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Abstract
A special education population failed to meet tfagestarget in English. This occurrence
drove educational leaders to review their progrgtioos to address the problem. Their
decision to offer a partial inclusion English pragr setting is important because it
supports using data to provide students a Freé\ppdopriate Education (FAPE) in the
Least Restrictive Environment (LRE). The purposéhdd study was to examine if the
new setting was supported by an increase in stuaEmtemic achievement scores. The
theoretical framework included the social relatlipsnodel by Reindal and Gurgir and
Uzuner's successful inclusion practices theory. Juiding research question addressed
the influence of a self-contained setting for Eslglireplacing the general education class
offered for special education students on Califoiodified Assessment (CMA) English
scores. A comparative quantitative pre- and pdstiesign study was conducted using a
before-and-after sequence of events (partial-im@tusnplementation) and included a
sample size of 8 participants. A Friedman Test foiswed up with the Wilcoxon
Signed Ranks Test to complete the data analysidirigs showed noteworthy
differences between 2 or more of the mean sconeksseores in 2013 were higher than
scores in 2012. The resulting project is a trairsagsion on the implemented intervention
Read Naturally, which was supported in the datdyaisa Recommendations include
providing technical support and time managemeategies for staff. Implications for
positive social change support provision of setiagd supportive reading strategies to
meet the needs of individual special educationestted This support will ensure

students’ placement into the least restrictive mmment.
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Section 1: The Problem
Introduction

For this study, | employed a comparative quantitagire- and posttest design to
analyze the effectiveness of a partial inclusiatirsg for students receiving special
designed instruction in English. Because therebleas no definition for partial inclusion,
for this study | used a standard of partial inaduasilefined as a special education teacher,
as the primary instructor, placing a student asgpalassroom for direct instruction
(O’'Gorman & Drudy, 2010). A comparative analysidata from the California
Modified Assessment (CMA) for the 2011, 2012, aAd2school years was conducted
to decide growth in academic scores in the suboayegf English. The quantitative study
data were CMA scores from sixth and seventh gradgests requiring individualized
education programs, who had been identified toivedatense designated instruction in
reading and writing and placed in the partial istda setting, deemed by the local
school’s Individualized Academic Program team a&ssiudents’ least restrictive
environment (LRE) to receive specially designedrucdion.

Definition of the Problem

In 2011, 129 of the 131 special education studaintise local Southern California
urban district site took the CMA, which equaledaatigipatory rate of 98% (California
Department of Education, 2011). Individualized Asaic Program teams decide which
California state test each student requiring aividdalized Academic Program will take
by examining the data from previous state testasylts. If the student performs far

below or below basic for 2 years or more in a rowtlee California State Test (CST), the
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student is then eligible to take the CMA in thabjsat. In English, the projected target in
2011 for proficiency was 67.6% (California Departrhef Education, 2011); however, of
the 117 valid scores collected from the speciatation population, only 35.9% of
students scored at or above the level of profigieatdhe local site (California
Department of Education, 2011). To best meet t&idual needs of each special
education student, various setting choices sugadgl inclusion, full inclusion, and
self-contained need to be available to providstaitients the opportunity of an LRE.
Even though researchers have favored full inclugdomany students (Cooper-Duffy,
Szedia, & Hyer, 2010; Garcia & Tyler, 2010), othéid not agree to it for all special
education students (Maggin, Wehby, Moore PartildRizon, & Oliver, 2011; Mattison
& Schneider, 2009; Mckenzie, 2009). Because ofdbal site’s special education
population failing to meet the state target in Esigleducational leaders at the local
district office felt the need to consider offerisgveral program settings.

Among the program settings they considered wastapimclusion English
setting for the struggling special education stisi@nhopes it would improve English
scores on the CMA in the LRE. Even though the locstrict adopted the partial
inclusion English class as a setting option novipiesly offered at the local site, the
Individualized Academic Program team, accordinth®Individuals with Disabilities
Educational Act (IDEA) of 2004, must review Indivialized Academic Programs
annually to make decisions regarding a student’B.LFhe LREs are decided for not
only academic needs, but social and emotional #s Tves study did not examine the

social and emotional dimensions, which | therefmesidered a limitation. This study
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was meant solely to analyze academic performanEagtish. Special education students
are affected by their educational environment ail$ interactions in (Douglas, Avres,
Langone, Bell, & Meade, 2009; McPhillips & ShevIz09). Consequentially, the
emotional and social influence the learning envinent has on special education
students is an imperative consideration when deténm LRE.

In a larger context, district-wide and statewidie, problem of failing to meet the
educational progress required from the special &gt population has resulted in
missing the targeted growth expectations, whichdfiexted the state and local schools
because of its effect on funding (California Depent of Education, 2011). When
funding is reduced because of inadequate progtdsss an adverse effect on schools by
cutting into the availability of new textbook admpwts and the hiring of more teachers to
reduce classroom size (California Department ofdatian, 2011). The principal goal of
districts is to meet each student’s individual reeéfdan increase in target growth is
accomplished, the district benefits twofold.

Because 2011 was the first year of implementatonife partial inclusion
English class at the local site in replacemenhefgeneral education English class, a
cumulative quantitative study decided the effectass of providing a partial inclusion
English setting. Cumulative data collection throagfuantitative study determined
academic growth in the partial inclusion Englishssl by using a quantitative pre- and
post comparison of the CMA scores (Creswell, 20R2gvious state scores at the local
site included special education students placekariull inclusion setting. The local site

evaluated in this study had a successful histoifylbinclusion practice and was known
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statewide as a leadership site for full inclusiad aollaboration (National Dissemination
Center for Children with Disabilities [NICHCY], 2@). As the local site established a
partial inclusion class for English, new data wavailable for review to improve its
setting choices. This local problem was indicab¥@an overall national and global
problem of inclusion practices, and this study pated additional information of which
type of English placement would provide the LREdpecial education students
identified as functioning at least four grade leveélow average (Center for Studies on
Inclusive Education [CSIE], 2008).
Evidence of the Problem at the Local Level

At an Individualized Academic Program meeting, whemnteam decides on a
student with an Individualized Academic Prograncplaent, the team must consider
many elements such as the student’s social, enadtiand academic needs. Having
considered all these things, the team designseaaind appropriate education in the LRE.
The placement of these students is a decisiortakas much though. When full
inclusion placement is offered as a service setirgysite, consideration must be given to
the requirements of the Individualized AcademicgPam and other placement settings
such as partial inclusion or self-contained. Redearas necessary to compare data of
academic achievement in English for special edonatiudents after moving them from
a full inclusion to a partial inclusion settingdopport whether the population’s academic
achievement increased.

The selected school was an inclusion site, offeseryices for special education

students withmild, moderate andseveredisabilities. The site previously offered only a
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partial inclusion setting for mathematics. Inclusgervices have increased because of
program reforms on the placement of special edocatiudents, such as the IDEA and
the No Child Left Behind Act (NCLB; CSIE, 2008). éarding to these laws,
Individualized Academic Program teams must annwathmine the LRE to receive
specially designed instruction. In evaluating tffeaiveness of this inclusion setting, the
local Individualized Academic Program team felt LiRE should include an English
partial inclusion setting as an alternative to wlias being provided. To provide students
the LRE to accomplish higher academic success gnaimonment that supports their
social, emotional, and academic needs is a legpbresibility (Douglas et al., 2009;
McPhillips & Shevlin, 2009). A comparison of stud€racademic scores before and after
placement in English partial inclusion providedd®rice of students’ academic growth
and whether the placement provided the best indalitiRE for English growth.

The effect of partial inclusion instruction on stad achievement and the lack of
comparative data before the implementation of #méigd inclusion setting was the
driving reason for this studyhe choice of topic resulted from the overall supjf the
full inclusion setting offered at this site and ttencern that the partial inclusion setting
would have adverse results. Accomplishing a pari@usion English class would have
been a “step backward” for full inclusion suppastat the local site because of their
overwhelming support of full inclusion and the bistand notoriety of the site’s full
inclusion setting. The study helped determine wéethe partial inclusion English
setting provided the skills, ability, or supporsiticrease achievement scores for special

education students. The Individualized AcademigRam team and other educators at



the local site can use the results of the studppport student placement, and
educational leaders can use results to decide segesupports for successful student
settings, besides those professional developmeatéegies already used to increase CMA
scores.
Evidence of the Problem from the Professional Liteature

The conceptual framework for this study was builttiee belief that special
education students with an Individualized AcadeBRmagram benefit from various
inclusion settings, which in turn raises acadernares. IDEA (2004) stated that special
education students have the right to the LRE. Besttices for special education students
in inclusion settings are still under exploratibowever, available evidence supported
the premise that inclusion settings work. Bissetl iemons (2006a) built their
educational theory by investigating ways to pronmotder order thinking in college
students. By using Bloom’s taxonomy, Bissell andhbes constructed a program to
promote crucial thinking in all educational setsngartial or not. Crucial thinking is
required when learning new information and curuoo) such as English. Reindal (2008)
claimed that, in the inclusion setting, the sootétional model of disability is a better
fit. In this theory, Reindal explored how socidbltenships were built and affected
children in various settings and concluded so@kitionships and their effect on special
education students placed in an inclusion settiagpasitive. Reindal also explored
whether disability is a social or medical constrdttis evidence supported the local
problem because concepts of disability influence’®noncept of students’ capabilities

and in turn the choices about their inclusion phaeet.
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According to Gurgur and Uzuner (2010), provisiorspécial education support to
students and teachers is necessary to accomptishssiul inclusion practices. Gurgur
and Uzuner argued that the number of studentsirldss, the academic success, social
skill levels, the attitude, and experience of tlessroom teacher, and the special
education support services are the underlying al@t¢ments to successful inclusion.
This theory contributes to an understanding ofitlsal problem because it provides
parameters for a successful partial inclusionrsgtfThis theory was used to establish
concrete propositions or relationships during gsearch process by making correlations
between placement settings and academic achievefoeasing on the partial inclusion
placement.

Cooper-Duffy et al. (2010), and Garcia and Tyl€rl(@) examined their theories
of inclusion, English delivery, and the amount &k of supports needed. According to
their theories, special education students wilhbademically successful in an inclusion
model if the general education and special educaéiachers collaborate to modify and
deliver the English instruction. Maggin et al. (2Q&xamined students with behavioral
challenges in a partial inclusion setting and dedithat the partial inclusion setting
provided them with the focused academic and beha\soipport they needed to be
successful. Mattison and Schneider (2009) condurddy of the effectiveness of the
partial inclusion setting on students diagnoseth @rhotional disturbance. After a year’'s
research, the data supported the overall acaddfaatieeness of the setting.

Reading achievement for students with particularimg disabilities was the

focus of a study by Melekoglu (2011), who descrihed students with learning
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disabilities show higher levels of deficiencies@ading compared with peers of the same
age. The study found that 80% of students withraquéar learning disability
experienced reading difficulties as a primary mesteétion of their disability, and the gap
in achievement contributed to poor reading perforcean the population. Melekoglu
described how the typical reading level of a stadé@th a particular learning disability
was an average of 3.4 grade levels behind thdttenf hondisabled peers. Correia and
Martins (2007) explained that specific learningathisities (SLDs) can affect reading and
writing in addition to problem-solving abilities @memory. According to Correia and
Martins, SLDs are of neurobiological origin withif@long status, meaning they do not
depreciate with age and require specialized instmiof strategies to bridge the learning
gap.

Thus, students with SLDs have lower academic aelewnt in reading and
writing compared with their nondisabled peers. Seitndies supported self-contained
settings for English and the benefit obtained Isynall population of special education
students (those with deafness/blindness/emotiodatyrbed and intense behavioral
disabilities) because of the specialization, neddke disability, and the way English is
developed in particular populations. In contrasistmesearch supported the full
inclusion model for English. Most special educatstuidents benefit from inclusion
settings, not only academically but also socially.

Evidence of the problem locally has been documeintéiae local school’s report
card, in which the failure to meet adequate pragoesEnglish benchmarks was noted

(California Department of Education, 2011). Of ii#9 special education students at the
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school who took the CMA, a participatory rate o#88&he targeted proficiency of 67.6%
was not met (California Department of Educatior, 20Only 35.9% scored at the level
of proficiency in the English subtest (Californigartment of Education, 2011).
Definitions

Various settings available to special educatiodestis ardull inclusion partial
inclusion andself-containedinclusion provides a structural setting in a shbat
provides special-needs students with placemengenaral education classroom among
their peers with supports and changes provideddpeaial education teacher in
accordance with each individual student’s Individaead Education Program (O’Gorman
& Drudy, 2010). Full inclusion is the placementao$tudent into the general education
setting for the entire day (O’Gorman & Drudy, 201Bartial inclusion is specialized
academic instruction for only a part of a dailyedhle. Students are included in the
general education classroom except for one sutgerious subjects for particular
content areas such as mathematics or English, tanghby a special education teacher
in a special education classroom, which is decleshdividual needs as stated in the
Individualized Academic Program(O’Gorman & Drud@1®). Self-contained placement
is when the special education student requireparate class with specialized instruction
provided only by a special education teacher feirténtire daily schedule (O’Gorman &
Drudy, 2010). In a self-contained setting curricalis modified to meet the individual
needs of each student, per federal law. Changesade to content delivery and the
products produced are graded differently basedhernndividualized Academic Program

s, resulting in a modified grade, just as it doethe inclusion settings. In a self-
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contained setting, special education students rilhjos their general education peers
at lunch, physical education, or explore classgedéing on the site, needs, ability, and
the Individualized Academic Program, decided byeskav (O’Gorman & Drudy, 2010).

Special education studerdse those with special educational needs, who have
restraints in their ability to participate in anenefit from general education because of a
physical, sensory, social-emotional, mental healthearning disability defined by their
Individualized Academic Program s (California Depegent of Education, 2011).
Individualized education progranase legal documents created by a team of members
including a district representative, teachers, pateservice providers, and the student, to
ensure the student’s educational needs and rightsiet (California Department of
Education, 2011; Lohmeier, 200@Qore curriculummeans those compulsory school
subjects that all students must study at schooh as mathematics, English, and social
studies (Lohmeier, 2009). The core curriculum fagksh requires that reading and
writing are explicitly taught (Lohmeier, 2009).

The Individuals with Disabilities Act (IDEA) of 206 legislation supporting the
rights of all students, including special educastudents, to learn. This legislation
pushed teachers to continue to provide a Free gpdofsriate Education to all students
while requesting rigor in teaching to improve ststeres in the LRE (CSIE, 2008). The
least restrictive environment (LRBjas defined by IDEA as the most beneficial
educational setting for students with special ne€ts determination is made by the
Individualized Academic Program team members aoldides consideration of many

elements, such as behavior, ability levels, anad&ional and social-emotional needs.
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State testing is used to evaluate the progredsgediite in meeting the
requirements of No Child Left Behind (NCLB) legistan (California Department of
Education, 2011). Th€alifornia Modified Assessment (CM&)the approved testing
protocol used at the site to evaluate grade lenagfigiency in the core areas of
mathematics and English (California Departmentddi¢ation, 2011). The scores
collected by the protocol are used to drive stugdatement in the site’s program
choices per grade level and provide reliability antidity data (ETS Educational Testing
Service, 2012). Validity for the CMA is defined aprocess that includes gathering
evidence of content being accurately measured @Eligational Testing Service, 2012).
The evidence is gathered by subject experts (ETgd&tbnal Testing Service, 2012). On
the CMA, content validity and criterion validityeaexamined by correlating the
relationship betweeen various scores that meakarsame content (ETS Educational
Testing Service, 2012). These data are then compamdecide whether a positive
relationship exists (ETS Educational Testing Sexv&012). Reliability indicates
consistancy across various cores and/or adminmtsgtdetermining whether the scores,
not the test, are reliable (ETS Educational TesHagvice, 2012). Reliability is also used
to describe the CMA measurement errors evidenl iests (ETS Educational Testing
Service, 2012). These errors are decided by reglgaidministering the same test (or a
parallel) to the same student (ETS EducationaliigService, 2012).
Several categories of disability constituted thagla of this study, including

autism specific learning disabilities (SLDsandspeech and language impairment (SLI)

Autism is just one of a series of disabilities unie area called autism spectrum
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disorders. Autism is categorized as affecting &thability to communicate and interact
with others (Mayo Clinic, 2012). Autism spectrunmgas in severity from being entirely
nonverbal, requiring much assistance, to Asperggmsirome, which typically involves
social delays (Mayo Clinic, 2012). A SLD is a dider in one or more of the basic
psychological processes, which may include audipoogessing (processing information
heard), association (creating a relationship amtamgs learned), and expression (the
process of expressing what is learned; Evers, 2@EMErs (2011) described SLI as
having a hearing or language disability. Disalatare categorized as either nonsevere to
severe, with severe disabilities being those hasewgre to profound cognitive
impairments (Evers, 2011). Placement of speciata&iiion students depends on the
severity of their disability and educational ne@@d&orman & Drudy, 2010).

Significance

Analysis of student achievement in the partialus@n English setting needed to
be conducted to provide examples of how studentsodstrated academic achievement
when provided with this setting. My intention withs study was to provide valuable
data to consider for future setting accomplishmehich would benefit future and
present students by striving to support acadenedsie English. When students are
appropriately placed in the LRE and receive FAPREytare given the best opportunity to
benefit socially, emotionally, and academically (Qtas et al., 2009; McPhillips &
Shevlin, 2009).

This research contributes to the understandingefdcal problem and benefits

the district; the intention was to provide the dag¢agessary to support whether the English
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partial inclusion setting established by the Iatiatrict site provided the LRE
academically in English, through the evidence ofeased state scores, meeting the
growth expectation target for proficiency of 67.6%he significance of this data
demonstrated the effectiveness of the Englisha®ifained setting on special education
students and will be used to guide program chaoelsplacements decisions by the
Individualized Academic Program teams and locatidisin the future.

Guiding/Research Question

Studies comparing the movement of special educatiatents’ placement from
full inclusion to partial inclusion were scarcecunrent literature. Previously, students at
the local school had to move to a different sitéhmdistrict that offered the partial
inclusion setting for English. The data supportad shift, academically, by showing
increased CMA English scores for these studerttseastudy site, the local district will
benefit from this knowledge, enabling them to suppdure decisions about educational
setting considerations for special education sttglanevery school site per IDEA and
NCLB (CSIE, 2008; 2011). The local problem with fhesh to meet state and federal
standards on state testing in English starteddhsideration and review of individual
cases of struggling special education studentgpgared program settings available.

After a new educational setting was establishedsite, a quantitative study was
useful to determine the effectiveness of the newice setting (Creswell, 2012). For this
study, a quantitative study provided data for theligpng research question: How will the
establishment of a partial inclusion setting fogksh, replacing the general education

class offered at the local setting for special atioa students’ schedules, influence CMA
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English scores? This question helped drive theeptaf the study, a professional
development on strategies to raise CMA scoresfdecial education students in English.
Review of the Literature

The failure to meet state benchmarks has resultadeevaluation of program
choices available to meet the diverse needs ofaptucation students in the LRE
demanded by law. State law and the IDEA (2004) magaired school districts to
provide a free and appropriate education to atlestis, despite diversity, including
students with special needs (CSIE, 2008). Inclusangrowing practice in the public
school settings, and researchers have continuaighacted studies to assess what
settings and practices might suit the needs ofispbeducation students in the LRE while
still meeting federal expectations in NCLB (200Rhe push for inclusion strengthened
in 1994 because of the Salamanca Statement, winessed access to the core
curriculum in the general education environmentaibchildren, young people, and
adults, especially special education children (R889). The Salamanca Statement
called for the international community to suppoxtiusion and was created in June of
1994 when 92 governments and 25 international azgans formed the World
Conference on Special Needs Education and agretee siatement to endorse and
support inclusion (CSIE, 2008). IDEA made inclusplacement of special education
students government supported and strengthenadatsnplishment. This legislation
urged districts to continue to provide FAPE in LiRE to all students while requesting
consistency and thoroughness in teaching to impstate scores. The federal NCLB'’s

primary purpose was to hold districts, schools, states accountable for academic
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improvement. This academic accountability inclutihes14% of public school students
that receive special education support (ChudowSkyidowsky, & Center on Education
Policy, 2009). According to NCLB, by 2014, 100%stfidents must score at the
proficient level on the state tests (Chudowskyl.e809). NCLB required schools and
districts to close the achievement gap betweerestsdvith disabilities and those
without to the utmost extent possible while prongia FAPE in the LRE (Chudowsky et
al., 2009).

Research studies supported inclusive and partialsion settings (Roa, 2009;
Smith, 2009). Special education students requinsideration of their particular needs to
promote achievement and decide the LRE. The paputsrthe inclusion model at the
local school created a push to place special emuncstudents into full inclusion.
Administrators and educational leaders at theisitee study, after reviewing their data,
decided its special education population was natimg state expectations in the full
inclusion model and reevaluated cases on an ing@idases to decide the appropriate
LRE (California Department of Education, 2011).iindualized Academic Program
team members discussed LRE choices including @apiaxtlusion setting for English in
the hope of meeting the individualized needs ohestadent, which in turn would result
in raising state scores and meeting the federaaapons set forth by NCLB. In the
partial inclusion setting, special education stusl@aceive remedial instruction in certain
subject areas by a specialized academic instrgefmarate from the general education

environment.
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In addition, the success of partial inclusion sgion special education students
in elementary schools led to a movement of parriEusion settings at the middle school
level (Kozik, Cooney, Vinciguerra, Gradel, & BlacQ09). Officials at the local site
established a partial inclusion setting to pro\adelRE to meet the particular needs of
special education students with Individualized Asraet Program s who were failing to
meet state growth requirements in the subcateddeyglish. A review of literature was
conducted to explore various LRE settings, inclgdid! inclusion, partial inclusion, and
self-contained, as well as best practices for Ehglievelopment for special education
students.
Inclusion Success through Collaboration

Collaboration between general and special educaarsicial in easing effective
inclusion services to special education studenith Wllaboration, general education
teachers and special educators can experiencedsharership of the students’
educational curriculum delivery. Students also assjoint responsibility for outcomes.
Despite the collaborative structure (for examptee-on-one interactions, co-teaching,
collaborative consultation), successful collabamtiequires planning time, effort, and
administrative support, especially as the amoumtdofinistrative support has a direct
influence on the success of collaboration (CaReater, Jackson, & Marchant, 2009).
Santangelo (2009a) conducted a study over a 2syear to examine accomplishment
and sustainability of collaborative problem solvangd the elements that influenced

them. Partnerships were necessary to create cadl@problem solving programs, again



17
highlighting the power of effective communicatiamdacollaboration for academic
success (Santangelo, 2009a).

Collaboration at the middle school level is crutdatause of the number of
transitions, teachers, and courses the studenés Ballaboration between the general
education teachers and special education teachersdial to making inclusion in middle
school successful by opening the communication éetvthe general education and
special education teachers, allowing them the dppity to collaborate with curriculum
planning (Kozik et al., 2009). Kozik et al. (20@9ated that full inclusion of special
education students in the middle school settingdeas hindered by particular concerns
that had not been a problem at the elementary,laftel selecting 35 participants from a
variety of fields in education, the authors exardimdnat elements participants said were
imperative for success in the inclusion setting.ofgn the imperative elements were
communication and listening skills for preliminagsades, adolescent development, and
researched-based practices for the middle scheel (Kozik et al., 2009).

Educators at the research site also considereabooétion an important aspect of
inclusion success. They used a collaboration fl@astcto ensure the broadcast of
information throughout the staff. Monthly meetingsre scheduled for department chairs
and team leaders to disseminate information fraerie¢hdership team, although
interdisciplinary teams met weekly to collaboratéwveontinuous daily collaboration

between the general education teacher and thea$jgelcication teacher.
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Personal Needs and Learning Styles

When looking at student placement in an individzgdi academic program,
consideration of the personal needs and learnyigssof the student is important. Over
time, researchers of intelligence have developedrtbs, beginning with the theory of
various intelligences and, in particular, Gardneg'search toward child development
(Moran, Kornhaber, & Gardner, 2006). This resedra$ been important to the field of
education because it helps to develop teachingst@arnder (as cited in Moran et al.,
2006) categorized various intelligencesasstential(thinking outside the box of data),
naturalistic (dealing with nature)ntrapersonal(self-thought)jnterpersonal(works well
with others) bodily kinesthetigmovement with the bodygpatial (3D manipulation),
linguistic (spoken and written wordpusical(musical concepts), ardgical-
mathematica(numerical operations and symbols).

Coleman (2008) introduced the theory of emotiontdliigence as a proverbial
bridge to connect emotionally with students ignaredlassrooms across America. The
theory of emotional intelligences asks that stuslantd teachers focus on the emotional
fabric of a child’s life; according to Coleman, teere four domains of emotional
intelligence: relationship management, self-managenself-behavior, and social
awareness. However, unlike other theorists, Colef2@08) suggested that emotional
intelligences are learned abilities, not innateaose emotional intelligence matures with
age and is best fostered through proper guidanoeorplishing new programs in the
school setting focused on teaching students hamderstand their own emotions and

the emotions of others better will create a bé#aming environment and higher



19
achievement scores (Coleman, 2008). There is atodselp all students through social-
emotional learning (Coleman, 2008). Promoting daia emotional learning improves
positive behavior, classroom discipline, attituttesard school in general, and
attendance rates, which in turn will raise acadesnares on state testing to meet the
expectations of NCLB. Educators at the local diteve throughout the years to promote
and address all learning styles through their sioclu model. Special programs put into
place at the school are Advancement Via Individdetlermination (AVID), Peer
Leaders, and Peer Helpers, and they offered a ovayplore classes to promote social
unity.

Student populations are increasingly diverse, swetis a need to educate and
give students the opportunity to explore and dis¢hese differences to ensure academic
success on state testing. Roa (2009) and Smit®j2i€cussed the approaches to
teaching students from diverse backgrounds, with 2009) exploring the best practices
of inclusion, while Smith (2009) explored best pi@es of multicultural education.
However, each argues that inclusion and heterogsng@uping for their populations
have provided wonderful results, but they cautiothe delivery and sensitivity to each
population. Students must also be made aware vpb&stice in social equity for the
entire success of all students. A collaborativeréfrom all stakeholders is necessary for
inclusion practices to become the norm (Timmon®620A shared philosophy is crucial.
At the study site, inclusion is the shared phildsopf the school.

Effects of inclusion on special education studanésimportant in providing an

academic learning environment. Special educatiatestts performed the same as non-
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identified students despite the number of speciatation students in the class (Ruijs,
Van der Veen, & Peetsma, 2010). The biggest faotlrencing achievement for special
education students in the inclusion setting wasdpazind variables such as
socioeconomic status and parental education (Rugs, 2010). Special education
students mainstreamed performed similarly to gemehacation students on language
arts testing in growth rate (Christ, Silberglited, & Cormier, 2010). This information is
useful in this study because it shows that theusioh setting has no adverse academic
effect on special education students.

Training and Support for Special Education ProgramSuccess

Administrative support helps to build teacher pec$pes on inclusion practices.
These perspectives on special education inclugiactipes have a strong influence on the
success of the setting. Through interviewing argeoling teachers in the inclusion
setting, it was determined that teachers thoughe#pectations placed on the general
education teacher were unreasonable and followethttk of formal training on
mainstreaming (Fuchs & Southern lllinois, 2010)eTeachers also thought their
administration did not provide enough support andarvice opportunities to make the
setting effective, while other contributors suclckss-size, collaboration and planning
time, and sharing duties between the special educahd general education teachers
were also lacking (Fuchs & Southern lllinois,2010).

Particular elements are important to successfllignan practices such as
teacher’s attitudes (Hwang & Evans, 2011). Eventdacher’s view of inclusion is

positive, the accomplishment and accommodationdatetor special education students
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to be successful is still a burden for them (Hwéngvans, 2011). Teacher attitude,
preparedness, class-size, and support in accompisthad also been linked as deciding
elements for a successful inclusion setting (Kilaski-Press, Foote, & Rinaldo, 2010a).

Providing support and training in the new emergesfaaclusion in English
settings is important (Griffiths, 2009). Althougbdagogical approaches broke down
some barriers of inclusion, such as lack of trajron collaborative and co teaching
strategies, noteworthy changes still needed tacbemaplished to support the transition
(Griffiths, 2009). Breaking down inclusion barriensd misconceptions based on fears by
providing adequate training and collaboration timenportant in creating a successful
and supported school system.

Training and education to increase support andmstateding from parents is
important. Federal law behind the Individualizeca8emic Program process includes
parent involvement and concurrence, thereforeudson on parent perspectives on
inclusion was examined (Leyser & Kirk, 2011). Pasesupported the philosophical and
legal principals of inclusion, but were worriedtttiae general education teachers were
not adequately prepared to meet the needs ofchidgren, and were concerned about
services and communication difficulties (Leyser &k 2011). As the students
themselves continue to experience a transition wheving from a partial inclusion
separate classroom to an inclusion setting, prépars important (Odluyurt & Batu,
2010). Prompting was an effective method of preargOdluyurt & Batu, 2010).

The principal barriers to inclusion success areceptual unpreparedness toward

inclusion versus integration, knowledge, and falseceptualizations of special
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educational needs and difficulties associated difflerentiation and time limitations
(Paliokosta & Blandford, 2010). These barriers wereed to attitude and teacher
resistance to the inclusion practice (Paliokostal&dford, 2010). The school team must
be effective to promote academic success to rames. The study site has a strong
parent outreach program, and offers parents thertjppty to become involved in their
children’s education by attending informationalgaetations and coming on campus to
share a meal with their students once a month.

Collaboration is important in supporting the inetussetting and implementing
teaching strategies. Through a collaborative bldreleategy approach to curriculum
delivery, success in literacy has been accompli$Gedper-Duffy et al., 2010).The
complications in teaching literacy to various leviel the partial inclusion classroom
adversely affect literacy achievement, and sucaksgflusive literary results by
blending teaching strategies between the speciajatidn and general education teacher
(Cooper-Duffy et al., 2010) . Collaboration andteaching can be a bridge for the
literacy gap for students with learning disabibti&enty, McDuffie-Landrom, & Fisher,
2012). Research supports the collaborative approbctrriculum delivery driven by
constant engagement and discussions between tbialsgped general education teachers
(Fenty et al., 2012). Throughout the years, thdystite remains a model site for
inclusion and the blending of special education geeral education collaboration.

Supportive instructional leadership is importanproviding a successful partial
inclusion setting. Principals’ accountability fagher achievement results has driven a

change in instructional design in self-containettirsgs to promote literacy for special
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education students (Sanzo, Sherman, & Clayton, 20htough administrative support
and planning, teachers are provided the necessals/(planning and access to best
practices) to provide their self-contained studamnriched and successful literacy
development opportunities (Sanzo et al., 2011).

Special Education and English Achievement

Literacy is an educational goal for all studentspile their disability and is a
large component on the state testing requirem¥iatsous strategies have been studied
to find the most effective literacy programs anol$psuch as presentational, illustrative,
and technological. Accomplishment of these stratem partial inclusion and full
inclusion settings is noteworthy. The National @eribr Education Evaluation and
Regional Assistance (2010) described the resulmadus studies examining literacy
development in students with and without disale#itiThis study provides the
background for various other studies because @itsnsive examination of literacy
learning needs in a longitudinal 10-year study.

Presentational, instructional, illustrative, tratglnal, and succinct supports on
listening and reading comprehension effect studeittsintellectual disabilities
(Douglas et al., 2009). The effects were evaluasdg a series of single-subject
experiments. The program the researcher’s accongglis/as e-text, a computer-based
program, which incorporates a variety of suppantshsas text to speech, graphic
organizers, text highlighting, digitized voice, gmlsummaries, and text-linked
photographs (Douglas et al., 2009). The two sugdorind to make the biggest influence

on students with intellectual disabilities were tuéce to text feature and the graphic
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organizers. The results of the research suppdneddcomplishment of the program in
any educational setting that has the technologigpport to run the program (Douglas et
al., 2009).

Other researchers of special education have almieed E-text's benefits. One
studied the benefits of e-text on literacy ratespmcial education students (l1zzo, Yurick,
& McArrell, 2009). E-text is a bridge to access gt education curriculum for high
school special education students and also scaffidddtacy for students with disabilities
(Anderson-Inman, 2009; I1zzo et al, 2009). The ¢ffet the supported electronic text (e-
Text) on literacy rates for special education stuslevere the focus of a study and
included the results of four studies conductedngyNational Center for Supported e-
Text (NCSeT) which proved effective for special ealion students in all four studies
reviewed (Anderson-Inman, 2009). Students withldigees use a variety of assistive
and Internet-based technologies to increase tiheiaty rates (Wollack & Koppenharver,
2011).

Augmentative communication is a form of technolagy change provided to
special education students to help them in litedyelopment. Appropriate skills and
settings for literacy development for special ediocestudents are required for
augmentative communication (Ruppar, Dymond, & Gaffre011a). Teachers tended to
change their general education literacy delivergmvbktudents requiring technology were
present (Ruppar et al., 2011a). Additionally, teaslwere underprepared and struggled
with understanding how to adapt literacy contentfgual access, therefore, the teachers

changed their content (Ruppar et al., 2011a).
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A balanced literacy approach, is needed to teaetatiy effectively (Carnahan,
Williamson, Hollingshead, & Israel, 2012). In thetudy, they discussed the value of
incorporating technology into instruction is a \ale scaffold to reach the crucial
instructional opportunities needed such as, dadyling, writing, and word study
(Carnahan et al, 2012). By using technology, tlsériiction became more meaningful to
the students, and the students in response werengaged in their learning (Carnahan
et al, 2012). Similarly, assistive technology (Aeflects literacy rates of students with
disabilities (Puckett, Judge, & Brozo, 2009). Teadlevelopment opportunities for
assistive technology were provided to teacherstlamdesults supported literacy
development helped by AT (Puckett et al., 2009k $tudy site is using technology to
enhance its English program. IPods and computéopgamre amalgamated in the
curriculum weekly and a technology-based intenamprogram is accomplished in the
partial inclusion setting.

Using developing technology benefits and assistrgent literacy, important in
language and literacy development. Early interaerstiby the speech pathologist
focusing on alphabet knowledge, sound awareneds;@rtextualization helped build
emergent literacy skills (Girolametto, Weitzman(=3eenberg, 2012). In the early
childhood settings, children experiencing the wgative speech therapy had a notably
higher rate of utterances and print/sound connest{Girolametto et al., 2012).
Likewise, early childhood special educators havenlqgromoting early literacy for more
than 25 years (Goldstein, 2011). The challengedkihg toward the next 25 years and

effectively developing an early literacy program $tudents with intellectual and other
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developmental disabilities (Goldstein, 2011). Bgmpoting literacy skills focused on
spoken language development (vocabulary, grammdmvard knowledge); early
literacy interventions were beneficial for studentth disabilities (Goldstein, 2011).

Formative and cumulative assessments are uselslftomoguiding literacy
instruction and commonly used in the classroomrdfief2009) used assessment-guided
differentiation as a literacy-development guidedmtudent with several disabilities in an
inclusion setting. Formative assessment not onigieguinstruction but also aids in
making decisions on adaptations to the programsratdrials (Ferreri, 2009). Using the
assessments, instructional practices proved efeetdr reading and writing achievement
(Ferreri, 2009).

Increasing literacy rates of bilingual special eation students is important due to
the attention that this focus group has gainedusaf new school reforms (Orelus &
Hills, 2010). There were three determining eleméntslingual literacy improvement,
teaching practices, self-motivation, and family o (Orelus & Hills, 2010). Being
culturally responsive to culturally and linguistigadiverse learners with disabilities are
crucial in their literacy development. A culturabigsponsive practice is required by
general and special education teachers to enserady development for culturally and
linguistically diverse students with learning digdiles (Utley, Obiakor, & Jeffrey, 2011).
Culturally sound techniques proved to maximizedity learning for the participants
involved (Utley et al., 2011).

Many elements are involved in literacy developmeuath as reading

comprehension, spoken expression, listening conepsebn, and written expression.
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Age-normed tests were administered to studentsaideg one, three, five, and seven to
decide language skills needed for literacy develamnand supported theoretical
implications for comprehension and expressiontardicy by hand, eye, mouth, and ear
despite the individual differences for gifted, ged@nd special education students
(Berninger & Abbott, 2010). Word study, fluency,cabulary, comprehension and
motivation have a relationship to literacy (Robgeftsrgesen, Boardman, & Scammacca,
2008). These elements are crucial for reading ingareent of struggling readers. With
evidence-based instruction, these crucial elemmmsffectively be taught to special
education students (Roberts et al., 2008). Shaoeg eading is an approach to access
grade level curriculum by reader student interacti®hared reading promotes literacy of
students with extensive support needs through emgegt (Hudson & Test, 2011). The
shared reading experience involving the studetdriiag as the instructor reads text
aloud proved an effective scaffold to literacy depenent according to the study
(Hudson & Test, 2011).

Poetry emotion is one method among a variety efdity practices explored to
promote literacy for special education student&ti®acould be used successfully to
enhance a student’s ability to read and underde@ttdWestgate Pesola, 2008)The
previous confines of classifying ability for studemvith disabilities, such as 1Q, need to
be thrown away in the wake of a new era and outtwoklisabilities for literacy
education (Westgate Pesola, 2008). Verbalized mgadites are also one of the signs for
literacy, and by studying second-grade verbalisadling rates that, despite school

characteristics being noteworthy predictors of stu@ first verbalized reading status,
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boys and girls in second-grade growth rates ininggshowed no noteworthy difference
in students without disabilities (Wang, Algozziiag, & Porfeli, 2011). On the contrast,
students with learning disabilities showed a ngtédolver rate of increase in reading
fluency rate and verbalized reading, supportingined for differentiated and explicit
instruction for special education students (Wangl.e2011). Using dialogic reading
incorporating interactive picture book reading banused to bridge the literacy gap of
elementary students and the strategy supports &sipedlanguage development, key in
early language development (Flynn, 2011). Usingabotary enrichment, comprehension
expansion, and relating text to self, the studywgdosuccessful for literacy growth
(Flynn, 2011).

Response to intervention (RTI) is used throughbetdountry to bridge the
achievement gap in literacy for students with amthout special needs. Including RTI is
an important intervention used to address litersssds for all student populations. Tier |
and Tier Il instruction is used to promote literag\struggling special education sixth
graders identified as English-language learnera\{&s, Duesbery, Brandon, Mcintosh,
& Pyle, 2011). Using intense instruction in commes$ion, vocabulary, word analysis,
and fluency building, noteworthy growth was docutednGraves et al., 2011)., RTI was
also examined in the middle school setting forditg growth with Content Literacy
Curriculum (CLC) (Ehren, Deshler, & Graner, 201D).promote success, special care,
and monitoring was necessary to help the functimhdecision making of the
educational teams and cohesion and discussion aleeglg in needed to make literacy

growth achievable (Ehren et al., 2010). RTI in nledsthool was also the focus of a
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follow-up study by (Graves et al., 2011). RTI's ledfects on literacy for students with
learning disabilities scorinfar belowor belowbasic level in literacy on state testing
(Graves et al., 2011). The student population ededimostly of low socioeconomic
families in an inner-city urban school (Graveslet2011). The study supported the
intervention program, showing better improvemenwtss for those students receiving the
intervention (Graves et al., 2011).

Studies on English accomplishment settings in heélahere students with
Dyslexia were the focus also provided useful datsupport this study. The three settings
examined were reading schools, reading units, amdstteam support (McPhillips &
Shevlin, 2009). Parents, teachers, and the tutqmgasting students with dyslexia were
surveyed with questionnaires about the effectiveinéshree models of special education
placement (McPhillips & Shevlin, 2009). The conalus of the study reported that there
were similarities in teaching practices in the rsti@am and partial inclusion settings, yet
despite the partial inclusion placement did notrgotee the students will ‘catch up’
academically to their peers (McPhillips & Shev2009). Having special education
students in the inclusion classroom can benefititbacy needs of all students involved.
At the study site, inclusion, partial and full, pides the students the opportunity to
benefit academically.

Partial Inclusion Settings and the Benefits on Liteacy

Partial inclusion settings proved effective fortmadar student populations.

Literacy supports in various settings also focusedhe literacy rate of students with

deaf-blindness, visual, and several impairmentsk@zie, 2009). Using emergent
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literacy supports such as a print-rich environmkamguage-rich strategies and activities,
and classroom environment enrich literacy (Mcken2@9). Unlike the previous studies
mentioned (Douglas et al., 2010; McPhillips & Sleyv2009), Mckenzie (2009) found
that her research supported partial inclusionrggtfor literacy development of students
with deafness and blindness despite the benefithéogeneral education students.

Autism is a disability that effects literacy devatoent, and when coupled with a
second-language learner, literacy is even moreditfto reach. English-language
learners with learning disabilities’ academic swsca the general education
environment were examined and the study foundvhée particular strategies were
followed to support students’ cognitive and acadedavelopment, the inclusion setting
could be successful (Garcia & Tyler, 2010). Fosthstrategies to be accomplished,
communication and collaboration between the gereghatation teacher and the special
education teachers must be explicit in additioaupport from the school districts and
administrators (Garcia & Tyler, 2010).

Not only do students with autism bring distinctiyiéis and interests to the
inclusion classroom, the way they respond to temrhituations might reflect flaws in
the pedagogy (Chandler-Olcott & Kluth, 2009). Stutdewith autism benefit from the
inclusion setting by making the general educateathers become more reflective and
explicit in their teaching (Chandler-Olcott & KIytB009). Because of the particular
needs of autistic students, the teaching environmsealtered to meet those needs, adding
literacy components to enrich the environment (ChamrOlcott & Kluth, 2009).

Inclusion supports social norms for students withigm (Chandler-Olcott & Kluth,
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2009). There was noted successes in regulatingldmehavior by using peer interaction
in the inclusion setting (Chandler-Olcott & Klu®2009). These added elements benefit
all students in the classroom, providing them thpastunity for academic success and
improved scores (Chandler-Olcott & Kluth, 2009).

Various literacy programs can be accomplished lircemtained and full
inclusion settings with successful results. Implatirgy a readers’ theater in a partial
inclusion classroom resulted in an increase indig rates for the special education
students involved (Garrett & O’Connor, 2010). Studeseem thriving in the small group
environment (Garrett & O’Connor, 2010). Anotheastgy explored in literacy
development for special education students isagliggybacking (Paxton-Buursma &
Walker, 2008). Piggybacking, is a process of ugjugstioning strategies and writing to
enrich reading and literacy development (PaxtonrBuma & Walker, 2008). The
students are placed in small groups, led by anuatgr, and taught how to incorporate
the components of the book club to enrich the egpee through discussion (Paxton-
Buursma & Walker, 2008). This process is benefimaktudents with special needs in
all settings.

Special education students need to be prepardtdwrfuture the same as general
education students and job preparedness begingditgidrcy skills, yet for those students
performing far below grade level, the push to beppared is even stronger. Reading
comprehension in adolescents with learning digaslis examined to provide the
appropriate instruction in less time with the go@bridging the gap (Faggella-Luby &

Deshler 2008). Conclusions supported targeteduattn, focused cognitive strategies
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and explicit instruction to special education studewhich can be provided in a partial
inclusion setting (Faggella-Luby & Deshler, 2008).

Self-Contained Setting Benefits on Literacy Develapent

Reading fluency is an important component of litgrdevelopment. Instruction
in reading fluency is linked to reading achievemamd is most commonly taught through
guided repeated verbalized reading instruction {ifi&kn Samuels, Heibert, Petscher, and
Feller, 2011). A computer program is used to eaading fluency instruction with
positive results (Raninski et al., 2011). A compyegram is accessible in a self-
contained setting because it requires no largepgiraatruction and the conclusions were
positive for special education students besideslaegducation students (Raninski et al.
2011).

Student needs do not disappear when they joiruthenjle justice system small
group environment. Although the setting differsnfirpublic choices available, it means a
self-contained small group setting. In a similardston literacy, the small group
environment has proved effective in a juvenileigessetting for special education
students (Houchins, Jolivette, Shippen, & Lamii&h1,0). Literacy is a substantial need
in the juvenile system despite having a disab{iHfguchins et al., 2010). By adding a
learning disability to the equation, the task beesraven more important and difficult
(Houchins et al., 2010). This drives the purposthsf study because it supports the need
for literacy development that can reach multipleydations.

Hard of hearing or deaf children also struggle Witdracy development and

spend time in a self-contained classroom receiliagacy instruction. There were
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particular correlations between the learning emment and the amount of knowledge
attained in literacy development (Easterbrooks gredrg, & Conner, 2010).The self-
contained setting was successful for the hard afihg population because of its focus
on emergent literacy skills acquisition requiredtfoe population, not typically promoted
in the general education classroom (Easterbrooék,&2010).

Self-contained classrooms are based on abilitymngubecause of the low
academic levels of the students. Ability grouping @lacement was examined to explore
how placement decisions are made and the elememlvéd in the decision making
(Muijs & Dunne, 2010). Special education studengsendentified as ability grouped
into an over-represented low set group (Muijs & Ben2010). Ability grouping is
exactly the foundation of a self-contained classroo

Self-contained settings are frequently used focgr@ent of students with severe
behavioral disorders. The academic achievemertudésts with severe emotional and
behavioral disorders in a self-contained setting stadied and determined that the
students performed far below (functioning threéta grade levels below) that of age
typical peers in reading, mathematics, and wriggpression (Lane, Barton-Arwood,
Nelson, & Wehby, 2008), The students involved i $tudy scored well below the
twenty-fifth percentile (Lane et al., 2008). . Stats with behavior challenges in a self-
contained setting had been placed in the self-amedasetting to provide them with
focused academic and behavioral supports (Maggah,62011). Teachers could provide
more focused instruction to smaller groups of stislevhen provided the self-contained

setting (Maggin et al., 2011). Despite the oppdtyuior more focused small group
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instruction, the study found that instructionahstgies and practices did not differ from
that of an inclusion setting (Maggin et al., 2011).

Demystifying the secret world of the self-contaireé@ssroom and how
instruction differs is the focus of a study thahemxned social studies instruction in the
self-contained classroom and how the instructidieid from that of a general education
classroom (Lintner & Schweder, 2008). Self-contdispecial education teachers ranked
social studies instruction fourth in importancedefivery (Lintner & Schweder, 2008).
Although the special education teachers had atldtie same time and timing for the
instruction, the relevance of social studies was mompared with other core subjects
(Lintner & Schweder, 2008). Despite the settindgedldnces of the self-contained class,
this study also found that instructional strategwese similar on differentiation,
collaboration, and opportunities for hands-on leggriLintner & Schweder, 2008).

Similarly, researchers found that out of the natl@®9.9% of students’ receiving
special education services, 23% of them receivie sleevices in a self-contained setting
(Causton-Theoharis, Theoharis, Orsati, & Cosiet120Self-contained classrooms are
successful if they provide a sense of communitstraction-free environments,
behavioral support, and specialized instructiorug@n-Theoharis et al., 2011). On the
other hand, the self-contained classroom studeetgeptions declared that students
placed in the self-contained classroom reporteldri¢evels of dependence and lowered
levels of self-determination (Jones & Hensley, 20T&ere is a need to improve student

relationships and motivation in self-containediagt (Jones & Hensley, 2012).
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Students with specific disabilities benefit morenfr self-contained settings
according to literature. The effectiveness of algesecomplished self-contained setting
for students with emotional disturbances is thei$oaf a study examined such variables
as attendance, academic achievement, and discipleeords (Mattison & Schneider,
2009). The setting was implemented because of @indée district to provide adequate
services to the special education students, sinaltre setting being reviewed at the
study site (Mattison & Schneider, 2009). After ayeéhe data supported the overall
effectiveness of the setting academically, yetlleeéabsenteeism and discipline
referrals remained the same (Mattison & Schnel@d9). In this study, self-contained
setting selection proved effective for a particydapulation.
Conclusion of Literature Review

Many elements weigh on the success of inclusiamgstsuch as teacher
preparedness, attitude, perceptions, training apdat, class-size, collaboration,
blended instruction, technology, various needslaarhing styles, and transitional
preparation. Creating a school setting where tegaded administration are all using
collaborative strategies to promote inclusion sasgs integral (Fenty et al., 2012; Sanzo
et al. 2011). By preparing teachers, attitudesperdeptions of inclusion are improved
(Ruppar, Dymond, & Gaffney 2011b). By controllingss size and providing
instructional opportunities that include technol@y blended instruction positive
results were found (Cooper-Duffy et al. 2010; Dasgtt al., 2009; Wollack &

Koppenharver 2011). Consideration of learning stydesuccessfully accomplished
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through differentiated instruction (Ferreri, 206ydson & Test, 2011; Orelus & Hills
2010),

In addition, English inclusion settings have bekawn to support literacy
(Douglas et al. 2009; McPhillips & Shevlin, 2008hd self-contained literacy programs
can be effective for particular areas of need siscieafness and blindness (Mckenzie,
2009), behavioral disabilities (Lintner & Schwed2008), and emotional disturbance
(Mattison & Schneider, 2009). According to reseak@rious inclusion settings
advantages far outweigh the disadvantages, assinolgettings benefit the social and
academic growth of special education studentsirfeduision settings to be successful,
consideration must be made in preparing the enmeo, involving the teachers and
students, as feeling supported in and out of thescbom is important to teachers, and
affects their attitudes toward inclusion settirigslusion is not a setting to be constructed
thoughtlessly, and it takes careful and constaanhaon. If particular needs are met, then
students have the equal opportunity for acadendcess and increased state scores to
meet the expectations laid down by the federal gowent in NCLB for bridging the
academic achievement gap.

For this study several search terms incluaetiision, partial inclusion, self-
contained, literacy, English development, statérigsAY P andspecial education
student success in Engligkey words were studied through an electronicalipmwebsite
provided by the University. Once the key terms ws&arched using the provided search
engine, relevant articles were carefully screemeddlevance to the study. Relevant

articles were then read and grouped accordinglifesufor use in the literature review
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with the intent of supporting the purpose of thigdy. The broader problem of successful
academic placement of special education studertssisciated with the local problem of
failure to meet state expectations in the sub cayegf English on the CMA. According
to the local site’s report card, the school scamely 35.9% proficiency despite the goal
of 67.6% (California Department of Education, 2011)

Implications

The studies by Cooper-Duffy et al. (2010), Garceid ayler (2010), Douglas et
al. (2009), and McPhillips and Shevlin (2009) supgd students with a variety of
educational needs benefiting from a variety ofus@n settings, which includes partial
inclusion. However, Mckenzie (2009), Lintner & Satder (2008), and Mattison &
Schneider, 2009) suggest that students benefit &&lfrcontained settings, especially
students with behavioral conditions, emotionaludisance, and students with deafness
and blindness. By law, special education studenist tmave been taught by highly
capable instructors, therefore, it comes down tw hauch training/ support and
collaboration/ team-teaching, and the intensitshefstudent’s needs. If the level of need
impedes on their education (they are not gettiegsirvices they need) or of others
(namely, social, academic, or emotional needs tem&e that it disrupts the learning or
safety of their peers), self-contained and panticdusion settings have been proved
successful by past research (NICHCY, 2012) Becatitgs, it justifies the need to carry
out this study.

This study provided valuable general data for feitsgtting accomplishments and

student placement considerations. The influencstwtents was shown in academic
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growth by providing the appropriate LRE. This daticts future setting
accomplishment and was used to drive program ingmants and future formative and
cumulative assessment of the setting. Student plekeconsiderations are also affected
based on the data collected because the data ceseteo decide whether placement
into the partial inclusion English class is suigafdr particular academic needs of special
education students. This data was used in deamsaking by the Individualized
Academic Program team for future program placeroensiderations. In addition, the
district has the assurance they are providingHemteeds of their student population by
providing several inclusion program setting choicased on the outcome of the study
because the results will show whether there wascademic gain in the new partial
inclusion setting. This white paper model was usetlansmit the results of the
evaluation to the school district by communicating results through a formal meeting
at the district. The district will work closely wiithe various sites to use the information
from the study to improve the various sites. Thegrtit can discuss the results of the
study with fellow districts to help them make infrative decisions about how their
special education programs are accomplished. Tinly Supports steps toward
addressing adequate yearly progress (AYP) by proyievidence to support the growth
of state scores for special education studentsgli€h and by adhering to the law of
identifying the LRE for each individualized studenhe evidence of this study, guiding
student placement to encourage academic perforngaoegh, increasing the AYP, is

informative toward student placement decisions.
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Summary

Meeting each student’s individual needs is the $amfuschool districts. Special
education students, with Individualized AcademiodPam’s are reviewed annually to
decide progress and best program placement (LRIeki&-needs students at the local
site reviewed were not meeting the academic expecsaset forth by the government,
reflected in missing the AYP in the subcategor¥nglish. In reaction, the district
reevaluated available program settings at the ssitdyand decided to provide a partial
inclusion setting in English not previously aval@blrhe purpose of this study was to
provide evidence of how to better serve the speclatation population.

Research theories support inclusion models forestisdwith several disabilities.
Self-contained placement is supported by researolvjng beneficial for students with
low-incident disabilities such as deafness, blirdghemotional and behavioral
disabilities. Despite the overwhelming amount i@ ch theories and current literature
supporting a full inclusion setting for special edtion students, the district in this study,
because of low English scores, reevaluated studemsgh the Individualized Academic
Program process to decide whether the studentsrperng at least four grade levels
below in English required a self-contained clagsHioglish. Partial inclusion setting
research supports students with disabilities acadgrowth through focused remedial
instruction.

The remaining section is the results of a quantgagtudy using comparative data
analysis was used to compare the English CMA sdaresthe 2011 year, without the

setting in place, with the scores from the 2012 2013 years. The data includes scores
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from self-contained English students placed intoghrtial inclusion setting at the site in
the study. All data was labeled to ensure anonyriiitye collected data was analyzed
using a pre- and posttest comparative data angMslsoxon Signed Ranks Test). The
local district was presented with a white paper et@agscribing the data analysis
conclusions. The data can be used by the distrigtitde decision making for future

English program settings promoting social change.
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Section 2: The Methodology
Research Design

A comparative quantitative design was the bestHisrpre- and posttest study. |
collected and analyzed data from before and dftetdcal site’s establishment of a
partial inclusion setting for English. Comparatdegta analysis worked best for this pre-
and posttest quantitative study because a prepesitest design would require data to be
analyzed before and after implementation of the setting (Creswell, 2012). The data
set included a complete class set over a threetyearframe. By using the pre-and
posttest comparative quantitative design, the dat@ compared longitudinally. Data
collected determined whether the partial inclusetting for English was successful and
allowed for analytical review. Elevated scores wiohéve shown growth after the
comparative data analysis of reading and writiryess from the previous year on the
CMA in the subcategory of English. The CMA scoreevused as performance
outcomes and measures to be used as signs withsgiutly. The CMA scores were
analyzed using comparative data analysis depeminghich test each student took. The
students take the CMA based on the Individualizedd®mic Program team decision on
which test is academically suitable for each studBme decision of which test is
academically appropriate is based on previous staiees on record. The overall
guantitative study’s goal was to determine theaif¥eness of a specific LRE (the partial
inclusion English setting) in meeting the diverseds of students by analyzing the
special education students’ CMA scores before #ed immplementation. This goal was

addressed by answering the research question: Hibth&establishment of a partial
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inclusion setting for English, replacing the geheducation class offered at the local
setting for special education students’ schediéisence CMA English scores?

Setting and Sample

For this study, the middle school selected wasahf@nia, north of Los Angeles,
and serviced Grades 6, 7, and 8. Student popusasind staff were diverse in culture and
socioeconomic class. Out of 1,267 students, theenakonsisted of 4.4% Asian, 3.2%
Filipino, 56% Hispanic or Latino, 3.8% African Amegin, and 32% White/non-Hispanic.
At the time of this study, the research site hadl 9decial education students and
accomplished full inclusion and partial inclusidmeathematics and English for students
with nonsevere needs (processing disorders, auditemtion disorders). The site also
housed two self-contained classrooms for studeittsmoderate to severe needs
(cerebral palsy, orthopedic impairment, medicajifiy) and two intensive behavior
intervention (IBI) classes (for students with erootl disturbances, anxiety, and social
disorders) . The data consisted of CMA scores fassmall population of sixth and
seventh grade special education students with nens@eeds at one local middle
school.

The convenience sample included data from spediataion students with
nonsevere needs in a partial inclusion Englishsctamn: two seventh graders (referred to
from this point as Students 7a and 7b) and sihgraders (Students 6a, 6b, 6¢, 6d, 6e,
and 6f), totaling eight. A convenience sample wassen as the best sample because it
was readily available and constituted the entita dat of the population (Creswell,

2012). The teacher-to-student ratio as the lodadslcwas 1:8. The special education
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population in this class qualified for services enthe following primary disabilities: one
participant with autism with a secondary qualifioatof a SLI, one student with a SLD
of expression with a secondary qualification ofsdn, one student with an SLD of
expression without a secondary qualification, tiwments identified with an SLD of
auditory processing and association, two studeletstified with autism without a
secondary qualification, and one student with ab St auditory processing without a
secondary qualification. The ethnicities represgéimethe sample were Hispanic or
Latino, White/non-Hispanic, Hispanic or Latino/Wéiand Hispanic or Latino/American
Indian or Alaskan Native. Native languages forshmple were Spanish and English,
and four of the students were English-languagaérar The sample included students
who had been receiving special education servimeldtween 2 and 10 years in the
same district.

This sample size was selected because it constitiiéeentire data set of students
in the new partial inclusion English classroom lolage the qualification of performing at
least four grade levels below their peers. Thellsita’s leaders decided to use the same
English curriculum for all the inclusion Englishttsegs. The English text curriculum,
Prentice Hall Literature: Timeless Voices, Timel&gsemegPrentice Hall, Inc., 2002),
taught in the self-contained classroom, was idaht@that taught in the full inclusion
setting, although the curriculum delivery diffenedrkedly, as it focused on primary
ideas and concepts. The program Read Naturallyd Regurally, Inc., 2001), a district-
approved, supplementary English curriculum, prodidepplementary material in the

partial inclusion setting to enhance skills necgsia the content area. The program
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involved using a paper version for the first yerad an electronic, computer-assisted
version the second year. The procedure for gaiacogss to the data involved asking the
local site to release the required academic datthéostudy. The data were not public
because they pertained to particular studentsefbwer, a data use agreement (see
Appendix B) and letter of cooperation (see Apper@jixvere required.

Methods of establishing a researcher-participanmking relationship were not
required because only archived academic data veee in the study. The sample was a
convenience sample taken from the special educpbpnlation from the chosen site. A
convenience sample is a sample taken from a populegadily available (Creswell,
2012). Research supported a larger sample sizd to @alidity (Creswell, 2012).
Because of the small sample, validity was difficalprove because the data set only
constituted a small sample of students in a pdatiaituation. Although the data set did
represent the entire data set available, the sesatinot be generalized because of the
small sample size. | intended these data to praweearticular research site’s district
with additional information on how to better sergeown student population in this
location. No measures were taken for protectiopasficipants because there were no
participants in the study used, only archived g&talRB approval # 11-22-13-01693109.

To avoid moral treatment concerns (Creswell, 20tt®) data were coded to
provide confidentiality. The codes used correlatéti the grade level of each student
and the number of students at that grade levelttfi®istudy, there were data from two
seventh grade students and six sixth grade studbetgfore, the coding was as follows:

Students 7a, 7b, 6a, 6b, 6¢, 6d, 6e, and 6f. Irddroonsent was not needed in this study
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because of using archived data. Raw data werevadable because of the process of
collection. The testing protocol for the CMA sthcprohibits tampering with raw data
(ETS Educational Testing Service, 2012).

Instruments and Materials

The instruments used in this study were statengstiaterials. The CMA was a
valid and reliable pre-existing instrument (Credyn2012) for data collection; it has been
approved and required by the State of Californfau® by all school districts, private
and public (ETS Educational Testing Service, 20TBg CMA measures students’
academic achievement in a variety of subgroups asghathematics, science, and
English. The scores were calculated based on guesiinswered correctly or incorrectly.
These scores were grade normed, which means theyocamparative to same grade
peers. Data were collected using the school’s siaeem and by looking at the school’s
report card showing the AYP growth and state tgst@sults.

The CMA is a reliable instrument because it proglideable and consistent scores
(Creswell, 2012). Validity and reliability were imagant when considering an assessment
because they offered results useful for sites dtieer those taking them (Creswell,
2012).Validity for the CMA was strong because & tregree of simplicity in interpreting
the scores for the proposed purpose of the tess(@ll, 2012), which for the CMA was
to measure the academic proficiency of the studehtstake it. The validity evidence of

the CMA was based on the test's content (ETS EduetTesting Service, 2012).
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Data Collection

The sample included quantitative pre- and posttatst of academic achievement
scores in English from the CMA from consecutiverge& MA academic data from the
2011 testing year, the 2012 testing year, andfdata the 2013 testing year were
reviewed and compared.

Permission to obtain data was requested from gtectiof the site in the study
from the special education superintendent. Onceoapp by the special education
superintendent, the request was brought to theosclabinet of the site in the study for
endorsement. Support was given by a majority vbteecabinet members. After
endorsement by the cabinet, a data use agreemren{gee Appendix B) and a letter of
cooperation (see Appendix C) were signed. Fordhidy, data collection did not hinder
or disturb the daily schedule or routine of the #itthe study or the population because
the data is available online. Data were collectgddntacting the site in the study and
requesting the CMA scores from the past and presartfor the eight students involved.
Once collected, the data were stored in a privatation (computer) for analysis. Moral
considerations during the reporting process addr@ssideration of honest use of the
data and the provision of a preliminary copy betbepublication of the study to the
district.

My role as the researcher remained the same baforafter data collection and
analysis, that of a specialized academic instrus#ovicing the sixth grade at the site in
the study in the full inclusion model. | had littentact with the students, overseeing the

participating sixth graders in a science generatation classroom daily, keeping track
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of assignments and progress in that general educsgitting. Data collection was not
affected by this past relationship because thelo=itay collected were obtained from
English scores, with which | had no involvement. Mgs and experiences of the
students and data were irrelevant to this studgimee data collection was administered
by a nonpartisan party and not by me.

Data Analysis

Comparative data analysis was used to analyzeatae(@reswell, 2012).
Comparative data analysis is the process of gangrahd connecting categories of data
(Creswell, 2012). The data compared for this resestudy were the 2011 testing year’s
state scores, the 2012 testing year, and the 231i8¢ year’s scores for each individual.
A comparison of English achievement scores usiedtlA scores was analyzed. The
goal was to evaluate the academic scores of eadbrdtplaced in the newly
implemented English setting to decide whether toges from the 2011 testing year
increased. Analysis of the data helped decidentipact (improvement) of the additional
class.

Analysis was conducted by a simple comparison @ttimulative data gathered
from the CMA scores, analyzing the data for nunamrowth using a means test
(Creswell, 2012). A means test was suitable far ¢hidy because the data analyzed is
composed of the average of the CMA scores. Thenggson minimum was not met
because of the small sample size of eight. Thevitidal scores provide data about the
subcategory in English for each individual spee@lication student and analysis of each

student’s numerical growth was analyzed. Maturasoequivalent for every student
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taking the test so it was not considered a proleeavaluation of individual scores. The
data collected and analyzed appears in tablesigmeb$ for analysis. The independent
variable was the partial inclusion English currigulthe partial inclusion special
education students received and the dependenbiarias the CMA scores (Creswell,
2012). Evidence of high-quality and proceduredfest possible accuracy and credibility
of conclusions was met by conducting an externditdCreswell, 2012). The process for
assessment of reliability and validity of the instient used in this study (CMA) was
conducted by the State of California under thetsguidelines of the state. California
Education Cod€EC) Section 60604.5 requires the State SuperinterafdPaiblic
Instruction (SSPI) to work with stakeholder grogpecifically chosen, to develop and
reauthorize the statewide pupil assessment sy<Edid\) in alignment with the core
standards. The recommendations are sent as a tefbet Governor and Legislature
which begins a collaborative process of designiigré assessments.

Assumptions and Limitations

Several limitations and assumptions restricteddbraparative quantitative study.

e One limitation of this study was the lack of da¢aulting in a small sample
size (Creswell, 2012). A small sample size restice data from being
generalized. Data that cannot be generalized haak® to other sources
because it does not represent their particularesespuof events.

e Another limitation of this study was the curriculutself. Was the curriculum
designed in a fashion that meets the diverse legustyles of the population

involved in the study?
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The teaching style and curriculum delivery wer@ adimitation. Teaching
styles and delivery vary among instructors, becafisieis variant; it needs to
be considered a limitation.
Student dropout rate was also a limitation to abersin this study. Student
populations change because of families movingffergint school zones.
Unless a school of choice form has been completddapproves, the student
has to attend the school of residence, therefooppihg out from their
previous school. Dropout rate would not influenesuits, but the population
size being studied. Along with student dropout,rates student attendance
rate. How often a student was at school affectett #ttademic achievement
rate.
Another important limitation to consider was theiety of additional and
primary disabilities each participant has and hioat tnfluenced their
individual learning. Students received a varietg@ivices, which required a
variety of time throughout each school day depemndimthe individual needs
of each student.
Academic support or lack of out of school was athtion to consider in this
study. Each student came to school each day aet/egkcan equitable
education, controlled by the educational settinpewa student goes home,
their educational support or lack of varied depegdin endless reasons such

as: family at home, living situation, parent woikdh and language barriers.
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e Last, inconsistent environment and stress elentntag testing were
considered limitations during this study. Testimyieonments were strictly
controlled by the school sites, providing teachrtocols for creating a
testing environment. Despite these efforts teachave no control over how a
student reacted internally to a testing sequeneverfts.

e The assumptions of this study were that the CMAsuess growth of the
students adequately and that the students patedpa using the instrument
(CMA) to the best of their ability.

e The scope of this study covered a small sampleedial education students,
who had Individualized Academic Programs and hahbéentified as
performing “far below grade level” on the CMA inading and writing, in a
newly implemented partial inclusion setting. Thad ko a potential limitation
of the study compared with evaluating a settingimat novice phase of
implementation.

The hypothesis said there is a positive correldbiemveen special education
student placement into a self-contained classraormglish and academic achievement
on the CMA. The null hypothesis said there is noalation between placement of
special education students in a self-containedsdasn setting for English and academic

achievement on the CMA.
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Results

Description of Data

The data for this study consisted of CMA Englishiagement scores obtained
from six non-severe special education studentsarsixth grade. Both students in the
seventh grade were excluded because of incompietengalid data. Student 7a, a 14-
year-old male youth, qualified for special educatservices in 2002 with a primary
disability of a SLD in expression and a secondasglullity of a SLI. Student 7a was
reading 34 correct words per minute at a severateglevel, could write 5 word simple
sentences containing single syllabic words. Studargualified to take the CMA for the
ELA portion with testing accommodations (supervibegbks, test questions and answers
read aloud) and received 90 min/daily of separatesc self-contained instruction for
ELA. Student 7b, a 13-year-old male youth, qudlifier special education services in
2002 with a primary disability of autism and a sedary disability of a SLI. Student 7b
was reading 70 correct words per minute at gradd lgith 50% accuracy and writing
was at 50% accuracy as well. Student 7b qualifictdke the CMA for the ELA portion
without testing accommodations and received 90dmity of separate class, self-
contained instruction for ELA.

Student 6a, a 12-year-old male youth, qualifiedsfoecial education services in
2008 with a qualifying disability around an SLDearpression. Student 6a’s
comprehension and writing accuracy was 40% at gjrddde level. He could spell 22/50
irregular words. Student 6a qualified to take tiACfor the ELA portion with testing

accommodations (supervised breaks) and receivexii®@aily of self-contained ELA



52
support. Student 6b, a 13-year-old male youth,ifigcifor special education support in
2009 with a qualifying disability around an SLDauaditory processing and association.
Student 6b’s reading level was 2.5 with 60 corveatds per minute. He could construct
a simple paragraph composed of simple sentencestriaggled with vocabulary
comprehension (0% accuracy). Student 6b qualibadke the CMA for the ELA portion
with testing accommodations (supervised breaksgtesstions and answers read aloud)
and received 90 min/daily of separate class, seitained instruction for ELA. Student
6c, a 13-year-old female youth, qualified for spéeducation services in 2009 with a
qualifying disability of an SLD in the areas of egpsion and auditory processing.
Student 6¢ had accuracy of 40% in recall and mag&ammnections with text and read 21
correct words per minute at a sixth grade leveld&nt 6¢ qualified to take the CMA
without testing accommodations for the ELA portaord receives 90 min/daily of
separate class, self-contained instruction for ERfudent 6d, a 12-year-old male youth,
qualified for special education services in 200thwie primary disability of autism.
Student 6d had an accuracy level of 60% in comms&ba and organization and an
accuracy of 0% around plot prediction. Student Galified to take the CMA with testing
accommodations (supervised breaks) for the ELAi@odnd received 90 min/daily of
separate class self-contained instruction for ERfudent 6e, a 13-year-old male youth,
gualified for special education services in 2016dwse of an SLD around auditory
processing. Student 6e was reading at a 3.0 reégieband could construct simple
sentences containing a noun and verb. Student&diead to take the CMA without

testing accommodations for the ELA portion and irezk 90 min/daily of separate class,
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self-contained instruction for ELA. Student 6f, Z\ear-old female youth, qualified for
special education services in 2007 with the printhsgbility of autism. Student 6f
struggled with organization of thought when writisugd comprehension. Student 6f
qualified to take the CMA for the ELA portion withbtesting accommodations and
received 90 min/daily of separate class, self-dorthinstruction for ELA.

Scores were obtained from 2011, before implementaif the new partial
inclusion setting for English, in 2012, after orademic year in the new partial inclusion
setting, and in 2013 two years after implementatibthe partial inclusion setting. The

CMA English scores for the six students are pravigeTable 1.
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Table 1

CMA English Scores for the Students in the Santjlé-2013

Student Code 2011 2012 2013
6A 239 220 284
6B 255 179 236
6C 255 190 236
6D 318 316 344
6E 255 230 335
6F 255 336 N/A
A N/A 152 197

Mean 262.83 231.86 272.00
SD 27.77 69.51 59.18
Median 255 220 260

Note.N/A = Not available.

The average score of the six students in 2011 Wa83 (SD = 27.77). In 2012,
the average CMA score was 231.86 (SD = 69.51)pagth this average contained an
additional one student in seventh grade than tié 20erage (data for the seventh grade
student was not available in 2011). In 2013, therage of the 6 available scores (one
sixth grade student missing) was 272.00 (SD = 59Ti& median scores were 255, 220,

and 260 for the years 2011, 2012, and 2013 resgdcti
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Statistical Methodology

Because of the small sample size in this study,pasison of means using a
paired t-test or repeated- measures Analysis obYee (ANOVA) was inappropriate.
The assumption of these parametric tests is teatlifferences between scores are
normally distributed, although this assumptioneilgxed when there are many pairs (for
example> 30) because of the central limit theorem (Johr&@&hnattacharyya, 2010).
This was not so with this data set. Only six pairdata were available at any time point,

and the distribution of differences was not norgndlktributed (as seen in Figure 1).
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Figure 1 Histograms of CMA difference scores calculatetivieen the three time points.
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Therefore, data at the three time points was é¢ostpared using the Friedman
Test, the non-parametric analogue of the repeatsures ANOVA. This test was
performed as a preliminary assessment of whetleesdbres at any three time points
differed. To decide where differences occurred Rhedman Test was followed up with
the Wilcoxon Signed Ranks Test, the non-paramatradogue of the paired t-test. This
approach had the advantage of use of all avail#ddi® in each pair of time points. In
these tests, the absolute values of the differelnetgeen observations are first ranked
(from smallest to largest). The sums of the rardksasponding to positive and adverse
differences are calculated, then transformed irEstatistic (IBM Corporation, 2011).
Because of the small sample size, exact signifedeels of the test were computed
rather than relying on asymptotic methods ((IBM @wation, 2011). An alpha level of
.05 was used as the decision point for statissicaificance.
Statistical analysis was conducted with IBM SPS®VIBM Corporation, 2011). Graphs
were created with Minitab v.16.1.1. (Minitab In€1D).
Results

A Friedman test on the scores of the five studeiitts data available at each time
point indicated a noteworthy difference between owenore of the meang? (2) = 7.60,
p = .02 (exact). Therefore, Wilcoxon Signed Rankt3 @gere conducted between each
set of data pairs to decide where differences oedur

The results of the Wilcoxon Signed Rank Test betwssmres in 2012 and 2011
are presented in Table 2. The distribution of dédfece scores is also represented in

Figure 1. There were five adverse differences, eihguosttest scores in 2012 were lower
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than pretest scores in 2011. For one participargit@st scores were higher than pretest
scores (participant 6F). Statistical analysis shibthere were no statistically noteworthy
differences in CMA English scores between 2011201P ¢ = -.94,p = .44, exact two-
tailed).

Table 2

Wilcoxon Signed Rank Test Summary — 2011 and 206d&rison

N Mean Rank Sum of Ranks
Negative Ranks (2012 < 2011) 5 3.0 15
Positive Ranks (2012 > 2011) 1 6.0 6
Ties (2012 = 2011) 0

Note.Z = -.94,p = .44, exact two-tailed.

Table 3 provides a comparison of scores in 20k does in 2011. There were
five cases, and two of these had adverse rankS (@€dre lower than 2011) while three
had positive ranks (2013 scores higher than 20Hg .statistical analysis showed scores

in 2011 and 2013 did not diffez € -1.22,p = .31, exact two-tailed).
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Table 3

Wilcoxon Signed Rank Test Summary — 2011 and 206dp&rison

N Mean Rank Sum of Ranks
Negative Ranks (2013 < 2011) 2 1.5 3
Positive Ranks (2013 > 2011) 3 4.0 12
Ties (2013 = 2011) 0

Note.Z =-1.22,p = .31, exact two-tailed.

Finally, Table 4 provides a comparison of score®(h3 to scores in 2012. In all
six cases, scores in 2013 were higher than scor2312. This represented a statistically
noteworthy difference = -2.20,p = .03, exact two-tailed).

The individual values are plotted in Figure 2. Agler variation can be observed in scores
in 2012 and 2013 than in 2011. The median scordavear in 2012 than in 2011
(although this was not a statistically notewortliffjedence), then showed a rebound to
approximate baseline levels in 2013.

Table 4

Wilcoxon Signed Rank Test Summary — 2012 and 204 &rison

N Mean Rank Sum of Ranks
Negative Ranks (2013 < 2012) 0 0 0
Positive Ranks (2013 > 2012) 6 3.5 21
Ties (2013 = 2012) 0

Note.Z = -2.20,p = .03, exact two-tailed.
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Figure 2 Individual value plot of CMA English scores in22() 2012, and 2013. Medians
(square markers) are connected.

Summary

In short, statistical analysis revealed no notelmodifferences in the students’

CMA English scores in 2011 before accomplishmernhefpartial inclusion setting,

compared with test results obtained in 2012. The¥age and median scores in 2012 were

lower than those obtained in 2011, but the diffeeawas not statistically noteworthy.

However, scores obtained in 2013, were notablydrigiiian the scores obtained in 2012.

The 2013 scores did not differ notably from thedbag scores obtained in 2011.
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Conclusion
Quantitative studies are useful tools for evaluatattings to decide their

strengths and weaknesses. For this study, a cotiyeagaantitative study was the best
choice. The guiding research question about thextfeness of a partial inclusion
setting on academic achievement scores providedmnsdor a quantitative study. The
reviewer performed the collection of data on stageilts. The data consisted of pre-
setting accomplishment scores and post accomplish@MA scores from a
convenience sample of sixth and seventh gradeapehiication students. A comparative
data analysis (means test) was used to analyatathencluding graphs and charts, and
the results were presented to the district fortb@nsideration. An external audit was
conducted by an outside statistician whom was foailer services on completion. The
outcome can be used by the district to decide tbgrpss of the partial inclusion setting
and help them make future decisions about settiogces. In the next section, the project
study is described, including a description ofglals, the reasons, and a review of
literature, project accomplishment, project evabrgtand implications including social

change.
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Section 3: The Project
Introduction

Academic strategies for providing a high-qualityieation in English are crucial
for all students in middle school. Providing thésmning opportunities for students with
special needs poses a particular challenge. Ifagiieection, reasons for data collection
in a partial inclusion setting were provided, legpio a data analysis of state testing
scores in English for students with special ne@&tls.data from the second year of the
partial inclusion setting in English supported piagtial inclusion setting. In analysis of
the second year, technology implementation wasddha only change in curriculum
delivery. The intervention program Read Naturalgsvimplemented using a
computerized version during the second year, valsipaper version used during the
first year (Read Naturally, Inc., 2001).

Based on the analysis, the proposed project iset®ept reasons to the local site,
based on the conclusions of the study, that sumpoviding the computerized
intervention program Read Naturally to the entite through the purchase of a site
license (Read Naturally, Inc., 2001). As a restiftroviding each classroom the
opportunity to utilize the intervention programyants with special needs can access the
program from the partial inclusion class in theingral education classes throughout the
day. Providing the intervention program to eaclishi globally would also help every
student, whether or not he or she had an IndividedlAcademic Program, to progress in

English.
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Description and Goals

The project for the study is staff training on R&&turally (see Appendix A).
The training will describe how the data analysigprted the implementation of the
computerized version of Read Naturally to the stag@pulation (Read Naturally, Inc.,
2001). In Section 1, the problem of providing speeducation students with a learning
environment to promote English achievement wastifieth. Through the study, the data
analysis supported using technology in the secead §f implementation as it
corresponded to elevated scores for the studevad/ad in the partial inclusion setting.

The goal of the project is to expand on the comohsssupported in the study by
providing an equal opportunity to the entire studspulation to increase their
English/ELA scores. This goal will be accomplishdpurchasing a site license for the
program Read NaturalliRead Naturally, Inc., 2001). The site license wicallow the
program to be accessible from any computer on camfeachers would be able to
provide students the opportunity to use the progratheir classes, in the computer labs,
on the roving computer carts, and in the libraryribg structured reading time, teachers
could rotate struggling readers on the computeegtess the intervention program
without disrupting the school routine.

Reasons

This project was chosen because it would addresprtiblem of providing an
appropriate educational experience for all learnEngs project fits the results of the data
analysis presented in Section 2 because it pronti¢eistervention program

accomplished in the second year of the programpittatuced elevated scores on the
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state testing. The project genre chosen is suifablie study because it provides the
local site evidence to support the purchase dfedisense of the computerized Read
Naturallyprogram and the training for educators to impleniesuiccessfully (Read
Naturally Inc., 2001). The content of the projedtigesses the problem by providing
equal opportunity to all students for supporteénmention in English achievement.
Providing equal opportunity to all students atltieal site will raise English scores and
provide an opportunity for intervention for thosadents struggling in English (Bers,
2010; Cawthon, Beretvas, Kaye, & Lockhart, 2012ed@iyg, 2013; Denton, Fletcher,
Anthony, & Francis, 2006; Fenlon, McNabb, & Pidlfza&, 2010; Gibson, Cartledge,
Keyes, & Yawn, 2014; Labbo, 2005).

Review of the Literature

The project genre for which | conducted this rev@iterature was computer
supported education and academic achievement ilisBnghis genre is appropriate to
the problem and was supported by the data analysiassed in Section 2. The criteria
used to support the selection of the genre of t@dgy infused education were the
results of the second year implementation thatiohed the computerized intervention
Read NaturallfRead Naturally, Inc., 2001The theories inform the content of the study
by providing the reasons to support the implementatf a site-wide computer-based
English intervention. These theories were the fatiod of the following literature
review and include, but are not limited to: Compssisted instruction and literacy
through various settings (Cheung, 2013; Cartle@geson, Keyes, & Yawn, 2014;

Fenlon, McNabb, & Pidlypchak, 2010; Massaro, 2&¢ino & Noftle, 2011; Shapley,
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Sheehan, Maloney, & Caranikas-Walker, 2011; W&t,02 Wolfe & Flewitt, 2010) and
computer-based interventions lead to positive tegBlers, 2010; Beretvas, Cawthon,
Kaye, & Lockhart, 2012; Anthony, Denton, Fletch&rf-rancis, 2006; Labbo, 2005;
Kyle, Kujala, Richardson, Lyytinen, & Goswami, 20Means, 2010; Mei-Ju, 2012;
Rabiner, Murray, Skinner, & Malone, 2010; Sternh&tgplan, & Borck, 2007).The
results of the data analysis supported the impléatien of the computerized reading
intervention program Read Naturally by demonstrpélevated scores on the state
testing during the second year of implementatioga@RNaturally, Inc., 2001). The
following literature review was also used to infotime project by providing support for
computer-aided instruction and technology-infusedruction, including the Read
Naturally program (Read Naturally, Inc., 2001).
Computer-Assisted Instruction and Literacy in Various Settings

Schools have been incorporating technology in dagruction as a response to
the ever-changing state expectations and movemeéehetcore standards. Many studies
have proved technology to aid in academic achieménstudies built on the founding
principles of John Dewey and the need for handeaming indicated how, through
positive technological development (PTD), childgeawing up in the digital age can be
successful in the technology-rich environment (B2€4.0). Students are using computers
daily in their lives to communicate with friendsdafamily, play games, shop, among
other things. Children are naturally in tune to poers and the transition to using
computers in the classroom to help in learningnstairal process for them (Bers, 2010).

Children’s use of technology has changed the waassthey learn language and literacy
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skills (Watt, 2010). Studies have shown that tteeeemainly beneficial effects on
literacy skills when educators assist studentstess developmentally appropriate
content and language, even to the point of enciugabe development of new media
literacy skills (Watt, 2010).

Kansas is on the cutting edge of bilingual edwcator deaf and hard of hearing
education with the assistance of technology. Atthesas State School for the Deaf, a
bilingual mix of American Sign Language and Engislused with the enhancement of
technology to provide a blended educational apgpréadanguage acquisition (Horn-
Marsh & Horn-Marsh, 2009). Through the use of agilal multimedia room, students
are able to enhance their skills through the usedsfo journals, writing projects, and
videotaped oral presentations (Horn-Marsh & Hornedha2009). With the program
Read Naturally, students are able to create wraimg) build on their vocabulary also
(Read Naturally, Inc., 2001).

Providing the students the opportunity to leanmgisechnology is important in
today’s classroom (Beretvas, Cawthon, Kaye, & @tk 2012). When students receive
a balance of intensity and high-quality educattbey are provided the best opportunity
to learn (Cawthon et al., 2012). Access to techywle a factor in creating an
environment that supports students with and witldigdbilities (Cawthon et al., 2012).
Literacy is a development of gestures, words, aidres to assist living in a society and
practice cultural norms (Wolfe & Flewitt, 2010). &lien use various communication
modes, including the latest technology, introduahgddren to new dimensions of

learning and increasing their ability to learn (\%éa% Flewitt, 2010). Students with
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special needs are often multimodal learners. Byighog them the opportunity to learn
in various modes, higher achievement can be reatlitedacy inclusion of students with
severe special needs requires critical componédréxbnology to be in place. Often
students with severe needs require assistive témimto communicate and function
within a classroom (Alquraini, & Gut, 2012). Techogy integration can help students
with severe needs to access the curriculum antbe@onsidered either an
accommodation or a modification (Alquraini, & G@012). Technology can encompass
alternative keyboards, touch screens, and compbetguter programs for aided
instruction (Alguraini, & Gut, 2012). Technologytégration helps to bridge the gap for
learners with severe disabilities by offering nmalbidal support, just like the program
Read NaturallfRead Naturally, Inc., 2001).

Collaborative writing can be enriched by adding@hology component to its
delivery. Peer feedback through the use of wikigrasen to aid in writing development
for students across the nations (Chu, Li, & Wod,3)0Students located in Hong Kong
collaborated with English students using wiki tepedits and comments on students’
group writings and conducted student and teacheniiews (Woo et al., 2013). The
study found that the wiki environment enriched ldweel of writing because of the ability
to provide a collaborative writing experience amepfeedback (Chu, Li, & Woo, 2013).
Technology also helps compositional writing fordgnts with learning and academic
disabilities (Peterson-Karlan, 2011). Technology waed to support each step of the

writing process, such as planning, transcriptialitiy and revising (Peterson-Karlan,
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2011). The revision step showed the most beneii fthe technology integration as well
as the support of digital writing tools (Petersoarlin, 2011).

Online learning can also promote community for ggdesducation learners. The
sense of community online can be attributed toesttiduccess within the programs
(West, Jones, & Semon, 2012). Through online |le@rstudents experiences learner-
centered activities, convenience and satisfactiasense of community which was
attributed to communication, supportive instructsefe environment and networking
opportunities (West et al., 2012). Students witual impairments benefit by using the
computer and internet to aid in their educationo@bt al., 2012). Secondary school
students with visual impairments increased thaindardized tests scores by using the
computer to assist them with homework, synonymsaandnyms, science, and social
studies (Zhou et al., 2012). Passage comprehess@ns increased as well as
calculation and science scores (Zhou et al., 2012).

Early learning programs are also exploring techgyiotegration into their daily
curriculum. The use of robotics are used as attoald in the development of emergent
literacy and numeracy, digital access, and basimeering skills in disadvantaged early
years learners (McDonald & Howell, 2012). Throulgh use of modeling, exploring and
evaluating, teachers at the school in Australisevedale to incorporate hands-on, fine-
motor development with 2century learning (McDonald & Howell, 2012).

Educational technology is useful for all students, just those with special needs.
Exploration of the effects of educational technglog disadvantaged students’

achievement throughout the past forty years fohatlthe comprehensive models were
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most effective when used with a combination of catapassisted and non-computer
assisted instruction (Cheung, 2013). Students s@ttere disabilities also benefit from
technology because it gives them access to boosagh using technology, providing
students with physical disabilities have accessutaculum and books they would not be
able to manipulate manually (Fenlon, McNabb, & Ahak, 2010). By providing these
students this technology they can level the plafield, allowing the students to listen to
books and participate equally (Fenlon et al., 20lt0a student’s daily schedule, quiet
individual reading time is provided. With the puaske of the site license, students can
chose to spend that time using the computer-adgistegram.

Secondary and post-secondary education also ha$iteeinfrom technology
education. Through using professional trainingldihg learning has enabled teachers to
incorporate technology in their classrooms (Love|&2012). The need for technology
rich lessons, in the classroom, because of newenbgbals/standards, has led to this
professional training (Loveland, 2012). Teachersinie prepared to deliver curriculum
in a technology rich classroom. If the proposaldsepted, the teachers at the site will
need to be properly trained to accomplish the @agiA review of various teaching
pedagogies in technology rich environments hasaigg technology enriched lessons
to keep up with the blossoming of a technologicdl world (Williams, Mackness, &
Gumtau, 2012). Technology can support emergemilegin students by allowing them
to interact frequently and openly, with degreefr@édom and specific restraints,
providing the opportunity to work together to ske whole picture and co-evolve

(Williams, et al., 2012). By adapting curriculumsdg and learning to provide
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opportunities for emergent learning through thegnation of technology, students are
able to meet the growing demands of the world (dfiils, et al., 2012).

Providing an environment where students can aediaracy skills is the goal for
English teachers. Technology is empowering studentsarn how to Read Naturally
(Read Naturally, Inc., 2001) without the need foec instruction and through using
technology, children can hear and see languages@f@s2012). Technology, such as
computers and the Internet also provide studemtspiportunity to access a variety of
texts, increasing literacy besides promoting insegamotor and visual capabilities
(Massaro, 2012). New technologies have led to aareaation of literacy and reading
comprehension. These reexaminations support praystudents with technology rich
lessons, which, with the implementation of the catep-aided literacy programs, would
provide this opportunity at the local site.

Technology opportunities are also helping to clediegrners into becoming
autonomous in their learning process. Modern educaind technology enables learners
to master skills, study easier, and enjoy lear(@®gemide, & Benachaiba, 2012).
Technology has provided students the opportunifyrépare for the work force, remove
possible barriers and raise standards (Guemidegi@aBhaiba, 2012). The world is
knowledge based and depends greatly on the raplthege of information, meaning that
the countries that are highly advanced in technoblyg the major players in today’s
education arena. Students who have access to legyrand are taught how to use it to
advance their education, communication and knovddiige have a better chance of

excelling in the work force (Guemide & Benachaibdl?2).
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Learners can now receive various formats of pmak @on-print media (Pacino &
Noftle, 2011). Digital learning is fueling the dkilof 2% century learners, creating a
global democracy and these skills are refined thinaapportunities to evaluate validity in
sources and information presented besides makimglmecisions about the information
(Pacino & Noftle, 2011). In the technology immersimodel, students are immersed into
a school environment rich in technology (Shapleglet2011). This technology rich
environment produced positive results on studdatsinology proficiency and showed a
decline in disciplinary action (Shapley, Sheehaaldviey, & Caranikas-Walker, 2011).
With the accomplishment of a technology rich enviment at the local site, positive
results can be expected.

Teacher planning and co-planning is important wineorporating technology
successfully into daily curriculum. Special edusatstudents excelled in the writing
process benefitted when effective co-teaching wasace that incorporated technology
(Bryant Davis, Dieker, Pearl, & Kirkpatrick, 201Z)ver a three year period and 155
lesson plans later, lessons that incorporated tdogy proved to have more benefit on
the writing process than those that did not (Bry@awis, et al., 2012). The lessons
proved to engage the students more which led teehigetention levels of information
(Bryant Davis, et al., 2012). At the local sitedstnts are co-taught throughout the day
and in the partial inclusion classroom, technolagly lessons are part of the daily

curriculum.
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Computer-Assisted Reading Interventions

Intervention programs are a common practice uséelp low performing
students in bridging the achievement gap. Compeédrnnterventions are rising. The
intervention Read Naturalklyas implemented in a first grade classroom andteesu
indicated improvement in both comprehension antalered reading fluency (Gibson et
al., 2014; Read Naturally, Inc., 2001). The readimgrvention program for 27 students
with persistent reading difficulties, Read Natwaihowed noteworthy growth when
compared with students who had not had the intéim@Denton, Fletcher, Anthony, &
Francis, 2006). Computer assisted interventionnarog are being used in other
countries to improve literacy development. The eaiKingdom to evaluated a
computer-assisted reading intervention used folveweeeks on six and seven year-old
students resulting in positive and supported gaiqdonological skills, reading and
spelling and were maintained at the four-monthofetup (Kyle Kujala, Richardson,
Lyytinen, & Goswami, 2013). Providing a computesiated intervention in the general
education classrooms daily allows the studenty @giportunities to improve literacy
skills at the local site.

Computer interventions also help engage learméng iprograms are
appropriately designed, they support literacy dewelent (Labbo, 2005). Many features
engage learners in computerized learning suchxasatepeech, animation, and sound
effects (Labbo, 2005). Computer-based interventiaip improve attention and
academic performance in students with attentiofcdities (Rabiner et al., 2010).

Students demonstrated higher levels of controlteshion during instruction and gains
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in reading fluency (Rabiner et al., 2010). Techgglonplementation in the areas of
reading and mathematics concluded that accompgs$oftware is successful when
accomplished in a controlled environment and ateonpted using computer-aided
software to help teachers in classroom managennehinggenerating student
performance data (Means, 2010). Computer-assisgtdictions is important for its
ability to promote flexible Computer-assisted iastron, such as those found in the
interventional E-books; promote understanding amthecting knowledge through
repeated practice (Mei-Ju, 2012). Read Naturalggisally capable of providing
opportunities to promote understanding and conngdowledge through its built in
repetition (Read Naturally, Inc., 2001).

Computerized interventions can also be accompdigh¢he medium of online
courses. Struggling students can take additionaises on-line to help them bridge the
learning gap (Sternberg et al., 2007). Studentgingrfrom grades 4 to 12 took online
courses and the results were positive, raisingmgagtores and computer literacy skills
(Sternberg et al., 2007). Read Naturally has amemomponent available for additional
purchase if the local site is interested (Read fé#l{y Inc., 2001).

Technology also is used to assists teachers ahitgahow to speak the English
language. Multimedia English learning (MEL) systesins used to enhance English
phonemic awareness and pronunciation becausealfilisy to analyze phonetic
structures to effectively help students practicnpnciation of English words and
sentences (Lai, Tsai, & Yu, 2009). The MEL systeaiph to identify errors in

pronunciation, intonation, volume and rhythm, hefpstudents to gain mastery of the
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English language (Lai, et al., 2009). When compagainst a control group, after a
twelve week trial, the experimental group performsgphificantly better on Phonemic
Awareness and English Achievement tests (Lai,.eP809).

Technology can also assist teachers in teachidgssessing oral reading
fluency. Skill development is not the only purpésetechnology. Technology also has
the potential to provide high-quality learning espaces within the classroom and
authentic practice outside. When compared to iascpaactice, peers who also used the
web-based audio and video practice demonstratdethigpnfidence levels when tested
(Newman-Thomas, Smith, Zhao, Kethley, Rieth, Swan&oHeo, 2012). Read
Naturally has an audio component to aid in oradligfluency as well (Read Naturally,
Inc., 2001).

Interactive whiteboards are becoming more and rtygieal within the new
digital age classrooms. Interactive whiteboardsHaeen used to assist learning in
students with disabilities to allow simultaneoustigsgation by all students in the class
(Allsopp, Colucci, Doone, Perez, Bryant, & HolhfekD12). By using the interactive
boards, teachers are able to enhance their lebyansmediately bringing in pictures,
text, videos, diagrams and on-line resources aigimgaching multi-modal learners
(Allsopp, et al., 2012). Teachers are also abkat@ and reuse materials to reinforce
lessons at a later time (Allsopp, et al., 2012 Whiteboards also increased student
motivation, perception and interaction (Allsoppaget 2012). Simultaneous prompting
with computer-assisted instruction proved to becsssful in teaching story writing to

students with Autism (Pennington, Ault, SchusteiS&nders, 2011). In the study pre-
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and post-test measures were used to gage the agteat gains of generalized acquired
skills of untrained story topics (Pennington, et 2011). Results supported the majority
of the participants demonstrating maintenance ameiglization of the trained responses
(Pennington, et al., 2011).

Videos can also be used in other ways to aid inadum delivery. Video self-
reflection enhanced elementary special educatiadimg instruction in a study done in
California (Osipova, Prichard, Boardman, Kiely, &r@ll, 2011). In this study, teacher
used videos to monitor their teaching strategiesianpact in reading (Osipova, 2011).
Throughout the timeframe of one year, teachers tisedideos to rate their instruction,
noting what worked and what didn’t, and make sutyges for future lessons (Osipova,
2011). The practice allowed the teachers to beaoore critical in self-examination and
had a positive effect on their students readingesc@Osipova, 2011). Read Naturally has
a component that allows the students to analyzedbgut allowing them to also
become more critical of their own work (Read Nallyrdnc., 2001).

There are several devices available for technologpgration. When it comes to
vocabulary recognition and remembering their dgbns, iTouches were the preferred
medium for students with significant cognitive delgJameson, Thompson, Manuele,
Smith, Egan, & Moore, 2012). The level of tolerat@eepetition increased, allowing the
teacher to continue with words that were diffidoltretain (Jameson, et al., 2012). The
use of the | Touches also allowed students to watiidually at their own differentiated
level on a set of words selected specifically fmmh based on their needs and current

levels (Jameson, et al., 2012).
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Literacy is promoted by embedding it into scierteehnology, engineering, and
mathematics (STEM) instruction for students wite@pl needs. Researchers found that
the STEM process was an easy gateway for literacguse it often focuses on abstract
concepts and uses difficult vocabulary within coexpeéxpository texts (Israel, Maynard,
& Williamson, 2013). STEM is often out of reach &iudents with disabilities because of
the intense rigor it requires to be successfuly 68b succeed (Israel, et al., 2013). STEM
instruction has a history of relying on didactistiuction and STEM text, which are quite
complex in their verbiage (Israel, et al., 2013ps&act concepts get lost by the wayside
for struggling learners, inquiry is no longer amagement exercise backed by explicit
instruction (Israel, et al., 2013). Therefore, witle integration of technology students are
able to experience facilitated language growth Wwhesults in enhanced understanding
(Israel, et al., 2013). Literacy blended with STENbws students with disabilities and
struggling students the opportunity to make autbesgnse of the world by promoting
meaningful engagement in real-world applicatiorsg #ngage all learners (Israel, et al.,
2013).

Subtitles are often used during foreign films éphnonnative speakers to
interpret the meaning of the movie. Subtitles dse aseful to aid in same language
literacy. A school in Kaneohe, Hawaii is using Kaeaoke-style intervention to raise
reading comprehension skills in their middle scletatlents with special needs (What
Works Clearinghouse, 2013). During the 12-weekystéd students participated in the
intervention that provided same language subtittingng reading instruction students

(What Works Clearinghouse, 2013). The intervensitudents scored significantly higher
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than students in the compare group on the readisggtpst students (What Works
Clearinghouse, 2013). The reading intervention nagRead Naturally provides same
language subtitling throughout its program (Reatuhdly, Inc., 2001).

Intermediate school teachers have ever increas$ialienges as they teach subject
matter and developmental reading skills (Palumbap&cono, 2009). Vocabulary
demands have increased and domain demands fomiafional text is difficult when
students have not yet mastered basic reading,siiith as those with learning
disabilities (Palumbo, & Loiacono, 2009). Integngtitechnology has allowed these
teachers to gain instructional strategies for fasgereading skills, developing
vocabulary, and teaching subject matter comprebar{lalumbo, & Loiacono, 2009).
Both special educators and general educators arg ie&shnology to use cloze strategies
to enhance reading ability and subject matter kedgé (Palumbo, & Loiacono, 2009).

Digital storytelling is another way to integraéetnology into literacy
development. All teachers need a large repertdistonies and communicating
experiences and exploring ideas is powerful thrahghuse of storytelling (Skouge, &
Rao, 2009). Teachers are able to take their stadenjourneys of discovery by using
stories and introduce them to new styles and vigising (Skouge, & Rao, 2009).
Digital storytelling allows teachers to teach ceatues, honoring cultural diversity and
empowering students to want to share their own mepees (Skouge, & Rao, 2009).
Digital storytelling also empowers disabled studeard students with learning needs by
leveling the playing field and allowing all studsrhe opportunity to provide authentic

accounts of their lives and communities (Skoug&a, 2009).
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The development of reading skills in partiallylgigd learners is important to
understand in order to facilitate educational sgtind needs. After strict analysis of
visually impaired students at a middle school igland, reading speed was noted as an
area of need when compared to sighted peers (T&Uthl], 2012). It was agreed that
technology would be used to aid in bridging theflay gap (Tobin, & Hill, 2012).
Through the use of a formal, regular cycle of cstesit monitoring, gaps in visual
efficiency, phonemic awareness, and vocabulary kedge shrunk after integrating
technology (Tobin, & Hill, 2012). The types of texogy that helped make a difference
were changes in type size, stroke width and spd@iagin, & Hill, 2012). In the
program Read Naturally text is able to be manigadb increase the size to aid with
visual representation of the text (Read Naturailg,, 2001).

Teachers are always searching for the best eduedfit for their students.
Technology is the gateway for all students to fioav they fit in education. A second
grade student both gifted and having learning disias used technology to level the
playing field for him in reading and writing (Goul8taff, & Theiss, 2012). After being
placed in both the gifted program and the spedatation program with support, his
teachers provided him with technology to facilithte writing needs (Gould, et al.,
2012). By offering these technological adaptatiding,student was successful and
maintained achievement (Gould, et al. 2012). Reatifdlly offers many levels in each

literacy area specific to each students’ needsdR&durally, Inc., 2001).
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Accomplishment

On completion of the project, teachers will bertesi on how to implement the
Read Naturallyprogram in their classes (Read Naturally, Inc.,22@@e Appendix A). To
train the teachers on the program, the principalld/bave to arrange staff training. The
teachers previously trained with the program, trotheir partial inclusion
implementation, would be the presenters for thiaitrg. They could demonstrate the
program and how to accomplish it successfully.
Potential Resources and Existing Supports

The potential resources and existing supportsheréstachers at the local site who
have previous experience with the program and ¢ingpaiter network provided at the
site. The previous teachers have three years @rexe accomplishing the program in
their partial inclusion classes. They have attertd@ding by the program creators, and
have the resources and literature to support trgifar the staff. The computer network
at the school is also an existing support. Teadh@ve computers available in each of
their classrooms, in the library, on two portaldetg, and in two computer labs that can
be used to access the program.
Potential Barriers

Potential barriers for the accomplishment of therdicy program, Read Naturally,
include time in the daily schedule to accomplighphogram with the students, teacher
reluctance to the new program, lack of support ftbenadministration to purchase the
site license, and computer infrastructure (Readifddly, Inc., 2001). Teachers are

expected to cover a particular amount of curricukanh day. Providing time to
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accomplish the literacy intervention may be a puéébarrier. In language arts classes,
time is given daily for students to read in cldkgs time would potentially be the time
that teachers could use to accomplish the inteimemmor struggling readers. With any
change comes adversity. Another potential barsi¢he reluctance of the teachers to
accomplish the program in their classrooms. Nagik@eg support from the
administration is a possible barrier also. If theding is not available for purchasing
then the site license, the administration has micehbut to deny the request. Also if the
purchase does not seem rational for the site,dherastrator can also decide not to
purchase the intervention. Last, the computer stfugture poses to be a potential
barrier. The local site’s infrastructure is outdbéad in need of updating. If the
infrastructure fails on any given day, the compa#at intervention could not be
accessed.

Proposal for Accomplishment and Timetable

Presentation to the local site of the finding @ ttata can be accomplished on
completion of this report. The presentation wikdan hour. If the administration agrees
to purchase the intervention program for the sit&f training will be organized
according to the sites calendar. The staff traimwigtake about 2 hours to accomplish.
Accomplishment of the intervention can begin prdsnpfter the purchase of the site
license. From start to finish, the timeline woukldbout one month, to allow for time to
schedule the presentation and initial training. iiddal follow-up training could be

scheduled individually as needed. If the site Igzeis not approved, teachers can
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continue to use the existing program at the lotal Access could be provided to the
programmed computers before or after school.

Roles and Responsibilities of Student and Others

My role is to present the data analysis to thellsita with the proposal for the
purchase of the site license within a week by tiwall site administration. The role of the
site principal is to approve the proposal and s#dhe funding for the license and
purchase the license. On endorsement of the exipeadmny role will be to organize the
staff training. The role of a few of my colleagwse®sl me will be to accomplish the
training, preparing the staff for the interventidme responsibility of the local site’s
computer technician will be to keep the computerdime and troubleshoot any problems
with the infrastructure. Last, the responsibilifytloe local site’s teachers will be to
accomplish the intervention.

Project Evaluation

The evaluation of this project is the consent efghe administration to purchase
the proposed intervention program. This project stasessful if endorsement is given.
After completion of the project, next steps will tecided based on the endorsement or
rejection of the purchase of the intervention paogrIf the proposal is accepted and the
site license is purchased, then the next stepsdamaitraining for the staff. If the
proposal is not accepted, then the next steps waritd continue to use the intervention

in the way being accomplished and continue to atalthe progress of the intervention.
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Implications Including Social Change

Local Community

This project, if approved, addresses the needseofetarners in the local
community by providing the students performing eberage in reading an
intervention program to help them bridge the leagrgap. If not approved, it provides
the local site valuable information to maintain thiervention in the special education
partial inclusion setting. This project’s importano the students, families, instructors,
administrators and community partners is thatowtes the rational and supports the
currently accomplished intervention program throiiglpositive effects on special
education students in a partial inclusion settikg€ et al., 2013; Labbo, 2005; Rabiner
et al., 2010; Mei-Ju, 2012; Sternberg et al., 20Q7%yill reassure the accomplishment of
the partial inclusion setting at the local siteaamiccessful program and support its
continuation.
Far-Reaching

My work is important in a larger context becaugerdvides reasons for
accomplishment and continuation of the supportézhwention. Because of the small
sample size generalization is not possible. Butékalts can be considered by other sites
an option for their partial inclusion English setfs, not only in the area but in other
states or countries.

Conclusion
Thus, the project for this study included providitigough a presentation to the

local site administration, the reasons for puraigsi site license for the English



83
intervention program supported from the conclusiorsection 2. The intervention
supported in section 2 was a computerized inteiwevhich drove the reasons for the
literature review by focusing on literacy and congotassisted education. The project, a
presentation of data and proposal for purchasesaédicense, leads to future steps based
on the acceptance or decline of the proposalelptioposal is accepted and the license is
purchased, the next steps include teacher traamagechnological support to
accomplish the intervention. If the proposal islohed, the next steps are to use the
supportive data from section 2 to continue therugetion in the partial inclusion setting
while continuing to monitor the progress of thedgtots. Implications for social change
involve providing supportive data for the computed English intervention Read
Naturallyfor the local site and investors, besides othessiationwide for consideration

to promote English achievement (Read Naturally,, 12@01).
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Section 4: Reflections and Conclusions
Introduction

The following section provides a summary and reitecof various aspects of the
project, including the project’s strengths and tations, my reflections on scholarship,
the project development and evaluation, and leageend change. This section also
focuses on various analyses including that of nfiysel scholar, practitioner, and project
developer. Last, in this section | discuss thequtdg potential influence on social
change, implications, applications, and directifumduture research.

Project Strengths

The project’s strengths in addressing the problearethe compelling evidence
supported by the data analysis and results oftérature review, enough available
computers at the site to support the program imeteation, and the eagerness of the
teachers and administration to provide every opay for their struggling readers to
succeed.

The data analysis in Section 2 supported growtlta@racy for students with
special needs when the intervention was computastas. Based on the results, the
subsequent literature review exploring the benefitsomputer-assisted literacy
interventions was developed. By presenting theyargtesults to the local site
administration, it provides reasons for the fundafighe intervention.

Administrative and teacher support is crucial ippilementing a new program at a
site. The support from the site administration sathers is strong when providing

struggling students with interventions. The progbisgervention would be accomplished
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in the classroom without disturbing the existingestule and routines. Training on the
intervention can occur during a regularly schedsiedf meeting.

Recommendations for Remediation of Limitations

The project’s limitations in addressing the problara varied. The first limitation
is accepting the proposal to purchase the progifaine program proposal is not
accepted by the local site, the general educatassmoms containing the inclusion
students would not have access to the programdanyabasis. A recommendation for
remedying this limitation would be a rotating schkedbefore or after school for the
inclusion students, to allow them access. This dide reliant on the availability of a
trained special education teacher to supervissttigents.

A second limitation in addressing the problem wdugdthe willingness of the
staff to participate and support using the programremedy this limitation, the staff
would need to be motivated to produce results. bidd be accomplished by offering
class incentives and reminding the staff of thectugions supporting the development of
literacy through using the program. Furthermore,limitation of a weak infrastructure
needs to be addressed. The district has been ngdhaé local site’s infrastructure to
meet the needs of the new common core assessniech, i computer-based. With this
update, the computer-based program should be atdyggapported.

Last, the limitation of time and scheduling is acern in addressing the problem.
Teachers’ time is precious and every minute coumiise classroom. This philosophy can
be used to remedy this limitation. Implementatibthe computer-based intervention

would save time and free time for the teacher tdkwath other students during
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regularly scheduled reading time. Particular stiglean be rotated through the program
weekly or monthly, allowing the teacher to workeditly with the remaining students,
ultimately reaching twice as many students in Hraetime.

Alternate ways to address this problem to considriid be to provide alternative
opportunities to provide computer-aided literaayghsas rotation through the computer
lab or using the classroom computer cart. If thets®ces were used then the entire class
could access a literacy intervention simultaneaouBe teacher would assist and monitor
the students, providing them direct feedback ag wWere working.

Scholarship

Scholarship is defined as learning of a higherlleMeroughout this experience, |
have been practicing scholarship and achievinglactitp at a level deeper than | ever
imagined at the beginning of this journey. The agiee course studies prepared me to
embark on the project study. | was able to gathemktedge of the learning process and
how to apply my newly gained knowledge to my cutigsition to contribute to social
change.

Scholarship is a constant. Scholarship is accomgdisvhen sought and valued.
Scholarship takes courage and hard work. It takesigience and hope. Scholarship is
also taking what you have learned and sharingth wthers, knowing when and how to
help and educate people in one’s world. Last, sgbbip is a hope to be a part of the

change in the world, to leave a mark on society.
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Project Development and Evaluation

Project development requires critical thinking kskédnd planning. The first step in
project development is to be observant of the sutong world. These observations lead
to realization of a concern or an area of need.eQ@he need is discovered, the second
step of project development begins: planning. Rlanmcorporates many facets: setting,
duration, participants, and procedures, to nanewa €onsideration needs to be taken to
ensure that the procedures support the wanted me&o

Once a project is developed, evaluation is necg$salecide effectiveness.
Evaluation allows adjustments. Evaluation alsovedl@roject development by providing
valuable feedback. Evaluation needs to fit theqmbjEvaluation type should be carefully
considered to ensure it evaluates that which itin@nded to.

Leadership and Change

Leadership and change come hand in hand. With amkkrship comes good
change. With bad leadership comes bad change. areagliant on each other.
Leadership has important responsibilities to prapasitive change. If a leaders is
strong and knowledgeable, not only about his ordugies but people, vast change is
inevitable. Leaders need to consider the changewiiat to create and then use their
knowledge and resources to help them to createhihege they seek.

Analysis of Self as Scholar

| as a scholar am devoted, hardworking, and desticathrough this experience, |

have discovered that | am more than a devoteddearam a multitasker, a dependable

leader in my community, at home, at work, and ashalar. | am good at time
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management and realistic about my personal expacsat seek knowledge and have
urgency to apply what I learn in a meaningful wiagve to learn, and | love to share
what | have learned with others. I firmly believarh a lifelong learner and will never
stop seeking to become a stronger scholar.

Analysis of Self as Practitioner

As a practitioner, | am skilled and reliable. WHextcept a task, | do so knowing
that | can successfully complete the task. | doatiadly jump into responsibilities.
Consequently, I also seek ways to improve mysedf piactitioner. | am dedicated to
success, and when | encounter a bump in the roaflett on my path and take the
opportunity as a learning experience. | rarely maleesame mistake twice.

Analysis of Self as Project Developer

As a project developer, | realized how much | did know. | have always been a
part of a team when developing projects. Throughghocess, | realized how the project
develops, how through the analysis of data, a prajemes together. As the facilitator,
my responsibility is to take the steps necessabyitgy it into fruition. | also realized that
| was unaware of how difficult a job as a projeeveéloper is. Many facets need
consideration, such as audience, medium, timingnanothers. A project developer is a
difficult yet rewarding responsibility.

The Project’s Potential Influence on Social Change

On reflection of the importance of the work accoistptd and what | learned, |

have to say | am amazed. The importance of thiggircs large. Not only did |

accomplish creating a meaningful, and useful ptdpacthe local site, | proved to myself
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that | am capable of taking on the scholarly leskligrrole and becoming a project
manager. The importance is two-fold, | have prowethe local site that | am a valuable
asset to bring about social change and promotadyeand | have proved to myself that
with determination, all things are possible witinéi. This project’s potential influence
not only reaches to the local site involved inshedy but to the community. This project
can be shared globally as an example of how to ptesocial change beginning locally.
Leadership comes from within; an inner drive thaltscon scholars of all ages to figure
out how to make the world a better place. It starith a small spark, a feeling in the gut,
that things can be better, and the work is worth it

Implications, Applications, and Directions for Future Research

Learning how to accomplish change is the most in@mbthing learned. Anyone
can take a class and learn about a subject, bumih@rtance of learning how to help
others is valuable. Daily, in life, leaders enceursituations in which they see a need for
change. Easing this change is a skill | learneautin this project. | now have the tools to
help my society at not only a local, but a glolesddl. The implications for future
research are in partial inclusion, literacy develept and computer-assisted
interventions. This project focused on a small pafen at a particular site, future
research is needed to generalize the conclusiahswgport them in a global aspect.
Technology is growing and quickly becoming the meedium of schools in the United
States and throughout the world. Because of thamyes of technology, constant

research to find best practices is necessary.
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Applications that can be made to the educatioe#d fare to support the growing
use of technology in today’s schools and how it &@nin literacy for students with
special needs. The information in this study cdp baide future and further research
about technology and meeting the literacy needsuafents with special needs. The
information in this study can also help drive reshabout what teaching practices are
best for students with special needs in variouslag environments such as full and
partial inclusion settings.

Future research is needed to help generalize thguzions in this study. Yes, the
analysis did support using a computer-assistectteprogram in the partial inclusion
setting, but the sample size was constrained aadl because of the population provided
the intervention. How would a larger populationtwihore diverse needs react to the
intervention? Is the intervention only successfithwhe non-severe students with special
needs or would a larger demographic also benefit@ré research could also explore
other literacy applications that are computer-&sdid_ast, future research could explore
the data in the study longitudinally. How did tregalset perform in future years? Was
there still progress? If so what did it look like?

Conclusion

Thus, the project had strengths in addressingthieigm and limitations. The
project’s successes weigh heavily on acceptingtbgct by the local site. If the project
is not accepted, there are several ways to allodesits access to the literacy
intervention, such as circulating through the cotaplab or using the class sets of

computers on a monthly schedule without disruptitegteaching day.
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Analysis of learning described the growth of teH as a scholar, practitioner and
project developer, substantial growth was notetin& discussion of the overall
reflection of the importance of the work and whaisviearned showed an understanding
of the importance of the leadership role and pramgagocial change. Last, this section
was concluded with a discussion of the implicati@pplications, and directions of future
research, which included a need to continue rebdarallow for generalization of the

data.
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Appendix A: Program Implementation Framework
(Adapted from http://implementation.fpg.unc.edu)

There are five frameworks involved in implementangew program. The following is
outlined for this program:

Usable Interventions
Implementation Stages
Implementation Drivers
Implementation Teams
Improvement Cycles

Framework 1: Usable Interventions

Before you can implement a program there needs tdlear understanding of the
program and its suitability for your site. The &lling can be found in the attached
training.

e Clear description of the program
o Clear philosophy, values and principles
o Clear inclusion and exclusion criteria for the mdplacement in the
program
e Clear essential functions
e Operational definitions
e Practical performance assessment
0 Assessment relates to philosophy, values and ptexi
0 Assessment is practical and repeatable
o Evidence of effectiveness when properly used
o Highly correlated with intended outcomes

Framework 2: Implementing Stages

Implementation is a process using multiple stepkiding decision-making, action,
corrections, and assessment. Implementation sucaedske up to 2 to 4 years and
contains four stages.

o Exploration- teacher evaluation of students in daaglish classroom
0 Assessing student needs
o ldentifying the possible programs to meet thosalsee
0 Assessing fit and feasibility of implementation austainability
o Installation- determined by administration with @&mn to move ahead
o Developing communication
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Ensuring financial and human resources are suffi@ad secure
Physical space
Purchasing of equipment and technology
o Developing practitioner competency
o Initial implementation- first use of new program
o0 Attention to coaching
o Continuous improvement and problem solving
0 Use data to support decision making
o Full implementation- teachers skillfully provideggram with successful
outcomes
0 Teachers skillfully employ new practices
o Infrastructure supports teachers
o0 Integration of newly learned skills
**Sustainability is supported by finances and istracture.

(ol elNe]

Framework 3: Implementation Drivers

Implementation drivers are the core componentssbaire a new program by providing
the support that it needs to be sustainable. Aféatyre is that drivers are integrated and
compensatory. There are three types of drivers:

o Competency drivers- staff activities to develogstain and improve practice for
the benefit of the student

o Selection of qualified teachers

o Training of the staff to implement program

o Coaching to support implementation

o Performance assessment of instructional and progreatity
o Organization drivers-develop supports and infrastnes needed

o Decision-Support data systems

o Facilitative administration

0 System interventions to strategically work withesxial systems
o Leadership drivers- use technical and adaptiveclesfip strategies

Framework 4: Implementation Teams

By using implementation teams, implementation casuomore rapidly, efficiently and
with higher success rates. Implementation teantsptsvide an internal support system
to help move new programs through the stages, stipp@ommunication and engaging
in problem solving. By having a team, a single radbes not get burnt out or leave to a
new position leaving the position empty. Teams $oon:

o0 Increasing buy-in and readiness
o Installing and sustaining the implantation infrasture
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0 Assessing and reporting on fidelity and outcomes
o Building linkages with external systems
0 Problem solving and promoting sustainability

Core competencies of the team should include:
o Knowledge and understanding of the program inclydutcomes
o Knowledge of how to implement programs and thersx@anvolved for best
practices
0 Applied experience in data use for program improseim

For this program implementation the team will irdguthe current special education
teachers implementing the program, site admin@tsadnd the technology coaches.

Framework 5: Improvement Cycles

Using improvement cycles helps to support purpdgeficess of change and are based
on the Plan, Do, Study, Act (PDSA) cycles. Theyth&se cycles to intentionally
identify, problem solve and alleviate barriers tccessful implementation. The PDSA
cycles consist of four phases:

o Plan
o ldentify barriers/challenges, use data if posdiblereate a plan to
continue movement forward and address monitoringaraes
o Do
o Carry out strategies/plan
o0 Study
0 Use identified strategies to assess and track @ssgr
0 Act
0 Make changes to the next iteration of the plamtprove implementation
** Support might be required by administration ¢ner key partners.

Implementation schedule

After initial training, the suggested implementatgchedule is three times weekly for 20-
30 minute intervals. This program will take theqalaf the already allotted timeframe
within the classroom set aside for sustained sieading independently. By using this
implementation schedule, teachers can continue rtbgularly scheduled day.

Teachers will already have the data to supportgpteent into the program based off of
reading inventories and assessments already cad@stmandated by the site currently.
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Assessment and monitoring growth will be continuand provided within the program
itself and is a part of the training attached.

Read Naturally Staff Training- Duration: 2 Hours
% Overview of the Read Naturally SE (Software Edijion
» Implements three powerful, research backed stredgegi
= Teacher modeling

e Students learn proper pronunciation, expressiot péunasing by listening
and reading along with fluent readings

» Repeated Reading
e Builds fluency
*= Progress Monitoring
e SE charts growth visually for students/teachers
% Additional benefits
> High interest non-fiction for all ages
> Independently paced fluency practice at instructidevel
» Features to promote vocabulary and comprehension
>

Site license allows all data collected to be stanedhe school server, allowing
students, teachers and administration access fngre@nputer connected to the
server.

% Program includes:
> Leveled stories
= Guides students through steps, automatically calicig) and charting data

» Tech support
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» Free e-mail support, software updates, web supprtsphone support first
year

» SE Teacher management & utilities

= Customize for each student, automatic placementri@astudent tracking,
and database utilities

» Manuals and online help

= Set-up quickly and variety of guides to managenaeuit features
Introduction to Read Naturally
» Read Naturally Strategy

= Teacher modeling, repeated reading, progress momgto
» Steps of the SE strategy

= O steps
» Teacher responsibilities

*= Planning and set up

= Student placement

= Teach students steps and expectations

= Set student options

= Adjust levels and goals

= Communication with students and parents
Introduction to the software
» Starting

= Icon will be on desktop for site license

= Click on icon to begin

= If using SE version: Insert SE CD and double-click:
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e CDdrive
e Program

e Rnse or rnse.exe

» Logging in

Create a teacher password of your choice
Teacher management screen will open providing adceset-up classes

Logging in as a student allows limited accessaoes related to the specific
level of the student and the 9 steps

» Exiting

Click Quit to return to login page

Click Exit on login screen

% Planning and setting up

» Schedule and workplace

30 minutes 3 times a week
Where can students work?
How many and how often are computers available?

How many supervising adults are available?

» Required materials

Compatible computers, headphones, access to stories

» Organizing the computers- Login as teacher to ac€eacher Management
screen

Adding classes
e Click onClassedab

e Click Add
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e Click in Class Namebox, then type name of new class
e Click Save

Enrolling students

e Click onStudentstab

e Click Add

e Enter required info: Name, grade, password

¢ Passwords must be unique, contain letters and mspbd4
characters, case sensitive, easy enough for sttmegrnember

¢ In Classbox, select appropriate class from dropdown

e Click Save

e Click No for story options for now, this is covered later.
Changing student classes

e Click Studentstab

e Click column headinglass Name

e Click in Find by Class Namebox, then select current class
e Click Find

e Click Show All

e Click column heading.ast Name

e Locate box at bottom of screen labelgdd by Last Nameand type in
first initial of student’s last name

e Click Find
e Click Show All, select student to move
¢ To select multiple students, press and hold thek&yr as you click

e Click Reassign
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e Choose desired class from drop-down menu

e Click Save thenYesto continue

Deleting students

e Click Studentstab

e Click on desired student/s name/s

e Click Delete thenYes

Deleting classes- only after all students are igasd/removed
e Click Classegab

e Select desired class

e Click Delete thenYes

e Click Quit to return to login page

Retrieving student passwords

e Click Studentstab

e Select desired student name

e Click Edit

e Look in Passwordbox

e Click Cancel thenQuit to return to login page

Changing teacher password

e Click Teachertab

e Delete current text iRasswordbox, then type new password

¢ Should be at least 6 characters, a combo of leatesnumbers, upper
and lower case, easy to remember but difficultuess

e Click Save thenQuit to return to Login screen
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+ Placing students- within Teacher Management screen
» Click Students tab
Click on Student to place
Click Place
Select placement testing level from list

Click Next, thenYesto begin

vV V VYV VY V¥V

Have desired student begin the placement testitkirgy Start

= Student reads passage aloud until bell rings wedeher counts silently the
mistakes made,

= Click the last word read
Enter number of errors made, clislext
Follow recommendation of program

SelectContinue Testingand clickNext for another story, repeat previous steps

vV V V V

Once the level is determined, in tBelect Level/Curriculum and Goallist,
select desired level

A\

Click Next
» OnStudentstab click on placed student then cli8tory Options
= Make adjustments to boxes as needed to persomabgeam
= Click Saveor Cancelto exit screen
= Click Quit to return to the Login screen
% Working in student stories
» Common features can be found on the Student Stecregn

= Audio instructions icon, Start/Stop Icon, Title BRrogress Bar, Menus,
Scores, Reading Guide Icon, Reading Guide, QuitkBad Next
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SE steps- progress bar at top of screen allowestsido track which step they are
on by highlighting the current step

Step 1: Select a story

12 options to complete prior to passing the lesidk on one to start,
Click Yesto confirm

Step 2: Key words

Specific for each story, they are read aloud byptlogiram and when they
are clicked on the definition and a sample sentanealso read aloud

Step 3: Prediction

Students use story title, key vocabulary and pesuo write a brief
description of what they think the story is about

By clicking on theBack button key words can be revisited, cligkxt to
return to the prediction page.

Click in the box provided to begin typing, clitlextto move on

Step 4: Cold timing

Click Start to begin timer
Click Finished when the passage is completed.

Repeat process until the program provides a gréfiteccold read and the
current goal and prompts you clitlext

Step 5: Read along- typically 3 times unless yquagram

Click Start to begin

Student reads along with narrator
Click Stop when finished

Click Next button to move on

¢ Teacher can access scores by clicking on the wooceS in the top
right of screen.
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Step 6: Practice- typically 3-10 practices

Click Start to begin timing
Click the last word read when the bell sounds
When goal is mellext button will be enabled

Click Next to continue

Step 7: Quiz- questions focus on main idea, fatsabulary, and inference

Click on the correct answer for each question,dasistion, #5 is open-
ended

Click Done Incorrect answers will be prompted again

Step 8: Retell

Click Review Storyto review before writing a summary
Click Closewhen finished
Click in text box and write summary

Click Next to continue

Step 9: Pass Timing

Student passes if: read at goal rate, make 3 arfewors, reads with an
expression rate of 2 or higher, answers all questjans correct

Click Start to begin

Click Stop at the end of time

Click Pass to move on

Teacher enters password, then clicks OK
Click Start

Teacher keeps track of errors

Click finished or on last word if bell sounds
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Teacher enters errors and expression rating

¢ 1=reads haltingly, seldom uses phrasing, no egfmes

¢ 2=reads phrases of 3-4 words, usually pausesfbpenctuation
¢ 3= usually correct phrasing, inflection, and afi@mto punctuation

¢ 4=reads conversationally, consistently correcapimg, inflection,
attention to punctuation

Click Next

Decide if #5 is correct and mark appropriate béxdt student will need
to rewrite answer)

Click Next when ready

You can graph the stories from the Congratulatgmmeen as well as, view
results

Click New Storyto begin the next story

Non-passing student options

Send student back to various steps

Retest students without repeating steps

Pass student despite not meeting all criteria

Resetting stories

Use student login

Click Edit, then ClickStory Options

Enter teacher password

Click Advancedtab

Choose story to reset

Click Reset Click Yes thenSave



123

» Phonics stories- additional option

« Setting story options- all options available throwgudent loginEdit, Story
Options

» Turning off steps
» Requiring a teacher for cold timings
» Read along options
» Other options
+«+ Monitoring student performance- through teachemlogeacher Management
» Updating levels and goals
= Click Story Options
= AdjustGoal box
» Generating reports
= Click Reports
= Select dates from tHgelect Report Periodboxes
= Select student
= Click Create Report
= Explore report by clicking on the Graph icons

= UseBack button to print Needs At A Glance Reports and iotaports from
the dropdown menu

% Communicating with students and parents- usingiaogin in Teacher
Management

» Printing parent letters, individual stories, angesureader awards
= Click Studentstab
= Click File menu

= Click Print



Select All

Click Print Preview

Click Print This Pageor Print from File menu
SelectSuper Reader AwardandOK to print awards
Select level and udéle Print

SelectQuit to exit

124
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Appendix B: Data Use Agreement

This Data Use Agreement (“Agreement”), effectiveof80/28/13 (“Effective
Date”), is entered into by and between Jayna Meleasd (“Data Recipient”) and the
XXX Union School District (“Data Provider”). The paose of this Agreement is to
provide Data Recipient with access to a LimitedaD&ét (“LDS”) for use in research in
accord with the HIPAA and FERPA Regulations.

1. Definitions.Unless otherwise specified in this Agreementcafiitalized terms used
in this Agreement not otherwise defined have thamrey established for
purposes of the “HIPAA Regulations” codified atl&i5 parts 160 through 164
of the United States Code of Federal Regulationgnaended from time to time.

2. Preparation of the LD®)ata Provider shall prepare and furnish to Dateifitent a
LDS in accord with any applicable HIPAA or FERPAdR&ations

3. Data Fields in the LDS\o direct identifiers such as nhames may be incudehe
Limited Data Set (LDS). In preparing the LDS, DRtavider shall include the
data fields specified as followswhich are the minimum necessary to accomplish
the research (list all data to be provided): 2@01,2, and 2013 CMA ELA scores
for the 8 participants in the study.

4. Responsibilities of Data Recipieata Recipient agrees to:

a. Use or disclose the LDS only as permitted by thgse&ment or as
required by law;

b. Use appropriate safeguards to prevent use or dis@af the LDS other
than as permitted by this Agreement or requirethioy

C. Report to Data Provider any use or disclosure eflfhS of which it
becomes aware that is not permitted by this Agreemerequired by law;

d. Require any of its subcontractors or agents thagive or have access to
the LDS to agree to the same restrictions and ¢ondion the use and/or
disclosure of the LDS that apply to Data Recipiemder this Agreement;
and

e. Not use the information in the LDS to identify @ntact the individual
data subjects.

5. Permitted Uses and Disclosures of the L D&ta Recipient may use and/or disclose
the LDS for its Research activities only.
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6. Term and Termination.

a.

Term. The term of this Agreement shall commence asettfective
Date and shall continue for so long as Data Reaipetains the LDS,
unless sooner terminated as set forth in this Agesg.

Termination by Data RecipieriData Recipient may terminate this
agreement at any time by notifying the Data Pravaiel returning or
destroying the LDS.

Termination by Data ProvideRata Provider may terminate this
agreement at any time by providing thirty (30) dpyisr written notice to
Data Recipient.

For BreachData Provider shall provide written notice to DREcipient
within ten (10) days of any determination that DR&ipient has
breached a material term of this Agreement. DataiBer shall afford
Data Recipient an opportunity to cure said allegederial breach on
mutually agreeable terms. Failure to agree on nliytagreeable terms for
cure within thirty (30) days shall be grounds foe immediate termination
of this Agreement by Data Provider.

Effect of TerminationSections 1, 4, 5, 6(e) and 7 of this Agreemernil sha
survive any termination of this Agreement unders&ations c or d.

7. Miscellaneous

a.

Change in LawThe parties agree to negotiate in good faith teradrthis
Agreement to comport with changes in federal laat thaterially alter
either or both parties’ obligations under this Agreent. Provided
however, that if the parties are unable to agrerutually acceptable
amendment(s) by the compliance date of the changpplicable law or
regulations, either Party may terminate this Agreetas provided in
section 6.

Construction of TermsThe terms of this Agreement shall be construed to
give effect to applicable federal interpretativedgunce about the HIPAA
Regulations.

No Third Party BeneficiariedNothing in this Agreement shall confer on
any person other than the parties and their reispesiccessors or
assigns, any rights, remedies, obligations, oilites whatsoever.
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d. CounterpartsThis Agreement may be executed in one or more
counterparts, each of which shall be deemed amatjgut all of which
together shall constitute one and the same instiime

e. HeadingsThe headings and other captions in this Agreeraentor
convenience and reference only and shall not be insaterpreting,
construing or enforcing any provisions of this Agmeent.

IN WITNESS WHEREOF, each of the undersigned hasedthis Agreement to be duly
executed in its name and on its behalf.

DATA PROVIDER DATA RECIPIENT
Signed: Signed:
Print Name: Print Name:

Print Title: Print Title:
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Appendix C: Letter of Cooperation from a Commuritgsearch Partner

XXX Union School District
Address ¢ City, CA 00000

October 31, 2013
Dear Ms. Jayna Jensen:

Based on my review of the information you proviaee, | give permission for you to
conduct the study entitled Partial Inclusion Effesh Students with Special Needs in
English within the XXX Union School District. As gaof this study, | authorize you to
collect CMA English data from 2011, 2012, and 2@h8 review the student
Individualized Academic Program s involved in thedy, as needed, to include relevant,
yet anonymous information once parent permissiafmiained. Individuals’ participation
will be voluntary and at their own discretion.

| understand that the district’s responsibilitiesliude: granting permission to collect the
required data, including the CMA data, for the gtod the eight participants. The district
reserves the right to withdraw from the study at time if our circumstances change.

| confirm that | am authorized to approve reseandhis setting.

| understand that the data collected will remaitirely confidential and may not be
provided to anyone outside of the research teamowitpermission from the Walden
University IRB.

Sincerely,

Signature
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