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Abstract 

The purpose of this scoping study was to examine the role of the teacher assistant in the 

inclusion of students with special educational needs in the classes of mainstream schools. 

For this purpose, a scoping review of research from the international literature regarding 

the specific issue was carried out. From the review of the literature it emerged that co-

teaching, i.e. the cooperation of a general teacher and a special education teacher (who has 

the role of teacher assistant) significantly affects the process of integration of students with 

special educational needs. In addition, co-teaching has a positive effect on the academic 

achievements of students with special educational needs, as it contributes to increasing 

attention and improving performance, increasing self-confidence and social skills, 

reducing disruptive behavior, maximizing instructional time, increasing the sense of 

belonging and teamwork, increasing teaching options for all students, but also in better 

participation and promoting the active involvement of students with SEN. Furthermore, 

from the review of the literature, some limitations were recorded that hinder the 

effectiveness of teacher assistants. Such limitations are insufficient support from general 

education teachers, insufficient support from the state, lack of training, lack of time. In 

addition, the quality of teacher assistant's pre-service and in-service training plays an 

important role in the effectiveness of teacher assistants. The findings of this scoping 

review show that the role of the teacher assistant and co-teaching is very important in 

promoting the equal participation of students with SEN in the educational process. 
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1. Introduction 

1.1. Academic background and theoretical framework 

 

Over the past 20 years, the percentage of students with Special Educational Needs (SEN) 

and various disabilities/disabilities attending schools and classrooms alongside typically 

developing peers has gradually increased. As the ratio of the former to the latter increases, 

so does the number of special education teachers, regular teachers and school 

psychologists who are qualified to provide inclusive services (Chopra & Giangreco, 2019). 

In recent decades, as mentioned, there has been a global evolution of the inclusion of 

children with special educational needs in a form that has been called inclusive education 

or co-education. Inclusion is a modern global trend, a new form of educational support for 

people with special educational needs. Its main characteristics are that children with and 

without special needs coexist in the same schools, in the same classes with their peers, 

participating in the teaching process according to their abilities and needs (Nilholm, 2020). 

In 2017, the United Nations Educational, Scientific and Cultural Organization (UNESCO) 

reported that students with disabilities are less likely to complete primary or secondary 

school in many countries around the world (UNESCO, 1994). In addition, Article 24 of 

the United Nations Convention on the Rights of Persons with Disabilities states that 

countries around the world must ensure that students with disabilities receive free, 

inclusive and appropriate education in primary and secondary education. Although this is 

an obligation, little has been published about legislative and policy efforts and the 

implementation of services and supports for students with Special Educational Needs 

around the world (Nilholm, 2020). 

 Teachers must be well trained to recognize the unique characteristics of their 

students with SEN and work with them to enhance their psychosocial and academic skills 

(Giangreco, 2013). When teachers are adequately trained, they can design and implement 

successful educational programs that address their students' personal strengths, needs, and 

vulnerabilities (Nilholm, 2020). One of the methods of implementing inclusive education 

is cooperative teaching, which appeared in the United States of America in the 60s. 

According to Nilholm (2020) cooperative teaching is a form of restructuring educational 

processes in which two or more teachers of specific educational subjects work together to 

support academically and behaviorally heterogeneous groups of students in inclusive 



  5 

educational environments (Webster & De Boer, 2019). Co-teaching is a cooperative 

service delivery approach to meeting the educational needs of students with special needs 

in inclusive classrooms (Vogt et al., 2021). It has emerged as a popular alternative to 

special education and is a way to promote the inclusion of students with disabilities in the 

general education environment and for systemic change (Sharma & Salend, 2016). Co-

teaching typically involves at least two professionals, a general education teacher (GET) 

and a special education teacher (SET) sharing instruction for a group of students with 

diverse needs in a classroom setting (Radford et al., 2015). According to Friend et al. 

(2010) in a co-teaching class a general education teacher and a special education teacher 

develop together a differentiated curriculum in order to meet the needs of different 

students. In a co-teaching classroom, teachers share the planning, presentation, 

assessment, and management of the classroom in an effort to enhance the learning 

environment for all students (Giangreco, 2021). 

 Six basic models of co-teaching have been described in the literature that serve 

different purposes and functions in the inclusive classroom (Friend et al., 2010): 1) One 

teach-one observation, 2) Station Teaching, 3) Parallel Teaching, 4) Alternative Teaching, 

5) Teaming, 6) Supporting supplementary (One teach, one assist). Friend et al. (2010) 

pointed out that the roles of the two teachers are not fixed and clear, as they can take on 

any of the responsibilities proposed by the above co-teaching models. Through these 

models, teachers respond to the learning needs of both students with disabilities and the 

rest of the class. 

 Usually the special education teacher has a supporting role and is referred to in the 

literature as a teacher assistant.  Co-teaching has been implemented at all grade levels in 

elementary and secondary schools and has been used to teach students with diverse 

learning needs in language arts, mathematics, science et cetera (Radford et al., 2015). 

More specifically, through co-teaching it is intended that disabled students have access to 

the official curriculum and at the same time benefit from specialized teaching strategies 

(Friend et al., 2010). Among the main goals of co-teaching and teacher assistant is to 

enhance the academic achievement and social outcomes of students with disabilities (Butt, 

2016; Giangreco, 2021). Through the learning process of co-teaching and the existence of 

teaching assistants in the classroom, students with special educational needs can benefit in 

academic areas, in their self-esteem and self-confidence, but also in their interaction with 

peers. Also, students at risk of learning failure can be helped as it will be possible to give 

them individualized attention and increased teaching time (Bowles et al., 2017). 
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1.2. Aim and research questions 

The concept of inclusion in education refers to the equal participation of children with 

disabilities in the educational process regardless of their individual differences and 

difficulties (Glotova et al., 2020). It aims, in other words, to create a school where all 

children will be provided with equal opportunities for cognitive and social development. 

By inclusion, that is, each student, who integrates into a group, affects and is affected by it 

with the processes of interaction and experiences himself alongside the other members of 

the group (Nilholm, 2020). The concept of inclusion is therefore not only about physical 

inclusion in a class, but about processes of socialization through interaction. The purpose 

of this scoping study was to examine the role of the teacher assistant in the inclusion of 

students with special educational needs in the classes of mainstream schools. To highlight 

(or to unfold) the multiple roles that a teacher assistant has in the inclusive mainstream 

classroom, a scoping review study will be conducted (Ainscow et al., 2019).  The research 

question of the scoping study is the following: 

What is the role of the teacher assistant on improving inclusion of students with 

special educational needs in mainstream schools? 

 We expect that the results of the scoping study will provide us with useful 

information about the role of the teaching assistant in the smooth integration of students 

with special educational needs and whether this role is ultimately determined by the 

respective legal framework and educational conditions of each country. Given the 

aforementioned, the present thesis would stress the importance of teacher assistant on the 

quality of inclusion and postulate that by reaching equitable quality education by means of 

the teacher assistant. In case this teacher assistant implementation is successful, it is very 

likely that the academic achievement will be fostered. 

 

1.3 Research methodology 

The scoping review used as a method to conduct the study. According to Munn, Peters and 

Stern (2018) the bounded literature review is a type of literature review to determine the 

scope or coverage of a body of literature and provide clear indications of the volume of 

literature and available studies on a given topic. It is a method that is useful for examining 

the missing gaps and understandings of teacher assistant’s roles in multiple educational 

contexts. 
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 The search for articles was carried out in valid scientific databases, to retrieve 

scientific research. In particular, the search will be made in the databases Scopus, 

MEDLINE, Web of Science, APA PsyInfo, SocINDEX, ERIC. and Google scholar, using 

a set of key phrases that correspond to the content of the search topics. The reference lists 

of the included studies will be checked to identify additional studies relevant to the topic 

(backward search) and in addition, relevant studies that cited the included studies will be 

checked using the Google Scholar forward search. 

 The keywords essentially refer to the four main thematic units of the subject under 

study, namely «teacher assistant», «inclusion», «students with special educational needs» 

and «academic achievement». The keywords will be combined using the AND and OR 

logical operators to derive the search strategy. The search terms are: (“teacher assistant” 

OR “teaching assistant” ) AND (“inclusion” OR “inclusive”) AND (“students with special 

educational needs” OR “students with SEN” ) AND (“academic achievement” OR 

“academic performance”).  

 Studies involving theoretical research, reviews of other research, commentaries-

critiques of authors and books will be excluded. Also, studies will be excluded if their full 

text is not available and if they are not fully written in the English language. In German, 

French, Spanish or Dutch journals there might be a summary in English, but that is not 

good enough to include it in the scoping review.  

 The scoping methodology includes the following steps (Daudt, van Mossel & 

Scott, 2013). 

1. Defining the research question: The first step in conducting a scoping review is to 

define the research question or topic that will be the focus of the review. The 

research question should be broad enough to allow a comprehensive assessment of 

the available literature but narrow enough to provide a clear focus for the review. 

2. Identifying relevant studies: The next step is to identify the relevant studies to be 

included in the review. This involves conducting a comprehensive search of the 

literature using a range of databases, search engines and other sources.  

3. Selection of studies: Once relevant studies have been identified, the next step is the 

selection of studies to be included in the review. This involves applying inclusion 

and exclusion criteria to the search results to identify the most relevant studies. At 

this stage, the snowballing methodology was also used to find additional articles 

that referred to the selected articles. 
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4. Mapping the data: The next step is to extract the data from the selected studies and 

map them in a way that facilitates analysis. This includes developing a charting 

form or tool that captures key information from each study, such as study design, 

population, intervention or exposure, outcomes, and key findings. 

5. Collecting, summarizing and reporting the results: Once the data has been mapped, 

the next step is to classify, summarize and report the results. This includes 

identifying common themes and patterns in the data, synthesizing the findings 

from the selected studies, and presenting the results in a way that is accessible and 

useful to stakeholders (Daudt et al., 2013). 

 

In Figure 1 the PRISMA flow of scoping review is presented. Starting from 64 studies via 

the databases and adding 18 studies by snowballing, and after screening the records 21 

studies were included in this scoping review (see Figure 1). 

 

 

Figure 1. PRISMA Flow Diagram for the scoping review process 
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2.  Theoretical background and policy-related background on Special 

Education and Inclusion   

2.1. Special education evolution 

Special education was originally created and developed in order to respond to the needs of 

children and adolescents with disabilities, who could not cope with the demands of the 

general school and to be educated with the rest of the children in the context of the school 

class. However, the study of people with disabilities exclusively in special schools began 

to be accused of reproducing intense forms of marginalization and exclusion of these 

people from society as it contributed to their stigmatization (Gargiulo & Bouck, 2016). 

The creation of special schools and special structures that base the smooth functioning of 

the educational system on the exclusion of certain children were questioned, as they led to 

the labeling and categorization of children based on certain common characteristics, 

resulting in the creation of stereotypes (Haug, 2016). 

 The strategy of inclusion or integration was adopted by Western countries in the 

last decades of the 20th century, with the establishment and operation of autonomous 

departments for children with special educational needs. These departments operated in 

the area of the ordinary or general school but followed their own - specially designed - 

syllabus. These students in their free time (such as during breaks or free play) had the 

opportunity to participate in activities together with their classmates who were of 'typical 

development', with the ultimate goal of their essential inclusion (Francisco et al., 2020). 

However, unlike the inclusive education that we will see next, this practice was more in 

the form of a simple visit and led to stigmatizing or even excluding these children, with all 

that this implies (Gargiulo & Bouck, 2016). 

 In 2017, the United Nations Educational, Scientific and Cultural Organization 

(UNESCO, 2017) reported that students with disabilities are less likely to complete 

primary or secondary school in many countries around the world. In addition, Article 24 of 

the United Nations Convention on the Rights of Persons with Disabilities (2006) states 

that countries around the world must ensure that students with disabilities receive free, 

inclusive and appropriate education in primary and secondary education. Although this is 

the mandate, little has been published about legislative and policy efforts and the 

implementation of services and supports for students with SEN around the world (United 

Nations, 2006). 
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2.2 Inclusion and Inclusive Education 

The term inclusion refers to the placement of individuals, who have separate and different 

social, biological and psychological characteristics, within the wider group - class, 

acquiring and playing a role within it. This placement takes place in mainstream schools 

attended by their peers with the same curriculum (Graham, 2020). The theoretical 

framework of values of inclusion is democracy, respect for human rights, equal 

opportunities, but also the acceptance of each being an important and separate member of 

society (Wrigley, 2003). According to Booth and Ainscow (2011) the process of inclusion 

is related to increasing participation and equal opportunities for students, while providing 

appropriate support to school units with the aim of responding in the most effective way to 

diversity, interests and the skills of children with special educational needs and/or 

disabilities. Also, Nilholm (2020) state that the inclusion process is an attempt by schools 

to respond to all students individually by revising the organization and provision of the 

curriculum and increasing its capacity to accept as many children as wish to study.  

 Educational inclusion is widely applied in the developed countries of the world 

such as the USA, Australia, Canada and most European countries (Soriano et al., 2017; 

Ramberg & Watkins, 2017; Loreman, 2013), while the in recent years there have been 

steps of its development in developing countries such as those of Asia, Africa, Eastern 

Europe (Boyle et al., 2020; Stepaniuk, 2016; Kozibroda et al., 2020).  

 More in developed countries as reported by Soriano et al. (2017) systems for 

educational inclusion include expenditures that complement the general educational 

framework, specialized support and means to reduce and/or compensate for the functional 

consequences of different disabilities, financial means and support of families of students 

with disabilities, accessibility of buildings or transport, a special framework of additional 

funding for those students with disabilities who cannot cope with the difficulties of general 

education and require separate provision. Also within these systems, significant progress is 

being made in the cooperation of general and special education teachers who support 

students with special educational needs (Yeo et al., 2016), an encouraging fact if we think 

about the established perception that classroom teachers have of considering them as their 

own personal spaces which they share with students (Mesiou, 2016; Ramberg & Watkins, 

2017). 
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 According to Genova (2015) and Amor et al. (2018), some countries such as Italy, 

Greece, Cyprus aim to include all students, others such as Finland, the United Kingdom, 

Ireland aim to educate students with disabilities between the general education system and 

the special education teachers. Finally, in Switzerland, Netherlands and Belgium there are 

two separate education systems: on the one hand the general system, on the other the 

separate school and separate special classes for students with disabilities. 

 It is therefore observed that efforts to achieve the goals of educational inclusion 

lead to different educational settings and results in different countries. That is, there is no 

model of educational inclusion that fits every country. 

 

2.3. Declarations and inclusive agreements 

Both at the European and international level, there are many conferences, declarations, 

resolutions and reports concerning special education, disability and the inclusive education 

of people with special educational needs and/or disability. The aim of all of these is to 

raise political awareness in the countries, to inform them about respective issues and to 

jointly shape and promote a single reference framework (Graham, 2020). 

 This first UNESCO declaration is considered of utmost importance, given that it 

promotes an innovative and equal education at all levels which also extends to issues of 

learning social skills for everyday life (UNESCO, 1994). In addition, its provisions 

include children exposed to risk factors (hunger, poverty, war, etc.). Respecting human 

rights and diversity, ensuring an inclusive system and developing the mental, physical and 

intellectual potential of all children are the guiding principles of the declaration 

(UNESCO, 1994). In addition, it promotes an individualized curriculum that will concern 

all students and a shared, equal life and learning for all. The Salamanca Declaration set the 

goal of creating a school for all, where discrimination between students will be 

increasingly limited, until it is eliminated. Thus, from 1994 onwards, many institutions of 

European states began to be more friendly towards students with special educational needs 

and envision a school community of coexistence and co-creation (Ainscow et al., 2019). 

 All European countries have now ratified the Salamanca Declaration and the 

UNESCO Framework for Action on Special Education (2017). It is a collective 

declaration that is a key point of reference for the work of special education in the context 

of the politics of many countries in Europe and beyond. In the United Nations declaration 

(2017), the participating states highlighted the need to create an equal education system 
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for all. They sought to protect the mental, physical and social rights of people with special 

educational needs through the formulation of individualized and targeted educational 

programs (United Nations, 2017). 

 All of the above contributed decisively to the undertaking of measures to provide 

equal opportunities in education and, therefore, to the establishment of school and social 

integration in several European states. The medical model of disability was significantly 

reduced, giving space to social causes, perceptions around the respect and rights of people 

with special educational needs and/or disability evolved and the disability movement was 

strengthened (Ainscow et al., 2019). 

 

2.4 Βarriers to inclusive education 

In all countries there seems to be a significant theoretical gap between the formulations of 

educational inclusion and its implementation in practice at school and classroom level 

(Haug, 2016; Graham & Jahnukainen, 2011; Das et al., 2013) starting from fact in the 

Salamanca Declaration itself rather than providing step-by-step instructions, it offered a 

loose framework for country governments to create inclusive education systems (Boyle et 

al., 2020). In the legislation of some countries, the term educational inclusion is not 

included at all in the corresponding text and in its place there are other terms to describe 

the placement of students with disabilities in general education (Shyman, 2015) or it is not 

defined as a stated goal at all, resulting in it creates many opportunities for different 

interpretations and a lack of commitments from governments on how it will be 

implemented in practice (Göransson et al., 2014; Okyere et al., 2018). 

 A serious obstacle is insufficient funding, lack of material resources, educational 

and learning materials, support staff, administrative and financial support from regional 

education offices for the effective implementation of educational inclusion for students 

with disabilities in many countries, mainly in developing countries (Engelbrecht et al ., 

2015; Opoku et al., 2017; Anastasiou et al., 2015; Shyman, 2015). Many school buildings 

are unsuitable for the physical accessibility of students with disabilities (Fedulova et al., 

2019; Genova, 2015) and their number is limited in rural and semi-urban settings where 

there is no easy access to transport (Hoppey, 2016). In these schools there are a small 

number of teachers and a very large number of students in mainstream classrooms leading 

students with disabilities to remain segregated within the classroom from their peers and 
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not receive the appropriate quality of teaching and support to meet their various needs 

(Armstrong et al., 2011; Göransson et al., 2014;). 

 The lack of knowledge and skills of teachers creates a problem to work with and 

support students with disabilities appropriately in their classrooms, especially for 

classroom teachers (Dudley-Marling & Burns, 2014; Opoku et al., 2017) as and in using a 

variety of teaching techniques or alternative assessment methods that meet the needs of 

students with disabilities (Anastasiou et al., 2015). Combined with the insufficient 

working conditions they experience to face the challenges of educational inclusion, they 

are led to negative attitudes and inappropriate behaviors towards students with special 

needs (Rapp & Corral-Granados, 2021). 

 The stereotypes and prejudices that still exist from the general population of 

society, mainly from the parents of children of typical development regarding the 

educational inclusion of students with disabilities, are another serious obstacle for its 

successful implementation (Djk & Balakrishnan, 2012). Such perceptions are based on 

deep-rooted historical, cultural contexts and experiences, caused by a lack of knowledge 

and understanding, and contribute to defining educational policies that hinder equal access 

to education (Hoppey, 2016).  

 Finally, an important barrier in the inclusion of students with special educational 

needs is the quality of services provided by teacher assistants (Blatchford et al., 2007). The 

quality of teacher assistant services can be determined either by their individual 

knowledge and skills (e.g. if they have insufficient knowledge they may provide low-

quality services and this leads to unsatisfactory support for inclusion) or by their support 

from the state ( e.g. very restrictive curriculum) as well as general education teachers (e.g., 

insufficient willingness to cooperate) (Blatchford et al., 2012; Webster et al., 2012).  

 From all the above important problems and obstacles that arise in the educational 

inclusion of students with disabilities at an international level, it can be concluded that 

there is still a long way to go until it reaches the point where its full implementation in 

practice is actually achieved. 
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3. Co-teaching and SEN students inclusion  

3.1 Co-teaching in Inclusive Educational settings 

 

In recent decades, as mentioned, there has been a global evolution of the inclusion of 

children with special educational needs in a form that has been called inclusive education 

or inclusive education. Inclusive education is a modern global trend, a new form of 

educational support for people with special educational needs. Its main characteristics are 

that children with and without special needs coexist in the same schools, in the same 

classes with their peers, participating in the teaching process according to their abilities 

and needs. In order to implement inclusive education, new teaching approaches are 

needed, such as cooperative teaching (Mitchell & Sutherland, 2020). Co-teaching is a 

teaching model that is applied to students with special educational needs within 

educational school structures/classes in which general and special education teachers share 

the responsibility of organizing, teaching and evaluating educational practices for all 

students (Kefallinou et al., 2020). 

 Co-teaching gives teachers the opportunity to share their knowledge. General 

education teachers have knowledge of the educational curriculum, while special education 

teachers have knowledge of educational processes for students with diversity. Thus, 

cooperative teaching enables teachers to support students both academically and 

behaviorally (Sileo, & Garderen, 2010). Through the learning process of co-teaching, 

students with special educational needs can benefit in academic areas, in their self-esteem 

and self-confidence, but also in their interaction with peers. Also, students who are at risk 

of learning failure can be helped as it will be possible to give them individualized attention 

and increased teaching time (Sileo, & Garderen, 2010; Tremblay, 2013). 

 In the existing literature, co-teaching has been described as an approach that 

includes four dimensions: (a) the dimension of cooperation between two licensed 

professionals with different specialties, usually a general education teacher and a special 

education teacher, (b) the dimension of co-delivery of teaching, as two teachers share the 

responsibility of teaching, (c) the dimension of diversity, as students with disabilities are 

taught with their peers without disabilities and (d) the dimension of a single physical 

space, where students with disabilities are taught with their peers without disabilities in a 

single shared classroom (Mavropalias & Anastasiou, 2016). 
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 For the implementation of co-teaching model, it is necessary to fulfill certain 

conditions related mainly to the functioning of the school and the educational system. 

More specifically, it is necessary to formulate an appropriate educational policy and 

design educational programs where teaching methods and social attitudes will have 

disability as a key pillar (Scruggs & Mastropieri, 2017) 

 First, an educational policy must be established by which schools will become 

organizations ready to welcome every child. In particular, schools need to be modified in 

order to become accessible to children with disabilities and to be staffed with special 

educators. (Scruggs & Mastropieri, 2017). Ainscow (2004) mentions five measures which 

help to change school policy: 1) In the process of making decisions and formulating 

school policy, the participation of both teachers and students, parents and community 

members is necessary, 2) Guidance from the leadership of the school unit, cooperation and 

camaraderie to solve all problems collectively, 3) Joint planning of school programming 

with the participation of all staff and commitment to its observance, 4) Development of 

forms of communication of the school staff and encouragement to take initiatives in the 

teaching process and 5) Reflection on the teaching practices used with the aim of 

improving the educational product provided. 

 In addition, the educational program must have individualized goals and be 

characterized by flexibility, enabling fellow students to adapt the material according to the 

needs of each group of students. A school unit based on the philosophy of co-education 

beyond the learning part must also develop the mechanism of socialization by teaching 

social skills. Students learn their rights, their obligations and assume responsibilities in a 

democratic environment, thereby preparing for their future in social life (Iacono et al., 

2021). 

 An important condition is also the teaching methods applied in a co-educational 

school, where they should be adapted to the educational needs of the students, making use 

of the abilities and talents of each student, with the aim of children with special 

educational needs and/or disabilities to reach their same goals as their classmates. Thus, a 

child-centered approach is adopted with active participation and interaction from children, 

rather than a teacher-centered approach. (Ainscow, 2004). 
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3.2. Types of Co-teaching 

According to researchers there are six basic types of co-teaching based on research. Each 

of these model-types can be adapted according to the needs of the students and the specific 

unit of the course. These formulas are also used in selected research mathematics practices 

for students with special educational needs. 

 One teach, one observe: According to this model, one teacher teaches the entire 

group of students and the other observes. For example, the teacher can direct a whole 

discussion group on a specific learning subject, such as e.g. in solving mathematical 

problems. The other teacher observes the students, in order to determine who participated 

in the discussion, and at the same time she tapes the children's words. Teachers in this 

phase pay special attention to who participated during the discussion, as children with 

special needs have a communication and learning problem, so this hinders their 

understanding. Through this method, it becomes clear which students need extra 

encouragement and support in order to contribute to the discussion process. Throughout 

the school year, teachers continue to use this method to collect some student data, observe 

and support their behavior, and evaluate them. The application of this type presupposes a 

clear definition of the type of observation and its objectives, as well as the utilization of 

the collected data in educational planning (Friend & Cook, 2013).  

 Teaming: This particular model refers to the case where teachers share equally all 

the responsibilities of a co-teaching program such as the time for planning and 

implementing all components of the learning process. In this case both teachers are 

teaching a large group of students either standing side by side in front of the class or when 

they complicate the teaching. According to Pugach and Winn (2011), group teaching is 

applied when teachers divide the new teaching material into smaller pieces which they 

manage to help the students in the learning process and then the students teach the new 

material to their classmates (Sileo, & Garderen, 2010). This type of co-teaching is not 

suitable for teachers with little experience, since they are not convinced of their teaching 

practices and find it difficult to support them against more experienced teachers (Friend & 

Cook, 2013). 

 Alternative teaching: In this model one teacher teaches a small group of 3-8 

students, while the other teacher teaches the whole class (Sileo & Garderen, 2010). It is a 

particularly useful method that promotes systematic and individual teaching in a specific 
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academic field. It is a flexible form of teaching that is done for a specific purpose and goal 

(Friend & Bursuck, 2012). Thus, the class is divided into two subgroups, the large one, 

where one teacher teaches according to the syllabus, and the small one, where separate, 

intensive instruction is offered (Sileo & Garderen, 2010).  

 Parallel teaching: In the parallel teaching model, the two teachers teach the same 

subject at the same time, having divided the class into two heterogeneous groups. 

Educational planning is done jointly but implemented by each teacher individually (Sileo 

& Garderen, 2010). Thus, students are given more opportunities to participate, they have 

better access to the supervisory material and there is better interaction with the teacher 

(Tzivinikou, 2015). An important element for the successful implementation of this type 

of co-teaching is the reduction of classroom noise and the spatial arrangement that will be 

carried out, so as to ensure the smooth conduct of two parallel lessons (Sileo & Garderen, 

2010).  

 Station teaching: According to Friend and Cook (2013) this model is used when 

teachers divide responsibilities in teaching content. In this model, teachers divide the class 

into small groups and each group engages in different activities that contribute to the 

learning goals of all children (Sileo & Garderen, 2010). This model is indicated when 

teachers have different teaching styles, when they do not know each other enough and find 

it difficult to formulate a common educational policy, and when they wish to repeat the 

curriculum (Mavropalias & Anastasiou, 2016).  

 One teach, one drift: This model is similar to the "One teaches, one observes" 

model with the difference that when one teacher is teaching the other moves around the 

classroom. This model enables checking of student understanding/assessment. It offers the 

possibility of a one-on-one approach and tutoring when a student is struggling with a 

particular academic concept (Sileo & Garderen, 2010). 

 In conclusion, the six main models of co-teaching seem to serve different purposes 

and services in their implementation. After all, inclusive education is about a constantly 

evolving and reshaping process, which aims to create a school environment that accepts 

diversity and offers equal learning opportunities. For this reason, and during its 

implementation, each educational system is called upon to adopt different educational 

practices that will respond to the resources it has and also to the student population it 

addresses. 
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3.3. Characteristics/ Conditions of co-teaching 

A number of researches point to the basic conditions that must be applied in order to be 

able to implement the co-teaching model and come to the following basic characteristics: 

equal and clear roles and responsibilities between teachers, cooperation of teachers to plan 

the educational program of all students of the classroom, teacher training on issues related 

to the co-teaching model (Dieker, 2001; Scruggs & Mastropieri, 2017). 

 According to Friend and Cook (2013), co-teaching must be implemented by 

teachers who will act equally and have clear and equal roles. This is also confirmed by 

various studies that conclude that when the roles and responsibilities of teachers are 

appropriate, then the benefits for students are many (Dieker, 2001; Weiss & LIoyd, 2002). 

However, the majority of teachers' opinions agree that the share of involvement of general 

education teachers is greater than that of special education teachers. Moreover, from the 

research findings, it appears that when the roles of teachers are not clearly defined, one 

automatically overshadows the other. It is even more common for general education 

teachers to undertake the largest part of the teaching subject, compared to special 

education teachers (Iacono et al., 2021). 

 Also, in the co-teaching model, teachers must share teaching responsibilities and 

share time for curriculum planning. Dieker (2001), argues that co-teachers should decide, 

coordinate and plan educational action together. However, in order to implement this, the 

appropriate educational practices should be chosen, which will ensure the active and equal 

involvement of all the teachers of the class as well as all its students. Murawski and 

Hughes (2009) also agree with the above position, who add that another key characteristic 

of successful co-teaching is the evaluation of educational practices and their systematic 

restructuring. In his research, Mavropalias and Anastasiou (2016), emphasize that 

common teaching in practice is not always implemented according to the above criterion. 

In some cases, the general education teacher takes over the class entirely, while the special 

education teacher has a supporting role. After being instructed by the general teacher, he 

performs a specific project and supports only some students with special educational needs 

and/or disabilities. 

 Furthermore, the need to find time for the joint formation of the applied 

educational program seems to be imperative. In the research of Kohler-Evans (2006), 

teachers from different areas emphasize the importance of co-forming the educational 
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program. They even argue that the lack of time has significant negative effects on 

cooperation and communication between teachers. It is worth noting that in a survey 

conducted on 40 general education teachers, the need for shared time for planning on at 

least a weekly basis was among their first, basic aspirations (Iacono et al., 2021). They 

even argued that the lack of time probably comes from the insufficient allocation of time 

on the part of the management, a fact that is presented as an imperative need for 

improvement (Scruggs & Mastropieri, 2017). 

 

3.4 The role of teachers in co-teaching  

In inclusive education programs, an important element is the cooperation between teachers 

and students. Including children with special educational needs requires the collective 

effort of the entire school community, not just one teacher or one special educator. The 

separation of teachers' roles and the cooperation between teachers within the school 

community can affect the co-education of children either positively, which is also 

desirable, or negatively (Pancsofar & Petroff, 2016). Co-teaching will be successful when 

a clear distribution of roles is in place, as well as a correct and responsible cooperation 

between all the specialties within the school community. On the other hand, if none of 

these conditions are present, nothing can be accomplished successfully and only the child 

with special educational needs will suffer. (Kokko et al., 2021). This fact was also 

observed through a research carried out in France on teachers working in inclusive 

education schools, the fact of the unclear separation of roles was observed, with the result 

that the proper functioning of the inclusive education program is affected on the one hand 

and their cooperation but on the other hand there was strong concern on the part of the 

parents about the effectiveness of this program (Ebersold, 2003; Rönn-Liljenfeldt et al., 

2023). 

 Certainly, the demands of inclusive education are enough and the uncertainty of 

the teachers regarding the effectiveness of these programs in the traditional conditions of 

conducting the course has been pointed out firmly and repeatedly. Most of their 

condemnation focuses on the inadequacy of teaching time, the possible unsuitable 

programs, but also the possible burden on the rest of the students in the class. However, 

the majority of teachers also report the lack of the necessary knowledge and skills that are 

essential for achieving inclusive education programs (Ebersold, 2003). However, the 

greatest number of deficiencies of most teachers does not concern the subject matter of 
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special pedagogy as much as that of teaching methodology, i.e. it is not connected with 

their readiness in relation to knowledge and educational programs but with their ability to 

approach different children with different methods (Iacono et al., 2021). What needs to be 

understood is that all students learn differently and therefore alternative methods to the 

objectives in the design of the teaching and a different supporting structure is needed. 

Furthermore, they mention as obstacles for the co-education of children with and without 

special educational needs the building infrastructure of the schools and the lack of 

appropriate supervisory means (Rönn-Liljenfeldt et al., 2023). 

 According to Rice and Zigmond (2000) establishing a meaningful role for the 

special education teacher in the co-teaching classroom is more feasible in primary 

education, where the curriculum is related to basic literacy skills, compared to secondary 

education. As they explain, due to the more specialized content of the curriculum and the 

pressure of exams in secondary education, the role of the special education teacher is more 

limited (Rice & Zigmond, 2000). 

 As pointed out by Scruggs et al. (2007) references to a subordinate role of the 

special education teacher are found in qualitative research on co-teaching in both primary 

and secondary education. Therefore, the inadequacy of knowledge on the subject matter of 

secondary education is not the only factor degrading the role of special education teachers 

(Scruggs et al., 2007). Other factors mentioned by Scruggs et al. (2007) is the traditional 

whole-class teaching followed by general education teachers, which does not allow for 

role reversal, as well as the sense of ownership expressed by general education teachers 

for their classroom. 

3.5. Teacher assistant role on improving inclusion of students with special 

educational needs in mainstream schools 

The implementation of co-teaching is considered successful and offers high-level services 

to students when educational and social benefits can be made available to them directly 

(Sileo & Garderen, 2010). Despite the changes and arrangements that have been made 

according to legislative interventions, the full attendance of children with special 

educational needs in general classes is not seamless and without difficulties. These relate 

to issues concerning the development of the child's academic and social-emotional skills.  

 A large number of researchers consider cooperative teaching as one of the most 

effective and popular approaches to inclusive education and in general to alleviate 

educational inequalities for children with SEN (Butt, 2016). In particular, benefits are 
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reported in the field of writing and reading (Murawski & Hughes, 2009;0), in mathematics 

and physics (Rea et al., 2002) but also regarding children with SEN in preschool age, 

improvement in pre-academic skills (Sanders-Smith & Dávila, 2021)). However, although 

attending the mainstream classroom allows students with SEN to better access the 

curriculum (Sharma et al.., 2017), concerns have been raised that special education needs 

are being neglected in co-teaching (Scruggs et al., 2007). 

 Research has identified several reasons why students with disabilities encounter 

difficulties in general education classes, such as: a) understanding the content of texts in 

textbooks is difficult for children due to reduced reading ability (e.g. Ainscow, 2005; 

Bualar, 201) b) most typical cognitive activities are difficult for students with disabilities 

to understand (e.g., (Moriña, 2016)) and c) the amount of new vocabulary and terminology 

in school textbooks also makes it difficult for students with disabilities (e.g. Scruggs & 

Mastropieri, 2017). 

 In addition, students with learning disabilities have certain characteristics that 

negatively affect their attendance in general education classes, for example, they present 

significant problems in reading and writing, cognitive functions and metacognitive skills 

(Hallahan & Kauffman, 2006). Consequently, students with learning disabilities are less 

effective in using strategies and tend to have poorer self-regulation in planning, 

monitoring, and repetition during learning or problem solving (Kibby et al., 2004). Many 

of these children also have difficulty organizing their thinking, drawing conclusions, and 

lack effective strategies for processing and solving problems (Scruggs & Mastropieri, 

2017; Meltzer, 1991). 

 Schools in the U.S. are looking for ways to stay "accountable" to the federal 

government's standards for all students while providing individualized education to 

children with learning disabilities because they cannot adequately meet high-level tests 

(Fuchs & Fuchs, 2001). Because of the need for these children to meet high-stakes tests 

that emphasize content, many positive and social studies teachers rely on books as their 

primary source of information (Iacono et al., 2020). As a result, students with reading 

difficulties have difficulty understanding the material taught (Scruggs & Mastropieri, 

2017). 

 On the other hand, the physical presence of two teachers in the same classroom 

means reducing the ratio of students per teacher. Students have the opportunity for better 

support, and there is also the opportunity to make necessary modifications to the 
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classroom and the curriculum to help students understand new knowledge or behavioral 

issues (Jurkowski et al., 2020; Mavropalias & Anastasiou, 2016). 

 Students with low performance are favored by the practices and techniques of co-

education, since with the modifications of the syllabus, alternative teaching methods and 

the presence of special staff, the cohesion of the class becomes greater (Pancsofar & 

Petroff, 2016). All students, even the "good ones," are required to participate in enriched 

tasks, while students at risk of falling behind in school receive extra support to improve 

their performance (Friend & Cook, 2013). Thus, the learning environment is improved for 

all students, while at the same time the ratio of students per teacher decreases, making the 

process easier and more efficient. (Mavropalias & Anastasiou, 2016). 

 In the application of co-teaching, various interventions are implemented in subjects 

to improve the academic performance of these students, such as: a) learning among 

students in the classroom, b) strategies for understanding texts , c) mnemonic strategies, d) 

repetitive activities and e) improvements in study guides (Fuchs & Fuchs, 2001; Sharma et 

al., 2017; Strogilos & Stefanidis, 2015). 

 In addition, Scruggs and Mastropieri and (2017) summarized research on the 

education of children with disabilities in mainstream classrooms and concluded the 

following: a) study guides and text enhancements have been shown to have a positive 

effect on children's learning, behavior and motivation, b) teaching mnemonic strategies is 

useful for learning the language lesson and c) curricula based on experiential activities and 

individualized educational programs were generally effective for children with and 

without special educational needs. 

 Thousand, Villa and Nevin (2006) also state that co-teaching offers students the 

opportunity to benefit from the unique and specialized knowledge of each teacher, while at 

the same time, during the teaching process, the two teachers are role models for the 

students, so that to develop cooperation skills. In addition, flexibility in teaching 

organization and group formation reduces students' waiting time and increases their time 

engaged in activities (Thousand et al., 2006). 

 Scruggs, Mastropieri and McDuffie (2007) collected and summarized 32 studies 

related to co-teaching by conducting a meta-synthesis of qualitative research, with the aim 

of highlighting different aspects of co-teaching. As found by Scruggs et al. (2007), the 

findings of the relevant research highlight the perception of teachers, students and 

administrative staff that co-teaching is beneficial for the academic and social development 

of all students, as well as for the professional development of teachers. 
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 Also, Keefe and Moore (2004) reported positive outcomes for students 

participating in co-teaching classrooms. Students with special educational needs show 

improved performance in the academic field, compared to if they attended independent 

special education units. 

 In a study by Koster, Pijl, Nakken and Van Houten (2010) it is stated that the 

placement of a disabled student in general education does not automatically ensure his 

social participation in the environment he is in. The child may face difficulties from 

limited friendships and lack of acceptance from his classmates. Nevertheless, children 

with disabilities in mainstream classrooms are given the opportunity to interact with their 

peers without disabilities, cooperate and share during their learning experiences. Also, 

they are offered various opportunities for social integration through activities and events 

(Lehane & Senior, 2019). 

 Ainscow (2005) refers to social integration as the situation where each student is 

an accepted member of the group to which he belongs, has formed at least one active 

friendship, and participates actively and equally in classroom activities. Social integration 

is therefore linked to the friendships developed by peers, to the acceptance of classmates, 

but also to the students' self-perception regarding the degree of acceptance by others. 

 For students with disabilities, educational inclusion and co-teaching is mainly 

associated with positive (or neutral) effects on their academic achievements, mainly in the 

cognitive domain (Ruijs & Peetsma, 2009; Justice et al., 2014; Herpratiwi, 2018). It helps 

them to acquire quality education, expand the applied learning strategies, easily achieve 

the educational goals of the personalized teaching program, improve their academic 

performance and their participation in the educational process (Padeliadu et al., 2014). 

This can also happen outside the classroom (Herpratiwi, 2018). Similar results also exist in 

the social sector. In co-teaching model students with SEN have many opportunities for 

social interaction with typical development students, lead to better and developed social 

skills, behavior and self-esteem in social relationships (Padeliadu et al., 2014; Schwab, 

2015; Taub & Foster, 2020). The progress they generally make in these two areas is 

significantly greater than when placed in special education settings (Kleinert et al., 2015; 

Dessemontet et al., 2012). 

 In addition, the child's limited experience of the world is strengthened and 

expanded and it is given the opportunity for self-determination. That is, to have the right to 

express himself, to control his life but also to be able to live under "normal" living 

conditions. Self-determination is a need for every human being (Padeliadu et al., 2014. 
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Also, children in general education classes are taught important skills and concepts for 

their action as future adults and develop skills to solve various problems (Scruggs & 

Mastropieri, 2017). 

 Finally, according to a study by Dahlberg and Hoover (2003), in a co-teaching 

class it is possible for a student who may have a personal conflict with a teacher to seek 

emotional or academic support from the other teacher. In the same study it is stated that 

the presence of two teachers in the same class reduces the number of disturbances and 

risks that occur within it and promotes a good school climate. 

3.6. Barriers in co-teaching process which affect inclusion of students with special 

educational needs in mainstream schools 

The relationships that develop between general and special education teachers seem from 

research findings to be not good, which affects the development of a co-teaching 

(Angelides, Constantinou, & Leigh, 2009; Bualar, 2016). In Smith and Leonard (2005) 

research, general and special education teachers stated that they have experienced conflicts 

with each other due to incompatible opinions regarding how cooperative teaching should 

be implemented and also because of their unclear responsibilities. 

 However, apart from the relationships that most often act as obstacles to the 

implementation of cooperative teaching, other factors that make it difficult to implement 

are the planning of the teaching and finding time. The institutionalized Analytical 

Curriculum combined with the limited time does not allow the development of 

cooperations between teachers and the taking of initiatives to differentiate the learning 

process, which will promote learning and create equal academic opportunities for all 

(Fuchs, et al., 2010 ). In the majority of relevant research, teachers report that they do not 

have enough time for cooperation and joint planning of teaching (Hamilton Jones & Vail, 

2014; Mulholland & O'Connor 2016; Strogilos & Stefanidis, 2015; Strogilos & Tragoulia 

2013). 

 Lack of training also seems to be a factor that can be seen as an inhibitor to the 

development and implementation of cooperative teaching. After all, an essential element 

of the effective implementation of cooperative teaching is the correct and comprehensive 

education and training of teachers about it. Various researches have shown that for special 

education teachers this lack is a factor that prevents general education teachers from 

working together to implement cooperative teaching (Duran et al., 2019; Kokko et al., 

2021). It is important that both general education teachers and special education teachers 
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have been taught and trained on the principles of cooperative teaching, the implementation 

models and related strategies both at the level of study and at the level of training (Pugach 

& Winn, 2011).  

 Finally, a very important obstacle to the provision of equal opportunities in 

education and, consequently, to the development of cooperative teaching, is the lack of 

training of all involved (parents, local bodies, even the administration of the school unit) 

in matters of managing diversity, providing equal opportunities as well as in matters of 

developing cooperative teaching and program design (Bualar, 2016). Although there is 

often a provision in the state policy for the training of teachers and all those involved in 

the learning process, this is done only at a theoretical level, without providing teachers and 

others with additional guidance for the application of theoretical knowledge in everyday 

school work. reality, with the result that this knowledge of teachers and all those involved 

does not find a place for action in the school context (Mofield, 2019) 

 Whatever the factors that contribute to the impossibility of implementing co-

teaching, which is undoubtedly a demanding and time-consuming process, the school 

space provides opportunities for inclusive education, for the development of cooperative 

relationships and for the implementation of teachings, such as the cooperative one that 

includes the entire student population and provide equal opportunities for all. The point is, 

both teachers and all those involved in the learning process understand the importance of a 

common vision and cooperation, so that school units develop and improve, like all living 

organisms. 
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4. Discussion and conclusion 

4.1. Discussion 

The purpose of this scoping study was to examine the role of the teacher assistant in the 

inclusion of students with special educational needs in the classes of mainstream schools. 

The research question of the scoping study was the following: «What is the role of the 

teaching assistant in improving the inclusion of students with special educational needs in 

general schools?» 

 The idea of the effective inclusion of children with special educational needs 

and/or disabilities in the common school and of ensuring the necessary educational and 

social support has been enthusiastically supported in our country in recent decades 

(Glotova et al., 2020).  It is scientifically documented that inclusive education has 

significant benefits for all students (with and without special needs), teachers, and the 

wider social environment (Shyman, 2015). During the implementation and application of 

inclusive education, students with special educational needs have the opportunity to 

coexist and interact within the school environment, avoiding isolation and exclusion from 

the educational process (UNESCO, 2017). Co-teaching is an alternative form of teaching, 

according to which two or more teachers work together with the aim of teaching a 

different, mixed group in the same educational space. These teachers come from the field 

of general and special education, where cooperation between them has been advocated for 

many years as a possible way to improve student achievement (Friend & Cook, 2013). 

 This specific educational approach offers students a multitude of educational 

options, modernizing programs, changing the way of thinking towards disability and at the 

same time imparts the appropriate teaching skills to the teachers. Co-teaching, therefore, 

has the potential to create several positive effects in the field of education, both for 

teachers and students. The group effort and cooperation of the teachers develops, as at the 

same time the transmission of ideas, experiences and help towards the enterprise of taking 

some risk comes to the surface (Webster et al., 2012). In particular, students with 

disabilities or special educational needs derive several benefits through their participation 

in the general education curriculum. Of course, the use of co-teaching contributes directly 

to this fact. As for the teachers who are involved in the institution of co-teaching, they 

ensure multiple educational advantages on their part. In other words, they master the 

necessary techniques and skills that are fundamental in the field of special education but at 
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the same time create the necessary educational environment for students with special 

educational needs (Blatchford et al., 2012). 

 Many studies have reported that co-teaching works as a helpful tool for teachers. 

Specifically, it was observed that several teaching techniques were used, the teachers 

gained more teaching experience, and at the same time a more positive image was created 

towards the implementation of teaching. The development of positive attitudes, the direct 

cooperation of the two teachers to solve possible problems in the educational process and 

the correct communication between them, can sufficiently contribute to the formation of a 

favorable climate during the co-teaching and inclusion of students with SEN (Friend et al., 

2010; Iacono et al., 2021; Jurkowski et al., 2020; Kohler-Evans, 2006; Lehane & Senior, 

2019; Mavropalias & Anastasiou, 2016; Mulholland & O’Connor, 2016). 

 Many benefits are especially noted in the educational course of students with 

special educational needs or disabilities. It is observed that the co-existence of two or more 

teachers, as required by the institution of co-teaching, reduces the proportional number of 

students-teachers, as the students respond better to the learning content and at the same 

time their participation time increases. Also, co-education helps to reduce the costs 

incurred by school programs, since students who would otherwise have to join a special 

class to receive the necessary special training, can thus spend most of their time in a 

classroom, as it is the typical school classroom. All of the above can ultimately contribute 

significantly to the better inclusion of students with SEN (Rice & Zigmond, 2000; Rönn-

Liljenfeldt et al., 2023). 

 SEN students supported by co-teaching show progress on a social-emotional level, 

academically, individually and in their autonomy. Also, the institution has a positive 

impact on students without disabilities as they can be supported academically by the 

second teacher, become aware of issues of diversity and develop their social skills from 

their interaction with students with disabilities. Teachers working in parallel support also 

improve their professional skills due to the high demands of their work. The benefits are 

also visible to the families of the students who are supported, but also to all those involved 

who are called to cooperate and develop their cooperation and communication skills as 

well as their inclusive culture (Mavropalias & Anastasiou, 2016; Pancsofar & Petroff, 

2016). 

 Therefore, the primary concern of co-teaching is not the integration of children 

with mild difficulties in the general school, but the adaptation of the school and the change 

of culture in the context of the school and by extension the wider community (Ainscow et 
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al., 2004). Co-teaching aims to reduce the stigma of children with special educational 

needs and/or disabilities who attend general school, as well as to alleviate difficulties 

(Mavropalias & Anastasiou, 2016). A key concern, therefore, is that all students, including 

students with special needs, can develop to the highest degree their skills in the academic, 

behavioral and social domains (Sileo & Garderen, 2010). The mainstream school 

environment offers more opportunities for social inclusion to children with special 

educational needs and/or disabilities. The goals of co-teaching can be summed up in 

strengthening social participation and improving the school performance of students with 

special educational needs and/or disability (Scruggs & Mastropieri, 2017). 

 In conclusion, a way of providing educational services to children with special 

educational needs aimed at alleviating the above problems, is the implementation of co-

teaching. Co-teaching is an attractive concept because general education teachers work 

together with special education teachers or teachers who specialize in improving speaking 

and writing, as well as other professionals, to achieve instructional goals related to the 

needs of students. of education, if deemed necessary. In this way, the students' problems 

and difficulties (e.g. low academic performance, social isolation, etc.) are reduced, since 

there is the special teacher, who teaches together with the class teacher who may not have 

the academic background and the skills required to meet the needs of the whole class. 

 Co-teaching provides services to students with disabilities or other students with 

special educational needs as part of mainstreaming practices. There are many benefits for 

children with special educational needs, such as reducing stereotypes about them, 

increasing peer acceptance and improving their understanding of them. At the same time, 

due to the benefits arising from co-teaching, teachers, students and also their parents 

recognize its importance as an inclusive practice. Due to the implementation of co-

teaching, classrooms become diverse, as a large number of students with special 

educational needs move from self-contained special classes to general classes and coexist 

with their peers without disabilities. 

 

4.2. Suggestions for improving co-teaching 

 

Co-teaching is a service delivery option designed to accommodate children with special 

educational needs in an inclusive classroom. For co-teaching to be effective, the two co-

teachers must "co-plan, co-direct, and co-assess" the group of children with disabilities in 
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the same general classroom. During cooperative actions various problems may arise. 

Dealing with such problems by the partners must be done in a structured way. Similarly, 

general and special education teachers can find solutions, using some problem-solving 

models. A classic way of dealing with such problems and includes seven steps: 

1. identifying the issues; 

2. development of alternative approaches; 

3. analysis of the benefits, but also the risks of each action, 

4. selection of the action to be used; 

5. taking action; 

6. evaluation of the results of the action, 

7. taking responsibility for the effects of the action and correcting the potentially 

negative consequences. 

 The implementation of co-teaching develops on three pillars: (a) planning, (b) 

teaching, (c) evaluation. Planning is an important factor in the success of the co-teaching 

program. It enables teachers to distribute assignments, prepare the lesson, make any 

necessary modifications to the curriculum, select supervision materials and books, select 

homework, so that all students can participate in the learning processes. The ideal co-

planning based on the curriculum and children's needs should enable teachers to be able to 

respond to activities on a weekly basis. The appropriate time of the joint meeting can help 

teachers to choose the appropriate co-teaching model, the most productive school 

programs and goal setting (Dove & Honigsfeld &, 2008). Teachers who participate in co-

teaching programs have reported that they do not have sufficient time for planning 

especially in secondary education (Keefe & Moore, 2004; Scruggs, & Mastropieri, 2017). 

In particular, when the special education teacher cooperates with more than one teacher, 

then implementing joint planning is difficult, if not impossible, to accomplish. A solution 

to this issue can only be given when the co-teachers decide that the implementation of 

their work planning will take place before or after the end of school hours. Teachers 

reported that it takes 45 minutes a day to plan their co-teaching (Murawski & Hughes, 

2009). 

 According to Fennick (2001), it is useful for the special education teacher to carry 

out the following actions before the start of teaching: 

 To investigate the goal setting set by the general education teacher. 

 To record the ways and forms of teaching that the general education teacher 

usually uses. 
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 To investigate which of these forms are often difficult for students with disabilities. 

 To become knowledgeable, even to a certain extent, of the content of the courses 

taught, especially in secondary education. 

 To organize the way and method of teaching, which best meets the needs of the 

students it supports. 

 To decide the ways of evaluating the progress of his students. 

 Develop classroom rules for behavior management. 

 To plan and organize the teaching space in the classroom. 

 Also, the general education teacher should, before starting the co-teaching, study 

through the literature issues related to the diagnosis of the child with special educational 

needs attending the mainstream class, as well as the philosophy and the way the co-

teaching model works . In this direction, he can cooperate and draw information from the 

special education colleague (Scruggs, & Mastropieri, 2017). 

 The planning also includes the way the co-teachers will decide to communicate 

with the parents. In a cooperative action, Sileo (2011) suggests that co-teachers first 

discuss and agree how they will communicate with the parents of the children they 

support. Effective strategies for communicating with parents include: 

 use of various methods of communication (e.g. e-mail), 

 invitation to parents to attend school events,  information to parents regarding the 

outline and  of study programs, 

 provision of any resources and means by parents to support their children. 

 Communication between teachers and parents is necessary to structure powerful 

cooperative relationships and at the same time promoting co-teaching relationships that 

ultimately benefit students. Both teachers can update parents about their children's 

academic performance, social development, and other issues arising from the students' 

attendance in the general classroom. At the same time, teachers can be informed about 

parental concerns and expectations that parents have from their children's participation in 

parallel support. 

 Also the co-teachers should discuss and plan issues concerning their actions in the 

general classroom. Many of them may have worked alone in a classroom and as a result 

have no experiences of co-teaching. Still, it is not so easy to share responsibility for 

educational decisions, curricula and teaching methods. Critical topics for discussion are 

the following (Sileo, 2011): 

 planning the teaching of knowledge subjects, 
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 preparation and organization of educational material, 

 choice of educational methods to be used for children with special educational 

needs, 

 identification of assessment procedures related to the acquisition of knowledge, 

skills and abilities, 

 Finally, before co-teaching begins, it will be positive for the co-teachers to discuss 

with the school administration how they will secure materials, resources, modification to 

the timetable, if required, for clarifications related to the implementation of the co-

teaching etc. It is taken for granted that teachers will have agreed on what is needed to 

improve co-teaching and how this will affect the educational outcomes of their students. 

 During teaching, co-teachers should check that they adequately address all 

students in the class. That is to say that high-achieving, medium-achieving, low-achieving 

students and those with other characteristics are included [H(igh achieving), A(verage 

achieving), L(ow achieving), and O(ther) – H.A.L.O] (Dieker & Murawski, 2003). 

 Also, it is important that when one teacher takes on the teaching of a new subject 

or skill, the co-teacher moves around the classroom to ensure that the lesson meets the 

needs of all students (Friend & Cook, 2013). Thus, when one teacher is teaching the 

students in the class, the other teacher should not be handing out grades, making 

photocopies, studying individualized curricula, etc.. Children should also be given the 

opportunity to take a break during the lesson, especially when the lesson is in the form of a 

lecture. Brain research shows that students can concentrate on a presentation for a 

maximum of 10-12 minutes (Dieker & Murawski, 2003). 

 The creation of a very good school climate by co-teachers is particularly important 

for children with and without special educational needs. When teachers use teaching 

methods, such as cooperative learning, mutual teaching, etc., they help children, among 

others, to evaluate their behavior individually or as a group. Effective co-teachers always 

speak in the first plural of "our students" and not "my child or your child." By 

differentiating children and assigning a portion of them to one teacher or another, children 

are labeled. The presence of two teachers in the classroom means that the potential for 

maximum involvement of all students in the processes involved in the teaching of a lesson 

is greatly increased. Differentiation of instruction helps to ensure that the needs of most 

children are met, as long as this differentiation is implemented with interesting activities. 
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 It is important for teachers to identify the way each child learns. Specifically, 50% 

of students learn through visual and auditory learning (visual and auditory learners) and 

the other 50% through movement and touch (kinesthetic/tactile learners). Most teachers 

teach through the visual and auditory channels and this has the consequence that it is 

difficult for other children with different learning styles to understand the knowledge 

offered. Identifying children's learning styles allows co-teachers to use the corresponding 

teaching style to meet the needs of all their students (Murawski & Dieker, 2004). 

 It is important and useful for co-teaching that the teachers agree on a process of 

self-evaluation of their teaching, but also of the relationship between them. The collection 

of data from the students, such as their learning achievements, the recording of positive 

and negative behaviors and other elements related to the diagnosis of students with special 

educational needs, are particularly critical for the evaluation, i.e. whether the co-teaching 

was successful. The recording of this material is coordinated by both teachers (Murawski 

& Dieker, 2004). Once co-teachers have agreed on a date for this assessment discussion 

(at least once a month), they should focus on three questions: 

1. Do co-teachers use the required strategies to promote success with all students in 

the classroom? 

2. Does the role played by each teacher during the implementation of co-teaching 

make sense? 

3. Do they have the evidence or indicators to show them that their classroom teaching 

was successful? 

 Finally, the two teachers should share equally in the success of their project. Co-

teaching spreads when in an integrated school the benefits and successes of students and 

teachers are heard (Murawski & Dieker, 2004). 

 In order to ensure equal roles are assumed by the two cooperating teachers, Friend 

and Cook (2013) suggests the utilization of co-teaching types, which allow teaching to be 

carried out by both teachers, such as parallel teaching, station teaching, group teaching and 

the alternative teaching. Furthermore, Friend and Cook (2013) emphasize that the two 

teachers should discuss their roles in the classroom with each other in order to 

continuously improve and ensure that both are actively involved in teaching. The joint 

planning of teaching can also contribute to this, as it provides the opportunity for 

discussion and defining the responsibilities of each teacher (Friend & Cook, 2013). 
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 In the area of inclusion, the development of meaningful cooperative practices 

presupposes addressing a deep-rooted perception, according to which students with 

disabilities and/or special educational needs belong to a different pedagogical category 

and, therefore, are the sole responsibility of special educators. The essential cooperation 

between specialists and general educators is based on the assumption of shared 

responsibility for the education of all students, including students with special educational 

needs. 

4.3. Strengths and weakness of research  

Although an effort was made to search the articles thoroughly, it is possible that not all 

those that were relevant were found, because there was no access to databases of scientific 

articles where assistance was required. It was not possible to access "locked" articles, that 

is, articles that required payment or an annual subscription that went beyond the official 

licenses and contracts of the University of Groningen. Thus, future research can expand 

the scope of the review, including more academic research databases. Potential limitations 

of scoping reviews are the insufficient methodological quality of the primary papers and 

systematic publication errors. An important advantage of a scoping review is that it allows 

a critical evaluation of published research consists of highlighting the contribution of 

published studies to the advancement of scientific knowledge in a specific field. 
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