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Chapter 1. Introduction

Within the special education community, polidiegarding the inclusion of children with
disabilities into general education classrooms Heeen highlighted and criticized over the past
few decades. Inclusion began in 1975, when Presfderald Ford signed into law the
Education for All Handicapped Children Act Amendr@PL 94-142). This act guaranteed each
child with a disability a free, appropriate puldiducation in each state country-wide. Eleven
years later, “The Preschool Law” (PL 99-457) exththe services of early intervention and
classroom inclusion to infants and young childrgasabirth through five years. The original act
was amended in 1997 and is now known as the Inaisdwith Disabilities Education Act
(IDEA) (U.S. Department of Education, 2012). Btdtvs support inclusion, which is defined in
multiple ways. Although the IDEA does not use tigxen inclusion, it defines the right to
environment as including the child with disabiktie the least restrictive and natural
environments based on the needs of the child [@epartment of Education, 2012). Although
passed as law years ago, inclusion has only suti@ea key alternative for early childhood
educational services within the 1990s (Odom, 2000).

Clearly defining inclusion allows all professidsman the educational field to hold the
same understanding of regulations and policieseRehers and practitioners have searched for
a uniform definition of inclusion, formerly expreskasoreschool mainstreaming, integrated
special education, or reverse mainstreaming (Guralnick, 1994; Leyser & Kirk, 2004; Odom,
Buysse, & Soukakou, 2011). Members of the educatia early intervention fields now accept
the term inclusion uniformly. This term is definasla more meaningful movement to integrate
children with disabilities on a level deeper thastjphysical placement (Odem et al., 2011). The

National Association for the Education for Youngil@ten (NAEYC) describes the features of



inclusion as “a sense of belonging and membersgloigitive social relationships and friendships,
and development and learning” (DEC/NAEYC, 2002 ). Classroom inclusion has been
shown to affect children and their families in ea@rways. Parents hold a variety of positive and
negative viewpoints regarding inclusion (GarrickHaney & Salend, 2000; Odem et al., 2011).
This study provides an in depth look at perceptitimsughts, and concerns of parents whose
typical children are enrolled in an inclusive piesal classroom at Nancy W. Darden Child

Development Center on East Carolina Universitytsgas.



Chapter 2: Literature Review

Ecological Systems Theory

An ecological systems theoretical lens was usethe current study. Bronfenbrenner
(1976) acknowledges the broad range of individaeldrs that affect human development and
education through his ecological systems modethifd’s development is described within the
integrated systems: microsystem, mesosystem, ebeosymacrosystem, and chronosystem
(Bronfenbrenner & Morris, 1998). Each level infhees and can be influenced by each other.
The child, at the center of the model, is surroahiofethe microsystem which includes the
child’s immediate surroundings (i.e. family, scHooChildren can, and frequently do, become
part of multiple microsystems. The inclusive ptresa classroom would be an example of one
microsystem the child participates in (Bronfenben& Morris, 1998). Next, comprised of the
relationships between variables within the micrémysthat can affect the child, is the
mesosystem. An example of this would be the m@iatiip between parents and teachers
affecting the child in the inclusive setting. Téfare, both parents and teachers should hold
supporting views and communicate well with eacleotiegarding inclusion. Bronfenbrenner
identified the next level, the exosystem, to inelddctors that affect the child indirectly such as
regulations and social policies (Bronfenbrenner &g, 1998). Although the people who
make these policies never enter the actual classrowy create policies that affect how the
inclusive setting is created and supported. Tlid’stoverarching social, cultural, and political
values construct the macrosystem, which influemtlesr levels within the system. Lastly, to
represent changes occurring in the system duent® the chronosystem was conceptualized.
According to this theory, parents who are activeiyolved in schools affect their child’'s

education positively (Bronfenbrenner, 1974; Broti@mner & Morris, 1998).



Parents of Children with Special Needs

Children with special needs are children who negspecial services, support, or
interventions due to varying disabilities resultingohysical and/or mental health conditions
(Internet Special Education Resources, 2012). £emace and support amended through the
IDEA is inclusion, which provides all children withe right to the least restrictive and natural
environments, including educational settings, basethe needs of the child (U.S. Department
of Education, 2012). As of 2009, 95 percent oflstus with disabilities age 6 to 21 years old
were utilizing the service of inclusion in genecklssroom settings, while only 3 percent of
disabled students were enrolled in a special etrcathool. The other 2 percent of children
with disabilities were either homeschooled, hodiged, residing in a residential facility, or
placed in a regular private school (National CefdaeEducation Statistics, 2009).

Inclusion, passed through law in 1975, has oelyolme prevalent in early childhood
settings within the 1990s (Odom, 2000). Reseaashnoted that inclusive environments benefit
children with special needs as they “improve ini@dateraction, language development,
appropriate behavior, and self-esteem” (Lewis, 19942). Current research focuses on social
improvements rather than educational standardschisive settings (Peck et al., 2004). Parents
of toddlers, preschool-age, and school-age (eleangnniddle, and high school) children have
all been surveyed in current research in regardsctasion (Buysse, Skinner, Grant, 2001; Peck
et al., 2004; Stahmer, Carter, Baker, & Miwa, 201dpwever, research specific to preschool
settings have centered on the care providers’ petisgs, rather than the parents’ perceptions
(Eiserman, Shisler, & Healey, 1995; Rafferty & @&nf 2005).

Leyser and Kirk (2007) and Garrick-Duhaney ankis#h (2000) examined parental

perceptions of children ages six weeks old to J8yeld without separating the children by age



groups, which did not allow for issues unique toleage group to be noted. Generally, parents
of children with disabilities do not expect thelnld to master the higher educational skills in a
general classroom, but these parents do expectcthifren to benefit socially from inclusion
(Downing & Peckham-Hardin, 2007). Survey resporssggjest parents of younger children,
children with mild or moderate disabilities, paentith college level education, and parents who
state not knowing whether their child is enrolladan inclusive classroom are not provided the
strongest support of inclusion (Leyser & Kirk, 2004Although the majority of these parents are
supportive of inclusive classrooms, both positind aegative anxieties were expressed
regarding their child’s well-being. Interviews chutted with parents by Downing and
Peckham-Hardin (2007) suggested that parents tafrehiwith disabilities perceived their child
as being “happier, more independent, and more m@eiivto go to school [and] participate in
class” (p.21). However, utilizing surveys, Leysed Kirk (2004) found fears of these parents to
include social isolation, inadequate individualizestructional time from the teacher, and
inadequate accommodations made within the classradre majority of survey respondents
were the mothers of children with disabilities,wanly 34 of the 437 participants being fathers.

Recognizing the low response rate from fatheggests the need for research on both
maternal and paternal perspectives, as mothertatimets cope differently with handicapped
children (Heiman, 2002; Schilling, Schinke, & Kiidim, 1985). Both parents experience similar
stress levels, however, Keller and Honig (2004edateveral differences in parent-child
relationships. It is more difficult for fathers lbaild an emotionally close relationship with their
disabled child (Keller & Honig, 2004). This may tee to the fact that fathers, of both typical
and atypical children, spend significantly lessetiproviding caregiving when compared to

mothers. Fathers are also more likely to use amd to cope with the stress of raising a child



with a handicap. While parents of children witkabilities are affected greatly, these
individuals are not the only ones affected by thigsophy of inclusion.
Par ents of Children without Special Needs

While inclusion is reported to be beneficial foildhren with special needs (Lewis, 1994)
parents with children without disabilities hold ratkfeelings about inclusion, but generally
express positive perspectives (Garrick-Duhaney &r&h 2000; Peck et al., 2004researchers
report that positive parental perspectives inclsglging increased social cognition, prosocial
characteristics, and greater acceptance of diyarstheir nondisabled child. Parents also report
an inclusive classroom as having educational besieili their nondisabled children, whom were
perceived as having fewer behavior problems aftedusion (Garrick-Duhaney & Salend, 2000).
Supporting previous research, Rafferty and Grif#@05) found parents of typically developing
children view inclusion as beneficial in ways sashallowing children to develop sensitivity to
others, accepting individual differences, and baogmore self-aware of strengths and
weaknesses in prosocial characteristics.

Showing mixed results, a study surveying parehtdementary aged children with
disabilities in the Pacific Northwest of the UnitSthtes identified parental perceptions that
reflected the social benefits of inclusion, the atipof inclusion on nondisabled children, and
negative views regarding inclusion within an eletagnschool setting (Peck et al., 2004). The
majority of respondents in this study describedusion as holding overall social benefits within
the classroom. One example of this is that pamgertseive their child as more accepting of
others (Peck et al., 2004). Although socially biemned, parents did not feel inclusion was
educationally beneficial; in fact, survey responselécated that 78% of parents perceived

inclusion to have no effect on their nondisableilidéhacademic progress (Peck et al., 2004).



However, 22% of the parents of nondisabled ceildn Peck et al.’s study (2004)
indicated that the classroom teacher was spendsggydne-on-one time with their child. Some
parents also viewed inclusion negatively becaudeebéavioral disruption in the classroom. At
the same time, parents of nondisabled childremhiadd perceptions (Peck et al., 2004). Some
felt that their child’s own special needs were gainnoticed, while others believed their
children were becoming more accepting of their alifferences as a result of inclusion (Peck et
al., 2004). Garrick-Duhaney and Salend (2000)tifled specific negative concerns relating to
individual time with the teacher. Among those @ms were decreased amount of
individualized time with the teacher, imitationinappropriate behaviors portrayed by children
with disabilities, and staff not having enoughnmag to handle children with disabilities
appropriately (Garrick-Duhaney & Salend, 2000).

Another study suggested a parental concern esguldsy the parents of typically
developing children is the possibility that themildren may be frightened by unusual behaviors
occurring in an inclusive preschool setting (Raffé& Griffin, 2005). Parents of typically
developing children communicated apprehension mmgeneral areas: (a) the classroom teacher
focusing more energy and time on the children widfabilities than those without, and (b)
classroom interruptions due to behavioral problefrshildren with disabilities (Peck et al.,
2004).

Paying particular attention to children who asgi¢ally developing in the general
classroom setting brings forth multiple questiomsrésearchers and practitioners. For example,
does inclusion adversely affect the educationata@ues of nondisabled children or does
inclusion benefit the children without disabilitié®eck et al., 2004)? While generally positive

attitudes regarding inclusion are expressed byljamémbers of both typical and atypically



developing children. There are negative conceitfsmfamilies about preschool inclusion
(Odom et al., 2004). Parents of both disabledraomdtlisabled preschool children have voiced
concerns about teachers’ ability to give adequiém@on to all children, the number of staff
available to meet specific needs of children, amality of staff (Seery et al., 2000). While these
results portrayed similar feelings of all paretitss study seeks to investigate the perceptions
specific to parents of typically developing childre

Per ceptions

Perceptions create a sensory experience to tHd amund us allowing recognition of
stimuli and responsive actions to occur (Aronsoilsdv, & Akert, 2007). It is through our
perceptions that we process information and cregetions in such a way that we can interact
with our environment. Our experiences and peroeptcreate schemas about the world around
us. When an individual is unsure of what is happgrspecifically in the social world, schemas
help fill in the gaps of missing information (Aramset al., 2007).

Evidence shows inclusion as a positive practicehildren with disabilities. In order for
inclusive programs to run successfully, the atBsidf those involved must be supportive
(Narumanchi & Bhargava, 2011). Attitudes, eithesifive or negative, and reactions to stimuli
are based upon the individual's perception (Aronstoal., 2007). Therefore, investigating
parental perceptions, particularly parents of nealolied children, could provide essential
information for inclusive programs to create pasitsupport for all families.

According to perceptual set theory, perceptiorsagtive processes engaging selection,
inference, and interpretation of situations. Sdawtors that could influence one’s perception
are expectations, emotion, motivation, and cul{Atiort, 1955). Perception could be swayed

by what an individual is expecting to see through af contextual clues surrounding the stimuli.



Allport (1955) stated that along with expectatiantbrs, one’s motivation and emotion could
influence their perception of the world. Six digfilished types of motivational-emotional
variables include physiological needs, rewards@mmishments, emotional connotation,
individual values, personality, and the value pthoa objects (Allport, 1955). When tied to
emotions, individuals typically hold better attiagdtowards familiar stimuli rather than new
objects (Zajonc, 1968). Deregowski (1972) fourat thhile viewing the same photographs and
drawings, perception varies between cultural groudss finding suggests that individuals,
coming from unique cultural backgrounds may viee shme situation in different ways.
Although not yet researched regarding inclusioreetgtions could affect how parents perceive
the classroom environment. Some other possibteramfluencing one’s perception could be
age, gender, and education level. Recognizinggtysin the literature, this study aimed to make
note of perceptions influencing factors of inclestolassrooms with particular emphasis on
expectations, gender, and education level.
Under standing Parental Perceptions

The involvement of parents of children, both vatid without disabilities, in the
inclusion process is a key component contributtthe effectiveness of inclusion programs
(Garrick-Duhaney & Salend, 2000). Therefore, gssential to understand parental perspectives
of children with and without disabilities in regartb inclusion for many reasons. First, parents
are advocates for their children and ultimatelyidethe placement of their child in an inclusive
setting or not. Parents play a crucial role comicgy their child’s development and education,
especially as society moves toward a family-centesre perspective. As advocates, parents are
the driving force behind which early educationall @evelopmental services are provided for

their child. Lastly, the reactions of parents deiee the social acceptance of classroom



inclusion (Gibb et al., 1997; Guralnick, 1994).ré&tdal support of inclusion programs may
depend upon their perspectives and reactions aoingethe classroom practices and their
preparedness of the inclusion process. Examirangrpal perceptions and identifying concerns
could assist in enhancing inclusive programs anceasing parental support within the
classrooms to provide the highest quality educatidevelopment for both children with and
without disabilities. This will also help to idefiytthe needs for possible recommendations when
working with parents whose children are in inclessettings, to address their concerns, provide
educational material and/or other strategies tarensupport for inclusion not only in the
classroom setting, but also within the home envirent.
Typical Early Childhood Development

The preschool years present distinct developrhamtastones that children tend to
follow in areas such as social, emotional, cogaijtand physical development (Copple &
Bredekamp, 2009). This study discussed socialtiemad, and cognitive expectations parents of
nondisabled children hold. Between ages 3 to Bsyg@aeschool children become self-aware of
their emotions, understand feelings of others,laach to regulate emotions (Berk, 2007). When
compared to younger children, preschoolers aretaldeticulate complex social emotions
including pride, guilt, and shame. Children portgaeater awareness of other children’s needs
during this time period while beginning to learrcisd cognition outside of egocentrism (Berk,
2007). While mastering the skill of labeling, delstrg, and coping with different emotions,
social relationships play a key role in the prestlyears. Children at this age struggle through
conflict resolution and still need assistance namng social relationships. Social development
is promoted through modeling by teachers, in saradl large group activities, and in schedules

allowing for extended peer interaction time (CopflBredekamp, 2009). During these play
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times, preschoolers are able to successfully gtégrand be involved in mature sociodramatic
play which requires complex role play and extensiestained play. It is during these years that
children also develop prosocial behaviors (Berld7)0 Prosocial behaviors related to inclusion
would be increased responsiveness and helpfulogbs heeds of disabled peers (Copple &
Bredekamp, 2009).

In addition to social and emotional growth, phesaers undergo specific cognitive
changes. Preschool children have the ability ttkthbout past events and anticipate future
happenings (Berk, 2007). Piaget (Crain, 2011) mlesd this stage as preoperational,
emphasizing the fact that children ages 2 to 7syelat are less capable in their thought
processes as they can be illogical, egocentricoaeedimensional. As preschoolers move from
and between simple and complex thoughts, theytndrrow their focus on limited thoughts.
This balances out the plethora of new informatlogytare rapidly learning (Berk, 2007). While
reorganizing their thoughts, preschool children reagress unsystematic and illogical thoughts.
It is not until the age of 7 years old that a ckilthought process becomes concrete and
organized (Copple & Bredekamp, 2009; Crain, 2011).

Cognitive changes also include language developmdiich blossoms throughout the
preschool ages where children will learn an averddiwe new words each day (Berk, 2007).
The average preschooler has a vocabulary of 1@d@s, which is greatly increased from the
200 word vocabulary a toddler has. Preschoolengast new words with words they already
know to create meaning and assign labels to objé@dtese children, still viewing the world
egocentrically, rely on adults to appropriatelydbbew objects and actions (Berk, 2007).
Inappropriate labeling by parents, combined withhigh curiosity level for this age, can be a

negative factor influencing parental perceptionsg@e & Bredekamp, 2009). For example,
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children may ask questions about disabilities agtthlsiors seen in an inclusive classroom and it
is the adult’s role to appropriately label thesetf@ child to fully understand. Another way
preschoolers advance their vocabulary is by imigrmord meanings from others’ social cues,
including others’ intentions and perceptions. Betirning strategies require preschoolers to
rely on adults to assist in vocabulary building8&007). Inclusive classroom settings,
acknowledging the importance of proper labeling apgropriate social cues, should provide
parents with the tools to adequately communicath thieir child about disabilities and
behaviors they may experience in the classroonrre@tly, the center in which this study was
conducted does not have any such tools providingatn to parents regarding disabilities.
Understanding parental perceptions could allowusige programs to appropriately prepare
families and provide them with the tools neededftectively communicate with their child.
Aim of Study

The aim of this study was to investigate peraeysj thoughts, and concerns of parents of
nondisabled children enrolled in inclusive 3-yelt-and 4-year-old preschool classrooms. In
particular, this study focused on how the paregm¢steption of the child’s social and emotional
development and social cognition were perceivethbyparents in the light of having a child
with special needs in the classroom and how thiee&nce impacted the family overall. The
current project used semi-structured interviewsxplore ideas, thoughts, perceptions, and
experiences related to inclusive preschool settings

Emphasizing and understanding parents’ conceralsl draw attention to important
issues that centers could use to more readily peegdbfamilies to provide the highest quality
inclusive setting for children and their familieSocial cognition was measured through

evidence of the child having a greater awarenesshefr children’s needs, while acceptance of

12



others was noted through examples of feeling camaibbe with disabled classmates. Parental
perceptions of preschoolers could provide an ingmpiece of missing literature within the
special education field.

Since inclusion is a fairly recent trend in ptesals, many parents of preschool aged
children have never experienced integration ofdrhit with special needs in their own
childhood, nor have enough knowledge about thecttapfeel prepared in fully supporting
inclusion. According to the National Center forugdtion Statistics, 6.5 million children ages 3
to 21 years of age are currently receiving spesdalcation services. Understanding and
acknowledging perceptions of parents could helfy&hildhood classrooms to better prepare
parents for inclusion, possibly resulting in inced support of the program.

Purpose

The purpose of the current study is to 1) exppaental perceptions and views on
inclusion in an early education setting based enpidirent’s expectations, 2) investigate
involvement and support of parents in inclusivesph®ol classrooms, and 3) examine the

tolerance and comfort level of parents to discpesisl needs with their children.
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Chapter 3: Method

Participants

The criteria to participate in the study werdapbe a parent of a child enrolled in the
center’s three-year-old or four-year-old classraturing the spring 2013 semester and (b) be a
parent of a typically developing child, meaning théld has no individualized education plans
(IEP) on file. Both the three-year-old and fouay®ld classrooms are inclusive classrooms and
had at least one disabled child enrolled at the tirthis study.
Procedure

After IRB approval, letters describing the prajand inviting participation were
distributed in both classrooms and sent home vatihehild by the lead teachers. Letters
included the researcher’s contact information mberested participants. Those who responded
favorably were screened to fit the participanteciét, and then contacted via e-mail or phone to
schedule an interview time. Semi-structured in&we, ranging from 40 minutes to 80 minutes
in length, were conducted by the researcher invaier office space within the child care center
between the dates of April 18, 2013 to May 15, 20Berviews were scheduled based on
participants’ availability. Prior to beginning tirgerview, the researcher discussed the study
and explained the interviews were going to be medr Participants were informed that there is
minimal risk involved in the study and their anssvesere going to be kept anonymous.
Informed consent was signed as permission to kkbgimterview.

Following the framework of Marshall and Rossnia®95), the interviews were

conducted much like conversations to allow theaedeer to explore a general topic to assist in
uncovering the participant’'s meaning perspectivia/erotherwise respecting how the participant

responses. Semi-structured interviews allow fecalvery and elaboration through the use of



several key questions that aide in defining speeaifeas of exploration. Participants had the
flexibility to discuss details that may not havebe@reviously important to researchers.
Participants were asked to describe the classrommomment, specific examples of their
children’s social interactions, their views, expeages, and thoughts regarding inclusion (see
Appendix B). Demographic data was collected atabnclusion of each interview to explore
the type of population that participated. Demograplata included age, gender, race, years of
education, and number of children in the household.

All interviews were systematically recorded arahscribed by the author. Data was
securely stored on a computer in Rivers 169 (peiwdice space in the child development
center) with double password protection, only kndwithe researcher. Once interview
audiotapes were transcribed into text documentdianosoft Word, the audiotapes were
destroyed. Each transcription was assigned a lett@aintain confidentiality throughout the
study. Qualitative data analysis procedures wegga tised to examine experiences, thoughts,
and perceptions of participants.

I nstrument

The interview survey was created by the reseanchade in understanding parents’
perceptions and experiences with inclusive predcbettings (see Appendix B). The questions
were set to broaden knowledge regarding inclusieeghool environments, effects on
nondisabled children, and parental readiness tweartheir children’s questions about
classmates. The gquestions were created to idestdtionships between factors seen in
Bronfenbrenner’s ecological system’s theory (migsbem, mesosystem, exosystem,
macrosystem, and chronosystem). The survey wiastéisted by a committee of three experts in

the field of child development including professagarly childhood teachers, and master’s
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degree child development and family relations sttgle Feedback was utilized to refine the
survey instrument before conducting surveys wittepe. The survey instrument consisted of
guestions relating to each level within the ecatagsystems theory including classroom
environment, parent and teacher relationships, fogeeer interactions, parent support, center
policies, social expectations, children’s reactiand maturation of children. Questions
concerning inclusion asked about experiences, mumsstheir children had, information available
to the families, concerns, weaknesses, and strepgttents perceived. Initial interview
guestions focused on views and beliefs about irausProbing questions followed by open-
ended questions expanded on their child’s attit@delsbehaviors within the inclusive classroom.
Final interview questions centered on inclusiorppredness and supportive or unsupportive
behaviors provided by the center’s staff.
Data Analysis

The researcher used her own lens to analyzeottexzted data phenomenologically. The
researcher has past experience working within gnatupreschool settings as a teacher which
helped to keep objectivity and control biases, ustdading the classroom routine of three and
four year olds and provide skills in conducting thierviews with parents. While reading over
transcripts, underlying complications or supportpestures were discovered in participants’
responses. Key words and similar responses wghdigiited and circled. Units of relevant
meaning were picked from the transcriptions andigeal together into meaningful clusters.
These meaningful clusters were used to determleeart themes. The themes were then
contextualized and described through the resedsctven lens. The focus of the study was not
to measure the frequency of responses, but rattdatermine the meaning of parents’

experiences and explore perceptions and thouglatedeto inclusion. As qualitative research is
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interpretive research, the researcher used hejudgments to identify codes and themes
utilizing guidelines from Creswell (1994).
Preschool Setting

The study was conducted in a Southeastern uitiysrsclusive child development
center. The child development center holds a $tee-child-care license issued by the Division
of Child Development of Health and Human Servieesl is fully accredited by the National
Association for the Education of Young Children (EMC). The center serves as a learning
laboratory for university students studying chikl/dlopment and family relation, birth through
kindergarten education, early intervention, anddclifie. The center also provides observation
experiences for students, as well as practicatlfiraassistant) experiences for graduate
students. The teacher to child ratio in the tlyesr old classroom is one teacher to eight
children. In the four year old classroom the r&gione teacher to nine children. There is a lead
teacher and assistant teacher in each preschastatan, along with university practicum
students rotating in and out of the classrooms mioigte day. The teaching approach is eclectic,
combining developmental and educational theor@s fPiaget, Erikson, Montessori, Reggio-
Emilia, and Vygotsky. Lesson plans and daily noesi are created utilizing Creative
Curriculum.

In the Spring 2013 semester, the three-year+aidfaur-year-old classroom had thirteen
to fifteen students enrolled. Among those, thedhyear old classroom had a student with mild
autism, while the four year old classroom had &akith speech delays and a child with
behavioral issues stemming from an abusive pasé child with speech impediments was taken
out of the classroom twice a week for occupatithatapy sessions. Parents, as well as their

children, may not have noticed these special nbedsause they are not trained in child
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development and because physical limitations atieeably different to the eye. Other children
with special needs followed typical classroom regmients and routine, while requiring special
intervention (from the teacher) based on behavi@attions and/or based on the tasks set for the
class.

The typical day in a preschool classroom atpliticular setting consisted of circle time,
morning snack, free choice center time, outdooesgecfamily style lunch, two hour nap period,
afternoon snack, an afternoon free choice cente,tand an afternoon recess. The Nancy
Darden Child Development Center is open from 7:30@B130pm Monday through Friday,
leaving most children to spend 9 hours in the ctamss every weekday.

The Child Development Center provides child c@erices to local citizens and faculty
members of East Carolina University. The demographthis population includes highly
educated parents, as well as young parents whattereding classes at the University. When
enrolling their child, parents receive informati@yarding the purpose of the child development

center as a place for university students to coneisearch and gain practical experience.
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Chapter 4: Results

The main purpose of the methodology was to exgarent’s perceptions, experiences,
thoughts, and concerns regarding preschool inalusitherefore, the goal of the semi-structured
interview process was to offer parents of presckbatiren without special needs an opportunity
to discuss their philosophies and knowledge ofusion, concerns regarding inclusion, and
situations described by their children. The ini@ms were guided by a number of research
guestions (see Appendix B). To best present thdtse the information gathered will be
presented by the nine categories that surfacedghaut analysis. The categories that will be
discussed in this chapter include the inclusiotogbphy and parental concerns, philosophies
and knowledge of parents, experiences relatedctasion while communicating with their
children, the classroom’s physical environment,apmities to learn about inclusion, strengths
and weaknesses of inclusion, social interactiorghdéiren in inclusive preschools, and parental
involvement in the inclusive classroom.

Seven participants meeting the criteria respondeide letter sent home and agreed to
participate in semi-formal interviews (see Table Ajnong those, six participants (86%) were
mothers, while only one (14%) father agreed tonberviewed. The age of participants ranged
from 32 to 36 years old, with the average age b8hg years. All participants were of
Caucasion race. Five participants are married |7 b%e separated (14%), and one refused to
share (14%). The majority & 5, 71%) of participants did not want to discldseir current
household income. Three participants (43%) disdastrmation about household income,
averaging a household income of $98,000. Oneqgizatit holds an associate’s degree (14%),
three hold doctorate degrees (43%), two hold maskegrees (29%), and one would rather not

say (14%). Six participants (86%) have one childile one (14%) has two children living at



home. Emerging themes from the analyzed datadeatmvironmental factors, social
interactions of the children, parental involvemand support, inclusion philosophies, perceived

inclusion strengths and weaknesses, and pareatdihess.
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Table 1

Description of Participants

. Age of | Disability
Participant| Age #Of Race Marital Income | Education child in
children status
(years) | classroom
$100- Behavioral
Father A 36 1 Caucasian  Married PhD and speech
$150,000 d
elay
: : $100- Mild
Mother A | 35 1 Caucasian Married $150,000 PhD autism
Behavioral
Mother B | N/A 2 N/A N/A N/A N/A and speech
delay
Mother C | 34 1 Caucasian  Married N/A Masters M'.Id
autism
$40- Behavioral
Mother D | 32 1 Caucasian Separateqs Masters and speech
49,000
delay
Mother E 33 1 Caucasian  Married N/A Associates M'.Id
autism
Behavioral
Mother F | 35 1 Caucasiar Married N/A PhD and speech
delay

21



Inclusion Philosophy and Parental Concerns

As a teacher in the three and four year old classs) | feel that there is a great benefit to
providing preschool education to both children veifecial needs and typical children combined
in classes together as peers. The typical studemnte as models for the children with special
needs by inspiring language and creative play. typieal children are gaining understanding
and acceptance, while building values. Thus, | waking for ideas, thoughts, and concerns
from the parents of nondisabled children on inclesiare. With some hesitancy, more than half
of the parents (n = 4, 57%) said if they had th@i@hto select an inclusive classroom or one
without a child with special needs, they would haav&now more information before deciding.
Mother B, a mother of two, said, “it depends onc¢hiéd”, while Mother A claims:

“As long as the balance is good, | am a stromgpstter of inclusion at this age.

| would need to know more before forming an amrabout inclusion for older

children and it is probably child or context degent.”
These examples show researchers that parentsbagerns about inclusion and are hesitant to
agree with inclusion philosophy without knowing manformation on a child with disabilities
enrolled with their child. Parents hold high exja¢ions when enrolling their child in preschool
and look at factors in the classroom to determfitieel childcare center is a good fit for their
family. If parents are educated and encouragéelio with maintaining a well-balanced
classroom environment, then they may be more liteekeep their child enrolled in an inclusive
preschool.
Par ent Philosophies and Knowledge

Despite the fact that the inclusion philosophgpsead well in school systems and higher

education, few parents € 2, 29%) have ever heard of the inclusion philosophlyis reveals
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that parents do not know much about inclusion, Wwisttows a gap in how prepared parents are
when researching child care for their child. Isodun philosophy was explained within the
interview to parents as, “Inclusive classrooms rpooate children with disabilities into a typical
school setting with typically developing childrenAll parents felt it is appropriate for children
at such an early age to be introduced to childrgin special needs and all parents agreed that
preschool inclusion is appropriate. Some exampig@arents’ philosophies included:

“It's important for kids to know not everyonetige same and get to know

special needs children on an individual levehink it helps them become

more compassionate and may be less scared evaad/laround special needs

individuals in the future.” —Mother A

“It is never too early to introduce childrengeople who are different than

themselves. It is important to learn and acdéptrences early on.” —Mother D

and, “I appreciate the fact that the center srifor diversity in the classroom

that mirrors the real world, including diversitycultures and abilities.” —Mother F
Mother D, a separated mother, believed it is apatgtiming, but felt it is hard for the [typical]
child to understand why other children [with spéaeds] may not talk to him or respond. Six
parents (86%) believed their child is able to ustierd limitations of other children to some
extent at the ages of 3 and 4 years old. Mothere@tioned, “I think physical limitations are
probably easier to understand than mental limit&tio These suggestions raised questions about
whether preschool children are cognitively abletderstand why other children are different.
Preschool children may not understand if the cdsteksituations are not explained in a child
friendly and age appropriate manner.

Experiences Related to Inclusive Classroom: Communicating with their Children
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Good communication between a parent and their @nddides excellent modeling and
learning opportunities for a child outside of th@ssroom. While children were spending eight
hours a day in the childcare setting, some sitnatarise during the day that were important for
the children to discuss with their parents. TiMisthers D and F (29%) described situations in
which their child talked to them about a child wéecial needs in their classroom. Parents
heard about varied situations from linguistic speoeeds to behavioral special needs. For
example, Mother D reported, “He (son) has mentianedy in his class who is hard to
understand.” While another Mother F stated, “Weehlaeard about behavioral issues,
screaming, throwing chairs, throwing toys, things khat...” The examples given illustrate
negative behaviors associated with children withcggd needs, apparently affecting the child as
they mentioned it to their parents.

The majority of parent(= 5, 71%) reacted to these questions and stori¢sliking
with their child about respect or treating everypad a friend. A specific example of this is
seen when Mother D said,

“We told him that student has learning disataitthat make him slower

than other kids. My son said he liked him anywaalso told him it is

important to be kind and accept and play witHradhds despite how

they are different.”

The parents reflected that they “did our bestaan that people have differences in
understanding how to be a friend, how to obey rulesThis seems to be a trend in responses;
parents stated they will try the best to explaithtr children as situations arise. When
answering the question, “Were you (or are you) areg to answer the questions related to other

children’s limitations or disabilities in terms yochild could understand?” many parents paused,
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hesitated, sighed, or fidgeted in their chair whitswering which may demonstrate uneasiness
and no confidence in their preparedness. Verydamntsii = 2, 29%) confidently said they
felt prepared to answer their child’s questionatesd to other children’s limitations or
disabilities, whereas most of the paremis G, 71%) “think” they are prepared to explain the
best they could or explain in vague terms. Alltiggrants felt comfortable talking to their child
about their classmates with special needs, “althdhgt can be difficult if | am unaware of what
makes a particular child special needs.” Parerete@mfortable talking with their children, but
need to have confidence to discuss these issweway their child will comprehend.
Classroom Environment in the Child Development Center

The physical environment of the inclusive classraam help or hinder development of
children at the microsystem level of Bronfenbrersecological systems theory. All parents (
= 7, 100%) described that the classroom environtelpis their child meet social and
developmental needs. Mother A states, “Yes, myisam only child, so school is an important
venue for him to learn social skills and how teenatct with other children.” While each parent
acknowledged knowing the child development centes imclusive, three parents (43%)
commented that it was not obvious whether or ndtidn with special needs were actually
enrolled in their child’s classroom at the timelod interview.

“I know the center does enroll special need&lotn... | don’t think

my son’s classroom always has special needdrehiland | don’'t know

if I have been or am aware of all the speciatiseghildren at the center.” —Mother C
Opportunity to Learn about Inclusion: Whose Job isit?

It is the philosophy of the Child Development @grihat children are encouraged to

learn and grow by providing a foundation of devetemtally appropriate experiences where all
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children can succeed in a safe and nurturing enmemt. Teachers believe that each child is a
unique individual and that all children can leafirhe Child Development Center preschool
program provides inclusive settings that recognta&ren’s varied abilities, interests, needs,
and learning styles.

When asked if parents had the opportunity to gagess to information regarding
inclusion, responses varied. Some parants4, 57%) “think” the teachers or directors would
inform them if need be, while other parems=(3, 43%) did not know of any opportunities aside
from asking the teachers or director. Not having @pportunities, none of the participants have
taken any steps to learn more about inclusion or igformation about the disabilities present in
their child’s classroom. Participants were askesiuggest what inclusive classrooms could do
differently to help families be more prepared. WHew parentsn= 2, 29%) did not offer any
suggestions, over half of the parents=(4, 57%) believed that better communication between
teachers, directors, and families would be beredficbpecific suggestions included,

“Informing parents of special needs childrenha tlassroom or

school or some suggestions for how to explaiseéhteeds to my

child... If it's a physical problem with a childéel comfortable

explaining those needs to my child, but | doretintvto make

assumptions about a child’s cognitive, socialptakdevelopment

without more information.” —Mother B
The same Mother B suggested a great idea to emg®w@ommunication within the classroom
and share information between parents in inclusiassrooms, “I would also like to know what
the parents of the special needs child would l&eepts to explain to their child about their son

or daughter.” While other parents suggestednfarmation on specific limitations may be
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helpful, if that can be done without infringing privacy of others, perhaps in a generic way.”,
and “...specific knowledge could be useful in casations with our child.”
Weaknesses of Inclusive Care
Parentsr{= 5, 71%) considered a weakness of enrolling a tylgideveloping child in

an inclusive classroom is neglect and less teaaherfocused on individual children. While
Father A and Mother En(= 2, 29%) stated not noticing any limitations or waasses in the
classrooms, Mother C felt “Learning is hinderedhaslearning environment is not advanced
enough for the [typical] child.” Over half of tlparents i = 4, 57%) stated they have no
concerns when introducing their child to an inchestlassroom because they believe the
teacher’s will appropriately handle situations anllibe able to balance the classroom. For
example, Mother F commented on a behavioral sdnati have no concerns in general... the
specific story about throwing chairs was mildlytdrbing, but we know the teachers are
watching out for the safety of all the childre\lWhen specifically asked, all participants agreed
that staff is able to provide their child with appriate educational and social needs. Three
parents (43%) believed the teachers’ ability t@beé the classroom depends on the types of
special needs that are present and the teachtrdens ratio policy. Even with this balance,
families felt it is important to offer inclusion as

“attending to a special needs child requiredheaattention or was

disruptive to the place where other students wetdeing met physically,

mentally, and developmentally, that said... thia [salance and having

special needs children in the classroom is vdduabMother A
A common concern within inclusive classrooms istéseher’s ability to equally divide his or

her attention to all students. For example, Mathfeand B expressed “...lack of teacher focus
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on all students,” and, “the needs of some childwath or without disabilities] can be
neglected.”
Strengths of Inclusive Care

Most of the parent(= 5, 71%) mentioned acceptance and understanding¢oaie
are different as strengths of enrolling a typicaéveloping child in an inclusive classroom (i.e.,
“...being exposed to the wide diversity of peopl@ider for kids to recognize and appreciate
it...”, “Children learn that not everyone is the sain&..helps them learn about human
differences and to teach them to be acceptindg?grents believe children become compassionate
and caring in inclusive classrooms. Being enroikedn inclusive classroom “can help alleviate
fears of kids and people who are different”.
Social Interactions of Children

When asked what changes participants have notloaat #heir child in the past year,
five parents (71%) noticed maturity and increaset®pendence in their children. All of the
parents were able to describe peer to peer sot@hbictions involving their child playing with
other classmates, sharing, taking turns, and aggtmes together. Parents expect their
children at this age to control their emotions, owmicate with peers, and be friendly and
respectful to others. For example, “I expect hinuse good manners and to be caring and
friendly to his friends and teachers...”, “I want hertreat others with respect and empathy...”,
“I expect my child to be social with other childrand adults, to play well and share.” All of
these expectations are developmentally appropaiadeare aligned with developmental levels
preschoolers should be achieving socially.
Parental I nvolvement in the Classroom

Despite discussing social expectations for thaldoen with teachers, none of the
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parents discussed inclusion or classmates withapsseds with the classroom'’s teacher.
Although no discussions were held regarding childnethe classroom with the teacher, all of
the parents had an opinion regarding whether trmyldwkeep their child in an inclusive
classroom or take them out if given a choice.

The majority of parent(= 5, 71%) reported spending “some” or “limited” times
involved in their child’s classroom, but talk teetteachers or director at points of drop off or
pick up. Parent:(=6, 86%) have discussed the social expectationshblelyfor their son or
daughter with the classroom teacher, while MothéelDit is expected of the teacher to know
appropriate social interactions for preschool aleid Holding high expectations of the teacher
reinforces how trusting families are when enrollihgir children. Parents believe it is the
teacher’s responsibility to incorporate diversiegarning, and communication between families,

while managing the classroom with a balance of @me attention to each student.
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Chapter 5: Discussion, Limitations, and Future Resear ch

Awareness of Inclusion

Overall, the current study added to the existitegditure the perspectives, thoughts, and
experiences of parents of nondisabled childrenusike to experiences and interactions related
to inclusive preschool settings. The study rewk#bat parental perspectives and experiences
with inclusion vary depending upon the type of spleteeds visible in the classroom and the
teacher’s ability to effectively manage the classno Similar to previous studies (Peck et al.,
2004; Rafferty & Griffin, 2005), the majority of pents appear to support inclusion as they
believe children enrolled in inclusive preschodtiags learn compassion, empathy, and respect
for differences.The fact that some participants expressed no cos@rweaknesses regarding
inclusion may be due to the types of special neeilsle in the classroom. At the time of the
study, children with special needs enrolled indlassroom did not have any visible physical
limitations and high teacher to child ratio in tenter helped to ease parents concerns.

The enrolled children, having cognitive and bebial special needs, may have been
harder to notice during the limited times that pésaevere involved in the classroom. The fact
that parents are not aware of children with spewaids enrolled in their child’s classroom could
mean the parents are not highly involved in thestiaom. Parents may be too busy or have
conflicting work schedules, which prevents themmfrioeing involved in their child’s classroom.
Low parent involvement could also be due to th& lac/olunteer opportunities provided by the
child care center. Other possibilities that paeme not aware of specific children with special
needs enrolled in the preschool could be that @feid is not directly affected by the peer with
special needs or perhaps cognitive disabilitiesnydical disabilities attribute different factors

to classroom environments. Future research woetd mo be conducted to compare the effects



of physical disabilities versus cognitive disaekt present in classrooms.
Addressing Type of Disability

Preschool children may not have questions regatdmtations in the classroom setting,
but one participant mentioned questions their dnwddd when out in public witnessing physical
handicaps. Again, this reinforces that physicaaMilities may be more noticeable to the eye,
therefore peaking the curiosity of children mordfsan cognitive disabilities.

Children at this age are more likely to recogmphgsical limitations, but not behavioral.
It has to be addressed and explained by a teadiear imappropriate behavior takes place in the
classroom. Parents raised questions about whetbeschool children are cognitively able to
understand why other children are different. Hrestchildren are able to understand, but may
not comprehend differences if situations or behavave not explained in a child friendly and
age appropriate manner by a teacher or parens shimws a gap in education that child
development centers could potentially fill by prdivig the tools and resources to assist families
in explaining special needs in a way that preschbdiren will understand. For example,
preschool children may respond better and compretemrsity when the topic is approached
through play situations or simple explanations gishild friendly terms rather than having a
formal discussion with their parents. Overall,grds expressed the importance of teaching their
children to acknowledge and understand diversity.
Micro- and Meso-systems and Communication

Parents are comfortable talking with their childreat need to have confidence to
discuss these issues in a way their child will coghpnd. It is unclear who is responsible for
preparing and teaching parents how to appropridi@hgle situations with their children. The

parents could take initiative, although as mentibearlier parents believed it is the teacher’s
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responsibility. The child care center or the alasm teacher could be proactive in encouraging
parents’ initiatives by providing education, comnuaing effectively, or creating opportunities
to support diversity in developmentally appropriateys.

Social stigmas attached to disabilities playla no forming an individual’s perceptions
and experiences. Parents may not hear or assetiaies about positive accomplishments or
interactions with children with special needs. Tlegative stories may be more pertinent in the
parent’s memories due to the social stigma attatinegdecial needs and the emotional reaction
an individual has towards unacceptable behaviBsitive stories may get lost as parents tend
to focus on their own child’s accomplishments. @mynities for children, with and without
special needs, and their families to share thesqgral stories within the classroom setting could
be beneficial in encouraging an acceptance of gityer This would provide families with
information that was acceptable to share and désetthout having to create assumptions about
other children. These social policies and famibries put in place by the child care center fall
into the child’s exosystem, which systematicallfigefs the child’s development as stated by
Bronfenbrenner (1976).

Concerns and Benefits

Another common concern within inclusive classroasrke teacher’s ability to equally
divide his or her attention to all students. Tdoscern could fluctuate between classroom
settings, as each classroom is unique and cetddren may require more attention depending
upon the degree of their disability. Further reske@ould be conducted to examine the amounts
of time actually spent with individual children pmeschool classrooms, with or without special
needs, to determine whether or not this is a \@aicern.

Despite concerns, parents also noted benefitschfsion. One benefit of having a child
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enrolled in an inclusive classroom is that the mmment “can help alleviate fears of kids and
people who are different”. Children may develompassion and caring due to the situations
experienced within the comfort of a classroom wleeteacher is able to explain and teach the
child about human differences. These findings supmrevious studies that found the same
context of strengths within inclusive elementartisgs (Peck et al., 2004).
Highlighted Role of a Teacher

In addition to the perceived benefits of inclusiparents also hold teachers accountable
for creating an appropriate environment to encaeiggimal development for their child.
Parents place high amounts of trust in the teadtwdisving that their children are being cared
for properly. Before enrolling in a preschool, grais look at factors in the classroom to
determine if the childcare center is a good fittfagir family. Determining factors could be the
age range of the children, the teacher to studsiat, the teachers’ education level, the severity
of a child’s disability, the typical child’s mattyilevel, the classroom organization, or the
relationship between the parents and the teadhather research needs to be conducted to
establish which deciding factors truly have andften whether or not a parent enrolls their child
into a specific program. These dependent factgupart the importance of communicating with
families and preparing them for inclusion. If paieare educated and encouraged to help with
maintaining a well-balanced classroom environmiyet) they may be more likely to keep their
child enrolled in an inclusive preschool.

Once enrolled, parents talked to the teacheystadmcial expectations they held for their
children at preschool age, but did not discussiapeeeds with staff members. The study shows
that parents do want to know more about speciadsieParents feel knowing what types of

special needs were in their child’s classroom wanéke them more comfortable talking to and
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educating their own children when they had questiddowever, parents believe it is the
teacher’s responsibility to incorporate diversiearning, and communication between families,
while managing the classroom with a balance of @me attention to each student. One way
around legalities and privacy acts would be totaskfamily with the child with special needs to
share their story with the class. Providing parevith opportunities to volunteer and
encouraging family participation in the classroatting may increase involvement, which in
return would enhance overall parental support efcthld care center. Programs and
information could be created for families to promanhderstanding and encourage
communication between preschool staff, familieg] emldren. These social policies and family
stories put in place by the child care centerifafl the child’s exosystem, which systematically
affects the child’s development as stated by Bramfenner (1976). Preparing families and
children without disabilities could be equally b&ai@l as preparing children with special needs
for the transition into an inclusive classroom. dAscussed before, high parental support and
involvement is crucial in providing the child widptimal educational opportunities and in
continuing the business of a successful child carger.
Limitations

The one on one interviews provided specific riten on experiences of parents whose
child was in an inclusive preschool classroom apecific research based child care center. The
children’s experiences were filtered through thespectives of parents, which was then filtered
through the lens of the researcher. Individuaépts hold different perceptions of situations and
these perceptions could be skewed as their chilahi@nact one way in school and completely
different at home. A high level of care providedtbachers and the classroom ratios created a

unique situation where disability was not “visibledr interfered with the normalcy of the child
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care environment.

While sharing their perceptions, parents maythgsio express negative concerns due to
societal beliefs and values of how individuals dddeel about children with disabilities.
Responses could have been skewed by a need toegpenses viewed as socially acceptable. It
may be difficult for the parents to acknowledgeirtibgyn negative emotions about inclusion.
Although responses remained anonymous, parentsmitiatyold important aspects of their
perceptions if they feel it will cause them to beked down upon. It may be possible that those
with more pleasant experiences with inclusion orermmositive attitudes regarding inclusion
were more likely to take the time to be interviewed

Unfortunately, the current study had an extrenh@lyresponse rate at twenty-three
percent. This is especially surprising becausengwollment of the child development center,
parents are aware that research is regularly céedwand it is a possibility they will be asked to
participate. In the future, an incentive to pajptmts could have offered a better response rate.
Also, the timing of recruitment fell right duringchaotic time as the end of an academic
semester was approaching. Being part of the usityezaused timing conflicts as participants
who are professors, advisors, or students hadle@adneduling an hour and a half interview.

Lastly, due to geographical reasons, the samplenithis study may not be
generalizable to parental perceptions in othersaréagh income level parents are not a general
population and were unique to the specific settihtiis study. All inclusive preschools are
unique as they have different parent populatiomscauld have a variety of different disabilities
in the classroom. It would be interested to explbie perceptions, thoughts, and concerns of
parents at other child care centers with lower gtangs, different parent populations, or

different types of disabilities in the classroom.
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Despite these limitations, this study added#field of research in ways that support
inclusion as it is showed similar results of otkeerdies, parents seeing inclusion as building
compassion, empathy, and understanding of diffe@entpeers specifically in preschool
settings. The study illustrates parental percegtiavhich allows inclusive centers to understand
the parents of nondisabled children and bettergseefhem for inclusion. Parents want more
information and education available to them. Taalsld include, but are not limited to,
increased communication with teachers, involvemetitin the classroom, understanding
disabilities, and being able to explain disabisitte a young child. Creating brochures,
workshops, or programs to teach parents aboutsimiutypes of disabilities present in their
child’s classroom, and child friendly language &dghwith understanding may assist in
preparation and increase parental support andmressli
Future Research

Due to a low response rate from fathers, the ctigterdy was unable to compare mother
and father responses. Future studies could imatstpaternal perceptions versus maternal
perceptions regarding inclusion. This could braoghfurther into how different parenting
styles perceive and handle situations regardingrdity and limitations.

Further research could be conducted to exammartiounts of time teachers actually
spent with individual children in preschool classres, with or without special needs. Research
could validate whether or not time and attentiotaken away from certain children and reasons
behind the teachers division of time. The curstatly suggested that parents hesitate when
deciding which child care center to enroll theiilain, when it comes to an inclusive
environment. Future research could further examinieh factors are relevant in contributing to

a parent’s decision to enroll a child into a sgeg@fogram.
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Practical | mplementation

As participants in the current study held higpeptations on teachers to inform families
and maintain a classroom balance, future studielsl @xamine teacher perceptions or
preparedness for managing an inclusive preschassebom. Using these results, researchers
could create preparation programs or family edoogtrograms to teach families how to
communicate effectively with their nondisabled dhéin. These programs would also need

further research to test their effectiveness amhgeva
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APPENDIX A: INSTITUTIONAL REVIEW BOARD (IRB) APPROVAL

EAST CAROLINA UNIVERSITY

University & Medical Center Institutional Review Board Office
4N-70 Brody Medical Sciences Building- Mail Sto 268

600 Moye Boulevard - Greenville, NC 27834

Office 252-744-2914 - Fax252-744-2284 - www.ecu.edu/irb

Notification of Initial Approval (Committee)

From: Social/Behavioral IRB
To: Erica Maine

CC: Natalia Sira

Date: 4/18/2013

UMCIRB 13-000159
Parental Perceptions of Inclusive Classrooms

Re:

| am pleased to inform you that at the convenedtimgen 3/20/2013 2:00 PM of
Social/Behavioral IRB, the committee voted to apprthe above study. Approval
the study and the consent form(s) is for the peoio¢f/14/2013 to 3/20/2014.

The Social/Behavioral IRB deemed this study MinifRak.

Changes to this approved research may not betetti@ithout UMCIRB review
except when necessary to eliminate an apparent diatechazard to the participant.
All unanticipated problems involving risks to paipiants and others must be
promptly reported to the UMCIRB. The investigatanshsubmit a continuing
review/closure application to the UMCIRB prior teetdate of study expiration. The
investigator must adhere to all reporting requiretador this study.

The approval includes the following items:

Name Description ModifiedVersion

Demographic SurvepHistory Surveys and Questionnaires 2/1/2003D1

Erica Maine ThesiHistory SwdY Protocol or Grant 2/1/2013 0.01
Application

Informed Consent Consent Forms 3/13/201:0.03

Form | History

Interview Questions Interview/Focus Group

Script | History Scripts/Questions 2/1/2013 0.01

Letter to ParentfHistory Recruitment Documents/Scripts 3/13/201:0.04




The following UMCIRB members were recused for ressof potential for Conflict
of Interest on this research study:

None

The following UMCIRB members with a potential Caaflof Interest did not attend
this IRB meeting:

IRBO0O000705 East Carolina U IRB #1 (Biomedical) IGB000418
IRBO0003781 East Carolina U IRB #2 (Behavioral/S&3G0000418
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APPENDIX B: INTERVIEW INSTRUMENT

Informant #:

Time/Date of interview:
Interviewer:

Possible prompts to clarify or expand:
-What do you mean?

-Can you give me an example of that?
-How so?

-In what way?

-What was that like for you?

-Tell me a story

Explain that the interview will be recorded, butiaformation will be kept confidential. If at any
point they feel uncomfortable they can refuse t®aaaT a question or leave the interview at any
time without penalty.

You responded to a letter sent home about resé@ioly conducted on parent’s perceptions of

preschool classroom environments within the NancR&den Child Development Center.
Could you tell me about your involvement in youild!s classroom?

Within the last year, what changes have you notiegaur child’s behavior? Has your child
expressed different eating, sleeping, playing,amnmunication habits?

Tell me about the social expectations you havedaoir child at this point in their life.

Have you talked to your child’s teacher about tresgeectations?

Do you feel the classroom environment is helpingrychild meet these expectations?

Could you give me an example of your child’s soaiéractions with their peers?



Do you feel it's appropriate for children at suchearly age to be introduced to special needs
children? Is it too early or too late? Tell me aogaur philosophy.

Have you ever heard of the inclusion philosophyiP e what you know.

Inclusive classrooms incorporate children with Hikes into a typical school setting with
typically developing children. Were you aware thair child is enrolled in an inclusive
classroom?

Do you have the opportunity to gain access to médron about inclusion in your child’s
classroom? If yes, how so?

Have you taken any steps to learn more about ilmciu® gain information about the disabilities
present in your child’s classroom?

Do you feel comfortable talking to your child abdloeir classmates with special needs?

Has your child had burning questions to ask yoerdfeing introduced to a classmate with
limitations or special abilities?

Tell me about a time your child has talked to ybouwt a classmate with special needs or any
stories about behaviors they have withessed icldssroom.

What was your reaction and how did you respontiése questions/stories?

Were you (or are you) prepared to answer the questielated to other children’s limitations or
disabilities in terms your child could understand?
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Have you talked to your child’s teacher about ychild’s questions/stories about their classmate
with special needs?

What were your concerns (or what would be your eom) when a special needs child was
introduced to your child’s classroom?

Do you think your child is able to understand latibns of other children?

Do you feel that having your child in an inclussetting, staff is able to provide your child with
appropriate educational and social needs? How so?

What could your child’s classroom do differentlyttelp your family be more prepared or more
supportive of inclusion?

What do you believe are some strengths of enroditgpically developing child in an inclusive
classroom?

What do you believe are some weaknesses of ergaligpically developing child in an
inclusive classroom?

If you had a choice to select, would you selec ttassroom for your child or another one,
without a special needs child enrolled?

Is there anything else you would like to mentioatthhaven't asked about?

Thank them for their time, then give them a delbmggind see if they have any questions.
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APPENDIX C: RECRUITMENT LETTER

Dear Participant,

| am a graduate student at East Carolina University’s Department of Child Development and
Family Relations. | am asking you to take part in my research study aiming to investigate
parental perceptions of the environment within preschool classrooms in the Nancy W. Darden
Child Development Center (NDCDC). By conducting this research, the research team would like
to learn more about preschool classroom environments and how to provide the most support for
families. Your participation in this study is completely voluntary and will not influence your
child’s standing within the NDCDC.

You are being invited to take part in this research because your child is enrolled in a preschool
classroom at the Nancy W. Darden Child Development Center. The amount of time it will take
you to complete this study is approximately an hour and a half. Data will be collected via face-
to-face interviews with the principal investigator. Interviews will be conducted in a private office
space at the Nancy W. Darden Child Development Center, at a time convenient to you. For data
collection, interviews will be audio-recorded and transcribed for coding. However, the
information you provide will not be linked to you in any way as the transcriptions will change
names and identifying information. Therefore, your responses cannot be traced back to you by
anyone. The audio recordings and transcriptions will be kept in a locked filing cabinet and on a
double password protected computer only the researcher has access to. Audio tapes will be
erased upon completion of the researcher’s thesis defense (approximately December 2013).
You will also be asked to complete a demographic survey. The demographic surveys are coded
to each interview script. Only the principal investigator has access to this coding list. All of this
information will be shredded upon completion of thesis defense as well.

If you have questions about your rights as someone taking part in research, you may call the
UMCIRB Office at phone number 252-744-2914 (days, 8:00am-5:00pm). If you would like to
report a complaint or concern about this research study, you may call the Director of UMCIRB
Office, at 252-744-1971.

You do not have to take part in this research, and you can stop at any time without penalty. If
you decide you are willing to take part in this study, please continue by emailing the principle
investigator at mainee07@students.ecu.edu or calling the principle investigator at (336)782-

6850 to schedule an interview time.

Thank you for taking the time to participate in my research.
Sincerely,

Erica L. Maine, Principal Investigator
Dr. Natalia Sira, Research Adviser



APPENDIX D: INFORMED CONSENT
Title of Research Study: Parental Perceptions of the Environment within Preschool Classrooms
Principal Investigator: Erica L Maine
Institution/Department or Division: East Carolina University Child Development and Family Relations
Address:2008 Tower Place Apt. H Greenville NC 27858

Telephone #: (336)782-6850

Researchers at East Carolina University (ECU) sprdplems in society, health problems, environmenta
problems, behavior problems and the human condit@uar goal is to try to find ways to improve the
lives of you and others. To do this, we need tip bf volunteers who are willing to take part in
research.

Why isthisresearch being done?

The purpose of this research is to learn how pandgatv preschool classroom environments and provide
feedback to create tools to increase classroomosypghich would allow children to develop to their
fullest potential The decision to take part in this research is ytmraake. By doing this research, we
hope to learn how preschool classrooms can creaipgortive environment for families.

Why am | being invited to take part in thisresearch?

You are being invited to take part in this resedrebause you are a parent of a child enrolled in a
preschool classroom at the Nancy W. Darden Childeldpment Center (NWDCDC). If you volunteer
to take part in this research, you will be onelodwt 15 people to do so.

Aretherereasons| should not take part in thisresearch?
| understand | should not volunteer for this study if | am under 18 years of age or do not have a child

enrolled in a preschool classroom at the Nancy W. Darden Child Development Center.

What other choices do | have if | do not take part in this research?

You can choose not to participate.

Where is the research going to take place and how long will it last?

The research procedures, semi-structured interviews, will be conducted at the Nancy W. Darden Child
Development Center in a private office space. You will need to come to the preschool office, Rivers 171,
located in the child development center one time during the study. The total amount of time you will



be asked to volunteer for this study is an hour and a half during the time you schedule with the principal
investigator.

What will | be asked to do?

You are being asked to do the following: If you wish to participate in the study, you will be answering
interview questions one-on-one with the researcher. The one-on-one interviews will be audio recorded
for later transcription. Questions in the interview will ask about your views on preschool classroom
environments, your child’s behaviors, and your expectations for your child. You will then be asked to fill
out a demographic survey at the conclusion of the interview.

What possible harms or discomforts might | experience if | take part in the research?

It has been determined that the risks associated with this research are no more than what you would
experience in everyday life.

What arethe possible benefits| may experience from taking part in thisresearch?
We do not know if you will get any benefits by taking part in this study. This research might help us

learn more about preschool classroom environments and how to provide the most support for families.
There may be no personal benefit from your participation but the information gained by doing this
research may help others in the future.

Will | be paid for taking part in this research?

We will not be able to pay you for the time you volunteer while being in this study.

What will it cost me to take part in this research?

It will not cost you any money to be part of the research.

Who will know that | took part in thisresearch and learn per sonal infor mation about me?
To do this research, ECU and the people and organizations listed below may know that you took part in

this research and may see information about you that is normally kept private. With your permission,
these people may use your private information to do this research:
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e The research supervisor, Dr. Natalia Sira, may use your information as she oversees your wellbeing
during the research.

How will you keep the information you collect about me secure? How long will you keep it?

Demographic surveys, transcriptions, and audio recordings will be kept in a locked filing cabinet.
Interview recordings will be erased and computer files will be deleted upon completion of the
researcher’s thesis defense (approximately December 2013). Surveys and interview recordings will be
kept in a locked filing cabinet, while interview transcriptions will be kept on a computer under double-
password protected files. All transcribed interviews and demographic surveys will be coded with no
identifying factors attached. Transcriptions will include name changes to prevent identification. Paper
information will be shredded upon completion of the researcher’s thesis defense (approximately
December 2013).

What if | decide| do not want to continuein thisresearch?
If you decide you no longer want to be in this research after it has already started, you may stop at any

time. There will be no negative consequences for stopping. Your child’s standing within the Nancy W.
Darden Child Development Center will not be influenced.

Who should | contact if | have questions?
The people conducting this study will be available to answer any questions concerning this research,

now or in the future. You may contact the Principal Investigator at (336)782-6850 (days Monday
through Friday, Hours 1:00pm- 8:00pm)

If you have questions about your rights as someone taking part in research, you may call the Office for
Human Research Integrity (OHRI) at phone number 252-744-2914 (days, 8:00 am-5:00 pm). If you would
like to report a complaint or concern about this research study, you may call the Director of the OHRI, at
252-744-1971.

| have decided | want to take part in this research. What should | do now?

The person obtaining informed consent will ask you to read the following and if you agree, you should
sign this form:

e | have read (or had read to me) all of the above information.
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e | have had an opportunity to ask questions about things in this research | did not understand
and have received satisfactory answers.
e | know that | can stop taking part in this study at any time.
e | know that by choosing to participate or to stop participating does not influence my child’s
standing within the Nancy W. Darden Child Development Center.
e By signing this informed consent form, | am not giving up any of my rights.
e | have been given a copy of this consent document, and it is mine to keep.

Participant's Name (PRINT) Signature Date

Person Obtaining Informed Consent: | have conducted the initial informed consemigess. | have
orally reviewed the contents of the consent documith the person who has signed above, and
answered all of the person’s questions about theareh.

Person Obtaining Consent (PRINT) Signature Date
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