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Abstract 

This study examined the practice and relevance of having 

a team of two teachers, one Deaf and one hearing, team 

teaching Deaf students in a coenrolled classroom. Data were 

collected to answer the research questions by interviewing 

five teachers and their supervisor. Six successful teams were 

asked about their experience team teaching, and their 

perception of the effectiveness of this approach. Informants' 

responses were videotaped, transcribed and analysed. From 

interview data, four main categories were identified: (a) 

Philosophy of Education, (b) perception of roles, (c) 

benefits of team teaching, and (c) current practice. Data for 

each category is presented separately including 

subcategories, and illustrated with direct quotes from 

informants. Results of this research encourages professionals 

to work towards collaborative models that positively impact 

Deaf students' education. There is sufficient evidence to 

realise that there is an imperative need for Deaf adults to 

be involved in the educational process of children and young 

adults who are Deaf. 
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Introduction 

Research Question 

The purpose of this study is to describe the practice, 

relevance, and effectiveness of having two teachers, one 

hearing and one Deaf, team teach to meet the academic, 

linguistic and socio-emotional needs of Deaf students. 

Rationale 

Children who are Deaf who are born in hearing families 

usually do not acquire language normally because they cannot 

hear Spoken English. Children who are Deaf need an 

environment where they can develop their full linguistic and 

academic potential. For most children this includes an 

environment where sign language can be acquired naturally. 

Such an environment is available to Deaf children of Deaf 

families and can be created for Deaf children of hearing 

families if there are sufficient opportunities for them to 

interact with Deaf adults. Children who are Deaf and are born 

into Deaf families develop American Sign Language in a 

natural manner, and usually have better opportunities for 

high levels of academic achievement. Deaf children bom into 

hearing families usually do not have access to such a Deaf 

community or models who are Deaf until they reach school age 

and maybe not even then — because most of their teachers are 

hearing and many of these Deaf children are in public schools 

where there is often little connection with the Deaf 

Community (Moores, 1987, 1996). 

In educational settings such as the public schools, one 
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way to provide access to Deaf role models is to incorporate 

Deaf adults in teams of Deaf/hearing teachers. Although there 

are many documented benefits of team teaching there are no 

data on teams of Deaf and hearing teachers. This is important 

because they differ from other teacher teams because they 

work in two different languages, and bring two different 

cultures to the classroom. 
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Literature Review 

An overwhelming majority of children who are Deaf are 

not born into a family where deafness is a common and 

acceptable condition (Holcomb, 1993). Less than 10% of 

children who are Deaf are born into families in which there 

is an older Deaf relative (Johnson, Liddell, & Erting, 1989; 

Ritter-Brinton & Stewart, 1992). These children benefit from 

having access to early sign language development, the rest of 

the population of Deaf children is not so fortunate. Most 

Deaf children are bom into families where they do not have 

access to a normal socio-emotional development due to the 

lack of exposure to sign language since early ages. (Johnson, 

et al., 1989). Many conflicts and frustrations arise between 

hearing parents and their Deaf children when parents do not 

share American Sign Language (ASL), the language that the 

majority of Deaf people eventually adopt as their primeur/ 

mode of communication (Padden & Humpries, 1988; Jacobs, 1989; 

Holcomb, 1993; Paul & Jackson, 1993). The absence of easy 

communication impacts the life and development of youngsters 

who are Deaf, and their future performance as adults. 

The implications of limited parent-child communication 

will be presented.Issues on language development, self and 

cultural identification, educational opportunities and 

collaborative educational programs will be discussed. 

' Children and adults who are Deaf are people who have some degree of hearing loss and 
use American Sign Language for every day communication. People who are Deaf is considered a 
linguistic and cultural group. More information about people who is culturally Deaf will be provided 
in this chapter. 
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Lincmistic Development of Deaf children 

Parents who are hearing, and have no previous contact 

with Deaf people, typically start learning ASL when their 

child is identified as Deaf. Although most children develop a 

language rapidly once they begin learning it, for adults 

learning a second language can be a slow and laborious 

process that may last longer than it would take for young 

children. Hearing parents of Deaf children seldom have the 

communication skills or the knowledge and experience required 

to provide these children with an accessible context for the 

acquisition of a natural sign Icinguage (Johnson et al., 1989; 

Holcomb, 1993). Therefore it seems reasonable to expect that 

hearing parents will not be the primary models from whom 

their Deaf children will leam their first language- ASL. 

According to Hart and Risley (1995), language is 

associated with warmth, enthusiasm and enjoyment. Parent talk 

provides opportunities for children to learn what makes human 

sounds distinctive, worth listening to, and pleasant to 

remember (Hart & Risley, 1995). The same is true between the 

interaction of Deaf children who have Deaf parents, however 

the strategies that Deaf parents use to encourage language 

learning are visually oriented rather than auditory based, 

and based on hand movements, body, facial expressions, eye 

gaze and other unique components of visual interaction 

(Erting, Prezioso, & Hynes, 1990). Hearing parents are 

usually unable to fully grasp these visual strategies. 

Another challenge for hearing parents is to adjust to a 
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visual modality of interaction, since their experience as 

language learners is with an auditory modality. Hearing 

parents usually do not realise the amount of information that 

their Deaf child misses because Deaf children do not respond 

to any auditory clues from the environment and, consequently 

do not pay attention or leam from anything that occurs 

outside the child's line of vision. Incidental learning that 

hearing children leam everyday from their environment is 

then denied to Deaf children if adults around them are not 

aware that Deaf children have to be looking to understand the 

events in their daily lives. 

From their study, Hart and Risley (1995), concluded that 

it is not the kind of experiences that children are exposed 

to that make some children develop a language faster than 

others, but the amounts of linguistic experiences. Their 

basic finding is that children who have fewer experiences 

with words in interactions with other persons, learn fewer 

words and they are also children growing up in less 

economically advantaged homes (Hart & Risley, 1995). There is 

a language delay in children who are Deaf comparable to those 

hearing children born in disadvantaged homes, since Deaf 

children also are deprived of sufficient meaningful 

interactions to develop a language in the first years of 

their life and the linguistic experiences that normal hearing 

children have from conversations between adults, from 

television, radio and other auditory sources. 

Unfortunately, few hearing parents can communicate 



11 

effectively with their Deaf child (Padden & Humpries, 1988; 

Jacobson, 1989; Johnson, et al., 1989; Ritter-Brinton & 

Stewart, 1992; Holcomb, 1993). Typical interaction patterns 

between hearing parents and their Deaf children cire 

superficial and one-sided (Holcomb, 1993). This lack of 

communication in the early years has been reported to have 

serious negative impact on the Deaf child's development of a 

positive self-identity, emotional/adjustment, and reading 

ability. It also results in a slower maturation rate, and 

difficulties in developing a sense of independence and 

responsibility (Jacobson, 1993). In fact, often Deaf children 

do not develop competency in any language until they reach 

school age, and therefore when a Deaf child enters school, 

he/she is typically already behind children with normal 

hearing in such critical areas as linguistic proficiency, 

factual knowledge about the world and socio-emotional 

adjustment (Solit, Griffin & Border-Johnson, 1991 ; Johnson, 

et al., 1989). In many cases school seems to be the first 

(and/or only) place where Deaf children from hearing families 

have access to American Sign Language (ASL). Both linguistic 

and socio-emotional development depend upon accessibility to 

a common language for effective and meaningful interaction 

within the school limits (Johnson, et al., 1989; Holcomb, 

1993; Paul & Jackson, 1993). 

Deaf children also have the need to learn their language 

(ASL) from the living models of ASL (Kanda & Fleischer, 

1988). As stated by Johnson et al., (1989) in their proposed 
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model for education of Deaf children, the initial models for 

language acquisition for Deaf children with hearing parents 

are Deaf adults: " — as the children grow sources of sign 

language acquisition, might also include older Deaf children, 

peers from Deaf families, and proficient hearing signers". 

These researchers suggest that adults who are Deaf should be 

present in all educational contexts for Deaf children. This 

is critical also because ASL, like all natural languages, 

exists within a cultural context: the Deaf Culture. Deaf 

culture refers to the community of adults and children who 

use American Sign Language (ASL) for everyday communication; 

and who share common values, rules for behavior, traditions 

and views of themselves and others (Padden, 1980; Ladd 1994; 

Mahshie, 1995). Deaf people belong to a linguistic/cultural 

minority group (Mahshie, 1995). Without the presence of 

adults who have access to the Deaf culture, the acquisition 

of the language is not truly completed (Epstein, 1978). 

An adult who is Deaf is more than a person who cannot 

hecir. Being an enculturated Deaf adult is, as defined by 

Reagan (1990), a person that identifies him/her self as part 

of the Deaf community, and usually exhibits (a) linguistic 

differentiation through the use of ASL as a primary means of 

communication, (b) attitudinal deafness as a set of behaviors 

related with Deaf people, (c) behavioral norms in order to 

interact among the Deaf Community, (d) endogamous marriage 

patterns within Deaf groups, (e) historic awareness of Deaf 

Culture related issues, and (f) voluntary organizational 
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networks with Deaf organizations. 

The best models for natural sign language acquisition, 

the development of social identity, and the enhancement of 

self esteem for children who are Deaf are Deaf individuals 

who.use ASL proficiently. Traditionally, the agent for 

enculturation into the Deaf community has been the 

residential schools for the Deaf, where a flow of children 

and adults who are Deaf pass to one another the language and 

customs of the Deaf (Janesick & Moores, 1992; Moores, 1987). 

With the arise of local public school programs for the Deaf 

whether Deaf children are in fact exposed to the language and 

mores of the Deaf World, is questioned (Kluwin, Moores & 

Gonter, 1992). Current trends in education of Deaf and Hard 

of Hearing individuals are moving the number of students from 

Residential schools into regular classrooms in public 

schools. In the 1993-1994 Annual Survey the number of Deaf 

students serve in Residential schools were of 9,379 as 

opposed to 29,450 students reported in local schools. 

According to Kluwin et al., (1992) most Deaf and hard of 

hearing children in public schools, fail to meet at least 

two of the criteria for membership in the adult Deaf 

community: linguistic differentiation and attitudinal 

deafness. Holcomb (1993) suggests that such elements are 

crucial in the development of self-identity of Deaf people. 

Historic awareness of deafness and contact with Deaf 

organizations are also elements more likely to be absent in 

public schools (Janesick & Moores, 1992), unless such 
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programs actively contact Deaf adult organizations to 

encourage their students who are Deaf to leam the oral 

traditions and develop membership to the Deaf community 

during the school years. 

Self and Cultural Identification of Deaf children 

Both Deaf and hearing children have to be exposed to 

adults with whom they can identify with to make positive 

projections of themselves in the future. Many children who 

are Deaf need the contact with both the hearing and the Deaf 

community so that under optimal conditions, i.e. having 

significant opportunities to spend time with other 

individuals who are Deaf, these children develop a bicultural 

identification . This is a sense of self in relation with a 

Deaf and a hearing world (Jacobs, 1989; Dolnick, 1993; 

Holcomb 1993). 

Deaf children need acceptance, recognition, and support 

to develop a strong self concept and a bicultural 

identification (Holcomb, 1993). Self-concept refers to an 

individual's concept of himself and his own identity, 

abilities, worth. Such self concept develops out of the 

experience interacting with significant others (Epstein, 

1978; in Holcomb, 1993). Through these interactions, a person 

is able to organize the experience involving social 

interaction into predictable sequences of action and 

reaction. On the basis of past interactions, the person can 

expect a particular response to his/her actions. This scheme 

allows the individual, hearing or Deaf, to form a theoiry 
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about self and exhibit behavior that would elicit approval, 

and avoid actions that would result in disapproval from 

others. This, in turn impacts on self-concept and 

subsequently identity (Holcomb, 1993). 

. If self-concept results from interacting and 

communicating with significant others then, clearly, a common 

language is required for effective and meaningful 

interactions. With a good constructed theory of self, a 

person would be well suited to deal with various life 

experiences. The major influence on the development of self-

concept in children are the pcirents. As children seek 

approval from their parents, they organize their experiences 

into predictable sequences of actions and reactions (Holcomb, 

1993). As children grow older they begin to seek for approval 

from their peers and other significant adults who model 

acceptable behaviors and guide children's concepts of en-

cultured adults, and subsequently, begin to behave according 

to the group's norms. This process of learning acceptable 

behaviors, assists in the development and maintenance of 

self-esteem throughout the years and assures a foundation for 

a healthy identity (Epstein, 1978; Holcomb, 1993). 

Children who eire born into Deaf families become part of 

the Deaf Culture since the beginning of their life. Personal 

and cultural identity develops naturally within such context. 

Sign Language, inextriccibly linked with Deaf culture, is the 

most visible and important manifestation of this visual life 

(Erting, Johnson, Smith & Snider, 1994). Over 90 percent of 



16 

all Deaf children are bom to hearing parents, therefore the 

transmission of the culture from one generation to the next 

does not occur as between members of the same 

linguistic/cultural group (Erting, et al., 1994). For Deaf 

children of hearing parents, the school takes over this role, 

expanding its traditional academic/educational function. 

Educational Alternatives for Deaf children 

ASL acquired by the child who is Deaf and used by adult, 

specifically teachers provides the best access to educational 

content (Johnson, et al., 1989). In optimal conditions, an 

educational program should provide opportunities for children 

who are Deaf to fully develop self and cultural identity, 

esteem and language competency, while at the same time they 

benefit from education comparable to that received by their 

hearing peers (Moores, 1987; Jacobs, 1989; Johnson, et al., 

1989; Kluwin, et al. 1992; Ritter-Brinton, & Stewart, 1992). 

Individual children and families have a variety of needs and 

preferences regarding educational placements, therefore it is 

not possible to define an educational program suitable for 

all children who are Deaf. However, instructional programs 

based on institutional, professional and cross-cultural 

collaboration should be able to address a variety of demands. 

Services for children who are Deaf, have been developed 

differently based on the goals that schools have set. The 

history of the movements in Deaf education demonstrates that 

communication policies influence greatly in the schools' 

practices. The oral method of education (where Deaf children 
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had to use oral English to communicate), was predominant in 

the United States until about 1970 (Moore, 1987). After that 

period. Total communication (where oral English and sign 

where used simultaneously to communicate) began to gain 

acceptance and Sign language started to be spread in the 

schools. However, typically. Deaf teachers were not in charge 

of teaching young Deaf children for the fear that the 

children might be exposed only to sign language therefore 

restricting or preventing the growth of speech and language 

skills (Moores, 1987). 

In the 1990's we are witnessing the rise of ASL as the 

language of the Deaf Community who are taking an active role 

in preserving their heritage (Nover, 1995). Bilingual 

educators have suggested the importance of a strong language 

base for Deaf children since early ages, in order to address 

communicative, social, cognitive, and cultural needs (Nover, 

1995). Institutions such as the California School for the 

Deaf, Fremont, Indiana School for the Deaf, The Learning 

Center for Deaf Children, Magnet School for the Deaf, Denver, 

Sign Talk Children's Center, Winnipeg, Manitoba, Texas School 

for the Deaf, Claery School for the Deaf, Arizona State 

School for the Deaf and Blind, Maryland School for the Deaf, 

have recently adopted bilingual/bicultural education policies 

by including statements on ASL and Deaf Culture (Strong, 

1995). 

For Deaf children who have hearing parents, these kinds 

of programs are an opportunity to access ASL and the Deaf 
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Culture. Nover and Moll (1993), found at the Maryland School 

for the Deaf, that staff members who are Deaf serve as a 

cultural resources for hearing parents and teachers. Their 

role is to ensure that hearing families have appropriate and 

effective access to ASL and Deaf culture to meet the 

communicative, social, cognitive, and cultural needs of Deaf 

children (Nover & Moll, 1993). 

Wix describes a position that does not yet exists in the 

field of Deaf education called an "ASL specialist". This 

professional's role has, among other responsibilities, the 

primary goal to facilitate Deaf students' competency in ASL 

(Wix, 1993) 

The Learning Center for Deaf Children (TLC), in 

Framingham Massachusetts, began a bicultural/bilingual 

program for Deaf children in 1985, by including a Deaf woman 

to be the "language and culture specialist" (Strong, 1995). 

This Deaf specialist gave workshops on ASL and Deaf culture, 

and ASL classes for staff and parents, and worked with the 

students (Strong, 1995). At present TLC attempts to continue 

increasing the number of Deaf staff members and to continue 

providing ASL in the classrooms (Strong, 1995). Another 

program that has been involving Deaf teachers in the 

classrooms is the TRIPOD/Burbank School District partnership, 

a bilingual/bicultural program that has been serving Deaf 

children with Deaf and hearing staff for a number of years 

(Kirchner, 1990; Kirchner, personal communication, 1996). 

Deaf teachers are as important and as necessary as 
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multiethnic teachers are in today's ethnically diverse 

schools. Students from diverse ethnic backgrounds need adult 

models of their own background with whom they can identify 

(Moores, 1987). In resent years, the need of Deaf role models 

has.been emphasized and documented, in order to enhance the 

development of self-identity, self-esteem, and communication, 

social, cognitive, and cultural skills of children who are 

Deaf (Wilcox & Corwin, 1990; Nover & Moll, 1993; Nover, 1995; 

Kirchner, personal communication, 1996). 

The question is why are there so few Deaf teachers 

working with Deaf children?. The impact of professionals who 

are Deaf in the field of education of Deaf individuals has 

been of a cyclical nature (Moore, 1987). In the early days, 

Deaf individuals were quite prominent in the field. In fact 

the first teacher in the first school for the Deaf in America 

was Laurent Clerc, a Deaf man, who trained many of the early 

leaders in the field both hearing and Deaf in 1817. During 

that time, 24 schools were founded by Deaf professionals, 

over different states of the united states. In 1851, 36 

percent of the the teaching staff at schools for the Deaf was 

Deaf, and in 1870, 42.5 percent. By 1917 the percentage 

dropped to a 14.5%. This decrease was no reflection on the 

Deaf as teachers, but was the result of the rapid growth of 

speech teaching which required hearing teachers (Jones & 

earlier, 1995). Deaf teachers were working in programs for 

the Deaf in 1984, at about the same rate as in 1917 and at a 

much lower level than prevailed around the middle of the 
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nineteenth century (Moores, 1987). 

Although in the past, communication for children who are 

Deaf was interpreted as the use of oral English, at present, 

bilingual/bicultural (bi/bi) models of education are largely 

accepted in the United States, Sweden and Denmark (Mahshie 

1995; Strong, 1995). Bi/bi programs have emphasized in their 

philosophy, the need for Deaf adults as part of the school 

staff (Solit, Taylor, Bednarczyk, 1992; Strong, 1995). 

Bilingual-bicultural programs have the goal to develop ASL as 

Deaf students' first language and English as a Second 

Language. Little research has been done to demonstrate that 

bi-bi programs are in fact effective in serving the needs of 

students who are Deaf. However, one of the components of this 

philosophic approach is to make the culturally rich, visual 

language accessible to children who are Deaf (Mahshie, 1995). 

Thus there is great need for truly knowledgeable, skilful 

adults who can serve as sign language models and interact 

with Deaf students on daily bases (i.e. bi/bi model) (Kanda & 

Fleischer, 1988). 

At present many bi/bi placements for children who are 

Deaf include hearing teachers for the Deaf, who are fluent 

signers of ASL and are well prepared to teach academic 

content to the children. In many cases Deaf adults volunteer 

at the school telling stories to the students. These hearing 

teachers represent and make the connection between the Deaf 

and the hearing world, however they can not replace the Deaf 

adult role model (Paul & Jackson, 1993). In order to provide 
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access to both the Deaf and the hearing worlds collaboration 

across cultures needs to occur. 

An instructional model that would satisfy the need for 

such collaboration is a team consisting of a Deaf and a 

hearing teacher working together in the classroom. Having 

people who are Deaf working with Deaf children on a regular 

basis is likely to positively impact the education of Deaf 

children at all ages. Although there is research about 

hearing teachers, specialists, and administrators 

collaborating in different situations and for diverse 

purposes, these participants had different background, 

expertise and experience, they collaborated using the same 

language and mode of communication (Chalfant & Pysh, 1989; 

Janney, Snell, Beers & Raynes, 1995; Jones & earlier, 1995; 

Puchan & Wesson, 1995; Stevens & Slavin, 1995). There is no 

research on teams where Deaf and hearing teachers work 

together in the same classroom. Deaf and hearing teachers are 

an example of collaboration across cultures and across 

languages. 

Collaboration Programs 

Collaborative models between professionals, parents and 

administrators have demonstrated a positive impact in student 

whose needs diverge from those of the general population in 

schools (Chalfant & Pysh, 1989; Dettmer, Thurston, & Dyck, 

1993; Janney, et al., 1995; Jones & Carlier, 1995; Puchan & 

Wesson, 1995; Stevens & Slavin, 1995). Collaborative 

arrangement usually start at a institution, organisation. 
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and/or agency level (Johnson, et al., 1989; Solit, et al., 

1991; Solit, et al., 1992; Spencer, Stafford & Meadow-Orlans, 

1994). This kind of collaborative exchange is usually for the 

benefit of sharing services, facilities, expenses, benefits, 

expertise, information, and personnel, for clients or 

students. Many forms of informal as well as stipulated 

collaborative exchanges usually occur within institutions, 

organizations and agencies. 

In the field of education, collaboration efforts have 

shown positive impact on student's academic performance, 

attitudes, and self-identification, and on teachers' levels 

of comfort and competence (Chalfant & Pysh, 1989; Janney, et 

al., 1995; Jones & Carlier, 1995; Puchan & Wesson, 1995; 

Stevens & Slavin, 1995).Collaboration between institutions, 

organizations, and agencies are likely to succeed when such 

entities are compatible with each other, that is, they are 

part of the same geographical area, share common goals, 

philosophies, and values (Solit, et al., 1992; Morris & 

Lethbridge, 1994). 

Chalfant and Pysh (1989) have studied Teacher Assistance 

Teams (TAT) as a wide spread approach to collaboration. This 

kind of collaborative endeavor involves three elected faculty 

members who assist teachers. TATs provide a forum where 

classroom teachers can meet and engage in a positive, 

productive, collaborative, problem-solving process to help 

students indirectly through teacher consultation (Chalfant & 

Pysh, 1989; Chalfant, Pysh & Moultrie, 1979; Kirk & Chalfant, 
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1984). This level of collaboration has been in direct support 

to classroom teachers who benefit from effective group 

problem solving to generate useful strategies, to obtain 

moral support and reinforcement. Improvement in students 

performance and behavior has been seen as a result of 

teachers' participation in a TAT (Chalfant & Pysh, 1989). 

This approach has also resulted in reducing the number of 

referrals to special education, and in increasing the 

students' academic and social achievement (Chalfant & Pysh, 

1989). 

In short, collaboration programs have shown increase of 

self esteem, personal image, academic performance, social 

skills, and changes in social attitudes of participating 

students (Chalfant & Pysh, 1989; Janney, et al., 1995; Jones 

& earlier, 1995; Puchan & Wesson, 1995; Stevens & Slavin, 

1995). Collaboration between children can be encouraged by an 

adult model of collaboration present in a team teaching 

situation in the classroom (Roper, 1977; Janney, et al., 

1995; Jones & Carlier, 1995). In collaborative teams, it has 

been found that students perceive the different roles of 

different teachers, and that they can select whom to consult 

under different situations and for different purposes (Pugach 

& Wesson, 1995). Teachers have found problem-solving in a 

collaborative situation more effective than when alone, and 

developed more creative ways to promote independent learning 

in their students (Chalfant & Pysh, 1989; Jones, & Carlier, 

1995). 



24 

These reports were found in studies related to teams 

where professionals from different fields collaborated in 

school settings, and where all participants were hearing. In 

teams of Deaf and hesiring teachers the advantages and 

challenges may be similar to those reported by other teams of 

teachers, however differences in language or mode of 

communication, cultural background and perceptions/philosophy 

of education may result in conflict. Although these teams 

also may be a successful way to address the linguistic, 

cultural and social-emotional needs of students who are Deaf, 

and to facilitate Deaf students' understanding of both 

worlds: the Deaf and the hearing cultures. 

Given today's direction of education for Deaf children, 

it is worth taking a close look at the role of Deaf teachers. 

The role of Deaf people in education has often been limited 

to partial or occasional participation. It is essential to 

study what what teachers who are Deaf have to offer to the 

school setting that hearing teachers alone cannot provide. 

Summary 

Research Questions 

The specific questions guiding this research are: What 

is the benefit, relevance and practice of having two teachers 

one who is hearing and one Deaf, team teach? What are these 

teachers' perceptions of their job as educators? What are the 

challenges of such educational model? 
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Methods 

Setting 

Data were collected to answer the research questions by 

interviewing 5 teachers and one supervisor. These teachers 

were working in public elementary and middle schools that 

collaborated in a partnership program with a non profit 

organisation for the Deaf . The program had been practicing a 

Deaf-hearing team teaching approach with teams composed of 

Deaf and Hearing teachers for 13 years (Kirchner, 1990; 

Christensen, 1994; Kirchner 1996). 

The elementary program served forty one Deaf students 

enrolled with over 100 hearing students in four classes. In 

each class approximately one-third of the students were Deaf 

while two-thirds were hearing. Many of these Deaf and hearing 

students had been enrolled in school together preschool. Some 

of these hearing students had a sibling or peirents who were 

Deaf. The groups were kept stable so that the hearing 

children had an opportunity to constantly refine their 

signing skills. 

In the elementary program the second-third grade 

combination, third-fourth grade, and fifth grade were taught 

by teams composed of a Deaf education teacher and a regular 

education teacher. The program goal was to have a team of 

Deaf and hearing teachers at each grade level, but this was 

not possible every year because of the limited availability 

of teachers who were Deaf. A resource-specialist teacher who 

was Deaf also provided one on one and small group support 
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services for Deaf students who required assistance beyond 

that provided in the classroom. 

The middle school included grades six, seven, and eight, 

they had students in the school who were hearing and 27 

students who were Deaf. Although the ratio of Deaf to hearing 

students varied for each class, it was observed that there 

were always a minimum of six Deaf students in each group. All 

courses that included students who were Deaf and hearing were 

team-taught. In these middle school, there was one teacher 

who was Deaf teaming for science and math with two different 

hearing teachers. This Deaf teacher also taught a language 

arts class independently to students who were Deaf and 

hearing. 

All hearing teachers in the program signed at all times 

with students who were Deaf and hearing, with their team 

partners, and with all other adults who understood sign 

language (e.g. their supervisor, parents). The teachers who 

were Deaf may or may not used their voice when signing. 

Informants 

Two teachers who were Deaf and three who were hearing 

were selected. A total of three teams were selected by the 

program supervisor. All teams were considered successful 

teams based on their competence in working in team and their 

teaching effectiveness. Individual's experience and knowledge 

in team-teaching, professional and interpersonal skills, and 

current enrolment as school staff, were aspects considered on 

the teachers' selection. 
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Although my informants may not be representative of all 

teachers in a team situation, they do serve as models. What 

these teachers know were based on participation in a team of 

Deaf/hearing teachers collaborating to address the 

linguistic, academic, and social/emotional needs of Deaf 

students in their classrooms. According to Spradley (1979), a 

good informant is the person who is immersed in the cultural 

situation being studied. In this case, all five teachers and 

their supervisor are competent in their positions, have 

experience with team teaching, are comfortable and satisfied 

with their actual job, know their partner, are familiar with 

their responsibilities, and therefore can instruct others in 

what they do. These teachers and their supervisor were 

interviewed individually. 

The teachers 

Each team was composed of one teacher certified to teach 

students who are Deaf and one regular education teacher. In 

the teams that were interviewed the teachers of Deaf children 

were Deaf themselves. Two of the three hearing teachers had 

academic background in regular education, and the third was 

certified in both regular and Deaf education. Also One Deaf 

teacher had both kinds of certifications (ie- to teach 

children who are hearing and those who are Deaf too). 

Only two teachers who were heeiring and one teacher who 

was Deaf were team teaching together at the time of the 

interview. One Deaf teacher had teamed successfully for one 

and a half years prior to the interview. The focus of these 
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two teachers' intejrviews was on their experience when team 

teaching together. Informants' confidentiality is being 

protected by keeping, at all stages of the study, 

participants' names anonymous, and replacing them for 

fictitious ones. For each informant a name has been given 

and a brief description is presented. 

David. David was a Deaf teacher who had total of 13 

years of experience of which seven were spent teaching 

students who were Deaf. David was post-lingually deafened, 

therefore his first language was English, however he 

communicated primarily in ASL. David had a MA in 

Communicative Disorders with an emphasis in Deaf Education. 

David had four years of experience in team teaching and had 

team taught third/fourth grade at the elementary school with 

Harriet for one and a half years prior to the time of the 

interview. 

Harriet. Harriet, who was Hearing, had total of three 

years teaching. The same amount of years she had been 

teaching students who were Deaf. Her first language was 

English. She studied two years of ASL at a college level 

prior to starting team teaching with David. Harriet had a 

B.A. in elementary education and was working on her M.A. in 

education of Deaf individuals at the time of the interview. 

Harriet had three years of experience team teaching, 

including one and a half years that she team taught 

third/fourth grade in the elementary school with David. 

Denise. Denise, who was Deaf, had 16 total years 
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teaching, and the same amount of years teaching students who 

were Deaf. Her first language was ASL, and also considered 

considered her self skilled in English. Denise had a M.A. in 

Education of Deaf individuals, and was a certified teacher in 

elementary education as well. Denise had five years of 

experience team teaching, including one year teaming in the 

middle school teaching Science with Holly, her current 

partner. 

Holly. Holly, who was hearing, had 8 total years 

teaching, and three years teaching students who were Deaf. 

Her first language was English, and she considered herself a 

beginning to intermediate user of ASL. Holly had an M.A. in 

Science Education. She had four years of experience team 

teaching, including one year teaming in the middle school 

with Denise, her current partner. 

Helen. Helen, who was hearing, had total of 17 years 

teaching, of which nine years were spent teaching students 

who were Deaf. Her first language was English, and considered 

herself an advanced user of ASL. Helen had a B.A. in 

Elementary Education with an emphasis in Education of Deaf 

individuals, an M.A. in Guidance and Counselling, and 

additional courses in Interpreting (ASL/English). Helen had 

five years of experience team teaching including one year 

teaming in the middle school with Denise, her current 

partner. 

The supervisor 

The teachers' supervisor Hanna, was interviewed. Hannah 
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had total of 27 years of experience teaching, and the same 

amount of years teaching students who are Deaf. Her first 

language was English, and she considered herself an advanced 

user of ASL. Hannah had a Ph.D. in Special Education with an 

emphasis in Multiple Disabilities. She had 27 years of 

experience team teaching, and 13 years of experience in her 

current position. 

The informants' backgrounds and experience are presented 

in the following three tables. Tcible 1 shows the informants' 

current position at the school, their hearing status, gender 

and ASL proficiency. Table 2 shows the informants' number of 

years of experience teaching, years teaching Deaf students, 

number of years working at this program, and the total number 

of years team teaching. Table 3 provides information about 

how the teams were formed. 



31 

Table 1 

Informants' general information 

Hearing ASL 

Informant Position Status Gender Proficiency 

Hannah Supervisor Hearing Female 4 

Helen Teacher Hearing Female 3.5 

Denise Teacher Deaf Female 5 

Holly Teacher Hearing Female 2 

David Teacher Deaf Male 5 

Harriet Teacher Hearing Female 4 

Note. Self evaluation of ASL proficiency is based on a scale from 1 to 

5, 1 for beginner and 5 native fluency. 

Table 2 

Informants' teaching experience fin years) 

Years Teaching In the Team 

Name teaching Deaf students program teaching 

Hannah 27 27 13 27 

Helen 17 9 5 5 

Denise 16 16 5 5 

Holly 8 3 3 4 

David 13 7 5 4 

Harriet 3 3 3 3 
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Taible 3 

Information about the teams 

Pairfcicioants 

Team 1 3rd-4th grade/Elementary 

David Educator for Deaf Individuals 

Harriet General educator 

Team 2 7th grade/Middle School, Science 

Denise Educator for Deaf individuals 

Holly General Educator 

Team 3 8th grade/Middle School, Mathematics 

Denise Educator for Deaf individuals 

Helen General Educator 

Instruments 

In order to gather the data required for this study 

three kinds of instruments were developed. A pre-arrival 

questionnaire, an observation guide, and interview protocols. 

There were two types of interview protocols, one for the 

teachers and one for the supervisor. These instnmients will 

be described as follows. 

Pre-arrival questionnaire 

Prior to arrival at the site, the researcher initiated 

communication with school staff to obtain information about 

the school's programs, philosophy and goals, and teachers' 

experience with team teaching. Individual pre-arrival 
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questionnaires were sent to each teacher and supervisor to 

obtain background information on academic background, years 

of experience teaching Deaf/hard of hearing students, level 

of sign language proficiency, grade level teaching, etc. (See 

appendix A). 

Observation guide 

Observation of team taught classrooms with selected 

teams, was conducted by the researcher prior to the 

interviews. Although all data for the analysis were obtained 

from interviews, the observations provided a context on 

teachers' current practices, and the program's organisation. 

In the middle school seven 50-minute periods were observed. 

In the elementary school 15-minutes observations were made in 

the first, second-third, third-fourth and fifth grades where 

Deaf and hearing students were team taught. Additionally a 1-

hour observation was completed in the third-fourth grade team 

taught classroom . 

An observation guide helped the researcher obtain 

information on the following: the number of Deaf and hearing 

students, age and grade level, the classroom arrangement, 

management, and the kind and structure of activities, the 

teaching styles and strategies used by teachers, students' 

responses, students' behavior, and the ongoing communication 

between teachers, between teachers and students, and between 

peers (See appendix B). All these information was included in 

the description of the site. 
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Interview protocol 

Two interview protocols were developed. One was 

developed for the teachers to obtain information on their 

current practices, perceptions of their work, and 

recommendations concerning team teaching. A separate 

interview protocol was designed for the supervisor, to obtain 

information about her experience supervising teams of Deaf 

and hearing teachers and her perception of their 

effectiveness. 

To develop the final teachers' interview protocol, a 

pilot interview protocol was developed as part of an 

exploratory study that investigated the practice and 

experience of six teams of Deaf and hearing teachers working 

in an integrated preschool during the Summer prior to this 

research. A revised version of this pilot interview protocol 

was administered to a teacher team consisting of one teacher 

who was Deaf and one who was hearing at a residential school 

program during the Fall immediately preceding this study. The 

final interview protocol was revised to include a total of 12 

questions. The supervisor's interview protocol was designed 

with seven questions and was not piloted. Spradley (1979) 

advocates that ethnographic interviews incorporate 

descriptive questions, contrast questions, structural 

questions, and verification questions. All of these types of 

questions were included in the final protocol. A copy of the 

final interview protocols is included in appendix C. 

Individual 60-90 minute interviews were conducted by the 
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researcher at the school site. Interviews were videotaped 

with the camera focused on the informants. The researcher 

used spoken English while interviewing hearing informants, 

and ASL with the Deaf informants. 

Data Analysis 

Teachers' and supervisor's interviews were transcribed 

verbatim by two trained undergraduate students. Three 

interviews were transcribed from spoken to written English by 

a native English speaker. Two ASL and one spoken English 

interview were transcribed by an ASL interpreter. This 

transcriber had many years of experience and involvement in 

the Deaf community working as an interpreter. 

To verify the accuracy of the obtained transcriptions, a 

copy was sent to each participant asking them to confirm or 

modify the written docxament. Five of the six informants sent 

back to the researcher a signed form validating the 

transcriptions. The transcripts were then analysed by the 

researcher using a coding system to organize and categorise 

the data. An ethnographic approach was used to organize the 

data since the research question could only be answered from 

the perspective of those who have the experience of team 

teaching. The purpose of this study was to learn from 

informants who were able to shaxe their experience. Such a 

qualitative analysis allows the researcher to decode the 

system of symbols that the concept of team teaching involves 

for the informants (Haberman, 1978; Spradley, 1979; Gerber & 

Reiff, 1991; Bogdan & Biklen, 1992). An attempt is made to 
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qualify and classify what informants have learned throughout 

the years of practice. The intent of the coding system is to 

"translate" the cultural knowledge of the informants into a 

cultural description that the readers will understand. 

. Each interview transcript was reviewed four times by the 

researcher to identify the categories that best answered the 

research questions. Following procedures outlined by Bogdan 

and Biklen (1992), four major categories were identified: (a) 

Philosophy of education, (b) perceptions of roles, (c) 

benefits of team teaching, and (d) current practice. 

Categories for Analysis 

Philosophy of education. This category included all 

informants' statements regarding their educational beliefs on 

how education should be promoted for students who are Deaf 

and those who are hearing, and their reasons and motivation 

to teach as part of a team. 

Perception of roles. This category included all the 

statements describing the informants' perception of their 

roles as team members and teachers. All informants described 

the roles assumed by team members when teaching Deaf and 

hearing students. Informants' described two criteria for role 

taking, one based on the teachers' expertise, and another 

based on the teachers' hearing status. 

Benefits of team teaching. This category included 

informants' statements regarding the benefits of team 

teaching. Sub categories in this area included: (a) Benefits 

for the team members, (b) benefits for the hearing teachers. 
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(c) benefits for the teachers who are Deaf, (d) benefits for 

the students, (e) benefits exclusive to students who are 

Deaf, and (f) benefits for the parents of students who are 

Deaf. 

. Current practice. This category included all informants' 

statements about the teachers' and supervisor's actual 

practices describing the manner in which informants organized 

their actions, including shared rules and noms in the team 

teaching situation. This category also included specific 

examples of what made a team effective and the challenges of 

team teaching. 
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Results 

From interview data, four main categories were 

identified and will be presented in this chapter (philosophy 

of Education, perception of roles, benefits of team teaching, 

and.current practice). Data for each category will be 

presented separately. Within each category, subcategories of 

data will also be presented and illustrated with direct 

quotes from informants. 

Philosophy of Education 

During the interviews, all the informants were asked to 

describe their educational philosophy and its relationship or 

impact on their instructional methods. Informants described 

their beliefs regarding teaching Deaf and hearing students. 

The analysis of their responses revealed some common 

patterns. These beliefs centered around topics such as (a) a 

developmental approach to learning, (b) expectations of 

students, and (c) beliefs regarding team teaching. Teacher 

philosophy also strongly reflected their educational 

approach. 

Philosophy regarding a developmental approach 

The supervisor stated that the program philosophy is 

developmental, the primary goal is to meet the individual 

needs at each stage of development. 

Hanna said: 

... the main thing is to pay attention to the child, 

the total child, not just the deafness. And to make 

sure that the Deaf children at each stage of 
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development, get what they need ... deafness impacts 

those needs in different ways. So we pay close 

attention to what social, linguistic, cognitive, 

emotional needs ... a developmental approach leads us 

into really look at the child's place in the family... 

deafness often impacts the child's connection to their 

families, so they are not able to get from their 

family, at each stage of development, what they need 

sometimes. So we work to have a school environment... 

but also we try to guide the parents and support the 

parents, so that they can give the children what they 

need at each stage. 

Informants' beliefs supported a philosophy of education 

centered on the whole child. They believed their role was to 

provide instruction in a manner that fit the needs of all the 

different students. Hannah, the supervisor, stated that 

teachers paid close attention to the social, cognitive, 

linguistic, and emotional needs each child and his/her 

family. She stated that deafness impacts the child's 

connection to his/her families, therefore the informants work 

with the parents so that they can give the child what he/she 

needs at each developmental stage. 

Philosophy regarding expectations 

Informants' beliefs regarding expectations of their 

students revealed that they thought of Deaf and hearing 

students being equally capable academically and that they 
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expected them to interact appropriately with each other. In 

this setting, deafness was not seen as inhibiting academic, 

social, or linguistic growth. Informants' expectations were 

equal for all their students. All informants agreed that they 

believe in equality of students status, whether Deaf or 

hearing. 

Holly said: 

I think our biggest goal is to show the hearing 

students that the Deaf students are normal. Kids just 

like them. That they want to have friends. That they 

can learn just like they can. 

David said: 

So they see disability does not mean lacking 

ability... (It was really clear that the more you 

could eliminate English in the test the closer to 

equal the Deaf kids' scores got). To me that seemed 

very clear evidence that expecting equally was fair. 

Helen said: 

I don't like to let kids to get away with anything. 

They need to be attentive, they need to do their jobs, 

tcike care of their responsibilities. I don't give a 

lot of homework especially not in social studies, in 
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math they have homework consistently. And we expect 

them to do it — because that is a basic skill for 

adult life is to take care of business. Take care of 

your responsibilities — 

Informants stated that Deaf students were presented with the 

regular curriculum and believed that they could follow the 

regular academic curriculum. They expected their students to 

gain academic knowledge, but most importantly, to be able to 

reason and to find information that they need. Holly, Denise 

and Helen believed that their students needed to leam by 

doing. For these informants, group projects, hands on 

activities, real/meaningful knowledge and individual 

involvement were examples of their educational approach. All 

informants stressed the importance of helping the students 

who were Deaf realise that they were capable of learning 

everything their peers were learning at their grade level. 

These informants believed that their Deaf students will 

live/work within a hearing world and must therefore know how 

to appropriately interact with hearing individuals. In order 

to do this they needed to see that people who are Deaf are 

capable of working with hearing people. Informants stated 

that their students who were Deaf needed to gain confidence 

in their capabilities to comfortably associate with hearing 

people. These informants believed that daily positive 

interaction with hearing peers during the school years would 

reduce/eliminate fear of the hearing world. 
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Denise said: 

I don't want the hearing people to think that the Deaf 

can't do it, you know. They are surprised that the Deaf 

can do the same things that the hearing do. They look 

at me - I can do it. Some hearing can't believe that I 

drive. Deaf are not supposed to drive because we can't 

hear the police siren. We have to show them we can do 

it. And the Deaf kids feel more confident associating 

with hearing. 

These informants believed that the team teaching approach 

positively impacted their students' cognitive, linguistic, 

social, and emotional development. Although they felt that a 

team composed of hearing teachers could effectively meet Deaf 

students' academic and social needs, having a Deaf team 

member was imperative to optimally nurture students 

linguistic, cultural and emotional development. All 

informants stated that it is absolutely crucial to have Deaf 

adults around children who are Deaf and around their hearing 

parents on daily basis to support their development of ASL 

and comprehension of Deaf Culture, and to help them 

understand deafness as something that was not going to make 

the child perpetually dependent or perpetually limited. 

Hannah said: 

it's absolutely crucial to have Deaf adults with little 
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children — mostly for the communication for Deaf 

children to see Deaf adults is absolutely crucial ... 

For Deaf children to look up and only meet hearing 

people is something that is cruel especially the 

parents, they need to see successful Deaf adults, all 

different kinds of successful Deaf adults. It's 

absolutely crucial for them to know that deafness is 

not something that is going to make their child 

perpetually dependent, or perpetually limited... It's 

very important for all of us to have a future view of 

ourselves, and not just one future view but lots of 

variety 

Philosophy regarding team teaching 

All informants stated their belief that team members 

should be respectful and supportive of one another. The 

informants felt confident of their partners' competence and 

teaching abilities. Trust between team members was mentioned 

as an important element of their educational philosophy. 

These informants stated that educational philosophy was 

consistent across team members, although their ideas or 

expertise were different, their philosophy would not 

conflict. Informants mentioned that teachers on the team were 

"there for each other", that they were able to accept each 

other's ideas and they knew how to compromise to meet a 

common goal. 

Informants' perception of the team as a model of 
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collaboration for Deaf and hearing students was mentioned at 

least 19 times. All informants reported that students learned 

how to respect their peers from watching two teachers 

listening, responding, supporting, and complementing each 

other. Harriet and Helen stated that students saw team 

members compromising, encouraging and appreciating each 

other. Denise and Helen mentioned that students demonstrated 

similair behaviors in their interactions with one another. 

A trend that appeared in multiple teachers' statements 

was that the team approach provided children with a model of 

interaction between Deaf and hearing individuals based on 

mutual respect, collaboration, and equal status that 

positively influenced the behavior of the students who were 

Deaf and those who were hearing. The team was seen as 

providing a model of respect between individuals who use 

different languages. All teachers believed that equality 

among participants was conveyed through a Deaf/hearing team. 

Hannah said that the team is "a critical model for the Deaf 

and hearing children ... for the Deaf children it tells them, 

you don't have to be a second class citizen". 

Perception of Roles 

During the interviews, all the informants were asked to 

describe their perceptions of their roles as team members. 

Each informant provided a description of their individual 

role and their partner's role within the teaching teams. Two 

primary types of roles emerged from these descriptions: (a) 

Roles based on individual expertise, and (b) roles based on 
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hearing status. 

Roles based on individual expertise 

Although it might be assumed that roles within a 

Deaf/hearing team are determined by the hearing status of the 

participants, the most commonly stated factor for role 

division was teachers' areas of expertise. All informants 

mentioned 15 times that individual preferences and abilities 

determined the type of task each team member performed. 

Teachers reported that a primary benefit of team teaching was 

the opportunity to teach based on each team members' 

strengths and expertise. 

All informants indicated that the roles or 

responsibilities of the teachers within the classroom were 

identical. In some cases the teacher with more experience in 

a specific subject area (e.g. math, science, language arts) 

assumed the role of lead teacher for that subject. For 

example. Holly described herself as the "science specialist" 

while Denise, her partner, was known as the language arts 

expert. In this team situation Holly generated science lesson 

concepts from which both teachers developed the teaching plan 

for Science. However, Denise planned and led activities and 

discussion during language arts period, since this was her 

area of expertise. Teachers' knowledge of, and comfort with, 

a specific academic area, determined the role they played 

while planning and teaching a lesson. 

Holly said: 
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I have a background with science. So, I will sit down 

and come up with a rough outline of what I would like 

to do, what I think is important for whatever... we' re 

studying. And then [Denise] and I sit down together 

and we go over the different activities that are 

possible, the notes that need to be taken and then we 

decide together 

Individual expertise also included knowledge of the existence 

and use of appropriate materials for certain academic areas. 

Harriet and Denise described their partners as more 

knowledgeable of certain subject area materials. Harriet, who 

happened to be in her first yesir of teaching, stated about 

David: 

when I came here, I didn't have a book selection like 

he did. He was the teacher with all the library... He 

knew so much about children's literature and I just 

thought it was my first year teaching and I didn't know 

enough about a third fourth grade reading book. So he 

was the teacher with the good books... He was the 

librarian in our classroom, definitely. 

In one middle school team, Denise noted that Holly had "a lot 

of materials" to teach science, and often it was her role to 

provide them when needed. 

Although teachers assiamed different roles when planning 
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specific academic lessons, this role differentiation was not 

as evident during lesson presentations, as all informants 

reported that they were confident presenting content 

materials. Joint planning allowed team members to teach one 

another about a particular content area, and to have fluidity 

while teaching. The classroom observations confirmed that, on 

each team, both team members appeared to have equal 

interaction with all Deaf and hearing students during lesson 

presentation and classroom activities. Also students' 

interactions were equally directed to both team members so it 

could be assumed that they perceived their teachers to both 

be competent in the subject area. 

Another variable that influenced team members' roles was 

the number of years of teaching experience. David had more 

than 15 years teaching experience, while Harriet was in her 

first year of teaching. Harriet felt that experience as well 

as gender influenced the students' perception of David as a 

disciplinary figure. Harriet stated that David "was a strong 

disciplinary" figure during their first year of partnership, 

and that he addressed many of the disciplinary problems. 

Harriet said: 

He was a strong disciplinary— he really took control 

of a lot of the behavior problems, especially since we 

had a lot of tough kids that year. And the man you 

know. 
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Experience or familiarity with the public school system was 

another element that influenced teachers' roles. The teacher 

with more experience at the school site assumed the role of 

mentor within the team. Harriet was initiated into the school 

and. classroom procedures by David who had taught at that 

school for over five years. The experienced teacher explained 

the school procedures (e.g. location of resources, the 

expectations of the principal) to the novel partner. Under 

the guidance of David, Harriet gradually became familiar with 

the pace of the school site and the classroom needs. Teachers 

noted that this mentor role was gradually reduced as teachers 

gained familiarity with the system. 

All informants talked about the roles of the teachers 

regarding the Deaf students in the classroom. Although all 

teachers reported equal involvement with Deaf and hearing 

students in their classroom, special education policies and 

procedures created some new differentiation of roles. 

Deaf students eligible for special education must each 

have a Individualized Educational Plan (lEP) prepared by the 

teacher of Deaf children with the assistance and consent of 

the parents. This written document must include the present 

level of performance in all academic and developmental areas, 

and appropriate goals to address the students' needs. Once 

written, this lEP is revised annually during an lEP meeting 

that includes parents and professionals serving the specific 

child. Traditionally the lEP document is prepared and the 

meeting conducted by special educators. 



49 

In the interview, the supervisor stated that the program 

required that the lEP document be prepared and a meeting 

conducted, but she did not delegate specific responsibilities 

in this process. In this setting, where one teacher is a 

general educator and the other is an educator for Deaf 

individuals, both professionals worked cooperatively to 

produce an lEP for each Deaf student in the classroom. 

All teachers reported that they were involved in the 

process of developing the lEP document, and that they 

attended the lEP conference. Although the teachers for Deaf 

individuals usually had more experience and training in 

preparing an lEP, the other teachers reported involvement in 

identifying individual student's strengths and needs, 

determining goals and strategies to best serve each Deaf 

student. 

During the lEP meeting, the student's teacher is 

expected to explain to the parents and other professionals 

the present level of the student's performance and the test 

scores. The supervisor stated that, although both teachers 

were involved in the meeting, the teacher for Deaf 

individuals typically was more experienced in interpreting 

test scores (e.g. language tests, learning disability tests), 

and in selecting language, speech, and auditory objectives. 

The teacher for Deaf individuals therefore usually did more 

explaining to parents about how to interpret audiograms and 

test results. On the other hand, the general education 

teacher spent more time talking about the behavior. 
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intellectual, and cognitive grade level/age level 

expectations. This collaborative work resulted in an lEP 

conference where each teacher played a definitive role 

according to his/her area of expertise. 

Hcinnah said: 

When we have lEP's usually both teachers are involved, 

but the Deaf teacher, generally the Deaf Ed teacher, 

has more experience cibout what the language tests 

means, what the significance.... They do more of the 

explaining to the parents ... what kind of things 

typically happens with deafness. The general Ed 

teachers — typically in a parent conference will 

spend more time talking about the grade level — this 

is what the child should be knowing ... this is what we 

were working on ... this is the kind of behavior that 

we expect ... the general Ed teacher has much more to 

say about the age level of expectations. 

Roles based on hearing status 

The supervisor stated that based on her experience, the 

roles and responsibilities assumed by each member of the 

team generally were based on individual skills, expertise, 

and interests rather than on their hearing status. However, 

some team responsibilities were based on the team members 

hearing status and those will be discussed next. 

Roles assumed bv hearing teachers. There are some 



51 

responsibilities that were assumed by the hearing teachers 

because of their ability to hear and communicate in spoken 

English. Helen described herself as "the team's ears". She 

identified herself as the one who answered the telephone and 

kept her Deaf partner informed of the oral information 

dispersed around the school. Denise, Helen, Holly, and 

Harriet stated that it was very important for the partnership 

that the hearing teacher communicate current information 

related to school business, parents communication, and 

general "gossip" around the school site. Denise explained 

that although she was able to understand hearing people 

through lip reading, she greatly appreciated her hearing 

partner's consistent sharing of gossip circulating around the 

school. She said that having a hearing partner connected her 

with the school staff, effectively eliminating her usual 

isolation. Helen said that being the ears of the team was 

very important since a Deaf "grapevine" didn't exist on the 

school campus. 

Helen and Holly described their role as the persons who 

interacted with school visitors, office assistants or any 

other hearing person not familiar with sign language. This 

role was assumed instinctively to make interactions easy and 

less time consuming. 

The hearing teachers also assumed the role of 

interpreters to facilitate communication between Deaf and 

hearing students especially during group discussion. A 

variety of signing skills existed among the classroom 
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students, some were proficient users of ASL and others had 

intermediate or beginning abilities. For this reason, during 

class discussions the hearing team member voiced the 

students' ASL utterances and signed English speech. All 

teachers reported that it was important to assure that all 

the students understood each others' discourse-

Although it might be assumed that hearing teachers would 

take on the role of interpreters for their Deaf partners when 

communicating with other hearing individuals, this was rarely 

the case. The two Deaf teachers, David and Denise, stated 

that they were used to conversing with hearing people and 

were able to talk with hearing parents, teachers, and 

students. Denise stated that she was comfortable adjusting 

to each students needs and abilities, she would gesture, use 

body language, voice, or any mode of expression to converse 

with, and teach, each one of her students. 

Special need of Deaf students with useful residual 

hearing is the use of auditory trainers and heciring aids. 

This equipment must be monitored periodically to detect 

failures and distortion of sound. Individuals who are Deaf 

cannot assure this responsibility because one must listen to 

the equipment to detect such malfunctions. Monitoring of 

students' auditory equipment was therefore a role assumed by 

the hearing teachers because of their hearing status. 

Roles assumed bv Deaf teachers. There were some roles 

described by the informants that could be only performed by a 

Deaf person. It was mentioned that a team of two hearing 
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teachers could provide similar benefits in terms of academic 

and social development of the students, but it was 

exclusively the role of a Deaf teacher to enhance 

social/emotional and cultural growth in Deaf students, and 

also linguistic development through ASL in all participants 

of the classroom interaction. 

Deaf teachers assumed the role of models of what a Deaf 

adult could be- Deaf team members' behavior and interaction 

with Deaf students allowed children to create a realistic and 

positive projection of their own future. The Deaf teachers 

were seen as empowering Deaf students' development of self-

concept. The two Deaf teachers described their role as models 

for Deaf children of how to live, work and overcome fears of 

functioning in the hearing world. Denise said that he did not 

"want them to not be afraid of the hearing world". 

Another role of the Deaf teachers was immersing students 

who were Deaf into the Deaf culture. Deaf teachers played the 

role of creating a sense of belonging to the Deaf community 

for Deaf students in the program. 

Hannah said: 

It's very important for all of us to have a future view 

of ourselves, and not just one future view but lots of 

variety. And we spend, and we work hard to have a lot 

of people [who are Deaf}, not just teachers and 

professionals but parents, volunteers, visitors . . . 

All kinds of people and then send the parents out. 
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Inform the parents that there are also all sort of 

activities with the Deaf community, you know. Deaf 

fairs, Deaf activities, advocates ... so then they can 

take their children out visit the Deaf community and be 

comfortable with it. 

Deaf team members also assumed the role of ASL specialists in 

the program from whom the hearing teachers and all students, 

Deaf and hearing, could leam. Hearing teachers working with 

Deaf students have an ongoing need to leam or refine their 

use of American Sign Language (ASL). The four hearing 

informants reported a wide range of ASL abilities, from two 

years teaching Deaf students through ASL, to 27 years of use 

of the language. These informants stated that working with 

Deaf adults helped them lesLm or refine their use of ASL. All 

hearing teachers working with a Deaf partner described their 

partner as "a big mentor in signing". Hcirriet and Holly 

stated that they significantly expanded their language skills 

because when working with a Deaf person they were "forced to 

use ASL". Both had previously team taught Deaf and hearing 

students with a hearing partner, and stated that they had 

relied extensively in oral language to communicate. 

Harriet said in reference to David: 

He was a big mentor in signing for me, definitely. He 

fed me a lot of my signs my first yesu:, a lot. And 

because working with a Deaf person, I had to sign to 
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communicate with him. So it was a lot finger spelling 

words but yet, I started I picked up on signs because I 

had to. You know, it's like in any culture. Once 

you're in it, you've got to leam it or you're not 

going to get by- And him and I couldn't lesson plan 

unless I signed to him. So I became a better speller 

and a signer but he was a definite support for me for 

that, the language, the signing. 

Helen with nine years of experience using ASL stated that her 

signing skills, specifically her grammar and vocabulciry in 

ASL, was not at an adult language proficiency level until she 

team taught with a Deaf person. Holly described the role of 

Denise as the provider of correct ASL structures and 

vocabulary related to academic subject areas. 

In addition to having the role of promoting signing 

skills, there were behaviors that Deaf people performed 

intuitively with young Deaf children, that hearing people did 

not use. Such communication behaviors as the timing of sign 

presentation, the pacing of hand movement, and strategies to 

get the child's visual contact occurred naturally within Deaf 

individuals' interaction. Hannah explained that young 

children who are Deaf especially needed visual clues to 

understand and anticipate the events in their surroundings. 

Deaf adults effectively nurture children's ability to watch 

and scan the environment so they can make connections and 

feel comfortable in varied settings. 
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Another role assumed by Deaf teachers was to be a model 

of visual coiranunication for the hearing parents of Deaf 

children. Due to their contact with the Deaf teacher, hearing 

parents developed a realistic vision of their Deaf child's 

future. Deaf adults also served as a model of communication 

and interaction with Deaf children at different developmental 

stages. 

Summary 

In this section roles assumed by the team members were 

described. It was stated by the informants that 

responsibilities were determined through mutual agreement 

within the team. The teachers and the supervisor reported 

that the strengths of one team member complemented or 

enriched the weaknesses of the other. Teachers stated that 

they combined their expertise and experience to create an 

optimal learning environment for their students. 

All teachers reported equal responsibility and 

involvement in classroom duties and in addressing students' 

needs regarding of their hearing status. Classroom 

management, planning, teaching, communication with parents, 

evaluation, goal setting, and compliance with school 

procedures, were duties assumed by both teachers. Thus there 

was not a strict division of duties, but an accomplishment of 

all responsibilities by both professionals. 

There was a division of roles but not a division of 

responsibilities. Some teaching roles assumed by the teachers 

were flexible and subject to change based on variables such 
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as comfort with content areas, access to materials and 

resources, students behavior, teachers' current 

issues/feelings, and daily situations. Other roles based on 

the teachers' hearing status were not exchangeable. Teachers 

had. their specific role based on their experience of being 

Deaf or their ability to hear and speak English. 

Benefits of Team Teaching 

All informants reported multiple benefits of team 

teaching. The following section describes the reported 

benefits of team teaching for the teachers, the students and 

the parents. This section classifies the benefits into 

categories regarding the beneficiary. There will be described 

(a) benefits for the students, (b) benefits for the team 

members (i.e. hearing and Deaf teachers), and (c) benefits 

for the parents. Benefits for the Deaf and hearing students 

of having a Deaf/hearing team of teachers were classified 

into academic benefits, social/emotional benefits and 

communication/language benefits. For the teachers, benefits 

were separated into those related with sharing 

responsibilities and getting support, and those representing 

professional growth. For the parents, benefits were that 

their child's academic and emotional needs were addressed, 

and the advantage of having Deaf adults with whom to 

interact. 

Benefits for the students who are Deaf 

The greatest benefit for Deaf students in this program 

was interacting with teachers who had high expectations on 
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them. All informants stated that they expected the Deaf 

students to perform socially, academically, and 

linguistically as did their hearing peers at the same grade 

level. 

. All informants expressed that it was necessary to make 

the school environment Deaf-friendly to have the Deaf 

students perform at their maximum potential. The supervisor 

stated that the presence of a Deaf adult on campus changed 

the attitude of all adults towards the needs of Deaf people 

since these become much more acceptable. 

Hannah said: 

Having a Deaf teacher in the environment is that 

changes the attitude of all adults in the 

environment.... We would go down and do workshops 

preparing hearing librarians, secretaries, clerks, and 

whatever, bus drivers, that they are going to have Deaf 

child in the school... but then what invariably 

happened was that they either overprotect the Deaf kids 

and not expect them to follow the rules or they would 

misinterpret if the Deaf children misunderstand 

something.... But as soon as we had a Deaf adult on the 

campus, ... the needs of Deaf people became much more 

acceptable to them. And there was no confusing of 

deafness with being bad or being stupid or anything 

changes the whole attitude. 
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It seems that once hearing adults identify with another adult 

who is Deaf, the needs of Deaf people become acceptable and 

comprehensible. As described by the informants, this attitude 

changed a lot of the experiences for the Deaf students in the 

school. For example, it was stated that in the past the 

hearing staff would not consider imperative the need of an 

interpreter for the Deaf students in a school meeting. When a 

Deaf teacher joined the school staff, there was no longer a 

question regarding the need of an interpreter for any school 

activity. Another situation described was hearing people 

volunteering to advocate for the needs of Deaf students, like 

the library clerk who ordered captioned videotapes for Deaf 

students in the school. 

The impact in the school environment, where a team of 

Deaf and hearing teachers worked together was positive for 

all participants, but especially for the students who were 

Deaf. In and outside of the classroom, accommodations for 

Deaf students were established. Such accommodations allowed 

all students to have an equal status based on each persons' 

abilities. David stated that it was important for all 

children to see that "disability does not mean lack of 

ability". Denise stated that a crucial goal was to prevent 

hearing people from thinking that Deaf people/students can 

not do the same things as the hearing. 

Social/emotional benefit. One important social/emotional 

benefit for the students was the opportunity to interact 

everyday in an environment where all participants have an 
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equal status. On this basis, all students benefited from 

learning social skills, within a learning atmosphere where 

students learn from, help, and support each other. The 

teachers described themselves as models of collaboration for 

all.their students, since they were presenting ways to work 

together, appreciate each other, accept other people's ideas, 

and communicate with one another. In this environment 

teachers expected their Deaf and hearing students to engage 

in the same type of collaborative work as they did 

themselves. For the Deaf students a benefit was the 

opportunity to leam how to work with hearing people by 

observing the interactions of their Deaf and hearing 

teachers, and by regularly interacting with hearing peers. 

Deaf and hearing informants stated that for the Deaf students 

it was important, to not only be exposed to the hearing 

culture, but to actually leam how to interact across 

cultures. 

Another social/emotional benefit reported was the 

opportunity for the students to make a positive and realistic 

projection of their own future. The supervisor stated that 

for the Deaf children it was cruel to only meet hearing 

people. All teachers stressed the importance of having Deaf 

role models to learn from on a daily basis. The benefit of 

having a Deaf teacher is to leam from their experience how 

to be Deaf, Hannah said: It means to "separate deafness from 

being a little child, and start seeing deafness as something 

that adults can be and still be fine". 
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As a result of the social environment, and the regular 

interaction with a Deaf/heeiring team, all informants stated 

that the Deaf students gained confidence in their abilities. 

Denise stated that Deaf students leam that they are capable 

when they succeed at the same level as their hearing peers. 

Self confidence was developed from these daily positive 

experiences which extend over the school years. Hannah stated 

that high school students had confidence in themselves and 

were able to approach new people and new situations (e.g. new 

teams, students body government, etc.) successfully. 

Behavioral expectations were another area of benefit for 

Deaf students. It is often stated that Deaf students are 

emotionally immature, and that they don't assume 

responsibilities. In this setting, it was stated by the 

informants that they expected their Deaf students to be 

responsible and accomplish their assignments as required. 

Helen stated that she expected all of her students to be 

attentive, to take care of their responsibilities as these 

were basic skills for adult life. 

Helen said: 

I don't like to let kids to get away with anything. 

They need to be attentive, they need to do their jobs, 

take care of their responsibilities. I don't give a 

lot of homework especially not in social studies, in 

math they have homework consistently. And we expect 

them to do it and track them down, hunt them down with 
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dogs if they don't, because that is a basic skill for 

adult life is to take care of business. Take care of 

your responsibilities. I'm in the process of turning 

these little creature into human beings. Whatever it 

takes. 

Linguistic and Cultural benefit. All informants stressed 

the benefit of language and cultural development for Deaf 

students. Cultural and social benefits were mentioned at 

least 18 times by the informants. Students who are Deaf 

benefit from the exposure to an ongoing model of positive 

communication between two adults where incidental learning is 

made accessible. Helen stated that most of the Deaf students 

who came from hearing families rarely had the experience of 

watching what was said between two adults. Although hearing 

children naturally hear and learn from conversations, 

disagreements and problem solving exchanges between many 

adults. Deaf children of hearing parents may see their 

parents interacting but hardly ever have the opportunity to 

know what is being said in the discussion. 

Helen said: 

They see how adults behave with each other. They often 

don't see that. Or at least they don't see it positive. 

The only time [they] see adults interact together is at 

home and on television and neither one of those 

sometimes is a very good model of what that can be like. 
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And particularly Deaf kids don't see, don't know, what's 

being said between two adults. They may see their 

parents interacting but they don't get it because Mom 

and Dad are usually not signing at home. Especially 

. they are not arguing at home or discussing a problem at 

home in Sign for the benefit of their Deaf kid. It 

doesn't happen. So when they see us, you know, having, 

like yesterday having to make a change of plan and 

talking to each other how we' re going to do that ... 

Students in these classrooms leeimed how two adults listen to 

each other and compromise to work for a common goal. A team 

of hearing teachers engaged in these communication exchanges, 

but they may not consistently sign such exchanges. A team 

composed of a Deaf and a hearing teacher must sign all 

exchanges and thereby provide children with a regular model 

of communication. 

It is difficult to separate communication from social 

emotional benefits since all children in the classroom 

learned how to use language to solve problems and interact 

appropriately instead of presenting inappropriate behaviors 

such as grabbing, pushing, etc. All informants strongly 

agreed on the need for native ASL users to provide a 

nurturing language model. They agreed that since teachers 

(both Deaf and hearing) always signed when conversing with 

one another as well as with the children. Deaf children's 

language skills improved from the provided modeling. Deaf 
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children were able to converse with Deaf adults who had 

native fluency in ASL. The supeirvisor stated that it takes a 

Deaf person to know how to appropriately present ASL to 

children at different developmental levels. With a young Deaf 

child. Deaf adults intuitively break the language into 

components that are appropriate for the child's developmental 

level, something that only a native speaker can do. 

Hannah said: 

In English or in any language, people break down the 

Icinguage into baby talk and then scaffold the little 

child to go from one language level to another. And 

that ability to do that scaffold, the ability to break 

the language down into those little— components that 

are appropriate for the child's developmental level..is 

an intuitive thing, and it's something that native 

speakers can do. You know, I can't do that any more in 

sign language than I can do it in Spanish. It takes a 

Spanish speaking person to do baby talk in Spanish; It 

takes a person who's a native signer, I would expect, 

to do baby talk in sign... 

This informant felt that native users of a language are the 

ones who can smoothly move the child from one developmental 

level to another. Deaf students received the daily benefit of 

an adult who models and engages them in the use of their 

native language -ASL. 
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Language learning from peers is also a benefit that was 

provided within these classrooms. Having two teachers in one 

classroom, provided for group arrangements where students 

interact and leam from each other. Helen described how 

setting up a peer tutoring session required two adults, in 

order to organize 30 Deaf and hearing students. These 

opportunities for cooperative work opened up occasion to 

learn and internalize language from each other. 

Helen stated that cultural growth was another benefit 

that a Deaf teacher brings to Deaf students, especially those 

students who come from hearing families. Deaf and hearing 

teachers agreed that academic benefits could be provided by 

hearing teams of teachers, but that only a Deaf person can 

encourage language/communication, social/emotional, and 

cultural growth. 

Academic benefit. Academic benefits for the students 

were mentioned at least 12 times by the informants during the 

interviews. Academic benefits were measured in many varied 

ways, through district wise formal assessments, as well as 

through informal observations completed by the teachers and 

parents. As for the academic benefit recorded in tests 

scores. David and Hannah stated that format test measures 

showed a "very substantial growth in ... academic measures" 

for the Deaf children in the program. State norm tests and 

school evaluations demonstrated progress in the Deaf 

population from this program. 

Teachers expected their Deaf students to perfom on a 
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level commensurate with their hearing students since the 

learning environment and academic materials were readily 

accessible. Holly, Helen, Harriet and Denise stated their 

strong belief in the capability of Deaf students to master 

the. regular curriculum and benefit from a good education. To 

support this statement Helen indicated that, in the past, the 

seventh grade was split into a regular math class and an 

accelerated math class, with the Deaf students usually taking 

the lower level class. In this team taught classroom however, 

all Deaf and hearing students were expected to function and 

benefit from the accelerated math class together. Therefore, 

Deaf students in this program benefited from a regular 

curriculum made accessible for them to leam. 

All teachers explained that one important benefit of the 

team teaching approach was the increased one on one and small 

group attention that could be provided by two teachers. One 

consequence of having more attention for the students was the 

opportunity for the teachers to be more attentive to each 

student's needs, and from this knowledge to plan better 

lessons. David mentioned that the students had twice the 

attention, and individuals' needs were more closely watched. 

Another benefit derived from having two adults for 30 

students was that the teachers had more flexibility to create 

alternative learning opportunities and provide personal 

assistance within the classroom. Helen, Holly and Denise 

indicated that they frequently had one teacher lead a group 

discussion while the other attended to individual problems, 
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and did a "reality check" to make sure the content 

presentation was clear. In this same manner, during lesson 

presentation, David stated that at times when team members 

jointly presented a class lecture, they were able to cover 

points that one person would have omitted. 

Denise explained that this approach assured all 

students understanding of the lesson. She said that those 

students who were not confident enough to raise questions in 

a group discussion, did so in "one on one" situations. Team 

members ability to coordinate duties during instruction 

allowed them to efficiently monitor students' behavior 

thereby reducing classroom disruption and increasing 

instructional time. 

Opportunities for cooperative learning and peer 

mentoring were increased when students received the attention 

of two adults. All teachers stated that small groups and peer 

interaction for academic purposes was possible, because two 

teachers could more easily control and guide the students 

within an environment where down times and chaotic 

transitions were not a factor that interrupted progress of 

the class. 

Teachers stated that lesson planning and presentation 

was also positively impacted by a team teaching approach. 

David and Hannah noted that a team would produce a lesson 

that was superior to what either member could produce alone. 

David said: 
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The biggest advantage is having somebody to share ideas 

with; that at its best a team will build something 

better than either member alone could build... 

And.Harriet s aid: 

When developing a lesson plan, you think of all these 

ideas but there is other approaches... other ideas 

coming from your teammate— so when you have someone 

else having working towards, you're going to get a 

stronger impact, a stronger lesson... You are feeding 

off each other for that even much more powerful of a 

lesson. 

All five teachers stated that students benefited from the 

variety of teaching approaches presented within a team. Helen 

noted that providing two different approaches to specific 

learning tasks allowed students to choose the one they liked 

or understood better. Moreover, having a teacher trained in 

Education for Deaf individuals ensured that the special needs 

of Deaf students were considered. Although teachers reported 

that they strived to provide students with equal access to 

educational opportunities, having a teacher experienced in 

addressing these specific needs (i.e. communication 

strategies, visual oriented lesson presentation, etc.) was a 

benefit for Deaf students. 

Helen said: 
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Deaf kids do have deficits in just general knowledge and 

background knowledge of things that hearing kids 

understand because they have experience with something 

similar.. - so you have to be watching all the time for 

what they don' t get because they don' t have experience 

with it before... I think a lot of times regular 

teachers assume a depth of knowledge that Deaf kids 

really don't have and they sit a lot of times without 

having a clue what you're talking about... 

Teachers who were Deaf or who had background in Education for 

Deaf individuals provided students with an environment where 

auditory information was presented in a visual manner. In 

this environment, seating arrangements, displayed academic 

information, and lesson presentation emphasized the use of 

visual resources to convey academic content. 

All teachers said that they were satisfied with their 

team work, and their supervisor described the teams as 

"terrific". Haurriet said that team teaching was a powerful 

experience for her because "where your weaknesses are for 

that other member, that is their strengths". David, Holly 

and Helen said that this combination of personal and 

professional skills created a strong learning environment 

where individual team members could empowered their lesson by 

working based on their areas of strength. 



70 

Students' increased motivation. Informants observed that 

the team teaching environment led the students who were Deaf 

to feel more motivated to leam. Deaf children were 

constantly challenged by the academic level and the social 

situations in this environment, and at the time, they were 

receiving resources to succeed in meeting such challenges. 

Helen explained that the various approaches, especially 

visual representations of academic content, positively 

motivated all the students. 

Benefit for the students who are hearing 

Hearing students in team taught classroom also received 

social, emotional, linguistic and academic benefits. For the 

hearing students in the program a second language acquisition 

(in ASL) started in the preschool years, and continued all 

the way until high school. American Sign Language is the 

fourth most common used language in the United States, so for 

these hearing students, a bilingual environment provided an 

opportunity to develop a second language from native users of 

ASL. 

Since social skills were promoted in these team taught 

classrooms, hearing students had also the opportunity to 

learn and refine their ability to collaborate and work in 

teams. Hearing students immersed in these classrooms learned 

everyday how two adults can collaborate and leeim from each 

other, at the same time that they were encouraged to do so 

with their Deaf eind hegiring peers. 

It was specifically remarked by David and Helen that 
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hearing students in their classroom were also benefiting from 

this team teaching approach. Academic benefit for hearing 

students included more attention, a variety of teaching 

approaches, visual presentations of lessons, and an emphasis 

on vocabulary and language learning that were described for 

Deaf students. 

Benefits for the Teachers 

All informants stated that team teaching brought direct 

benefits to the students and to the teachers involved in the 

team. Benefits of team teaching were frequently discussed as 

evidenced by the 57 times this topic occurred in the 

transcripts. In this section benefits for team members will 

be classified and described. Benefits were classified into 

three major categories: (a) Teachers' professional growth, 

(b) the opportunity to share responsibilities, and (c) the 

advantage of getting nurturing support from one another. 

Teachers' professional growth. Teachers stated that they 

were constantly learning from one another on daily basis. 

Denise stated that Holly expanded her knowledge of science 

concepts, and Holly noted that planning together provided a 

time for Denise to teach her the ASL vocabulary specific for 

the academic area. All hearing informants stated that they 

developed better ASL skills as a result of teaming with a 

teacher who was Deaf. Holly, Harriet, Helen and Hannah 

mentioned at least six times that working with a Deaf person 

forced them to use the language. Informants also stated that 

they learned from their partners' area of content expertise. 



72 

Another form of professional growth described was 

specifically related to lesson planning. Harriet said that 

when she planned a lesson she had a set of ideas, and ways to 

think about the lesson presentation, but when she team taught 

she. learned a new set of ideas and approaches form her 

teammate. 

Opportunity to share responsibilities. Teachers stated 

that they benefited from having someone whom they trusted and 

could shcire responsibilities. Teachers referred to the 

benefit of sharing the lesson planning, lesson presentation, 

classroom management, paper work for special education 

compliance, etc. Procedures for splitting responsibility 

varied across teams and grade levels. 

Regarding lesson planning, teachers stated that they 

could either plan together or split the duty. When teachers 

chose to split the planning process, it was based on specific 

grade levels in multi-grade groups (i.e. one would plan for 

sixth grade and the other for seventh), or on the basis of 

academic areas (i.e. math, language arts). The teacher who 

planned a specific lesson generally led that lesson, while 

the partner assumed a support role. Holly explained that when 

the teachers did not plan together they would jointly 

identify the objectives and activities to be accomplished, 

before planning individually. 

All teachers stated that they preferred to plan together 

and that it was best to have two creative teachers thinking 

about how to effectively convey a lesson to their students. 



73 

While planning, teachers reported the benefit of taking turns 

writing the lesson plan, thereby reducing the amount of 

paperwork to be completed by one person. 

The supervisor stated that it was beneficial to have the 

involvement of the regular education teacher in setting 

social and emotional goals and expectations. Hannah noted 

that often a teacher of Deaf students would have 

inappropriate expectations, because of a lack of familiarity 

with the behavioral norms of normal heaxing students of the 

same age. 

Hannah said: 

And I think it prevents, when you have a Deaf Ed teacher 

doing an lEP only, sometimes you have emotional, social 

goals that are way off. Either way too low or way too 

high... 

An additional benefit of the special education/general 

education team was the opportunity to share the procedures of 

special education requirements for the students who were Deaf 

in the class. These informants stated that team members 

collaborated to schedule referrals to the audiologist, speech 

therapist, and other professionals. Both team members were 

also involved in the development of an lEP document for each 

student and usually sat with the parents to explain its 

content (i.e. level of performance, goals, progress, etc.). 

Teachers also benefited from sharing responsibilities 
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when presenting the lesson. All teachers stated that 

discipline is less of an issue as two adults can interact 

more and monitor students more closely thereby reducing down 

times and opportunities for misbehavior. Harriet said that 

they "put [their strong areas] together and we provide such a 

wonderful atmosphere for kids because we both help each other 

and support each other". 

Holly said: 

... often I'll take the lead in the discussion and 

she'll fill in the gaps and she'll do other things like 

wander around the room making sure that the kids are 

understanding what's going on, if there's a question she 

can answer, you know, one on one or if there's a 

discipline problem or something. She's usually running 

around working on taking care of those things ... and if 

I'm having problems signing, she'll help me sign. Or if 

she's in charge of the discussion then I reverse and I 

do what she does. 

This atmosphere allowed opportunities to observe students' 

response to a lesson presented by a partner. Holly and 

Denise, members of the same team, said that they appreciated 

when their partner stepped in during lesson presentation, 

with an idea or a better way to deliver the academic content 

to the students. 

Helen stated that team teaching allowed her to be strict 
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and flexible at the same time when teaching. She stated that 

her teaching was more fun for the students due to the team's 

ability to keep control of the class during cooperative work, 

peer mentoring, or group projects that typically a teacher 

could not manage alone. 

Helen said: 

... sometimes I hear things that require discipline that 

she doesn't hear obviously... then I will tell her 

what's going on., if I can just nudge him, I'll nudge 

him, if it's mores serious than that I'll inform her 

[if] she is in the teacher role at that time and then 

she can take care of them; we both do that because often 

I am teaching and she sees things going on that I don't 

see... 

Observations made by the researcher confirmed this statement 

since in that class students' involvement in a classroom 

activities was demonstrated in group representations, small 

group work, and individual assignments, the students knew 

what to do, and the teachers did not seem to be overwhelmed 

with students' behavior. 

Another benefit for the teachers was the opportunity to 

negotiate duties with their partner. Helen said that she was 

in charge of keeping students' records on the computer, but 

it was both teachers' responsibility to grade papers. 

Teachers liked the opportunity to choose the responsibilities 
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they preferred, based on their areas of expertise, previous 

experience, or personal preference- Teachers were expected to 

complete all responsibilities, but there was no specific role 

assignment made by their supervisor, or by any school policy. 

- Advantage of getting nurturing support. All five 

teachers stated that their team pari:ners served as a source 

of emotional support in multiple areas. Denise mentioned 

that her team member understood when she was feeling bad and 

would assume more responsibility that day. All five teachers 

stated that they greatly appreciated having someone they 

could trust and rely on. 

Denise said: 

It is most important for us to communicate and to both 

understand all about the academics. Then emotion. We 

together understand — if the person is feeling bad 

I'll take care of it, you know. If I don't want to teach 

because I don't know [something], she will teach... 

For the teachers it was very important to know that the 

students would be attended to if one was gone sick, or 

feeling bad, or having personal problems. Harriet stated that 

if she was sick, she did not have to worry about contacting a 

substitute, since she could trust her peirtner to take over. 

All teachers stated that they were always open to give 

emotional support to their team partners as well. 

Teachers mentioned that the team teaching situation 
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allowed them more mobility within the school. They could 

leave the classroom to make copies, a telephone call, go to 

the restroom, or get materials, feeling confident that the 

class would continue smoothly in their absence. Team support 

also allowed teachers to feel comfortable taking time to 

address an individual student because their team partner 

assumed responsibility for the rest of the class. 

Teachers felt that having a partner with whom to 

communicate allowed them to better address the needs of their 

Deaf and hearing students, and reduced their levels of 

stress. Helen stated that the greatest advantage was to have 

someone with whom to share ideas on how best address the 

students individual needs. All teachers expressed agreement 

on this point and further noted that they also appreciated 

the shared responsibility for evaluating the students' work. 

Holly said that "instead of having all the responsibility 

right on your shoulder, you can share it with someone else". 

Another support reported by the teachers was the ongoing 

communication between team members. Informal exchanges 

between team members related to the students' needs and 

accomplishments, the parents, classroom and school issues 

were described as a critical aspect of team teaching. Daily 

communication between team members developed trust and 

confidence in one another. Teachers stated that it was very 

important and useful to discuss students needs in order to 

improve their teaching strategies. Sharing information 

related to parents' communication was also a way to keep both 
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partners acquainted. Information circulating around the 

school building was communicated and shared between team 

members. One teacher mentioned that her team partner helped 

her when communicating the expectations of the school 

principal, procedures to fill up paper work, the self study 

team paper, reported cards, where to locate things, etc. 

Benefit for Deaf teachers. There were some remarks 

regarding the benefit that a teacher for Deaf individuals or 

a teacher who is Deaf, gained in this team teaching approach. 

Special educators often work with students in a self-

contained class or within an itinerant model, where students 

leave their regular classrooms to receive one on one 

instruction and support. Denise stated that when she had 

taught in those situations she was a "homeless, or school-

less, or classroom-less person". Working within a team, 

helped her feel balanced and increase her motivation to teach 

because she had a home classroom and was part of the school 

staff. 

Denise and David stated that they were real participants 

in the regular school staff affairs. Denise said that she no 

longer felt hidden in a closet but part of the school staff, 

since her hearing partner shared all current issues discussed 

at the school including the teachers' "gossip". To answer the 

question: " What do you enjoy about team teaching?", Denise 

said: 

Gossip. Ha ha. No. I enjoy it. I enjoy that my team 
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teacher is always sharing with me. If she hears what is 

happening around the campus she would tell me right 

away. I enjoy hearing it and appreciate it. I don't feel 

like I'm hiding in a closed closet, hidden, you know... 

Benefits for the Parents 

Informants described two types of benefit for the 

parents of their Deaf students: (a) The relief of knowing 

that their child's needs are being addressed, and (b) the 

experience of meeting successful Deaf adults on a daily 

basis. 

Hannah and Denise stated that parents knew their 

children were receiving an education that was based on a 

regular curriculum; included appropriate linguistic models in 

both ASL and written and oral English; promoted opportiinities 

for social/emotional growth, and constant interaction with 

both Deaf and hearing peers. Parents derived comfort from 

knowing that the program was supervised by someone with 

extensive training and experience in Education for Deaf 

individuals. During lEP conferences, parents benefited from 

hearing two experts describing the needs and progress of 

their child in all developmental areas. 

Daily opportunities for hearing parents to interact with 

Deaf adults was beneficial as some hearing parents may not be 

familieir with Deaf adults. These interactions helped these 

parents see that they have things in common with Deaf adults, 

and thereby build a realistic and positive projection of 
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their Deaf child's future. 

Language learning was another benefit for the hearing 

parents. Hannah stated that for those parents with young Deaf 

children, learning ASL was an important benefit. The 

supervisor reported that hearing parents benefited from 

watching their children's social progress. Heciring parents 

also appreciated seeing their children successfully 

interacting with hearing peers, and treated with respect as 

part of the school community. 

Benefits for Deaf parents. Denise explained that for 

Deaf parents it was beneficial to see that their children 

could interact with hearing peers, since this skill is so 

important for their future, in terms of finding and keeping a 

job, and living in a bicultural environment. For Deaf parents 

it was also beneficial having someone with whom to 

communicate their concerns regarding their children. Although 

informants reported equal involvement with their students' 

parents, those parents who were Deaf had the advantage of a 

native user of their language at the school on regular basis. 

Summeiry 

In this section, benefits for the students, teachers, 

and parents were described. Individual teachers shared 

specific examples of how the team teaching model benefits the 

academic, linguistic and social/emotional growth of their 

students. Benefits for the parents of children enrolled in 

this program were also described. Informants described how 

having a partner with whom they discussed, planned and 
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managed their class, favored their moral and quality of 

teaching. Teachers' benefit was of direct joy and advantage 

for themselves but it was, in lifelong favor of their 

students' well being and growth. It was mentioned that 

parents benefited from interacting with Deaf adults and were 

satisfied from having a team of professionals that could 

enhance growth in their children's developmental areas. 

Current Practice 

Under the category of Current Practice were grouped the 

ideas of the teachers that were related to the practical 

aspects of team teaching. Informants shared what they had 

learned about successful team teaching based on their 

experiences. Deaf and hearing informants described those 

circumstances that allowed their team teaching experience to 

be effective, and those that they would suggest endorse for 

teams just beginning to work together. 

All informants agreed that the following events were 

crucial for this approach to be successful: (a) Volunteer 

participation of the teachers, (b) institutional support, and 

(c) basic agreement on participants' philosophy regarding 

education. Recommendations directed to teachers who want to 

team teach were: (a) to attend workshops, (b) to take sign 

language classes, and (c) to develop communication skills. 

Finally the informants described a teachers' profile for 

successfully team teaching, and the challenges of such an 

approach. 
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Volunteer Participation and School Support 

While describing the conditions under where the teams 

were started, all five teachers and their supervisor agreed 

that the team members were self selected. All teachers stated 

that volunteer participation is crucial for a good team to 

develop because it implies that teachers are open to try a 

new approach. 

Helen said: 

The very first two teachers that volunteered to take 

[the program] on were my first two partners. We just 

happened to click. And we liked each other and we could 

work together.... then we only had sixth graders here, 

and then the following year we needed a place for the 

seventh graders. And that was a decision that was 

made.... There were four teachers on the team who were 

going to have the Deaf kids. But really there was only 

one teacher that wanted them ... and the other three 

kinda went along with it and that became a very 

difficult situation. 

Denise and Helen stated that they started team teaching, 

because they just wanted to try working together. These 

teachers stated that the program director and supervisor 

encouraged them to teach together, but they themselves made 

the actual decision to do so. 

Helen said: 
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We knew we could do it, we had both taught with regular 

teachers before, so we knew the curriculum and the pace 

and all that and I don't know we thought it would be fun 

. with the kids. That's all. But basically it was self 

motivated. We sat down and figured out how best to deal 

with what had to be taught and who needed to be taught. 

We cooked it ourselves and took it to [the program], 

they said it looks good. Took it to the school and they 

just kind of nod and said okay... 

In this team situation, the school principal accepted their 

decision, but was never involved in the teaching process or 

problem solving procedure. In contrast, the teams that were 

working at the elementary school, counted on the active 

support of the school principal who was interested in 

facilitating this approach. In both cases teachers 

volunteered to join their teams, received support and 

guidance to perform their job. 

Recommendations 

To attend a workshop. All informants recommended that 

teachers who wanted to join a team would benefit from 

listening to other teachers' experience. For the informants, 

workshops and teachers' meetings were organized by the 

program director and the supervisor. The program offered a 

workshop on team teaching, at the time they started teaching, 

that was attended by both novel and experienced teachers. The 
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supervisor mentioned that these initial information sessions 

helped the teachers know in advance the possible conflicts 

that might occur while team teaching, and also provided them 

with problem solving strategies. She referred the new 

participants to experienced team members to share some 

examples of common problems that they had solved. 

Hannah said: 

Because most teachers, the very successful teachers, 

will tell you that it's hell in the beginning... they 

have to start seeing that the other person brings them 

so many benefits that they get so that they can bear 

seeing the Pepsi can on the desk or you know the papers 

aren't exactly in a straight pile.... teachers are used 

to having their classroom the way they want it. It's 

like their bedroom, sort of. So they don't find it very 

easy ... 

To take sign lancmaae classes. Informants made specific 

recommendations for hearing teachers who wanted to team teach 

with Deaf teachers. Denise recommended that general education 

teachers take sign language classes prior to beginning 

working with a Deaf teacher and to get involved in the Deaf 

Community. 

Denise said: 

Take a sign language class. It would be nice if the 
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teacher allows you to be involved in the Deaf community. 

Because most of the teachers expect that the Deaf are 

the same all over. No. They are bright, low, and in 

between. Levels are different. It would be a good 

. experience for the hearing teachers to get involved 

throughout the community to get the idea 

They also recommended learning about Deaf culture, and being 

understanding of the needs of Deaf people (i.e. visual cues, 

attention strategies, making sure everyone can see, etc.). 

Helen, Denise's partner, agreed that a hearing teacher should 

be willing to understand and accommodate the needs of a 

partner who is Deaf especially when working in a hearing 

school. She mentioned that keeping Denise informed of the 

verbal information that circulated around the school was very 

important and highly appreciated. 

Denise also stated that it was important for Deaf 

teachers to accept a hearing person's ideas, for the team to 

succeed. She said that "it [also] depends if the Deaf person 

has a very open open mind, an open mind willing to work with 

the hearing., if they don't... it's hard for me to say". 

To develop communication skills. Regular positive 

communication among team members was mentioned at least 15 

times as a basic element for a successful team. Ongoing 

discussion and compromise were essential when two people were 

working together. Informants stated that it was also very 

importcint for team members to share their feelings, with one 
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another. 

Helen sad: 

There are times when I come to work and I'm cranky and I 

. know I'm difficult and there are times the same is true 

for her ... but both of us have enough experience to 

say, I'm having a bad day. Because we both know that if 

you don't say the person who's not cranky feels 

responsible for the crankiness. I've done something 

wrong to upset this person. And so we both learned to 

say, I'm having a bad day. 

When the team disagreed on a way to approach a problem, the 

informants stated that it was best for team members to 

communicate outside the teaching situation, and away from the 

students. In all cases communication to solve conflicts 

within the team, was strongly recommended to keep a healthy 

and strong relationship between team members. 

In some cases the supervisor had to act as mediator when 

teams had had difficulties that they couldn't solve by 

themselves, by listening to their individual concerns 

privately. 

Hannah said: 

I usually talk to teacher individually, not in a team 

listen to a lot of their complaints and just give them 

sort of feedback about what I' m hearing and suggestions 
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about what other people have found to work before and 

encourage them to stick in there. I often ask them to 

think back and try to look at the positive things that 

they're gaining from the situations to help them get 

. over the difficulties. 

An ongoing coimnunication system between teams was another 

aspect that the program promoted for the teachers' health and 

morale. Periodical gatherings, for formal workshops or 

informal exchange were mentioned as an element, to maintain 

communication among teaches and vent current issues. 

Electronic mail between the program director, the supervisor, 

and the teachers was another form of communication, 

encouragement, and informal sharing. 

Description of participants' profile 

When asked to describe the characteristics of effective 

team members, Hannah stated that there were no specific types 

of teachers that would perform well in a team. During her 13 

years of experience as supervisor, she had not observed that 

specific experiences, personalities, or teaching styles were 

better than others when teaming. A basic flexibility was the 

only characteristic mentioned by Hannah, who stated that 

teachers who varied in academic ability, educational 

background, personality, and skills worked successfully in 

teams. In addition, she stated that a team situation allowed 

her to hire from a wide range of teachers. 

Hannah said: 
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So you know when we have a teacher who's kind of 

disorganized, kind of worried, but you know is just 

wonderful with children and — establishes a rapport 

. with every single child that ever comes across that 

teacher's path. That teacher is not a very good 

teacher by him or herself. Because [she doesn't] have 

the academic discipline doesn't really make sure the 

children get every single thing... doesn't communicate 

very well with parents because is not organized... But 

when that teacher is paired with someone who's 

organized, then you have children who are totally 

comfortcible in the classroom, who just enjoy to be 

there. And then they learn a lot while they're there... 

Helen stated that creating a successful team was more an 

accident or an art. 

She said; 

This team teaching thing is not a science, it's an art 

and an accident and it's a very nebulous things because 

it runs on personality and on emotion more than anything 

else and so if you end up if you have good chemistry 

with the person that you teach with it's a wonderful 

thing most of the time. 

David said: 



89 

I think more than anything you need two adults who can 

work together. That hearing and Deaf is not as 

important, that man and woman is not as important, it's 

how well they can fit together. That can they talk back 

. and fort?. Can they really listen to each other? 

Really trying to work together, focus on what's best for 

the kids. And, meet their own needs, too-

Multiple informants stated that it was essential to enter 

into a partnership with confidence that the partner was a 

competent teacher and willing to trust his/her judgments. 

In contrast to the supervisor, teachers did identify 

some basic characteristics they felt more suitable for a team 

for a team approach. Several informants mentioned that 

teachers in a team should have an open mind to accept their 

partners' ideas. David agreed that teachers who are flexible, 

skilled, trustworthy, open minded, and cooperative more 

likely would be able to team teach. Willingness to 

collaborate was also mentioned by Harriet who stated that to 

team teach, a teacher needs to be understanding, hardworking 

and motivated. For her, experience was not as important as 

the ability to see all the angles of any given situation. 

Helen stated that confidence, experience, self motivation, 

and teaching skills were necessary attributes to team teach. 

The ability to honestly communicate feelings were mentioned 

by Holly, however David and Helen stated that such ability 

was developed while team members adjust to one another. David 
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emphasized that patience, trust and cooperation were three 

crucial elements. 

In this setting a strong feeling of trust was developed 

by all team members, and they described such a connection as 

crucial. Two teachers that feel comfortable with one another 

will have the ability to try different approaches when one 

teaching technique or style does not meet the class needs. 

Challenges of team teaching 

Informants were team teaching successfully at the time 

of the interview. However they recalled challenges from their 

previous experience. Cultural differences could be expected 

to occur while team members were building trust and mutual 

understanding. Harriet recommended that hearing teachers know 

and understand that Deaf Culture is different from the 

hearing, and being aware and informed would help them 

appropriately address cultural differences. 

Teachers who were used to have their own classrooms 

sometimes did not find teaming very easy; also for teachers 

who could not share responsibilities and control, this 

approach could be problematic. David said that "by nature, 

teachers are bright autonomous people. Being autonomous and 

team teaching is may be a necessary conflict". He stated 

that, in the beginning, stepping back while the other teacher 

handled a situation was not easy, however giving up some of 

the autonomous safety was necessary when two teachers team 

work in the same classroom. 

Finding the time to plan together was recurrently 
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mentioned as a challenge when team teaching. Joint planning 

was the preferred way for all teachers, however their 

responsibilities and schedules made such a task difficult. 

For Holly teaching using sign language was a challenge 

since her vocabulary was still very limited. This represented 

a challenge that only practice and ongoing interaction with 

Deaf adults would help overcome. 
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Discussion 

The numerous benefits of the team teaching approach, can 

be viewed in three main groups. Simply having two qualified 

educators participating at ail times, has in itself the 

benefit of providing double the feedback, attention, ideas, 

and exper-tise of a single-teacher classroom. When one of 

these team members is Deaf there are unique benefits not 

possible in teams of two hearing or two Deaf teachers. Three 

major implications emerge to describe those aspects 

exclusively associated with a team of one Deaf and one 

hearing teachers. These are: (1) Both students who are 

Deaf, and those who are hearing have access to their own and 

each other's cultures, languages, and social identities, (2) 

Deaf and hearing people are seen to have absolute equality of 

status, and (3) students who are Deaf benefit from high 

expectations commensurate with a "normal," hearing classroom. 

These positive implications are interrelated and 

interdependent; one cannot exist without the others, as the 

following discussion will demonstrate. 

Both students who are Deaf and those who are hearing have 

access to each other's cultures, languages, and social 

identities 

As stated by Wix (1993) sign language should not be 

learned from instruction, but instead, facilitated for 

students who are Deaf, and adults who are hearing, by an ASL 

specialist who ensures "that a rich signing environment is 
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created for Deaf children whether it is at home or at 

school". Such language experiences, that develop social 

emotional growth, cannot be achieved through sporadic 

exposure to competent ASL users. Constant, daily interaction 

is needed for Deaf children, as for other children, to 

internalize the language. 

Teachers who are Deaf bring to the classroom their 

experience of being part of the Deaf Culture and thus the 

competence in ASL. Within this model, the role of a teacher 

who was Deaf was similar to an ASL specialist who ensures 

language is facilitated for all participants through daily 

interaction. The informants stated that teachers who were 

hearing were not able to take over this exclusive role of the 

Deaf team member. The teacher who was Deaf served as a 

language model, and a source for cultural identification for 

the children who were Deaf. 

Results of this research show that the presence of an 

adult who is Deaf in the school opened up opportunities for 

teachers and students to understand deafness as a culture. 

The teacher who is Deaf forms part of the staff as well as 

the classroom community. As such this individual is a 

critical in developing in the students an understanding of 

the abilities of people who are Deaf. Also children who are 

Deaf and their hearing parents can make a positive projection 

of the child's future. 

Students who were Deaf were encouraged to leam how to 

interact with members of a hearing community. This ability 
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was based on the authentic acceptance of one's self-identity 

in an environment where one's culture is respected and 

promoted. Once the students understood and appreciated who 

they were and developed a sense of belonging to the Deaf 

World, they fully developed an understanding of whom to 

positively relate to within the hearing community. 

An educational setting where Deaf children of hearing 

parents have access to collaborative models of interaction 

and the opportunity to participate in language-mediated 

experiences may help close the gaps in social-emotional 

development. According to Greenberg and Kusche (1993); 

Deaf children who have experienced delays in language or 

who have been deprived of sufficient language-mediated 

experience, [have] the inability to spontaneously 

mediate experience with linguistic symbols and label 

aspects of inner emotional status [and this] leads to 

increasingly serious gaps in social-emotional 

development. 

The access to incidental communication is frequently denied 

to Deaf children in environments where adults' and peers' 

conversations are not accessible to them, or where visual 

clues are not available. In this environment, where 

informants reported that both teachers were forced to sign to 

each other at all times, the Deaf students could develop the 

social ability to deal with problems, get along with others. 
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and collaborate with peers, because they could watch the 

everyday exchanges between teachers. 

Although a team of Deaf and hearing teachers may be 

ideal for many classrooms, availability of qualified teachers 

who -are Deaf may be a problem when implementing this 

approach. There is no current data on the number of people 

who are Deaf and graduate from teacher training programs. One 

alternative that might solve temporarily the problem of 

availability of teachers in the schools, is to concentrate 

teachers and students who are Deaf into the same school. Deaf 

students in large schools can also be placed in the same 

classes if they are at the same grade level. In this way, one 

Deaf teacher could serve as many Deaf students as possible at 

the same time, and they would develop a sense of community 

and empowerment within the school campus. For language 

access, hearing teachers who are children of Deaf adults 

could be a temporary solution when teachers who are Deaf are 

not available. In either case the team teaching approach 

should include the involvement of the Deaf conraiunity in the 

public school. Such involvement may also result in having 

more Deaf parents choosing such coenrolled classrooms for 

their children (whether Deaf or hesiring) which also enriches 

the environment for the students who are Deaf and their 

hearing parents at the school. 
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Deaf and hearing people are seen to have absolute equality of 

status 

One of the most important aspects of having a team of 

two teachers, one Deaf and one hearing, was that they shared 

equal status. In this environment, the students were immersed 

in a situation where differences were not degraded but viewed 

as valuable and respected. All informants stated that it was 

crucial to have the Deaf students see two adults with equal 

roles in the classroom. 

As stated by Cummins (1989), minority students 

traditionally reflect educational underachievement in part 

because the school reinforces the ambivalence and insecurity 

that minority students tend to feel with regard to the status 

of their own cultural identity. The status of minority 

students can be "empowered" or "disabled" as a direct result 

of their interactions with educators in the schools. These 

interactions are mediated by the implicit or explicit role 

definitions that educators assume in relation to the minority 

cultural identification. The characteristics of educators' 

role reflects the extent to which the following occur, as 

stated by Cummins (1989): 

1. Minority students' language and culture are 

incorporated into the school program. 

2. Minority community participation is encouraged as an 

integral component of children's education. 

3. The pedagogy promotes intrinsic motivation on the 
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part of the students to use language actively to 

generate their ovm knowledge. 

4. Professionals become involved in assessment as 

advocates for minority students by focusing primarily on 

. the ways in which students' academic difficulty is a 

function of interaction with the school context rather 

than legitimizing the location of the "problem" with the 

student {page 112). 

Further, professionals consider the student as part of a 

minority group, rather than addressing cultural and 

linguistic differences as disorders (Cummins 1989). As this 

research indicates, having a Deaf person in a position equal 

to other staff members, and to the hearing partner, was 

perceived as an element of empowerment for the students who 

were Deaf. This might not occur in cases where integrated 

classrooms have aids who are Deaf or volunteers who work 

under the direction of a hearing teacher because their status 

would not be equal to that of the hearing teacher. Nor would 

the same benefit result from having a Deaf resource teacher 

who pulls out students who need "special attention", since 

this model usually stigmatises those students as disabled. It 

is this researcher's assumption that adults who are Deaf and 

those who are hearing should hold an equal or equivalent 

status to enhance positive empowerment of each student's 

cultural and linguistic identity. 

As reported by the informants, the presence of a Deaf 
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adult in the school changed hearing adults' understanding of 

deafness, and reduced the isolation that is frequently 

experienced by teachers and students who are Deaf in public 

school settings. The less isolated Deaf students are, the 

more opportunities linguistic, social/emotional and academic 

development they will have. 

One informant stated that a team composed of two hearing 

teachers, where at least one team member is skilled in ASL 

and experienced in Education for deaf individuals, could 

effectively meet the social and academic needs of Deaf 

students. However,the equality of status that empowers Deaf 

students would not be achieved without the ongoing presence 

of a Deaf teacher who is equally responsible for the 

students' education. Nevertheless future research could 

describe the impact of having a hearing ASL 

specialist/teacher team teaching with a hearing teacher. 

Further research would be necessary to link students' 

performance with the perceived benefits of team teaching, 

since this study does not involve any specific measurement of 

social, academic or linguistic development of the students. 

However the manner in how a team of Deaf and hearing teachers 

impact the students' performance is interrelated as in a 

chain reaction. The Deaf student's language improves, and the 

student feels empowered, while the supportive environment 

positively impacts the student's development of self identity 

and self-esteem. For any group of children, a strong language 

base and positive self-esteem usually results in an 
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improvement of their academic performance which can further 

enhance their ieinguage learning and self esteem. 

Students who are Deaf benefit from high expectations 

commensurate with a "normal." hearing classroom 

One clear benefit mentioned by several informants was 

that the expectations for both students. Deaf and hearing, 

were similar. As stated by the informants, students in this 

program, especially those who started in their early years 

(i.e. preschool), have been provided with an education 

equivalent to that they would have had if they were able to 

hear. Although this study lacks objective instnoments for 

measuring academic and social achievement, it was stated by 

the informants that the Deaf students in this program perform 

above the norm of Deaf students nationwide, and closer to the 

norm for hearing students in such academic areas as math, 

reading and social studies. In general. Deaf children of 

normal intelligence suffer from severe academic delays. 

According to Moores (1996), typically Deaf students' 

achievement on the average is around the fourth grade level 

in reading comprehension and seventh-grade level in math 

computation. 

A different learning situation was set up for the 

students who were Deaf because teachers in the teams appeared 

to expect more of them than teachers who work independently 

in an isolated setting. Informants described the role of the 

hearing teacher as being the "ears" of the team. This role. 
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exclusive of the hearing teachers, was to connect the teacher 

who was Deaf with the rest of the school staff and to the 

oral information around the school, which usually is related 

with the district's and the school's academic exigencies for 

the .students. In this way the team teaching approach reduces 

the frequent isolation that educators for deaf children 

experience. 

Academically, the Deaf students in this setting, were 

presented with a regular curriculum; socially, they were 

expected to behave as their same-age hearing peers, and 

linguistically they had access to language and were expected 

to use it as their hearing peers did. These expectations were 

certainly supported by teachers' behavior, such as creating 

challenging lesson plans, making accessible lesson 

presentations, providing opportunities for the students to 

use their knowledge, using teaching methods and strategies 

that promote use of students' own language, and others that 

made possible for all the students in the classroom develop 

to their maximum potential. 

Teachers for Deaf individuals who are not in daily 

contact with hearing children may have little experience 

about what children in different developmental stages are 

able to do, and in consequence their expectations tend to be 

based on other Deaf students, or on the child's prior 

abilities. On the other hand, general education teachers have 

the practical knowledge of what children are able to 

accomplish at a certain stages of development; however, they 
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usually lack the strategies to create a visually oriented 

learning environment, and the use of sign language. In this 

case, co-enrollment of Deaf and hearing students promote a 

situation where both teachers' expertise and abilities are 

combined. 

Having high expectations of the students who cire Deaf in 

an environment where language is accessible, creates an 

environment where equal expectations are fair. Deaf children 

who have the opportunity to perform in a "Deaf-friendly" 

environment can achieve at their academic grade level, and 

social/emotional age level. Statements of the informants 

reflected that the students who were Deaf were provided with 

an environment that enhanced their development, allowing them 

to grow in a way comparable with those students whose first 

language was English. 

This study gives insight to what can be done when Deaf 

and hearing teachers collaborate. Findings in this research 

are associated with successful teams of teachers, such as 

those interviewed. Benefits discussed in this section may not 

be reached unless cohesion between team members is developed. 

Lack of fluency in ASL by the hearing teacher could represent 

a challenge when starting a team, since communication 

barriers may prevent team cohesion. Thus, school support may 

be necessary for the hearing teacher to have the time to 

develop ASL skills during his/her working schedule. School 

support is also imperative to allow time for teachers 

involved in a team situation for join planning. It was 
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mentioned by the informants that time for joint planning was 

one of the biggest challenges of team teaching. Further 

research may be necessary to look at barriers to successful 

team teaching that were not mentioned by these informants. 

. A particular teacher profile for effective team teaching 

could not be developed since the informants' opinion were so 

varied. The supervisor expressed the opinion that there was 

not a trait common to a good team teacher, but that a basic 

flexibility and the compatibility between teacher's strengths 

and abilities made successful matches. In contrast the 

teachers listed a number of qualification that they 

considered crucial for successful team teaching such as: 

teaching skills, motivation, flexibility, ability to 

collaborate, understandiness, ability to see others' 

perspectives, ability to communicate, confidence, experience, 

etc. Although the teachers' and the supervisor's opinions 

differed, they all agreed on the importance of having the 

teachers themselves select to team teach. The teachers' 

volunteer participation was the crucial element mentioned by 

all informants to ensure the basic flexibility that is 

required to work within a team. 

Although the five interviewed teachers had a varied 

range of styles and teaching approaches, it was observed 

across interviews that these teachers' philosophy of 

education was similar to one another. This may imply that 

similar, or at least not conflicting, educational 

philosophies are also important for successful teams to 
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occur. 

There are multiple and varied approaches to effectively 

teach students who are Deaf. The team-teaching approach 

described in this study is one effort that may not fit the 

needs of all Deaf students but certainly brings insight on 

important aspects that educational programs should consider. 

Conclusion 

This study examined the practice and relevance of having 

a team of two teachers, one Deaf and one hearing, team 

teaching Deaf students in a coenrolled classroom. Although 

the described effectiveness is based on the informants' 

perceptions, they were unanimous in agreeing that academic, 

linguistic and social-emotional benefit occur for students 

who are Deaf involved in such team teaching situation. The 

next step would be to implement research methods to analyse 

students' performance using objective measures. The team 

teaching approach opens up a number of questions to be 

answered. It would be of great interest to evaluate the Deaf 

and hearing students' development of ASL and English. 

Interaction among Deaf and hearing students is another area 

of interest to be studied, as well as the different 

strategies that these teachers use to promote such 

interaction. 

Results of this research encourage professionals to work 

towards collaborative models that positively impact Deaf 

students' education. There is sufficient evidence to realise 

that there is an imperative need for Deaf adults to be 



104 

involved in the educational process of children and young 

adults who are Deaf. The team teaching approach described 

reduces the isolation and improves the learning and 

linguistic environment of Deaf student coenrolled in public 

settings. Those who are experts in ASL and Deaf Culture 

should associate with those professionals who know about 

teaching methods and developmental expectations to 

effectively serve students who are Deaf and their families. 

Deaf and hearing people should share the knowledge and 

abilities inherent to each other's hearing status for the 

same purpose. Historically there has been evidence of 

positive outcomes when Deaf and hearing people work together 

in the field of education, however it is worth while to 

explore the ways in which these two cultural groups can best 

serve the needs of Deaf students within our current practices 

and systems. 
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Appendix A 

Pre-arrival questionnaire; 

This questionnaire has the purpose to allow the investigator 
to get familiar with the informants prior to her arrival to 
Burbank. I will appreciate very much if you could take five 
minutes to fill the questions up and send it back to Claudia 
Jimenez in the enclose addressed stamped envelop as soon as 
possible. All information is confidential and will be used 
only for purposes of the study. 

1. Educational background: 
B.A degree in 
Master's degree in 
Doctoral degree in 
Additional courses in 

2. Experience: 
How many years have you taught deaf/hard of hearing students? 
How many years have you been teaching deaf/hard of heeiring 
students at preschool level (ages 0-5) 

elementary level (ages 6-9) 
middle school (ages 10-12) 
high school level (ages 13-18) 
other (please specify) 

How many years have you taught hearing students at 
preschool level (ages 0-5) 
elementary level (ages 6-9) 
middle school (ages 10-12) 
high school level (ages 13-18) 
other (please specify) 

How many total years have you taught? 
How many year have you been teaching at TRIPOD? 
How many total years have you team taught? 
How many years have you teamed with a deaf person? 
How many yeeurs have you teamed with a heeiring person? 
How many years have you teamed with your current partner? 

3. Current information: 
What is the grade level you are currently teaching? 

How many deaf student do you have in your class? 
How many hearing students do you have in your class? 

For how long have you been with this group of students? 
years ^months 

For how long have you been teaching at your current grade 
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level? years months. 

4. Language: 
Where on the continuum do you rate your fluency in Sign 
language 
(please specify if ASL , MCE ^ or other sign 
system ). 

1 2 3 4 5 
Beginner signer Native fluency. 

Where on the continuum do you rate your fluency in English? 

1 2 3 4 5 
Beginner Native fluency. 

Other Language, please specify 

1 2 3 4 5 
Beginner Native fluency. 

If there is any additional information that you would like to 
share with me to give a clear picture about yourself, I 
please add it here. 
Thank you for your time. 
Claudia Jimenez 

5. Additional Comments: 
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Appendix B 

Observation Guide 

• Date. Classroom. Grade level.Students' age. Teachers' names 

• Classroom arrangements, time distribution, schedule 

• Kind of activities (areas covered, cultural diversity 

awareness). Structure of the activities. Who lead/teach each 

activity. 

• Communication between teachers. 

Communication between children. 

Communication between Deaf children and hearing teacher. 

same? different? 

Communication between Deaf children and Deaf teacher. 

• Strategies that they use to team taught. 

Do they form groups? in what bases. 

Specific strategies for Deaf students. 

• Indicators of role modeling 

Individual roles? 

• Individual strengths 

• Indicators of effectiveness in teaching. 
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Appendix C 

Interview protocol for teachers 

1.Can you define your philosophy of education? How could you 
define your educational approach? 

2. What is your motivation/interest in working within a team 
teaching approach? 

3. What was the targeted purpose when this team was formed? 
How was it decided that your should team teach with (name of 
the partner)? What is your purpose as a teacher in this 
classroom situation? 

4. How do you plan your lessons? How often do you plan? What 
subjects (e.g. math, language, social) are involved in your 
planning? 

5. What are the responsibilities that are exclusive to you or 
better performed by you? What responsibilities/roles do you 
have that your partner doesn't? What responsibilities/roles 
does your partner have that you don't? 

6. If you were asked to advise a novice teacher about joining 
a team within a similar situation and with similar purposes 
to yours, what kind of recommendation would you make?... What 
kind of situations would you alert her about that could be 
problematic? 

7. What are the challenges and joys associated with team 
teaching with a deaf/hearing person? what kind of problems do 
you have working with a deaf/hearing person? 

8. How does receiving instruction from a team impact the 
deaf/hard of hearing students' language development and 
academic progress? What social and emotional impact does 
receiving instruction from a team have on the deaf/hard of 
hearing students? 

9. Are you satisfied with how your team is functioning now? 
How effective you think your team is? What do you perceive as 
the main reason for your team's success/failure? 

10. If I was a parent interested in you class for my child's 
education, how would you explain to me the reason I should 
place your child in your classroom? 
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11. What do you considered your strengths as teacher? What 
are the areas you would like to improve to better team-teach 
deaf students? 

12. If you were to define a "successful team of deaf/hearing 
teachers"? Could you describe an ideal team-teaching 
situation for effectively meet academic, linguistic and 
socio-emotional needs of deaf students? 

Interview protocol for supervisor 

1. How would you define your philosophy of education? How 
could you define your educational approach? 

2. Why do you think it is important to have a team of deaf 
and hearing teachers in the classroom? 

3. Can you describe each team members responsibilities? what 
does each team teacher do for the group of deaf/hard of 
hearing students? 

4. What kid of problems do you see occurring when a deaf and 
a hearing teacher work together? 

5. What kind of suppoirt do you give to the teachers when 
working in this kind of situation? 

6. How effective do you think these teams are in terms of 
educational, linguistic and socio-emotional benefit for the 
deaf/hard of hearing students? 

7. To have an effective team of Deaf and heeiring teachers. 
What strengths do you think a teacher needs? and What kind of 
weaknesses do you see as problematic? What teachers' 
characteristics should be matched for an ideal team? 
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