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understand how their beliefs and perceptions shape their teaching practices and the outcomes for 
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teaching students with disabilities. The findings of this research led to the development of a new 
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Investigating the Mindset of Educators Regarding Students with Disabilities 

 

Introduction 

 

Numerous studies have been conducted on educators' attitudes toward inclusion, with 

various results on the topic. While much of the extant research has examined teacher attitudes 

toward inclusion, few studies have investigated the underlying mindsets (defined as cognitive 

frameworks or internalized beliefs) that drive these attitudes and shape instructional behaviors.  

Understanding these mindsets is crucial for transforming educational settings into more equitable 

and inclusive environments, thereby serving the diverse needs of all students. This study focused 

on educators’ mindsets, which may consciously or subconsciously shape their attitudes and 

perceptions toward students with disabilities. Previous studies have identified factors that 

influence educator attitudes, such as support, resources, and professional development (Closson 

& Rausch, 2023). This qualitative study investigated the mindset of PK-12 educators and 

examined whether their mindset aligns with the human capability or deficit theory, as well as the 

impact each can have on the inclusiveness of students with disabilities.  

According to the Individuals with Disabilities Education Act (IDEA), all students are 

considered general education students first, and students with disabilities must be placed in the 

least restrictive environment (LRE) to meet their educational needs. Sailor (2018) noted that if 

the medical model had not prevailed in the crafting of special education law, we might have 

avoided the expense of eligibility determination for services and where they should be delivered.  

Schools and districts continue to strive to meet the LRE requirement under IDEA by developing 

more inclusive environments that cater to the needs of all learners. While national policy sets 

forth an agenda for educating students in the LRE, variations in data from state to state suggest 

several factors complicate achieving this outcome (Kozleski et al., 2015). The authors of this 

study contend that one of the factors complicating the issue of inclusivity is educators' mindset. 

Teachers with a clear understanding of their perspectives towards inclusion are better able to 

establish classrooms with full inclusion and provide students with disabilities with an equitable 

education (Zaretsky, 2005). When educators lack awareness of how their own perspectives are 

formed and aligned, unconscious biases may shape pedagogical delivery and subsequently 

influence student outcomes. 

 

Literature Review 

 

A perspective grounded in deficit theory views disability as an intrinsic weakness or 

deficiency within the student, requiring targeted intervention outside the general education 

classroom (Gravois, 2013). This perspective often leads to segregation of students with 

disabilities based on the belief that specialized environments are better equipped to address those 

specific needs. Misunderstandings about the continuum of services and assumptions about where 

interventions should occur can reinforce these exclusionary practices, even when IDEA 

emphasizes a more inclusive approach. Additionally, deficit theory focuses on persistent 

performance deficits that are considered symptomatic of a disability and a basis for determining 
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eligibility for special education (Sailor et al., 2018). This type of approach leads to developing a 

mindset in educators that seeks to remove students with disabilities from the general education 

setting when they struggle academically, behaviorally, socially, or emotionally, to access 

interventions in the special education classroom.   

Carol Dweck’s theory of a growth mindset has been influential in educational 

psychology, emphasizing the belief that abilities and intelligence can be developed through 

effort, effective strategies, and persistence. According to Dweck (2006), individuals with a 

growth mindset view challenges as opportunities to learn rather than as indicators of fixed 

limitations. This stands in contrast to a fixed mindset, where individuals believe that intelligence 

and ability are static traits. In educational settings, teachers who adopt a growth mindset are 

more likely to foster resilience, encourage student effort, and adapt instruction to meet learners’ 

diverse needs (Dweck & Yeager, 2019). This perspective is particularly relevant in inclusive 

classrooms, where educators’ beliefs about students’ potential can shape instructional responses 

and expectations for students with disabilities. Integrating a growth mindset into teaching 

practices aligns well with inclusive education principles, as it reframes disability as an 

opportunity for adaptive support and growth in learning. 

Human capability, initially developed by economist Amartya Sen and later expanded by 

philosopher Martha Nussbaum, emphasizes the importance of individuals having the freedom 

and opportunity to develop and exercise their capabilities (what they can do) within supportive 

social and institutional environments (Nussbaum, 2011; Sen, 1999). In the context of education, 

this theory shifts the focus away from deficits within the learner and toward systemic conditions 

that either expand or constrain human development. Human Capability Theory was introduced as 

an approach to reframing special education policy in a context of whole school reform that calls 

for a shift away from blaming problems of learning on the individual and instead examines the 

learning context in its entirety (Burrello et al., 2013). The Human Capability Theory is an equity-

based concept of inclusive education, as opposed to a place-based concept (Sailor et al., 2018). 

This perspective emphasizes modifying and accommodating the learning environment to support 

students’ needs rather than relocating students to separate instructional settings. This perspective 

can develop a mindset in educators that perceives all students as capable learners with the 

appropriate support in place. When educators exhibit this type of thinking, aligned with human 

capability theory, it can help develop a more inclusive mindset in serving all students in the 

general education classroom (Closson & Rausch, 2023). Each perspective offers a unique lens 

for understanding student potential, instructional decisions, and the role of educational systems 

in supporting diverse learners. 

 The purpose of this qualitative study was to examine the mindsets of PK-12 educators 

toward students with disabilities, with specific attention to how these mindsets align with human 

capability theory, growth mindset, or deficit theory, and how these orientations influence 

classroom instructional practices. By examining educators’ internal belief systems, this study 

aims to gain a deeper understanding of how these frameworks influence inclusion, support, and 

expectations for students with disabilities. This study seeks to illuminate this dilemma by 

focusing on educators' mindsets when working with students with disabilities in inclusive 

classrooms, educator alignment to the human capability or deficit theory, and determining best 

practices utilized in serving students with disabilities in the inclusive classroom. 
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Methods 

Participants 

Participants were current PK-12 educators with experience in teaching in inclusive 

settings, recruited through multiple pathways. Initial recruitment was conducted through public 

school districts in New York State and Tennessee, with district leaders invited to distribute an 

invitation letter to their teaching staff. Additional participants were solicited through professional 

organizations affiliated with the investigators. The invitation letter was shared via open access 

forums and social media associated with these organizations. Educators who chose to participate 

were directed to an informed consent link embedded in the letter and referrals were also accepted 

from participating educators. All participants completed informed consent before being 

interviewed, ensuring voluntary and ethical participation across all recruitment channels. 

The study included N=11 PK-12 educators from diverse geographic regions and school 

settings across the United States. Participants represented schools in Maryland, New York, 

Tennessee, Arizona, Florida, and Colorado. Teaching experience ranged from 1 to 32 years, with 

an average of approximately 20 years. School settings varied and included urban, rural, and 

suburban environments. The educators held a variety of professional roles, such as classroom 

teacher, library media specialist, special education teacher, and district-level coordinator. Grade 

levels taught spanned from early childhood (Pre-K) through secondary school (8-12), with 

instructional responsibilities covering general education, special education, life skills, research/ 

internship support, and educator coaching. This wide range of professional backgrounds, 

geographic locations, and instructional contexts provided a rich and nuanced understanding of 

educator mindsets toward inclusive education (see Table 1). 

Materials 

Data collection utilized a semi-structured interview protocol developed by the 

investigators (see Appendix A), consisting of 19 open-ended questions addressing educators’ 

professional experiences, perceptions of inclusion, and challenges in working with students with 

disabilities. An electronic informed consent form was provided to all participants prior to 

interview scheduling to ensure voluntary participation and full disclosure of study procedures. 

Interviews were conducted via Zoom, with video recording intentionally disabled to 

protect participant identity and optimize bandwidth for audio quality. Audio was recorded in 

compressed sound files, and transcripts were automatically generated by Zoom in VTT format 

with time stamps encoded for passages. All files were downloaded from the secure Zoom cloud 

platform to a password-protected computer for processing and cleanup. Once audio and 

transcript files were securely transferred, they were removed and confirmed deleted from the 

Zoom server. 

Both audio and transcript VTT files were imported into MAXQDA 24 qualitative data analysis 

software for transcription review, coding, and thematic analysis. Data was de-identified prior to 

coding, and digital files were stored on secure, password-protected computers, with retention and 

deletion procedures aligned to institutional and ethical guidelines as noted by the institutions of 

the authors.
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Table 1 

Self-Reported Demographic Information 

Participant State Years 

Taught 

School 

Setting 

Current Level of School Where They 

Work Current Discipline Taught or Role 

Participant 1 Florida 10 Urban "Currently I teach middle school, which 

is 6 7th and 8, but sometimes I have 6th 

graders" 

"Math and science typically" 

Participant 3 Maryland, but 

I've also 

taught in 

Virginia and 

in Connecticut 

19 Suburban "I taught in everything from 

kindergarten through grade 8. During 

those years my most recent experience 

is K. Through 5" 

"I'm in a new supervisory position this 

year" 

Participant 4 New York 1 Urban "So I teach a mixed group of like 9 to 

12th graders" 

"How to do internship research for 

intern. It's a pretty much like an 

independent study for writing research." 

Participant 8 New York 25 Rural "I teach 11th and 12th grade graphic 

communications" 

"So we are teaching a trade to a student 

and graphic or graphic communication is 

something that if a student is interested 

in art design computers, technology, they 

tend to gravitate towards this course." 

Participant 9 Tennessee 15 Rural "Currently teach 1st grade all subjects" "So it includes language, arts, reading, 

intervention, knowledge, which includes 

social studies and some science. as well 

as writing and mathematics." 

Participant 10 Tennessee 27 Rural "Pre-k! They're 4 and 5 year olds" Preschool Teacher 

Participant 11 Tennessee 25 Rural "I am a coordinator. So I support 

teacher and student success. and I go 

into different buildings prior to that. 

My, my, this is year 25 for me, and 

prior to that I have taught middle and 

high school, and I have been an 

assistant principal in middle school." 

"I actually work for a school system for 

special education. I am a coordinator." 
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Participant 14 New York 19 Rural "Kindergarten through second graders" "I teach all subjects" 

Participant 16 Colorado 10 Urban "So I'm an early childhood special 

education teacher." 

"I teach all of I guess, like the basic 

subjects. Math and literacy is like the big 

focus in preschool." 

Participant 18 Arizona 21 Suburban "Currently high School 8 through 12." "Special education and life skills" 

Participant 22 Maryland 32 

Urban 

"Pre. K. Through 5." "I'm a library media specialist teaching 

grades." 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

Journal of Educational Leadership and Policy Studies (JELPS) Volume 10 Spring 2026 Issue                                  7 

 

Procedure 

Interviews were scheduled at self-identified convenient times to avoid disruption of 

participants’ instructional duties. Each researcher was responsible for scheduling and recording 

the interview via Zoom using a semi-structured format, following the protocol described in 

Appendix A. Each session was facilitated following the protocol format to ensure consistency 

across cases while allowing flexibility for participants to elaborate on their experiences should 

they extend beyond the question criteria. Recruitment concluded with 11 participants, at which 

point thematic saturation was observed, as no new substantive themes emerged in the later 

interviews (Creswell & Poth, 2018). 

At the conclusion of each session, interviews were audio recorded, and transcripts were 

generated automatically within Zoom as VTT Files. Both audio and transcript files were 

subsequently imported into MAXQDA 24 for data management between coders and thematic 

coding. The principal and co-principal investigators independently coded all transcripts to 

establish inter-coder reliability and refine the codebook. The principal investigator served as the 

content expert coder, and the co-principal investigator served as the naïve coder, applying 

emergent thematic coding based on a sample of five participants midway through the study. The 

two coders then reconciled their coding structures to develop a final, unified codebook that was 

applied to the full set of interviews while adapting and defining the coding scheme as needed. 

Inter-coder reliability was first assessed at the case level using Cohen’s Kappa to address 

incongruent passages and then re-assessed at the code level to confirm agreement across themes. 

Coding discrepancies were resolved through discussion and consensus. The coders also engaged 

in reflexive memoing throughout the process, documenting reflections, coding decisions, and 

evolving interpretations. Peer debriefing between the investigators further supported credibility 

by encouraging critical dialogue and examination of alternative explanations. An audit trail was 

maintained within MAXQDA to ensure transparency and replicability of the analytic process. 

Analytic procedures were guided by the criteria of credibility, transferability, and 

confirmability (Lincoln & Guba, 1985), with methodological strategies aligned with Creswell 

and Poth’s (2018) recommendations for qualitative rigor. To ensure trustworthiness of the 

findings, coding and methodological decision-making was regularly audited by each coder and 

addressed in active discussion throughout the process. 

 

Findings 

Through emergent thematic analysis of interviews with educators, eight primary themes 

were identified consistently across participants (see Table 2).  These themes reflected 

developmental processes, professional beliefs, and pedagogical practices that shape inclusive 

education. Each theme captures the complex ways educators understand, enact, and support 

inclusive learning environments. To ensure coding consistency, we also include descriptive and 

reliability statistics below for transparency. The themes reported below directly address the 

purpose of this study by illuminating how educators conceptualize and enact inclusive education 

for students with disabilities.  Specifically, the themes reflect three interconnected dimensions of 

educator mindset: (a) beliefs about student potential and equity, (b) instructional practices used 

to support diverse learners, and (c) provide insight into how educators’ mindsets align with 
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human capability theory, growth mindset principles, or deficit-oriented assumptions.  Coding 

was conducted by a Naive Coder and an Expert Coder using a shared codebook (Table 3). 

Intercoder reliability was assessed and refined through iterative discussion until the completion 

of the final interview and coding for the study. Several themes emerged as part of the initial 

emergent thematic coding process. Additional codes were added during follow-up coding to 

confirm emergent themes and address convergent thematic constructs produced with similar 

definitional constructions. 
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Table 2 

Emergent Thematic Breakdown and Description 

Theme Description Example Focus 

Professional Development 

Training and preparation required for inclusive 

teaching 

teacher preparedness, instructional 

confidence 

Evidence-Based Practices 

Instructional strategies supporting diverse 

learners 

UDL, MTSS/RTI, differentiated 

instruction 

Growth Mindset 

Belief that students can develop abilities over 

time 

high expectations, persistence, 

support 

Personalization 

Adapting instruction to individual student 

needs strengths-based learning 

Collaboration Partnerships among educators and families co-teaching, family engagement 

Anti-Ableist Perspectives 

Recognition and rejection of deficit-based 

assumptions challenging systemic bias 

Institutional Support Structural conditions influencing inclusion resources, training access 

Human Capability 

Perspective 

Viewing students through potential rather than 

limitation 

dignity, participation, future 

opportunity 
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Table 3 

Cross-Coder Frequency Comparisons by Code 

Role* 
Growth 
Mindset 

Anti-
Ableist 

Human 
Capabilities 

Theory 
Personalization 

No 
Training 

or 
Support 

Evidence-
Based 

Practice 

Parental 
Collaboration 

Support 
Systems and 
Collaboration 

SUM 

Expert Coder > P 1 8 3 7 3 7 10 4 11 53 

Naive Coder > P 1 6 3 7 3 7 10 4 13 53 

Expert Coder > P 3 7 1 6 5 12 20 3 17 71 

Naive Coder > P 3 7 4 6 5 12 17 3 18 72 

Expert Coder > P 4 9 0 10 6 7 6 0 8 46 

Naive Coder > P 4 9 0 10 6 7 6 0 8 46 

Expert Coder > P 8 2 2 4 2 12 6 4 16 48 

Naive Coder > P 8 4 2 5 2 13 6 4 17 53 

Expert Coder > P 9 11 0 17 15 4 6 17 16 86 

Naive Coder > P 9 12 0 17 24 5 6 17 17 98 

Expert Coder > P 
10 

4 1 2 2 2 4 3 7 25 

Naive Coder > P 10 4 1 2 2 5 4 3 7 28 

Expert Coder > P 
11 

4 0 5 8 4 4 4 13 42 

Naive Coder > P 11 5 0 5 11 4 4 4 14 47 

Expert Coder > P 
14 

6 2 7 11 5 10 6 14 61 

Naive Coder > P 14 6 2 7 13 5 10 6 13 62 

Expert Coder > P 
16 

1 5 1 2 5 4 3 8 29 

Naive Coder > P 16 1 5 1 2 5 4 3 8 29 
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Expert Coder > P 
18 

7 1 6 5 7 9 2 14 51 

Naive Coder > P 18 7 1 6 6 8 9 1 14 52 

Expert Coder > P 
22 

2 1 5 2 9 6 0 6 31 

Naive Coder > P 22 2 1 5 3 9 6 0 5 31 

SUM 124 35 141 138 154 167 91 264 1114 

For Role*, P signifies 
Participant         
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Coding Frequencies 

Across all codes, the Naive Coder applied slightly more codes (571) compared to the 

Expert Coder (543), reflecting a more liberal approach to identification. Nonetheless, coders 

showed strong convergence across most categories. For example, Growth Mindset (the belief 

that ability can develop with effort) was applied nearly equally (Naive = 63, Expert = 61). 

Human Capabilities Theory (emphasizing potential and rights) and Parental Collaboration 

(engagement with families) were also coded consistently (Naive = 71, Expert = 70; Naive = 45, 

Expert = 46). Support Systems and Collaboration as a code was widespread and evenly 

distributed (Naive = 134, Expert = 130). 

Some categories revealed a slight divergence. Anti-Ableist and No Training or Support 

were applied somewhat more often by the Naive Coder, while Evidence-Based Practice was 

identified more frequently by the Expert Coder. The most pronounced difference appeared in 

Personalization (Naive = 77, Expert = 61), suggesting that the Naive Coder interpreted adaptive 

or relational practices more broadly. This is common where expertise elicits greater precision in 

the coding process (expert coder). The following section provides information on the reliability 

of passage coding between the two coders. 

 

Intercoder Agreement and Deliberation 

Initial intercoder comparisons revealed high but not perfect overlap. Percent agreement 

across categories ranged from 87.1% to 97.9%, with kappa values from .83 to .97 (see Table 4).  

All statistics were generated directly within MAXQDA 24, ensuring precision analysis at the 

passage level. The highest levels of agreement were found for Human Capabilities Theory 

(97.9%, κ = .97), Evidence-Based Practice (95.8%, κ = .94), and No Training or Support (93.5%, 

κ = .91). Coding agreement was lower for Growth Mindset (87.1%, κ = .83). This reflects a more 

interpretive variation. These final agreement levels were only achieved after active, deliberate 

discussions between coders, but this is commonplace when a new coding scheme is emerging. 

When disagreements arose, coders revisited transcript excerpts, clarified code definitions, and 

reached consensus about the most appropriate coding decision. This process ensured that 

statistical agreement reflected not only numerical convergence but also theoretical and 

conceptual clarity within a shared interpretation of the data. The following process details the 

themes to provide context for their emergence across the data.  

With strong intercoder agreement established and key patterns in coding frequencies 

identified, the next stage of analysis focused on exploring the substance and meaning of the 

themes themselves. The following sections present the eight primary themes that emerged from 

the interviews. Themes are presented from most to least frequent across coders, reflecting 

patterns that informed the development of the proposed conceptual model (to be discussed in the 

discussion section). Each theme is discussed in detail and supported by illustrative participant 

quotes that capture the complexity, variation, and depth of educators’ perspectives. Quotations 

were lightly edited for clarity and readability while preserving the original meaning. Together, 

these themes provide a nuanced understanding of how teachers conceptualize, enact, and sustain 

inclusive practices within their classrooms and schools.  
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Table 4 

Intercoder Agreement Reliability 

 

Code Agreements Disagreements Total Percent Kappa Notes 

Anti-Ableist 32 3 35 91.43 0.89 KbC* 
Evidence-Based Practice 160 7 167 95.81 0.94 KbC* 
Growth Mindset 108 16 124 87.10 0.83 KbC* 
Human Capabilities Theory 138 3 141 97.87 0.97 KbC* 
No Training or Support 144 10 154 93.51 0.91 KbC* 
Parental Collaboration 86 5 91 94.51 0.93 KbC* 
Personalization 120 18 138 86.96 0.83 KbC* 
Support Systems and Collaboration 248 16 264 93.94 0.92 KbC* 
<Total> 1036 78 1114 93.00 0.92 Overall 

*Kappy by Chance is P(chance) = Pc = Number of codes / (Number of codes 

+ 1)2 = 0.25     

Kappa Overall is P(observed) = Po = a / (a + b + c) = 0.93      

P(chance) = Pc = 1 / Number of codes = 1 / 8 = 0.13      

Kappa = (Po - Pc) / (1 - Pc) = 0.92       
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Support Systems and Collaboration 

The theme of support systems and collaboration emerged as a central feature of 

educators’ accounts of inclusive practice and reflects how institutional structures shape 

educators’ ability to implement inclusive mindsets in practice. Participants described inclusion as 

a collective endeavor requiring coordinated structures, shared responsibility, and intentional 

communication across roles. At the system level, teachers emphasized the importance of 

schoolwide structures (e.g., MTSS teams), defined roles, and routine problem-solving processes 

that enable responsive support for students: 

We have a good collaborative team when it comes to like social, emotional needs or 

behavioral needs… what kind of supports can we put in place for these students 

(Participant 16, 534–554). 

At the peer level, participants described co-teaching and structured planning as effective forms of 

professional interdependence. Moreover, noting that they are most successful when relationships, 

roles, and routines are intentionally aligned: 

I definitely think that co-teaching model can be very effective. The thing is, it has to be a 

great marriage between people… you spend so much time together, and you bounce ideas 

off of each other, and different learning styles can thrive on that (Participant 11, 72). 

At the family–school interface, educators underscored the need for continuous home-to-school 

communication. This is to provide support that is coherent and sustained beyond the classroom: 

So that is key for students with exceptionalities, because they can’t always present 

themselves, and they need 24 hours of learning. 24 hours of support… it’s teamwork. 

There’s not a disconnect between home and school (Participant 1, 104). 

Considering the relatedness of these accounts, the themes depict collaboration as multi-

layered, anchored by schoolwide systems and routines, enacted through intentional peer 

partnerships, and strengthened by ongoing engagement with families. Educators framed 

inclusion not as the work of a single teacher but as a coordinated, relational practice that depends 

on alignment across people, processes, and contexts. Educators also noted the role that evidence 

played in their professional lives. 

 

Evidence-Based Practice 

Evidence-based practice reflects how educators translate inclusive beliefs into 

instructional strategies that support students with diverse abilities.  These themes emphasized 

differentiation, universal design, and explicit instruction. Reports clustered around three 

practices include (a) adapting instruction to learner variability (e.g., multimodal input, 

manipulatives, flexible grouping); (b) linking assessment to instruction (ongoing checks, 

progress monitoring within MTSS/RTI structures); and (c) structuring delivery through high-

leverage routines (e.g., explicit instruction, SRSD) and co-teaching to support fidelity. Several 

accounts also tied SEL-aligned routines (e.g., social stories, zones of regulation) to improved 

access and engagement. 

Teachers frequently framed EBP as designing for variability up front rather than 

retrofitting. For example, one early-childhood educator described combining visual support with 

MTSS-style progress monitoring: 
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So, we use a lot of like visuals, first-then boards… social stories… easily adaptable to 

each child… when we’re thinking about… interventions or… accommodations… we use 

a lot of… MTSS (Participant 16, 173–181). 

Others pointed to codified, teachable routines for delivering instruction with fidelity: 

You do things like high-leverage practice, explicit instruction, and you might use Anita 

Archer’s SRSD… teach them the methods so… they can take them and go elsewhere… 

because you’ve taught them a method and… given them confidence (Participant 3, 46–

62). 

            Across interviews, participants identified several evidence-based practices (EBPs): 

anticipating learner variability through UDL-style planning and multimodal instruction, 

systematizing teaching through explicit instruction and clearly defined co-teaching roles and 

strengthening assessment-instruction cycles through formative checks and MTSS/RTI progress 

monitoring. Educators emphasized that these strategies improve access for students with 

disabilities while benefiting entire classrooms, noting that “strategies… for special needs 

students benefit all students” (Participant 22, 46). These accounts reflect an applied evidence 

mindset characterized by structured instruction, ongoing monitoring of student learning and 

flexible instructional delivery.  Although many educators reported using these practices, some 

noted continuing gaps in training and instructional support.  

 

No Training or Support 

This theme highlights institutional conditions that may constrain educators’ ability to 

enact inclusive mindsets, particularly when professional preparation and ongoing support are 

insufficient. A dominant theme among participants was the pervasive lack of adequate training, 

preparation, and ongoing support for educators responsible for serving students with disabilities. 

Teachers consistently reported entering the classroom with little to no formal instruction on how 

to meet diverse learning needs effectively. They often cited pre-service programs and 

professional development opportunities as insufficient, overly generalized, or irrelevant to real-

world challenges. This lack of professional development frequently left educators feeling 

unqualified and unsupported, forcing them to rely on trial-and-error approaches rather than 

evidence-based strategies. 

One participant, reflecting on the structural gaps in training, described the experience starkly: 

I received zero training in working with special needs students, and I became a certified 

school library media specialist... If I'm asked as an educator to work with students with 

different levels of abilities, I should be trained in how to do that (Participant 22, 24). 

Others highlighted how this absence of foundational preparation was compounded by inadequate 

collaboration and ongoing support, with one educator reporting: 

There’s rarely anything that has to do with special education that’s offered to general 

education teachers... there’s not a ton of crossover. Things like how to incorporate 

accommodations or collect assessment data are very often forgotten about (Participant 16, 

152–171). 

These reports highlight a systemic gap in professional preparation that undermines inclusive 

education efforts. Participants emphasized that insufficient training affects not only teacher  
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confidence but also classroom practice, collaboration, and student outcomes.  Without sustained 

and context-specific preparation, many educators feel unprepared to differentiate instruction, 

implement individualized support, or effectively enact inclusive policies.  Participants 

consistently suggested that meaningful reform requires stronger pre-service preparation, ongoing 

professional development for all teachers, and structural supports that allow educators to 

translate training into effective practice. 

 

Human Capabilities Theory 

This theme reflects educators’ beliefs about student potential and dignity, aligning closely 

with the principles of Human Capability Theory. A central theme to emerge from participants’ 

reflections was a belief that inclusive education must focus on students’ inherent potential, 

dignity, and capacity for growth rather than framing their potential within their limitations. 

Drawing implicitly on the principles of Human Capabilities Theory, educators described 

inclusion as a process that expands students’ opportunities to flourish not only academically but 

also socially, emotionally, and in terms of long-term life possibilities and career potential. This 

theme was coded 141 times across coders, underscoring its prominence in how teachers and 

educators conceptualized their role in supporting students, including those with disabilities and 

their non-disabled peers. 

Participants emphasized that schools must be places where students experience belonging and 

affirmation, as these conditions foster self-confidence and future success in realizing each 

student's unique potential. As one teacher explained: 

If you come into a building and you are welcomed… you feel included. I think that 

foundational understanding of ‘I’m here, I matter, and people are happy to see me’ does a 

lot for the development of self-esteem and to lead on to living out your fullest potential 

(Participant 22, 56). 

Finally, participants described students’ sense of purpose and agency. The belief that every 

student can and should contribute meaningfully to the classroom community. This was central to 

their understanding of capability: 

Everybody wants to feel that they have a purpose… in a classroom they want to feel that 

they are accepted amongst their peers… they are still a functioning, living, breathing, 

contributing human being… when they’re held to the same standard with empathy and 

understanding (Participant 9, 80). 

These accounts illustrate that educators view inclusion not merely as a matter of access but as a 

means of enabling students to develop their capabilities and lead fulfilling lives, one student at a 

time. By prioritizing belonging, social development, and recognition of each student’s potential, 

teachers described practices that align closely with the foundational aims of Human Capabilities 

Theory, creating conditions in which all learners can flourish as valued members of society. The 

individual instruction that each learner may require to be successful was related. The following 

section presents another theme among the many activities teachers can undertake to meet 

individual needs. 
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Personalization 

Personalization represents how inclusive mindsets are operationalized in classroom 

instruction through differentiated and flexible pedagogical approaches. Personalization emerged 

as a central theme in educators’ approaches to pedagogy, reflecting their commitment to adapting 

instruction, supports, and learning environments to the individual needs, strengths, and contexts 

of students with disabilities. Coded 138 times between coders across transcripts, this theme 

highlighted educators’ belief that inclusion requires more than a formula of the same curriculum. 

It demands purposeful and mindful flexibility in pedagogy, assessment, and classroom practice 

to ensure that each learner can engage meaningfully and demonstrate their capabilities. 

Participants described personalization as a proactive design process aimed at connecting 

students with material in ways that match their skills, styles of learning, and preferences to the 

learning outcomes of the curriculum. This often involved offering multiple modes of engagement 

and expression, as illustrated by one teacher who intentionally redesigned instructional activities 

to support student success: 

I get to know my students as fast as possible… design experiences that will help my 

students be as connected to the material… I switch to technological resources so that kids 

can use speech-to-text… draw rather than write… record their voices… so they can share 

their thinking (Participant 22, 78). 

Educators also emphasized the importance of maintaining high expectations while allowing for 

varied pathways toward shared goals. Personalization, in this view, was not about lowering 

standards but rather about carefully and mindfully differentiating the means through which 

students achieve them: 

That just goes back to keeping the end in mind… and meeting students where they are 

and differentiating that instruction—same standard, same goal… You might get there in 

different ways and in different timing (Participant 11, 70). 

Together, these accounts illustrate personalization as a dynamic and student-centered process 

that balances consistent expectations with individualized approaches. Teachers described 

personalization as a cornerstone of their teaching practice, empowering students to engage with 

content, express understanding, and succeed on their own terms. 

 

Growth Mindset 

Growth mindset reflects educators’ beliefs about the developmental potential of students 

with disabilities and their capacity for continued learning. Growth mindset emerged as another 

theme across interviews and was coded 124 times across transcripts. Participants described a 

belief that students’ abilities can develop over time through persistence, support, and adaptive 

teaching. Educators emphasized creating classroom environments where challenges are viewed 

as opportunities, mistakes are part of learning, and students are held to high expectations 

regardless of disability status.  In this context, growth mindset extended beyond academic 

achievement to include social, emotional, and functional development. 

Participants emphasized the importance of framing student potential as universal. This 

included rejecting deficit-oriented assumptions about what students with disabilities can achieve. 

As one educator explained, maintaining high expectations paired with encouragement and 

support helps students internalize their own value and capabilities: 
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And I think if teachers had the mindset of not only are they capable of learning, but they 

should be, you know, engaged and encouraged, just like all of the other students. I think 

that they would be like those students would be able to see, you know, their own value 

(Participant 16, 95–101). 

Finally, participants highlighted the importance of designing learning experiences that align with 

students’ strengths and interests, using those as leverage points for growth and connections into 

other areas. Teachers described helping students discover areas where they could excel, thereby 

increasing motivation and confidence: 

I think that teachers that are receptive to the fact that different people learn differently — 

they are going to help to support students better because they will see the great parts of 

them and be able to help bring those things out… (Participant 4, 44). 

Across interviews, educators described growth mindset as both a belief and a practice. It 

involved sustained encouragement, opportunities for productive struggle, and instructional 

design that builds upon student strengths. By rejecting fixed assumptions about ability and 

maintaining high expectations, teachers described fostering inclusive environments where all 

students are viewed as capable and developing. Participants also noted that building relationships 

with families supported student engagement, a theme explored in the following section. 

 

Parental Collaboration 

This theme highlights the relational dimension of inclusive practice, emphasizing 

partnerships between educators and families in supporting student success. Parental collaboration 

emerged as a significant theme in participants’ accounts of effective educational approaches, 

appearing 91 times across interview transcripts and coded by researchers. Educators consistently 

emphasized that meaningful engagement with families is not peripheral to inclusive practice but 

foundational to student success. Parents were described as critical partners and secondary 

stakeholders in understanding students’ strengths, needs, and narratives, co-constructing 

adequate support, and fostering consistent expectations across home and school contexts. 

Participants highlighted the importance of sustained, two-way communication as the 

foundation of successful collaboration. Teachers described deliberate efforts to maintain ongoing 

dialogue, which helps align classroom support with home routines and ensures that students 

receive coherent, continuous assistance. As one educator explained: 

It’s teamwork. So it lets the child know that they are being supported 24 hours a day… 

there’s not a disconnect between home and school (Participant 1, 104). 

Beyond communication, participants viewed parents as essential sources of insight into students’ 

contextual and developmental experiences. Such knowledge often informs instructional planning 

and accommodations. This provides a fuller picture of students’ needs and contexts. One teacher 

described this process by stating: 

I try to get as much background information about the student’s educational family 

history, medical history… so we can best serve the student (Participant 18, 140). 

Participants also reflected on the broader relational impact of family-to-school collaboration, 

emphasizing that strong partnerships can build trust, align expectations, and create stable 

environments where students are more likely to succeed. One educator summarized the 

importance of these relationships: 
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When it’s prioritized by the district and the admin, and you have parental support and you 

have a teacher who’s doing everything that they can, that student is going to be supported 

and thrive (Participant 9, 199). 

These themes suggest that parental collaboration is both a relational and pedagogical necessity 

for success. Teachers viewed parents not simply as external stakeholders but as co-constructors 

of educational environments. Through consistent communication, shared decision-making, and 

mutual trust, educators and families create unified support networks that help students with 

disabilities navigate challenges, build independence, and reach their full potential. The final 

theme relates to the overall inclusive mindset. 

 

Anti-Ableist 

Anti-ableist perspectives, though less frequent than other themes, appeared 35 times 

across interviews. Participants emphasized that meaningful inclusion requires more placing 

students with disabilities alongside their peers. It requires a shift in educator mindsets, practices, 

and institutional culture away from ableist assumptions. Educators noted that deficit-based 

thinking, segregated practices, and unequal access to resources continue to undermine inclusive 

efforts and marginalize students with disabilities. Participants also described how ableism often 

appears subtly through lowered expectations, exclusionary attitudes, and systemic practices that 

position students with disabilities as outsiders rather than full members of the school community. 

As one teacher observed: 

I think when our mindsets are to automatically see them as the SPED student, or the 

second that we begin othering them is really when things kind of start to… that gap starts 

to open up between typically developing students and those students (Participant 16, 91–

95). 

This process of “othering” was described as a significant barrier to genuine inclusion, shaping 

how teachers, peers, and even institutional policies respond to students with disabilities. 

Participants argued that challenging these ingrained assumptions requires both individual 

reflection and systemic change. As one teacher directly addressed the need for educators to 

accept responsibility for all learners, even when they feel underprepared, they noted: 

Inclusion can be really hard on these teachers because they didn’t go to school for this… 

but also get over yourselves. This is your job — you’re here to support all of these 

students (Participant 16, 270–275). 

Others highlighted the structural inequities that perpetuate ableist outcomes. This included 

pointing to disparities in funding, access, and opportunities that limit the educational experiences 

of students with disabilities. Such disparities were seen as deeply unjust and incompatible with 

the principles of inclusion: 

 These students do not have the same access to academic programs because of funding… 

They don’t have a music teacher, they don’t go on field trips, they don’t have the same 

opportunities within a district (Participant 14, 44). 

Together, these perspectives underscore that anti-ableist practice is not a peripheral concern but a 

foundational element of inclusive education. It requires teachers to reject deficit-oriented views, 

actively confront inequities, and advocate for structural changes that ensure students with 

disabilities are seen, supported, and valued as integral members of the educational community. 
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The shift toward anti-ableism is not simply about attitudes. It is about transforming classrooms, 

schools, and systems to uphold equity, dignity, and belonging for all learners. 

 

Discussion 

 

Nadelson et al. (2019), argued that educators must take an active role in developing an 

equity mindset to address the inequities in education. Therefore, educators must understand how 

their mindset is aligned to develop an equity mindset. The findings from this study seem to 

indicate a path that can lead an educator toward a more inclusive mindset, leading to the 

establishment of The Hierarchy for an Inclusive Mindset (see Figure 1). Synthesizing the themes 

identified in the findings suggests a developmental trajectory through which educators may 

cultivate increasingly inclusive mindsets. These stages reflect shifts in professional preparation, 

instructional practice, collaboration, and underlying beliefs about student potential. Together 

they form the conceptual framework presented as the Hierarchy for an Inclusive Mindset. 

 

Figure 1 

 

The Hierarchy for an Inclusive Mindset 

 

The theory proposes that educators progress through stages of professional and reflective 

development, resulting in a mindset that is better aligned to address the needs of learners with 

diverse abilities. Everyone would enter the Hierarchy at different stages based on their own 

developmental needs. 
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Professional Development   

The first step in the Hierarchy for an Inclusive Mindset toward serving students with 

disabilities in inclusive settings is professional development (PD). PD provides the training and 

support educators need to become competent and comfortable in serving students with diverse 

abilities. The results of the study by Hogan (2023) revealed participants believe in inclusion, but 

feel unprepared to meet the diverse learning needs of students with disabilities. Participants in 

this study noted the importance of general education teachers getting the training they need to be 

effective when working with diverse learners.   

I think a lot of teachers are uncomfortable with students with special needs. 

Maybe they don't quite understand what to do for them and they've got so much 

on their plate that they're trying to get a certain percentage of students to meet this 

goal for state test at the end of the year.  I think more opportunities and 

professional development to understand strategies, to work with students with 

special needs, even if they don't have the one-on-one with them (Participant 10, 

60). 

 Participants also noted the need for consistent, ongoing professional development with support 

that leads to meaningful change.   

I think professional development is critical. I think that professional development, 

though, must be targeted, it must be relevant. I think that you need a teacher 

voice, when you're developing professional development, it should not be one size 

fits all. It needs to be something that is research based, you know, is evidence-

based, but it also has to be applicable to what is happening to that teacher's area 

(Participant 14, 54). 

Job-embedded professional development (JEPD) integrates teacher learning into 

everyday instructional practice and has been shown to produce measurable improvements in 

teacher performance and student outcomes (Balta et al., 2023). JEPD typically takes place during 

the school day and provides immediate activities for teachers to implement and reflect upon.  

Through JEPD, teachers can make connections between research and practice on an ongoing 

basis in collaboration with other educators (Shaffer & Thomas-Brown, 2015). This type of 

teacher training provides a more immediate impact, where teachers make needed adjustments as 

they reflect and learn in the process. Engaging PD ensures educators are prepared and thus 

confident to meet the needs of all learners in the inclusive classroom. 

 

Implementation of EBPs 

When educators have received effective professional development, they can then take the 

next step in the Hierarchy by implementing evidence-based practices (EBPs) with fidelity.  

Meaningful PD is not just a one-and-done; it is continuous to ensure educators are comfortable 

and competent in applying the newly learned skills and strategies. Professional development with 

ongoing coaching has had a significant impact on improving the implementation of evidence-

based practices (Saunders et al., 2021). The ongoing coaching is a critical component to ensuring 

that evidence-based practices are implemented with fidelity. Educators must have a clear 

understanding of EBPs before implementation to ensure they are implementing with fidelity to 

achieve the results found in the research. When educators have reached a level of competence 
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with various EBPs, they are better able to promote an inclusive classroom environment.  

Participants in this study noted the importance of EBP’s in creating an inclusive classroom and 

providing an opportunity for all learners to succeed. One educator noted, “the strategies that I've 

learned are to employ and apply for special needs students, but they benefit all students. It's just 

better teaching” (Participant 22, 46). Another participant noted, “the basis for universal design 

for learning (UDL) is to hit those different learning styles and to have different kinds of activities 

that help students to learn in the best way that they learn” (Participant 18, 98). Through this 

process, educators begin to take responsibility for promoting educational equity for all learners 

and start to develop an equity mindset. 

 

Personalization 

Once competent in the implementation of EBPs, educators are ready to take the next step 

in the Hierarchy by creating personalized learning environments. Personalized learning is a 

strategy that adjusts pace, content, and instruction based on each student's specific needs, 

interests, and aptitude to meet the curricular demands (Khor & Mutthulakshmi, 2024). The 

advantage of implementing personalized learning lies in its capacity to meet the needs of diverse 

learners by improving engagement and performance. Differences among learners can be 

attributed to general cognitive abilities stemming from prior knowledge that individuals develop 

through previous informal and formal learning. The challenge educators face is the various levels 

of prior knowledge within a classroom require them to account for these cognitive characteristics 

to be effective. Targeted instruction associated with personalized learning can cognitively 

stimulate diverse learners, leading to learning gains for all students (Dumont & Ready, 2023).  

Thus, personalized learning encompasses differentiation and individualization to meet the needs 

of the individual student (Bray & McClaskey, 2013).  A participant noted: 

 Everybody is going to get something that they need, and sometimes it doesn't always 

look the same for every student. So, when you see one student get something, it's not 

because you're not special, it's because they need something you don't need (Participant 

9, 177).   

Another educator described it in the following way: 

Some people have digital literacy. Some people don't. Some people that do have 

disabilities are very digitally literate. And then some people that do not have an IEP or 

anything are not necessarily literate with digital stuff. So, it's kind of just like, that's why 

individual practice is so important because everybody's going to be at a different skill 

level with everything (Participant 4, 64). 

The employment of personalized learning by educators is another step that assists in the 

development of the inclusive classroom. 

 

Collaboration 

The next step in the Hierarchy is collaboration. Once educators have successfully 

instituted personalized learning, the next challenge is to ensure that this can be met across all 

settings. There is a tendency for educators to become siloed and focus only on their classroom.  

But in a Multi-Tiered System of Support (MTSS), an interdependent relationship must exist 

between educators, administrators, school staff, and parents to ensure students with disabilities 
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are supported throughout their day. Collaboration is essential to have an effective MTSS in place 

at any school.  Teachers have a professional responsibility to collaborate with others to enhance 

opportunities for students to learn (Washburn & Billingsley, 2022). One participant noted, “I 

think it's extremely important to keep lines of communication open and relationships. And that's 

for the parents and the other teachers you're working with and also the educational assistants” 

(Participant 10, 101). Finally, another participant noted,  

I think a true spirit of collaboration recognizes that everybody has a valued voice 

in the process, that we all have things to learn from one another. Those are the 

collaborations I found most successful. When my experience is valued, your 

experience is valued, and then we can work together to create something new, but 

sometimes you get into experiences where you're supposed to be collaborating, 

and instead. someone is threatened (Participant 22, 68). 

Working with students with disabilities requires constant communication between various 

stakeholders and service providers to ensure the needs of the whole child are met. The 

assumption is all students can learn, but it is the recognition that all students will learn when 

provided the right conditions (Gravois, 2013). Through collaboration, educators can work to 

ensure services are aligned across all settings and students with disabilities are provided with the 

right conditions to be successful. 

 

Anti-Ableist 

The next step in the Hierarchy is an anti-ableist perspective. Ableism refers to the 

systemic valuing of abilities over disabilities. Anti-ableism is an approach to promoting the 

belonging of disabled students by preventing the exclusion and marginalization of individuals 

with disabilities (Nieminen & Pesonen, 2022). At this stage in an educator's development, 

individuals can recognize the value of students with disabilities. Educators begin to develop anti-

ableist pedagogies at this stage to promote the inclusion and belonging of students with 

disabilities. At this stage in the Hierarchy, the focus is on the individual and their needs as one 

participant noted: 

People need to not be afraid to advocate, to not be afraid to let them go. Try to not need 

to have so much control or to not be afraid themselves to go out and help them in those 

classrooms rather than not wanting to leave their self-contained environment (Participant 

18, 116).   

Another participant noted, 

They need that time in the general education classroom, and then these teachers  

don't want to deal with them or don't want to, you know, figure it out with them. 

So, I don't know. I think inclusion is like a great thing if it's set up in the right 

way, and especially like with the teachers, mindsets, because that is the  

biggest hurdle to get over for me of, like the student belongs in your classroom, 

 and if you could understand that, then you probably wouldn't, you know, be  

having such a difficult time (Participant 16, 291-298).  

Lastly, a participant noted, “Well, for me personally, in my classroom, it is my goal to teach 

students that they're able. So, try to get rid of the ableism in their life” (Participant 1, 44).  The 
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anti-ableist perspective allows educators to view students with disabilities as valued members of 

their classroom. 

 

Human Capability Perspective 

 The last stage in the Hierarchy for an Inclusive Mindset is developing a Human 

Capability perspective. A Human Capabilities perspective is when an educator works to 

effectively support learning by focusing on an individual’s ability. Looking beyond the student’s 

disability to view the individual based on what they can do and provide the necessary support 

and accommodations to reach their potential. A participant noted, “I think when our mindsets are 

to automatically see them as the SPED (Special Education) student, or the  

second, that we begin othering them is really when things kind of, you know, like the gap starts 

to open up between typically developing and those students” (Participant 16, 89-101).  Another 

noted, “I think the more we can help them be, the more we can treat them as valuable, necessary 

members of our society, the more we can engage with them, find ways for them to, whatever 

capacity for them to engage with. The more general population (opportunities), the better off 

they're going to be, and we're going to be” (Participant 22, 28). The Human Capability 

perspective considers not only the students’ well-being in the school setting, but also their future 

opportunities. Inclusivity does not begin when a student leaves high school; it must start at the 

earliest stages of their schooling. By developing a mindset of inclusivity, it begins to change the 

thinking within the schools, which will eventually lead to changes in society. Building 

inclusiveness in both realms is necessary to create equitable opportunities across the spectrum. 

 

Limitations 

 

Methodological Limitations 

Although this study offers important insights into educators’ beliefs, practices, and 

developmental trajectories related to inclusive education, several limitations warrant 

consideration. The participant group (N = 11) was intentionally small and purposive, consistent 

with qualitative approaches aimed at generating depth of understanding rather than statistical 

generalizability. While this sample size was sufficient to achieve thematic saturation and capture 

rich, nuanced perspectives across a range of roles, contexts, and experiences, the findings should 

be interpreted as contextually situated rather than universally representative. 

Additionally, while intercoder reliability was high and discrepancies were resolved 

through deliberative discussion, the interpretive nature of thematic analysis means findings are 

inevitably shaped by the researchers’ theoretical perspectives and positionalities. The use of 

frameworks such as Human Capabilities Theory and Growth Mindset theory provided valuable 

interpretive lenses but may also have influenced how data were categorized and understood. 

Future research might extend this work by incorporating multiple analytic frameworks or 

involving educators, students with disabilities, and families as co-researchers to further enrich 

interpretation. 
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Socio-Political Limitations 

In terms of contextual influences, the researchers of this study did uncover the possibility 

of bias having an impact on the results. During the time of this study there were circumstances 

that contributed to political unrest which seemed to influence some participants within the study.  

One of those circumstances at the time was the potential elimination of the Department of 

Education. There was much confusion around this decision and the possible impact it might have 

on federal funding for the support of students with disabilities. A participant noted their 

frustration: 

And then, I think, obviously, like our current presidency is really hard. So that's 

just causing a bunch of unnecessary drama and unknown fear with, especially like 

if he shuts down the Department of Education like, that's where a lot of the sped 

funding comes from and sped kids don't need, you know, like, if they can't just go 

to charter schools like everybody, like any other student can. They are picky, and 

they need all of it, and it's just a lot of drama. So, I feel like that the current 

political climate is also not helping anything (Participant 16, 310-313). 

Another participant noted their concern stating, “I think we need to look at real systemic change. 

Which currently, considering that the Department of education is under fire, it is going to make it 

really difficult to promote any new ideas where we're going to be trying to save what we have” 

Participant 22, 80).  It is believed that the impact of bias is negligible in this study, but we felt it 

was important to mention it as a potential limitation. 

 

Conclusion 

 

This study examined how educators’ mindsets influence the development of inclusive 

classrooms. The findings highlight the importance of a proactive approach; one that begins with 

educators themselves. As the primary facilitators of learning, teachers play a critical role in 

shaping inclusive environments that support students of all abilities. Recognizing and aligning 

their mindset is essential to effectively meet the diverse needs of learners. The Hierarchy for an 

Inclusive Mindset provides educators with a practical framework for self-reflection and 

professional growth. The Hierarchy can guide educators in their development to deepen their 

understanding of themselves and their students by embracing a human capability perspective.  

When teachers cultivate an inclusive mindset, they lay the foundation for an inclusive classroom 

where all students can thrive. The theoretical Hierarchy can be applicable in policy creation, 

district level training, department and/or individual pedagogical decision making. It has the 

potential to foster social cognition and personalized student learning outcomes to create a sense 

of belonging within the classroom and beyond. 

In terms of application of the theory and data there are specific implications for school 

counseling and interdisciplinary student support teams. School counselors and support staff often 

serve as coordinators of multi-tiered support systems and play a central role in facilitating 

collaboration among teachers, families, and specialized service providers. The Hierarchy for an 

Inclusive Mindset offers a framework that counselors and educational leaders can use to guide 

professional development, reflective practice, and collaborative problem solving within inclusive 

school environments. 
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Appendix A 

Interview Questions 

We recognize that everything taught in school does not always apply to real-world practice. Therefore, 

your experience is extremely valuable for this research project.  

We will now start with the questions if you are ready. 

  

1. What grade/subject do you teach?   

 

2. How many years have you taught? 

 

3. Which state do you currently teach? 

 

4. Do you teach in a rural, suburban, or urban school or something else? 

 

5. Many teachers work with students with various types of disabilities at all levels of education. 

How might we help those students with disabilities be more accepted in society?  

<Note to Interviewer> Look for phrases that indicate a deficient versus growth mindset (Carol Dweck's 

work).  

 

6. How do policies or educational practices contribute to structures, mindsets, and assumptions 

about ability and disability? 

 

7. How do we help students with disabilities see their value in society, given the differences in 

humanity? 

 

8. How are equitable opportunities for learning available to all students, regardless of disabled or 

non-disabled status? 

<follow up> What can teachers do to achieve greater equity for these students in the classroom 

and curriculum?  

 

9. How can professional development help educators recognize issues of inequity in educating 

students with disabilities? 

 

10. What are some examples of evidence-based practices you use in the classroom?  

 

11. Do you have any experience with Universal Design for Learning?  

<If aware of UDL> How can Universal Design for Learning be utilized in your school to build 

capability that provides opportunities for all students to achieve success in an inclusive 

classroom? 
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<If NOT aware of UDL> If not aware, what do you currently utilize to meet the needs of SWDs 

(Students with Disabilities) in your classroom? 

 

12. What is your opinion of the co-teaching model to improve student achievement for students with 

disabilities? 

<If they like Co-Teaching> How can co-teaching be utilized to improve student achievement in 

general education classrooms for students with disabilities? 

<If they do NOT like Co-Teaching> What are the elements you do not like about co-teaching that 

you find problematic or did not work for you?  

 

13. What is your opinion regarding inclusivity in the classroom as it relates to disabilities?  

<if a participant reports POSITIVE experiences with inclusivity> How can inclusive education 

be utilized (if any) to expand young people’s capabilities and develop opportunities for them to 

pursue career positions of value for students? 

<if a participant reports POSITIVE experiences with inclusivity> How can inclusive education 

ensure the full development of human potential and a sense of dignity and self-worth? 

 

<if a participant reports NEGATIVE experiences with inclusivity> What is there in inclusive 

education that is not working?  

<if a participant reports NEGATIVE experiences with inclusivity> How should inclusive 

education be adapted or changed to meet modern classroom and educational needs? 

 

14. How does education enable persons with disabilities to learn life and social development skills to 

facilitate their full and equal participation in society? 

 

15. What is your opinion on reasonable accommodations for students with disabilities? 

How do you implement reasonable accommodations, if any, and effective individualized support 

for SWD? 

Are there ever accommodations you have disagreed with as a teacher, given what you know about 

the student? If so, what happened, and what did you do? 

 

16. Describe how you use collaboration with fellow teachers, parents, and students to support 

students’ success in your school/classroom. 

What appears to work and does not work when collaborating with others?  

What other stakeholders should be included in collaborative efforts for students? Why? 

 

17. Does your school utilize collaborative teaming in education (Yes/No) 

<if needs definitions> Collaborative teaming may be defined as two or more people working 

together toward a common goal. Collaborative teaming facilitates the inclusion of students with 

disabilities in general education environments and can be viewed as “the glue that holds 

inclusive schools together” 

<If Yes> Describe how collaborative teaming is utilized in your school to support individuals with 

social, emotional, or behavioral challenges. 

<If No>, What do you all use as an alternative to collaborative teaming? 

 

18. How do you use assessment to measure students' progress with diverse abilities?  

What key indicators do you/your team use for making curriculum decisions and planning?  
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What other things do you think are important to education for disabilities that may not have been 

addressed here in this interview but are important to share? 


