished. To that end, information about the 

sentence completion activity, cases from the viewpoint of 

the child with a disability, and interview two shall now be 

provided. 

Sentence completion activity #2 and conversation. 

A sentence completion task activity was designed in 

order to gain information about the participants' 

perspectives regarding the inclusion of students with 

different disabilities. As noted in the previous chapter, 

there are different disability categories delineated in the 

IDEA (Gorn, 1997). The category list (Corn; Knoblauch & 

Sorenson, 1998) contributed to the decision about the types 

of disabilities that were included in the second sentence 

completion activity (see Appendix N). 

Statements drawn from survey instruments used in past 

research (e.g., Heppermann, 1994) were modified into 

statements that need to be completed with a 'because' 

trailer (see Appendix N) , The participants were invited to 

schedule a time to meet with the researcher to complete 
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this particular sentence completion activity. The 

conversation (briefing and debriefing) about the sentence 

activity was tape-recorded. The researcher presented the 

two-page sentence completion activity (see Appendix N) to 

the participant and verbally stated the directions (which 

appeared at the top of the first sheet). The participant 

was asked to complete the written activity peacefully and 

independently while the researcher stepped out of the room. 

It was also explained that the researcher would return to 

the room and that a conversation would ensue once the 

activity had been completed. The sentence completion 

activity was designed to take approximately 20 minutes. 

The participant and researcher engaged in a 

conversation about the sentence completion activity. The 

participant was invited to talk about and/or augment any of 

the thoughts that had been expressed on paper. The 

researcher asked questions that would facilitate the 

conversation about each of the disability categories 

featured in the sentence completion activity as well as to 

provide an opportunity for thoughts to be fully expressed. 

The questions included: When you think of X (i.e., type of 

disability) , how would you describe it?; Could you tell me 

more about what you wrote for this particular item?; Can 
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you describe to me how you went about completing this 

activity? The conversation, like the preceding interview, 

was tape recorded on two tape players. The use of two tape 

recorders would result in an automatic back-up of the data 

source and served as a preventive measure guarding against 

any technical difficulties (e.g., broken tape when 

transcribing) . 

In addition to the sentence completion activity, 

another data source was designed in an effort to look 

across different venues at the prospective teachers views 

about the inclusion of students with different 

disabilities. 

Cases from a child^s point of view. In addition to 

the "Keep your eyes on your fries" case written by the 

researcher (see Appendix C), accounts written by children 

that appeared in a special newspaper supplement were used 

as a base for an electronic correspondence activity. The 

supplement, which was advertised in a local newspaper 

("Celebrate students with disABILITIES", 2000), was 

comprised of accounts written from a child's point of view 

(Newspapers in Education [NIE], 2000). The children 

featured in the supplement each have a different 

disability. Each authentic excerpt, which was accompanied 



with a photograph, rendered a child's story, provided 

information about each of their respective disabilities, 

and raised placement issues (NIE). 

The participants in the study were asked to review 

five stories, which featured children with disabilities, 

over the course of five consecutive days. The accounts 

featured children with the following disabilities: ADHD, 

hearing impairment, blindness. Cerebral Palsy and Down 

Syndrome (NIE, 2000). After reviewing the accounts, the 

participants were asked to respond to open-ended questions 

via e-mail. The electronic correspondence questions were 

designed to enable the participants to conveniently expres 

their reactions and thoughts to the cases authored by 

children. 

The featured accounts obtained from NIE (2000) were 

numbered and these numbers would serve as the subject 

identifier for each of the electronic communications (e.g. 

Narrative Account #1). The questions that served as the 

focus for the electronic correspondence were as follows: 

What were your thoughts as you read the piece and/or what 

were you particularly struck by as you read the account?; 

What, if any, new information did you gain as a result of 

reviewing this particular child's account?; What, if any. 
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issues does this storied account raise for you as a 

teacher? 

Interview #2. The second interview followed the same 

protocol as the first interview. A documentation sheet 

(Flick, 1998) was used to record contextual and situational 

information about the interview (see Appendix L), a 

briefing and debriefing took place as part of the interview 

(Kvale, 1995) that was scheduled for a 90-minute period 

(Seidman, 1991). Once again, two tape players were used 

for the recording of the interview session. The responses 

to the second sentence completion task and from the child's 

point of view cases, served as the springboard for some of 

the interview questions in the second interview. See 

Appendix 0. 

Profile card sorting activity and conversation. The 

supplement comprised of accounts written from a child's 

point of view (NIE, 2000), used for the child's point of 

view case activity, served as a base for the profile cards 

portraying children with particular disabilities. The 

profile card activity builds on the student information 

card idea (see Appendix E) in that information about 

students would be presented to the participants in a 

written card form. The decision to include the two profile 
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cards from the collaborative planning activity was made 

since the participants and the members of their group did 

not make any planning statements about individual students. 

The participants were asked to review the profile 

cards that presented information about the child's 

disability as well as placement related issues in a 

narrative form. In other words, along with the two profile 

cards created by the researcher (see Appendices F and G) , 

abbreviated versions of the accounts in the NIE (2000) 

supplement that raised educational placement matters (in 

public school setting and in a self-contained setting) were 

provided to the participants during an activity-focused 

session. After reviewing the profile cards, the 

participant completed a sorting activity and engaged in 

conversation that attempted to explore the issue of 

placement of the student featured in the profile card. 

Initial questions included: What, if anything, struck you 

as you reviewed the profile cards?; What, if anything, do 

you see as common to each of these profile cards?; What 

information did you gain about placement related issues for 

the children featured in the profile cards? The activity-

focused session, including conversation, was scheduled to 

last approximately 30 minutes in duration. 



The second research question had another facet to it 

which was as follows: What sense does a prospective 

teacher make of special education and of the initial 

experience and interaction (i.e., in the first formal 

fieldwork experience) with students who have special needs 

in the context of the general education school (i.e., self 

contained classroom setting and inclusive classroom 

setting)?; and, what sense does a prospective teacher, who 

is in a traditional general/regular education classroom 

setting for the initial field experience, make about 

special education? The data sources for this facet of the 

research question included: (a) fastwrite activity #1, 

question A: Case presentation (see Appendix D) ; (b) all 

WREs (1-6) ; (c) field book; and, (d) profile card activity-

All of these data sources were previously discussed. 

Data Analysis 

Qualitative methodology, which emphasizes "...the 

study of people's understandings" (Bogdan & Biklen, 1992, 

p. ix), was employed in the present study. In qualitative 

research studies, data analysis essentially begins the 

moment that the first piece of data is collected (Bogdan & 

Biklen) and continues with ongoing analysis (Miles & 

Huberman, 1984). In this study, triangulation using 
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multiple sources for data collection (Creswell, 1994; 

Merriam, 1998) was employed in an effort to facilitate 

thick, rich and detailed descriptions (Merriam) . For as 

Lancy (1993) notes, "using multiple data sources allows one 

to fill in gaps that would occur if we relied on only one 

data source" (p. 20), With an awareness of the importance 

of revisiting the multiple data sources throughout the 

study, a viable system for organization of the data was a 

must. 

Organizing and managing the data was an initial prime 

concern. I had created a filing system, complete with 

clear labels and a color coding system for the hanging file 

folders that organized all dissertation related documents 

and artifacts. The initial organization system was 

expanded to include a section devoted to data that was 

being collected and analyzed throughout the study. The raw 

data, including the sentence completion activities and 

transcriptions of interviews, was photocopied so that an 

untouched version would remain on file. The other copied 

set of data would be written on as codes were being 

generated. Codes, which are essentially categories, act as 

"...retrieval and organizing devices that allow the analyst 

to spot quickly, pull out then cluster all the segments 
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relating to the particular question, hypothesis, concept or 

theme. Clustering sets the stage for analysis" (Miles & 

Huberman, 1984, p. 56). 

Coding began with reviewing initial data sources 

repeatedly and making marginal notes and notations to 

myself. After establishing some initial broad coding 

categories, I stepped back and away from the data (to tend 

to other aspects of life). When I returned to my data, 

after time had passed, I went through a process of 

reacquainting myself with the data. It provided me with 

the opportunity to revisit and make as well as affirm 

decisions about the initial coding categories. I found it 

extremely useful to keep a sheet of paper at my side during 

all phases of the coding process. After the initial code 

phase, refinement of the coding categories occurred as well 

as subcoding. In addition to marking up the actual data 

sheets, I used a personal method of labeled, color coded 

post-it notes (that I attached to the sides of the paper), 

which enabled the handling of the data in a way that was 

sensible to me. The coding system was instrumental in 

seeking understanding and gaining information used to 

address the research questions of the present study. 
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Limitations of the Study 

The present study is not without limitations. The two 

participants in this study, both of whom are elementary 

education majors at a large southwestern university, 

demonstrated the ability to express their thoughts in a 

deep and thoughtful manner. One of the selection criteria 

for the study was high scores on the written WRE 

assignments, which served as an indicator of the ability to 

express thoughts in substantive ways. Another selection 

criterion was that the participants be at the same school 

site for their initial field experience. Both of the 

participants were at a local elementary school. While the 

selection criteria were a contributing factor for the 

study, they could have also functioned as a limiting factor 

in that the information gathered in this study may not 

generalize to other teacher education candidates. 

The duration of the study itself may have been another 

limiting factor in that this study was bounded by time. 

The study involved participants who were engaged in their 

first formal field experience (which precedes the student 

teaching experience). The study took place during and 

immediately following the participants' involvement in the 

first course of the teacher preparation professional 



sequence. In other words, the information may not 

generalize to other teacher education candidates at 

different points in their preparation program. However, 

is hoped that the present study will contribute to the 

existing knowledge base and offer potential springboards 

for future research endeavors in the arena of special 

education understandings. 
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Chapter Four 

PARTICIPANTS AND EXPERIENCES 

The purpose of this study was to explore the broad 

query of prospective teachers' understandings about special 

education. As a first step in addressing this purpose an 

introduction to the participants is necessary. Having a 

sense of the participants' life stories, and particularly 

their educational experiences, is important given that 

prospective teachers enter teacher preparation programs 

with well-established beliefs about students, teaching, 

learning, content areas and classrooms (e.g., Feiman-Nemser 

et al., 1989; Kagan, 1992; Weinstein, 1989; Wilson, 1990). 

The years of experience as an elementary and secondary 

school student, known as the apprenticeship of observation 

(Lortie, 1975), impacts prospective teachers' attitudes and 

conceptions of how to teach (e.g., Brookhart & Freeman, 

1992; Carter & Doyle, 1995). Thus, an introduction to the 

participants will be furnished in this chapter. The 

introduction to the participants is organized around four 

major strands: (a) general participant information; (b) an 

introduction to Erin; (c) an introduction to Colleen; and, 

(d) summative remarks about the participants and their 

experiences. 
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General Participant Information 

Both of the participants, who met the previously 

described study selection criteria, were enrolled as 

undergraduate students in their third year of study at a 

large southwestern university in the elementary teacher 

preparation program. Both of the participants, who were 

enrolled in the same general methods course, were at the 

same local elementary school for the fieldwork component of 

the course. After being informed about the study, each of 

the participants reviewed and then agreed to sign a consent 

form (see Appendix J). Having provided some general 

information about the participants, more specific 

information about each of them, which is drawn from the 

first interview, will now be furnished. Both of the 

initial interviews were conducted during the last week of 

January in 2001. 

The focus of the first interview, as Seidman (1991) 

suggested, was to gain information about the participant's 

life history and experiences. The initial interview, which 

was loosely structured, was conducted in order to gain a 

sense of the participant's educational experiences, 

background information and demographic information. The 

initial interview questions, which were designed to serve 
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as loose guide, included: Where were you born and where 

did you grow up?; What were your schools and classrooms 

like when you were young?; In your early years of 

schooling, how would you describe your classmates? (see 

Appendix M). Information from the initial interviews with 

each of the participants served as the base for the 

subsequent introduction to each one of them (i.e., Erin and 

Colleen). 

Erin 

This participant, referred to by the pseudonym of 

Erin, is in her third year of study at a large southwestern 

university. She is an undergraduate student in the 

elementary teacher preparation program. Erin is a 21-year-

old white female who is not married and does not have 

children. The rather comprehensive introduction to Erin 

will feature information about: (a) where she resided; (b) 

her ethnicity; (c) her family; (d) her decision to become a 

teacher; (e) her elementary school experience; (f) her 

middle school experience; (g) outside of school experience; 

(h) her high school experience; and, (i) her university 

experience. 

Geographic information. Erin was born in the Midwest 

and resided there for about two years before relocating 
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with her family. As a toddler, she moved to the west coast 

and remained there for approximately ten years. She 

attended elementary school and began middle school in a 

west coast state. Erin's family relocated to a 

southwestern state where she completed middle school and 

attended the first semester of her high school freshman 

year. Erin's family then moved to a southern east coast 

state where she attended high school for three and a half 

years. After completing high school, her family relocated 

back to the southwestern state where she had attended 

middle school. This southwestern state is the same state 

where she currently attends university. 

Erin described the suburb she resided while she 

attended elementary school as being "kind of a city in 

itself but [with a] really small feeling". She spoke of 

the suburb where she spent her elementary school years as 

being an ideal place to grow up and a place that holds fond 

memories for her. Erin talked about playing outdoors in 

the great weather all year round and spending her summer 

days at the beach. 

Erin's family relocated to a southwestern state during 

her middle school years and for the first half of her high 

school freshman year. She described this move as being a 
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hard one initially requiring an adjustment from her west 

coast frame of reference. Using her words, "I knew nothing 

different, you know. So, it was an adjustment." 

Her family then relocated to a southeastern coastal 

state where she attended high school. She describes the 

place where she resided during her high school years as 

being a small community that was a suburb of a large city. 

While it had a small community feeling, it was a pretty 

populated area but one with a neighborhood feel. In sum, 

Erin resided in three different states during the course of 

her elementary and secondary school experience. 

Ethnicity. Erin is of European dissent. Her father's 

family is from England and her mother's parents were both 

from Germany. 

Family. Erin's immediate family consists of her 

parents who, as she made note of, are still married, and an 

older brother. A computer software company, in the same 

state where she currently attends college, employs her 

brother. Erin's father works for a medical imaging company 

and travels between two states for business. Erin's 

mother, in her words, is a "homemaker". Prior to becoming 

a wife and a mother, Erin's mother was a high school 

English teacher. Erin also has other members of her family 
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in the field of education including an Uncle (who is a high 

school math teacher) and an Aunt (who recently retired from 

the field of education after being a principal and working 

for the school board). 

Being a teacher. Erin stated that she wanted to be a 

teacher ever since she was little. She shared a story of 

regularly playing teacher when she was a little girl. Erin 

set up a school in her family's garage complete with 

chalkboards and white boards, which her parents supplied 

for her "school". Her role-playing involved children from 

the neighborhood as students. She remarked that she "loved 

playing with all the supplies and stuff" as a young child. 

Erin, in sharing the vignette about her school role-playing 

in the family garage, expressed that she had a good 

relationship with her teachers and remembers always 

enjoying school as a young child. As she grew older, she 

stated that she never really wanted to do anything else but 

be a teacher. 

Elementary school. When asked how she would describe 

the students that she went to school with during her 

elementary years (up to fifth grade), Erin initially and 

quickly stated that they were "very varied". Upon further 

conversation, Erin indicated that there was not actually 
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that much variety and that the variation was socioeconomic. 

She noted that the area was very nice and while the 

majority of the children came from families that were 

"pretty well off financially", there were also children who 

attended the school that received help from the teachers 

(e.g., being supplied with clothing). So, from her 

perspective, her elementary school had variation in the 

student population as a result of the socioeconomic 

dimension. 

When asked to describe her elementary student 

population further, Erin described "...pretty white 

school...! can only remember three African American 

students in any of my classes and there was a Hispanic 

population and a few Asians". Erin also indicated that she 

had no memory of "any special children at our [elementary] 

school...and I don't remember any mainstreamed kids at 

all". In short, Erin regarded her elementary schoolmates 

as being varied socioeconomically but quite similar in many 

ways. 

Middle school. Erin characterized the school 

population of her middle school as having little variety. 

Erin described the middle school student population as 

being predominantly comprised of white students from 
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primarily middle class backgrounds. However, she did 

recall that there was a special education classroom at the 

school site (which was not the case during her elementary 

schooling). The special education class was separate from 

the school. That is, it was on the school grounds but in a 

separate portable structure. Erin shared that she had 

volunteered in that class while in middle school for two 

years as an elective. Erin spoke of her experiences with 

the students with special needs (which shall be considered 

in a deeper way in the next chapter). 

Outside of school. Through the sharing of her 

memories, Erin attributed her interest in doing the 

elective volunteer experience in the special education 

classroom to a previous experience with a young man who had 

Down Syndrome. This young man was involved in church 

related activities led by the Christian education director 

(who was Erin's mother). This young man became a part of 

Erin's life from when she was in second grade up until 

about sixth grade (when her family moved). This 

experience, according to Erin, led her to become familiar 

and comfortable with someone with special needs. Prior to 

this, she had never really had any experience at school, or 

otherwise, with any students with special needs. She 
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indicated that this experience contributed to her interest 

in doing the elective during middle school in a special 

education classroom. She also indicated that this 

experience likely contributed to her interest in being 

placed in a classroom that had students with special needs 

for her field experience in college. 

High school. When asked to describe her high school 

years, Erin remarked that it was a change from her middle 

school. The change was, in part, due to the relocation to 

a new state. Additionally, according to Erin, the 

"desegregation laws" resulted in having a large percentage 

of the school population bussed from the inner city into 

the high school that she attended. She described the 

student population as having "very, very different 

socioeconomic backgrounds and social backgrounds". She 

further noted that "... you know it became a very segregated 

place. I had never experienced anything like it 

before...and I didn't at all have a problem with it". She 

regarded her upbringing within her own family (i.e., 

"growing up in a family where you love everyone no matter 

what") as impacting her personal view about difference. 

Being raised in a family with the aforementioned 

perspective, Erin felt that she had "...never really been 
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faced with many differences". She reported that she found 

her high school experience to be very interesting and did 

not perceive the experience in a positive or a negative 

way. In her words, she found it interesting "because the 

students that were bussed in didn't want to be at our 

school and frankly a lot of the students that had grown up 

in the south had grown up with prejudices and many, many 

students of the Anglo, white background had grown up with 

prejudice of other races. So, it was a very interesting 

dynamic in high school". 

Erin shared a story of making the decision to take an 

African American Studies class at the high school and being 

one of two white students in the class. Through her 

enrollment in that particular class, Erin was able to get 

to know some of the students who were bussed in to the high 

school. In spite of the "set up of the school", which she 

reported resulted in a very segregated feeling, she felt 

that high school was a good experience for her. Erin spoke 

at length about the set up of the school and its impact on 

the segregated feeling that was evident in the climate of 

her high school. Erin expressed that although there was a 

large population of African American students in her 

school, there were very few African American students in 
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her classes. As an Advanced Placement and honors student, 

Erin's classes were located on the top floor of the high 

school building. Students who took "lower level classes, 

and the majority were African American, had classrooms on 

the bottom floor" [of the high school building]. Erin 

stated, "So, I mean you walk downstairs and there is a 

large percentage of African Americans and of course some 

Anglo white students as well but you go upstairs it is like 

all white students everywhere. It was amazing. I was 

absolutely shocked..." 

Erin reported that her high school had: students who 

made perfect scores on their SATs; great AP and honors 

classes; wonderful teachers; and, high standards. She 

described the students in the AP and honors classes as 

being pretty homogenous and the high school as being 

diverse in terms of ethnicity and socioeconomics. 

University. Erin also spoke of her experience and 

impressions as a student at the university. Erin expressed 

that she feels positively about her experience at the 

university. The education classes are her favorite ones. 

She is active in volunteer work and in organizations on 

campus including her sorority. Erin takes classes as part 

of the honors program as well as classes that are not part 
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of this program. She said that both the honors and non-

honors classes are "very, very integrated and 

heterogeneous". She described the diversity of the 

university student population in terras of cultural and 

exceptionality dimensions. 

With regard to exceptionality, Erin described having 

classmates who used wheelchairs and deaf students who had 

interpreters with them in class. "I know our campus is one 

of the most successful for wheelchairs and I think that is 

so cool and I have a lot of students in my classes that are 

in wheelchairs. I have talked to them...I believe college 

people are so much more accepting and that they are not 

harsh or mean". She verbally conveyed that it was a relief 

to be in a place where people are accepting of others. 

Colleen 

The other participant, who is referred to by the 

pseudonym of Colleen, is in her third year of study at a 

large southwestern university. She was 20 years at the 

start of the study and turned 21 years of age during the 

course of the study. She, like Erin, is a white female 

college student with a major in elementary education. 

Colleen is not married and does not have children. Having 

introduced Colleen in a general way, a more comprehensive 
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introduction will be provided. This introduction will 

feature information about: (a) where she resided; (b) her 

ethnicity; (c) her family; (d) her decision to become a 

teacher; (e) her elementary school experience; (f) her 

middle school experience; (g) her high school experience; 

(h) outside of school experience; and, (i) her university 

experience. 

Geographic information. Colleen was born in an east 

coast suburb and lived there for under a year before 

relocating to another east coast state with her family. 

After completing the second grade. Colleen moved four times 

over the course of a five-year period. The four moves 

were: from the suburb in a east coast state to a large 

suburb in the southwest; then to back to the east coast 

state (where she was born); then to a state in the Midwest; 

and, then to a southwest state. 

Colleen described the places where she lived as an 

elementary-aged student as being "bigger sized suburbs". 

She said that her elementary schools were fairly comparable 

in terms of size, with three teachers per grade level and 

more than 20 students per class. Colleen spoke of memories 

of sitting in desks that were in a row/column seating 

formation. When asked about her classmates, she initially 
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expressed that she remembered "really liking" them. Her 

secondary level education took place in a southwestern 

state. The secondary schools that she attended were in a 

suburb of a big city. In short. Colleen resided in five 

different states during the course of her elementary and 

secondary school experience. 

Ethnicity. Colleen is of Euro-American dissent. 

Colleen said she was "a mix of different things including 

Welsh and Irish" but that she was not really quite sure. 

Her family has been in the states for a long time according 

to Colleen. 

Family. Colleen's immediate family consists of her 

parents and two siblings (i.e., a younger sister and a 

older brother). She has a close relationship with her 

family. Colleen said, "My parents and my brother and my 

sister are my best friends". 

Colleen's parents were "childhood sweethearts" and 

have known each other since they were in the sixth grade. 

Colleen's parents, who have been married for twenty-six 

years, recently moved to a neighboring city in the same 

state where she is attending college. Her father was a 

high school English teacher prior to having children. 

Colleen's father works for an office furniture company in 
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marketing and sales. Her mother works for a major retail 

company and is in charge of stock management. 

Colleen and two her siblings chose to attend the same 

university. Colleen's parents, who are "big advocates of 

education", encouraged and expected all of their children 

to attend college. Colleen's parents are supportive and 

encouraging of their children's respective dreams and 

career aspirations, provided that a college degree is 

earned. Her brother, a recent college graduate, was a 

double major in political science and English. He has 

aspirations of attending law school and currently works for 

a moving company. Colleen and her brother lived in the 

same dormitory while both students on campus and now 

currently live in the same apartment complex. Colleen's 

sister is in her first year at the university and is 

quickly trying to complete her studies in psychology so 

that she can pursue her dream of becoming a country singer. 

Colleen and her sister each have had dreams of their 

respective future occupations since childhood. 

Being a teacher. Colleen's dream has always been to 

be a teacher. At first she wanted to be an English teacher 

(a position once held by her father). However, while in 

high school. Colleen began working at a summer day camp and 
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discovered her love of working with young children. 

Between her employment at the day camp and her volunteer 

work with youngsters. Colleen decided to pursue a degree in 

elementary education. "I kind of want to be at the 

beginning to get them excited about learning so they are 

set up to have a good education throughout and enjoy 

it...because if you have a bad experience those first 

couple of years it kind of sets you up to have trouble the 

rest of the time". She thinks that her parents, who place 

a high value on education, impacted her decision to become 

a teacher. 

Elementary school. When sharing about her elementary 

school experiences. Colleen spoke with fondness of her 

kindergarten and second grade teachers. Her first grade 

teacher was a good teacher but not approachable. However, 

she remembered singing songs and learning a lot via 

creative methods in her first grade class. In fact, she 

vividly recalled doing her very first research project in 

the first grade and learning skills that have helped her 

throughout her educational career. Yet, she remembered 

being hesitant and fearful of approaching her first grade 

teacher. Colleen shared a story about not telling her 

first grade teacher that she was feeling sick at school one 
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day because she was afraid to tell her first grade teacher. 

In contrast to her first grade teacher, the kindergarten 

and second grade teachers, "were approachable, fun and 

caring people". She felt that she learned a lot from all 

three of these teachers but the atmosphere in her kinder 

and second grade classrooms was much more pleasant. When 

talking about her second grade teacher. Colleen remarked 

that "she was just really, really caring, which I think is 

important. But obviously it was also important that she 

was just a good teacher". Colleen regards her second grade 

teacher and her high school English teacher as being her 

"best and favorite" teachers from her days as a student in 

elementary and secondary schools. In addition to talking 

about specific teachers. Colleen also spoke of her 

elementary school classmates. 

Colleen expressed that her classmates "were pretty 

much like" her and that there "was not a big mix of 

nationalities" in her elementary schools. She noted that 

the students were predominantly white and similar in terms 

of socioeconomics, with the majority of students coming 

from middle class families. She felt that her elementary 

schoolmates were a homogeneous group. During the course of 

the conversation. Colleen recalled there being a girl with 
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a hearing impairment who had a hearing aid. Aside from the 

young girl with the hearing aid. Colleen did not recall 

being in school with any children who had special needs 

during elementary school. 

Middle school. Her middle school education was in two 

different states as a result of her family's relocation. 

Her middle school education, beginning in the eighth grade, 

was in a southwestern state. The secondary schools that 

she attended were in a suburb of a big city. Initially, 

Colleen thought that "...there was more variety in cultural 

background [as compared to her elementary school 

experiences] but if you looked at our school as a whole it 

was probably still predominately Anglo and middle class". 

She said that all the students were English speaking and 

that there was not a bilingual program in her school 

district. In middle school she thought that some of the 

students might have had "...like a reading disability 

maybe". Colleen remembered that there were different 

reading and English classes (which led her to think that 

were students who were in need of special assistance). 

High school. When recalling her experience as a high 

school student. Colleen spoke of her favorite secondary 

teacher, her senior English teacher. In fact. Colleen 
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liked this particular teacher so much that she signed up 

for the AP European History class taught by this teacher. 

As Colleen put it, "...nobody took the class because it was 

ridiculous... it was a lot of work and especially a lot of 

seniors didn't want to take it". The class was an intense 

and rigorous experience for Colleen. Colleen expressed 

that this particular high school teacher is the reason that 

she is doing so well at the university. Commenting about 

this teacher. Colleen said "She was my favorite and she was 

tough too...I really liked her because she really loved 

what she was doing". Colleen maintains contact with this 

particular teacher. 

Colleen described her high school as being basically 

comprised of white students from middle class backgrounds. 

At her high school. Colleen said that there was a special 

needs classroom. She described it as being "...a self-

contained classroom for students who had Down Syndrome or 

some of the more severe learning disabilities". Colleen 

spoke of the limited interaction that she had with the 

students who had special needs. She spoke at length about 

her periodic visits to the special education classroom with 

her cheerleading squad. This aspect of her educational 

history will be considered in a deeper way in the next 
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chapter. In addition to the interaction with the high 

school students with special needs (v/hich she characterized 

as being brief and infrequent), Colleen did recall 

interacting with children with special needs in her work at 

a summer day camp program. 

Outside of school. Colleen spoke of her experience 

with some children who had special needs at the summer camp 

where she worked. "We had two campers with Down Syndrome. 

I had a lot more contact with those two children than I did 

[with the special education students] in high school". 

Colleen, who spoke at length of her experiences with the 

campers who had special needs, seemed to frame her account 

around contact and emotions. 

University. Colleen described her experience at the 

university as enabling her to interact with and meet the 

widest variety of people in her life. She voiced that she 

sees a continuum of commitment to studies (versus to 

socializing) among the university student population. In 

addition to the commitment level to academic undertakings. 

Colleen also spoke of variety in other ways. She remarked, 

"There is a pretty good mix in all of my classes right 

now". Colleen described this good mix as encompassing a 
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range of cultural and religious backgrounds as well as a 

wider range of socioeconomic statuses. 

Participants and their Experiences 

Through their sharing of stories and information, Erin 

and Colleen each indicated that they attended schools in 

different parts of the country as a result of the 

relocations by their respective families. They also share 

having a former high school English teacher as a parent. 

Both of these young women are close to their respective 

families. Erin and Colleen each dreamed of being a teacher 

since childhood. 

Another commonality that exists between the two 

participants was the way and sequence of how they described 

their classmates in elementary and secondary level schools. 

Each of the participants initially spoke of the 

socioeconomic and ethnicity dimensions of their classmates. 

As the conversation continued, they then commented on the 

dimension of exceptionality. Their stories of this facet 

of their educational experiences contributed greatly to the 

refinement of initial subcoding categories, which are 

considered in the following chapter. 

Erin and Colleen are both female teacher candidates 

who are of Euro-American dissent, from the middle/upper 
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middle class and primarily grew up in suburban communities. 

The participants' demographic profiles correspond with the 

typical demographic profile of teacher education candidates 

in the United States (Brookhart & Freeman, 1992; Feiman-

Nemser & Remillard, 1995, 1996; Fuller, 1992; Howey & 

Zimpher, 1996; McCall, 1995; Zimpher, 1989). While having 

information about the demographic attributes of the 

participants in the study is important, hearing their 

stories and gaining a richer sense of their life, 

particularly about their educational experiences, was 

critical given that prospective teachers enter teacher 

preparation programs with well-established beliefs 

including about students (e.g., Feiman-Nemser et al., 1989; 

Kagan, 1992; Weinstein, 1989; Wilson, 1990) . Particular 

aspects of the participants' educational experiences, such 

as experiences with students with special needs, will be 

considered in the following chapter. 
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Chapter Five 

SPECIAL EDUCATION UNDERSTANDINGS 

Having introduced the participants in the previous 

chapter, information from the analysis of the multiple data 

sources is now presented. The purpose of this study was to 

explore the broad query of prospective teachers' 

understandings about special education. The main research 

questions of this study were as follows: (a) In what ways 

do prospective teachers describe special education?; and, 

(b) What do prospective teachers perceive as happening for 

students with special needs in the context of the general/ 

regular education school? These questions serve as the 

main headings for the ensuing consideration. 

Describing Special Education 

Gaining a sense of the ways in which the prospective 

teachers describe special education was the first research 

question in this study. The following is an analysis of 

the participants' ways of describing special education. 

The data sources for this particular research question, 

which were described in chapter three, included: sentence 

completion activity #1 (see Appendix B), fastwrite #2: 

collaborative planning activity (see Appendix I), 

transcribed audiotape and notes: collaborative planning 
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activity, WREs 1-6, field book, and interview #1 (see 

Appendix M). Four themes emerged in the ways that the 

participants described special education. The themes 

included contact, placement, affect and nature of 

disability. 

Contact 

When reviewing the initial data sources, contact with 

students who have special needs emerged as the initial 

broad coding category. This coding category lead to 

subcodes which were useful in attempting to make sense of 

the ways in which the participants described special 

education. The participants spoke of their contact in 

terms of experiences in school and outside of the school 

context. Both of the participants had in school and 

outside of school contact with students with special needs. 

However, the nature and extent of the contacts varied 

between the two participants. 

Erin, contact. Erin, when completing the first 

sentence completion activity on September 21®*^, indicated 

that she had experience with children who have special 

needs (in the first item on this written activity). 

Through conversation during the initial interview, which 

was conducted on January 31®^, Erin spoke of her prior 
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experiences with children who have special needs. 

Additionally, the theme of contact was evident in other 

data sources (including sources such as the field book and 

the WRE written assignments). Erin's first contact with 

someone who had special needs occurred outside of the 

school setting. 

Outside of school contact, Erin. Erin, through her 

sharing of memories via stories, spoke of knowing a young 

man who had Down Syndrome through her church community for 

about a four-year period. This boy, as Erin said, became a 

part of her life from when she was in second grade up until 

about sixth grade (when her family moved). The child with 

Down Syndrome was involved in church related activities led 

by the Christian education director (who was Erin's 

mother). This experience, according to Erin, led her to 

become familiar and comfortable with someone with special 

needs because she had never really had any experience at 

school with any students with special needs. She indicated 

that this experience contributed to her interest in doing 

the elective in a special education classroom during 

secondary school and likely contributed to her interest in 

being placed in a classroom that had students with special 

needs for her field experience in college. Having contact 
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with someone who had special needs led Erin to feel more 

comfortable around him and likely contributed to her 

interest in interacting with children who have special 

needs in school. 

In school contact, Erin. When describing her 

classmates from her days as an elementary and secondary 

student, Erin said that she no memory of "any special 

children at our [elementary] school...and I don't remember 

any mainstreamed kids at all". She felt that she had no 

contact with students who had special needs in the context 

of school during her elementary school years. 

Erin noted that there was a special education 

classroom at the middle school site (which was not the case 

during her elementary school experience). The special 

education class was on the school grounds but in a separate 

portable structure. Erin shared that she had volunteered 

in that class while in middle school for two years as an 

elective. During the course of her story about her 

experience as a volunteer student assistant, she indicated 

that she spent a lot of time in the special education 

portable classroom and with the seven students (i.e., one 

class period on a daily basis). 
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When Erin spoke about her experiences at the 

university level, she spoke of having increased contact 

with students who have disabilities. With regard to 

exceptionality, Erin described having classmates who used 

wheelchairs and deaf students who had interpreters with 

them in class, "I know our campus is one of the most 

successful for wheelchairs and I think that is so cool and 

I have a lot of students in my classes that are in 

wheelchairs", 

Erin, while enrolled in the general methods course at 

the university, had contact once a week with students who 

have special needs in her field experience. Erin's field 

placement consisted of spending the first half of the 

semester in a self-contained classroom for students with 

special needs. The second half of the semester involved 

Erin in a classroom placement where children with special 

needs were included in the regular/general education 

classroom setting. 

In summary, Erin had contact with students who had 

special needs both in and out of school. For her, having 

contact and interacting with a child with special needs 

(i.e., Down Syndrome) outside of school led her to be 

interested in doing an elective in a special education 
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classroom while in middle school. These experiences, both 

inside and outside of school, increased her contact with 

students with special needs. 

Colleen, contact. Colleen, like Erin, also completed 

the initial sentence completion activity on September 21^^. 

In that particular data source. Colleen indicated that she 

did not have experience with children who have special 

needs. When we talked about her experiences (e.g., initial 

interview on January 26"^^), it became evident that Colleen 

had interpreted the question from the perspective of 

teacher and thus did not respond in an affirmative way to 

this particular item on the initial sentence completion 

activity. In other words. Colleen did not account for her 

contact with children who have special needs from her days 

as a student herself nor did she account for her 

interaction with children with special needs in the context 

of her employment at summer camp when responding to this 

item. A more accurate and complete picture of her 

experience was gained by carefully reviewing the other data 

sources. Colleen did indeed have contact, which she 

generally characterized as being rather limited, with 

children with special needs. 



135 

Outside of school contact. Colleen. Colleen spoke of 

her experience with four children who had special needs at 

the sununer camp where she was employed during the summer. 

"We had two campers with Down Syndrome. I had a lot more 

contact with those two children than I did [with the 

special education students] in high school." Colleen's 

contact with the campers, including those who had special 

needs, was over the course of a three-year period during 

the summer months. 

In school contact. Colleen. During the course of the 

conversation about her elementary school experiences and 

the students that she went to school with. Colleen recalled 

there being a girl with a hearing impairment who used a 

hearing aid. Colleen said that this girl used to play with 

her and the other children on the school playground. Aside 

from her interaction on the playground with the young girl 

who used a hearing aid. Colleen did not recall being in 

school with any children who had special needs during 

elementary school. 

At her high school. Colleen stated that there was a 

special needs classroom. She described it as being "...a 

self-contained classroom for students who had Downs 

Syndrome or some of the more severe learning disabilities". 
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Colleen regarded her contact with these students as being 

limited. Colleen felt that she and her classmates did not 

have much contact with the students with special needs, in 

part, because the students with special needs had different 

length class periods than the rest of the high school. So, 

there was no contact with them in the hallways during the 

changing of classes. 

Colleen, who was a cheerleader while in high school, 

would go the self-contained classroom with her squad 

"...every once in a while before a game or before a pep 

rally but really not all that often". Colleen felt the 

problem was that the once a semester visits were not often 

enough to really get to know the ten or so students in the 

self-contained classroom. However, Colleen felt that it 

good because "...it seemed a lot of people didn't realize 

that they [the students with special needs] were there..." 

In her field experience at the university. Colleen was 

in what would be considered a traditional general education 

classroom (in which there were not students who had special 

needs as part of the classroom). Thus, unlike Erin, 

Colleen did not have direct contact with students who have 

special needs as part of her field experience. 
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In summary. Colleen had contact with students who had 

special needs both in and out of school. For her, the 

experience of having contact and interacting with children 

with special needs was more outside of the context of 

school. Colleen's main contact with children who had 

special needs outside of school was through her work at a 

summer day camp program. Her contact in school with 

students who had special needs was at the high school level 

and she characterized as this contact as being brief and 

infrequent. 

Placement 

In addition to contact, the theme of placement was 

useful in making sense of the ways in which the 

participants described special education. Specifically, 

the participants spoke about placement in terms of the 

separate physical location of the special education 

classrooms and the different class schedules as factors 

that seemed to separate the students with special needs 

from other students in the school. The participants also 

framed placement in terms of their current thoughts about 

their future practice. Placement was evident in responses 

to an item on the first sentence completion task, in WREs, 

in field book journal entries and in the interviews. 
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Placement received more attention by Erin than by Colleen 

in the aforementioned data sources. 

Erin spoke of there being a special education 

classroom at her middle school (which had not been the case 

when she was a student in elementary school). The special 

education classroom was on the school grounds but in a 

separate portable structure. Erin, when talking about 

middle school and the students with special needs, 

commented that "you just never saw the students with 

special needs in any other classroom or any other setting 

except for the lunchroom". Erin spoke of how the students 

with special needs were "kind of segregated". The students 

with special needs attended classes in a separate self-

contained classroom. Later she returned to the notion of 

segregation and commented that it "was very segregated as 

far as the special need students...and I think that is why 

a lot of the kids, um, I guess were uncomfortable with it 

and didn't know how to respond". 

In her field experience, Erin also voiced placement 

related ideas. In her writing (in the WREs and in the 

field book journal entries), Erin processed through her 

experience of being on the playground with the students 

from the self-contained special education elementary 
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classroom. Specifically, she rendered an interaction 

involving a boy who had a wheelchair, children from other 

classrooms at the school, and her. The interaction began 

with the other children staring at the boy in the 

wheelchair while he played catch, with Erin on the 

playground. The children asJced Erin directly, "What's 

wrong with him? Why is he in a wheelchair?" Erin, in 

attempting to make sense of this experience, considered 

placement. She felt that if the child with special needs 

been included (versus being placed in a self-contained 

classroom), the other students would have known him and 

been aware of his needs and abilities. Erin wondered if 

knowing the child with special needs in the context of a 

general/regular education classroom could have prevented 

this public moment of staring and questioning. Erin felt 

uncomfortable because she was concerned about the feelings 

that the child with special needs experienced during this 

interaction. The curious and public nature of the 

students' questions, coupled with the fact that the 

questions were directed at Erin (versus the student 

himself) led Erin to comment and reflect about placement. 

She expressed her views about placement in terms of the 



140 

impact on the children with and without special needs as 

well as in terms of her future practice. 

As evidenced by her writing in a variety of data 

sources, Erin felt that as a future teacher she would 

encounter students with special needs in the context of her 

general/regular education classroom as a result of an 

increase of mainstreaming and inclusion in schools. In 

fact, Erin wrote "I am confident that I will have students 

with special needs in lay own class". Colleen shared a 

similar belief regarding her future practice and the 

placement of students with special needs. However, Colleen 

qualified her view by noting that there would be children 

in her future classroom that had less severe special needs. 

Students with more severe special needs would "...need to 

be in a special needs classroom". 

Like Erin, Colleen also spoke of the placement of 

students in a self-contained classroom particularly when 

recalling her own experience as a student in secondary 

school. Colleen, when speaking of her high school, 

commented about the placement of students in a special 

education self-contained classroom and how they were 

separated. In addition to the classroom placement and 

location, Colleen also noted that she and her classmates 
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did not see them much "...because their class periods were 

different lengths than ours so they weren't in the hallway 

when everybody else was". 

It seems that the schools attempted to provide 

occasions for interactions between the students in the 

self-contained classrooms with the rest of the student body 

by having student volunteers assist in the classroom (as 

evidenced in Erin's educational experiences), visits by the 

cheering squad (as evidenced in Colleen's educational 

experiences) and having all students eat lunch in the 

school cafeteria (including the children with special 

needs). However, despite these occasions for interaction, 

both of the participants used powerful descriptive words 

such as "segregation" and "separate" when speaking of the 

placement of particular students in their respective 

secondary schools. Additionally, the occasions for 

interaction were voiced as experiences that the 

participants had at the secondary level and not at the 

elementary school level. Furthermore, both of the 

participants voiced a similar perspective when they said 

that the students with special needs were not seen much in 

their respective secondary schools, which they attributed 
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to the self-contained classroom and the difference in class 

period length. 

Affect 

In addition to placement, affect was another way that 

the participants described special education. At times the 

participants spoke of feelings in a personal way and at 

other times spoke of the emotions of others. The 

participants, at one level, created some distance between 

themselves and the issue being addressed by couching it in 

terms of their impressions of other people's feelings. 

However, at times describing the feelings of others acted 

as a catalyst of sorts and resulted in deeper consideration 

of their personal understandings of special education in 

terms of feeling and contact. 

The choice of the participants' descriptive words to 

immediately describe how they felt about children with 

special needs provided some initial information about their 

emotions and views. Erin used the descriptors that 

included "compassion" and "patience" to convey her personal 

feelings. Colleen used the descriptors of "inspired, 

determined and motivated". Through these seemingly simple 

word choices, the participants indicated a positive 

personal stance in regards to children with special needs. 
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The two prospective teachers also voiced feelings that were 

seemingly less positive in considerations, both on a 

personal level as well as from the perspective of others 

(e.g., when voicing feelings of nervousness and 

discomfort). 

In middle school, as previously mentioned, Erin had 

participated in an elective course that enabled her to work 

as a student volunteer aide in the self-contained special 

education classroom. Erin remembered seeing the students 

with special needs from the self-contained classroom in the 

cafeteria and saying "hey" and talking with them. She felt 

that her interaction with the students (both in and outside 

of school) made her feel more comfortable around the 

students with special needs. The other students were 

"ruthless" and she recalled very clearly that the other 

students would make fun of the students with special needs. 

Erin regarded her outside of school experience with 

the child who had Down Syndrome as positively impacting her 

comfort level with people who have special needs. Prior to 

that outside school experience, Erin did not have 

encounters with students who had special needs in school. 

For Erin, there seemed to be a relationship between 
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increased feelings of comfort and time spent with someone 

who had special needs. 

Erin spoke of her feelings about and interaction with 

the students who have special needs at the university-

level. She thought that it was "so cool" that her campus 

was successful for students in wheelchairs. She spoke of 

being in classes with students who had wheelchairs and with 

students who were deaf. "...I have talked to them...I 

believe college people are so much more accepting and that 

they are not harsh or mean". She verbally conveyed that it 

was a relief to be in a place where people are accepting of 

others. 

In her field experience, Erin was in classroom 

settings (i.e., self-contained and inclusion) with students 

with special needs. In her writing, Erin consistently 

reflected about her field experiences and used emotions as 

a means of making sense of them. Furthermore, she used 

feelings as a way of describing special education. Erin 

had moments where she wanted to cry as she thought about 

the children and their special needs; tears from sadness 

and tears of joy. For instance, Erin felt like she wanted 

to cry during the playground interaction in which the other 

children asked questions and stared at the child in the 
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wheelchair because she felt that the child who was being 

spotlighted probably felt embarrassed. At the conclusion 

of the interaction on the playground, Erin noted that she 

"...walked away with tears in her eyes. I felt that I had 

reached the group - accept, accept, accept." She also 

conveyed that interacting with the students with special 

needs made her feel thankful for her abilities and at times 

sad for them because of the physical limitations that they 

had to deal with on a daily basis. 

Like Erin, Colleen used feelings as a way of 

describing special education. Upon learning that the 

summer campers would include four children with special 

needs. Colleen said that she really did not think that much 

about it. She became concerned when she learned that one 

of the children could become physically aggressive when 

frustrated. The parents of this child came in to talk to 

the employees of the summer camp as they did each year. 

They shared information about their son who would display 

aggressive behaviors toward others. Their son, who was 

adopted, had Downs Syndrome and came from an abusive home 

situation. The abuse resulted in almost every bone in his 

body being broken as well as brain damage inflicted by his 

biological father. In the orientation segment by the 
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parents, they informed staff of warning signals to look for 

that indicated frustration on their son's part. Colleen 

recalled feeling nervous about this particular camper 

because he was "a lot stronger than I am or even the guys 

that we worked with and so that made me more nervous I 

would say". Colleen further stated that "it was kind of 

intimidating too when I found out about some of the things 

that they [the child's parents] were worried about". After 

three summers of interacting with this particular camper. 

Colleen said that she became "really comfortable around 

him". She credits the adoptive parents with assisting her 

to feel more comfortable (by having an orientation and 

being open to ongoing communication). 

In addition to the young male camper who had Down 

Syndrome and displayed aggressive behaviors, Colleen spoke 

of other campers with special needs. Two girls who had 

Down Syndrome were among the children who attended the 

camp. "It was harder to communicate with them because one 

of them signs and I don't sign". She referred to the 

experience as being "fun" because the one little girl 

taught her some signing. 

Colleen also spoke of a little boy who had "some type 

of disability and also had epilepsy". He had seizures 
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relatively frequently and there was concern about his 

safety (during his drop seizures). Colleen's voiced her 

feelings of concern and nervousness about not being sure 

that she was able to give the necessary medical help that 

this particular camper might need. As Colleen said, "I was 

always worried that he was going to get hurt [during one of 

his seizures]". The mother of this child also came and 

spoke with the camp employees. On one hand, this 

information was helpful to Colleen but it also resulted in 

increased feelings of nervousness on her part- Colleen 

felt that the safety issues were a main concern to her 

(e.g., whether the child would be hurt while having a 

seizure). In addition her nervousness about the safety 

issues, she felt nervous about the child's aggressive 

behavioral issues (i.e., injuring others "by hitting, 

kicking and biting"). Her contact with this particular 

camper was not that great because he usually attended the 

camp after Colleen's work shift time. She felt that the 

limited contact hours was an influencing factor on her 

comfort level. 

While Colleen spoke of her experiences at the summer 

camp in a personal way, she spoke of the high school 

experiences via the feelings of others. Colleen shared 
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that some of the cheerleaders were more nervous about the 

visits. She thought that no one had a "bad attitude" about 

it, but rather had feelings of nervousness. 

When speaking about the feeling of nervousness that 

some of the cheerleaders had when visiting the self-

contained special education classroom. Colleen expressed 

that she "...could see how it could be kind of nerve 

racking because we didn't really have any interaction with 

them [the students with special needs]." Colleen expressed 

that it is difficult to have a conversation with 

"...someone that you never see...People were just nervous 

that they wouldn't know what to say." In addition, 

feelings of nervousness were also because they did not have 

much experience with interacting with people with 

disabilities. Colleen expressed that the nervousness 

stemmed, in part, from the fact that some of the students 

in the classroom were not able to talk. She felt that the 

communication challenges resulted in concerns of how one 

goes about talking with someone when he/she does not speak. 

Nature of disability 

Another way that the participants spoke of special 

education had to do with the nature of the disability. The 

participants referred to disabilities in terms of visible 
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indicators. For instance, when sharing their narratives of 

their educational experiences, both of the prospective 

teachers spoke of the disabilities in terms of things that 

could be seen, such as a wheelchair or a separate 

classroom, when recalling whether or not they had 

schoolmates with special needs. 

When recalling her experiences as an elementary school 

student, Erin did not recall being in school with students 

who had special needs since she did not recall seeing 

students in wheelchairs or seeing students with other 

special problems. The self-contained classroom at the 

middle school was, for Erin, a visible indicator that there 

were students with special needs at her school. When 

speaking about students with special needs in her 

university classes, Erin spoke of seeing students who had 

wheelchairs and others who came to class with an 

interpreter. She described the visible signs as an 

indicator that some of her classmates had special needs. 

Colleen spoke of interacting on the playground with 

one child who had special needs (i.e., hearing impairment) 

while she was in elementary school. She remembered seeing 

the hearing aid and that this was something that she 

remembers noticing. When speaking about the elementary 
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classmate who had special needs. Colleen said, "It was just 

like she had it [a hearing aid] and it was there and that 

was it". In addition, when recalling her elementary school 

experience. Colleen spoke of not really being aware of 

other children who may have had special needs because she 

did not recall seeing things like wheelchairs and other 

physical indicators of special needs, such as a separate 

classroom. 

Colleen used the visible indicator of different 

classrooms for some students in her middle school to convey 

her impression that there were students who needed special 

assistance at her school. The classroom as an indicator 

also rang true when speaking about student with special 

needs at the high school level. Colleen said that she was 

not quite sure about the types or names of the disabilities 

that the students in the self-contained high school 

classroom had. However, she did recall there being 

students that had Down Syndrome, students in wheelchairs, 

students who were unable to speak verbally, and some 

students that also had either vision or hearing 

impairments. For Colleen and Erin, using visible 

indicators as reference points when speaking about children 

with disabilities was a way to explain and describe special 



151 

education. Disabilities were further considered through 

the second research question in this study. 

Students with Special Needs 

The second research question was aimed at gaining 

insights into the prospective teachers perceptions as to 

what they saw as happening for students with special needs 

in the context of the general/regular education school. To 

that end, two question parts were developed (which were 

fully detailed in chapter three). The first part had to do 

with disability categories and inclusion. The data sources 

for part one of research question two included: (a) 

fastwrite activity # 1: Case presentation, question B (see 

Appendix D); (b) sentence completion activity #2 (see 

Appendix N) followed by a conversation; (c) narrative cases 

written by children and electronic communication (d) 

interview two (see Appendix 0); and (e) profile card 

sorting activity and conversation. The second part had to 

do with gaining insights into what sense the participant 

made about special education. The data sources for the 

second facet of the research question two included: (a) 

fastwrite activity #1, question A: Case presentation (see 

Appendix D); (b) WREs; (c) field book; and, (d) profile 

sort card activity and conversation. The following 
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consideration will be organized around the two sub-

questions themselves. 

Inclusion of students and disability categories 

In order to frame and organize the consideration about 

the inclusion of students with different types of special 

needs, the disability categories explored in this study 

will serve as headings. As discussed in chapter three, the 

IDEA-eligible category list (Gorn, 1997; Knoblauch & 

Sorenson, 1998) contributed to decisions about the types of 

disabilities that were included in this study. The 

following disability categories are considered (a) physical 

disability, (b) mental retardation, (c) other health 

impaired (OHI), (d) hearing impairment, (e) visual 

impairment, and (f) speech impairment. A summary is 

provided after the consideration of the aforementioned 

disability categories. 

Physical disability. Both of the participants were 

provided with multiple opportunities to consider the 

category of physical disability. The data sources included 

item one on sentence completion activity #2, the 

conversation which immediately followed this particular 

sentence completion activity, the electronic communication 

activity (stemming from the narrative case written from a 
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child's point of view of a child who had a physical 

disability resulting from having cerebral palsy) and the 

conversation about the narrative cases which followed the 

electronic correspondence activity, and through the card 

sort activity and conversation (which profiled a student 

who had a physical disability). 

Erin indicated that she thought a student who has a 

physical disability should and should not be educated in 

the regular/general education classroom. Through her 

writing and through her words, Erin clarified and explained 

her perspective about indicating both (i.e., should and 

should not). She believed that in most cases a student 

with physical disabilities should be placed in a 

regular/general education classroom and that the child 

would benefit from such a placement. The benefits in her 

opinion included the opportunity to interact with children 

who did not have disabilities. However, Erin felt there 

were times when she did not believe that students with 

physical disabilities should be in the general education 

classroom. 

Erin believed that if the child's physical disability 

was severe then he/she should not be included in the 

general education classroom unless an aide was present. 
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Erin spoke of a continuum in terms of severity of physical 

disabilities. Erin said she initially thought of children 

in wheelchairs when she read the phrase physical 

disability. She felt children in wheelchairs, that they 

could operate and maneuver themselves fell into the less 

involved end of the continuum. Students who could not move 

the wheelchair themselves would fall into the more severe 

end of her continuum. Erin also commented about children 

who used walkers or crutches to walk when explaining her 

continuum of physical disability. She felt these children 

would fall into the less severe end of her continuum. For 

Erin, the severity of the disability was an issue because 

it would require time and attention on the part of the 

teacher to such an extent that it would detract from the 

other students' educational experience. She indicated 

there would be students whose "physical disability is too 

much for a teacher who has the responsibility of 

maintaining order and interest already in their classroom". 

Erin added that if the child with a more severe physical 

disability had an aide to assist them in the classroom, 

then she believed that the child, regardless of the 

severity of their physical disability, could be placed in 

the regular/general education classroom. However, if there 
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was not an aide to assist the child who had a severe 

physical disability, then placement in the general/regular 

education classroom could become "such a burden [to the 

classroom teacher]." 

Erin consistently expressed the viewpoints she raised 

during the sentence completion activities (written and 

verbal activities) when thinking about the disability 

category of physical disabilities in other data sources. 

That is, she returned to the idea of severity of physical 

disability, and whether or not an aide was present in the 

classroom, as influencing her opinion of the child's 

placement in the profile sort activities as well as in the 

narrative account activities. Narrative account five 

featured a child who had a physical disability resultant 

from a condition known as Cerebral Palsy. It should be 

noted that the child with Cerebral Palsy who was featured 

in the account had physical disabilities and did not have 

mental disabilities. Erin expressed in her electronic 

communication, and the conversation that followed the 

electronic activity, that the child ought to be educated in 

the general/regular education classroom provided that she 

was independent in using the power wheelchair- With regard 

to the condition of cerebral palsy, Erin said she "guessed" 
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that she had a stereotype in her own mind by "...assuming 

that just because of physical disabilities, there are also 

mental disabilities." 

In short, Erin felt that students who have a physical 

disability should be educated in the regular/education 

classroom depending upon the severity of the physical 

disability. In instances where the physical disability of 

the child was severe, Erin believed that whether or not an 

aide was assigned to assist the child would be an 

influencing factor on the decision of placement. 

Colleen indicated that she thought a student who has a 

physical disability should be educated in the 

regular/general education classroom. Her stance on the 

matter of educating children with physical disabilities was 

consistent across the various data sources (e.g., sentence 

completion activity, profile card sorting activity). 

Colleen regarded the placement of a child with a physical 

disability as being beneficial to both the child with the 

disability and the other children in the regular/general 

education classroom. Furthermore, as Colleen expressed in 

writing, "A student who has a physical disability still 

has the need to receive a good education and the 

opportunity to learn. I also think that it is a great 
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opportunity for all students to learn that not everyone is 

alike." This sentiment was also articulated verbally by 

Colleen who commented, "I actually think that by separating 

them [in a self-contained classroom] that it would decrease 

the quality of their education because they would miss out 

interaction with their peers and on other things that go on 

in the classroom." 

Colleen did speak of the severity of the physical 

disability in terms of someone who was in a wheelchair and 

someone who had "like braces on their legs". Colleen felt 

the severity of the physical disability was not an 

influencing factor when it came to placement. "If we are 

talking strictly a physical disability then those would be 

the ones that I would think could be easily accommodated 

[in the regular/general education classroom]. 

Colleen raised the point that if there were other 

disabilities beyond the physical that impacted the 

cognitive functioning of the student, then it would be 

necessary to rethink the placement of the student in the 

regular/general education classroom. Drawing from the 

narrative case of the child with a physical disability. 

Colleen noted that this child seemed to only be affected 

physically as a result of the Cerebral Palsy, so in her 
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mind placement in a general education classroom would be 

fine. With regard to the condition of Cerebral Palsy, 

Colleen articulated gaining new information as Erin had 

also done. Colleen candidly shared she had thought someone 

with Cerebral Palsy would also have mental impairments in 

addition to the physical. She spoke of it being an 

assumption she had prior to reading the narrative case. 

Colleen thought having a child with Cerebral Palsy in her 

classroom would be fine provided that there were no other 

disabling conditions that impacted the child's cognitive 

functioning. 

When speaking about accommodating a child with a 

physical disability. Colleen spoke of the prospect of 

having a child in a wheelchair in her future classroom. 

She felt that "the wheelchair could pose a little bit of a 

challenge just [in terms of] adapting the classroom for 

it." Colleen considered the fact that she would need to 

ensure that the aisles were wide enough and that the 

furniture arrangement in her classroom would need to 

accommodate a wheelchair. 

In short. Colleen felt students who had physical 

disabilities should be placed in the regular/general 

education classroom. If a student had other disabling 
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conditions in addition to the physical, then it would be 

necessary to consider other placement alternatives 

particularly if the student's mental capacities were 

affected. 

Mental retardation. As with the previous disability 

category of physical disability, both of the participants 

were provided with multiple opportunities to consider the 

disability category of mental retardation. Erin indicated 

that she thought a student who is mentally retarded should 

and should not be educated in the regular/general education 

classroom. Through her writing and through her words, Erin 

clarified and explained her perspective about indicating 

both (i.e., should and should not). Erin felt students who 

were mentally retarded should be educated in a regular/ 

general education classroom for at least part of the school 

day. She did not think it would be fair to the classroom 

teacher to place this student in the classroom full time. 

However, if an aide was provided to work with the student, 

Erin did think that child could be served in the 

regular/general education classroom for portions of the 

school day. The aide would be responsible for ensuring the 

educational needs of the child were being met and for 

assisting during classroom activities. 
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Erin also spoke the severity of the mental retardation 

as being an influencing factor in determining how much time 

the student would spend in the regular/general education 

classroom. If the mental retardation "...was a minor thing 

I think that they would be fine in the classroom." In 

cases where the mental retardation was more severe, Erin 

felt that an aide would be necessary in order to have that 

child educated in the regular/general education classroom 

for at least part of the day. She expressed that being in 

the regular/general education classroom was important for 

all of the students (with and without mental retardation). 

Placement in a regular/general education classroom would be 

more beneficial than being in a separate classroom because 

"life isn't segregated like a special education classroom." 

When considering the narrative case about a child with 

mental retardation as a result of Down. Syndrome, Erin 

expressed that she was comfortable at the prospect of 

having this type of student in her future classroom. She 

attributed her comfort level as being impacted by her prior 

positive experiences with children who had Down Syndrome. 

She felt these students, who would likely need the support 

of an aide, probably could be placed in the general/regular 

education classroom. Erin expressed her willingness to 
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have a child with Down Syndrome who was mentally retarded 

in her classroom if she could teach with a special 

education teacher in her classroom. Erin was intrigued 

with the fact that the special education teacher worked 

with the regular classroom teacher in meeting this 

particular student's educational needs in the narrative 

account of the child who had Down Syndrome. The concept of 

team teaching, where a regular education teacher and 

special education teacher taught side by side in the same 

classroom, interested Erin. She felt this would positively 

impact her decision about placement for students with 

mental retardation regardless of the severity of the mental 

disability. 

Erin tended to be receptive the idea of having 

students with mental retardation in her classroom. 

However, if the mental retardation was severe and/or if the 

child also presented with other disabling conditions, an 

aide or instructional support in the classroom would be 

necessary. Team teaching with a special education teacher 

in the context of the classroom was seen as a positive and 

interesting thing. She also spoke of the importance of 

having these children in the general/regular classroom for 

at least part of the day. 
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Colleen, in the written sentence completion activity, 

indicated that a student who is mentally retarded should 

not be educated in the regular/general education classroom. 

However, through conversation. Colleen spoke of her 

uncertainty in how to respond concerning 'should or should 

not' , She qualified this viewpoint by stating she knew 

there was a wide range when it came to mental retardation 

but felt that she did "...not know enough to make a solid 

judgment about it." However, Colleen did express she was 

in support of the child with mental retardation spending 

some time in the regular/general education classroom for 

some activities. Colleen felt that while the child with 

mental retardation could spend part of the day in the 

general/regular education classroom. It was important to 

Colleen that time spent in the general/regular education 

classroom be beneficial to that child and not detract from 

the other students' learning. 

Colleen felt she could not meet the needs of a child 

who was mentally retarded and therefore the child would be 

probably be better served in another classroom (outside of 

the general/regular education classroom setting). Colleen 

expressed her feelings of nervousness. She also questioned 

her ability to adequately meet the special needs of 
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children with more severe mental retardation, particularly 

if they had other disabling conditions. Yet, she expressed 

she was anxious to learn how to handle the challenges that 

are associated with more severe mental retardation and 

other disabling conditions. 

Colleen, when speaking about a child who has Down 

Syndrome, expressed that she immediately thinks of the 

issues of mental retardation and about safety. She thought 

these two issues came to mind because of her prior 

experience with children at the summer camp where she was 

employed. She believed in placement in a regular/general 

education classroom as long as it was beneficial to the 

student with special needs and provided it "...would not 

take away from the other students' education." 

Like Erin, Colleen expressed interest in the concept 

of team teaching upon reading narrative account number 

three. In her electronic communication. Colleen expressed 

"Hopefully even if my school does not use a team teaching 

approach all of the time, I can arrange for some times when 

it will be possible to do activities with a special 

education teacher in my classroom." She verbally stated 

she would be very interested in team teaching if her school 

had such an approach. 
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In short. Colleen was not quite sure about having 

students with mental retardation in the regular/general 

education classroom. However, team teaching with a special 

education teacher in the context of the classroom was seen 

in a positive light. She also spoke of having children 

with mental retardation in the general/regular classroom 

for at least part of the day. 

OHI. This particular disability category was not 

explored to the same extent as the other disabilities in 

this consideration. In other words, whereas the other 

disability categories were included as items or points in 

multiple data sources, the category of OHI received less 

attention. However, it is worthwhile considering this 

disability category since a student with ADHD and a student 

with Tourette Syndrome may receive services under the 

disability category of OHI. Furthermore, the participants 

and their fellow group members during the simulated 

planning activity (which involved the composite class) did 

not attend to these students who were profiled in the 

student information cards. As noted previously, I designed 

information cards featuring one student who had ADHD (see 

Appendix F) and another who had Tourette Syndrome (see 

Appendix G). Thus, knowing that the aforementioned cards 
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were not considered during the in-class collaborative 

planning activity, coupled with the fact that students with 

these particular types of disabilities may receive services 

in the general/education classroom, it seemed reasonable to 

revisit them. Revisiting the two disability types by 

incorporating them into data collection sources was done in 

an effort to gain some information about the participants' 

perspectives. 

Erin was presented with the five student information 

cards, which profiled students with different special needs 

including a student who had Tourette Syndrome and a student 

who had ADHD. When asked to sort the cards into piles 

representing different classroom settings, Erin placed the 

student with Tourette Syndrome into the 'other classroom 

category'. Erin defined this category of other as 

referring to a placement that "...focused around the 

general classroom. It would not be a self-contained 

placement by any means. But maybe either like a pull out 

program or having a little more assistance..." Erin 

indicated that this particular student would probably be in 

need of and benefit from extra help based on what she knew 

from the information card profile. Yet, the information on 

the card caused her to be concerned since she felt that she 
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did not know the "whole story about him". She commented 

about the physical things mentioned on the card; namely, 

the facial twitches, the sniffing nose and throat clearing. 

However, Erin said that if she did have the whole story 

about this student, she probably would not feel as 

concerned. During the debriefing at the end of the 

conversation, Erin expressed her interest in knowing the 

name of the disability being profiled on the card. She had 

indicated that as she was reading the cards initially, she 

could not "diagnosis that one". When I shared with her 

that it was Tourette Syndrome, Erin spoke of being familiar 

with this condition through television programs, which had 

characters with that condition. 

The other student portrayed in the profile card could 

fall under the OHI category by token of the ADHD diagnosis. 

When speaking about what she thought and noticed upon her 

initial review of the cards, she commented on this 

particular card by saying she "was thinking like ADD kind 

of disorder." When she sorted the cards into different 

piles representing different classroom settings, she put 

the student with ADHD into the general education classroom. 

She indicated while this particular student would probably 

need "a little bit more one on one attention", he could be 
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placed in a regular/general education classroom. This 

placement was a firm one for Erin in that she did not 

hesitate nor resort this particular student's card when 

placing the cards into piles representing different 

classroom settings. Additionally, when talking about the 

narrative account, which featured a student with ADHD, Erin 

made the same determination about placement in a 

regular/general education classroom. When she thinks about 

students who have ADHD, she thinks of someone who is 

"hyper, often disruptive, and [engages in] attention 

seeking behaviors". Yet, Erin remained consistent in her 

view about placement in the regular/general education 

classroom. 

Colleen, who engaged in the same activities for the 

two students who could receive services under the OHI 

disability category, had similar perspectives to Erin. 

Colleen, like Erin, put the student card profiling a 

student with Tourette Syndrome in an ^other classroom 

category'. She described her 'other' classroom placement 

category as being for students who were in need of some 

pull out services by a specialist- The severity of his 

actual disability would determine the extent of the pull 

out services that he would receive. It should be noted 
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that the student card profiling Tourette Syndrome was the 

only card sorted into the 'other' classroom placement 

category by Colleen. Colleen indicated that she was trying 

to figure out what was going on with this particular 

student in terms of special needs- She expressed that 

while she was unsure of his diagnosis, she did feel he 

could spend time in the regular education classroom 

provided his disability was not too severe and he posed no 

threat to the safety of the other children in the 

classroom. 

In addition to the student with Tourette Syndrome, 

Colleen also spent time thinking and talking about another 

potential OHI disability. She indicated when reviewing the 

information on the profile card that this student might 

have ADHD. When she sorted the cards into different piles 

representing different classroom settings, she put the 

student with ADHD into the general education classroom 

(along with three other students who were profiled in the 

information cards). Colleen felt she would probably need 

to make accommodations, such as "toning down the classroom" 

in an effort to reduce potential distractions for the 

student with ADHD. 



169 

Hearing impairment. Erin consistently indicated that 

a student who has a hearing impairment should be educated 

in the general/regular education classroom (e.g., in the 

sentence completion activity and the profile card sorting 

activity). The placement decision of a regular/general 

education classroom for a child who had a hearing 

impairment was almost instant for Erin who displayed no 

hesitation when sorting that card. She expressed that of 

all the items on the sentence completion activity, her 

choice about placement for the student was essentially an 

immediate one for her. Erin stated, "In most every case 

they should be in the regular education classroom." 

However, Erin believed that an interpreter would be 

necessary in the classroom to assist the child with the 

hearing impairment in fully understanding lessons and other 

information. Erin saw sign language as being its own 

language and in her mind a child with a hearing impairment 

would need an interpreter. She shared her perception of 

hearing impairment as referring to anyone who was "fully 

deaf or somewhat deaf." Erin then spoke of other types of 

hearing impairments beyond deafness. She felt there might 

be students who could hear what was going on but not well. 

Whether or not the child was "really really good at reading 



170 

lips", someone should be in the classroom to provide 

interpreting while academic lessons where in progress. 

Upon reading the narrative account about a student who 

had a hearing impairment, Erin was intrigued by some of the 

accommodations she read about in the account. Erin 

indicated in her electronic correspondence and during the 

subsequent conversation that she "was really interested in 

how the teacher wears the microphone in the classroom and I 

think that is a really neat thing to do to make 

mainstreaming effective." She thought the microphone was a 

simple thing yet was an interesting and effective 

accommodation, which Erin was not aware existed prior to 

reading the narrative account. While she was not aware of 

the microphone adaptation, Erin indicated she was familiar 

with TTD when placing phone calls to people who are deaf. 

Colleen, like Erin, consistently indicated that a 

student who has a hearing impairment should be educated in 

the general/regular education classroom (e.g., sentence 

completion activity and card sorting activity). Colleen 

noted "a hearing impairment can be easily accommodated in 

the regular classroom." Colleen spoke of interpreters and 

sign language as things that came to her mind when thinking 

about what constituted a hearing impairment. She further 
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believed an interpreter should be provided for a student 

who was completely deaf. Having an interpreter would 

alleviate her concerns about whether or not the child with 

the hearing impairment was receiving the information being 

presented in the classroom- Colleen also regarded the 

wearing of a microphone by the teacher as a way to ensure 

the student with a hearing impairment was "...not missing 

out on instructions or information." In addition, she 

hoped her school would have the funding for an interpreter 

or other services that would be helpful to the child with a 

hearing impairment in the context of the regular/general 

education classroom. She spoke of hearing impairment as 

referring to a "pretty big range" of things. Hearing 

impairment did not necessarily mean a total hearing loss 

but could refer to a range of hearing loss. 

When discussing the narrative account featuring a 

student with a hearing impairment. Colleen commented about 

being really impressed with the vibrating alarm clock for 

someone who has hearing issues. Like Erin, Colleen 

expressed interest in the use of the microphone when 

teaching a student who has a hearing impairment. In her 

electronic correspondence. Colleen noted "it would be no 

big deal for me to wear a microphone to help a student with 
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a hearing impairment, and it would make such a difference 

in the effectiveness of my instruction for that student." 

Visual impairment. Of the disability categories, Erin 

reported visual impairment as being the most difficult one 

for her. She said that she initially skipped the item when 

she was working on the sentence completion task. She 

remarked that on a personal level, "I have a really hard 

time understanding how people who are completely blind get 

along in this world...It just breaks my heart...[Being 

blind] is just scary to me." When trying to express her 

thoughts about blindness, Erin said, "I think that would be 

the last thing that I would want to happen to me...I would 

rather have my hearing taken away." 

Erin felt that the brevity of her response in the 

sentence completion activity was probably due to her 

personal emotions around blindness. She felt she only 

wrote brief statements after the ^because trailer' for the 

visual impairment item. Whereas she felt she could really 

write and talk about the other disabilities because she was 

not so emotionally fearful on a personal level. Erin, who 

candidly spoke of her fears around being blind, did 

indicate her perspective on whether a child with a visual 
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impairment ought to be taught in the general/regular 

education classroom. 

As a prospective teacher, Erin thinks a student who 

has a visual impairment should be educated in the 

regular/general classroom because she thought "that they 

could get along with some assistance just fine." Erin 

qualified the assistance with following statement in the 

because trailer of the sentence completion item: "I do 

think that it would be too much work for the regular 

teacher but with some assistance the teacher could be 

effective in his/her lessons." Erin tended to talk about 

visual impairment in terms of blindness but did acknowledge 

that there was probably a continuum in terms of the 

severity of the visual impairments. 

She raised the point that visual displays are part of 

teaching and trying to accommodate someone who could not 

see at all would be difficult without the support of an 

aide or some type of assistance. Erin's view concerning 

placement of a child with a visual impairment in a 

regular/general education classroom, with assistance, was 

also evident when she completed the profile card sort 

activity. She elaborated on her thoughts about what 

assistance would be needed. A child who reads Braille with 
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his fingertips would present major communication challenges 

for Erin since she did not know how to write or read in 

Braille. Erin felt there must be a way for written 

communication to occur but she was not sure of how that 

would play out or look until she learned of the Braille 

translator in the narrative account. Moreover, Erin 

expressed, "I have the hardest time thinking about teaching 

a blind student, and this [narrative] account gave me the 

hope that it would be possible for me to do." In sum, Erin 

expressed strong personal and emotional feelings when 

considering the disability category of visual impairment. 

She did feel that a student with a visual impairment could 

be educated in the regular/general education classroom 

provided assistance was available. 

Whereas Erin voiced concern about being able to 

accommodate a child with a visual impairment in her 

classroom. Colleen expressed a different perspective. In 

Colleen's words, "it would be possible for me to make 

accommodations in my classroom that would allow a student 

with visual impairment to succeed." Colleen expressed that 

a student who has a visual impairment should be educated in 

the regular/general classroom because "they could still 

receive a high quality education." Colleen consistently 
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voiced that a student with a visual impairment could easily 

be placed in a regular/general education classroom setting 

regardless of the severity of their vision loss. The 

Braille translator was not something that Colleen was aware 

of prior to reading the narrative account. She found this 

particular accommodation tool to be interesting and useful. 

Colleen felt visual impairment was a "pretty broad 

term. Well, like we [referring to herself and me] both 

wear glasses sometimes and that would be on the very low 

end and then all the way to full vision loss." Colleen 

also mentioned walking sticks and seeing eye dogs as things 

that came to her mind when thinking about visual 

impairments. Regardless of the extent of the visual 

impairment. Colleen felt that the student could be educated 

in the regular/general education classroom as long as the 

necessary accommodations were made for the student. If 

Colleen had a student with a minor visual impairment, a 

simple accommodation might be having their seat close to 

the board. If she had a student with a severe visual 

impairment, then accommodations could be made for that 

student depending on his/her needs. In short. Colleen 

believed students with visual impairments ought to be 

included in the general/education classroom. 
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Speech impairment. Erin thought a student who has a 

speech impairment should be educated in the regular/general 

education classroom. She felt "it would not be too much 

for the regular teacher to handle." She also felt that it 

would beneficial for the student with the speech impairment 

to be around other children and be able to communicate with 

them. But, she verbally noted that there might be students 

who would benefit from speech therapy or a pull out program 

aimed at communication skills, Erin did not see the need 

for an aide in the classroom itself regardless of the 

severity of speech impairment. 

In terms of explaining what a speech impairment was, 

Erin "thought of any sort of a communication problem... with 

stuttering on one spectrum to really not being to verbalize 

anything at all." Through the sharing of stories, Erin 

spoke of seeing students at her fieldwork placement that 

used computers, photographs and communication notebooks to 

communicate with others. She commented that some of the 

methods had voice output. Erin thought it was "so cool" 

that a student who had a speech impairment could have a 

voice to talk with others through the "computerized 

things". 
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Like Erin, Colleen thought a student who has a speech 

impainnent should be educated in the regular/general 

education classroom. In fact. Colleen thought a speech 

impairment "...could be totally accommodated in the regular 

classroom." However, Colleen would "...want them to 

receive some kind of pull out service that could help them 

as well." She indicated that pull out services would be 

particularly important for younger students since there 

might be a chance they could "eventually overcome" their 

disability. Additionally, Colleen felt it would beneficial 

for the student with the speech impairment to interact with 

other children. However, she raised concern about wanting 

to be sensitive to the child's needs and make the necessary 

accoimnodations if he/she "...was not comfortable reading 

out loud...or if were going to have some kind of oral 

test." Colleen felt the accommodations would be influenced 

by the severity of the speech impairment since there was a 

wide range of speech impairments from stuttering on up the 

continuum. Colleen thought "...a child could still be 

included [in the regular/general education classroom] even 

if they didn't speak at all." 

Summary. Having considered the participants' views of 

inclusion in terms of different disability categories, it 
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is appropriate to provide a summary. Both of the 

participants indicated that a child with physical 

disabilities could be placed in the regular/general 

education classroom. Both of the participants qualified 

their view on placement by indicating that if the child had 

only a physical disability, then placement in the 

regular/general education classroom would be appropriate. 

However, if the child also had a mental disability they 

felt alternative placements ought to be considered. One of 

the participants (i.e., Erin) voiced the need for an aide 

if the physical disability was severe in nature. 

Both of the participants expressed that students with 

mental retardation should be educated in the 

regular/general education classroom for part of the day. 

One of the participants (i.e., Erin) indicated that if the 

mental retardation was severe and/or if the child also 

presented with other disabling conditions, an aide or 

instructional support in the classroom would be necessary. 

When considering the disability category of mental 

retardation, both participants attended to the idea of team 

teaching (which was broached in the narrative account). 

Both participants had positive regard team teaching with a 

special education teacher in the classroom. 
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Both of the participants held similar views regarding 

the two students who were included in the OHI disability 

category. Both of the prospective teachers felt a student 

with Tourette Syndrome would be in need of services via a 

pull out program where they would see a specialist for 

services. With regard to the student with ADHD, both of 

the participants felt placement in a regular/general 

education classroom would be appropriate. 

Both of the participants expressed that a student with 

a hearing impairment should be educated in the general/ 

regular education classroom. Erin and Colleen spoke of the 

need for an interpreter in the classroom, as means of 

ensuring the student with a hearing impairment did not miss 

instructions and information. The accommodations needed by 

a student with a hearing impairment seemed easy to these 

two prospective teachers. 

There were differences of opinion between the 

participants concerning the disability category of visual 

impairment and inclusion. Erin expressed strong personal 

and emotional feelings when considering the disability 

category of visual impairment. She did feel a student with 

a visual impairment could be educated in the regular/ 

general education classroom provided assistance was 
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available. Colleen, on the other hand, believed that 

students with visual impairments ought to be included in 

the general/education classroom, regardless of the severity 

of their vision loss. 

Both participants shared common views about the 

placement of students who have speech impairments. Both 

participants spoke of including children with speech 

impairments in the regular/general education classroom, 

regardless of the extent of the disability. They both 

expressed that pull out services might be needed by the 

student. Erin did not see the need for an aide in the 

classroom itself regardless of the severity of speech 

impairment, which is interesting since she often expressed 

the need for an aide when speaking about the other 

disability categories. 

Having provided a general summary for the first part 

of the second research question, the second part of this 

particular question will now be considered which explored 

what sense the participants made of special education. 

Making sense of special education 

The participants in this study made sense of special 

education by exploring their views of inclusion. In order 

to frame this consideration, it is important to revisit the 
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concept of inclusion. The term inclusion is defined in a 

variety of ways (Roach, 1995; Rogers, 1993; Ryan, 1994; 

Willis, 1994). In attempting to understand the term 

inclusion, it is useful and necessary to make a distinction 

between inclusion and full inclusion (e.g., Rogers; Roach). 

The distinction between inclusion and full inclusion (e.g., 

Rogers; Roach) has to do with service delivery and the 

amount of time spent in a regular education setting by the 

student who has special needs (e.g., Rogers; Schattman & 

Benay, 1992; York et al., 1992). Full inclusion connotes 

that every child can and should be educated in the same 

educational settings and classes for the whole day 

(Schattman & Benay). Full inclusion centers on the idea 

that all students, regardless of their abilities and needs, 

are served in the regular education setting with 

appropriate and necessary supports (Roach). 

Like full inclusion, inclusion tends to refer to 

service delivery (Roach, 1995) . However, inclusion 

essentially means that there is a commitment to educating 

the student, to the maximal extent possible, in the 

classroom he/she would otherwise attend if not disabled 

(Rogers, 1993) . Inclusion denotes that a student does not 

have to spend every moment of his/her school day in the 
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regular education classroom (York et al., 1992). Rather, 

the 'maximal extent possible' can mean that a child with 

special needs spends at least part of the day in the 

general/ regular education classroom (but not the entire 

day as is the case with full inclusion). 

Both of the participants generally regarded inclusion 

in a favorable way. It is important to note that these two 

prospective teachers generally were in support of inclusion 

and were not in favor of full inclusion. In other words, 

they generally believed that children with different 

disabilities should be educated in the regular/education 

classroom for at least part of the school day but not the 

full day for every child- The fact that they were in favor 

of at least part of the school day (and not the entire 

school day for every child with a disability) is reflective 

of their receptiveness to inclusion and not full inclusion. 

Furthermore, the participants were generally in favor 

of inclusion but not for all children. Children with 

severe multiple disabilities or those who had both physical 

and mental disabilities, according to the participants, 

would be better served in a special education classroom. 

The participants' views about inclusion relative to other 

disability categories were considered in the preceding 
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section. But, in general, the participants expressed 

favorable views about inclusion. The participants not only-

expressed general support of inclusion but also 

acknowledged that it would be a reality in their future 

practice. 

Both participants shared a similar view regarding 

their future practice and the inclusion of students with 

special needs. Each of these prospective teachers believed 

that they would indeed have students with special needs in 

their future classrooms. In the way of example, Erin 

expressed in writing that "I am confident that I will have 

students with special needs in my own class." Colleen, 

like Erin, felt that she would have students with special 

needs in her future regular/general education classroom. 

However, the decision about how much time would be spent in 

the regular/general education classroom by the student with, 

a disability was influenced by different factors. The 

participants spoke of these different factors from the 

vantage point of that of teacher and that of student. 

Teacher. From the perspective of teacher, the 

severity of the student's disability, whether an aide was 

provided, and meeting students' needs impacted their 
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decisions about placement for particular disability 

categories. 

With regard to the severity of the student's 

disability, the participants perceived that the more severe 

the disability, the more time the student would require of 

the regular/general education teacher. If the disability 

was severe, the presence of an aide, or lack thereof, in 

the regular/general education classroom influenced their 

decision about the placement of the child. The presence of 

an aide was an influencing factor when the participants 

were thinking about whether a child with a disability ought 

to be included and to what extent of time that child ought 

to be included in the regular/general education classroom. 

In way of example, Erin indicated that she did not think 

that it would be fair to the teacher to place a student who 

was mentally retarded in the classroom full time unless an 

aide was provided for that child. 

The student's disability and the severity of the 

disability could result in the need for the regular/general 

education teacher to make accommodations. The participants 

spoke of this need to make accommodations as a range of 

possibilities. The participants spoke of accommodations 

ranging from making the aisles in the classroom wide enough 



for someone in a wheelchair to the possibility of wearing a 

microphone for a student who had a hearing impairment. 

The participants also raised concern about their own 

adequacy and knowledge in attempting to meet the special 

needs of a student and making the necessary appropriate 

accommodations. Pull out services and aides can be seen as 

possible accommodations that a student with special needs 

might be in need of when placed in a regular/general 

education classroom. The pull out services and use of 

aides were regarded as not only benefiting the student 

him/herself but also as being supports to the teacher. 

Both participants expressed that pull out services and 

aides were factors in assisting them to meet the needs of 

the student with a disability. 

From the perspective of teacher, both participants 

wrestled with the prospect of trying to meet the needs of a 

child with a disability while balancing all of their other 

students and responsibilities in the classroom. A point 

raised by Colleen when she was thinking about the placement 

of a student who is mentally retarded perhaps best 

illustrates this perspective. Colleen felt that while the 

child with mental retardation could spend part of the day 

in the general/regular education classroom, it would be 
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important to ensure the time would be not only beneficial 

to that child, but also not detract from the other 

students' learning. 

Student. While the participants primarily spoke about 

inclusion from the perspective of teacher, they also used a 

student point of view when expressing what sense they made 

of inclusion. The consideration of students encompassed 

the student with a disability as well as other students in 

the classroom. The participants each voiced that the 

student with special needs would benefit from placement in 

a regular/general education classroom. The benefits for 

the child with special needs included such things as the 

opportunity to interact with children who did not have 

disabilities and positively impacting the quality of the 

child's educational experience. In the way of example, 

spending time in the regular/general education classroom 

would give a student with a hearing impairment, according 

to Erin, "a really good chance to learn how to communicate 

with other people or other students that don't have the 

same impairment." Colleen voiced similar ideas when 

thinking about students with hearing and speech 

impairments. 
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Both of the participants raised concern about whether 

the other students' educational experience would be 

negatively impacted by having the child with special needs 

in the classroom, particularly in cases where an aide was 

not provided. The nature of the disability could detract 

from the other students' educational experience. If a 

child with special needs made a lot of noise and engaged in 

a lot of movement, the other students could be distracted 

by the student's behaviors and more time would be demanded 

by the teacher. This in turn would take away from learning 

unless an aide was present. As Erin put it, if the child's 

disability resulted in a situation where he/she required 

constant attention by the regular/general education teacher 

it could become "a burden to the teacher" and the "rest of 

the class would possibly suffer." Erin expressed if an 

aide were present it would be sufficient in meeting the 

particular needs of the child and would enable the 

classroom teacher to also meet the needs of the other 

children in the class. Colleen raised similar concerns 

when speaking about the behaviors exhibited by a child with 

special needs and the potential consequences on the 

learning environment for the other children. When speaking 

about a child with ADHD, Colleen said "I would just want to 
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make sure it doesn't spread because especially with 

elementary students once one gets off [task] then another 

gets distracted and then another one and another one...My 

biggest concern is that everyone learns what they need to 

learn." 

The other students, according to the participants, 

would benefit by having the opportunity to interact with 

someone who had special needs. When thinking about a child 

with a physical disability, Erin expressed that inclusion 

"...would be a really great way to break the stereotypes 

[on the part of the other children in the classroom] of 

students with disabilities." Erin also saw inclusion of 

students with disabilities as being "beneficial for the 

other students in the class to see and become accepting of 

and make a community with this other person [child with a 

disability] in their classroom." Like Erin, Colleen 

expressed it was beneficial for the other students in the 

classroom "to realize tiiat not everyone is the same." 

Furthermore Colleen this realization is important for 

students "...because when I was little we didn't really 

have anyone [students with disabilities] in our classes and 

I just think that it is something that everyone needs to be 

aware of...not everyone is made from the exact same mold 
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and everyone is different." In addition to awareness of 

differences, the participants spoke of increased 

appreciation of differences as being a benefit to both the 

other children in the classroom and for the child with a 

disability. As Erin stated, when thinking about a child 

with mental retardation, "life isn't segregated like a 

special education classroom." 

In summary, the participants both anticipate having 

students with special needs in their respective future 

classrooms. These prospective teachers were not in favor 

of full inclusion but were generally in favor of inclusion. 

The support for inclusion of students with disabilities in 

the general/regular education classroom was impacted by 

particular factors such as the type of disability, the 

severity of the disability, whether an aide was present in 

the classroom, making necessary accommodations and whether 

or not the needs of all students could be meet in the 

context of the classroom. 
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Chapter Six 

CONCLUSIONS 

The ensuing consideration will feature (a) summary; 

(b) discussion; (c) future research; (d) implications; and 

(e) closing. 

Summary 

This study was an attempt to explore the broad query 

of prospective teachers' understandings about special 

education. Several intriguing findings, as well as 

implications for both practice and future research, 

resulted from addressing the two research questions. The 

study, which employed qualitative methods (e.g., Bogdan & 

Biklen, 1992), was intended to contribute to the knowledge 

base of special education understandings and extend the 

existing valuable body of work in the area of teacher 

beliefs (e.g., Richardson, 1996). Gaining richer insights 

into the special education understandings of prospective 

teachers via qualitative research methodology, which goes 

beyond the historically relied upon survey methods (e.g., 

Leyser et al., 1982; Yuker & Block, 1986), was intended to 

be responsive to the call for more in-depth research (e.g., 

Brookhart & Freeman, 1992; Moisio, 1994). 
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Both of the participants in this study were female 

teacher candidates who are of Euro-American dissent, from 

the middle or upper middle class and primarily grew up in 

suburban communities. The participants' demographic 

profiles seem to correspond with the typical demographic 

profile of teacher education candidates in the United 

States (Brookhart & Freeman, 1992; Feiman-Nemser & 

Remillard, 1995, 1996; Fuller, 1992; Howey & Zimpher, 1996; 

McCall, 1995; Zimpher, 1989). Additionally, prospective 

teachers have been characterized as having a "narrow 

framework of experience" (Paine, 1989) in that they have 

had "...limited exposure to people who are socially, 

ethnically, and culturally different from themselves..." 

(Feiman-Nemser & Remillard, 1996, p. 68). Given the focus 

of the present study, it is important to note that while 

the participants had exposure and interaction with students 

who had special needs (both inside and outside of school), 

they characterized it as being rather limited. A narrow 

framework of experience (Paine) appears to be the case for 

both of the participants in this study. 

The ways in which the two participants described 

special education were contact, placement, affect and the 

nature of the disability. Contact for the participants 
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occurred in the context of inside of school and outside of 

school. Inside school contact for both of the participants 

was predominantly at the secondary school level as compared 

to the elementary school level. However, the participants 

had limited contact with children who had special needs 

when they themselves were students in elementary and 

secondary schools. 

With regard to placement, both of the participants 

spoke of placement in terms of the separate physical 

location of the special education classrooms and the 

different class schedules as factors that seemed to 

separate the students with special needs from other 

students in the secondary school. Furthermore, they 

emphasized the separateness of the students with special 

needs in their respective educational experiences. 

However, the secondary schools attended by the participants 

attempted to provide occasions for interactions between the 

students in the self-contained classrooms and the rest of 

the student body. These occasions included having student 

visitors and student volunteers come into the special 

education classroom and by having all students eat lunch in 

the school cafeteria. Despite the occasions for 

interaction that the participants experienced while 
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secondary students, both of the participants tended to 

characterize their in school contact as being rather 

limited due, in part, to placement related issues. 

In addition to placement, the participants also used 

affect as another way to describe special education. 

Affect was expressed in terms of their own personal 

feelings as well as by the expression of other people's 

feelings. By voicing their personal feelings and that of 

other people, the participants expressed feelings of being 

sympathetic and also of apprehension. Expressions of 

affect, which in this study encompassed voicing feelings in 

a personal way and by voicing other people's feelings, 

seems to present an interesting avenue for further 

exploration in future research efforts. It is also 

noteworthy that both participants seemed to identify 

contact hours as being an influencing factor on comfort 

level in regards to students with special needs. This 

finding speaks to the importance of providing prospective 

teachers with opportunities for interaction and exposure to 

students who have special needs as part of their teacher 

preparation programs. 

Both of the participants used visible indicators as 

reference points when speaking about children with 
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disabilities from their days as students. In other words, 

when recalling whether or not their classmates had 

disabilities, they spoke of the nature of the disability in 

terms of whether the disability was visible (e.g., 

wheelchair) and/or whether a separate self-contained 

classroom was at their school. 

The participants also expressed their views about the 

inclusion of students in the regular/general education 

classroom in terms of disability categories (which were 

described in the previous chapter). The participants were 

generally receptive to placement in a regular/general 

education classroom for students who had the varying 

disability categories explored in the present study. 

However, depending upon the severity of the disabling 

condition, an aide and/or pull out service delivery might 

be needed. The participants were confident about having 

students with special needs in their future classrooms 

provided that the conditions stay within particular limits. 

The conditions included such limits as the presence of an 

instructional aide (for particular disability categories) 

and the severity of the student's disability. In other 

words, the participants were more confident when it came to 
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a student with a less severe condition as compared to the 

prospect of having a student with a severe disability. 

The participants both anticipate having students with 

special needs in their respective future classrooms. These 

prospective teachers were not in favor of full inclusion 

but were generally in favor of inclusion. The support for 

inclusion of students with disabilities in the 

general/regular education classroom was impacted by 

particular factors such as the type of disability, the 

severity of the disability, whether an aide was present in 

the classroom, making necessary accommodations and whether 

or not the needs of all students could be met in the 

context of the classroom. The participants not only 

expressed general support of inclusion but also 

acknowledged that it would be a reality in their future 

practice as teachers. In sum, the participants expect to 

have students with special needs in their future 

classrooms. Additionally, the participants in this study 

were generally unfamiliar, sympathetic, apprehensive and 

confident (if conditions stay within particular limits) 

with regard to students who have special needs. 
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Discussion 

The topic of inclusion is multifaceted and 

controversial (e.g., Stainback et al., 1992). Moreover, 

the topic of inclusion is complex given that the term 

itself is defined in a variety of ways (Roach, 1995; 

Rogers, 1993; Ryan, 1994; Willis, 1994). Inclusion has 

brought about spirited opinions in support and in 

opposition to it (e.g., Brinker, 1995; Thousand et al., 

1997). While there are differences of opinion regarding 

inclusion, the present study underscores the importance of 

determining what is actually being considered by 

distinguishing between full inclusion and inclusion. In 

attempting to understand the term inclusion, the present 

study lends support for the usefulness and necessity of 

making a distinction between inclusion and full inclusion 

(e.g.. Roach; Rogers). 

The present study also speaks to the importance of 

clarifying what the participants see as being meant by 

particular disability categories. That is, the 

participants spoke of a continuum that ranged from mild to 

severe when considering the different disability categories 

explored in the present study. In addition to the 

continuum or range of disabilities encompassed within a 
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given category, the participants encountered misconceptions 

or stereotypes that they had about a particular disabling 

condition. With regard to the condition of Cerebral Palsy, 

the participants both thought that someone who had physical 

disabilities resultant from Cerebral Palsy would also have 

mental disabilities (which is not necessarily the case). 

Attention to the variation within particular disability 

categories, as well as the distinction between inclusion 

and full inclusion, would also be important to consider in 

future research efforts. 

Future Research 

The present study offers several avenues and 

considerations for future research efforts. As previously 

mentioned, the distinction between inclusion and full 

inclusion, as well as prospective teachers' views related 

to this distinction, would be interesting to explore 

further. Another intriguing avenue has to do with the 

variation within a disability category that was voiced by 

the participants in this study. Continued exploration of 

the continuum from mild to severe disabilities as an 

influencing factor in placement decisions merits continued 

attention in research efforts. This continuum should be 

further explored for each of the disability categories 
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identified in IDEA. These three avenues could be further 

explored by gaining insights into the perspectives of both 

elementary and secondary teacher education candidates. The 

participants in this study were both female elementary 

education majors and thus may not be representative of 

other prospective teachers. In short, continued efforts to 

learn more about special education understandings of 

prospective elementary and secondary teachers who will have 

the privilege and responsibility of educating increased 

numbers of students with special needs in the context of 

their general/regular education classrooms is necessary. 

Continued research during early field experiences, as 

well as at other points during the teacher preparation 

program, would add to the knowledge base, particularly if 

approached via the lens of teacher belief and more 

specifically from a special education understandings 

perspective. In-depth research employing qualitative and 

narrative inquiry methods in this arena is particularly 

germane given the projections for an increasingly diverse 

student population (e.g.. Fuller, 1992) and the current 

rise in the number of students with special needs being 

served in the general education classroom (e.g., NCES, 

2000b). The present study could act as a springboard for 
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future research in the arena of special education 

understandings that could potentially have positive 

implications and inform educators at the public school and 

university levels. 

Implications 

This study has implications for public school 

education and for teacher education. With regard to public 

school, this study brings further attention to the 

importance of providing occasions for interaction between 

students with disabilities and other members of the student 

population. The occasions for interaction with students 

who have special needs were voiced as experiences that the 

participants had at the secondary level and not at the 

elementary school level. There appears to be a need for 

providing more frequent and consistent opportunities for 

interaction between students who have special needs and 

other students, at both the elementary and secondary school 

levels. Given that both of the participants voiced that 

the students with special needs were not seen much in their 

respective secondary schools, which they attributed to the 

self-contained classroom and the difference in class period 

length, there may be some considerations for scheduling and 

placement matters in public schools. 
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In addition to presenting implications at the public 

school level, the present study has implications for 

teacher education at the university level. There is 

reported to be a general lack of exposure and interaction 

with students who have special needs as part of teacher 

education programs (e.g.. Fender & Fiedler, 1990). 

Fortunately, there are universities that make a deliberate 

decision to expose teacher education candidates to richly 

diverse settings as part of their early fieldwork 

experiences as was the case for the participants in the 

present study. Given the narrow framework of experience 

(Paine, 198 9) of prospective teachers in conjunction with 

an increase in inclusive efforts in our public schools 

(e.g., NCES, 2G00b), it seems reasonable to provide 

prospective teachers with increased opportunities for such 

exposure as well as with structured and supported occasions 

for reflection. 

Closing 

The current study began with an interest in exploring 

the broad query of prospective teachers' special education 

understandings and I believe much has been gained in the 

way of insights into this query. However, having completed 

the study, I have come to realize my research has not come 
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to an end but rather a solid foundation, with many avenues, 

has been established for future research undertakings. 
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APPENDIX A: RESEARCH LOG FOR WIDE NET SOURCES 

August, 2000 

August - October 

Sept. 21, 2000 

Sept. 21, 2000 

Sept. 28, 2000 

Oct. 5, 2000 

Oct. 12, 2000 

Oct. 12, 2000 

Met the participants in a general 

methods course for which I v;as the 

teaching assistant. 

E-mail communications and informal 

conversations with TTE 300 students 

about teaching/education. The two 

participants consistently communicated 

as well as initiated desire to extend 

their knowledge about teaching. 

WRE #1 

Sentence completion activity # 1 

Case presentation and fastwrite #1 

WRE #2 

Planning and diversity activities 

WRE #3 
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APPENDIX B: SENTENCE COMPLETION ACITIVITY #1 

Name; 

Date: September 21,2000 

Sentence Completion Activity 

Instructions: Please complete each statement. Where applicable, please circle your 
choice of the bolded terms in the parenthesis. Please use your own words to complete 
sentence number 4. You may add in additional sentences after responding to an item, if 
you wish. 

1. I (have / have not) had experience with children who have 
special needs. 

2. At my current fieldwork placement, there (are / are not) 
students who have special needs in my classroom(s). 

3. When I think about children who have special needs, the 
following three words immediately come into my mind to 
describe how I feel... 

4. As a regular/general education teacher, I think that I 
(will / will not) be responsible for teaching students who have 
special needs because.. . 
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APPENDIX C: CASE ENTITLED "KEEP YOUR EYES OM YOUR FRIES" 

Standing in line at the neighborhood McDonald's, 

behind a man whc was finishing placing his order, I just 

smiled as I looked at Dimitri. Dimitri was standing in 

line patiently, sporting his baseball cap, clutching his 

communication book (with a collection of phonographs 

velcroed onto different pages), and rocking back and forth 

as he eagerly awaited placing his order. Like Dimitri, I, 

too, held a collection of photos. As we stood in line, I 

felt the lingering glances (stares) from the other 

customers - I just continued smiling and chatting with 

Dimitri. 

The muscle bound man, who appeared to be a 

construction worker as evidenced by his attire, in front of 

us finished placing his order. He moved over slightly to 

the right to await his order. It was now our turn! As I 

told Dimitri, I would order first - after all, ladies first 

was the proper etiquette. However, my real motive for 

going first, was to act as a model for Dimitri and for the 

cashier who would be taking our orders. I wondered how 

this event would unfold and comforted myself in knowing 

that Dimitri had worked hard in school practicing for this 

moment. 
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This young fellow, who has severe multiple special 

needs (and who was unable to speak orally) , was about to 

put into practice many of the skills that he had been 

working on in school (e.g., communication). As his 

teacher, I wondered if the skills would generalize across 

settings. In other words, would he be able to use the 

skills he had refined in the day school program here in the 

McDonald's? One of the ways Dimitri expressed himself was 

via pointing to photographs to indicate his needs, wants, 

and desires. He was now consistently using photographs for 

choice making of desired items in a variety of contexts in 

school. Additionally, as per his individual educational 

plan [I.E.P.], Dimitri was also working on among other 

things, learning to feed himself and cleaning up after a 

meal. Now, the generalization of these skills was about to 

be tested in the community. 

The cashier, who appeared to be fatigued from hours on 

her feet, smiled as she uttered the familiar phrase *May I 

take your order?' As I put my photo board on the counter, 

the cashier gave me a puzzled look. I just smiled broadly 

as I explained that I would be pointing to the items that I 

wanted for lunch just like my companion would be. The 

cashier responded, 'Whatever floats your boat honey'. I 
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placed ray order and paid for my meal. Now, it was 

Dimitri's turn. Ke was rocking back and forth more rapidly 

now. I told him to place his book on the counter and he 

just looked at me. After waiting a bit, I gave the 

direction again and coupled it with a gestural prompt 

(pointing to the counter). Dimitri responded as I knew he 

would. I then explained that it was now time to let the 

cashier know what he wanted for lunch by pointing to his 

choices (via the photographs which I had cut out and 

laminated from the McDonald's place mats). Dimitri, who 

was still rocking back and forth, just stood there and 

looked at me. I waited; hoping that he would respond to 

the direction. He looked at me, looked at the cashier, 

looked at me again with a huge grin, and proceeded to point 

to the biggest picture of a burger from the choices. I 

should have guessed - being a kid, he picked the Big Mac 

over the hamburger. He then pointed to the fries (his 

absolute favorite according to his Mom.) . I asked him if he 

wanted a drink and he chose, not surprisingly, soda over 

milk. At this point I was just beam.ing! Dimitri was doing 

so well! 

Now, it was time for him to pay for his meal. 

Dimitri, after receiving the directions three times, handed 
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the five dollar bill to the cashier. It was such a thrill 

to see him ordering and paying for his own meal. 

Like the man in front of us, we then moved over to the 

right to wait for our orders. The muscle bound man's tray 

of food arrived; steam rising from the french fries as he 

asked for ketchup. Apparently, unable to resist the 

temptation, Dimitri lunged and proceeded to grab a hand 

full of fries from the man's tray. Oh my goodness! 

Dimitri was doing something which I had not anticipated or 

expected. He had never stolen food from his classmates in 

school - but, then again, no one had ever brought 

McDonald's fries for lunch. It felt as if all eyes were 

now upon us; the man whose fries were pilfered was 

flabbergasted; the woman to the side of us drew her young 

daughter close to her; the cashier was no longer smiling; 

Dimitri was now rocking more rapidly and vocalizing as he 

gripped the fries and looked directly into my eyes; and, I 

was faced with the decision about how to handle the episode 

which had just erupted. 

A myriad of thoughts raced into my head as I stood 

there at the McDonald's counter in the neighborhood. It 

was as if time was racing by and standing still 
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concurrently. Clearly, I needed to do something. And, 

I. 
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APPENDIX D: FASTWRITE #1 CASE PRESENTATION 

Name: 

Date; September 28, 2000 

Fastwrite Activity: Case presentation 

Instructions: Please write your responses to the questions below. 

(a) Based on the information presented in the case, what 
are your initial thoughts about how you might handle this 
particular situation? What might you do and why? 

(b) How do you feel and/or what are your thoughts about 
having student(s) with severe special needs/disabilities in 
your future classroom? 
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APPENDIX E: STUDENT INFORMATION CARD 
STUDENT INFOmATION CARD 

(Rldgatay Unified School Olstrlct] 
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A-PPEWDIX F: STUDENT ONE INFORMATION O^D (ADKP) 
STUDENT INFORMATION CARD 
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APPENDIX G: STUDENT TWO INFORMATION CARD (TOURETTE) 
STUOENT INFORMATION CARD 

(Ridgeway Unified School District] 
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APPENDIX H: NOTE TAKER/RECORDER SHEET 

FOCUS OF PLANNING STATEMENTS 

Activities? 

Individual Students? 

Groups of Students? 

Content to be covered? 

Resources teacher has and plans to use? 

(Try to estimate percentage of time on each of these) 

PLANNING PROCESS 

Behavioral Objectives? 

Goals about students' learning? 

What am I (the teacher) going to do? 

Planning activities for the group to do? 

Planning alternate activities for individuals and groups? 
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APPENDIX I: FASTWRITE #2 COLLABORATIVE PLANNING ACTIVITY 

Name: 

Date: October 12, 2000 

Fastwrite Activity: Collaborative Planning Activity 

Instructions: Please write your response below. This is a fastwrite activity. It is an 
impromptu few-minute writing activity in which you will express your initial/&st 
thoughts in response to the questions listed below. Do not worry about spelling or 
grammar - just freely write your initial thoughts. 

What, if anything, concerned you in terms of planning for 
the individual student needs and diverse learners that were 
in your simulated class? Regardless of whether you had 
concerns, what were your thoughts on this? 
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APPENDIX J: CONSENT FORM 
SUBJECTS CONSENT FORM 

For ParticipafioB in (he resemb study entitled: 
Special Education Undentandings of Prospective Teachen 

I AM BEING ASKED TO READ THE FOLLOWING MATERIAL TO ENSURE THAT I AM INFORMED OF THE 
NATURE OF THIS RESEARCH STUDY AND OF HOW I WILL PARTICIPATE IN IT, IF I CONSENT TO DO SO. 
SIGNING THIS FORM WILL INDICATE THAT I HAVE BEEN SO INFORMED AND THAT I GIVE MY 
CONSENT. FEDERAL REGULATIONS RIEQUIRE WRTITEN INFORMED CONSENT PRIOR TO 
PARTICIPATION IN THIS RESEARCH STUDY SO THAT I CAN KNOW THE NATURE AND RISKS OF MY 
PARTICIPATION AND CAN DECIDE TO PARTICIPATE OR NOT PARTICIPATE IN A FREE AND INFORMED 
MANNER. 

PURPOSE 
I am being invited to participate voluntarily in the above-titled researcii project. The purpose of this project is to gain 
insights into special education understandings of prospective teachers. 

SELECTION CRITERIA 
1 am being invited to participate because I am a preservice teacher enrolled in TTE 300 (section one), a general medwds 
course. Two subjects will be enrolied in diis stucty. 

PROCEDURE(S) 
If I agree to participate, I will be asked to consent to the following; (1) to particip^ m two interviews, each lastii^ 
approximately 90 minutes in duration; (2) to engage in written activities desig^ by the researcher, and, (3) to allow the 
researcher to make and retain a copy of written documents that I produced as a member of the TTE 300 course as well as 
written documents diat I produce as part of the study. 

RISKS 
The researcher perceives no risks for my participation in this study. 

BENEFITS 
By participating in this study, I will be given the opportunity and time to engage in fiirther reflection as part of my 
learaing-lo^each process. I will have the opportunity to gain insights into my own personal understandings aixxit special 
education related topics. 

CONFIDENTIALITY 
The researcher will use a pseudonym for my name and only the researcher will know my real name and true ideoity. The 
members of the researcher's dissertation committee at the University of Arizona will have access to the study data, where 
a pseudonym will be used to maintain nqr confidentialiQr. 

PARTICIPATION COSTS AND SUBJECT COMPENSATION 
Hiere will be no cost for me to partic^ in this study, but I will be asked to give of my time in Older to participate in the 
interviews and interview related activities. The researcher will not be paying me for my patticq)ation in this study. 

CONTACTS 
If I have fiirther questions or if I want to obtain fiirther information from the principal investigator Karen McNamara 
(Ph.D. Candidate in Teaching and Teacher Educatioo), I can contact Karen McNamara via phone at (520) 696-1870 or 
(520) 621-5682. If I have questions concerning rigbs as a research subject, I may call the Human Subjects Comnnttee 
ofiSce at (520) 626-6721. 
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AUTHORIZATION 
BEFORE GIVING MY CONSENT BY SIGNING THIS FORM, THE METHODS, INCONVENIENCES, RISKS, AND 
BENEFITS R\VE BEEN EXPLAINED TO ME AND MY QUESTIONS HAVE BEEN ANSWERED. I MAY ASK 
QUESTIONS AT ANY TIME AND I AM FREE TO WITHDRAW FROM THE PROJECT AT ANY TIME WTIHOUT 
CAUSING BAD FEELINGS OR AFFECTING MY MEDICAL CARE. MY PARTICIPATION IN THS PROJECT 
MAY BE ENDED BY THE INVESTIGATOR OR BY THE SPONSOR FOR REASONS THAT WOULD BE 
EXPLAINED. NEW INFORMATION DEVELOPED DURING THE COURSE OF THS STUDY WHICH MAY 
AFFECT MY WILLINGNESS TO CONTINUE IN THS RESEARCH PROJECT WILL BE GIVEN TO ME AS FT 
BECOMES AVAILABLE. THIS CONSENT FORM WILL BE FILED IN AN AREA DESIGNATH) BY THE 
HUMAN SUBJECTS COMMTTTEE WITH ACCESS RESTRICTED TO THE PRINCIPAL INVESTIGATOR, KAREN 
MCNAMARA OR AUTHORIZED REPRESENTATIVE OF THE TEACHING AND TEACHER EDUCATION 
DEPARTMENT. I DO NOT GIVE UP ANY OF MY LEGAL RIGHTS BY SIGNING THIS FORM. A COPY OF THIS 
SIGNED CONSENT FORM WILL BE GIVEN TO ME. 

Subject's Signature Date 

INVESTIGATOR'S AFFIDAVIT 
I have carefully explained to the subject the nature of the above project I hereby certify that to the best of my iaiowiedge 
the person who is signing this consent form understands cleaiiy the nature, demands, benefits, and risia mvolved in 
his/her participation and his/her signature is legally valid. A medical problem or language or educational bamer has not 
precluded this understanding. 

Signature of Investigator 
1/2000 

Date 



APPENDIX K: RESEARCH LOG TWO 

Fall term, 2000 WREs 1-6 

Sept., 2000 Sentence completion activity # 1 

Oct., 2000 Fastwrite #2 

Oct., 2000 Planning and diversity activities 

Dec., 2000 Field book 

Jan., 2001 Interview 



APPENDIX L: INTERVIEW DGCUI'ENTATION SHEE 

Date on interview: 

Location of interview: 

Duration of interview: 

Interviewer: 

Identifier for interviewee: 

Gender of interviewee: 

Age of interviewee: 

Peculiarities of interview: 
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APPENDIX M: INTERVIEW QUESTIONS ONE 

Focus: Gaining background information and a sense of past 

experience with people who have special needs. 

What were you born and where did you grow up? 

What were your schools and classrooms like when you were 

young? 

In your early years of schooling, how would you describe 

your classmates? 

In your current educational experience at the University, 

how would you describe your classmates? 

In your early years of schooling or current educational 

experience at the University, do you remember interacting 

with someone who had special needs or disabilities? If so, 

how would you describe this experience? Perhaps you could 

tell me a story about a particular classmate who stands out 

in your experience. 

When you think of special education, what things come into 

your mind? 

How would you describe inclusion? 

Tell me a story about a typical day at your fieldwork 

placement. 
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APPENDIX N: SENTENCE COMPLETION ACITIVITY #2 

Name; 

Date; 

Sentence Completion Activity 

Instructions: Please complete each statement. Where applicable, please circle your 
choice of the bolded terms in the parenthesis. Please use your own words to complete the 
sentence that ends with the trailer 'because'. You may add in additional sentences after 
responding to an item, if you wish. 

1. As a prospective regular/general education teacher, I 

think that a student who has a physical disability (should/ 

should not) be educated in the regular/general classroom 

because. . . 

2. As a prospective regular/general education teacher, I 

think that a student who has a hearing impairment (should/ 

should not) be educated in the regular/general classroom 

because... 
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5. As a prospective regular/general education teacher, I 

think that a student who has a visual impairraent (should/ 

should not) be educated in the regular/general classroom 

because... 

4. I think that a student who is mentally retarded (should/ 

should not) be educated in the regular/general classroom 

because... 

5. I think that a student who has a speech impairment 

(should /should not) be educated in the regular/general 

classroom because... 



APPENDIX 0: INTERVIEW QUESTIONS TWO 

Focus: Based on responses to second completion task and 

child's point of view narrative accounts. A sample of 

questions is furnished below. 

Now that you have had an opportunity to reacquaint yoursel 

with stories, is there anything that you would like to add 

verbally to your written response to Narrative account one 

hearing impairment? 

What are your thoughts about children with hearing 

impairments? 

Where would be the most appropriate setting for these 

children to be educated? 

In your future practice as a regular/general education 

teacher, do you anticipate having children with hearing 

impairments? Why or why not? 



223 

REFERENCES 

Agnew, J. C., Van Cleaf, D., Camblin, A., & Shaffer, 

M. (1994) . Successful scheduling for full inclusion. 

National Association of Elementary School Principals: 

Here's How, 13, 1-4. 

Alexander, C., & Strain, P. S. (1978). A review of 

educators' attitudes toward handicapped children and the 

concept of mainstreaming. Psychology in the Schools, 15, 

390-396. 

Anders, D., & Brooks, D. W. (1994). Electronic 

journal writing for student teachers. Journal of Computing 

in Teacher Education, 10, 6-11. 

Anderson, P. L., & Baker, B. K. (1999). A case-based 

curriculum approach to special education teacher 

preparation. Teacher Education and Special Education, 22, 

188-192. 

American Psychological Association. (1994). 

Publication manual of the American Psychological 

Association (4th ed.). Washington, DC: Author. 

Arends, R. I. (1998). Learning to teach (4th ed.). 

Boston: McGraw Hill. 

Arends, R. I. (2000). Learning to teach (5th ed.). 

Boston: McGraw Hill. 



224 

Arends, R., & Winitzky, N. (1996). Program 

structures and learning to teach. In F. B. Murray (Ed.), 

The teacher educator's handbook: Building a knowledge base 

for the preparation of teachers (pp. 526-556). San 

Francisco: Jossey-Bass. 

Arizona Department of Education [AZ DOE] Exceptional 

Student Services. (1995a) Learning your rights and role in 

special education services Phoenix, AZ: Author. 

(Available from the AZ DOE Exceptional Student Services, 

1535 West Jefferson, Phoenix, AZ 85007) 

Arizona Department of Education [AZ DOE] Special 

Education. (1995b) The functional individualized education 

program (lEP) : Technical assistance document Phoenix, AZ: 

Author. (Available from the AZ DOE Special Education, 1535 

West Jefferson, Phoenix, AZ 85007) 

Banks, J. A. (1993). Multicultural education: 

Characteristics and goals. In J. Banks & C. Banks (Eds.), 

Multicultural education: Issues and perspectives (2nd ed., 

pp. 3-28). Boston: Allyn and Bacon. 

Batshaw, M. L., & Perret, Y. M. (1992). Children 

with disabilities: A medical primer (3rd ed.). Baltimore: 

Paul H. Brookes. 



225 

Berryman, J. D., & Berryman, C. R. (1981). Use of 

the "attitudes toward mainstreaminq scale" with rural 

Georgia teachers (Report No. RC-012-620). Paper presented 

at the annual meeting of the American Educational Research 

Association, Los Angeles, CA. (ERIC Dociiment Reproduction 

No. ED 201 420) 

Bischoff, J., Farris, P., & Henniger, M. (1988). 

Student perceptions of early clinical field experiences. 

Action in Teacher Education, 10, 22-25. 

Bogdan, R. C., & Biklen, S. K. (1992). Qualitative 

research for education; An introduction to theory and 

methods (2nd ed.). Boston: Allyn and Bacon. 

Brinker, D. (1995). The challenge of inclusion. 

Journal of Early Intervention, 19, 179-194. 

Brookhart, S. M., & Freeman, D. J. (1992). 

Characteristics of entering teacher candidates. Review of 

Educational Research, 62, 37-60. 

Brooks, B. L., & Bransford, L. A. (1971). 

Modification of teachers' attitudes toward exceptional 

children. Exceptional Children, 38, 259-260, 

Brown, J. S., Collins, A., & Duguid, P. (1989). 

Situated cognition and the culture of learning. 

Educational Researcher, 18, 32-42. 



226 

Carter, K. (1990). Teachers' knowledge and learning 

to teach. In W. R. Houston, M. Haberman, & J. Sikula 

(Eds.), Handbook of research on teacher education: A 

project of the association of teacher educators (pp. 291-

309). New York: MacMillan. 

Carter, K. (1994). Preservice teachers' well-

remembered events and the acquisition of event-structured 

knowledge. Journal of Curriculum Studies, 26, 235-252. 

Carter, K. (1995). Teaching stories and local 

understandings. Journal of Educational Research, 88, 326-

330. 

Carter, K., & Anders, D. (1996). Program pedagogy. 

In F. B. Murray (Ed.), The teacher educator's handbook: 

Building a knowledge base for the preparation of teachers 

(pp. 557-592). San Francisco: Jossey-Bass. 

Carter, K., & Doyle, W. (1995). Preconceptions in 

learning to teach. The Educational Forum, 59, 186-195. 

Carter, K., & Gonzalez, L. (1993). Beginning 

teachers' knowledge of classroom events. Journal of Teacher 

Education, 44, 223-232. 

Celebrate students with disABILITIES. (2000, November 

17). The Arizona Daily Star, p. E4. 



227 

Cernosia, A. (1997). An overview of special 

education law. In K. Davis (Ed.), SER 570; Administration 

of special programs: Class Notes Packet 1 (pp. 6/48-7/49). 

(Available from the Fast Copy, University of Arizona 

Bookstore, Tucson, AZ 85721) 

Clark, B. (1993) . Educating gifted students in a 

multicultural society. In J. Banks & C. Banks (Eds.), 

Multicultural education: Issues and perspectives (2nd ed., 

pp. 279-299). Boston: Allyn and Bacon. 

Cole, D. J., & McCormick, T. (1986). The infusion of 

foundational components into pre-service teacher 

preparation programs (Report No, SP-027-514) . 

Springfield, OH: Wittenberg University. (ERIC Document 

Reproduction Service No. ED 270 393) 

Conderman, G. J., & Campton, M. (1992). Experiencing 

the change process: A personalized approach for lEP writing 

for preservice teacher training programs (Report No. EC-

302-619). Kearney, NE: University of Nebraska at Kearney. 

(ERIC Document Reproduction Service No. ED 364 047) 

Connelly, F. M., & Clandinin, D. J. (1990). Stories 

of experience and narrative inquiry. Educational 

Researcher, 19, 2-14. 



228 

Council for Exceptional Children (1990). Severe 

disabilities (Report No. EC-303-094) . Washington, DC: 

Office of Educational Research and Improvement. (ERIC 

Document Reproduction No. ED 371 507) 

Creswell, J. W. (1994). Research design: Qualitative 

& quantitative approaches. Thousand Oaks, CA: Sage. 

Darling-Hammond, L., & Cobb, V. L. (1996). The 

changing context of teacher education. In F, B. Murray 

(Ed.), The teacher educator's handbook: Building a 

knowledge base for the preparation of teachers (pp. 14-

62). San Francisco: Jossey-Bass. 

Ducette, J. P., Sewell, T. E., & Poliner Shapiro, J. 

(1996). Diversity in education: Problems and 

possibilities. In F. B. Murray (Ed.), The teacher 

educator's handbook: Building a knowledge base for the 

preparation of teachers (pp. 323-380) . San Francisco: 

Jossey-Bass. 

Elksnin, L. K. (1998). Use of the case method of 

instruction in special education teacher preparation 

programs: A preliminary investigation. Teacher Education 

and Special Education, 21, 95-108. 

Feiman-Nemser, S., McDiarmid, G. W., Melnick, S. L., & 

Parker, M. (1989) . Changing beginning teachers' 



229 

conceptions: A description of an introductory teacher 

education course (Report No. SP-031-397). East Lansing, 

MI: National Center for Research on Teacher Education. 

(ERIC Document Reproduction No. ED 310 093) 

Feiman-Nemser, S., & Remillard, J. (1995). 

Perspectives in learning to teach (Report No. SP-036-485). 

East Lansing, MI: National Center for Research on Teacher 

Learning. (ERIC Document Reproduction No. ED 392 74 9) 

Feiitian-Nemser, S.,-& Remillard, J. (1996). 

Perspectives on learning to teach. In F. B. Murray (Ed.), 

The teacher educator's handbook: Building a knowledge base 

for the preparation of teachers (pp. 63-91). San 

Francisco: Jossey-Bass. 

Fender, M. J., & Fiedler, C. (1990). Preservice 

preparation of regular educators: A national survey of 

curricular content in introductory exceptional children and 

youth courses. Teacher and Special Education, 13, 203-209. 

Flick, U. (1998). An introduction to gualitative 

research. London: Sage. 

Forest, M. (1988). Full inclusion is possible. In 

J. York & T. Vandercook (Eds.), Integrated education: 

Feature issue (ERIC Document Reproduction Service No. ED 

329 081, pp. 3-4). Minneapolis, MN: Minnesota University. 



230 

Fuller, F. F. (1969). Concerns of teachers: A 

developmental conceptualization. American Educational 

Research Journal, 6, 207-226. 

Fuller, M. L. (1992). Monocultural teachers and 

multicultural students: A demographic clash. Teaching 

Education, 4, 87-93. 

Gonzalez, L. E., & Carter, K. (1996). Correspondence 

in cooperating teachers' and student teachers' 

interpretations of classroom events. Teaching and Teacher 

Education, 12, 39-47. 

Corn, S. (1997). What do I do when...The answer book 

on special education law {2nd ed.). Horsham, PA: LRP. 

Grant, C. A., & Secada, W. G. (1990). Preparing 

teachers for diversity. In W. R. Houston, M. Haberman, & 

J. Sikula (Eds.), Handbook of research on teacher 

education: A project of the association of teacher 

educators (pp. 403-422). New York: Macmillan. 

Hannah, M. E., & Pliner, S. (1983). Teacher attitude 

toward handicapped children: A review and syntheses. 

School Psychology Review, 12, 12-25. 

Heppermann, C. (1994). A study of teachers' 

attitudes on mainstreaming/ inclusion at the secondary 

level. Published thesis, Maryville University. 



231 

Home, R. L. (1996) . The education of children and 

youth with special needs: What do the laws say? NICHCY 

News Digest, 1-16. 

Howey, K. R., & Zimpher, N. L. (1996). Patterns in 

prospective teachers: Guides for Designing preservice 

programs. In F. B. Murray (Ed.), The teacher educator's 

handbook: Building a knowledge base for the preparation of 

teachers (pp. 465-505). San Francisco: Jossey-Bass. 

Irvine, J. J. (1993) . What is equity? How do we 

talk about? What needs to change? State Education Leader, 

12, 9-10. 

Kagan, D. M. (1992). Implications of research on 

teacher beliefs. Educational Psychologist, 27, 65-90. 

Kennedy, M. M. (1996). Research genres in teacher 

education. In F. B. Murray (Ed.), The teacher educator's 

handbook: Building a knowledge base for the preparation of 

teachers (pp. 120-152). San Francisco: Jossey-Bass. 

Kirby, E. A., & Kirby, S. H. (1994). Classroom 

discipline with attention deficit hyperactivity disorder in 

children. Contemporary Education, 65, 142-144. 

Knoblauch, B., & Sorenson, B. (1998). IDEA's 

Definition of Disabilities (Report No. EDO-EC-97-7). ERIC 



232 

Clearinghouse on Disabilities and Gifted Education. (ERIC 

Document Reproduction No. ED 429 396) 

Knowles, J. G., & Cole, A. L. (1996). Developing 

practice through field experiences. In F. B. Murray (Ed.), 

The teacher educator's handbook: Building a knowledge base 

for the preparation of teachers (pp. 648-688). San 

Francisco: Jossey-Bass. 

Kozleski, E. (1993). Reflections on Taylor's story: 

Full inclusion in her neighborhood elementary school. 

Exceptionality: A Research Journal, 4, 193-197. 

Kropid, W. (1999). Construction and use of two 

preservice english teachers personal content belief 

archives (Doctoral dissertation. The University of Arizona, 

1999). Dissertation Abstracts International, 61, (OlA), 

(University Micro Fiche No. E9791 1999 358) 

Kvale, S. (1996). Interviews: An introduction to 

qualitative research interviewing. Thousand Oaks, CA: 

Sage. 

Lancy, D. F. (1993). Qualitative research in 

education: An introduction to the major traditions. New 

York: Longman. 

Lasley, T. J. (1980). Preservice teacher beliefs 

about teaching. Journal of Teacher Education, 31, 38-41. 



233 

Lazerson, M., McLaughlin, J. B., McPherson, B., & 

Bailey, S, K. (1985). An education of value: The purposes 

and practices of schools. New York: Cambridge University 

Press. 

Lerner, J. W., & Lerner, S. R. (1991). Attention 

deficit disorder: Issues and questions. Focus on 

Exceptional Children, 24, 1-17. 

Leyser, Y., & Abrams, P. D. (1983). A shift to the 

positive: an effective prograinme for changing pre-service 

teachers' attitudes toward the disabled. Educational 

Review, 35, 35-43. 

Leyser, Y., Abrams, P., & Lipscomb, E. (1982). 

Modifying attitudes of prospective elementary school 

teachers toward mainstreaming. Journal of Special 

Educators, 18, 1-10. 

Lortie, D, (1975). Schoolteacher: A sociological 

study. Chicago: University of Chicago Press. 

Maxwell, J. A. (1998). Designing a qualitative 

study. In L. Bickman & D. J. Rog (Eds.), Handbook of 

applied social research methods (pp. 69-100). Thousand 

Oaks, CA: Sage. 

McCall, A. L. (1995) . Constructing conceptions of 

multicultural teaching: Preservice teachers' life 



234 

experiences and teacher education. Journal of Teacher 

Education, 46, 340-350. 

McDiarmid, G. W. (1990) . Challenging prospective 

teachers' beliefs during early field experience: A quixotic 

undertaking? Journal of Teacher Education, 41, 12-20. 

McGahee-Kovac, M. (1995). A student's guide to the 

lEP (Report No. EC-304-585). Washington, DC; Academy for 

Educational Development. (ERIC Document Reproduction 

Service No. ED 391 336) 

McLeskey, J., Henry, D., & Axelrod, M. (1999). 

Inclusion of students with learning disabilities: An 

examination of data from reports to Congress. Exceptional 

Children, 66, 55-66. 

Merriam, S. B. (1988). Case study research in 

education: A qualitative approach. San Francisco: Jossey-

Bass. 

Merriam, S. B. (1998). Qualitative research and case 

study applications in education. San Francisco: Jossey-

Bass. 

Miles, M. B., & Huberman, A. M. (1984). Qualitative 

data analysis: A sourcebook of new methods. Beverly Hills, 

CA: Sage. 



235 

Moisio, M. D. (1994). A survey of attitudes of 

undergraduate education majors toward inclusion (Report 

No. EC-303-518). Bowling Green, OH: Bowling Green State 

University. (ERIC Document Reproduction No. ED 303 518) 

Monahan, R. G., Marino, S. B., Miller, R., & Cronic, 

D. T. (1997). Rural teachers', administrators^, and 

counselors' attitudes about inclusion (Report No. RC-021-

000). Greenwood, SC: Lander University. (ERIC Document 

Reproduction No. ED 406 099) 

Moore, J., & Fine, M. J. (1978). Regular and special 

class teachers' perceptions of normal and exceptional 

children and their attitudes toward mainstreaming. 

Psychology in the Schools, 15, 253-259. 

National Center for Education Statistics. (2000a). 

NCES fast facts: Enrollment trends. Retrieved June 12, 

2000 from the World Wide Web: http://nces.ed.gov/fastfacts 

/display.asp?id=22 

National Center for Education Statistics. (2000b). 

NCES fast facts: Inclusion of students with disabilities. 

Retrieved June 12, 2000 from the World Wide Web: http:// 

nces.ed.gov/fastfacts/display. asp?id=59 

National Center for Education Statistics. (2000c). 

NCES fast facts: Students with disabilities. Retrieved 



236 

June 12, 2000 from the World Wide Web: http://nces.ed.gov/ 

fastfacts/display.asp?id=64 

Nespor, J. (1987). The role of beliefs in the 

practice of teaching. Journal of Curriculum Studies, 19, 

317-328. 

Newspapers in Education (2000) . The gifts of children 

with special needs. Hot Topics Publications Newspaper 

Supplement from Tucson Newspapers Inc./Newspapers in 

Education, pp. 1-16. 

PACER Center. (1995). A guide for parents to the 

individual education program (lEP) (Report No. EC-304-

7 57). Minneapolis, MN: Minnesota State Department of 

Children, Families and Learning. (ERIC Document 

Reproduction Service No. ED 394 237) 

Paine, L. (1989). Orientations toward diversity; 

What do prospective teachers bring? (Research Report No. 

89-9). East Lansing, MI: National Center for Research on 

Teacher Education. 

Pajares, F. (1993). Preservice teachers' beliefs: A 

focus for teacher education. Action in Teacher Education, 

15, 45-53. 

Rao, S. M., & Lim, L. (1999). Beliefs and attitudes 

of pre-service teachers towards teaching children with 



237 

disabilities (Report No. EC-307-400) . Paper presented at 

the annual conference of the American Association on Mental 

Retardation, New Orleans, LA. (ERIC Document Reproduction 

No. ED 433 655) 

Richardson, V. (1996). The role of attitude and 

beliefs in learning to teach. In J. Sikula, T. J. Buttery, 

& E. Guyton (Eds.), Handbook of research on teacher 

education: A project of the association of teacher 

educators (2nd ed., pp. 102-119). New York: Macmillan. 

Riechmann, D. (1996). Wanted: Young school teachers. 

[CD-ROM] Associated Press News Service, From: NewsBank 

NewsFile: Record Number: 00802*19960831*04396 

Ringer, L., & Kerr, S. (1988). Integration - the 

legal imperative. In J. York & T. Vandercook (Eds.), 

Integrated education: Feature issue (ERIC Document 

Reproduction Service No. ED 329 081, pp. 7, 10). 

Minneapolis, MN: Minnesota University. 

Roach, V. (1995). Supporting inclusion: Beyond the 

rhetoric. Phi Delta Kappan, 77, 259-299. 

Rogers, J. (1993). The inclusion revolution. Phi 

Delta Kappa Research Bulletin, 11, 1-6. 



238 

Ryan, D. (1994). Inclusion: The key to success 

(Report No. RC-019-587). TX: Joshua Intermediate School. 

(ERIC Document Reproduction Service No. ED 369 617) 

Schattman, R., & Benay, J. (1992). Inclusive 

practices transform special education in the 1990's. The 

School Administrator, 49, 8-12. 

Seidman, I. E. (1991). A structure for in-depth, 

phenomenological interviewing. In Interviewing as 

qualitative research: A guide for researchers in education 

and social sciences (pp. 9-20). New York: Teachers 

College Press. 

Sigafoos, J., & lacono, T. (1993). Selecting 

augmentative communication devices for persons with severe 

disabilities: Some factors for educational teams to 

consider. Australia and New Zealand Journal of 

Developmental Disabilities, 18, 133-146. 

Sparks-Langer, G. M., & Colton, A. B. (1991). 

Synthesis on research on teachers' reflective thinking. 

Educational Leadership, 48, 37-44. 

Stainback, S., Stainback, W., & Jackson, J, (1992). 

Toward inclusive classrooms. In S. Stainback & W. 

Stainback (Eds.), Curriculum considerations in inclusive 



239 

classrooms: Facilitating learning for all students, 

Baltimore, MD: Paul H. Brookes. 

Swartz, S. L., Hidalgo, J. F., & Hays, P. A. (1991-

1992). Teacher preparation and the regular education 

initiative. Action in Teacher Education, 13, 55-61. 

Thousand, J. S., Rosenberg, R. L., Bishop, K. D., & 

Villa, R. A. (1997) . The evolution of inclusion. 

Remedial and Special Education, 18, 270-284. 

Thousand, J. S., & Villa, R. A. (1990). Strategies 

for educating learners with severe disabilities within 

their local home schools and communities. Focus on 

Exceptional Children, 23, 1-24. 

Tomey, H. A. (1995). lEP: Individualized education 

program; The process. Richmond, VA: Virginia Department of 

Education. 

U. S. Department of Education, National Center for 

Education Statistics. (1999). The condition of education 

1999. Washington, DC: U. S. Government Printing Office. 

Weinstein, C. S, (1989). Teacher education students' 

preconceptions of teaching. Journal of Teacher Education, 

40, 53-60. 

Wheeler, J. J. (1991). Educating students with 

severe disabilities in general education settings: A 



240 

resource manual (Report No. EC-300-531). SD: University 

of South Dakota. (ERIC Document Reproduction Service No. 

ED 366 899) 

Williams, R. J., & Algozzine, B. (1979). Teachers' 

attitudes toward mainstreaming. The Elementary School 

Journal, 80, 63-67. 

Willis, S. (1994). Making schools more inclusive: 

Teaching children with disabilities in regular classrooms. 

Association for Supervision and Curriculum Development 

Curriculum Update, 1-8. 

Wilson, S. M. (1990). The secret garden of teacher 

education. Phi Delta Kappan, 72, 204-209. 

York, J., Doyle, M., & Kronberg, R. (1992). A 

curriculum development process for inclusive classrooms. 

Focus on Exceptional Children, 25, 1-16. 

Yuker, H. E., & Block, J. R. (1986). Research with 

the attitudes towards disabled persons scales (ATDP) 

(Report No. EC-191-751). Hempstead, NY: Hofstra 

University. (ERIC Document Reproduction No. ED 278 195) 

Zimpher, N. L. (1989). The RATE project: A profile 

of teacher education students. Journal of Teacher 

Education, 40, 27-30. 


