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The focus of this study is on inclusive 

learning for all students. I have become 

interested in examining teaching methods 

that allow students to remain in the 

mainstream classroom and still learn 

effectively. This comes after witnessing the, 

often counterproductive, effect withdrawal 

from the mainstream classroom can have on 

the continuity of student learning, student 

self-efficacy and student self-esteem. With 

this in mind, the aim of this study is to 

examine how I can best engage with team-

teaching to support inclusive learning for all 

students.

The findings of this study include the 

benefits and challenges of team-teaching. 

The benefits noted include increased 

opportunity for students to be heard in the 

classroom. Challenges included lack of 

planning time and lack of parity in the 

teacher relationship, due to how I 

positioned myself in the team.

Benefits of Team-Teaching

This study found that having an extra teacher in the room meant that 

students were simply heard more often. Ó Murchú (2011) states that a 

clear benefit of team-teaching is the increased opportunity for 

dialogue and feedback. Though I was unable to venture far beyond 

‘one lead, one support’ style of team-teaching, this configuration 

undoubtedly allowed students to make enquiries quietly to me that 

they may not have made publicly to the class teacher. 

Lack of Planning Time

I found that planning time quickly became evident as an issue when 

conducting this study. For planning to occur outside of the classroom, 

it would have had to happen during the teachers’ free time. While I 

feel that these teachers would have accommodated such a request, it 

was not something I was prepared to impose upon them. Further, 

given that teachers spend an average of fourteen hours a week outside 

of allocated classroom hours working (OECD, 2009), ‘free time’ 

during the school day is something teachers simply don’t have. 

Relationships and Positioning Theory

The concept of  positioning theory was first introduced to the area of 

social science by Hollway (1984) and provides insight into the many 

relationships involved in team-teaching (Ó Murchú, 2011). The 

positions people take depend on how they view themselves and how 

they are viewed by others. It was expected that the focus of this study 

would be on how to best utilise team-teaching to promote inclusive 

learning in the classroom. What resulted, however, was the sharp 

realisation that this wasn’t possible if, even on a subconscious level, I 

do not view myself as in a position knowledgeable enough to 

influence the education of others. It was only with reflection on the 

imbalance of power that I had created that I experienced the 

importance of parity in the relationship between team-teachers. 

Student teachers are in a transitory period while on school placement, 

stuck somewhere between the role of a student and of a teacher 

(Roche, 2017). I feel this period of transition affected the relationship 

between me and the teachers and affected how I positioned myself in 

the team.

Benefits of team-teaching include simple differences to the 

mainstream classroom such as more effective use of both 

teachers’ time. Performing simple acts, such as taking over 

the duty of writing on the whiteboard, outlining learning 

intentions and ensuring all students had written their 

homework in their diary, allowed Teacher A to continue with 

the lesson. Without as many interruptions or time constraints, 

all students benefited from a more suitably paced lesson. 

Teachers planning to embark on team-teaching should 

prioritise an initial meeting and use a set of pre-prepared 

questions to provide structure (Basso and McCoy, 2016). By 

doing this, the conversation can be steered so the most 

important questions can be answered. Both teachers bring 

with them differing personalities, backgrounds and teaching 

philosophies that need to be discussed. Further, Ó Murchú

(2011) recommends considering in-class reflection and 

planning as very real additions to formal meetings that 

teachers may struggle to fit into their schedule.

This study took place during my final school placement, as a 

student teacher, in a post-primary school. The data analysed 

in this project were gathered through a self-reflective journal.  

Data from nine team-taught lessons were gathered. Once the 

data were gathered, I conducted a theory-driven thematic 

analysis. After each team-taught lesson, I documented how I 

acted during the lesson and how I felt as the lesson was 

taking place. Extracted data were then coded and the themes 

that were generated from this process discussed.

It must be acknowledged that this study has been conducted 

on a small scale within a limited timeframe. The research was 

to be conducted during a twelve-week school placement. 

Unfortunately, due to Covid-19, placement finished abruptly 

after nine weeks, resulting in less data to analyse than was 

originally planned. I took part in nine team-taught lessons in 

total, six lessons with Teacher A and three lessons with 

Teacher B. The study itself has undoubtedly informed my 

practice but an opportunity to recreate the study with more 

professionals, and for a longer time frame, would have 

provided a more significant insight into my use of team-

teaching as a tool for inclusive learning.

The most significant finding of this study was the importance 

of  relationships. The view each participant has of themselves 

is of utmost importance. Both teachers must perceive 

themselves and position themselves as valuable members of 

the team. It is therefore recommended that each partnership 

be entered into willingly, with the view that the other teacher 

is as knowledgeable and capable of suggesting meaningful 

and positive learning strategies as the other.

Team-teaching is considered as “two or more professionals 

delivering substantive instruction to a diverse, or blended 

group of students in a single space” (Cook and Friend, cited 

in Welch et al, 1999, p.37). The DES (2017) suggest that 

team-teaching should be considered as a first step to 

supporting students with SEN within the mainstream 

classroom. Relying too heavily on withdrawal from the 

classroom is advised against, as positive outcomes for 

students with SEN have been reported with the utilisation of 

team-teaching (ibid). The use of one-to-one teaching is 

recommended only as a temporary measure “for intensive 

teaching of specific skills, based on level of need” (DES, 

2017, p.18). 

My personal interest in team-teaching arose from observing 

SEN accommodations in schools. As I observed lessons 

during school placement I noticed that, while receiving 

individual support, students would fall behind on what was 

being taught by their class teacher. This point is solidified by 

Ó Murchú and Conway (2017) who discuss an 

acknowledgement by both teachers and principals that the 

withdrawal model from mainstream classes often results in 

compromised communication between the class teacher and 

support teacher and, therefore, a lack of cohesive action 

between the two professionals. 
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