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Abstract 

This self-study explored my transformative experience with the Third Period Thespians 

(3PT) program, which created a theatre performance with a combination of students from 

a mainstream drama classroom and a segregated classroom with students with intellectual 

disabilities. In particular, I considered how and why this experience was transformative 

through arts-based methods. Notably, reflecting on experiences before, during, and after 

my time with the program and creating art in the form of monologues, stream of 

consciousness, and paintings to demonstrate that self-reflection process. Through these 

art-based methods I found that my past experiences were fairly limited in regard to 

involvement with people with intellectual disabilities in the classroom. During my time 

with 3PT I found that my beliefs shifted to be more inclusive, marked by hesitation at the 

beginning of the program to acceptance and embracing inclusive classrooms after my 

experience. In conclusion, that my time with 3PT was a transformative experience 

because it incorporated inclusive classroom practices that had been absent in my previous 

experiences.   
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CHAPTER ONE: INTRODUCTION 

“You will feel your heart grow 10 times its size.” These are the words my 

associate teacher shared before introducing me to a group of students that we would help 

support to create a theatre performance. I did not think anything of this statement; I 

thought she was just being passionate about her work. Through the experiences I had in 

my teaching practicum, I came to better understand what she meant by this sentiment. 

Witnessing the connections and friendships that were developed between students with 

and without disabilities as a result of the program was transformative for me as an 

educator. Working with students with special needs was not something I had considered 

beyond what I learned in my teacher education courses, such as the fact that instruction 

needs to be differentiated for all students to learn (Hutchinson, 2017). I had some 

experience working with students with special needs during previous teaching 

practicums, including assisting a student with autism integrate into a mainstream Grade 

12 classroom, instructing gifted students in mainstream classrooms, and teaching a 

locally developed essential Grade 10 civics class with every student in a class on an 

Individualized Education Plan (IEP). In my teacher education I was taught simply how to 

meet the academic needs of students: repeat instructions multiple times and in multiple 

ways, chunk or break down instruction and activities to be more manageable, allow more 

time to complete assignments and tasks, and accommodate or modify expectations for 

assignments. I was not taught how to foster the inclusion and acceptance of students with 

any type of special need into the classroom culture.  

It was during my third and final practicum that I realized that inclusion was an 

important social and academic need for students and yet remained an oversight of my 

own education. I used to create lesson plans with a subsection on how to accommodate a 
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lesson to fit students’ needs, rather than understanding students’ needs and building 

lessons to include them. It’s a small difference, but the impact this distinction has is 

important. One approach includes students with disabilities as an afterthought; not the 

target audience for the lesson but an unavoidable burden. The latter approach ensures all 

students are included in the design of the lesson from the beginning, which makes sure 

that students are always included and never as an afterthought. More importantly, 

students should never feel like they are a burden in the classroom. My experience in my 

final teaching practicum embraced the latter approach and exemplified inclusion in a way 

I had never witnessed before. The connections that formed between students in my third 

practicum as a result of inclusion were undeniable and had such a positive impact on all 

students. I felt my heart grow 10 times its size because it gave me so much joy and pride 

to witness the positive impact that friendship can have (Carter et al., 2016; Copeland et 

al., 2002; Hughes et al., 2001). It was during this time I realized how different this 

approach was to my previous education. This experience completely shifted my view of 

what inclusive education is and what it looks like in the classroom. The purpose of this 

research is to understand how and why this experience in my third teaching practicum felt 

transformative for me as an educator.   

I began to reflect on the beginning of my third practicum. At the time, one of the 

classes I was teaching was a mainstream Grade 12 dramatic arts class. My associate 

teacher went out of her way to introduce me to the students whom the school, teachers, 

and students referred to as the “Developmentally Delayed” (DD) class. She informed me 

that they would be joining our mainstream class to put on a theatre performance. 

“Developmentally Delayed” is a clinical term for those who do not meet developmental 

milestones (American Psychiatric Association, 2013). This was the language used in the 
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school for the class that would be involved in the theatre performance. The DD class 

consisted of a group of students with intellectual disabilities who were segregated from 

the rest of the school into their own class. In this context, “segregated” refers to students 

of different abilities being taught in separate classes. The students from this class helped 

collect the recycling from other classrooms; they baked and sold cookies every 

Wednesday; they were learning life skills with their teacher and two educational 

assistants (EAs). They were not integrated into other classes; they spent all day with the 

same teacher, EAs, and peers. Students with an intellectual disability are often segregated 

from mainstream classrooms when they enter secondary school (Edmunds & Edmunds, 

2014). Mainstream classrooms refer to regular classrooms following the standard 

curriculum. The creation of the Third Period Thespians helped to include these students 

into the everyday school culture. This program helped to cultivate a mutually beneficial 

inclusive environment. 

There is an increase in segregation of students with intellectual disabilities in 

secondary school because of a greater emphasis on academics compared to elementary 

environments (Carter et al., 2005). Scholars like Matthew Brock (2018) argue that the 

reason why students with intellectual disabilities are excluded from students in 

mainstream classrooms is to group students with similar abilities in segregated 

classrooms. This separation allows their education to be more focused and intensive, 

which in turn increases students’ academic success (Brock, 2018). However, other 

scholars, such as Burge et al. (2008); and Bennett and Gallagher (2013), argue that the 

notion of segregating students with intellectual disabilities will improve the quality of 

education for all students is a misconception and with proper support all students can 

flourish in inclusive classrooms. The inclusion of students with intellectual disabilities in 
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mainstream classrooms is important for academic and social success, and also has 

benefits for the general student population (Copeland et al., 2002; Puckett et al., 2017). 

Students of all abilities are accepted and welcome to participate in the classroom. Please 

note that inclusive classrooms also include gender, race, ethnicity, sexuality, and all other 

types of diversity to be welcome and accepted in the classroom. However, for the 

purposes of this study, “inclusion” refers specifically to the inclusion of people with 

disabilities. 

My associate teacher told me about the program she co-created, the Third Period 

Thespians (3PT). I am using the alias of 3PT in order to maintain confidentiality of the 

program, school, teachers, and students. The purpose of this study is to understand how 

and why my involvement with 3PT was transformative for me as an educator. The 

program was a locally developed course that students could take to earn a credit towards 

their secondary school diploma. The 3PT was a class that involved the students from the 

DD class and mainstream Grade 11 and 12 students. During this class they would work 

all semester towards creating a performance. Roles in the performance were “twinned.” 

Twinning is when students with an intellectual disability are paired with a mainstream 

student for the performance. This may involve two students playing the same role at the 

same time (e.g., two Cinderellas) or two students playing complementary characters (e.g., 

Dorothy and Toto). This allowed students from the mainstream program to work as 

mentors. Mainstream mentors provided students with intellectual disabilities the 

opportunity to experience a sense of safety and guidance in their performance. Pairing 

students up for twinned roles gave students the opportunity to work collaboratively and 

create a bond with their twinned partner. As well, twinning roles provided safety as 

students were taking a risk of being on stage. The mentors were able to help mentees with 
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their lines: simplify language when necessary, provide cues when needed, and feed lines 

while on stage in case they were forgotten. This feeling of safety was important for the 

risks being taken. The goal of the program was to create an environment that allowed for 

more inclusive opportunities for the students that have been segregated. 

Clarification of Language 

Throughout this self-study I use both “Person First Language” (PFL) and 

“Identity First Language” (IFL) in order to address students with intellectual disabilities. 

For further clarification, PFL generally means “a person with a disability,” whereas IFL 

generally means “a disabled person.” I recognize that this is a debated topic within 

disability communities, as many people with disabilities prefer IFL to PFL (Barton-

Farcas, 2018), while academic and medical communities advocate for the use of PFL 

(Dunn & Andrews, 2015). PFL became the preferred language by medical and academic 

fields as a way to combat the negative associations of disability and the prevalence of 

disrespectful nomenclature for people with disabilities. PFL was meant to emphasize the 

person and present disability as a neutral attribute (Block, 2016; Dunn & Andrews, 

2015). PFL recognizes the individual first with the disability as a descriptor of this person 

rather than as a broad categorization of disability (Block, 2016).   

There is a shift within disabled communities to using IFL because it is argued that 

PFL separates the person from their disability. This is detrimental because individuals’ 

ability or disability impacts the way in which they have access to and experience the 

world (Kuppers, 2017). Disability in this sense is a social and political experience of a 

world that is largely designed for able-bodied people, leading to the marginalization of 

disabled people (Dunn & Andrews, 2015). Linguistically separating a disabled person 

from their disability may have the unintended consequence of promoting disability as a 
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burden. Not all people with a disability prefer IFL so it would be disrespectful to 

exclusively use one over another. As an able-bodied person I cannot speak on behalf of 

those with disabilities. I have decided to use IFL and PFL interchangeably in order to be 

respectful in how people identify but also consider that not all people with a disability 

identify with their disability or disability community, as discussed by Sheehan and Ali 

(2016), and Dunn and Andrews (2015).  

Throughout my own education as a future educator, I was consistently taught that 

PFL is the proper way to address people with disabilities. I was taught that saying 

“disabled people” is demeaning and disrespectful. In my academic career, I made sure to 

always use PFL in order to demonstrate that I was aware of ableism and how my words 

could impact someone else. It was important for me to use language through this self-

study in a way that was respectful to people with disabilities. During my research, I 

began to venture away from what many academic communities believed and focused my 

attention on what disabled scholars were writing about this topic. Petra Kuppers is a 

disabled scholar who advocates for the use of IFL. At first, I was hesitant to embrace IFL 

because I was taught that it was disrespectful and I felt uncomfortable using it. It is 

incredibly important to understand and respect the perspective of disabled scholars. 

Despite my conditioning to use PFL, I have made a conscious choice to use IFL and PFL 

interchangeably in order to respect the voices of disabled scholars while acknowledging 

that many academic communities still advocate for PFL.  

Purpose of the Study 

This is a self-study that aims to reflect on my experiences to explore how 

dramatic arts are used to foster the inclusion of students with intellectual disabilities in a 

secondary school setting, and how my involvement with the 3PT transformed my views 
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on inclusion as an educator. I used arts-based methods and self-reflexivity as a way to 

deepen my understanding of how my experience with the 3PT was transformative by 

exploring and reflecting on before, during, and after my experience. Consequently, I 

aimed to gain a deeper understanding of my experiences and how these experiences 

impacted me as a person and educator, specifically in shaping my beliefs around notions 

of inclusive pedagogy. Inclusive pedagogy is the “teaching methods, approaches, forms 

and principles that enhance learner participation” (Makoelle, 2014, p. 1260). The term 

“inclusive pedagogy” also comprises beliefs and ideas about what it means to teaching 

inclusively (Makoelle, 2014).  

Research Questions 

The purpose of this self-study was to explore my experience of working with the 

3PT, which I had the privilege of participating in during my teaching practicum where I 

was immersed in day-to-day activities of theatre creation through to the final 

performance. Through self-reflection, and drawing on my own experiences and 

involvement in the program, I examined the following research questions: 

1. What was my experience with the 3PT and what did I see, hear, feel, and do 

within the duration of the program? Consequently, how did this experience differ 

from my previous education regarding special education?  

2. How did the 3PT teach me ways to foster the inclusion of students with 

intellectual disabilities, and subsequently how did this affect me as an educator?  

I focused on the above questions in order to better understand how the 3PT program 

impacted and transformed my own learning and education. I used arts-based methods to 

explore my experiences before, during, and after my involvement with 3PT. I draw on 
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these research questions in order to guide my exploration of how this transformative 

experience helped to shape my professional self.    

Theoretical Framework 

This study is considered under the theoretical notion that inclusive classrooms 

offer more benefits to students than segregated classrooms. Students with intellectual 

disabilities are often segregated in secondary school, which has detrimental effects on the 

social development of these students (Browne & Millar, 2016). Vygostky’s concept of 

social inclusion for children with disabilities is central to this study. Vygotsky was a 

revolutionary theorist on child development whose theories still resonate and continue to 

inform teachers’ practices. He describes how segregated special education schools fail 

disabled children by “[locking] its pupils into the narrow circle of the school collective; it 

creates a small, separated, and secluded world” (as cited in Rieber & Carton, 1993, p. 

65). Vygotsky emphasized that disabled children are impacted more by the social 

consequences and social barriers of their disability than by the disability itself (Rieber & 

Carton, 1993). He advocated for the inclusion of disabled students into mainstream 

schools so that students with disabilities would be given the same opportunities in school 

as able-bodied students (Rieber & Carton, 1993). Vygotsky believed that learning is a 

social process and all children could learn with the proper assistance (Gindis, 1999; 

Vygotsky, 1993). He argued that the inclusion of children with intellectual disabilities is 

mutually beneficial to those with and without disabilities (Gindis, 1999; Smagorinsky, 

2012). Students with disabilities would be able to learn better social skills (Gindis, 1999; 

Smagorinsky, 2012). Those without a disability would learn empathy and equity, which 

helps to mitigate the effects of social exclusion, such as isolation and low self-esteem 
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(Bailey, 2010; Parchomiuk, 2018). When disabled children’s access to inclusive 

environments is restricted, then their ability to learn is impaired (Gindis, 1999).  

Rationale 

Students with an intellectual disability are often segregated from mainstream 

classrooms when they enter secondary school. Although some scholars describe how 

exclusion may allow teachers to provide specialized education (Brock, 2018; Ferri & 

Connor, 2005), others argue that this segregation can be detrimental to the social 

development of students (Ali et al., 2013; Scior, 2016). I grew up in the public-school 

system and witnessed typical ways that students with disabilities are segregated in 

schools. I studied to become a teacher and always believed that inclusion was important 

but did not fully understand its impact. During my third practicum in teacher’s college I 

was immersed in a classroom that embraced inclusive education in a way that was so 

different than any of my previous experiences. From this experience, I began to 

understand that dramatic arts can facilitate inclusion ensuring that all students were 

treated as equals in the classroom, I wanted to explore how this experience completely 

shifted my teaching paradigm. This experience showed me that creating opportunities to 

better meet all students’ needs regardless of ability is important for successful inclusive 

classrooms. Unfortunately, the needs of students with intellectual disabilities are not 

always met within the educational system and consequently their social and 

communication skills suffer as a result of segregation (Reid et al., 2018).  

In this self-study I explored how the 3PT program shifted my view of inclusive 

education. I used arts-based methods, such as paintings, monologues, and stream of 

consciousness in order to reflect on my experiences before, during, and after being 

involved in 3PT to better understand how and why this experience was transformative for 
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me. I offer a unique perspective as someone who was trained to be a high school teacher 

and had an experience in my final practicum that changed my view of what inclusive 

classrooms can be. This self-study was also intended to shed some light on how students 

with intellectual disabilities can be integrated respectfully and successfully with their 

mainstream peers. 

During this self-study, I detailed the ways that people with disabilities were 

excluded in my previous experiences and how I might not have realized it at the time. It 

is through the reflection on the past and comparing it to my experience with 3PT that I 

realized how ingrained this exclusion is in the education system. I situate myself in this 

research context as a person with able-bodied privilege discovering my own biases while 

confronting and transforming them.  I explored how and why an inclusive drama 

classroom was a transformative experience for me through the creation and analysis of 

artistic methods.  

Scope and Limitations 

 The scope of this self-study is limited to my own experiences and therefore results 

cannot be generalized. This study focused on my own reflections on my experiences in 

the locally developed 3PT program that ran at a school where I completed a practicum 

during my program of teacher education. As such the analysis of this work is limited to 

my own perspective and experience of the program, including how I recall experiencing 

it then and reflecting on it now some years later. I acknowledge that there are limits to my 

knowledge as I reflect on my experiences after much time has passed. In addition, I 

acknowledge this self-study may be biased in my recollection of my experience, which 

may include overstating or exaggerating the positive impact of this program on all 

students involved with it, or even being modest by understating its impact.  
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My experience with 3PT was incredibly positive—from the perspective of an 

able-bodied educator. Given that so much time has passed since my experience “there are 

limitations to the accuracy of retrospective information” (Scott & Alwin, 1998, p. 105). 

However, retrospective memories can be very reliable when there is a significant life 

event involved (Scott & Alwin, 1998). It is possible I may overemphasize how great the 

program was by exaggerating the positives. In addition, my memories of my time with 

3PT are fairly sentimental, which may cloud my judgment on the success of the program. 

Alternatively, wanting to explore how my involvement with 3PT was transformative for 

me as an educator years after my experience may be a testament to the lasting impact of 

this program.  I understand that other people involved with 3PT may have had a negative 

experience and exploring my positive experience does not negate anyone who 

experienced the opposite. It is important for me to address my biases in this self-study 

and be transparent about them. Given the personal nature of this self-study, the 

reflections are biased but that is not inherently negative. The impact of this program on 

my teaching paradigm is deeply personal, which is what I aimed to explore. 

Understanding my own experiences in the program and how and why they were 

transformative is important for my personal growth as an educator.  
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CHAPTER TWO: REVIEW OF THE RELATED LITERATURE 

According to the American Psychiatric Association (2013), intellectual disability 

is a spectrum ranging from mild to profound disability that involves cognitive, 

intellectual, and developmental deficits that affect one’s functioning and adaptation to 

everyday life. Developmental difficulties begin to present early in child development and 

are often called developmental disabilities, which refers to a failure to meet 

developmental milestones (Harris, 2010). Diagnostic criteria include deficits in 

intellectual functions with an IQ score near 70 or lower (problem solving, reasoning, 

planning, abstract thinking, judgment, academic learning, and learning from experience), 

and adaptive functioning that results in the failure to meet developmental and 

sociocultural standards for independence and social responsibility (American Psychiatric 

Association, 2013). Ongoing support is needed to improve adaptive functioning in 

communication, social participation, and independent living in multiple environments 

(American Psychiatric Association, 2013).  

There are four levels of severity of intellectual disability: mild, moderate, severe, 

and profound. The severity of disability is based on the level of adaptive functioning 

because this determines the level of support required (American Psychiatric Association, 

2013). Adaptive functioning refers to “how well a person meets community standards of 

personal independence and social responsibility,” which is measured in three domains: 

conceptual, social, and practical (American Psychiatric Association, 2013, p. 37).  

Conceptual domain refers to academic skills, which includes competence in memory, 

language, math, and problem-solving skills (American Psychiatric Association, 2013). 

The social domain involves empathy, interpersonal communication, social judgment, and 

knowledge of others’ thoughts, feelings, and experiences (American Psychiatric 
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Association, 2013). The social domain involves personal care, job responsibilities, 

financial literacy, recreation, self-management of behaviour, and organization (American 

Psychiatric Association, 2013).  

Canada has a long history of excluding people with disabilities from society. 

There were systems established that allowed disabled people to be held in asylums and 

prisons if their family could not or would not provide care for them (Francis, 1977). 

Being housed in jails and asylums contributed to the development of the stigma that 

people with disabilities were dangerous. Slowly, a shift occurred near the beginning of 

the 20th century that aimed to abolish housing people with disabilities in prisons and 

asylums, and even further a push for separate facilities for disabled children and disabled 

adults (Hanes, 2018). Still, it was believed that those with disabilities were incapable of 

being independent and were denied many civil rights (Hanes, 2018). These attitudes still 

persist to justify the continued exclusion of those with disabilities. Many parents today 

still believe that students with intellectual disabilities make it harder for other students to 

learn and pose safety risks due to a belief that students with intellectual disabilities are 

inherently dangerous (Burge et al., 2008). 

In the 1980s, advocacy groups for people with disabilities began to garner support 

to switch from institutions like jails and asylums to community-based support programs 

(Hanes, 2018). People with disabilities’ rights became protected by law due to their 

inclusion in the Charter of Rights and Freedoms (Canadian Charter, 1982, s 15). In 2005, 

the Accessibility for Ontarians with Disabilities Act was passed into law, which aimed to 

further protect disabled peoples’ rights and access to public spaces and education 

(Legislative Assembly of Ontario, 2005). Despite legal obligations for people with 
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disabilities to have meaningful access to education, there are still many barriers to 

achieving this goal (Reid et al., 2018). 

Creating environmental provisions that allow intellectually disabled people to 

participate in preferred activities is important to highlight strengths and be successful in 

the classroom (Carter et al., 2016). This means allowing students to express their 

preferences and be respected by the instructor. Education programs should be appropriate 

for the level of each individual. Some scholars argue against inclusion in school because 

they claim that there are limits to a teacher’s ability to differentiate instruction in a way 

that can meet diverse student learning needs (Brock, 2018; Ferri & Connor, 2005). 

Students with the most diverse needs may not succeed in general education classrooms 

(Brock, 2018). In Stanovich and Jordan’s (2010) study focusing on the preparedness of 

practising and preservice teachers to teach in inclusive classrooms, the researchers 

discovered some teacher resistance to inclusive classrooms; some teachers believed that 

inclusive classrooms were a trend that would come to pass so it was not worth investing 

time and energy into proper inclusive practice and that inclusive classrooms were an 

extra burden on teachers. However, many scholars argue that students with severe 

intellectual disability can learn academic content and benefit from being in the 

mainstream classroom (Brock, 2018; Carter et al., 2016; Copeland et al., 2002).  

As discussed by Vygotsky, the building of relationships and participating in 

collaborative activities with peers is central to the development of children with 

intellectual disabilities (Rieber & Carton, 1993). Without inclusion in schools, students 

with intellectual disabilities are deprived from the opportunity to learn. It is through 

social (inclusive) education that students with disabilities are able to flourish within the 

classroom. Vygotsky’s beliefs on social inclusion is consistent throughout his work, 
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including his popular theory on the Zone of Proximal Development (ZPD). The ZPD is 

the distance between the actual development of individuals that they can achieve on their 

own and the potential achievement of individuals with assistance or guidance from a peer 

or teacher (Eun, 2017). It is through inclusive education that students with intellectual 

disabilities are able to fully develop, which is hindered in segregated classrooms.     

In addition to academic subjects, education should enhance self-help skills to 

allow for greater independence, speech and nonverbal communication, self-monitoring, 

and social skills (Harris, 2010; Ryndak et al., 2008). Harris (2010) identifies 

normalization as an important aspect of intervention as this encourages those with 

intellectual disabilities to conform, as closely as possible, to the standards of behaviour 

expected by those who are typically developing. This ensures high expectations of 

students with intellectual disabilities, but appropriate accommodations should be made 

when necessary. Self-determination is “a combination of skills, knowledge and beliefs 

that enable a person to engage in goal-directed, self-regulated, and individualized 

behaviour” (Harris, 2010, p. 145). The goal of self-determination is to have increasingly 

high expectations, a sense of dignity and responsibility, and awareness of opportunities in 

life (Harris, 2010).  

There are often barriers for equal opportunities for participation due to a lack of 

resources or desire for accommodation (Reid et al., 2018). Feelings of loneliness and 

isolation are common for people with intellectual disabilities due to societal attitudes 

towards them and the belief that they are incapable (Browne & Millar, 2016). Browne 

and Millar (2016) describe disability as “the outcome of an interaction between 

impairments or conditions and the behavioural or performance expectations of socially 

defined roles. ‘A child impaired or limited in one environment may not be limited when 
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elements of that environment change’” (p. 1067). Making accommodations within the 

classroom that focus the strengths of students with disabilities is important. Students with 

intellectual disabilities are often defined by perceived limitations, which imposes low 

expectations onto students (Browne & Millar, 2016). Low expectations may lead to a 

self-fulfilling prophecy and limit their self-determination (Hallahan et al., 2012). Having 

appropriate accommodations, like altering language as necessary, providing more time 

for assignments, or incorporating students’ interests, will allow students to succeed 

academically and socially in the classroom.  

The Impact of Exclusion 

Students with an intellectual disability continue to be excluded from school or 

classrooms because of their disability (Bailey, 2010; Reid et al., 2018; Ryndak et al., 

2008). This systematic exclusion has detrimental effects on mental health, academic 

achievement, and social development (Ali et al., 2015; Reid et al., 2018; Ryndak et al., 

2008; Scior, 2016; Sheehan & Ali, 2016). Reid et al.’s (2018) report—If Inclusion Means 

Everyone, Why Not Me?—sought to identify barriers that students with intellectual 

disabilities face in Ontario’s public school system. The study involved 280 quantitative 

surveys and 33 qualitative interviews focusing on parents and guardians of students with 

intellectual disabilities. Reid at al. consider a regular class with direct and indirect 

support as being a more inclusive setting while a full-time special education class or a 

special education class with partial integration into a regular classroom is more 

exclusionary. In this Ontario-based study, Reid et al. found that 49.4% of parents 

reported that their children with an intellectual disability were in segregated classrooms 

full time or with partial integration while 43.4% reported that their children were in more 

inclusive classrooms. Exclusion in school also occurs when administrators ask parents to 
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keep their child with an intellectual disability home from school on certain days, reduce 

the number of days the student is present, or only attend school for half of a day (Reid et 

al., 2018). These exclusion tactics are normalized and common in many schools across 

Ontario (Reid et al., 2018). Inclusion policies vary between school boards and policy 

implementation varies between schools and principals (Reid et al., 2018). The way and 

the extent to which students with intellectual disabilities are included in regular 

classrooms have a long-term impact on these students. Lack of or improper inclusion may 

have ill effects on the mental health of intellectually disabled students (Sheehan & Ali, 

2016).  

There are common misconceptions about inclusive classrooms. Most notable is 

the impact of having students with intellectual disabilities in inclusive classrooms will 

have on students without intellectual disabilities. Many teachers have personal experience 

trying to navigate parents’ misconceptions and fears. I personally have heard parents say 

they were worried that the teacher would be too focused on helping a student with an 

intellectual disability and that the needs of their own child would suffer as a result. Many 

parents continue to believe this despite evidence that suggests otherwise. For instance, 

Burge et al.’s (2008) study encompassing 680 participants in Ontario found that “a 

minority of respondents believed having children with intellectual disabilities placed in a 

classroom with non-disabled students was likely or very likely to cause disciplinary 

action problems (34.8%), to make it harder for the other students to learn (34.1%), and to 

create safety problems (15.2%)” (p. 10). These misconceptions are common, but students 

without disabilities do not suffer academically as a result of being in an inclusive 

classroom (Bennett & Gallagher, 2013). Having more diverse learning needs in a 

classroom may lead to better delivery of curriculum. Differentiated instruction teaching 
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practices that address multilevel classrooms are more effective for learning (Bennett & 

Gallagher, 2013). In addition, diverse classrooms create a more tolerant and accepting 

environment (Bennett & Gallagher, 2013).   

According to Burge et al. (2008), many Canadians believed that the needs of 

children with disabilities are only partially met by the education system. A majority of 

Ontario respondents believed that some major obstacles to the inclusion of students with 

intellectual disabilities in regular classrooms were: “schools don’t have the special 

resources needed for them (79%)… teachers aren’t prepared to teach them (69.4%). 

Children with intellectual disabilities having difficulty learning (46.8%), and attitudes of 

other children (45.2%)” (Burge et al., 2008, p. 10). These perceptions are problematic 

because they reinforce forms of exclusionary practice, which may be the cause of 

resisting to include students with intellectual disabilities in school.  

Negative perceptions about people with intellectual disabilities persuade 

employers to believe that they are unemployable (Ditchman et al., 2016). Employers that 

do not have experience with people with intellectual disabilities are less likely to hire this 

demographic, resulting in only 20% of graduates with intellectual disabilities to gain paid 

employment (Bennett & Gallagher, 2013). Schools can create opportunities after students 

graduate by having initiatives that focus on supportive employment placements. 

Initiatives may help to facilitate the development of a positive relationship with students 

and the employer may be more willing to hire others with intellectual disabilities as a 

result of their experience (Gallagher & Bennett, 2013). It has been shown that a lack of 

experience with people with intellectual disabilities makes one more likely to believe in 

dominant beliefs that reinforce stigmatization (Renwick, 2016).      

Students with intellectual disabilities often face stigmas from others that are 
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associated with their disability that have negative consequences for them, like they are 

severely academically and socially impaired, unable to change, and are childlike (Scior, 

2016). Stigma, as defined by Bruce Link and Jo Phelan (2001) is when “elements of 

labelling, stereotyping, separating, status loss, and discrimination co-occur in a power 

situation that allows this process to unfold” (p. 382). Essentially, those with intellectual 

disabilities are believed to possess undesirable attributes that are devalued in a social 

context by those with control or power over them in a way that negatively impacts their 

ranking in a social hierarchy and access to the world (Link & Phelan, 2001; Scior, 2016). 

Stigmas have a detrimental impact as they create a dichotomy of “normal” and 

“abnormal,” which creates a mindset that allows for discrimination (Bailey, 2010). 

Stigmas may lead to people with intellectual disabilities being excluded “from 

community life, being denied opportunities and equal rights, and being avoided in social 

situations” (Jahoda & Markova, 2004, as cited in Scior, 2016, p. 7). These effects may 

also cause psychological distress, decreased self-esteem, and increased vulnerability to 

mental health concerns (Ali et al., 2015; Scior, 2016). Stigmatization of people with 

intellectual disabilities leads to the disempowerment of this demographic by restricting 

their rights, resources, and opportunities. Lower expectations and differential treatment 

based on stigmas may lead to the internalization of stigmas and lower self-esteem 

(Sheehan & Ali, 2016). The internalization of these beliefs may lead to lower self-esteem, 

loss of confidence, and less self-efficacy (Bailey, 2010; Sheehan & Ali, 2016). This 

impacts individuals’ motivation to set and strive for life goals because they may not think 

they are capable of achieving them (Sheehan & Ali, 2016).  

In a study about perceived stigma, social comparison, and future aspirations of 

students with intellectual disabilities in mainstream and segregated schools, Cooney et al. 
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(2006) found no difference in the belief that intellectually disabled students would attain 

their work aspirations after secondary school between attending segregated and integrated 

schools. However, students with disabilities in inclusive schools had more ambitious 

work aspirations than students in schools where students with disabilities experienced 

segregation (Cooney et al., 2006). This finding demonstrates that the higher expectations 

in mainstream schools help students believe they are capable of achieving their more 

ambitious aspirations.  

Some researchers believe it is necessary for people to understand their disability 

in order to be affected by others’ perceptions. According to Sheehan and Ali (2016), 

many people with an intellectual disability may be unaware that they have a disability or 

do not identify with the label of disability. However, it is not necessary to identify with 

one’s own disability in order to feel the social and emotional impacts that happen as a 

result of their disability. For example, one can still feel rejected or alienated by others 

through social interactions that happen as a result of others’ perceptions of them with a 

disability regardless of if they understand or identify with the term “intellectual disability 

(ID)” (Sheehan & Ali, 2013). Ali et al. explain: “People with ID may be more vulnerable 

to psychological distress as a result of stigma and discrimination due to the combined 

effects of multiple social adversaries, poorer coping strategies and problem solving 

skills” (Ali et al., 2013, p. 229). Stigma has been well documented as being a cause for 

mental health concerns such as depression and anxiety in other stigmatized groups, and 

those with intellectual disabilities are no exception (Ali et al., 2013; Cooney et al., 2006).  

The Impact of Inclusion 

Students with intellectual disabilities benefit greatly from being in inclusive 

settings throughout their educational career. Individuals with disabilities with highly 
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inclusive educational experience are more likely to finish school, participate in 

community activity, work, and have income above the poverty line than individuals with 

segregated education (Bennett & Gallagher, 2013; Ditchman et al., 2016). There is a clear 

connection between educational inclusion and positive outcomes outside of school. 

Inclusive classrooms encourage students to genuinely value and support people 

regardless of difference (Bailey, 2010). Ensuring that every student is valued in the 

classroom is important in order to boost self-confidence and alleviate self-stigmatization. 

Educating students and modelling appropriate behaviour are ways to help foster 

accepting and supportive attitudes within the classroom. In instances where a student is 

blatantly exclusionary, even in an inclusive setting, it is typically the result of lack of 

knowledge and mirroring others’ behaviours outside of the classroom (Bailey, 2010; 

Ryndak et al., 2008). Essentially, students may not be educated on harmful stereotypes 

and are learning exclusionary behaviours from parents or peers. Students may be unaware 

that things they say or do can work to marginalize peers (Bailey, 2010). Instead, teachers 

need to make sure they are modelling appropriate behaviour, intervening when necessary, 

and educating peers in order to ensure the classroom is a safe space for all students. 

There are also benefits to students without a disability being in classrooms with 

students with intellectual disabilities. Diverse classrooms allow for more opportunities 

for positive role modelling and developing empathy. Being in an inclusive classroom 

teaches students without a disability to be more accepting of others and to not stereotype 

people based on appearances or first impressions (Bailey, 2010). Developing empathy in 

students is important because it is the ability to be sensitive to other people’s feelings and 

experience another person’s emotional state (Parchomiuk, 2018). Building empathy and 
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empathetic feelings helps to reduce stigma towards certain groups that have been 

stigmatized, like those with disabilities (Parchomiuk, 2018).  

Hughes et al. (2001) conducted a study in which mainstream students who 

participated in a peer buddy program with students with severe disabilities for a class 

credit filled out a survey to understand the effectiveness of the program. In a peer buddy 

program described in the study, mainstream students received a half-credit for helping 

students with disabilities in self-contained classrooms for one period a day. Hughes et al. 

reported that students working in a dual role as peer helpers and friends helped to 

improve daily interactions between students. In addition, Copeland et al. (2002) found in 

a different study in Nashville that there were mutual benefits for both students with and 

without disabilities; teachers in the study reported that students with disabilities learned 

better social and academic skills. The program allowed students with and without 

disabilities to foster friendships. Students with a disability in the program also gained 

more independence and confidence (Copeland et al., 2002). Students without a disability 

became more aware of disability issues as a result of participating in the peer buddy 

program (Copeland et al., 2002). Teachers do share some challenges they faced like 

planning and peer buddy preparation. Ensuring teachers are in contact with the special 

education teacher and reviewing the student’s individual education plan (IEP) is essential. 

As well, educating students on disabilities as is appropriate is necessary for successful 

inclusion, as discussed later by Carter et al. (2016).  

Inclusive classrooms would ideally lead to friendships between people with and 

without an intellectual disability. “Supportive and satisfying relationships can enhance 

their engagement in school, contribute to a sense of belonging, and create rich contexts 

for learning within and beyond the classroom” (Carter et al., p. 149). Many people with 
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intellectual disabilities feel lonely because stigmatization hinders the development of 

meaningful friendships. Friendships between people with and without a disability may 

demonstrate reduced stigmatization. Carter et al. (2016) describe five elements to 

increase the likelihood of the development of friendships between students with and 

without an intellectual disability: shared experiences, common connections, valued roles, 

relevant information, and balanced support. Opportunities for shared experiences are 

limited in settings that are segregated. Having students with diverse intellectual abilities 

learn and participate in the same activities in the same classroom gives them a shared 

experience in order to help relate to each other. This personal contact is important in 

shaping attitudes and may reduce stigma and provide a foundation for other types of 

inclusion (Carter et al., 2016).  

Teachers can create spaces for learners with diverse learning abilities and 

aptitudes to connect by using common interests like hobbies, sports, or music 

incorporated into lessons. Finding common connections between students is important to 

help facilitate the creation of friendships. Ensuring that students with an intellectual 

disability are assigned valuable roles within group assignments is important because it 

enables peers to view them as valuable and capable, which directly combats stereotypes. 

Knowledge of intellectual disabilities may influence peers’ willingness to befriend peers 

with an intellectual disability. Students may be hesitant when they feel they have limited 

knowledge, are uncertain of how to interact, or question their capabilities (Carter et al., 

2016). Providing information that is relevant to the peer may increase confidence and 

understanding and lead to them developing friendships. Support from teaching, special 

education, and other professionals are important for creating the conditions for genuine 

connections and supporting inclusivity. However, too much involvement may hinder the 
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development of these friendships by limiting interactions. Finding a balance of support is 

important to foster friendships.  

Inclusive Classroom Interventions 

Carter et al. (2016) describe several types of interventions that may help in 

developing relationships and reducing stigmas. Inclusive educational experiences are 

highlighted as being a way to maximize opportunities for students to develop 

relationships between students with and without intellectual disabilities. It is not enough 

to have students in a classroom together, there must be effort to equip, connect, and 

support students (Carter et al., 2016; Carter et al., 2005; Copeland et al., 2002). Social 

competence interventions focus on communication strategies, social skills, and self-

advocacy while also decreasing socially unacceptable behaviours (Carter et al., 2016; 

Carter et al., 2005). This may improve how peers view students with intellectual 

disabilities, which may increase their willingness to build friendships.  

Puckett et al. (2017) conducted a study that involved a combination of 

behavioural interventions, which included peer mentoring. During this action research 

study, two students with behavioural difficulties, including one autistic student, were 

mentored by another peer. By the end of the study, these students considered each other 

their best friends and made plans outside of school. The intervention strategies, including 

peer mentorship, implemented allowed these students to build a relationship they might 

not have otherwise. Adult facilitation is ensuring that school staff is able to facilitate 

social interactions and collaborative learning (Carter et al., 2016). It is important for 

adults to model expected behaviour including respectful interactions, using affirming 

language, and communicating high expectation so that students without intellectual 

disabilities may engage in these behaviours (Carter et al., 2016; Copeland et al., 2002). 
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Ensuring that teachers and administrators are educated about effective adaptations for 

disabled students is essential for student success (Ryndak et al., 2008).  

Peer-mediated interventions equip one or more peers to help provide social, 

behavioural, and academic support for students with intellectual disabilities with 

assistance from teachers and other school staff (Carter et al., 2016). Peers report that 

students involved in peer-mediated interventions have “substantial changes in their 

attitudes toward and expectations of students with disabilities, speak about their 

enjoyment and the friendships they formed, and report becoming stronger advocates in 

their schools” (Carter et al., 2016, p. 156). Peer support programs are a way to help 

intellectually disabled students build social relationships for access to mainstream high 

school life while receiving necessary supports for academic success (Copeland et al., 

2002).  

Carter et al. (2016) identify four different types of peer-mediated interventions: 

peer support arrangements, peer networks, peer tutoring, and peer partner programs. Peer 

support arrangements are when one to three classmates provide social and academic 

supports for students with intellectual disabilities. Experience interacting with peers with 

intellectual disabilities may help to reduce stigma and instead establish a positive attitude. 

This support aims to help students with intellectual disabilities become a more 

appreciated member of the classroom and teach non-disabled students empathy and to 

value others, which may help create a classroom climate of acceptance, respect, and 

belonging (Carter et al., 2016). Peer networks involve three to six peers who meet 

formally and informally. The aim is to increase social interactions within and outside of 

the classroom that involve an enjoyable shared activity (Carter et al., 2016). Peer tutoring 

involves pairs or groups of students who practice, review, and master academic content. 
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It is important that peer tutoring is reciprocal by providing opportunities for students with 

intellectual disabilities to highlight their strengths in order to help reduce stigma. Peer 

partner programs (often referred to as peer buddy) are formal group programs that 

connect students with and without intellectual disabilities. These programs are built into a 

regular school day as opportunities for students to interact with support from school staff. 

These types of programs have consistently been shown to be mutually beneficial for 

students with and without disabilities (Hallahan et al., 2012; Puckett et al., 2017).   

In a study conducted in Nashville, Tennessee, Copeland et al. (2002) analyzed 

questionnaires from general and special education teachers regarding peer buddy 

programs. The majority of special education teachers responded that benefits for students 

with disabilities participating in peer buddy programs were social skills, including 

increased opportunity for interactions with peers and acquisition of age-appropriate social 

skills (Copeland et al., 2002). General education teachers emphasized benefits of the peer 

buddy program focusing on the academic and functional skills of disabled students. 

Teachers also reported that the peer buddy program allowed teachers to increase 

individualized instruction (Copeland et al., 2002). Teachers reported that the types of 

relationships between students with and without disabilities ranged from helping to 

socially oriented relationships (Copeland et al., 2002). Friendships were created as a 

result of peer buddy programs. Teachers also reported that students with disabilities had 

greater independence and confidence, which increased their willingness to participate in 

mainstream school activities (Copeland et al., 2002; Ryndak et al., 2008). Peer buddy 

programs presented opportunities for mainstream students to interact and build 

friendships with disabled students that they may have otherwise not interacted with 
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(Copeland et al., 2002; Puckett et al., 2017). As a result of increased interactions, teachers 

reported that mainstream students became more aware of issues related to disability.  

There were several challenges for the peer buddy programs studied, such as 

scheduling, planning, and preparation. Some students with disabilities were absent from 

class for other scheduled events, which teachers said was difficult to plan around due to 

inconsistency, as well as regular attendance should be important for students with and 

without disabilities. Teachers expressed concern about higher class sizes and a lack of 

peer buddy mentors (Copeland et al., 2002). There were also challenges when the 

mainstream student lacked knowledge of course content and when they provided too 

much support, which prevented the student with a disability to learn and gain 

independence (Copeland et al., 2002). Overall, the study found that: peer buddy mentors 

should be screened and selected purposefully, students should be provided clear 

instructions of expectations with ongoing support from teachers, and the teacher should 

role-model appropriate behaviour (Copeland et al., 2002).   

The Role of Dramatic Arts 

The dramatic arts classroom is a great way to foster an inclusive classroom. 

Building a strong sense of a classroom community is important for all classrooms, but 

especially so for dramatic arts classrooms as there is significant risk involved. A strong 

sense of classroom community helps to build self-confidence and helps students feel 

comfortable taking risks. Dramatic arts also help students to build on essential skills, like 

listening, problem-solving, communication, and social skills. In addition, the role of 

dramatic arts can build upon the concept of peer-buddy programs through the use of 

twinning or co-playing roles. Drama classrooms are a great way to foster inclusivity and 

acceptance of students with disabilities.  
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Creating spaces of empowerment are important for people with intellectual 

disabilities to be able to challenge stigmas (Weltsek, 2019). The drama classroom needs 

to be a safe and supportive space for all students. Students should feel comfortable 

expressing their ideas and feelings without fearing judgment from peers (Bailey, 2010). 

Drama is one way for students with intellectual disabilities to participate in a more 

inclusive environment and focus on their strengths while helping to build other skills, 

such as communication and social skills. It is important to begin student learning with 

where they are and work on developing their skills from there (Bailey, 2010; Hutchinson, 

2017; Kuppers, 2015). There is a strong sense of community and belonging that occurs 

when creating a theatre performance. Drama helps students to make friends and allows 

peers to have shared experiences that create a sense of belonging in the classroom 

community (Bailey, 2010). Drama stresses the need for mutual respect, self-respect inside 

of the classroom, and builds confidence in oneself and others (Bailey, 2010; Lenakakis & 

Koltside, 2017; Weltsek, 2019). In a classroom community where students support and 

encourage each other, a strong connection is formed so that students feel safer and more 

capable of taking risks that will strengthen their self-esteem (Gonzalez, 2018).  

Drama helps to develop important skills that are beneficial for people with a 

disability. Listening, expressiveness, problem solving, and social interaction are all skills 

that some people with disabilities may struggle with but can be worked on within an 

inclusive drama classroom (Bailey, 2010; Hutchinson, 2017). Listening is a skill that may 

be more effective to build in drama classrooms than a traditional classroom. Drama is 

interactive, which allows students to be immersed in activities where listening is not only 

mandatory for success, but students want to listen because they are also enjoying the 

activities in the class (Bailey, 2010). Another skill that is developed in the drama 
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classroom is expressiveness, which includes verbal, facial, and physical communication. 

Many people with disabilities may struggle with identifying and expressing different 

types of emotions. There are three different types of expressiveness that are important for 

conveying stories and subtext in drama. Learning how to interpret verbal, facial, and 

physical expressions of others and how to portray different expressions can greatly 

improve communication, inside and outside the classroom (Bailey, 2010; Hutchinson, 

2017).  

Problem solving is a skill that is also developed through dramatic arts. Problem 

solving in a drama classroom is important because it helps to develop healthy coping 

strategies when faced with unfamiliar scenarios or a situation that is out of one’s control 

(Bailey, 2010). Drama creates a safe place to practise problem solving by allowing 

students to act out different scenarios and learn from mistakes in a supportive 

environment. Social interaction is essential in a drama class and important for students 

with intellectual disabilities (Bailey, 2010; Hutchinson, 2017). Those with intellectual 

disabilities are often deprived of opportunities to socialize because of segregated 

education and may struggle from the lack of socialization (Bailey, 2010). Inclusive drama 

classrooms allow students to interact with other students, which may increase their social 

skills (Bailey, 2010). Drama develops these skills in all actors, but for students with 

intellectual disabilities the development of these skills is of great importance. 

Communication is essential in dramatic arts and the atmosphere creates an avenue 

to practice communication skills. As Bailey (2010) discusses, art is used as a form of 

communication that conveys feelings, thoughts, and ideas that are interpreted by others.  

Communication is especially important for those with communication difficulties. It may 

be necessary to create alternative forms of communication in order to be inclusive of 
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everyone (Hutchinson, 2017; Kuppers, 2017; Lenakakis & Koltside, 2017). Dramatic arts 

use many different forms of communication to symbolize meaning including: time, 

rhythm, movement, space, silence, sound, and language (Bailey, 2010). In this way, 

dramatic arts allow for alternative modes of communication that may be necessary to 

help include students with and without intellectual disabilities. An environment that is 

inclusive for people with and without disabilities are able to jointly develop and improve 

communication and social skills (Hutchinson, 2017; Lenakakis & Koltside, 2017). An 

inclusive drama classroom is a great way to develop communication skills for all 

students, but especially for disabled students.  

 Dramatic arts have the ability to break through societal barriers and limitations of 

people with intellectual disabilities (Bailey, 2010; Kuppers, 2017). Since alternative 

modes of communication are common and accepted in dramatic arts, this creates an 

avenue for success, especially those that have difficulty with traditional forms of 

communication. For example, someone who has difficulty with language processing may 

be able to express their self through dance, mime, or song. This type of communication 

may be confusing or even discouraged in other settings, but in a dramatic arts classroom 

this form of communication is accepted. Being able to communicate in alternative ways 

allows students to be successful in an area that they have been unsuccessful, which will 

help to build confidence for future communication (Bailey, 2010; Hutchinson, 2017).  

 In order to help support students with intellectual disabilities in the drama 

classroom, Barton-Farcas (2018) discusses the idea of co-playing roles (similar to 

twinned roles) where one hearing actor and one deaf actor play the same role 

simultaneously. Co-playing roles allows the play to be accessible to hearing and deaf 

audiences (Barton-Farcas, 2018). Co-playing also allows for equal ownership over the 
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roles being performed. Ensuring that both artists have equal input to the character being 

portrayed increases confidence of oneself and trust between co-playing partners. All 

members of the class must feel valued and respected equally. Inclusive theatre in the 

classroom facilitates the breaking down of societal barriers between those with and 

without disabilities (Barton-Farcas, 2018). Co-playing roles is similar to a peer buddy 

partnership in a traditional classroom. Co-playing roles does offer more freedom in 

expression than typical classrooms, which may offer even more benefits to students with 

and without disabilities. Making accommodations throughout the creation process and 

including the final performance is necessary. It is important to be mindful of all students’ 

IEPs and ensure that students are comfortable. If a student is uncomfortable with any 

portion of the performance, it must be changed (Barton-Farcas, 2018). For example, 

students with sensory issues may need the house lights on slightly and sound effects or 

music quieter. It is not enough to have students with intellectual disabilities on stage; one 

must also make the appropriate accommodations (Barton-Farcas, 2018; Kuppers, 2015). 

Similarly, it is not enough to simply have inclusive classrooms; steps must be taken to 

ensure increased social interactions and acceptance.   

Chapter Summary 

Misconceptions about students with intellectual disabilities have often been used 

to justify the segregation of these students in schools. Many parents believe that students 

with intellectual disabilities cause discipline problems, make it harder for the other 

students to learn, and pose safety problems due to a belief that students with intellectual 

disabilities are dangerous (Burge et al., 2008). These misconceptions reinforce stigmas 

that continue to have detrimental effects on those with intellectual disabilities including 

low self-esteem, lack of job opportunities, and increased mental health concerns. 
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Inclusive education is a way to break down these barriers and increase knowledge about 

disabilities. Educating students about disabilities allows for better understanding and 

acceptance of students with intellectual disabilities. Using peer partner strategies is a 

great way to enhance all students’ learning and develop empathy, social, and 

communication skills. Dramatic arts can be used as a way to foster the inclusion of 

students with intellectual disabilities because it allows students to be integrated within a 

safe space. Developing a community within the classroom will increase students’ self-

confidence and willingness to take risks. Dramatic arts help to build on essential skills for 

people of all abilities, including communication and empathy.   
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CHAPTER THREE: METHODOLOGY 

I use self-study methodology as a way to explore my experience of being 

involved with a locally developed program at a secondary school in Ontario. Self-study is 

appropriate for this research because this is an “intentional and systematic inquiry into 

[my own] practice” and experiences (Dinkelman, 2003, p. 9). Through the use of arts 

based-methods like monologues, paintings, stream of consciousness, and narrative I 

reflect on my experience in an educational context and so doing I “[recognize] that 

addressing the self can contribute to our understanding of teacher and teaching 

education” (Hamilton et al., 2009, p. 17). According to LaBoskey (2004), self-study is 

self-initiated and self-directed with clear aims at improvement of practice. Using 

reflective practices throughout is important to ensure that the self-study is interactive, 

focused, and engaged in reflection (Hamilton et al., 2009). The use of arts are important 

for me to gain a deeper understanding of my experience with the 3PT because the arts are 

“grounded in exploration, revelation, and representation … [that work] toward 

understanding the human condition” (Leavy, 2015, p. 3). My aim is to understand how 

my experiences with 3PT impacted me as an educator through this self-study.  

I have chosen to explore my perceptions of my experience with the 3PT because I 

recognized it as a transformative experience for myself and as an experience that allowed 

me to understand how my own education and initial practices failed to be inclusive of 

students with disabilities. My experience in this program inspired me to pursue my 

master’s degree in order to explore further how this program was transformative for 

myself as an educator. I recognize that reflecting on my experience will contribute to the 

improvement of my own teaching through the self-reflexive practice of self-study. The 

subjectivity in the nature of this self-study will enhance my work because of my 
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experience with inclusive classrooms while engaging with existing research (Muncey, 

2014). This juxtaposition of understanding my experience while being informed by 

outside research through the literature review will help to enhance my own study 

(Muncey, 2014). I aim to discuss connections between my experience with 3PT and how 

and why this experience was transformative for me as an educator through the use of arts-

based methods. Self-studies aim to offer a “deep, rich, and personal exploration of [my] 

feelings, opinions, experiences, and reflections” (Allen, 2014, p. 3). Through this self-

study I aim to gain a deeper understanding of my experiences and how these experiences 

impacted me as a person and educator, specifically in shaping my beliefs around notions 

of inclusive pedagogy.   

Methods 

For this self-study I utilized self-reflective strategies and arts-based methods to 

examine and reflect on my experience with 3PT and did so by ruminating on a series of 

artistic works I created including monologues, paintings, and stream of consciousness 

journal writings. I used a script and video of ca performance by 3PT from my teaching 

dossier in order to enhance my memory recall and creative process. These archival 

materials from my teaching dossier that I had access to were obtained during my time 

with 3PT and are described as necessary for context.   

  The monologues I created are written from my own perspective looking at 

different moments in time reflecting upon my experience with inclusive classrooms. The 

monologues range from my experience as a student in elementary and high school with 

exclusion of students with disabilities and my teacher education learning about inclusion, 

leading up to my experience with 3PT. These monologues demonstrate my experiences 

before my transformative experience with 3PT in order to further demonstrate just how 



35 
	

 

important this experience has been for me as an educator. My writing process began as 

bullet points of my memories. Even as I created a narrative using these bullet points, the 

monologues lacked an artistic voice. There was no real narrative; although I have written 

short plays and stories previously, I have not done so in a while. In addition, the style of 

the monologues was much different than what I was used to reading and writing. I began 

to read monologues written by professional playwrights to become inspired. The work of 

Canadian playwright Judith Thompson particularly stood out to me because she was able 

to tell a narrative story through one character. The way that her characters spoke created a 

picture of the scene and you could feel the tension in a way that my own monologues 

were lacking. This was helpful in developing my own style for this type of creative 

writing. I tried having my characters tell a story, rather than simply explaining their own 

inner thoughts. This helped me to develop my own artistic voice while writing the 

monologues. It is my hope that the monologues resonate with others’ experiences and 

that it gives very clear context as to why my experience with the 3PT was transformative 

experience. It was important for me to focus on times when people were socially or 

academically excluded because able-bodied people are not always aware how their 

actions impact disabled people. For example, the “Happy Hall” monologue was inspired 

by a situation that definitely was an act of bullying but it wasn’t until much later that I 

realized it was bullying, which I explore later. Due to my able-bodied privilege in a 

system that works to marginalize disabled people, I participated in this behaviour without 

regard to who it would impact. Even worse, I did not understand that it would impact 

anybody because it was not something that impacted me directly, as someone with 

privilege. This is one example of how people with disabilities are excluded when those 

with able-bodied privilege do not recognize the exclusion of people with disabilities. By 
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focusing on exclusion, I hope to demonstrate how people with disabilities have been 

excluded in my experience and the ways that I witnessed this exclusion combatted during 

my time with the 3PT. I am drawing on existing research on the exclusion of people with 

disabilities in the classroom that was previously discussed in Chapter 2 to inform my self-

study and aid in my self-reflection. In addition, I offer a unique perspective as someone 

who completed a concurrent education program in order to teach, but in the final 

practicum had a transformative experience that shifted my teaching paradigm in regard to 

special education and teaching students with intellectual disabilities. Throughout my 

teacher education I happily made accommodations as necessary but did not envision a 

future for myself where I would seek to work with students with disabilities. After being 

immersed with the 3PT program, I have shifted what I want to do in regard to my 

educational career. This experience made me ponder about a lot of the pre-conceived 

notions I had about students with intellectual disabilities in the high school classroom. 

This is an important perspective because it questions the way that special education is 

taught to future teachers and explores why this experience was transformative using 

creative methods.  

I created a stream of consciousness while interacting with the items from my 

teaching dossier, which included a video and script of a performance that I had access to 

demonstrate work I was a part of. Stream of consciousness is a literary technique that 

uses the unfiltered mental thought processes (Humphrey, 1968). This technique helps 

enhance my reflexive practice and allows me to consider my own unfiltered thoughts and 

gain a deeper understanding of my transformative experience. I aim to understand how 

my transformative experience with the 3PT has impacted me as an educator through these 

arts-based methods. To begin, I read the script and watch the video of a performance by 
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3PT from my teaching dossier. I made point form notes of my thoughts as I had them 

while interacting with these materials. I chose to use items from my teaching dossier 

because they were almost like an artefact in nature. I was able to view the performance 

again as I had been in the audience years ago. I remembered a lot of the thoughts I had 

while watching the performance because of the video. This helped immensely in the 

creation of my steam of conscious. I chose to write my thoughts as point-form notes to 

capture the main points of my thoughts as they were happening.  Stream of consciousness 

is a literary technique that uses unfiltered thoughts (Humphrey, 1968) and my thoughts 

were typically short and to-the-point rather than full paragraphs or sentences. This made 

it ideal to form these thoughts as prose as a stylistic choice.  

 I created paintings that represent my view of inclusive education after my 

experience with the 3PT. These paintings were created while interacting with the items 

from my teaching dossier as a way to help inspire myself during the creative process. To 

begin these paintings, I reflected on the second part of the second guiding question: “how 

did [my experience in the 3PT] affect me as an educator?” I aimed to reflect my inclusive 

teaching philosophy after my experience with 3PT and express my beliefs through visual 

art. I brainstormed ways I could visually represent my inclusive teaching philosophy and 

created point form notes of ideas I wanted to convey. I then created rough sketches of my 

painting ideas, followed by a preliminary analysis of the potential paintings in order to 

help refine the overall design of the paintings. Essentially, this preliminary analysis 

consisted of self-feedback and questions I thought needed to be answered in the final 

analysis. For example, the rainbow swirl painting I asked myself the question “what do 

the colours represent?” in order to deepen the analysis beyond equality in the classroom. 

This process helped in the creation of the paintings because if I thought an aspect in the 
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rough sketch of the painting did not have a purpose in conveying the idea I wanted to 

represent then I changed it to better symbolise the intended meaning.  

Using arts-based methods for self-study is “about using the power, economy, and 

reflective/transformative potential of the arts to conduct and deepen inquiry and to 

represent and disseminate its findings” (Galman, 2009. P. 130). I had an arts-based 

transformative experience and as such it seems appropriate to use arts-based methods to 

explore that experience. Arts is a way that people can articulate things that are difficult to 

put into words and help to conceptualize meaning (Leavy, 2015; Samaras, 2009). 

Data Collection 

Using arts-based methods allowed me to express thoughts, ideas, and experiences 

in a non-traditional way that enhanced my understanding of my transformative 

experience with the 3PT (Samaras, 2009). Expressing my thoughts and reflections on my 

time leading up to, throughout, and following my involvement with 3PT through arts-

based methods aided in understanding the impact of my experiences. I chose to use arts-

based methods like paintings, monologues, and stream of consciousness in order to 

explore different aspects of my own experiences. There are feelings and ideas I can 

express through each of those methods that are unique to that form of art. For example, 

my paintings tell a visual story of my experiences, my monologues create a story that are 

explored through character dialogue, and my stream of consciousness provide a snapshot 

into my inner thoughts. Each of these forms are important to understanding how and why 

my experience with 3PT was transformative for me as an educator. Together these arts-

based methods share my story and experience and help me understand my own 

experiences. My teaching dossier was a valuable source for inspiration as I create art 

while reflecting on my experiences. I used parts of my teaching dossier that I acquired 
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during my time with 3PT in order to help remember some experiences as close to how I 

experienced them at the time. For example, there was a video of a performance by 3PT 

and the accompanying script that I used in order to inspire myself that was valuable for 

remember what it was like watching the final performance.  

Data Analysis 

In this self-study I used arts-based methods to reflect on my experiences to 

deepen my understanding of why my experience with 3PT was transformative. I used 

qualitative document analysis of the cart I created in order to find meaning in these 

modes of self-reflection. I created various types of art (paintings, monologues, stream of 

consciousness) in order to express and explore my experiences. In order to understand 

how and why my experience with 3PT was transformative for me as an educator, I 

attempted to identify common themes. I realized that there were two main ideas that were 

integral to understand how I used to think about and how I currently think about inclusive 

classrooms: exclusion and inclusion. I went through my art (monologue, stream of 

consciousness, and paintings) and colour-coded text accordingly where appropriate to 

identify times where I describe exclusion or inclusion of students with disabilities. Below 

is a colour-coded version of the stream of consciousness. The blue highlight is 

representing when I speak about exclusion, and the green highlight represents inclusion.   

Plan in action 
Mindset against 
Questioning ability 
Advocate for inclusion 
Through performance 
But what about cues and direction? 
 
You don’t know what these kids can do 
 
Ostracize those that are different 
Underestimating capabilities 
I guess we’ll see how this goes 
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Don’t know how it will look 
Don’t know if it will work 
Have to take a chance 
 
Work together 
Make it work 
Bring out the best in each other 
Like any other drama production 
 
Underestimated 
But in performance 
We are equal  
 
Celebrate accomplishments of the past 
While working towards a better future 
Revel in the progress made 
A small step now 
Can make all the difference 
 
Sticking together  
Is the key to success 
 
What was once  
Unknown, 

Scary, 
Intimidating 

Has unlocked a world of  
Understanding, 

Empathy, 
Friendship 

 
When valued for strengths 
Rather than focus on weakness 
Everyone can flourish  
And succeed in their own way 
 
Everyone makes mistakes 
The show must go on  
 
Appreciate each other 
For what they bring to the table 
No matter how big 
Or how small  
We’re all in this together  
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In order to consistently differentiate between the themes that emerged I kept the same 

colour-codes for all analysis of each arts-based method.  

Trustworthiness 

Trustworthiness is a broader notion of truth that must be established through 

transparency of research and bias (Xerri, 2018). The scrutiny of others determines the 

trustworthiness of one’s research (Xerri, 2018). Being honest with my self-reflections is 

important to establish trustworthiness in this self-study (Watt, 2007). Reflexivity helps to 

clarify thinking, purposes, and beliefs, and being upfront and honest about these 

reflections is a way to establish trustworthiness (Watt, 2015). I used multiple methods of 

gathering data including monologues, painting, and stream of consciousness while using 

items from my teaching dossier, which reinforces dependability and credibility (Cho & 

Lee, 2014; Yilmaz, 2013; Xerri, 2018). Being able to gather and analyse information 

from multiple arts-based methods aids in the understanding of my transformative 

experience with the 3PT and how this program fostered inclusion and acceptance of 

students with intellectual disabilities in a way that my previous education failed to do.  

Restatement of the Area of Study 

This self-study aims to explore my transformative experience in a program that 

used dramatic arts to foster the inclusion of students with intellectual disabilities in a 

secondary school setting. The 3PT aimed to cultivate a mutually beneficial inclusive 

environment, which was done in a way that I had never experienced before. Dramatic arts 

were used in order to encourage students with intellectual disabilities to develop better 

social and drama skills. The design of the program also simultaneously taught the 

mainstream high school level dramatic arts students’ empathy. I explored why and how 

the 3PT program was transformative for me as an educator through the creation and 
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subsequent analysis of various arts-based methods, including paintings, stream of 

consciousness, and monologues.  
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CHAPTER FOUR: ANALYSIS 

In this chapter I present and analyze the art I created through self-reflection. In 

order to explore and reflect on my experiences I used the guiding questions of this thesis, 

reiterated below:   

1. What was my experience with the 3PT and what did I see, hear, feel, and do 

within the duration of the program? Consequently, how did this experience differ 

from my previous education on special education?  

2. How did the 3PT foster the inclusion of students with intellectual disabilities, and 

subsequently how did this affect me as an educator?  

Included in this chapter is a description of my creative process during the 

development of the three arts-based methods I used to understand my experiences. I 

present the art I created including: monologues exploring my past experiences leading up 

to my experience with 3PT, a stream of consciousness created while I interacted with 

items from my teaching dossier during my time with 3PT, and finally paintings that 

reflect my inclusive teaching beliefs and practices now. These art pieces are then 

analysed using the guiding questions as a way to direct the discussion.   

As I began my self-reflective process, I realized that I needed to understand my 

past experiences in order to understand how and why my experience with 3PT was 

transformative for me. I used the guiding research questions as I began to reflect. I had 

snippets of memories that I wrote out into stories, and from these stories I fictionalized 

them and turned them into monologues. Next, I used a video of a performance by 3PT 

and its accompanying script from my teaching dossier to reflect on my experiences during 

3PT. These items helped me gain a deeper understanding of my experience as I created a 

stream of consciousness by writing down all of my thoughts in point form  while I 
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interacted with these items. This stream of consciousness explores my thoughts as close to 

during my experience as possible. Using stream of consciousness to gather my unfiltered 

thoughts and later reflecting on how and why I thought the way I did was valuable in 

understanding my transformative experience (Humphrey, 1968). Finally, I began to 

reflect on how this experience shifted my view of what inclusive classrooms are. I used 

paintings as a way to express how my experience impacted my teaching paradigm. 

Through analysis of my creative arts-based methods I gain a deeper understanding of how 

and why my experience as an educator with 3PT was transformative.  

Monologues 

To begin writing my monologues, I reflected on my own experience throughout 

my educational journey and how I experienced inclusion and exclusion. I began to focus 

on the second part of the first guiding question. In order to understand the impact of the 

3PT on my training, I had to reflect on my previous education. I drew on these 

experiences to reflect and respond through writing monologues. I began to describe what 

I remembered and experiences that  

The monologues are meant to convey real situations. It was important to me for 

the monologues to feel authentic and real even though they are fictionalized. I wanted to 

demonstrate how prevalent and normalized the discrimination of people with disabilities 

is, especially in schools. The monologues explore an able-bodied person’s experience in 

school and how people with disabilities were included or not into the school culture. I 

chose to explore these situations through the use of monologues to capture a first-person 

perspective of a typical experience in school. The purpose of this approach was to 

examine a realistic exploration of ableism in order to immerse the reader in the story and 

aid in the understanding of the potential impact.  It was essential for me to reflect on my 
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own experiences in order to inform the creation of the monologues. My lived experiences 

inspired the monologues, but they are not autobiographical. It was important for me to 

capture authenticity in my writing in order to better analyse the impact that inclusion and 

exclusion have on the school culture, and students with and without disabilities. I 

emphasize that these monologues are written from an able-bodied person’s perspective. It 

is not my intention to speak for people with disabilities and I make no attempt to do so. I 

am speaking from my own perspective as an able-bodied person that has had a 

transformative experience that altered my teaching paradigm. 

When writing the monologues, I considered more types of active and purposeful 

bullying. However, I do not believe I need to write a first-person account of witnessing or 

participating in bullying or being a victim of bullying in order for it to be understood that 

it can and does happen in school and students with disabilities are often the targets of 

bullying. I purposely did not include monologues about active and purposeful bullying 

because I do not want anyone to read my work and become re-traumatized if they have 

been in similar situations to what is depicted in the monologues.  As discussed in Chapter 

2, students with intellectual disabilities often face stigmas that have detrimental effects 

including psychological distress. Ossa et al. (2019) discuss how bullying can be classified 

as a traumatic life event and victims can develop symptoms of posttraumatic stress 

disorder (PTSD). With this in mind, it was essential for me to take extra precautions to 

not further victimize targets of bullying, with special care for those with disabilities. 

Instead, I chose to focus these monologues on times that people with disabilities were 

excluded.  

» 
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Four Square 

In grade four. Four square is marked in yellow on the ground, 

stage left. Kids playing foursquare with a red dodgeball.  

We got the good ball at recess, so we are playing my favourite 

game: four square! Okay, so the rules are that you have to bounce the 

ball in someone else’s square and they have to get it before it bounces 

twice. Kids playing game demonstrating the rules are they are 

discussed. If you miss their square then you’re out, but if it bounces 

twice then they are out. You want to become the King or Queen; I was 

Queen three times! I’m like, really good at this game. It’s okay if you 

get out though, because you just go to the end of the line and try again 

when it’s your turn. Lights focus on Jordan. Anyways, Jordan played 

with us today, he doesn’t normally like to play these games but we were 

all excited he joined today! He’s not the best at four square so we let 

him become King one round. He was really excited! Jordan becomes 

Kings, everyone celebrates and then moves to desks stage right.  

Jordan is my friend, he’s really nice. I sit behind him in class 

and he has the best markers. Jordan offers markers. I like to use them 

when we colour and he’s really nice and shares them with me. A 

teacher comes on stage and asks Jordan to follow them. Jordan leaves 

class. I don’t like when the resource teacher asks him to leave class. I 

don’t know why he has to leave class sometimes. I never know when 

he’s coming back, and every day is different. I asked him about it once 

and he said it had something to do with reading. I told him I love to 
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read and was sad I didn’t get to go with him. Jordan comes back. He 

said he just needs extra help with reading.  I was jealous because I 

want to get chosen to leave class to read. He told me it’s not like that, 

he has to leave class because reading is hard for him and he does a lot 

of practicing with the resource teacher. I mean, we could all use some 

more practice, right? When we read outload in class he does stutter 

and sometimes says words wrong. So, I guess that make sense for him 

to have more practice. I wish he didn’t have to leave class though 

because I like sitting behind him. He has the best markers! 

» 

Happy Hall 

First day of grade nine. Just got off the school bus.  

Okay. I can do this. My friend’s older brother said that high 

school isn’t as bad as my grade eight teachers made it seem. It’s just a 

bigger building. I still know a lot of people in my grade since there’s 

only one high school to go to... maybe I’ll make some new friends from 

other towns. It won’t be that bad.  

Looks at watch.  

Wait, classes don’t start for another 30 minutes?! Why does my 

bus get here so early? I guess I can try to find my classrooms now so 

that I don’t get lost later. I was told that the first number of the room 

number is the floor it’s on. Room 125. Okay, first floor. Great, found 

this one. My friend’s brother told me about this hallway... he called it 

“happy hall”? I don’t know what that means. He said there are people 



48 
	

 

in that hallway that are always happy. I don’t really understand. 

There’s a bunch of people standing in the hall, I might as well greet 

them. “Hello!” 

Multiple “hellos” greet back. The bell rings. 

Music class was really weird. I asked my friend if he had ever 

heard anyone call that hallway “happy hall” and he did. We laughed 

about it and agreed that the special needs kids were really friendly. We 

repeated the phrase “happy hall” a few times. The guy in front of us 

turned around and gave us a very dirty look. Someone behind us then 

whispered in our ear that the guy that gave us a dirty look’s brother has 

Downs Syndrome and was part of “happy hall” and told us that we 

were being rude. I was shocked! I wasn’t trying to be rude, I didn’t 

think “happy hall” was insulting at all. In fact, I had friendly greetings 

with everyone I passed even though none of them were in any of my 

classes. Was I really in the wrong here? I apologized to the guy in front 

of me regardless, I didn’t mean to offend him.  

» 

Fairy Tale 

Walking through the hall of school with lockers on the walls. 

I’m so excited for drama class. My best friend Sarah is in this class 

with me. I’ve always loved drama class and have loved being in the 

school plays. There are a few kids with special needs in this class. I 

always said hello to them last year, but I never knew any of their 

names. I’m not sure what to expect, I’m not really sure what their 
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disabilities or needs are. I’m a little nervous though because I feel like 

drama class is a little unstructured and I’ve read that certain 

disabilities benefit from a lot of structure? I don’t know how true that 

is, so I guess we will see how the semester goes. We’ve already done a 

few group assignments with skits and tableaus. That’s gone pretty well 

so far. We did one series of tableaus based on famous fairy tales. There 

was one girl from the special class that needed a little bit more 

direction, and a girl in our class named Sam got really frustrated with 

that. The teacher quickly intervened and offered more guidance for the 

rest of the group. I don’t know if the entire group needed more 

guidance or if she just didn’t want to single out the one girl. Either way, 

their tableaus turned out really well and the rest of the class were able 

to guess what their fairy tale was.  

My friend Jordan, from elementary school, is in this class and I 

really wanted him in my group. When we got to high school he was put 

into the special needs class separate from the other classes. Anyways, 

our fairy tale was the story of Cinderella and he really wanted to be 

Prince Charming. Another girl in our group, Taylor, pulled me aside 

and told me she didn’t want him to be Prince Charming because she 

thought he would mess it up. I said “what do you mean?” and she said 

“Because he’s…. well, you know…” I was a little caught off guard by 

this and said “no, Taylor, I don’t know” and maybe she was too 

embarrassed to actually verbalize what she was thinking because she 

knew it was wrong, but she said “never mind” and Jordan got to be 
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Prince Charming. And he was great at it! I hope Taylor learned that 

just because someone has a disability does not mean you should set low 

expectations for them. She thought that he would struggle, but he 

didn’t. If Taylor got her way then her belief that people with disabilities 

are less capable would have been reinforced because Jordan would 

never have got the opportunity to showcase his talents. 

There’s this one girl in drama class with Downs Syndrome and 

she comes to class with an EA. Her name is Georgia. I know her 

because she is on my bus and she’s pretty popular. She and her sister 

are a year apart and her sister is really popular, so Georgia goes to a 

lot of the cool parties. Georgia is probably one of the nicest people at 

this school and people are always greeting her in the hallway when 

they pass by.  I love having her in my group for drama because she has 

so many really good ideas for our projects.  I would love to work with 

her more in class, but she is only there maybe two days a week. I’m not 

sure why she isn’t in class more, I see her on the bus every day, so I 

know she’s at school. Her not being in class makes it hard to plan our 

drama assignments because she’s not here to rehearse or give ideas. 

When she does come to class, we try to catch her up on things that she 

missed but sometimes that puts us behind of schedule.  I wish she was in 

class more consistently or if we knew the days, she wasn’t going to be 

in class we would be able to plan around it.  

» 
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Detention 

Classroom with desks set up in rows facing the teaching stage 

left.  

There are these two guys in math that are really such jerks. 

They are always saying rude comments and calling people gay or the 

R-word. They think they are really funny but everyone kind of just looks 

at them and don’t laugh. They don’t even notice that no one is laughing 

because they are laughing at each other. The teacher either doesn’t 

hear them or ignores them. Well, today I guess Tammy had had enough. 

Apparently, Josh and Chris were sending each other memes or 

something on their phone and laughing at them. But that quickly 

became distracting for everyone around them. Tammy turned around 

and asked them to be quiet so that she could focus on her homework. 

Chris snapped and said that she was an effing R-word and wouldn’t 

pass the class even if they were quiet. Tammy lost it! She started yelling 

at them that their language was really inappropriate and no one ever 

though that they were funny, everyone thought that they were clowns 

and went on and on. It escalated to shouting between the three of them 

and the teacher tried to quiet everyone down; the teacher just sent 

everyone down to the principal's office. Apparently, the principal said 

that Chris was wrong for using inappropriate language, but Tammy 

was equally wrong for escalating the situation and turning it into a 

screaming match. It didn’t matter what it was about, apparently, and 

Tammy, Chris, and Josh all have detention. Tammy has been crying all 



52 
	

 

day about it. I’m not really friends with her but my friend Jessica is. 

Jessica said that Tammy has never had detention before and is a good 

student so Tammy is pretty torn up about the whole situation. Tammy 

doesn’t think she did anything wrong, she was standing up against 

some bullies using offensive names. Tammy is even more upset because 

she thinks this is the school sending a message to students that’s it’s 

okay to use “gay” and the “R-word” as insults and people shouldn’t 

call people out for saying such horrible things. I don’t know, my friend 

Sarah said that Tammy is a bit of an activist and is part of the Gay 

Straight Alliance and is always taking up some sort of social justice 

issue. Maybe she is blowing this way out of proportion? Does what she 

was yelling in class about really matter? Does that context matter? 

Were the teacher and principal being homophobic and ableist because 

they punished her for standing up against homophobia and ableism in 

the “wrong” way? Is there a right way? She seems pretty convinced 

that even if that wasn’t their intention, that is the end result. I’m not 

really sure what to think about all of this. I think that the teacher and 

principal just didn’t want screaming matches in the middle of class. 

Would it have been the best course of action to only punish some of 

them when they were all yelling? Were they reinforcing homophobia 

and ableism?  

» 
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Facebook Memories 

Sitting at a desk on a laptop. Oh my gosh, the most 

embarrassing thing happened to me today. I went on Facebook for the 

first time in forever. Who even uses Facebook anymore? Anyways, I 

had a notification for Facebook Memories…. I made a post five years 

that was so awful I don’t even want to repeat what was said. I’m so 

embarrassed that I posted it. It was like… an article shared about how 

a group of parents were fighting for inclusion of students with special 

needs and I used some pretty colourful words to basically say, 

“inclusion at the expense of my education?” only it was really rude and 

offensive. And the comments on my post were equally horrific. People 

were agreeing with me and saying a bunch of stuff that was really 

offensive. I was sooooo embarrassed that I just deleted the entire post. I 

really don’t even remember posting that at all. It wasn’t even a topic 

that I was passionate about… just a talking point, I guess? I really 

don’t even know. It came across as very hateful, and my best friend at 

the time had a little brother with Fragile X syndrome. She never had 

Facebook, so thankfully she probably never saw it… she never 

mentioned it to me if she did. Imagine if she did? That would have hurt 

her a lot, I know it would have. At least, I know that now. Back then, I 

clearly didn’t care how my words impacted other people. I hate that I 

posted that, I’m so ashamed that I did. I have no idea who in my life 

were hurt by that post. I deleted it so now no one else will see that post. 

I need to make a conscious effort to understand how my words can 
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impact other people in the future; I don’t want to accidentally hurt 

someone, whether they are friends, family, or strangers.  

» 

Seminar Apocalypse 

Walking into a University seminar room. Desks forming a U-

shape. Teaching assistant at the back stage left, main character sits 

down back stage right near the TA. Blue-haired Bridget is down-stage 

left, first chair, with Riley matching seats stage right.  

Seriously, 9 am seminars are the absolute worst. Okay, maybe 

second worst, because at least it’s not 8am. Odds are that anyone even 

did the reading? Everyone’s a zombie; this is why 9am seminars suck. 

Most people don’t do the readings and try pass it off as not being a 

morning person. People try to piggy-back off the people who did the 

reading by waiting until those people have discussed their own opinions 

on the article, find one thing that was said to open up a “larger” 

discussion about the topic. Meanwhile, they have no idea what the 

author said about the topic, they are just going by what other people 

said the author said just to get their participation mark. Maybe people 

have read the abstract, and maybe even the conclusion just to use some 

key phrases from the article without actually having read the article. 

This happens in every seminar, but even more in early morning 

seminars. I actually did the reading, and I do them most weeks, but I 

just hate participating.  Today’s topic: Disability in the Classroom. An 

opportunity for people to discuss their own experiences with disabled 
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people and how it affected them because they pitied the disabled person 

so much. Cool. Happens every semester on the one week we talk about 

disabilities. We won’t end up actually discussing the reading because 

everyone will be too enthralled with talking about how sad it is to see 

people with disabilities despite no one in our classes stating they have 

some sort of disability. Every semester……  

And now here goes Bridget, she had a high school class with an 

autistic student... Oh, he was too distracting for you because before 

class he would walk back and forth and make movements with his arms 

before sitting down? How terrible for you, Bridget. Awful. That’s called 

stimming, and just like you say that was distracting, that often used as a 

way to help him focus. Why are your needs more important than his? 

Did she really just say that all students with special needs should be 

separated from “normal students”? What is “normal”? Who defines 

“normal”? Bridget! You have blue hair! Define “normal” for me 

please! Apparently, this kid in her class was the wrong type of 

“abnormal” for blue-haired Bridget. 

The Teaching Assistant is trying to bring the conversation back 

around to the reading. It’s clear no one read it so this desperate 

attempt to somehow make connections to the reading just won’t work… 

Riley piped up, he said, “the article clearly said you can’t just put all 

special needs students in a separate classroom, that is detrimental to 

everyone’s learning,” Oh, someone who did the reading. Bridget shot 

back with “The proper term is ‘students with special needs’ because we 
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recognize the person first and disability second. I won’t listen to anyone 

lecture me on the proper way to do things if they can’t even get the 

proper terminology right.” I guess when the reading you were 

supposed do gives sources on why you’re wrong, you resort to debating 

semantics, right? Now everyone is back to being zombies because it’s 

clear this is a heated and sensitive a topic that no one wants to get 

involved in. I remember why I hate participating.  

» 

The first monologue, Four Square, showcases the way that elementary schools 

typically include and exclude students with disabilities. By “typical” I mean that this is a 

common classroom structure from my experience. This classroom structure is informed 

by my personal experience as a student and teaching candidate. Many schools that I have 

attended, visited, and heard about from peers and educators have been described with 

similar organizational practices for those students with and without disabilities. Jordan 

being removed from a mainstream classroom in order to receive essential extra help is 

common in elementary school, while still being a part of the everyday classroom. 

Elementary school places greater emphasis on skill-building compared to high school, 

which is often more focused on academics (Carter et al., 2005). This difference is 

emphasized when comparing the monologue, Four Square, to any of the High School 

monologues. In the high school monologues, it is clear that students with disabilities are 

segregated and ostracized from the rest of the school. Notably, using the name “Happy 

Hall” to describe the hallway that the resource classroom was a way the student body 

consciously worked to segregate disabled peers. There are physical exclusions between 

able-bodied and disabled peers in school through the use of separate classrooms for 
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students with disabilities. The students in this instance were reinforcing exclusion of 

students with disabilities that was already present in the school through separation of 

students based on ability.  Whether this distinction was enacted by the school, school 

board, or the province is irrelevant because the distinction came from an authority 

imposed on the students, while the students acted upon the separation. Essentially, it is 

my belief that regardless of who mandated this separation, the result would have been the 

same within the culture of the school. 

Schools often offer classes designated as “essential” or “workplace” level, which 

are locally developed courses that are often filled with students with various disabilities 

and IEPs that are deemed unsuccessful for higher level courses of the same subjects. This 

means these classes were created by the school itself and no Ontario mandated 

curriculum exists. However, these types of classes have existed in every school I’ve 

worked in or visited, indicating that this is very much a systemic issue. If students were 

not segregated so abrasively, then it’s entirely possible that the nickname, “Happy Hall,” 

would not have the opportunity to exist in the first place. This is one example that 

demonstrates the way that the structure of the school impacts the way that students with 

disabilities are not included. Although there are attempts at inclusion of people with 

disabilities in certain elective classes, they are still excluded from most of the school. I 

grew up with these separate classrooms through transformative teenage years, so it is 

likely that this separation contributed to 3PT being a transformative experience.  

The Seminar Apocalypse monologue demonstrate how the exclusion of people 

with disabilities is reproduced through the education system. This is significant because 

distilling down the education of future teachers’ education into mainstream curriculum 

with one week to discuss teaching those with disabilities perpetuates a cycle of exclusion. 
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This is an unconscious bias that legitimizes a need for excluding those with disabilities as 

this reinforces viewing them as not belonging in regular classrooms. Unconscious biases 

are “learned stereotypes that are natural, automatic, unintentional, and so deeply 

engrained that they can easily influence one’s behaviour” (Oberai & Anand, 2018, p. 14). 

Not integrating learning about disabilities into the syllabus of classes where it would be 

appropriate reinforces and legitimizes the exclusion of people with disabilities through 

the educational system. I was part of a concurrent education program in university which 

is a program for people who are intending to be future teachers. In class we were often 

taught about positives of inclusion and in my opinion many of my professors were 

supportive of the concept. Integrating learning about disabilities throughout the course 

curriculum is a way that we can help to reduce the marginalization of people with 

disabilities in the classroom.  Dedicating only one week to discussing disabilities in the 

classroom rather than being incorporated throughout while teaching future teachers 

reproduces the exclusion of people with disabilities in school.  

My first teachable subject is drama, and I focused on the drama in education 

concentration in my program. In these classes, which were part of the dramatic arts 

department and not the education department, we created lesson plans utilizing a 

Universal Design for Learning (UDL) approach beginning in first or second year. Using 

Differentiated Instruction (DI) to incorporate student accommodations into lessons plans, 

and purposely making lessons that could be accessible to all students regardless of ability 

was taught and reinforced in every single one of my drama in education courses. Lesson 

plans should be created and tailored with specific students in mind to ensure that their 

learning needs are met. It was quite a shock to me in my teacher education courses that 

by the fifth year of university I was in classes with students that were not only opening 
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the curriculum for the first time and trying to understand the difference between overall 

and specific expectations, but that many of them complained about needing to make 

accommodations and struggled to do so. These students had not considered that they 

might need to adjust their lesson plans for students because these considerations were 

never included in their classes until teacher’s college. It was clear from my experience 

that many of these students either did not consider students with disabilities, or that they 

were an afterthought, rather than being an integral part to lesson development. Unless 

topics regarding disabilities are included throughout the syllabus and not limited to a 

token week to discuss, then the end result is people with disabilities remain excluded.  

I wrote one particular monologue that significantly stood out to me and I felt 

embarrassed sharing it with someone else when I first wrote it. It’s not a story I had ever 

shared before because it showcased how ignorant I was. It was during this time that I 

began to fictionalize my memories and create a story through the use of monologues. I 

thought that my story of embarrassment was important to share because it showcased 

another transformative moment for me fairly early on in my education. The 

embarrassment I felt in not only being ignorant but being called out by a peer on my 

ignorance prompted me to learn more and be more open to people that may be different 

than myself. My transformative experience with 3PT demonstrated a significant step in 

my journey of knowledge. It was during my time with 3PT that for the first time in my 

entire educational career that it felt like people with disabilities were treated as equal 

partners to the typical students rather than being treated as a burden to work with in the 

classroom. This is significant because this experience highlighted the shortcomings of my 

own education in regard to how to cultivate an inclusive classroom. Reflecting on my 

past experiences made me understand how I have participated in and perpetuated a 
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culture of exclusion and ableism. Treating all students regardless of ability as equal 

contributors in the classroom with equal respect is an important aspect to inclusivity. This 

is the difference between acceptance and tolerance. Many people tolerate people with 

disabilities in the classroom, but are they truly accepted? My experience with 3PT 

demonstrated what acceptance of people with disabilities in the classroom looks like.  

Stream of Consciousness 

 To begin writing my stream of consciousness, I focused on exploring the first half 

of each guiding research question: what was my experience with the 3PT and what did I 

see, hear, feel, and do within the duration of the program?; and, how did the 3PT foster 

the inclusion of students with intellectual disabilities? In order to help prompt the stream 

of consciousness I used items from my teaching dossier that I acquired during my time 

with the 3PT. The main item for inspiration was a video and a script of the final 

performance in the program. These items from my teaching dossier are unpublished 

works and I chose to use them as inspiration for my stream of consciousness because they 

were items that I used during my time with 3PT. The script from my dossier was written 

by students in the class and as the program was coming to an end the script was written as 

a way to reflect and appreciate their experience. The plot reflects on past productions 

while wondering about their future and embracing the things that make each student 

unique.  I wrote down short thoughts that I had while watching the video and reading the 

script and taking that time to reflect on my experience. I made a stylistic choice to present 

this stream of consciousness written as prose.  

» 

Bittersweet at best  
 
Plan in action 
Mindset against 
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Questioning ability 
Advocate for inclusion 
Through performance 
But what about cues and direction? 
 
You don’t know what these kids can do 
 
Ostracize those that are different 
Underestimating capabilities 
I guess we’ll see how this goes 
 
Don’t know how it will look 
Don’t know if it will work 
Have to take a chance 
 
Work together 
Make it work 
Bring out the best in each other 
Like any other drama production 
 
Underestimated 
But in performance 
We are equal  
 
Celebrate accomplishments of the past 
While working towards a better future 
Revel in the progress made 
A small step now 
Can make all the difference 
 
Sticking together  
Is the key to success 
 
What was once  
Unknown, 

Scary, 
Intimidating 

Has unlocked a world of  
Understanding, 

Empathy, 
Friendship 

 
When valued for strengths 
Rather than focus on weakness 
Everyone can flourish  
And succeed in their own way 
 
Everyone makes mistakes 
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The show must go on  
 
Appreciate each other 
For what they bring to the table 
No matter how big 
Or how small  
We’re all in this together  

» 

The first half of the stream of consciousness demonstrates a desire to be inclusive 

but there is still hesitation about it. This hesitation stems from a culture of exclusion and 

low expectations. I had questions of practicalities of cues and directions. How will this 

look on stage? How can the performance be altered in a way that all actors can learn the 

cues and blocking? In general, this performance is a great idea for inclusion but there are 

still doubts in the back of my mind that this will work well. This beginning of the stream 

of consciousness clearly demonstrates my desire to want to do it, but there is hesitation 

due to my lack of experience with students with disabilities. The phrase “you don’t know 

what these kids can do” is dialogue from my teaching dossier but it is also an 

exasperation of my present self to my past self to stop being afraid and participating in a 

system that underestimates and limits those with disabilities. With the proper support, all 

students can thrive. 

Everyone has strengths and weaknesses, and we often play to one’s strengths 

when creating performances. This is important for all students in performance, but 

especially so for those with disabilities because it helps to establish high expectations for 

success (Browne & Millar, 2016) as discussed in Chapter 2. In addition, focusing on 

one’s strengths helps to build confidence in the drama classroom, which inevitably will 

lead to more risks being taken and boundaries being pushed. For students to continue to 

take risks the classroom needs to be a safe environment to do so. The stream of 
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consciousness emphasizes that social relationships in the classroom are important to build 

a positive and safe classroom culture. A positive classroom culture is important for all 

students participating in drama class and performances.  

There is a progression of my thoughts about inclusion throughout the stream of 

consciousness. This progression of thought is evident when compared to the colour-coded 

version presented earlier. There are sentiments of hesitation and doubt at the beginning 

that were coded as blue, but by the end it is clear that I have learned how important 

inclusion is and what it should look like when everyone is treated as equal partners in the 

classroom, which were coded as green. I would like to believe that I have always known 

that inclusion is important, but it was not until the 3PT that I fully understood the positive 

impact that it can have on all students and the school culture. Throughout the stream of 

consciousness there is a development of my own thoughts on inclusion as a result of my 

participation in the 3PT. During this experience I was immersed in a highly inclusive 

program that was unlike any experience I had before. As discussed throughout the 

monologues and the subsequent discussion of the monologues my experiences before 

3PT was fairly exclusionary. Although many times I felt as though my education was 

inclusive because people with disabilities were included, it wasn’t until 3PT that I 

realized including people in the classroom did not necessarily mean they were accepted 

by the school community.  

Paintings 

 I created paintings focused on the second part of the second question, “how did 

[my experience in the 3PT] affect me as an educator?” The paintings aim to demonstrate 

my teaching paradigm now that I have been through this experience. As discussed earlier, 

I do not believe my previous education and training on disability inclusion in the 
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classroom was actually inclusive in that it was not designed to foster acceptance in the 

classroom. The 3PT taught me how to foster and support an inclusive and accepting 

classroom community. A key factor in developing acceptance and comradery was to treat 

every person in the classroom as equally important regardless of ability. Each student 

needs to be respected equally as a contributing member of the classroom.  
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Figure 1 

Rainbow Swirl 

 

Note. Oil pastel on paper 9in x 12in.  
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The painting titled Rainbow Swirl (see Figure 1) is representative of equality in 

the drama classroom. Every student brings their own ideas and opinions to the work, 

which is represented by the six distinct rainbow colours. There are two different thoughts 

and intentions behind this painting and two ways that I look at it, although as with all art 

there can be many more interpretations of it. First, the colours blend into each other and 

twirl down into a point to represent the way that students impact each other, and the 

creative process involved in creating a piece of theatre in the classroom. The purpose and 

symbolism of this painting is to demonstrate students coming together to create theatre as 

a common goal while understanding and respecting that each student has their own 

perspectives.  

Rainbow Swirl is a representation of my experience with 3PT because respecting 

and valuing all members of the classroom is something that I thought the program did 

wonderfully. As a teacher candidate participating and learning from the 3PT program I 

felt as though all students were valued members of the classroom, which in turn fostered 

an environment of respect, acceptance, and belonging (Carter et al., 2016). Fostering an 

inclusive and accepting environment was important for each student’s individual success 

and for reaching the classroom’s collective goal.  

Another intention I had when crafting Rainbow Swirl was beginning at the 

centre point and twirling out. The centre point represents the collective goal of the 

classroom and students use and build upon skills in order to achieve this goal. The six 

different colours represent a multitude of skills that are developed through drama and 

theatre. The colours are thin at the centre and then become wider as it twirls to the 

outside, demonstrating how these skills are enhanced through drama. The colours are 

wider as students gain more confidence and mastery of the skills. Having a shared 
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collective goal of the classroom allows students of all abilities to have shared 

experiences. These communal experiences are important to allow students an 

opportunity to relate to each other, reduce stigma and allow for future inclusion in other 

forms (Bailey, 2010; Carter et al., 2016). As noted in Chapter 2, some people with 

disabilities may struggle with listening, expressiveness, problem solving, and social 

interaction, but this can be worked on within an inclusive drama classroom (Bailey, 

2010). This spiral represents the development of these skills through the theatre 

performance.  
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Figure 2 

Drama School 

 

Note. Watercolour on paper 9in x 12in. 
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The painting titled Drama School (Figure 2) is representative of my belief that 

dramatic arts classrooms help enhance the school culture and are a great avenue for 

promoting diversity and cultivating inclusive spaces for students with disabilities. The 

intention of this piece was to help visualize how schools can be stagnant and promote the 

status quo, but it is through dramatic arts that students can feel free to push limits and 

take risks. Drama helps foster a well-rounded education by allowing students to freely 

express themselves in ways that are not actively encouraged or necessarily possible in 

other classes, as outlined in Chapter 2. The black and white painting bursting into colour 

under the drama masks is representative to how the drama classroom embraces diversity 

in my experience. This painting is representative of how my experience with 3PT was 

transformative for me in understanding what a truly inclusive classroom looks, sounds, 

and feels like. Much like how the colours change, so did my teaching paradigm. My 

experience with 3PT challenged my previous education on disability in the classroom.  

The classroom culture of 3PT was accepting and supportive of all students. All 

students were treated as equal partners in the creation of the performance. Students’ 

strengths were incorporated into the performance, for example, some students loved to 

dance so the script was tailored to include this strength in the final performance. Students 

being paired together for twinning roles allowed students to break down social barriers 

between those with and without disabilities, as discussed by Barton-Farcas (2018). 

Twinning students together helped to create bonds between students and challenged 

stereotypes and unconscious biases. This in turn creates positive attitudes towards those 

with disabilities and creates friendships, which develops a well-rounded education for all 

involved (Carter et al., 2016), which is reflected by the pop of colour. The painting is a 

representation of 3PT and drama in general being a gateway for inclusive and accepting 

education resulting in better education for students with and without disabilities. 
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Figure 3 

Forest of Diversity 

 

Note. Watercolour on paper 9in x 12in. 
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Forest of Diversity (Figure 3) represents diversity and community in the 

classroom. It includes many different types of trees, representing the diversity of all 

students. The trees create a forest, a unique ecosystem with a lot of wildlife that is 

environmentally essential, much like a strong community in the classroom. Developing a 

strong community in the classroom is important, especially in the drama classroom, in 

order to feel safe taking risks and exploring oneself. The 3PT exemplified creating a 

classroom community that allowed students to feel safe and capable of taking risks 

(Gonzalez, 2018). Inclusive and accepting classrooms encourage students to value and 

support each other regardless of difference (Bailey, 2010). Diverse classrooms are 

important for building empathy and my experience with 3PT demonstrated the positive 

impact of this. Building empathy teaches students to not stereotype and instead reduces 

harmful stigma towards marginalized groups (Bailey, 2010; Parchomiuk, 2018).   

To begin this painting, I thought about things that were integral to allow students 

to feel safe and take risks. Classroom community was something that kept coming up 

through the research in the literature review. I brainstormed things that also needed a 

strong community and I had written down the term “ecosystem.” To me, this comparison 

made a lot of sense. There are so many other ecosystems I could have depicted but I 

thought about how diverse forests are. Forests exist in every continent except Antarctica 

but the wildlife, flowers, and trees are different depending on where it is located. Just like 

how classroom communities exist in every school, it will be different depending on the 

teacher and the students. The forest ecosystem requires that every creature and plant work 

together to sustain it, much like how the entire classroom community must also work 

together as a team. By engaging with this painting, I came to understand how classroom 

community is very much an ecosystem reliant on respect for success. This metaphor for 

my experience with 3PT deepened my understanding of inclusive pedagogy.   
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Figure 4 

Sunflower Field 

 

Note. Watercolour on paper 9cm x 12 cm. 
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The painting Sunflower Field (Figure 4) represents growth and understanding in 

the classroom. To be able to grow flowers takes patience, knowledge, and nurturing. The 

flowers represent the students that need their individual learning needs to be met, the 

same way that different flowers need nutrients and sunlight to grow. Appropriate 

accommodations are necessary for individual student learning, much the same way that 

different flowers have different needs in order to grow. The farmhouse in the background 

represents how teachers use their knowledge in order to help grow these flowers. 

Teachers must understand their students in order to know how they learn and which types 

of accommodations are necessary for students’ learning (Carter et al., 2016). The painting 

represents how with the proper support and care, all students can flourish and be 

successful in the classroom.   

To create this painting, I brainstormed what teachers need to do in order to foster 

an inclusive environment. One thing that particularly stood out to me was growth and the 

need for teachers to tend and adapt to the needs of students. I chose to depict sunflowers 

in this painting specifically because I had recently visited a sunflower field and was 

impressed with how tall the flowers grew to be. There must have been a lot of care and 

nurturing that must have been required in order for these flowers to flourish, and that 

reminded me of what teachers do in the classroom. On the left side of the painting there 

are rows of fresh soil that look like they have been maintained and are ready to grow 

other plants. This demonstrates how teachers must plan ahead in the creation of lesson 

plans. Farmers must also adapt and accommodate to their plants or crops, which can 

change each season depending on the conditions during the growing season of each plant, 

which is similar to how teachers must also adapt and accommodate to the needs of their 

students.  
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Chapter Summary 

During this chapter I presented and analysed art that was created through self-

reflection using the guiding research questions. I used monologues to understand my past 

experience, stream of consciousness to understand my experience during 3PT, and 

paintings to understand my beliefs after my time with 3PT. After colour-coding the text I 

tried to find any sort of pattern, I realized while exploring past experiences through the 

monologues, they were mostly depicting the exclusion of people with disabilities. The 

stream of consciousness started out mostly speaking about exclusion, then inclusion and 

exclusion are interwoven together, eventually to the stream of consciousness being all 

about inclusion at the end. And finally, the paintings thematically all coded as inclusion. 

This led me to understand that my experience with 3PT was transformative for me as an 

educator because it shifted the way I thought about inclusive classrooms from 

participating in exclusion to accepting inclusion.  

The paintings I created represent how my experiences with 3PT impacted me as 

an educator. Through an exploration of art I showcased how this highly inclusive 

program shaped my teaching paradigm in a way that I was not prepared for. This 

experience demonstrated to me the power of inclusivity to the point that I truly believe it 

fostered acceptance of people with disabilities. Students with disabilities were treated as 

equal partners in the classroom and were mindful of their strengths. Although I would 

like to think I personally was accepting of people with disabilities, I have benefitted from 

and participated in a system that promotes ableism, which was explored through my 

monologues. My shift towards more inclusive classroom strategies is demonstrated in the 

stream of consciousness.  I have used creative avenues to discuss my experiences 

throughout my education in regard to disability.    
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CHAPTER FIVE: DISCUSSION 

Throughout this self-study I have reflected on my experience with 3PT through 

the creation of arts-based methods, explored how dramatic arts helped to foster the 

inclusion of students with intellectual disabilities, and how this experience has 

transformed me as an educator. Arts-based methods and self-reflectivity through arts-

based methods have been utilized in order to deepen my own understanding of my 

transformative experience. Various arts-based methods have been used for specific 

purposes in this study: monologues are used for reflecting on past experiences as a 

student, employing stream of consciousness for my experience involved in the program, 

and paintings for my teaching philosophy after my experience. Through these arts-based 

and self-reflective methods, there is a reflection process that allowed me to deconstruct 

my personal experiences and understand how these experiences have impacted me as an 

educator.  

Summary of the Study 

I have examined how my experience with 3PT was transformative for me as an 

educator through self-reflective practices that were explored through arts-based methods 

focusing on before, during, and after my experience with 3PT. This exploration of my 

experiences may offer some insight into a way that students with intellectual disabilities 

can be integrated respectfully and successfully with their mainstream peers. I chose to use 

arts-based methods (monologues, stream of consciousness, and visual art) in order to 

understand my experiences. I used items from my teaching dossier, including a script and 

video of a performance by 3PT, to enhance memory recall and guide the creative process.  

The monologues I wrote were not autobiographical but were inspired by events 

and experiences I had throughout school. I focused on moments when I witnessed people 
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with disabilities being excluded from mainstream classes and school culture and the 

learning impact this has had on me. I realized many of my previous experiences were 

fairly exclusionary after reflecting on how and why my time with 3PT was significant to 

me. This reflection forced me to understand and confront my own biases, which was 

channeled creatively through the monologues. It was important to use my own 

experiences as an entry-point into writing the monologues to achieve authenticity and 

reflect experiences that may be familiar to others. The monologues are authentic because 

they are “fiction infused with emotional truth” (Suchan, 2004, p. 304). I wanted the 

monologues to be relatable to others who may have had similar experiences to me or 

could recognize the situations and interactions I explored via monologues.     

The monologues allowed me to reflect on and understand how students with 

intellectual disabilities were often excluded in the school environment and create a 

baseline to recognize how and why my experience with 3PT was transformative for me. 

Additionally, the stream of consciousness writing approach drew heavily on my teaching 

dossier that included a script and video of a performance by 3PT obtained during my time 

with.3PT, which allowed me to reflect on my experiences in a way that embodied my 

thoughts and feelings as I remembered during my time with 3PT with the addition of 

being able to reflect on that experience after more time has passed. Due to the nature of 

some items in my teaching dossier, like a video, it was in some ways nostalgic to watch 

and almost re-live the performance. This interaction enabled me to reflect deeper on my 

experience than simply remembering. This stream of consciousness went on a journey of 

the beginning and end of my time with 3PT from being honest about my hesitations of 

this inclusive performance, to a realization that this performance is just like any other 

performance. Through this stream of consciousness I began to understand how my past 
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education was exclusive despite believing it was fairly inclusive. Finally, my visual art 

demonstrates my educational philosophy after my transformative experience with 3PT. 

There are many benefits to having inclusive classrooms and all students can be successful 

academically and socially if they are provided the proper support, and specific 

expectations for respectful interactions to reduce stigmatization.  

Discussion 

It is important for educators to incorporate self-reflection into their practice 

because it allows teachers to make improvements on their practice and better understand 

their teaching style and adapt to student needs. An important aspect of teaching is being 

able to adapt to students’ needs and this involves being able to reflect on each day’s 

lesson in order to make adjustments to better suit the students. Through self-reflection I 

have been able to understand how my experience with 3PT helped shift my views as an 

educator. While being involved with 3PT I knew this was a special experience, but I did 

not quite understand how to put it into words. Using arts-based methods helped me to 

explore my experience before 3PT to better understand how and why this program was 

transformative for me as an educator.  

I would argue that the experiences which I describe in the monologues capture 

common experiences for able-bodied students. They depict instances where privilege 

allows us to ignore or not even be aware of how people with disabilities are excluded in 

the classroom. Exclusion in school can harm students of all abilities and limits everyone’s 

learning. Especially ways that students are excluded that goes unnoticed by able-bodied 

peers, teachers, and schools. These exclusionary practices are more covert and difficult to 

recognize unless you experience it first-hand or have familiarized yourself with what 

covert exclusion looks like. In my reflections of past experience, it was not until much 



78 
	

 

later in life that I recognized types of covert exclusion. Separate classrooms for all 

students based on disability was normal for me and I never critiqued it or thought there 

would be any benefit in combining classes. I would have used all of the myths and 

misconceptions discussed in Chapter 2 about why people with disabilities are excluded in 

separate classrooms to explain why this exclusion was necessary and even beneficial. By 

highlighting instances that disabled students have been excluded in school, we can learn 

how to better serve all students. If we continue to ignore the problem then it will continue 

to become a worse issue.  

My experience with 3PT explored through the stream of consciousness showcases 

my journey of thought while participating in the program. These unfiltered thoughts 

chronicled a lot of the doubts that I had, even though I believed it would be beneficial for 

the students. Regardless of how much potential I saw in the students, there was still a 

lingering thread of doubt in the back of my mind about if 3PT could really be successful 

due to my lack of experience. I think this was really important to discuss as it does 

demonstrate how a lack of experience working with people with disabilities on my part 

can really impact one’s mindset, which makes one more likely to hold beliefs that 

reinforce stigmatization (Renwick, 2016). By the end of the stream of consciousness, I 

come to realize that the performance we created was just like any other drama 

performance. The students in the class really did approach this performance like any 

other drama performance and were empathetic and made accommodations as necessary. 

Treating disabled students as equal partners in the performance was essential to the 

success of this program and I believe it is what made this experience so transformative 

for me. It was unlike any other inclusive experience I’ve been a part of because students 

with disabilities were treated like equal partners in the classroom. This experience 
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reiterates a lot of the literature from Chapter 2 in regard to lack of experience resulting in 

stigmatization, positive role-modeling, empathy, and the effectiveness of peer buddy 

programs.   

The paintings I created to represent my educational philosophy after my 

experience were cathartic. They were purposely metaphorical and open to interpretation. 

I described how I personally interpreted it or intended them. However, some paintings 

were created with one purpose in mind, but after their creation I discovered different 

ways I could interpret the works. The interpretations that I discussed are not the only 

ways it could be interpreted, and one’s own interpretation is influenced by their own 

individual experiences. I focused on how my experience made me feel and what I saw. I 

unintentionally emphasized in every painting the uniqueness of each individual, and 

respect within the classroom. The intention behind each painting was different, but upon 

my final interpretation of them I realized this was an underlying factor in each painting. 

This is representative of much of what Barton-Farcas (2018), Carter et al. (2016), and 

Bailey (2010) discussed. Respect and compassion are at the core of inclusive classrooms, 

and 3PT.  

It was through self-reflection explored and facilitated by the creation of art that I 

came to understand how and why my experience with 3PT was transformative. In order 

to recognize why my time with 3PT was transformative for me as an educator it was 

important to understand my experiences leading up to this paradigm shift. It was through 

the analysis of the monologues that I realized that my past experiences normalized the 

exclusion of people with intellectual disabilities. Using my current perspective after 

going through a transformative experience with 3PT, I understand now that what made 

this particular inclusive program transformative was the lack of inclusive classrooms I 
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had experienced up until then. This paradigm shift was then explored farther through the 

stream of consciousness that chronicled my thought-process during my time with 3PT. 

Through this particular medium it is apparent that my journey began to shift from being 

hesitant about inclusive classrooms to embracing and valuing them. Finally, the paintings 

I created demonstrated my current beliefs about how inclusive classrooms are important 

and benefit all students regardless of ability. Without my experience with 3PT, it is likely 

I would have continued to subconsciously justify the need for exclusive classrooms and 

doubt the success of inclusive classrooms. It is through my transformative experience 

with 3PT that I how my own education lacked the in inclusive classroom principles and 

practice. This self-reflective journey I explored can be helpful for others who have had 

similar circumstances and I encourage others to reflect upon their own experiences.  

Implications 

This self-study has several implications for practice, theory, and further research. 

It is important to be able to recognize when people with disabilities are excluded and 

create opportunities for inclusion. 3PT did this incredibly well and supported students 

learning by ensuring the classroom was a safe environment to take risks. My experience 

with 3PT reiterated much of the literature discussed in Chapter 2 in regard to how 

inclusive classrooms are important for student development for those with and without 

disabilities. However, this research is limited to my own experience with 3PT and more 

research is still needed in order to understand the impact this program and programs like 

this have on students.  

Implications for Practice 

This research has many implications for inclusive classrooms. First, it is 

important to understand the ways in which students with disabilities are excluded. This 
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includes overt and covert forms of exclusion. This is commonplace in many schools and 

often goes unrecognized. This thesis discusses how people with disabilities are excluded 

from the classroom culture through literature and personal experience. This discussion 

may inform those who were unaware so that they may be able to better recognize 

exclusion when they see it. 

It is understandable that teachers and schools would be hesitant to include 

students with intellectual disabilities in regular classrooms due to a lack of experience 

with them (Bailey, 2010; Bennett & Gallagher, 2013; Burge et al., 2008; Ditchman et al., 

2016; Renwick, 2016). It is my hope that my honest detailing of my experience with 3PT 

that despite all of my initial hesitations and doubts, it is possible to have an inclusive 

program of this nature be successful.   

Implications for Theory 

The findings of this self-study confirmed the theoretical basis used. To begin, the 

theoretical framework using Vygotsky’s concept of social inclusion underpinned this 

research. The inclusion of children with intellectual disabilities is mutually beneficial for 

those with and without disabilities (Gindis, 1999; Smagorinsky, 2012). This self-study 

also confirmed research suggesting that diverse classrooms allow for more opportunities 

for positive role modelling and developing empathy (Bailey, 2010; Parchomiuk, 2018). In 

addition, the use of a peer buddy program through the use of twinning roles confirmed 

the literature that these types of programs help to improve daily interactions between 

students with and without disabilities, learn better social, academic, and empathy skills 

(Copeland et al., 2002; Hughes et al., 2001).  

This self-study draws on existing research on inclusive classrooms using Barton-

Farcas’s (2018) idea of co-playing roles, which has a positive impact on student success.  



82 
	

 

Co-playing roles were specified to describe when one hearing actor and one deaf actor 

play the same role simultaneously. This is a very similar technique to the twinning roles 

that 3PT used to pair students with and without disabilities. Although different 

accommodations need to be made and there are various purposes for co-playing versus 

twinned roles, this technique can be extended to include people with different disabilities. 

The concepts described by Barton-Farcas (2018) are transferable to different abilities and 

age levels. Barton-Farcas’s (2018) approach is an extension of peer buddy programs that 

emphasizes equal contributions from students with and without disabilities.  

Implications for Further Research 

The next step for further research is to implement more programs like 3PT into 

schools. A mixture of qualitative and quantitative research should be used in order to 

understand the effectiveness of this type of program in the classroom. Exploring how 

programs like 3PT contribute to inclusivity and acceptance and what the benefits are for 

all students. There needs to be more exploration of what is needed in order to implement 

this program as well as the skills and resources teachers need in order for it to be 

successful. Further research is needed on this type of program in order to understand its 

effectiveness.  

This research is limited to my own experiences of teaching and learning. I knew 

that students generally viewed this program as a positive experience because they were 

enthusiastic about this program. Of course, this is a self-study about my own experiences. 

The students’ reactions and thoughts were not explored, only how I interpreted them 

through my own perspective. This limits the understanding of this study. Through further 

research the impact of the program should be clarified.  

Conclusion 
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During this self-study I used self-reflection via arts-based methods in order to 

better understand how and why my experience with 3PT was transformative for me as an 

educator. In order to understand my experiences I used the following research questions 

to guide my research:  

1. What was my experience with the 3PT and what did I see, hear, feel, and do 

within the duration of the program? Consequently, how did this experience differ 

from my previous education on special education?  

2. How did the 3PT teach me ways to foster the inclusion of students with 

intellectual disabilities, and subsequently how did this affect me as an educator?  

I used monologues in order to explore my experiences with inclusion and inclusive 

classrooms before my involvement with 3PT. These monologues helped me to 

understand and contextualize my previous experiences so I could better understand why 

this was a transformative experience for me. I then explored and reflected upon my 

experience during my time with 3PT through the use of stream of consciousness written 

as prose while interacting with items from my teaching dossier. This gave me a better 

insight into how 3PT helped to foster the inclusion of students with intellectual 

disabilities with the use of twinning roles. The stream of consciousness gave me insight 

into what I saw, heard, felt and did within the duration of the program. Finally, I created 

several paintings that represented how this program affected me as an educator. These 

paintings demonstrated my thoughts and feelings on inclusive classrooms specifically 

after my experience with 3PT. There is a progression of my beliefs and understandings 

via these arts-based methods that demonstrates why I believe that my experience with 

3PT was transformative for me as an educator.  

Final Words 
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When I first decided to pursue my Master of Education, I knew that I would be 

conducting research my experience with the 3PT. I even went insofar to discuss with my 

associate teacher how I could incorporate this experience into my Master’s, which I 

hadn’t even considered doing until being involved with 3PT. When I began my Master’s 

I purposely chose classes that I felt would be the most beneficial for me to write about 

3PT, even when there were other classes that I thought would be interesting but not quite 

relevant to what I thought I wanted to write about. I was excited to share my experiences 

and discuss with people who were associated with this program about how life-changing 

it was. I initially had the idea of writing a practical handbook for teachers to use to create 

similar programs in their own schools, but that shifted as I embarked on my research.  

My handbook idea would not have been as practical as I would have liked. 

Although with my idea on it being used by teachers would have been formed with the 

opinions and input of the co-creators of the program (through my proposed interviews), I 

lack the practical in-class teaching experience for it to have been a practical guide for 

seasoned teachers. At this point I decided to veer away from my original idea, which was 

difficult considering I had already written the three-chapter proposal. I still wanted to 

share my experience with 3PT because I think it was an incredibly important program 

that deserved to be recognized for the incredible work that the teachers and students did. I 

decided to shift this to discussing my own experiences with this program. With this shift 

there came a load of new challenges I needed to face. I first needed to decide what this 

new venture would look like and how I would deconstruct my experiences. I have always 

been drawn to creative outlets and it felt like a great way to express myself. 

Next, I was confronted with really deconstructing my privilege. I was discussing 

my own experiences in this program as someone who has always excelled in academia 
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and wondering if my story was really the one that needed to be told, in this moment, in 

this capacity, about this program. Although this experience was in many ways life-

altering for me, I was confronted with understanding that I may be just another privileged 

person speaking over people with disabilities and not actually making changes into my 

own life. And even worse, I am left wondering why I should even be speaking on this 

issue at all. There are so many disabled authors like Petra Kuppers whose contributions 

are much more meaningful than mine. I have struggled to understand why my experience 

even matters on this subject. Disabled people tell us a lot of what I have already 

discussed; we just do not listen. I have been afforded the privilege of attending university, 

which many disabled people do not have access to by design, which in turn limits their 

voices in academia in general. I have realized that I do not really have the authority to 

speak on this topic, but those who do are often prevented from speaking on it or do not 

receive the respect they deserve for speaking on it. Unfortunately, academia attributes 

limited value to the contributions of people with intellectual disabilities and they become 

a subject to study, rather than a valued contributor. I have reconciled this dilemma by 

understanding that perhaps an exploration of my education as an able-bodied person 

training to be a teacher has inadvertently been perpetuating an ableist system and it was 

not until my experience with 3PT that I realized that this happened is actually quite a 

valuable perspective. Although disabled students undoubtedly feel the impact of the 

education system, my information as an insider of a teaching program is a valuable 

perspective.  

Many teachers and future teachers I know have wanted to make some sort of 

change in the world. Having a positive impact on even one student your entire career 

would change the world for that one student and would make everything worth it. This 
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program did change my life and completely shifted what I wanted to do. Before my 

experience with 3PT, I had no intentions of wanting to work with students with 

disabilities in any capacity larger than being included in the classroom in the typical ways 

I have previously discussed. After 3PT, the first semester when I was eligible to take 

Additional Qualification (AQ) courses I took Special Education Part I because this 

experience changed what my goals were in education. Maybe one day I will have the 

experience I think is necessary to create the handbook I originally dreamed of to help 

other educators create inclusive classroom environments. I have become one able-bodied 

teacher wanting to change the way that schools view and treat people with disabilities in 

school because of my experience with 3PT.  
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