
Teacher Perspectives on Information Sharing and Parent 
Knowledge of Special Education
Jennifer Farley, Jacqueline Huscroft-D’Angelo, Kristin Duppong Hurley, A. Angelique, Aitkenand Alexandra L. Trout 

Abstract: Policy and professional standards shape the way that special education teachers partner with parents. Such 
partnership is key to engaging parents in the process of special education and can serve as the foundation for col-
laboration and information sharing. Although the literature describes recommendations for how teachers can provide 
information to parents, few studies examine what information teachers provide. The purpose of this exploratory study was 
to investigate how teachers perceive school information sharing and parents’ knowledge relative to special education. 
To understand these perspectives, we developed and piloted the Parent Knowledge and Resources in Special Educa-
tion – Teacher Version survey, with a group of 142 special education teachers. Results indicated that 67.6% of teachers 
perceived parents to be satisfied or very satisfied with the special education information received from schools. However, 
teachers had varied perspectives on how well parents understand special education, and the majority (56%) did not feel 
resources and supports to help parents better understand special education exist. Teachers perceived that schools most 
frequently encouraged parents to access information through conversations with teachers (75.9%), conversations with 
school administrators (44.4%), and paper handouts provided by the school (41.9%). Teachers also reported that how well 
school districts provided information varied by special education topic. We also identify implications of the study results 
and areas for future research.

The Individuals with Disabilities Education Act 
(IDEA; 2004) provides guidelines for the adminis-
tration of special education services and informs 

the duties of special education teachers. These responsi-
bilities are complex and extend throughout the special 
education process, starting with student evaluation and 
ending with transition from school, requiring an expan-
sive knowledge and resource base. Integral to this pro-
cess is special education teachers’ work in partnership 
with parents, a cornerstone of IDEA. Beyond this, the 
role and responsibilities of the special education teacher 
– in general and specific to parent partnerships - is also 
defined by professional organizations. For example, the 
Council for Exceptional Children (CEC), emphasizes 
family involvement in the Special Education Profession-
al Ethical Principles (CEC, 2015). However, policy and 
professional standards do not stand alone in shaping 
the duties of exceptional educators relative to parents. 
The literature includes numerous studies that explore 
these partnerships and describe informational resources 
(Burke, 2012; Foster & Cue, 2008; Schultz et al., 2016), 
communication (Applequist, 2009; Azad et al., 2018; 
Dardig, 2005; Vanden-Kiernan & McManus, 2005), 
parental engagement (Bettini et al., 2019; Cheatham & 
Ostrosky, 2013; Kasper, 2009), and considerations for 
culturally and linguistically diverse parents (Lo, 2012; 
Wenner Conroy, 2012). 

Parental involvement in school is strongly associated 
with positive academic achievement and school out-
comes (Hill & Tyson, 2009; Jeynes, 2005). Several 
theoretical frameworks of parental involvement include 
broad domains such as home-based, school-based, 
and academic socialization; special education teachers 
have the opportunity to significantly impact parent 
roles with school-based parental involvement (Green et 

al., 2007; Hoover-Dempsey et al., 2005). For example, 
existing literature emphasizes the importance special 
education teacher and parent collaborations, working 
relationships, and consistent communication (Collier et 
al., 2015; Edwards & Da Fonte, 2012; Whitbred et al., 
2007). Research also calls for advancing teachers’ role 
beyond that of a partner, to act as parent guides through 
the special education process. Kalyanpur and Harry 
(2004) suggested the responsibility of special education 
professionals is to support parent acquisition of special 
education knowledge and navigational skills by proac-
tively providing parents with information. However, 
limited literature exists specifically focused on how par-
ents access information about special education topics, 
and the role of teachers in providing such information. 
Before teachers can fully realize their role as parent 
guides through the special education process, there is a 
need to better understand how teachers present special 
education information to parents and support parents in 
acquiring knowledge. 

Special education is complex, and few studies have 
examined what information teachers provide to par-
ents about it. Foster and Cue (2008) explored the job 
duties of teachers of deaf students and found that they 
provided parents with information about disabilities, 
educational options, services, and student progress. 
Trainor (2011) conducted focus groups with 17 special 
education teachers and found that, overall, they were 
willing to support parents’ understanding of special 
education policies, resources, and services but expressed 
concerns about connecting parents to advocacy groups. 
For parents of students with autism spectrum disorder 
(ASD), teachers provided information to parents during 
conferences but also reported that parents were search-
ing for information and resources on their own to aid 
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their understanding (Schultz et al., 2016). Overall, infor-
mation supplied by teachers is key to parents’ develop-
ment of an understanding of special education, which in 
turn, serves as the foundation for parental engagement 
in their child’s education (Burke, 2012). Considering 
parents of students receiving special education services 
identify teachers as their preferred source of special 
education information (Huscroft-D’Angelo et al., 2019), 
it is necessary to better understand the specific content 
of information provided by teachers, as well as the ways 
that they provide it.

Azad and colleagues (2018) asserted that special educa-
tion teachers are concerned about parent communica-
tion and frustrated by what they perceive to be the only 
methods of communication available to them: written 
and face-to-face. There are limited studies specific to the 
methods teachers use to provide such information and 
the available research focuses almost solely on recom-
mendations. According to the literature, teachers should 
provide parents information about special education 
in multiple formats, including print, video, internet, 
and presentations (Salend, 2006). Teachers may pro-
vide internet, or web-based resources, through letters, 
brochures, or websites (Applequist, 2009; Dardig, 2005). 
In-person approaches, such as teacher or guest presen-
tations, give parents the opportunity to participate in 
discussions, which may further enhance their learning 
(Salend, 2006). Furthermore, when providing parents 
with formal special education paperwork, inclusion of 
supplemental materials may offer additional explanation 
(Pogoloff, 2004). 

Given both parents’ preference for receiving informa-
tion from teachers and the myriad of ways researchers 
recommend that teachers provide information to par-
ents, the role of teachers in informing parents is clearly 
paramount. Although researchers suggest that parents 
seek advice and information about special education 
from teachers (Cheatham & Ostrosky, 2011; 2013; Hu-
scroft-D’Angelo et al., 2019), it unknown how these re-
quests for information and advice are related to parents’ 
knowledge of the special education process. There is a 
need for more research that directly examines parents’ 
knowledge of special education, and teacher’s percep-
tions of their role in building this knowledge. Overall, 
given the importance of parental involvement in special 
education (Burke & Hodapp, 2016), there is a need to 
close the gap between the recommendations for teach-
er-parent communication in the literature and teacher 
practices specific to information sharing. The first step 
in closing this gap, which serves as the purpose of this 
study, is to expand the research by documenting teacher 
perspectives on the information schools share with 
parents of children receiving special education services. 
This includes examination of both topics and methods 
of information sharing. This study also explores teacher 
perspectives of parents’ overall knowledge of special 
education, including their most frequent questions and 
the resources that support their understanding of special 

education.

METHODS
The research team conducted an exploratory study 

through survey research (Ponto, 2015) to better under-
stand teacher’s perspectives of information sharing with 
parents. The existing literature specific to teacher roles 
and recommendations for sharing information informed 
the development of a survey, The Parent Knowledge 
and Resources in Special Education – Teacher Version, 
which the research team piloted. Participants included 
teachers providing special education services to stu-
dents in school settings (e.g., early childhood through 
high school), located in 16 different states. The survey 
provided a low-cost and efficient option to collect data 
from a large number of current special educators across 
a breadth of topics related to parent knowledge and 
resources. The study was exploratory, as it was unclear 
how the recommendations in the literature were prac-
ticed in the field, so it was important to ask teachers 
about all these options for information content and 
sharing methods. Finally, the use of an on-line survey 
allowed for the collection of data from a large number of 
teachers located across the United States.

Measures
A process developed and used previously in the 

creation of surveys for parents (Huscroft-D’Angelo et al., 
2019; Huscroft-D’Angelo et al., 2013; Trout et al., 2014) 
and administrators (Aitken et al., 2019) was employed 
by the research team to develop The Parent Knowledge 
and Resources in Special Education – Teacher Version 
survey. First, the team reviewed the literature specific to 
information sharing and parents’ knowledge of special 
education. Next, the team brainstormed survey items re-
garding the content and methods of teacher communica-
tion with parents of students receiving special education 
services. Then, the team drafted the survey instrument 
and refined it through an iterative process of review by 
colleagues (i.e., researchers, professors, school district 
leaders) from the disciplines of special education, gener-
al education, and education research. We then tested the 
revised survey with a group of current special educators 
who provided feedback to the team, which informed 
additional revisions to the survey. The final survey in-
cluded four domains, (i.e., Teachers Locating Resources 
Independently; Parent Perspectives on Resources/Sup-
ports to Gain Knowledge of Special Education; Parent 
Knowledge of Special Education Processes and Practices; 
Parent Training on Special Education) with 102 content 
items and seven demographic items. This exploratory 
study focused on two of the survey domains related to 
teacher perceptions of parental access to special educa-
tion topics and knowledge of special education (Parent 
Perspectives on Resources/Supports to Gain Knowledge 
of Special Education and Parent Knowledge of Special 
Education Processes and Practices).  

	 The Parent Perspectives on Resources/Supports 
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to Gain Knowledge of Special Education included 
19 items that identified teacher views of parents’ 
satisfaction and understanding of special educa-
tion, as well as their school’s encouragement of 
parents in accessing sources of information (e.g., 
conversations, paper handouts, or websites). First, 
teachers rated their perceptions of parents’ overall 
satisfaction with the information provided by the 
school (very satisfied, satisfied, neither satisfied 
nor unsatisfied, unsatisfied, very unsatisfied) and 
current understanding of special education (excel-
lent understanding, good understanding, adequate, 
poor understanding, not well at all). Next, teachers 
identified the question that parents most frequently 
ask them related to special education (open-ended, 
text response). Then, teachers provided informa-
tion about how frequently (never, sometimes, most 
of the time, always, I don’t know) their school 
encouraged parents to use 13 different sources of 
information about special education. These sources 
included into three types: (a) conversations (e.g., 
conversations with special education teachers, con-
versations with other parents, conversations with 
parent support agency staff; seven items), (b) hand-
outs (i.e., paper handouts; one item), and (c) web-
sites (e.g., school district website, state department 
of education website; five items). An open-ended 
item followed that asked teachers if there were any 
other sources that provide parents with information 
(open-ended, text response). Finally, teachers re-
sponded to two items on resource availability. The 
first item asked if resources and supports to better 
understand special education were readily available 
to parents (yes, no). The second item asked whether 
the teacher had found any specific resources that 
were helpful in informing parents about special 
education (yes, no). If so, teachers described the 
resource (open ended, text response).

	 The Parent Knowledge of Special Education 
Processes and Practices domain included 17 items 
in which teachers shared details regarding the type 
of information their school provides to parents 
and how well the school provides this information. 
First, teachers completed 14 items related to how 
well (poor, acceptable, good, excellent, or I don’t 
know) they felt their district shares information 
with parents on specific special education topics 
(e.g., how special education services work, indi-
vidualized education plans, classroom placement 
options). Items fell three topical categories, that 
included (a) rights (e.g., legal rights of the parent, 
legal rights of the child; three items), (b) individu-
alized education programs (IEP;e.g., individualized 
education programs, how often IEP meetings will 
occur; eight items), (c) communication (e.g., how 
parents can advocate for their child; three items). 
Next, teachers reported information on any other 
topics on which their school provides information 
to parents. Finally, teachers identified topics on 

which they wish they had better information to share 
with parents (e.g., how special education services work, 
evaluation, IEPs; 12 response options). Additionally, 
the survey included seven demographic items regarding 
teacher gender, certification, level of education, grade 
level taught, years of experience, and zip code of their 
school building.

Procedures
The University’s Institutional Review Board 

approved procedures for the study. Partnerships with 
school districts and university education departments 
facilitated participant recruitment. Initially, research 
team members sent an email and recruitment flyer 
with study information to partner organizations, which 
included school districts, associations for special educa-
tion teachers, an education non-profit organization, and 
graduate programs. Partner agencies, located in multiple 
states, then had the option to share the information 
with potential participants. These partner organizations 
used email, social media posts (e.g., Facebook), and 
printed flyers to notify special education teachers of 
their eligibility to participate in the survey. However, 
participating teachers may have also shared the informa-
tion they received with others (e.g., sharing a Facebook 
post on their personal Facebook page, forwarding the 
email or recruitment flyer). In notifications, partner 
agencies provided eligible special education teachers 
with information about the purpose of the study as well 
as a link to the anonymous on-line survey. The identity 
of both the survey participant and the partner agency 
that recruited them was unknown to the research team. 
Participants provided informed consent electronically 
prior to completing survey items. A total of 212 teachers 
provided consent and 162 met the eligibility criteria 
(current special education teacher). At the end of the 
survey, participants could receive a $10 gift card as a 
stipend for their time. 

Data Analysis
After survey administration was complete, the team 
exported all data from the online survey system 
(Qualtrics) into IBM SPSS Statistics 24. Review of the 
data identified 20 surveys for which the number of items 
completed was less than 80% of all survey items. The 
research team excluded these surveys from analysis and 
analyzed data for the final sample of 142 participants. 
The research team coded open-ended responses to 
identify themes and calculated descriptive statistics for 
all quantitative items.

RESULTS
Population

A total of 142 participants met inclusion criteria and 
completed at least 80% of the survey. The majority were 
female (93%) who held dual certifications in general and 
special education (62%) and had completed a master’s 
degree (61.3%). Participants’ teaching experience varied; 
43% reported five or fewer years of experience, 17.6% re-
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ported teaching between 6-9 years, and 39.4% reported 
teaching 10 or more years. Participants taught all grades 
(early childhood to high school) and 64% reported 
teaching multiple grades. Nearly half taught grades K-5 
(49.3%), while 31.7% of participants taught in early 
childhood settings, 27.5% taught grades 6-8, and 21.8% 
taught in grades 9-12. Participants reported teaching in 
school buildings located in 16 states, representing all 
geographic regions of the United States. An analysis 
of zip codes indicated that 52% of participants were 
teachers at a school located in an urban area, as defined 
by National Center for Education Statistics.

 
Supporting Parent Knowledge of Special Education

Overall, teachers perceived parents were satisfied 
(52.8%) or very satisfied (14.8%) with the special educa-
tion information provided by the school. While 21.8% of 
teachers indicated that parents were neither satisfied nor 
unsatisfied, only around 10% of teachers reported parents 
were unsatisfied (7.7%) or very unsatisfied (2.8%). Despite 
high levels of satisfaction, teachers expressed varied 
perspectives of parent understanding of special education. 
Most teachers indicated that parents had an adequate 
(40.8%), good (21.1%), or excellent (0.7%), understanding 
of how special education services work, while 32.4% of 
teachers reported parents had a poor understanding and 
4.9% revealed that parent did not understand at all how 
special education services worked. 

	 Participants identified what question parents most 
frequently asked them about special education and the 
research team coded responses into 13 broad themes (see 
Figure 1). The most frequently identified questions were 
related to services and accommodations (n = 31), and 
included items related to “how to get more services” and 
“test accommodations.” Questions were also frequently 
related to eligibility (n = 16; e.g., “How do I get my child 
evaluated?”, “Why is my child in special education?”, 
“When will my child leave special education?”), transi-
tions (n = 15; e.g., “What will happen to my child when 
they become adults?” “What does Kindergarten look like 
for my child?”), and academic progress or skills (n = 14; 
e.g., “How is my child failing?” “How can we improve 
their grades?”). 

	 Teachers also shared how frequently they believe 
their school encouraged parents to access specific sources 
of information about special education. Results revealed 
that conversations with school staff were most frequently 
encouraged (see Table 1). This included teachers who 
shared that their schools encouraged conversations with 
teachers always (38.3%) or most of the time (37.6%). 
Teachers perceived the encouragement of parental conver-
sations with school administrators always (25.9%) or most 
of the time (18.5%). Teachers also shared that the school 
encouraged parents to use the paper handouts provided 
always (25.0%) or most of the time (16.9%). Between 60% 
and 80% of teachers shared that their school sometimes, 
most of the time, or always, encouraged the use of the 
school building website (60.4%), school district website 
(72.4%), local parent support agency website (73.9%), state 

department of education website (75.6%), and regional or 
national websites (80.2%) for families of students receiv-
ing special education services. However, results revealed 
websites to be among the resources teachers perceived 
parents to be least frequently encouraged to use, to learn 
about special education, when compared to other infor-
mational resources.

Though teachers perceived that their schools encour-
aged parents to use several sources of information, they 
also felt that such resources were not easily accessible. 
When asked if they believed that resources and sup-
ports to better understand special education services are 
readily available to parents, 56.0% of survey participants 
responded no. Furthermore, 55.3% of teachers reported 
that they had not found any specific resources to be par-
ticularly helpful for informing parents about the special 
education process. Of the 44.7% of teachers (n = 63) that 
responded they had identified helpful resources, 79% 
(n = 50) provided a written description of the resource. 
The research team coded these descriptions, by resource 
type, and assessed the total number of references for each 
code. Most frequently, teachers referenced websites (n = 
34), the most popular of which was Wright’s Law (www.
wrightslaw.com). Additional websites referenced multiple 
times included state department of education websites (n 
= 4), federal websites (n = 3; e.g., idea.gov), and under-
stood.org (n = 3). Other references included websites for 
specific organizations, specific disabilities, and schools. 
After websites, teachers identified organizations as a type 
of resource (n = 13), of which parent centers were most 
frequently referenced (n = 8). The remaining resources 
included paper books and handouts (n = 7), other online 
resources (n = 4; e.g., blogs, forums, Facebook groups), 
and people (n = 4; e.g., special education director, school 
staff).

Parent Knowledge of Special Education Processes and 
Practices

Teachers also described how well their school dis-
tricts shared information with parents on specific special 
education topics (see Table 2). Teachers perceived their 
district did an excellent (45.1%) or good (28.2%) job 
providing information related to how often IEP meet-
ings will occur, the highest rated topic overall. Regard-
ing communication, teachers reported that their school 
did an excellent (35.9%) or good (31.7%) job providing 
information about how parents can best communicate 
with the school. Just under half of teachers reported 
their district did a good (29.6%) or excellent (18.3%) 
job providing information about advocacy. Rights-re-
lated topics varied regarding how well school districts 
provided information. Over 50% of teachers indicated 
that their district did a good or excellent job providing 
information regarding the legal rights of the parent and 
the legal rights of the child. However, only 37.4% indi-
cated they did a good or excellent job providing informa-
tion on the resolution of disagreements between parents 
and the school. When compared to all topics, the largest 
proportion of teachers rated this item as poor (20.4%) or 
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acceptable (36.6%). 
	 Finally, teachers identified which topics they 

wished they had better information to share with 
parents (see Figure 2). Of the twelve options provided 
(of which teachers could choose all that applied), over 
half of teachers expressed they would like better infor-
mation related to how parents can advocate for their 
child (63.4%) and how special education services work 
(54.9%). The options selected by the fewest teachers 
were specific to components of the IEP, including how 
schools notify parents of changes in the IEP (12.0%), 
the people attending the IEP meeting (8.5%), and how 
often IEP meetings occurred (7.0%).

DISCUSSION
Research clearly illustrates the positive relationship 

between parent involvement in school and student suc-
cess. For the parents of students in special education, 
such involvement is dependent on their understanding 
of programs and services, which can be influenced by 
teachers’ partnership and communication. This study 
was one of the first to document teacher perspectives 
of parents’ knowledge of special education and how 
schools provide informational resources about spe-
cial education to parents. Results indicated teachers 
perceived schools to encourage parents to access several 
informational resources specific to special education but 
most frequently, they perceived schools to encourage 
parents to obtain information from special education 
teachers. This aligns with parental preferences for 
receiving information from teachers (Huscroft-D’Angelo 
et al., 2019). In addition to receiving information from 
teachers, results revealed that schools frequently gave 
parents paper resources (i.e., handouts, pamphlets), and 
less often provided parents with web-based resources. 

	 While schools did not frequently encourage 
parents to access special education information through 
websites, as compared to other sources of information, 
web-based resources made up the majority of resources 
teachers identified as helpful to share with parents. It is 
unclear, though, how teachers identify and select these 
web-based resources. It may be the case that teachers 
spend time curating their own list of helpful resources, 
such as the ones reported in this survey, but it is un-
known if teachers share these recommendations more 
broadly with other teachers or school officials. Further-
more, while the literature recommends the provision 
of web-based resources to parents (Applequist, 2009; 
Dardig, 2005), methods for identifying these resourc-
es and assessing quality are not specified. Given the 
quantity of information available on the internet, the 
process of locating and reviewing high quality resources 
is likely time-consuming for teachers. Such efforts may 
end up being duplicated by other teachers in a building 
or district. Furthermore, parents also search for special 
education information on their own (Schultz, 2016), 
and may spend time reviewing the same resources as 
teachers. Efforts to better understand the components 
of high-quality web-based resources specific to special 

education and to disseminate these resources to special 
educators and parents may minimize duplicated efforts 
to locate informational resources while also ensuring 
parents’ access to the high-quality information to which 
they access throughout the special education process. 

In terms of how well schools provide information to 
parents, teachers perceived that schools did a good job 
providing IEP information. This is key, given parents’ 
role on the IEP team and participation in IEP meetings 
(Burke, 2012). However, according to teachers, schools 
were less likely to do an excellent job of providing 
resources specific to parental rights and how to resolve 
disagreements with the school. This difference sug-
gests that schools may use varying methods for sharing 
information on each of these topics. Expansion of the 
methods used to share information relative to the IEP, 
such as portfolios (Gregg et al., 2011) or web- and app-
based systems (Englund, 2009), may assist in providing 
information on other special education topics. However, 
it should be noted that information on parental rights 
and dispute resolution is part of the paperwork schools 
are required to share with families associated with 
special education (e.g., prior written notice, parental 
rights). These complex legal documents may be difficult 
for parents to understand without supplemental explan-
atory information (Pogoloff, 2004). Therefore, teacher 
perceptions may indicate that to do a “excellent job,” 
schools must go beyond simply providing the paperwork 
and IEP team members must make additional efforts 
to explain these topics to parents. Given this, resources 
specific to facilitating partnerships and communication 
may be helpful to IEP team members (Collier et al., 
2015; Whitbred et al., 2007). However, within the time 
constraints of the IEP meeting, team members are al-
ready tasked with providing parents with a tremendous 
amount of information. Therefore, other methods may 
be employed to improve parents’ understanding, such 
as discussions during teacher presentations and group 
meetings with parents (Salend, 2006). Schools may also 
want to explore other innovations that equip parents 
with special education information, like parent-to-parent 
support interventions that connect experienced parents 
with current parents of youth receiving special educa-
tion services (Duppong Hurley et al., 2020; Kutash et 
al., 2011) to complement the efforts of special education 
teachers.

	 Survey results also indicated that teachers 
perceived the need for better informational resources 
on specific topics in special education. Over half of 
teachers reported they would like resources specific to 
advocacy and how special education services work. This 
corresponds to the need for advocacy-specific resources 
identified by parents (Huscroft-D’Angelo et al., 2019) 
but is inconsistent with research documenting teacher 
concern regarding advocacy organizations (Trainor, 
2011). In terms of how special education services work, 
the topic is broad, and it is unclear if teachers believe 
parents need guidance with a general overview or a bet-
ter understanding of specific aspects of special education 
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services, depending on the needs of the family and stage 
in the special education process. Taken together, these 
findings suggest the need for development of additional 
resources and increased accessibility of existing resourc-
es.

Limitations
Though this study reveals new information regard-

ing teacher perceptions of information sharing and 
parent knowledge, there are several limitations. First, 
this study used The Parent Knowledge and Resourc-
es in Special Education – Teacher Version survey to 
gather information from teachers. Therefore, results are 
limited to teachers’ perceptions of parents and did not 
include parent input. This survey also needs psychomet-
ric research to ensure validity and reliability. Further, it 
may be necessary to revise and expand items to include 
other methods of interacting with families, such as 
learning communities (Murray & Mereoiu, 2016) and 
use of portfolios (Gregg et al., 2011). Second, conve-
nience sampling identified participants, so it is possible 
that our sampling approach only reached certain types 
of special education teachers. Replication of this study 
with additional samples is necessary to see if results are 
generalizable to a larger population of special education 
teachers. 

 
Implications for Practice

Given the importance of parent engagement in 
special education (Hill & Tyson, 2009; Jeynes, 2005), 
and the key role teachers play to facilitate partnerships 
and provide informational resources to inform that en-
gagement (Burke, 2012), the findings of this study may 
inform teacher supports and future research. Teachers 
identified a lack of resources to support parent under-
standing of special education and only about a third 
of teachers surveyed provided details regarding the re-
sources they find helpful to share with parents. Teachers 
may benefit from building-, district-, or even state-level 
supports that allow for the identification and sharing of 
high-quality resources with parents. Yet, the literature 
does not identify such supports for resource sharing; 
professional development may help teachers to identify 
and create such resources. Learning communities may 
also promote sharing of resources between teaching 
teams within buildings and school districts. Additional-
ly, both teachers and parents may benefit from learning 
about special education together. Models, such as the 
Teacher-Parent Partnership Model (TPPM; Murray & 
Mereoiu, 2016), provide a platform within a learning 
community for enhanced communication, sharing of re-
sources, and joint training and decision-making. Finally, 
engaging parents in pre-service teacher training, such 
as in the Family as Faculty program, has been effective 
in supporting teachers’ partnership skills and increased 
awareness of parental knowledge of the IEP process 
(Collier et al., 2015; Patterson et al., 2009). 

However, for such professional development and re-
source-sharing efforts to be effective, there is a need for 

additional research specific to the content 
and method of providing information to parents. Future 
research must identify the content of informational 
resources that best supports parent understanding 
of services. Teachers expressed interest in additional 
resources about how special education works; yet, this 
topic is broad. This may reflect a need for parents to 
obtain a general overview of the special education 
process, especially after identification of their child. 
Such resources would need to be both comprehensive 
and easy for parents to understand and the field needs 
additional research to inform the balance between these 
priorities.

Future research will also increase understanding 
of the best way to present parents with information 
about special education. Given that teachers frequently 
identified web-based resources as helpful to parents, yet 
perceived that schools did not frequently provide these 
types of resources, research must examine how web-
based information can help build parents’ knowledge 
of special education. Perhaps schools could share other 
resources in the same manner they share information 
about the IEP, as teachers perceived schools did a good 
job providing this information to parents. Yet, addi-
tional research is necessary to fully understand the way 
in which IEP information is provided to parents, and 
how these methods of information sharing are similar 
to or different from how information on other special 
education topics is provided.

	 Finally, future research should continue to 
explore teacher perspectives on what parents know, and 
have yet to learn, about special education. This includes 
developing a better understanding for the content and 
method for sharing information that supports parents’ 
understanding. Such research should also explore what 
type or amount of special education knowledge parents 
need to fully engage in the special education process.

CONCLUSION
Overall, this study documented teacher perspectives 

on the types of information schools provide to parents 
about special education and methods of information 
sharing. Results detail the ways in which parents may 
build an understanding of special education processes 
and services, as well as teachers’ perspectives of parents’ 
knowledge. Yet, the field needs additional research to 
fully understand this transfer of information and how it 
supports parents’ understanding of special education pro-
cesses and services. Supporting teachers to continue to 
provide high quality and relevant information to parents 
is a promising strategy to improving parental knowledge 
of special education, with the ultimate goal of improving 
services for students throughout the nation.
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Table 1

School Encouragement of Parents to Access Sources of Information About Special Education 
(n = 142)
 

Frequency encouraged
Source of information

Never Sometimes

Most 
of the 
time Always

Conversations
Conversations with teachers 2.8% 21.3% 37.6% 38.3%
Conversations with school administrators 5.2% 50.4% 18.5% 25.9%
Conferences for parents of children receiving 

special education services
30.8% 29.3% 16.5% 23.3%

Conversations with the school secretary or 
office administrator

33.1% 38.5% 14.6% 13.8%

Conversations with other parents at my child’s 
school and in our community

30.0% 36.2% 22.3% 11.5%

Conversations with local parent support agency 
staff

21.4% 48.4% 19.0% 11.1%

In-person trainings or workshops for parents of 
students in special education

30.3% 43.2% 18.9% 7.6%

Websites
School building website 39.6% 34.3% 14.2% 11.9%
School district website 27.6% 44.1% 16.5% 11.8%
Local parent support agency websites 26.2% 47.7% 17.7% 8.5%
Regional or national websites for families of 

students receiving special education services
19.8% 50.4% 22.9% 6.9%

State Department of Education website 24.4% 52.0% 17.9% 5.7%
Handouts

Paper handouts provided by the school 11.0% 47.1% 25.0% 16.9%
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Table 2

How Well Schools Provided Information to Parents on Special Education Topics 
(n = 142)

                   How well information was provided

Topic Poor Acceptable Good Excellent
I don’t 
know

Rights
Legal rights of the parent 12.0% 31.0% 33.8% 20.4% 2.8%
Legal rights of the child 14.1% 31.0% 30.3% 20.4% 4.2%
Classroom placement options 18.4% 29.1% 33.3% 15.6% 3.5%
How any disagreements parents 

have with the school will be 
resolved

20.4% 36.6% 27.5% 9.9% 5.6%

IEPs
How often IEP meetings will 

occur
3.5% 20.4% 28.2% 45.1% 2.8%

IEPs 2.8% 26.1% 33.8% 35.2% 2.1%
The people who can and will 

attend the IEP meeting
12.0% 22.5% 31.0% 30.3% 4.2%

How parents will be notified 
about any changes in their 
child’s education or IEP

9.9% 24.6% 33.1% 28.9% 3.5%

How their child would be 
evaluated to see if they qualify 
for services

7.0% 25.4% 37.3% 26.8% 3.5%

How their child’s progress will 
be tracked and recorded

15.5% 31.7% 34.5% 16.9% 1.4%

How special education services 
work

18.3% 29.6% 33.8% 16.2% 2.1%

An explanation of the different 
disability categories

20.4% 25.4% 35.9% 14.1% 4.2%

Communication
How parents can best 

communicate with the school
8.5% 23.2% 31.7% 35.9% 0.7%

How parents can advocate for 
their child

16.9% 30.3% 29.6% 18.3% 4.9%
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Figure 1

 Questions Parents Most Frequently Ask Teachers, by Topic
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Figure 2

Topics on which Teachers Want Better Informational Resources to Provide Parents
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