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Abstract

This study is a preliminary exploratory investigation into teachers’ 
perceptions of both the challenges involved in integrating children 
with behavioural problems and potential strategies that may be 
used to deal with those problems. There were two separate but 
related phases: Phase One was the creation of the Teachers’ Per-
ceptions of Successful Integration (TPSI) survey; Phase Two was 
an initial test of the survey on 53 teachers. Based on Phase Two, 
results indicate that uncontrollable, dangerous behaviour and time 
demands placed on the teacher were the most challenging aspects 
of integrating this student group. Successful strategies included 
creating structured classrooms with positive atmospheres, hav-
ing expectations that are known to the child, actively involving 
the child in the intervention program, establishing relationships 
of trust between students and teachers, and providing adequate 
teacher training in the area of behaviour disorders. Identifi ed un-
successful strategies were yelling at the child and expulsion. Edu-
cational implications of the study are discussed. 
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Regular classroom teachers are increasingly responsible for the education 
of students with a variety of special needs, including students with behavioural 
disorders (e.g., Bradshaw, 2001; Esperat, Moss, Roberts, Kerr, & Green, 1999; 
Kavale, 2002). These teachers will typically fi nd themselves in one of three 
situations: (a) the mainstreamed classroom, in which special needs students are 
educated in the regular classroom, but may be “pulled out” to attend special 
education classes (Bennett, Dworet, & Daigle, 2001; Marschark, Young, & 
Lukomski, 2002; Rosenberg, Wilson, Maheady, & Sindelar, 1997); (b) the in-
clusive classroom, in which special needs students are educated exclusively in 
the regular classroom, and teachers have access to additional resources (such 
as teacher’s assistants) to manage special needs (Coots, Bishop, & Grenot-
Scheyer, 1998; Marschark et al., 2002; Praisner, 2003; Wilson, 1999); or (c) 
the integrated classroom, in which special needs children are educated in the 
regular classroom, but the teacher is not provided with additional resources to 
manage special needs (Avramidis & Norwich, 2002; Marschark et al., 2002). 
While the fully inclusive classroom may be an ideal situation (Kavale, 2002; 
Praisner, 2003), the reality for many teachers may well be a policy of integra-
tion (e.g., Steele, 2007).

Successful integration of students with special needs requires that teach-
ers hold positive attitudes toward both special needs students and a policy of 
integration (e.g., Dyson & Zhang, 2004; Jordan & Stanovich, 2004). While 
several studies (e.g., Esperat et al., 1999; Opdal, Wormnæs, & Habayeb, 2001; 
Pearman, Barnhart, Huang, & Mellblom, 1992; Soodak, Podell, & Lehman, 
1998) address teachers’ perceptions of integrating students with special needs, 
they tend to classify all students with exceptionalities as a homogenous group 
and, therefore, fail to provide for distinctions that may exist between sub-groups 
of exceptional students. However, a review of relevant literature by Avramidis 
and Norwich (2002) suggests that teachers’ attitudes toward integration are 
strongly infl uenced by, among other factors, type and severity of exceptional 
characteristics of the students. In particular, teachers appeared most negative 
towards students with emotional and behavioural problems, especially if those 
problems were severe.

Avramidis and Norwich (2002) found teacher characteristics were of 
little use in predicting attitudes toward integration of special needs students. 
Rather, characteristics of the students and perceptions of available resources 
and support were related with teachers’ perceptions of the usefulness of inte-
gration. We suggest from this research that the two factors may interact. That 
is, students with severe behavioural or emotional problems require more in-
structional and managerial resources than do students with more physical or 
sensory problems. For example, Avramidis and Norwich found that teachers 
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were more likely to have positive attitudes toward integration of students with 
mild-to-moderate physical or sensory problems (also see Clough & Lindsay, 
1991; Soodak et al., 1998). When confronted with extreme behavioural disor-
ders, teachers may experience a process of initial hostility toward integration 
(because they perceive the problems as severe and demanding) fuelled by a 
lack of resources within the school system to provide adequate strategies for 
dealing with behavioural problems (Avramadis & Norwich, 2002).

This hypothesis is reinforced by Soodak et al. (1998), who found that 
higher teacher effi cacy was related with more positive attitudes toward inte-
gration, and that teachers became more hostile toward integration with experi-
ence. So, teachers who could more effectively deal with behavioural problems 
were more likely to hold positive attitudes toward integration, but, perhaps, the 
general lack of available strategies and resources infl uenced teachers in gen-
eral to hold increasingly negative attitudes toward integration. Similar results 
were found by Weisel and Dror (2006), whose study of Israeli teachers’ at-
titudes found teacher effi cacy and school climate to infl uence attitudes toward 
integration. Once again, it appears that teachers with more effective strategies, 
and more support from the school system for dealing with behavioural prob-
lems, hold more positive attitudes toward integration. Winter (2006) found that 
Northern Irish teachers felt they were poorly prepared to deal with integration, 
and Kavale (2002) found that U.S. schools do not yet have the appropriate 
accommodations to allow for effective inclusive education. The prevalence of 
such fi ndings have led several authors in numerous countries (e.g., Angelides, 
Stylianou, & Gibbs, 2006, and Koutrouba, Vamvakari, & Steliou, 2006, in Cy-
prus; Bradshaw, 2001, in Australia; Kavale, 2002, in the United States; Mo-
berg, 2003, in Finland; and Winter, 2006, in Ireland) to suggest that integration 
policies should focus on the development of positive attitudes in teachers and 
teacher training that involves the dissemination of specifi c strategies for deal-
ing with specifi c problems, such as behavioural disorders.

Teachers’ attitudes toward integration are important not only because 
positive attitudes can provide the motivation for pursuing successful strate-
gies, but also because teachers’ attitudes can affect students’ attitudes. For 
example, students will tend to hold negative attitudes toward integration if 
teachers do (Roberts & Lindsell, 1997); alternatively, if teachers have positive 
attitudes toward integration, students are more likely to see integration as posi-
tive and helpful (Pearman et al., 1992). That is, teachers are likely to infl uence 
students through their interpretation of institutional values and expectations 
(e.g., Dodge et al., 2003; Soodak et al., 1998). However, instilling positive 
attitudes in teachers may not, in itself, be effective in promoting integration, 
unless the teachers are also equipped with the appropriate behavioural skills to 
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deal with students who have behavioural disorders (see Bandura, 1997; Fish-
bein & Ajzen, 1975; Fisher & Fisher, 2002). Therefore, attempts at creating an 
environment conducive to the integration of children with behavioural disor-
ders should focus on the specifi c challenges faced by teachers and the specifi c 
strategies teachers can use to overcome those challenges.

Existing research provides some information about the challenges faced 
by teachers when dealing with problematic behaviours. These challenges 
can be roughly placed in three categories: (a) general behavioural issues, (b) 
educational issues, and (c) social issues. General behavioural issues include 
uncontrollable disruptive behaviour in the classroom and acting out (Rosen-
berg et al.,1997), talking back to the teacher (Ogden, 2001), and rule-break-
ing behaviour (including, but not limited to, delinquency, disorderly conduct, 
substance abuse, and possession of weapons; Connor, 1994, Rosenberg et al., 
1997). Educational issues include diffi culty maintaining student interest (Cole-
man, 1996), inability to follow directions, and distractibility (Bullock, Zagar, 
Donahue, & Pelton, 1985). Social issues include displays of anti-social behav-
iour towards other students such as bullying, intimidating or threatening others 
(Coleman, 1996), fi ghting, and arguing (Ogden, 2001).

Similarly, the existing research suggests a number of strategies teachers 
may use to deal with the challenges posed by students with behavioural disor-
ders. These strategies include fl exible learning, peer support/tutoring, activity-
based learning, facilitating friendships, modifying the curriculum and teacher 
expectations, using teacher’s aids (educational assistants; Soto, Müller, Hunt, 
& Goetz, 2001), cooperative learning groups, and cooperative teaching strate-
gies (Bauwens, Hourcade, & Friend, 1989; Block & Zeman, 1996; Pearman 
et al., 1992; Soodak et al., 1998; Wilson, 1999). Strategies for integrating stu-
dents with behavioural disorders can be roughly divided into ten categories: (a) 
segregated classrooms, (b) teacher training, (c) classroom structure, (d) inter-
personal skills training, (e) teaching techniques, (f) parental involvement, (g) 
reward systems, (h) student involvement, (i) punishment, and (j) therapeutic 
interventions such as drug therapy (Astor, 1998; Bauwens et al., 1989; Cole-
man, 1996; Kavale, Forness, & Bender, 1998; Rosenberg et al., 1997; Wil-
son, 1999). A more complete description of known challenges and strategies is 
available from Williams (2003).

In practice, teachers may use a wide variety of these strategies. Some 
are well-researched and known to be effective, such as direct instruction (e.g., 
Lingo, Slaton, & Jolivette, 2006; White, 1988) and functional assessment (e.g., 
Carr et al., 1999; Elliott, Witt, Kratochwill, & Stroiber, 2002; Lane, Umbreit, 
& Beebe-Frankenberger, 1999). Other strategies have been well-researched 
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and found to be ineffective, such as expulsion and suspension (e.g., Dishion, 
McCord, & Poulin, 1999; Hemphill, Toumbourou, Herrenkohl, McMorris, & 
Catalano, 2006). Still other strategies, such as simply yelling at students, may 
have received little or no research attention. It is important to consider a variety 
of strategies because teachers’ perceptions of the effectiveness of a given strat-
egy may differ from the strategy’s effectiveness as determined by research. 
In particular, general education teachers are less likely than special education 
teachers to use well-researched and empirically validated strategies (Gagnon 
& Maccini, 2007; Maccini & Gagnon, 2006).

The current study is a preliminary investigation into teachers’ percep-
tions of both the challenges involved in integrating children with behavioural 
problems and potential strategies that may be used to deal with those prob-
lems. To this end, we designed an instrument to measure teachers’ perceptions. 
Therefore, the current study is divided into two separate but related phases: 
Phase One was the creation of the Teachers’ Perceptions of Successful Integra-
tion (TPSI) survey; Phase Two was a pilot of the survey that provided some 
preliminary data concerning teachers’ perceptions of the challenges and strate-
gies involved with integrating students with behavioural problems. Because of 
the exploratory nature of the study, we did not make specifi c predictions.

Method

Phase One

Participants. Five teachers individually participated in semi-structured 
interviews.  All participants were teachers from the same primary public school 
(K-6) located within a large district school board. The sample consisted of one 
male general education teacher, three female general education teachers, and 
one female special education teacher. Since the focus of this study was to de-
termine general educators’ perceptions of integrating students with behaviour 
disorders, more general educators were interviewed in order to verify relevant 
successes and challenges.  One special education teacher was interviewed to 
identify issues held by a teacher with progressive attitudes towards integration, 
and to identify some successful strategies for integrating children with behav-
iour disorders into the general education setting.  Each participant had a mini-
mum of fi ve years teaching experience to ensure that a wide breadth of experi-
ence was drawn upon. All of the teachers indicated that they had previously 
educated at least one student with a behaviour disorder in their classroom.
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Interview Questions. Semi-structured interviews were used to determine 
teacher’s perceptions of the unique challenges that children with behaviour 
disorders create in the general education classroom and the strategies that 
teachers employ to foster successful integration. A semi-structured interview 
technique was used to ensure that the topics raised by the teacher could be 
explored, while at the same time maintaining a focused conversation. The in-
terview questions were generated on the basis of issues raised in the literature 
concerning the integration of exceptional children in the general setting and 
tailored to include students with behaviour disorders. The interview was de-
signed to assess teachers’ general opinions towards the concept of integrating 
students with behaviour disorders in the general education setting, the factors 
that affected teachers’ willingness to integrate, the specifi c challenges that stu-
dents with behaviour disorders bring into the general educational setting, and 
the strategies that teachers use to address these challenges. Sample interview 
questions included “How do you feel towards the concept of integrating chil-
dren with special needs into the general education setting?” and “What are 
some successful strategies for integrating children with behaviour disorders 
into the general education setting?”1

Interview Procedure. Participants were contacted by telephone and 
asked to participate.  Interviews occurred within the school at a time that was 
convenient for the teachers.  All contacted teachers agreed to participate in the 
interview process. Each interview lasted approximately 30 minutes and was 
audio-recorded to allow for a naturally fl owing conversation.  The interviews 
were then transcribed and subjected to content analysis. To ensure reliability, 
two independent raters analyzed the transcripts for relevant themes. Themes 
identifi ed by both raters were combined to form a survey that assessed teach-
ers’ perceptions of the challenges of and strategies for integrating students with 
behaviour disorders into the general educational setting.  The resulting survey, 
Teachers’ Perceptions of Successful Integration (TPSI), was administered dur-
ing Phase Two of this study and is discussed in more detail below.  

Phase Two

Participants. The TPSI was completed by 53 teachers (14 males = 26.4%; 
38 females = 71.1%). Of these, 51 (96.2%) indicated having previously taught 

 1 The complete list of questions used in the semi-structured interview phase is 
available on request from the authors.
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a student with a behaviour disorder; only 2 teachers (3.8%) had never taught 
a student with a behaviour disorder. Teachers in our sample had taught an av-
erage of 14.5 years (SD = 10.2 years).  All teachers reported having taught 
both general and special education, although the term special education was 
not precisely defi ned. Teachers averaged 13.3 years (SD = 9.9 years) teaching 
regular education and 6.6 years (SD = 6.7 years) teaching special education. 
About 26.9% of teachers were currently teaching K to Grade 5 and 73.1% of 
teachers were currently teaching Grades 6 to 8.

Procedure. Two hundred copies of the survey package were distributed 
to Principals within a large district school board, which was distinct from the 
school board that participated in Phase One. Principals then distributed the 
packages to the teachers in their respective schools. Fifty-three completed sur-
veys (response rate: 26.5%) were returned in a sealed, unmarked envelope 
provided by the researcher. The survey package consisted of the TPSI and an 
information sheet/feedback letter.

Instrument. The Teachers’ Perceptions of Successful Integration (TPSI) 
survey was designed to investigate teachers’ perceptions of integrating students 
with behaviour disorders into the regular education setting, with particular at-
tention to perceived challenges and integration techniques. The TPSI survey 
consisted of three sections. Section A is composed of demographic questions, 
including gender, general teaching experience, experience teaching special 
education, experience teaching general education, current grade level taught, 
and previous grade levels taught. Section B asked teachers to rate the effective-
ness of 61 integration strategies (e.g., ensuring students sit at desks while les-
sons are being taught). Perceptions were reported using a 5-point Likert scale, 
where 1= Very Ineffective, 2= Somewhat Ineffective, 3= Neither Effective Nor 
Ineffective, 4= Somewhat Effective, 5= Very Effective. Participants also had 
the option of selecting a Not Applicable/ Have Not Used response, which was 
treated as missing data during the analyses. In the results section, effectiveness 
ratings were reported only if the teacher had used the relevant strategy.  Finally, 
section C asked participants to indicate how demanding they perceived the 
challenges of integrating students with behaviour disorders to be. Responses to 
the 25 items were made on a 5-point Likert scale, where 1= Very Undemand-
ing, 2= Somewhat Undemanding, 3= Neither Demanding nor Undemanding, 
4= Somewhat Demanding, 5= Very Demanding. Participants had the option of 
selecting a Not Applicable/ Have Not Encountered response, which was again 
treated as missing data during the analyses; ratings of demandingness are pre-
sented only for those teachers who had encountered the challenge.
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Results

Results were grouped into the following categories: (a) perceptions of 
the challenges of integration, (b) perceptions of the strategies for integration, 
and (c) perceptions of the challenges and strategies of integration as a function 
of teachers’ demographic variables. 

Challenges to Integration

Table 1 presents the challenges of integrating students with behaviour 
disorders into the regular education setting, the percentage of teachers encoun-
tering the challenge, the valid percentage of teachers reporting the challenge 
as either somewhat demanding or very demanding, and the mean score on 
each item (1 = Very Undemanding, 5 = Very Demanding). If teachers selected 
Not Applicable/Have Not Encountered, their responses were not included in 
the mean calculations. It must be noted, however, that the majority of the pre-
sented challenges, when encountered, were considered to be somewhat or very 
demanding by teachers; no challenges were considered to be undemanding 
– perhaps all of these challenges are so pronounced as to be inherently de-
manding. For example, 49.1% of teachers had encountered the challenge of 
“bringing a weapon to school”, with all of them reporting such incidents as 
somewhat or very demanding.

Strategies for Integration

Table 2 presents the strategies used by teachers when integrating students 
with behaviour disorders into the regular education setting, the percentage of 
teachers who reported using the strategy, the valid percentage of teachers re-
porting the strategy as either somewhat effective or very effective, and the 
mean score on each item (1 = Very Ineffective, 5 = Very Effective). Responses 
indicating that the participant had not used the presented strategy were treated 
as missing data. Some strategies were considered to be ineffective by the re-
spondents, as indicated by the low frequency of effective nominations.

Perceptions of Challenges and Strategies as a 
Function of Teachers’ Demographic Variables 

Using a series of independent samples t tests, the demand of the chal-
lenges was examined with respect to experience teaching special education, 
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Table 1
Perceived Challenges by Percentage of Teachers Encountering the Chal-
lenge, Percentage of Teachers Reporting Challenge as Somewhat or Very 

Demanding, and Mean Demandingness Ratings

Challange Encoun-
tered

Some-
what 

Demand-
ing

Very De-
manding Mean (SD)

Requires constant attention 100.0 18.9 81.1 4.81 (.40)
Disruption in the classroom 100.0 30.2 69.8 4.70 (.46)
Requires immediate attention 100.0 39.6 52.8 4.45 (.64)
Delays the lesson 100.0 43.4 56.6 4.57 (.50)
Acts out during lag-time in my lesson 98.1 30.8 59.6 4.50 (.67)
Displays rule breaking behaviour(s) 98.1 50.0 44.2 4.38 (.60)
Difficulties following routines 98.1 53.8 44.2 4.42 (.54)
Manifests negative behaviour(s) 
when frustrated 98.1 55.8 36.5 4.29 (.61)

Requires extra instructional time 98.1 61.5 30.8 4.23 (.58)
Difficulties following (unmodified) 
curriculum 98.1 65.4 30.8 4.27 (.53)

Displays bullying behaviour 96.2 25.5 74.5 4.75 (.44)
Displays disorderly conduct 96.2 43.1 51.0 4.45 (.61)
Exhibits anti-social behaviour 96.2 45.1 49.0 4.43 (.61)
Must be taught at a lower level 
compared to others 96.2 47.1 11.8 3.71 (.67)

Uncontrollable Behaviour 94.3 2.0 98.0 4.98 (.14)
Threatens other students 94.3 12.0 84.0 4.80 (.49)
Acts out against other students 
in the class 94.3 20.0 80.0 4.80 (.40)

Child teaches negative behaviour 
to others in class 94.3 40.0 58.0 4.56 (.54)

Child is victimized by bullies 94.3 52.0 46.0 4.44 (.54)
Fights physically with other students 92.5 18.4 81.6 4.82 (.39)
Acts out during unsupervised play 84.9 34.0 47.2 4.51 (.59)
Injuries to other students in 
the classroom 81.1 9.3 90.7 4.91 (.29)

Practices truancy 79.2 40.5 33.3 4.07 (.77)
Engages in substance abuse 52.8 21.4 71.4 4.64 (.62)
Brings weapons to school 49.1 3.8 96.2 4.96 (.20)
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Table 2
Strategies for Integrating Students with Behaviour Disorders by Percent-
age of Teachers Using the Strategy, Teacher Ratings of Effectiveness, and 

Mean Effectiveness Ratings

Strategy Used 
Strategy

Some-
what 

Effective

Very 
Effective Mean (SD)

Using clear and consistent rules 98.1 7.7 90.4 4.88 (.38)

Clear expectations that are known 
to the child 98.1 19.2 78.8 4.77 (.47)

Communication between staff members 98.1 26.9 65.4 4.52 (.80)

Giving the student tasks s/he 
can succeed at 98.1 28.8 69.2 4.67 (.51)

Modifying the curriculum 98.1 51.9 34.6 4.21 (.67)

Building a relationship of trust 
between student and teacher 96.2 7.8 90.2 4.88 (.38)

Creating positive classroom atmospheres 96.2 11.8 82.4 4.76 (.55)

Ensuring that students do not 
speak during lessons 94.3 28.0 24.0 3.54 (1.18)

Structured classroom 94.3 32.0 66.0 4.64 (.53)

Teaching to different learning styles 94.3 44.4 48.0 4.40 (.64)

Priority seating 94.3 46.0 46.0 4.34 (.75)

Frequent rewards for doing good work 94.3 50.0 42.0 4.30 (.76)

Giving responsibility to children 
with behaviour disorders 94.3 52.0 38.0 4.28 (.64)

Modifying teacher expectations 94.3 54.0 40.0 4.34 (.59)

Ensuring that students stay on task 92.5 26.5 55.1 4.35 (.83)

Parental involvement in school life 92.5 26.5 67.3 4.61 (.61)

Peer support 92.5 40.8 44.9 4.24 (.85)

Co-operative learning groups 92.5 42.9 24.5 3.76 (1.07)

Strict classroom routine 92.5 53.1 28.6 4.00 (.91)

Ensuring students sit at desks while 
lessons are being taught 90.6 20.8 27.1 3.56 (1.11)

Suspension from school 90.6 39.6 0 2.96 (1.07)

Staff briefing sessions on the nature 
of behaviour disorders 90.6 52.1 41.7 4.31 (.75)

Reduction in privileges 90.6 58.3 16.7 3.83 (.81)
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Table 2 (continued)
Strategies for Integrating Students with Behaviour Disorders by Percent-
age of Teachers Using the Strategy, Teacher Ratings of Effectiveness, and 

Mean Effectiveness Ratings

Strategy Used 
Strategy

Some-
what 

Effective

Very 
Effective Mean (SD)

Student flow between special education 
& “regular” classroom 90.6 60.4 18.8 3.88 (.84)

Yelling/raising your voice 88.7 10.6 2.1 2.04 (1.14)

Behavioural contracts 88.7 53.2 19.1 3.81 (.88)

Time out areas (teacher governed) 88.7 68.1 17.0 4.00 (.63)

Teaching interpersonal problem 
solving skills 88.7 70.2 14.9 3.98 (.61)

Detention 86.8 39.1 6.5 3.26 (.95)

Time out area (student governed) 86.8 58.7 26.1 4.09 (.69)

Asking the students in the class to help 
integrate the child 86.8 65.2 15.2 3.91 (.69)

Activity based learning 84.9 42.2 33.3 4.07 (.81)

Creating consistent rules between the 
sending and receiving classrooms 83.0 29.5 70.5 4.70 (.46)

Creating positive environments between 
sending & receiving classrooms 83.0 31.8 56.8 4.45 (.70)

Drug therapy 83.0 50.0 20.5 3.86 (.80)

Structured methods of instruction 83.0 50.0 40.9 4.32 (.64)

Point-systems 81.1 39.5 23.3 3.67 (1.08)

Positive reinforcement treatments 81.1 53.5 37.2 4.26 (.69)

Peer-mentoring programs 79.2 42.9 26.2 3.71 (1.17)

Peer tutoring 77.4 53.7 24.4 3.95 (.86)

Teaching moral reasoning 77.4 65.9 4.9 3.63 (.77)

Increasing on-task behaviour 
during lessons 75.5 42.5 32.5 3.98 (1.00)

Anger management classes 75.5 45.0 30.0 3.98 (.89)

Having student be an active participant 
in the intervention program 75.5 45.0 42.5 4.20 (.94)

Co-operative teaching strategies 73.6 41.0 38.5 4.18 (.76)

Cognitive-behavioural modifications 73.6 74.4 10.3 3.95 (.51)
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Table 2 (continued)
Strategies for Integrating Students with Behaviour Disorders by Percent-
age of Teachers Using the Strategy, Teacher Ratings of Effectiveness, and 

Mean Effectiveness Ratings

Strategy Used 
Strategy

Some-
what 

Effective

Very 
Effective Mean (SD)

Social skills training 71.7 65.8 21.1 4.08 (.59)

Cascading from special education to 
regular education setting 69.8 40.5 10.8 3.50 (.93)

Behavioural modification programs 69.8 51.4 27.0 3.97 (.87)

Point-systems including punishment 62.3 54.5 12.1 3.67 (.90)

Teaching perspective taking 52.8 57.1 7.1 3.61 (.79)

Expulsion from school 43.4 8.7 0 2.21 (1.04)

Self-control treatments 43.4 69.6 4.3 3.74 (.62)

Segregated classrooms 41.5 40.9 4.5 3.23 (1.02)

Parent training in management skills 41.5 50.0 40.5 4.32 (.65)

Self-reinforcement treatments 41.5 59.1 18.2 3.95 (.65)

Family therapy 32.1 41.2 35.3 4.12 (.78)

Play therapy 32.1 52.9 17.6 3.88 (.70)

Reducing exposure to fluorescent lights 26.4 28.6 0 3.14 (.77)

Aggression replacement training 24.5 61.5 15.4 3.92 (.64)

Psychodynamic therapy 18.9 50.0 0 3.5 (.53)

gender, and current grade level taught. Grade level was collapsed and com-
pared between two groups; teachers of Grades K-5 (elementary school) and 
those of Grades 6-8 (middle/junior high school). No statistically signifi cant 
results emerged when examining the demographic variable of grade level cur-
rently taught. Having special education teaching experience and gender infl u-
enced perceptions of certain challenges. For example, teachers without special 
education experience compared to those with experience perceived disruptive 
classroom behaviour as more demanding. With respect to gender, female teach-
ers more than their male counterparts perceived manifesting negative behav-
iours as being more demanding. Signifi cant differences in perceptions of the 
challenges as a function of gender and special education teaching experience 
are presented in Table 3.
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Table 3
Perceptions of the Demandingness of the Challenges as a Function of Spe-

cial Education Teaching Experience and Gender

Challenge

Demographic Variable

Special Education Experience 
Yes (n = 22)   No (n =  31)

t(df)

Disruption in the Classroom M =  4.55
SD =  .51

M =  4.81
SD =  .40

2.08(51)*

Requires Extra Attention M =  4.68
SD =  .48

M =  4.90
SD =  .3

2.07(51)*

Acts Out During Lag Time M =  4.19
SD =   .81

M =  4.71
SD =  .46

2.93(50)*

Displays Rule Breaking Behaviour M =  4.18
SD =  .66

M =  4.53
SD =  .51

2.16(50)*

Gender
  Male (n = 14)   Female (n = 38)

Difficulties Following Routines M =  4.14
SD =  .54

M =  4.54
SD =  .51

-2.47(49)*

Requires More Instructional Time M =  3.86
SD =  .77 

M =  4.32
SD =   .53

-2.47(49)*

Manifests Negative Behaviours M =  3.86
SD =  .77

M =  4.43
SD =  .55

-2.96(49)*

Requires Immediate Attention M =  4.0
SD =  .78

M =  4.55
SD =  .69

-2.48(50)*

Requires Instruction at a Lower Level M =  3.14
SD =  .86

M =  3.75
SD =  .91

-2.15(48)*

Acts Out During Unsupervised Play M =  4.15
SD =  .90

M =  4.61
SD =  .50

-2.18(42)*

* p< .05.

Responses concerning teachers’ perceptions of the effectiveness of the 
presented strategies were also analyzed with respect to experience teaching 
special education, gender, and grade level currently taught using a series of 
independent samples t tests. Grade level was again collapsed into two groups: 
Grades K-5 and Grades 6-8. The three demographic variables all infl uenced 
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the perceived effectiveness of certain strategies. Statistically signifi cant results 
are presented in Table 4. It should be cautioned, however, that a large number 
of comparisons were made for this analysis and only a small number of those 
comparisons produced results signifi cant at the p < .05 level.

Discussion

The current study featured the development of a survey to measure teach-
ers’ perceptions of integrating students with behaviour disorders into the reg-
ular classroom. This survey was developed both from the existing literature 
about integration and from semi-structured interviews with teachers who had 
some experience dealing with students who have behaviour disorders. Prelimi-
nary data from the current study suggest that, although more refi ned and more 
specifi c research is required before strong claims can be made about teach-
ers’ perceptions, some interesting avenues for this research can be defi ned. In 
particular, we have some initial impressions of the kinds of problems teachers 
reported encountering and how they viewed the severity of those problems, 
which strategies they reported using and how effectively they viewed those 
strategies, and which demographic variables predicted teachers’ perceptions.

A majority of the teachers we surveyed reported encountering each of 
the problems listed in the survey, with the exception of “brings weapons to 
school”, which was encountered by 49% of the teachers. All teachers reported 
encountering students who were disruptive in the classroom, required extra at-
tention, delayed the lessons, or required immediate attention. Other commonly 
encountered challenges included diffi culty following routines, diffi culty fol-
lowing the unmodifi ed curriculum, and requiring extra instructional time. Each 
of these problems was also found to be somewhat or very demanding by more 
than 90% of the teachers who encountered them. We would suggest that each 
of these challenges tend to create organizational and instructional challenges 
for the teacher.

Other commonly reported problems would seem to create more behaviour 
management challenges for the teachers. For example, students who displayed 
uncontrollable behaviour; acted out against other students; displayed disorder-
ly conduct or rule-breaking; exhibited anti-social or bullying behaviour; threat-
ened, injured, or fought physically with other students; or were victimized by 
bullies. More than 90% of teachers who had encountered these problems found 
them to be somewhat or very demanding. Less commonly, teachers reported 
students bringing weapons to school; this was seen as very demanding by 96% 
of teachers who encountered it, and somewhat demanding by the other 4%.
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Table 4
Perceptions of the Effectiveness of the Strategies as a Function of Experi-

ence Teaching Special Education, Gender, and Grade Level Taught

Strategy
Demographic Variable

Special Education Experience
Yes (n  =  22)   No (n  = 31)

t(df)

Parental Involvement in School Life M =  4.86
SD =  .35

M =  4.41
SD =  .69 2.80(47)*

Using Clear Expectations Known to child M =  4.95
SD =  .56

M =  4.63
SD =  .56 -2.57(50)*

Giving the Child Responsibility M =  4.63
SD =  .60

M =  4.07
SD =  .59 -2.95(48)*

Teaching to Different Learning Styles M =  4.64
SD =  .58

M =  4.21
SD =  .63 -2.43(48)*

Point Systems M =  3.30
SD =  1.13

M =  4.0
SD =  .95 2.21(41)*

Gender
   Male (n = 14)  Female (n = 38)

Communication Between Staff M =  4.07
SD =  1.0

M =  4.68
SD =  .67 2.50(49)*

Anger Management Classes M =  3.45
SD =  1.13

M =  4.18
SD =  .72 -2.39(37)*

Yelling/Raising Voice M =  2.64
SD =  1.28

M =  1.79
SD =  .99 2.48(45)*

Activity based Learning M =  4.50
SD =  .67

M =  3.91
SD =  .82 2.24(42)*

Grade Level Taught
 K-5 (n =  14)     6-8 (n =  38)

Point Systems M =  4.15
SD =  .56

M =  3.47
SD =  1.01 2.19(40)*

Use of Behavioural Contracts M =  4.33
SD =  .49

M =  3.65
SD =  .92 2.46(44)*

Cognitive-Behaviour Modification 
Techniques

M =  4.33
SD =  .50

M =  3.86
SD =  .44 2.72(36)*

Peer Tutoring M =  4.50
SD =  .52

M =  3.71
SD =  .90 2.82(38)*

Modifying Teacher Expectations M =  4.64
SD =  .50

M =  4.23
SD =  .60 2.29(47)*

* p < .05.
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A few challenges, including teaching negative behaviour to others, en-
gaging in substance abuse, practicing truancy, and acting out during unsuper-
vised play, are more diffi cult to categorize, but were encountered by most of 
the teachers in our sample and were reported as somewhat or very demanding 
by the majority of teachers who encountered them. In fact, the only challenge 
that was commonly not reported as demanding was the need to be taught at a 
lower level than other students. Our fi ndings concerning the challenges per-
ceived by teachers are consistent with Avramidis and Norwich’s (2002) fi nd-
ings that teachers tended to view dangerous, uncontrollable behaviour and 
time-demanding behaviour as more challenging than other special needs. This 
may explain why teachers prefer not to integrate students with behavioural 
disorders (Soodak et al., 1998). This may not be surprising since teachers are 
trained to teach; they may have much less preparation for dealing with be-
havioural problems that interfere with the teaching process than for those that 
demand more teaching. Dealing with behavioural problems, then, may require 
specifi c strategies that have little to do with providing appropriate instruction. 
Nevertheless, classroom management may not be separable from effective 
teaching.

Most teachers in our sample were familiar with most of the strategies 
presented in the survey. In fact, there were only 10 strategies that less than 
half the teachers reported not using. These included psychodynamic therapy 
(the least familiar strategy), reduced exposure to fl uorescent lights, aggression 
replacement training, play therapy, family therapy, self-control treatments, 
self-reinforcement treatments, parent training in management skills, expulsion 
from school, and segregated classrooms. We would suggest that teachers are 
unfamiliar with these strategies because they are beyond the teachers’ control 
(e.g., teachers may advocate not using fl uorescent lights, but the decision to 
not use it is generally administrative), require specialized therapeutic skills, or 
are no longer politically desirable because of possible detrimental effects (e.g., 
expulsion, suspension, and segregation; Dishion, et al., 1999; Hemphill et al, 
2006). Furthermore, these strategies (with the exception of fl uorescent lights) 
tend to involve removing the student from the classroom, which is the teachers’ 
primary domain.

Of the less familiar strategies, therapeutic alternatives (with the excep-
tion of psychodynamic therapy) tended to be viewed as somewhat or very ef-
fective by teachers who reported using them. This may suggest that teachers 
familiar with these strategies see the problem as located outside the classroom 
setting or best dealt with outside the classroom setting. Alternatively, these 
teachers may see other professionals, such as qualifi ed therapists, as better 
equipped to deal with behaviour problems than themselves. Other less familiar 
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strategies, such as segregated classrooms and expulsion from school, were per-
ceived as ineffective by the teachers who used them. It can be argued that these 
solutions do not really deal with behaviour problems in the classroom at all, 
but simply get rid of the problem. Further, segregated classrooms may not be 
politically popular because the current trend in education is toward inclusion; 
even if teachers viewed this strategy as effective, they may be unlikely to say 
so on a survey. Finally, fl uorescent lighting tended not to be viewed as effective 
by the teachers who had encountered it.

More familiar strategies (encountered by 50% to 79% of teachers) could 
be roughly divided into three groups: (a) therapeutic approaches, (b) coopera-
tive approaches, and (c) advanced cognitive skills training. Therapeutic ap-
proaches in this group included behaviour modifi cation, cognitive behavioural 
modifi cation, point systems, anger-management training, and social skills 
training. These more familiar therapeutic approaches (especially the behav-
ioural approaches) may be more transferable to a classroom setting than the 
less familiar therapeutic approaches. For example, teachers can play an active 
role in establishing a point-system, or in encouraging or discouraging particu-
lar behaviours. Therefore, these strategies may be more common in classrooms 
than, for example, family therapy (diffi cult to accomplish in class). Coopera-
tive approaches tended to involve collaboration between students and teacher 
to solve problems; these approaches included peer mentoring and tutoring, in-
cluding the student as an active participant in the intervention, and cooperative 
teaching. Advanced cognitive skills training took the form of teaching perspec-
tive taking or moral reasoning. These strategies may be seen as an extension of 
normal teaching skills and may be readily accessible to many teachers. Many 
teachers were also familiar with the more organizational strategies of increas-
ing on-task behaviour in the classroom and cascading from special education 
to regular classrooms.

All of these more familiar strategies (with the exception of cascading) 
were rated as somewhat or very effective by at least two-thirds of the teach-
ers surveyed with little apparent difference in ratings of effectiveness by type 
of strategy. Interestingly, most of these strategies tended to involve both the 
teacher and the students in an active manner to reduce behavioural problems. 
However, some of the strategies, such as teaching moral reasoning, teaching 
perspective taking, and increasing on-task behaviour, were more imposed on 
students by teachers.  We can speculate that teaching moral reasoning and per-
spective-taking constitute an extension of the teachers’ skill set; that is, they 
are still teaching; it may not be surprising that teachers commonly encounter 
strategies that involve a skill set they already have or that they have favourable 
attitudes toward such strategies. Behaviourally oriented strategies may be per-
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ceived favourably because they can be directly implemented by teachers and 
may be seen to affect students’ behaviour directly in the classroom. Finally, 
co-operative strategies may be used to convert a potentially adversarial rela-
tionship into a partnership that benefi ts everyone involved.

Some more familiar strategies (used by 80% to 90% of teachers we sur-
veyed) included behaviourally-based interventions such as behavioural con-
tracts, time out areas (governed by either teacher or students), activity-based 
learning, creating a positive learning environment, and the use of point sys-
tems. These strategies were rated as somewhat or very effective by more than 
70% of teachers who used them. Other popular strategies included teaching in-
terpersonal problem-solving skills and structured methods of instruction (both 
of which can be seen as extensions of basic teaching), creating consistent rules 
and positive environment between sending and receiving classrooms (more 
applicable to mainstreaming than integration per se), and asking students to 
help integrate the child (a co-operative approach). Again, teachers tended to 
rate these strategies as effective. About 83% of teachers indicated that they had 
used drug therapy and, of these, 70% reported the strategy as somewhat or very 
effective. Many teachers also reported using yelling and detention, but fewer 
than half of those who had used these strategies found them to be effective.

The remaining 24 strategies on the survey had been encountered by more 
than 90% of the teachers in our sample. This, in itself, suggests that teachers 
were familiar with a large number of strategies for dealing with behavioural 
problems in the classroom. Again, several types of strategies were included in 
this group. Perhaps not surprisingly, many of the most frequently encountered 
strategies directly involved classroom interaction and the relationship between 
students and teacher. For example, practically all teachers were familiar with 
the use of clear and consistent rules, communicating clear expectations, giving 
students realistic tasks, modifying the curriculum, building a relationship of 
trust with students, creating a positive atmosphere, using a structured class-
room, teaching to different learning styles, using priority seating, rewarding 
good work, giving responsibility to students, ensuring that students stay on 
task, and student fl ow between the regular and special education classrooms. 
Also not surprising is that the majority of teachers (80% or more) tended to rate 
each of the strategies as somewhat or very effective in dealing with behaviour 
disorders. These fi ndings suggest that teachers may be both most familiar with 
and most comfortable with strategies that are fi rmly rooted in the teachers’ 
primary domain: the classroom.

Several other very popular strategies may be characterized as offi cial 
or non-offi cial teacher training. Teachers in our sample tended, for example, 
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to cite communication between staff members (possibly creating the oppor-
tunity to share experiences), peer support, and staff briefi ng sessions as both 
familiar and effective strategies. This suggests that teachers are motivated to 
learn about behaviour disorders, particularly from their peers, and perceive this 
knowledge as making them more effective teachers. Other familiar strategies 
that were perceived to be effective included modifying teacher expectations, 
which tended to be perceived as effective, parental involvement in school life 
(suggesting the willingness of teachers to collaborate), and reducing students’ 
privileges.

Overall, teachers in our sample were more likely to report using or en-
countering strategies that they perceived as more effective. However, there 
were some interesting discrepancies. Perhaps most notably, 89% of teachers 
reported yelling or raising their voices at students, while only 12% perceived 
this strategy as somewhat or very effective. It is possible that yelling at students 
was considered a last resort by many teachers, or simply a result of frustration 
(yelling may not be an effective strategy, but may reduce tension for the teach-
er). Perhaps more likely, this fi nding may point out an inherent limitation in 
our survey: Teachers were asked only if they had used the strategy; they were 
not asked to rate frequency. As a result, almost all teachers may have reported 
having yelled at students at least once, rather than reporting that they used 
this strategy on a regular basis. Perhaps they rated this strategy as ineffective 
precisely because they had used it and found it not to be effective. Frequency 
of strategy use is an important variable that should be considered in future 
research. Further, inexperienced teachers may frequently use strategies such as 
yelling, while experienced teachers may have found this strategy to be ineffec-
tive. Again, teacher experience is an important variable for future research.

Our fi ndings regarding teacher characteristics and perceptions also pro-
vide interesting avenues for future research. Although Avramidis and Norwich 
(2002) suggest that teacher characteristics are not important predictors of at-
titudes toward integration, our fi ndings suggest that teacher characteristics 
may play a role in determining how particular challenges are perceived. For 
example, and perhaps not surprisingly, teachers with special education train-
ing reported classroom disruption, extra attention, acting out during lag time, 
and rule-breaking as less challenging than did teachers without special educa-
tion experience. And female teachers reported several challenges as more de-
manding than did their male counterparts; these included diffi culty following 
routine,  requiring more instructional time, manifesting negative behaviours, 
requiring immediate attention, requiring lower-level instruction, and acting out 
during unsupervised play. An examination of how and why these characteris-
tics may affect teachers’ perceptions is beyond the scope of the current study, 
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and these fi ndings are perhaps best interpreted as interesting avenues for future 
research.

Similarly, our fi ndings suggest that demographic variables, specifi cal-
ly special education experience, gender, and grade level taught (elementary 
or middle/junior high school), affected teachers’ perceptions of a few strate-
gies (each demographic affected different strategies). However, demographic 
variables were not found to affect the vast majority of strategies. These data, 
then, should be interpreted with due caution as preliminary exploratory fi nd-
ings. Given the large number of comparisons we made in this analysis, there 
is a likelihood of Type 1 errors. However, future examination of how teacher 
characteristics may affect perceptions of the effectiveness of specifi c strategies 
may provide more conclusive and interesting results.

Overall, the current project has provided some initial validity for the 
TPSI because most teachers in our sample were familiar with both the chal-
lenges and strategies we presented. However, further research (currently un-
derway) using a larger database and statistical methods are required to more 
fi rmly establish the construct validity of the scale. Further, internal reliability 
is diffi cult to establish at this point because we suspect the scale divides into 
several independent factors. Again, research is underway to determine how 
specifi c challenges and strategies may form independent factors. Identifying 
independent factors should allow the refi nement of the scale and produce a 
shorter, more reliable, more comprehensible, and more valid tool for the inves-
tigation of teachers’ attitudes toward integration.

Further, this preliminary study has suggested many avenues for future 
research. Interesting research questions include whether strategies that teach-
ers perceived as effective have actually been shown to be effective, whether 
teachers consistently use strategies they perceive as effective, and how much 
trial and error is involved in teachers’ perceptions (e.g., are strategies perceived 
as ineffective when they have been used consistently to little result?). A more 
in-depth examination of demographic variables and teachers’ perceptions is 
warranted, particularly with more detailed information about teacher charac-
teristics. And the TPSI can be adapted to the study of specifi c behaviour disor-
ders, such as ADHD, conduct disorder, and autism. As a result, we believe that 
the current study has led to the development of an interesting and useful tool 
for many future investigations into teachers’ perceptions of successful integra-
tion strategies.
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