Chapter 1
| NTRODUCTI ON

A divine person is the prophecy of the mnd; a friend
is the hope of the heart.
Ral ph Wal do Emer son

Friendshi p devel opnent is an inportant social devel opnent al
task. This study was conducted to expl ore the ecol ogi cal context
of friendship devel opnent of a target child in an inclusive
classroom The topic was investigated frommultiple perspectives
- the observer, the children, the teacher, and the parents.

| ncl usion neans that all children have access to and
participate in their natural community. In the field of
education, this nmeans that disabled children attend the sane
school s and cl assroons that their non-di sabl ed peers attend
(Cal dwel I, Lisowski, Snyder, Werts, & Wl ery, 1995; York &
Tundi dor, 1995). Public Law 94-142 (1975) which was renaned t he
I ndividuals with Disabilities Education Act (IDEA) in 1990,
mandat ed that disabled children be educated in the |east
restrictive environnent. PL94-142 set the federal guidelines for
speci al education services and outlined the principles for specia
education practice (Friend, 1996, p.8). The six main provisions
of the |aw were: free appropriate public education, |east
restrictive environnent, individualized education,
nondi scri m natory eval uati on, due process, and zero reject/child
find (Friend, 1996).

Anong the scholarly literature on inclusion, three main
i ssues are apparent. First, there are several ways to inplenent
inclusion, with sone yielding nore positive outcones than others.
Second, inclusion may require that additional resources be
provi ded for teachers. Third, inplenentation of inclusion
requires systematic changes in school operations and educators’
role definitions (Caldwell et al., 1995). Teachers’ actions can
be influenced by the issues surrounding inclusive education. This
study explored the three i ssues nentioned above in relation to the
teacher’s role in friendship devel opment within the classroom

The first two issues (inplenmentation strategies and
resources) appeared to be connected and were conbi ned for easier
expl anation. The resources to which teachers have access can
i nfl uence teaching strategies. Research by Caldwell et al. (1995)
i ndi cated that teachers, adm nistrators, parents, and resources
all affect the inplenmentation of inclusive practices. Teachers
may require nore or different resources in order to foster
children’ s rel ationships appropriately in an inclusive
environnent. Caldwell and associates found that teachers
requested additional training, materials (bathroomfacilities,
space), extra support staff, personal support (fromfamlies and
the admi ni stration) and neeting tines with all persons invol ved
with the included child (1995). The biggest deficit between what
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t eachers needed and what they had was in the area of training. 1In
the study conducted by Caldwell et al., 94%of the teachers
reported that they needed in-service training at the begi nning of
the year. Only 27.6% of the teachers reported that they were
receiving the desired training. Further, Caldwell and associ ates
found that teachers who perceive that they are |acking in support
and resources view their experiences with inclusion as
unsuccessful . However, it is not known whether a causal

rel ationship exists. The present study did not conpare nodel s but
sought information on the functionality of one nodel of inclusion
in ternms of friendship devel opnent.

Thi s study exam ned the supports and resources that were
avai |l abl e to one teacher and the affect that they had on her role
in the devel opnent of social relationships anong her students.
Thi s included the perceived connection between the
avai l ability/unavailability of resources and the classroom
envi ronnent provided by that teacher. Questions that addressed
this issue were: Didthe availability of resources encourage the
teacher to create an inclusive social environnent? Wat effect
could this have had on the social relationships, especially
friendship, in that classroonf

A final purpose of this study was to address the systematic
changes required for inclusion to be inplenmented in such a way as
to support friendship devel opnent anmong children. Specifically,
school operations and roles of educators was of interest. It
seens plausible to suggest that a change in either or both of
these itens, could affect the outcones of the educational
experience for the children and/ or the teacher.

Br onf enbrenner’ s Ecol ogi cal Systenis Theory of Human
Devel oprent (1979) provides a franework with which to exam ne
changes in schools when inclusion is inplenmented. The basic
prem se of ecological theory is that behavior evolves as a
function of the interplay between the person and the environnent
in which the child is seen as an active participant in |ifelong
devel opnent. This interplay nust occur on a fairly regular basis
and it nust be enduring. Ecological theory also assunmes that the
environnent is not a single setting but a conbination of settings
and the interactions between them Bronfenbrenner stated that
this process involves five overl appi ng ecol ogi cal contexts: the
m crosystem nesosystem exosystem nacrosystem and chronosystem
The m crosystemincludes the activities, roles and rel ati ons that
a person experiences in a given setting. This is usually seen as
t he nost proximal systemand directly involves the person. Two
exanpl es woul d be school and peers. The nesosystem i nvol ves the
interrelations between two or nore systens in which the person is
actively involved. This systemcould include the relationship
bet ween students and peers and/or students and teachers. The
exosystemis a systemin which the devel opi ng person i s not
actively involved but which affects the person in sone way. One
exanple for a child would be the parent’s workplace. |If a child s
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parent has a bad day at work, then his/her interactions with the
child, mght be affected. Therefore, the workplace (exosystem
affects the child, even though the child may not interact directly
with the individuals that nmake up that system The macrosystem

i ncludes the belief systens and values that are inportant to a
certain culture. The macrosystemis conpared to a bl ueprint of

t he ecol ogical environment (MIller, 1993). At the national |evel,
conmonly hel d beliefs about inclusion could influence teachers’
views of inclusion. For exanple, if schools in Virginia were not
wheel chair accessi bl e, teachers mght perceive this to nean that
educating children with disabilities was not inportant. These
feelings could, in turn, affect the teacher’s relationship with
students with disabilities. Finally, in Bronfenbrenner’s

ecol ogi cal nodel, the chronosystemrefers to patterns of change
over tine in a person’s life. Exanples of this would include the
transition frompreschool to el enentary school and the birth of a
sibling. For a diagramof all five of the ecol ogical contexts,
see Appendi x A

In the next chapter, it will becone evident that the
research on the ecol ogical context of inclusion is m xed.
Teachers who are nore aware of the research that fails to provide
support for inclusion mght not be as confortable teaching in an
inclusive setting. Wat practices would evolve within the ecol ogy
of the classroon? How would this information influence the
teacher’s role in dealing with peer interactions?

In a school system one of the crucial conponents is that of
functional roles. Bronfenbrenner (1979) stated that a role is a
set of activities and relations that are expected of a person in a
certain position in society. 1In an inclusive school setting, the
roles mght have to be altered sonewhat fromthose that were
normal |y expected. Both teachers and students act in several
different roles. For exanple, teachers can be viewed as
enconpassing the role of educator, caretaker, counselor, parent-
figure, and nurse.

Students in any classroomoperate in various social roles
including: |leader, instigator, teacher’s pet, and friend. One of
t he key conmponents of the classroonis social environment is the
degree to which friendships are devel oped and supported. Bergen
(1993) states that “For any child to have a sense of growh and
genui ne sel f-esteem there has to be at |east one truly caring,
accepting friend”. One study (Kozleski & Jackson, 1993) has
i ndicated that for parents of disabled children, the devel opnent
of enduring relationships by their child represents an educati ona
priority. To these parents, it is just as inportant for their
children to have friends as it is for themto acquire basic
academ ¢ skills (Kozl eski & Jackson, 1993).

One educational goal for the child with disabilities m ght
include a positive self-identity that includes the inpairnent.
Since friends are known to contribute to identity devel opnent, it
seens pertinent to include friendship devel opnent as a goal of
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i nclusive education settings. The goal of inclusion is to create
a supportive environment for all people while accomodati ng

di verse individual differences in physical and psychol ogi ca
characteristics (Stainback, Stainback, East, & Sapon- Shevin,

1994). In an inclusive classroom the teacher nay need to take on
a nore active role in encouraging friendships in order to achieve
the overall goals of inclusive education.

Bergen (1993) stated that friendships usually devel op
bet ween peers who have simlar traits. Friendship devel opnent
m ght be conprom sed for students with visible atypical features.
It can be nore difficult for children with disabilities to
recogni ze simlarities ininternal traits, such as common needs
and interests, that they share with students who are not di sabl ed
(Bergen, 1993). Conversely, non-disabl ed students m ght not be
able to recogni ze the conmonal ities they share with students who
have a disability. The classroomclinmate that the teacher
est abl i shes and the experiences that the teacher initiates (e.qg.,
cooperative learning) can assist children in establishing new
friendshi ps (Bergen, 1993). As Bronfenbrenner hypothesized, the
pl acenent of a person in a role evokes certain patterns of
i nterpersonal relations consistent with those associated with the
role (1979). In other words, if the students observe the teacher
taking the role of “friend” to the disabled student, then they
m ght be nore likely to initiate contact with the di sabl ed
student. A part of this study involved assessing the teacher’s
behavi or and attitudes as they co-occurred with the soci al
behavi ors of children in the classroom Specifically, a target
child and her identified best friend were studied in depth.

The environment is a key determnant factor in the quality
of any educational setting (Bronfenbrenner, 1979). Bronfenbrenner
(1979) stated that the physical and social aspects of a setting
notivate the devel opi ng person to engage in increasingly nore
conpl ex activities, patterns of interaction and prinmary dyadic
rel ationships with persons in the setting. Teachers structure and
mai ntain the | earning environments using a variety of strategies.
Sone teachers use |lectures to di sperse know edge, while others
prefer nore active experiences such as cooperative |earning
activities. In any classroom there can be a |arge difference
bet ween t he out comes of these two nmethods. The cl assroom ecol ogy
serves as a context which facilitates or inhibits rel ationships
bet ween di sabl ed and non-di sabl ed peers. The crucial role of the
envi ronnent was denonstrated in a study by York and Tundi dor
(1995). Wien parents were asked to identify facilitators of
i nclusion, one itemmentioned was an instructional design that
accommodat ed diversity, such as cooperative |earning and whol e
| anguage activities. These activities serve as a context for peer
i nteractions which are essential for friendship devel opnent.

The teacher’s expectations al so influence the ecol ogi cal
context. GCeneral education classroomteachers have been found to
have hi gher expectations for special needs students than speci al
education teachers in self-contained classroons (Kozleski &
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Jackson, 1993). This finding has inplications for the social
ecol ogy of the classroom Kozl eski and Jackson found that

el evat ed expectations by a teacher |essened the anount of self-
stimul ati on observed froma special needs child in that classroom
(1993). By decreasing the amount of self-stimulation, teachers
could increase the child s participation in class activities.
When children with inpairments are able to participate fully in
the classroom they are nore easily assimlated into the peer
culture with regular education students. It seens plausible to
suggest that the expectations of the teacher can affect the

i nterpersonal relations between the di sabl ed and non-di sabl ed
children

This research focused on the teacher’s role in the
devel opnent of social relationships in an inclusive classroom and
how that role was defined and translated into practi ce.
Docunentation is provided on the interactions between the teacher
and the students and the views of the teacher and the children.
Peer interactions and student/teacher interactions were anal yzed.
The primary questions that this study expl ored were:
1. Wiat are the perceptions of the teacher in relationship to the
follow ng i ssues: supports and resources, the ecol ogi cal context
of the classroom and activities which support the devel opnent of
friendshi ps?
2. \What are the perceptions of the children in the inclusive
classroomin relation to friendship?
3. What are the perceptions of the building principal in
relationship to the follow ng issues: supports and resources,
friendshi ps, and the social environment of the school ?
4. \What do the researcher’s observations suggest about the
ecol ogi cal context of the classroomand the friendships that are
formed within that context?



Chapter 2
LI TERATURE REVI EW

Thi s study focused on contextual conponents of friendship
devel opnent in an inclusive primary grade classroom Perceptions
of the teacher, students, principal, and the researcher provided
data for the study. In order to provide guidance for the research
guestions, the nethodol ogy and interpretation of results, a review
of literature related to the topics of interest was conduct ed.

The topics reviewed included: (a) inclusive education for
children with special needs, and (b) devel opnental patterns in
fri endshi ps anmong young school -age chil dren.

To provide background for this study, the follow ng searches
were perforned: ERIC Searches using the terns: zero-reject
policy, principle of normalization, partial participation,
inclusion, full inclusion, |east restrictive environnent,
friendshi p, and special education. PsychLIT searches were
conducted by Iimting the searches to the articles that were
located in the follow ng respected journals: Journal of the

ou ! | caps. -
A5§QQLaL%Qn—LQL—EQLSﬂﬂﬁ—%LLh—SﬁiﬂLﬂ—thﬂdLQa EKQQPLL?HQL—.

i : FQ“ﬂg—CthdLﬁﬂ lfgLﬂaL—QL—SQﬂQLa——EduQaLLQﬂ Anerican
and Exceptionality: A Research Journal. Articles were selected
for inclusion in this review, based on the followi ng criteria:

di scussi on of friendshi ps between children with and w t hout
disabilities, informati on on resources and supports for teachers,
and research based data on the benefits and concerns of inclusion.
The final nunber of articles that net the criteria was snall,
underscoring the need for research in this area.

Research on lnclusion

Practitioners and policy nakers who are searching for
research data to guide practice and deci sions on inclusion are
di scovering vast nunbers of articles on the topic. However, very
few of the articles are enpirically based. Siegel (1996)
di scovered that, even though a search of Psychlnfo identified over
600 citations on inclusion or nmainstream ng, only a fraction of
them were from peer-reviewed journals or were enpirical studies.
Most of the articles about inclusion were either position
statenments, policy reports or speculations. To date, only one
group of researchers has reported | ongitudinal data on inclusion
(Siegel, 1996).

In the field of education, pedagogical practice undergoes
conti nuous exam nation and reconstruction, particularly in the
area of special education. During the past 25 years, children
with disabilities have been at tines conpletely isolated in self-
contai ned cl assroons and at other times nainstreanmed into regul ar
education classes (Yell, 1995). Al though, sonme people use the
wor ds “mai nstream ng” and “incl usion” interchangeably, they are
different terns. Miinstreamng is defined as “the placenent of
students with disabilities in general education settings only when
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they can neet traditional academ c expectations with m ninma

assi stance, or when those expectations are not relevant” (Friend,
1996, p.3). Two exanples include participating in recess and
school assenbl i es. Mai nstreaned children may or may not be
recei ving the supports necessary to neet their uniqgue needs
(Filler, 1996).

Currently there is no universally accepted definition of
i nclusion, but Gdom Peck, Hanson, Becknman, Kaiser, Lieber, Brown,
Horn, and Schwartz (1996) have devel oped the follow ng nulti-
faceted working definition:

First, inclusion is the active participation of young

children with disabilities and typically devel opi ng

children in the sane classroom(e.g., in Head Start,

public preschool, and private child care prograns)

and comunity settings. Second, services should be

provi ded that support the child in acconplishing

the goal s established for himor her by the parents

and a team of professionals. Third, these services

are usual ly provided through the coll aboration of

professionals fromdifferent disciplines (e.qg.,

early chil dhood education teachers, special

education teachers, speech pathol ogists). Fourth,

the effect of the inclusion programon children

with disabilities is evaluated to determne if

the child with disabilities is nmaking progress

toward goal s established by parents, teachers,

and ot her professionals. (Cdomet al., 1996, p.18)
In the field of education, Gdomet al.’s definition of inclusion
is generally interpreted as inplying that disabled children shoul d
attend the sane schools and cl assroons as do their non-disabl ed
peers (Caldwell et al., 1995; York & Tundidor, 1995).

The rationale for inclusive education is multi-faceted and
generally falls into three areas: (a) social justice, (b) the
pronotion of comunity, and (c) the questionable efficacy of
current techniques. The manner in which these argunents influence
behavi ors of adm nistrators and teachers varies greatly by both
educational context and training of school personnel.

The first information that pre-service teachers receive
about inclusion is typically about the Ilaws and how they are to be
followed. A mmjor conponent of both the Individuals with
Disabilities Education Act (I1DEA)(1990) and Section 504 of the
Rehabi litation Act of 1973, is the principle of the |east
restrictive environnent (Yell, 1995). Section 504 of the
Vocational Rehabilitation Act of 1973 is a civil rights |aw that
protects individuals with disabilities fromdiscrimnation in
settings that receive federal funds, including public schools
(Friend, 1996, p.7). The | east restrictive environnent (LRE)
mandate requires that “students with disabilities be provided with
a free appropriate public education in the |east restrictive
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environnent.” It goes on to explain that “children with
disabilities are to be educated to the maxi num extent appropriate
with children who are not disabled” (Yell, 1995). Fromthis
policy comes the practice that children with disabilities cannot
be renoved fromthe regul ar classroomunless the severity of their
disabilities prevents them from bei ng educated, wi th assistance,
in that classroom(Yell, 1995).

The | east restrictive environnment nandate has been
chal l enged in several court cases. 1|In 1991, the case of Geer vs.
Rome Gty School District was presented in a circuit court. This
case was based on the fact that the school system had renoved
Christy Greer froma regul ar educati on cl assroom because they felt
that they could not educate her in that setting. The famly
chal | enged the deci sion and won the case. The court rul ed agai nst
t he school systemfor three reasons: 1. the school failed to
consi der services and aids that Christy could have received; 2.
nodi fications of the curriculumwere not considered; 3. the schoo
had devel oped Christy’s IEP prior to the IEP neeting (Yell, 1995).
This case is inportant because it sets up sone standards that
school systens nust neet when they are including children in a
regul ar education classroom School systens nust make
accommodations for students with disabilities and provide them
with necessary services. The student’s inability to fit the
“normal 7 expectations is not reason enough to renove themfroma
regul ar education setting according to the legal interpretations.

As previously nentioned, there is al so phil osophical support
for inclusive education. This can be found in the zero reject
policy (Wl fensburger, 1972), the principle of normalization, and
the idea of partial participation (Baungart et al., 1982). All
three of these concepts hold that people with disabilities should
be allowed to participate in the sane activities and environnents
as their peers, even if they cannot denonstrate all of the same
skills (Wsniewski & Al per, 1994). Further, these phil osophies
hold that children with disabilities have a right to be educated

i n heterogeneous settings (Yell, 1995) and that they do not have
to prove that they are worthy of admttance. It is reflected in
this statenment by Meyer (1994): “Readiness is not sonething that
children nmust be - it is sonething that our schools nust do.”

I Lusi I .
I n nost discussions about inclusion, a central argument

agai nst inclusive education is that teachers are not prepared to

work with students with disabilities (Sharpe, York, & Knight,

1994). Many teachers feel that they are not qualified to work

wi th disabled individuals and they don’t think that the training

that they need is available (Caldwell et al., 1995). In other
i nstances, teachers who have had negative experiences wth
students with disabilities are unwilling or reluctant to work in

an inclusive setting. Caldwell et al. found that teachers who had
experienced negative situations, reported a hi gher discrepancy

bet ween t he nunber and type of resources they needed to
participate in inclusion and the availability of those resources.
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In fact, the discrepancy was five tines higher than the respondi ng
t eachers who had experienced positive situations wth disabl ed

i ndividuals. Gbviously, successful inclusive education requires
provi si on of resources needed by teachers.

Friendship formati on and nai ntenance is a central
devel opnental experience in children’s lives fromage three
t hr ough adol escence (Rubin, 1980). Rubin (1980) defines
friendship as a nonfamlial relationship which can foster a sense
of identity and bel onging. Friendships are very inportant because
“chil dren who have friends are nore socially conpetent and |ess
troubl ed than children who do not; they are nore sociabl e,
cooperative, altruistic, self-confident, and | ess |onely”
(Hartup, 1996, p. 4). Six functions of friendship have been
described in the literature. They include: conpanionship,
stimul ati on, physical support, ego support, social conparison and
intimacy/ affection (Santrock, 1996). These functions remain the
sane as the children grow ol der even though there are
devel opnental changes in friendship patterns.

Robert Sel man proposed a devel oprnental nodel of changes in
friendship. He identified five stages within the nodel (Sel man,
1980). The first stage is known as nonentary friendship and is
seen in children 3 - 7 years of age. During this tinme, a friend
i s val ued because of nice toys and proximty. Children between 4
- 9 years of age, are thought to be in the second stage, known as
one-way assistance. At this point in tine, friends are val ued
because they do what is wanted of them Selnman’s third stage is
known as two-way fair weather assistance. Children between 6 - 12
years of age, are included in this level. Friends at this |evel
are involved in a two-way relationship that is stable during good
times. These friendships usually are unable to w thstand
problens. This is followed by intinmate, nutually shared
rel ati onships. Selnan believed that this type of friendship,
could be present in children between the ages of 9 and 15 years.
The fifth, and final, stage of Selnan’s nodel, focuses on
aut ononmous and i nterdependent friendships. Selman stated that
this type of friendship was typically present after age 12.

As children nove through Sel man’s stages of friendship, the
strategies that they use to formfriendshi ps al so change.
Children who view friendship as a nonentary encounter, formthe
friendshi ps by playing with other children (Rubin, 1980). d der
children, see friendship as a nore lasting relationship. These
friendships are fornmed gradually. “It just grows on you. You
find out that you can talk to someone, you can tell them your
probl ens, when you understand each other” (Rubin, 1980, p. 40).

Based on Sel man’ s Devel opnental Mbdel, children’s
friendshi ps grow and change t hroughout chil dhood and adol escence.
However, as these changes are taking place, the literature states
that certain perceptions that children have, remain quite stable.
Vaughn, Ml ntosh, Schumm Haager, and Cal | wood (1993) di scovered
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that peers’ perceptions of classnmates were relatively stable.
This was especially true when the perceptions were negative. They
found that early peer rejection was associated with negative
outconmes later on. Hartup (1996) also found this to be true. 1In
one long-terminvestigation of el even-year-old children, Hartup
found that having both friends and socionetric status predicted
future successes and aspirations (1996). Both of these findings
hi ghlight the inportant role of teachers. Since children' s
perceptions of their peers are stable, the influence of teacher
intervention at an early age can have a profound effect. Vaughn
et al. (1993) found that one factor that influences peers’
perceptions of other children is the perceptions of the teacher.
That is, children imtate the teacher’s attitude and

accept ance/rejection of children.

Al though it is inpossible to predict friendships, there is
one single predictive principle that is commonly used when
studyi ng friendshi ps (Rubin, 1980). Mst children are attracted
to individuals who are simlar to thenselves. Simlarities
i nclude: age, sex, size, intelligence, and physical maturity
(Rubin, 1980). Another conponent of nost friendships is
conplementarity. There nust be a “fit” between the two people, so
t hat each person is gaining something fromthe rel ati onship
(Rubi n, 1980).

Several studies (Howes & Wi, 1990; Noll, Leroy, Bukowski,
Rogosch, & Kul karni, 1991; Vandell & Henbree, 1994) have exam ned
social status in relation to friendship. Vandell and Henbree
(1994) found that social status was not a predictor of friendship.
In their study, some neglected and rejected children had friends
and some popul ar children did not have friends. In 1990, Howes
and Wi descri bed peer relationships in an ethnically diverse
school setting. No connection was found between social status and
ethnicity, or between social status and friendship. Children with
cross-ethnic friendships were just as popul ar as those students
with fewer cross-ethnic experiences. 1|In 1991, a very simlar
study (Noll et al.) was conducted with children with cancer, and
the results were equivalent to those found by Howes and Wi. There
were no significant differences between popularity and nutual
friendshi ps of children with and without cancer. Al three of
t hese studies seemto support the idea that children who are
considered “different” by their peers, can still be viewed as
popul ar and can nmaintain nmutual friendships. These pieces of
research are very inportant and nmay have inplications for
under st andi ng friendshi ps between di sabl ed and non-di sabl ed
st udents.

Since friendship formati on and mai ntenance plays a central
role in the normal sequence of devel opnental tasks, it is
important to | earn how friendshi ps of both disabled and non-

di sabl ed children are perceived by children in the inclusive
cl assroom context. The present study was conducted in order to
gain information about the perception of friendships held by
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children in an inclusive primary grade cl assroom

The prinmary purpose of this study was to exam ne friendship
patterns of special needs children in an inclusive setting. After
the focus child of this study was identified by the inclusion
speci alist, the researcher learned that this child was | abel ed as
having attention deficit disorder (ADD). Although the focus of
this study was not on ADD it seened pertinent that the researcher
be aware of the synptonotol ogy of ADHD. The DSM IV Traini ng Quide
for Childhood Disorders (1996) provides the follow ng di agnostic
criteria for identifying children with an attention
deficit/hyperactivity disorder.

Either (1) or (2):

(1) Six (or nore) of the foll ow ng synptons of
inattention have persisted for at least 6 nonths to
a degree that is mal adaptive and i nconsistent wth
devel opnental |evel:

I nattention

(a) often fails to give close attention to details
or makes carel ess m stakes in school work, work,
or activities

(b) often has difficulty sustaining attention in
tasks or play activities

(c) often does not seemto |isten when spoken to
directly

(d) often does not follow through on instructions
and fails to finish schoolwork, chores, or
duties in the workplace (not due to
opposi ti onal behavior or failure to understand
i nstructions)

(e) often has difficulties organizing tasks and
activities

(f) often avoids, dislikes, or is reluctant to
engage in tasks that require sustai ned nental
effort (such as school work or honewor k)

(g) often |l oses things necessary for tasks or
activities (e.g., toys, school assignnents,
penci |l s, books, or tools)

(h) often easily distracted by extraneous stinmuli

(i) often forgetful in daily activities

(2) Six (or nore) of the foll ow ng synptons of

hyperactivity-inmpul sivity have persisted for at

| east 6 nonths to a degree that is nal adaptive

and i nconsistent with devel opnental |evel:

Hyperactivity

(a) often fidgets with hands or feet or squirns
in seat

(b) often | eaves seat in classroomor in other
situations in which remaining seated is
expect ed

(c) often runs about or clinbs excessively in
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situations in which it is inappropriate
(in adol escents or adults, nmay be limted
to subjective feelings of restlessness)
(d) often has difficulty playing or engagi ng
in leisure activities quietly
(e) often “on the go” or often acts as if
“driven by a notor”
(f) often tal ks excessively
I npul sivity
(g) often blurts out answers before questions
have been conpl et ed
(h) often has difficulty awaiting turn
(i) often interrupts or intrudes on others
(e.g., butts into conversations or ganes)
(p. 144)
In addition, the onset of synptons nust occur before age 7 and be
present in two or nore situations. There nust al so be a
significant inpairnent in social or academ c functioning (Rapoport
& Isnond, 1996).

To | earn nore about the current research on ADHD, several
research dat abases were explored. A Psychlit search yiel ded over
700 citations concerning attention deficit disorder (ADD) and/or
attention deficit-hyperactivity disorder (ADHD). Wthin the 700
citations, there were three apparent thenes: (1) biologica
etiology, (2) conorbidity, and (3) behavioral and pharnocol ogi cal
treatment. A search of Child Devel opnent abstracts al so found
t hese three predom nant thenmes. However, no enpirically based
data was avail abl e on the connection between ADD and friendship
even t hough “As nmany as 50% of children with attention deficit-
hyperactivity di sorder (ADHD) are estimated to have significant
peer relationship difficulties, including a high rate of peer
rejection” (Quevrenont & Dunas, 1994, p. 164).

Quevrenont and Dumas (1994) provided enpirical data on the
connecti on between di sruptive behavi or di sorders and peer
rel ati onship probl ens (Quevrenont & Dumas, 1994). This article
focused primarily on the social skills of children with ADHD
Research on the topic has identified four distinct social skill
deficit areas: (a) high-rate overt behaviors, (b) deficient
conmuni cation and reciprocity, (c) biased social-cognitive
performance, and (d) poor enotional regulation (Quevrenont &
Dumas, 1994). 1In the area of comunication and reciprocity, it
was found that non-di sabl ed boys tended to be nore responsive to
comuni cation efforts of a child with ADHD than the child with

ADHD was to the conmuni cation of non-di sabl ed peers. 1In fact, the
boys with ADHD typically ignored the verbal interactions of their
peers. It was al so suggested that children with ADHD have

difficulty responding to social cues and interpreting socia
information. This, in turn, could |lead to inappropriate soci al
interactions by the children with ADHD (Quevrenont & Dunmas, 1994).

The suspected effects of ADHD on social interactions has
been found to have lasting results in at |east two studies. An
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ei ght year followup study found “adol escents with ADHD to be
rated as |l ess socially conpetent than their non-disabl ed peers”
(Quevrenont & Dunmas, 1994, p.166). A second follow up study found
that “approxi mately 30% of the adol escents with hyperactivity were
descri bed by their nothers as having no steady friends”
(Quevrenont & Dunmas, 1994, p.166). Currently, three alternative

i ntervention nethods are being considered for use with children
with ADHD: (1) setting events, (2) peer involvenent, and (3)

nmedi cation. However, very few enpirical attenpts have been
directed at these strategies (Quevrenont & Dunmas, 1994).

Sel i kowitz (1996) provided clinical observations that stil
needed to be supported wth enpirical findings. One observation
(Selikowitz, 1996) focused on the social clunsiness of children
with ADHD. Selikowitz purported that this social deficiency was
caused by an “immaturity in the part of the brain responsible for
social cognition” (1996). He identified twenty soci al conpetence
deficits that children with ADD m ght have: ‘social blindness’,
egocentricity, lack of appropriate inhibition, insatiability,
insensitivity to style and convention, over-tal kativeness, poor
metalinguistic skills, difficulties reading facial expression,
aggr essi ve tendenci es, |ack of judgenment, poor understandi ng of
group dynam cs, pacing difficulties, msinterpreting feedback,
tact| essness, poor social prediction, poor social nenory, |ack of
awar eness of inmage, poor behavior nodification strategies, and
| ack of correction strategies (Selikowtz, 1996, p.48-52). One or
nore of these social deficits could cause a child to experience
rejection by their peers and/or becone |oners. Treatnent options
that were identified were: nedication, cognitive training, socia
skills training and environnental changes (Selikow tz, 1996).

The sparse literature on ADD ADHD and peer interactions
indicate that the topic warrants attention of researchers who are
interested in social devel opnment of children with special needs.

L al I leni (1 [ L usi
In 1994, a study was conducted to investigate the inpact of
i ncl usi ve education on the academ c performance of students
wi t hout disabilities (Sharpe, York, & Knight). The four
performance neasures were: Science Research Associ ates (SRA)
Assessnent Survey, reading | evel, academ c performance (grades)
and general perfornmance (conduct and effort). After conparing the
results fromthe pre-inclusion group and the inclusion group, no
statistical differences were found in the areas of reading,
| anguage arts and mathematics. Their results are al so consi stent
with the findings fromstudies on social effects. For exanple, in
1994, Staub et al. exam ned the social relationships between
students with disabilities and students without disabilities. The
study presented four case studies of students with disabilities.
Data were gathered using both interviews and observations. The
rel ati onshi ps between each of the four children and their closest
friends were explored. The researchers attenpted to di scover how
each friendship was initiated and it’s strengths and weaknesses.
The study indicated that all four friendships began with
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nontutorial activities. However, strategies were enployed in the

cl assroomto encourage interaction. In another study on soci al

rel ati onshi ps, Kozl eski and Jackson found that the teacher played

acritical role in developing the level of social inclusion within
the classroom (1993). Apparently, when teachers directly support

soci al inclusion, positive changes can take place in the

i nteractions between children with and without disabilities (Qdom
et al., 1996).

One strategy enployed by teachers to facilitate socia
integration involves creating a “circle of friends” for the
disabled child. This is done by allow ng children to volunteer to
be in achild s circle and then offering weekly neetings on
friendship i ssues for those students. Staub et al. (1994) pointed
out that one interesting feature of friendshi ps between disabl ed
and non-di sabled individuals, is that each person brings different
needs to the relationship. Wen needs are conpl enentary,
rel ati onshi ps are functional and nutually beneficial.

Anot her observed effect of inclusion involves attitude
change. H gh school students have reported that their experiences
with students with disabilities, |essened their fear of
di fferences and increased their tolerance of others (Peck,

Donal dson, & Pezzoli, 1990). One case quoted a student as
foll ows:

| was really scared at first. | didn't know what to

expect. Then we went down to Roger’s Ice Cream |

saw what they ordered and what they |iked which was

just like what we would order. They didn’t order

anything different. It was just |ike what anyone
woul d eat who was a nornal teenager. The sane as us.
(p. 245)

The experiences that these high school students had with
individuals with inmpairments, increased their degree of
acceptance. The obvious benefits to non-di sabl ed students of

i ncreased acceptance, increases the support base for inclusive
educati on.

Statenent of the Problem

There seemto be several issues that are addressed in the
current research on inclusion. Mny articles focus on pros
and cons of inclusion and discuss whether or not this practice is
deenmed effective within a certain school system Qher articles
focus on the social and acadenmic effects of inclusive education.
However, there is a deficit of information about strategies that
facilitate social interactions. |In this study, | addressed this
issue. The goal was to explore the teacher’s role in the
devel opnent of social relationships in an inclusive classroom and
how that role is defined and translated into practice. Moreover,
in ternms of social devel opnent and friendship, the outcones for
di sabl ed and non-di sabl ed children was of interest.
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Chapter 3
MVETHODOLOGY

The purpose of this project was to create a detail ed
description of the teacher’s role and it’s inpact upon the soci al
interactions of children in an inclusive classroom O specific
interest, were the children’s friendships.

Thi s research was conducted primarily by using a qualitative
nmet hodol ogy in order to devel op detail ed descriptions of the
interactions that took place within the classroom Qualitative
data was supplenented with quantitative descriptions of peer
status, which was obtai ned using a socionetric scale.

A gualitative nethodol ogy was sel ected for the advantages it
offered to this project. “In essence, qualitative research is
oriented toward the search for nmeanings, that is, the
i nterpretations and meani ngs people give to events, objects, other
peopl e, and situations in their environment” (Stainback &

St ai nback, 1988, p.5). Qualitative methodol ogy (al so known as
et hnography) was deened appropriate for this study, because the
resear cher exam ned the neani ngs that teachers gave to the
children with disabilities and peer interactions. Al so of
interest were the nmeanings that the disabl ed and non-di sabl ed
students attributed to their teacher’s actions. Another reason
for using qualitative methodol ogy was the theoretical and
soci ol ogi cal perspective that underlies it. Phenonenology is an
enphasis on “the subjective aspects of people s behavior: the
notives and beliefs behind people s actions” (Stainback &

St ai nback, 1988, p.2). Therefore, the task of a phenonenol ogi st,
istoidentify the process of interpretation. This study was
conducted to exam ne students’ interpretations of friendships.
What determ nes who becones a friend? Wat activities can be

i npl enented to foster these friendships, and how are these
activities interpreted by the students? These are anong the
subj ective questions that were a part of this study.

In this study, | acted as a participant observer. The
primary nethod of ethnography is participant observation (Wods,
1986). Participant observers have two nmain purposes: engaging in
appropriate activities and observing people, places and actions
(Spradl ey, 1980). This allowed the researcher to experience the
i nside and outside (Spradley, 1980) perspective of the activities.
| nsi de and outsi de perspectives can be nore clearly explai ned
t hrough an exanple. A researcher wanted to conduct a study about
the interactions that take place between individuals on a college
cheerleading team |In order to be a participant observer in this
situation, he becane a nenber of a cheerleading team This unique
position, allowed himto learn the various stunts and cheer at the
ganes (insider view. Wile doing this, he also studied the other
cheerl eaders and exam ned his role as one of them (outsider view).
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Acting as participant observer, allows researchers to conduct an
i n-depth investigation of the phenonenon of interest.

The degree to which participant observers are involved in
their research, is a decision that they nust nake. The five
conmonly known | evels of participation are: nonparticipation,
passive participation, noderate participation, active
participation and conplete participation (Spradley, 1980). In
this study, | acted on a noderate |evel of participation. This
| evel allowed the researcher to maintain a bal ance between “being
an insider and an outsider, between participation and observation”
(Spradley, 1980, p.60). In the beginning of ny fieldwork, | used
ny tine in the cl assroomto observe and take notes. However, as |
becane nore famliar with the class environnent, | assisted with
class activities and attended to student needs. This differs from
an active level of participation, because | was not attenpting to
take on the role of the teacher. An active participant observer,
tries to do what the other individual is doing and take on the
responsibilities of their position.

Et hnogr aphers have acted as partici pant observers in a
variety of social settings (Spradley, 1980). There are three
primary el enments that all social situations contain: a place,
actors and activities (Spradley, 1980). In this study, | placed
nyself in one elenmentary school classroom The primary focus was
the friendship behaviors of students and its facilitation by the
teacher. The majority of ny attention was focused on the
interactions and activities that took place within the classroom
especially friendshi p devel opnent anong students.

This study took place in a third grade cl assroom at
Creekwood El enentary School (fictitious nane). O eekwood
El enentary is |located in Southwest Virginia and is a public
el ementary school. The participating classroomwas sel ected based
on the input of the inclusion specialist at the school. An
i ncl usi on specialist oversees the inclusive environment of a
school and provides the teachers with support (i.e. adapting
| esson pl ans, suggesting new strategies). | asked the inclusion
specialist to choose a third grade classroomthat had a teacher
who felt prepared for inclusion. The student participants from
the classroomranged in age from8 to 10 years of age.

This study was conducted in a third grade cl assroom because
the social devel opnent of children between the ages of 9 and 11
years of age is a sensitive period for friendship devel opnent. In
t he Devel oprmental Model of Changes in Friendships, Sel man
identifies five types of friendships. Intimate, nutually shared
rel ati onshi ps are thought to begin at the age of nine. In this
study, | was interested in sustained friendships. Therefore, a
third grade cl assroomwas sel ected for the study because the
children were in the age range when sustained friendships are
likely to develop. Based on Selman’s nodel, the student
partici pants (ages 8-10) should be beginning to engage in intinmte
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relationships. An intimate friendship refers to a relationship in
whi ch the participants disclose informati on about thenselves to
the selected friends.

d assroom (hservations

Cl assroom observati ons were conducted and took place during
regul ar school hours and invol ved normally schedul ed activities.
Since qualitative data are collected in a naturalistic setting,
the social interactions were investigated. According to Stainback
and Stainback, “... this nmethod allows for variabl es that
naturally influence the data being collected to continue to
operate without interference” (1988, p.7). Mst of the
observations took place in the afternoon, because of ny work
schedul e. However, | was in the classroomthree nornings, so that
a bal anced picture of the day was presented. | also observed the
students during one nusic class and one school -w de assenbly.

Thi s study began March 18, 1997 and data col |l ecti on was
concl uded on April 11, 1997. A letter describing the study was
sent to the Assistant Superintendent for Instructional Services
(see Appendix B). Al studies that are conducted at a school in
this county, must be approved by the Assistant Superintendent. A
reply, granting perm ssion for the study to take place, was
received fromthe Director of Programs, K-12. She served as the
school system contact person for this study. | spoke wi th her
after receiving the letter and she indicated her willingness to
support the project.

| met with the school’s inclusion specialist, to nmake
arrangenents for neeting the classroomteacher who was reconmended
for participation. During this nmeeting, his/her participation was
requested and the consent formwas signed (see Appendix C. A
| etter explaining the study was sent home to the parents of the
children who were enrolled in the classroom There was a consent
formattached that was to be sent back to the classroomteacher
(see Appendix C. After all consent forns were collected, | began
t he observati ons.

This study involved ne as a participant observer in the
selected third grade classroom Ten observations took place in
the class, with each one lasting 1 1/2 hours. | provided
assi stance for students as needed. Wile doing this, detail ed
field notes were taken. Throughout the first two observations, |
was recording primarily descriptive observations (Spradley, 1980).
The main goals at this point were to: determ ne the structure of
the day, identify the classroom procedures that were used, and
become acquainted with the names and speci al needs of the
children

hservation method. Spradley (1980) identifies two types of
descriptive observations: grand tour and mni tour. A grand tour
observation identifies the major features of the social situation.
This can be conpared to a tour of a home, during which the owner
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points out the different roons of the house. When maki ng grand
tour observations, there are nine dinmensions that researchers
shoul d consider: space, actor, activity, object, act, event,
time, goal and feeling (Spradley, 1980). Mni tour observations
al | ow researchers to expand on specific information that has been
di scovered about those nine dinmensions (Spradley, 1980). For
exanpl e, grand tour observations within a classroom m ght reveal
that the children attend a witing session for one hour each day.
M ni tour observations woul d exam ne specific activities,
especially social interactions, occurring during that session. In
this research, the conposite of both the grand tour and the mn
tour were included.

Eocus of observations. According to Spradley (1980), after
recordi ng descriptive information, researchers nust determ ne what
they will focus on in the social situation. Spradley (1980)
recommended that researchers should ask the sane focused questions
repeatedly as they observe. “Renenber, your goal is not to find a
singl e answer to a question, such as a single danger signal or way
to deal with danger. Rather, you want to ask the question over
and over and find as nany answers as you can” (Spradley, 1980,
p.110). In this study, | was focusing on three things: student-
student interactions, student-teacher interactions, and teaching
strategies that were used to facilitate positive peer
interactions, especially friendships. | selected three students
and the teacher to observe, in order to focus on the constructs of
interest. One of those students was a child with an identified
disability.

At the conclusion of each observation, | reflected on the
field notes (see Appendix D) and added additional details. This
prevented ne fromforgetting pertinent events that occurred. The
goal of these observations was to provide a holistic view of the
inclusive environment and it’'s ramfications in the classroom
al so mai ntai ned a personal fieldwork journal throughout the period
of data collection. “A journal represents the personal side of
fieldwork; it includes reactions to informants and the feelings
you sense fromothers” (Spradley, 1980, p.71). By witing this
record, | was able to account for her feelings and her personal
bi ases and how t hose bi ases were connected to the research
(Spradl ey, 1980).

Interviews with children. During this four week tine
period, | also conducted brief interviews with three children in
the participating classroom One of the children (the focus
child) that was interviewed, was a child with an identified
disability. The child needed to be able to conmunicate in some
form (verbal, communication boards, conputer, sign |anguage) and
be willing to participate. After interviewing the child with
disabilities, | asked the child to identify one close friend and
one student that was not a friend. The two selected children were
also interviewed. By interviewing a student that was not a friend
of the disabled child, | had an opportunity to find out what
inhibited the relationship. This provided nme with the children’s
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perspective of friendship within the inclusive environnent (see
Appendi x E). | audi otaped and transcribed the interviews with the
children. The tapes were coded and anonymty was nai ntai ned. The
audi ot apes will be erased after three to five years.

Children's friends can be identified in four main

ways: (a) by asking the children, their nothers, or

their teachers to nane the child s friends and

det erm ni ng whet her these choi ces are reciprocat ed;

(b) by asking children to assess their liking for one

another; (c) by observing the extent to which

children seek and naintain proximty w th one anot her;

and (d) by measuring reciprocities and coordi nations

intheir social interaction. Concordances anong

various indicators turn out to be substantial, but

nmet hod variance is al so considerable; the 'insiders’

(the children thensel ves) do not always agree with

the ‘outsiders’ (teachers) or the observati onal

record. (Hartup, 1992, p.?2)
During the observational period, | had all of the students
conplete a socionetric rating (See Appendix G. | devel oped this
rating after studying other scal es that had been used in previous
research (Vaughn et al., 1993). This rating was sent honme with
the student and was conpleted at home. | requested that all of
the ratings be returned to the classroomteacher. This rating
provi ded the students with an opportunity to identify the children
within the class, with whomthey |liked to spend the nost and the
| east anmount of time. The students were asked to identify which
students they would like to go visit and with whomthey woul d
enjoy having lunch. Al of the results were conpiled to show
whi ch students were sel ected as high and | ow preferences. This
guantitative information allowed nme to see the childrens
rel ationships with their peers, including those with and wi thout
disabilities.

After conducting
observations in each classroom | held in-depth interviews with
the teacher of the third grade class and the principal of the
school. These interviews were crucial to the study, because they
provi ded the perspectives of the class | eader and the schoo
| eader. Both the classroomteacher and the principal influence

t he ecol ogi cal context of the school. | decided to conduct the
interviews at the conclusion of the observations, in order to
m nimze bias by the teacher’s answers. | had a |ist of open-

ended questions for the interviews, but the teacher and princi pal
were allowed to | ead the discussion. The questions (Appendi x E)
were focused on three prinmary issues: ecological context,
friendship, and inclusion. Each interview was audi o-taped and
then transcribed. This freed nme fromnote-taking and al |l owed ne
to obtain all of the details fromthe interviews. The tapes were
coded and anonymty was naintained. Al of the cassette tapes
will be erased after three to five years. See Appendix F for a
sunmary of the pilot intervieww th a teacher
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After all of the data was collected, | analyzed the
materi als by conducting a specul ative analysis. This involved
readi ng through the informati on and recordi ng comments beside the
actual transcription (Wods, 1986). By doing this, the field
notes were conpl enmented by personal thoughts and ideas. Wods
(1986) suggested that performng this step during analysis, keeps
the researcher’s thoughts out of the data records and hel ps to
connect the analysis to the discussion section.

Spradl ey (1980) defined analysis as a search for patterns.
“But, in order to nove on and describe the cultural behavior, the
cultural artifacts, and the cultural know edge, you mnust di scover
the patterns that exist in your data” (Spradley, 1980, p.85). |
began this search for patterns by devel oping a classifying and
categori zing system in which the various pieces of infornmation
fit. “The object is to render one’s material in a form conducive
to those pursuits, and that neans ordering data in sone kind of
i ntegrated, conplete, logical, succinct way” (Wods, 1986,
p.125). The first step in this process is to identify the major
categories of data and the issues that fall into these categories
(Wbods, 1986). This can also be thought of as an identification
of themes (Spradley, 1980). M goal was to discover the
assertions that recurred in several different places within the
data. Wile conpleting this search, | was careful not to
elimnate any possibilities. “lIn beginning to search for thenes,
t he et hnographer nust identify all that appear, no matter how
broad their general application” (Spradley, 1980, p.142). Upon
conpl etion of this analytical step, if the researcher has
devel oped appropriate categories, then every piece of information
wi Il be acconmodated by the system

After these steps were taken to analyze the field notes, |
conbi ned the data fromthe socionetric rating and tallied the
results. This quantitative data provided further understandi ng of
t he cl assroom environnment and the interactions that took place
bet ween the children.

20



Chapter 4
RESULTS

The present chapter summarizes the results of a study
conducted to explore a teacher’s role in facilitating socia
experiences of the children in an inclusive classroom The
aut hor/researcher acted as a participant observer in a third grade
classroomin which one child with a disability was incl uded.

Addi tional information was gathered through interviews and a
socionetric rating. These results represent a sunmary of
information conpiled after collection and analysis of five
conponents of data. The conponents were: classroom observations,
socionetric rating, interview wth the classroomteacher,
intervieww th the principal, and individual interviews with three
students in the classroom

The goal of the investigation was to identify the
perceptions of the teacher, principal and students in relation to
the followi ng issues: supports and resources, the ecol ogical
context of the classroom and activities which support the

devel opnent of peer friendships. These perceptions will be
identified and considered in this chapter.
d assroom (hservati ons

During the data coll ection phase of this study, | conducted
ten cl assroom observations that each | asted one and one-hal f
hours. During these observations, | acted as a partici pant
observer. | focused on the actions of the teacher and students in

t he cl assroom context with special attention to socia
interactions and friendship behaviors. A focus child, who had
been di agnosed with Attention Deficit D sorder based on the
suggestions of the classroomteacher, was given specific
attention.

The first observation focused primarily
on the physical characteristics of the classroom The
descriptions of the physical environment were constructed by
conducting what Spradley (1980) |abeled a grand tour observation.
The foll owi ng nine dinmensions were included in the tour: space,
actor, activity, object, act, event, tinme, goal, and feeling. As
t he ni ne di mensi ons were observed, the researcher began to
understand t he ecol ogi cal context of the classroomwhich is one
m crosystem for the students enrolled there.

Creekwood El enentary School is an “open” physical space
whi ch neans that there are no permanent walls between the various
classroons. Rather, one large roomis divided by petitions,
cabi nets and shelves into classroons. The classroomwhere this
study took place was surrounded by three other classroons and
contai ned one outside wall. At the top of the outside wall, there
were six small w ndows which were partially bl ocked by boxes.
Shel ves, cabinets and portable bulletin boards separated the space
fromthe surrounding three roonms. Two-thirds of the classroom was
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carpeted and one-third was covered in brown tile. The other |arge
objects in the classroom (cabinets, desks, chairs) were nade of
hard substances. Throughout the room a few stuffed aninmals were
visible but there was a general |ack of soft itens. Displays of
children’s work was al so lacking. | also heard nmany different
sounds whil e observing in the classroomincluding: a teacher
talking in the adjacent classroom papers shuffling in another
class, the intercomin a neighboring class, teachers talking
within the classroomand chairs noving across the floor in the
adj acent classroom These noi ses could be distractive to sone
students, especially those with attention difficulties.

Twenty-two students (13 boys, 9 girls) nade
up the third grade classroomin which this study was conduct ed.
The cl assroomwas staffed by one fenal e teacher, one fenal e
student teacher and one fenal e aide. Each student had a desk and
t he desks were arranged in groups of three or four. | observed
students within the desk groups talking quietly, but students did
not get up and nove to a new desk group to talk. The children' s
behavi or seened to reflect an environment in which verbal
i nteraction anong children was di scouraged.

This was confirned by observing the instructional practices.
Thr oughout the ten observations, the teacher and student teacher
frequently rem nded the children of the rule about tal king. For
exanpl e, while the children were changing cl asses after math one
day, three or four children began to talk about the men working in
their classroom The teacher and student teacher rem nded the
children “not to |lose control” and continued by saying that “they
needed to work on changing classes” and that it (talking) was “the
wor st problem” On anot her day, Rachel (a student) returned to
her desk after being rem nded of the rule by the class aide and
said, “W never even get a chance to speak.” This coment further
docunented that tal king was consistently discouraged in the
cl assroom Verbal conmuni cation anong the children was al so
restricted during lunch. At Creekwood the children ate lunch in
their classroons, each sitting at his/her own desk. Students
could earn a ticket to sit next to sonmeone outside of their desk

gr oup.

Whi | e conducting observations in the third
grade classroom | focused on the actions of the classroomteacher
and a child with a disability. The focus child of the study was
Jenni fer who had been | abel ed as having Attention Deficit D sorder
(ADD). | wanted to learn how Jennifer’s social interactions were
being facilitated and the status of her friendships. Wat | found
was that the teacher was not actively supporting friendships for
any of the students in the classroom including Jennifer.

From t he begi nning of the year, both the school personnel
and Jennifer’s parents were concerned about Jennifer’s |ack of
friends. Jennifer’s nother told the school personnel that she
bel i eved that Jennifer only had one friend and she had noved away.
During the first three observations, | observed several things
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about Jennifer: 1) she rarely made eye contact with other people,
2) she had a tendency to stare at the other students (when they
aren’t |ooking), 3) nost of her interactions were initiated by

ot her people, and 4) she was al one during nost activities.

It was obvious that Jennifer did not have nmany soci al
connections with the other students in the class. For exanple,
during one observation, when the children went outside for recess,
Jennifer wal ked in front of the equipnent, |ooked at it and then
pl ayed on the jungle gymal one for about twelve mnutes. Then
Jenni fer wal ked over to the classroomteacher and asked “How much
| onger are we going to be on the playground?” Wen the teacher
told Jennifer that they would be out for about twenty nore
m nutes, she went over to the jungle gymand sat down by herself.
For the remaining recess tine, she sat and watched a group of
girls playing without ever attenpting to join in their play.

As nentioned above, | noticed that Jennifer rarely nade eye
contact with other people. | also discovered that Jennifer rarely
initiated contact with others. For exanple, when she was on the
pl ayground she watched the girls play but did not try to join in.

During the third observation, | conducted two event
sanplings for thirty mnutes each. The goal was to count the
nunber of interactions that Jennifer had during that time and to
record who initiated each interaction. During the first sanpling
period, the children were working on sonme seatwork. Jennifer was
sitting in her desk group with an aide sitting between her and
anot her student. Eleven interactions took place during the thirty
m nute period and three of themwere initiated by Jennifer. All
three tinmes, Jennifer raised her hand to answer a question. The
t eacher acknow edged her hand on the third tine. The final seven
interactions that took place during the sanpling period were
initiated by the aide sitting next to Jennifer, and were directed
at Jennifer. Each interaction received only slight
acknow edgenent by Jennifer. 1In addition, when she answered the
ai de, she did not nake eye contact with her. During the second
sanpling period, the students were working in small groups. Seven
interactions that involved Jennifer took place within the group
and two of themwere initiated by Jennifer. The other students in
the group initiated the other five interactions to Jennifer.
However, when the students nmade a comment to Jennifer she
responded in sonme way, typically looking at the other child. It
appeared that Jennifer was waiting for the other students to make
the first nove.

By the sixth observation, | planned and initiated direct
contact with Jennifer. The decision was based on the prem se that
if she could connect with Jennifer then it mght be possible to
facilitate social interactions within the classroom | felt that
this could be done best if she approached her during one of the
normal class activities. Therefore, when the children went to the
pl ayground, | wal ked to the nonkey bars where Jennifer was sitting
and spoke directly to her saying, “Do you like playing on the
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nonkey bars?” Jennifer answered with a sinple yes/no response but
she did not nake eye contact with ne. Jennifer also made no
attenpt to continue the conversation. Sensing that Jennifer was

not ready to interact with ne, I went to the jungle gym and
started playing with the other students. After about two m nutes
| was surrounded by students who wanted to play. It appeared to

be a novel experience to have a teacher becone actively engaged in
their play. A |ater observation seenmed to confirmthis. Renee (a
student) stated that the teacher “was very strict, even on student
teachers” and felt that she woul d not approve of what the student
teacher was doing (playing ball). As | continued to play with the
children, Jennifer wal ked over to the jungle gymand wat ched for
about five mnutes. Wen | started to clinb on top of the

equi pnrent Jennifer said, “You re taking a chance of killing
yoursel f.” That was the first verbal contact between Jennifer and
me. As recess continued, Jennifer began to nake eye contact wth
me and followed the group of children as they noved around the

pl aygr ound.

| continued to nake contact with Jennifer during her next
visit and Jennifer responded nutually. | ate lunch with Jennifer
and asked her about a book that she was reading. Jennifer
responded by describing the characters and expl ai ni ng the plot of
the story. Before the conversation was over, the student sitting
behi nd Jennifer had turned around and joined in the book
di scussion. Jennifer appeared very accepting of his contributions
and they cooperatively told about the book. This appeared to be a
| arge step for Jennifer because she had interacted socially with a
peer. During the next two observations, | continued to talk with
Jennifer and interact with the other students. |n several
i nstances Jennifer even initiated the conversati on.

During these observations, | noticed that Jennifer
frequently talked with and smled at Carol. Wen Carol and
Jennifer were placed in the sanme group, they interacted positively
with each other. Jennifer nmade eye contact with Carol and
initiated some conversations. Jennifer joked with Carol and nmade
physi cal contact with her (i.e., tapping her with a pencil). This
type of interaction was very new in ny observations of Jennifer.
Carol provided the reinforcenent for Jennifer. For exanple, Carol
| ooked at Jennifer when Jennifer spoke to her and Carol responded
to Jennifer’s comments. This reflected change fromthe initial

observations. By the 8th observation, Carol was still rmaintaining
the active role, but Jennifer was no | onger as passive as on
previ ous occasions. |Instead, she participated in nutual

i nteraction by maki ng eye contact, responding to specific
conments, and | aughing at comments that were nade.

During the final (10th) observation, | played with Carol and
Renee on the playground. It was an interactive gane in which the
girls initiated contact with ne and then | responded by junping or
maki ng a | oud noi se. Jennifer approached the group and began
interacting with only the researcher. As | reinforced the actions
of all of the girls, Jennifer began interacting with Carol and

24



Renee. Before the thirty-mnute recess was over, the three girls
were mutual ly and actively involved in a game of their own and |
withdrew fromthe gane to watch the social interaction

Each of the 22 children in the third grade cl assroom which
was the focus of this study received a socionetric rating and a
consent form These two itens were given to the children by the
cl assroomteacher and conpl eted at hone. See Appendix G for a
copy of the sociometric rating. Ei ghteen ratings (82% were
returned to the classroomteacher. Seventeen of the ratings (77%
had been conpleted. One child decided not to conplete the rating
even t hough parental consent had been given. | conpiled the data
by recording every child who was nomi nated for each activity
category and tallying the nunber of nom nations that each child
received.

After the data fromall seventeen conpleted ratings had been
conpi | ed, several things were evident. The nunber of children
nom nated for each activity category ranged fromnine to fifteen.
Thi s seenmed to suggest that the social environment was not
dom nated by one or two children who were | ooked upon as the
“elite” individuals. Rather, many children in the classroom were
viewed favorably by their friends. For exanple, when the children
were asked to identify the child with whomthey would like to sit
with at lunch, fourteen children were identified.

Al t hough seventeen children in the class received at | east
one nom nation on the socionetric rating, Jennifer (the focus

child in the study) was not nomnated at all. This was surprising
to nme since | had observed Jennifer interacting consistently with
one other child in the classroom | expected that she would at

| east receive a nomnation fromthat child. However, when this
informati on was shared with the classroomteacher, she was not
surprised. She inforned nme that she did not think that Jennifer
woul d recei ve any nom nations. She believed that Jennifer was
sinply ignored by the other children. Later, upon close

exam nation, | discovered that Jennifer’s name had been witten on
the rating of the child with whom she had interacted consistently
(Carol) but, it had been subsequently erased. There was no

expl anati on for this change.

The socionetric rating presented several interesting trends
inrelation to the frequency with which children nom nated ot her
children. O the 17 participating children, 14 (82% nom nated
one friend (Friend A) for at least three activity categories.
Seven children (41% nom nated one friend (Friend A) for at | east
five activity categories. Jennifer fell into this category. She
nom nated Carol (i.e. Friend A) for the followng five activity
categories: child you would like to work in a group with, child
you would like to sit with at lunch, child s hone you would |ike
to visit, child you would i ke to have conme to your house and
play, and child you would sit with on a class trip. Carol did not
nom nate Jennifer in any category, while Jennifer nom nated Caro
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in five categories. Three children (18% nom nated one friend
(Friend A) for all seven activity categories. O these three
children, two of them were boys.

| interviewed the teacher of the third grade class in which
this study was conducted. The interview took place during the
normal school hours while a student teacher was instructing the
class. | hoped to | earn about the perspectives of the teacher on
the social relationships within the classroom and the techniques
that she used to facilitate those relationships. During the
interview, the teacher tal ked about four prinmary topics: teaching
strategies, inclusion, information about Jennifer (the focus
child), and the roles of the students.

Thi s study was conducted to explore teachers’ roles in
facilitating friendship devel opnent of the children in an

inclusive classroom Therefore, | needed to understand how the
teacher viewed her role in the classroomand the strategies that
she used to operate in that role. In the beginning of the

interview, | asked Ms. Toby (pseudonyn) to describe her third
grade class. She stated that she felt it was an “average third
grade group” that had | earned to work together. She expl ai ned
this statenment by saying that they had not worked well in the past
and sonme of the children had to be separated in third grade. Wen
asked about what she had done to assist themin working together
and interacting socially, Ms. Toby identified several things. At
t he begi nning of the school year, she conducts a unit on
friendship. During the unit, the class nenbers participate by
maki ng a bi ngo game and obtaining different information about
others in the class (i.e. siblings, birthplace). “Just different
t hi ngs about each other. W work on that and then |, personally,
feel like themgetting along is inportant to their academc
success to0o.” In addition to these activities, Ms. Toby talks to
her students a lot. She lets them know that “whether we like it
or not we are together for nine nonths” and she conpares it to a
famly. She indicated that she believes that the children can
relate to this because they m ght not always get along with their
brother, but they still have to work together and treat each other
respectfully. Cooperative learning is also present in her

cl assroom but only after the Wnter holiday. She reported that
she doesn’t use cooperative |earning nuch before that time because
she feels the students are too immature to handle it. O all the
strategies that she identified, the one that became predom nant
during the interviewwas talking with the students. She seened to
rely on that for many situations.

Ms. Toby also initiated di scussion of inclusion and
teaching children with special needs. She believed that sone
children with disabilities had i nappropriate social skills and she
tried to help the other students appreciate the positive points of
those children. She did this by talking with the children and
encouragi ng themto put thenselves in the disabled child s shoes.
However, in general, she felt that the included children were
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reasonably wel |l accepted by the other students in the classroom
Ms. Toby attributed her success in the inclusive classroomto the
support that she receives fromthe special education personnel and
to her academ c training and experience in special education. “I
have a background in special education having taught it eight
years, so | guess I'mlucky in that way in that I do know how to
deal with themgenerally and different problens. But, with one
teacher and twenty-two kids, if | didn't have the support that I
have fromthe special education personnel, then | don't think it
woul d be going nearly as snoothly.” In her classroom Ms. Toby
has a part-tinme aide and a part-time inclusion specialist who nmake
accommodations for the students. Ms. Toby al so indicated that
she perceives a |lot of support fromthe principal of Ceekwood

El enentary. “Right, and | think | amat a school that it is
inmportant to the principal. She wants to provide the support.”
Ms. Toby repeatedly stated how nmuch the special education staff
did for the classroomteachers. |t was evident from her
statenments that she felt very supported.

Wil e conducting this study in Ms. Toby’'s class, | focused
her observations on a student naned Jennifer. Jennifer was an
identified special education student and her social interactions
were very inportant. The classroomteacher’s reaction to Jennifer
and the way that she interacted to her was al so crucial. Wen
mentioned Jennifer in the interview, Ms. Toby had many things to
say. A sanple of her comments followin a brief excerpt froma
transcription of the interview

RESEARCHER. Do you, | guess as far as Jennifer, right now, have
you done anything specific to try and build friendships for her?
Have you seen a need for that?

TEACHER  Yes, all of us that work in the roomhave seen a need
for it and of course, her nother was concerned about it and tal ked
to us at the beginning of the year. Um... | think the big break
t hrough for Jennifer has been going on Ritalin.

Ms. Toby described Jennifer as a child who couldn’t be dealt with
using normal strategies prior to her use of Ritalin. Ms. Toby
reported that when she tried to talk with Jenni fer about nore
appropriate behavior, the information would not appear to “sink
in” and Jennifer would return to her inappropriate behaviors. She
was often uncertain about how to approach Jennifer and she felt
that the other students in the class had the sanme problem “But
they really just couldn’t relate to her. It was really just kind
of a neutral thing.” This seens to suggest that Jennifer was

ei ther al oof or ignored by the other students, not rejected.

“They didn’t know how to deal with that and it is hard. For ne it
was too.”, reported Ms. Toby. |In her opinion, everyone in the
class was going through the same things in reference to Jennifer
(before Ritalin). Ms. Toby described Jennifer as being in a
different world when she wasn’t on Ritalin. A world that she
could not connect with. “W would get, this really happened, |
think we were going to lunch but | had told the kids to line up
and Jennifer, she just sat there. She was in her own world or
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sonet hing. And everybody around her could get up and nove and be
over here and kids were kind of |ooking at her.” |n conparison,
after being on Ritalin, Ms. Toby saw Jennifer as bei ng focused,
qui eter and nore easily understood. Ms. Toby seened to feel that
Ritalin, not changes with the strategi es/techniques within the

cl assroom was a causal factor in behavioral changes.

Anot her change that Ms. Toby identified was in Jennifer’s
dress. She stated that Jennifer wore dresses that were nore
appropriate for a first grader. Wen |ooking at the class as a
whol e, Jennifer did not blend in because the other students were
wearing t-shirts and jeans. However, Ms. Toby did not believe
that Jennifer’s nother realized how atypical the dresses were and
in Ms. Toby’ s opinion, Jennifer’s nother “just doesn’t catch on”
to sonme things. As the year has progressed Ms. Toby has noticed
a distinct change in Jennifer’s dress. Al though she does not know
what provoked the change, she did state that she tried to coment
on Jennifer’s cl othing when she was dressed like a “regular” third
gr ader.

During the class observations, | noticed sone interactions
bet ween Jenni fer and anot her student nanmed Carol. | believed that
there was a friendship form ng and probed for information during
the interview in hopes of gaining the teacher’s perspective on the
interactions. Ms. Toby was unsure about a friendship between the
two of them because of an incident fromearlier in the year.
According to Ms. Toby, at that tine, Carol was sitting in the
sane desk group as Jennifer. Carol becane very upset because
Jennifer seened to be staring at her all of the tine. Finally,
Carol asked Ms. Toby to nove her to another desk. Ms. Toby
acknow edged that the nove was very upsetting to Jennifer. She
did not perceive the potential for a friendship between the two of
t hem

In closing the interview, | asked Ms. Toby about the roles
of the other students in relation to friendshi ps and peer
interactions, specifically, their willingness to reach out to
children and involve themin group activities. Ms. Toby stated
that half of her students would reach out to include children and
hal f of themwould not. However, she had seen progress throughout
the year. “And they will do better for a while. And | think if
they were consistently nade to think about other people, it would
make a big difference. But | only expect it to go for third grade
and you know, | don’'t even think it wll carry on after that.”

The principal at the school where this study was conducted
nmet with me during school hours one afternoon. | had al ready
di scussed the idea of an interview with the principal and she had
agreed to participate. M goal was to gain insight into the
per spectives of the building principal, who has the responsibility
for overseeing all functions within the school. During the
interview, the principal focused on three main ideas: social
envi ronnent, teaching strategies, and incl usion.
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The first idea that the principal introduced was that of the

soci al environnent of the school. She felt that it was
exenplified by the school notto: “At Ceekwood, each child
matters”. She stated that the school comunity strived to live up
to that statement. In doing so, they attenpted to pronote a

feeling of famly within the school building. She also tried to
pronote a positive social environnent by witing a letter to al

of the children on the Monday of each week. In the weekly letter
she typically highlighted a social skill (e.g., respect, honesty)
that she would |ike to see the children practice. In discussing

t he social environnent, she appeared dedicated to maki ng Creekwood
a positive social environment.

Based on the questions that | had given to her, the
princi pal continued by addressing the issue of strategies that her
teachers use to pronote positive peer relationships for the
students. “As far as the role that the adults play here at this
school in peer relationships, | think that we | ead by exanpl e.

And when children see adults interacting in a friendly manner,
that’s an exanple to them” Therefore, in her opinion, alnost
everything that the teachers do can have an inpact on the
children. The principal also felt that her teachers used role
reversal quite a bit. “I do think we often say to children, that
how woul d you feel if someone did this to you.” By engaging in
soci al perspective taking, they are able to understand instead of
retaliate. Ceekwood El enentary al so offers a buddy systemin

whi ch teachers are able to get students involved. The fifth grade
students serve as buddies to the younger students. When t eachers
sense that a child is having difficulties with peers, then they
can match the child with a buddy. In turn, the buddy can help the
child work through the problem and/or serve as a nediator in a

di spute. The principal indicated that she felt that the teachers
were very aware of this project and were maki ng good use of it.

The final issue that the principal addressed during the
interview was that of inclusion. “As far as inclusion, | think
that the inclusion programthat we have here at C eekwood, has
been extrenely successful. Because we HAVE had support. W HAVE
had resources available to us.” Because of the resources that she
has access to, she is able to send her teachers out to observe
children that they will teach the next year. This helps the
teachers plan ways to acconmodate and i nclude such children
Wt hout financial and human resources she did not feel that an
i ncl usi on program coul d succeed. However, she did not believe
t hat resources al one could make inclusion succeed. “So, we are
growi ng i n our understanding of each others’ roles and | think
cooperation and that’s truly what it is. It HASto be a
cooperative effort.” Her acknow edgenent of roles, supports the
theoretical orientation of this study. Bronfenbrenner stated that
aroleis aset of activities and relations that are expected of a
person in a certain position in society (1979). In an inclusive
school setting, the roles mght have to be altered somewhat from
those that are normally expected. The principal and teaching
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staff at Oreekwood El ementary School have begun to nake sone

changes and appear to be reaping the rewards. “Everyone is
begi nning to get the feeling of ownership of these children and
that we are all involved. It is not teacher X s responsibility
only. It belongs, the responsibility belongs to all of us.”

Three students fromthe third grade class that was the focus
of this study were interviewed during the afternoon of a school
day. The first student interviewed was a student with a
disability (Jennifer - the focus child). The other two students
that were interviewed were selected by Jennifer. At an earlier
date, | had requested that Jennifer tell her the nane of a friend
in her class and the nane of student in her class that was not a
friend. Carol was identified as a friend and Rachel was
identified as a non-friend. On the day of the interviews, al
three interviews were conducted in the same outdoor setting with
t he sane questions bei ng asked.

| asked Jennifer, the child with a disability, if she would
be willing to talk with her. Jennifer readily agreed and we went

outside to conduct the interview | read the consent formto
Jennifer and then allowed her to read it before signing it.
Al t hough Jennifer appeared willing to be interviewed, she seened

unsure of what to say when | asked her a question. She answered
the magjority of the questions using short statements and answered
nonverbally two tinmes. Al though her statenments were brief, the
interview was beneficial because it allowed ne to hear Jennifer’s
perceptions of friendship and conpare themto those of the other
two children that were intervi ewed.

| began the interview by asking Jennifer to identify her
friends in her class. “Wll, ny friends are: Carol, kind of
Renee, Carla and the rest aren’t in ny class.” This statenent was
surprising to me because Jenni fer had been heard saying that she
“didn’t have any friends.” This statenment had been nade earlier
in the year but still was very different fromher answer to the
i ntervi ew question.

| continued to explore Jennifer’s ideas about the friendships
by asking her to identify her best friend in her class. Jennifer
stated that it was “probably Carol.” This corroborated with ny
observations, since Jennifer interacted primarily with Carol. As
Jenni fer described her relationship with Carol, she tal ked
primarily in terns of “1” and “her”.

RESEARCHER. How did you get to be friends with Carol ?

JENNIFER  Well. First, | just started hanging out with her.
Then, | invited her to ny house and instantly she just started to
| ove me.

RESEARCHER. What can you tell me about Carol ? Wat nakes her
your friend?

JENNI FER  Well, she is nice and fun to be around. She, she
doesn’t make |ike nean comrents and stuff.
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Jennifer seened to believe that Carol was the controlling factor
inthe friendship. |In her eyes, the reason that they becane
friends was that Carol starting loving her. The reason that the
friendship had continued was because Carol didn’t say mean things
to her. Jennifer did not appear to accept any of the
responsibility for the relationship. Rather, Carol initiated and
mai ntai ned the rel ati onship, according to Jennifer.

The perception of friendship held by Jennifer, was very
different than that expressed by the other two students who were
interviewed. Carol was identified as a friend by Jennifer. Wen
Carol was asked to describe her friends, she stated, “They like a
ot of things that | like, which that would be: witing, draw ng,
and riding bicycles and stuff like that.” Carol’s perceptions
that her friends enjoyed doing the things that she |iked to do
i ncluded the el enent of nutuality. Her interests and abilities
were a vital conmponent of the friendship. Carol identified
Jennifer as her best friend, which was not surprising to the
researcher. “She is a really good friend and she’s nice to talk
to if you have sonething wong. She’'s just a really good friend.”
Based on observations, the researcher believed that this
friendship was growi ng though perhaps it needed sone
encour agenent. Behavi ors which indicated a possi bl e devel opi ng
friendship included: 1) talking with each other about non-
academ c things, 2) playing together on the playground, and 3)
physi cal contact when tal king/playing (i.e. tapping on the
shoul der, pushing each other on the equipnment). Since Carol and
Jennifer both identified the other as a best friend, this
friendship could be considered nutual. However, Carol viewed her
role in the friendship very differently than Jennifer.

RESEARCHER: How did you get to be friends with Jennifer? D d you
neet her at school ?

CAROL: | net her at school. W just got to start being friends
inthe third grade. | mean before third grade we were just polite
to each other, but not Iike we would invite each other to our
house or anything. But now we are really good friends.

Carol’s usage of the pronoun “we” is a crucial part of her answer.
She perceived the friendship to be a joint mssion. Both she and
Jennifer were starting to be friends and both were previously just
polite to each ot her

Anot her cruci al conponent of all three interviews was the
di scussi on concerning the role of their classroomteacher. | was
interested in finding out how the students perceived the teacher’s
actions in relation to friendship issues. This was expl ored by
aski ng the children about anything in school that hel ps them nmake
friends and/ or anything that the teacher does that hel ps them nake
friends. Each of the three students answered this question froma
different angle but there was one commonality. Al three students
i ntroduced the role of the guidance counsel or and expressed their
feelings concerning his role.
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RESEARCHER: Does your teacher do anything that hel ps you nake
friends?

JENNIFER° Um ... No.

RESEARCHER: No, she doesn’'t. Ckay. Does she ever have any
activities or |lessons about friendship, to hel p everybody?
JENNI FER  No, but that’s why we have gui dance.

RESEARCHER. (kay, so the guidance counsel or does things about
friendship and helps with friends and problens. Ckay. Wll, how
do you feel about your guidance counselor doing that? Is that
good or is that not so good?

JENNIFER It’s pretty good.

RESEARCHER. (Ch. (kay, so you like that? Has that hel ped you
make friends?

JENNI FER  Pretty much

RESEARCHER: Does your teacher do anything to help, help people in
your class nmake friends or help you nake friends?

RACHEL: Ch, she settles fights.

RESEARCHER  Does she ever have | essons or activities about
friendship that hel p you?

RACHEL: Well, not really. The guidance counselor is the person
who really tal ks about stuff like that. He' s the one who |ike
does novies and projects about friendship and famly and things

l'i ke that.

RESEARCHER. So, is it nmore his job or nore Ms. Toby’'s job?
RACHEL: Well, they're sort of equal because Ms. Toby, |ike

said, she settles fights and tells us |ike we shouldn’t be
fighting and stuff like that. But the gui dance counselor is nore,
nore the person who hel ps us.

RESEARCHER. Wl |, is there anything that your teacher does that
hel ps people in your class nake friends or do you just nake them
on your on?

CAROL: Well, | know that ny teacher, Ms. Toby, |ikes to nove
peopl e around to get people to know each other better and so she
doesn’t have to be |ike the guidance counselor in the room to
solve every single little problem

RESEARCHER. (Oh, okay. Does she ever do activities or |essons
that are about friendship?

CAROL: | think that only our guidance counsel or does that.
RESEARCHER. (Oh, okay. So that’s just his job?
CARCL:  Yeah.

Al t hough Carol and Rachel could identify things (settle fights,
noves desks around) that their teacher did to hel p students nake
friends, both of themreferred to the guidance counsel or as the
primary teacher of friendship issues. Neither could identify any
| essons and/or activities that Ms. Toby had done on friendship,
but Rachel was able to name two techni ques (novies, projects) that
t he gui dance counsel or used. Jennifer did not even believe that
it was the teacher’s job to deal with friendship. |In her eyes,

t hat was the gui dance counsel or’s job.
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The statenents of the three students inplied that the
gui dance counsel or played a very inportant role in the their
lives. This idea is supported by the consistency with which they
identified his role in friendship i ssues. Rachel spoke repeatedly
about things that the counselor had told her and ideas that he had

shared. “Since the guidance counsel or says think before we get
mad ... It’s just that | have, well the guidance counselor, he's
really nice, and he just says that | have good ideas.” It seens

apparent to ne that in the eyes of these students the gui dance
counsel or played a larger role than the teacher in the area of
friendship. As Rachel stated, “But the guidance counselor is

nore, nore the person who helps us.” In her eyes, the guidance
counselor is the adult at school who has taken on the caregiving
role. It seens logical that if these three students were faced

with a friendship problem they would turn to their gui dance
counsel or.
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Chapter 5
DI SCUSSI ON

The purpose of this study was to create a detailed
description of the ecol ogical context of friendship devel opnent in
an inclusive classroom O specific interest, was the friendship
devel opnent of a target child diagnosed with special needs. This
topic was investigated fromnultiple perspectives: the
resear cher/observer, the students, the teacher, and the principal.
These four perspectives intertwined and resulted in specific
concl usi ons and generalizations. Wthout one of the pieces, the
puzzl e woul d not have been conpl et e.

In this chapter, | will reviewthe findings of this study
and suggest positive changes to strengthen the social atnosphere
of both elenmentary school classroons and teacher education
prograns. Information fromthis study m ght be hel pful to
teachers in inclusive classroons as they prepare to neet the needs
of their students. The results of this study provide insights
that mght stinulate practitioners to reflect upon their roles in
provi di ng support for social devel opnent of children in an
i nclusive primary grade classroom

d assroom (hservations

After conducting ten observations in a third grade cl assroom
at Creekwood El enentary School, one nain idea seened inportant to
me: the inportance of the classroom ecol ogy. Bronfenbrenner
(1979) stated that the physical and social aspects of a setting
noti vates the devel opi ng person to engage in increasingly nore
conpl ex activities, patterns of interaction and prinmary dyadic
rel ationships with persons in the setting. One of the prinmary
aspects of Ms. Toby' s classroomwas the inportance of silence.
The children were frequently rem nded to | ower their voices or
stop talking conpletely. There seened to be a strong aversion to
noi se and the children were aware of it. As Rachel said, “W
never even get a chance to speak.” Wen observing the children,
noticed that it was alnost as if they were conditioned to be
quiet. The criticismof talking concerned ne fromthe very first
observation. |If children were not allowed to talk at any tine,
how coul d they devel op friendships with their peers?

One possi ble reason for the silence in Ms. Toby’s room
could be the design of the school. Ceekwood El enmentary was an
“open” physi cal space which nmeans that there were not any
per manent wal | s between the classroons. One could assune that if
all of the classes were talking and interacting, the noise |evel
coul d becone unbearable. Therefore, each teacher m ght be
extrenely sensitive to the noise | evel within his/her own
classroom Ms. Toby could be afraid to use techni ques that
i nvol ved el evated vol une of sound for fear of disturbing the other
teachers. Research by Caldwell et al. (1995) showed that the
physi cal space of the classroomwas a concern to teachers working
in an inclusive classroom Approxi mtely 76% of respondi ng
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teachers reported the physical |ayout of the roomas a necessary
support to inclusive education. However, only 41% of teachers
reported receiving this support. This in turn could be affecting
the social relationships within her classroom because the

cl assroom ecol ogy serves as a context which facilitates or

i nhibits rel ati onshi ps between peers (Bronfenbrenner, 1979). The
physi cal space is a vital conmponent to the classroom ecol ogy,

whi ch affects the social interactions with the classroom This
suggests that there could be a problemw th open school settings.
Many el enentary prograns are using cooperative learning as a
primary way of teaching children. This type of learning is based
on the idea that children work and tal k together to construct
their solutions. Cooperative |learning also provides children with
an opportunity to interact socially and potentially devel op
friendships. As these types of |earning experiences growin
popul arity and gai n support through research, the design of schoo
bui I di ngs nust be carefully considered. Children should not be
l[imted by their environnent. Rather, their environnent shoul d
enhance their |earning experience as well as social devel opnent.

| al so observed the |unch arrangenent at C eekwood
El enentary School. As nmentioned in the results section, all of
the students ate lunch in their classroomand sat at their own
desks. This seened very limting to nme since children need to
spend time with other individuals in order to devel op friendships.
It woul d appear that the ecol ogical context of the classroom and
t he expectations of the teacher would need to change in order for
friendships to be facilitated within the classroom

Thr oughout the cl assroom observations, ny attention was
primarily focused on Jennifer (the focus child). | discovered
that Jennifer had difficulty maki ng eye contact with other people
and she was alone during many activities. It seened as if she was
afraid to reach out to other people and therefore tried to keep
hersel f at a distance. |f she didn’t nake eye contact w th her
peers, then it was nuch nore difficult for themto comunicate
with her. | felt that Jennifer wanted to be involved in the
di scussion but she was not willing to nmake the first nove. 1In
social interactions, Jennifer typically took on a passive role and
made the other children maintain an active stance. This could
explain Jennifer’s imted interactions during the observati onal
periods. |If Jennifer depended on the other person to nake the
rel ati onshi p succeed, and the other students were not willing to
put in the extra effort, then Jennifer’s friends could stay fewin
nunber. It could be difficult for Jennifer’s peers to always nake
the first nove, especially if she did not nake eye contact with
themor stared blankly at them Her peers needed rei nforcenent
when they tried to communicate with her, just as she needed
rei nforcement as she tried to build rel ationshi ps.

Many of the behaviors that Jennifer exhibited (e.g.,
avoi di ng eye contact, ignoring comments directed towards her) were
directly connected to the diagnostic criteria used to identify
children with attention deficit disorder (ADD) and to the clinica
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observations of Selikowitz (1996). One criteria states that the
child “often does not seemto |isten when spoken to directly”
(Rapoport & Isnond, 1996, p.144). Throughout the cl assroom
observations, children spoke to Jennifer w thout receiving any
acknow edgenent or response. It was as if she was not |istening
to their corments. In addition, when children woul d gather around
Jennifer’s desk and tal k, she did not acknow edge their presence.
Selikowitz (1996) identifies this as a | ack of responsiveness
which is due to the child s egocentricity. Jennifer also seened
to fit into Selikowtz s (1996) social conpetence deficit known as
poor understandi ng of group dynam cs. He had observed children
having this difficulty on the playground. During ny classroom
observations, | saw Jennifer on the playground nmany tines. Most
of the time, she was on a piece of equipnent by herself. At other
times, she would be on the jungle gymwhere there were many ot her
children, but she would not be interacting with them Jennifer

al so seened to have difficulty working within a literature circle.
During these tinmes, there were five children in a group reading a
book together. Jennifer rarely nade eye contact with the children
and rarely participated in the verbal exchanges, even when they
were directed towards her. Selikowitz also found that children
with ADD | acked correction strategies (1996). Wen they nade a
soci al m stake, they did not know how to conpensate. This

appeared to be very true for Jennifer. |If she spoke to children
and they |aughed at her, she did not know what to do. | observed
her pulling back and shutti ng down when this happened. It seened

likely that many of Jennifer’s social difficulties were directly
connected to her attention deficit disorder. However, even with
all of these hindrances, | believed that Jennifer needed soneone
to hel p her nake the connections with her peers. As a participant
observer, | decided to interact with Jennifer during the

observati onal peri ods.

During the sixth observation, | attenpted to interact with
Jennifer on the playground. As stated in the results section, the
interaction did not take place i mediately, but it did indeed
occur. As | continued to interact with Jennifer during each
observation, Jennifer becane a nore active participant in the
social interactions. During the final observational period,
Jennifer participated in a gane with her peers while | watched the
exchange at a distance. It seens plausible to suggest that | had
successfully facilitated the social interactions for Jennifer. By
initially connecting with Jennifer and maki ng her feel safe and at
the sane time getting to know the other students in the class, |
was able to bring themtogether. It appeared that Jennifer just
needed someone to scaffold her attenpts to nmake connections with
her peers. The students in the class were able to play with ne
and then connect with Jennifer with ny assistance. It was a
Wi nning situation for all of the students. |[If the classroom
teacher had taken on the role of facilitator, it would seem
possi bl e that she coul d have assisted Jennifer in nmaking friends
fromthe begi nning of the year.

One way in which the teacher could have facilitated the
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friendshi ps woul d have been by devel oping a “circle of friends”
for Jennifer. This is done by allowing children to volunteer to
be in achild s circle and then offering weekly neetings on
friendship i ssues for those students. Staub et al. (1994) pointed
out that one interesting feature of friendshi ps between disabl ed
and non-di sabl ed individuals, is that each person brings different
needs to the relationship. Therefore, the weekly neetings on
friendship issues can assist all of the children in various ways.
When needs are conpl enentary, relationships are functional and
nmutual Iy beneficial.

As | spent time in
the third grade classroomat Creekwood El enentary, it becane
obvious to nme that | was not going to see the classroomteacher
facilitate friendships for Jennifer. It just did not appear to be
her priority. After observing Jennifer, | believed that what she
needed was exactly what she was not receiving. Jennifer seened to
need soneone to hel p her connect with her peers. As a participant
observer, | becanme a mninally involved teachi ng assi stant and
within that role | had several situations that involved direct
contact with her. During the tine that | spent getting to know
Jennifer, | began bridging the gap between her and her peers.

Al though | believe that this was a crucial step in ny study, |

al so acknow edge that it could have influenced ny findings. Wen
| entered into Jennifer’s interactions, | brought ny own belief
systemwi th ne. Wods (1986) notes that by “participating, one
both acts on, and is acted upon by the environnent. But one nust
try to conbi ne deep personal involvenent and a neasure of

detachrment” (p.34). | firmy believed that Jennifer could
successfully have friends but the context was inadequate to
support her friendship developnment. It was very difficult to

wat ch her spend so nmuch of her tine alone. M interactions with
Jennifer were invariably affected by ny belief system just as the
cl assroomteacher’s actions were driven by her belief system Had
| not entered into direct interactions with Jennifer, | do not
bel i eve that ny study woul d have provided as nmuch information. M
role allowed ne to hear Jennifer’s thoughts on situations and to
see how her peers mght feel as they spent tine near her. Wods
(1986) believed that participation aided in appreciation. “In
time, the researcher becones a nenber, and can proceed by

refl ection and anal ogy, anal ysing own reactions, intentions and
notives, as and when they occur during the process of which one is
a part” (Wods, 1986, p.34). | feel that it provided ne with an
enl i ghtening viewpoint of the overall situation.

In this study, | obtained a socionetric assessnment rating
from17 of the 22 students in the third grade classroom The
rati ng asked the children to identify which students they woul d
like to go visit and with whomthey woul d enjoy having |unch. The
children were asked to respond to a total of seven questions.
After tallying the results of the 17 conpleted scales, | noticed
three very inportant pieces of information. First, 17 of the 22
children in the classroomreceived at | east one nomination. This
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led me to believe that many of the children in the classroom were
t hought of favorably by their peers. This also seened to suggest
that the social environnent was not dom nated by one or two
children who were | ooked upon as the “prem er individuals.

Secondly, Jennifer (the target “special needs” child) was
not nomnated at all. | interpreted this to indicate that
Jennifer was either rejected or neglected by her peers. However,
| had to | ook at additional pieces of the puzzle to determ ne
whet her she was rejected or neglected. Wile conducting the
observations, | never viewed any of the children treating Jennifer
badly. She did not appear to be the target of ridicule or
bani shed fromcl ass activities. Rather, Jennifer seenmed to be
i gnored by her peers. |f she was standing on the jungle gymwth
a group of children, they just noved around her and carried on
with their play. It was as if she was invisible. In ny opinion,
Jennifer was a neglected child in Ms. Toby’'s third grade cl ass.
Very few of the children took the time to get to know her and try
to build a relationship with her. This suggests that nore cl ass
activities could have been done to help the children break down
the wal Il s of uncertainty and get to know each other. This will be
addressed further in the section on the interviewwth the
teacher, due to the cl oseness of the issues.

Finally, | noticed a distinct difference between Jennifer’s
socionetric rating and Carol’s (Jennifer’s identified best friend)
rating. As the results showed, Jennifer nom nated Carol for five
categories while Carol did not nomnate Jennifer at all. Wen
this information is viewed in respect to Selman’s | evel s of
friendshi p devel opnent, Jennifer’s perception of her friendship
with Carol seens to be between stage two (one way assistance) and
stage three (two way assistance). She does not viewit as a
nmonentary friendship (stage one) because it is not dependent on a
speci fic physical variable. Jennifer wants to be with Carol at
school, hone, and on class trips. Fromthis rating al one, the
notivation for this choice cannot be discerned. It is possible
that Jennifer wants to be with Carol because Carol does what she
wants her to do. This is a typical indicator of a one way
assi stance friendship. It mght also be plausible to suggest that
Jennifer’s friendship with Carol is not a nutually shared
friendship. The differences in nom nations suggest that the

friendship is not at the nmutual, intinmate | evel (stage four of the
st ages descri bed by Sel man).
Interview - O assroom Teacher

After interviewing Ms. Toby, | was struck by two points:

1) Ms. Toby could not identify any activities that she had used
to help Jennifer and 2) Ms. Toby stated that she did not expect
her social strategies to extend past third grade.

Wien asked about specific strategies that had been used to
facilitate friendships for Jennifer, Ms. Toby was not able to
identify any activities. Instead, her focus was on the Ritalin
and it’s effects on Jennifer. During the discussion about

38



Jennifer, she brought up Rtalin several tines. She even stated
t hat she thought “the big break through for Jennifer has been

going on Ritalin.” This would lead nme to believe that Ms. Toby
felt that her social role with Jennifer ended when the Ritalin
began. Her ideas about Jennifer fell into two categories, before

and after Ritalin.

At the conclusion of the interview, Ms. Toby nade a
statenment about the social skills that her students had | earned.
“But | only expect it to go for third grade and you know, | don’t
even think it will carry on after that.” O all of her statenents
during the entire interview, this one seened to be the nost
power ful because it highlighted her intentions. It appeared that
she was not trying to facilitate devel opnent in the schemas which
could be used in future peer relationships. Instead, she was just
trying to survive the school year. |In ny opinion, there is a big
difference and it sheds a different |ight on her other statenents
during the interview

Wien talking with ne, the principal focused on two aspects
of her school environnent: teaching strategies and inclusion. As
covered in the results section, the principal thought of her
school as a famly and viewed the teachers as nodels for the
students. In ny mnd, this nmeant that the teachers could al so
pronot e negati ve behavior and/or relationships if their behavior
was i nappropriate. In a school setting, |eading by exanple could
be both positive and negative depending on the teachers. School -
wi de standards (i.e., sarcasmis not allowed) for the teachers’
cl assroom behavi or woul d appear to be a val uable tool for
encour agi ng proper role nodeling. This would allow all teachers
the opportunity to clarify their ideas about certain strategies.

The principal also tal ked extensively about the inclusion
program at Creekwood El enentary and the conponents that had nade
it successful. She highlighted the acconplishnents of the specia
education staff and the financial support of the school system
The princi pal seened proud of the inclusiveness of her school and
was willing to give credit to those individuals who had nade it
successful .

Interview - Three Students

Wiile interview ng Jennifer, | was surprised by one of her
answers. Wen Jennifer was asked to identify her friends, she
nanmed three children and then stated that her other friends were
inthe other class. This was a very different answer then she had
given a few nonths earlier. Wen asked the sane question earlier
Jennifer had stated that she didn’t have any friends. This can be
interpreted in at |least two ways. Jennifer could have been
enbarrassed to tell nme that she didn’'t have any friends. This
does not seemto fit with Jennifer’s character because she appears
uni nhi bited about reporting her perceptions. It is also possible
that Jennifer had nade a few friends since she first nade the
conment about not having any friends. Based on ny observations of
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Jennifer’s interactions, however limted at tines, the latter
seens to be nore likely. Wether the identified friendships were
mut ual i s debat abl e.

Recommendati ons

The purpose of this study was to create a detailed
description of the teacher’s role and how it affected the social
environnent of the classroom Based on the data that was
collected, | would Iike to nmake two suggestions for future
i mprovenent of the ecol ogical context of el enentary school
cl assroons. These suggestions are: (1) teacher preparation
courses should include additional information focusing on
devel opi ng the soci al environnent of the classroom and inclusive
education, and (2) greater attention should be given to neeting
t he social needs, including friendships, of children in el enentary
school

As a graduate of an undergraduate teachi ng preparation
program | participated in the training that pre-service teachers
receive. Wile student teaching, | was required to take cl asses
about how to teach math, |anguage arts, and science. However, no
course was offered that focused prinmarily on the soci al
envi ronnent of a classroomand/or friendship devel opnent. It
seens plausible to suggest that if teachers are going to be able
to create appropriate social environments for their students,
training shoul d be provided. Evidence of this need for training
can be found in the results of a study by Cal dwell and associ at es
(1995). The results indicated that 94% of teachers felt training
was necessary, but only 27%felt they were receiving that type of
support. In addition, the study notes that training in inclusive
educati on needs to be personalized in order to be effective.
Therefore, teachers nust be able to ask questions about specific

situations and concerns. It is ny opinion that the ecol ogical
context is the basis of the classroomand therefore determ nes
what the children will |earn about math, |anguage arts, and

science. Therefore, college prograns nmust provide courses that
are limted in size, to allow for personal attention and support.

Teachers shoul d al so recei ve support and gui dance on soci al
issues fromtheir supervisors. It would also seeminportant for
the teacher to be evaluated on the social environnent of the
classroom In one county in Virginia, the evaluation formfor
teachers, identifies 43 indicators that fall within four
categories. O these 43 indicators, two nmention a nurturing
envi ronnent and positive interactions with the students. This
seens to inply that the social environnent and the interactions of
the students are not valued. |If the form does not denonstrate the
val ue of social interactions, then teachers mght interpret that
to nmean that the social devel opnent of the students is not
i mportant.

The eval uation systens that are currently in place in many
school systens are devel oped at the county and state |evel.
Bronf enbrenner’s ecol ogi cal theory would identify these two | evels
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as the exosystem (county) and the nacrosystem (state). In both

i nstances, the teacher is not directly involved in the |evel but
is affected by it. The decisions that occur at those two | evels,
i nfluence the actions of the teacher in the classroom The belief
system of the teacher is also affected. |If the county eval uation
form pl aces enphasis on discipline and cl assroom nmanagenent, then
the teacher will nost |ikely adopt those priorities.

This influence can also be found at the state level. 1In
Virginia, officials at the state | evel devel oped and adopted the
St andards of Learning (SOL's) that all teachers nust follow
Wthin this nmacrosystem decisions are made which affect classroom
teachers. The state of Virginia did not issue social SO.’s and
therefore children’s social devel opnent is typically overl ooked.
Not all children can nmake friends naturally, although this m ght
be the assunption. Educators and those individuals naking
decisions that affect them nust be m ndful of children’ s social

devel opnent. In turn, this focus nust be shown sone val ue

t hroughout all levels of the system Therefore, | recomend that
t he eval uati on process for teachers be closely exam ned.

Future Studies

As this study evol ved, several issues arose that | was not
abl e to expand upon within this study. However, they would be
worthwhil e topics for future endeavors. Wiile | was collecting ny
data, | did not |look at Jennifer’s IEP to see what her short term
and long termgoals were. It would have been interesting to have
known whet her or not peer relations was included as one of her
goals. It would al so have been interesting to | earn how the
teacher was following the |EP. Wat steps was she taking to nake
adaptations for Jennifer? |If peer relations had been a goal of
Jennifer’s 1EP, then would the teacher have nade nore of an effort
to support and facilitate the relationships? How would this have
affected the way that the teacher viewed her support systenf? In
this study, the teacher stated that she had quite a bit of support
and she felt that that was one reason inclusion was working within
her classroom Wuld she have felt as nuch support if she was
expected to facilitate Jennifer’s friendshi ps? Exploration of the
| EP and the teacher’s adherence to it would have provided further
i nsi ght.

| also believe that it would have been val uable to expl ore
the teacher’s belief system As evident in Bronfenbrenner’s
theory, a person’s macrosystem can influence the way in which they
interact wth other individuals. It would have been hel pful to
know t he teacher’s personal feelings about friendship. As a
teacher, her belief systemwas an inportant conmponent of her
teaching style and the classroom environnent that she created.
This woul d be an informative addition to future studies.

Finally, while | was interviewing the three students from
the focus classroom | noticed that each of themidentified the
school gui dance counsel or as a person who supported themin their
friendships. Due to the time constraints of this study, | was
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unabl e to interview the gui dance counsel or and gain his
perspective. It would have been interesting to have heard his
bel i ef s about friendship and the ways that he facilitated
friendshi ps anongst the students at O eekwood El enentary School,
specifically those in the third grade classroom
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APPENDI X B
LETTER TO XX, XXX XXXXXXX

1615 Kennedy Avenue
XXX, VA 24 XXX
January 16, 1997

Dr. XXX XXXXXXX, Assist. Superintendent for Instructional Services
XXX XXXXXX Publ i ¢ School s

XXX XXX Street

XXX, VA 24 XXX

Dear XX XXXXXXX:

M/ nane is G ndy denens and | amcurrently a second year graduate
student in Child Devel opnent at Virginia Polytechnic Institute and
State University. | amwiting you concerning a research project
that | would Iike to conduct in two el enentary schools in XXXXXXX
County.

M/ study will be focusing on inclusion, specifically on the
interactions between the teachers and the students. | would |ike

to conduct observations in two, third grade, el enentary schoo

cl assroons and interview each teacher that is involved with the
students in those classes. Each class would be observed 10 ti nes,
wi th each observation |asting approximately 1 1/2 hours. The
interviews with the teachers woul d take place one tine, after the
observati ons were conpl ete and woul d | ast approxi mately 1 hour.
The only participation necessary fromthe majority of the
children, would be to attend school and participate in the
normal Iy planned activities. Three students in each classroom
woul d be interviewed briefly. Parental consent would be on file
before the interviews took place. There would be mninmal or no
risk involved for the children. University approval for this
research project is currently being sought fromthe Institutional
Revi ew Board for Research Invol ving Human Subj ects.

| hope that you will give favorable consideration to ny proposal
and notify me of your decision. | wll be nore than happy to
answer any additional questions that you may have. Pl ease feel
free to contact nme at XXX-1915.

Si ncerely,

G ndy d enens
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APPENDI X C

I nformed Consent for Participants
of Investigative Projects
- Teacher -

Title of Project: Ecological Context of Friendship Devel opnent in
an Inclusive O assroom

I nvestigator: Cynthia L. d enens

| . THE PURPCSE OF TH S RESEARCH PRQIECT

The purpose of this study is to explore teachers’ roles in
facilitating social experiences of children in an inclusive
classroom Children s perceptions of peer interactions and the
devel opnent of friendships patterns, are of specific interest.
The participants in this study will be: one principal, one
cl assroom teacher, and one class of third grade students.

|| . PROCEDURES
Wi | e conducting this study, the researcher will conduct 10
observations in your class. Each observation will |ast

approximately 1 1/2 hours. Throughout the observations, field
notes will be witten and pictures of the class environnent will

be taken. You will be interviewed one tine for approxi mately one
hour in a location that is suitable to you and the researcher.
The interview will be audi otaped and your identity will remain

confidential .

I1l. R SKS
The risks of harmanticipated in this research are not
greater than those encountered in daily life.

V. BENEFITS OF TH S PRQIECT

You will benefit fromthe study because you will be able to
read the results of the study. This will provide you with
addi tional information about your students and a better
under st andi ng of friendship, which mght informstrategies. No
prom se of other benefits is being nade to encourage you to
partici pate.

V. EXTENT OF ANONYM TY AND CONFI DENTI ALI TY

You will be identified by a pseudonymto allow anonymty.
The researcher will be the only person who knows the nanme that is
associated with the pseudonym That information will be kept at
t he hone of the researcher and will be stored in a locking file
drawer. It will be destroyed after the defense of the thesis.
After being transcribed, the audiotape of the interviewwll be
seal ed in an envel ope and stored at the hone of the researcher in
a locking file drawer. The only person who will have access to
the tape, will be the researcher. The audiotape will be erased
after the defense of the thesis.

VI . COVPENSATI ON
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There will not be any conpensation for participation in this
st udy.

VI . FREEDOM TO W THDRAW

You are free to withdraw fromthis study at any tinme wthout
any penalty. You are also free to decline answering any
guesti ons.

VITI. APPROVAL OF RESEARCH

Thi s research project has been approved, as required, by the
Institutional Review Board for Research Invol ving Human Subjects
at Virginia Polytechnic Institute and State University, by the
Departnment of Fam ly and Child Devel opnent and t he Mont gonery
County Public School System

| X. SUBJECT' S RESPONSI BI LI TI ES

| voluntarily agree to participate in this study. | have
the following responsibilities:

*bei ng i nterviewed one tine

*havi ng ny cl assroom observed ten tines

X. SUBJECT' S PERM SSI ON

| have read and understand the Informed Consent and
conditions of this project. | have had all ny questions answered.
| hereby acknow edge the above and give ny voluntary consent for
participation in this project.

If | participate, | nmay withdraw at any tine w thout
penalty. | agree to abide by the rules of this project.
Si gnat ure Dat e

Shoul d | have any questions about this research or its
conduct, | nmay contact:

Cynthia denens (Ilnvestigator) 951- 1915
Dr. Coshy Rogers (Advisor) 951- 2657
H. Thomas Hurd, Ph.D. (Chair of the |IRB) 231- 5281
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APPENDI X C
LETTER TO PARENTS

Dear Parents,

M/ nane is G ndy denens and | am a graduate student at
Virginia Polytechnic Institute and State University. | am
majoring in Child Developnent and | amcertified to teach NK-5. |
amcurrently working on ny thesis and I am conducting ny study in
your child s classroomat Hardi ng Avenue El enentary School. In ny
study, | amexploring peer relationships in an inclusive
cl assroom

| have attached two consent forns and a friendship scale to
this letter. The parental consent form should explain exactly
what ny study will involve and how your child will be
participating. |If you agree for your child to participate, |
woul d appreciate you signing the consent formand returning it to
your child s teacher. After talking to your child about the
study, if he/she agrees to participate, then he/she can sign the
consent format hone. |In order for your child to participate, |
will need to have both the parental and child consent form After
your child agrees to participate, please ask your child to fill
out the friendship scale. The scale should be returned with the
two consent forns no |ater than May 8.

| f you have any other questions concerning this study,
pl ease contact nme at XXX-1915.

Si ncerely,

G ndy d enens

50



APPENDI X C

I nformed Consent for Participants
of Investigative Projects
- Par ent -

Title of Project: Ecological Context of Friendship Devel opnent in
an Inclusive O assroom

I nvestigator: Cynthia L. d enens

| . THE PURPCSE OF TH S RESEARCH PRQIECT

The purpose of this study is to explore teachers’ roles in
facilitating social experiences of children in an inclusive
classroom Children s perceptions of peer interactions and the
devel opnent of friendships patterns, are of specific interest.
The participants in this study will be: one principal, one
cl assroom teacher, and one class of third grade students.

|| . PROCEDURES
During this study, your child will be answering sone
guesti ons about friendship.

I1l. R SKS
The risks of harmanticipated in this research are not
greater than those encountered in daily life.

V. BENEFITS OF TH S PRQIECT

Your child will benefit fromthis study, because he/she will
be able to express his/her feelings about friendship. No prom se
of other benefits is being nmade to encourage your child to
partici pate.

V. EXTENT OF ANONYM TY AND CONFI DENTI ALI TY

No one will ever know your child s name. Wen the study is
witten, a false name will be used instead of your child s nane.
Al of the answers that your child gives, will be kept in a | ocked
dr aver.

VI . COVPENSATI ON
There will not be any gift for participation in this study.

VI . FREEDOM TO W THDRAW

Your child can stop participating in this study at any tine
wi t hout any penalty. Your child can also refuse to answer any
guesti ons.

VITI. APPROVAL OF RESEARCH

Thi s research project has been approved, as required, by the
Institutional Review Board for Research Invol ving Human Subjects
at Virginia Polytechnic Institute and State University, by the
Departnment of Fam ly and Child Devel opnent and t he Mont gonery
County Public School System
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| X. SUBJECT' S RESPONSI BI LI TI ES

| voluntarily agree for ny child to participate in this
study. My child has the follow ng job:

*answering some questions about friendship

X. SUBJECT' S PERM SSI ON

| have read and understand the Informed Consent and
conditions of this project. | have had all ny questions answered.
| understand what | have read and | agree for ny child to
participate in this project.

If ny child participates, he/she may stop at any tine
wi thout penalty. | agree for himher to abide by the rules of
this project.

Si gnat ure Dat e

Shoul d | have any questions about this research or its
conduct, | nay contact:

Cynthia O enens (Ilnvestigator) 951- 1915
Dr. Coshy Rogers (Advisor) 951- 2657
H. Thomas Hurd, Ph.D. (Chair of the |IRB) 231- 5281
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APPENDI X C
- Chi | d-
Friendship
By: Cynthia L. denens
This will be read to the children by their parents:

Ms. Clenens wants to | earn about how kids get to be friends.
Your principal and your teacher and the other kids in your class
are going to help her. She has been in your class for a few days
and now she would |ike for you to answer sone questions.

No one but Ms. Clenmens will ever know how you answered t he
guestions. |f you decide you don't want to answer the questi ons,
then it is okay to stop. |If this is okay with you, Ms. O enens
would like for you to wite your name on the Iine so she will know
for sure you said it was okay.

ACTUAL CONSENT FORM BELOW

| agree to be in the project about friends. | amwlling to
answer questions about making friends. |If | decide | don’t want
to answer any questions, | can quit.

Si gnat ure Dat e

If | have any questions, | can have ny parents call one of
t hese peopl e.

Cynthia denens (Ilnvestigator) 951- 1915

Dr. Coshy Rogers (Advisor) 951- 2657

H. Thomas Hurd, Ph.D. (Chair of the |IRB) 231- 5281
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APPENDI X C

| nformed Consent for Participants
of Investigative Projects
-Parent of Child Interviewe-

Title of Project: Ecological Context of Friendship Devel opnent in
an Inclusive O assroom

I nvestigator: Cynthia L. d enens

| . THE PURPCSE OF TH S RESEARCH PRQIECT

The purpose of this study is to explore teachers’ roles in
facilitating social experiences of children in an inclusive
classroom Children s perceptions of peer interactions and the
devel opnent of friendships patterns, are of specific interest.
The participants in this study will be: one principal, one
cl assroom teacher, and one class of third grade students.

|| . PROCEDURES

Your child will be interviewed one tine for approxinmately 15
mnutes in a location that is suitable to you and the researcher.
The interview will be audi otaped and the tape will kept in a
| ocked drawer. The tape will be erased after ny thesis has been
accept ed.

I1l. R SKS
The risks of harmanticipated in this research are not
greater than those encountered in daily life.

V. BENEFITS OF TH S PRQIECT

Your child will benefit fromthis study, because he/she will
get to express his/her feelings about friendship. During the
interview, your child will get to talk openly and express hi s/ her
i deas. No prom se of other benefits is being nade to encourage
your child to participate.

V. EXTENT OF ANONYM TY AND CONFI DENTI ALI TY

No one will ever know your child s name. Wen the study is
witten, a false name will be used instead of your child s nane.
The audiotape will be kept in a | ocked drawer.

VI . COVPENSATI ON
There will not be any gift for participation in this study.

VI . FREEDOM TO W THDRAW

Your child can stop participating in this study at any tine
wi t hout any penalty. Your child can also refuse to answer any
guesti ons.

VITI. APPROVAL OF RESEARCH

Thi s research project has been approved, as required, by the
Institutional Review Board for Research Invol ving Human Subjects
at Virginia Polytechnic Institute and State University, by the
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Departnment of Fam ly and Child Devel opnent and t he Mont gonery
County Public School System

| X. SUBJECT' S RESPONSI BI LI TI ES

| voluntarily agree for ny child to participate in this
study, if he/she chooses to do so. |f he/she agrees, ny child has
the foll owi ng jobs:

*being interviewed 1 tine for approximately 15 m nutes

X. SUBJECT' S PERM SSI ON

| have read and understand the Informed Consent and
conditions of this project. | have had all ny questions answered.
| understand what | have read and | agree for ny child to
participate in this project.

If ny child participates, he/she may stop at any tine
wi thout penalty. | understand that it is his/her responsibility
to obey by the rules of this project.

Si gnat ure Dat e

Shoul d | have any questions about this research or its
conduct, | nay contact:

Cynthia denens (Ilnvestigator) 951- 1915
Dr. Coshy Rogers (Advisor) 951- 2657
H. Thomas Hurd, Ph.D. (Chair of the |IRB) 231- 5281
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APPENDI X C
-Child Intervi ewee-
Friendship
By: Cynthia L. denens
Verbally this will be said to the children:

| want to | earn about how kids get to be friends. Your
princi pal and your teacher and the other kids in your class are

going to help nme. | have been in your class for a few days and
now | would like to talk to you and a few other kids in your
class. | also want to ask you some questi ons.

In this project it is okay to talk about how you feel. No
one but me will ever know what you said. |f you decide you don’t
want to talk to me about how you nake friends, then just tell ne
and | won’t ask any nore questions. |If this is okay with you, I

would like for you to wite your name on the line so | wll know
for sure you said it was okay.

ACTUAL CONSENT FORM BELOW

| agree to be in the project about friends. | amwlling to
answer questions about making friends. |[If | decide | don’t want
to answer any questions, | can quit.

Si gnat ure Dat e

If | have any questions, | can have ny parents call one of
t hese peopl e.

Cynthia denens (Ilnvestigator) 951- 1915

Dr. Coshy Rogers (Advisor) 951- 2657

H. Thomas Hurd, Ph.D. (Chair of the |IRB) 231- 5281
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APPENDI X C
I nformed Consent for Participants
of Investigative Projects
-Principal -

Title of Project: Ecological Context of Friendship Devel opnent in
an Inclusive O assroom

I nvestigator: Cynthia L. Cenens

| . THE PURPCSE OF TH S RESEARCH PRQIECT

The purpose of this study is to explore teachers’ roles in
facilitating social experiences of children in an inclusive
classroom Children s perceptions of peer interactions and the
devel opnent of friendships patterns, are of specific interest.
The participants in this study will be: one principal, one
cl assroom teacher, and one class of third grade students.

|| . PROCEDURES

You will be interviewed one time for approximately 30
mnutes in a location that is suitable to you and the researcher.
The interview will be audi otaped and your identity will remain
confidential .

I1l. R SKS
The risks of harmanticipated in this study are not greater
t han those encountered in daily life.

V. BENEFITS OF TH S PRQIECT

This study will provide you with information about the peer
friendships and the strategies that one of your teachers is using
to facilitate them No prom se of other benefits is being nade to
encourage you to partici pate.

V. EXTENT OF ANONYM TY AND CONFI DENTI ALI TY

You will be identified by a pseudonymto allow anonymty.
The nane of the school will also be identified by a pseudonym
The researcher will be the only person who knows the nanes that
are associated with the pseudonyns. That information will be kept
at the honme of the researcher and will be stored in a locking file
drawer. It will be destroyed after the defense of the thesis.
After being transcribed, the audiotape of the interviewwll be
seal ed in an envel ope and stored at the hone of the researcher in
a locking file drawer. The only person who will have access to
the tape, will be the researcher. The audiotape will be erased
after the defense of the thesis.

VI . COVPENSATI ON
There will not be any conpensation for participation in this
st udy.

VI|. FREEDOM TO W THDRAW
You are free to withdraw fromthis study at any tinme wthout
any penalty. You are also free to decline answering any
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guesti ons.

VITI. APPROVAL OF RESEARCH

Thi s research project has been approved, as required, by the
Institutional Review Board for Research Invol ving Human Subjects
at Virginia Polytechnic Institute and State University, by the
Departnment of Fam ly and Child Devel opnent and t he Mont gonery
County Public School System

| X. SUBJECT' S RESPONSI BI LI TI ES

| voluntarily agree to participate in this study. | have
the following responsibilities:

*being interviewed 1 tine

X. SUBJECT' S PERM SSI ON

| have read and understand the Informed Consent and
conditions of this project. | have had all ny questions answered.
| hereby acknow edge the above and give ny voluntary consent for
participation in this project.

If | participate, | nmay withdraw at any tine w thout
penalty. | agree to abide by the rules of this project.
Si gnat ure Dat e

Shoul d | have any questions about this research or its conduct, |
may contact:

Cynthia denens (Ilnvestigator) 951- 1915
Dr. Coshy Rogers (Advisor) 951- 2657
H. Thomas Hurd, Ph.D. (Chair of the |IRB) 231- 5281
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APPENDI X E
LNTERVI EW QUESTI ONS FOR TEACHER
Denogr aphi ¢ | nformati on

CGender: Mal e Femal e
Age: 20- 25 26- 30 31-40 41-50 51+

N

I nt ervi ew Questions

1. Tell me about your classroomand the children that are in it.

2. Is this class any different from previous classes you have
taught? How?
3. How woul d you describe a “successful” inclusion progran? Wat

resources and/ or supports do you feel are necessary for
inclusion to be successful? Are these supports and/ or
resources avail abl e?
4. Describe sone of the main strategies you use in your
classroomthat relate to child-child interaction?
5. Are the strategies that you use affected by the availability/
unavail ability of supports and/or resources?
6. Wiat do you feel your role is as the classroomteacher in
terns of social relationships? Wat responsibilities do you
take care of ?
7. What is the inportance of peer friendships in your classroonf?
Do you initiate any activities to support these friendships?
If so, what are they?
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APPENDI X E
LINTERVI EW QUESTI ONS FOR CHI LDREN

Tell me about your friends in your class at school.

How di d you becone friends? Wat nakes hiniher your friend?
How do you feel about being in a classroomw th children that
have disabilities?

I's their anything different about this classroomconpared to
ot her cl asses that you have been in? Tell ne about those

di ff erences.

Does your teacher help the children with disabilities? How do
you feel when your teacher does this?

Does your teacher plan activities that help you nake friends?
If so, what do you like/dislike about these activities? Can
you gi ve sone exanpl es?
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APPENDI X E
LINTERVI EW QUESTI ONS FOR PRI NCI PAL

How woul d you define success in an inclusion progran? Wat

resources and/ or supports do you feel are necessary for

i nclusion to be successful? Do you feel these supports and/ or
resources are avail abl e?

Are the inclusive strategies that are inplenmented in this
school, affected by the availability/unavailability of these
supports and/ or resources?

How i nportant are friendships within the classroonf

What role do you feel the teacher should play in relation to
peer friendships? Are the teachers aware of your
expect ati ons?

What type of social environment do you try to create? |Is the
environnent any different, when there are children with
disabilities included in the cl assroons?
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APPENDI X F
PLLOT STUDY - TEACHER
Denogr aphi ¢ | nformati on
Gender: Fenal e
Age: 39 years old
Current Grade: 2nd

# of Years Teaching: 10
# of Years Teaching in Inclusion: 4

ahwONE

| nt er vi ew Responses

In Any’ s second grade classroom she had one child that was
identified as Devel opnentally Delayed in preschool and as a sl ow
| earner and |l earning disabled in elenmentary school. She also had
sone children that were very close to being qualified for special
education services. Mst of these children had ADHD (Attention
Deficit Hyperactivity Disorder) tendencies. There were several
gifted children in the classroomalso. In Amy’s math class, which
was the | ower group, there were a few children who were identified
as learning disabled. Any felt that she knew sone things about
disabilities, but she said that she needed to know nore. She was
aware of the identification process for learning disabilities. In
the process, a teacher |ooks at the way a child processes
information and the difference between a child s achi evenent and
ability. A child can also be identified as |earning disabled if
there is a difference between their ability in math and | anguage
arts. Any also stated that she was aware of the follow ng
classifications, but did not know that nuch about them
enotional ly disturbed, autistic, nmental handi caps, epileptic,
physically inpaired, visually inpaired, hearing inpaired and
mul tiply handi capped. Wen asked where she had gotten her
information, Any stated that nost of it came from her personal and
prof essi onal experience. She has attended child study neetings,
asked questions and done reading on disabilities. She renenbered
t hat she had one class in college about disabilities but she could
not remenber learning anything in it. There were about 300 people
in the class and aski ng questions was not feasible.

Fromtalking with Any, | could tell that she had very
positive feelings about children with disabilities and inclusive
education. She comented that she really enjoyed teaching
children with disabilities and conpared it to a puzzle that you
had to figure out how to put together. Any believes that she
| earns things fromthe disabled children and that their peers
| earn from being educated with themin the sanme classroom In
order to help the children with disabilities, the regul ar
education children have to rephrase their learning and find ways
to help the disabled child understand. She feels that the
“normal ” children are enriched by being educated with children who
have disabilities. 1In her opinion, they learn that people wth
disabilities have strengths and weaknesses just |ike they do. Any
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bel i eves that they learn a |ot. The disabled children also bring
things to the peer relationship because at tines they can help
their peers and be a | eader.

Wien asked if her classroomwas different when she had
children with disabilities init, she said that it was. However,
she believed that the class would be different even if she did not
have children who were identified as being disabled. Her feeling
was that the class nmake-up changes based on the personalities that
the children have. Al children have strengths and weaknesses,
but you expect the sane things fromthe class overall. She
conmented that the expectations that the teacher has, determ nes
how the children react and behave in the classroom Any al so
noted that the children that typically cause problens in the
classroom are not the identified children.

had definite feelings about who had the nost influence
on the feelings of the non-disabled children in the classroom
Al though a child s peers, parents and experience influence what
t hey do, the classroom at nosphere is set by the teacher. The way
that the teacher sets expectations and treats the children, has a
very big influence on how the children treat those that have
disabilities. For exanple, if a teacher allows the |ess tolerant
children to harass the children with disabilities, then it wll
continue to happen. |If the teacher nodels the attitude that it is
okay to have a disability and/or be different in other ways, then
the children will pick on up that attitude. In fact, Amy believes
that if the children denonstrate an “okay” attitude, that they
will be begin to challenge their parents’ and peers’ beliefs (if
they are different).

Finally, Any stated that she would prefer to teach in an
i ncl uded classroom One reason was that having children with
disabilities in the classroom enriches everything about the
educat i onal experience. A second reason was that the “real world”
will be an included environment. |If the children do not |earn
about disabilities in school, where else will they learn it. She
also stated that children with disabilities nodel the behavior
that they see. |If they are in a contained classroom they will
not have a chance to see “normal” behavior. 1In an included
cl assroom they are exposed to many behaviors and many different
types of children. |[If Amy could choose the classroomthat she
woul d teach in, it would be an included cl assroom

The interview with Any was a very positive experience. She
had many i deas about inclusive education and how it shoul d be
done. She felt very good about her previous experiences wth
i ncl uded children and was | ooking forward to nore positive
experiences in the classroom
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APPENDI X G
SOCI OMETRI C SCALE FOR PEER | NTERACTI ON

Activity Category H gh Preference Low Pref erence
Child you would like to 1. 1.
sit next to in class 2. 2.
3. 3.

Child you would like to
work in a group with

Child you would like to
sit with at lunch

Child’ s hone that you
would like to visit

Child you would like to
have conme to your house
and pl ay

Child you would like to
sit with on a class trip

Child you would like to
play with on the playground
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