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ABSTRACT

PATTERNS OF ACTIVITY AND PRACTICE AMONG MUSIC EDUCATORS
CONCERNING INSTRUMENTAL MUSIC STUDENTS WITH DISABILITIES
Carrie Ann Delaney
George Mason University, 2016
Dissertation Director: Dr. Lisa A. Billingham

This study sought to discover what types of sources/materials music educators
and administrators are accessing to ensure success when working with students with
disabilities. The design of this project consisted of a mixed method survey distributed to
band directors and music administrators (N = 31) that was both quantitative and
qualitative in design, consisting of both direct and open-ended questions.
The research sought to find (a.) what educational modifications or adaptations
teachers are currently using in the classroom, (b.) where the educator has learned these
practices (e.g.- through classwork or articles in research/practitioner journals), and (c.)
how involved the music educator is with the student’s Individualized Educational Plan
(IEP) committee and special education staff. A secondary purpose of this study was to
discover what types of information and materials may still be necessary to effectively
work with students with disabilities in instrumental music programs.

x

Findings of this study show that inconsistencies in teacher training, along with the
level of support and involvement with the special education staff are still seen within
instrumental music teachers working with students with disabilities. A linear regression
analysis was run ex post facto to determine if the varying levels in teacher training,
number of years teaching, or the level of support that band directors receive from the
special education staff would lead to increased feelings of comfort when working with
students with disabilities. Findings show that taking at least one class during college
dealing with the topic of working with students with disabilities has a positive impact on
the teacher’s comfort level (t = 2.264, df = 29, p < .03) more than any other outside
factor.
Teachers are using a variety of “best practices” or modifications/adaptations
learned from classes, literature, or from personal study to work with their students with
disabilities. Findings indicate that educators are putting the research available into
practice. Though teachers are implementing various teaching practices to assist their
disabled students in the classroom, this study discovered that there is still a need for
materials, both literary and technological, to help provide the greatest level of support for
their students.

xi

CHAPTER ONE- INTRODUCTION AND BACKGROUND

Inconsistencies in music teacher training and an increase of students being
classified with a disability raises an important question: are music teachers and
administrators using or engaging materials and research to provide the modifications and
accommodations for students with disabilities? Since the 1960’s there has been an
increase in attention paid to education regarding students with cognitive, physical, and
emotional disabilities and the modifications or adaptations that public school students
require. This has led to an increase in the number of children being classified as having a
disability. In 2014, the Autism Speaks Website stated that an estimated one in sixty-eight
children today are now classified somewhere on the Autism Spectrum. Due to these
increases, educators and administrators must be aware of the research, and how they can
employ this research to assist these students in instrumental music programs. This study
will seek to discover the extent that music educators and administrators are effectively
engaging the literature, methods, and materials required to ensure success when working
with students with disabilities. In addition, an attempt to discover what types of
information and materials may still be needed by teachers and administrators to work
with students with disabilities will be estimated based on the results of a mixed method
survey.
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Providing a quality education for students with disabilities has been part of the
laws of this nation since 1973, and educators are often required to know how these laws
affect them within the classroom environment. The basis for legislative mandates
regarding students with disabilities can be found in the court decisions of Brown v. the
Board of Education (1954), Pennsylvania Association for Retarded Citizens v.
Pennsylvania (1972), and Mills v. the Board of Education (1972). The Supreme court’s
decision on Brown v. the Board of Education (1954), was based on the civil rights statute
and the 14th amendment which guarantees equal protection under the law, stating that
“state required or state-sanctioned segregation solely based on a person’s un-alterable
characteristics (e.g. race) was unconstitutional” (Yell, 1998). This decision empowered
those fighting for students with disabilities, to classify a disability as un-alterable. The
cases of Pennsylvania Association for Retarded Citizens v. Pennsylvania (1972), and
Mills v. the Board of Education (1972) sought for free and appropriate education (FAPE)
for students with disabilities. The agreement reached in the Pennsylvania case provided
children aged six through twenty-one with a free public education in a program most like
their non-disabled peers. The Mills v. the BOE expanded on the idea of free and
appropriate education and also provided due process safeguards for students and their
parents. By the early 1970’s a majority of the states had passed laws requiring that
students with disabilities receive a public education and this formed the basis of the
federal mandates that followed (Yell, 1998).
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In 1973, P.L. 93-112 (Rehabilitation Act of 1973) was passed as the first federal
civil rights law to protect the rights of those with disabilities; Section 504 was a provision
of this act.
Section 504 states:
No otherwise qualified handicapped individual in the United States… shall solely
by reason of his handicap, be excluded from the participation in, denied the
benefits of, or be subject to discrimination under any activity receiving federal
financial assistance. (Section 504, 29 U.S.C. § 794(a))
In 1975, the first federal educational bill of rights containing funding provisions
was passed. Known as P.L. 94-142- (The Education for all Handicapped Children Act),
this law mandated a free and appropriate education for all students with disabilities
between the ages of three through twenty-one, along with the promise of federal funding
to the states. P.L. 94-142 was amended in 1990 to become The Individuals with
Disabilities Education Act (IDEA), P.L. 101-476. Within the amendments the language
of the original law was changed to emphasize person first, along with autism and
traumatic brain injury being identified and added to the original list of disabilities. IDEA
was revised again in 1997, (P.L. 105-17, Individuals with Disabilities Education Act
Amendments of 1997) strengthening the roll of parents, establishing a mediation system,
and making changes in the IEP team.
The Americans with Disabilities Act (ADA) or P.L. 101-336, was passed in 1990
and provided additional civil rights legislation. It supported the protection of individuals
with disabilities protected under Section 504, and now included all public services; such
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as libraries, health services, and public transportation. According to deBettencourt
(2002), “…teachers need to the know the most appropriate law applicable for students
having difficulty in their classrooms.”
Table 1 provides a side-by-side comparison of IDEA and Section 504 and how
the law affects the students and teachers in the public schools.

Table 1: Comparison of IDEA and Section 504

Year enacted

Statute

Amendments and
Supporting Law

IDEA
1975 – P.L. 94-142 – The
Education for all
Handicapped Children Act
(EAHCA)
Educational bill of rights
and federal funding
provisions (Free and
appropriate education for all
students with disabilities
between the ages of 3-21)

Section 504
1973 – P.L. 93-112 –
Rehabilitation Act of 1973:
Section 504 was a provision
of this act
Civil Rights law, no federal
funding provided

1990 – P.L. 101-476 – The
Individuals with Disabilities
Education Act (IDEA):
Amended P.L. 94-142,
changed language to person
first, autism and traumatic
brain injury identified and
added to list of disabilities
1997 – P.L. 105-17 –
Individuals with Disabilities
Education Act Amendments
(IDEAA): made changes in
IEP team members, law was
restructured from 8 to 4
points, strengthened the roll
of parents, and a mediation
system established

1990 – P.L. 101-336 – The
Americans with Disabilities
Act (ADA): civil rights
legislation that provides
protection to individuals
with disabilities; expanded
provisions of Section 504 to
“all public services” (e.g.
libraries, public
transportation)
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Eligibility

Must meet criteria for one
or more of the 13 categories
of disabilities identified by
law and must adversely
affect a student’s
performance in school
13 identified disabilities:
Autism, Specific learning
disability, Speech or
language impairments,
Emotional disturbance,
Traumatic brain injury,
Visual impairment, Hearing
impairment, Deafness,
Mental retardation, Deafblindness, Multiple
disabilities, Orthopedic
impairments, Other health
impairment

Any individual who is
identified as having a
physical or mental
condition that significantly
limits one or more of life’s
major functions (may
include: walking, seeing,
caring for one’s self)
Up to school districts to
determine and define if an
impairment significantly
limits a student’s major life
activity (much broader in
nature than IDEA)

Evaluation and
Identification

Full comprehensive and
multidisciplinary evaluation
required of all areas related
to the specific disability,
testing done at no cost to
the parents
Parents must be informed,
involved, and give consent
before the initial evaluation
Requires that the disability
adversely affects the
student’s educational
performance

Assessment does not
require written consent of
the parents, decision of
placement options made by
knowledgeable individuals
Draws on information from
varied sources and is
documented
Does not require that the
student needs special
education services to
qualify

FAPE (Free and
appropriate education)

Requires an individualized
education plan (IEP)
Student may be placed in a
combination of special
education and general
education classrooms
May be provided with
related services

Does not require an IEP
Student placed in the
general education
classrooms
May be provided with
related services

5

Due Process

Enforced by the U.S.
Department of Education,
Office of Special Education
Responsibility rests with the
school district - One cannot
directly sue the teacher
under IDEA

Enforced by the U.S.
Department of Education,
Office of Civil Rights
Responsibility rests on the
individual teacher –
Teachers can be sued
directly under 504

These laws have direct impact on the individuals working in public school
systems and apply to both the general education and special area (music, art, physical
education) teacher. Music educators and administrators need to be prepared to work with
this special group of learners, which requires learning the legislation and how to make the
necessary educational modifications for students. Although music educators and
administrators are bound by the legislation stated above, it is estimated that half of
instrumental music teachers do not have the necessary training to work with students with
disabilities (Hoffman, 2011).
In recent years, the idea of preparing both pre-service and currently employed
music educators working with students with disabilities is a prevalent topic for research
(Ford, Pugach, Otis-Wilborn, 2001; Hahn, 2010; Hoffman, 2011; Heller, 1994; Hourigan,
2007 & 2009). There has been some growth during the past ten years in the number of
classes provided for pre-service teachers regarding students with disabilities. This
combined with new literature published on how to work with students with disabilities,
seems to be leading toward a new awareness for helping teachers work with a diverse
group of students with disabilities. It is more likely that newer teachers in the field have
taken coursework in college that included the topic of working with students with
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disabilities. Conversely, those teachers who have been in the field for many years may
not have been provided with similar training on how to engage and work with students
with disabilities in their music programs. Therefore, this study will attempt to determine
what type of coursework or training music teachers and administrators receive while
pursuing a degree in music education and what further training may be needed.
In addition, Whipple and VanWeelden (2012), suggest future research to look at
what literature is commonly being used by music educators in the field. This study will
also address how practicing educators are accessing, engaging, and synthesizing the
available materials and literature, along with what types of materials, to enhance the
learning environment for the students with disabilities in their instrumental music
programs.
Research	
  Questions	
  
1) What type of coursework or training are music educators and administrators
receiving while pursuing a degree in music education?
2) What educational “best practices” do band directors and music administrators
use when working with students with disabilities?
3) Where did educators and administrators learn about incorporating these “best
practices” into their teaching?
4) To what degree are music educators and administrators involved with IEP and
special education teams (parents included) for their students with disabilities?
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5) How often do both teachers and administrators reference research and materials
dealing with students with disabilities? What types of research and materials are being
referenced?
6) What types of support, evaluation, and rewards are in place for teachers who
work with students with disabilities?
7) Are music educators and administrators having open discussions regarding
support and materials needed to provide the least restrictive environment, modifications,
and adaptations for their students with disabilities?
8) In what areas do band directors and administrators feel they need more training
or information to provide greater support for their students with disabilities?
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CHAPTER TWO- REVIEW AND CRITIQUE OF RELEVANT LITERATURE

Instrumental, vocal, and general music teachers must pay greater attention to the
needs and requirements for students with disabilities that are participating in their music
programs. Each student is uniquely different due to their specific type of disability or
multiple disabilities and the educator must be fully aware of the laws, IEP or 504
programs, and modifications or adaptations regarding each student. The literature within
the field of music education provides a basis for that knowledge and is of value to the
practicing educator.
Literature was collected through database searches on Academic Search
Complete, ERIC, JSTOR, ProQuest Dissertations & Theses: Full Text, and ProQuest
Research Library. In order to retrieve articles, combinations of the following terms were
used within the search: music, music education, special education, disabilities, inclusion,
modifications, adaptations, technology, teacher training, and music therapy. In addition to
database searches, a hand search of music-specific journals such as the Music Educators
Journal, Teaching Music, Journal of Research in Music Education, and Update:
Applications of Research in Music Education) was completed along with an ancestry
search of articles found in “Teaching Music to Students with Special Needs” (Hammel &
Hourigan, 2011).
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The literature and relevant sources suggest that information and support materials
for working with students with disabilities are available to the music educator. However,
there seems to be little specific research detailing the patterns of activity and practice by
music educators referencing the literature to improve learning. Conducting this research
can lead to knowledge of how practicing educators are accessing, engaging, and
synthesizing the available materials to enhance the learning environment for the students
with disabilities in their instrumental music programs. A breakdown of articles by topic
and year of publication can be found in Appendix C and have been placed in
chronological order to determine if a larger number of articles were written around the
time the laws regarding students with disabilities were amended. Articles dealing with
students with disabilities are categorized into seven topics: 1) Teacher Training, 2)
Mainstreaming-inclusion, 3) Modifications, Accommodations, and Adaptations, 4)
Paraprofessionals and Music Therapists, 5) Teacher Perceptions, 6) Technology, and 7)
Legal Aspects.
Teacher	
  Training	
  
Music education teacher preparation programs vary by college and state. In
addition to core music courses, music education majors must take additional courses in
child development, psychology, and music methods. Through the years, there has been
little consistency regarding required classes for music educators on the topic of working
with students with disabilities. Nocera (1972) provides a starting point for looking at
teacher training: In 1972, less than 10 university professors offered a course related to
both music education and working with learners with disabilities. In 1978, former Music
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Educators National Conference (MENC) president James Mason began the National
Committee on Music Education for Handicapped Learners, which continued through the
presidency of Mary Hoffman. This committee along with teachers in the profession
recognized a need to enhance the growth of in-service training activities for music
educators dealing with students with disabilities (Gilbert & Asmus, 1981; Lehr, 1982;
Thompson, 1982). At the beginning of the 1980’s, in-service training, seminars, and
workshops were created, along with many colleges and universities adding courses
regarding working with students with disabilities (Lehr, 1982; Thompson, 1982). Early
in-service programs such as the Oregon Plan for Mainstreaming Music, the University of
Kansas institutes of 1979 and 1980, and the Ohio State University institute teacher
training programs resulted in a heightened awareness of the need for and the importance
of music instruction for handicapped learners (Lehr, 1982).
Even though the 1990’s showed growth in the number of teacher training
programs dealing with working with students with disabilities, there continued to be little
consistency between the states, in that most states required only minimum training in
special education (Thompson, 1990). Gfeller, Darrow, and Hedden (1990) found that
25% of the teachers surveyed in Iowa and Kansas had only one college class dealing with
students with disabilities, 38% of those that responded had no formal training, 15% took
part in workshops and in-service, and 10% had a college course with additional inservice/workshops. Those that responded that they participated in a college course stated
that the course most often listed was child psychology, with no real focus on handicapped
students (Gfeller et al, 1990). Frisque, Niebur, and Humphreys (1994) reported similar
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inconsistencies when over 40% of the teachers surveyed in Arizona reported having no
training to work with special learners, yet 84% reported being responsible for teaching
special learners. In the Great Lakes area (Heller, 1994) in-service music teachers were
not prepared to work with students with disabilities. Scruggs and Mastropieri (1996)
reported that the lack of improvement in teacher preparation suggested that educational
programs are not necessarily more effective at preparing teachers for mainstreaming now
than they were more than two decades ago.
At the turn of the century, Colwell and Thompson (2000) examined teachertraining programs and found that 74% of schools in the nation had a course in special
education available. One hundred ten out of one hundred forty of those courses were nonmusic content specific while only 30 of those classes were music content specific. This
raises the question of why there are not more content specific courses available. College
teachers have stated that it is hard to find time to cover the subject within a methods
class, in addition to professors having little experience with the topic in order to address it
(Hourigan, 2007; Heller, 1994). Victoria Haledon, a teacher from Florida interviewed by
Pontiff (2004) echoes this need, “I feel bad for pre-service teachers. I think they need to
develop a class specific to music and special learners. Also, students should go out into
the local schools and observe teachers teaching special learners.”
When looking at preparation of teachers, Hahn (2010) reported that respondents
indicated having few training opportunities in relation to teaching students with
disabilities. Those who received instruction stated that it was short in duration and
provided limited practice and feedback. Hoffman (2011) states, “Although 42% of
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respondents had no college coursework in special education, 97% were currently teaching
students with special needs and most were willing to provide students with a variety of
accommodations.”
Once in the field, professional development is available to teachers in the form of
daylong instruction at an individual school, district wide in-service days, though music
educators perceive these short-term professional development opportunities as ineffective
and at times not specific to their field of music (Conway, Hibbard, Albert, and Hourigan,
2005). Bauer’s (2007) meta-analysis found that music teachers prefer local, long term
experiences conducted by a specialist in their area along with an interest in online, long
term study to practice the principles studied with a mentorship or guidance of a strong
teaching model. Randall’s (2013) article in Teaching Music did bring to light a graduate
course entitled “Current Issues in Music Education and Music Therapy” given at the
University of the Pacific in California. Within this class, the professor asks the students to
pick a disability and simulate it for 12 hours, during this time, students are to keep a log
reporting their emotions and experiences which they will share with the class. Ruth
Brittin, who teaches the class says, “this is one of the best ways I can think of to raise
awareness about special needs and inclusion” (Randall, 2013). This type of personal
experience can help educators know what it is like for the students within their
classrooms.
This coursework/field work inconsistency can add to additional struggles for
music teachers in their own music programs when they lack the knowledge and
grounding to work with students with disabilities. Hammel and Gerrity (2012) state:
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“Unfortunately, courses designed to prepare teachers for work with special needs students
remain noticeably absent for the core of most music teacher preparation programs.
Although some quality resources are available, teachers continue to express the need for
more.”
Mainstreaming	
  and	
  Inclusion	
  
The 1973 Health and Rehabilitation Act, provided equal access to facilities,
services, and treatment for students with disabilities. This legislation was followed by
Public Law 94-142 (1975), which became the first and most comprehensive piece of
legislation that specifically mandated free and appropriate public education for all
students with special needs. Students with disabilities were placed in classrooms with
non-disabled students, leading to the mainstreaming and inclusion of those covered under
the law. Early studies regarding mainstreaming and inclusion found that music teachers
felt as if their classes had become a “dumping ground” or the only option for placement
for school districts wanting to meet the letter of the law dealing with the least restrictive
environment (Humpal & Dimmick, 1995; Pontiff, 2004). Frisque, Niebur, & Humphreys
(1994) found in their analysis by teaching area the primary reason for placement reveals
that student interests and socialization concerns prevail in placement decisions for
performance-oriented and general music classes, respectively (x2 = 47.97. df = 12, p<.
0001).
A study in Iowa and Kansas (N=350) by Gfeller, Darrow, and Hedden (1990)
resulted in a split of the views regarding the effectiveness of mainstreaming; 60%
reported that handicapped students are effectively mainstreamed, while 50% indicated
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that handicapped students’ music educational needs are better met in special classes. The
lack of consensus between the Kansas (final return rate of 70%, with 58.5% involved in
mainstreaming) and Iowa (final return rate of 76%, with 41.5% involved in
mainstreaming) teachers regarding the criteria for effective mainstreaming was not being
met consistently or not at all (Gfeller, Darrow, and Hedden (1990); Frisque, Niebur, &
Humphreys, 1994).
Inclusion of students with disabilities and the least restrictive environment leading
to the basis of mainstreaming reaches beyond the music classroom; “One recognized
hallmark of successful inclusion programs is collaboration among all individuals
responsible for educational efforts in the school setting as well as in the home and
community” (Damer, 2001). Signs of a model program for inclusion should include
positive teacher attitudes, collaboration, curriculum modifications, accommodations, peer
tutors, structured environments, routine, expectations, and guidelines (Lapka, 2006; De
l’Etoile, 2005; Iseminger, 2013). Shirley McRae (1982) states, “Successful integration of
exceptional children into regular music classes depends heavily on the sensitivity and
imagination of the teacher in providing for individual differences.”
The final area of importance when working with students in a mainstreamed or
inclusionary class is administrative support. Administrative support is needed for correct
placement of students, in-service training, funds to purchase modified instruments or
assistive technology, and to provide the time for planning and development of
educational plans (Thompson, 1990; Darrow, 1999). The administrators’ educational
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practices and involvement with other music educators will be addressed within the
current study.
Modifications,	
  Accommodation,	
  and	
  Adaptations	
  
Modifications are the criteria for evaluating performance and may alter what is
taught while accommodations change how educators teach. A large majority of the
literature dealing with modifications, accommodations, and adaptations within the music
classroom consists of practitioner articles from the two primary journals for music
education: Music Educators Journal and Teaching Music. In order to provide the least
restrictive environment for disabled students in the instrumental music setting,
modifications may be required to adapt the instrument, musical notation, or classroom
setting (Hammel, 2004; Mixon, 2005, White, 1982). The articles found within these
journals provide educators with examples on notation and instrument modification,
checklists on recognizing signs of specific disabilities, behavior modification
suggestions, and suggestions on how to create structured environments and routine for
dealing with students with disabilities.
Analyzing the student’s IEP can help the educator put the correct modifications
and accommodations in place to ensure student success (Adamek, 2001; Atterbury, 1983;
Fitzgerald, 2006; Perlmutter, 2014). Table 2 provides an example of how three music
classroom objectives could be modified due to accommodations or modifications
required by the student’s IEP.
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Table 2- Examples of Accommodations versus Modifications

Task
1. Perform a concert C
major scale

Accommodation
TSWBAT- perform a
concert C major scale on an
adapted instrument with all
notes being performed
correctly

Modification
TSWBAT- perform a
concert C major scale with
only two correct notes

2. Demonstrate an
understanding of all musical
terms within a specified
piece of music

TSWBAT- demonstrate an
understanding of all musical
terms within a specified
piece of music given as
much time as needed to
complete the task

TSWBAT- demonstrate an
understanding of at least
two musical terms within a
specified piece of music

3. Perform a line of music
from the method book
containing half, quarter,
eighth, and sixteenth notes

TSWBAT- perform a line
of music from the method
book containing half,
quarter, eighth, and
sixteenth notes with the
different rhythms being
color coded in the music
Note. TSWBAT (The student will be able to)

TSWBAT- perform a line
of music from the method
both with the rhythms being
modified to contain only
half and quarter notes

In 2012, Whipple & VanWeelden looked at educational supports for students with
special needs. Pre-service music educators during a 5-week field experience were asked
to employ supports such as: written words, color coding, icons, echoing, buddy system,
along with other visual aids within general music classes and various ensemble settings.
It was found that echoing was the most effective educational support for conducting
instrumental ensembles (M = 4.29, SD = 0.99), marching band (M = 3.89, SD = 1.19),
and jazz ensembles (M = 4.48, SD = 0.86). Color coding for instrumental ensembles (M
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= 3.02, SD = 1.10) along with written words (M = 2.89, SD = 1.14) were among the
lowest ranked supports.
Teaching strategies such as repetition, student choice, and increased response
times were identified to lead to increased student engagement and music learning as
shown in the study by Gerrity, Hourigan, & Horton (2013). At the start of the study the
students scored an overall mean pretest score of 43.0 (SD = 18.9) out of 100. After a tenweek experimental period, the students scored an overall posttest score of 49.7 (SD =
23.4) out of 100. Furthermore, a t test revealed a 6.7 difference between the means (t (15)
= -3.0, p = .009, d = .87).
Another important strategy that teachers should address is learning about what
types of modifications and adaptations are used in non-music classes and observing how
the general education teachers successfully implement them. This strategy may also help
music educators decide on an educational plan for his/her classified students (O’BrienVance, 2004; Mixon, 2005; Pontiff, 2004; Atterbury, 1983). Multi-sensory teaching was
also found to be a valuable approach to use when working with students with disabilities
(McCord & Fitzgerald, 2006; Pontiff, 2004; O’Brien-Vance, 2004; Mixon, 2005, May,
1961; Humpal & Dimmick, 1995; Iseminger, 2013).
In the interest of furthering general knowledge of modifications that can assist
students with disabilities in music classrooms, VSA arts, an organization that showcases
the accomplishments of artists with disabilities, has developed an Internet database called
Sustaining Music Making for People with Disabilities (Fidyk, 2011). Educators may not
be aware of this type of resource to aid in the support of their students and their specific
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educational plan. Students with disabilities can be successfully included as long as the
educator can find ways to accommodate their needs (Zdzinski, 2001). Modifications and
adaptations are crucial to the least restrictive environment, enjoyment, and involvement
of the student in instrumental music programs.
Communication between the special education staff, administration, music
students and their parents is often associated with modifications and adaptations. One of
the signs of a model program for mainstreaming and inclusion is collaboration and
communication (Adamek, 2001; Lapka, 2006). The link between the music educator and
other educators is necessary, but parental involvement, particularly in a music program, is
the key for many students with disabilities… (Fitzgerald, 2006; Mixon, 2005). Scott
(2007) also reported the importance of communication; of those surveyed, 100% of the
band and orchestra teachers on the secondary level and 76% of the teachers on the
elementary level said that they had contact with the parents of their students with
disabilities. One aspect of my proposed research will seek to find how often and in what
contexts are the lines of communications open between teachers, administrators, and
parents.
Paraprofessionals	
  and	
  Music	
  Therapists	
  
Paraprofessionals assist (e.g.-for students with medical needs or behavioral
problems) in music classes by providing additional information on students, input
(position/prompts), integration of modifications and instructional assistance.
Additionally, paraprofessionals can also monitor the behavior of the student, provide
reinforcement, alert the teacher to possible student needs, and support the active
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engagement of the student in music class (Bernstorf, 2001; McCord & Watts, 2006;
Moore, 2013; Perlmutter, 2014). These paraprofessionals can be an additional level of
support in music classes should the music educator ask, and can also help make the
learning environment for students with disabilities less restrictive and more enjoyable as
long as the educator discusses the role and duties with the full realm of the special needs
educational team (including but not limited to the occupational therapists, physical
therapists, or music therapists). Pontiff (2004) suggests that experienced teachers have
stated the extra assistance in the classroom “is not a luxury, it is a necessity.” Some
special education teachers will even come with their students to music class (Pontiff,
2004). Collaboration with the special education team leads to greater access for the
students with special needs in music programs (Montgomery & Martinson, 2006;
Patterson, 2003; Lapka, 2006). Collaboration among the music educator, special
educator, other members of the IEP team, and administrative support is suggested so that
planning may take place (McCord & Watts 2006). The biggest challenge to collaboration
between music educators and the special education staff is finding time to meet (McCord
& Watts, 2006). Even with limited time, teachers can be in contact with staff through
frequent emails to provide information on adapting written or read work and to share
ideas on how to handle behaviors. Teachers may also discuss less lengthy issues by
meeting frequently (Lapka, 2006).
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Music	
  therapy.	
  
In addition to physical and occupational therapy, the related service of music

therapy can also be of value to students with disabilities. The role of the music therapist
in a school is to assess a student’s ability to achieve educational goals and objectives both
with and without music, as they are trained specifically in adapting music and music
activities to meet a range of abilities and goals (Chadwick & Clark, 1980; Montgomery &
Martinson, 2006; Patterson, 2003). Music therapists can help design lessons based on
needs set forth by the student’s IEP that will strengthen not only the music aspect but also
the other functional life or extra-musical goals of the student; those being time on task,
pattern recognition, or motor skills (Montgomery & Martinson, 2006; Patterson, 2003).
However, most school districts do not have music therapists on staff, and if they do they
are usually available as consultants (Montgomery & Martinson, 2006). Though budget
concerns have led districts to limit staff and consultants, Dr. Kenneth Warlick, Director
of the Office of Special Education Programs for the Department of Education, states: “If
the IEP determines that music therapy is an appropriate related service for a child, the
team’s determination must be reflected in the child’s IEP, and the service music be
provided at public expense and at no cost to the parents” (Patterson, 2003).
Teacher	
  Perceptions	
  
Music educators have many fears about working with students with disabilities
and even the most well thought-out teaching strategies cannot be effective in a classroom
where feelings of fear and rejection exist between the teacher and students (Thompson,
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1982). Adamek (2001) echoes this statement, “some music teachers feel unprepared to
provide effective music instruction to such a broad range of students, leaving the teachers
feeling frustrated, fearful, powerless, and sometimes angry.” Studies by Frisque, Niebur,
& Humphreys (1994) and Gfeller, Darrow, and Hedden (1990) reported that lack of
training and limited experiences working with students with disabilities might have led to
the educators’ negative attitudes towards mainstreaming. Gfeller et al (1990) also found
that 61% of music educators surveyed believed that students with disabilities hinder the
learning of the non-disabled students, and 50% of teachers indicated that handicapped
students musical needs are better met in special classes. A study by Wilson &McCrary
(1996) found similar results; some participants were concerned that special education
students would negatively affect the performance quality of the ensemble and the
progress of the non-disabled students. A meta-analysis of 28 studies from 1958-1995 on
teacher perceptions on mainstreaming by Scruggs and Mastropieri (1996) suggests that a
substantial minority, 110 of 363 teachers, believed that students with disabilities would
be disruptive to classes or demand too much attention (30.3%; range = 10.0% to 41.7%).
In comparison, 4,801 of 7,385 teachers (65%) agreed with the general concept of
mainstreaming and some were willing to implement mainstreaming practices in their own
classes (M = 70.8, range 60.1% to 77.6%).
In contrast to Adamek (2001); Frisque et al (1994); and Gfeller et al (1990), in a
study of a mid-western school district that practices full inclusion by Darrow (1999) the
participants were more positive about inclusion, though many had concerns and
continuing struggles, with several participants stating that they were better teachers as a
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result of inclusion. Darrow (1999) reports that most music educators felt the impact of
inclusion was beneficial to all students and that non-disabled students learned tolerance
and acceptance of others that are different than them. This finding was collaborated by
Scott, Jellison, & Chappell (2007), they found that teachers expressed positive comments
on the effect of the inclusion experience on themselves (in school- 73% elementary, 63%
band; out of school 54% elementary, 82% band). Pre-service training with students with
disabilities has also lead to increased comfort in teaching children with special needs,
increased understanding of how children with disabilities learn, and increased confidence
in teaching children with special needs in the future (Hourigan, 2009).
Technology	
  
Criswell (2011) stated, “Thanks to modern technology, any student with a
disability, no matter how severe, can participate in the music making process.”
Criswell’s statement supports Humpal and Dimmick (1995) regarding how technology
can be used to assist in the music making process for students with disabilities: “Even if
the child with special needs will not be able to totally grasp the concepts of the music
lesson, he or she can play an active part in the presentation of the material.” Educational
software such as Music Shop, Music Mania, and Studio Vision Pro can be used to
facilitate the participation of the students with special needs, but the student’s IEP must
be consulted before using software of any kind (McCord, 2001). Also, critical to
participation, is communication. Communication adaptations that center on the smallest
of movements, such as eye and eyebrow motion are being used to engage electronic
triggers that will strike a drum or chime, or create sound by some other means (Fidyk,
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2010; Anantawan, 2014). New software (i.e.- Dancing Dots or GoTalk) is being
developed yearly, and music educators should make themselves knowledgeable about
these tools to help facilitate learning and participation in music classes (Criswell, 2011).
In 2008, Adrian Anantawan founded the Virtual Chamber Music Initiative (VMI) to
assist those with severe disabilities in using innovative technology to create music.
McCord (2001) also suggests that teachers should investigate federal and state funding or
grants to purchase hardware and software for students with disabilities. By using
technology, a student becomes an active part of music making and a lifelong engagement
with music is matched independent of the presence of the disability (Fidyk, 2010).
Legal	
  Aspects	
  
Music and core subject teachers must be aware of the laws (PL 94-142, PL 101336 (ADA) and PL 101-476 (IDEA)) regarding students with disabilities and are bound
by this legislation. As the laws have been amended to include additional disabilities and
conditions such as autism and traumatic brain injury, so has there been an increase in the
number of students with disabilities entering the music classroom (Darrow & Armstrong,
1999). Although regular classroom teachers are taught about IDEA, Section 504, ADA
and how to educate students with disabilities in their pre-service courses, many music
teachers have had only a brief introduction to such training (Walter, 2006; Gilbert &
Asmus, 1981). School districts in the past have placed students in music classes based on
the students’ age, social development, or language reading ability; however, this type of
mainstreaming is not always in compliance with P.L. 94-142. Music teachers have also
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been put in the position of having students that were inappropriately mainstreamed,
leading to frustration for the students (Thompson, 1982; Pontiff, 2004).
Since teachers are required by law to follow the students’ IEP or Section 504,
they should be included in the collaborative team that sets the plan into action so that the
least restrictive environment is achieved. This way teachers can work towards the goal of
meaningful experiences with music, for all their students (Damer, 2001; White, 2006).
However, music educators are often unaware which students in their classrooms have
disabilities, and the music teacher should begin to investigate why the student may be
having difficulty when a problem arises (White, 1982; Atterbury, 1983; McCord &
Watts, 2006, Wilson & McCrary, 1996)). In addition to access to the IEPs, music
teachers have the right to attend IEP meetings for their students and be able to provide
input about that student’s educational plan (Walter, 2006; White, 1982; McCord & Watts,
2006; Damer, 2001). Gfeller, Darrow, and Hedden (1990) reported that only 13% of
teachers in Iowa and Kansas were included in IEP programming, 21% participate in the
placement process, and 3% write IEP goals for musical achievement. Though teachers
have the right to see the IEPs and be fully informed of the accommodations and
modifications needed for students with disabilities in their music classes, some school
systems restrict access to information about students with disabilities (Walter, 2006).
Even with some school systems restricting access to teachers, there seems to be an
increase in the exchange of information reported by current music educators. This may
be the result of increasing access to communication technology used by school districts
(Hahn, 2010).
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By being actively involved in the placement, education, and assessment of
students with disabilities in music classrooms, more teachers will become aware of their
rights and responsibilities related to their students with disabilities and should be able to
provide richer music experiences (Walter, 2006). In spite of this, inequities exist between
music and non-music teachers when participating in the IEP process. Hahn (2010) found
that elementary music educators indicated a lower level of involvement, and that music
educators at the middle and high school level and general/choral educators indicated a
higher level of involvement than instrumental educators.
One topic of interest that was discovered when looking at the literature is that no
articles dealing with students with disabilities were found in the issues of the Music
Educators Journal from 2010 to 2011 and only two articles were found in Teaching
Music during this time. These two practitioner journals are read by members of the
National Association for Music Education (NAfME) across the country and the concern
is that teachers might be not have access to the most up-to-date information regarding
students with disabilities as there seems to be a drop in the number of articles being
written on the subject.
As seen through the literature review, articles and materials are provided for
teachers to be more aware of problems that their students with disabilities encounter and
the appropriate modifications to teaching methods, materials, and musical instruments.
This study will look at how engaged music educators and administrators are with the
existing research literature and materials regarding student with disabilities. In addition,
is there a differing pattern of engagement and practice between newer versus more
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seasoned educators or administrators? With the materials available, what are the patterns
of putting research into practice?
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CHAPTER THREE- METHODOLOGY AND DATA COLLECTION

This research will examine the extent to which band directors and administrators
are effectively engaging the literature, methods, and materials required to ensure success
when working with students with disabilities. A secondary purpose of this study is to
discover what additional information and materials may be needed by band directors and
administrators to effectively work with student with disabilities in their instrumental
program. The following research questions will be answered:
1) What type of coursework or training are music educators and administrators
receiving while pursuing a degree in music education?
2) What educational “best practices” do band directors and music administrators
use when working with students with disabilities?
3) Where did educators and administrators learn about incorporating these “best
practices” into their teaching?
4) To what degree are music educators and administrators involved with IEP and
special education teams (parents included) for their students with disabilities?
5) How often do both teachers and administrators reference research and materials
dealing with students with disabilities? What types of research and materials are being
referenced?
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6) What types of support, evaluation, and rewards are in place for teachers who
work with students with disabilities?
7) Are music educators and administrators having open discussions regarding
support and materials needed to provide the least restrictive environment, modifications,
and adaptations for their students with disabilities?
8) In what areas do band directors and administrators feel they need more training
or information to provide greater support for their students with disabilities?
Recent research dealing with preparation and practices of music educators (Hahn,
2010; Hoffman 2011) included instrumental (band and orchestra), general, and choral
teachers on both elementary and secondary levels. This study will address a narrower
scope than the previous studies (Hoffman, 2011; Hahn, 2010; Scott, 2007; Darrow,
1999); the population for this study will be limited to band directors and administrators.
In addition to band directors, this study attempted to include and expand on the role of
music administrators and how they are supporting their teachers when working with
students with disabilities in areas such as: in-service training, purchasing needed
technology and modified instruments.
Three questions on the survey instrument (Appendix A) were labeled to be
answered by music administrators only. No administrators answered these questions and
therefore, research questions #6 and #7 have been eliminated due to lack of response.
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Design	
  
A mixed method approach (Creswell, 2008), due to the design of the data
collection tool, was implemented to complete the collection and analysis of data of the
proposed research question(s). This research will incorporate indirect human interaction,
survey based research, along with the collection and analysis of secondary data by the
researcher.
The design of this research project consisted of a survey (Appendix A) that is both
quantitative and qualitative in design having been constructed of both direct and openended questions. The survey has been reviewed by expert music education and special
education professors who are active in research to check for clarity and relevance of
survey questions prior to distribution. The length of the survey instrument was thirtyeight questions long; consisting of thirty-three questions for both teachers and
administrators, three questions for administrators only, and concludes with two optional
questions.
During the proposal stage of the project the survey went through a pilot study,
taken by colleagues in the field, to ensure an additional level of clarity and relevance
prior to the release of the survey for human subjects approval, which was obtained during
the spring of 2012. The original protocol was amended during December 2014 and was
re-approved at that time.
The initial contact, via social media, for this survey was during the month of
March 2015 and was open for return through the beginning of May 2015. Reminders
were sent twice during this time period, the first being two weeks after the initial release
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and then the second reminder three weeks after, to obtain a greater return rate. For easy
retrieval and access, teachers and administrators were able to take this survey
electronically. By using social media as a way to present the invitation letter to
participate in the survey, the researcher had expected to obtain a large return rate.
However, it was shown that this way of invite does not necessarily lead to a larger return
rate. Seventy individuals responded to the invite, which yielded only thirty-one useable
data sets.
Descriptive	
  Characteristics	
  
Survey participants (N = 31) consisted of members from two social media
(Facebook) specific groups; The Band Directors Group and Women Band Directors
International. The survey link was also placed on the researcher’s social media page to let
other band directors and administrators not part of the specific groups above to
participate, if they should decide.
Participation based on gender was 32.3% male (n = 10) and 67.7% female (n =
21), ages 22 through 60 plus years old (M = 36.13, SD = 9.5, range = 39), from various
ethnic groups including: Pacific Islander (n = 2), Hispanic (n = 1), Caucasian (n = 29),
and Other (n = 1), make up the survey participants. Six participants have a minimum of a
bachelors degree, twenty-four have a minimum of a masters degree, and three have either
completed or are in the process of completing their doctorate.
Within the research group twenty-eight participants are band directors and three
participants hold the dual role of band director and music administrator. Teacher
experience for the respondents range from a first year teacher to a teacher who has
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twenty-eight years (M = 11.81, SD = 8.42) in the field. All levels of K-12 education are
represented; nine teachers are on the elementary school level, twenty-four are on the
middle school level, and eleven are currently teaching high school. Seven teachers in the
group hold dual roles of teaching both middle school and high school, four teachers teach
both elementary and middle school, with one teacher teaching kindergarten through
twelfth grade.
The schools in which these teachers work also represent various geographical
locations; eight schools are located in an urban setting, eight schools are located in a rural
setting, and fifteen schools are located in a suburban setting. Fifteen states are
represented, located in the Northeast (New York, Virginia, Pennsylvania, Maryland, New
Jersey), Southeast (Florida, North Carolina, Alabama), Midwest (Missouri, Ohio,
Michigan, Tennessee, Wisconsin), and West (California, Hawaii).
Analysis	
  of	
  Data	
  Collected	
  
Once the survey instrument was closed to responses, the data was analyzed using
a triangulation design (Creswell, 2008) in order to converge and compare the quantitative
or closed answer responses with the qualitative or open-ended responses. Descriptive
analysis such as means, standard deviations, and percentages of the quantitative data
consisted of: descriptive characteristics of survey participants including: age,
ethnicity/race, educational background, years employed in the field of education, what
type of area [urban, rural, suburban] does the participant teach in were asked to discover
the background of the survey participants. In addition to general descriptive
characteristics participants were asked to list the types of disabilities that the participants’
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band students have been identified with as this may have an effect on the “best practices”
that were addressed in research questions two and three.
In order to answer research questions two through seven the following was
considered: percentage of teachers to administrators, the means, averages, and
percentages of teachers and administrators who have taken classes dealing with the topic
of students with disabilities, in addition to discovering the number of classes required by
the participant’s degree program for working with students with disabilities.
Research questions four, five, and seven were addressed by looking at the number
of IEP committees that the teacher/administrator has taken part in and how often they
meet with the special education staff along with the amount or how often the
administrator and teacher reference literature or use technological materials regarding
students with disabilities.
Analysis of the open-ended questions on the survey were coded to look for
themes specific in nature to support or deny the quantitative findings. The researcher
looked for topics and modifications articulated by participants that create running themes
within the responses.
A Pearson Product-Moment Correlation Matrix listing coefficients describing
relationships between variables, defined during the coding process, was generated in
order to investigate the relationships between educational practice and learning outcomes
in accordance with previous stated research.
The researcher also looked for relationships between the adaptations in the
classroom and the amount of interaction the teacher or administrator has with the
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research literature, special education support team, and skills/methods learned during
college or in-service classes.
Findings will be generalized to the participants surveyed, though findings will be
compared to previous research to see if larger generalizations can be made. In contrast,
the findings may show that there are significant differences between the educational
practices of teachers and administrators depending on the state they are currently teaching
in, length of time in the field, interaction with support staff, and knowledge of special
learners from classes taken during their studies.
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CHAPTER FOUR- ANALYSIS OF FINDINGS

The purpose of this study is to attempt to determine what types of coursework or
training instrumental band directors and administrators receive while pursuing a degree in
music education and what further training may still be needed. In addition, this study will
look at what materials, literature, and support staff teachers are accessing to enhance the
learning environment for students with disabilities in instrumental music programs.
A researcher-designed survey instrument (Appendix A), 38 questions in length was
created to collect the data for this study. The survey tool was constructed of both
forced/closed answer questions along with corresponding open-ended questions, which
were used to support or deny quantitative data from the closed answer questions. The
data collected sought to answer the following research questions:
1) What type of coursework or training are music educators and administrators
receiving while pursuing a degree in music education?
2) What educational “best practices” do band directors and music administrators
use when working with students with disabilities?
3) Where did educators and administrators learn about incorporating these “best
practices” into their teaching?
4) To what degree are music educators and administrators involved with IEP and
special education teams (parents included) for their students with disabilities?
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5) How often do both teachers and administrators reference research and materials
dealing with students with disabilities? What types of research and materials are being
referenced?
6) What types of support, evaluation, and rewards are in place for teachers who
work with students with disabilities?
7) Are music educators and administrators having open discussions regarding
support and materials needed to provide the least restrictive environment, modifications,
and adaptations for their students with disabilities?
8) In what areas do band directors and administrators feel they need more training
or information to provide greater support for their students with disabilities?
	
  Discussion	
  of	
  Analytical	
  Tests	
  
Analysis of the statistical data presented in this chapter is supported by the use of
SPSS 21 and the Microsoft Excel program. A descriptive analysis of the survey
participants, including age and number of years teaching. The Pearson Product-Moment
Correlation Coefficient, used to estimate a relationship between two quantitative
variables was used to look at the following relationships: 1) Age of teacher and number
of classes taken regarding student with disabilities, 2) Years teaching and number of
classes taken regarding students with disabilities, 3) Level of teaching and comfort ability
working with students with disabilities, and 4) Age of respondent and comfort level
working with students with disabilities. A linear regression was employed ex post facto
to explore if the dependent variable of comfort level for working with students with
disabilities can be predicted by any of the following independent variables: number of
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college classes or in-service classes taken, level of paraprofessional support, or frequency
of meetings with the special education staff.
Additional	
  Descriptive	
  Characteristics	
  
In addition to the participant characteristics presented in chapter 3, participants
were asked about the number of students with disabilities seen in their band program over
the last three years (2012-2015). Figure 4.1 shows the number of students seen with
disabilities over the last three years; the x or horizontal axis represents the number of
students seen with disabilities and the y or vertical axis represents the number of teachers
reporting the number seen on the x axis.
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Figure 1- Number of students with disabilities in band over the last 3 years

As reported by the respondents, over the last three years, eleven teachers surveyed
have seen more than ten students with disabilities participating in their band programs
along with seventeen teachers having between one and seven students with disabilities
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participating in their band programs. A first year teacher, responded by saying that there
were no students with disabilities in their band program, while two teachers were not sure
if they had students with disabilities within their band program. With regards to not
knowing if a student has a disability, this might be possible due to not being presented
with a student’s Individualized Educational Plan or by the lack of the teacher tracking
students with disabilities over the years.
Teachers were also asked to indicate what types of disabilities were seen over the
last three years (2012-2015). Figure 4.2 shows the types of disabilities seen over the last
three years; the x or horizontal axis represents the types of disabilities seen and the y or
vertical axis represents the number of teachers reporting that specific disability.
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Figure 2-Types of disabilities seen in band programs
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The most common disability reported was autism (n = 27). This is in direct
relation with the 2014 Autism Speaks Website in stating that an estimated 1.5% or
1,104,000 American children today are now classified somewhere on the Autism
Spectrum. This leads to an increased likelihood that a teacher will have a child with
Autism in their classroom. Additionally, the next most commonly seen disability was
specific learning disabilities with twenty teachers reporting students with that condition.
Seventeen teachers reported having students with emotional disturbance, sixteen teachers
reported students with physical disabilities, fourteen reported students with speech and
language impairments, and thirteen teachers reported students with hearing disabilities.
Visual disabilities, traumatic brain injury, other health impairments, deafness/blindness,
multiple disabilities, or orthopedic disabilities had ten or less teachers reporting those
conditions. The researcher assumes that the teachers’ responses to the survey questions,
regarding teaching adaptations/modifications or interaction with the special education
support staff will be based on the types of disabilities seen within their program.
Analysis	
  One-‐‑	
  Teacher	
  training	
  and	
  level	
  of	
  comfort	
  working	
  with	
  students	
  
with	
  disabilities	
  
This first analysis will relate to research question one: What type of coursework
or training are music educators and administrators receiving while pursuing a degree in
music education? In addition to looking at the types of coursework teachers are receiving,
in-service training will be addressed and if any of the training taken by teachers has any
effect on the teacher’s comfort level when working with students with disabilities.
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Survey participants were asked how many college classes regarding students with
disabilities they took while pursuing their degree(s) and how many of those classes were
required of their program. Seven teachers (22.5%) reported that they did not participate in
a class regarding students with disabilities, twelve teachers (38.7%) had taken one class,
six teachers (19.4%) participated in two classes, three teachers (9.7%) took at least three
classes, and three teachers (9.7%) attended four or more classes dealing with students
with disabilities.
Over half (77.5%) of the participants reported taking at least one required class
regarding students with disabilities, with just under one-fourth of the participants not
participating in any class specific to working with students with disabilities. Twenty-two
(71%) of the participants had at least one class required of the program they attended,
with eight (25%) of those participants having two classes being required. Nine
participants (29%) indicated that none of the classes that they took regarding students
with disabilities was a degree requirement.
In order to answer research question one, a Pearson Product-Moment Correlation
was performed to investigate if there was a relationship between the age of the
respondent and the number of college classes taken. There was no relationship (r =.05,
p = .78, n =31) between the respondent’s age and the number of college classes taken. In
addition to age, the researcher considered a relationship between the number of years
teaching and the number of college classes taken. The researcher sought to investigate if
teachers newer in the field had received more education/training in regards to working
with students with disabilities. It was shown that there was no relationship (r =.06, p =
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.76, n =31) between the number of years teaching and the number of college classes
taken. The tests were conducted using an alpha level of .05. The null hypothesis was that
the relationship would be 0. The results show that newer or younger teachers in the field
have had no more or no less training than more seasoned teachers in the field.
One of the difficulties with this study was attempting to examine information
provided by both classroom teachers and music administrators. Since there were no
responses from administrators and only thirty-one completed surveys, the relatively small
sample size may have prevented a statistically significant finding, and therefore the
findings from the correlation may be considered underpowered (Lomax, 2012).
	
  

Nature	
  of	
  college	
  and	
  in-‐‑service	
  classes.	
  
An open ended question regarding the nature of the material covered in the

college classes taken showed that a majority of the subjects (n = 17) had taken a class
focused on a general special education overview, conditions (e.g.- disability), and
accommodations for each condition. Five teachers stated that their classes focused on
strategies for different types of learners (differentiation). Other classes focused on
legislation and application of that legislation, management techniques, assisting
struggling readers, or a class on inclusion where they needed to create a case study based
on students with special needs. Only four teachers had a class that addressed music
specific application to special needs, beginning band/string small group/rehearsal, or
differentiation and understanding the developmental needs of students and how to relate
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music where they could. There was one respondent that said they had taken a class but
there was no discussion on teaching strategies.
While out in the field teaching, teachers may have taken part in in-service classes
provided by the school district in which they worked. Eighteen (58.0 %) of the
respondents had not taken an in-service class regarding working with students with
disabilities, three (9.7%) had taken one in-service class, three (9.7%) had taken two inservice classes, two (6.5%) teachers had participated in three classes, with five (16.1%)
teachers taking four or more in-service classes. Topics covered (reported in a follow-up
open ended question) included a general overview to special education and regulations,
how to read and understand an Individualized Educational Plan or 504, differentiation for
both above and below normal students, working with challenging behaviors, and a
brainstorming session about how they could help students within their classrooms. No
teachers reported any in-service training specific to working with students with
disabilities in the instrumental music area. One teacher stated “items typically covered in
book I of virtually any beginning instrumental method book”, but it is unclear how or if
this was related to students with disabilities. Any classes taken specific to music, as
reported above, were taken while the participants were in the process of completing their
degree with no follow up after.
	
  

Comfort	
  level.	
  
Teachers were then asked to rate their comfort level in working with students with

disabilities. Four teachers (12.9%) responded that they were not all the time comfortable
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working with students with disabilities, twenty-three (74.2 %) responded that they were
most of the time comfortable working with students with disabilities, and four teachers
(12.9 %) stated that they were comfortable all of the time working with students with
disabilities. An open-ended question followed the rating of comfort level asking for an
explanation for their answer.
When it comes to comfort level, teachers reporting that they are not all the time
comfortable working with students with disabilities answered with the following
statements:
•   “I am given no background on the students and what their accommodation
is.”
•   “I’ve really a serious lack of professional training in that department.”
•  

“I feel pretty lost in dealing with students with disabilities. I do my best,
but I often feel like I'm not serving those students as well as they need to
be.”

Teachers reporting that they are comfortable most of the time working with
students with disabilities responded with the following statements focusing on teaching
strategies, support, and mainstreaming:
•   “I feel that I do not get to spend enough time with these children to get to
know what makes them tick. Feel like they need 2 times as many classes
as non-disabled students.”
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•   “I am comfortable having special needs students in my classes; however, I
am not always confident that I employ strategies that are effective with
them.”
•   “I feel comfortable with working with the majority of my special
education students. On occasion, I deal with inappropriate
mainstreaming.”
•   “Students with severe disabilities, without supports from a qualified
teachers aid, are very hard. Without support, I don't feel like I meet the
needs of all students.”
Some teachers’ comfort levels were based on the type of knowledge they
have on the disability or situation, stating:
•   “When there are students with needs that I have not previously
encountered, I am not comfortable until I understand more.”
•   “There are some situations that are impossible to cover in college that just
require your best judgment. It is in these moments where I am not sure the
most effective way to manage a situation. While I have not had a major
incident, I cannot honestly say that I am comfortable in those types of
situations.”
Also, being comfortable most of the time may be based on a specific
disability (e.g.- emotional disturbance):
•   “I'm uncomfortable when I fear a student with anger issues. I'm nervous
for the safety of the other students in the class. Don't want any noses
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broken or teeth knocked out if they decide to throw an instrument out of
frustration. Also [I] feel bad when it is not a successful pairing of student
with band instrument, frustrating for all involved.”
The teachers that reported being comfortable all the time when working with
students with disabilities expressed that:
•   “You just treat them like regular students with their IEP in mind and
everything just seems to work out.”
Lastly, specific educational or personal experience can also lead to a
higher level of comfort as indicated by two respondents stating:
•   “I feel very comfortable working with students with disabilities as this was
my topic for my master’s thesis.”
•   “I had an uncle with special needs growing up and my first job in
education was as an aide in a severely handicapped classroom. My son is
also an amputee.”
A full list of responses to this question can be found in Appendix D.
Comfort level when working with students with disabilities can also be affected
by a number of reasons from lack of training (via college or in-service training) in
working with students with disabilities, paraprofessional support, and by how often band
directors meet with the special education staff in their districts.
As the investigation progressed it became evident that there may be an impact on
a teacher’s comfort level based on outside factors. Therefore, a regression analysis was
conducted to determine if a teacher’s comfort level working with students with
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disabilities (dependent variable) could be predicted from the number of college classes
taken (independent variable). The null hypothesis tested that the regression slope was
equal to zero. There was no missing data. The following equation was used to perform
the analysis: Yi = 5.77 + (xi * .172).
This model merits further exam in that the constant/intercept of comfort level
differs from zero (B = 5.773, t = 43.492, df = 1, p = .001). The results suggest that taking
at least one class during college pertaining to students with disabilities can increase a
teacher’s comfort level (t = 2.264, df = 29, p = .03). Figure 3 shows the resulting
regression line created by the data.
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Figure 3- Regression line showing level of comfort working with students with disabilities based on number of
college classes

Regardless of specific topics addressed, taking at least one class in working with
students with disabilities during college (pre-service) has a statistically significant affect
on a teacher’s comfort level with working with students with disabilities.
Additional linear regressions were performed to uncover if a teacher’s comfort
level working with students with disabilities (dependent variable) could be predicted
from the number of in-service classes taken (independent variable). The results of the
simple linear regression showed that there was no statistical significance with regards to
in-service classes taken (t = .967, df = 29, p = .34). The regression is supported by the
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topics mentioned above, as no in-service class was music specific, it would most likely
not have an affect on the teacher’s comfort level.
Further linear regressions were run to determine if a teacher’s comfort level
working with students with disabilities (dependent variable) could be predicted from
paraprofessional support, or by how often teachers meet with the special education staff.
(independent variables). The results of the simple linear regression showed that there
was no statistical significance with regards to paraprofessional support (t = .560, df = 29,
p = .58), or how often teachers met with the special education staff (t = -.610, df = 29,
p = .55). The topics of paraprofessional support and interaction with the special
education staff will be addressed later in this chapter.
Analysis	
  Two-‐‑	
  Involvement	
  with	
  the	
  Individualized	
  Educational	
  Plan	
  and	
  
Special	
  Education	
  Teams	
  
The second analysis will focus on research question four: To what degree are
music educators and administrators involved with IEP and special education teams for
their students with disabilities? To address involvement with the special education team,
teachers were asked about the level of paraprofessional support they receive for their
students and how they assist in the classroom, how often they meet with the special
education team and how they have been of assistance, and communication with the
parents of their students with disabilities.
In regards to paraprofessional support, sixteen (51.6%) teachers reported that they
received no paraprofessional support, fourteen (45.1%) teachers reported that they
sometimes receive paraprofessional support, and one (.03%) teacher reported that they
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always have paraprofessional support. Teachers were then asked to describe how the
paraprofessionals assisted them in the classroom. Some teachers stated that they had oneon-one aides for particular students but the level of support varied as per the following
statements:
•   “One on one aide. I basically call the shots. If things don't go well aide
will step in with extra advice to get them on track or remove them from
my room.”
•   “I have a student with autism who has a one-on-one aid with him at all
times. She helps him to pay attention and participate in a positive manner.
However, she is not trained in music so her support is limited.”
•   “There is one for one of my students, but he doesn't come with him to
band.”
Some teachers surveyed stated that the paraprofessionals have assisted in areas
not specific to music such as keeping students focused, to address behavioral issues, and
with basic needs declaring that:
•   “[sic] Help students with basic needs. Organizing, staying on task,
communicating, etc.”
•   “They supervised the student to insure that he didn't wander or touch
things that were off limits.”.
There were also findings of paraprofessionals being able to directly assist teachers
with the learning, creation of materials, and performance of music. One teacher stated in
regards to assisting with music: “Help the student navigate the rehearsal and with the
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music if lost. Very important that they are in true [sic] class from beginning band to be
able to read the music.” This type of consistency with the paraprofessional’s help is key
to the student’s learning.
Level of support also will vary depending on how much the student needs in order
to perform tasks and how comfortable the paraprofessional is with music. Some
paraprofessionals are able to assist in a variety of ways as stated by one teacher:
“Anything from merely keeping the child organized and in correct playing position to
physically helping child to perform a passage.” Another teacher reported that “One who
is working with a girl with multiple issues (including blindness) is practically giving the
girl private lessons in a practice room (fortunately, she is trained in music).”
A paraprofessional’s level of support can be guided by whether or not they have
any formal training in music. Unfortunately, there are cases reported where there is no
support from the paraprofessional, as with the one-on-one aide that does not come with
him to band as stated above or, as one teacher said related to the level of support they
receive: “Very limited, will sit and read.” How paraprofessionals are used in classroom
will vary depending on the individual disabilities seen, based on if the teacher can find
ways to assist in the implementation of teaching, and with the level of any formal training
in music that the paraprofessional may have. There was shown to be no consistency in the
roles or duties that that the paraprofessional plays in the instrumental music classroom
and in this study it shows to have no statistical significance on the teacher’s comfort level
when working with students with disabilities as per the regression model discussed
(t = .560, df = 29, p = .58).
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The special education team, which can consist of, but is not limited to: the special
education teacher, occupational therapist, speech therapist, physical therapists, and
parents, play a role in working with students with disabilities. Teachers were asked how
often do they meet with the special education staff and how the staff had assisted them in
making modifications/adaptations for their students with disabilities. Figure 4 shows how
often music teachers meet with the special education staff; the x or horizontal axis
represents the average times of meeting with the staff and y or vertical axis represents the
number of teachers reporting that specific timing.
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Figure 4- How often do teachers meet with the special education staff?

Out of the twenty-nine respondents to the question, eighteen teachers (62%) never
met with the special education staff, seven (24%) teachers met with the special education
staff on a monthly basis, one teacher (3%) met with the staff on a bi-weekly basis, two
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teachers (6%) met with the staff on a weekly basis, and one teacher (3%) met with the
staff on a daily basis (as per this teacher: “I meet daily with the speech pathologist
because I also work in the speech department.”) The teachers were then asked to indicate
how the special education staff assisted them in making modifications or adaptations for
their students with disabilities. One theme that first appeared was that it was up to the
band director to reach out to the special education staff when needing assistance for their
students. Statements regarding this were both positive and negative when asking for
assistance:
•   “Teachers answer my questions when I ask them.”
•  

“Assistance is only offered if I need it.”

•  

“I wish the above question had the choice of "at my request only." They help
only if I go to them for strategies. They don't offer me help.”

•   “I do not have a set amount of time to meet with my sped staff. As a related arts
teacher I reach out for support when it is needed. They are very helpful with
communicating with parents as they have worked with the student’s (sic) parents
in each subject area and have gotten to know the parents more quickly than I.
While I do not participate in sped committees I am required to provide progress
reports before IEP meetings.”
These statements fell on the more positive side when asking for assistance. Some
teachers notated a more negative response when asking assistance from the special
education staff:
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•   “I've asked the advice of a couple of specialists in the school but haven't gotten
much of a response.”
•   “They don't even when help is requested.”
•   “They have not. I'm not even sure about who they are, and if we have those
resources,” showing that some band directors may not even know who to go for
support in this area.
Some teachers did indicate that the special education staff had assisted them in
procuring specialized technology for their students: “Only the district visual impairment
specialist has helped, with the acquisition of a Limelighter. Help also happens informally
by way of chats with building intervention specialists.”
Assistance by the special education staff, as indicated by the subjects in this
study, included developing specific learning strategies or modification/adaptations
(breaking assignments into smaller pieces, using alternate paper and fonts, scribing, color
coding, instrument modification, etc.), and communication with parents. At least one
teacher stated that assistance from the special education staff was not needed. They
stated: “I'm perfectly able to make the modifications based on the IEP. We don't need the
extra person to do a job I'm perfectly capable of figuring out.” Level of support that a
teacher needs from the special education staff and is able to procure based on how often
they are able to meet with the staff was not consistent in this study.
In addition to reaching out to the special education staff, parental assistance may
be of help to the band director when working with students with disabilities as they are
also part of the IEP team. Subjects were asked to indicate whether they disagreed, agreed,
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or strongly agreed with the following statement: “I communicate more often with the
parents of my classified students more often than my non-classified students”. Twentyfive (89%) teachers disagreed with this statement, three (11%) agreed with this statement,
with no respondent strongly agreeing with the statement. Teachers appear to be leaning
towards reaching out to the special education staff, though it is inconsistent, more than
reaching out to parents when working with their students with disabilities.
A topic that related to working with the special education staff that was
considered within this research was the Individualized Educational Plan (IEP), first being
if teachers are provided with their student’s plan, in addition to if the teacher is included
in the planning and design of the IEP plan for their students. Twenty-one (75%) teachers
indicated that the student’s IEP was always provided, three (11%) teachers indicated that
sometimes the student’s IEP was provided, and four (14%) teachers that they are not
provided with IEPs for their students. There is no set national regulation regarding the
dissemination of the IEP, so this will vary by state, supporting the variance in how many
of the respondents are provided with the plan.
The IEP is revised/updated every year (sometimes every two years) to see if
adjustments need to be made to the level of support a child may need and what
specialized services they may be provided with. Law requires that the child’s teacher, an
agency representative, and the child’s parents must be included in the development of a
child’s IEP. At times other individuals, at the parent’s discretion, can be included in the
IEP meeting. Since some students with disabilities are in band programs and some will
need modifications/adaptations to assist with the least-restrictive environment to
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participate, teachers were asked if they agree, disagree, or strongly agree with the
statement “As a music educator, I am included in the planning and design of my student’s
IEP plan”. Eighteen (64%) teachers disagreed with this statement, seven (25%) agreed
with this statement, and three (11%) teachers strongly agreed with this statement.
Teachers were also asked on average how many IEP committees have they taken part in
per school year. Fourteen (50%) teachers stated that they took part in no IEP committee,
one (3.5%) teacher was part of a single committee, eight teachers (28.5%) had taken part
in two or three committees, one teacher (3.5%) had been part of four committees, three
(11%) teachers had been part of five or more committees. One teacher (3.5%) indicated
that they were not sure how many committees they had participated in. Though some
teachers have been part of the committee meeting for the IEP, it is not clear how much
input the teacher had in the actual design of the plan. A majority of special area teachers
are not included in this planning, though most do receive this document to implement in
their classrooms. This leads to the fact that the band director needs to reach out to the
special education staff or parents for support on their own, if needed, which may be
inconsistent as indicated earlier in this chapter.
Analysis	
  Three-‐‑	
  How	
  often	
  are	
  teachers	
  referencing	
  materials	
  regarding	
  
working	
  with	
  students	
  with	
  disabilities	
  and	
  what	
  type	
  of	
  materials	
  are	
  being	
  
referenced?	
  
In addition to working with the special education staff or student’s parents,
teachers may need to access additional literary materials to learn how to make
modifications or adaptations, find ways to assist the least restrictive environment, and
create teaching strategies for their students with disabilities. Teachers were asked how
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often they referenced literary materials regarding students with disabilities. This analysis
will address research question five. Figure 5 shows how often music teachers are
referencing these materials; the x or horizontal axis represents the average times of
referencing materials and y or vertical axis represents the number of teachers reporting
that specific timing.
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Figure 5- Timing of referencing materials regarding students with disabilities

Nineteen (76%) teachers indicated that they referenced literary materials as
needed, two (8%) teachers indicated that on a weekly basis they referenced literature
regarding working with students with disabilities, and four (16%) teachers have never
referenced material dealing within this area of focus. Similar to asking the special
education team for assistance, referencing material on working with students with
disabilities seems to be on an as-needed basis or only when needed to address a specific
area of concern.
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When asked to indicate what types of literature they have referenced, teachers
were asked to select from a list of practitioner journals, peer-reviewed journals, doctoral
dissertations, and other literature (books). Three respondents referenced doctoral
dissertations and nine teachers indicated that they had referenced books or other
literature. Practitioner journals such as Music Educators Journal (n = 13), Teaching
Music (n = 9), and General Music Today (n =3) were referenced the most when looking
for additional material to assist with creating strategies for students with disabilities.
Peer-reviewed journals were not referenced as frequently as the practitioner journals
indicated in this study, nine respondents referenced the Journal of Research in Music
Education, with the Journal of Music Therapy, the Bulletin of the Council for Research in
Music Education, and Update: Applications of Research in Music Education all having
one respondent each. This can be due the fact that practitioner journals such as Teaching
Music and Music Educators Journal are published by the National Association for Music
Education and teachers automatically receive them as it is part of the membership fee,
therefore they are more accessible to the teachers that are members. The peer-reviewed
journals come at an additional cost and not all teachers will subscribe to them or may not
have time to do a database search for the material published within these journals. The
information found in these journals can be of great assistance to help implement plans or
assist in the creation of materials needed to work with students with disabilities.
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Analysis	
  Four-‐‑	
  “Best	
  Practices”	
  –	
  Adaptations	
  and	
  modifications	
  for	
  working	
  
with	
  students	
  with	
  disabilities	
  
This analysis will respond to research questions two and three, what types of
educational “best practices” are band directors using when working with students with
disabilities and where did they learn these practices. These educational practices can be in
the form of assistive technology used, modifications, adaptations, and inclusionary
practices. In order to collect data for this topic an optional open-ended question was
created for teachers to describe any modifications, adaptations, and inclusionary practices
they implement. This was followed by an additional optional question asking the
respondents where they learned these best practices. Only twelve teachers responded to
the open-ended question, and fourteen to the follow up closed response question.
Accommodations are changes that an educator can make to help a student
overcome challenges due to their disability. It does not alter the educational content or
outcome expectations. Common accommodations that teachers applied in the classroom
were the color-coding of notes/pictorial representation of notation, enlarging the music,
writing in fingerings or slide positions, modifying instruments, additional time to
complete tasks/extra help, along with peer coaching/student buddies. Two teachers
indicated that they have purchased and used assistive technology, such as the Dancing
Dots program or Limelighter to assist their students in class.
Modifications involve an adjustment to the instructional content or performance
expectations of a student with disabilities. Teachers indicated that they have used adapted
rhythm counting with students, music modification/simplifying of parts, in addition to
modified tests and rubrics.
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There were other inclusionary practices that were used by the teachers to assist
with the least restrictive environment for their students including: preferential seating to
assist with visual checks, modifying the space around the room, allowing students
additional breaks or increased movement around the classroom, along with stepping back
when a child has an emotional crisis. Teachers also stated that they would help get the
student back into the routine of the class with the assistance of the student’s peers who
know the student’s routines well. A full list of responses on the modifications,
accommodations, and inclusionary practices used can be found in Appendix D.
These educational practices can be learned and obtained from a variety of
educational opportunities in which the teachers may have taken part. Teachers were
asked to select (checking all that applied) from a list of people or educational
opportunities to indicate where they learned the best practices implemented in their
classrooms. Five teachers indicated that they learned how to implement these practices
from college classes that they had taken. Four teachers credited in-service training, along
with three teachers stating that they learned how to assist students with disabilities from
state conference sessions. Two teachers credited their work with a mentor or specialist,
while three teachers indicated that an occupational therapist assisted them. Only one
teacher indicated that the physical therapist or music therapist assisted them in learning
some of their best practices. What was striking in the results was that all fourteen
respondents indicated that some of the modifications, adaptations, or inclusionary
practices that they implement in their classrooms were other or self-taught. While it is
unreasonable to expect a teacher to learn every type of modification or adaption from a
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college/in-service class or from a special education specialist, teachers consistently need
to find materials, literature, and other assistance for their students by themselves and
from outside sources.
Analysis	
  Five-‐‑	
  What	
  is	
  still	
  needed	
  by	
  educators	
  to	
  assist	
  their	
  students	
  with	
  
disabilities?	
  
This section will address research question eight: What types of materials/training
sessions are still needed by teachers to provide greater support for their students with
disabilities? Even with college/in-service classes, access to the special education staff and
literature addressing this topic within our field, we need to always look at whether there
are areas where teachers still feel like they may need more information and access to
materials that will help create an even more successful program for their students. A
Likert question was created asking teachers to rank twelve areas/topics related to working
with students with disabilities. A five-point scale was used with 1 as the least valuable to
the teachers to 5 being the most valuable.
When analyzing the charts (Appendix E), the highest response for each topic fell
from between level three (Somewhat Valuable) and level five (Most Valuable) for each
chart. A weighted average was estimated to determine where the average response placed
on the Likert scale in regards to what information teachers feel would be of most value to
them. All twelve areas fell within the 3.0 to 4.2 range based on the five point scale: List
and definitions of disabilities (3.6), Possible modifications to music notation (4.2),
Technology available to assist students with disabilities (3.88), Modified instruments for
students with disabilities (3.8), Use of paraprofessionals in the classroom (3.64), Best
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practices for working with students with disabilities (4.17), Laws regarding working with
students with disabilities (3.32), Ways to gain funding/grants for materials needed to
work with students with disabilities (3.24), Collaboration between music educators and
special education teachers (3.92), Articles regarding working with students with
disabilities (3.2), Understanding the IEP process (3), and Assessment practices for
students with disabilities (3.2).
The responses for this question support the results seen in the previous areas
discussed in this chapter: variance in the number of college classes or in-service classes
taken and the topics covered within those classes can lead to teachers needing more
information in a number of areas regarding working with students with disabilities. Some
examples are: locating more outlets to find information on technology available for their
students (as seen earlier, only two teachers have purchased assistive technology),
additional articles discussing students with disabilities, laws regarding students with
disabilities, and understanding the IEP along with the role the music teacher may play in
the IEP process. Collaboration between music teachers and the special education staff
scored high in the most valuable category, as a majority of the teachers surveyed for this
study rarely, if ever, met with the special education team. Teachers stated earlier that they
needed to be the ones to reach out to the special education team for help.
The two topics that scored the highest on this scale related back to the direct work
that the teachers do with the students; possible modification to music notation and best
practices for working with students with disabilities. Again, as some teachers indicated
when discussing the material covered in the college or in-service classes they have taken,
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very few were directly related to instrumental music. This then leads to many teachers
having to find the ways to make modifications and adaptations for themselves as seen in
analysis four.

Summary	
  
In conclusion, inconsistencies are still seen within the area of teacher training
regarding working with students with disabilities. Not all educators participate in a
special education class during their undergraduate or graduate degree, and if they do
these classes may not be a degree requirement, but are taken as an elective. Topics
covered in these classes vary, but many are more focused in the general education realm
and not specific to the area of instrumental music. The same inconsistencies are seen
once out in the field with the in-service training that teachers receive from their school
districts. Again, the topic of students with disabilities is a majority of the time focused on
general education and not for the special area teachers. College classes had a positive and
significant impact on the level of teacher comfort when working with students with
disabilities, as compared to in-service classes, paraprofessional support, and meeting with
the special education staff, all of which had no significant impact on the comfort level of
the teacher.
Involvement with the special education staff, the role of paraprofessionals in the
classrooms, and level of involvement in the IEP program again varied within the subjects
of this study. Though some teachers have had positive interactions and collaboration with
special education team/paraprofessionals when supporting the needs of their students
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with disabilities in the classroom, there is still a need to find ways to improve these
relationships. Increasing levels of communication between all teachers, involvement in
the planning of the student’s IEP specific to the instrumental music program and finding
ways to expand the role of the paraprofessional may improve student outcomes in the
classroom.
Teachers are using a variety of modifications, adaptations, and inclusionary
practices in their classrooms to assist their students with disabilities. These may have
been learned and adapted from college/in-service classes, special education specialists or
though literature published on this topic. Even with knowledge of these methods, teachers
continue to consult materials, literature from outside sources, and other assistance for
their students in order to provide the greatest level of support for their students with
disabilities.

63

CHAPTER FIVE- IMPLICATIONS FOR TEACHING AND FURTHER
RESEARCH

The purpose of this study is to attempt to determine what types of coursework or
training instrumental band directors and administrators receive while pursuing a degree in
music education and what further training may still be needed. In addition, this study
looked at what materials, literature, and support staff teachers are accessing to enhance
the learning environment for students with disabilities in instrumental music programs.
A researcher-designed survey was administered consisting of both forced/closed answer
questions and corresponding open-ended questions to support or deny data derived from
the closed answer questions. The purpose of the study and design of the survey
instrument was guided by the following research questions:
1) What type of coursework or training are music educators and administrators
receiving while pursuing a degree in music education?
2) What educational “best practices” do band directors and music administrators
use when working with students with disabilities?
3) Where did educators and administrators learn about incorporating these “best
practices” into their teaching?
4) To what degree are music educators and administrators involved with IEP and
special education teams (parents included) for their students with disabilities?
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5) How often do both teachers and administrators reference research and materials
dealing with students with disabilities? What types of research and materials are being
referenced?
6) What types of support, evaluation, and rewards are in place for teachers who
work with students with disabilities?
7) Are music educators and administrators having open discussions regarding
support and materials needed to provide the least restrictive environment, modifications,
and adaptations for their students with disabilities?
8) In what areas do band directors and administrators feel they need more training
or information to provide greater support for their students with disabilities?
Teacher	
  Training	
  
One of the major implications for teaching stems from the training of teachers on
the pre-service level. Consistent with previous studies, inconsistencies in the number of
classes taken regarding students with disabilities still exist. Seventy-four percent of the
participants of this study had taken a class regarding students with disabilities during
their college career, showing a growth in number from previous studies (Hahn, 2010;
Hoffman, 2011) in which Hahn reported that fifty-nine percent of respondents had taken
a class dealing with students with disabilities, while Hoffman reported fifty-eight percent
of the participants had taken a class on this subject. Whether or not these classes were
required of the participant’s specific program contributed to the varying levels of teacher
preparedness and comfort level when working with students with disabilities out in the
field. Results of this study show that taking at least one class on the topic of students with
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disabilities was a statistically significant part in a teacher’s comfort level when working
with students with disabilities. Going into the future, we must try to close the middle
ground in the inconsistencies of teacher education programs so that teachers can go out
into the field even more prepared and with a greater knowledge of teaching methods,
specific to working with students with disabilities. This will not only increase support for
their students with disabilities, but will also increase the support of all members of their
programs.
As part of the state’s pedagogical core, all education majors in New York are
required to complete a three credit course taught by a special education professor. The
researcher concedes that this type of requirement may not be feasible in all states due to
credit limits and core subject requirements that also must be met for certification. Finding
time within instrumental methods classes to cover the subject of students with disabilities
can be a barrier along with college professors having little experience with the topic
themselves (Hourigan, 2007; Heller, 1994).
In order for music education programs to effectively prepare their students to
work with students with disabilities new methods classes need to be created or be revised.
Though some programs address the topic of students with disabilities by having students
take a class through the special education or psychology department. The majority of
these classes tend to focus on the general overviews of disabilities, disability law, and
modifications/adaptations, without being music-specific. There is still a need to create
more music-specific special education courses in which the disabilities can be discussed
and modifications, adaptations, and best practices can be addressed and teaching methods

66

practiced in the instrumental band setting. This will require additional specialized training
of music education professors on the collegiate level. If this type of specialized
coursework cannot be created by music education programs, changing what types of
classes pre-service teachers are observing before student teachers may provide a way to
address the need.
There are many ways in which the topic of working with students with disabilities
can be specifically addressed within the pre-service music education curriculum. Preservice teachers depending on the requirements of their program are to complete a
specified number of observation hours before their student teaching semester. Requiring
that a designated number of hours must be within a special education classroom can give
students insight into the types of teaching methods used with this particular group of
students. The student would need to select experiences or classes that provide sufficient
exposure to the breath of disabilities that could be seen within the classroom. This
observational experience can then be followed up during the student teaching semester by
having the pre-service teacher discuss during their formal observations how they are
addressing the needs of special learners in the program that they are working with. One
additional way this topic may be addressed if new coursework is unable to be created is
through professional organizations such as NAfME. Occasionally, student chapters of
these groups invite clinicians to come and speak to the chapter on varying topics dealing
with music education. Inviting a professor from the special education department to
present teaching methods specific to students with disabilities could provide information
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on this topic if specific coursework is not required of the program. Using at least one of
the ways stated above can help start to close the gaps in teacher training.
In addition to differences in pre-service training, teachers may not be receiving
additional in-service training regarding working with students with disabilities once out
in the field. Fifty-eight percent of the teachers that participated in this study did not
participate in any type of in-service training on this topic. This supports the researcher’s
findings that in-service training was not statistically significant with regards to the level
of teacher comfort when working with students with disabilities. Given the small sample
size, along with half of the participants having no exposure to this topic during in-service
training may have led to this finding. Similar to the findings in the pre-service area, the
topic of working with students with disabilities during in-service trainings may be geared
only to those teaching the general education subjects and will not be music-specific. One
possible way to address this is to have at least one in-service session that is crosscurricular between the music staff and the special education staff. This will give the
music teachers an opportunity to specifically address the needs of students within their
programs with the special education staff in addition to opening up lines of
communication that can continue throughout the school year.
Paraprofessional	
  Support	
  and	
  the	
  Special	
  Education	
  Team	
  
An area of this focus for this study was related to the role the paraprofessional
plays in the instrumental music program and the music teacher’s relationship with the
entire special education team. This also includes what role, if any, the band director plays
in the creation of their student’s Individualized Education Plan. Band directors (n = 15)
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surveyed indicated that they had consulted a paraprofessional to assist with a student’s
basic needs, staying on task/keeping focused, and with the creation of materials for the
students. These practices are in alignment with previous literature (Bernstorf, 2001;
McCord & Watts, 2006; Moore, 2013; Perlmutter, 2014). Previous research (Pontiff,
2004) states that experienced teachers have stated that the extra assistance in the
classroom is not a luxury, it is a necessity. Fifty-one percent of the teachers surveyed
have not had paraprofessional support in their classroom at all (e.g. – one-on-one aid does
not come with them to music class, level of their support is guided by their training in
music, if any).
In addition to paraprofessional involvement, collaboration with the special
education team leads to greater access for the students with special needs in music
programs (Montgomery & Martinson, 2006; Patterson, 2003; Lapka, 2006). Eighteen
teachers (62%) participating in the study indicated that they never meet with the special
education staff, while eleven teachers (38%) indicated that they meet with the special
education staff either on a monthly, bi-weekly, weekly, or daily schedule. The
inconsistencies found in the frequency of meeting is consistent with previous literature
(Hahn, 2010), in that the biggest challenge to collaboration between music educators and
the special education staff is finding time to meet (McCord & Watts, 2006). Members of
the special education staff have assisted teachers in some of the same ways the
paraprofessionals have in the creation of materials for students and designing specific
learning strategies for their students when the instrumental music teacher has reached out
to them. Communication is key in the relationship between the instrumental music
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teacher, the paraprofessional, and the special education team. For collaboration to be
truly effective it takes an equal amount of teamwork from all involved, including
initiating the discussions needed to assist some students.
As suggested by Lapka (2006), even with limited time, teachers can be in contact
with staff through frequent emails to provide information. Use of in-service meetings or
smaller departmental meetings can also be used to open the lines of communication
between the music teacher and other staff. During some after-school faculty meetings,
part of the time is allocated for breakout sessions. This time can be used to meet and
discuss issues relating to their students with disabilities. Inviting the special education
teacher or paraprofessional (if not already attending the class) to personally observe the
instrumental band program is another way to provide the special education team with a
more focused view of the challenges a student with disabilities may face in the
instrumental music program. This expanded view may help to create a wider array of
teaching strategies and ways that the paraprofessional will be able to assist the students in
the program. In an ideal situation, the instrumental music teacher should get the chance to
observe their students with disabilities in their general education classes. With this
chance to observe an expanded view of the student, the instrumental music teacher may
be able to transfer some of the modifications, adaptations, and paraprofessional support
seen in the traditional classroom to the instrumental band program.
With regards to the instrumental music teachers’ involvement with the IEP
process, specifically planning, inequities still exist between the music teacher’s
involvement and the general education teacher’s involvement. Though some teachers
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who participated in this study have been part of the committee meeting for the IEPs, it is
not clear how much input the teacher has in the design of the student’s plan. Further
study is needed in the specific role the music teacher plays when participating in the IEP
committee meeting.
Use	
  of	
  best	
  practices	
  and	
  literature	
  by	
  the	
  instrumental	
  music	
  teacher	
  
Teachers participating in this study referenced literary material on an as-needed
basis or only when they needed to address a specific area of concern. This also relates to
the timing of asking the special education team for assistance. Practitioner journals were
referenced the most and many of the articles found in these journals provided teachers
with best practices that are effective when working with students with disabilities. As
mentioned in the previous chapter, practitioner journals are more easily accessible to the
instrumental music teacher as part of their professional membership in NAfME. Other
literary materials may not be as easily accessible or the teacher may not have had enough
time available to research additional literature. Making additional types of literature more
easily accessible will be discussed in the next section.
As shown in this study, best practices such as modifications, adaptations, and
inclusionary practices can be obtained from a variety of educational opportunities (such
as teacher training or workshops), from the special education team, or through materials
such as the literature available in the field. Best practices used by the teachers in this
study are supported by those found in previous literature. Since all of the respondents
(n = 14) to the final optional question of the survey indicated that some of the best
practices that they use are self-taught. It is reasonable to assume that the practitioner
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journals (as mentioned above) in the field assisted these teachers in the learning of these
practices. Appropriate modifications and adaptations are crucial to ensure student success
(Adamek, 2001; Atterbury, 1983; Fitzgerald, 2006, Perlmutter, 2014), and the
participants in this study, by their use of varying best practices, are putting literature and
research into practice.
Materials	
  and	
  training	
  needed	
  by	
  teachers	
  today	
  to	
  provide	
  greater	
  support	
  
for	
  their	
  students	
  with	
  disabilities	
  
As there is variability in the number of college or in-service classes taken, the
level of support from paraprofessionals or the special education staff, availability of both
literary and technological materials, along with the topics covered within the teachers
training, supports that there will still be need for a wide variety of additional materials or
training for instrumental music teachers. This study reinforces the findings of the 2012
Hammel and Gerrity study, in that there is still a need for information on quality
resources/materials available to music teachers. As the respondents of this study
indicated, there is still a need for varying types of information spanning topics such as
assessment practices for students with disabilities, articles regarding working with
students with disabilities, or technology to assist students with disabilities (Appendix E).
The researcher suggests a future study looking at the music teacher’s awareness of what
additional types of materials, both literary and technological, are available for them and
where to locate these materials.
Though growth and consistency in teacher training specific to working with
students with disabilities may lessen the need for additional information in a wide variety
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of topics, easy access to materials can also help in this area. In order to address the need
for information in many areas of working with students with disabilities we should try to
find the most effective and efficient way to access the information. As stated in chapter
two, VSA Arts has an internet database which includes lists of publications and other
resources that can help further knowledge in working with students with disabilities.
Additional information on a variety of topics and resources dealing with students with
disabilities can be found through a sub-group or Special Research Interest Group
(Students with Exceptionalities) of NAfME, but this may not be the most effective means
of dissemination as teachers may not realize that this sub-group exists.
Social media may be a good way to present material needed by educators
regarding working with students with disabilities. Teachers from across the country
connect and share information through social media groups such as the Band Directors
Group on Facebook every day. Questions arise on the group board regarding all aspects
of teaching, including working with students with disabilities. Small files with tips and
resources on differing topics on students with disabilities could be easily and quickly
attached to the question’s thread or in the group’s document file to be referenced.
Additionally, a quick informal poll could be presented weekly or bi-weekly on the
group’s site asking what topics regarding students with disabilities the teachers would
like more information on. Then materials and resources could be provided throughout
that particular week. This type of virtual forum can also help researchers keep in touch
with the current needs of educators. Because time constraints are a continuing issue that
band directors face, having one place to locate a variety of materials and to stay up-to-
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date on topics crucial to effectively work with students with disabilities can help fill the
needs of teachers in the field.
Further	
  Research	
  
After considering the findings of this study and comparing them to previous
research, there are areas of study that still need to be addressed. First, the researcher
concedes that this study can be considered underpowered and that larger generalizations
may not be able to be supported. This may be due to the size of the survey instrument
distributed or the range of topics the questions addresses. In order to obtain a larger
sample, the researcher suggests smaller more focused surveys dealing with one particular
topic (e.g.- interaction with the special education team/IEP planning). These smaller
surveys, should they obtain a larger response rate, could be used to support or deny the
findings in this study and to make larger generalizations on the topics discussed.
One of the focuses of this study, as proposed by research questions six and seven,
was the role of the administrator in assisting teachers when working with students with
disabilities. Specifically, if teachers and administrators are having open conversations
regarding what types of modifications/adaptations should be made for their students with
disabilities. Thompson (1990) and Darrow (1999) both suggest that administrative
support is needed to provide time for planning and development of educational plans for
students with disabilities. The survey was designed with these topics being asked of the
administrators through specific “administrators only” questions. Since there were no
administrators that participated in this study, a future study should be focused on
administrators’ awareness of materials that can be used for working with students with
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disabilities, along with their role in assisting their teachers in this area. This could provide
suggestions for how to open communication not only between teacher and administrator,
but on how to open and make time for communication for cross-curricular planning
between the music and special education staff.
One area that leads to inconsistencies in teacher preparation is that many college
professors have little experience with the topic of working with students with disabilities
themselves (Hourigan, 2007). Further study could focus on the types of training college
professors themselves have been involved with regarding working with students with
disabilities. In addition to looking at what types of information and support is needed by
the professor to affectively address this topic in the music education curriculum.
In conclusion, discrepancies in teacher training along with the level of support
and involvement with the special education staff are still seen with instrumental music
teachers working with students with disabilities. These inconsistencies can lead to
varying levels of comfort when working with students with disabilities, and the
importance of teacher training comes to the forefront as the one area that has a positive
impact on the level of teacher comfort. Teachers are using a variety of “best practices”,
modifications and adaptations learned from classes or literature to work with their
students with disabilities, putting the research available to educators into practice. Even
though teachers are implementing tools to assist their students in the classroom, there is
still a need to provide teachers materials, both literary and technological, to help assist
them when working with their disabled students. The adage of “you can never stop
learning” can be applied to the overall finding of this study. We must always be open to
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learning new teaching methods in addition to revising current methods to provide the
greatest level of educational support for both our disabled and non-disabled students.
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APPENDIX B

Glossary of Terms
Accommodations – changes that help a student overcome or work around the disabilitydoes not alter the content or expectations, instead they are an adjustment to
instructional methods.
Adaptations – adjustments to the instructional content or performance expectations of
students with disabilities from what is expected or taught to students in general
education (i.e. decreasing the number of exercises the student is expected to
complete, use of a calculator instead of working out a problem by hand).
Assistive Technology – especially computer software, which help persons
with learning disabilities perform their jobs or learn.
Inclusion – occurs when students with disabilities are included in the general education
classroom to the extent possible, any support services the student needs will be
provided in this setting.
Individualized Education Plan (IEP) – a written agreement of educators and parents,
required by IDEA, that includes statements about a student’s educational needs
and the special education and related services that will be provided.
Least Restrictive Environment (LRE) – the least restrictive or most normal place in
which appropriate education, and the greatest access to the general education
curriculum that is compatible with the student’s needs and goals can be offered.
Mainstreaming – placement of a student with a disability into a general education
classroom (such as music or physical education) for any part of the school day.
Modifications – involves an adjustment to the instructional content or performance
expectations of students with disabilities from what is expected or taught to
students in general education.
Multi-sensory - learning or teaching that involves the processing of stimuli through two
or more senses (e.g.- through hearing and touching as well as seeing).
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Music Therapist – an individual who assists others improve or maintain their health
across various domains (e.g.- cognitive functioning, motor skills, behavior and
social skills) by using music experiences to achieve treatment goals and
objectives.
Occupational Therapist – a person who provides support and consultation that focuses on
a student’s educational performance and functional skills related to fine motor,
gross motor, and sensory-motor integration.
Paraprofessional – a person who is often referred to as an aide, a special education
worker who is not licensed to teach, who works with the support of the special
education teacher to provide additional assistance for students with disabilities in
the classroom.
Physical Therapist – a person who provides support and consultation to staff to improve a
student’s educational performance related to functional gross motor development.
Vision Specialist – a person who provides support and consultation to staff and direct
instructional support to students with visual impairments, using Braille, large
type, and aural media.
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APPENDIX C

Breakdown of articles by topic and year of publication
Topic
1. Teacher Training

Author and Year of Publication
Nocera, 1972; Gilbert & Asmus, 1981;
Lehr, 1982; Thompson, 1982; Thompson,
1990; Gfeller, Darrow, & Hedden, 1990;
Frisque, Niebur, & Humphreys, 1994;
Heller, 1994; Colwell & Thompson, 2000;
Pontiff, 2004; Hourigan, 2007; Hahn,
2010; Hoffman, 2011; Hammel & Gerrity,
2012; Whipple & VanWeelden, 2012;
Gerrity, Hourigan, & Horton, 2013;
Randall, 2013

2. Mainstreaming and Inclusion

Gilbert & Asmus, 1981; McRae, 1982;
Gfeller, Darrow, & Hedden, 1990;
Thompson, 1990; Frisque, Niebur, &
Humphreys, 1994; Humpal & Dimmick,
1995; Darrow, 1999; Damer, 2001;
Hammel, 2004; Pontiff, 2004; Del’Etoile,
2005; Lapka, 2006; Iseminger, 2013;
Anantawan, 2014

3. Modifications, Accommodations, &
Adaptations

May, 1961; White, 1982; Atterbury, 1983;
Humpal & Dimmick, 1995; Adamek, 2001;
Zdzinski, 2001; Hammel, 2004; O’BrienVance, 2004, Pontiff, 2004; Mixon, 2005;
Fitzgerald, 2006; Lapka, 2006; McCord &
Fitzgerald, 2006; Scott, 2007; Fidyk, 2011;
Gerrity, Hourigan, & Horton, 2012;
Whipple & VanWeelden, 2012; Iseminger,
2013; Moore, 2013; Perlmutter, 2014
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4. Paraprofessionals and Music Therapists

Chadwick & Clark, 1980; Bernstorf, 2001;
Patterson, 2003; Pontiff, 2004; Lapka,
2006; McCord & Watts, 2006;
Montgomery & Martinson, 2006;
Patterson, 2006, Moore, 2013

5. Teacher Perceptions

Thompson, 1982; Gfeller, Darrow, &
Hedden, 1990; Frisque, Niebur, &
Humphreys, 1994; Scruggs & Mastropieri,
1996; Wilson & McCrary, 1996; Darrow,
1999; Adamek, 2001; Scott, Jelison, &
Chappel, 2007; Hourigan, 2009; Hammel
& Gerrity, 2012; Whipple & VanWeelden,
2012; Randall, 2013

6. Technology

Humpal & Dimmick, 1995; McCord, 2001;
Fidyk, 2010; Criswell, 2011

7. Legal Aspects

Gilbert & Asmus, 1981; Thompson, 1982;
White, 1982; Atterbury, 1983; Wilson &
McCrary, 1996; Darrow & Armstrong,
1999; Damer, 2001; Pontiff, 2004; McCord
& Watts, 2006; Walter, 2006; White, 2006;
Hahn, 2010
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APPENDIX D

Full list of survey open ended responses
Q-13 Please describe the nature of the material covered in these classes: (College Classes)
Mostly dealt with how to accommodate and assimilate into the band program. What we could
do for the student and where they would most likely be successful.
Class was called "Educating the Diverse Population," which included teaching students with
special needs, gifted & talented students, as well as students from different cultures and
backgrounds
SPED - survey of strategies for students with disabilities.
We discussed integration into inclusion classes, and we had to create a case study based on
any students with special needs. I discussed a trumpet student with ADD that I was helping.
General Special Education, assisting struggling readers
Management, techniques
Overview of all special needs and laws
Intro to Sped, Special Ed in the Music Classroom, Abnormal Psy. Covered different types of
disabilities/behaviors. How to integrate students in to the music classroom. How to bring
music in to their lives. Teaching techniques.
Accommodations for students with disabilities - at the most basic level.
Description of types of specials needs and educational effects
Basically how to accommodate students with special needs
Different types of disabilities and their accommodations.
It was about differentiation and understanding the developmental needs of certain students and
how to relate music to where they could understand and cultivate a love for it.
General course required to complete CA Clear Credential. Did not pertain specifically to
music. General overview of special education including descriptions of common disabilities
(ADD/ADHD, autism spectrum disorders, etc.), understanding and using IEPs, 504 plans.
It was a long time ago - but I vaguely remember the descriptions of various conditions
(ADHD, Autism, etc.) There were no discussions on teaching strategies that I can remember.
Junior level special education in schools class. The class covered legislation and the
application of the legislation (i.e. 504 plans, IEPs, etc.). It also covered special needs
conditions and teaching techniques that tend to help special needs children be successful.
general educational classifications, differentiation, strategies for different types of learners
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Not Applicable
Beginning band or string lessons (small group) and rehearsals.
It was not and education based class it was in the psych department.
Information about the different behaviors and how to manage the students appropriately in the
classroom.
General special education overview, music specific application to special education.
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Q 15- Please describe the nature of the material covered in these classes: (In- Service)
Basic special needs training and in-service, covering most disabilities and some information
on IEP and 504s.
N/A
Unfortunately, I have yet to do this.
Too many to describe!
Regulations
My school has the LTD (Language Learning Disabled) population so we have diverse
professional development.
Description of types of specials needs and educational effects
Again how to accommodate and modify for students with special needs
Differentiation.
Mostly about differentiation for both students who are behind the norm and ahead of the norm
for their age level.
n/a
working with challenging behaviors, the conflict cycle,
items typically covered in book I of virtually any beginning instrumental method book.
Brainstorm about the specific students and how we can help them as learners in the classroom.
General overview to special education
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Q 18- Provide an explanation for your response to Question 18 [sic]: (Comfort level
working with students with disabilities)
I do speech therapy with three autistic students and feel like I am comfortable and capable of
working with two out of the three in a music setting. Other disabilities and special needs I am
not sure of.
I don't see a question for 18. For 17, I'm uncomfortable when I fear a student with anger
issues. I'm nervous for the safety of the other students in the class. Don't want any noses
broken or teeth knocked out if they decide to throw an instrument out of frustration. Also feel
bad when it is not a successful pairing of student with band instrument, frustrating for all
involved.
Most of the students that I have taught with special needs/504 plans have been able to
participate successfully in band without too many problems or concerns from the
student/parent. I said "most of the time" because I have not yet had students with severe
special needs or more special cases.
Students with severe disabilities, without supports from a qualified teachers aid, are very hard.
Without support, I don't feel like I meet the needs of all students.
I've really a serious lack of professional training in that department.
I do not treat students with disabilities different other than accommodate their unique needs.
(error in this question- I assume you mean question 17 not 18).
When there are students with needs that I have not previously encountered, I am not
comfortable until I understand more.
I learn by spending extra time with the student and parent, by asking lots of questions.
Most students do not need many adaptations in my band class. With those who do I usually
know what I want to do musically I just work with the case manager to make sure delivery
methods and expectations are on track. I feel very comfortable working with students with
disabilities as this was my topic for my master's thesis.
Accommodations are made with help from the child study team, speech, OT, and classroom
teachers.
Certain situations can be out of comfort zone but not often
I had an uncle with special needs growing up and my first job in education was as an side in a
severely handicapped classroom. My son is also an amputee.
I assume question 17? I have found many ways to help these students but still struggle with
their skill in the large group setting and finding ways for their parapros to help if needed.
You just treat them like regular students with their IEP in mind and everything just seems to
work out.
I have had students who have been mildly autistic, to a student who currently has MS as well
as an eye degeneration disability.
I have good communication with the case carriers of special needs students and work with
them to best serve the students in my junior high classes. At the elementary level (I am an
itinerant serving 5 elementary schools, one each day of the week), I am not usually provided
with the IEP and must ask for them. Communication with the case carrier is average to poor.
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I think you mean question 17 - I am comfortable having special needs students in my classes,
however I am not always confident that I employ strategies that are effective with them.
There are some situations that are impossible to cover in college that just require your best
judgement. It is in these moments where I am not sure the most effective way to manage a
situation. While I have not had a major incident, I cannot honestly say that I am comfortable in
those types of situations.
I have a varieties of strategies I am comfortable with, and an eager to work with each student's
lead teacher and/or 1:1 to do everything possible to make my class a positive experience
I feel comfortable with working with the majority of my special education students. On
occasion, I deal with inappropriate mainstreaming.
I assume this is a response to question 17? I feel pretty lost in dealing with students with
disabilities. I do my best, but I often feel like I'm not serving those students as well as they
need to be.
I feel that I do not get to spend enough time with these children to get to know what makes
them tick. Feel like they need 2x as many classes as non-disabled students.
I am given no background on the students and what their accommodation is.
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Q 21- If you have paraprofessional support, what role do they play in your classroom?
Help students with basic needs. Organizing, staying on task, communicating, etc
one on one aide. I basically call the shots. If things don't go well aide will step in with extra
advice to get them on track or remove them from my room.
Monitoring Austistic students
They provide individual assistance such as repeating and customizing directions, help with
students that have physical limitations and manage and assistance with bathroom breaks.
Keep students calm
An aide is assigned one on one to assist with the student's outbursts
Help the student navigate the rehearsal and with the music if lost. Very important that they are
in true class from beginning band to be able to read the music.
They supervised the student to insure that he didn't wander or touch things that were off limits.
I have a student with autism who has an one-on-one aid with him at all times. She helps him to
pay attention and participate in a positive manner. However, she is not trained in music so her
support is limited.
It differs, depending on the student. Some appear to be little more than observers. One who is
working with a girl with multiple issues (including blindness) is practically giving the girl
private lessons in a practice room (fortunately, she is trained in music)
Special education teachers are available for consultations.
assisting in the creation and implementation of specialized materials, pre- and re-teaching,
assisting student with focus and attention,
There is one for one of my students, but he doesn't come with him to band.
Varies, depending on the child. Anything from merely keeping the child organized and in
correct playing position to physically helping child to perform a passage.
Very limited, will sit and read
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Q 26- Indicate how the special education staff (including the occupational or physical
therapists, music therapists, and speech pathologists) assisted you in making
modifications or adaptations for your students
Assistance is only offered if I need it.
I do not have any students in my band program that need modifications or adaptations. None
with IEP. I meet daily with the speech pathologist because I also work in the speech
department.
I will inquire with the special ed staff with my questions/concerns.
None
N/A
I wish the above question had the choice of "at my request only." They help only if I go to
them for strategies. They don't offer me help.
They have not. I'm not even sure about who they are, and if we have those resources.
IEPs are provided.
Teachers answer my questions when I ask them.
Only the district visual impairment specialist has helped, with the acquisition of a Limelighter.
Help also happens informally by way of chats with building intervention specialists.
I do not have a set amount of time to meet with my sped staff. As a related arts teacher I reach
out for support when it is needed. They are very helpful with communicating with parents as
they have worked with the students parents in each subject area and have gotten to know the
parents more quickly than I. While I do not participate in sped committees I am required to
provide progress reports before IEP meetings.
Instrument modifications for a student with CP. And in more ways than can be written in an
hour!
Communication with parents
They set the guidelines and I modify them to for in the music program
Provide resources and support type students outside of class.
I'm perfectly able to make the modifications based on the IEP. We don't need the extra person
to do a job I'm perfectly capable of figuring out.
The specialists discussed the nature of the disability and the challenges that the student faced.
We then created a game plan around it.
They do not assist me, unfortunately.
Our schools do not have a therapist. We only have a school nurse, special education teachers,
and special education aides. Parents have provided the most assistance.
breaking assignments into smaller pieces, using alternate paper and fonts, scribing, color
coding, etc.
They give me strategies specific to each student.
I've asked the advice of a couple of specialists in the school but haven't gotten much of a
response.
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Very little. Just a few statements here or there that helped me come up with my own ideas for
the child(ren).
They don't even when help is requested.
There are none in my school specifically we just work with their classroom teachers.
They would help if needed
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Q 30- List what assistive technology (I.E.- Braillewriter, Dancing Dots software) or
adapted instruments were purchased for your students with disabilities.
For me, none. Do not know about rest of department.
None
N/A
none
Limelighter/Dancing Dots was provided on loan, family later purchased with financial grant.
None have been needed up to this point.
None
We can usually make the modifications necessary to our equipment already.
When one student took AP Music Theory, we purchased electronic books and Noteflight.
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Q 37- OPTIONAL: Describe your modifications, adaptations, and inclusionary practices
for working with the special needs students in your program.
exercising extreme patience while child melts down or has extreme frustration. Usually the
student has some of his/her classmates in my class and they know the special needs students
routine and what will help him get back on track, I follow their lead.
I know that in the past I color-coded notes with like fingerings/slide positions for my ADD
brass students. To be totally honest, my students with autism usually wound up playing first
chair, based solely on merit, aptitude and ability.
Adaptations vary greatly on the needs/expectations of the student. I have 3 students this year
with various disabilities. One is fully functioning and is more of a mental strain on my
teaching. He believes he is doing everything right so we spend more time working on social
interactions and appropriate responses. He believes is playing is perfect so we work
comparing, finding areas to work on, and how to improve. Another student requires all notes
be written in the music. His father works a great deal with him at home. We use an adapted
counting system. We work on blending in to the whole sound of the band and not sticking out.
He is great when playing by himself. We are in a debate right now as to whether is a able to
perform with a group or if that is beyond his abilities as the music is getting harder with each
new year in band. The third student is more than capable of performing, he lacks the focus
and discipline. His modifications are more on the organizational side. I provide written items
for him otherwise he takes a very long time to write down items. He is allowed to write
notes/slide positions in his music but he usually does not have music in class (he has forgotten
it at home or in locker). In the past I have also used pairing students with stronger peers so
they have a good example to listen to during class. I allow writing in notes and or fingerings.
I allow adapted rhythm counting if necessary. I have worked with one on memorizing music
and relying just on visual cues.
Pacing, music modification, color coding, enlarging music, German bass bow on violin,
removing strings on violin, peer coaching, smaller lesson sizes
Students take tests both written and playing but are graded on their effort and progress not the
class rubric. Non classified students are expected to support all students and praise their
accomplishments.
Allow to write in notes. Use copier to increase size of the music. Allow for breaks as needed.
Preferential seating.
With our current student with MS, we adapt the music, enlarge it and scale it down if needed.
With a previous student who liked to click drum sticks together while he wasn't playing, I put
paper towels around the shaft of the sticks so he could click the sticks without making noise we discovered the motion and sudden stop is the reason for his behavior, not the click its self.
preferred seating, alternate paper and fonts, peer partnering, modified materials, differentiation
Color coding Part modification/simplification Buddying with strong students Note taking
help (graphic organizers etc) Modified tests and grading Seating arrangements to meet their
needs Taking nature of disability into account during the instrument selection process Extra
help outside of class
I make sure that the students sit in the front row, in front of me. I do a lot more visual checks
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on those students. I give more one-on-one attention to those students when I can in class. I've
met with a student after-school who was struggling and used a connection to his favorite video
game to get him to sit up straight.
Rewriting music. Changing assessment rubrics. Pictorial representation of notation.
Modification to instrument (taping off keys)
My space is modified that students with special needs can feel comfortable. Students with
ADHD are allowed to move about the space as needed as long as I know they are still on task.
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APPENDIX E

Types of materials and information that teachers feel would be of most value
to them
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List and definitions of disabilities (learning/physical/emotional)
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Technology available to assist students with disabilities
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Use of paraprofessionals in the classroom
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Best practices for working with students with disabilities
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Understanding the IEP process
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Assessment practices for students with disabilities

117

REFERENCES

Adamek, M.S. (2001). Meeting special needs in music class. Music Educators Journal,
87(4). 23-28.
Anantawan, A. (2014). Inclusive music education. School Band and Orchestra, 17(4),
28-33.
Ansuini, A.M. (1979). Identifying competencies for elementary school music teachers in
planning learning experiences for children with learning disabilities. (Doctoral
dissertation, S.U.N.Y. at Buffalo, 1990). Dissertation Abstracts International,
40 10A, 5299.
Atterbury, B.W. (1983). Success strategies for learning-disabled students. Music
Educators Journal, 69(8), 29-31.
Autism Speaks (http://www.autismspeaks.org) - New York.
Bailey, R.M. (2000). Visiting the music classroom through the use of case method in the
preparation of senior-level music teacher education students: A study of reflective
judgment. Unpublished Doctoral Dissertation, College Conservatory of Music,
University of Cincinnati.
Beal, M.R., & Gilbert, J.P. (1982). Music curriculum for the handicapped. Music
Educators Journal, 68(8), 52-55.
Bernstorf, E.D. (2001). Paraprofessionals in music settings. Music Educators Journal,
87(4). 36-40.
Bernstorf, E.D., & Welsbacher, B.T. (1996). Helping students in the inclusive classroom.
Music Educators Journal, 82(5), 21-26.
Boumpani, N. M. (2005). An investigation of instrumental music educators' awareness,
understanding, attitudes and approaches associated with teaching reading
disabled students in inclusive instrumental music classes in the public middle
schools of North Carolina (Order No. 3180073). Available from ProQuest
Dissertations & Theses Global. (305395214). Retrieved from
http://search.proquest.com.mutex.gmu.edu/docview/305395214?accountid=14541

118

Brigham, R. & Brigham, M. (1998) Using mnemonic keywords in general music classes:
Music history meets cognitive psychology. Journal of Research and Development
in Education, 31(4). 205-213.
Burnard, P. (2008). Inclusive pedagogies in music education: A comparative study of
music teachers’ perspectives from four countries. International Journal of Music
Education, 26(2), 109-126.
Butler, M. (2004). How students with hearing impairments can learn and flourish in your
music classroom. Teaching Music, 12, 30-34.
Chadwick, D.M., & Clark, C.A. (1980). Adapting music instruments for the physically
handicapped. Music Educators Journal, 67(3), 56-59.
Charles, T. M. (2010). Impact of incorporating music and movement into the teaching
strategies of students with special needs. Unpublished Doctoral Dissertation,
Southwest Minnesota State University.
Chen, Y. (2007). A research procedure and study of elementary music curriculum for
children with special needs in inclusive music programs. Unpublished Doctoral
Dissertation, University of Idaho.
Colwell, C.M., & Thompson, L.K. (2000). “Inclusion” of information on mainstreaming
in undergraduate music education curricula. Journal of Music Therapy, 37(3),
205-221.
Corrigan, P., Markowitz, F., Watson, A., Rowan, D., & Kubiak, M. (2003). An
attribution model of public discrimination towards persons with mental illness.
Journal of Health and Social Behavior, 44 (2), 162-179. Retrieved October 27,
2008, from http://www.jstor.org/stable/1519806.
Creswell, J.W. (2008). Educational Research: Planning, Conducting, and Evaluating
Quantitative and Qualitative Research. New Jersey: Pearson.
Criswell, C. (2011). Developmentally enabled—through music. Teaching Music, 19(1),
26-27.
Culton, C. L. (1999). The extent to which elementary music education textbooks reflect
teachers' needs regarding instruction of students with special needs: A content
analysis (Order No. 9957258). Available from ProQuest Dissertations & Theses
Global. (304507799). Retrieved from
http://search.proquest.com.mutex.gmu.edu/docview/304507799?accountid=14541

119

Damer, L.K. (2001). Students with special needs. Music Educators Journal, 87(4). 17-18
Damer, L.K. (2001a). Inclusion and the law. Music Educators Journal, 87(4), 19-22.
Darrow, A.A. (1989). Music and the hearing impaired: A review of the research with
implications for music educators. Update-Applications of Research in Music
Education, 7(2), 10-12.
Darrow, A.A. (1990). Research on mainstreaming in music education. Update:
Applications of Research in Music Education, 9(1), 35-37.
Darrow, A.A. (1999). Music educators’ perceptions regarding the inclusion of students
with severe disabilities in music classrooms. The Journal of Music Therapy,
36(4), 254-273.
Darrow, A.A., & Armstrong, T. (1999). Research on music and autism. Update:
Applications of Research in Music Education, 18(1), 15-20.
deBettencourt, L.U. (2002). Understanding the Differences between IDEA and Section
504. Teaching Exceptional Children, 34(3), 16-23.
Delaney, C.A. (2011). [Current levels of special education courses required of music
education majors in New York and Virginia]. Unpublished raw data.
De l’Etoile, S.K. (2005). Teaching music to special learners: Children with disruptive
behavior disorders. Music Educators Journal, 91, 37-43.
DeLornenzo, L. (1992). Perceived problems of beginning music teachers. Bulletin of the
Council for Research in Music Education, 113, 9-25.
Federal Interagency Forum on Child and Family Statistics (childstats.gov)
Fidyk, S. (2010). Adapting drumming for students with special needs. Teaching Music,
17(4), 52-54.
Fitzgerald, M. (2006). “I send my best Matthew to school every day”: Music educators
collaborating with parents. Music Educators Journal, 92(4), 40-45.
Ford, A., Pugach, M., & Otis-Wilborn, A. (2001). Preparing educators to work with
students who have disabilities: What’s reasonable at the preservice level?
Learning Disability Quarterly, 24 (4), 275-285. Retrieved October 20, 2008, from
JSTOR database (1511116).

120

Fredickson, W., & Conway, C.M. (2009). Teacher education in music: to train or not to
train. Journal of Music Teacher Education, 19(1), 4-8.
Freenotes Limited (2009). Freenotes Outdoor Musical Instruments for Children with
Special Needs. Retrieved from http://www.freenotes.eu/music therapy/freenotesfor-children-with-special-needs.html
Frisque, J., Niebur, L., & Humphreys, J. T. (1994). Music mainstreaming: Practices in
Arizona. Journal of Research in Music Education, 42(2), 94-104.
George Mason University (2008-2009). Counseling and Psychological Services
Pamphlet.
George Mason University. Handbook of Services - Office of Disability Services
(http://ods.gmu.edu/faculty/documents/Faculty_Guide.pdf)
Gerrity, K.W., Hourigan, R.M., Horton, P.W. (2013). Conditions that facilitate music
learning among students with special needs: A mixed-methods inquiry. Journal of
Research in Music Education, 61(2), 144-159.
Gfeller, K., Darrow, A.A., & Hedden, S. (1990). Perceived effectiveness of
mainstreaming in Iowa and Kansas schools. Journal of Research in Music
Education, 38(2), 90-101.
Gilbert, J. P., & Asmus, E.P. (1981). Mainstreaming: Music educators’ participation and
professional needs. Journal of Research in Music Education, 29(1), 31-37.
Hadley, W. (2006). L.D. students’ access to higher education: Self-advocacy and support.
Journal of Developmental Education 30(2), 10-16. Retrieved October 20, 2008,
from JSTOR.
Hagedorn, V.S. (2001a). A planning tool for use with special learners. General Music
Today, 15(1), 21-24.
Hahn, K. R. (2010). Inclusion of students with disabilities: Preparation and practices of
music educators (Order No. 3420149). Available from ProQuest Dissertations &
Theses Global. (746772427). Retrieved from
http://search.proquest.com.mutex.gmu.edu/docview/746772427?accountid=14541
Hairston, M. (2014). Working with disabled students. School Band and Orchestra, 17(4),
32.
Hallahan, D.P., & Kauffman, J.M. (2009). Exceptional learners: An introduction to
special education (11th ed.). Boston: Allyn & Bacon.

121

Hallahan, D.P., Kauffman, J.M., & Lloyd, J.W. (1999). Introduction to learning
disabilities (2nd ed.). Boston: Allyn & Bacon.
Hammel, A. M. (1999). A study of teacher competencies necessary when including
special learners in elementary music classrooms: The development of a unit of
study for use with undergraduate music education students. DMA Dissertation,
Shenadoah University (AAT 9926079).
Hammel, A.M. (2001). Preparation for teaching special learners: Twenty years of
practice. Journal of Music Teacher Education, 11(1), 5-11.
Hammel, A.M. (2004). Inclusion strategies that work. Music Educators Journal, 90(5),
33-37.
Hammel, A.M., & Gerrity, K.W. (2012). The effect of Instruction on teacher perceptions
of competence when including students with special needs in music classrooms.
UPDATE: Applications of Research in Music Education, 31(1), 6-13.
Hammel, A.M., & Hourigan, R.M. (2011). Teaching Music to Students with Special
Needs—A Label-free Approach. Oxford & New York: Oxford University Press.
Hartwell, J. (2001). Complete learning disabilities handbook-New Second Edition. San
Francisco: Jossey-Bass.
Heller, L. (1994). Undergraduate music teacher preparation for mainstreaming: A
survey of music education teacher training institutions in the great lakes region of
the united states (Order No. 9524941). Available from ProQuest Dissertations &
Theses Global. (304103511). Retrieved from
http://search.proquest.com.mutex.gmu.edu/docview/304103511?accountid=14541
Hoffman, Edward C., III. (2011). The status of students with special needs in the
instrumental musical ensemble and the effect of selected educator and
institutional variables on rates of inclusion (Order No. 3465567). Available from
ProQuest Dissertations & Theses Global. (883362587). Retrieved from
http://search.proquest.com.mutex.gmu.edu/docview/883362587?accountid=14541
Hourigan, R.M. (2007a). Music majors as paraprofessionals: A study in special needs
field experience for preservice music educators. Contributions to Music
Education, 34, 19-34.
Hourigan, R.M. (2007b). Preparing music teachers to teach students with special needs.
Update: Applications of Research in Music Education, Fall-Winter, 5-14.

122

Hourigan, R.M. (2007c). Teaching Music to Students with Special Needs: A
Phenomenological Examination of Participants in a Fieldwork Experience.
Doctoral Dissertation, The University of Michigan (ISBN#
9780549174868/VDMVerlag (2008) ISBN#: 978-3-8364-7663-8).
Hourigan, R.M. (2008). Teaching strategies for performers with special needs. Teaching
Music, 15, 26-29.
Hourigan, R.M. (2009). Preservice music teachers’ perceptions of fieldwork experiences
in a special needs classroom. Journal of Research in Music Education, 57(2),
152-168.
Hughes, P.H., Hughes, P.J., & Stamford, B. (2008). I am Potential-Eight lessons on
living, loving, and reaching your dreams. Philadelphia: DaCapo Press.
Humpal, M.E., & Dimmick, J.A. (1995). Special learners in the music classroom. Music
Educators Journal, 81(5), 21-23.
IBM Corp. Released 2012. IBM SPSS Statistics for Windows, Version 21.0. Armok, NY:
IBM Corp.
Iseminger, S.K. (2013). Special considerations. Teaching Music, 21(3), 28-32.
Jellison, J.A. (2002). On-task participation of typical students close to and away from
classmates with disabilities in an elementary music classroom. Journal of
Research in Music Education, 50(4), 343-355
Jellison, J.A., Flowers, P.J. (1991). Talking about music: Interviews with disabled and
nondisabled children. Journal of Research in Music Education, 39(4), 322-333.
Jellison, J.A., Brooks, B.H., Huck, A.M. (1984). Structuring small groups and music
reinforcement to facilitate positive interactions and acceptance of severely
handicapped students in the regular music classroom. Journal of Research in
Music Education, 32(4), 243-264.
Johnson, C.M. & Darrow, A.A. (1997). The effect of positive models of inclusion on
band students’ attitudinal statements regarding the integration of students with
disabilities. Journal of Research in Music Education, 45(2), 173-184.
Kaiser, K.A. (2000). The effect of an interactive experience on music majors’ perceptions
of music for deaf students. Journal of Music Therapy, 37(3), 222-234.

123

Kaplan, W. & Lee, B. (2007). The law of higher education - Fourth edition. San
Francisco: Jossey-Bass.
Knolle, L. (1973). Sioux City’s special brass band: An instrumental program for the
mentally retarded. Music Educators Journal, 60(2), 47-48.
Lancaster, H. (2006, February). Not a counselor. The Chronicle of Higher Education.
Retrieved November 22, 2008.
Lapka, C.M. (2005). A case study of the integration of students with disabilities in a
secondary music ensemble. Unpublished Doctoral Dissertation, University of
Illinois at Urbana-Champaign.
Lapka, C. (2006). Students with disabilities in a high school band: “We can do it!”. Music
Educators Journal, 92(4), 54-59.
Lehr, J. K. (1982). Training programs for exceptional classes. Music Educators Journal,
68(8), 46-48.
Linsenmeier, C. V. (2004). The impact of music teacher training on the rate and level of
involvement of special education students in high school band and choir (Order
No. 3159804). Available from ProQuest Dissertations & Theses Global.
(305176548). Retrieved from
http://search.proquest.com.mutex.gmu.edu/docview/305176548?accountid=14541
Lipka, S. (2006). For the learning disabled, a team approach to college. The Chronicle of
Higher Education. Retrieved November 9, 2008.
Lomax, R.G. & Hahs-Vaughn, D.L. (2012). An Introduction to Statistical Concepts,
Third Edition. New York: Routledge.
May, E. (1961). Music for deaf children. Music Educators Journal, 47(3), 39-40, 42.
McCord, K. A. (1999). Music composition using music technology by elementary
children with learning disabilities: An exploratory case study (Order No.
9939767). Available from ProQuest Dissertations & Theses Global. (304514228).
Retrieved from
http://search.proquest.com.mutex.gmu.edu/docview/304514228?accountid=14541
McCord, K, (2001). Music software for special needs. Music Educators Journal, 87(4).
30-35+64.
McCord, K. & Fitzgerald, M. (2006). Children with disabilities playing musical
instruments. Music Educators Journal, 92(4). 46-52.

124

McCord, K. & Watts, E. (2006). Collaboration and access for our children: Music
educators and special educators together. Music Educators Journal, 92(4). 26-33.
McRae, S.W. (1982). The Orff connection … Reaching the special child. Music
Educators Journal, 68(8), 32-34.
MENC: The National Association for Music Education (2004). Spotlight on Making
Music with Special Learners: Selected Articles from State MEA Journals.
Rowman & Littlefield Education

Menlove, R.R., Hudson, P.J., & Suter, D. (2001). A field of IEP dreams: Increasing
general education teacher participation in the IEP development process. Teaching
Exceptional Children, 33, 28-33.
Mixon, K. (2005). Including exceptional students in your instrumental music program.
Teaching Music, 13(3). 30-34.
Montgomery, J., & Martinson, A. (2006). Partnering with music therapists: A model for
addressing students’ musical and extramusical goals. Music Educators Journal,
92, 34-39.
Moore, P. (2013). The key to success for students with special needs. Teaching Music,
20(5), 57.
National Dissemination Center for Children with Disabilities – (http://nichcy.org)
NYC Department of Education. Memo on College Level Examination Program and
Pedagogical Core. Retrieved from
http://nyc.teacherssupportnetwork.com/NYC_PDF/CLEP%20AND%20EXCELSI
OR.pdf
New York State School Music Association (NYSSMA) website
(http://www.nyssma.org/committees.cfm?subpage=369)
Nocera, S.D. (1972). Special education teachers need a special education. Music
Educators Journal, 58, 73-75.
O’Brien-Vance, K. (2004). Adapting music instruction for students with dyslexia. Music
Educators Journal, 90(5), 27-31. Partners Resource Network –
(http://www.partnerstx.org/index/htm#)- Texas

125

Patterson, A. (2003). Music teachers and music therapists: Helping children together.
Music Educators Journal, 89(4), 35-38.
Perlmutter, A. (2014). Adapting instruments for students with physical disabilities.
Teaching Music, 21(4), 44.
Pontiff, E. (2004). Teaching special learners: Ideas from veteran teachers in the music
classroom. Teaching Music, 12(3), 52-58.
Randall, M. (2013). Disability simulations offer food for thought. Teaching Music, 20(6),
68.
Rosene, P.E. (1982). Instrumental music…a success opportunity. Music Educators
Journal, 68(8), 37-39.
Russo, C.J., & Osborne, Jr., A.G. (2009). Section 504 and the ADA. Thousand Oaks, CA:
Corwin Press.
Schaberg, G.(Ed.) (1988). TIPS: Teaching Music to Special Learners. Rowman
&Littlefield Education.
Scott, L.P., Jellison, J.A., & Chappell, E.W. (2007). Talking with music teachers about
inclusion: Perceptions, opinions and experiences. Journal of Music Therapy,
44(1), 38-56.
Scruggs, T.E., & Mastropieri, M.A. (1996). Teacher perceptions of
mainstreaming/inclusion, 1958-1995: A research synthesis. Exceptional Children,
63(1), 59-74.
Shaw, S., Scott, S., & McGuire, J. (2001). Teaching college students with learning
disabilities. ERIC Clearinghouse on Disabilities and Gifted Education. Retrieved
October 20, 2008, from ERIC.
Sheldon, D.A. (1997). The Illinois School for the Deaf band: A historical perspective.
Journal of Research in Music Education, 45, 580-600.
Shirk, C. L. (2008). The preparedness of elementary music teachers to include students
with challenging behavior in their classrooms (Order No. 3319273). Available
from ProQuest Dissertations & Theses Global. (193660265). Retrieved from
http://search.proquest.com.mutex.gmu.edu/docview/193660265?accountid=14541
Sideridis, G.D., & Chandler, J.P. (1995). Attitudes and characteristics of general music
teachers towards integrating children with developmental disabilities. Update
Applications of Research in Music Education, 14(1), 11-15.

126

Silverman, M. (2008, April). Campus security begins with caring. The Chronicle of
Higher Education. Retrieved November 22, 2008.
Smaligo, M.A. (1998). Resources for helping blind music students. Music Educators
Journal 85(2), 23-26, 45.
Smith, D.S. (1999). Effects of field experience on graduate music educators’ attitude
toward teaching students with disabilities. Contributions to Music Education,
26(1), 33-49.
Sobol, E.S. (2008). An Attitude and Approach for Teaching Music to Special Learners.
Second Edition. Lantham: Rowman and Littlefield Education. Co-published with
MENC: The National Association of Music Education.
Solomon, A.L. (1980). Music in special education before 1930: Hearing and speech
development. Journal of Research in Music Education 28(4), 236-242.
Soydan, A. (1997). Frequently asked questions by educators about students with
psychiatric disabilities: Tips and resources on the Rehabilitation Act, ADA,
academic adjustments, and support. Center for Psychiatric Rehabilitation: Boston
University.
Stage, F. & Milne, N. (1996). Invisible scholars: Students with learning disabilities. The
Journal of Higher Education 67(4), 426-445. Retrieved October 20, 2008, from
JSTOR database (2943806).
Stambaugh, L. (1996). Special learners with special abilities. Music Educators Journal,
83(3), 19-23.
Stoler, R.D. (1991). Attitudes and perceptions of regular education teachers toward
inclusion of all handicapped students in their classrooms. (Doctoral dissertation).
Retrieved from Dissertations & Theses: A&I. (Publication No. AAT 9215157).
Taylor, D.M. (2007). Attitudes toward inclusion and students with disabilities: A review
of three decades of music research. Bulletin of the Council for Research in Music
Education 172, 9-23.
Thompson, K. (1982). Music for every child: Education of handicapped learners. Music
Educators Journal 68(8), 25-28.
Thompson, K. (1990). Working toward solutions in mainstreaming. Music Educators
Journal 76(8), 30-35.

127

Tindell, K. W. (2010). Comparison of music-based curriculum versus an eclectic
curriculum for speech acquisition in students with autism spectrum disorder
(Order No. 3413582). Available from ProQuest Dissertations & Theses Global.
(749379185). Retrieved from
http://search.proquest.com.mutex.gmu.edu/docview/749379185?accountid=14541
Understanding Special Education: A Parent Guide –
(http://www.understandingspecialeducation.com/special-education-terms.html)
Unger, K. (1992). Adults with psychiatric disabilities on campus. Washington D.C.:
Department of Education.
VanWeelden, K., & Whipple, J. (2005). The effects of field experience on music
education majors’ perceptions of music instruction for secondary students with
special needs. Journal of Music Teacher Education, 14(2), 62-68.
VSA Arts (http://www.vsarts.org)- Washington D.C.
Walter, J.S. (2006). The basic IDEA: The Individuals with Disabilities Act in your
classroom. Teaching Music, 14(3), 22-26.
Wasley, P. (2007, May). Group sets guidelines on troubled students. The Chronicle of
Higher Education. Retrieved November 22, 2008.
Weintraub, D. (1993). Adapting music therapy techniques to aid in relaxation and
treatment of children with special needs. Update - Applications of Research in
Music Education, 11(2), 35-38.
Whipple, J. (2005). The effects of field experience on music education majors’
perceptions of music Instruction for secondary students with special needs.
Journal of Music Teacher Education, 14(2), 62-69.
Whipple, J., & VanWeelden, K. (2012). Educational supports for students with special
needs: Preservice music educators’ perceptions. UPDATE: Applications of
Research in Music Education, 30(2), 32-45.
White, L.D. (1982). How to adapt for special students. Music Educators Journal, 68(8),
49-50 + 63-67.
Williams, L.D. (1985). A band that exceeds all expectations. Music Educators Journal,
71, 26-29.

128

Williams, D. W. (1988). Regular classroom teachers' perceptions of their preparedness
to work with mainstreamed students as a result of preservice course work (Order
No. 8824189). Available from ProQuest Dissertations & Theses Global.
(303694586). Retrieved from
http://search.proquest.com.mutex.gmu.edu/docview/303694586?accountid=14541
Wilson, B., & McCrary, J. (1996). The effect of instruction on music educators’ attitudes
towards students with disabilities. Journal of Research in Music Education,
44,26-33.
Yell, M.L. (2006). The law and special education (2nd ed.). Upper Saddle River, N.J.:
Pearson Merrill Prentice Hall.
Zdzinski, S.F. (2001). Instrumental music for special learners. Music Educators
Journal,87(4). 27-29+63.

129

BIOGRAPHY

Carrie Ann Delaney earned her Bachelors and Masters degrees in Music Education from
Queens College in New York. As an undergraduate, Mrs. Delaney performed as principal
clarinet with the Undergraduate Wind Ensemble and during her graduate studies, she
served as principal flute and assistant conductor of the Graduate and Directors
Symphonic Winds, under the direction of Dr. Richard Sang. In addition to performances
at Queens, Mrs. Delaney also performed in the orchestra pits of various community
theatre companies.
From 2002 -‐ 2006, Mrs. Delaney held the position of elementary band director for
the Sayville School District. In addition to her teaching career in Sayville, Mrs. Delaney
was the co-‐chair for the 2006 Suffolk County Music Educators Association All-‐County
Band Festival and taught woodwind lessons privately across Long Island.
In 2006, Mrs. Delaney moved to Virginia to begin conducting studies with Prof.
Anthony Maiello and Prof. Mark Camphouse while performing in both the Wind
Symphony and Symphonic Bands. Mrs. Delaney joined the adjunct faculty at the George
Mason University School of Music in 2008, and currently teaches various undergraduate
music classes including: Foundations of Music, Introduction to Classical Music, and
Popular Music in America.

130

