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Prologue 

 This study was conducted during the onset of the COVID19 pandemic. The study’s 

original format was comprised of a survey and in person interviews as tools for data gathering 

with the focus of highlighting the students’ experience through the students’ voice. The week the 

study was set to begin schools closed for in person learning in response to COVID19. Adjusting 

to the new reality, the study shifted from the use of in person interviews to the addition of open-

ended questions following the survey to keep the focus on the students’ experience from the 

students’ voice. All data was gathered digitally during the introduction of distant learning. 
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The decision on where to educate students with disabilities (SWD) has been and 

continues to be a debated topic. While the approach to special education has changed with the 

Disabilities Studies which pushes for inclusive practices, the continuum of special education 

placement continues to be used in some schools. SWD educational placement is measured by 

time spent in the classroom with their general education peers. SWD that spend less than 100% 

of their time in general education settings are receiving special education services in more 

restrictive settings. This study looked to examine if and how SWD autonomy, competence and 



 

 xiv

relatedness, all components of intrinsic motivation based on the Self-Determination theory, is 

impacted by the percentage of time spent in general education classrooms. The study examined 

high school students and used a mixed method approach that aimed to understand how the 

location students receive their special education services impacts their autonomy, competence 

and relatedness, and what are the supportive and constraining factors involved. The findings 

highlight the importance of inclusive teaching strategies and relationships have for a SWD 

educational experience and feelings of competence and relatedness.  
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Chapter One: Introduction 

Introduction 

Disability Studies in Education (DSE) has reframed the way the special education is 

viewed specifically how disabilities are viewed, the purpose of special education and the 

outcomes. Through the lens of DSE, disabilities are identified as a social construction that have 

meaning because of social and cultural contexts. DSE acknowledges impairment in functions but 

views them as a natural variation that exists in human behavior and questions the significance of 

these differences (Baglieri, Valle, Connor, & Gallagher, 2011). Through this view, DSE suggests 

that classrooms should be shaped so all members have access to curriculum (Baglieri & Knopf, 

2004). While DSE in education views inclusion as the best approach to the education of students 

with disabilities a continuum of special education classroom placements is still used in some 

school districts. This study aims to understand how the continuum of special education 

placements impacts SWD autonomy, competence and relatedness which are the three 

psychological needs outlined by the Self-Determination Theory as key to the development of 

intrinsic motivation.  

Understanding the motivations behind action as a way to understand action is an 

important endeavor particularly for students, students with disabilities and students of color who 

are being pushed out/drop out at alarming rates (McFarland, Cui, Rathbun, & Holmes, 2018). 

Motivation is the reason behind people’s actions; it deals with the persistence, willingness and 

effort people put into their everyday lives (Ryan & Deci, 2000). When students are motivated, 

they are more willing to participate in the learning process (Lumsden, 1994). Motivated students 

achieve higher, have higher levels of confidence in their academic abilities and have a deeper 

understanding of the curriculum than their peers who are not as motivated (Gottfried, 1985; 
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Lumsden, 1994; Vansteenkiste, Simons, Lens, Sheldon & Deci, 2004). Whereas students who 

are less motivated are more likely to be pushed out/drop out of school than their more motivated 

peers (Vallerand, Fortier & Guay, 1997). Students who are pushed out/dropout out of high 

school lose the opportunity of earning a diploma that opens many career and educational 

opportunities. In 2017, 5.8% of students left high school before completion (U.S. Department of 

Education, National Center for Education Statistics, 2018). Unfortunately, for students with 

disabilities (SWD) that number is more than double, in the 2016 – 2017 school year 17.1% of all 

students with disabilities left high school before completion (U.S. Department of Education, 

National Center for Education Statistics, 2019). Unsurprisingly, literature has found SWD have 

lower levels of motivation than their general education peers (Zisimopoulos & Galanaki, 2009).  

Within special education and special education research three common descriptions are 

used to categorize disabilities: mild, moderate, and severe. The descriptions describe the 

credential the special education teachers who provides services to the student have earned. For 

the purpose of this study the focus will remain on students categorized as having mild disabilities 

and the phrase students with disabilities (SWD) will refer to students who are serviced by 

Special Educators who have received a California Education Specialist Instruction credential in 

the specialty area of mild moderate disabilities. The State of California Commission on Teacher 

Credentialing describes a mild moderate credential as servicing students with “specific learning 

disabilities; mild to moderate intellectual disabilities; other health impairment; serious emotional 

disturbance; and authorizes service in grades K–12 and in classes organized primarily for adults 

through age 22.” (State of California on Teacher Credentialing Commission, 2020). Special 

education teachers are tasked with providing SWD services to meet their specific education 

needs.  
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SWD face a myriad of issues that could contribute to their low levels of motivation. One 

possible contributor is the impact the continuum of special education services has on a SWD 

motivation. The continuum of special education services are a spectrum of services to meet a 

SWD learning needs. Within the continuum of special education services is the continuum of 

education placement. The continuum of special education placement is a spectrum of locations 

students with disabilities can receive services in. The spectrum begins are the least restrictive 

environments which include SWD with their general education peers and ends with restrictive 

environments that separate SWD from their general education peers. School districts apply the 

continuum of special education placement in various ways. Some school districts opt to provide 

services for SWD alongside their general education peers in inclusive settings for the entire 

school day while others provide services for SWD in self-contained settings for a percentage of 

their day which are separate classrooms away from their general education peers.  

Those that argue for inclusion believe that SWD learning needs are best serviced 

alongside their general education peers. Social (Shogren et al., 2015), vocational (Ryndak, Ward, 

Apler, Storch & Wilson Montgomery, 2018) and post-secondary education (Joshi & Bouck, 

2016; Theobald et al., 2018) benefits have been found for students who are serviced in inclusive 

settings. While those that argue for self-contained settings believe that SWD individual learning 

needs are best serviced in smaller and separate class settings that allow for more individualized 

attention. Typically, these smaller separate settings are segregated from the general education 

population. Interestingly, findings surrounding the academic impacts of these education settings 

are equivocal. When comparing academic achievement outcomes in secondary inclusive settings 

to self-contained settings for SWD there was no statistical difference (Fore et al., 2008; Wilson 

et al., 2011), supported by similar findings in elementary and middle school settings (Affleck et 
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al., 1988; Manset & Semmel, 1997; Waldron & McLeskey, 1998). Studies have also found that 

SWD who spend more time in the general education setting have higher rates of graduating high 

school on time when compared to similarly functioning peers who spend more time in self-

contained settings (Theobald, Goldhaber, Gratz and Holden, 2018). However, despite the support 

for inclusive education, in the 2017 - 2018 school year, 36% of all students with disabilities 

received less than 80% of their education in general education courses (National Center for 

Education Statistics, 2019).  

It is important to consider the impact education setting or location students receive their 

special education services has on a student’s motivation. People are naturally motivated but if the 

social environment is not supportive motivation will be negatively impacted (Ryan & Deci, 

2000). Having high levels of motivation is positively correlated with academic success for 

students (Lepper, Corpus & Iyengar, 2005) because of this it is important to create educational 

environments that allow for motivation to develop and thrive.  

Statement of the Problem 

The history of special education is problematic. Initially, students with disabilities (SWD) 

were excluded completely from schools or educated in separate settings by default. Following 

the Civil Rights Movement, SWD were provided with protections to ensure they received an 

education. Overtime, these protections evolved to ensure SWD receive an education that is 

equitable to their general education peers. Unfortunately, despite these efforts SWD continue to 

experience lower levels of academic success than their general education peers.  

To address SWD academic performance Individual Education Plans (IEP) were 

developed. An IEP is a plan tailored to a student who has been identified as having a disability 

that impedes their learning. The purpose of an IEP is to address their specific educational needs 
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and determining specific special education services to address these needs. To address a SWD 

individual education needs, the IEP team chooses accommodations and modifications to support 

a SWD learning. An accommodation is changing the way information is presented or changing 

the way a SWD completes an assignment or assessment. Examples of accommodations are 

allowing students to listen to an audio recording instead of reading a text or allowing a student to 

test in a separate setting. A modification is a change in what is being taught or what is expected 

of the student. Examples of modifications are having SWD answer fewer questions than their 

general education peers or grading a SWD using different standards than are used for general 

education peers. The IEP team can also specify other services including but not limited to speech 

therapy, counseling, and psychological services. IEP teams also decide where on the continuum 

of placement students with disabilities will receive their educational services. Students who are 

educated in self-contained settings have been determined by the IEP team unable to successfully 

participate in the general education setting without more restrictive services and therefore 

needing a smaller, more personalized classroom where the special education services can be 

provided. By law, placement choice should be data driven and before students are placed in more 

restrictive settings all resources must be exhausted first. Unfortunately, as previously mentioned, 

these classrooms are not yielding better academic achievement results. 

Students who are receiving services from special education teachers with mild moderate 

credentials who are education in separate settings from the general education population are still 

expected to achieve as their included peers are. Many participate in the same state exams, are 

given grades for their achievement and are also working towards a diploma of high school 

completion. As stated, SWD have lower levels of motivation than their general education peers 

(Zisimopoulos & Galanaki, 2009). Because motivation is positively correlated to academic 
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success, it is unreasonable to believe that undermotivated students would achieve equally to their 

motivated peers. People are naturally motivated but if the social environment is not supportive 

motivation will be negatively impacted (Ryan & Deci, 2000). Because of this, it is important to 

consider the impact educational setting has on a student’s motivation. How is the motivation of 

students with disabilities impacted by where on the special education continuum they are 

receiving their IEP services? While there is sufficient evidence that illustrates the importance of 

motivation in educational settings, there is a need for research examining if and how motivation 

is impacted by the percentage of time spent in the general education setting.  

Theoretical Framework 

 This study used The Self-Determination Theory (SDT) as a frame to inform the study and 

examine students’ motivation. SDT asserts that in order for intrinsic motivation to thrive three 

psychological needs must be met: competence, relatedness and autonomy. Deci, Vallerand, 

Pelletier & Ryan (1991) define the three psychological needs. Autonomy is when behaviors are a 

choice, competence is one’s ability to successfully use the resources available and relatedness is 

feelings of belonging. Intrinsic motivation is defined as motivation that comes from within (Ryan 

& Deci, 2000). Students who are more intrinsically motivated have higher levels of academic 

success, obtain a deeper understanding of content and have higher levels of feelings of 

competence (Gottfried, 1985; Lumsden, 1994; Vansteenkiste, Simons, Lens, Sheldon & Deci, 

2004). SDT stresses that in order for the three psychological needs to thrive they must be in 

supportive environments and without supportive environments the psychological needs will be 

negatively impacted. SDT provides a lens in which to examine class settings. Because academic 

success is tied to student motivation it is important to consider the impact various educational 

settings have on students. If students are placed in settings that do not allow for the development 
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or maintenance of the three psychological needs for intrinsic motivation is it fair to expect them 

to make significant academic achievements? 

Purpose of the Study 

The purpose of this study is to examine the impact educational settings have on students 

with disabilities (SWD) through the lens of The Self-Determination Theory (SDT). While SDT 

has been found to provide an understanding of the educational settings needed to allow for 

intrinsic motivation to thrive, this study will specifically examine the relationship between 

intrinsic motivation and where SWD are receiving their special educational services. The 

characteristics and designs needed for successful inclusive educational settings have been widely 

researched (Poonam & Haynes, 2015; Villa, Thousand, Nevin & Liston, 2005; Paterson et al., 

2005), unfortunately self-contained educational settings, segregated settings where special 

services are provided, have not been subject to the same attention. Despite this, students with 

disabilities that spend more time in self-contained settings are expected to achieve academically 

just as their peers in inclusive settings. Those that are motivated authentically have enhanced 

performance, persistence, and creativity but this motivation must be met with supportive 

conditions or it will be negatively impacted (Ryan & Deci, 2000). Consequently, it is important 

to understand how educational settings may impact students’ intrinsic motivation. 

Research Questions 

  This study is looking to explore the impact where students with disabilities (SWD) 

receive their special education services has on their intrinsic motivation. The following research 

questions will guide this study: 

1- In what ways do the experiences of SWD autonomy, relatedness, and competence differ 

based upon where they are receiving their special education services? 
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2- What are the supportive and constraining conditions that exist in the environments 

students with disabilities receive their special education services that impact their 

autonomy, relatedness and competence? 

Overview of Methods 

  The study will focus on examining the impact of the education setting where students 

with disabilities’ (SWD) receive their special education services on their intrinsic motivation 

through the lens of The Self-Determination Theory framework. To address the research 

questions a mixed-method approach will be used. The participants involved in this study will 

include high school SWD. First, a modified version of the Basic Psychological Need Satisfaction 

a Work Scale (BNSW-S) will be administered to all student participants to examine their various 

self-reported levels of intrinsic motivation. Following the survey, the students will be asked to 

answer 5 open ended questions to explore the supportive and constraining factors to the SWD 

intrinsic motivation to examine how and if their educational setting is related.   

Significance of Study 

  As schools continue to employ the self-contained classroom as a placement for students 

with disabilities (SWD) to receive their special education services, it is important to understand 

the impact these settings have on students as a whole. This study will broaden the knowledge of 

the overall impact self-contained settings have on students to allow stake-holders to make 

informed decisions on where a SWD receives their special education services. The intended 

purpose of self-contained settings is to meet the individual learning needs for SWD but research 

has found there is no remarkable difference in academic achievement when comparing SWD 
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receiving services in self-contained settings to those receiving services in inclusive settings and 

yet, SWD continued to be receive services in separate settings.  

The purpose of education is to teach students the skills and behaviors they will need in 

order to lead productive and fulfilling lives. It is important to consider the impact separate 

educational settings have on SWD. In Kirby’s (2016) words: 

Whether it is on the basis of race, ethnicity, or language, exclusion from education 

or participation in an inferior and separate education can reinforce societal 

barriers. Barriers in society can impede access to public spaces, employment, 

healthcare, participation in civic opportunities and education. The result of the 

exclusion is the perpetuation of stereotypes and inequality. For individuals with 

disabilities, the journey to equity in education has been influenced by the same 

factors. (pg.175-176) 

  

Because the act of providing students services in separate settings can be harmful to students’ 

well-being, it is important to ensure that this setting is in fact providing the students with the best 

opportunities for not only academic success but also opportunities to develop the social and 

vocational skills that will be needed to prosper in life outside of high school. Furthermore, SWD 

are not the only population of students who are segregated from the mainstream population. 

English language learners, students with emotional disturbances, students with identified 

behavioral issues and students who attend schools that employ tracking programs also experience 

separate placements. The findings from this study also inform practitioners and decision makers 

when working with any students who experience segregation.  

Definition of Key Terms 

Autonomy. When behavior is self-determined, self-initiated and self-regulated (Deci, 

Vallerand, Pelletier & Ryan, 1991).  

Competence. One’s belief in their ability to effectively handle the environment (Deci, 

Vallerand, Pelletier & Ryan, 1991). 
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General Education Students. Students that have not been identified as having a disability. 

Individualized Education Plans. A plan that is developed, reviewed, and revised for each 

child with a disability to support their individual learning needs (Individuals with Disabilities 

Education Act, 2004). 

Inclusive Settings. Classrooms that contain both students with disabilities and general 

education students and are usually taught by a team of a general education teacher and a special 

education teacher. 

Intrinsic Motivation. Motivation that comes from within. When people are intrinsically 

motivated, they choose to complete tasks because they find it interesting and they have the desire 

to do so (Gagné & Deci, 2005). 

Least Restrictive Environment. Students with disabilities will be educated with their peers 

unless the severity of their disabilities does not allow for an appropriate education in the general 

education classroom (Individuals with Disabilities Education Act, 2004). 

Relatedness. The need to feel belonging or connected to an environment and others 

within that environment (Ryan & Deci, 2002, p.8). 

Self-Contained Settings. Smaller educational settings that contain only students with 

disabilities who receive instruction from a special education teacher. 

Self-Determination Theory. An approach to human motivation and personality that 

identifies three psychological needs (autonomy, relatedness and competence) as the basis for 

self-motivation and the conditions that support the needs (Deci & Ryan, 2000, p. 68). 

Students with Disabilities. A student that has been identified as having impairments in 

their ability to learn and therefore needing special education services. The definition of students 

with disabilities from the Individual with Disabilities Act: 
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‘‘(i) with mental retardation, hearing impairments (including deafness), speech or 

language impairments, visual impairments (including blindness), serious 

emotional disturbance (referred to in this title as ‘emotional disturbance’), 

orthopedic impairments, autism, traumatic brain injury, other health impairments, 

or specific learning disabilities; and ‘‘(ii) who, by reason thereof, needs special 

education and related services. (Individuals with Disabilities Education Act, 

2004) 
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Chapter Two: Literature Review 

Introduction 

On February 7, 2018, the Chairperson for the National Council on Disability submitted a 

report to the President of the United States outlining the importance of inclusive education. 

Inclusive education is the intent to ensure that special education is not a place for students with 

disabilities (SWD) to go to, but rather services provided to these students to guarantee equal 

access to education (Jimenez & Graf, 2008). Historically, SWD were excluded from public 

education or educated in segregated schools or classrooms (Yell, Rogers & Rogers, 1998; 

Hardman & Dawson, 2008). To counter this exclusion, the Individuals with Disabilities 

Education Act (previously known as the Education for All Handicapped Children Act) was 

passed and ensures SWD a free and appropriate (FAPE) education with students who are not 

disabled unless “the nature or severity of the disability of a child is such that education in regular 

classes with the use of supplementary aids and services cannot be achieved satisfactorily” 

(Individuals with Disabilities Act, 2004). Through this, a continuum of special education 

services and placements have been used to address SWD education needs. Within the continuum 

of special education services and placements, SWD receive services that are meant to address 

their learning needs. Some school districts services SWD in inclusive settings alongside their 

general education peers, others choose to provide services in separate educational settings for all 

or part of the school day. Inclusive education is also supported by research that has found 

academic, social and vocational benefits for SWD. However, despite the support for inclusive 

education, in the 2017 - 2018 school year, 36% of all students with disabilities received less than 

80% of their education in general education courses (National Center for Education Statistics, 
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2019). In other words, those students were educated in separate settings from their nondisabled 

peers. 

Even though the Disability Studies in Education (DSE) movement pushes for disabilities 

to be viewed as a natural human variant and therefore classrooms should be inclusive places in 

which all students have access to curriculum, the continuum of special education placements 

continues to be used. Because the continuum of special education placement continues to be 

used, the literature review and research will focus on the continuum of special education 

placement and its impact. The continuum of special education placement, if thought of as a 

spectrum, can range from receiving special education services in special schools (restrictive 

environments) to receiving special education services in the general education setting alongside 

peers without disabilities (least restrictive environments; Taylor, 1988). Alternative educational 

settings are used to address students’ individual learning needs and ensure SWD are receiving 

educational benefits. However, research has found no significant difference in academic 

achievement when comparing students educated in inclusive and self-contained educational 

settings (Wilson, Kim & Michaels, 2011; Fore, Hagan-Burke, Burke & Boon, 2008; Affleck, 

Madge, Adams & Lowenbraun, 1988; Manset & Semmel, 1997; Waldron & McLeskey, 1998). 

Nevertheless, SWD continue to be separated from their general education peers. 

Literature Review 

Little attention has been spent examining the impact classroom setting has on students’ 

intrinsic motivation - motivation that comes from within. This study will examine the impact 

classroom setting has on students with disabilities’ (SWD) three psychological needs outlined in 

the Self-Determination Theory as needed for intrinsic motivation to develop: autonomy, 

competence and relatedness. This review will begin the history and development of special 
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education, an overview of inclusive settings and a comparison of self-contained and inclusive 

settings. Following is an overview of the role of motivation in education and specifically the role 

of motivation in the education of students with disabilities. Concluding this review is an outline 

of The Self-Determination Theory which is the theoretical framework that will guide this study. 

Brief Review of Special Education and Inclusion 

The argument on where to educate students with disabilities (SWD), with general 

education peers or separate from general education peers, has been long standing. Before the 

passage of laws, SWD were often excluded from attending school (Yell et al., 1998; Hardman & 

Dawson, 2008). The initial decision to exclude students with special education needs from 

schools was upheld by a series of court rulings. The Brown v. Board of Education (1954) ruling 

that the segregation of students by race was unequal and therefore unconstitutional resulted in 

greater protections for minorities, including those with disabilities. It established the idea of 

equal opportunity which became the foundation for the argument that the educational policies of 

the time were not providing SWD the same public education opportunities as their peers without 

disabilities (Yell et al., 1998). Brown v. Board of Education was a kickstart in the fight for the 

right to an appropriate and meaningful education for SWD that was comparable to their peers 

without disabilities. Federally guaranteed access to public education for SWD came with the 

passage of the Education for All Handicapped Children Act now known as the Individuals with 

Disabilities Act (IDEA) in 1975.  

The purposes of IDEA are: (a) to ensure SWD have a free and appropriate education 

(FAPE), (b) to protect the rights of SWD and their parents, (c) to provide assistance to states to 

provide education to SWD and (d) to determine the effectiveness of the education SWD are 

receiving ("25 Year History of the IDEA", 2007). A major principle of IDEA is educating SWD 
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in the least restrictive environment (LRE), meaning SWD will be educated with their non-

disabled peers unless the severity of their disabilities does not allow for an appropriate education 

in the general education classroom (Taylor, 1988; Katsiyannis, Yell & Bradley, 2001; 

Individuals with Disabilities Education Act, 2004). In practice, this is how and where a student 

receives their special education services ranging in a spectrum of options based on the individual 

student’s needs (Taylor, 1988). 

Least Restrictive Environment (LRE) Impact on Inclusive Education. The purpose of 

the LRE principle is to protect the rights of SWD to be educated to the maximum extent possible 

with their peers without disabilities (Taylor, 1988; Katsiyannis et al., 2001). In other words, the 

LRE principle calls for inclusive education as the location a student with disabilities (SWD) 

receives their special education services unless a student’s disability is determined to require 

alternative placement. Where a SWD receives their special education services is determined by 

their Individualized Education Plan (IEP) team during the creation of the student’s IEP. The 

purpose of an IEP is to tailor a student’s education to their specific needs. An IEP is a plan for 

the special education services a SWD will receive; it describes the student’s disability, 

establishes academic and/or behavior goals, lists accommodations and modifications to address 

the student’s learning needs and assist them with reaching their goals, and tracks the student’s 

progress over time. An IEP team is a multidisciplinary team that typically consists of: a school 

psychologist, a special education teacher, general education teachers, the student, parents or 

guardians and any other entities that may contribute information or services to assist with the 

creation and implementation of the IEP. Through the creation of a student's IEP the location a 

student receives their special education services is selected by a data driven decision based upon 

what the student’s individual and specific needs are. Generally, using data the IEP team 
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considers if the classroom setting (a) is relevant to the student’s learning ability, (b) is tailored to 

the student’s unique needs, and (c) is considerate of the educational benefits for the student 

(Martin et al., 1996). Settings considered least restrictive are placements in which SWD are most 

integrated with their peers without disabilities (e.g., general education classroom, general 

education classroom with pullout services, part-time special education classes). Contrarily, the 

most restrictive placements are placements in which SWD are segregated from their peers 

without disabilities (e.g., residential schools, homeschools, special schools, self-contained 

settings; Taylor, 1988). While there are a multitude of educational placements for SWD, for the 

purpose of this review, two placements will be focused on: inclusive settings and self-contained 

settings.  

 Inclusive settings are defined as “a means of achieving educational equity – where the 

conditions of learning are present for all students” (Paterson, Graham & Stevens, 2005, p. 80). In 

inclusive settings SWD are educated alongside their peers in the general education classrooms 

receiving modifications and accommodations addressing their specific learning needs so they are 

able to access the curriculum. The alternative setting for SWD are self-contained classrooms. 

Self-contained classrooms are segregated settings in which SWD spend a majority of their day 

exclusively with a special education teacher and other peers who have disabilities. Typically, the 

class size is much smaller than a general education setting and SWD receive accommodations 

and modifications to master standards with lessons that are tailored to their individual learning 

needs. Before a student is placed in a self-contained setting all resources must be exhausted. 

While the LRE principle has the best intentions for SWD there are arguments that challenge the 

effects of the principle. The LRE principle allows and validates segregation of SWD in certain 

circumstances, runs on the belief that SWD must earn their place in environments that are least 
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restrictive (Taylor, 1988) and does not clearly define what constitutes LRE for a student leaving 

the decision up for interpretation (Marx et al., 2014).  

  Two understandings of the meaning of LRE which inform decision makers (IEP teams) 

on how to determine the educational placement of SWD have been identified by Marx et al. 

(2004). The first understanding is LRE environment is always in the general education setting. 

The second understanding is LRE is the setting in which a student’s educational needs can be 

met.  

The ideology that LRE is always in the general education setting is supported by 

components of IDEA. IDEA requires that SWD be educated in the general education setting to 

the maximum extent possible (Marx et al., 2014; Martin et al., 1996; Katsiyannis et al., 2001; 

Individuals with Disabilities Education Act, 2004), before placement change can be considered 

modifications in the general education classroom must be implemented first (Martin et al., 1996) 

and there must be justification for the removal of a student from the general education classroom 

setting (Marx et al., 2014). In summary, there are no regulations for placement in the general 

education classroom setting but many regulations for placement in more restrictive 

environments.  

The opposing understanding is LRE is the setting in which a student’s educational needs 

can be met, meaning a student may require more restrictive settings due to their disability 

impacting their access to curriculum in the general education setting. The basis of this idea is 

supported by current legislation; court rulings support the students’ IEP team deciding what LRE 

means for each student which allows for placement in more restrictive environments if the IEP 

team determines it is necessary (e.g., San Antonio School District v. Rodriguez, 1973; Mark A. v. 

Grant Wood Educational Agency, 1986; A. W. v. Northwest R-1 School District, 1987; Marx et 
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al., 2014) . Further clarity on each of the concepts noted above can be offered by describing the 

research surrounding inclusive settings and comparisons between inclusive settings and self-

contained settings. 

Inclusive Education. As stated previously, inclusive settings are classrooms in which 

students with disabilities (SWD) are receiving their special education services and are educated 

alongside their general education peers. The structure for inclusive classrooms can vary from 

school to school but the common characteristic is that all students are included in the classroom.  

Factors for successful inclusive settings. Through inclusive schooling there is an 

equitable response to the needs of all learners (Paterson et al., 2005). In order for secondary 

inclusive settings to be successful research has found that specific factors must be in place: 

teacher supports (Poonam & Haynes, 2015; Paterson et al., 2005; Robinson, 2002), tailored 

instruction that address students’ learning needs (Villa, Thousand, Nevin & Liston, 2005; 

Paterson et al., 2005) and an environment that embodies a culture of care (Paterson et al., 2005). 

The description of the factors needed for successful inclusive settings will provide clarity on the 

context of inclusion. 

 Teacher supports. Teachers rely on various supports when working in inclusive settings. 

Inclusive settings are a collaboration between many stakeholders including but not limited to 

general education teachers, special education teachers, occupational therapists, speech 

pathologists and psychologists, all providing services to students for their various educational 

needs. Because inclusive settings are a collaboration of many stakeholders with varying opinions 

and responsibilities, administrative support is needed and important to hold all stakeholders 

accountable (Villa et al., 2005; Paterson et al., 2005). Administrative support is also needed with 

logistical tasks including the distribution of SWD among general education classes (Villa et al., 
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2005), the management of resources (Paterson et al., 2005) and providing intentionally 

designated time for teachers to plan and collaborate with each other during the workday (Poonam 

& Haynes, 2015; Robinson, 2002). Ongoing professional development is another support for 

teachers that promotes the success of inclusive environments (Villa et al., 2005). Specific areas 

of professional development important to the success of inclusive environments identified by 

general and special educators include universal lesson plan design (creating lesson plans that 

support as many students’ educational needs as possible) and tailored instruction (Villa et al., 

2005).  

Tailored instruction. The purpose of an IEP is to tailor a SWD’s education to their 

learning needs. Through the creation of an IEP specific accommodations and modifications are 

determined to tailor instruction for a SWD including what and how to teach SWD based on their 

individualized needs (Landrum & McDuffy, 2010). Therefore, in successful inclusive settings 

teachers focus on the students’ individual learning needs (Paterson et al., 2005). Classrooms that 

utilize tailored instruction create environments that are effective for a variety of learners (Villa et 

al., 2005). For example, in a mixed method study comparing the use of differentiated peer 

tutoring to the use of traditional teaching practices in an inclusive high school chemistry 

classroom setting, Mastropieri, Scruggs and Graetz (2005) found that both SWD and their 

general education peers who utilized differentiated peer tutoring outperformed their peers who 

learned with more traditional strategies. The traditional strategies included teacher lecture, notes, 

labs, textbooks and worksheets while the experimental group expanded on the traditional 

strategies with differentiated peer tutoring using verbal elaborations, expansion and examples of 

concepts to facilitate learning. The finding from Mastropieri et al., is supported by Connor and 

Cavendish (2018) who found SWD identified tailored instruction as effective pedagogy in 
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general education classrooms, specifically pedagogy that uses multi-modalities to teach concepts, 

explain ideas clearly and personalize responses based on students’ needs. 

Student/teacher relationships and the culture of caring. For inclusive settings to be 

successful teachers must exercise a variety of strategies to teach and assess SWD (Villa et al., 

2005). Beyond that, a large part of student success is determined by the types of relationships 

students are able to create with teachers and peers (Klem & Connell, 2004; Doren, Murray, & 

Gau, 2014; Prince and Hadwin 2013; Milsom & Glanville, 2010; Watson, 2007; Kortering & 

Braziel, 2002; Moore & Keefe, 2004; Patterson et al., 2005; Villa et al., 2005). Students 

expressed preference for teachers who create positive (Moore & Keef, 2004), non-authoritative 

(Watson, 2007) learning environments. These teachers are willing to build relationships with 

students by communicating on a personal level (Moore & Keef, 2004), are patient and willing to 

explain and assist students with classwork (Watson, 2007). Students who feel as if teachers are 

creating a caring environment are more likely to be engaged in school; high levels of 

engagement lead to better attendance and test scores (Klem & Connell, 2004), while students 

with learning disabilities who have positive relationships with their teachers and peers are more 

likely to graduate (Doren, Murray, & Gau, 2014). In addition, there was a connection between 

students who feel as if they belong to their school and their levels of competence, enjoyment and 

their investment in their learning (Prince and Hadwin, 2013).  

Accordingly, students who had poor relationships with their schools and teachers 

reported feeling low levels of emotional support and involvement with their teachers as well as 

low levels of enjoyment and involvement in their school (Murray & Greenberg, 2000). When 

specifically looking at students with emotional disturbances and learning disabilities, having 

poor relationships with peers and teachers has a negative impact on school enjoyment which 
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typically results in lower grades than their peers who have positive teacher/peer relationships 

(Milsom & Glanville, 2010). Finally, students identified “bad teachers” as one component of the 

worst part of school; these teachers were described as being mean, uncaring, or too difficult for 

students to understand (Kortering & Braziel, 2002).  

Students’ perspectives on inclusion. The perceptions SWD have of their educational 

program is crucial to help educators understand if their needs are being met. Educational 

practices should be guided by the perceptions of students to ensure they are in fact beneficial for 

the student rather than based solely from educators’ opinions. When looking at special education 

as a whole, secondary students often experience frustration with the special education label; 

students are aware when they are being excluded, experience marginalization (Watson, 2007) 

and they desire to be treated the same as their general education peers (Moore & Keef, 2004).  

In inclusive settings, SWD perceive general education teachers as unwilling and too busy 

to assist them with their work (Watson, 2007) and prefer self-contained settings because they 

feel special education teachers create environments in which learning is easier (Moore & Keef, 

2004). SWD experience marginalization through encounters with teachers who are resistant to 

make accommodations and lack the knowledge and understanding needed to address SWD 

educational needs (Watson, 2007). Coupled with difficulties faced with teachers, having the 

special education label can create hostility from general education peers towards SWD or give 

general education peers low opinions of students with a special education label (Moore & Keef, 

2004). In order to create successful inclusive environments SWD expressed the importance of 

teachers creating positive environments, and offering careful explanations of lessons and 

modifications to the curriculum that ensures students were learning instead of just teaching the 

textbook (Moore & Keef, 2004). 
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General education students’ views on inclusion and SWD have been found to be heavily 

influenced by what education setting model their school employed. General education students 

educated in a school that utilized self-contained classrooms generally held the opinion that 

segregating SWD from the general education population was fair because SWD needed more 

help to learn the material and the special education classroom was the setting to receive this help 

(Bunch & Vallejo, 2004). General education students who were educated in an inclusive setting 

generally rejected the idea of resource rooms because it segregated SWD from their general 

education peers. These students were comfortable with SWD receiving extra support in class and 

felt they had a responsibility to also provide support to SWD with their work (Bunch & Vallejo, 

2004).  

Teacher’s perspectives on inclusion. Due to the push for inclusive education, there has 

been an increase in general education placement for SWD. Because of this, general educators 

and special educators’ roles are transforming to fit these new educational environments 

(Mchatton & Parker, 2013). Teacher buy-in is important to the success of inclusive environments 

because “if special educational needs are to be met, those responsible for meeting them must be 

willing to provide for these pupils” (Ellins & Porter, 2005, p. 188). Secondary teachers who have 

more special education training (Ellins & Porter, 2005), positive experiences working in 

inclusive environments and higher levels of self-efficacy in their ability to include SWD in their 

classroom (Round, Subban & Sharma, 2016) have more positive attitudes towards inclusion. On 

the other hand, teachers with the most negative attitudes towards inclusion have the least amount 

of special education training, knowledge and experience (Van Reusen, Shoho & Barker, 2001). 

General education teachers’ perspectives on inclusion have also been found to vary depending on 

the subject taught; teachers who teach subjects that have pressure to perform well on 
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standardized academic measures hold more negative attitudes towards inclusive education, a 

potential result of the perceived possible negative effects SWD could have on test scores (Ellings 

& Porter, 2005).  

Impact of inclusion on postsecondary education. SWD understand that an advantage of 

education is the positive impact it has on the type of career one can pursue and obtain (Kortering 

& Braziel, 2002; Ellins & Porter, 2005). Postsecondary education enhances opportunities for 

students in their adult lives. Students with learning disabilities who spend more time in the 

general education setting graduate on-time at higher rates than similarly achieving students with 

learning disabilities who spend less time in the general education setting (Theobald, Goldhaber, 

Gratz and Holden, 2018). A student’s education placement in secondary school also impacts 

their education opportunities for postsecondary school (Villa et al., 2005; Theobald et al., 2018; 

Joshi & Bouck, 2016). The more time a student with learning disabilities spends in a general 

education setting for core classes (e.g., math, English, science and social science) has been found 

to have a direct relationship to student’s attendance in postsecondary educational options (e.g., 

two-year college, vocational programs; Joshi & Bouck, 2016; Theobald et al., 2018). SWD 

educated in the general education setting are more likely to be exposed to grade-level core 

curriculum with adapted materials (Kurth & Mastergeorge, 2012) and SWD who complete 

college preparatory curriculum have been found to be five times more likely to complete 

postsecondary education (Yu, Novak, Lavery, Vostal & Matuga, 2018). However, SWD who 

receive their education in self-contained classrooms are often placed in courses with lower rigor 

(Villa et al., 2005), are enrolled in a significantly lower number of math, science and social 

science courses, complete foreign language courses at a lower rate (Shifrer, Callahan & Muller, 

2013) and in turn are provided a limited opportunity to engage in courses that are prerequisites 
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for postsecondary options (Villa et al., 2005), which disqualifies SWD from attending 

postsecondary education programs before they reach them. 

Inclusion Compared to Self-Contained Settings. Self-contained educational settings 

were once the default placement for students with disabilities (SWD). The shift in educating 

SWD in self-contained classrooms has been heavily influenced by The Civil Rights Movement 

which led to education policies and research examining best classroom setting practices. While 

there are obvious benefits of inclusive education for a SWD postsecondary education, there is no 

clear answer whether inclusive settings are better academically for SWD when compared to self-

contained settings. A large portion of studies that examined secondary educational settings and 

academic achievement have found there is no significant impact on academic achievement as a 

result of educational placement (Fore et al., 2008; Wilson et al., 2011). Specifically, the content 

area performance (i.e., English, math, science and social studies grades) of secondary SWD 

across inclusive and self-contained educational placements were found to produce no significant 

differences in student achievement in English, math and social studies (Wilson et al., 2011). 

When comparing math and reading scores of secondary students educated in inclusive settings to 

those educated in self-contained settings there were also no significant differences in 

achievement found (Fore et al., 2008). Research focused on elementary SWD and educational 

achievement in relation to classroom setting have produced similar results (Affleck et al., 1988; 

Manset & Semmel, 1997; Waldron & McLeskey, 1998). Studies that have found differences in 

academic achievement support the placement of students with disabilities in inclusive settings 

(Holahan & Costenbader, 2000; Barrett, Stevenson & Burns, 2019; Tremblay, 2013). 

Beyond academic achievement, it is important to consider the social and vocational skills 

students learn while in school and the effects of educational placement. In an examination of 
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long-term outcomes of inclusive and self-contained settings, Ryndak, Ward, Apler, Storch and 

Wilson Montgomery (2018) in a qualitative case study compared the effect of each placement by 

studying two brothers with autism educated in different settings during their preschool through 

secondary school education. The brothers were 10 years apart in age and had comparable 

disabilities. The older brother, Mark, was educated in self-contained settings and the younger 

brother, Jim, was educated in inclusive settings. During his time in school, Mark did not have 

any significant change in his overall academic, social, and vocational skills while Jim had a 

significant change in his social and vocational skills and although earned lower standardized test 

scores than his brother, Jim was able to better engage in the general education curriculum. 

Self-contained classrooms separate SWD from their general education peers for all or a 

portion of the school day. Students who receive educational services outside of the general 

education classroom experience higher feelings of alienation than their peers who are fully 

included (Shoho, Katims & Wilks, 1997; Brown, Higgins, Pierce, Hong & Thoma, 2003). 

Receiving special education services in a self-contained setting also impacts SWD social 

networks. Social networks are the ties connecting actors (Hopkins, 2017). For students, social 

networks are the peers, teachers and staff they have relationships and exchange resources with. 

SWD receiving special education services in self-contained educational settings were found to 

have smaller, less dense or less connected networks than their peers educated in more inclusive 

settings; their networks were also less efficient resulting in fewer opportunities to access support 

(Fisher & Shogren, 2016).  

Student Motivation 

When students are motivated, they have the desire to participate in the learning process 

(Lumsden, 1994). There are two types of motivation: intrinsic and extrinsic. Intrinsic motivation 
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comes from within while extrinsic motivation comes from outside factors (Ryan & Deci, 2000). 

In academics, intrinsic motivation has a positive correlation with grades and standardized test 

scores. On the other hand, extrinsic motivation has a negative correlation with academic 

outcomes (Lepper, Corpus & Iyengar, 2005). For the purpose of this study intrinsic motivation 

will be the focus. 

 Intrinsically motivated students achieve higher in school (Gottfried, 1985; Lepper, 

Corpus & Iyengar, 2005; Vansteenkiste, Simons, Lens, Sheldon & Deci, 2004), perform better 

on tests and have a deeper understanding of the curriculum than their less motivated peers 

(Vansteenkiste et al., 2004). Unsurprisingly, intrinsically motivated students also have higher 

levels of satisfaction with school and more enjoyment of academic challenges (Deci & 

Vallerand, 1991). Intrinsically motivated students participate in learning because they want to; 

because their participation is not forced it makes the learning experience meaningful. Not only 

are there academic benefits that come with being intrinsically motivated, intrinsic motivation is 

positively correlated with persistence. Persistence is one's willingness to complete a task despite 

obstacles they face. Because academic programs are years long processes, persistence is an 

important trait for students to have in order to successfully navigate and weather challenges in 

order to complete their programs. In a study examining persistence in high school students, 

Vallerand, Fortier & Guay (1997) administered a questionnaire to 4,537 ninth and tenth grade 

students that examined a variety of areas of self-determination and persistence. After one year, 

the researchers determined which of their initial participants had dropped out of high school 

since completing the questionnaire and found that there was a 6% dropout rate. When comparing 

the students who dropped out of high school to the students who persisted results showed that 

students who dropped out of high school had significantly lower levels of intrinsic motivation 
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than the students who persisted. By the same token, in a study looking at the impact of intrinsic 

motivation on persistence in a junior college setting, Vallerand and Bissonnette (1992) examined 

1,042 first term junior college students’ self-assessment of their intrinsic motivation at the 

beginning of the school year and rates of completing the course. Results of the study showed that 

the students who reported higher levels of intrinsic motivation persisted through the course over 

the students who dropped out of the course before completion.  

Motivation and students with disabilities. The importance of motivation in academic 

achievement is clear, motivation leads to better academic results and experiences. Unfortunately, 

students with disabilities (SWD) have more motivational deficits than their general education 

peers (Zisimopoulous & Galanaki, 2009; Seyed, Salmani, Nezhad & Noruzi, 2017). Among 

these deficits include unwillingness to complete assignments, a general lack of interest in school 

(Zisimopoulous & Galanaki, 2009), low levels of self-efficacy (Seyed et al., 2017) and avoiding 

work entirely (Fulk, Brigham & Lohman, 1998). Having motivational deficits is correlated with 

math and reading achievement. Students with low motivational self-perceptions scored lower in 

math and reading achievement than their more motivated peers (Deci, Hodges, Pierson & 

Tomassone, 1992). Research on classrooms and motivation show classrooms that are controlling 

of students and their behaviors have negative impacts on their motivation (Deci, Hodges, Pierson 

& Tomassone, 1992). Missing from literature is the impact where students receive their special 

education services has on SWD intrinsic motivation.  

Theoretical Framework 

This study investigated the relationship between classroom setting and student intrinsic 

motivation. To frame this study The Self-Determination Theory (SDT) was used to examine how 

educational settings specifically self-contained and inclusive classrooms impacted students with 
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disabilities’ feelings of autonomy, competence and relatedness which are the psychological 

needs required within SDT for intrinsic motivation to thrive. The study also examined the 

supportive and constraining conditions that impacted students’ psychological needs. SDT was 

selected to frame this study because it examines areas that are strongly impacted by environment 

(e.g. classroom setting) which is the focus of this study. SDT assisted with understanding the 

specific conditions that influence or inhibit intrinsic motivation within a classroom setting.  

 The Self-Determination Theory (SDT) investigates the psychological needs and the 

conditions that foster or prevents the growth of human motivation (Ryan & Deci, 2000). 

Essential to SDT is the difference between intrinsic motivation and extrinsic motivation. Intrinsic 

motivation is motivation that comes from within. When people are intrinsically motivated, they 

choose to complete tasks because they find it interesting and they have the desire to do so 

(Gagné & Deci, 2005). Because one chooses to complete a task for themselves there is no need 

for rewards or punishments. On the other hand, extrinsic motivation is influenced by one’s 

surroundings. Extrinsic motivation comes from outside factors; extrinsically motivated people 

complete a task due to the rewards or punishments that are attached to it (Ryan & Deci, 2000). 

For the purpose of this study, intrinsic motivation will be the focus. 

While humans are naturally intrinsically motivated, intrinsic motivation flourishes in the 

right conditions, supported by the right environment and if the needs for motivation are not met 

the potential for it is inhibited (Ryan & Deci, 2000). SDT suggests that three psychological needs 

must be met for intrinsic motivation to thrive: autonomy, competence and relatedness. Autonomy 

is when behavior is self-determined, self-initiated and self-regulated (Deci, Vallerand, Pelletier 

& Ryan, 1991). Those who feel autonomous experience having choice and the freedom to 

exercise their choice. Competence is one’s belief in their ability to effectively handle the 
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environment (Deci, Vallerand, Pelletier & Ryan, 1991). Those who experience competence are 

able to use the resources available to successfully navigate an environment and achieve specific 

goals. Finally, relatedness is the need to feel belonging or connected to an environment. Those 

who experience relatedness feel a part of the environment as a contributing member who is 

respected, valued and able to form satisfying relationships with others (Deci, Vallerand, Pelletier 

& Ryan, 1991). 

In regard to education, the SDT theory assists with understanding student’s intrinsic 

motivation. Much of academic success is reliant on student motivation. When students are 

intrinsically motivated, they are willing to participate in the learning process (Lumsden, 1994). 

Having high levels of intrinsic motivation is positively correlated with academic achievement 

(Lepper, Corpus & Iyengar, 2005). Intrinsically motivated students achieve higher, have higher 

levels of confidence in their academic abilities and have a deeper understanding of the 

curriculum than their peers who are not as motivated (Gottfried, 1985; Lumsden, 1994; 

Vansteenkiste, Simons, Lens, Sheldon & Deci, 2004). With the correct practices and supportive 

environments in place students are able to develop their three psychological needs. Examples of 

feelings of autonomy in education include students feeling as if they are in control of their 

education or students willingly spending time completing course work. Examples of feelings of 

competency in education include when students feel they are able to successfully participate in a 

course or successfully navigate the campus. Finally, examples of feelings of relatedness in 

education include students being able and having the opportunity to create strong and fulfilling 

connections with others, the environment and the curriculum.  

While the research found does not specifically examine classroom setting through the 

lens of SDT, related studies suggest that students with disabilities (SWD) experience challenges 
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in the development of the three psychological needs outlined in SDT as needed for intrinsic 

motivation to thrive. Research surrounding autonomy and SWD has found SWD are less likely 

to complete their assignments independently than their non-disabled peers (Zisimopoulos & 

Galanaki, 2009). These students have more dependence on the teachers in order to be productive 

and guide their learning. SWD have lower levels of self-reported academic competence than 

their non-disabled peers (Wiest 2001; Zisimopoulos & Galanaki, 2009) That is to say, SWD do 

not have confidence in their academic abilities and expect to perform poorly. SWD were also 

found to prefer less challenging work (Zisimopoulos & Galanaki, 2009), signaling signs of low 

levels of motivation or feelings of competence. When looking at SWD in self-contained 

educational settings Brown et. al (2003) found these students experienced more feelings of 

powerlessness and estrangement than their general education peers. Understandable, being 

educated in segregated settings influences students to feel lower levels of sense of belonging 

with the greater population 

It is important to note that in order for intrinsic motivation to thrive classroom and school 

environments must be supportive of the three psychological needs. Niemiec and Ryan (2009) 

describe how educational settings can support the three needs for intrinsic motivation. To support 

autonomy teachers can reduce the pressures and weights of assessments. Teachers can also 

employ strategies that give students the perception that they have a voice and choice in the 

classroom. To support competence teachers can assign activities that challenge the students and 

allow students to increase their abilities. Teachers can also give feedback that encourages 

students’ feelings of efficacy. Finally, to support relatedness students should feel as though they 

are appreciated for who they are, and they are respected and valued by their teachers.  
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Academic success is heavily influenced by student motivation. SDT asserts that in order 

for students’ intrinsic motivation to thrive the school and classrooms environments must be 

supportive of the three psychological needs. Sufficient evidence illustrates the importance of 

motivation in academic settings, but there is a need for research examining if and how 

motivation is impacted by where a student receives their special education services. This study 

examined the impact the location SWD received their special education services had on their 

three psychological needs that allow for intrinsic motivation to thrive. When looking at self-

contained settings through the lens of the three psychological needs outlined in SDT research has 

found separate settings often lack the supportive conditions that allows for intrinsic motivation to 

thrive. Cosier, Theoharis and Theoharis (2013) studied the impact self-contained settings had on 

SWD and found that self-contained settings were communities that were not given much thought 

and are not supportive for students. In these settings many of the tasks were not academic 

utilizing a context-free and meaningless curriculum with classes that often-lacked structure. 

Research has also found students in self-contained settings often experience feeling shame and 

embarrassment and have lower feelings of competence than their included peers (Fitch, 2003). 

Finally, SWD in self-contained settings reported higher levels of loneliness than their peers with 

disabilities in inclusive settings (Wiener, 2004).  

Summary 

 Students with disabilities are students that have been identified as having impairments in 

their abilities to learn. Education practices for students with disabilities vary depending on what 

is determined to be appropriate for the students' learning needs. Students who are determined to 

be unable to successfully navigate the general education classroom are placed in separate smaller 

educational settings with other students with disabilities (SWD) taught by a special education 
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teacher in order to address the students’ unique needs and provide their special education 

services (Martin, Martin & Terman, 1996). Research supports the inclusion of SWD in the 

general education classroom alongside their general education peers (Theobald et al., 2018; Joshi 

& Bouck, 2018; Ryndak et al., 2018). Included students are exposed to more rigorous courses 

(Villa et al., 2005), attend post-secondary education options at a higher rate (Joshi & Bouck, 

2016; Theobald et al, 2018) and have higher levels of sense of belonging than their segregated 

peers (Shoho et al., 1997; Brown et al., 2003). And despite no proven academic benefits (Fore et 

al., 2008; Wilson et al., 2011; Affleck et al., 1988; Manset & Semmel, 1997; Waldron & 

McLeskey, 1998), students with disabilities continue to experience placement in self-contained 

classrooms to address their academic struggles. This study aims to add to the knowledge focused 

on classroom setting and explore the impact inclusive and self-contained settings have on SWD 

intrinsic motivation. Using the Self- Determination Theory this study examines how classroom 

setting impacts a students’ feeling of autonomy, competence and relatedness and what specific 

supporting and constraining conditions exist. 
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Chapter Three: Methods 

Introduction to Research Design 

 This study has been guided by literature surrounding classroom setting and motivation for 

students with mild disabilities. This mixed methods study aims to examine if and how where a 

student with disabilities (SWD) receives their special education services impacts their intrinsic 

motivation. To frame the research, the Social Determination Theory (SDT) was used which 

provided a lens to examine environments and factors within these environments that either 

support or constrain intrinsic motivation’s development and maintenance. To complete this 

research, SWD enrolled in inclusive and self-contained settings as well as general education 

students were selected for examination. All students used in this research completed a 

questionnaire followed by 5 open ended questions that further examined the students’ 

experiences.  

Theoretical Framework 

 The Self-Determination Theory (SDT) was used to frame this study because it provided a 

lens through which students’ intrinsic motivation could be examined. SDT asserts that three 

psychological needs support the development of intrinsic motivation: competence, autonomy and 

relatedness. According to SDT, without conditions and environments that support the 

psychological needs intrinsic motivation cannot thrive. This assertion from SDT served as the 

means for analyzing the impact the location where students receive their special education 

services has on their intrinsic motivation. The survey and open-ended questions examined SWD 

self-reported levels of each of the psychological needs and attempted to understand if there is a 

relationship between the location special education services are received and students self-

reported levels of the psychological needs.  
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Design of the Study 

 To best explore the study’s research questions an explanatory sequential mixed method 

research design was used. Mixed methods studies utilize both quantitative and qualitative data to 

examine a topic (Creswell, 2012; Johnson & Christensen, 2019). Explanatory sequential designs 

first collect and analyze quantitative data, after, qualitative data is collected and analyzed to 

further examine the quantitative results (Creswell & Plano Clark, 2018). This study first 

administered a survey to participants and followed with 5 open ended questions that further 

examined the results of the survey. A mixed method approach was chosen for this study in order 

to better examine and understand the research problem by allowing for a multidimensional 

approach to examination (Creswell, 2012; Creswell & Plano Clark, 2018; Miles, Huberman & 

Saldaña, 2014). The survey was used to explore the students’ self-reported feelings of the three 

psychological needs: autonomy, competence and relatedness. Because surveys do not provide the 

means to explain the cause and/or effect (Creswell, 2012), the 5 open ended questions were 

added to further examine the causes and effects the location special education services were 

received had on the psychological needs through the students’ voice. 

Research Questions 

The following questions were used to guide this study: 

1- In what ways do the experiences of SWD autonomy, relatedness, and competence differ 

based upon where they are receiving their special education services? 

2- What are the supportive and constraining conditions that exist in the environments 

students with disabilities receive their special education services that impact their 

autonomy, relatedness and competence? 
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Site Selection 

 This study examined schools within the Sunny School District (pseudonym). The Sunny 

School District was used in this study because of its use of inclusive and self-contained settings 

as methods for delivering special education services for students who have been identified as 

having mild disabilities. The Sunny School District is comprised of 24 traditional high school 

and middle schools. For this study, two high schools within the district were used. The district’s 

economic demographics are divided geographically. Schools on the west side of the district are 

Title 1 schools servicing high percentages of students receiving free and reduced lunch. While 

schools on the east side service students with higher socioeconomic status. One high school from 

each region was used to gather data.  

The Sunny School District services 39,136 students; 59.6% of the Sunny School 

District’s students are socioeconomically disadvantaged, 22% are English learners and 13.3% 

have been identified as having a disability and are receiving services through IEPs. Of the all the 

students with disabilities, 48% of SWD spend less than 80% of their school day in inclusive 

settings and 51% spend 81% or more of their day in inclusive settings (Sunny School District, 

2019).  

Self-contained Courses. SWD enrolled in Self-contained courses are educated in 

segregated settings for their core classes (i.e. math, English, Social Science and Science) with 

other students who also have been identified as having mild disabilities that impede their 

participation in the general education setting. Where a student receives their special education 

services is determined by the student’s IEP team and is based upon the educational needs of the 

student. SWD can have schedules that place them in all self-contained classes, a blended 

schedule in which SWD take classes in both self-contained and inclusive settings or be fully 
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included with their general education peers. SWD in self-contained classes are on a modified 

graduation plan and earn a high school diploma upon completion of their program. Because of 

their classroom placement, students who earn their high school diplomas through the modified 

self-contained graduation plan are not eligible for 4-year universities. 

Participant Selection  

 The students that participated in this study were in the 9th - 12th grades enrolled at one of 

the selected school sites. The participants were a mix of both students with disabilities (SWD) 

and general education students. The SWD that participated in this study received their special 

education services in either inclusive settings, self-contained settings or had a blended schedule 

(both inclusive and self-contained). 

Data Collection 

 This study looked to examine how to location of where a student with disabilities (SWD) 

received their special education services impacted their intrinsic motivation. The data collection 

in this mixed method explanatory sequential design was conducted in in one phase with two 

parts. The first part was a survey administered to both SWD and general education students 

educated in various settings. The second part was a set of 5 open ended questions that followed 

the survey that looked to further examine the results of the survey (Creswell & Plano Clark, 

2018). 

Survey 

 This mixed-method research used a cross-sectional survey design to explore the research 

questions. A cross-sectional survey design surveys the current state of the information it is 

seeking (Creswell, 2012). This study compared SWD educated in inclusive, self-contained or 
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both settings feelings of autonomy, competence and relatedness. The target population was all 

mild moderate SWD educated in inclusive and self-contained settings and general education 

students at the selected schools. To recruit students, the principals of the schools sent the survey 

link to all students in the school except students in the moderate and moderate/severe special 

education programs. Students were informed that participation was completely voluntary. 

The survey used to assess students’ feelings of autonomy, competence and relatedness 

was the Basic Psychological Need Satisfaction a Work Scale (BNSW-S; Deci, Ryan, Gagné, 

Leone, Usunov & Kornazheva, 2001; Ilardi, Leone, Kasser & Ryan, 1993; Kasser, Davey & 

Ryan, 1992). A modified version of BNSW-S was administered online through Qualtrics. A copy 

of the survey and online assent form can be found in Appendix A and B respectively. The 

BNSW-S was chosen for this study because of its previous use in educational studies using the 

Self-Determination Theory as a theoretical framework (Brokelman, 2009; Gillison, Standage, & 

Skevington, 2008) and its adaptability to education.  

The original BNSW-S measures one’s perceived autonomy, relatedness and competence 

using a seven-point Likert scaled system, (1) not at all true to (7) very true. The scale consists of 

21 questions: seven related to autonomy, six related to competence and eight related to 

relatedness. Three modifications were made to the original survey for the benefit of this study. 

The first modification was a change to the Likert scale. Due to the population being surveyed, a 

five-point Likert scale system was used to ensure access to all levels of participants. The second 

modification was a change to vocabulary. Questions were modified to implement educational 

context. For example, “People at work are pretty friendly towards me” was modified to read 

“People in my classes are pretty friendly towards me.” The final modification was a change to 
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difficult words and phrases. For example, “I do not feel very competent when I am in class” was 

modified to read “I do not feel very skilled when I am in class.” 

Open Ended Questions 

 Following the survey students were asked to answer 5 open ended questions. The purpose 

of an explanatory sequential design is to use qualitative data to explain the results of quantitative 

data (Creswell & Plano Clark, 2018). The study used the questions to further understand the 

impact of classroom placement on student’s intrinsic motivation. One of the major focus of this 

study is to capture the experiences of the SWD through their voices. For that reason, SWD 

responses to the questions were the focus of the study. The five open ended questions used can 

be found in Appendix C. The purpose of the questions was to elicit further details surrounding 

the students’ school experiences. The questions aimed to understand what supporting or 

constraining conditions exist in the student’s environments that impact the students’ three 

psychological needs for intrinsic motivation: autonomy, competence and relatedness. The overall 

goal of the questions were to ask students to describe their experiences in school, positive and 

negative and were analyzed to determine how they related to students’ autonomy, competence 

and relatedness.  

Participants 

Sunny School District 

 The Sunny School District is located in a United States border county which often 

services students from both the United States and Mexico. The district’s families’ economic 

realities are known to be divided by a freeway. West of the freeway has a higher population of 

students receiving free and reduced lunch and east of the freeway has fewer students receiving 

free and reduced lunch, families tend to be better off economically. The Sunny School District is 
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a middle and high school district that services 39,136 students from grades seven to twelve. The 

ethnic breakdown of the district is as follows: 73.3% Mexican or Latina or Latino, 2.8% Black or 

African American, 0.3% American Indian or Alaska Native, 0.4% Native Hawaiian or Pacific 

Islander, 8.2% White, 10.3% Asian, and 4.5% identified with 2 or more ethnicities. 13.3% of 

students in the Sunny School District have IEPs, 22% are identified as speaking English as their 

first language and 59.6% receive free and reduced lunch. Two schools from the Sunny School 

District participated in this study, Oceanview High School and Inland High School 

(pseudonyms). Oceanview High School is located west of the freeway divide. It is the only high 

school in the city it is in, servicing 2,936 students from grades nine through twelve. Of the 2,936 

total students, 164 participated in the study. Inland High School is located east of the freeway 

divide servicing 2,355 students. Of the 2,355 students, 181 students participated in the study. The 

total number of participants for this study was 345, 47.5% attended Oceanview High School and 

52.5% attended Inland High School.  

Total Participants 

Of the 345 participants, 247 (71.6%) were female, 93 (27%) were male, 3 (0.9%) 

identified as non-binary and 2 (0.6%) declined to state. 42 (12.2%) of the 354 participants 

identified themselves as having and Individual Education Plan (IEP), 194 (56.2%) of the 354 

participants identified English as their first language and 215 (62.3%) of the 354 participants 

identified themselves as receiving free and reduced lunch as seen in Table 4. Of the 354 

participants 69 (20%) were in grade 9, 104 (30.1%) were in grade 10, 100 (29%) were in grade 

11 and 72 (20.9%) were in grade 12. The participants’ ethnic breakdown is as follows: 205 

(59.4%) Mexican or Latina or Latino, 8 (2.3%) Black or African American, 1 (0.3%) American 

Indian or Alaska Native, 6 (1.7%) Native Hawaiian or Pacific Islander, 28 (8.1%) White, 43 
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(12.5%) Asian, 5 (1.4%) identified as Other and 49 (14.2%) identified as having 2 or more 

ethnicities as seen in Table 5.  

 

Table 1: Characteristics of Total Participants and District 

  Participants  District 

  Percent  Percent 

With an IEP  12.2%  13.3% 

Receiving Free Lunch  62.3%  59.6% 

English is First Language  56.2%  22% 

 

Table 2: Ethnic Break Down of Total Participants and District 

  Participants  District 

Ethnicity  Total Percentage  Percentage 

Mexican or Latino or Latina  205 59.4%  73.3% 

Black or African American  8 2.3%  2.8% 

American Indian or Alaska Native  1 0.3%  0.3% 

Native Hawaiian or Pacific Islander  6 1.7%  0.4% 

White  28 8.1%  8.2% 

Asian  43 12.5%  10.3% 

Other  5 1.4%  No Data 

2 or more  49 14.2%  4.5% 

 

Participants with IEPs 

42 of the participants identified themselves as having IEPs. Of these 42 students, 18 

(42.9%) attended Oceanview High School and 24 (57.1%) attended Inland High School. 14 

(33.3%) were male, 27 (64.3%) were female and 1 (2.4%) identified as non-binary. 26 (61.9%) 

identified English as their first language and 31 (73.8%) identified receiving free and reduced 

lunch, as seen in Table 6. There was an overrepresentation of participants who identified English 

as their first language at 56.2% compared to the district at 22%. A possible reason for the 

discrepancy could be students are identified as being English language learners when they enter 

the school system, if identified young by the time they reach high school and are educated in 
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English for a significant time they may consider English their first language. The participants 

with IEPs ethnic breakdown is as follows: 27 (64.3%) Mexican or Latina or Latino, 1 (2.4%) 

Black or African American, none identified as American Indian or Alaska Native, 2 (4.8%) 

Native Hawaiian or Pacific Islander, 6 (14.3%) White, none identified as Asian, 1 (2.4%) 

identified as Other and 5 (11.9%) identified as having 2 or more ethnicities, as seen in Table 7. 

While most students reported being Mexican or Latina or Latino at 59.4%, the overall Mexican 

or Latina or Latino population of the district was 73.3% therefore this study was 

underrepresentation of Mexican or Latina or Latinos. There was an overrepresentation of 

students who identified as having 2 or more ethnicities with 14.2% of participants identifies as 

such while the district reported having 4.5%.  

 

Table 3: Characteristics of Participants with IEPs 

  Participants with IEPs 

  Total  Percent 

Receiving Free Lunch  31  73.8% 

English is First Language  26  61.9% 

 

Table 4: Ethnic Break Down of Participants with IEPs 

  Participants with IEPs 

Ethnicity  Total  Percentage 

Mexican or Latino or Latina  27  64.3% 

Black or African American  1  2.4% 

American Indian or Alaska Native  None  0% 

Native Hawaiian or Pacific Islander  2  4.8% 

White  6  14.3% 

Asian  None  0% 

Other  1  2.4% 

2 or more  5  11.9% 

 

Before completing the BNSW-S, participants were asked a series of identifying 

questions. Included in the identifying questions students were asked their English, math, science 
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and social science teacher’s names and period they were in the class. The participants teachers’ 

names and periods were cross referenced with the schools’ master schedules which detail the 

type of class being taught and their classroom type for their core subjects was determined. 

Classroom Types. As a reminder, general education classrooms are the typical 

classroom that includes all learners. Cotaught classes are classrooms that are taught by both a 

general education teacher and a special education teacher that include all students. Push-in 

classes are classes that are taught by a general education teacher with the support of a special 

education teacher. The support varies and can be in the form of assisting with lesson planning, 

assisting with teaching the class less than full time or specifically providing supports for students 

with disabilities. Self-contained classes are classrooms specifically for students with disabilities 

who have been determined to need a more restrictive environment to access the curriculum. Self-

contained courses are taught by a special education teacher who has a California Educational 

Specialist Instructional credential in the specialty area of Mild/Moderate disabilities and the class 

size is smaller than the general education setting. Advanced Placement (AP) classes are classes 

that allow students to earn college credit and qualify for more advanced classes when they begin 

college. International Baccalaureate (IB) classes are college level courses that students can take 

while in high school. Honors and accelerated classes are classes that are more rigorous than the 

general education classes and are often used to prepare students for AP and IB classes. Spanish 

English immersion (SEI), bilingual and English language development (ELD) are classrooms 

that provide various levels of support for English language learners. Descriptions of the class 

types can be found in Table 8. A breakdown of the types of classes students with IEP were 

enrolled in can be found in Table 9. It is important to note that not all of the participants with 

IEPs were enrolled in math, social science and sciences classes. 



 

 43

Table 5: Descriptions of Types of Classes 

General 

Education 

The typical classroom taught by a general education teacher with a California 

Single Subject credential. 

Cotaught One general education teacher and one mild/moderate special education 

teacher teaching together full time. Class has no more than 33% of students 

with disabilities, remaining students should be a heterogenous mix (Sunny 

School District Website). 

Push-in A mild/moderate special education teacher regularly provides support to 

students with disabilities during class. Class has no more than 20% of students 

with disabilities, remaining students are a heteronomous mix. (Sunny School 

District Website). 

Self-contained Transfer into a Self-contained course of study is considered a significant 

change of placement and requires documented interventions, 

assessment, and agreement of the IEP team (Sunny School District Website). 

Self-contained courses are taught by a mild/moderate special education teacher 

with a California Educational Specialist Instructional credential in the specialty 

area of Mild/Moderate disabilities, with only students with disabilities and 

have a class maximum size of 16 students.  

Advance 

Placement 

The AP Program offers college-level courses and exams that you can take in 

high school (College Board, 2020). These courses have a weighted grade point 

average (GPA) to acknowledge for their difficulty (i.e. In a general education 

course an A= 4.0, with a weighted GPA an A = 5.0) 

International 

Baccalaureate 

The IB Diploma Programme is a comprehensive and challenging two-year pre-

university course of study in six subject groups. The program is respected by 

universities throughout the world. Students earn a diploma signifying their 

participation (International Baccalaureate, 2020). These courses have a 

weighted GPA to acknowledge for their difficulty. 

Advanced 

Placement and 

International 

Baccalaureate 

A course that blends both AP course work and IB course work and houses 

students from both programs. These courses have a weighted GPA to 

acknowledge for their difficulty. 

Honors Most rigorous course than General Education. Suggested as a prerequisite for 

some Advanced Placement and International Baccalaureate courses. These 

courses have a weighted GPA to acknowledge for their difficulty. 

Accelerated More rigorous course than General Education. Suggested as a prerequisite for 

some Advanced Placement and International Baccalaureate courses.  

Spanish English 

Immersion 

A majority of classroom instruction is provided in English with curriculum and 

presentations designed for English learners. Primary language may be used for 

clarification, support, and reinforcement of learning (Sunny School District 

Website). 

Bilingual 

Classes 

80% of the instruction is in Spanish and up to 20% is delivered in English. 

Offered for Math, Science and Social Science (Sunny School District 

Website). 

English 

Language 

Development 

A two-class program (simultaneous) for newcomer English learners who have 

limited English proficiency. ELD students take grade-level courses in other 

subjects while learning English in ELD courses (Sunny School District 

Website). 
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Table 6: Classes Students with disabilities were Enrolled In 

 Percent of Students Enrolled 

Class Type English Math Science Social 

Science 

General Education 19% 38.1% 35.7% 47.6% 

Cotaught 19% 14.3% - - 

Push-in 16.7% 0% 7.1% 2.4% 

Self-contained 26.2% 38.1%a 4.8% 33.3% 

Advance Placement 2.4% 0% 0% 7.1% 

International Baccalaureate 2.4% 0% 2.4% - 

Advanced Placement and 

International Baccalaureate 

- - 0% 0% 

Honors 0% 0% 0% 2.4% 

Accelerated 11.9% 0% 2.4% - 

Spanish English Immersion 2.4% 2.4% 4.8% 4.8% 

Bilingual Classes 0% 0% 0% 0% 

English Language 

Development 

0% - - - 

Note. Courses not offered are represented with a dash (-)  

 
a Of the participants, there was a large percentage of students enrolled in self-contained math 

despite having the largest variety of class types offered for math. Math and English had the 

same number of class types offered but more SWD were enrolled in self-contained math than 

self-contained English. 

 

Data Analysis 

Mixed Methods 

 Data analysis happened in 3 points in this proposed study. First, survey results were 

analyzed. Second, after the survey results are analyzed the open-ended questions were examined 

to determine if the responses supported the findings of the survey. Finally, the open-ended 

questions were further examined for new themes. 

Instrument 
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The instrument used in this study was a modified version of the Basic Psychological 

Need Satisfaction at Work Scale (BNSW-S). The BNSW-S was used for this study because of its 

adaptability to education and its previous use in education studies using the Self-Determination 

Theory as a theoretical framework (Brokelman, 2009; Gillison, Standage, & Skevington, 2008). 

The BNSW-S was developed to assess autonomy, competence and relatedness. Following the 

BNSW-S, 5 opened ended question were included which aimed to provide participants with the 

ability to fully express their thoughts and opinions on their school’s experiences.  

Reliability of Instrument (Factor Analysis) 

 The BNSW-S is composed of predetermined questions related to autonomy, competence 

and relatedness. To ensure the questions and student responses aligned a principal component 

analysis was conducted. Before the analysis, questions designated by the authors of the BNSW-S 

survey as negatively worded were reverse coded. The following questions were reverse coded: 3, 

5, 7, 11, 14, 16, 18, 19 and 20. The results of the principal component analysis are as followed. 

For the questions grouped in the autonomy category, question 11 did not have a significant factor 

loading and therefore this question was eliminated from data analysis. The rest of the questions 

had significant factor loadings and were kept for data analysis, as seen in Table 1. For the 

questions grouped in competence, all questions had significant factor loadings and were kept for 

data analysis, as seen in Table 2, and therefore were all used in the study. Finally, for the 

questions grouped in the relatedness category, question 7 did not have a significant factor 

loading and therefore this question was eliminated from data analysis. The rest of the questions 

had significant factor loadings and were kept for data analysis, as seen in Table 3.  
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Table 7: Principal Component Analysis Autonomy Questions 

Component Loadings  

  RC 1 Uniqueness 

Q1   0.580  0.664  

Q5(R)   0.565  0.681  

Q8   0.724  0.476  

Q11(R)   .  0.952  

Q13  0.683  0.534  

Q17   0.741  0.451  

Q20(R)   0.582  0.661  
 

  

Chi-squared Test  

  Value df p 

Model   77.891  14  < .001  
 

 Note. (R) represents questions that were reverse coded. 

 

 

Table 8: Principal Component Analysis Competence Questions 

Component Loadings  

  RC 1  Uniqueness  

Q3(R)   0.647  0.582  

Q4  0.597  0.644  

Q10   0.677  0.541  

Q12   0.616  0.620  

Q14(R)   0.602  0.638  

Q19(R)   0.731  0.466  

 

  

Chi-squared Test  

  Value df p 

Model   90.545  9  < .001  

 

 Note. (R) represents questions that were reverse coded. 
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Table 9: Principal Component Analysis Relatedness Questions 

Component Loadings  

   RC 1  Uniqueness  

Q2   0.757  0.426  

Q6   0.815  0.336  

Q7(R)   .  0.841  

Q9   0.798  0.364  

Q15   0.793  0.371  

Q16(R)   0.581  0.662  

Q18(R)   0.637  0.594  

Q21  0.665  0.557  
 

Chi-squared Test  

  Value df p 

Model   153.924  20  < .001  
 

Note. (R) represents questions that were reverse coded. 

Survey  

 The responses from the survey were analyzed using Jeffreys's Amazing Statistics 

Program (JASP). A variety of tests were used to examine the impact the location special 

education services were received had on the students’ reported levels of competence, autonomy 

and relatedness. To begin, descriptive analysis was conducted. After ANOVA tests were 

conducted to determine if there was a statistically significant relationship between class 

placement and students’ reported levels of the three psychological needs as a whole. Following, 

ANOVA tests were conducted to determine if there is a statistically significant relationship 

between class placement and each of the psychological needs individually. Finally, to further 

examine relationships between different demographic groups T-Tests were conducted. 

Open Ended Questions 

  Three cycles of coding were used for data analysis. The first cycle of coding used to 

analyze the data was an open coding system. The open coding system was used to code for 
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patterns and begin to explore the data (Miles, Huberman & Saldaña, 2014). Autonomy, 

competence and relatedness were used as themes for the first round of coding. The second cycle 

of coding was pattern coding. Pattern coding is coding that groups together the initial patterns 

into larger themes (Miles, Huberman & Saldaña, 2014). During this cycle of coding, themes 

within the overall groups of autonomy, competence and relatedness were determined. Finally, 

the third cycle of coding further broke down themes into positives and negatives. During the 

third cycle of coding, codes were separate positive and negative contributors within each of the 

initial codes; autonomy, competence and relatedness and the subgroups that were found.  

Significance of Study 

Students with disabilities continue to be educated in separate educational settings than 

their general education peers. The purpose of these settings is to address the students’ individual 

learning needs, enable access to the curriculum and therefore resulting in higher academic 

achievement. Unfortunately, the purpose of these settings is not being met; SWD are not 

achieving higher in self-contained settings (Wilson, Kim & Michaels, 2011; Fore, Hagan-Burke, 

Burke & Boon, 2008; Affleck, Madge, Adams & Lowenbraun, 1988; Manset & Semmel, 1997; 

Waldron & McLeskey, 1998). Intrinsic motivation is positively correlated with academic 

achievement (Gottfried, 1985; Lepper, Corpus & Iyengar, 2005; Vansteenkiste, Simons, Lens, 

Sheldon & Deci, 2004) because of this, it is important to understand how the location special 

education services impact students’ intrinsic motivation. This study will broaden the current 

literature surrounding the location students receive special education services by informing the 

impacts classroom placement has on student’s intrinsic motivation.  
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Ethical Considerations 

Limitations 

Because this study has a small sample size gathered within a single district there are 

limitations to the generalizability. The focused population used in this study limits the finding’s 

application to the larger population. Second, the research is relying on the willing and honest 

participation from the students. The results and depth of the study are informed by the 

information students are willing to provide. Third, this study is relying on written responses from 

students who may struggle with written expression. This may result in a lack of participation 

from some or unclear answers. Finally, the study was conducted during the COVID-19 pandemic 

shortly after schools closed for in person learning. Students were only able to participate if they 

had a device that allowed them, and internet connectivity therefore further limiting the 

generalizability. All of these factors restrict the scope of the study.  

Positionality 

 My own experiences as a general education student is on the forefront of my mind as a 

potential bias to the study. The experiences I researched are specific to students who have been 

labeled by their school districts as learning challenged. Labels carry weight as they can shape the 

experiences of those who carry them. As I conducted this study, I reminded myself that the 

experiences I am researching about are not my own and are ones that I did not experience. 

Through the presentation of my research my focus was to capture the experiences of the students, 

through their voices. 

My work as a special education teacher in a self-contained classroom setting within the 

district to be studied is also a limitation and impacted my positionality. While this role has 

provided me with knowledge and experience surrounding special education and classroom 
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setting as a teacher, this could have also created a bias and impacted this study. To address these 

concerns triangulation of data was used to minimize bias.  

Summary 

 The study examined the impact of where a SWD receives their special education services 

has on their intrinsic motivation through the lens of the Self-Determination Theory (SDT). SDT 

asserts that intrinsic motivation requires the development of three psychological needs: 

autonomy, competence and relatedness. This study used a mixed methods research design to 

address the research questions. The research began by administering the Basic Psychological 

Need Satisfaction a Work Scale (BNSW-S) to high school students with and without disabilities 

educated in various settings to determine their self-reported levels of the three psychological 

needs. Following the survey, participants were asked to answer five open ended questions. The 

data collected from the survey was analyzed by running descriptive statistics, T-Tests and 

ANOVA tests using Jeffery’s Amazing Statics Program (JASP). After, the five open ended 

question responses from the SWD were analyzed. The purpose of the questions were to gain a 

deeper insight to the relationship between where a student received their special education 

services and intrinsic motivation through the experiences and perspective of the students.  
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Chapter Four: Results 

 This study examined the degree to which students with disabilities (SWD) experiences of 

intrinsic motivation differed based upon where they received their special education services and 

the supportive and constraining conditions that exist as an influence on their experiences. Special 

education services are determined through the creation of a student’s Individual Education Plan 

(IEP.) Special education services are delivered in the form of modifications and accommodations 

to the typical education environment to support a SWD learning needs and can also include other 

services including but not limited to counseling, speech and language or occupational therapy. A 

SWD learning needs are determined by data gathered in various formats including but not 

limited to academic performance, observations of the student, review of the student’s work, and 

assessments in speech and language.  

Modifications and accommodations take place in a variety of educational settings. This 

study examined the location of where the SWD services were delivered by classroom type. The 

following describes the various classroom types that were the focus of the study. First off, the 

study explored general education settings which are the typical classrooms that are taught by a 

general education teacher and can contain both general education students and students with 

disabilities. Cotaught settings are classroom that have both general education students and 

students with disabilities being taught by two teachers: a general education teacher and a special 

education teacher. Push-in settings are classrooms that have both general education students and 

students with disabilities that are taught full time by a general education teacher with a special 

education teacher assisting with teaching part of the time (the amount of time differs by school). 

Finally, self-contained classes are settings, the most restrictive settings in which students with 
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disabilities are segregated from the general education population, are taught by a special 

education teacher alongside other students with mild moderate disabilities. 

 Two high schools, servicing grades 9 through 12, from the Sunny School District 

(pseudonym) participated in this study. This study used a 2-part mixed method research design. 

First, a modified version of the Basic Psychological Need Satisfaction a Work Scale (BNSW-S) 

was administered to determine participants self-rating of the three psychological needs: 

autonomy, relatedness and competence determined by the Self-Determination Theory as vital for 

intrinsic motivation to thrive. Following the BNSW-S, five open ended questions were asked at 

the end of the survey to determine any supportive or constraining conditions that may exist. 

 This chapter presents the findings from the BNSW-S and the open-ended questions, the 

quantitative and qualitative steps of the research. The first section of this chapter will describe 

the population surveyed along with the population the participants were derived from. Following, 

the themes found from the results of BNSW-S, and supporting and constraining conditions 

described in the open-ended questions will be presented. Finally, a summary of the results will 

conclude this chapter. 

Data Analysis 

 To answer the research questions, analysis of both the quantitative and qualitative data 

was organized and aligned with the 3 psychological needs the Self-Determination Theory 

outlines as required for intrinsic motivation to develop. Quantitative data was first analyzed to 

determine if there were any relationships between where a student received their special 

educational services and their reported feelings of autonomy, relatedness and competence. Then 

the qualitative open-ended questions were analyzed to determine if any themes existed within the 

participants responses.  
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Research Questions 

1- In what ways do the experiences of SWD intrinsic motivation, autonomy, relatedness, 

and competence differ based upon where they are receiving their special education 

services? 

2- What are the supportive and constraining conditions that exist in the environments 

students with disabilities receive their special education services that impact their 

intrinsic motivation, autonomy, relatedness and competence? 

Autonomy 

 Autonomy is when behaviors are a choice (Ryan & Deci, 2000). In schools, for students, 

autonomy can be defined as having a say in in the type of work one does, the types of classes one 

takes and an overall say in their education set up. An Independent Samples T-test was run to 

determine if there was a significant difference in feelings of autonomy between students with 

IEP and students without, and found there were no statistically significant findings, see Table 10. 

An Independent Samples T-test was run to determine if there was a significant difference in 

feelings of autonomy between the two schools and found there was no statistically significant 

findings, see Table 11. There were also no statistically significant findings between autonomy 

and where students were receiving their special education services, see Tables 12, 13, 14 and 15. 

Overall, 32 of the 42 students with disabilities who participated had an average autonomy rating 

of three or higher, with one being the lowest and five being the highest. Although there were no 

significant statistical findings, two constraints were expressed in the open-ended responses: lack 

of work choice, and lack of class choice. 
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Table 10: Independent Samples T-Test – Autonomy by Disability Status 

  t  df  p  Cohen's d  

Autonomy   -0.699  53.30  0.487  -0.115  

 

Note. Welch's t-test.  

Descriptives 

 

Group Descriptives  

  Group  N  Mean SD  SE  

Autonomy   Students with disabilities   42  3.361  0.689  0.106  

   Students without IEPs   303  3.441  0.697  0.040  
 

 

Table 11:Independent Samples T-Test – Autonomy By School 

  W  p  

Autonomy   235.5  0.628  
 

Note. Mann-Whitney U test.  

 

Descriptives 

Group Descriptives  

  Group  N  Mean  SD  SE  

Autonomy   Oceanview High School   18  3.408  0.436  0.103  

   Inland High School   24  3.327  0.839  0.171  
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Table 12: ANOVA – Autonomy English Class Type 

Cases  Sum of Squares df Mean Square F  p  

English Class Type  3.721  7  0.532  1.147  0.358  

Residual   15.763  34  0.464      

Note. Type III Sum of Squares  

 

Post Hoc Tests 

 

Dunn's Post Hoc Comparisons - English Class Type  

    z  W i  W j  p  p bonf  p holm  

Self-contained  Cotaught   1.525  27.91  19.25  0.064  1.000  1.000  

   Push-in   0.674  27.91  23.93  0.250  1.000  1.000  

   General Education   1.812  27.91  17.63  0.035  0.981  0.981  

Cotaught   Push-in   -0.740  19.25  23.93  0.230  1.000  1.000  

   General Education   0.266  19.25  17.63  0.395  1.000  1.000  

Push-in   General Education   0.997  23.93  17.63  0.159  1.000  1.000  
 

Kruskal-Wallis Test  

Factor  Statistic df  p  

English Class Type   6.161  7  0.521  
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Table 13: ANOVA – Autonomy Math Class Type 

Cases  Sum of Squares df Mean Square F  p  

Math Class Type  1.854  3  0.618  1.508  0.230  

Residual   14.342  35  0.410      

Note. Type III Sum of Squares  

 

Post Hoc Tests 

Dunn's Post Hoc Comparisons - Math Class Type  

    z  W i  W j  p  p bonf  p holm  

Self-contained   Cotaught   0.387  22.44  20.333  0.349  1.000  0.699  

   General Education   0.966  22.44  18.563  0.167  1.000  0.501  

Cotaught   General Education   0.326  20.33  18.563  0.372  1.000  0.699  
 

Kruskal-Wallis Test  

Factor  Statistic df  p  

Math Class Type   3.515  3  0.319  
 
 

Table 14: ANOVA – Autonomy Science Class Type 

Cases  Sum of Squares df Mean Square F  p  

Science Class Type  3.603  5  0.721  1.381  0.278  

Residual   9.393  18  0.522      

Note. Type III Sum of Squares  

Post Hoc Tests 

Dunn's Post Hoc Comparisons - Science Class Type  

    z  W i  W j  p  p bonf  p holm 

Self-contained  Push-in   1.779  22.750  11.333  0.038  0.564  0.527  

   General Education  2.265  22.750  10.767  0.012  0.177  0.177  

Push-in   General Education  0.127  11.333  10.767  0.449  1.000  1.000  
 

Kruskal-Wallis Test  

Factor  Statistic df  p  

Science Class Type   6.522  5  0.259  
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Table 15: ANOVA – Autonomy Social Science Class Type 

Cases  Sum of Squares df Mean Square F  p  

Social Science Class Type  1.035  5  0.207  0.403  0.843  

Residual   17.960  35  0.513      

Note. Type III Sum of Squares  

Post Hoc Tests 

Dunn's Post Hoc Comparisons - Social Science Class Type  

    z  W i  W j  p  p bonf  p holm 

Self-contained  Push-in   1.084  21.893  8.500  0.139  1.000  1.000  

   General Education  -0.074  21.893  22.200  0.471  1.000  1.000  

Push-in   General Education  -1.121  8.500  22.200  0.131  1.000  1.000  
 

Kruskal-Wallis Test  

Factor  Statistic df  p  

Social Science Class Type   3.580  5  0.611  
 

 

Homework load. Classrooms are typically structured as the teacher delivering the 

curriculum and giving assignments to support students’ learning of the curriculum. Students 

expressed the lack choice in the homework they were expected to do as a constraining factor to 

their feelings of autonomy. When describing something they would change about their school 

experience one student wrote, “The amount of unnecessary homework assignments and projects 

that don’t really lead to anything.” Another student shared the stress that is felt due to the amount 

of homework that is assigned. “Give less homework because, I don’t want to get bored and don’t 

want to get any more stress from big amounts of work.” Similarly, another student wrote when 

describing what he liked least about his classes, “Some of my classes give a little too much 

homework and sometimes I don’t really learn anything new.” Other students when answering 

what they liked least about their class or what they could change often left short responses, 

“Homework,” or “The work.” It appears that, despite its purpose to reinforce learning, students 
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are not finding homework (work assigned outside of school hours) as meaningful to their 

learning or lives but rather as an extra stressor that lacks a true purpose.  

 Lack of Class Type and Content Choice. To earn a high school diploma in California, 

there are a set requirement of classes and class types that a student must take and pass. If a 

student plans to enroll in a four-year university after high school, there is a similar but different 

set of required classes a student must take. If a student does not take the correct courses, they 

will not be able to receive their diplomas, graduate from high school and/or apply to four-year 

universities. Within the set requirement of classes students have the freedom of taking electives, 

classes students elect to take. While electives are a student’s choice there are only certain 

electives offered at a school and often, popular elective classes are difficult for students to get 

into due to a lack of space. When asked what they would change about their classes, one student 

described “If I can change something about my classes is that I would like to choose classes that 

interest me and not take classes that I am being forced to take.” Another student shared the 

common theme: 

The education system should give life-based skill classes, have classes giving life-

based math classes, like taxes, mortgage, splitting up bills. Instead of required 

learning about Henry VIII was King of England from 1509, teach us about our 

human rights. Instead of teaching us the symbolism of violets coloured curtains, 

teach us more about how to adequately how to read and handle contacts. This 

unnecessary info could still be in schools, but organize them as electives, so 

students can willingly choose the classes that could benefit their passions. Instead 

of assuming kids/teens aren't naturally curious and shoving everything into their 

heads and get their goals get beaten out of them. 

 

Students are seeking to be interested in the classes they take, “Make it more interesting because 

it seems like we don’t pay attention.” As anything, the more enjoyable students find the subject 

and course, the more likely they are likely to participate. “Make it more fun to learn so people 

are actually interested in what you say.” The responses suggest that students are seeking courses 
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that are pertinent to their lives, address their interests and involve what they enjoy. The students 

do not feel as though the predetermined courses are beneficial to their lives or related to their 

interests.  

Competence 

Competence is how one believes they can effectively handle the environment (Deci, 

Vallerand, Pelletier & Ryan, 1991). When a student feels competent, they are able to use the 

resources within a school to help them successfully navigate the environment and achieve their 

goals. An Independent Samples T-test was run to determine if there was a significant difference 

in feelings of competency between students with IEP and students with out. The results of the 

Independent T-Test found there was a significant relationship in students’ feelings of 

competence between students with disabilities (M=3.500) and students without IEPs (M=3.250); 

p=.02, as shown in Table 16. Based on these findings students with disabilities had higher self-

reported feelings of competence than their peers without IEPs, suggesting that having an IEP 

does not have necessarily have a negative impact on a student’s belief in their ability. 

Interestingly, a student receives an IEP when they are determined to need extra supports due to a 

disability to successfully access the curriculum. Testing to qualify for an IEPs is suggested when 

a student is experiencing difficulty in school and typical interventions are not providing the 

assistance needed to be successful. A student is qualified for an IEP after a multidisciplinary 

team evaluates the student on a series of tests and observations. If the team determines that more 

supports are needs for the student to be successful, an IEP will be developed and put into place. 

It appears, based on these findings that students with disabilities feel competent in their abilities. 

An Independent Samples T-test was run to determine if there was a significant difference in 
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feelings of competency between the two schools and found there was no significant difference, 

see Table 17. 

 

Table 16: Independent Samples T-Test – Competence 

  t  df  p  Cohen's d  

Competence  -2.327   55.58   0.024   -0.370   

 

Note. Welch's t-test.  

Descriptives 

  Group  N  Mean  SD  SE  

Competence   Students with disabilities  42   3.250   0.643   0.099   

   Students without IEPs  303   3.500   0.705   0.041   

 

Table 17: Independent Samples T-Test -Competence by school 

 

  W  p  

Competence   257.0  0.301  

 

Note. Mann-Whitney U test.  

Descriptives 

Group Descriptives  

  Group  N  Mean SD  SE  

Competence   Oceanview high school   18  3.352  0.449  0.106  

   Inland high school  24  3.173  0.758  0.155  

 

 

A one-way ANOVA was conducted to determine if there was a significant difference in 

feelings of competence and the type of classes a student with an IEP took. The results of the 

ANOVA found there was a significant relationship in feelings of competence and the type of 
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math class students with IEP took (p=0.004). A significant relationship was found between Self-

contained Math (M=3.615) and Cotaught Math (M=2.805); (p=0.001), Self-contained Math and 

General Education Math (M=3.136); (p=0.008) and Self-contained Math and SEI Math 

(M=2.330); (p=0.20), as seen in Table 15. Self-contained math classes are the most restrictive 

math class examined in this study. Students in self-contained math courses are taught by a 

special education teacher in a classroom comprised of only students with disabilities. The Self-

contained class is smaller than the general education class (maximum of 16 students) and often 

supported by an Instructional Assistant (IA). Despite the more restrictive setting and the 

placement separate from their general education peers, students with disabilities in Self-

contained math felt more competent in their abilities. There were no significant relationships 

between feelings of competence and English class, science class or social science class; see 

Tables 19, 20 and 21. When looking into the open-ended responses of students with disabilities 

teachers were found as a common theme of both a supportive and constraining conditions. 
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Table 18: ANOVA - Competence Math Class Type 

Cases Sum of Squares df Mean Square F p 

Math Class Type 4.371 3 1.457 6.739 0.001 

Residual 7.567 35 0.216   

Note. Type III Sum of Squares 

Post Hoc Tests      

Dunn's Post Hoc Comparisons - Math Class Type 

 z W i W j p p bonf p holm 

Self-contained Cotaught 3.063 27.13 10.500  0.001 0.007 0.007 

General Education 2.401 27.13 17.500 0.008 0.049 0.041 

Kruskal-Wallis Test       

 Factor  Statistic df P  

Math Class Type   13.55 3 0.004  

 

Descriptives 

Descriptives - Competence 

Math Class Type Mean SD N 

Self-contained 3.615 0.526 16 

Cotaught 2.805 0.464 6 

General Education 3.136 0.394 16 
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Table 19: ANVOA Competence English Class Type 

Cases  Sum of Squares df Mean Square F  p  

English Class Type  5.851  7  0.836  2.555  0.032  

Residual   11.121  34  0.327      

Note. Type III Sum of Squares  

Post Hoc Tests 

Dunn's Post Hoc Comparisons - English Class Type  

    z  W i  W j  p  p bonf  p holm 

Self-contained  Cotaught   1.878  30.591  19.938  0.030  0.846  0.771  

   Push-in   0.802  30.591  25.857  0.211  1.000  1.000  

   General Education  2.935  30.591  13.938  0.002  0.047  0.047  

Cotaught   Push-in   -0.937  19.938  25.857  0.174  1.000  1.000  

   General Education  0.983  19.938  13.938  0.163  1.000  1.000  

Push-in   General education   1.886  25.857  13.938  0.030  0.830  0.771  
 

Kruskal-Wallis Test  

Factor  Statistic df  p  

English Class Type   13.83  7  0.054  
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Table 20: ANOVA – Competence Science Class Type 

Cases  Sum of Squares df Mean Square F  p  

Science Class Type  2.089  5  0.418  0.888  0.509  

Residual   8.466  18  0.470      

Note. Type III Sum of Squares  

Post Hoc Tests 

Dunn's Post Hoc Comparisons - Science Class Type  

    z  W i  W j  p  p bonf  p holm  

Self-

contained  
 Push-in  1.661  22.00  11.33  0.048  0.726  0.677  

   
General 

Educati

on  

 2.102  22.00  10.87  0.018  0.267  0.267  

Push-in   
General 

Educati

on  

 0.105  11.33  10.87  0.458  1.000  1.000  

 

Kruskal-Wallis Test  

Factor  Statistic  df  p  

Science Class Type   5.194  5  0.393  
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Table 21: ANOVA – Competence Social Science Class Type 

Cases  Sum of Squares df Mean Square F  p  

Social Science Class Type  1.004  5  0.201  0.445  0.814  

Residual   15.787  35  0.451      

Note. Type III Sum of Squares  

Post Hoc Tests 

Dunn's Post Hoc Comparisons - Social Science Class Type  

    z  W i  W j  p  p bonf  p holm 

Self-

contained  
 Push-in   -

0.263 
 24.25  27.50  0.396  1.000  1.000  

   General 

Education  
 1.059  24.25  19.85  0.145  1.000  1.000  

Push-in   General 

Education  
 0.626  27.50  19.85  0.266  1.000  1.000  

 

Kruskal-Wallis Test  

Factor  Statistic  df  p  

Social Science Class Type   2.821  5  0.728  

 

 

Teachers as a Supportive Conditions. Students reported 2 supportive characteristics of 

teachers; positive attitudes from teachers during curriculum support and the support provided by 

teachers as designated by their IEPs.  

Positive Attitudes from Teachers during Curriculum Support. Students cited support 

provided by their teachers related to the curriculum as important to their feelings of competence. 

“I have very good teachers that really help, not just give me the work and I figure it out on my 

own. They are really helpful and good people to talk to.” Students noted that teachers’ support to 

understand the curriculum was important to their success. Not only was teacher support 

expressed as important to their success but the students’ perception of their teachers’ effort to 

support the students was also expressed as being important to their feelings of competence. “I 

like my teachers because they are very caring and try their best to help me understand the 
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subjects they teach.” Positive perceptions of teacher’s efforts contributed to student’s enjoyment 

of their classes and feelings of success with in them. When students felt teachers were positive 

and tried their best to provide support it had a positive impact on their competence in the course. 

When answering the question describe what you like most about your classes, one student 

responded, “When I have a teacher that is excited to be there, then I get excited to be there. It’s 

almost like their vibe rubs off on me.” Students expressed teacher support to understand the 

curriculum as important to their learning. Not only was curriculum support from teachers 

important, but how the support was provided. Teachers with positive attitudes who also clearly 

seem to support a student’s feelings of competence positively was contagious to the students. 

IEP Designated Support -Cotaught Classes. When IEPs are created, they include 

specific supports, accommodations and modification to assist with a students’ success in school. 

Along with the general support provided by their teachers, students with disabilities also 

recognized the support they received in cotaught classes due to their IEPs as important to their 

competence. A student with an IEP described their preference of having a coteacher in their 

general education classes specifically to support students with disabilities. “I would have liked 

all my gen ed classes to have a coteacher that works with special ed students.” When asked what 

they would change about their classes a student specifically would have more coteachers and 

aides as supports, “One thing I would change is that some of my classes have a lot of teachers 

while others only have one or two.” Being placed in a cotaught course is a specific support 

designated in an IEP when the IEP team determines that the extra assistance provided by a 

special education teacher in a cotaught class is important to a student’s success and ability to 

access the curriculum. Students recognized the extra support from a special education teacher as 
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important because it addressed the students learning needs and the support assisted them to feel 

competent.  

IEP Designated Support -Self-contained Courses The theme of a preference for more 

restrictive supports continued with students expressing their preference for self-contained classes 

over general education setting because they felt that the smaller classes had more supportive 

teachers who understood their needs. “I like that they are mostly smaller, and the teachers are 

more helpful.” Sharing the preference for smaller classes another student wrote, “I like the fact 

that I have [a] one on one and that the class sizes are small and that they have coteachers 

[instructional assistants] in there to help me out more.” Self-contained courses are also a support 

that is designated in an IEP when it is determined that full time support by a special education 

teacher in a specific core subjects or all core subjects is needed for a student with and IEP. “My 

self-contained classes really fit my needs. The teachers were very understanding when I had to 

ask them to explain things several times.” Overall, these findings suggest that the more 

restrictive self-contained settings were favored by students because they felt as if their learning 

needs were being met.  

Teachers as a Constraining Conditions. Just as teachers we identified as being 

supportive conditions to students’ perceived competence, they were also at times identified as 

being a source of constraining conditions when students did not feel supported in their classes. 

 Lack of Support and Understanding Instructional Needs. When asked what they least 

liked about their classes, students cited having difficult time in certain classes due to the lack of 

support they felt from their teachers. “I have a hard time in gen ed classes because I don’t feel 

like the teacher understands my needs.” The general education classroom is specifically noted as 

being the problem for this student with an IEP. This specific student was mainly educated in self-
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contained courses receiving support by a special education teacher who is credentialed to teach 

and work with students who have been identified having a mild moderate disability and requiring 

a more restrictive classroom and extra supports in order to access the curriculum. Other students 

also expressed frustration with the lack of support they perceived to receive from their general 

education teachers or class structure. “There wasn’t enough support and help in class.” Similarly, 

another student expressed “Sometimes I feel like I don’t get enough help or understanding.” 

Support from teachers is described to be important to students’ feelings of competence. The 

students want teachers to be involved in their learning, especially when they are having trouble 

with the subject. “If I could change anything in my classes I think it would be better if the 

teachers would be more involved with students who are having more difficulty.” Students 

expressed wanting teachers to be involved in their learning in the form of help and support. 

Simply presenting the curriculum is not enough for all students, many need more attention to feel 

as though they are able to achieve competence in what is being presented.  

Relatedness 

 Relatedness is the need to feel as though you belong or are connected to an environment. 

Those who experience relatedness feel a part of the environment as a contributing member who 

is respected, valued and able to form satisfying relationships with others (Deci, Vallerand, 

Pelletier & Ryan, 1991). In schools, for students, relatedness can be defined as having strong 

relationships with your teachers and peers, and feeling as though you are a part of the 

community. An Independent Samples T-test was run to determine if there was a significant 

difference in feelings of relatedness between students with IEP and students without and found 

there were no statistically significant findings, see Table 22. An Independent Samples T-test was 

run to determine if there was a significant difference in feelings of autonomy between the two 
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schools and found there were no statistically significant findings, see Table 23. There were also 

no statistically significant findings between relatedness and where students were receiving their 

special education services see Table 24, 25, 26 and 27. Overall, of the students with disabilities 

surveyed, 33 of the 42 had an average self-rating of three or higher on a five-point scale in 

relatedness, with one being the lowest and five the highest. Although there were no statistically 

significant findings, two themes of supporting conditions were expressed in the open-ended 

responses that contributed to feelings of relatedness: having positive relationships with teachers 

and having friendships in classes and/or sports and clubs. 

Table 22: Independent Samples T-Test – Relatedness by disability status 

  t  df  p  Cohen's d 

Relatedness  -1.296  55.90  0.200  -0.205  

Note. Welch's t-test.  

Descriptives 

Group Descriptives  

  Group  N  Mean  SD  SE  

Relatedness   Students with disabilities   42  3.411  0.692  0.107  

   Students without IEPs   303  3.561  0.767  0.044  
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Table 23: Independent Samples T-Test- Relatedness by school 

  W  p  

Relatedness   230.5  0.721  

Note. Mann-Whitney U test. 

Descriptives 

Group Descriptives  

  Group  N  Mean  SD  SE  

Relatedness   Oceanview high school  18  3.404  0.744  0.175  

   Inland high school  24  3.417  0.667  0.136  
 
 

Table 24: ANOVA – Relatedness English Class Type 

Cases  Sum of Squares df Mean Square F  p  

English Class Type  5.443  7  0.778  1.861  0.107  

Residual   14.204  34  0.418      

Note. Type III Sum of Squares  

Post Hoc Tests 

Dunn's Post Hoc Comparisons - English Class Type  

    z  W i  W j  p  p bonf  p holm 

Self-contained  Cotaught   2.734  28.23  12.69  0.003  0.088  0.088  

   Push-in   -0.010  28.23  28.29  0.496  1.000  1.000  

   General Education  2.371  28.23  14.75  0.009  0.248  0.230  

Cotaught   Push-in   -2.464  12.69  28.29  0.007  0.192  0.186  

   General Education  -0.337  12.69  14.75  0.368  1.000  1.000  

Push-in   General Education  2.138  28.29  14.75  0.016  0.455  0.406  
 

Kruskal-Wallis Test  

Factor  Statistic df  p  

English Class Type   12.67  7  0.081  
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Table 25: ANOVA – Relatedness Math Class Type 

Cases  Sum of Squares df Mean Square F  p  

Math Class Type  0.933  3  0.311  0.623  0.605  

Residual   17.459  35  0.499      

Note. Type III Sum of Squares  

Post Hoc Tests 

Dunn's Post Hoc Comparisons - Math Class Type  

    z  W i  W j  p  p bonf  p holm  

Self-

contained  
 Cotaught   1.609  23.09  14.33  0.054  0.323  0.323  

   General 

Education  
 0.964  23.09  19.22  0.168  1.000  0.838  

Cotaught   General 

Education  
 -

0.898 
 14.33  19.22  0.185  1.000  0.838  

 

Kruskal-Wallis Test  

Factor  Statistic df  p  

Math Class Type   2.820  3  0.420  
 

 

  



 

 72

Table 26: ANOVA – Relatedness Science Class Type 

Cases  Sum of Squares df Mean Square F  p  

Science Class Type  1.543  5  0.309  0.410  0.835  

Residual   13.541  18  0.752      

Note. Type III Sum of Squares  

Post Hoc Tests 

Dunn's Post Hoc Comparisons - Science Class Type  

    z  W i  W j  p  p bonf  p holm  

Self-contained   Push-in   1.127  20.75  13.50  0.130  1.000  1.000  

   General Education   1.743  20.75  11.50  0.041  0.609  0.609  

Push-in   General Education   0.449  13.50  11.50  0.327  1.000  1.000  
 

Kruskal-Wallis Test  

Factor  Statistic  df  p  

Science Class Type   3.397  5  0.639  
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Table 27: ANOVA – Relatedness Social Science Class Type 

Cases  Sum of Squares df Mean Square F  p  

Social Science Class Type  4.107  5  0.821  1.888  0.122  

Residual   15.229  35  0.435      

Note. Type III Sum of Squares  

Post Hoc Tests 

Dunn's Post Hoc Comparisons - Social Science Class Type  

    z  W i  W j  p  p bonf  p holm 

Self-

contained  
 Push-in   0.384  21.750  17.000  0.350  1.000  1.000  

   General 

Education  
 -

0.397 
 21.750  23.400  0.346  1.000  1.000  

Push-in   General 

Education  
 -

0.523 
 17.000  23.400  0.300  1.000  1.000  

 

Kruskal-Wallis Test  

Factor  Statistic df  p  

Social Science Class Type   5.319  5  0.378  
 

  

Positive Relationships with Teachers Grounded in Mutual Respect. Many students 

with disabilities expressed having positive relationships with their teachers as what they liked 

most about their classes. “I like my teachers because they are very caring and try their best to 

help me understand the subjects they teach.” Positive student teacher relationships contributed to 

a positive experience in the classroom. “My teachers! I had some of the best and funniest 

teachers! Some were a little iffy but most really loved their jobs and made us laugh and really 

enjoyed being in class.” Students fed off teachers’ attitudes and the relationships that they were 

able to build with them in class. “One thing I like about my classes is that everyone is like a 

family and everyone gets along.” Establishing positive student teacher relationships provided 

more than just a classroom experience, it made students comfortable being there and made them 

feel respected. “The teachers and the mutual respect we have for one another [is what I liked 
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most about my classes].” Students enjoyed the classes in which they had positive relationships 

with their teachers. “I really like those classes they [where the] teachers are great…” The 

participants responses followed what research suggests, having positive relationships and a 

shared mutual respect in the classroom between students and teachers is important to their 

feelings of relatedness. Not only do positive relationships lead to students enjoying being in class 

it allows them to build strong connections. While relationships with teachers are noted as being 

very important, participants also noted the importance of peer relationships. 

 The Role of Friendships in Classes, Sports and Clubs. Students with disabilities also 

expressed the positive contribution having friends in their classes, sports and clubs had on their 

school experience. “I mostly like that I was able to have fun and talk with my friend[s]. It was 

always a funny day in class and I looked forward to being with my friends.” Being able to 

interact with the peers that they considered friends was expressed as a characteristic that was 

most liked about school by many of the participants. Students with disabilities also described 

enjoying being given the opportunity to make new friends in their classes. “I like most about my 

classes is how I get to talk to other students with interesting or funny ideas and possibly make 

new friends or meet new people.” The classroom provided them the opportunity to interact with 

their same aged peers and form friendships with other students that may have been outside of 

their normal social group. “What I like most about my classes is becoming friends with some of 

my peers.” Students’ classes typically change from year to year in the high school level and it 

provides students with the opportunity to meet different peers who are on the same campus. “I 

got to meet new people.” Students at the two participating schools also attended multiple classes 

per day composed of different peers which provided them with the opportunity to interact with a 
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variety of people throughout the day. “I like talking to my friends and seeing different people 

every 2 hours.”  

 Of the students with disabilities who participated in clubs and/or sport many cited them 

as important to their school experiences because of the relationships they were able to form. 

“Yes, I am in a sport club, and what made me join was I feel like it’s a good experience to play 

and meet new people that enjoy this sport as much as I do.” Participating in a club and/or sport 

introduced students to peers who shared the same interests as them. It provided a place to explore 

their interests and develop friendships. “My experience with sports where [were] good… I did 

met [meet] many people and had fun. As for clubs I made many friends and learn [ed] many 

skills.” Clubs or sport students made developing friendship easier because there were common 

interests already established. “… I also enjoy meeting new people. It’s been pretty good and fun 

since it was easy to meet new friends.” Clubs also provided students with the opportunity to 

become leaders on campus and help their peers and underclassmen navigate the school. “I was 

also in link crew, what made me want to join was the fact that I had the ability to help upcoming 

freshman and sophomore through the hard times of high school.” In summary, students 

appreciated the access classes, sports and clubs gave them to other peers. They described this 

access as an important factor to them developing friendships with a variety of peers including 

those who share interests and those who they felt they may not have had the opportunity to 

develop friendships with otherwise. This added to their enjoyment of school and their feelings of 

relatedness to the campus.  

Conclusion 

 This study aimed to examine the impact the locations special education services received 

had on a students’ intrinsic motivation. The statistical findings from this study found that there 
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was a significant relationship between students with and without disabilities and their feelings of 

competence. Students with disabilities had higher levels of competence than their peers without 

disabilities. The open-ended questions responses suggested that supportive conditions to SWD 

intrinsic motivation included the curriculum support and positive attitudes received from 

teachers and the specific support SWD received due to their IEPs in the form of cotaught class 

and self-contained classes. Constraining factors to students’ competence was a lack of teacher 

support. When looking at autonomy, there was no significant statistical relationship between 

SWD and their non-disabled peers or among the location students received their special 

education services and their feelings of autonomy. The open-ended questions showed that 

constraining factors to students’ feelings of autonomy included the homework load and a lack of 

class type and content choice. Finally, when examining relatedness there was no significant 

statistical relationship between SWD and their non-disabled peers or among the location students 

received their special education services and students’ feelings of relatedness. Supportive factors 

were found in the open-ended questions to support students’ feelings of relatedness. The 

supportive factors were having positive relationships and mutual respect with teachers, and 

having friends in classes, sports and clubs. Overall, the findings from this study highlight the 

importance positive relationships are to a SWD’s learning. Relationships were noted to being 

important in both competence and relatedness. Within competence, targeted support from 

teachers who understood the students’ learning needs was vital to a students’ feelings of 

competence. When a student felt as though their needs were understood and supported it assisted 

with their development of feelings of competency in the subject. Students felt their needs were 

understood in their self-contained classes that were specifically designed to provide extra support 

with teachers professionally trained to address their needs. Within relatedness, students valued 
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positive relationships with both teachers and peers. When students had positive relationships in 

class it was described as feeling like family. Having these strong relationships made students 

want to be in class and allowed them to develop strong connections. The findings from this study 

informs decision and policy makers on best practices to educate students with disabilities. 

Students with disabilities have lower levels of graduation rates (U.S. Department of Education, 

National Center for Education Statistics, 2019) than their general education peers. It is important 

that how students with disabilities are being educated and provided special education services is 

examined so their learning needs can be appropriately addressed. The overarching theme found 

within this study points to the importance positive relationships have for students with 

disabilities. 
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Chapter Five: Discussion 

Overview of the Problem 

 Students with disabilities (SWD) are pushed out/drop out of school at more than double 

the rate than their non-disabled peers (U.S. Department of Education, National Center for 

Education Statistics, 2019). Highschool diplomas are entry level requirements to many careers 

and educational opportunities putting SWD and other students who do not finish at a 

disadvantage. Similarly, SWD have been found to also have lower levels of motivation than their 

peers without disabilities (Zisimopoulos & Galanaki, 2009). Motivation is known to be 

positively correlated with academic success. Motivated students have higher achievements in 

school (Gottfried, 1985; Lepper, Corpus & Iyengar, 2005; Vansteenkiste, Simons, Lens, Sheldon 

& Deci, 2004), have higher performance on tests and have deeper understanding of the 

curriculum (Vansteenkiste et al., 2004) than peers who are less motivated. The Self-

Determination Theory outlines environment as an important factor to developing intrinsic 

motivation. Students with disabilities have been identified as needing more than the typical 

classroom supports to be successful in school, their learning needs are addressed by the creation 

of an Individual Education Plan (IEP) which outlines extra supports, accommodations and 

modifications to the typical school day. Supports, accommodations and modifications are 

delivered to the SWD in variety of classroom types. This study examined four classroom types 

SWD received their special education services in: general education classrooms, cotaught 

classrooms, push-in classrooms and self-contained classrooms. Because motivation has an 

impact on academic success, it is important to understand the environments SWD are receiving 

their special education services in and how these environments are impacting the students. If the 
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classroom settings is impacting a student’s motivation, is it reasonable for them to be expected to 

have high achievements? 

Summary of the Findings 

 This study aimed to answer the following questions: 

1- In what ways do the experiences of SWD autonomy, relatedness, and competence differ 

based upon where they are receiving their special education services? 

2- What are the supportive and constraining conditions that exist in the environments 

students with disabilities receive their special education services that impact their 

autonomy, relatedness and competence? 

The findings from this study suggest that there is only a difference in experiences of competence 

based upon where students are receiving their special education services. SWD had higher levels 

of competence than their general education peers. When looking at the location special education 

services were received, SWD in self-contained math classes had higher levels of motivation than 

SWD educated in general education, cotaught and Spanish English immersion classrooms. Of the 

participating SWD, there were an equal amount educated in self-contained math settings (38.1%) 

and general education settings see table 9. When comparing the amount of SWD educated in 

self-contained math (38.1%) courses to self-contained English (26.2%), self-contained science 

(4.8%) and self-contained social science (33.3%), there were a large percent of SWD enrolled in 

the self-contained math setting, see table 9. The findings from this study show there appears to 

be a relationship between competence and more restrictive math classroom placements (self-

contained classes). This correlation will be further examined below. When examining the open-

ended responses this study highlights the importance of having positive relationships for SWD 

motivation. The types of relationships students can form with their teachers and peers has a large 
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impact on student success (Klem & Connell, 2004; Doren, Murray, & Gau, 2014; Prince and 

Hadwin, 2012). The findings from this study support current literature highlighting the 

importance of positive learning environments (Moore & Keef, 2004), patient teachers who are 

willing to help with classwork (Watson, 2007), and caring learning environments (Klem & 

Connell, 2004) in successful classrooms. Overall, the findings from this study suggest that there 

is a positive correlation between SWD motivation, and the positive and supportive relationships 

they are able to form. According to the Self- Determination theory, in order for intrinsic 

motivation to develop the environment must support autonomy, competence and relatedness. The 

findings from this study emphasize the importance of positive and supportive relationships for a 

SWD feelings of competence and relatedness. The two overarching themes from this research are 

presented below: the importance of positive relationships with teachers and peers and the 

importance of understanding and addressing student needs. A third factor that may have 

influenced the higher levels of competence is also introduced, the structure of the self-contained 

math courses.  

The Importance of Positive Relationships with Teachers and Peers. Research has 

found that students who have poor relationships with their teachers report feeling low levels of 

support, and also low levels of enjoyment and involvement in schools (Murray & Greenberg, 

2000) Participants in this study expressed the positive relationships they were able to form with 

their teachers as something they liked most about their classes. When participants felt they had a 

positive relationship with their teachers this had a positive influence on their experience in their 

classes. Having a positive relationship with their teachers made participants feel comfortable in 

the classroom and respected. Participants described their classes having a family feel and the 

classes in which they had a positive relationship with teachers were classes they enjoyed the 
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most and felt the most competent in. Similarly, relationship building with peers was also 

significant for participants. Participants expressed being able to interact with their peers and 

develop friendships as important to their school experience. The classroom provided them with 

opportunities to develop friendships with peers they may not have known before, while clubs and 

sports provided them the opportunity to develop friendships with peers who shared similar 

interests. The findings from this study support current literature. Having positive relationships is 

important for a student’s feelings of competence and relatedness within their schools. When 

SWD have poor relationships with peers and teachers it results in a negative impact on school 

enjoyment and on students’ grades; students with positive peer and teacher relationship enjoy 

school more and have higher grades than their peers who do not have positive relationships 

(Milsom & Glanville, 2010).  

The Importance of Understanding and Addressing Student Needs. A part of positive 

relationships is being felt as though you are supported, valued and understood. For participants in 

this study, the importance of having their learning needs understood and addressed was 

expressed as vital to the development of feelings of competence. Students with disabilities are 

students that have been identified as having specific learning needs. When these needs are not 

addressed, their success in the classroom is inhibited. These needs vary from the typical student. 

This study’s findings highlight the importance teacher support was for learning the curriculum, 

engagement, and enjoyment of the courses. More specifically than teacher support, students 

expressed the importance of the specific support of having access to a special education teacher 

in their cotaught and self-contained classes, due to their IEPs, to address their learning needs. 

SWD described having accesses to special educators as being a part of more supportive 

environments that understood their needs. A student often knows what they need, to have a say 
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in one’s own learning is empowering and to ignore it is deflating. Through receiving the support 

needed to access the curriculum and address their needs, students felt heard, they felt as though 

they had a voice that was being considered as valued and respected. 

 Special educators were also described as more supportive and understanding teachers. 

General education teachers are trained in detail on the content they teach, while special education 

teachers are trained in detail on how content is taught to students who have special learning 

needs. The special education teacher’s purpose is to provide the supports needed for the SWD to 

be successful. The participants in this study felt as though the relationship and access to special 

education teachers addressed their needs so they were able to feel competent in the classroom. 

This outlines the significance of having access to an educator who is trained specifically in 

teaching strategies that go beyond the curriculum and focus on what supports student needs. This 

is not to say that special educators are better than general educators, but rather the training 

special education teachers receive appears to have a positive impact on SWD.  

Structure of the Self-contained Math Course. SWD enrolled in self-contained math 

classes were found to have higher levels of competence than their peers enrolled in other math 

courses, see Table 18. The structure of the self-contained math courses could be a possible 

contributor to students’ higher levels of competence. The general education math track for high 

school students in the Sunny School District is as follows: Integrated Math I, Integrated Math II, 

Integrated Math III. The general education math track includes general education math, cotaught 

math, push-in math and Spanish English immersion. The self-contained education math track for 

high school students is as follows: second half of Integrated Math 8 (eighth grade math), first 

half of Integrated Math I and second half of Integrated Math I, see Table 28. Rather than 

completing three different math courses over the span of three years as required in the general 
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education math track, students in the self-contained math track take 1.5 courses over the span of 

three years. This allows for the self-contained classes to teach the different math components at a 

slower pace than the general education math track. This is a possible positive contributor to the 

SWD levels of competence because it places the students in a classroom that is going at a slower 

pace and covering less material enabling SWD more of an opportunity to master the material 

presented. This modified math track does impact a SWD post-secondary schooling options, 

because of the reduce curriculum covered SWD enrolled in the self-contained math track are not 

able to apply directly to 4-year universities and must first attend community colleges. 

Table 28: Descriptions of Math Tracks 

  Year 1 Year 2 Year 3 

General Education Math Track Integrated Math 1 Integrated Math 2 Integrated Math 

3 

Self-contained Math Track Integrated Math 8, 

2nd Semester a 

Integrated Math 1, 

1st Semester b 

Integrated Math 

1, 2nd Semester 
c 

Note. a This is the second semester of the math course taught to general education students in 

the eighth grade. 

b The first semester of Integrated Math 1 is taught over the course of the year. 

c The second semester of Integrated Math 1 is taught over the course of the year. 

 

Implications 

Implications for Practice  

 The purpose of this study was to examine the impact receiving special education services 

in various settings had on students with disabilities (SWD) autonomy, competence and 

relatedness. The study aimed to focus on the student voice. The findings from this study 

highlight that while current research points to full inclusion for SWD, the SWD in this study 
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expressed that setting matters. SWD expressed they were able to form better relationships and 

felt that the support they received better addressed their needs when they were in more restrictive 

settings (cotaught and self-contained). Even more important than setting were the teaching 

practices the students were being exposed to in the more restrictive settings. While students 

expressed a preference for more restrictive settings, they were preferred because of the teaching 

strategies and relationships they were able to form in these settings. These findings are important 

because while having strong relationships and individualize supports are important to a SWD 

learning, these are also strategies that are beneficial to all students and begs the question, why are 

students not feelings as though they are receiving these supports in all settings and how can 

ensure these supports, relational and teaching, are used in all settings? These are teaching 

strategies that should be used for all students to ensure classrooms are inclusive spaces for all 

type of learners. For practice, schools and school districts can work to ensure more inclusive 

supports and practices are being used in all settings.  

Implications for Further Research 

The discussion on where to educate students with disabilities (SWD) continues to occur 

within school districts. While research has found that SWD do not perform better in self-

contained settings (self-contained), this study suggests that SWD feel more competent and have 

strong relationships in settings in more restrictive settings. The SWD in this study had above 

average ratings of autonomy, competence and relatedness. It is important to understand what is 

happening to them that is having this positive impact. Further research can examine the 

relationship building and inclusive teaching strategies that are being used in these settings that 

are having a positive impact on SWD.   
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This study occurred during the COVID19 pandemic. During data gathering, students 

were participating in distance learning. Due to the abrupt and extreme change in the format 

education was delivered future research could examine the impact the change in the structure of 

schooling had on SWD. While the move to online school is in direct response to COVID19, this 

option may further be explored as a regular use in public education because of the flexibility it 

provides. Future research could examine how the change of structure of schooling impacts a 

students’ relationship building. Specifically examining if SWD can form the strong positive 

connections with their peers and teachers when learning in a distance model, which was found in 

this study as vital to their feelings of relatedness.  

 Future research could also examine how the delivery of special education services was 

impacted during the COVID19 pandemic. This study found that access to inclusive teaching 

practices through a special educator was significant for a SWD competence. The move to online 

learning was abrupt and forced many schools and districts to provide special education services 

through a distance model using online platforms. Future research could examine the ways special 

education services were impacted by examining how they were delivered, the outcome of the 

delivery and the impact it had on students and teachers. Specifically examining if having access 

to a special educator through distance learning continued to have a positive impact on their 

competence.  

Significance of Study 

 As stated, the results of this study suggest relationships are vital to a SWD learning 

experience. Having access to special educators and being able to build strong relationships with 

peers and teacher is vital to a SWD development of competence and relatedness which according 

to the Self-Determination Theory are vital to one’s intrinsic motivation. The findings of this 
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study suggest that when SWD have access to special education teachers, students feel their 

learning needs are being addressed, they feel supported, have a positive experience and 

appreciation of them. This has a positive impact on their feelings or competency and relatedness. 

While the use of self-contained classroom settings to provide special education services is often 

looked down upon as settings that segregate students with disabilities and other student groups 

from the general population, students in this study specifically expressed positive feelings for 

these locations because they felt as if they their learning needs were being addressed. Rather than 

examining the settings, the findings from this study suggest that practitioners and decision 

makers need to examine the practices that are employed in all settings to ensure that they are 

addressing students’ learning needs. SWD felt most comfortable and supported when they had 

access to a special educator because they felt their learning needs were addressed. The suggests 

the importance of special education training for all teachers. Rather than relying solely on special 

educators to address SWD needs, if all teachers were trained on the strategies needed SWD 

would have better access to the general education settings.  

Limitations and Ethical Considerations 

Limitations.  

There are limitations to be considered in this mixed-methods research design. First, the 

generalizability of this study is limited because of the small sample sized gathered from two 

schools within a single district. Because the population was focused to a specific demographic 

area there are limitations on the findings’ application to the greater population. Second, this 

study was conducted during the COVID-19 pandemic shortly after the schools closed for in 

person learning. At this time, there were difficulties with students having the proper resources 

required to participate in schooling in a distance learning model. The students that participated in 
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this study were those who were able to connect to the internet and those who remained engaged 

in school. Many students within this school district experienced difficulties participating in 

distance learning for various reasons including but not limited to not having the proper device, 

not being able to connect to the internet and pandemic related barriers. The district used in this 

study employed a no-harm grading system in which students’ grades could not negatively be 

impacted during the end of that school year. If students chose not to participate in school or 

could not participate in school, their grades would not be harmed. Besides not being able to reach 

students who experienced connectivity or pandemic related barriers, this study was also not able 

to reach students who chose not to participate in school during this time. Another limitation of 

this study was the willingness of students to provide information through open ended questions 

from a survey they received via the internet. While many students participated fully with the 

open-ended responses, there were also students who chose to participate minimally with the 

open-ended questions. Finally, this study required students to provide written responses. Students 

who may have difficult with written expression may have chosen not to participate or may have 

struggled to communicate their ideas clearly. 

Positionality.  

My role as a special education teacher in a self-contained classroom setting within the 

district is also a limitation and impacted my positionality. I entered this study with preconceived 

beliefs on what the results would be and while the findings from this study did not follow my 

beliefs, while analyzing my data I kept on the for front of my mind what my biases were and 

continued to revisit them as I analyzed the data. Because the study did not have any contact with 

me, I do not believe my role in the school district had any influence. Beyond knowing I was 
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giving the study, students were also told that participation was completely voluntary and had no 

impact on their standing in the school.  

Conclusion 

 This study employed a mixed-method approach to examine if the location students 

received their special education services had an impact on their intrinsic motivation. This study 

used the Self-Determination Theory as the theoretical framework to guide the study. Through the 

Self-Determination Theory, three psychological needs are required for intrinsic motivation to 

develop: autonomy, relatedness and competence. To examine students’ levels of each of the 

psychological needs a modified version of the Basic Psychological Need Satisfaction at Work 

Scale (BNSW-S) was administered. Following the BNSW-S five open-ended questions were 

asked to further examine students’ experiences in school to determine if the location special 

education services were received had an impact on student’s intrinsic motivation.  

The findings from this study point to the importance of relationships for a SWD. SWD 

preferred having more access to special educators because they felt that their needs were 

addressed, they felt more supported and they felt as if special educators were more 

understanding. Along with the importance of access and relationships with special educators, 

SWD noted the importance being able to form strong relationships with their peers had on their 

school experience. These had positive impacts on their feelings of competence and relatedness 

which are vital to the development of one’s intrinsic motivation. The findings from this study 

point to the need for access to special education teachers for SWD, more special education 

training for all teachers and continued or more access to opportunities to build relationships with 

peers.  
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Appendix A: Survey 

1) What is your gender? 

a) Male 

b) Female 

c) Non-binary 

d) Decline to state 

 

2) What do you identify with most? 

a) Mexican or Latina or Latino 

b) Black or African American 

c) American Indian or Alaska Native 

d) Native Hawaiian or Pacific Islander 

e) White 

f) Asian 

g) Other 

h) 2 or more 

 

3) What is your current grade level? 

a) 7 

b) 8 

c) 9 

d) 10 

e) 11 

f) 12 

 

4) Who is your English teacher? 

a) FILL IN 

 

5) What period do you have English? 

a) FILL IN 

 

6) Who is your Math teacher? 

a) FILL IN 

 

7) What period do you have Math? 

a) FILL IN 

 

8) Who is your Social Science teacher? 

a) FILL IN  

 

9) What period do you have Social Science (History)? 

a) FILL IN 

 

10) Who is your Science teacher? 

a) FILL IN 
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11) What period do you have Science? 

a) FILL IN 

 

12) Is English your first language? 

a) Yes 

b) No 

 

13) Do you qualify for free and reduced lunch? 

a) Yes 

b) No 

 

14) Do you have an IEP? 

a) Yes 

b) No 

 

1 2 3 4 5 

Not at all true  Somewhat true  Very true 

 

1. I feel like I can make a lot of choices to decide how my class work gets done. 

2. I really like the people I take classes with. 

3. I do not feel very skilled when I am in class. 

4. People in class tell me I am good at what I do. 

5. I feel pressured in class. 

6. I get along with people in class. 

7. I pretty much keep to myself when I am in class. 

8. I am free to express my ideas and opinions in class. 

9. I consider the people I am in class with to be my friends. 

10. I have been able to learn interesting new skills in class. 

11. When I am in class, I have to do what I am told. 

12. Most days I feel a sense of accomplishment from completing class work. 

13. My feelings are taken into consideration in class. 

14. In class I do not get much of a chance to show how good I am. 

15. People in class care about me. 

16. There are not many people in class that I am close to. 
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17. I feel like I can pretty much be myself in class. 

18. The people I take classes with do not seem to like me much. 

19. When I am doing class work I often do not feel very good at it. 

20. There is not much opportunity for me to decide for myself how to go about my class work. 

21. People in class are pretty friendly towards me. 
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Appendix B: Online Consent Forms 

 

Online Survey Consent Form 

 

 

You are being invited to participate in a research study titled The Relationship between 

Classroom Placement and Students with Disabilities’ Intrinsic Motivation. This study is being 

done by Kala-Le Cheers from the University of California - San Diego (UCSD) and California 

State University, San Marcos. You were selected to participate in this study because you are 

currently enrolled in one of the classroom placements being studied. 

 

The purpose of this research study is to learn if a student’s classroom placement effects their 

inner motivation. If you agree to take part in this study, you will be asked to complete an online 

survey. This survey will ask about your experience in the classroom and it will take you 

approximately 20 minutes to complete.  

 

There may or may not be any direct benefit to you from participating this study. The investigator, 

however, may learn more about how classroom placement impacts students’ inner motivation, 

and society may benefit from this knowledge. 

 

There are minimal risks associated with this research study including: stress, fatigue and loss of 

confidentiality. To minimize the stress and fatigue from completing the survey, you have the 

option to stop at anytime and/or skip any question. In order to minimize the risk of a loss of 

confidentiality, pseudonyms will be used for the students participating. Student’s names and 

schools will be kept in order to identify for the interviews. All identifying information will be 

stored on a password-protected computer in a password protected file. Following the completion 

of this study, all identifying information will be deleted permanently. Research records will be 

kept confidential to the extent allowed by law and may be reviewed by the UCSD Institutional 

Review Board. 

 

Your participation in this study is completely voluntary and you can withdraw at any time by 

simply exiting the survey. Choosing not to participate or withdrawing will result in no penalty or 

loss of benefits to which you are entitled. You are free to skip any question that you choose. 

 

If you have questions about this project or if you have a research-related problem, you may 

contact the researcher, Kala-Le Cheers at (619) 494 – 7288, If you have any questions 

concerning your rights as a research subject, you may contact the UCSD Human Research 

Protections Program Office at 858-246-HRPP (858-246-4777). 

 

By clicking “You agree” below you are indicating that you are at least 18 years old, have read 

this consent form, and agree to participate in this research study. Please print a copy of this page 

for your records. 

     

 You Do 

Not Agree 

 

You 

Agree 
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Appendix C: Open Ended Questions 

1- Do you participate in any sports, clubs or activities on campus? 

a. If yes, 

i. What made you join those clubs, sports and/or activities? 

ii. Describe what your experience in clubs, sports and/or activities has been 

like? 

b. If no, 

i. Why didn’t you participate? 

2- Describe what you liked most about your classes? 

3- Describe what you liked least about your classes? 

4- If you could have changed anything about your classes, what would it have been and 

why? 

5- Is there anything else you want to share about your school experience? 

 

 

 




