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ABSTRACT

The purpose of the present study was to determine if music educators felt prepared to
teach students with disabilities and if they desired additional training or resources pertaining
to inclusion. The participants were 50 music educators in a suburb of a major Midwest city in
which 29 participants (58%) responded. The overall study was based on the following two

research questions: 1) Do music educators feel prepared to teach students with disabilities?
and 2) Do music educators desire additional resources and training pertaining to teaching
students with disabilities?

Surveys were distributed via email. Survey questions focused on:

(a) educational background, (b) feelings of preparedness to teach students with disabilities,
and (c) willingness to seek additional training experiences. Results from this study showed

that 10.3% of music educators that responded felt very prepared to teach students with
disabilities in the music classrooms and 13.8% felt prepared to adapt methods and materials
to meet the needs of students with disabilities. Over 80% of the participants indicated they
desired additional training and/or resources regarding students with disabilities.
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INTRODUCTION

As a result of the Individuals with Disabilities Education Act (IDEA) and focus on
inclusion, many music educators are being asked to include students with disabilities into
their music classrooms. However, many music educators have not had specific training in
how to adapt teaching methods and materials for students with disabilities. The present study
was developed in order to investigate music educators’ feelings of being prepared to teach
students with disabilities and if there was a desire to acquire further training with regard to
teaching students with disabilities. A review of literature has clearly indicated that the
majority of music educators do not feel comfortable teaching students with disabilities and
some even feel unqualified.

Operational Definitions
Some important words and phrases that will be used throughout this paper will be

music educator, students with disabilities, and inclusion. These terms are important to clarify
to ensure that readers understand the intent of the content. “Music educators” are music
teachers that are trained and certified to teach music education in the public schools ranging
from kindergarten to grade twelve. The phrase “students with disabilities” is used often
throughout the paper. For purposes of this paper, this phrase refers to students ages 3-21 who
have disabilities that require adaptations in teaching methods or materials in order to meet
specific needs. Such disabilities may include, but are not limited to, learning disorders,

hearing or vision impairments, physical disorders, behavioral or emotional disorders, and
cognitive impairments (Damer, 2001). The third term used often throughout the paper is
“inclusion”. Inclusion is the integration, involvement, and enrollment in classes of students
with disabilities with non-disabled peers as much as possible (Wilson, 2002). This means that
students with disabilities may attend and participate in classes with similarly aged peers. The

term inclusion is often referred to as “mainstreaming”.

Although they are slightly different,

for the purposes of this paper, the terms are used interchangeably.
Statement of the Problem
Inclusion of students with disabilities into music education curriculum is meant to
provide an enriching and successful learning experience for all students involved. The
responsibility of providing this experience is placed on the music educator through “creating
a learning environment that varies with the needs and abilities of their students” (Darrow,
1999, p. 256). Research has shown that music educators have indicated a lack of training in
regard to teaching students with disabilities (Patterson, 2003; Thompson & Colwell, 2000)
and many did not feel “prepared to teach in a mainstreamed classroom” (Darrow, 1999, p.

257). The problem is that many music educators do not adapt teaching methods to
appropriately meet the specific needs of students with disabilities. There may be a need to
have additional training and education provided to music educators teaching students with

disabilities.
Research Questions
There were two research questions that are pertinent to this study:

1. Do music educators feel prepared to teach students with disabilities?
2. Do music educators desire additional training or resources to assist them in teaching
students with disabilities?
Hypothesis

The hypothesis was that a majority of the music educators do not feel prepared and
may not have the adequate training required to teach students with disabilities. Music
educators and their ensembles are often seen in the public’s eye and need to meet a certain
degree of skills in performance in order to please administration, families, and media. Due to

high demands from the administration and community, many music educators may feel they

are unable to focus all of their time and efforts to adapting materials and teaching methods.
However, the researcher also hypothesized that music educators would desire to receive
training from or consult with music therapists to learn how to better adapt teaching methods
and materials.
Purpose of Study

The purpose of this research was to investigate if music educators feel prepared to
teach students with disabilities. Are music educators willing to attend trainings or workshops
and to consult with music therapists with regard to teaching students with disabilities?
Students with disabilities and students in special education are often mainstreamed into
music classrooms. However, some music educators have not received specialized training in
order to effectively teach students with disabilities. Many music educators that have talked
with this researcher have commented on the fact that they were never taught how to adapt
materials in order to meet the specific needs of students with disabilities. Some music
educators also have voiced concerns about having students with disabilities in their
ensembles and how their participation will impact the performance and the education of other
students in the classroom sometimes due to the demands of the music educator’s time
(Darrow, 1999). If music educators do not have adequate training in order to meet specific
needs of all children in their classrooms, then will they be willing and able to receive
additional training form other professionals, such as music therapists, on how to adapt
teaching methods more effectively?

Ethical Implications
Ethical considerations for research are important to address in order to anticipate any
bias, breech in confidentiality, or harm to those involved. To ensure a quality research
process, it is important that research does not suggest answers or discriminate against any

findings. According to the American Music Therapy Association’s (2007) Code of Ethics,
the music therapist presenting research will report the facts without bias and without being
misleading. Those directly affected by the research were the participants. There was a
minimal risk for participants in this research study. The participants for the current research
consisted of music educators from a county of approximately thirty schools. Confidential

information was addressed in the consent form. Both the survey itself and the informed
consent form were administered from http://www.surveymonkey.com (Finley, 2008) to
ensure confidentiality.

The researcher does work within some of the school districts included in the sample,
but results will be kept anonymous. Participants were not be asked to provide their names or
current teaching positions, but were asked to check the box for consent to continue the
research process. The informed consent form included an explanation of the research as well
as an explanation of how their information will be held confidential. The participants will be
expected to read the information included in the consent, but since the consent forms will be
included in the survey itself it will not be a time consuming process. The wording of each
research question was carefully examined, in order to eliminate any possible bias.

REVIEW OF LITERATURE
Music and its many components have the power to affect the lives of many people
through song, dance, rhythm, melodies, harmonies, texture, tone color, dynamics, and
structure. Hodges’ (2000) study of neuromusical research stated, “the human brain has the

ability to respond to and participate in music” (p. 18). In regard to music education, he also
indicated that all people can benefit from music and it should not be reserved only for those
who have musical talent (Hodges, 2000). Music education can provide opportunities for all
children to learn the various components of music. Birkenshaw-Fleming (1989) stated that all
children, whether they have a disability or not, “have a right to be educated in music to the
fullest extent they are capable” (p. 45). She also discussed that all children should be given

opportunities to develop music skills such as music appreciation, singing, playing
instruments, creating their own music. All students should be able to participate in music
activities to the best of their ability.
Given Birkenshaw-Fleming’s (1989) belief that all children should be provided with
opportunities to participate in music education programs, there must be consideration for
how to teach children with various learning styles. Students with disabilities may benefit
from music education (Adamek, 2002), but finding the most appropriate way to teach music
to a student with a disability may have unique challenges. Music educators must be

adequately prepared to adapt their teaching methods to effectively include all students in the
music classroom.

In order to evaluate whether or not music educators are prepared to teach students
with disabilities, it is necessary to determine if music educators feel they have an
understanding of inclusion and special education laws, how to adapt teaching methods
appropriately, and resources available to them. This review of literature will discuss special

education and laws pertaining to special education, inclusion in the music classroom, the
educational background of music educators, and the benefits of consultation with music
therapists.

Special Education
Since 1975, the laws for special education have changed significantly. Prior to the

1970's, many students with disabilities attended private schools and were not involved in the
public school system. In 1975, Public Law 94-142, The Education For All Handicapped
Children Act, was passed which mandated that all students with disabilities be given the right

to a “free and appropriate public education (FAPE) in a least restrictive environment (LRE)”
(Russo & Osborn, Jr., 2008, p. 13; Damer, 2001, p. 19). The law also gave students with

disabilities the right to nondiscriminatory testing, evaluation, and placement procedures and
the right to procedural due process of the law (Zettel & Ballard, 1982). The act was amended
several times and provisions were added over the course of several years.
Throughout the course of these changes, the law evolved in 1990 into Public Law
101-476, the Individuals with Disabilities Education Act (IDEA) (Apling & Jones, 2005;

Damer, 2001). IDEA brought more clarification and focus on increasing school expectations
of the capabilities of students with disabilities and increasing the involvement of students and
parents in the education process (Adamek & Darrow, 2005). In 1997, there were more
changes to the law that stated “a child must be between the ages of three and twenty-one,
must have a specifically identified disability, and must be in need of special education”
(Osborne & Russo, 2003, p. 9). The law supports appropriate access to education in public
schools, with a focus on the rights of parents and students with disabilities. Students with
disabilities also are to be included in similar courses as peers without disabilities (U.S.
Department of Education, 2004)

Mainstreaming and inclusion have become important terms in special education.
Today, they are often used interchangeably in many schools, but are, in fact, different.
Mainstreaming is a term that was introduced when PL 94-142 was enacted to define how the

students were to be placed in various programs or classes with non-disabled peers. Today, it
is a term used when students with disabilities are placed into programs such as “music, art,
and physical education” (Damer, 20001, p. 21) while the remainder of the day is often spent
in a self-contained classroom. This term was used originally in PL 94-142 to define how the
students were to be placed in the various programs. Inclusion, a more widely used term, is
used when students are integrated, involved, and enrolled in classes with non-disabled peers
as much as possible (Wilson, 2002). Adamek & Darrow (2005) indicate that the term

inclusion refers to the general education teacher taking responsibility for the education of the
student with disabilities, but utilizing support from the special education staff.
When addressing inclusion of students in general education courses, it is helpful to
understand the current law and its principles. Adamek and Darrow (2005) clarified the six

principles of IDEA, which are "zero reject, nondiscriminatory evaluation, appropriate
education, least restrictive environment, procedural due process, and parent and student

participation” (p. 29). Zero reject states that all students must be provided with educational
services regardless of their disability and must not be reprimanded for those disabilities.
Nondiscriminatory evaluation refers to assessments that give an accurate and unbiased
placement for the student. Appropriate education is provided for each student according to
his or her needs through an Individualized Education Program (IEP), which includes
information such as present level of education, goals, and dates and services provided
(Rothstein, 2000; Adamek & Darrow, 2005). Accommodations must be appropriate for each
individual student. A least restrictive environment (LRE) gives the students with disabilities

an opportunity to have classes with peers and are to be "educated in the same environment to
the maximum extent possible” (Damer, 2001, p. 19). Although it is a requirement for
students with disabilities to be included in the same learning environment as students without
disabilities, to the maximum extent, Russo and Osborne Jr. (2008) note that not every
environment is appropriate and least restrictive. At times that are absolutely necessary a
student may be removed from the classroom or environment. When it is absolutely necessary
to remove a student from a general education classroom, they may be placed in a more

restrictive environment (Russo & Osborne, 2008; Adamek and Darrow (2005). Due process
gives families protection and the right to confront or challenge issues regarding the students

in public schools (Rothstein, 2000; Damer, 2001). Finally, parental and student participation
is also encouraged for developing plans for the student’s success.
Special education laws have created an increase of students with various disabilities
enrolled in the public schools (De I’Etoile, 2005) and as a result, in the music classrooms.
Students affected by these laws are those with disabilities ranging from mild to severe. Some

generalized examples of disabilities that may be encountered in any public school program
are speech and language disorders or delays, physical disabilities, cognitive disabilities,

social disorders, hearing or vision impairments, and behavioral or emotional disturbances.
Jellison (2000) states that IDEA's primary purpose is to provide students a "free appropriate
public education that emphasizes special education and related services designed to meet
their unique needs and prepare them for employment and independent living" (p. 199-200).
Inclusion in the Music Classroom
Benefits

Mainstreaming and inclusion can impact the music educator because many students
are placed into courses such as music and art education courses. Inclusion in the music

classroom can be both beneficial and challenging. The rationale for placing students in a
music classroom is not limited to musical gains. Students can learn music skills as well as
non-musical skills, such as social skills or speech and language skills (Jellison, 2000).

Students without disabilities also benefit through interacting with other students and
experiencing various learning styles. Lapka (2006a) emphasized that music courses provide
active learning and various modalities that are often needed to teach students with
disabilities.
Challenges
Challenges may arise when music educators are mandated to include students with
disabilities in the music classrooms. Many music educators do not have the training and/or
background to work with students with various disabilities, which also can create challenges

such as feeling unprepared to adapt teaching methods to meet the specific needs of all
students. Some music educators may not understand the importance of, or how to adapt,
materials to meet specific needs.
Darrow, Colwell, and Kim (1999) stated the "total inclusion of students with

disabilities into music classrooms has meant that music educators must be prepared to create
a learning environment that varies with the needs and abilities of their students" (p. 42). This
means that music educators should have an understanding of how to adapt teaching methods

so they can apply to every student in the room. Anderson & Lawrence (2001) emphasized
that, “the appearance of a challenged student often does not indicate what his or her
capabilities are” (p. 14). When addressing how to adapt teaching methods, the music
educator needs to focus on the capabilities of each student rather than his or her disability.

Attitudes of Music Educators
Successful inclusion in music requires cooperation, motivation, a positive attitude,
and a willingness to make changes and adaptations. Stone and Brown’s (1987) research

found that positive attitudes from teachers play a significant role in a successful inclusion
experience. Research by Scott, Jellison, Chappell, and Standridge (2007) indicated that since

1990 there has been an increase of positive attitudes and tolerance for diversity and
mainstreaming among music educators. It is perceived to be due to increased exposure and
interactions with students with disabilities. However, many music educators still may feel
they need further training to teach multiple levels of learning.

Patterson's (2003) study found that "many music educators have reported feeling
unprepared to meet the challenge of having children with special needs in the regular
classroom" (p. 35). Research by Thompson and Colwell (2000) showed that several music

educators indicated having low comfort levels with teaching students with disabilities and
indicated "feelings of inadequacy in terms of educational preparation” (p. 207). Many music
educators were not given the opportunity for exposure or proper training on how to work

with students with various needs. Due to this lack of exposure and training, there were
various levels of comfort when teaching and integrating students with disabilities into the
classroom.
Collegiate courses provide music education training, but not always with a focus

specifically toward special needs. Since these music teachers have not been prepared to work
with students with such needs, there may sometimes be resistance to these students being in
the classroom. Adamek (2001) stated "some music educators feel unprepared to provide
effective music instruction to such a broad range of students, leaving the teachers feeling
frustrated, fearful, powerless, and sometimes angry” (p. 23).

In order to have a more positive attitude toward working with students with
disabilities there must be a certain comfort level attained by the teacher. Wilson and

McCrary’s (1996) research found that positive attitudes of music educators toward teaching
students with disabilities increased when paired with course work and practical experience.
Specialized training may be available for teachers in order for them to feel more comfortable
working with students with disabilities. Mentoring and professional development also can be
helpful to music educators (Haack, 2006).
The Education of Music Educators
An undergraduate music education degree program is comprised of a variety of

courses. Examples of such courses are music theory, music history, musicianship, teacher
education, performing ensembles, conducting, private lessons, group instrumental or vocal

courses, and general education courses. Several universities and colleges with music
education degree programs require a full four to five years of course work and student
teaching experience (Greher & Tobin, 2006).
The course schedule for music education majors can be very saturated with core
curriculum, and in some programs there is no room for elective courses, including those

pertaining to special education or students with disabilities. A study conducted by Thompson
and Colwell (2000), investigated course titles and curricula among various colleges and
universities in the United States with music education degree programs. The purpose of the
study was to determine if schools were providing opportunities for music education majors to
learn how to effectively work with students with various disabilities. They found that 74% of
the schools investigated had at least one course either available or required, regarding special
education or mainstreaming. According to the course catalogues and descriptions, the
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remaining 26% of the schools involved had provided no courses or opportunities for music
education majors to take classes pertaining to special education or mainstreaming.
Music Education in the Public Schools
Music programs available in public schools may include general music, music
appreciation courses, choral or vocal ensembles, instrumental music ensembles, and musical
theater. Many music programs have performances throughout the school year to showcase
the students. Music courses that have a strong emphasis on performances, such as band,
choir, and orchestra, may be involved with concerts and contests, which may result in several

musical performances throughout a school year. There is no known research that specifies
any state or national requirements to have performances for the community. However,
individual school districts may have their own requirements and expectations regarding
performances.
Music educators have responsibilities to the students, the school district, and the
community. Unlike other curricula, the progress of the music classroom is constantly on

public display to the school district and the community (Russell, 2006). The performances
reflect the quality of music education being provided by the schools within the
community. Contests and competitions compare the performances to other schools and

performing ensembles. In order to receive a high rating at a contest, there has to be a high
level of musical and performance accuracy. Bergee and Westfall’s (2005) research shows
that both music and non-musical aspects of a performance may affect how a performance is
evaluated.
Those schools with more than one choir or band can have music ensembles that are
more selective and audition-based. Every person in any performance ensemble will
undoubtedly have different abilities, strengths, and weaknesses. Many schools, depending on

the size of the school or music program, may not have the ability to be selective in who
participates in each performing ensemble. These ensembles may include students who are
unable to physically hold an instrument, unable to see the notes, may not be able to match
pitch, or some that may have difficulty vocalizing at the specified volume. Resources may be
important for those music educators who will have a variety of learning styles and abilities in
similar environments.

Resources for Music Educators
Resources are available and can play a role in a successful inclusion experience for

music educators who have students with disabilities in their classrooms (Darrow, 1999). The
music educator has the option to contact a music therapist or special education staff with any

questions concerning appropriate adaptations or how to create a more successful experience
for that student and the program. These professionals may be able to address concerns of
placement, contest, performing ensembles, adapting music materials and curricula, and
behavior management (Adamek & Darrow, 2005). Many educators may not have received

enough training in how to work with various disabilities, which means that resources can
help them feel more prepared to teach all students.
Some resources such as the Individualized Education Programs (IEP) can provide

background and current performance levels of each student. Hourigan’s (2008) study found
that many music educators may not have heard of, or may not understand, the IEP or their

rights and responsibilities of teaching students with disabilities. Teachers have access to the
IEP of students in the classroom and the special education teams assigned to each student
(McCord & Watts, 2006). It also is important to understand the student's disorder and what
characteristics can be seen in the classroom in order to prevent behaviors and be better

prepared to teach (De 1’Etoile, 2005).
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To help create a successful inclusion experience in music education, there needs to be
involvement of supportive staff such as special educators, paraprofessionals, and various
therapists (Darrow, 1999; Bernstorf, 2001; Lapka, 2006b). Special educators have played an
important role in the mainstreaming and inclusion of students with disabilities. Special
education teachers, various therapists, and paraprofessionals can assist in the education of a
student with special needs. Special educators and paraprofessionals can help adapt materials,
curriculum, approaches, and help to involve the students. Paraprofessionals, or aides, will

often accompany a student to a music classroom, so they should be able to assist with the
learning and adaptations needed in the music setting (Bernstorf, 2001). One example given
by Lapka (2006b) involved a team approach to working with students with disabilities in a

high school band program. She stated that with the support, dedication, and collaboration
with special educators, as well as the curriculum and materials being modified appropriately,
the program was successful (Lapka, 2006b).

Consultation with Music Therapists
Music therapists can be utilized as a resource in addition to special educators.
Montgomery & Martinson (2006) defines a music therapist as a "musician who is
knowledgeable about a variety of disabilities and is trained specifically in adapting music and
music activities to meet a wide range of student abilities and goals” (p. 34). Collaboration
between music educators and music therapists can help to create a successful music

experience for students with disabilities (Montgomery & Martinson, 2006; Patterson, 2003).
Some school districts provide music therapy services and others may be able to contract with
a therapist for consultation. Music therapists can be a very important resource for a music

educator, because there is similar musical training and background. However, while a music
educator focuses on musical abilities, skills, and knowledge a music therapist focuses on

15
addressing goals and objectives and how the experience or abilities can transfer to everyday
life (Adamek & Darrow, 2005; Patterson, 2003). Wilson (2002) noted that consulting with

music therapists and other professionals can help everyone "strive to provide the highest
quality of education for all students” (p. 35).

In-services on various disabilities in the classroom would be beneficial for music
educators and is important for the education of the students (Culton, 2002). Music therapists
can provide workshops and in-services for music educators that work with students with
various disabilities. Workshops and in-services can provide information regarding various

disabilities and adapting methods or materials for the classroom. Hourigan (2008) stated, “the
adaptations that you make to help a student are key to her success” (p. 28). With a little
collaboration, team building, and information there can be improved opportunities for
learning in the music classroom.
Summary
Changes of special education laws have presented various challenges to music

programs in public schools. Music educators are expected to adapt teaching methods and
materials to meet the specific needs of students with disabilities, and yet they may not have
had the type of training needed to feel prepared to teach. There is a need to discover if music
educators feel prepared to adapt their teaching methods and various materials, and if
additional resources are desired.

Participants
The participants in this study were 50 music educators, selected from a suburban

Midwest county, comprised of five school districts and approximately 30 schools. The goal
of this research is not to determine regional differences between the participants; therefore, a
more localized sample was used. The music educators within this county provide a wide
range of ages, experiences, exposure to students with disabilities, and exposure to music

therapy. This creates for a well-rounded sample of participants.
Design
This researcher utilized a descriptive survey design. The survey was developed

specifically for this study and contained eleven questions addressing the following areas: age,
gender, years of experience teaching, feelings of preparedness for adapting teaching methods
and teaching students with disabilities, willingness to consult with music therapists, and
additional resources desired. The survey questions related to the two research questions
pertaining to feeling prepared to teach students with disabilities and desiring additional
information and resources. The survey can be found in the appendix.

The majority of the questions were multiple-choice, but a few included comment boxes
for additional information. Questions 1-3 and 9-11 were generalized, demographic questions
about the music educators. Questions 1-3 pertained to personal experiences, including grade
levels and courses taught as well as if they have taught students with disabilities. Nine
through eleven were demographic questions about age and years of teaching.
Questions 4-7 used the following scale: strongly disagree, somewhat disagree,
somewhat agree, or strongly agree. Question 4 and 5 address whether or not music educators
feel prepared to teach students with disabilities. Question 6 refers to whether or not music

educators feel that inclusion is beneficial to all students. Questions 7 and 8 refer to the
research question if music educators desire additional resources (see Appendix A).
Procedures

The first step in the procedure was to collect email addresses from staff directories on
school websites or through contacting school administration offices. Second, participants

were sent the survey that was emailed to their school email accounts through the website
http://www.surveymonkey.com (Finley, 2008). Once the participant entered the survey, they
were asked to read the initial page, which included a general description of the study and the
informed consent form (See Appendix A). In order to continue the survey, each participant
clicked “NEXT” at the bottom of the page. This study asked participants to complete the

survey and provide feedback on what resources, information, or additional training that may
be needed, or desired, in order to meet the needs of the teacher and the students. Finally, after

the participant completed the survey, they were asked to click ‘DONE’, which automatically
sent the results to http://www.surveymonkey.com (Finley, 2008).
Analysis

The data were analyzed through collecting the presented results. The researcher
primarily looked at percentages that were computed in www.surveymonkey.com (Finley,

2008). An excel program was used to compute the correlation and means of all of the
responses, but results were given in percentages.

RESULTS
Out of 50 surveys emailed, 29 (58%) of the participants responded and their data
were used for data analysis. This section is organized by the demographical and educational
profiles of the respondents and two research questions.

Demographical and Educational Profiles
Demographical data showed that 11 (37.9%) of the respondents were male and 18
(62.1%) of the respondents were female. Respondent ages ranged from 21 to 65-years-old.
The majority (65.5%) of the respondents were between 21 and 35-years-old. The number of

years that each participant has taught music education ranged from 1 year to over 30 years.
The majority of the respondents stated they have taught less than ten years.

Respondents were asked to check the grade levels and specific subjects that they had
taught throughout their career. Respondents indicated that 75.9% have taught music in the
middle school or junior high level, 72.4% at the elementary or grade school level, and 62.1%

at the high school level. Only 6.9 % indicated having taught another level, in which preKindergarten and University level were added. The specific types of music courses that had
been taught previously were 89.7% general music, 55.2% band, 55.2% choir, 10.3%
orchestra, and 13.8% indicated having taught additional courses such as music theory and
songwriting, jazz band, bassoon methods, and percussion class.

Out of the 29 respondents, 28 (96.6%) indicated having taught students with
disabilities and 1 (3.4%) indicated not having ever taught students with disabilities. The
majority of the respondents, at 65.5%, indicated that they felt somewhat prepared to teach
students with disabilities in the music classroom. Only 10.3% felt strongly prepared to teach
students with disabilities in the music classroom while 20.7% somewhat disagreed and 3.4%

strongly disagreed in feeling prepared to teach students with disabilities.

The majority of the respondents (62.1%) noted they somewhat agreed to feeling
prepared to adapt teaching methods and materials to the meet the needs of students with
disabilities. Only 13.8% felt strongly prepared to adapt methods and materials while 20.7%
somewhat disagreed and 3.4% strongly disagreed to feeling prepared. When asked about
familiarity with the IEP (Individualized Education Program), only 37.9% strongly agreed to
feeling familiar, while 41.4% somewhat agreed, 17.2% somewhat disagreed, and 3.4%
strongly disagreed. Figure 1 shows the results for the respondents feeling prepared to teach,
adapt, and their familiarity with the IEP.
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Figure 1: Respondents feelings of preparedness
Given the question, “I feel that inclusion can be beneficial to all students”, 41.4%

indicated they strongly agreed, 41.4% indicated they somewhat agreed, 13.8% indicated they
somewhat disagreed, and 3.4% strongly disagreed. The respondents were then asked to

indicate their feelings toward additional training and resources from a music therapist. When
asked if they would like to consult with a music therapist about adapting materials and or
lesson plans, 44.8% somewhat agreed, 37.9% strongly agreed, 10.3% somewhat disagreed,
and 6.9% strongly disagreed in wanting to consult with a music therapist. When asked to
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indicate if they would like to work with a music therapist in the classroom, 41.4% somewhat
agreed, 24.1% strongly agreed, 24.1% somewhat disagreed, and 10.3% strongly disagreed.
When asked if they would like to attend a workshop or training on inclusion, adaptations,
and/or disabilities, 48.3% somewhat agreed, 34.5% strongly agreed, 13.8% somewhat
agreed, and 3.4% strongly disagreed. Figure 2 shows the results for the responses concerning
inclusion being beneficial, consulting or working with a music therapist, and attending a
workshop.
60%
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40%

# inclusion is beneficial to
all students

30%

& Consult with a music

therapist

#% Work with a music

:

20%

therapist

10%

3
:

:

i Attend a workshop or
training on inlcusion

0%
stongly
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somewhatsomewhat
disagree
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Figure 2: Respondents interest in resources available

Respondents were then asked to indicate if they would like to have more information
or resources. Based on all who responded, 89.7% of the respondents checked that they would
like to have more information regarding adapting materials, music, and lessons to meet

specific needs while 65.5% of the respondents indicated they would like to have more
information about music therapy and how music therapists can assist in the music

classrooms. Respondents also indicated they would like to have more information on
understanding various disabilities, (44.8%), Training and workshops (44.8%), IEP
(Individual Education Plan), (34.5%), and inclusion laws (27.6%). Only 6.9% of the
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respondents indicated they would not like to receive any information or additional resources
(see figure 3).

More information regarding...

& More information

regarding...

Figure 3: Respondents interest in additional information

DISCUSSION
The demographical information collected from this study was a good representation
of music educators from a wide range of ages and years or practice. There also was a good
balance of male and female participants that responded. The fact that the participants are
male or female, of a certain age group, or years of service did not seem to impact the data.
Research Question 1: Do music educators feel prepared to teach students with disabilities?
The researcher’s hypothesis stated that the majority of the music educators will not
feel prepared and may not have the adequate training required to teach students with
disabilities. According to the research question concerning feelings of preparedness to teach
students with disabilities, data showed that only 10.3% felt strongly prepared. Only 24% of
the respondents indicated that they somewhat disagreed or strongly disagreed to feeling
prepared to teach students with disabilities, as well as to adapt teaching methods and
materials to meet the needs of the students with disabilities. Overall, this data show that

89.7% indicated that they did not feel completely prepared to teach students with disabilities,
and 86.2% indicated not feeling completely prepared to adapt teaching methods and
materials. The data show that the majority of the participants do not feel prepared to teach
students with disabilities or adapt teaching methods, which supports the researcher’s
hypothesis.
Question 2: Do music educators desire additional training or resources, in order to assist
with feeling more prepared to teach students with disabilities?

Data show that the 24% of the respondents that indicated not feeling prepared to teach
students with disabilities or adapting methods and materials, also indicated they would be at
least somewhat interested in consulting with a music therapist, working with a music

therapist, in addition to attending workshops or trainings on inclusion, adaptations, or

disabilities. Data also show that the 10.3% who felt very prepared to teach students with
disabilities, also desired additional training or resources and were at least somewhat
interested in collaborating or working with a music therapist. The majority of the respondents
indicated a willingness to consult with a music therapist (82.8%) and attend a workshop or
training (82.8%). Only 65.5% indicated a willingness to work with a music therapist in the
classroom. It is important to note that music educators’ feelings toward inclusion may alter
their desire to receive further resources and information to support inclusion.
Three respondents that strongly disagreed to consult or work with a music therapist

indicated that they felt somewhat prepared to teach and adapt materials, and were all very
familiar with the IEP process. One respondent indicated not having taught students with
disabilities and claims to be very familiar with the IEP process, but strongly disagreed with
consultation with a music therapist, working with a music therapist, and attending any
workshops or trainings. This respondent has never taught students with disabilities and yet

states that he or she does not need assistance or consultation. Responses concerning
consultation or working with a music therapist and receiving additional training and
workshops may be reflected by the fact that he or she has never taught students with
disabilities. Figure 4 shows an example of the three participants who strongly disagreed to

working with a music therapist. The three respondents collectively indicated having taught
middle school/junior high and high school band and middle school/junior high chorus.

Respondent A
# Respondent B
# Respondent C

Figure 4: Comparison of three respondents
(0= Strongly disagree; 1= Somewhat disagree; 2= Somewhat agree; 3= Strongly agree)

The primary focus of all educators, staff, parents, and students is to provide a learning
environment where all students can learn to their best potential. Creating an open, supportive,
and collaborative environment can help to meet the needs of all parties. The training of music
educators in regard to working with children with various disabilities needs to be addressed
early on in the education of the educator. More opportunities and trainings within the music
education degree programs need to be addressed and closely evaluated so teachers are better
prepared to work with students with disabilities. Due to the curriculum of music educators
being so packed, the emphasis in collegiate music education programs may need to be
evaluated to meet the needs of all potential students. There are increasing numbers of
students with disabilities in the school systems and teachers have the right and the
responsibility to be prepared. Trainings, workshops, further education, and consultation with
special education teachers and/or music therapists is advised for those teachers with
questions, concerns, and more specific training needs. Adaptations and modifications used
within the classrooms are set up to meet the needs of the students and to assist in their
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individual educational growth. In order to create the best learning environment for all of the
students involved, as well as the music teacher, individual schools need to create and provide
supportive and collaborative teams that have realistic and attainable goals.
Limitations of this research study are primarily in the sample size. This research study
utilized a small sample of the music education population. Specifically, the sample was taken
from one school district in a suburban Midwest county. Although there is a wide range of
ages, length and types of teaching experience, and exposure to students with disabilities, it is
still only a small sample. Therefore, this research design did not collect the data that would
be necessary to identify differences in results correlated to geographical location. Due to the

small sample size, the results cannot be used to generalize all music educators.
Recommendations
Further research is recommended for a larger sample size of music educators.
Research also is recommended for the implementation and the effectiveness of resources

specific to music therapy and consultation with music therapists. Additional research could
focus on effective adaptive teaching techniques and if music educators’ willingness to
collaborate with other professionals and willingness to include students with disabilities
changes.
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Appendix A
Questionnaire for Music Educators

The purpose of this study is to investigate if music educators feel prepared to teach
Kendall County School Districts have been chosen to complete a survey pertaining
the research is to discover if music educators feel they have been properly prepared
additional training or resources. This study is a requirement of the class, MU 591M.A. of Music Therapy at Saint Mary-of-the-Woods College.

students with disabilities. Music educators employed by
to teaching students with disabilities. The importance of
to teach students with disabilities and if they desire
Research, for Sondra Shatters, a student enrolled in a

The procedure involves minimal risk for participants. The survey will be sent through www.survevmonkey.com and the results will be

reported anonymously, which will maintain confidentiality. Only the researcher will have access to the completed survey forms and the
forms will be maintained for a period of three years after publication of the results.
The following survey will take less than 10 minutes to complete.
The participants have the right to decline participation in the survey by not completing the form.
This study was approved on May 8, 2008 by the Saint Mary-of-the-Woods College Human Subjects Institutional Review Board.

If you have questions or concerns about this study, please contact the researcher or the researcher’s supervisor.

Researcher

Sondra Shatters, MT-BC (Music Therapist-Board Certified)
Kendall County Special Education Cooperative
sshatters@kcsec.org or Sondra Trumble@smwe.edu
(630) 553-5833

Supervisor
Tracy Richardson, M.S., MT-BC
Director of Music Therapy
Saint Mary-of-the-Woods College
Saint Mary-of-the-Woods, IN 47876
trichard @smwe.edu

(812) 535-5154

For purposes of this research, there are some terms used that need to be clarified. Please read carefully...
“Students with disabilities” will pertain to those students that have any disability. This may include learning disabilities, speech and

language disorders, hearing and vision impairments, autism, physical disabilities, behavior or emotional disabilities, Down Syndrome,
Mental Retardation, etc...

A “Music Therapist” is a therapist that uses music to achieve musical and non-musical goals. Some non-musical goals may focus on
communication, speech and language, behavior, physical movement, and emotions. A music therapist receives specialized training to meet
specific needs of persons with disabilities
“Inclusion” is the integration, involvement, and enrollment of students with disabilities in classes with non-disabled peers as much as
possible.

Survey Questions
I have taught music at the following grade levels. (Check all that apply)
__High School

Middle School/Junior High

__Elementary/Grade Schools

__ Other (Please specify)

I have taught the following types of music courses. (Check all that apply)

__Band

__Orchestra

General Music

__ Chorus

~~ __ Other (please Specify)

I have taught students with disabilities in my music classroom.
Yes

__No

___ Not Sure

I feel very prepared to...

Strongly

Somewhat

Disagree

Disagree

Somewhat
Agree

Strongly

Somewhat

Somewhat

Disagree

Disagree

Agree

Somewhat

Somewhat

a. Teach students with
disabilities in my music
classroom.
b. Adapt teaching methods/
materials to meet the needs
of students with disabilities.

Familiar with the IEP

(Individual Education Plan)
I feel that Inclusion...

Strongly
Disagree

Disagree

Agree

Can be beneficial to all
students.

I would like to...

Strongly

Somewhat

Disagree

Disagree

Somewhat
Agree

a. Consult with a MT about
adapting materials or lesson

plans
b. Working with a music therapist
in the classroom

c. Attending a workshop or training
on inclusion, adaptations, and

disabilities
I would like to have more information/resources regarding... (Check all that apply)
__ Music therapy and how music therapists can assist in the music classroom

___ IEP (Individual Education Plan) Process and what it means
__ Understanding various disabilities
__ Training/Workshops
__ Adapting materials, music, and lessons to meet specific needs
___ Inclusion Laws
__ Other (Please specify)
__None

Iama...

___Male

__ Female

I am between the ages of ....

Under21

21-25

26-30

31-35

46-50

51-55

56-60

__ 61-65

36-40
_ 66-70

__ 41-45
_ 70+

I have been teaching music for ...

1 year

_2-5ycars

18-21

22-23

__

6-9

__ 26-29

Ls
Lo 30+

14.17

