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Over the last decade the idea of inclusion of students with disabilities and special educational needs (SEN) in general schools has become increasingly the focus of national and international policies. Inclusive education has also made enormous progress in Greece recently. The purpose of this study was to examine the attitudes of Physical Educators toward the inclusion of students with disabilities and SEN in general Physical Education (PE) classes and to compare them with those teachers who taught the course of Olympic/Paralympic Education (O/PE) as well as examine gender differences. Four hundred and ten PE teachers (200 male and 210 female) of an average age of 33.58 years from different prefectures of Greece completed a modified version of the questionnaire Attitudes toward Teaching Individuals with Physical Disabilities in Physical Education (ATIPDPE) of Kudlacek et al (2002). Two-way ANOVA was used to analyze the data. The results revealed positive attitudes of all teachers toward teaching students with disabilities and SEN in PE classes; however, there were no significant differences between those who taught different type of PE courses as well as between males and females. It is strongly suggested an ongoing assessment should examine the changes in education of students with disabilities and SEN and their inclusion in the general schools and how 

Worldwide the idea of inclusion has become the most important topic in the fields of Special Education and Adapted Physical Activity. Inclusion is defined as the education of all children with disabilities (mild to severe) in regular education even if special recourses are needed to make it effective (Block & Vogler, 1994). According to Sherrill (2004), exceptions to this practice may be the population with severe to profound retardation and/or multiple disabilities that make success in the regular classroom very difficult or impossible. 

Freeman and Alkin (2000) underline the negative social and academic cost of segregate special education and pinpoint the benefits of inclusion of students with disabilities and SEN in general education. Inclusion in general schools has many benefits both for students with and without disabilities. For example, Mrug and Wallander (2002) point that students with disabilities and SEN have the same possibilities and opportunities to participate as non-disabled counterparts in school and social events. Students without disabilities: learn to approach children with different characteristics (Romer & Haring, 1994), develop empathy and acceptance of individual children’s differences (Lieber, Capell, Sandal, Wolfberg, Horn & Bechman, 1998), become more aware and more responsive to other children’s needs (Peck, Carlson & Helmstetter, 1992), and learn more about persons with a disability (Horvat,1990). Finally, the inclusive education gives the opportunity for the development of positive attitudes of students without disabilities toward peers with disabilities and SEN (Hall, 1994; Mrug & Wallander, 2002; Salisbury, Callucci, Palombaro & Peck, 1995).
The education related to students with disabilities and SEN within the general school system has made important progress in Greece during the past years. The passage of the new PL.3699/2008 (Greek Government Gazette, 2008) mandating school inclusion of all children in regular classes with the offer of support services from a teacher of adapted education, who is guided by scientists working at Diagnosis and Support Centers, or in special organized and properly staffed inclusion classes in general schools. Only if the attendance is difficult or impossible due to the student’s type of disability, then the special education classes would be consider as an appropriate placement for the students with disabilities. Through the new law, it is obvious that the general intention of the Ministry educational policy is the effort to make a school, which is going to be responded to individual learning interests of all students. 
Another factor that has possibly affected the inclusion process in Greece is the organization of Paralympic Games of 2004 in Athens, which is a major athletic, but also educational event.  The success of Paralympic Games and the enormous sensation which is obvious from the millions of spectators that watch them the last years, created the need for planning programs for Paralympic Education.

On the occasion of the organization of the Paralympic Games in Athens, a Paralympic Education kit was developed, entitled The Paralympic Games from 1960 to 2004, which may be used by PE teachers to plan their lesson, including students with SEN and disabilities (Evaggelinou, 2002). The major aim of this kit was to create awareness, change attitudes towards people with disability, inspire pupils with the passion and the determination of the athletes participating in Paralympic Games and educate towards a better society. The Paralympic Educational Material (PEM) consists of six units about history of Paralympic Games, their organization, Greek athletes and includes a book, cards with sport activities and games and a video tape entitled Paralympic Games about the Paralympic Sports, their rules and their athletes, aiming to teach the right to equal participation. This educational material was implemented through the OΕ/PE course as well as other materials that had given to OΕ/PE teachers. The impact of this Olympic /Paralympic Education program had on students attitudes toward inclusion of students with SEN was studied in Greece by Christopoulou (2004) and Kippers & Bouramas (2003). Results of these studies revealed positive attitudes of non-disabled students after the intervention. Panagiotou et al. (2008) found the same results studying the impact of another educational program (Paralympic School Day), but reported that this might have happened due to the implementation of the PEM in Greek primary schools. 

A third step that reflects the progress of education for students with disabilities and SEN in Greece could be the integration, within the school curriculum, of a course entitled Olympic and Paralympic Education. Its purpose was to teach students the Olympic and the Paralympic values such as the respect and acceptance for individual differences, respect for the athletic achievements of athletes with a disability and the right of persons with a disability to participate in sports. The Greek Ministry of Education decided to add this course within the school curriculum in addition to regular physical education course. The program was applied in 7,400 Primary and High schools all over the country, 1000 in Cyprus and 2000 schools in other parts of the world, involving thousands boys and girls who study in Greece and abroad. In order to this gigantic program to be implemented, more than two thousand PE teachers were hired to teach in elementary and secondary pupils. 

The aforementioned steps seem to be positive for the education of students with disabilities and SEN and feature the contemporary educational system of Greece. Thus, it is important to study all the factors that lead to successful inclusion of students with disabilities and SEN in general schools, as the PE teachers’ attitudes.

PE teachers are invited to be prepared for the inclusion of students with disabilities and SEN in their classes. Many factors affect the success of inclusive classes, like academic preparation for the physical education teachers, support services to the students with disabilities and support for physical educators (Block, & Malloy, 1998; Kallyvas, & Reid, 2003; McGregor & Vogelsberg, 1998; Morley, Bailey, Tan, & Cooke, 2005; Sherrill, 2004). One of the most important factors contributing in successful inclusion is the attitude of physical educators toward teaching students with disabilities and SEN, as it is believed to play a significant role in explaining physical educators’ actions toward teaching students with disabilities in regular classes (Folsom-Meek & Rizzo, 2002). Physical educators’ attitudes affect all the perspectives of inclusion of students with disabilities and SEN in regular PE class (Sherrill, 2004, p. 225).

Tripp and Sherrill (1991) recommend using the attitude definition of Allport (1935, p.805), who describes attitude as a mental and neural state of readiness, organized through experience exerting a directive or dynamic influence upon the individuals response to all objects and situations with which it is related» and adds that “attitude is not behavior, but the precondition of it.

According to Sherrill (2004), attitude is the key to changing behaviors toward people who are different. Attitudes indicate one’s fitness or predisposition to either approach or avoid something. Approaching or avoiding behaviors, in turn, evoke new attitudes about self and environment. The attitude-behavior relationship can be conceptualized as a continuous circle with change occurring in both directions. Attitudes can be defined as a person’s degree of favorableness or unfavorableness with respect to a psychological object or evaluation of an object, concept, or behavior along a dimension of favor or disfavor, good or bad, like or dislike. Positive attitudes can greatly influence a positive approach toward sharing space and activities of children with and without disabilities (Slininger, Sherrill & Jankowski, 2000; Sherrill, 2004), as well as positive approach of teachers to teach students with disabilities and SEN (Jansma & French, 1994). 

In the literature, several variables have been assessed in conjunction with the study of physical educator responses to attitude scales. Physical educators’ attitudes are more likely to be positive for those teachers who have more academic preparation (Folsom-Meek & Rizzo, 2002; Kowalski & Rizzo, 1996; Block & Rizzo, 1995; Rizzo & Kirkendall, 1995), more experience in teaching students with disabilities and SEN (Block & Rizzo, 1995; Kozub & Poretta, 1998; Schmidt-Gotz et al, 1994) and higher perceived competence in teaching students with disabilities and SEN (Block & Rizzo, 1995; Kowalski & Rizzo, 1996; Rizzo & Kirkendall, 1995; Schmidt-Gotz et al, 1994). The gender and the age are also variables that influence the attitude of physical educators. Some researchers found that women have more favorable attitudes (Downs & Williams, 1994; Hutzler, Zach, & Gafni, 2005; Papadopoulou, Kokaridas, Papanikolaou, & Patsiaouras, 2004), but others found no significant gender differences (Hodge et al, 2002; Rizzo & Vispoel, 1991). DePauw and Goc Karp (1990) found that older physical educators have less positive attitudes than younger counterparts, but other studies revealed no relationship between attitudes and age of physical educators (Rizzo & Vispoel, 1991; Rizzo & Wright, 1988).

Studies about attitudes of PE teachers in Greece toward inclusion of students with disabilities in general PE classes started recently. According to Vaporidi et al (2005) the physical educators’ contribution toward inclusion of students with disabilities and SEN in general classes is related to the level of knowledge that PE teachers believe they have for disabilities condition. However, in this study the encouraging fact is that the participants showed willingness to broaden their knowledge about the education of people with disabilities. Papadopoulou et al study (2004) is in agreement with the previous but also revealed the doubt of PE teachers’ that inclusion could be workable, due to the lack of appropriate support services.  An opposite finding of Kontou et al study (1999) revealed the positive attitudes of undergraduate students of PE toward inclusion. For female students the important factor that influences their attitudes was the perceived competence and for male students was the previous experience. All these findings give a first view of Greek PE teachers’ attitudes. Rapid changes of attitudes because of several educational settings, like O/PE course in schools, and sport events, make necessary the further study of attitudes and the factors that could affect them. 

The purpose of this study was to examine the attitudes of Greek PE teachers toward the inclusion of students with disabilities and SEN in PE classes and to find out whether the two genders differ in their attitudes. Another objective of the study was to compare the attitudes between the teachers who teach only PE and those who teach only O/PE.

Method

Participants

The sample was comprised by 410 physical educators (200 males, 210 females) from seven different prefectures of Greece. The mean age of the participants was 33.58 years (SD=5.91) ranging from 23 to 55 years old. Two hundred eleven (211) teachers of the sample were teaching only the PE course and a hundred ninety-nine (199) were teaching only the O/PE course.  

The participants were found in their schools or in several sport conferences organized in the prefecture, where belongs their school. The prefectures were randomly selected. Face-to-face distribution was preferred, as this provided the opportunity to explain the aim of the study.

Measures
Two self-report questionnaires were used to assess physical educators’ (a) demographic characteristics, and (b) attitudes toward teaching students with disabilities and SEN in general PE. The first questionnaire was developed by the researchers of the present study and the second was direct translation in Greek language from the original questionnaire, which is being described below.

The demographic questionnaire concluded twelve questions concerning the demographic information about these teachers (i.e age, gender), the course that they were teaching, their educational background in Adapted Physical Education (APE) and their perception about their competence in teaching students with disabilities and SEN.  

A modified Greek version of the questionnaire Attitudes toward Teaching Individuals with Physical Disabilities in Physical Education (ΑTIPDPE) (Kudlacek et al, 2002) was used to assess PE teachers’ attitudes toward the inclusion of children with disabilities and SEN in general PE. The modified ATIPDPE is comprised by ten statements and the answers were responded on a 7-point Likert-type scale, anchored by extremely likely outcome (7 points) and extremely unlikely outcome (1 point) for each item. The original ATIPDPE was accompanied by a second 7-point scale for the evaluation of outcomes, apart from likelihood. The ten statements evaluate two components: a) positive outcomes for students [e.g. Inclusion will have a positive effect on the development of personalities of students with physical disabilities (e.g. self esteem, feeling of belonging, etc.)] and b) negative outcomes for teachers and students (e.g. Including students with physical disabilities in my PE class will make teaching physical education more difficult). Content validity evidence was established by three experts and for the reliability, Cronbach’s (1951) co-efficient alpha was used in order to determine the internal consistency, which was .887 for the first component, .842 for the second component and .864 for the total of ten questions.  

Procedure 

 The researchers gave verbal instructions prior to the completion of the questionnaire and they were present during the whole process to provide any additional information required by the teachers. No difficulties emerged in item understanding. The procedure lasted for about 15 to 20 minutes. 

Data Analysis

SPSS 16.0 was used in treatment of the data. Two-way analysis of variance (one – way ANOVA) was used twice in order to compare physical educators’ attitudes between the two genders and between the teachers who teach only PE and those who teach only O/PE. The level of statistical significance was set at p<.05. Descriptive statistics were also used for the description of the sample.

Results

Description of the sample
The results of this study indicate that 66.8% of all the physical educators had academic preparation and 49.8% had attended Adapted Physical Activity (APA) seminars. The 39.5% had professional experience with students with disabilities and they consider that this experience was very good (46.9%) or it was satisfactory (29.7%). The PE teachers that had excellent experience in teaching students with disabilities and SEN were more (20%) than the teachers of O/PE (10%). 36.4% of the teachers believe that they didn’t have good academic preparation and 34.9 believe that is satisfactory. 32.6% claimed that their competence in teaching students with disabilities and SEN isn’t good and 33% that is satisfactory. 

Relationship between variables
The attitudes of all physical educators were positive toward inclusion of children with disabilities and SEN in regular PE classes (table 1).

Table 1. 

Attitudes toward inclusion

                                          

                   Min                    Max                    Mean                    SD

       Attitudes                     

                 22.00                70.00                   51.69                   10.36

Positive outcomes for students               
    6.00                  42.00                   35.01                    6.62

Negative outcomes for teachers & students       4.00                  28.00                   16.68                    5.81

 

Based on total mean scores (table 2) and ANOVA analysis (table 3), there were no significant differences in gender (p>.05). Also, there was not any statistically significant difference between PE teachers and O/PE teachers (p>.05).

Table 2.

Means of attitudes toward inclusion (gender and course)

   
Course                              Gender               Ν                       Mean                   SD

    
Olympic Education            Male
           85
        48.88                  6.63

                                              
Female            114                     50.89                  7.43

                                               
Total               199                      50.03                 7.15

Physical Education            Male
         115
       50.45                  6.96

                                              
Female              96                     50.84                 6.35

                                               
Total                211                    50.63                 6.68


Total                                  Male
          200
        49.79                 6.85

                                              
Female             210                    50.87                 6.94

                                              
Total                410                    50.34                  6.91


Table 3.

Differences between gender and course

                Factors                                                F                                         p
                Gender                                            2.21                                      .377

                Course                                             .898                                      .517

               Interaction                                       1.38                                       .241 


There was no significant difference, neither regarding the gender, nor between PE teachers and O/PE teachers for each component separately according to two-way ANOVA (table 4, 5, 6 & 7). This means that all participants had the same attitude about positive outcomes for students and about negative outcomes for teachers and students. According to the means in table 5, females and PE teachers tend to have more favorable attitude about positive outcomes for students.  According to the means in table 7, females and O/PE teachers tend to be more positive about the negative outcomes for teachers and students.

Table 4.

Attitude-positive outcomes for students (difference between gender and course)

             Factors                                             F                                          p

             Gender                                         .043                                      .870

             Course                                          .781                                     .539

           Interaction                                     3.462                                    .064 

Table 5.

Means of attitudes toward inclusion (gender and course)-positive outcomes for students

   Course                              Gender               Ν                       Mean                   SD

    Olympic Education            Male
              85
             35.01                  6.67

                                              Female            114                       34.04                  7.73

                                               Total              199                        34.46                 7.29

Physical Education                Male
            115
            34.87                  6.34

                                              Female              96                       36.34                  5.20

                                               Total               211                       35.54                 5.88

Total                                     Male
             200
            34.93                6.46

                                              Female             210                      35.10                6.78

                                              Total                410                       35.01                6.62


Table 6.

Attitude-negative outcomes for teachers & students (difference between gender and course)

               
               Factors                                       F                                          p

               Gender                                     .217                                     .722

                Course                                    .024                                     .902

             Interaction                             12.676                                     .000 


Table 7.

Means of attitudes toward inclusion (gender and course)-negative outcomes for teachers &

students

   Course                              Gender               Ν                       Mean                   SD

    Olympic Education            Male
              85
             13.87                  6.22

                                              Female            114                        16.84                  5.43

                                               Total              199                      15.57                 5.95

Physical Education                Male
             115
            15.58                  6.02

                                              Female              96                       14.50                  5.21

                                               Total               211                    15.09                 5.67

Total                                     Male
             200
            14.86                  6.15

                                              Female             210                      15.77                 5.44

                                              Total                410                    15.32                  5.81


According to two-way ANOVA (table 6) and the mean scores (table 7) for each item separately, there were no significant differences (p>.05) in gender and between PE teachers and O/PE teachers for each question separately. However, there were significant interactions in questions four F(1,408)= 10.089 and p<.05 ,seven F(1, 408)= 11.798 and p<.05,eight F(1, 408)=9.705 and p<.05 and ten F(1, 408)=7.192 and p<.05.  Descriptive statistics revealed that regarding questions four, seven and ten, women who were teaching PE were more positive than men who were teaching PE and women who were teaching O/PE. Men who were teaching O/PE had more positive attitudes than those who were teaching PE. Concerning question eight, men who were teaching O/PE were more positive than those who were teaching PE and the women with O/PE course. Women who were teaching PE had more positive attitudes than those who were teaching O/PE.

Table 8.

Two-way ANOVA

	
	GENDER
	COURSE
	INTRACTION

	ITEMS
	F
	Sig.
	F
	Sig.
	F
	Sig.

	1. Including students with physical disabilities in my PE class will help students without disabilities to learn to interact with persons with physical disabilities.
	6.184
	.243
	7.438
	.224
	.416
	.519

	2. Including students with physical disabilities in my PE class will make teaching physical education more difficult.
	.239
	.710
	.226
	.718
	3.820
	.051

	3. Including students with physical disabilities in my PE class will encourage students without to help others.
	.212
	.725
	1.032
	.495
	1.942
	.164

	4. Including students with physical disabilities in my PE class will make lesson planning and preparation much more difficult.
	.602
	.580
	.037
	.879
	10.089
	.002

	5. Including students with physical disabilities in my PE class will teach students greater tolerance.
	.295
	.683
	.000
	.998
	2.170
	.141

	6. Inclusion will have a positive effect on the development of personalities of students with physical disabilities (e.g. self esteem, feeling of belonging, etc.).
	.264
	.698
	1.459
	.440
	3.855
	.050

	7. Students with physical disabilities will experience discrimination in my regular physical education classes.
	.071
	.834
	.039
	.875
	11.798
	.001

	8. Students with physical disabilities will slow down instruction and progress in my PE class.
	.132
	.778
	.018
	.914
	9.705
	.002

	9. Inclusion will cause my students to have better knowledge about persons with disabilities.
	.075
	.830
	1.417
	.445
	.625
	.429

	10. Including students with physical disabilities in my PE class will teach students cooperation.
	.019
	.912
	.244
	.708
	7.192
	.008


Table 9.

Mean scores for each item of the questionnaire

	
	GENDER
	COURSE

	ITEMS
	MALE
	FEMALE
	PHYSICAL EDUCATION
	OLYMPIC/

PARALYMPIC EDUCATION

	
	Mean
	SD
	Mean
	SD
	Mean
	SD
	Mean
	SD

	1. Including students with physical disabilities in my PE class will help students without disabilities to learn to interact with persons with physical disabilities.
	5.50      1.50
	5.70          1.27
	5.71          1.32
	5.49                1.46

	2. Including students with physical disabilities in my PE class will make teaching physical education more difficult.
	4.49      1.89
	4.31          1.63
	4.49          1.73
	4.30                1.80

	3. Including students with physical disabilities in my PE class will encourage students without to help others.
	5.79      1.43
	5.86          1.36
	5.92          1.22
	5.73                1.55

	4. Including students with physical disabilities in my PE class will make lesson planning and preparation much more difficult.
	4.33      1.82 
	3.09          1.64
	4.19          1.69
	4.03                1.80

	5. Including students with physical disabilities in my PE class will teach students greater tolerance.
	5.66      1.44
	5.78          1.31
	5.72          1.34
	5.72                1.41

	6. Inclusion will have a positive effect on the development of personalities of students with physical disabilities (e.g. self esteem, feeling of belonging, etc.).
	5.94      1.41
	5.76          1.53
	6.03          1.28
	5.66                1.64

	7. Students with physical disabilities will experience discrimination in my regular physical education classes.
	3.99      1.92
	3.83          1.68
	3.99          1.67
	3.83                1.93

	8. Students with physical disabilities will slow down instruction and progress in my PE class.
	4.35      1.74
	4.18          1.74
	4.24          1.75
	4.28                1.73

	9. Inclusion will cause my students to have better knowledge about persons with disabilities.
	6.04      1.30
	6.05         1.36
	6.10          1.17
	5.98                1.48

	10. Including students with physical disabilities in my PE class will teach students cooperation.
	6.00      1.29
	5.95         1.33
	6.07          1.19
	5.88                 1.42


Discussion

The purpose of the study was to examine the attitudes of Greek PE teachers and O/PE teachers toward the inclusion of students with disabilities and SEN in PE classes. The results of this study showed positive attitudes of physical educators toward inclusion of children with disabilities and SEN in PE classes. However, they might have doubts about inclusion, because either PE teachers or O/PE teachers had positive attitudes but not as positive as they could.

These results can be explained partially due to several changes that recently occur within the Greek Education system. For example, the passage of the PL.3699/2008 which mandates school inclusion of children with disabilities and SEN in regular classes could be a change that affected PE and O/PE teachers’ attitudes. Some of the teachers who participated in this study had experience in teaching students with disabilities and SEN. The O/PE course is possibly another factor that gave information about inclusion and promoting the Olympic and Paralympic values made the PE teachers more positive toward inclusion of children with disabilities and SEN into regular PE classes. A third factor that might have an effect on attitudes is the attention of APA courses and seminars by many PE teachers. According to the international literature attitudes are more likely to be positive for those teachers who have academic preparation (Folsom-Meek & Rizzo, 2002; Kowalski & Rizzo, 1996). Finally, the organization of Athens Paralympic Games 2004 might have influenced the attitudes of the teachers, who attended the Games in stadiums or watched them from in television. Schantz and Gilbert (2001) reported that television can affect the attitudes toward athletes with disabilities. It must be noted that other studies (Schmidt-Gotz et al, 1994; Jarvis & French, 1990) also found favorable attitudes, especially when there was adequate academic preparation of physical educators (Papadopoulou 2004). Ammah and Hodge (2005) found positive attitudes, but they report that the physical educators mentioned practical barriers to inclusion, like the number of students in the class, which may cause troubles. In Greece, the study of Vaporidi et al (2005) showed positive attitudes of PE teachers toward inclusion of children with disabilities and SEN in regular PE classes just as the study of Kontou et al (1999), which showed positive attitudes of PE students. 

The results of the present study are not consistent with the results of Papadopoulou et al (2004), which revealed negative attitudes. The fact that attitudes in present study are positive is encouraging because, comparing those results with this study’s it is obvious that during these years there was a positive progress in attitudes of physical educators toward inclusive PE classes.

A secondary purpose of this study was the research of gender’s influence in attitudes. The finding that there were no significant gender differences is consistent with some studies (Hodge et al, 2002; Kontou, et al, 1999; Rizzo & Wright, 1988), but it isn’t with others (Meegan & McPhail, 2006; Hutzler et al, 2005; Downs & Williams, 1994), which found women’s attitudes more positive and explain this because of societal expectations of women as caregivers. Schmidt-Gotz et al (1994) reported that there was a tendency in female respondents to show a more positive attitude, but not significant differences. However, the results of two Greek studies (Vaporidi et al, 2005; Papadopoulou et al, 2004), revealed that female physical educators are more positive to include children with disabilities and SEN in their class than men. Therefore, Hannah and Pliner (1983) reported that it appears premature to associate more positive beliefs of women and place children with disabilities and SEN with female teachers than with males.

In addition, another objective of the present study was to compare the attitudes between PE and OE/PE teachers. The results didn’t reveal any differences. This is explained because the PE teachers had taken courses in adapted PE and they had been in seminars in a larger percentage than their olympic/paralympic colleagues. This result doesn’t mean that the last didn’t influenced by the course they taught, but the physical educators changed their attitudes to more positive toward inclusion of children with disabilities and SEN in regular PE classes. Another factor that might affect PE teachers’ attitude is that they believe that they had better experience than the teachers of O/PE and we mentioned above, teachers with experience in teaching students with disabilities and SEN have more favorable attitudes.

Conclusion

Inclusion of children with disabilities and SEN in regular PE classes represents the most important goal of Adapted Physical Activity, because this will lead children with disabilities and SEN into a more active way of life, which is going to affect not only their health, but also the development of their personalities. A successful inclusion needs preparation from teachers, support services for teachers and students, but also the positive attitudes of physical educators is a fundamental factor for successful inclusive PE classes. 

Therefore, studies about attitudes of PE teachers toward inclusion of children with disabilities are important their findings should be addressed by the physical educators, the PE universities, even and the ministries that develop the PE policies. Better academic preparation should be developed to give students the skills to teach to children with disabilities in inclusive classes. In-service teachers’ courses and seminars should be provided for the same reason and also affect their attitudes to more positive. These courses have to include theoretical and practical knowledge. Finally, the ministry must develop a curriculum for PE teachers about how to teach children with disabilities and SEN in inclusive PE class, so physical educators feel more capable and adequately supported. More studies about attitudes and inclusion are suggested, so we can watch the ongoing participation of children with disabilities and SEN in PE classes in regular schools.
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This study explores the effects of traditional beliefs, Confucian ideology, Chinese government policy and western influences on China’s inclusion of people with a disability in the Chinese community in the 21st century. Using visual ethnography and an auto-ethnographic approach, the study examines data obtained over a period of five years to analyse the impact of recent initiatives of the Chinese government in disability policy and planning on attitudes towards people with a disability and the accommodation of people with a disability within the community. Findings from the study suggest that a series of positive legislative and administrative policies that guarantee equal rights for people with disabilities in China have had some positive outcomes, and that social attitudes towards the disabled are gradually changing, mainly as a result of the active advocacy of the disability community. However, despite these initiatives and changes in attitude, there is little evidence of the impact of Chinese disability policy on the built environment in China outside the major cities, and the disabled are still largely invisible in public spaces.

Introduction

In the People’s Republic of China, people with a disability represent 6.34% of a total population of just over 1.3 billion. Those with disabilities are supported predominantly by their families, many of whom earn as little as $330 US dollars a year (Zhang, 2009). A lack of government financial support and the reliance on each family member to contribute to the income of the family unit means that those families with a disabled member are severely disadvantaged. 

According to a national disability survey conducted in 2006, there are approximately 83 million people with disabilities in China, which accounts for 6.34 % of the total population. The following table shows the profile of the disabled population in China. 

Table 1.

Disability profile in China, 2006

	DISABILITY PROFILE IN CHINA, 2006

	Total number with a disability
	82.96 million

	As a percentage of population
	6.34%

	Males as  % of the disabled population
	51.55% = 42.77 million

	Females as a % of the disabled population
	48.45% = 40.19 million

	Disabled as a % of urban population
	24.96% = 20.71 million

	Disabled as a % of rural population
	75.04% = 62.25 million

	Age breakdown of the disabled population


	0 – 14 yrs = 4.66% = 3.87 million

15 – 59 yrs = 42.10% = 34.93 million

> 60 = 53.24% = 44.16 million


Source: Second National Sampling Survey on Disability, China Statistical Yearbook, 2008, (as cited in Facts on People with Disabilities in China, International Labour Organisation, 2008, p.1-5).
These statistics have broader implications, particularly in contexts where there is inadequate support for

both the disabled and the care givers of the disabled, and in rural areas, where family incomes are likely to be lower than those of families living in urban locations. As (Xijin, Yusi, 2008, p. 1) observes The status of disabled people is connected with the happiness of nearly one-fifth of China's families and their 200 million relatives. 

According to Chinese Government data, of the 30 million people living in poverty, 80% are disabled. Many of these live in rural areas. The additional burden of having a family member with a disability for those living in rural areas is indicated by a comparison of the per capita income. In 2007 the average per capita income was 13785 yuan (approximately $US 2,300) for those living in urban locations, and 4140 yuan (approximately $US 700) for those living in rural locations (China Daily, 2008. para. 2).

Table 2

Employment/Income 2005-6

	EMPLOYMENT/INCOME – 2005-6

	Disabled population distribution
	URBAN 24.96% = 20.17 million 

RURAL 75.04% = 62.25 million

	Total disabled population employed 
	21.29 million 

urban employment = 4.33 million, 

rural employment = 16.96 million 

	Per capita income for families with a disabled family member
	URBAN = 4864 yuan     

RURAL = 2260 yuan 

· For 12.95% of rural households with disabled member, income was below 683 yuan

· For 7.96% of rural households with disabled member, income was between 684 yuan and 944 yuan

	Disabled living in poverty
	Of the 30 million Chinese living in poverty.

80% are disabled. 


Source: Second National Sampling Survey on Disability, China Statistical Yearbook, 2008, (as cited in Facts on People with Disabilities in China, International Labour Organisation, 2008, p.1-5).

As Jia and Zhao (2008, p.3) observe:

At present, there are still more than 10 million rural disabled persons without adequate food and clothing, and more than 20 million urban disabled persons with income below the minimum standard of living…and there is a big gap between their living conditions and the average level of social living conditions.

Wang (4 June, 2008, ABC radio) makes a similar point: 

But with a yawning gap between rich and poor, more social problems have emerged. For example, rural regions have problems in terms of standard of living and life patterns. In northwest and western regions, basic needs such as running water and accessible transportation are still very much a problem, .so in terms of life in China, there is China A and China B. 

Increased global participation, the influence of Western approaches to disability support, and recent natural disasters have provided incentives for the Chinese government to focus on the welfare of the disabled in China and to develop strategies and policies to improve their quality of life. However, as the tables above demonstrate, families with a disabled member are generally not among the rich and not among those living in urban areas. They are therefore impacted by multiple disadvantages: geographical isolation; lack of adequate infrastructure; lack support and services for the disabled; and lower incomes than those in urban areas. The comment by Chiang and Hadadian (2010, p.113) that giving birth to a child with disabilities in China can be overwhelming; raising a child with disabilities would be devastating is likely to be an understatement, especially for those living in rural areas.

Historical Context

To understand the position of disability in Chinese society in the 21st century it is important to understand China’s development as a nation and the impact of Confucian ideology in shaping the attitude towards people with a disability. Confucian ideology stresses the need for tolerance and harmony (Gabrenya & Hwang, 1996; Rosemont, 2000) and the social responsibility of the community in caring for those who need support, including the disabled (Chiang & Hadadian, 2010). However, in Confucian ideology all people although all people were to be treated respect and kindness, there was also recognition of social hierarchy, in which those with disabilities were regarded as having the lowest status. As Yang (2001, p.7) points out: 

The negative impact of the Confucius culture is obvious, which made people with disability almost invisible in Chinese society. 

According to United Nations Children’s Fund (UNICEF, 2003) in some instances children are locked in the house because parents, particularly in rural areas, are ashamed of the child's disability. Whether this is true was difficult to determine, but certainly there were not many disabled children to be seen in public in the cities or rural areas that we visited in the course of this study.

Traditional Chinese culture focuses on the cause of disability and as there was an assumed link between disability and previous wrongdoing, having a person with a disability was believed to bring shame and guilt to the family (Chiang & Hadadian, 2010). While older-generation Chinese still maintain some traditional beliefs and practices, Western influences are having an impact on the way in which disability is viewed by the Chinese, particularly among the younger generation. 

This study is an analysis of the visible impact of current Chinese government disability policies on day-to-day practices of, and attitudes toward, people with a disability in rural China. It explores the ways in which changes in legislative and administrative disability policies have had an impact on the built environment in China and are gradually changing social attitudes towards children and adults with disabilities, providing them with increased access to education and employment opportunities.

Method

We used an auto-ethnographic approach (Campbell, 2009; Ellis, 2004; McIlveen, 2008) to explore this topic as this enabled us to understand personal experiences within the Chinese socio-cultural context and to interpret relevant literature research through the lived experiences within these contexts. It was important that information gathered was as true to the context as possible and we therefore relied on experiencing our perceived reality. In order to avoid the hegemony of the text, particularly in relation to the impact of the built environment on the (in) visibility of people with a disability in China, this approach was supplemented by visual ethnography (OReilly, 2009), in which we took photos of typical locations in China accessible to the general public, such as streets, railway stations, public buildings, markets, shops and schools. These photos were analyzed to identify the ways in which the built environment was indicative of the extent to which Chinese Government policies were embedded in fundamental levels of local planning to create a built environment user-friendly for people with a disability, and to determine the public visibility of the disabled.

The research data was obtained over a five-year period, and included a personal journey through China by one of the researchers, a teacher of the disabled in an Australian secondary college, specifically to engage the public in discussing disability issues in contemporary. She lived short term within the Chinese community, engaging people in conversations about disability. These conversations were informal and formed part of the conversation a tourist might have with the tour guide when wanting to understand more about a country. Such conversations were easily constructed as the topic could be approached from a naive understanding of Chinese life. It also provided an opportunity of personally observing the specific environment and assessing how government policies are translated into real accessibility for the disabled within the community

To obtain more detailed information, a formal interview with a Chinese university lecturer – a sole parent – and her daughter with a disability was arranged through professional colleagues in China. Both mother and daughter gave informed consent to use their real names in any publication, as one of their aims is to increase awareness of the challenges facing Chinese families with a disabled member; to make the invisible visible. This interview provided the perspective of a highly educated woman, who had traveled overseas and, through her professional position and personal experience, was familiar with disability research. As such, her perspectives are not representative of the care givers of people with a disability in China as a whole, but are an example of what can and is being done by care givers and the disabled themselves to change attitudes towards the disabled through organizations such as the China Disabled Persons’ Federation (CDPF). 

An analysis of Chinese government reports, recent disability research, news reports relevant to disability policy and practice in China and articles regarding global events impacting on China’s disability policy and planning provided the official and critical context for the ethnographic data. 

Findings

An analysis of the data indicated that since the 1980s there have been a series of positive legislative and administrative policies guaranteeing equal rights for people with disabilities. Social attitudes towards the disabled in China are gradually changing, mainly as a result of the active advocacy of the disability community. The disabled in China have also become more visible through events such as the 2008 Beijing Paralympics, the earthquakes in Sichuan Province in the same year, the National Day of Assisting Disabled Persons organized by the State Council Coordination Committee on Disability (CCCD) and the work of organizations such as the CDPF. Despite these changes in Government policy, media visibility and public attitude toward the disabled, they are still largely invisible in public spaces in China and the built environment in China provides little evidence that changes in Government disability policy have made public spaces more accessible to the disabled. 

Changes in legislative and administrative policies and the built environment.
The turning point for political support of people with a disability came about with the founding of the People’s Republic of China in 1980’s. There were a small number of welfare institutions, often funded by missionaries, spanning the earlier times in China (Pang & Richey, 2005), but these were not government supported and often failed due to lack of financial support. In the early 20th century the Chinese Government established special schools for the disabled, but by 1948 there were only 48 special schools. These were exclusively for the visual and hearing impaired, and most were funded by religious or charitable organizations (Chiang & Hadadian, 2010). 

With the changing political environment came the establishment of two significant bodies with direct responsibility for the support of the disabled, one a government body and the other a non-government organization. The former was the State Council Coordination Committee on Disability (SCCCD), the national coordinating body for disability policy within the Government was established in the 1980s (Li, 2008; Zhang, 2009). The SCCD has responsibility for the development, implementation and monitoring of policy that will protect the rights of those with a disability. Its membership includes key people from numerous other key government departments such as education, social services and health. The SCCCD has the capacity to shape the way people with a disability are received, resourced and recognized within China. 
The second was the China Disabled Persons' Federation (CDPF), established in 1988. This was the first national, non-government body, responsible for managing the rights and welfare of people with a disability. The CDPF had an advocacy role and represented and supported people with a disability at all levels of policy-making and community inclusion. The CDPF consisted of the local disabled associations and is still the biggest social organization working for and representing people with a disability in China. In conjunction with non-government organizations, especially the United Nations Development Program, the CDPF seeks to improve general living conditions and the overall social status of people with disabilities. The impetus the establishment of these two bodies generated supported the growth of other groups, many being disability or focus-specific. As a result of these activities: 
…general social attitudes regarding disability have undergone a gradual but fundamental change since late 1980s, thanks to the active advocacy of the disability community and governmental support for disability initiatives (Zhang, 2007, p. 2.)    

In addition to the above, there was also a plethora of policies, laws and agreements that protected the rights of people with a disability. The most significant of these were the UN Convention on the Rights of Persons with Disabilities, The Law on the Protection of Disabled Persons and the Employment Regulation and the Education Regulation for people with disabilities.  This legislation ensured there was a legal system protecting the rights of people with a disability. 

China has been recognized for its commitment to the disabled by receiving the United Nations Messenger of Peace Award and the Special Prize of the United Nations Decade of Disabled Persons’ (2003). This progress has not been without criticism and it has been observed that the legislation is far too general, resulting in a gap between policy and practice: 

… current provisions establish some general principles on penalties for violation, they do not clearly define what recourse and remedies may be available for a victim of discrimination or rights violation. Moreover, the extent of enforcement of the Law often relies on local initiatives, which vary from place to place (Zhang, 2007, p 4).

Zhang (2007, p. 8) describes the Codes for Design on Accessibility of Urban Roads and Buildings (JGJ 50-2001) as:

the most influential national accessibility policy that applies to all urban roads, built environments, and relevant facilities for public usage, residence, office space, business, services, cultural activities, education, sports activities and workplaces, both newly built and renovated. 

These comments were confirmed by personal observation. Especially in rural areas, there was little evidence that the Government’s policies were being put into place within the community to improve the basic accessibility for the disabled within the built environment. Streets in villages were unpaved, deeply rutted and eroded and had no footpaths. Streets and footpaths (where they existed) in rural towns and cities had uneven, broken surfaces and in many places were cluttered with street vendors and hawkers’ carts. Everyday life flowed onto the footpaths, so that these became an obstacle course created by the extension of shops and building sites. In cities, crossing major roads involved standing among multiple lanes of speeding traffic, waiting for a gap to finish darting across the road. This in itself was a challenge, but it was exacerbated by the fact that obeying road rules was clearly not a priority of either pedestrians or vehicles.
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Figure 1. Cities in China still have cluttered footpaths

There were very few overhead pedestrian bridges or underpasses, and walking along a footpath involved navigating around countless vehicles and vendors, elbowing through the sheer volume of people in any one place, and taking care not to trip on the broken, surfaces of the footpath.  Occasionally there was profiled tiling on footpaths to assist the visually impaired, but the profiled tiles stopped at the end of the curb and were frequently less profiled than the footpaths themselves. Some new or recently renovated commercial buildings had designated disabled lifts, ramps and toilets, however this was not consistent.

For anyone with a disability navigating a footpath or crossing a road in a rural city would be a life-threatening experience. In five years the only people with disabilities visible in public were those begging, or selling small non-perishable items in front of the large covered markets outside the main tourist areas, or on the sheltered areas of overpasses. 

Changing social attitudes towards the disabled in China 

Under the influence of Confucianism, in China people with disabilities occupied the lowest social status (Chiang & Hadadian, 2010) and were designated as can fei, which means the handicapped and useless, a term that was in use until the 1980s (Zhang, 2007). As a result of China’s increased participation in global trade and membership of global economic communities, the Chinese government began to address social imbalances within the country, especially for those with a disability. China now has membership of international committees that encourage a change in its approach and treatment for those with a disability and in the last decade has implemented policies aimed at improving the welfare of the disabled (Chen, 2008).This is reflected in the change of the official definition of disability, can ji ren, where the term disabled refers to a person who has lost all or part of his/her ability to perform normal activities due to loss or impairment of psychological or physiological functions (International Labor Organization, 2009; Worrell & Taber 2009), a definition similar to that used in Western countries. 
Two recent events in China had a positive effect on changing the community’s perspective on disability: the 2008 earthquakes in Sichuan Province and the 2008 Beijing Paralympics. Both events provided a national and international profile for the disabled within the Chinese community. They also provided an incentive for the establishment of national and international charity organizations focused on providing support for the disabled in China. This support was primarily aimed at improving the lives of those with a disability, but also served to change the community’s perceptions on inclusion and break down to some extent the stigma attached to disability (Hallett, 2009). 

The Paralympics provided a significant opportunity to focus on inclusion and opportunities for the disabled and to speak more candidly about their place within the Chinese community: 

Many (athletes) say they feel totally rejected by family members and the community. They speak of being labeled a burden, and even of being blamed for their disability. …When the Chinese public sees disabled athletes succeed in the Paralympics that might really change their image of disabled people. …The disabled are at the tail-end of society. They get what's left over. There are literally tens of thousands of people being pushed aside and kept in poverty…they can't go to school, they can't get married and they can't get a job. They're really social outcasts (McGivering, 2008, p.1). 

China is a major signatory to the UN Convention on the Rights of Persons with Disabilities, 2008 and through this declaration and public display of recognition and support for the disabled, is modeling a positive change in the public agenda for people with a disability:

As a result of government efforts and media publicity, the protection of the rights and interests of the disabled is now getting more and more attention from various circles of the society, and a kind of social morality of respecting and helping this special group is gradually taking shape (Yang, 2008, p. 1). 

These changes are indicative of the Chinese government’s efforts in creating a more inclusive environment for people with a disability, but changing official definitions of disability does not necessarily change long-standing beliefs. 

In practice, however, this change is slow to take effect. From our personal experiences we found that there was a general reluctance among the general public to talk about the disabled, from professional colleagues to tourist guides. In many instances there was an immediate diversion from the topic, possibly due to uneasiness about the issue, or a lack of awareness, or simply not seeing that which you did not want to see. For example, I asked one of my Chinese colleagues If the Government looks after disabled people in China, why does that disabled man lying on the footpath need to beg? The response was What man? I didn’t see anyone, even though we had passed only centimeters from his outstretched hand.

It is also difficult to change entrenched beliefs. While officially China is an atheist state, a great number of Chinese people are still strongly influenced by the philosophical and ideological teachings of Confucianism and Buddhism. Superstition also plays a huge role in people’s interpretations of events in their lives: 

Traditionally many of us see each life as a link in a chain between the past and the future. This chain is about ancestral connections and personal rebirth. Because of these traditional beliefs, disability is often seen as people in the present paying for bad deeds done in the past by the person in a previous life, or by the person’s ancestors. (Multicultural Disability Advocacy Association, 2008, p.6). 
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Figure 2: Crossing streets involves evading many lanes of traffic

For many Chinese, a child with a disability is considered bad luck and there can be a huge social stigma attached to having a child with a disability. The belief that disability is somehow linked to wrongdoing in the past, or a bad omen, reflects badly on the parents, particularly the mother. This sense of shame often resulted in the child being kept hidden (Pang & Richey, 2006; Yang, 2001). This was not necessarily the case among all parents. The comments from the woman interviewed for this study indicated that she had more belief in her daughter’s potential than in any sense of shame for past wrongdoings:

One day my daughter will do something great and bring glory to her family. Good friends and family treat my daughter well and I cannot be bothered with what other people think. 

She identified her greatest needs in raising her daughter as financial support and access to qualified teachers. This woman was, however, a confident, well-educated and well-traveled individual and the Chair of a local committee for disabled people. Her husband had left her because of the strains of bringing up a child with a disability, leaving her as sole care giver and she accepted that he may not have shared her beliefs, or her confidence in her daughter’s potential. Although as a single parent with a disabled child her financial situation was not easy, neither was it as challenging as that of many other parents of children with disabilities, particularly those in rural areas. 

The impact of superstition and religion on the acceptance of disability in China is compounded by the importance of family structure. Children are seen as a gift from the gods and are the link to the future for the whole family. As they grow in to adults, children take on the role of providing and caring for their elderly parents. China is largely a male-centered society and families, particularly rural families, prefer to have a boy (MDAA, 2008), as he not only carries the father’s name forward, but is also the ‘worker’ for the family. For example, one of the guides explained how each morning he, as the head of the family, would collect the first water of the day and offer this to the gods. This was his responsibility, and no water could be used until this ritual had been performed. Where the first born, or the boy child, is born with a disability the compounding effects for the family are significant. Girls born with a disability face even greater challenges: 

In societies where girls are valued less than boys, the investment in education, health care or job training that families are willing to make in disabled girls are often substantially less than for disabled boys (Groce, 2004, p. 4). 

There is also a belief that the best place for people with a disability is at home (Yang. 2001), a belief that places a further strain on families of the disabled. The sense of shame, the financial burden, the belief that keeping a disabled child at home is the parent’s duty and the opportunity of having another normal, child if this one disappears makes abandonment a viable option (Chiang & Hadadian, 2010). This may explain why disabled children account for 90% of all abandoned children in China (Shang, 2002, p. 12). The fact that the current child protection system in China covers abandoned or orphaned children, may also influence parents to regard abandonment as a way of having their disabled child placed in a state-controlled welfare institution.

The exception clause in China’s one child policy itself implies that the disabled have little value. In order to maintain the typical structure of and roles within the family and to reduce the financial demand on government resources, under this clause, families are permitted to have a second child if the first was born with a disability, thus perpetuating the belief that a child with a disability is of little value and implying that it is the parent’s responsibility to provide care for their disabled child. 

The fact that the most likely places for disabled children in China are either within the home or within an orphanage may explain their ‘invisibility’ in public spaces: 

I traveled from northern to southern China. Regardless of whether it was a remote rural setting or a modern city, disability was nowhere to be seen. I eventually turned to the travel guides for their comments on what happens for, and where are, children with a disability. As I asked each one this question, there was a somewhat surprised look on their face, followed by a rather awkward response of ‘they are in a special school’, and then quickly they turned to view the road (Journal entry, 10 May, 2010).

It was not possible to visit these special schools, but it is doubtful that they are adequate in meeting the needs of the 3.87 million children with a disability. As Chiang & Hadadian (2010) observed, there are many challenges facing China in implementing educational programs for children with a disability. These include a shortage of appropriately trained staff, insufficient funding for inclusive education programs and inadequate funding for support services for parents of children with a disability. As Zhang (2009, p.2) points out: 

There is still a long way to go and much to be done in order to ensure the full enjoyment of the rights enshrined by the laws and promote the realization of the goal of Equality, Participation and Sharing for all people with disabilities.

Access to Education and Employment

If children with a disability are noticeable by their absence, the same is also the case for adults with a disability in the workforce. China’s policy in the Law on the Protection of Disabled Persons guarantees a person with a disability the right to work and specifically targets discrimination and equal access. The National Five-year Work Program for Persons with a Disability mandates that 1.5% of all employment opportunities in government and private business shall be held for people with a disability:

Businesses who fail to meet this quota, or who opt out, pay a designated fee to the Disabled Persons' Employment Security Fund, which in turn supports vocational training and job-placement services for people with disabilities (Zhang, 2007, p. 6). 

According to Zhifei (2007) the general objectives of the National Five-year Work Program for Persons with Disabilities (2006-2010) were achieved, with 4.63 million disabled persons in urban areas and 18 million disabled persons in rural areas employed through the enforcement of the quota scheme and by providing increased opportunities of employment. These figures have been disputed (CHINAGATE, 2007, p. 1), with claims that only 2.97 million disabled people in urban areas are employed while 4.7 million are unemployed.

Whatever the actual figure, the outcomes of the Government objectives were not readily apparent to us during the course of our study. No disabled adults were observed working within the local environment in a large rural city over a five-year period (2005-20010) and despite some 16 days of journeying throughout China, not one disabled person was observed working in open employment in any location:

My journey through China took me from remote rural settings to the capital city of Beijing, a total of three rural towns, two major cities and many airports. During this time I did not see one person with a disability in employment and, being the ‘typical tourist’, I covered many shopping centres, walked many streets, rode many forms of transport, sat for many hours in airport terminals and gazed from many motel rooms. Those I did see included one beggar with a missing arm, a visually impaired man walking down the street and a young woman with a slight physical disability shopping (Journal entry, 16 May, 2010).

We acknowledge that these are public spaces and that is possible that in China there are special places of employment for the disabled to which we did not have access. For example, under special policies, and because of their tactile sensitivity, people with a visual impairment tend to be trained for employment in the massage business and those with other physical disabilities are more likely to work in government departments or the education and health care sectors (CDPF, 2008).

It is also possible that there is still a strong belief that specific types of employment are suitable for the disabled:

Because of the confinement theory inflicted by the traditional culture, people with disabilities are not yet free to pursue their dreams. Especially in terms of employment and education, they have become inheritors of the trades traditionally held by the disabled (Yang, 2001, p. 9). 

With 24 million disabled people living in poverty (Zhang, 2009) and increasing competition for employment (McGivering, 2008) it seems that even if the disabled do find employment, it is not likely to provide an adequate income. Recent reports indicate that the Chinese government is beginning to address this issue: 

China will start building a social security and service system for disabled people in 2010…The government will offer support to disabled persons on minimum life insurance and improve poverty alleviation programs for disabled persons living in rural areas (Source: China Corporate Social Responsibility, 4 January, 2010).

Xinhua for The China Daily (8 March, 2010) also reported this news, quoting Chinese Premier Wen Jiabao, who pledged in his government work report to work harder to build the social security and social services system for people with disabilities.

Meanwhile Government financial support to families, in terms of a disability pension, is means tested, with an income limit of 400RMB (US$57) per week. Caring for someone with a disability involves a significant cost in time and money, especially as the government does not provide medical insurance. People with a disability do, however, receive concession cards that allow low-cost access to transport, even if apart from airlines, no public transport was observed that could be considered user-friendly for someone with a disability. 

Changes in education for the disabled

From early Confucian times education was highly valued and the Confucian ideology of human rights advocated kindness and respect for the disabled (Pang & Richey, 2006). However, the impact of superstition and fatalism and the low priority placed on educating the disabled meant that education for the disabled was almost non-existent until the late 19th century, when missionaries from Western countries established facilities for the blind and deaf:

By the end of 1948, only 42 special schools served the more than 2,000 students who were blind and deaf in China, and most of these schools were run by religious and charitable organizations. Education for individuals with mental retardation or other disabilities was nonexistent (Pang & Richey, 2006, p 80). 

It was not until the 1970’s that facilities were opened for students with an intellectual disability (Chiang & Hawaiian, 2010). From 1949 to the present, The People’s Republic of China passed a number of pieces of legislation, both general and disability-specific such as the Compulsory Education Law in 1986; the Law on the Protection of Persons with Disabilities in 1990, and the Regulations on Education for Persons with Disabilities’ in 1994, which encouraged educational provision for students with a disability, without mandating it. The lack of specificity in the legislation with regard to naming the different types of disability, the lack of reporting requirement for outcomes of students with a disability and the fact that they are not included in any systemic reviews has allowed some institutions to avoid meeting the educational needs of disabled students (Pang and Richey, 2006).  In practice, this means that in China educating children with a disability is still largely the responsibility of their families. This was demonstrated in the interview with Mai Wei and her mother, Li Hua. 

Mai Wei is a young adult with an intellectual disability and secondary visual and physical disabilities. The recent changes in Government legislation the raft of legislation meant she has had access to a range of forms of education, but during the interview Li Hua said that what she really needed was someone to train and teach Mai Wei. It was clear that Mai Wei’s development and the creation of learning opportunities for her were left entirely to her mother, who did not receive any financial support from the government as her income exceeded the threshold for government support. 
The role that Li Hua has to assume extends far beyond that of a regular parent in that she has to manage every aspect of Mai Wei’s life, including ensuring that there will be a pathway for her from school to post-school. There are currently no local community organizations that support the transition of students with a disability to employment or other activities when school is finished and vocational training does not prepare students for industry employment. Mai Wei’s dreams are that one day she will work for a charity organization and help other people, and to earn lots of money to establish a school for children with a disability. Whether this dream will be achievable is open to question.
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Figure 3: Vendors and traffic make crossing streets difficult

During the interview with Li Hua, she indicated that at the moment Mai Wei was at home receiving therapy, which suggested a very flexible approach to school attendance. Mai Wei said that she did not have many friends at her normal school and found it a rather lonely experience. She did not enjoy break times, as she would just often watch other students. The Chinese government established Suiban jiudu (China’s inclusion), a model for educating students with a disability in mainstream schools, but due to lack of specialist teachers and an alternate curriculum, the special needs of children with disabilities are not adequately addressed and they often drift within regular classrooms, unsupported and disengaged from classroom activities (Pang & Richey, 2006). Mai Wei’s comments suggest that this is also happening in her classroom.

The lack of adequately trained teachers for the disabled is unlikely to improve in the near future. Teacher education in China is structured on an educational hierarchy with teacher training eligibility, training requirements and ultimate pay scale resulting in a scaling of school sectors with special education on the bottom of all scales. Teacher education is also offered in different facilities, depending on the level of education teachers are being trained for. Often special education training is seen as a stepping stone to the more prestigious, and better paid, normal education:

…there are several other reasons that impede the development of special educators in China, such as the worse working situations, higher-intensity working hours and the lower payment (the payment remains almost the same from 1956 till now) in special schools than the normal schools. This leads to the lower enrollment in special education colleges or secondary vocational schools aimed at training special educators, and what’s more, it is not uncommon for special educators to transfer to normal schools rather than stay in special schools (Pang & Richey 2006, p. 83).

The lack of mandatory inclusion of all students in to schooling has resulted in many disabled students not accessing any formal schooling. The CDPF (2008, p.4) reported that …227,000 disabled children and youth at schooling age did not have access to education… while others, such as Mai Wei only attend intermittently. This further limits their potential for finding employment. 
Conclusions

China has made great strides in developing a system of legislation that will provide the platforms for greater inclusion of people with a disability in the community and as a signatory to global policies regarding human rights for the disabled, is showing this commitment in the global arena. With many of the major policy developments beginning in the mid to late 19th century, most of these inclusive policies are yet to be fully embedded into the fabric of community practices. The lack of visibility of disabled people suggests that cultural traditions, beliefs attitudes and superstitions still have a considerable impact on the freedom a person with a disability might experience in day to day living and opportunities for disabled workers are limited to those segregated from the main work force. 

While China has articulated a number of laws and policies in support of the disabled, the lack of specificity does not provide the disabled person with a legal position on which to challenge the status quo. There is, however, a growing awareness of the disabled and the moral obligations of a country and its people towards this group, the impetus for which is driven largely by international influences and global scrutiny of Chinese policy and practices. China has begun to address the needs of the disabled within its community and it is clear that in a country the size of China, managing any systemic and cultural change will take a considerable amount of time. 

As visitors to the country the authors are aware that our perceptions are those of outsiders and that there may well be different perspectives from the inside. However, we were able to observe the extent of the inclusion of people with a disability in the general community in China in the 21st century and by using an auto-ethnographic approach and visual analysis, validate our observations with information gathered from a number of other sources. 

Our conclusion on the basis of our findings is that people with a disability in China are not yet enjoying a fully inclusive lifestyle. This is due to a number of factors: entrenched cultural beliefs; non-specific government policies; lack of adequate funding for inclusive education and disability support and a general lack of understanding and acceptance of people with a disability by the population at large. Whether this could also apply to other countries would be an interesting topic for further research. 
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SPECIAL EDUCATION PROVISION IN NIGERIA: ANALYZING CONTEXTS, PROBLEMS, AND PROSPECTS
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Nigeria has made some efforts to educate all of its citizenry, including those with disabilities. And, it has struggled to make sure that programs are available to those who need them. However, its traditional, sociocultural, and educational problems have prevented some programmatic consistency and progress. As a result, the special education delivery system has faltered. This article analyzes contexts, problems, and prospects of special education in Nigeria.

Demographically, Nigeria is the most populous nation in the continent of Africa today. It gained its independence from Britain on October 1, 1960; and since its independence about 50 years ago, it has experienced many political and socioeconomic problems that have retarded its progress (Damachi, 1972; Diamond, 1989). For example, the Nigerian government has been unable to eradicate corruption, nepotism, and tribalism, the three axes of evil affecting its general and special education advancements. The running of the country between civilian and military rules, with more years of military government rule than civilian government, has perpetuated corruption and power grabbing of a few citizens (Obiakor, 1998). As a result, the dream of most Nigerians is to get a government job or political position where the least amount of labor is needed to acquire wealth. Olatuji, 2010).

A lot is expected of Nigeria, a country with the geographical land occupancy of about 923, 768 sq. km (365,700 sq. miles) roughly the size of California, Nevada, and Arizona put together; and a country with a population that is the tenth largest in the world (Bureau of African Affairs, 2005). Sadly, even with Nigeria’s diversified talents and natural resources, its general and special education programs continue to flounder in mediocrity. In fact, its socio-political problems are so endemic that they affect all spheres of its educational modernization programs. The consequence is that many Nigerian citizens with disabilities are not in programs that will help them to maximize their fullest potential. In this article, we analyze contexts, problems, and prospects of special education in Nigeria. For a proper analysis, however, we discuss pre-colonial and colonial influences on educational programming in Nigeria.

Pre-Colonial Education in Nigeria

During the pre-colonial period, traditional education flourished and the family played critical roles in the generational growth of the individual. The cardinal goals of traditional education were to (a) develop latent physical skills; (b) inculcate respect for elders and those in position of authority; (c) develop intellectual skills; (d) develop character; (e) acquire specific vocational training and develop a healthy attitude towards honest labor; and (f) understand, appreciate, and promote the cultural heritage of communities and the community at large (Fafunwa, 1975; Obiakor, 1998). 

In fact, during the pre-colonial period, the functions of the family included reproduction, child care, socialization, economic support, collective responsibility, and cultural continuity (Obiakor, 1991, 1998). With traditional education, every one was involved, the family and the extended family system progressed, allowing the body and soul to be developed, with the haves taking care of the have nots. Indeed, the family transmitted educational and sociocultural attributes (Obiakor, 1992). Education, at this time, was not solely academical; it included morality, patriotism, virtues, and all other characteristics that the elders in the community considered to be ideal for community living. Traditional education recognized that all children are not the same and that some are stronger or faster while others are weaker or slower. Yet, all children were dignified, valued, and educated together for the common good (Ozoji, 2005). 

Apparently, traditional education was taught in social settings, allowing the adults to be role models as they handed-down family traditions from one period/generation to another. This kind of traditional education produced strong and healthy patriotism in each member of the family helping to create patriotic leadership. With everyone responsible for each other, no one acted in a way that tarnished the reputation of his/her family. Because of the value system taught by traditional education, kinship was handed-down from father to son and from one generation to another. However, there was room for earned honor where a servant who served his master well by working hard, or being the best village wrestler or a great warrior was allowed to marry the Chief/King’s daughter. For instance, the proverbial saying  popular among the Igbos in the Eastern part of Nigeria is, When a child washes his/her hands very clean, he/she would be allowed to eat at the King’s table (Obiakor, 2008). This proverb reveals the true essence of Nigeria’s traditional education as people learn by doing (i.e., whether they are doing for themselves or whether they are doing for their community, village, and nation). Clearly, traditional education involved all aspects of citizens’ lives. Community elders acted as jurors and judges and resolved disputes ranging from common domestic quarrels to land disputes and tribal fights. Everyone was responsible for each other confirming the African proverb that It takes a village to raise a child (Clinton, 1996; Obiakor, 2008; Obiakor, Grant, & Dooley, 2002).

British Colonial Influence on Nigeria’s Education

The coming of the Missionaries and European traders brought what is now known as formal education. These missionaries and traders did not originally come with the intention of educating Nigerian citizens as their first priority. Their original intent was to convert the people they called and considered pagans; and the traders came to sell their goods and persuade the indigenes to sell their artifacts to them for almost nothing. In both respects, the intentions were very personal and selfish. Since Nigeria has great wealth in human and natural resources that were yet to be tapped, the missionaries and traders took advantage and made profits for themselves (Castle, 1975; Fafunwa, 1975). For the missionaries, they acted as little gods who came to redeem the ungodly Nigerians; and the traders, on the other hand, amassed tremendous wealth for themselves. In his inaugural address to the Wisconsin Branch of the People’s Democratic Party of Nigeria, Obiakor (2005) noted that the missionaries and traders cleverly befriended the Kings/Chiefs, elders, and leaders of the communities and fostered self-serving interactions that showed them as superhumans.  

To accomplish their goals, European missionaries and traders began a divide-and- conquer philosophy that hampered unity among Nigerians (Obiakor, 2005). The missionaries, without consideration for Nigeria’s traditional style of education and the values it exemplifies, imposed their new religion, Christianity. While Christianity helped to eradicate some dehumanizing practices (e.g., the killing of twins), it imposed some anti-traditional values. For instance, the British colonial type of education produced colonial subordinates and officials who discouraged traditional education. These officials paid little or no attention to consulting with the indigenes and/or showed no consideration to the cultures of Nigerians in educational planning and development (Obiakor, 2005; Obiakor & Maltby, 1989). As Obiakor noted, colonial officials failed to focus on traditional forms of education and values—they focused on training more subordinate interpreters, clerks, and messengers. Since their objectives were not to educate persons to be of the same status like themselves, they taught only the three Rs (i.e., Reading, Writing, and Arithmetic). With this type of education, trained Nigerians remained semi-illiterates; and a few interpreters were able to interpret Sunday services from English to different indigenous languages (in many cases, the interpreters supplemented and/or supplied their own ideas/meaning). To a large extent, persons with disabilities were ignored and not given educational considerations.

Based on the half-hearted education by the colonial masters, what Nigerians valued most before the advent of the British education was overlooked, and in some situations, totally eliminated. Some of the Kings/Chiefs who were bold to disagree with colonial authorities were removed from their thrones using their tactics of divide-and-conquer. Instead of listening to elders, rulers, and Kings/Chiefs of the land, colonial masters became very self-serving and persuaded the indigenes into accepting their own kind of education that enhanced their foreign values. One can conclude that while these colonial masters constantly devised ways through education to meet their selfish end (Bude, 1983; Obiakor & Maltby, 1989), they ignored the Nigerian traditional education that developed the whole person and encouraged vocational skills for self-sustenance (Obiakor, 1998, 2005). 

Introducing Special Education to Nigerians

The beginning effort to educate persons with disabilities in Nigeria started in 1915 by the Sudan United Mission (SUM). The missionaries began educating many of the children with visual impairment. These children could not be taught with other children even though they were anxious to learn (Abang, 2005; Jacques, 1979; Ozoji, 2003). These missionaries then thought it would be beneficial if they started a school where children with visual impairment could study the Braille system of reading and writing. Around the same period, they started teaching one Miss Batu grade 11 Braille system in Hausa language. In 1916, Ms. Batu became a pupil teacher of Braille to three other girls whose sights were so bad that they could not read ink print materials (Abang, 2005; Jacques, 1979). On the whole, this system of education was formal, foreign, and organized differently from how the elders and parents educated their children earlier. From this new phase of formal education came the introduction of formal and organized special education that went against the community philosophy which the indigenes and the extended family system had known and supported all their life (Bakere, 1992; Ihunnah, 1984; Obiakor, 2005; Obiakor, Maltby, & Ihunnah, 1990; Ozoji, 2003, 2004).

Other missions quickly copied what the Sudan United Mission did with Ms. Batu, and opened their own schools, using their places of worship as classrooms. Following the trend during that era, a special education school opened in 1953 at Gindiri Plateau State of Nigeria (Ozoji, 2003, 2005). The missionaries formalized their curriculum and instructions. Through the formal special education program which they instituted, they were able to assist persons with disabilities to obtain certificates, just like anyone who completed the regular education course of studies. This new form of education was kind of inclusive, mirroring or similar to the traditional form of education practiced before the coming of the colonial era. Ozoji (2003) noted the Royal Common Wealth Society for the Blind in London was instrumental in stabilizing this inclusive educational placement. Slowly, the efforts of voluntary agencies found home in the hearts of the indigenes of Nigeria; as a result, they consolidated their place in the nation, especially because of the laissez-faire attitude of the government towards education in general. Obviously, the missionaries’ great quest for evangelization of all people, especially persons with disabilities became more evident. Through the process of evangelization, intertwined with teaching in a formal manner, persons with disabilities were introduced into the Western form of education (Abang, 2005; Ozoji, 2003). See Table 1 below:

Table 1:

Schools and Centers Established by Volunteer Agencies

	NAME OF SCHOOL
	YEAR
	VOLUNTEER AGENCY
	STATE

	School for Blind Children, Gindiri
	1953
	SUM
	Plateau

	Special Education Center, Orji River
	1958
	CMS
	Enugu

	School for the deaf, Ibadan
	1963
	Mrs. Oyesola
	Oyo

	Wesley School for the deaf, Surulere
	1957
	Wesley Mission
	Lagos

	Pacelli School for the Blind, Surulere
	1962
	RCM
	Lagos


Source: Ozoji, E. D. (2003). Special education for beginner professionals (2nd ed.). Jos, Nigeria: Enterprises Publications.

Expansion of Special Education in Nigeria

Though the educational system in Nigeria continues to struggle, it has come a long way from what it used to be before the British colonial masters introduced their system of education to Nigerians. Along with their system of education came what is known today, as special education program for children, youth, and adults. Somehow, the traditional form of education that was already in place before the advent of the British system of education was given no consideration in planning both the curriculum and pedagogical methodologies (Bude, 1983; Obiakor, 2005; Obiakor & Maltby, 1989; Ogunsanya, 2010). Nonetheless, Nigeria has to move forward to expand general and special education services for all its citizens (Federal Ministry of Education, 1977, 2004; Universal Basic Education Commission, 2008). 

 It is common knowledge that no policy on education can be formulated without first identifying the overall philosophy and goals of the nation. No doubt, these goals must reflect the needs of the nation’s citizenry, including those citizens with disabilities. The National Policy on Education noted that (a) education is an instrument for nation development; to this end, the formation of ideas, their integration for national development and the interaction of persons and ideas are all aspects of education; (b) education fosters the worth and development of the individual’s sake, and for the general development of the society; (c) every Nigerian child shall have a right to equal educational opportunities irrespective of any real or imagined disabilities each according to his/her ability; and (d) there is need for functional education for the promotion of a progressive, united Nigeria; to this end, school programs need to be relevant, practical and comprehensive while interest and ability should determine the individual’s direction in education (see Federal Ministry of Education, 2004; Universal Basic Education Commission, 2008). Based on the aforementioned policy, the overall aim of education appears focused on educating children in a comprehensive manner to the extent that those with disabilities will find something at their skill level for self-sustenance.  Central to the National Policy on Education is,

The inculcation of national consciousness and national unity, the inculcation of the right type of values and attitudes for the survival of the individual and the Nigerian society, the training of the mind in understanding of the world around and the acquisition of appropriate skills and the development of mental, physical, and social abilities and competencies as equipment for the individual to live and contribute to the development of the society. (p. 8) 

There is no doubt that the government of Nigeria arrived at the scene of special education late. While it appears that the government was coerced, dragged, and forced into developing special education for its citizenry, it has been in partnership with foreign volunteer agencies since the inception of special education (Onwuegbu, 1988; Ozoji, 2003). For example, it approved the schemes meant for special education, grant-aided the agencies, approved certificates of occupancy for the agencies, and provided other forms of moral support (Eleweke, 1999; Obiakor, 1998; Ozoji, 2003, 2005). In addition, it supported the establishment of special education by making provisions for its existence, at least in theory. Some of these include the 1948 Education Ordinance, the 1954 Education Law, and the 1962 Northern Nigeria Education Law. It was not long after this law that Nigerians began to experience political and tribal crises that led to unrests and military coups. As a consequence, from 1967-1970, the Nigeria government was involved in a devastating civil war (the Nigerian-Biafran war); and, the impact of this war is still felt today. With the end of the Nigerian-Biafran civil war in 1970, the Nigerian government became more aggressively involved in providing special education and rehabilitation services for the veterans of the civil war. Many schools for students with disabilities began to spring up. See Table 2 below:

Table 2:

Special Education Schools by the Nigerian Government

	NAME OF SCHOOL
	YEAR
	STATE

	Kwara State School for the Handicapped, Ilorin
	1974
	Kwara

	Special Education School for the Handicapped, Abeokuta
	1976
	Ogun

	Special Education Center, Orlu
	1977
	Imo

	Plateau State School for the Deaf, Jos
	1977
	Plateau

	Special Education School for the Deaf, Kaduna
	1977
	Kaduna

	Benin Special Education School for the Deaf
	1977
	Edo

	Special Education Center Tudun Maliki
	1977
	Kano

	Special Education School for the Handicapped, Shagamu
	1977
	Ogun

	Ondo State Special Education School for the Blind
	1977/78
	Ondo

	Special Education Center, Jada
	1981
	Adamawa

	Special Education Center for the Exceptional Children, Calabar
	1981
	Cross River

	Niger State Special Education for the Handicapped, Minna
	1983
	Niger

	Special Education School for the Handicapped, Sokoto
	1984
	Sokoto

	Special Education Center, Bauchi
	1984
	Bauchi

	Special Education School for the Blind, Umuahia
	1985
	Abia

	Special Education School for the Visually Impaired, Zuba
	1991
	Abuja

	Special Education for the Hard of Hearing, Kuje
	1992
	Abuja


Source: Ozoji, E. D. (2003). Special education for beginner professionals (2nd ed.). Jos, Nigeria: Enterprises Publications.

Educational policies after the Nigerian civil war revealed some improvements regarding special education programming and how the citizens with disabilities were treated (Abang, 2005; Obiakor, 1998; Ozoji, 2003). The inference could be drawn from the provisions of the Third National Development Plan (1975-1980), which included some benchmarks for special education (Federal Ministry of Education, 1977). The philosophy, objectives, and provisions of this plan especially favored the operation of special education (see Obiakor; Ozoji). Targeted actions in the national plan for special education included (a) establishing an efficient system of special education institutions throughout the federation; (b) instituting a National Council on Special Education to carry out a national census of persons with disabilities and identify their needs; (c) establishing the cooperation of the Ministry of Education in training special educators; (d) providing free education at all levels for persons with disabilities; (e) publicizing the National Policy on Education which in particular ways elaborated the provisions and operations of special education; (e) including elements of special education in teacher education; and (f) introducing 6-3-3-4 system of education. 

The Federal Ministry of Education (1977) instituted Section 8 of the National Policy on Education to buttress the provision of special education programs to all Nigerians. Around this period, the nation’s first Federal College for Special Education Program was established at Oyo, Oyo State, Nigeria. Since its inception, the college has graduated many students in the various aspects of special education. To show that the Federal government was determined to make special education work well for its citizens, elements of special education courses were introduced into teacher education programs and other higher institutions of learning (Abang, 2005; Fabunmi, 2005; Ogunsanya, 2010). The government continued its efforts to accelerate proper functioning of special education by creating the Department of Special Education at the University of Ibadan, one of the nation’s oldest universities with Dr. Mba as its first Head of Department. Then in 1980, a similar department was established at the University of Jos with Sister (Dr.) Theresa Abang as its pioneering Head of Department. Today, there are about 105 special education schools that are located all over the nation. The latest school is the Ganaka International School of Special Education established on September 29, 2005 (Abang, 2005; Ogunsanya, 2010; Universal Basic Education Commission, 2008). Earlier, Obiakor (2001) argued that applying the phrase treat everyone equally is not very appropriate or even applicable in all situations in Nigeria. Rather, he concluded that it is our moral obligation to treat every one with justice and equity. Though the government of Nigeria attempts to provide education for all its citizens, it has not been done equitably. There continues to be deficiency in high technology; and even many of the schools using low technology materials (e.g., pencil grips, soft bottom scissors, and calculators) find it difficult to procure them. 

Building Cultural Bridges to Enhance Special Education Services

It is evident that Nigerians can never be divorced from the apron of strings of their traditional cultures and values. However, it is also evident that Nigerians must embrace some foreign cultures to advance the education of those with disabilities. Put another way, Nigeria must face its 21st century challenges to advance special education services to all its citizens. For example, there are new paradigms, technologies, methodologies, and techniques that Nigerians must value and incorporate into their traditional practice to foster special education. The question is, how can Nigeria build cultural bridges that value traditional and European cultures to enhance special education? Rather than see persons with disabilities as abnormal evil people, Nigerians must see them as normal people who can live normal lives. They must shift their cultural paradigms and powers in this regard.  In other words, whether people have cognitive disabilities or emotional/behavioral disorders, they must never be subjected to sub-human treatments or living conditions.  This new normalization idea is what is now called inclusive intervention (Garuba, 2003; Ozoji, 2003, 2005). It is critical to see special education not necessarily as a service for some people, but essentially as a service for everybody. The thinking underlying this view is that everybody has unique needs. When individualized attention is directed towards those needs, what is being truly provided is special education (Abang, 2005; Garuba, 2003; Ozoji, 2003, 2005). Not surprisingly, the lack of mandatory legislation buttresses the abnormality mentality that says that since one is abnormal, he/she cannot be protected by law. The inability of the Nigerian government to pass laws to support persons with disabilities has continued to create ongoing myths about causes of disabilities (Abang, 2005; Fabunmi, 2005; Obiakor, 1991; Ozoji, 1991, 1993, 2003; Yaksat & Hill 1982). 

Attitudes toward persons with disabilities have very significant influence on special education in many developing countries. Though these attitudes might be culturally relevant to Nigerians, they might be retrogressive when they fail to use all necessary means to help educate persons with disabilities. For example, how particular disabilities are perceived might be counterproductive to how people with those disabilities are treated in Nigeria. Since what people do go from people to people and culture to culture, educational progress might be difficult to achieve. Understandably, Nigeria is a multi-ethnic nation with each tribe teaching and living its own culture to influence attitude of tribal members regarding persons with disabilities. There is no homogenous Nigerian cultural attitude toward anything; and in today’s Nigeria, there is an apparent intrusion of the European culture in all aspects of activities. The question then is, how can we build cultural bridges between the Nigerian cultural values and those of the Europeans? These bridges will be difficult to build, especially since some Nigerians see disability as (a) a curse on the family or the wider community for offenses against God or the gods, (b) an anger of the ancestors or ancestral gods for neglect or breach of promises, (c) a punishment of the child for offenses committed in the previous incarnation, (d) a punishment for a parent’s misdemeanor, (e) a way to know a potential evil person curtailed by the gods, (f) a punishment for offenses against the laws of the land or breaches of custom, and (g) a wicked act of witches and wizards (Obani, 2002; Obiakor, 1991; Ogbue, 1995).

In the light of the above beliefs, it is hardly surprising that attitudes toward persons with disabilities in Nigeria are generally negative. The consequence of such negativism is the lack of parental involvement in the education of their children. To build cultural bridges, literacy must be increased through innovative educational programming. Educated parents must form powerful parental organizations that advocate for improvement of services, better educational environment and facilities, and quality education. The problem in Nigeria is that many parents are insufficiently informed and aware of the role of special education in equalizing educational opportunities for their children with disabilities (Galadima, n.d; Obiakor, 2005; Ozoji, 2003; Yaksat & Hill, 1982). Since special education is an expensive enterprise, efforts must be made to provide technological equipments that are needed to equalize individual opportunities. Unless the government is willing to spend a good amount of money, it will be impossible to provide good special education programing to the Nigerian citizenry. In the face of continued dwindling of revenue and earnings from oil, Nigeria must (a) develop creative ways to fund educational programs, and (b) understand that insufficient funding may adversely mar the progress of special education (Obiakor, 1998; Olatuji, 2010; Ozoji, 2003). 

There is no doubt that Nigeria has recognized the importance of special education for its citizens with disabilities. For example, it has published very laudable policies for special education (Universal Basic Education Commission, 2008). To build cultural bridges, the government must be willing to provide the necessary funding that will make implementation of the laudable ideas a reality. Sadly, there is no funded mandate in the form of legislation passed to guide the implementation of special education in Nigeria. The reason for this may be due to low financial base of those expected to implement the bills and the low political awareness of those whose rights are being protected. To bridge this gap, a good solution may be to focus on political education of Nigerians on how to value their rights; and when denied theirs rights, how to initiate due process and take legal actions (Anderson, 2004). There is an urgent need for legislation to help increase awareness and growth rate of special education in Nigeria (Eleweke, 1999; Eleweke et al., 1993; Obiakor, 1998; Ozoji, 2003). To solidify cultural bridges, there must be coordinated efforts by either the federal government, state government, or local government to educate the public regarding special education and the different disabilities that some Nigerian citizens might have. Therefore, instituting a national commission for persons with disabilities and public enlightenment will be a major task (see Ozoji). In addition, private sectors must be involved in organizing volunteerism to help destroy the erroneous myth that the government is responsible for doing everything for its citizenry. Through volunteer works, graduates who have learned how to advocate can help organize the community, the society, and even the private sectors to engage in volunteer work for students with special needs (Abang, 2005; Ozoji, 2003). 

Conclusion

In this article, we have analyzed the contexts, problems, and prospects of special education in Nigeria. To buttress our analyses, we have discussed the impacts of traditional education, colonial education, and post-colonial educational efforts. With traditional education, morality, patriotism, obedience, honor, respect, and other virtues flourished. For instance, people were responsible for their neighbors and recognized that all children are not the same (i.e., some stronger, faster, weaker, or slower than others). During the colonial period, traditional education was dismantled and formal education was introduced. In addition, voluntary agencies began to formally and informally educate individuals with disabilities. During the post-colonial period (i.e., after independence), Nigeria began to design programs to educate all its citizens, including those with disabilities. 

In the 1970s, the government got itself involved in programs to help rehabilitate the nation’s civil war veterans. Even then, there was really no concrete action until 1977 with the promulgation of Section 8 of the National Policy on Education.  However, while this government’s effort seemed laudable, there are traditional sociocultural values and beliefs that seem to impede progress. In addition, there is no mandatory law that guides the provision of special education services. This could be attributed partly to the lack of funding, lack of educational philosophy, high illiteracy rate, and lack of political will. We believe the Nigerian government needs to enact laws and policies to guide the proper implementation of special education. We also conclude that individuals and private sectors must be encouraged to educate parents and the public about different disabilities and what they entail. In the end, we feel strongly that through education, public attitudes towards persons with disabilities will be changed.  
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THE CHAIN OF ACTIONS IN SPECIAL EDUCATION – THE RELATIONSHIP BETWEEN NATIONAL GUIDELINES AND MUNICIPAL FOLLOW-UP:

AN EVALUATION BASED ON A CASE STUDY FROM ONE NORWEGIAN MUNICIPALITY

Sven Nilsen

University of Oslo

This article discusses the chain of actions in special education in Norwegian compulsory school. An analysis is made of how the municipality follows up national guidelines relevant to the chain of actions through its own guidelines to the schools. The analysis gives the general impression that the local authority is facilitating guidance to the schools in a way that accommodates national regulations effectively, thus contributing to a situation in which national laws and regulations for education can be implemented through the different components of the chain of actions. Nonetheless, there appears to be a need for a revision of the guidelines in some areas, including a clearer emphasis on the consideration for inclusive education as well as collaboration among the teaching staff.

Background

Special education – the need for local follow-up of national guidelines

Implementing a type of education that is adapted to the individual pupil’s abilities and aptitudes has been a key challenge for the Norwegian education system for a long time. This challenge is not merely related to intentions formulated by the government, but also to the local follow-up of these formulations (Bjørnsrud & Nilsen, 2008). The national Education Act posits that adapted education shall partly be carried out through ordinary education and partly through special education. A pupil who does not adequately benefit from ordinary education in spite of the individual adaptation entailed in this form of education, has the right to special education. Special education is therefore the recourse when there is a greater need for individual accommodation than that provided by ordinary education. 

The research question for this article concerns the chain of actions in special education in compulsory school. Emphasis is initially on which municipal guidelines are issued for the different components of the chain of actions, prescribing how the local schools should provide for special education. Secondly, an analysis of how these guidelines harmonise with and accommodate government regulations is carried out. 

There is an obvious need for more knowledge on how institutionalised systems of special education function (Bachmann & Haug, 2006). Both government supervision and surveys (Riksrevisjonen, 2005-2006) have uncovered an inadequate understanding and practice of national guidelines in several municipalities. A considerable variation in the scope of special education appears partially to be associated with local differences in the interpretation and practice of guidelines. The local interpretations of the guidelines may in some cases deviate from the intentions of the law, creating a situation in which the formal requirements for special education are not met (Nordahl & Hausstätter, 2009). 

Interplay between State, municipality and school

In Norwegian education policy, emphasis has for a long time been on the development of better interplay between the different levels of the education sector (Storting report no. 37, 1990-91). It has been noted that there is a need for both a clearer national supervision and better local follow-up, and that the quality of education depends on coordinated efforts at all levels (Storting report no. 31, 2007-2008). The system of government posits that the State has the overriding national responsibility and that it shall decree the frameworks and guidelines for education by way of laws and regulations. This includes the regulation of the right to special education and the establishment of different procedures for clarifying, endorsing and implementing this right. At the local level, the municipalities have the challenging task of following through and implementing the national guidelines within the local context. This makes it necessary for the local authorities to substantiate and communicate the guidelines for special education to each school, thus setting requirements for, and challenging the way in which the schools accommodate rights and procedures. In addition there is the question of supporting and following up the schools. This occurs through ensuring the availability of resources and materials necessary for the work, for example through developing competency and services such as the Educational and Psychological Counselling service. 

It has long been known that the Norwegian system of government is encumbered by a difficult balance of decisions between government rule and the decentralisation of responsibility (Karlsen, 1993), a state of affairs which has engendered questions about whether the quality of education is governable or not (Weiler, 1990). This problem of the locus of decisions is a constant challenge for the Norwegian education authorities. The Knowledge Promotion; a recent national education reform, has the general objective of a combination of clearly formulated government goals and local scope for action, based on trust in the local ability to find solutions. However, the reform appears ambiguous in the question of the locus of authority, distribution of responsibility and the local scope for action (Sandberg & Aasen, 2008). The perceived decentralisation of the pedagogical responsibility that ensues from the reform is something many schools have utilised to develop a more extensive and segregated form of special education (Nordahl & Hausstätter, 2009). Thus, governmental signals about an increase in local responsibility have caused some schools to adopt a practice according to their own culture and tradition, even where this is contrary to the intentions of the government. One question then becomes: how does the local authority – as mediator between the State and the schools – relate to government rule and what does it communicate to the schools?

Current tensions between political and professional management is also a factor influencing the issue in question, often in such a way that the local levels are characterised by the more professional approach (Langfeldt, 2008). The professional supervision emphasises the autonomy of the professional agents, and may come to be in opposition to a hierarchical view of control (Elstad, 2009). At the same time, there is a question of development from an individual to a more collective professional responsibility, so that collaboration and school-based development have received more emphasis (Imsen, 2009). While the law contains some concrete requirements for special education, other important guidelines give wide margins for local interpretation about how the practice should be carried out. 

The behaviour of local authorities and schools should not be understood as merely a form of instrumental intervention in which they obediently and without comment accommodate signals from the government. It must also be understood from an institutional perspective in which the local culture and local context have an obvious influence in the decision process (Christensen, Lægreid, Roness & Røvik, 2007). Local authorities and schools do not view themselves solely as operatives and implementers of government rule. It is a question of a distribution of responsibility in which local units will also have influence so as to accommodate local needs and conditions as well as the national objectives. 

The chain of actions in special education – a support system for the pupil’s learning

The provision for special education in a municipality occurs in many areas. A chain of actions is referred to, from the disclosure of a problem and the reporting of it by the teacher, to the involvement of experts to assess the need for special education. This process also entails the approval, planning, execution and evaluation of the intervention. This chain of actions involves the collaboration of players in several different arenas: the local authority, school and the Educational and Psychological Counselling service. In addition, the parents and the pupils themselves play key roles in the different phases of the process. With the national guidelines as the point of departure, the chain of actions normally comprises the following main phases:

· The teachers send a report of the problem to the school’s special education team for discussion

· The school sends a referral to the Educational and Psychological Counselling service (PPT)

· PPT conducts an expert assessment of the need for special education

· The school owner endorses an individual resolution for special education

· The school generates an individual education plan 

· The school generates a semi-annual report on the education and the pupil’s progress

In this we have a distribution of roles and responsibilities and a chain of actions in which the strength of the chain depends on both the quality of each individual link and the connection between the links. One link builds upon its preceding link and forms the premises for the next. 

The chain of actions in special education develops in the vital field between national governance, a municipal context and the culture and professional autonomy of each school. The local authority, which is particularly focussed in this study, has an important task in developing a chain of actions that functions according to national guidelines, while at the same time accommodating local needs. The local authorities must develop guidelines for the chain of actions so that all of those involved take their share of the responsibility, while at the same time viewing their contributions as components of a larger context in which quality development of special education is the objective. The local authorities must therefore seek to stimulate, activate and support the work of developing the quality of special education in each school. The chain of action is thus about both the management of the school and a support system for the school. 

The local school management has the decisive responsibility for a well functioning chain of actions within the school. The management must ensure that the school follows municipal guidelines and finds solutions to accommodate the needs of the school, approaching the staff with corresponding expectations and support. The objective must be for the staff to be committed to improving provision for special education and to collaborate with this aim, viewing this as an important link in the school’s collective effort for adapted education. 

The chain of actions for special education should accommodate several objectives. It partly pertains to a formal, administrative objective, ensuring that established procedures for the treatment of individual cases are properly accommodated, with the view to endorsing and carrying out resolutions on special education. However, the main objective is of a practical-educational nature in that the chain contributes towards building the best possible system of support for the special education in order to ensure optimal learning conditions for the pupil. The chain of action is therefore also about the management and a system of support within the school.

The national guidelines are partly characterised by the need to view the activities within the chain of actions for special education in an ecological perspective. According to this perspective, which is often inspired by a theory based on the work of Bronfenbrenner (1979), mapping and actions should take the child’s growth and development into account, in accordance with environmental factors at different levels. This is particularly salient in relation to factors associated with the child’s close environment at home, with peer groups, in school and in class. In a set of guidelines on special education from the Ministry of Education and Research (2004), the interaction between work aimed at the individual and system-oriented work is emphasised. Rather than being focused solely on individual problem descriptions, emphasis should be on both individual and environmental factors, and how the interaction between them can influence the conditions for learning and development. Attention should therefore also be given to the learning environment, and thus to the professional and educational premises for individually-adapted and inclusive education.

The planning of adapted and special education should be based on a didactic relational approach, viewing the education as a whole and focusing the interaction between categories from which the teaching has sprung, and the national guidelines are partially characterised by this. Central categories are about objectives, subject content, ways of working and evaluation. In addition, didactic premises belong in this context, in association with pupil competency and frame factors (Bjørndal & Lieberg, 1978). The national curriculum states that adapted education for the individual pupil is characterised by variation in all of these areas of education. Didactic relational thinking is viewed as an important point of departure for the planning of special education, and important decisions and choices must be made in relation to such categories (Ministry of Education and Research, 2004).

Method 

The research approach applied in the present study may be characterised as evaluation research (Weiss, 1998), i.e. a systematic collection and analysis of data about the characteristics of a programme as the basis of the estimation and expression of the quality of these characteristics relative to basic criteria. The programme in question in this context is the municipal chain of actions for special education, i.e. the guidelines of this chain.

The chain of actions in special education is a very comprehensive and complex programme to investigate since it comprises many phases as well as the connections between them. Here we analyse a single case of the phenomenon, i.e. the guidelines for the collective chain of actions in one local authority. This case is studied as a consequence of an initiative from the local authority, with a view to evaluating the chain of actions. 

A qualitative content analysis of the written documents has been conducted (Krippendorff, 2004), formulating both national and municipal guidelines with regard to the chain of actions for special education. National guidelines are analysed on the basis of the national educational legislation and curriculum as well as guidelines for special education. Furthermore, an analysis of all accessible documents from the local authority referring to the different parts of the chain of actions has been carried out. This refers to circular letters and templates directed at the schools and expressing intentions and requirements concerning special education. The documents are assessed as having a high degree of relevance and authenticity as sources to throw light on the research question. The contents of the documents are analysed and categorised for each phase in the chain of actions, where texts from different documents are viewed in relation to each other with the view to reaching a holistic understanding of national and municipal guidelines respectively. 

In the following, the results from the evaluation of the different phases of the chain of actions for special education are presented. The analysis follows a tripartite pattern. Firstly, and for each phase, the main aspects of the content analysis of the national guidelines will be briefly outlined. These guidelines prescribe what the local link should do, thus forming a norm for the practice and a criterion for the evaluation of the quality of the guidelines. An account is subsequently given of the results of the analysis of the municipal guidelines. Then, as the third part of the analysis, a quality evaluation of the municipal guidelines on the basis of a systematic compilation of the two components of the content analysis forms the conclusion. This serves to illuminate how well the municipal guidelines correspond with the national directives for special education.

We assume that this can provide important insights, not just for the local authorities themselves, but also in that it represents an interesting example of how current chains of actions function. Further generalisations of the results must be of an analytical nature. It must be carried out by way of a reader/user-generalisation (Gall, Gall, & Borg, 2007; Wilson, 1979), and will depend on the degree of similarity between other cases and the case in the study with regard to central variables in the analysis.

Results

The teachers’ reported concerns and discussions in the special education team

The first phase in the chain of actions commences at the time when a pupil’s learning difficulties are discovered and the teachers begin to think in terms of special education. Furthermore, this phase concerns the way in which the school manages such a reported concern.

In the national guidelines, no direct rules for how to formulate and make use of a report of concern are given. However, according to the Education Act, teachers are obliged to estimate whether or not a pupil needs special education and to report to the rector when they consider such a need to exist. This renders it necessary for the teachers to keep track of the pupil’s development and to be aware of the pupil’s need for support. Neither is it decreed by law that there has to be a special education team in the school. Such a team is nonetheless mentioned in the guidelines for procedures in special education issued by the Ministry, and is considered to be a relevant forum for discussing the teachers’ reports about pupil problems. The guidelines emphasise that when a school is concerned that a pupil may need special education it should first evaluate the possibility for improving the ordinary education in order to accommodate the need. 

When analysing the municipal guidelines to the schools, it can be seen that the teachers’ reports about pupil problems are given little scope. It is emphasised in general terms that teachers are obliged to report any eventual needs for special education, and that this should be to a special education team at the school. Nonetheless, the local authority has no concrete guidelines on how the report from the teachers should be formulated and distributed, and there is no common form for this procedure. It appears that the teachers are to report their concerns verbally to the special education team, and thus the teachers become involved and responsible. Where the special education team is concerned, the schools have been requested to appoint such a team in a local authority circular. The rector is to participate in the team so that decisions can be made during the team’s meetings. It is decreed in circulars that adaptation of ordinary education is to be implemented before special education is considered. Consequently, the team must make a judgement about which students can be helped with better adapted ordinary education and which students should be referred to the Educational and Psychological Counselling service (PPT) with requests concerning the needs for special education. 

In estimating the quality of the municipal guidelines, the initial claim is that they accord well with the legal requirements that teachers are to assess and report needs for special education. The municipal guidelines nonetheless appear to have considerable room for improvement. They would benefit from being given clearer, more concrete formulations, and there should be forms for written reports about teachers’ concerns. This would contribute towards acquiring more established routines for such reports, and towards ensuring that information that is normally needed by the special education team is made available. Rendering the reports in writing also reinforces the need to think things through more thoroughly when substantiating the grounds for the concern. Better routines for the reporting may also be important with regard to early discovery and intervention when problems arise.

A special education team appears to be an expedient forum for discussing and coordinating issues pertaining to special education. The balanced judgements regarding pupil cases to be referred to the PPT or for which attempts are to be made to solve these by better adaptation of ordinary education, are a crucial point in the process, and correspond well with the national guidelines. One may thus prevent the referral from appearing as an evasive strategy for the ordinary education, and contribute towards recognition of the necessity to direct critical attention to one’s own activity first. Through this prioritising, overburdening the PPT with too many individual cases can also be avoided. It nonetheless appears that it would be beneficial for the local authority to formulate somewhat more concrete guidelines for how the special education team should work, in which such judgements are clearer so as to enable better follow-up by the schools. 

The school’s referral to the PPT for expert assessment

If the school is unable to provide the pupil with a satisfactory learning outcome through better adaptation of the ordinary education, the next stage in the chain of actions is to refer the case to the Educational and Psychological Counselling service (PPT).

With regard to the national regulations, the PPT is a municipal service imposed by law, and one of its main functions is to provide expert assessments of pupils’ needs for special education. In order to carry this out, the PPT is dependent on the material sent by the schools. In the guidelines on special education from the Ministry, one requirement is that the referral from the school must be in writing, and that the local authorities should devise a referral form. A pedagogical report for each pupil should also be included in the referral. This report should describe and assess both individual factors and interventions that have been tried prior to the referral, as well as the pupil’s progress with ordinary education. The Ministry’s guidelines make it very clear that the requirement for special education depends on the interaction between conditions associated with both the individual pupil and the ordinary education.

Perusal of the municipal guidelines shows that a separate referral form and guidelines on how a pedagogical report should be made have been produced. The information contained in the referral form should include biographical data, a description of individual needs, previously implemented interventions and assessments, collaborators and parental consent. The requirement for information about previously implemented interventions must be viewed in relation to an emphasis in the municipal guidelines stating that only when the school has conformed to the rules for adapted education imposed by law, should the PPT assess whether the pupil needs special education in addition. With regard to the pedagogical report, which should normally accompany the referral, the guidelines describe what the report should contain. The pupil’s knowledge, skills and potential for development should be described in some detail, and there should be a clear account of both what the pupil is able to do and unable to do. The pedagogical report also requires an account of how the school estimates its own capacity to provide the pupil with adapted education. 

A quality assessment of the municipal guidelines for the referral procedures shows that these appear to correspond well with the national norms. The sections covering areas for action in the referral form and the pedagogical report accord well with those prescribed by the Ministry in the guidelines on special education. It appears that both documents clarify routines in a way that is expedient for both the schools making the referral and the PPT receiving the referral. The guidelines can be important for judgements about which factors determine the cases that should be referred to the PPT. The expectation of a critical view of the school’s own capability for adapted education may contribute towards an increased focus on overcoming barriers and improving conditions for learning. The premise that the school must strive towards an awareness of the pupils’ resources as well as difficulties may contribute to a holistic impression of the pupils, which it is important to have both for the school itself and for the PPT when further actions are considered. 

The requirement that the schools must account for their own interventions to support the pupil’s learning may contribute to an emphasis on how special education is not intended as a relief action for the ordinary education, but as an additional effort. The focus on interaction between the pupil’s and the school’s capabilities is likely to stimulate an ecologically sound evaluation practice, and thus a broader understanding of how the need for special education can develop and be associated with both individual factors and cultural relativity. This is an approach to evaluation that would benefit from further clarification in the guidelines. Taken together, and in a practical-educational perspective, the municipal guidelines appear important. They may be assumed to lead to a demanding referral task, but should nonetheless form a good basis for the PPT to begin the assessment of the need for special education.

The expert assessment from the PPT 

The next stage in the chain of actions for special education comprises the expert assessment from the Educational and Psychological Counselling service (PPT), which is the municipal expert body in cases of special education. An expert assessment is meant to ensure the impartiality, independence and competence in evaluating pupils’ needs with a view to providing appropriate educational measures. The assessment is based on the material the school has submitted and PPT’s own investigations. The expert assessment will be important both for the subsequent municipal resolution on special education and for the school’s further planning of the education.
According to the national guidelines, an expert assessment has to be produced before any decisions are made about special education. The Education Act specifies the requirements for the contents of the assessment. On the basis of these, the expert assessment can be divided into two parts: reporting and counselling. Briefly characterised, the reporting should show whether the pupil needs special education, and the counselling should account for the kind of interventions that should be provided to meet the needs of the pupil. The legal requirements entail the PPT focussing on the characteristics of both the pupil and the ordinary education when reports and counselling are given. Among other things, the pupil’s benefit from ordinary education must be reported, and advice to assist in solving encountered difficulties with ordinary education extended.

The municipal guidelines refer to the requirements for expert assessment in the Education Act and indicate that the assessment should comprise both reporting and counselling. The guidelines make it clear to the PPT that the expert assessment may have two possible outcomes; either that the pupil requires special education or that the pupil should receive support through improvements in the ordinary education. The municipal guidelines place considerable emphasis on the advice that is given to the school about how it should follow up its further work with special education for the pupil. Advice should be given on objectives, content, scope and organisation, and the advice should be sufficiently clear that the teachers can use it as a basis for the formulation of an individual education plan. It is emphasised that if the expert assessment does not meet the school’s requirements for advice, the rector should ask the PPT for more specific advice.

Another interesting aspect of the municipal guidelines is that the PPT is also obliged to report on the pupil’s need for adaptations with regard to ordinary education, i.e. in the subjects in which the pupil is not receiving special education. In this way, the expert assessment is to consider the adaptation requirements for the entire education, although special education is given the greater emphasis.

In terms of quality, the municipal guidelines produced for expert assessment appear to correspond well with the national law. This indicates a satisfactory quality of this part of the guidelines. The guidelines must be assumed to play a role in raising awareness about the relation between ordinary and special education. This partly pertains to how it is emphasised that the outcome need not be special education, but that the pupil should also be supported through improved adaptation of the ordinary education. It also pertains to how the guidelines state that expert assessment should report on both special education and ordinary education. Since most pupils in special education spend most of the time in an ordinary classroom situation without extra support in the form of special education, the pupils’ total learning outcome is strongly dependent on what takes place in these hours as well. It is therefore positive that the municipal guidelines request the PPT’s consideration of the pupil’s need for adaptations in the ordinary education programme. This directs the objective towards the coordinated efforts between special and ordinary education so that everyone who works with the pupil has a collective responsibility, and undertakes a degree of follow-up.

Resolutions concerning special education

According to the national guidelines, the expert assessment only has an advisory function. A formal resolution is therefore necessary for the pupil to be accorded his or her right to special education. We speak here of single resolutions with the function of clarifying both what the pupil’s right to special education is, and the school’s obligation to provide it entail. The main rule is that the school owner (the local authority) makes single resolutions about special education, but the rules allow for the option of delegating to the school’s rector. The person who makes the resolution is obliged to account for any deviations from the recommendations of the expert assessment.

The guidelines in this municipality delegate authorisation to the rector to make single resolutions about special education. The guidelines state that the resolution should be based on the documentation from preceding links in the chain of actions. This particularly applies to the expert assessment by the PPT. This emphasises the importance of safeguarding the preceding phases in the chain of actions by, for instance, the expert assessment providing clear, unequivocal advice.

The municipal guidelines also provide an important clarification on how the resolution should mainly be based on the needs of the pupil, rather than the status of available resources in the school. The local authority has produced its own template for the resolution stating that it should include the content, scope and organisation of the special education. The school is also obliged to substantiate the reasons for the resolution. This can often be done by way of stating that the resolution concurs with the expert assessment. In accordance with the Education Act, the municipal guidelines posit an added requirement for recorded explanations in cases where there is a deviation between the expert assessment and the resolution. 

In a quality assessment of the municipal guidelines, with regard to single resolutions on special education, the local authority appears to follow up the Education Act in a beneficial way. On the basis of this criterion, the local authority appears to have a high standard for its guidelines. The local authority has produced its own written guidelines concerning resolutions, as well as a template for the formulation and distribution to the parents. The template ensures that the parents are given information about the main aspects of the contents, scope and organisation of the special education.

Individual Education Plans

With regard to the national rules, the Education Act requires that there, as another important link in the chain of actions, should be an individual education plan (IEP) for pupils receiving special education. The main rule is that the IEP is based on the resolution and is in line with the expert assessment. The plan should operationalise the right to special education by showing the objective for and contents of the education and how it should be carried out. At the same time, it is said that the general rules for the subject of education, as they are stated in the national curriculum, apply to special education to the extent they are appropriate. The intentions recommend a coordination of the IEP and the plan for the class.

With regard to the municipal guidelines, a template for the structure of the IEP has been produced for the schools’ use, as well as guidelines on the procedure. One of the objectives here is for the IEP to follow up the expert assessment from the PPT. In this way, the importance of being familiar with the pupil’s adaptive requirements and educational situation is emphasised so as to enable their accommodation through adequate adaptation with special education. At the same time, it is emphasised that the IEP is to be based on the national curriculum, including plans for the individual subjects. The IEP should thus also contribute towards ensuring that the pupil strives for the same goals for competency and with the same subject matter as the other pupils, but only to the extent this is appropriate.

Among other things, the IEP template entails realistic education goals in the individual subjects being set for the pupil, and thereby what kind of competency the pupil should acquire during the course of the year. The planning of goals should then be followed up in terms of both content and organisation, with a view to how the goals can be reached, thus ensuring coherence in the teaching. 
A few other points in the municipal IEP template should be emphasised. One of them concerns how the schools should follow up the requirement for the expert assessment for including material about adaptations within the scope of ordinary education. In the IEP, adaptation needs should also be reported for subjects in which the student is not receiving special education. The other point concerns a requirement in the IEP template stating that as the main rule, periodical work plans should be provided. The IEP must be viewed as a long-term plan spanning the entire school year. At the same time, it is emphasised that consideration must be given to how IEP can be followed up through more concrete periodical work plans during the course of the school year. 

The general impression of the quality of the municipal guidelines for the work with the IEP is in many ways positive in that they correspond well with, and contribute towards a following through and substantiation of important national decrees. That the IEP is to be based on the expert assessment from the PPT contributes towards the clarification of the dependency between the links in the chain of actions. When the guidelines posit that the IEP should also be based on the national curriculum, this denotes an important and challenging focus on the balance between concern for individual capabilities and common competency goals and contents. We are confronted with important considerations about coordination needs, while simultaneously dealing with challenging tensions between the concern for differentiation and subject-related and cultural inclusion.  

When it is said that the goals for the individual subject and school year should be realistic, this can be regarded as a follow-up of the legal provision stating that the national curriculum applies to special education, but only as far as is appropriate. One important question is: is the goal for competency suitable; is it realistic for this pupil? The guidelines emphasise an important point; that the goals give the pupil challenges to strive for, but not beyond what they are able to master within the scope of additional support. This will require consideration of what is contained within the pupil’s proximal zone of development (Vygotsky, 1978).

When the IEP is made, the guidelines also require teachers to assess needs for adaptations in subjects where the pupil does not receive special education. This may contribute towards increasing awareness in schools about the totality of the concept of adapted education. This is particularly pertinent for the necessity for coordination between adaptation by way of ordinary and special education. This will in turn depend on collaboration between the teachers who engage in special education with the pupil and the teachers who teach classes in different subjects.

According to national intentions, attempts should be made to coordinate the IEP and the education plan for the class. Bearing in mind the structure of the municipal guidelines for the IEP, the connection between the IEP and the plan for the class appears to be an area that would benefit from clarification. However, the requirements for periodic work plans in the municipal guidelines represent not only a substantiation of the IEP, but the simultaneous opportunity to coordinate such periodic plans with work plans for the class, with a view to an educational programme which differentiates and is inclusive. Here, important questions would be: what can the pupil do together with the class, and what must be individually adapted?

The semi-annual report 

According to the national guidelines, the Education Act, as the last link in the chain of actions, requires the school to provide a written, semi-annual report assessing the special education, in addition to its continuous evaluation. This semi-annual report is to provide an overview of the education that the pupil has been given, as well as an estimate of the pupil’s progress. The semi-annual report is to be sent to the pupil or the parents and to the local authority. This resolution is included in the same paragraph as the regulations for the IEP, something that underlines the connection between the semi-annual report and the IEP.

With regard to the municipal guidelines, it emerges that they include both a template and guidelines for the school’s semi-annual report. The report is intended to act as an indicator in case there is a change in the pupil’s needs in relation to special education, whether the needs have increased or decreased, or have undergone qualitative changes. The guidelines’ intention is to combine the semi-annual report and the IEP in a consistent manner. It is said that this semi-annual evaluation is to be a part of the work with the IEP. It is made clear that both the degree to which the goals for the IEP have been achieved as well as how adequate the interventions have been, are to be evaluated. The template for the semi-annual report is in three parts. First, it requires the school to account for the type of education the pupil has received and second, the pupil’s progress. With regard to the latter, the evaluation should concern the individual subject or field covered by the IEP. Third, the template is based on the provision of a comprehensive evaluation of the education and the component goals, including the requirement for adjustments of the special education in cases where the interventions have not been effective. In this context, the pupil’s views on education should be ascertained, as well as inclusion and participation in social interaction.

With regard to quality assessment, the general impression is that the municipal guidelines for the semi-annual report meet the requirements of the law in a satisfactory manner. It is not only a question of accordance between the national and the municipal regulations, but also about the subsequent follow-up and substantiation in that the guidelines are made operational in a municipal template with accompanying guidelines.

The guidelines will probably contribute towards commitment and systematisation in the school’s work with semi-annual assessment. The guidelines are associated with the IEP, which must be viewed as an important contribution towards the coherence of the chain of actions, thus being a reflection of circumstances surrounding the planning, implementation and evaluation of the education. By directing the school’s attention to both the pupil’s development and the education that the school has effectuated, the guidelines can contribute to a careful reasoning about the interplay between individual and system factors in the learning process. Furthermore, when the template for the semi-annual report requests the pupil’s view of the special education, this makes it possible to include the pupil’s experiences in the subsequent work. This is particularly the case when inclusion and participation in social interaction is given special emphasis. 

Conclusions and Discussion

The chain of actions for special education can be viewed as an expression of the ambition to create a coordinated and collaborative effort at different levels, with the objective of developing a good learning environment for the pupils. The chain of actions is based on the premise that the responsibility for this is shared among several professionals and is developed by contributions from several sectors.

When considering the municipal guidelines for the chain of actions as a whole, the analysis gives the general impression that the local authority provides a good follow-up for the schools, corresponding well with the national regulations, thus facilitating the implementation of the Education Act and regulations through the different links in the chain of actions. The guidelines must be assumed to promote emphasis and substantiation as well as providing advice on centrally-imposed regulations in relation to the schools, thus increasing awareness about them in the chain of actions. Furthermore, it appears that there is a reasonably good concordance between the different links in the chain of actions in that judgements that are made in one link are to be negotiated and promoted in the next link. In this way, the analysis gives the impression of high quality for the municipal guidelines for special education. 

Thus the guidelines may encourage improvements of the different phases in the work with special education. This applies to accommodating formal, administrative concerns associated with the procedure of cases as well as practical-educational concerns associated with the development of a system of support for the optimal preparation of a good learning environment.  

Although the analysis of the municipal guidelines gives a positive general impression, there nonetheless appears to be a need to go through them with a view to revisions and quality enhancement in some areas. In particular, there appears to be a need to:

· clarify guidelines for the teachers’ reported concern and for the special education team 

· emphasise the objective of an ecological approach to charting and interventions so that attention is directed towards the interaction between attributes of the pupil and attributes of the environment

· extend and enhance the communication with and within the schools with a view to increasing understanding of and awareness about the guidelines, in order for them to be more collectively and efficiently implemented

· emphasise the responsibility of the rector for following up the work in the chain of actions

· consider and emphasise the consequences of the education having an inclusive objective

The objective of an inclusive education generally appears to have a relatively limited role in the municipal guidelines. This is apparent in that factors associated with adapted education and inclusion is only to a small extent viewed in context. Thus the schools receive little assistance with conducting assessments of the balance between individual premises and the learning community of pupils in special education. One example is the coordination between the IEP and the plan for the school class, where the guidelines are too cursory. Consequently, the guidelines are characterised by little consideration and emphasis where the relation between differentiation and inclusion are concerned, thus only to a limited extent being carried further in the form of advice and guidelines for the schools.

Moreover, in accordance with the national guidelines, the municipal guidelines should further emphasise the issue of teamwork and collaboration between the teachers. It is important to develop an understanding of teachers’ joint responsibility for all pupils’ teaching and learning, including for those pupils who receive special education. This makes it necessary to underline the cooperation between general teachers and special teachers as a condition for successful coordination between generally adapted education and special education. Teacher cooperation is important in all phases of the chain of actions for special education. This includes the teamwork to formulate and implement individual education plans and to coordinate the education for the school class and for pupils with special needs. The guidelines should thus contribute towards the schools’ further developing their understanding of how special education requires a collective professional responsibility.


As in earlier years (Nilsen, 1997), but perhaps now even more clearly, the municipal guidelines for special education are characterised by having the greatest emphasis on the goal category, particularly with regard to IEP work. The other categories are considered as means to reaching the goals. This may be associated with how competency goals have a central position in the national curriculum, which the IEP is obliged to accommodate. This may in turn pertain to an issue we recognise from earlier decades, about how taking precise goals in planning as a point of departure harmonises with how teachers work and think. Perhaps other categories may then become equally central, and dependency and interactions between the different categories should receive more emphasis in the direction of a clearer didactic relational approach (Bjørndal & Lieberg, 1978). According to this approach, accommodation of the pupil’s premises and judgements about frame factors will have a central position in relation to the other categories.

Written municipal guidelines on the chain of actions in special education are important, but hardly sufficient. The manner in which schools and teachers relate to written guidelines from superiors is probably also a question of how to communicate with them about such guidelines (Imsen, 2009). Therefore there will be a need to extend, and possibly intensify, the dialogue with the schools in order to develop a common understanding and awareness of the guidelines with a view to strengthening the basis for their practical follow-up.

There may also be reason to pose critical questions about the national regulations, however, with regard to clarity, inner consistency and realism. Although the law defines certain national guidelines for special education, critical questions have been asked about whether this provides sufficiently clear instructional signals from the government to the local authorities and schools. Nilsen (2008) points out that the national curriculum lacks binding guidelines for special education and asks whether this contributes to upholding old cultures so that local traditions tend more readily to determine the practice in the area. If in addition there is no recourse to competency for carrying out the tasks, this will further strengthen the tendency to make use of established traditions and routines. 

Viewed as a whole, the chain of actions gives the general impression that the municipal guidelines serve as important criteria for local quality improvement in special education. They are important for ensuring the legal rights of the pupils and their parents. They are also important for ensuring that the ordinary local school is a real choice for parents who have children with special educational needs. If this is to be the case, one is dependent not only on the formulation of municipal guidelines, but also on their implementation. They must function as facilitators in the development of quality in special education. The next important step is that the schools implement the guidelines in such a way that the work in a long chain of actions reaches the pupil and contributes to the development of a system that supports the pupil’s learning in a beneficial manner. This question is the subject for the next investigation.
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RESPONSE TO INTERVENTION: HOW IS IT PRACTICED AND PERCEIVED?

Rachel Martinez
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This study is a descriptive study designed to examine how school personnel are implementing the Response to Intervention (RTI) process and how they perceive the process. Using an online survey, school personnel in rural and urban schools in South Eastern Texas were asked about the RTI process on their campus and their opinions of the process. Participants were general and special educators, school administrators and related personnel. The sample consisted of 99 people who completed the entire survey. The authors found strengths in the RTI process in terms of early identification of students for RTI and collaboration among school personnel. Areas that needed improvement included writing measurable goals and having a system of consistent progress monitoring and data collection.

The act of teaching, re-teaching and working with struggling students is not a new concept for classroom teachers. Even in the 1900’s students who attended school did not always work on the same assignments or subjects at the same time. Teachers would alter assignments or order of instruction to help individual students (Ellis, 2005; Gwaltney, 2001). Interventions, formal and informal, have been common in schools for many years. More recently Response to Intervention (RTI) has been implemented to ensure that all students receive any needed instruction and interventions to achieve academic success.  RTI is a formal process implemented by schools to provide direct instruction/intervention for all students experiencing academic and/or behavioral difficulties (Gerzel-Short & Wilkins, 2009). The primary goal of RTI is to provide the interventions a struggling student would need to become successful in the general education curriculum. If the interventions are successful, that student would continue in the general education setting. If interventions are not successful, the school district may decide to implement different interventions or may initiate a referral for special education eligibility testing. 

Currently, RTI is implemented in different degrees across this country. As of 2007, 15 states had adopted an RTI model. Twenty-two states were in the development stage, 10 states were providing guidance to schools and three states were not in the process of developing a model or the information was unclear (Berkeley, Bender, Peaster, & Saunders, 2009). It has been noted that most schools that use the RTI process are primarily using a largely grass roots effort in behavior analysis to plan and implement interventions (VanDerHeyden, Witt, & Gilbertson, 2007).

RTI and Current Literature 
Many approaches to RTI are addressed in the current literature (Berkeley et al., 2009). Inherent to all approaches is a process to: (1) define a student’s problem; (2) plan an intervention for the student; (3) implement the intervention, and (4) evaluate the student’s progress (Bender & Shores, 2007; Fuchs, Mock, Morgan, & Young, 2003). Identifying problems, planning interventions, and evaluating a student can be difficult. It is imperative that interventions are reliable, accurate, and easy to implement. Furthermore, the RTI process is more likely to fail if the campus is weak at selecting, organizing, or delivering interventions (Daly, Martens, Barnett, Witt, & Olson, 2007). 

Campuses that have successful RTI procedures implement research-based interventions using multiple tiers of instruction. Teachers provide high quality instruction starting in the general curriculum (Tier I) and continue with more intensive interventions (Tier II and Tier III). Tier II and Tier III often differ based on the time spent on the intervention (Reutebuch, 2008). Minutes and days spent in interventions may differ depending on the tier. For example, intervention time might start at 30 minutes twice a week at Tier II, but later increase to 45 minutes daily (Tier III) if the student needs more intervention time to be successful. Tier III may also be the time in the process where a referral for special education testing is initiated (Murawski & Hughes, 2009).

Other successful RTI procedures, as noted by Reutebuch (2008), include having a system in place to identify students with behavioral or academic struggles early and checking a student’s progress frequently to measure the effectiveness of interventions. Collaborating with a variety of personnel, parents and families during the process is also important for successful RTI. Interventions that incorporate the family are more effective in building skills as it is not uncommon for students who are struggling to need interventions that can continue when they are at home (O’Shaughnessy, Lane, Gresham, & Beebe-Frankenberger, 2003). Finally, schools with successful RTI procedures monitor the process by using fidelity checks to insure that interventions are implemented with consistency and as the team intended (Reutebuch, 2008; Telzrow, McNamara, & Hollinger, 2000).  

RTI and Special Education Eligibility 
The possible use of RTI as a means of ruling out or identifying students who may or may not have Learning Disabilities (LD) began in 1982 as part of a National Research Council (NRC) study (Heller, Holtzman, & Messick, 1982). The NRC study proposed that special education classification should be based on three basic inquiries: (1) Is the quality of the general education adequate to address learning? (2) Is the special education program able to improve student learning? and, (3) Is the assessment process used for identification meaningful? Since 1982, others have proposed various models for the use of RTI to determine eligibility under the definition of a specific learning disability (SLD) (Fuchs, 1995; Fuchs & Fuchs, 1998; Bullis & Walker, 1994).  In 2004 Congress amended the Individual with Disabilities Education Act (IDEA) in part, to address problems attributed to poor interpretation and misuse of the discrepancy model for identifying students with specific learning disabilities (Mather & Kaufman, 2006; Mesmer & Mesmer, 2008; Hale, Kaufman, Naglieri, & Kavale, 2006). With its 2004 amendments to the IDEA, Congress essentially incorporated and codified the use of RTI to determine a specific learning disability twenty two years after the inception of the SLD category.

Some changes made to the IDEA are aimed at reforming how students with learning disabilities are identified for special education services. Specifically, public schools that use RTI should provide direct instruction/intervention when students demonstrate academic or behavioral difficulties prior to making a special education referral. It is quite possible for a student to make adequate progress with the intervention in place and therefore, never require a referral for special education testing. Common to the RTI process implemented by schools, instruction must be research-based and conducted for a reasonable amount of time before pursuing a possible diagnosis of a disability. While some school districts use RTI only to determine eligibility, other districts require cognitive and academic assessments, and others still use a hybrid of RTI and psychological assessment to determine eligibility (Hale, et al., 2006). Since RTI is not mandated as the sole way to determine a specific learning disability, public schools now have to determine how they will use the RTI process to determine special education eligibility for a learning disability.

Berkeley, Bender, Peaster and Saunders (2009) found that 37states were using formal psychological testing and/or RTI. Ten states were using psychological testing and only two states used RTI exclusively to identify students with a learning disability. Focusing on RTI, Fuchs (2003) observed that different methods of intervention will impact the rate of students labeled as learning disabled. Fuchs notes that we can expect tremendous variation across locales in terms of who is indentified and what the concept of learning disability means (2003, p.184). This statement appears to be equally true when comparing states and how they determine which procedures they will use to evaluate students for specific learning disabilities. 


Perceptions of RTI

There is limited research regarding how stakeholders on campus teams perceive the RTI process and its impact on students. Researchers (Dunn, Cole, C.M., & Estrada, 2009) have noted that future research should incorporate the perspective of all stakeholders involved in the referral process. Teachers’ perspectives play a key role in the delivery of instruction in the classroom and on referral for interventions and/or special education testing (Dunn, et. al, 2009). 

Present Study

Within the present study we were interested in examining how school personnel   implement RTI and 

what their perceptions are of the RTI process.  Previous researchers focused on how schools implement RTI through a case study method by examining procedures at specific schools (Dexter, Hughes, Farmer, 2008; Daly et al., 2007; Mesmer & Mesmer, 2008).  Other researchers have been interested in reviewing what stages states are at in incorporating RTI into their schools (Berkley et al., 2009).  As illustrated by the literature review there is limited information about the processes various schools use to implement RTI as well as the overall perceptions of RTI.  Consequently, we were interested in contributing to the knowledge base about how RTI is initiated; how interventions are developed; who participates in the process; what the follow- up process consists of; and, how the eligibility process for special education services is handled.  Finally, given that RTI is in its infancy in many schools we were interested in discovering how school personnel perceive the process. 

Method

Participants 

In the spring of 2009, general and special educators as well as administrators and related personnel in rural and urban schools in South Eastern Texas were invited to take part in an online survey querying them about the RTI process and their opinions of the process.  The survey was sent out to administrators within the service area of a regional Educational Service Center.  The administrators were asked to forward the survey to their faculty and staff who were involved in RTI.  A total of 158 educators began the survey. Ninety nine completed the majority of the survey and thus were included in the data analysis.  The other 59 completed only the first few questions and were excluded from the analysis.   Sixty seven percent of the respondents were female elementary school general education teachers.  The remainder of the respondents included administrators, diagnosticians, counselors and special education teachers.  See Table 1 for demographic characteristics.

Table 1.

Demographic Characteristics (in Percentages)

	Gender
	Position Held
	Years in Position
	Type of School
	Size of School District
	 Level of Educ.

	Male

9.8
	Diagnostician

5.2
	0-3years

36.5
	Elem. School

84.8
	Less than 199

students

12.5 
	Bachelors’ Degree

62.8

	Female

90.2
	Administrator

19.8
	4-8 years

28.1
	Middle School

10.8
	200-429 students

24
	Master’s Degree

37.2

	
	Counselor

5.8
	9-13 years

13.5
	High School

4.3
	430-979 students

20.8
	

	
	Gen. Ed. Teacher

67.4
	14 years and above

21.9
	
	980 – 2084 Students

33.3
	

	
	Special Ed. Teacher

4.7
	
	
	More than 2084

9.4
	


Survey

The survey was developed using Survey Monkey (http://www.SurveyMonkey.com), an online survey tool.  Educators were asked questions about their experience with the RTI process in their schools related to the RTI initiation process; documentation of goals and data collection; intervention procedures; and, the follow up decision making process. Additionally, educators were queried regarding their opinion of the RTI process. Questions  regarding the RTI  process were based on a five-point likert scale with response options ranging from never to always  and including a response of  I don’t know. Questions regarding educators’ opinions were also based on a five-point likert scale but response options ranged from strongly agree to strongly disagree and respondents could indicate that they did not have an opinion. Space was provided for the respondents to make comments after each question. Demographic information regarding characteristics of the respondents was also obtained.  

Questions were developed within the survey based on the first author’s experience as a Diagnostician in the schools facilitating the RTI process. The initial survey was piloted on educators in the field of education to determine readability, comprehensibility as well as relevance to the subject.  Information from the pilot study resulted in several changes in question wording as well as question deletions.  

Procedure
The names of administrators in the 41 school districts served by the Educational Service Center were obtained and an email was sent in March of 2009 with a link to the survey.  The administrators were asked to complete the survey as well as disseminate the survey to their faculty and related staff.  The email contained an explanation of the purpose of the survey as well as assurances that anonymity was guaranteed to participants.  No identifying information was obtained on the survey.  The administrators were contacted a second time in May of 2009 again asking for their participation and for their help in passing the survey onto their faculty.  

Data analysis

This is a descriptive study. The researchers were interested in finding out how educators at various schools were initiating, planning, implementing and following up on the RTI process as well as how they perceived the process. Thus frequencies and descriptions of responses to questions on the survey are presented. Additionally, participant comments were included to further illustrate their activities and perceptions of the RTI process. Comments were summarized according to themes and direct comments were included when they represented themes. 

Results and Discussion

Initiation of RTI

The authors were interested in determining who on campus initiates the RTI process and, who part of the RTI decision team is.  Eighty seven percent of the respondents indicated that the general education teacher initiates the RTI process.  Seventy seven percent of the respondents indicated that this process is often initiated when a student has a low score on a campus wide screening test.  See Table 2. Respondents indicated that once a student is identified as a candidate for RTI the primary members of the RTI team include the general education teacher, special education teacher, administrator and reading specialist.  Thirty four percent of the respondents indicated the parent was a part of the team.  Comments indicate that parent input is often sought by individual teachers before RTI meetings so many parents do not attend the actual meeting.   

Table 2.

Participants Responses (in Percentages) to How the RTI Process is Initiated in the Schools

	Item
	Never
	Rarely
	Mostly
	Always
	Don’t Know

	Teacher Identifies students
	3
	6
	38
	49
	  4

	Low score on Campus Screening
	5
	8
	54
	23
	10.3

	Parents attend RTI meetings
	39
	17
	31
	3
	10.2


Initial RTI Meeting: Development of goals, intervention and documentation
This section of the survey was meant to determine how personnel on various campuses make decisions and write goals about academic areas targeted for intervention.  See Table 3.  The majority of the respondents indicated that team members collaborate to identify at least two areas of weakness to target. Comments from respondents indicate that if there are several areas to address, all are addressed however these are focused on one or two at a time. Seventy seven percent of the respondents indicated that once these areas of weakness are identified they are operationally defined so they can be consistently observed and monitored. The majority of the respondents agreed that goals were written to include information about how the student is currently functioning and that teachers incorporated student strengths into goals. Sixty one percent revealed that objective criteria to measure progress after the intervention is also included in the goals. However 25% responded that measurable objective criteria were never or rarely written into the RTI goals. Upon review of the comments made by respondents it appears that developing and writing measureable goals may be an area in need of improvement. In some cases comments indicate that goals state that students will make improvement without indicating what improvement looks like.  Fifty six percent of the respondents indicated that the intervention plan included a schedule for the student to be tested for progress on goals at least one to two times a week.  However 27% indicated that a schedule for periodic assessment is never or rarely included in the intervention plan. Comments indicate that periodic assessment to measure progress varies. Most reported assessment occurred once or twice a week.  However, several others reported assessment activities once a month to every six weeks.  Finally, the majority indicated that a follow up meeting is scheduled to determine progress.  

Table 3.

Participants Responses (in Percentages) to Questions About Activities in Initial RTI Meeting

	Item
	Never
	Rarely
	Mostly
	Always
	Don’t Know

	Team identifies two areas of weakness
	2
	10
	46
	32
	10

	Areas of weaknesses are operationally defined
	2
	12
	33
	44
	8

	Goals include current level of functioning
	3
	6
	36
	46
	8

	Goals include objective criteria for measuring progress
	7
	18
	29
	32
	14

	Entire team participates in intervention development
	2
	16
	44
	31
	7

	Schedule for testing progress included in intervention plan
	7
	20
	32
	24
	17


Respondents were also queried about who participates in the development of the interventions to go along with the academic goals. Seventy five percent indicated that all team members participate in developing interventions.  

 Intervention Process

The authors were interested in who was providing intervention during the RTI process and whether they were qualified to provide intervention.  See Table 4. Consequently, educators were asked whether a reading specialist, math specialist or other personnel specifically trained in the subject area worked with students during intervention.  Sixty percent indicated that specially trained personnel worked with students. Thirty two percent of the respondents indicated that this was never or rarely the case. Those who indicated specialized personnel did not work with students commented that instructional aides, the teacher, high school mentors and peers worked with students on their intervention. When asked whether specific tiers for intervention in reading and math were implemented on their campus, 80% of the respondents indicated they were for reading with 11% indicating never or rarely and 61% indicated they were for math with 25% indicating never or rarely.  

Table 4.

Participants Responses (in Percentages) to Questions About the Intervention Process

	Item
	Never
	Rarely
	Mostly
	Always
	Don’t Know

	Specialists in subject area work with students
	13
	19
	39
	21
	8

	Specific tiers for interventions in Reading are implemented
	
	9
	30
	50
	9

	Specific tiers for interventions in Math are implemented
	7
	18
	35
	26
	14

	Students are given extra time to work on intervention activities
	2
	5
	42
	41
	9

	Students are reinforced for participation in the process
	8
	38
	30
	5
	19

	Students are reinforced for progress
	7
	27
	37
	10
	19


The authors were also interested in how students are encouraged as they go through the RTI process.  See Table 4. Respondents were asked if students were given extra time, outside of regular instruction, to work on interventions. Additionally they were asked if students were reinforced for participating and for their progress toward RTI goals. Eighty three percent indicated that students were given extra time. As far as reinforcement for participating and making progress toward goals 46% of the respondents indicated that students were never or rarely reinforced for participation and 34% indicated students were never or rarely reinforced for progress. For this area almost 20% of the respondents indicated they did not know if students were reinforced or not.   

Follow-up Process

Within this section authors queried educators about whether a follow up meeting was scheduled, who attended, what if any data was examined and what the outcomes were. See Table 5.   The majority of the respondents indicated that a follow up meeting was held to monitor student’s progress and that the team consisted of the same members who participated in the initial RTI meeting. The authors were interested in whether parents were invited to and participated in this follow up meeting. Forty eight percent indicated that parents were rarely or never invited and not surprisingly then 56% indicated parents never or rarely participated in follow up RTI meetings. This is consistent with the findings for the initiation process.  Parents are not typically part of the RTI team; however their input is sought by classroom teachers prior to RTI meetings. The majority of the respondents indicated that teachers brought data in the form of charts and graphs so student performance could be compared to the prior agreed upon goals.  Comments indicate that data is brought but at some schools the process is still being worked out as the data may not be objective measurable data that would support decision making.

Table 5.

Participants Responses (in Percentages) to Questions to Follow-up Activities

	Item
	Never
	Rarely
	Mostly
	Always
	Don’t Know

	Follow-up meeting is held                    
	2


	6
	28
	57
	6

	Same members of initial RTI meeting attend follow-up
	1
	2
	40
	50
	7

	Parents invited to follow-up
	30
	18
	10
	33
	11

	Parents attend follow-up
	28
	28
	26
	4
	14

	Teachers bring objective data to follow-up meeting
	5
	10
	18
	56
	12

	Based on data current level of performance is determined
	2
	2
	30
	60
	5

	At least fifty percent make progress
	1
	2
	51
	25
	21

	At least fifty percent meet goals
	1
	6
	60
	11
	21

	Those who did not progress get a new round of interventions
	2
	3
	36
	45
	14

	Those who did not progress are referred to special education
	2
	28
	43
	14
	14

	Those referred to special ed. Qualify as a person with a learning disability (LD)
	1
	7
	55
	8
	29

	Eligibility determination for LD is based solely on RTI
	29
	25
	17
	3
	25

	Eligibility determination for LD is based on RTI as well as IQ and achievement testing
	1
	2
	33
	41
	23


The authors were also interested in the level of progress made as it related to RTI in the schools. Seventy six percent of the respondents indicated that at least half of the time students make some progress and 71% of the respondents indicated that at least half of the time students meet their goals. For those who did not progress toward their goals a majority indicated that a new round of interventions is started. Additionally, for those who have not progressed a large number indicated that a special education referral is made. Furthermore the majority concur that those who were referred and did not respond to interventions tended to qualify for special education services as a student with a learning disability. 

Finally, the authors were interested in how eligibility determinations for special education are made in relation to the RTI data collected. Approximately 20% of the respondents indicated that eligibility is determined for learning disabilities based solely on the RTI data. Seventy four percent responded that eligibility is actually determined using a combination of RTI data and standardized testing such as IQ and achievement tests. Overwhelmingly, comments indicate that RTI and standardized assessments inform the eligibility decision more so than one or the other processes alone.

 Participants’ Opinions of RTI process

As part of the survey educators were asked to give their opinions about the RTI process. See Table 6. Overall the majority of the respondents indicated they felt that RTI benefits students. However in examining their comments a theme emerged. The respondents indicated that they were already helping their students before RTI. One respondent wrote: The students included in the RTI process are the same students who were being serviced before RTI was part of the process. Another wrote, There are some benefits, yes.  But if you are a good teacher you are NOT going to let a student having problems fall by the wayside. We are here for the children.  It just takes so much extra time to document every little thing that you do to prove that you ARE helping the child.  Finally, along this same theme a respondent wrote, We do interventions all the time for all the students as needed. RTI helps put a process/structure in place but the time and documentation is sometimes prohibitive.
Table 6.

Participants Responses (in Percentages) to Questions About Their Opinion of RTI

	Item
	Strongly Agree
	Agree
	Disagree
	Strongly Disagree
	No Opinion

	RTI benefits students
	26
	49
	6
	2
	17

	RTI takes up too much time
	9
	28
	32
	14
	17

	Collecting data required to monitor progress is difficult
	13
	40
	28
	5
	15

	Educators learn a lot about their students through RTI
	14
	53
	13
	5
	14

	RTI process improves parental involvement
	6
	31
	26
	8
	29

	Parent involvement enhances the RTI process
	13
	42
	13
	2
	31

	Students were better served prior to the implementation of the RTI model
	5
	8
	44
	13
	30


Educators were asked if they thought the RTI process took up too much of their time.  Thirty seven percent agreed that the RTI process takes up too much time while 46% disagreed that the RTI process takes up too much time. In examining the respondents’ comments a main theme seemed to center around the paperwork requirements. One respondent wrote The documentation and preparation for materials is the time consuming aspect of RTI. Another wrote, Lots of paper work!!!!!!!!!!!! So much follow up and paper work!!!!
Educators were asked if collecting data that is required for objective monitoring of progress during intervention is difficult.  Fifty three percent agreed that collecting data is difficult, and 33% disagreed.  The written responses by the respondents indicated that the data collection process itself was not so difficult but time consuming.   For example one respondent wrote, It (data collection) is just time consuming, data is important.
The majority agreed that educators learn a lot about their students through the RTI process. One respondent wrote about how the process helps others know the students, The classroom teachers typically know the most, but it is good that so many team members are able to learn about and identify with and help support the students. Other comments made to this question seemed to come from those who may not be satisfied with the RTI process. One wrote, True educators know their students without this process. Similarly another respondent wrote, RTI and computer generated graphs cannot tell more about a student than a teacher who works daily with a student.

Thirty seven percent agreed that the RTI process improves parental involvement in students’ education and thirty four percent disagreed. One respondent wrote, Input from parents is important to understanding the whole student. However comments to this question indicate that although educators believe parental involvement enhances the RTI process, there is very little parental involvement in the process. A respondent wrote, They become aware of what we can offer their child. One respondent indicated that parents are typically not invited.  Another respondent wrote, If parents are involved, they already are.  An RTI does not make them more involved. Fifty five percent of the respondents agreed that when parents are involved it enhances the RTI process.  

In response to whether they thought students were better served prior to the RTI model the majority indicated they disagreed that students were better served prior to the RTI model. Interestingly 30% indicated no opinion.  Comments include, We have always done business this way, now it has a name and Perhaps for some teachers, the RTI process is a help, but after many years of teaching I feel that I have always done above and beyond the call of duty to help my students achieve success and do the best they can do.

Conclusion 

According to Reutebuch (2008) a successful RTI process depends on whether schools have in place a method to identify students early; to intervene using various tiers of research based instruction; to collaborate among school personnel and parents; and, a system to monitor the RTI process and student progress.  The results of this study indicate school personnel are addressing many of the necessary components of RTI proposed by Reutebuch. Within this sample the majority of the school personnel are practicing early identification by having a system where teachers initiate the process based on campus wide assessments. In most cases specialists in reading and math are implementing the interventions using a system of tiers. However it was reported that instructional aides and peers were also providing intervention. Collaboration among school personnel also appears to be the norm in developing and monitoring RTI.  However, it does not appear that parents are typically part of this process.  The responses also indicate that progress monitoring may be an issue that needs attention in RTI processes adopted by schools.  Results show objective measures were not necessarily always a part of data collection and student progress was not always monitored on a regular and consistent basis.  

Overall results indicate the RTI process is perceived positively by educators within the schools participating in the survey.  However, many reported that good teachers were already engaging in intervention activities prior to the RTI mandates in their school. The participants comments seemed to indicate a level of frustration with the RTI process because it is something the teachers were already doing on their own.    

Finally, school personnel participating in this study indicated that RTI data in conjunction with standardized assessments plays an important role in determining eligibility for special education services under the category of specific learning disability.  This finding is positive in that RTI is not a requirement in IDEA.  Rather it is another method that can be used alone or in conjunction with other methods. School personnel who are using RTI data as well as data from standardized assessments are able to get a clearer picture of students’ needs than if they were just using one or the other method by itself.  

Recommendations

Given the limited scope of this study further research must be done to include a larger population of educators engaging in the RTI process in rural and urban schools in order to determine with more confidence the strengths and weaknesses of RTI implementation in the schools. That being said, the results of this study demonstrate that specific aspects of the RTI process may need additional attention. As noted above, the data collection and progress monitoring aspects of the RTI process in this sample may need some attention. The RTI team must develop measurable objectives and a means to collect the data before interventions are begun. Single subject research designs provide an excellent framework by which to collect data and monitor progress (Alberto and Troutman, 2009) and can be used for this purpose. Single subject research design structures can provide educators with options for collecting data; creating structured interventions; organizing it; and determining effectiveness of intervention through graphic representations.  

Educators and administrators implementing RTI in their schools would also do well to involve parents in the planning, intervention and follow up processes. Research surrounding family involvement in education indicates that students benefit educationally and in post secondary endeavors from family involvement (Fan & Chen, 2001). Parents are uniquely situated to support student learning beyond the hours students are in the classroom. Consequently, providing parents a voice in the RTI process as well as information on how to help their sons or daughters gain specific academic skills will only make the work of the public school educator less difficult.  

School administrators must also be mindful of who is providing the interventions and support to the students receiving RTI. Our results indicated that in most cases teachers, and reading and math specialist provided intervention but it was also reported that peers and instructional aides were providing intervention. When lack of adequate instruction may be a reason for students’ skill deficits it is only appropriate for those who are experienced with teaching and teaching techniques; and well versed in research based interventions to be responsible for intervention. Peers and instructional aides can provide a support role when students obtain the needed skills and require practice and assistance to obtain skills to automaticity.

Finally, school administrators may offer more support and acknowledgement of efforts to classroom

 teachers as they participate in the formal RTI process. The comments by teachers regarding perceptions of RTI seemed to indicate that teachers were frustrated with the cumbersome process of meetings, data collection and assessment of effectiveness. They commented that good teachers were already doing RTI activities before RTI was ever a mandate in their school. Consequently, teachers’ efforts before and during the RTI process should be acknowledged and supported.  

References

Alberto, P.A. & Troutman, A.C. (2009).  Applied behavior analysis for teachers(8th ed.). Upper Saddle River, NJ: Pearson Education

Bender, W.N., & Shores, C. (2007). Response to intervention: A practical guide for every
 teacher. Thousand  Oaks, CA: Corwin Press.

Berkeley, S., Bender, W.N., Peaster, L.G., & Saunders, L. (2009). Implementation of response to intervention: A snapshot of progress. Journal of Learning Disabilities, 42(1), 85-95.

Bullis, M., & Walker, H.M. (1994). Comprehensive school-based systems for troubled youth. Eugene: University of Oregon, Center on Human Development.
Daly III, E.J., Martens, B.K., Barnett, D., Witt, J.C., & Olson, S.C. (2007). Varying intervention delivery in response to intervention: Confronting and resolving challenges with measurement, instruction, and intensity. School Psychology Review, 36(4), 562-581.

Dexter, D.D., Hughes, C.A., & Farmer, T.W. (2008). Responsiveness to intervention: A review of field studies and implications for rural special education. Rural Special Education Quarterly, 27(4), 3-9.

Dunn, M.W., Cole, C.M., & Estrada, A. (2009). Referral criteria for special education: General education teachers’ perspectives in Canada and the united states of America. Rural Special Education Quarterly, 28(1), 28-37.

Ellis, N. (2005). One-room schools holding on in rural America. Morning Edition.

Fan, X.T., & Chen, M. (2001).  Parental involvement and students’ academic achievement: A meta-analysis. Educational Psychology Review, 13 (1), 1-22.

Fuchs, D., Mock, D., Morgan, P.L., & Young, C.L. (2003). Responsiveness-to-intervention for the learning disabilities construct. Learning Disabilities Research & Practice, 18(3),157-171.

Fuchs, L.S. (1995, May). Incorporating curriculum-based measurement into the eligibility decision-making process: A focus on treatment validity and student growth. Paper presented at the Workshop on IQ Testing and Educational Decision Making, National Research Council, National Academy of Science, Washington, DC.

Fuchs, L.S. (2003). Assessing intervention responsiveness: Conceptual and technical issues. Learning Disabilities Research and Practice,18(3), 172-186. 

Fuchs, L.S., & Fuchs, D. (1998). Treatment validity: A unifying concept for reconceptualizing the identification of learning disabilities. Learning Disabilities Research and Practice, 13, 204-219.

Gwaltney, T. (2001). The era of the rural school. Childhood Education, 78(2), 104-108.
Gerzel-Short, L., & Wilkins, E.A. (2009). Response to intervention: Helping all students learn. Kappa Delta Pi Record, 45(3), 107-110.

Hale, J.B., Kaufman, A., Naglieri, J., & Kavale, K.A. (2006). Implementation of IDEA: Integrating response to intervention and cognitive assessment methods. Psychology in the Schools, 43(7), 753-770.

Heller, K.A., Holtzman, W., & Messick, S. (Eds.). (1982). Placing children in special education: A strategy for equity (pp. 322–381). Washington, DC: National Academy Press.
Individuals with Disabilities Education Improvement Act of 2004, P.L. 108-466.

Mather, N., & Kaufman, N. (2006). Introduction to the special issue, part one: It’s about the what, the how well, and the why. Psychology in the Schools, 43(7), 747-752.

Mesmer, E.M., & Mesmer, H.A.E. (2008). Response to intervention (RTI): What teachers of reading need to know. The Reading Teacher, 62(4), 280-290.

Murawski, W.W., & Hughes, C.E. (2009). Response to intervention, collaboration, and co-teaching: A logical combination for successful systemic change. Preventing School Failure, 53(4), 268-277.

O’Shaughnessy, T.E., Lane, K.L., Gresham, F.M., & Beebe-Frankenberger, M.E. (2003). Children placed at risk for learning and behavioral difficulties: Implementing a school-wide system of early identification and intervention. Remedial and Special Education, 24(1), 27-35.
Reutebuch, C.K. (2008). Succeed with a response-to-intervention model. Intervention in School and Clinic, 44(2), 126-128.

Telzrow, C.F., McNamara, K., & Hollinger, C.L. (2000). Fidelity of problem-solving implementation and relationship to student performance. School Psychology Review, 29(3), 443-461.
VanDerHeyden, A.M., Witt, J.C., & Gilbertson, D. (2007). A multi-year evaluation of the effects of a response to intervention (RTI) model on identification of children for special education. Journal of School Psychology, 45, 225-256.

BURNOUT SYNDROME LEVELS OF TEACHERS IN SPECIAL EDUCATION 
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The purpose of this study is to determine whether burnout levels of special education teachers working with hearing, orthopedic and mentally impaired students in Bursa, Turkey differ according to some independent variables such as gender, family status, years of teaching experience, educational background and school type. A descriptive approach incorporating quantitative and qualitative methods was adopted in the present study to collect data. To analyse the quantitative data, t-tests and Mann Whitney- U test and descriptive analysis were used. A total of 67 teachers were selected from the seven special education schools in Bursa, Turkey. Each subject was given both the Maslach Burnout Inventory and Personal Information Form. Fourteen of the voluntarily participant teachers were interviewed. The results of the study revealed the fact that teachers working in special education schools had been experiencing burnout at very high levels.  When burnout levels were investigated with respect to the type of the schools where the teachers work, significant differences were found in all subscales. To overcome burnout syndrome, it is necessary to train qualified teachers not only psychologically but also physiologically. For this reason, teachers both during pre-service and in-service education periods should take some courses, which will help them avoid burnout.    

Introduction

Owing to factors as changing social roles, disagreement between individuals in their relationships, competition and bureaucratic working environments, the quest of individuals to prove themselves and having high expectations at work place negatively influence the health of employees and cause stress in their professional lives. When the stress of professional life adds up to difficulties and problems in the private lives of individuals, all these cause burn out which leads to serious problems both at individual and organizational levels. Burnout is a work related syndrome that individuals experience negative psychological reactions. As burnout results from all kinds of problems that an individual may experience in his/her working environment, plays a big role in causing burnout in the individual. Maslach and Jackson (1981) describe the experience of burnout in the people involved in assisting professions which require a close contact between the worker and the people receiving the service. Burnout is defined as a combination of feelings of emotional exhaustion, depersonalization, and a sense of lack of personal accomplishment (Hastings et al., 2004). The use of the term emotional exhaustion entails the basic assumption that the burnout syndrome is mainly exhibited in the workers whose jobs demand high levels of interpersonal involvement. Apparently, it is particularly those who start their work with high involvement, interest and care, might eventually exhibit the same sense of mental exhaustion, typical of routine, and boring jobs (Jackson et al., 1986). The feeling of depersonalization is regarded as a reaction to stress that is expressed in a range of reactions from little or no involvement in clients’ problems up to treating themes as objects rather than human beings (Iwanicki & Schwab, 1981). The sense of personal accomplishment is the lack of real achievement feeling at work in spite of the efforts by the worker. It is expressed in symptoms of stress and depression and a sense of despair—Why should I try, in any case, nothing I do has any worthwhile results? (Abramson et al., 1978; Miller & Norman, 1979).

The purpose of the present study is to investigate the burnout levels of the special education teachers working with hearing, orthopedic and mentally impaired students in Bursa, Turkey. The present study tried to find out emotional exhaustion, depersonalization and personal accomplishment subscales differ according to such variables as gender, family status, teaching experience, educational background and school type.

Teaching is generally regarded as a highly pressured demanding profession in which burnout is common (Blandford, 2000; Evers et al., 2004; Sari, 2004; Kokkinos & Panayiotou, 2005; Koustelios & Tsigilis, 2005; Isıkhan, 2004). Sari (2000) reported that low pay, poor training, crowded classrooms, discipline problems, lack of resources, lack of teaching and learning materials, lack of a well designed program, the mess of bureaucracy, bureaucratic society’s criticisms, social and political oppression on educational organizations, insufficiency of rewarding and lack of participation in decision making are some of the reasons for teacher burnout. Teacher burnout, which is a phenomenon, has been found to affect the quality of educational services since over a period of time and influence a teacher’s behavior in the classroom and the teaching profession. Stökli (1999) investigating the conditions of burnout impacting on the quality of the teacher-student relationship among 200 primary school teachers demonstrated that the teachers scoring high in the Maslach Burnout Inventory (MBI) also showed increased negative reactions to the pupils.

Another significant factor regarding burnout is the influence of the students who receive service in such environments. This factor is one of the characteristics, which has been studied extensively (Byrne, 1998; Eichinger, 2000; Evans, 2001; Hughes, 2001; Girgin & Baysal, 2005). It is reported that student characteristics in schools can seriously influence the extent of teacher exhaustion. Exhaustion of teachers leads to reduce teaching quality, and as a result of that, the academic performance of students is affected as well (Blandford, 2000). Among teachers, in comparison to general educators, special educators have been found to have higher burnout rates (Eichinger, 2000; Evers et al., 2004; Kokkinos & Panayiotou, 2005). Working with students with special needs weakens the teacher’s professional development and quality of educational and related services for the students. To work with these students in need can cause both physical and mental illnesses. According to the relevant literature on this topic, teachers working with the impaired are less creative and more impatient with their students, as they are depressed and lack of enthusiasm for their work (Weiskopf, 1980; Crane & Iwanicki, 1986; Croasmun et al., 1997). Since special needs children require more care and training as well as patience and sacrifice in comparison to their healthy peers, it is very stressful to work with students with special education needs. Special education teachers are often overburdened with multiple and sometimes competing responsibilities. This situation makes them experience less occupational satisfaction and more burnout. As the density of physical interaction is too high among special education students, working as a special education teacher is very exhausting.  

The need for qualified staff in special education has reached crisis proportions in Turkey. With the increased need to educate students with disabilities on the rise and the supply of special education teachers on the decline, the shortage of special education teachers is a serious concern. Severe teacher shortages in special education have resulted in the hiring of many teachers who do not have adequate training on working with special needs students either in their undergraduate or in-service education programs.  In Turkey, there are 253 at pre-school and elementary school levels (4-14 ages). Five hundred and forty-one children with special education needs, but unfortunately only 32.027 of them (13%) have a chance for special education in Turkey (MEB, 2007). The most fundamental reason for this is the insufficient number of schools for the impaired. Moreover, the fact that the institutions training teachers for the special education schools are insufficient in number, and for this reason, teachers with no knowledge of field are given the opportunity to work in these schools is considered to be among the reasons why the impaired can not get a sufficient and qualified education. 

Like most teachers in Turkey, teachers in special education, due to economical reasons, do not have an opportunity to start a new career. They become exhausted because of many challenges they face everyday and experience occupational burnout. Burn out in teachers may be accompanied by reduced quality of teaching and may also impair pupils` performance since the possibility of successful progress highly depends on the teachers` accomplishment. Academic preparation and training of these teachers is costly, time-consuming, and difficult to replace. Much attention has been focused on the need to improve the quality of teaching in the special education schools. There is a need for studies on special education teachers’ burnout in Turkey and studies on this topic are expected to fill this gap to improve the quality of special education teachers. 

Method

Participants

A total of 67 teachers were selected from the seven special education schools in Bursa, Turkey. Each subject was given the questionnaire by the researcher directly with a set of specific instructions describing the study. Twenty-five percent of the group was composed of males and 75% of females; 91% married and 9% single. The number of years of teaching varied considerably. On average, participants had taught from 5-13 years. Fifty-nine percent of the teachers have an undergraduate degree in special education whereas 41% do not have a degree. This means these teachers do not have  any education within the field of  special education during their undergraduate studies.  That is to say, they are the teachers of other fields. However, since there is a shortage of teachers in special education, they are appointed to these schools. Moreover, they have not had any in-service training in special education yet. Of the teachers, 48% work with the hearing impaired, 33% with the mentally retarded and 19% with the orthopedic impaired students in special education schools. All of the 67 teachers were administered the MBI. And the interview including a qualitative analysis was held with 14 teachers. Fourteen of the interviewed teachers were female whereas five were male. Only two of these teachers were single. While six of these teachers had a BA degree in Special Education, eight of them received only regular teacher education (B.Ed degree). Six teachers had been working with hearing impaired (HI), four with orthopedic impaired (OI), and four with mentally retarded (MR) students.

Measures

A descriptive approach was used in the present study in which the data were collected with both quantitative and qualitative methods. The data were collected through Maslach Burnout Inventory (MBI), Personal Information Form and interviews. The MBI was translated into Turkish by Ergin (1992) and applied to a sample group of 235 which consisted of doctors, nurses, teachers, lawyers, and police officers. The analysis of the findings from this group resulted in some modifications on the MBI made by Ergin. Since the Turkish language does not respond to seven-point degree scale, the original instrument was modified to a 5 -point Likert-Type scale from never to everyday (Ergin, 1992). The MBI was administered individually to each participant to measure his or her level of burnout. MBI includes 22 questions divided into three subscales: Emotional Exhaustion, Depersonalization, and Personal Accomplishment. Each subscale contains a series of particular characteristics: the Emotional Exhaustion (EE) contains nine items that describe feelings of being emotionally overextended and exhausted by one's work; the Depersonalization (D) subscale describes an unfeeling and impersonal response towards recipients of one's care or service; the eight items in the Personal Accomplishment (PA) subscale describe feelings of incompetence in the work settings. Scores from the Maslach Burnout Inventory are considered high if they are in the upper thirds of the normative distribution (Maslach & Jackson, 1986). For the subscales of EE and DP, high mean scores correspond to higher degrees of experienced burnout. In contrast to these subscales, lower mean scores within PA correspond to a higher degree of burnout. In this study, several statistical tests were used to examine the reliability of the inventory. First Cronbach Alpha values were calculated. The values for EE-emotional exhaustion (0.82), for DP-depersonalization (0.60), and for PA-personal accomplishment (0.73) were observed to be consistent with the results reported by Maslach and Jackson (1986).  

Data Collection

Teachers and school administrators were contacted through site visits to each school and provided with a permission letter from the National Ministry of Education for the research and a letter explaining the study. It was explained to teachers that their participation in the study was completely voluntarily. Once verbal consent was received from the principals, arrangements were made with teachers to give detailed information about the study and the MBI. The teachers returned the MBI in one week to the researcher.

The qualitative data were collected through a researcher-designed semi-structured interview and the sample was asked about occupational burnout and the influence of it. Fourteen voluntarily participant teachers were interviewed in depth, on an individual basis lasting approximately one hour for each. The original interview schedule was first pilot-tested with three teachers working in a different special education school. After each interview, interviewee’s comments were elicited, followed by a number of fundamental modifications in the schedule. During the interviews conducted by the researcher, the synonyms of burnout in Turkish were listed, and then the burnout syndrome was explained in detail. The following questions were asked: Can you tell me about how you feel with occupational burnout while you have been teaching at this school?;  What are the reasons for burnout? ; What do you think should have been done to overcome burnout? ; What helps the most, the least and why? ; Are you better equipped to deal with burnout? ; Do your school administrators and the physical environment have a part in your burnout syndrome?
Analysis of data

The Shapiro-Wilk test was used to find out whether the data show normal dispersion or not. For the data showing normal dispersion, t-test and one-way analysis of variance were applied. For the variables that were found significant, Turkey HSD test was used to make comparisons across groups. For the data that did not disperse normally, Mann-Whitney U and Kruskal Wallis tests were used. The relationships among the variables were investigated using with the co-efficient of Spearman correlation. The significant level was found to be α=0.05. For the statistical analysis of the quantitative data, SPSS 13.0 was used.

Descriptive analysis was used to analyze the interviews. Descriptive analysis involves identifying coherent and important themes and patterns in the data. Thus the complexity of the data was organized into categories. The categories were the feelings of the teachers related to occupational burnout, the reasons of burnout, and the ways of overcoming burnout. The researcher took notes during the interviews by using the word processor program; the responses of the participants were cut and pasted under each category. Then thematic similarities and differences were identified under each category. 

Results

In the first part, the quantitative analysis of the data is presented. The quantitative findings of this research will be presented in five main parts as burnout levels of teachers according to gender, family status, education, years of teaching experience and school type.

Table 1

Burnout and Gender, Family Status, Educational Background

	Subscale
	Gender
	N
	Mean Rank
	SR
	U
	P

	Emotional Exhaustion
	Male

Female
	17

50
	43.09

30.91
	732.5

1545.5
	270.50
	.026*

	Depersonalization


	Male

Female
	17

50
	45.41

30.12
	772.0

1506.0
	231.00
	.005**

	Personal Accomplishment
	Male

Female
	17

50
	33.30

22.81
	483.5

1794.5
	330.500
	.172

	
	Family Status
	
	
	
	
	

	Emotional Exhaustion
	Married

Single
	61

6
	34.43

29.67
	2100.0

178.0
	157.000
	.584

	Depersonalization


	Married

Single
	61

6
	35.47

19.08
	2163.5

114.5
	93.50
	.048*

	Personal Accomplishment
	Married

Single
	61

6
	33.25

41.58
	2028.5

249.5
	137.50
	.326

	
	Educational Background
	
	
	
	
	

	Emotional Exhaustion
	S E

R E
	39

28
	37.41

29.25
	1459.0

819.0
	413.00


	.090

	Depersonalization


	S E

R E
	39

28
	38.10

28.29
	1486.0

792.0
	386.00
	.041*

	Personal Accomplishment
	S E

R E
	39

28
	29.36

40.46
	1145.0

1133.0
	365.000
	.021*


There were significant differences according to gender variable in relation to emotional exhaustion and depersonalization. The results indicated that the male teachers had significantly more emotional exhaustion (U=270.5, p< .05) and higher DP (U=231.0, p( .01) than their female counterparts. In PA, although no significant differences were found according to gender variable, the female teachers had significantly less personal accomplishment than their male counterparts. There were not any significant differences according to family status variable in relation to EE and PA. On both subscales, married teachers had higher burnout levels (see Table 1). On DP subscale, married teachers were found to be significantly more depersonalized than the single teachers (U=93.5, p< .05). Although it was not statistically significant, the EE levels of teachers who graduated from special education departments were found to be higher according to the type of graduated school variable. However, in the sub-scales of DP and PA statistically significant differences were found regarding the variable B.A. type. Both in DP (U=386.0, p< .05) and in PA subscales (U=365.0, p< .05), it was observed that the teachers graduating from special education departments felt more exhausted compared to the teachers graduating from other departments. 

Table 2

Burnout and Number of Years of Teaching Experience

	Subscale
	#Years teaching experience
	N
	Mean Rank
	Sd
	X2
	P 

	Emotional Exhaustion 
	1-10

11-15

16-20

>21
	29

25

12

1
	36.36

31.90

35.38

1.50
	3
	3.581
	.310

	Depersonalization
	1-10

11-15

16-20

>21
	29

25

12

1
	34.90

34.30

33.46

7.00
	3
	2.019
	.568

	Personal Accomplishment
	1-10

11-15

16-20

>21
	29

25

12

1
	31.19

38.84

30.58

35.50
	3
	2.531
	.470


Special education teachers’ years of teaching experience had no significant effect on their level of burnout in any of the subscales.  This was not an expected result because recent surveys have revealed that those whose teaching experience period is shorter had more burnout (Shreeve et al., 1986; Singer, 1993; George et al., 1995; Evans, 1997; Kilgore & Griffin, 1998). Those having one to ten years of teaching experience had the highest score, while those having 11-15 years of experience had the lowest  mean score on emotional exhaustion. Although the differences were not significant on depersonalization subscale, teachers with 16-20 years of experience had the lowest burnout score. On personal accomplishment subscale, both the techers  with teaching experience of 16-20 years and those working for one to ten years had more burnout. As there was only one teacher who had been working more than 21 years, his  mean rank of  burnout was not taken into consideration. 

Table 3

Burnout and School Type

	Subscale
	School

 Type 
	n
	Mean 

Rank
	Df
	X2
	P 
	Significant Difference

	Emotional Exhaustion 
	HI

MR

OI
	32

22

13
	26.50

36.66

47,96
	2
	11.90
	.003**
	HI-MR, HI-OI, MR-OI 

	Depersonalization
	HI

MR

OI 
	32

22

13
	24.17

36.50

53.96
	2
	22.397
	.000***
	HI-MR, HI-OI, MR-OI

	Personal Accomplishment
	HI

MR

OI 
	32

22

13
	48.95

25.11

12.23
	2
	39.813
	.000***
	HI-MR, HI-OI, MR-OI


When burnout levels were investigated regarding the type of schools where teachers work, significant differences were found in all subscales. On emotional exhaustion, teachers working with the mentally retarded were more exhausted than those working with the hearing impaired; however, the teachers working with the orthopedic impaired were the most exhausted. On DP and PA scales, a statistically significant difference was found among the teachers, working with orthopedic and hearing-impaired students than those working with mentally retarded students. Additionally, it was observed that the teachers, working with mentally retarded individuals experience more exhaustion levels when compared to those working with hearing impaired individuals. Finally, when the differences between the scores of emotional exhaustion, depersonalization, and personal accomplishment within the group were compared for each school type, the scores on each subscale were determined to be high and statistically significant.

Discussion

Burnout and Gender: 

The findings of the present research were in accordance with the studies investigating gender differences in burnout syndrome that men to score significantly higher on emotional exhaustion and depersonalization (Schaufeli & Enzmann, 1998; Byrne, 1998; Sari, 2004; Huges, 2001; Girgin & Baysal 2005; Timms et.al., 2006 and Bilge, 2006). On the personal accomplishment subscale, since any significant gender difference in relation to the personal accomplishment subscale was not found, the results of the present study also match up with the results of Kokkinos, (2006); Sari, (2004) and Evans, (2001). Female teachers typically take the major share of the responsibility for well being of the traditional home, to have time at home with their families and still enjoy the fulfillment of a professional career. This can be due to the fact that more female teachers work in schools; they share a lot in the teachers’ room, tell each other about their problems and relax. Thus, they presumably feel much less professional exhaustion in comparison to male teachers. During the interview, this was expressed with the following words of a female teacher: 

Thanks God! We have breaks and this teachers’ room. We talk to each other here and give vent to our anger and helplessness. We share a lot not only about the problems we face in school, but also other matters of daily life, home, and our families. Seeing that I am not the only one who faces with the problems in school makes me feel relieved. 

A male teacher who is working with the hearing impaired said:

 This is an impossible job to do. You are exhausted all day, but you are neither paid well nor are your efforts appreciated well enough. Whether you like or not, you are labelled as a teacher of students with special aid. We are not treated respectfully by anybody. I wouldn't recommend this profession to anyone. Who else would feel more burnout? 

These feelings expressed by the teacher lead to, as Hughes (2001:291) too pointed out, less idealism, reduced work goals, and emotional detachment among teachers working with the impaired.

Burnout and Family Status: 

The family status variable of the study was exploratory in nature because previous relevant studies had been inconclusive as to whether family status has any role in the development of burnout (De Heus &Diekstra, 1999; Dorman, 2003; Maslach, Schaufeli & Leiter, 2001). A married female teacher working with orthopedic impaired students stated that being married is a disadvantage regarding the emotional exhaustion dimension by saying: 

I am worn out so much and put so much energy to work that when I go home I have no energy left to lift up even a finger. 

On the other hand, Gamsjäger and Buschmann (1999) demonstrated that married teachers were less vulnerable to burnout than divorced ones.  A female teacher working with mentally retarded students stated that being married is an advantage:

 When I go home, I speak to my husband, and sometimes I speak too much to compensate for lack of not being able to speak to anyone and explain myself properly to someone at school.

A female married teacher working with hearing impaired said: 

There are so many things I have to do, and I have so many responsibilities at home, believe me I have already forgotten the things I experience in school when I go home. I may not be very successful at the things I do in my class, but the things I do at home with my husband and kids satisfy me. 

All these words can be taken as an example that in the sense of personal accomplishment, married teachers were less exhausted compared to single teachers. 

A married teacher working with the mentally impaired described herself as:

At times I feel worn out and tired at school. Sometimes I also feel that I flog a dead horse but I forget these in order not to distress my folk at home. In fact, I have got two lives; in school I am exhausted or at home I am all alive. 

What married teachers say are in accordance with the research findings of Greenglass, Fiksenbaum and Burke (2001) stating that being married provides a kind of social support in itself.

Burnout and Teaching Experience: 

When the literature of burnout is reviewed, different results on the relationship between burnout and years of teaching experience are found. George et al. (1995) and Bilge (2006) found that special education teachers who having less teaching experience have more burnout. George et al. (1995) also stated that more than 36 % of the teachers reported that they planned to leave the field within one year.  While Kokkinos (2006) found no significant difference between the burnout levels of special education teachers working for less and more than ten years, Timms et al. (2006) reached the conclusion that special education teachers who working for 15-19 years suffered the highest burnout. In the present study, although no statistically significant difference was found regarding years of teaching experience both on emotional exhaustion and personal accomplishment subscales, it was determined that the teachers who worked working for one to ten years and for 16 to 20 years experience more burnout than the others. In terms of depersonalization, those working for 1 to 15 year(s) have the highest burnout level. This does not appear to support the findings of Tye and O’Brien (2006) that as length of service prolong, the positive attitude of teachers towards learners’ increases, and exhaustion levels decreases. On the other hand, they match up with the findings of Shreeve et al. (1986) who have reporting that it is the younger, less experienced special education teachers that have revealed higher levels of burnout. It is assumed that this is either due to the experience that teachers gain over the years that enable them to cope with the problems or they somehow learn to remain indifferent to the problems as a result of a kind of learned helplessness. The issues, which were raised by four of the participant teachers, whose length of service changed between three-eight years, are also supported by what the other teachers said in the interview.

 There are so many things in our lives which can potentially cause exhaustion that it would be wrong to think otherwise. If I had the chance to change my job for another job, I would do it, but unfortunately I don’t have such a chance. Teaching profession is already so abrasive, but working with students with special aid is the hardest. I feel more downtrodden each year. They used to say that as time advances exhaustion leaves its place to resignation, but that doesn’t happen. I feel more and more exhausted, tired, and bad each day. The difference between the ambition of my first years in teaching and now is so big that I even don’t remember the first days.   

In an interview study of beginning special educators, Kilgore and Griffin (1998) found that novice special educators reported different problems from their beginning colleagues. They often described themselves as insufficiently prepared, frustrated, and exhausted. This situation can be explained by the factors that teachers who have done their job for a long time lose their professional enthusiasm, they experience performance deterioration, feel tired of dealing with the same problems all the time, and the accumulation of physical and emotional exhaustion increases their desire to retire. Higher burnout in both sexes in the mid career cohort of 15-19 years experience, and indicates a corresponding fall in morale in the same mid career cohort of male teachers. 

Burnout and Pre service Education:

The distinctive factor associated with dissatisfaction for teachers of students graduating from special education departments is that of frustration. Weiskopf (1980) also observed that special education teachers commonly perceived a lack of success.  The findings of this study match up with the findings of Dursun (2000) concluding that the levels of experienced teacher exhaustion are higher as these teachers’ professional knowledge and quality in relation to the field increase. Evans (1997) suggested that educators of students with special needs might begin their careers with high expectations that they will be able to overcome the unique challenges faced by their students. It is thought that the risk of exhaustion formation is potentially higher as a consequence of experiencing higher levels of disappointment in those who have chosen the profession willingly. This study shows that there is a significant relation between the exhaustion level of teachers and the field they are trained. Those who were educated in the special education are found to feel more exhausted since they appear to become more aware of and more knowledgeable about the issues related to the field during their B.Ed., which could lead them to have higher professional expectations. Also, as Scott et al. (2001) and Sutton and Wheatley (2003) reported student performance, student misbehavior, parental expectation, lack of resources, increasing workload and poor quality teaching make teachers experience more burnout. Because of these factors, when they start practicing the profession, they seem to experience exhaustion to a great extent in comparison to the other teachers with a general B.Ed. degree. Three teachers who have education in the field of hearing impaired and mentally retarded stated similar opinions with Timms et al. (2006) in this matter as follows: 

The things I learned when I was at school and real life are completely different. The things we were taught at school were ideals. However, the reality is very bitter. 

Students have no responsibility or accountability, and it appears that many parents are the same - rather than help and support teachers, they beg or complain. Most of the parents are really uncooperative but they are dissatisfied with the lack of progress made by students. The ignorance of families about students with special aid, insensitivity of the society towards their needs, the lack of or sometimes the absence of materials necessary for education we are deprived of anything that you can think of. Under these conditions I could not help but feel burnout. If you know how a job should really be done, all these will continuously disturb you. I wish I became an ordinary classroom teacher, too. Sometimes ignorance about certain things can be a blessing. It makes you feel stronger and more enthusiastic. Have you examined the curriculum sent by the Ministry of National Education? It is so hard to practice it that I cannot explain. Realizing these objectives with these students in this school under such depravity is just a dream. 

What a teacher, who hasn’t taken any pre-service or in-service training about special education and works with the mentally retarded, has said is very striking. This might be an indicator of why the ones who have not received training on special education feel less burnout.

The system has already been set and will go on like this. What we can do with these children is limited, and once you accept this you worn yourself out less. The heart matter is accepting this. Even our colleagues who work with normal students are faced with lots of problems. So what we experience is just normal, not surprising. We already do our best. With these ingredients, this kind of cake can be baked.  The only problem is to accept. 

Burnout and School Type: 

All teachers’ levels of burnout have been found to be quite high regardless the type of school and handicap. This finding is in agreement with the findings of Sucuoğlu and Kuloğlu (1996) who have stated that not being able to have professional satisfaction from their teaching performance as a consequence of unequipped teaching conditions pose as a risk for special education teachers. It is known that the longer the times spent on working with teacher dependent students, the more desensitization teachers develop. Beck and Gargiulo (1983) reported that teachers of students with mental retardation have a great sense of personal accomplishment. The findings obtained by the researchers coincide with those from the present study. 

A teacher working with the mentally retarded expressed the followings: 

The love I had for my work is gone, I never used to feel this way, but now it's hard to drag myself to school each day. I had no idea that I'd be told what to teach.

'Maslach et al. (2001) observed that lack of efficacy correlated with lack of resources. It can be concluded that the teachers finding themselves insufficient and more stressful experience more burnout. Teachers working with orthopedic impaired individuals experience a very intense physical contact. Additionally, it is thought that working with the orthopedic students who cannot always meet their self-care needs (depending on the impairment type) can be one of the factors causing high level of exhaustion. Since there is a serious lack of equipment needed, the teacher’s job becomes even harder.  Four of the teachers working with orthopedic impaired individuals expressed their burnout as follows:

 I can’t stand children touching me all the time. This annoys me so much that I want to hit them.

Our compound is not spacious and not well equipped. The number of supportive staff is very little and those we have are qualified to their job, and as if these were not enough, the unlimited wishes of parents drive me crazy. I don’t want to see students with special aid around me anymore. I sometimes cry without any reason or get furious, but when I consciously think of that, I know that it is all because of the school and my students

Teachers working with mentally retarded individuals said the following:

Many days I don't even feel I am really teaching. I feel like an animal trainer rather than a teacher. The only thing I do is subdue violent students who have discipline problems. And, this tires me out so much that my will of teaching fades away. I sometimes yell at students but they even don’t understand why; nonetheless, it relaxes me.

Teachers working with hearing impaired said the following:

 We are maybe the luckiest teachers of impaired because we can teach something academic to the students by somehow establishing a contact them with the help of the sign language, or by lip reading or some hearing equipment  and most importantly we do harvest we saw.   

A teacher working with mentally retarded stated the reasons of exhaustion as follows: 

I have no idea about how I overcome this, what you call burnout. I take antidepressant pills, but sometimes even they are ineffective. I sometimes vent my anger on my students and I hit them. I know that this is so wrong, but what else can I do? I feel there is no way to express the thing I feel; sometimes I feel sorry for my students and try to do more than what I can do, but sometimes I feel so furious because they make me feel like this that I want to smash them up. And, unfortunately, neither majority of the parents nor the school managers assist us in this matter. Parents are too very naturally very exhausted and desperate since they have to live with these children for the rest of their lives.  Managers, on the other hand, avoid their responsibilities by ignoring teachers’ problems. I sometimes think that managers’ only responsibility is to find financial support for the school, and they never bother themselves with matters such as the conditions of teachers, and what can be done for them“

The expressions of the teacher above are very close to the findings of Blase and Blase (2003) and Fink (2003) saying that when school administrations are not supportive, or are abusive, individual teachers' capacities to resilience are overloaded and the consequence is burnout.  The principals of the schools as educational leaders are supposed to assist the teachers in any subject. At first, the principals should be acknowledged about burnout syndrome in order to figure out the teachers facing burnout. By this way they can be helpful and supportive towards teachers. 
As a fact being a teacher is very much open to burnout. And when it comes to special education the burnout is far more than normal education. The results of this study revealed that all the special education teachers are facing burnout.  The development of the children who need special education is very slow and difficult. Due to this special education teachers feel themselves less successful and experience little personal accomplishment. In order to avoid new areas (such as different social activities, cooperation with non governmental organizations etc) for them should be prepared to make them feel more successful.  According to findings obtained from this study, teachers’ who work in special education schools should be selected and trained more carefully. To overcome burnout syndrome, it is necessary to train qualified teachers not only psychologically but also physiologically. For this reason, teachers both during pre-service and in-service education periods should take some courses, which will help them avoid burnout.  Stress management, self-help and professional development workshops are recommended for teachers to manage burnout especially at the beginning of their professional careers.  Also extra benefits or worn-out indemnities should be given to special education teachers. Mentor programs for new special education teachers are recommended to assist with reducing stress. To make teachers more equipped with the techniques to deal with burnout, the Ministry of Education can provide an individualized support for the novice teachers in special education. Additionally, candidate teachers should be told about possible difficulties they will face during their career and a relevant course including real life exposure should be given before they begin their career. It can also be suggested that novice and experienced teachers should be assigned to schools with different demands varying in degree. Lastly, future teachers should be taught different problem solution techniques so that they will be able to make their job easier. 
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TRAUMATIC BRAIN INJURY IN K-12 STUDENTS II:
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Most students who have sustained severe traumatic brain injury (TBI) appear normal when they return to school. Hopeful parents, encouraged by deceptively positive medical feedback, expect a return to regular education. In the classroom, the students initially seem almost ready to resume learning, but instead they fall farther behind grade level each year and begin to act out. Most can be trained to compensate for their acquired educational deficits. Teachers oriented to TBI by a professionally prepared video can implement simple classroom interventions at critical moments. A multidisciplinary team effort can provide pull-out instruction on strategies for improved self-control, study skills, and decision making. Some students will prove to need more intensive training from full-inclusion special education. The magnitude and scope of this covert and underpublicized problem in the United States should alert the special education communities in other nations to deal with this epidemic of unrecognized and unrehabilitated brain injury.  

This is the second in a series of three papers on special education services for traumatic brain injury (TBI) in K-12 public schools in the United States. The first paper described an epidemic of unclassified (and therefore improperly managed) head injuries and explained how to rapidly identify them (Schutz, Rivers, McNamara, Schutz, & Lobato, 2010). This paper discusses how the public schools can immediately deal with such a large group of students with special needs once they have been identified.

The Scope of the Problem

In the United States, public schools are required by a federal law to classify students who acquired medically significant brain injuries in the category of TBI, and to provide them with disorder-appropriate evaluations, monitoring, and programming. This law prohibited the prevailing prior practice of assigning students with TBI to programs for other educational disabilities, because such programs regularly fail to meet the special educational needs created by TBI (Individuals with Disabilities Education Act, 1990). At present, many schools classify under TBI only students with extreme injuries causing obvious physical or speech disabilities. The full-inclusion classes for TBI are designated for severe physical disorders and disabilities. 

This identification of the legal/educational category of TBI with profound physical disablement promotes the neglect of the majority of severe TBI survivors, who have no obvious physical, communicative, or intellectual deficits. In fact, TBI is known colloquially as the silent epidemic because within a few months the majority of survivors looks and acts normal most of the time. The present-day practice of assigning only one to two percent of the most obviously disabled students to the TBI category leaves many unclassified, and therein denied the special help they need. Learning at an abnormally slow normal rate, these silent-epidemic students eventually develop prominent knowledge gaps and declining grades. When their achievement scores fall low enough, many get classified in a different category of exceptionality and earn a special diploma, while many others become so frustrated and alienated by their helpless decline that they drop out.  Although longitudinal research has not yet followed enough to adulthood, the existing studies consistently describe unrelenting educational, vocational, and psychosocial disablement (Schutz et al., 2010; Schutz, Rivers, Schutz, & Proctor, 2008; Schutz & Schutz, 2004). The post-educational prospects for these students appear dismal without specialized intervention (DePompei & Bedell, 2008; Janus, Mishkin, & Pearson, 1997; Taylor et al., 2003).

For many years, pediatric neurorehabilitation specialists have called for the schools to develop their own, fully specialized TBI programs to continue the intensive treatment of students who have left the healthcare system (Blosser & DePompei, 2003; Corbett & Ross-Thompson, 1996; Walker, 1997). Unfortunately, the schools were never provided with the funding, leadership, or administrative mandate to develop the kind of intricate, expensive programming that is routinely provided in the most prominent, specialized hospitals. The present authors have worked in or with public schools for a combined total of 40 years without ever encountering a true cognitive rehabilitation program on a public school campus. The more ambitious programs are simply too elaborate to implement in this setting (Schutz & Schutz, 2005).

In private discussions, administrators and teachers have admitted that they choose not to designate TBI for physically intact, brain-injured students because they have no appropriate resources to address special symptoms. Hence, lost children with TBI are unlikely to be found by the schools until teachers are equipped with universally accepted, practical principles for meeting these special needs. In this paper, we propose a data-based initial intervention protocol for TBI that can be implemented with generally available resources.

Key Facts About TBI Intervention For Teachers 

The first step in the intervention process is to convene a child study team. This team should include all relevant personnel, including the classroom teachers, school psychologist, school counselor, speech-language pathologist, occupational therapist, special education teacher, and an administrator. School officials should be aware that convening a child study team is mandatory on return to school after severe TBI, irrespective of the symptoms the student does or does not show at that time. Any delay in initiating a team process cannot be justified, as students allowed to decline are seldom able to catch up at a later time (Schutz et al., 2010). 

The second step is to educate the team members about the unique nature of educational disablement in TBI. Most school professionals are operating under a number of important misconceptions about TBI, for example, the myth of complete recovery from a brain injury. A child study team cannot determine the nature and extent of the academic disablement indicated by the diagnosis of TBI without first understanding what is unique about the disorder. They can begin by viewing one of the educational videos prepared by experts in pediatric neurorehabilitation (Savage & Woolcott, 1994; Slomine et al., 2006; Ylvisaker et al., 2001) to establish a conceptual framework for their assessment and intervention.

The most basic premises of educational evaluation for TBI are summarized below:

(1) Injuries are readily identified by a simple health history or a detailed educational history. However, most cannot be identified by observation: Children with TBI usually look just like the other children. The serious academic and behavioral deficiencies that gradually emerge closely resemble other, naturally occurring educational-achievement and psychosocial adjustment problems. In addition, neither the child nor the parents is likely to recognize the persistence of the brain injury symptoms, the risk of disability, or the special needs (Schutz et al., 2010).

(2) Students with TBI show a variety of strengths that are normally treated as ruling out special education, including intact language and access to the knowledge base. Achievement testing may appear to indicate readiness to learn on grade level, especially in the first year back in school (Savage & Woolcott, 1995). Despite their unremarkable test scores, they do not learn at a normal rate, nor can they apply their learning as well as peers. The longer they remain in school, the farther these deficits leave them behind peers (Taylor et al., 2003). Therefore achievement tests must be regarded as non-specific for the early manifestations of TBI.

(3) TBI’s educational impact is a function of the severity of the original injury. The durations of the coma duration and the amnesia surrounding the impact are the main severity indicators. Thus the degree of risk for long-term disablement can be determined by facts established before the return to school (Schutz et al., 2010). 

(4) Whereas specific symptoms of each injury are unique, most survivors experience the same primary, long-term impairments (of attention skills, new learning, and executive function) and educational disabilities. Consequently, most disabilities respond to common or similar solutions (Bleiberg, Cope, & Spector, 1989; Sohlberg & Mateer, 2001; van Zomeren & Brouwer, 1994).

It is incumbent on the child study team to classify the student in the TBI category, not only as a matter of law but to assure a proper education. Correct classification assures that the team will develop a program for TBI, rather than to use one designed for some other, inapplicable disability. If the prevailing practice at the school is to place all children classified with TBI in a physical impairment class, this practice should be set aside immediately. The team should always retain the option for a regular education placement for students with TBI.  We have found that most students with the subtler forms of severe TBI can succeed in regular classrooms after completing the training to cope with their symptoms (Schutz & Schutz, 2000). 

Response to Intervention in the Regular Classroom

In assuming that the brain has healed completely or almost completely, the student and family usually insist on regular education placement and expect to encounter no problems. Therefore when the child returns to school or at the earliest opportunity thereafter, the TBI education video should be screened for the student and family. The counselor can either provide an age-appropriate explanation of the information to the students who are not mature enough to understand the video, or record a child-level video that can go home for repeated viewing. The student and family are taught that residual learning and executive deficits of TBI are permanent, and that coping effectively with these deficits is necessary for a good academic recovery. They learn that the regular education placement is a trial intervention, which may or may not be adequate to meet the child’s needs. Some parents need psychosocial support for these insights, so formation of a school-based family support group can be encouraged (Schutz & Schutz, 2005).

A specific set of accommodations is recommended for regular education after TBI. The initial IEP should specify close monitoring of the child’s behavior, concept learning, and academic performance by the counselor, the school psychologist, and the teachers, as well as the family. Notification of problems in the classroom signals an emerging need for closer cross-team communication. We ask each student to carry a notebook for recording the disabled behaviors and attempted interventions, with staff and family reading the recent entries to stay abreast of developments. Conscientious notebook use reduces the frequency of conferences and meetings.   

Oral assignments are often missed because the student is not paying attention. Simply warning the student to pay better attention next time is rarely adequate. The teacher can delay the announcement until the student’s eye gaze indicates attention or hand out a printed assignment (Schutz & Schutz, 2004). Homework is often not turned in because materials were not brought home or the completed work was not brought to school. To assure that materials are conveyed appropriately, the student should be given close supervision just before each departure. This attention may be available from an aide or peer buddy in class and from a parent or sibling at home, and should be arranged as soon as possible after the classroom placement. These helpers can also train a more disciplined, step-by-step procedure for searching and packing up.

Students with TBI react poorly to change, and even more poorly to surprises. Orienting the child to a new classroom individually before the first day of class, and distributing a fully explicit schedule of class activities can reduce transitional disruption. The child can be prepared even more effectively if a family member or peer reviews each day’s planned activities before class begins. During class, the teacher may want to announce the major transitions and allow enough time to decouple from the prior activity and think about the upcoming one. Some gifted teachers even stage transition rituals that structure and pace each shift. Students in high school or post-secondary education can self-transition by keeping and observing a complete daily schedule, which can also be used to systematically plan homework time (Schutz, 2007b).

Because of their diminished learning rate, students can retain a normal amount of instruction only if they spend more time studying. Many show defective rote learning, and can learn the expected amount of information only by the  use of high-efficiency study techniques such as tape recording and transcribing lectures, reducing material by highlighting and self-testing, and distributing the study sessions over time (Robinson, 1970; Schutz, 2005a; Schutz, 2007b; Schutz et al., 2009; Schutz & Schutz, 2004; Sohlberg & Mateer, 2001; Wilson, 2005). However, after intensive training in these methods, 29 of 52 students with severe TBI earned grades equal to or better than their pre-injury grade point averages (Schutz & Schutz, 2000). 

Most students believe that they do not need to do extra homework, so family support may be needed to implement an intensified study schedule. Home study sessions should be set up in a single location with minimal distractions and no tempting entertainments. If the family lacks the resources or inclination to manage the studying, a close-monitoring study hall or tutor can be substituted. Students who do not increase their study time when so instructed tend to have ongoing learning deficiencies that require permanent full-inclusion special education placement.

Unexpected commotion or emotion can overload the brain and scramble thoughts. A quick relaxation procedure or a break can restore clear thinking (Sbordone, 1997). An aide or a peer buddy who is continuously monitoring the student can cue for this strategy. Some students experience this anxious overload whenever they take tests or give oral presentations. They may require more intensive individual relaxation therapy or biofeedback (Schutz, 2005b).

TBI reduces motivation, and an out-of-control academic decline can destroy it (Ylvisaker et al., 1998). The undermotivated student pays too little attention to tasks, which magnifies all of the deficits. Therefore motivational improvements help to upgrade cognitive function generally (Sohlberg & Mateer, 2001). The counselor, school psychologist, and special educator may be delegated to develop a motivational enhancement program (Schutz & Schutz, 2004).

The most disabling symptom of TBI is impulsive behavior at decision choice points (Bleiberg et al., 1989; Crawford & Henry, 2005). In impulsive initiation, the student starts talking or acting without considering the reasons to stay quiet or inactive. In impulsive release, the student begins a course of action or speech without considering how it will come out, let alone how it will work out. Some of these behaviors also may be executed too quickly or carelessly (Wood, 1987). Finally, in impulsive acting out the student pursues an object of desire or release without considering the reasons to refrain from gratifying the urge. These behaviors can be controlled by cuing to stop and think (Schutz, 2007a; Stuss, Mateer, & Sohlberg, 1994). If the behavior is infrequent and someone is available to monitor the child’s reactions, this symptom can be fully managed in the classroom. If the behavior is frequent or the desired response is difficult to cue, it may be necessary to recruit a helper to cue the student. A family member can provide such cuing away from school. This form of training is extremely situation specific and must be re-established in each new classroom and situation (Ylvisaker, 2005). 

Here are some examples of impaired decision making at a high-profile choice point. Students often fail to demonstrate what they have learned because they read tests too quickly and answer them impulsively. Reading questions completely and answering carefully are strategies that these students can learn (Schutz et al., 2008). Students slow to pick them up may need extended individual instruction by the speech therapist and/or OT. As another example, difficult tasks produce avoidable errors when the need for extra effort is not recognized (Thomas & Trexler, 1982; Stuss, 2008). Students cued to attend to task difficulty often increase their efforts (Ylvisaker, Szekeres, & Feeney, 1998), but more mature students can permanently improve high-level performance by self-cuing (Sohlberg & Mateer, 2001). Speech and occupational therapists and neuropsychologists train hospitalized adults to use these strategies (Kennedy et al., 2008), and the methods can be adapted for use with children and adolescents (Ylvisaker, 2005).

Summary and Conclusions

The failure to properly classify a child returning to school after severe TBI creates a no-win situation for everyone. Over a span of years these students are quite likely to become academically and socially incompetent. The parent may be protected from worrying about brain symptoms by empty assurances from the hospital and fallacious assumptions about TBI, but in that case the inevitable academic and social failures will be attributed to the child as a person, a charge that is as unfair as it is destructive. The classroom teacher is left to teach a child who cannot be properly taught and to manage unmanageable behaviors. These impossible circumstances turn normal children into pariahs, chastised for slacking off and despised for repeatedly disrupting the whole class as well as the whole family.  

These children do not have to be pariahs. In fact, aggressive rehabilitation has turned many of them back into good students, with some former trainees earning top honors at every level of education. The first intervention recommended for the schools is family and professional education to assure proper choice and use of corrective strategies, such as adapted procedures for studying and scheduling. Information-processing and decision-making tasks can be restructured to place all needed materials and information at hand, and a careful response style can be cued. Many of the students will learn these coping techniques from individual instruction, augmented by some classroom cuing and family support. Others will need a more intensive learning experience, more structure, and formal social skills training in a full-inclusion classroom. We will discuss the structure and content of such full-inclusion programming in a subsequent paper.

As education (as well as rehabilitation) professionals, the authors composed the TBI intervention protocol to be viable for current use in public schools. It does not require hiring new personnel or purchasing equipment. Perhaps more fundamentally, it does not demand the mental dexterity to teach a class while implementing complex protocols and accommodations for one student. In fact, it adds relatively few new demands. It does require recognizing TBI as a unique problem requiring its own educational solutions, but even the United States Congress realized this special status twenty years ago. A modicum of initiative is needed to alert the family and the school system that they cannot do business as usual. Finally, although the TBI disabilities will eventually intrude and compel the expenditure of extra pedagogical effort under any circumstances, an informed child study team and classroom teacher can apply their efforts to preventative and restorative intervention rather than to mere damage control.  

We have documented this underserved population in the public schools in the United States, but this problem observes no geographical boundaries. It can be traced to a universal failure to disseminate expert knowledge about the long-term educational effects of TBI. The stark failure to address this problem within one country’s school system should provide a warning to the schools of all nations. We cannot fathom how much damage is being done by our unwitting neglect until we have searched for the problem in our schools. By learning how to deal with this epidemic, we can use our present resources to help the damaged children we find.  
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This study was undertaken to examine the university teachers’ perception of including students with Visual Impairment (VI) in the public universities of Ghana. The sample consisted of 110 teachers from the University of Cape Coast (UCC), the University of Education, Winneba, (UEW), and the University of Ghana (UG). Data were collected through questionnaire developed by the researchers (Chronbach’s coefficient Alpha of .76). One research question and two hypotheses were formulated to guide the study.

The data were analyzed employing descriptive statistics, t-tests and ANOVA. The results showed that teachers perception toward inclusion of students with VI were favorable. Gender differences were noted showing that female teachers’ perceptions were more positive than the males’. Teachers in the three universities also differed in their perception toward the inclusion of students with VI.
Introduction

Formal attempts to educate children with visual impairment in Ghana began with the initiative of missionaries in the year 1936. Reverend Harker, a Scottish missionary started with two students at Akropong Akwapim in the Eastern Region of Ghana. This school happened to be the first residential special school in West Africa. The British Colonial Government gave it recognition in order to support the initiative. In 1958 another school was opened at Wa (a city in the Upper West Region) by the Methodist Church. The purpose for establishing these schools was to socialize students with visually impairments into the world of the students without visual impairments and to foster mutual understanding between the non-disabled and the disabled in society (Ocloo, 2000).

In Ghana, the major placement for the visually impaired children has been the residential, segregated option. However, in recent times, Human Rights Groups questioned the system and argued that any form of segregation is seen as a threat to the achievement of basic rights (Mittler, 2000). This ruling suggests that students with disabilities should be allowed to attend public schools with their non-disabled counterparts, inclusion. 

The shift in the educational placement for students with disabilities, with emphasis on inclusion, is based on the premise that all students have right to be members of the school community and that no student should be excluded (Degan & Disman 2005; Hurrell, 2005; Kelly, 2004). Thus, the term inclusive education has become a more usual way of describing the extent to which a student categorized as having disabilities is truly integrated. However, it has to be noted that while there is considerable research that has focused on the perception of teachers towards inclusive settings (Vaughn, Schumn, Jallad, Slusher, Saumell 1996), there still lacks a definitive understanding of the term within the international context. By UNESCO’s definition (1994), the term inclusion refers to the extent to which a school or community welcomes students with special needs as full members of the group and values them for the contribution which they make within the school environment.  This definition implies that for inclusion to be seen as effective, all students must actively belong, be welcomed, and participate in a school and community. Ballard (1999) argued that inclusion is about valuing diversity rather than a focus on assimilation. This implies that the students should be fully included in all aspect of school life. 

Studies on perceptions and attitudes of teachers towards inclusive education have provided a wide range of information. The attitudes of teachers have been recognized as being paramount to the success of learners with disabilities into their classrooms (Norwich, 2002). Further studies undertaken between 1985 and 1989 demonstrated that teachers at various levels vary considerably in their perceptions and attitudes. Brown (1986), in her 14-nation UNESCO study of approximately 1000 teachers with experience of teaching children with special needs, reported a wide difference in perceptions regarding inclusive education. These teachers favored inclusion of different types of children with disabilities into ordinary class. Interestingly, Brown noted that in countries that had a law requiring inclusion, teachers expressed favorable views ranging from 47 to 93%. However, teachers from countries that offered mostly segregation education were less supportive to inclusion, with their favorable views ranging from 0 to 28 %. In a comparative study about attitudes about inclusive education for example, Sharma,  Forlin, Lorman and Earle (2006) reported more positive perception and attitudes by those in the western countries studies (Australia and Canada) than those found in the east (Singapore and Hong Kong). These findings raise critical questions about the importance of cultural and social differences when attempting to understand attitudes towards those with disabilities

Leyser, Kapperman, and Keller (1994), also undertook a cross-cultural study of teacher perceptions towards inclusion in Germany, Israel, Ghana, Taiwan, and the Philippines and the USA. The findings showed that there were differences in perception and attitudes towards inclusive education in these countries. Their study revealed that teachers in the USA and Germany had the most favorable perceptions towards inclusion. Positive perceptions in the USA were attributed to inclusion being widely practiced there as result of Public Law 94-142 (1975 and its subsequent Individual with Disabilities Education Act (IDEA, 1997) reauthorized versions (IDEA, 2004, 2007).  The positive views expressed by the Germans seemed to be surprising because at the time of this investigation Germany had no legislation on inclusive education. This finding goes against a simple relationship between legislative systems and inclusive attitudes as Brown’s study has suggested that in countries that had laws requiring inclusion, teachers expressed views that are more favorable. Leyser, Kapperman and Keller (1994) speculated that the positive views expressed by German teachers represent an overall sensitivity of Germans towards minorities and, thus, towards the individuals with disabilities. They further revealed that teacher perception and attitudes were significantly less positive in Ghana, the Philippines, Israel, and Taiwan. The authors were of the view that it could probably be limited or non-existent training of teachers to acquire inclusive competencies. In addition, this could be related to the social and cultural constructs in perceptions towards individuals with disabilities. Avoke (2002) supported this view and indicated that in Ghana, most of the labels assigned to individuals with disabilities are derogatory and are influenced by the cultural practices of the various communities (Avoke, 2002).

Clough and Lindsay (1991) investigated the perception of 584 teachers towards inclusion in the UK. The result showed a wider positive view of inclusion. Their research provides some evidence that attitudes and perceptions have shifted in favor of inclusion. In Ghana, the concept inclusive education is so crucial especially to the education of children with visual impairment. For over half a century of education of students who are blind in Ghana, the Akropong, and later Wenchi schools, are the only schools for the education of the visually impaired at the basic level. To contextualize, access to these schools are out of reach for many children with visual impairment in Ghana due to limited facilities and vast nature of the school’s catchment area (Avoke, 2002). The authors are in agreement with Ocloo (2000) that individuals with disabilities have the right to attend school to the highest level. Recent developments in Ghana have made it possible for student with visual impairment to access university education. The government of Ghana, having realized the barriers to participation of students with disabilities in society and regular schools, and due to the pressure disability active groups, such as the Ghana Society for the Blind (GSB) and the Ghana Society for the Physically Disabled (GSPD) entered into an agreement in September 2003 with Voluntary Services Overseas (VSO), a British non-governmental organization (Agbenyega, 2007). In this agreement the VSO would pilot inclusive education in ten districts within three regions, and upon its success extend it to other regions. During the 2008 and2009 academic year, there were 17 students with Visual Impairments enrolled at the University of Education, Winneba, 30 students in the University of Cape Coast, and 12 from the University of Ghana, all pursuing various programs. Despite the presence of these students in the universities, it appears some lectures do not notice the presence of these students while teaching. Again the visually impaired students also complained that there is always an undue delay in releasing their examination results and other assignments. Another disturbing aspect is the fact that the visually impaired students are often ignored when it comes to class discussions.

Generally speaking, most of the studies on the perception towards those with disabilities have been done within the Western context (D’Alonzo, Giordano & Vanleeuwen, 1997; Harvey 1998; Heflin & Bullock 1999; Agbenyega, 2007). Also, most of these studies tended to have been done within the elementary and secondary levels (Pearce 2009; Loreman, Forlin, &Sharma 2007; Bradon 2006). In fact, very little has been done to investigate university teachers’ perception of inclusion of visually impaired in the university systems in Africa and Ghana in particular (Avoke, 2002). With this gap in the research identified, the authors of this work were motivated to investigate the issue of perception among university teachers in Ghana.

One research question and two hypotheses guided this study;

Research question

The research question guiding this investigation is: What is the perception of university teachers towards inclusion? 

Further, the hypotheses proposed in relation to this question are: 

(1) There is no significant difference in perception between male and female university teachers, and, (2) there are no significant differences in perception among teachers in the University of Cape Coast, University of Education, Winneba, and University of Ghana.

Method

Participants
A total of one hundred and ten (N = 110) university teachers/lecturers from University of Cape Coast (UCC), University of Ghana (UG), and University of Education (UEW) were involved in the study.  These participants were randomly selected to meet the ratio that matched the population of the universities.  Ultimately, 45 teachers were selected from UCC, 35 from UEW, and 30 from UG.  The justification for the above ratios/numbers distribution is that, both UCC and UEW had greater number of students with visual impairment than UG.  It is therefore assumed that teachers/lecturers in UCC and UEW might have come into contact with more students with visual impairment than those teachers at UG.  See tables one and two for ages of respondents and teaching experience of respondents. 

Table 1

Age of the Respondents
	Demographic Factor
	Respondent Subgroups
	Frequency
	Percentage

	Age in years
	      20-30

      31-40

      41-50

      51-60
	    10

    12

    50

    38
	   9.1

   10.9

   45.5

   34.5


Table 2 

Teaching Experience of the Respondents

	Demographic Factor
	Respondent Subgroups    
	Frequency
	Percentage

	Teaching Experience

 in  years
	    1-5

    6-10

    11-15

    16-20

    21-30
	   12

   36

   50

   10

    2
	   10.9

   32.7

   45.5

    9.1

    1.8


Sampling Technique 
In order to select the sample and the respondents for the study, a multi-stage sampling technique method was used.  The sampling techniques used were purposive, quota and simple random sample techniques.  The purposive sampling technique was used to select the three out of five public universities for the study. This technique was adopted because the targeted population was located in the three selected public universities.   In selecting the respondents for the study, a simple random sampling technique was utilized.  A list of all teachers from the departments with students with visual impairment in the three selected Universities was obtained.  The list was numbered (1) and (2) and those who had (1) against their names were selected for the study.

	General perception of university teachers
	SD
	D
	A
	SA

	1. I have knowledge about students with VI
	
	
	
	

	2. I am prepared to teach all types of students
	
	
	
	

	3. I took a course in Special Education
	
	
	
	

	4. I have read about teaching students with disabilities
	
	
	
	

	5. I have skills for teaching students with VI
	
	
	
	

	6. I adapt my lessons to meet the unique needs of students with VI
	
	
	
	

	Perceptions of university teachers on the concept of inclusion
	SD
	D


	A


	SA

	7. It is good to teach both sighted and non-sighted together
	
	
	
	

	8. Only special educators can teach students with VI
	
	
	
	

	9. Teaching students with VI requires different techniques
	
	
	
	

	10. Teaching students with VI would prevent  the teaching and learning of other students
	
	
	
	

	11. Teaching children with VI will give stress and anxiety
	
	
	
	

	12. Teaching children with VI will be too much work
	
	
	
	

	13. Inclusive education is a good idea
	
	
	
	

	14. Inclusive education should replace segregated education  
	
	
	
	

	University’s teachers’ perception about types of disability
	SD
	D


	A


	SA

	15. All children with disabilities can benefit from inclusive education
	
	
	
	

	16. I would like to teach students with physical disabilities than those with sensory problems
	
	
	
	

	17. Students with VI will benefit from inclusion
	
	
	
	

	18. Students with emotional disorders are easily managed in inclusive schools
	
	
	
	

	19. Visual impaired students are easily managed than other disabilities
	
	
	
	

	Perception on support from resource persons
	SD
	D
	A
	SA

	20. My university has a resource room
	
	
	
	

	21. There are SPED Teachers in my University
	
	
	
	

	22. Lectures receive adequate support
	
	
	
	

	23. Lack of resource support affect the inclusion of students with VI
	
	
	
	

	24. Collaboration is needed between lectures and resource person
	
	
	
	


Figure 1

Perception of university teachers’ on capabilities to teach students with visual impairment
Instrumentation
The approach to this part of the research was quantitative and involved the administration of a questionnaire. Information was elicited about the perceptions of university teachers towards the inclusion of the visually impaired students in the universities. The instrument (see figure 1 previous page) was designed in a Likert scale format where the participants were asked to indicate the extent to which they agreed or disagreed with the statement by selecting one of the following four choices: Strongly Agree (SA), Agree (A), Disagree (D), and Strongly Disagree (SD). The University Teachers Perception of Inclusion Scale (UTPIS) was designed validated and used by the researchers. 

The items were general in nature, but they related mostly to teachers’ perception about inclusive education.  Additionally, the items were developed from the literature reviewed that identified common perceptions, attributes and factors behind positive and negative perceptions. The instrument covered a range of themes about the knowledge of teaching students, who are visually impaired in the university system, perceptions of university teachers towards the concept inclusion, types of disability that can influence lecturers’ perception and acceptance, and finally, the influence of support from resource persons on lecturers’ perception towards the inclusion of students who are visually impaired. The Cronbach’s reliability co-efficient on the overall scale measured 0.76. 

Procedures
Questionnaires were administered one-on-one with the selected participants by the researchers. Having employed the selection procedure described previously, researchers distributed the questionnaires after a brief self introduction was made by the researchers and the purpose of the study was explained to the respondents. The teachers were contacted in their offices therefore; it became easy for rapport to be established. A period of two months was used to collect data in the three universities.  Since the questionnaires were administered one-on-one by the researchers, a 98% return rate was achieved.  

Data Analysis
As the study intends to find out the perception of lecturers towards the inclusion of students with visual problems, the responses from the questionnaire which were in a Likert scale format were coded and analyzed using frequency counts. These frequency counts were transformed into percentages, standard deviations and mean scores. A t-test was used to find out the differences in perception between male and female lectures towards inclusion, while ANOVA was used to find out the differences in perception among the lectures from the three selected institutions

Results

The findings of the research are discussed under headings in relation to the research questions guiding the study. The first identifies the general perception of the university teachers on the variables such as teachers’ ability to teach students with VI, concept of inclusive education, types of disability, and support from resource persons. The second analysis deals with the differences in perception between male and female teachers, while the third aspect considers the differences among the universities.

General perception of the university teachers

University teachers’ overall perception towards their capabilities to teach students with visual impairment” is 2.4, with standard deviation of .56. The level of agreement on the items generally did 

Table 3

Perception of university teachers’ on capabilities to teach students with visual impairment

	Statement
	Mean
	sd
	SD(%)
	D (%)
	A (%)
	SA(%)

	25. I have knowledge about students with VI
	1.95
	1.074
	47.3
	23.6
	16.4
	12.7

	26. I am prepared to teach all types of students
	1.70
	1.010
	59.1
	22.7
	7.3
	10.9

	27. I took a course in Special Education
	1.83
	1.148
	60.0
	12.7
	11.8
	15.5

	28. I have read about teaching students with disabilities
	2.10
	1.180
	46.4
	15.5
	20.0
	18.2

	29. I have skills for teaching students with VI
	2.08
	1.042
	36.4
	32.7
	17.3
	13.6

	30. I adapt my lessons to meet the unique needs of students with VI
	2.17
	1.003
	27.3
	40.0
	19.1
	13.6


not show a strong perception.  On items 1-3, the mean scores were between 1.70 – 1.95, indicating respondents disagreed with these statements.  For items 4-6, the mean score ranges from 2.10 to 2.19, indicating that respondents disagreed with these statements. See table 3. 

The University teachers’ overall perception on the concept of inclusion was positive, with a mean of 3.05 and a standard deviation of .56 (see table 4).  Respondents agreed with the statements in items 9, 10, 11, and 13. Although the perception on these statements of inclusive concepts was positive, teachers perception on the statement it is good to teach both sighted and non-sighted together yielded a negative mean 2.17.

Table 4 

Perceptions of university teachers on the concept of inclusion

	Statement
	Mean
	sd
	SD(%)
	D (%)
	A (%)
	SA(%)

	31. It is good to teach both sighted and non-sighted together
	2.17
	1.003
	29.1
	38.2
	19.1
	13.6

	32. Only special educators can teach students with VI
	2.81
	1.027
	12.7
	25.5
	30.0
	31.8

	33. Teaching students with VI requires different techniques
	3.09
	1.162
	18.2
	8.2
	20.0
	53.6

	34. Teaching students with VI would prevent  the teaching and learning of other students
	3.15
	.950
	9.1
	10.9
	35.5
	44.5

	35. Teaching children with VI will give stress and anxiety
	3.14
	.908
	7.3
	17.3
	40.0
	35.5

	36. Teaching children with VI will be too much work
	2.70
	1.185
	9.1
	19.1
	20.0
	51.8

	37. Inclusive education is a good idea
	3.30
	.914
	8.2
	6.4
	32.7
	52.7

	38. Inclusive education should replace segregated education
	2.78
	1.22
	24.5
	13.6
	20.9
	40.9


In Table 5, the overall perception showed a positive trend (M = 3.036, SD = 188).  Participants agreed most strongly with the statements in items 18, 15, and 16 respectively. The teachers disagreed on statements students in items 17 and 19. In spite of their disagreement the University teachers perceived students with varied types of types of disabilities in a positive way.    

Table 5: 

University’s teachers’ perception about types of disability

	Statement
	Mean
	sd
	SD(%)
	D(%)
	A(%)
	SA(%)

	39. All children with disabilities can benefit from inclusive education
	3.00
	.929
	2.7
	34.5
	22.7
	40.0

	40. I would like to teach students with physical disabilities than those with sensory problems
	2.90
	1.47
	19.1
	10.0
	32.8
	38.2

	41. Students with VI will benefit from inclusion
	2.06
	.921
	27.3
	50.9
	10.0
	11.8

	42. Students with emotional disorders are easily managed in inclusive schools
	3.04
	1.149
	20.0
	3.6
	29.1
	47.3

	43. Visual impaired students are easily managed than other disabilities
	2.01
	.883
	30.0
	47.3
	14.5
	8.2


As indicated in Table 6, teachers had a positive perception about the support from resource persons (M = 2.936, Std .412).  The respondents agreed on with items 20, 21, 23, and 24.  The respondents disagreed to the remaining statement in item 22.

Table 6

 Perception on support from resource persons

	Statement
	Mean
	Std
	SD(%)
	D(%)
	A(%)
	SA(%)

	44. My university has a resource room
	3.32
	.986
	9.1
	10.0
	20.9
	60.0

	45. There are SPED Teachers in my University
	3.32
	.986
	9.1
	10.0
	20.9
	60.0

	46. Lectures receive adequate support
	2.05
	1.128
	48.2
	11.8
	27.3
	12.7

	47. Lack of resource support affect the inclusion of students with VI
	3.05
	1.091
	16.4
	7.3
	30.9
	45.5

	48. Collaboration is needed between lectures and resource person
	3.08
	1.102
	16.4
	7.3
	28.2
	48.2


Differences in perception between male and female teachers

An independent sample t-test (see table 7) was conducted to evaluate hypothesis 1 which sought to find out whether there is a significant difference between male and female university teachers toward inclusion of visually impaired students. The result showed a significant difference between male and female teachers t (108) =-3.668, p < 0.000 (significant). This implies that female teachers have much more positive perception towards the inclusion. This is indicative of the fact that the females have a higher mean score (37.0) than the males (33.3). The hypothesis was not supported therefore it was rejected.

Table 7

Differences in perception between males and females teachers

	
	Group Statistics
	

	Gender
	N
	Mean
	Std
	Std Error

	Male
	90
	33.3
	3.939
	.41521

	Female
	20
	37.0
	4.576
	1.02341

	T-test for equality of means

	
	F
	Sig
	t
	df
	Sig (2tailed)
	Mean diff.
	Stat Error

	Equal var. Ass
	.943
	.334
	-3.688
	108
	000
	-3.700
	1.00328

	Equal var. not Ass.
	
	
	-3.30
	25.621
	003
	-3.700
	1.10443


Differences among the universities

One way analysis of variance (ANOVA) was conducted to evaluate differences in the perception of lectures from the three universities UG, UCC, UEW. The result shows a significant difference among the teachers from the three universities, (F 2, 107) = 5.740 p = 0.004) (see table 8); teachers from the three universities perceive the inclusion of students with VI differently. The hypothesis was rejected on the basis that differences were found. The Post Hoc Test (Scheffe Test) shows that direction of the difference lies between teachers from the UCC and the UEW and between the UG and the UEW.

Table 8 

One way ANOVA results showing differences in perception among lectures

	
	Sum of sq
	df
	Mean sq
	F
	Sig

	Between groups
	369.090
	2
	184.545
	5.740
	004

	Within groups
	3440.083
	107
	32.150
	
	

	Total
	3809.173
	109
	
	
	


Discussion

Overall, findings show that university lectures’ perception of inclusion of VI in public universities is relatively positive.   There were however, a significant misconceptions about the statement that it is good to teach both sighted and non-sighted.  The 67.3% of teachers disagreeing with the statement suggest that teachers did not have accurate knowledge about the concept of inclusion of VI in the public universities.  This negative trend in the perception confirms what Campbell and Oliver (1996) indicated, that societal perception and prejudices prevents the individuals with disabilities from participating fully in some sphere of communal life. 

It is encouraging to find that university teachers recognized more benefits in inclusion and rated fewer negative responses (Bender, Vial, Scott, 1995).  This is consistent with previous research that teachers with higher levels of education (i.e., tertiary degree and postgraduate qualifications) had more positive views about inclusion.  Perhaps, their additional training provided them with knowledge about disabilities and also increased confidence in their own ability to cope within inclusive classrooms (Gilmore, Campbell, & Cuskelly, 2003). In spite of these positive perceptions of inclusion, findings on the capabilities to teach students with VI rather showed a negative trend, with an overall mean of 2.41 and a standard deviation of .5633. On a four point Likert scale, this indicates a negative perception.  Table 1 shows that 72.7% of the University teachers indicated that they did not take any course in Special Education; about 69.1% also disagreed that they have skills for teaching students with VI, while 67.3% disagreed with the questionnaire statement I adapt my lessons to meet the unique needs of students with VI. 

Skills of using adapted materials such as hand-held magnifier, embossed materials, hand frames while teaching students with VI are important.  This finding confirmed that majority of university teachers in Ghana had very little level of awareness with regards to managing students with VI.  Additionally, this is in tune with several earlier studies which suggest that general education teachers particularly those teaching at higher levels, may not be adequately prepared to provide educational modifications, accommodations to and successfully work with students with VI. (Hutchison & Martin, 1999; Semmel, Abrenathy, Butera, & Lesar, 1991) corroborated these findings in an earlier study, where they reported that teachers did not believe that they had skills they needed to adapt their teaching. 

The negative perception as found in the teachers’ capabilities can be attributed to lack of adequate knowledge and skills (Schumm & Vaugh, 1995).  It could also be attributed to teacher unwillingness to use adaptive instructional strategies. These teachers tend to be, comfortable with generic and non-specific teaching strategies (Ellet 1993; Johnson & Pugach, 1990), which are unlikely to meet the individual needs of students with VI.

Nonetheless, the finding on the perception of types of disabilities shows a positive result. This is a clear indication that it is possible to include other students with other handicapping conditions in the universities. It is interesting to find that 62.7% of the teachers agreed or strongly agreed that all children with disabilities can benefit from inclusive education. However, Yellin, Yellin, Claypool, Mokhtari, Carr, Latiker, Risely, Szabo  (2003) observed that the mere exposure to students with disabilities may not be enough to change attitudes in a positive way, but rather it is the quality of those experiences which produce the real change. Although this study is not about attitudes, it will not be farfetched if inferences are drawn from this conclusion regarding the perception of the teachers toward students with disabilities in general. This demonstrates the relevance to personal experiences of teachers working with diverse groups of individuals; it is imperative to strengthen teacher knowledge in the area of teaching diverse students and increase their exposure in order to foster a positive perception of including students with disabilities in education (Heflin & Bullock, 1999).  

On the issue of resources, this research found that teachers’ perceptions were positive. Majority agreed that there is need for resources to support the inclusion of students with VI. The extent of the supported practice is deemed necessary beyond what is traditionally available to teachers. Over 74% of participants agreed that lack of support affected inclusion of children with VI in the universities. Studies by Schumm and Vaughn (1995) found that support in school was necessary to implement the inclusion program.  Scruggs and Maestropieri (1996) found that teachers who received adequate support become more positive about inclusive teaching. Even though there are resource persons in the universities in Ghana, their supporting roles were not perceived as beneficial to the lectures. This is reflected in the 60% of the lectures who disagreed that adequate support is provided. Supports include conditions that must be present for students to learn well. These supports include appropriate accommodations and assistive technology. Zalizan (2000), suggested that in order to ensure the success of an inclusive program there should be a tight collaboration or cooperation between lectures and resource persons. 

One interesting finding of this study relates to gender differences in perception of inclusion t (108) = -3.89, p = 000 (significant). This finding supports existing literature which pointed out gender differences in teachers’ attitudes and perceptions toward inclusive education. For example, Harvey (1985) found that there was a marginal tendency for female teachers to express more positive perceptions towards the idea of including children with VI than their male counterparts. Similarly, Leyser and Tappendorf (2001) reported that female teachers had more positive perceptions than the male teachers. This has further been confirmed by Eleweke (1999), which revealed that the female participants in the study were more accepting to students with VI than the males. The mean score of 37.0 for the female lectures and the mean score of 33.3 for the male lectures in this study indicate that the females had a more positive perception of including students with VI in the public universities in Ghana.

The significant differences between UEW and UCC on one hand, and UEW and UG on the other hand are quite revealing. It should be noted that both UCC and UEW offer courses in Special Education both at undergraduate and postgraduate levels. One wonders why teachers in these universities viewed the inclusion of students differently. Perhaps, the categorical nature of the program in the UEW is counter to the more integrated approach of UCC; this might account for the difference observed in this study. Implicit in these findings, is that efforts should be directed towards changing the nature of professional knowledge, skills, and values that teachers in the universities in Ghana are expected to have and which courses are needed to provide the knowledge skills and values that are likely to have positive perception on students with disabilities. 

Conclusion

This study was undertaken to enhance understanding teachers and their attitudes in regard to the inclusion of students with VI in universities in Ghana. The results of this study point to a positive perception of the concept of inclusion for students with VI. Deducing from these results, it can be said that this study has demonstrated the possibility to reduce barriers that are created as a result of the teachers’ low knowledge about disabilities. This could be achieved through a radical coordinated effort of series of in-service training, conferences, and professional development activities for lectures from the various universities on disabilities, accommodation, modifications and accessibility issues. The study leads us to speculate that the universities in Ghana that follow the inclusive model can be effective not only in educating students with VI but also other students with other disabilities whose intellectual capacities and academic achievements can enable them to access the Ghanaian universities.

It is important that teachers’ attitudes and perceptions toward inclusive education are studied in-depth on regular basis. The universities and other institution of higher learning need to effectively communicate the importance of diversity and respect for all This will enable them to be able to transform how teachers/lecturers relate to and tach students with disabilities. Conversely it is clear from these findings that institutional support must be provided to further promote changes in perceptions beliefs and habits.  Also, increased importance should be placed in helping teachers establish a fuller understanding of the philosophy of inclusion and in developing teaching strategies that support ways to take full account to sameness, while paying attention to differences and diversity among students.

While instructive, this study has its limitations. The small sample of the female population and the problem with self-reports instrument cannot be ruled out. These perceived factors likely affect the validity of the results. The findings therefore should be interpreted in the light of these factors and the generalization must be limited to university teachers who teach classes with VI students in the three universities. 
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PLAY THERAPY-REACHING THE CHILD WITH AUTISM
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This paper proposes that play therapy can be an appropriate intervention in working with children with autism in schools especially when working with children who have little in the way of social skills and poor communication.  It proposes that play therapy may offer school counsellors opportunities that the more cognitive therapies do not.  Through the use of case study research, the paper discusses and illustrates an intervention with a seven year old boy with autism across 12 sessions of sandplay in a school in Queensland, Australia.   

This paper draws our attention to the legitimate use of case study research in counselling. It also advocates for the use of sandplay, (an expressive therapy intervention) with a child who is autistic and who at first plays chaotically. This paper draws the counsellor’s attention to the developmental stages that will follow when the child feels secure enough to proceed. The lack of well researched longitudinal quantitative or mixed method research in play therapy is also noted.
Introduction

In the special education setting, it is vital to have a repertoire of interventions to best meet the needs of all children.  Geldard and Geldard (1997) stated that the skilled counsellor is one who can take advantage of opportunities that occur through play and intervenes in a purposeful way.  According to some researchers, autism is an increasing disability area within our schools (Mesibov, Adams, & Klinger, 1997) and recent estimates of the prevalence of autism are higher than ever before.   However, there is little research on the most appropriate techniques to use with students with autism and this paper aims to explore how play therapy can be seen to be effective through the use of a single case study.

Case studies have been used extensively in the social science because they can provide the scientific rigour and the type of detail that practitioners require in implementing strategies effectively (Hartley, 2004).Case studies are particularly suited to research that seeks to explain the processes that individuals are involved in during the research period.  They are usually undertaken over time and in this case the subject was observed in the counselling process for one hour a week over a twelve week period.  During this time independent measures of behaviours were being recorded by his class teacher who had not experienced the behaviours that are often associated with autism.

Schools in Queensland are still undergoing a push for inclusive education with the implementation of the Inclusive Education Statement – 2005.  As more students with special needs occupy caseloads, it is important for practitioners to obtain appropriate communication strategies for students with special needs.  Mesibov, Adams, and Klinger (1997, p. 65), acknowledge that students on the autism spectrum are renowned for having difficulties with communication, stating that, one of the most striking characteristics of autism is the uneven profile of language and cognitive abilities.  This paper looks at ways that school counsellors could work with students on the autism spectrum who are experiencing communication difficulties.  Much of the current research in school counselling is about mainstream students using the traditional methods of counselling which involves using verbal interactions (O’Brien & Burnett, 2000) and it is the lack of these skills that often differentiates the child on the autistic spectrum.

In recent times, the mental health of students with special needs has attracted considerable attention (Rose, Howley, Fergussen, & Jament, 2009).  However, a hurdle has been experienced in distinguishing whether displayed behaviours are a mental health issue or part of a disability diagnosis.  The challenge of defining and diagnosing a mental health issue in a student who has a disability is often difficult.  According to Rose, et al (2009) some studies have indicated a high occurrence of depression and anxiety among people with autism and Asperger syndrome. Finding an accurate assessment tool to assist in the attribution of behaviour would be beneficial in the area of treating students with special needs who also have mental health issues.  One of the ways to assess whether children with special needs have mental health issues is by observing changes in behaviour such as disturbances in sleep, changes in appetite and energy level (Rose, et al.).
Given that students with special needs are often identified and referred to psychologists and psychiatrists for mental health issues but no diagnosis is forthcoming, a challenge arises in how to successfully communicate with and work with students in schools who often have limited language and deficits in overall communication.   This paper will suggest that one effective way could be the use of play therapy and will demonstrate through a case study method and outcomes, how a therapeutic intervention with one child resulted in dramatic changes to their play and to their school and classroom behaviour. 

A literature review: play therapy and therapy with children with autism
Landreth, Ray, and  Bratton (2009) stated that school counsellors are gravitating towards play therapy because children express themselves more naturally through play. It is a way that the professionals can enter into the child’s world.  

Other research shows that play has been linked to many areas of development including intellectual, social and emotional growth (Hughes, 1999; Rubin & Coplan, 1998; Sullivan, 1953 in Holmes & Willoughby, 2005).  Children communicate best through play and it allows the child to problem solve, express feelings, and use toys to transfer fears, anxieties, fantasies, and guilt to objects rather than people. 

Implementing play therapy successfully requires the school practitioner to be specifically trained in that area.  There are techniques to use and theoretical models to follow.  An extensive review of the research related to the use of play as a therapy indicates that a client centred approach is considered to be foundational to most introductory processes (Allen, Folger, & Pehrsson, 2004).  Another therapy that has been heavily researched in recent years is the use of cognitive behavioural play therapy.  The use of Cognitive Behaviour Therapy (CBT) has been verified by many research experiments but it has been argued as early as 1990 by Campbell (1990) that CBT is beyond the grasp of most preschoolers and remarked upon again by Knell (1998, p.  29). One could therefore expect that children with autism will also have difficulty with cognitive behavior therapy because of the nature of the condition.  Autism occurs along a spectrum and no two students with Autism are the same.  Autism as defined by Landa (2007, p. 16) is a neurodevelopmental disorder defined by impairments in social and communication development, accompanied by stereotyped patterns of behaviour and interests.  

Autism is usually diagnosed when three common characteristic are present.  These fall into a triad of deficits in the areas of communication, socialisation and interests or activities (Heflin & Aliamo, 2007). Communication and social interaction skills are usually needed for effective traditional verbal counselling sessions.  

Given that children with autism usually have a deficit in communication, traditional cognitive counselling methods may not be appropriate. There has been some research in this area beginning with Axline (1947), but a review of the literature reveals that there there is currently no published quantitative research which looks specifically at children on the autism spectrum and a therapeutic intervention involving play to improve emotional well-being.  A problem with the research so far has been the debate around whether children with autism do play effectively.  Much of the existing research has been conducted in laboratory settings, not mainstream school settings (Landa, 2007) and Landa has emphasised that young children with autism often have difficulty in social play and with developing the appropriate word symbols into language. Landa (2007 p. 19) suggest that, …through early intervention, communication and social development may be improved.  Considering that traditional counselling requires the ability of the child to communicate with a counsellor, play and in particular sandplay may be a more appropriate medium to express their thoughts and feelings, and in a safe place develop problem solving skills.
Mastrangelo (2009, p. 35) says children with ASD do exhibit play, although the type and quality of their play varies from those children who appear to be following a typical developmental trajectory. This research also goes on to say that given children with ASD usually have strengths in the visual domain, using visually based approaches will generally yield excellent play skills.  Through play it is suggested that children with autism can express their needs, share attention with another person while both people are paying attention to the same object.  Children also learn strategies for solving problems through symbolic play.  Symbolic play seems to be the most useful play therapy approach as children use language to make and manipulate stories related to their lives, make inferences about causes and predictions about future events and express mental experiences.  

The main benefit of symbolic play is best described by Sigman and Mundy, (1987, p. 44) who state that, the autistic child may not understand other people because people are more difficult to fathom than non-social objects, which operate by simpler rules.  It may therefore be easier for a child with autism to use objects to communicate than communicate verbally with another person. It is particularly important that the use of play in the counselling situation utilises the visual strengths of children with autism and involves the use of objects to which some symbolic meaning can be attached. 

A particularly useful form of play therapy that involves high sensory stimulation is sandplay.  Sensory stimulation is experienced through shaping and moulding the sand and through the selection and placement of a variety of objects into the Sandtray.  The senses are further stimulated by soft soothing music being played in the background.  Sandplay is one of the Expressive therapies (Pearson & Wilson, 2009).  It has also been linked to Howard Gardner’s theory of Multiple Intelligence (O’Brien & Burnett, 2000). Given that students who have ASD have difficulties within the communication area, sand play (according to both Pearson and Wilson & O’Brien and Burnett) may provide an additional dimension to the counsellor’s work by forming a highly stimulating visual bridge between verbal and expressive therapies and that this is increased through the use of the multiple intelligences throughout the play session.  

Another advantage of using sandplay therapy within a counselling session is that students are likely to reveal inner thoughts and feelings through projection of thoughts and feelings onto the toys and symbols that they choose (Landreth, 2009).  The type of symbols selected for play therapy can be significant.  Toys for students with ASD should be chosen carefully to make sure they are suitable.  According to Holmes & Willougby (2005. p. 156), it is common for children with Autism to choose play objects based on the sensory stimulation they provide and as such may lead to overstimulation with some children.
Sandplay uses a form of symbolic play and the process of sandplay is defined as, a psychotherapeutic technique that enables clients to arrange miniature figures in a sandbox or sand tray to create a sand world corresponding to various dimension of his/her social reality (Dale & Wagner, 2003 as cited in Goss & Campbell, 2004. p. 211). There are discrepancies within the sandplay research around how and whether or not therapists should interpret the sand pictures.  This is widely debated and interpretative techniques are currently lacking the empirical support provided by scientific validation (Goss & Campbell, 2009).   More studies need to be conducted around this aspect sandplay.  Another positive factor about the use of sand play is that it was reported by Pearson (2003) as being the technique most favoured by child clients in his study of Queensland Guidance Officers.  

As with any play based intervention there may be some negative views such as Siehl (2001) (cited in Goss & Campbell, 2004. p. 216) who stated that the term play is often associated with time wasting and is frequently considered to be inappropriate in a school setting where children should be learning and working.  Training in sandplay is also another factor to consider and training opportunities are fairly limited and expensive within Australia (Goss & Campbell, 2004).  However, the biggest challenge is the lack of scientific research available to support its effectiveness in schools. 

A Case Study Methodology

The methodology selected was that of case study research.  This methodology was selected because of the acceptance of the work of Flyvbjerg (2006, p. 219) who argued that case study research suffered from five basic misunderstandings which were largely undeserved.  These five misunderstandings were that theoretical knowledge can be more valuable than practical knowledge, and that one cannot generalize from a single case, therefore, the single-case study cannot contribute to scientific development.  Another misunderstanding, he posited  was that the case study can be  most useful for generating hypotheses, whereas other methods are more suitable for hypotheses testing and theory building. The belief that case studies contain a bias toward verification also limits their acceptance as a research methodology.  The fifth assumption is that it often difficult to summarize specific case studies.  Flyvbjerg also argued (p. 222) In a teaching situation, well-chosen case studies can help the student achieve competence, whereas context-independent facts and rules will bring the student just to the beginner’s level.  It is in the achievement of competence by counselling practitioners who read this article that the authors are most interested.

The subject for this case study was selected by use of information-oriented sampling, as opposed to random sampling as the child attended a school visited by one of the researchers in a country town in regional Queensland and the data obtained was found to be rich.  Twelve counselling sessions of 45 minutes per session were conducted with a seven year old boy diagnosed as being on the autistic spectrum.  The boy had been referred to the guidance officer because of the number of incidents involving classroom tantrums, hitting and biting of other children in the playground and refusal to participate in classroom activities.  These behaviours were targeted in discussion with the classroom teacher and data collected on a daily basis over the twelve weeks.  Previous attempts to shape his behaviour had been made though referral and discussion with support teachers on the school’s social justice and support committee and through the individual intervention of the school’s special needs teachers, the guidance officer, and collaborative work with the parents and the visiting teacher (autistic spectrum disorder).

Pearson and Wilson (2001, p.51) suggest that Often chaotic pictures or stories appear.  In children’s plays battles are common.  Death, opposition, threats, isolation, danger and relationships are some themes in the early stages and …in discussion with the counsellor the client may make links between the story and their current life problems.  The sandplay scene may suggest helpful strategies.  What is interesting in this case study is how the stages of the sandplay mirrored the stages suggested by Pearson and Wilson and the data collected shows a noticeable reduction in targeted behaviours in both the classroom and the playground?  

Results
During the research period the client’s play is seen to move through four stages common in sandplay therapy, which have been labelled chaos, battles, and the rise of a hero figure and finally play with an apparently secondary or deeper meaning.   At the same time significant differences in his classroom and playground behaviour were noted by his teachers and were evident in school behaviour records.
In the first three sessions, the boy was encouraged to play in a Sandtray.  The photograph (Figure 1) depicts what was common in his play: disorganisation, chaos and a lack of order.  
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Figure1.  Early chaotic play

At first the client was reluctant to enter the room but having been introduced to the sand and the symbols and having created the scene of chaos, he became reluctant to leave as if not knowing how to change what he had created or able to find alternatives to the scene that he had created.  Each session the child was asked Is there anything you would like to change any extra symbols you would like to include or any symbols you would like remove from the tray?   It was at the end of the third session that the client actually made a change by using a second tray into which he simply placed more objects. To overcome the reluctance to leave the therapist decided to set a time limit showing the client what the clock would look like when it was time to leave and introduced prompts that the client was approaching the time to conclude for the day. 
In Session 4 the client experimented with a number of symbols, did not ask for water and selected common symbols from a range of symbols that depicted television characters such as Gumby and some superheros. By the fifth session some order was evident in the play and the young boy began regular play each week that involved battles sometimes between animals, sometimes animals against forest clearers, and sometimes between characters trying to storm a castle.  The play usually started as disorganised affairs and usually resulted in a chaotic victory by one side but gradually by week seven evolved into more of a strategic set of manoeuvres that showed a clear strategy and a clear victor.
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Figure 2.  Battles 

The seventh session saw the emergence of hero figures in the battle lines.  Around this time teachers began to report that he seemed much happier in class and was cooperating with the teacher but still had problems with other children. 
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Figures 3 & 4.  The rise of the hero figure

In these photographs one can see Spiderman but in the second box notice the beginnings of play with Peter Pan, with whom the young boy seemed to identify heavily.  The client used Peter Pan each week for the next few weeks.  Note how organised the play is now as his world seems to reflect an abundance of beauty and riches rather than chaos and disorganisation. His class teacher said that his behaviour was now much better and he seemed a little too friendly with another boy in the class.  She said that both classroom outbursts and playground incidents had decreased dramatically.  

In the last pictures we see two plays that seem to have a deeper meaning. Tray 5 involved a story much like Noah and the Arc where all the animals filed into the ship to start a new life.  The client told the therapist that the animals were leaving behind the way that they did things in the past and were going to a new world.  Figure 6 depicted the new world which was a place of great beauty and full of treasure.   These plays could be a symbolic representations of the client’s new changing view of his world as his personal view of the world became more organised he may have felt more in control, more able to manipulate the symbols and the sand to achieve a result with which he was satisfied.
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Figures 5 & 6.  Organised play with deeper meaning.

The graph below has been constructed from data held by the class teacher and from the schools lunchtime detention program.  The X axis represents the 4 stages noticed in the play.  The Y axis represents the average number of negative behaviours per week.  It can be seen that over the research period there is a decline in all behaviours.
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Figure 7: Average weekly behaviours recorded  over the research period

Visits to the school lunchtime detention centre may have been influenced by other behaviours than those targeted in the research period and may have been over one or two days depending on the severity of the behaviour that resulted in detention.  Data has been presented in table 1, as weeks 1-3, weeks 4-6, week 7 and weeks 8-12 as the stage changes were noticed in these periods the photographs were taken in these periods.

Discussion

Research to date has never indicated that play therapy is ineffective, rather that its effectiveness is difficult to scientifically validate.  The literature over many years abounds with case studies where changes in behaviour are noted as a result of an intervention using play therapy.  Literature reviewed by the author included the use of play with children who had a history of reading problems (Bills, 1950; Fisher, 1953), learning disabilities (Axline, 1949; Guerney, 1979, 1983; Landreth, Jacquot & Allen, 1969) speech difficulties (Axline & Rogers, 1945; Dupent, Landsmen & Valentine, 1953), mental disabilities (Bernhardt & Mackler, 1975; Li, 1981; Mundy, 1957; Newcomer & Morrison 1974; Sywulak, 1984), separation anxiety (Milos & Reiss, 1982), child abuse (In & McDermott, 1976), dysfunctional families (Eaker, 1986) and with traumatised children (Kuhli, 1979).  These studies all demonstrated the effectiveness of play therapy. Not one mentioned its use with children with autism.  The exception over the years has been the novel Dibs: In search of self by Virginia Axline (1971) but this was never presented as a scientific study. 

It would seem that in sandplay the child at first perceives their world to be chaotic and plays in a chaotic way.  As children change their view of the world through experimentation in play within the supportive non judgemental counselling environment, they learn to become more organised and in doing this begin to see the world in a new and different way.  In the use of the figurines children begin to experiment with battles and often a favoured character, a hero is seen to arise.   This hero moves from one situation to another as the child experiments with different stories constructed in the sand.  The child consistently uses the hero’s strengths and talents in these different contexts in what has become a predictable world controlled by the child within the sandtray. A skilful counsellor is able to assist the child to find these same strengths and talents within themselves and then take these skills into the school and classroom environment.

The literature around autism and educational intervention promotes the use of developmentally appropriate strategies (Smith, Polloway, Patton & Dowdy, 2006).  Play as an intervention is developmentally appropriate for children.  Intervention strategies for children with autism have been many and varied ranging from Berard’s (1993) auditory integration training to self management (Koegel & Koegel, 1990), and applied behavioural analysis (Lovaas, 1987). Generally there is consensus in the literature that because children with autism are seen as on a spectrum, many and varied strategies are required when intervening.  It is interesting in the intervention strategies reviewed, that not one recommended ongoing counselling for students with autism.   This is in spite of recognition that many of the behaviours associated with autism are the result of anxiety.   A renowned autism expert in Australia Tony Atwood, is fond of saying Autism is anxiety looking for a target. (T. Atwood, personal communication, January 2010).  It has been well documented that counselling can assist clients to externalise anxiety such that individuals see themselves as troubled by anxiety rather than being overwhelming and finding it difficult to control (Geldard & Geldard, 2009).  Even though the work of Flyvbjerg (2006) in respect to the usefulness of case study research has been cited, there has been limited research in the area of ongoing counselling and its effectiveness with children with autism. 
More research is needed in the area of the effectiveness of the expressive therapies in schools and in particular the effectiveness of sandplay. Effectiveness is a best studied through longitudinal quantitative or mixed method studies that can then be generalised to indicate the likelihood of effectiveness with larger populations.  Given that students with autism have deficits in verbal language and social interactions, a traditional verbal counselling session may not be the best counselling method available.  Play therapy may be one of the many ways that educators could reach the child with autism.
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COMPUTER ASSISTED INSTRUCTION TO PROMOTE COMPREHENSION IN STUDENTS WITH LEARNING DISABILITIES
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Reading comprehension is a crucial skill for academic success of all students. Very often, students with learning disabilities struggle with reading skills and since students learn new information in school by reading; these difficulties often increase the academic struggles students with learning disabilities face. The current study examined whether computer assisted instruction could be effective in teaching a comprehension strategy, story mapping, to nine high school students with learning disabilities. The investigation used a single-subject, multiple baseline designed. Daily quizzes, story maps, and a standardized test measured student progress. In addition, a survey of students’ perceptions regarding the computer assisted instruction was administered. Comprehension results varied across students; however, the majority of students showed improved comprehension scores on the Gates-MacGinitie comprehension test regardless of the group in which they participated. These findings suggest the daily readings on the computer, rather than the comprehension strategy itself, might have influenced students’ reading comprehension. 

In the United States, 90% of the school-age population with learning disabilities (LD) have difficulty reading independently (Vaughn, Levy & Coleman 2002) including problems comprehending. Many students with LD have little or no concept of the structure of narrative or expository text, which in turn holds back their comprehension. These students must learn and implement reading comprehension skills or they do not ascertain new information. However, research shows that strategy instruction in reading comprehension can increase reading comprehension for students with LD (RAND 2002). Many times students with LD have experienced previous school failures, including contact with teachers who did not understand their problems, inability to master learning goals, or the repeating of a grade. These experiences frequently lead students to feel unmotivated (Unrau & Schlackman 2006) and unwilling to learn and practice new concepts that can lead students to dropping out of school altogether.

Thus, the impetus of betterment in reading for students with LD rests with the teacher; though adequate instruction in reading comprehension presents another problem. Both explicit instruction in comprehension strategies (Franzac 2006, NRP 2000 & RAND 2002) and metacognitive auditing of comprehension (Gersten, Fuchs, Williams & Baker2001) do not happen frequently enough in the classroom (Durkin 1978-1979, Pressley & Wharton-McDonald 2002). Comprehension strategies instruction can benefit students with LD by giving them an instructional framework to use when encountering new texts.

Many times students with LD struggle with comprehension in an area related to the structure of narrative fiction known as story grammar (Faggella-Luby, Schumaker & Deschler 2007). This comprehension strategy focuses on the idea that western fiction generally has plot, character, setting, characters, and themes and generally has a similar shape of action driven by conflict with a climax or high point and some sort of resolution (Dickson, Simmons& Kameenui 1998). Studies have examined that students with LD benefit in explicit instruction in these elements thus picking up many of the same skills that their normally functioning peers achieve more naturally (Stetter & Hughes 2010). One way of teaching students story structure is through its visual representation, called story maps, which uses an outline or picture to help students understand and associate the various parts of story grammar such as plot character, setting, and theme.

Students with LD have also redressed their reading deficits with the use of computer programs’ repeated practice. In many cases, the extra, non-judgmental, repeated drill that a computer provided made the educational difference for the student (Stetter & Hughes, in press). Unfortunately, there is a research gap in the area of reading and computers because of the rapidly changing nature of technology, use of moneys in other areas, as well as emphasis on other reading research subjects (NRP 2000). Problems exist with the use of computers in the classroom, in part because of the unrealistic expectations that many educators placed on computers. Many educators and researchers expected computers to be a panacea, especially for students with LD, but through a lack of suitable software, this has not been the case. Additionally, many schools spent time and money amassing a great number of computers, without spending matching funds on the software or teacher professional development (Burns & Polman 2006) to accompany them. Often, they purchased software programs that were too complex for students with disabilities to operate. 

The main purpose of the current study was to use computers to present a text structure strategy, story mapping, to assist high school students with LD in their reading comprehension. The research used a multiple-baseline single-subject design to answer the following two questions:

1.
Does using CAI that incorporates the use of a story map strategy help students with LD improve their reading comprehension of narrative text?

2.
What are the perceptions of students with LD regarding participating in CAI to help them develop their reading comprehension?

Method

Participants

The students who participated in this study attended a large, urban high school in the United States. Over 90% of students at the school came from a lower socioeconomic status (SES); based on the criterion of receiving free or reduced price lunch. All the students with LD were informed about the study; however only, 29 students, or approximately 16% of all eligible students, returned a consent form signed by their parent or guardian. Nine students were then randomly selected from the pool of students who agreed to participate and met eligibility requirements (e.g. third to fifth grade instructional reading level).  

Nine students were identified by the school as having a learning disability in the area of reading. Seven students were 14-years-old and two were 15-years-old at the start of the inquiry; one of the students was repeating their current grade (See Table 1). Students in the study received special education services in self-contained special education English or reading classes. Students had reading comprehension scores ranging from 3.3 to 4.9 GE as measured by the Gates-MacGinitie reading comprehension test. Three of the nine students were African American girls while the remaining four boys and two girls were Latino. 

Table 1
Personal Data of Participating Students
	Student*
	Grade
	Age
	Disability
	Ethnicity
	Gender

	Intervention

	Phil
	9
	14
	LD 
	Latino
	Male

	Taylor
	9
	15
	LD 
	African-American
	Female

	Jasmine
	9
	15
	LD 
	Latino
	Female

	Delayed Intervention

	Vanessa
	9
	14
	LD 
	African-American
	Female

	David
	9
	14
	LD 
	Latino
	Male

	Paul
	9
	14
	LD 
	Latino
	Male

	Baseline

	Tanya
	9
	14
	LD 
	African-American
	Female

	Andrew
	9
	14
	LD 
	Latino
	Male

	Katherine
	9
	14
	LD 
	Latino
	Female


Note. All student names are fictional.

Instruments

Standardized test. The Gates-MacGinitie (MacGintie, MacGintie, Maria & Dreyer 2001) has two forms, which measure comprehension and vocabulary with test levels for students in grades pre K through adult. Only the comprehension subtest was administered to students, which took 35 minutes to administer, and consisted of 48 multiple-choice questions based on different reading passages. Students took the Gates-MacGinitie comprehension subtest at the beginning of the study to ascertain a more accurate reading comprehension level, repeating the procedure with the alternate form at the end of the study, approximately eight weeks later, to chart any growth.

Comprehension quizzes. After each story, in the baseline, intervention, and maintenance phases, participants completed a 20-question comprehension quiz on the computer. The multiple-choice quizzes measured comprehension through factual, vocabulary, story grammar, and inference questions that were included with the stories by the publisher (Goodman 1994). The multiple-choice quizzes gauged whether the students generalized and applied the new knowledge of the story elements to their comprehension of story events and story grammar. Each question had three possible answers, of which one was correct. Comprehension quizzes were normalized with five adult good readers and five reading professionals completing all quizzes. After they completed the quizzes, the researcher performed an item by item analysis (Thorndike 1997). Questions that appeared to be problematic were examined, and they often had unclear wording or misleading, so the researcher rewrote them in an effort to clarify.


Students’ perception survey. After the study was over, the students took a 13-question survey with ten questions via a 4-point Likert scale (1=strongly agree, 4=strongly disagree) and three oral open-ended questions. The questions gathered student feedback on the ease of use of the web pages, their attitudes toward the story grammar strategy, and student perceptions about learning on the computer. Students in the Baseline Group considered their experiences during the baseline phase. The researcher examined scores across participants in order to ascertain overall reactions of participants via percentages.

Materials

Readings. The 35 stories used throughout the study came from the three-book-series, The Reader as Detective (Goodman 1994) which were available at the high school and had short narrative stories with comprehension questions. All stories contained at least one conflict or problem and at least two main characters. The stories were between 830-980 words and with a mean GE readability of 3.7 reading level according to the Fry Readability Formula.

Story maps. As part of the intervention, students completed a story map on the computer that consisted of 20 items related to specific story elements for each of the stories used during the intervention phase. Students had pull down menus for character names, description of the characters, setting time and place, conflict, type of conflict, high point of the story, resolution of the story, story events, and theme, with story elements data collected daily. 

Procedures

After students had signed consents and taken the Gates-MacGinitie test, they were randomly assigned to be part of the Intervention, Delayed Intervention, or Baseline groups. Students met with the researchers in the school’s computer lab during their assigned class period for the intervention and each had his or her own computer to perform all tasks associated with the study. Teachers excused the students from class, neither penalizing them for their missed work nor rewarding them with a grade for being in the study. Students who finished any of the work in the study earlier than the end of the 46-minute period read or worked on computer activities of their choice. 

Baseline phase. During the baseline phase, students met with their small group every day during their assigned class time. On the first day, the researcher modeled how to progress through the story and answer the comprehension questions using an instructional script, as the students referenced their own computers. On the second day, the researcher reviewed the procedure with the small group, using an instructional script, and gave the students time to work on their own computers to read and answer questions on the next story. Each story began with a directions page, progressed to a page of vocabulary definitions, another page presented the text of the story, and a final page administered a 20-question comprehension quiz. Students had access to both the story and the vocabulary page while taking the comprehension quiz. Students received no instruction after the initial training session, though the research assistant answered procedural questions throughout. When students in the Intervention Group stabilized their baseline, as measured by the comprehension quiz, they proceeded to the intervention phase. The first student moved on to the intervention phase after five sessions and the other two students after ten sessions. The Delayed Intervention Group proceeded to the intervention phase after 20 sessions to allow the group to receive at least ten intervention sessions; however, not all students had stabilized their baseline using the criteria outlined above. 

Intervention phase. After the students completed the baseline phase, students in the intervention groups progressed into the two-day intervention-training phase, where the researcher modeled the activity on a computer with the students following on theirs. On the first intervention training day, the researcher, using an instructional script, defined and clarified the story elements including plot, character, setting, and theme. The students discussed the story elements and then worked together on the story and the first day’s story map. Students then completed the comprehension quiz on their own. On the second day of the intervention training phase, the researcher, using an instructional script, reviewed the different pages. Students then began progressing independently through a new module. The intervention included the following sections: directions, a story grammar reference page that defined story grammar elements, a vocabulary page, the story map page where students identified story grammar elements, and a comprehension quiz page. Data collection occurred daily. The websites were available to students online after the end of the intervention.

At the beginning of each intervention session and prior to students beginning the day’s computer work, the researcher reviewed the students’ answers to the previous day’s story map for about five minutes. Students received their answer sheet back, corrected with the right answer(s). Students who missed sessions picked up where they left off and continued through the procedure. All students ended after their 30th session.

Maintenance phase. Two weeks after the intervention ended, three students were randomly selected (one from each group) to participate in a short maintenance phase. Students completed reading activities identical to those in the baseline phase for five additional sessions.

Results

Comprehension Quizzes

Students completed a 20-question comprehension quiz (see Table 2) at the end of each session throughout all phases of the study. These multiple-choice quizzes determined if students understood 

Table 2

Average Quiz Scores Before and After Intervention

	
	Baseline
	Intervention
	
	         Maintenance

	
	M
	SD
	M
	SD
	M
	SD

	
	
	
	Intervention
	
	
	

	Phil
	  8.60
	2.30
	  7.16
	 1.95
	-
	-

	Taylor
	 11.60
	2.54
	 9.80
	3.05
	-
	-

	Jasmine
	 11.80
	2.39
	12.40
	 2.06
	13.20
	2.28

	Total
	10.67
	2.41
	9.79
	 2.35
	-
	-

	Delayed Intervention

	Vanessa
	 11.20
	3.11
	11.50
	2.46
	-
	-

	David
	 10.35
	3.18
	9.60
	2.45
	-
	-

	Paul
	 12.80
	3.04
	14.7
	3.33
	12.40
	3.84

	Total
	 11.45
	3.11
	11.93
	2.75
	-
	-

	Baseline

	Tanya
	 13.41
	3.03
	-
	-
	-
	-

	Andrew
	 7.00
	2.44
	-
	-
	-
	-

	Katherine
	 10.30
	2.69
	-
	-
	10.60
	2.70

	Total
	10.24
	2.72
	-
	-
	-
	-


key points of the narrative they read. The researcher examined each student’s score daily for its relation to the student’s own progress as well as its relation to other students in the group (Intervention, Delayed Intervention, and Baseline). Logarithmic trend lines of student scores denoted trends in data scoring across baseline, intervention, and maintenance phases (See Figures 1, 2, and 3). Student mean scores did not correlate significantly to the reading level of the passage, with a Pearson’s coefficient of .082.
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Figure 1. Intervention group quiz scores.
Intervention group. Students’ results on the daily comprehension quiz are available in Figure 1. Overall, students in this group showed little or no increase in quiz scores as they moved from baseline to intervention phases. During the baseline phase, Phil averaged a score of nine on the quizzes, but dropped to an average of seven during the intervention phase. Phil exhibited a slowly decreasing trend in scores across the baseline and intervention phases. Taylor’s average on the quizzes was 12 points during the baseline stage and 10 points during the intervention stage. Taylor’s quiz score trend during the course of the study was decreasing. Finally, Jasmine’s quiz scores during baseline and intervention averaged 12 points. Jasmine showed a stable trend throughout the study. She participated in the five-session maintenance phase where her average on the quizzes increased slightly to 13, which showed an upward trend in scores. 
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Figure 2. Delayed intervention quiz scores.

Delayed intervention group. Students in this group started participating in the intervention after they completed 20 baseline sessions. The overall results of the intervention for this group (see Figure 2) showed that two students had a slight increase in comprehension quiz scores during the intervention phase, while one student showed no improvement. Vanessa’s average on quiz scores during the baseline phase was 11 points, which grew to an average of 12 points during the intervention phase. Overall, her scores showed a slightly increasing trend. David had quiz scores that averaged at ten points in both the baseline and intervention phases. However, he displayed an overall decreasing trend. The third student in this group, Paul, averaged a 13 on quiz scores during the baseline and increased his average to 15 points during the intervention phase, showing an upward trend. Paul also participated in the maintenance phase where his average dropped to 12. He started out lower in the maintenance phase than where he ended in the intervention phase but showed an upward trend in these scores as well.
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Figure 3. Baseline quiz scores.

Baseline group. Students in this group completed 30 baseline sessions and did not participate in the intervention. Two students in this group showed a small decrease in scores over time, while one student increased slightly (see Figure 3). Tanya scored an average of 13 points on her quizzes and showed a stable trend with a slow downward orientation on her quiz scores. Andrew averaged seven on his quiz scores and showed a downward trend over the course of the study. Lastly, Katherine averaged a ten throughout baseline and then increased her average to 11 during the maintenance phase. Katherine showed a slight increasing trend from the baseline to the maintenance phase. 

Standardized Comprehension Test 

Prior to acceptance in the study, each student took the Gates-MacGinitie (MacGintie et al, 2001) comprehension subtest to ascertain their comprehension. Approximately six weeks later at the conclusion of the study, students retook another form of the test (listed in Table 3). The Grade Equivalent (GE) scores, which show an estimate of the performance of a typical student at grade level and the Extended Standard Score (ESS), which reflects a more standardized interpretation of scores for statistical analysis are both presented. ESS scores on level in the ninth grade can range from 374 at the first percentile to 662 at the ninety-ninth percentile. As students progress, they gain fewer ESS points per year, so that during the ninth grade year, students are expected to pick up seven ESS points (Johnson & McCabe 2005).

Table 3

Student Gates-MacGinitie Scores

	
	Pretest
	Posttest
	

	Student
	GE
	ESS
	GE
	ESS
	Gain/Loss

	Intervention

	Phil
	3.2
	463
	2.8
	447
	-16

	Taylor
	3.3
	463
	4.3
	485
	+22

	Jasmine
	4.5
	490
	5.8
	510
	+20

	Average
	3.7
	472
	4.3
	481
	+9

	Delayed Intervention

	Vanessa
	3.3
	463
	5.6
	507
	+44

	David
	4.5
	490
	3.6
	472
	-18

	Paul
	4.9
	496
	5.6
	507
	+11

	Average
	4.2
	483
	4.9
	495
	+12

	Baseline

	Tanya
	3.5
	468
	5.8
	510
	+42

	Andrew
	3.4
	466
	4.3
	486
	+20

	Katherine
	3.4
	466
	4.3
	486
	+20

	Average
	3.4
	466
	4.8
	492
	+26


Note. GE stands for Grade Equivalency, ESS for Extended Standard Score

In the Intervention Group, two students, Taylor and Jasmine, showed improvement in their reading comprehension, while Phil’s scores dropped 16 ESS points from pretest to posttest. The group as a whole averaged a growth of nine ESS points over the study. In the Delayed Intervention Group, two students showed progress while one student slipped backwards on test scores. Vanessa and Paul both gained points, 44 and 18 respectively, while David scored a net loss of 18 points. The Delayed Intervention Group averaged an increase of 12 points from the start of the study. Surprisingly, all students from the Baseline Group made gains on the Gates-MacGinitie reading comprehension subtest. Tanya scored a net gain of 44 points, while Andrew and Katherine scored a gain of 20 points. The Baseline Group averaged a growth of 26 ESS points over the course of the study. In summary, all but two students showed gains in their reading comprehension as measured by the Gates-MacGinitie with the students in the Baseline Group showing the most gains on average.

Student Perceptions

Overall, the student perception survey indicated that students enjoyed the activity, preferring to receive computer instruction rather than instruction from their own teacher. Both intervention groups seemed to enjoy working on the computer to help them with their reading, while five of the six liked filling out the story map, felt that it helped them with their story element terms, and preferred it to teacher instruction. Five of six students who completed the intervention reported that they used the vocabulary page and the story page to help them in answering questions. Students indicated that they understood the directions; with only one of the five stating the activity was too hard. Tanya, Andrew, and Katherine in the Baseline Group answered the same questions with all references to the story map deleted. The three students felt that the quiz helped them understand the story better and felt the computer helped them with their reading. Two of the three liked filling out the quiz and working on the computer, feeling that the quiz helped them better understand story elements. All three felt the activity was not too hard and understood the directions. Two preferred working with the computer to working with their teacher.

Discussion

The purpose of this study was to assess the use of computers to present a text structure strategy, story mapping, to assist high school students with LD in their reading comprehension. Though results on the daily quizzes showed little or no growth in students’ comprehension, two out of three students in each intervention group and all students in the Baseline Group showed improvement on the Gates-MacGinitie comprehension test. 

As stated in the NRP (2000) and the RAND study group (2002) reports, instruction in comprehension strategies such as visual imagery, advance organizers, visual imaging, visual mnemonics, summarization, main idea, self-questioning strategies, and multiple strategy instruction improve reading comprehension in students with LD. Teaching comprehension strategies to students, especially those with LD, have assisted students in improving their comprehension (Franzac 2006). The present study hypothesized that extensive work with story grammar would give students with LD a tool that they could successfully use on unfamiliar narrative material. Reading comprehension was measured in two ways, through a daily quiz, and a standardized pre and posttest, the Gates-MacGinitie. Students in the two intervention groups made little or no improvement in their reading comprehension as measured on the quizzes. However, after four of the six students who learned the story map strategy, comprehension scores improved on the Gates-MacGinitie. Of the two students who did not show improvement in comprehension, they had differing pretest reading levels; one at the lower end of the scale and one higher. Informally, the traits that they shared were that initially, they were among the most interested in being recruited for the study, yet when in the study, observationally, they seemed the least interested in it. These two students also seemed to have some of the fastest times in completing the materials. Students had the possibility of using an entire 46-minute class period to complete the activities on the computer, but generally students used only a third of the period to complete the study activities during the baseline phase and less than half the period to complete the activities during the intervention phase. Students may have progressed quickly through the intervention due to their not accessing the reference pages available to them. It was easy for them to simply pass through the information without reviewing or reading it, while studies have found greater success when forcing the students to really review the information. Other studies suggest that students improve their ability to comprehend due to their increased ease of referencing story text, and important vocabulary when presented in computerized form (Pearman 2008). The intervention students, who made progress from pre to posttest of the Gates-MacGinitie, seemed to use the reference pages almost every day, while others referred to them occasionally. 

Another reason that students may not have improved their reading comprehension to the extent expected could be that they lacked motivation to carefully read the text and materials, since participation in the study did not impact their grades. Certainly, studies have found that motivation to read declines over time in school (Unrau & Schlackman 2006) and that students with LD often have problems with attention. The main way that teachers in the field have to address lack of motivation and attention is through tying reading to situational interest (Unrau & Schlackman 2006) as well as through good teaching and teacher/student involvement in tasks. Ultimately, it is the teacher who introduces and directs learning activities, increasing success for the student (Franzac 2006). The study at hand may have lacked sufficient teacher-led instruction in the reading comprehension strategy itself (Dynarski et al 2007). Students received only two in-depth teacher-led discussions of the strategy, which perhaps should have been increased, as students with LD may need more teacher-directed intervention with their computer support (Dynarski et al 2007). Additionally, the way in which students received feedback, at the beginning of the class for five minutes may have been insufficient and not most meaningfully placed. Better instruction might have included immediate teacher or computer feedback, so that students could have seen and learned from their own mistakes while completing the story map. Some successful computer intervention studies have paired the computer with active teacher-led instruction and feedback.

Though computer-based studies have emphasized the teacher-led intervention portion of computer learning, studies in the field of reading comprehension have also emphasized passing a blueprint of strategies on to students to assist with working with their reading comprehension (NRP 2000). These blue prints often involve in-depth, multi-strategy approaches to reading comprehension. Perhaps working with one strategy, the story map, was not sufficient to support comprehension, as other studies have attempted to provide students with a packet of strategies to assist in comprehension with great success. 

Though all of the previously mentioned issues could have impacted student learning to produce the inconsistent findings associated with the two intervention groups, results were further confounded by the fact that the students in the Baseline Group improved their reading comprehension scores on the Gates-MacGinite, without experiencing the comprehension strategy the intervention students had. It is possible that the students improved their scores on the comprehension test due simply to the exposure to the number of stories that the students read in the course of the eight-week study. Often students do not get the opportunity to read and class time is spent idle, or following along as others read (Pressley & Wharton-McDonald 2002). These students read thirty stories in an eight-week period on their instructional level, which is a significant amount of reading, when students do not necessarily get enough contact with text.

Perhaps the biggest points to take from the inconclusive standardized test scores are two-fold. Teacher instruction in reading comprehension may not only be important in itself (Pressley & Wharton-McDonald 2002) but especially crucial when scaffolded with instruction on the computer. Due to students with LD having problems in motivation and organization, explicit, in-depth, repeated instruction in reading comprehension strategies may need to take place. 

As previously noted, there exists a dearth in the literature regarding computerized instruction (NRP 2000, RAND 2002). Literature has been very basic, exploring whether simply reading in front of the computer can benefit students with LD as well as examining the successfulness of hypertext supports (Twyman & Tindal 2006). Although studies are moving into more of an examination of the usefulness of specific computer programs, they often show little success (Dynarski et al 2007). Ultimately, having students do the same work that they might do in a workbook on the computer has not shown to be successful (Twyman & Tindal 2006). Conceivably, if the research intervention had been more assistant-led, students might have experienced a more meaningful learning experience on the computer. 

Though the presentation of the strategy on the computer with minimal teacher support appeared to have little impact on student learning, having students read the great amount of material that they did on the computer had some effect on students in both the intervention and baseline groups. Students read 30 stories in a short period, with the computer providing an excellent means of presenting the information. Increasingly, classrooms are introducing actual reading of texts via the computer as seen in digital storybooks as well as hypertext. It is the wave of the future that students will increasingly view text on computer screens. This trend makes the ability to read both paper and digital text more important. Students’ increases in their reading scores might correlate with most students’ expressed preference for working on the computer. In fact, one of the two students who did not improve emphatically stated that he preferred books to the computer. His dislike of the computer may have influenced his performance in the intervention. His attitude is in contrast to previous studies where students preferred work on the computer to workbook instruction (Pearman 2008). 

Though students generally enjoy working on the computer, it is common that they do not always take advantage of the computerized supports given to them unless compelled (Fitzgerald, Koury,& Mitchem 2008). From observational data in the current study, the researcher did not see many of the students referring back to the story grammar reference page and rarely to the vocabulary page and story. This is consistent with other studies using similar CAI; students do not always take advantage of the supports offered to them unless compelled to view them, or at least pass through the information (Johnson-Glenberg 2005). Another consideration is the ease with which a piece of technology can be used, as with the Quicktionary Reading Pen II which has been used with students with great success (Higgins & Raskind 2005). The Reading Pen II is about the size of a regular ballpoint pen, which assists in the ease of its use and allows students to scan unfamiliar words in text.

Plausibly, the activity on the computer in the study at hand was too passive for the students, in that they only had to select the correct answer from a multiple-choice drop-down menu. Other studies have shown measurable student gains in comprehension with activities that involve students more actively in tasks, such as replacing more difficult text with text that is easier for students to understand (Pearman 2008), taking computer notes on text read, or creating questions after reading text (Johnson-Glenberg 2005). The students in this study needed more interactions with the text and material, rather than just choosing answers from a pull-down menu. Students might have also benefited from a more interactive story map section with games or activities that reinforced the story grammar elements.

Limitations of the Study 

Although the researcher made every effort to standardize all procedures, there are always threats to the validity of any study. These can come from within the study, the way that the researcher implemented the study, or from the nature of single-subject research itself. History posed a threat to internal validity in this study. The students participating in this study were also in school full time during the day, making it difficult to know what other teachers covered at the same time that this study took place. All of the students in the study had one additional reading or English course, which might have included instruction in story grammar elements. When a student experienced the same instruction from many different sources, it could have contributed to the variable results throughout. It was also difficult to estimate what students already knew about story grammar and its application to improve reading comprehension. Having a measure of story grammar before the intervention would have been beneficial in informing the results of the study. It would have allowed for a measure of student knowledge of story grammar elements before and after the intervention in order to measure any changes.

Implications of the Findings

This study tested the ability of one CAI technique to assist in the teaching of a comprehension strategy to students with LD; as has been shown in previous literature. It extended the literature by combining a comprehension strategy with website-based presentation, as well as including a short teacher introduction of the strategy. The growth in comprehension test scores for some of the students pointed to the ability of the individual attention of the computer to assist with overall comprehension growth for some students, as can be seen in previous literature.

Most of the previous literature with computers has been descriptive, e.g., testing whether just placing students in front of a computer can help them with their knowledge or ability to read text (Pearman 2008). Few studies looked at a specific strategy or program in an effort to help students with achievement. Not only has little work been done with computers in the manner of this study but also, little has been done with comprehension strategies on the computer. The NRP (2000) found only 21 studies on computers and reading and of those only three dealt in any way with reading comprehension. This study placed the measurement instruments on the computer, as well as introduction and review of the strategy.

The study suggests additional responsibilities in the teacher role when using technology, as can be seen in recent literature (Dynarski et al 2007). To use technology effectively, teachers must strategically plan and implement its use in order to increase student learning. Teachers may need to scaffold the work on the computer with active feedback so that students will understand and use all supports available to them. Many students, especially those with LD need discrete and meaningful direct instruction of concepts in order to learn. 

The role of teacher planning and implementation is crucial not only in the use of computers but also in the teaching of comprehension and comprehension strategies. Actively teaching reading comprehension strategies has been shown to benefit students, especially those with special needs (Pressley 2002). Students need this explicit instruction in how and when to use comprehension strategies. This study looked at the use of story grammar, but the same holds true for other comprehension strategies. Additionally, most of the work with story grammar instruction of students with LD has focused on the middle school level instead of the high school level. The current study looks at a somewhat neglected age group.

Suggestions for Future Research 

The results of the current study suggest that additional study in the areas of reading comprehension and computers for adolescent students with LD is needed. Future research should continue to examine these areas in an attempt to help individual performance. The exposure of the students to text via the computer contributed to an effect on student learning, but may be better utilized with students in a more explicit way. Perhaps the addition of graphics and visuals could assist students in improving their comprehension as well as better utilizing the medium of the computer. 

Increased teacher participation might have added a metacognitive component to instruction, thus making the intervention strategy more useful to students such as that depicted in prior story grammar studies (Faggella-Luby et al 2007). This additional metacognitive component could have taken many forms, such as self-questioning or even a pop-up checklist to help student better remember the strategy. The current study lacked an explicit component of helping students understand when and how to use the story mapping strategy that has been helpful for students with LD both in their understanding of various comprehension practices as well as the specific understanding of story grammar elements. Students may have benefited from more explicit instruction in how to utilize the strategy.

Reading comprehension strategies and the use of computers are helpful strategies that could benefit students with LD as they move through both their school and work lives. Involving explicit teacher instruction in these areas can better the learning experience of students. The results of this study indicate the need for further work involving teacher instruction paired with computer usage. 
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THE QUALITY OF MEDIATIONAL TEACHING PRACTICED BY TEACHERS IN SPECIAL EDUCATION. AN OBSERVATIONAL STUDY IN NORWEGIAN PRIMARY SCHOOLS

Geir Nyborg

University of Oslo.

In this case study the quality of mediational teaching was evaluated for interactions between teachers and pupils in special education in regular Norwegian primary schools. Mediational teaching is interpreted as a process by which a teacher mediates a given curriculum using certain categories in interactions with a pupil. The categories are focusing; affecting; expanding; competence; regulation; and different. The study is based on a social cognitive theory as developed by the Israeli scientist Reuven Feuerstein. Initially an observation instrument was developed. The instrument was used to measure the quality of mediational teaching practiced in four cases of teacher and pupil dyads. The results imply that the quality of mediational teaching was low in all four cases. These results may hopefully encourage teachers to employ a wider and more varied use of the categories in mediational teaching than what was found in this study.

The objective of the present study is to investigate the quality of teaching as practiced by Norwegian primary school teachers towards pupils with special needs. The Israeli scientist Reuven Feuerstein describes how high mediational quality can stimulate cognitive development. According to Feuerstein the theory is cross-cultural and cross contextual (Feuerstein & Rand, 1997; Feuerstein & Feuerstein, 1991; Feuerstein, et al., 1980; Feuerstein, et al., 1979). The theory has been used by researchers to study mediational quality in mother- child interactions (Klein, 2001; Chiswanda, 1997; Klein & Alony, 1993; Klein, Weider, & Greenspan, 1987) and cross-age peer interactions (Shamir & Tzuriel, 2006, 2004, 2002). The theory has in little extent been used to study mediational quality in interactions between teachers and pupils. The purpose of this study was to develop and to test an observation instrument designed to measure the quality of mediational teaching as practised by teachers in special education in regular Norwegian primary schools.

Main concepts in Feuersteins theory

Two main concepts in Feuerstein’s theory are structural cognitive modifiability and mediated learning experience (Feuerstein & Rand, 1997; Feuerstein & Feuerstein, 1991; Feuerstein, et al., 1980; Feuerstein, et al., 1979). Modifiability is defined as a structural modification in the cognitive functioning of the individual departing form the expected developmental course (Kozulin, 2002). According to the theory, the individual can acquire learning and experience in two ways. One is through direct exposure to stimuli. The second way is by mediated learning experience. Mediated learning experience is the process of learning which occurs when another person serves as a mediator between the child and the environment, for example parents, teachers and more competent peers. The person prepares and reinterprets the stimuli form the environment so that they become meaningful and relevant for the child. Mediation is an active process. The mediator acts upon the stimulus by selecting, focusing, framing, providing meaning and locating the stimulus in time and space (Klein, 2001). The process of mediation affects cognitive structures and the child becomes modified. Then the child can acquire behaviour patterns and learning sets, which in turn become components of his capacity to gain further development through direct exposure to stimuli. Thus, mediated learning experiences may affect the propensity for learning from new experiences (Klein, 2001; Feuerstein, et al., 1980). 

Research measuring mediational quality

Pnina Klein has based several studies on Feuerstein’s theory (Klein, 2001, 1992, 1988; Klein & Alony, 1993; Klein, Weider, & Greenspan, 1987). Klein identifies five categories as the universal characteristics of an interaction between an adult and a child, and these in turn convert the interaction into a mediated learning experience for the child. These categories are: focusing, affecting, expanding, competence and regulation. 

In Klein’s studies the quality of mediated learning experience in mother-infant-dyads are measured. For this purpose the observational instrument OMI (Observing Mediational Interaction) is used. OMI consists of empirical definitions of the five categories, and scoring keys for each category. OMI involves analysing videotapes and registering each maternal utterance or behaviour that matches a specific scoring key, and a category in sequences of interaction. The criterion for evaluating the quality of mediated learning experience within the sequences consists of counting the registered scores. The higher number of scores under each category, the higher the mediational quality is considered (Klein, 2001; Klein & Alony, 1993). In one study it was found that the quality of mediated learning experience predicted cognitive outcome measures up to four years better than children’s own cognitive test scores in infancy, or other presage variables related to pregnancy, birth histories and to the mother’s education (Klein, Weider, & Greenspan, 1987).

In several studies, Shamir and Tzuriel have investigated the effects of the training programme Peer Mediation with Young children (PYMC) on mediators’ and learners’ mediational quality as well as various domains of cognitive and school achievement (2006, 2004, 2002). The programme is based on the theoretical approaches of Vygotsky (1978) and Feuerstein (1979, 1980). The samples in these studies were composed of one group of children (mediators) and another group of younger children (learners). Each mediator was coupled with a learner. The mediators were assigned into either experimental or control groups. The experimental mediators received the programme. The control children received a general preparation for peer assisted learning. Following the interventions, all of the children participated in a peer-mediation activity which was videotaped and analysed by an adjusted version of the OMI. The results showed that the children in the experimental group received significantly higher scores than the control group on all five categories. Thus the performance of the experimental group indicated a higher mediational quality (Shamir & Tzuriel, 2006, 2004). The analytic instrument OMI was an important inspiration in the developing process of the observation instrument that was used in this study. 

Research problem

The study seeks to answer the following question: What characterises the quality of mediational teaching practiced by teachers in interactions with pupils in special education? Firstly, an observation instrument was developed. Then this instrument was used to measure the teaching quality practised by teachers.
Since the study had a main focus on teacher’s utterances in teaching situations the term mediational teaching was used to describe the interactions that occur between teachers and pupils. Mediational teaching is interpreted as a process where a teacher in an interaction with a pupil mediates curriculum to the pupil through the use of certain categories. In line with Feuerstein’s theory, a good quality of mediational teaching will lead to cognitive development in pupils.

The term quality is a normative concept and describes how properties in a phenomenon correspond to certain criteria (Nilsen, 2003; OECD, 1989). At the same time quality is relative. It is difficult to express what characterizes high and low quality in general (Sayed, 1997). The meaning of the concept in a concrete study therefore needs to be clarified. Here the quality of mediational teaching is related to six categories. Later it will be described how these are defined.

Method

The sample

The research project comprises a case study (Yin, 2003). A case is defined as a teacher-pupil-dyad that participates regularly in special education. The term dyad specifies that only two people are present during the interactions (Bronfenbrenner, 1979), a teacher and a pupil. 

All of the teachers in the sample were providing special education for pupils in regular primary schools. Pupils entitled to special education are pupils having some sort of learning difficulties that can lead to insufficient learning in regular teaching. In Norway it is the Educational-psychological counselling service in each community that decides whether a pupil is entitled to special education (Norwegian Act of Education of 1998). Thus it was common to the pupils in the sample that they had some kind of learning difficulties. Their difficulties were however of a rather moderate character. All the pupils belonged to a regular class. They received special education between four to ten lessons per week. For the rest of the lessons they participated in regular teaching within their classes. Their age varied between nine and twelve, third to sixth grade. 

The study involved six cases. The researcher contacted educational-psychological counsellors and headmasters in a large community in Norway. The cases were recruited by these persons.  

Videotapes of special educational lessons were collected from the cases. The curricula that were taught during the lessons alternated between math, Norwegian, and religion. Only sequences of interactions within the videotapes in which the teachers tried to mediate the curriculum to the pupils where analysed. Sequences of social talk and individual working were excluded. 

Instrument development

The observation instrument OMI included the categories, focusing, affecting, expanding, competence and regulation (Klein, 2001; Klein & Alony, 1993). In this study the definitions of these were translated to accommodate a school context (see below). The categories constituted frames that guided the development of the scoring keys in the analytic instrument.

To develop the instrument, approximately 60 minutes of videotapes were collected from two cases. The tapes were divided into sequences of interactions based on teaching activities. Sequences containing teacher mediation of the curriculum were selected and later transcribed (Kvale, 2007). The scoring keys were formulated by using the categories and the transcribed interactions as sources.

The developing process was executed in several steps. Firstly, interactions containing teacher utterances that could be used to formulate a scoring key for a category were identified. The next step involved formulating a term that adequately matched the chosen teacher utterances. This term was the label for the scoring key. The third step was to substantiate the way in which the selected teacher utterances and a label belonged to a certain category. The fourth step consisted of working out descriptions for the scoring keys. 

The observation instrument used to measure the quality of mediational teaching consisting of the following categories and scoring keys: 

First, Focusing contains the teacher’s behaviour that focuses on directing the pupil’s attention towards the curriculum. The following scoring keys were developed for this criterion, these include: 

1) Curriculum presentation is an utterance presenting the curriculum that the pupil should work on in the situation. It does not include information that elaborates concepts. 

2) Activity request consists of an utterance requesting the pupil to carry out one or more activities. It does not contain information that elaborates how the activity should be performed. 

3) Question asking is an utterance demanding an immediate verbal response. It does not contain any information that elaborates concepts or in other ways reveals what kind of response that is wanted. 

4) Repetition of teacher utterance involves an expression where the teacher repeats her own statement after one or more pupils have responded. It does not have to be a word for word repetition. 

5) Repetition of pupil utterance consists of an utterance repeating the pupil’s statement. The same words can be used or it can be a reformulation. 

6) Minimal responses is a minor verbal utterance following a pupil’s statement, e.g. yes, no, mm. 

7) Direction giving identifies teacher behaviour combining verbal utterance and nonverbal behaviour, and describing where the pupil should focus his attention, e.g. books, texts, table etc. and 

8) Nonverbal behaviour involves the teacher’s body movements directed towards leading attention while no utterance is expressed. 

Second, Affecting consisted of the teacher’s utterances which express appreciation or affect in relation to the curriculum. The scoring keys developed for this criterion include: 

1) Evaluation of pupil experience is an utterance commenting on the pupil’s experience when working on a certain curriculum. The pupil has to be mentioned in the expression and in addition the comment has to be interpreted as an evaluation of the pupil’s experience. 

2) Evaluation in relation to curriculum points towards an utterance expressing emotions or affect when describing the curriculum. The utterance must contain expressions of affect that can be related to the curriculum. Examples of words of affect can be exciting; difficult; interesting, etc.

Then, Expanding identified the teacher’s utterances directed towards the broadening of the pupil’s cognitive awareness in relation to the curriculum. This criterion consists of the following scoring keys: 1) Concept defining is an utterance containing an accurate definition of one or more concepts. 

2) Concept expansion consists of an utterance containing information that can be viewed as expanding a concept or a theme. 

Next, Competence described the teacher’s expressions of satisfaction with the pupil’s behaviour in relation to work with the curriculum. For this criterion the following scoring keys were developed: 

1) Performance praise contains an utterance positively valuing the pupil’s performance. The expression must be related to a performance in the situation. 

2) Pupil praise is an utterance positively describing the pupil as a person. The expression must be related to the pupil’s performance in the situation. 

3) Praise with explanation involves an utterance positively valuing the performance or describing the pupil as a person, and in addition elaborating why the praise is given. 

Additionally, Regulating consisted of the teacher’s expressions that could help the pupil to regulate behaviour according to task demands.  The scoring keys for this category include: 

1) Performance description is an utterance containing information that elaborates how the pupil should work with a certain task or curriculum. It must be obvious that the utterance gives the pupil information that can be useful in his work. 

2) Partly correct response introduction contains an utterance partly introducing the correct answer or response in connection with a task or a question. The information should assist the pupil in giving a correct response. 

Finally, Different involved teacher’s expressions that did not fit the other criteria, but can still be viewed as mediational teaching.  The criterion is scored when the teacher’s utterance results in a pupil’s response, and when that utterance does not fit under any of the other criteria. Examples of such utterances are neutral confirmations, utterances of endorsement and critique of the pupils work (Nyborg, 2008).  
Use of the observation instrument

The instrument was used to measure the quality of mediational teaching as practiced in four cases. In this process two lessons of special education, lasting 30-45 minutes, were videotaped from each case. The tapes were divided into sequences of interactions based on activities. Four sequences containing mediation of curriculum were selected from each case, each lasting exactly five minutes. 

The interactions were transcribed. Thereafter the instrument was used to score the teacher’s utterances in the sequences. The instrument consists of six categories and seventeen scoring keys. Each scoring key was given a code. The application of the instrument involved using the scoring keys and the codes.

During the analyses, the transcriptions and video recordings of the interaction sequences were studied. When the teacher made use of one of the teaching strategies that was compatible with a scoring key in an utterance, the specific code identifying the scoring key was registered. In order for a score to be acknowledged, the pupil response had to be registered subsequently to the teacher’s utterance. This enhanced the likelihood of the pupil having comprehended the teacher’s utterance. The pupil’s response could be verbal or non-verbal. Finally, the scores were counted.

The reliability coefficient of the mediational teaching scores was studied on a subsample of four sequences, 25 % of the data material (Gall, Gall, & Borg, 2007; Robson, 2002). The reliability coefficient reflects the extent of agreement between two independent observers scoring the six categories in mediational teaching within the sample of sequences. The co-observer was allowed to use the videotapes and the transcripts of the tapes. It was found that the inter-rater reliability coefficient based on Contingents-coefficient, C, was C=.87 and that p <.001. This indicates a high degree of inter-rater reliability.

The purpose of using the observation instrument was to measure the quality of mediational teaching in each case. A criterion for evaluating the quality was therefore needed. As presented earlier the criterion used for evaluating mediational quality in the observation instrument OMI was related to the number of registered scores in each category (Klein, 2001; Klein & Alony, 1993). The higher the number of scores, the higher the quality was assessed to be. In this study it was decided to develop the criterion used in the OMI further. This is because in some of the interactions the teacher and the pupil spoke rapidly and in others slowly. When they spoke rapidly more scores were registered than when they spoke slowly. Also, slow speech could be valuable for the pupils, and therefore slow speech does not necessarily mean that the quality is low. Conversely, rapid speech does not necessarily mean that the quality is high. The process of developing a procedure and a criterion to analyse the quality of mediational teaching as practiced in each case was an important stage of the study. How this was carried out will be described in the result section.

Results

An analysis of the teaching quality in each of the four single sequences in each case was carried out first. Analyses were then executed on a cross sequence level. Finally the overall quality of mediational teaching was determined for each case. 

Single sequence analyses

The criterion used to evaluate the teaching quality in each of the single sequences was the distribution of scores across the categories in view of the teaching content that was taught and the child’s responses. If the teacher seemed to adjust the use of the categories to those contextual factors the teaching quality was evaluated as being good. The analysis of sequence number one in case one will serve as an example of how these analyses was carried out. The first table one was made of how the scorings in the sequence were distributed across the categories.

Table 1
Number of scorings and percentage of total sum sequence in interaction sequence 4, case 1.

	Criteria
	Sequence 4

	
	Number
	%

	1. Focusing
	19
	45

	2. Affecting
	0
	0

	3. Expanding
	23
	55

	4. Competence
	0
	0

	5. Regulating
	0
	0

	6. Different
	0
	0

	Total sum sequence
	42
	100


There were 42 scorings registered in the sequence. Focusing obtained 45 %, and expanding 55 % of these. The other categories affecting; competence; regulating; and different did not receive any scorings. In this sequence the teacher tried to mediate knowledge about Islam to the pupil. The teacher read from a book, explained concepts and asked questions. The pupil mostly responded by asking and answering questions. In view of this teaching content it seems appropriate that most of the teacher utterances were expanding. Such utterances could contribute to an expanding of the pupils understanding of the curriculum. In addition it was reasonable that the teacher used a lot of focusing because such utterances can contribute towards directing the pupil’s attention towards the curriculum the teacher tried to mediate. Thus the quality of mediational teaching was evaluated as being good in the sequence. 

Cross sequence analyses

The criterion used to evaluate the quality of mediational teaching here was related to how all the registered scorings in the four sequences in each case were distributed across the sequences. A wide distribution of the categories was evaluated as good teaching quality, and a narrow distribution as low quality. The teaching content varied across the four sequences in each case. Therefore there existed variations in the contextual conditions. A consequence of these variations is that the cross sequence analyses were not affected by one single sequence alone, but were influenced by four different teaching situations. It was therefore reasonable to expect variations in the teacher’s use of the categories across the sequences. Variations in uses of the categories are positive because they all contain elements that can stimulate the individual’s cognitive development in different ways (Feuerstein, et al., 1980; Feuerstein, et al., 1979). 

The results from the analyses of one of the cases can illustrate how teaching quality was evaluated across the sequences. Case one consisted of a teacher and a pupil in the fifth grade. The pupil was of non-native-speaking origin. He was generally delayed in development. He had four lessons per week with special education. The subject taught in the first and the third sequence was mathematics and religion in the second and the fourth sequence. Table two gives an overview over how all the scored teacher utterances in the case were distributed across the categories. 

Table 2

Number of scorings and percentage of total sum sequence in interaction sequences 1-4, case 1.

	Criteria
	Sequences

	
	Sequence 1


	Sequence 2


	Sequence 3


	Sequence 4


	Totalsum criteria

	
	N
	%
	N
	%
	N
	%
	N
	%
	N
	%

	1. Focusing
	57
	78
	11
	30
	33
	73
	19
	45
	120
	61

	2. Affecting
	0
	0
	0
	0
	0
	0
	0
	0
	0
	0

	3. Expanding
	13
	18
	22
	59
	3
	7
	23
	55
	61
	31

	4. Competence
	2
	3
	0
	0
	5
	11
	0
	0
	7
	4

	5. Regulating
	0
	0
	4
	11
	2
	4
	0
	0
	6
	3

	6. Different
	1
	1
	0
	0
	2
	4
	0
	0
	3
	1

	Total sum sequence
	73
	100
	37
	100
	45
	100
	42
	100
	197
	100


In sum, 197 scores were registered. Focusing obtained an average percentage of up to 61 %. Expanding also achieved a large percentage, 31 %. This means that the teacher used the other categories to a small degree. Competence only received 4 %, regulation 3 %, different 1 %, and affecting 0 %. 

The profile that characterized the teacher’s teaching across the sequences was that focusing and expanding were clearly dominating. This means that the pupil was frequently exposed to utterances directed towards leading his attention towards the curriculum. In addition the pupil often got access to information that contributed to elaborating his cognitive awareness in connection with the curriculum. The domination of these two categories did lead to lesser use of the other categories. Therefore, the pupil was exposed to other important aspects of mediational teaching to a limited extent. The pupil rarely got to hear that the teacher was satisfied with the pupil’s answers or behaviour (competence). Neither did he get to hear the teacher express enthusiasm when speaking of the curriculum (affecting). In view of the teacher’s narrow use of the categories, the quality of mediational teaching was evaluated as being low. 

Case analyses

In order to answer the research question in the study it was necessary to determine the overall quality of mediational teaching as practiced by the teachers in each case. In most of the single sequences the teaching quality was evaluated as being good. The cross sequence analyses obtained a different result, however. Here the teaching quality was evaluated as being low in all of the cases. The difference between these results constituted a dilemma. Hence it was decided to consider only the cross sequence analyses when the quality of mediational teaching was to be evaluated in each case. The reason for this priority is that the single sequence analyses involved inferences about contextual factors’ influence on teaching quality. This study can be seen as a part of the cognitive sciences. In cognitive science it is common to try to factor out the context to the maximum possible extent when conducting research. That is because research that includes context is seen as too vague and relativistic in its interpretations of results (Gardner, 1985). 

The table shows how the sums of the scorings in the four sequences were distributed across the categories in all the cases. Table three elaborates the quality of mediational teaching as practiced in each case. 

Table 3
Number of scorings and percentage of total sum sequence, case 1-4.

	Criteria
	Case

	
	Case 1


	Case 2


	Case 3


	Case 4


	Total sum case

	
	N
	%
	N
	%
	N
	%
	N
	%
	N
	%

	1. Focusing
	120
	61
	158
	65
	131
	61
	76
	44
	485
	59

	2. Affecting
	0
	0
	0
	0
	14
	7
	2
	1
	16
	2

	3. Expanding
	61
	31
	15
	6
	28
	13
	15
	9
	119
	14

	4. Competence
	7
	4
	32
	13
	12
	6
	17
	10
	68
	8

	5. Regulating
	6
	3
	21
	9
	18
	8
	46
	26
	91
	11

	6. Different
	3
	1
	16
	7
	11
	5
	18
	10
	48
	6

	Total sum sequences
	197
	100
	242
	100
	214
	100
	174
	100
	827
	100


In all of the four cases focusing was the dominating category. When focusing is added to the second most used category, those two obtained 70 % in sum or more of the scores. In case one, the two criteria focusing and affecting together received 92 % of the scores. In case two focusing and competence achieved 78 %. In case three focusing and expanding gained 74 % of the scores, and finally in case four focusing and regulation received 70 %. The consequence was that the other categories obtained rather few scores in the cases. Therefore the quality of mediational teaching was evaluated as low inn all the four cases.

Cross case analyses

Table three also visualises what collectively characterized the teacher’s use of the categories. Eight hundred and twenty seven scorings were registered altogether in the four cases. Out of these focusing received 59 %, expanding 14 % and regulation 11 %. Competence gained 8 %, different 6 % and affecting 2 %. The percentage distributions across the cases can be used as a base for some reflections. Focusing, expanding and regulation were the most dominating categories. Together they obtained 84% of the scorings. These three categories can be interpreted to share some mutual properties. They all seem to share an immediate importance for the teachers when it comes to mediating a certain curriculum to a pupil. For the pupil to perceive the curriculum, he has to have his attention directed towards it. For the pupil to learn new aspects in connection to curriculum, the teacher must bring forward elements that expand the pupil’s understanding of it. For the pupil to master tasks and working with curriculum, it is essential that the teacher gives the pupil information about how to perform the tasks. Thus it is understandable that the teachers gave those categories priority in the interactions.

This did however lead to lesser use of the other categories. Different was one of these. It describes teacher utterances that do not fit any of the other categories, but can still be interpreted as mediational teaching. The table shows that six percent of the utterances were registered here. Because these are rather few, and they do not stand out as a homogeneous group, it is chosen not to reflect any further about their presence in the data material. 

Competence and affecting also received few scorings. These two can be interpreted to share some mutual properties. They both seem less essential for the teacher to use when mediating a given curriculum to a pupil. Expressions of satisfaction with the pupil’s behaviour may seem unnecessary for the teacher to articulate when mediating curriculum to a pupil. The same can be said about affection. Expressions of emotions in connection to curriculum do not seem to be necessary for the pupil to grasp the curriculum. Thus it was natural that the teachers used these two categories to a lesser extent in their interactions.

Pnina Klein (2001) does not undertake any ranking of the categories. She argues that they all contain essential elements that can help children to gain cognitive development. Thus competence and affecting are, also significant. It is not hard to imagine that a teacher’s expression of satisfaction with a pupil’s behaviour promotes the pupil’s experience of mastery, and that a teacher’s expression of enthusiasm will influence a pupil’s motivation. Since the teachers seldom used these categories, the pupils were not exposed to them to any extent. Thus it seems that teachers should try to make more use of competence and affecting in interactions with pupils than was the case in this study. 

Conclusion 

In the study the quality of mediational teaching practiced by teachers in interactions with pupils in special education were evaluated. The sample consisted of six cases of teacher- and pupil dyads. First an observation instrument was developed. In this process videotapes from two cases were used. The instrument consists of six categories and 17 scoring keys. 

The instrument was applied to measure the teaching quality practiced in four cases. The evaluations were based on analyses of four sequences of interactions in each case. The conclusion made from the research question was that the quality of mediational teaching was low in all the four cases. 
Discussion

Validity

Several factors can be introduced to discuss the validity of the conclusion in the study (Shadish, Cook & Campbell, 2002; Nyborg, 2008). One aspect involves the criterion used to measure the overall quality of mediational teaching in each case. In the process of developing the criterion, the sequences of interactions in each case were analysed in two ways. First, each of the single sequences was analysed. The criterion used to determine the teaching quality in each sequence was whether the teacher seemed to adjust the use of categories to accommodate the curriculum that was taught, and the pupil’s responses. It was found that the quality of mediational teaching was good in most of the single sequences. Subsequently, analyses on a cross sequence level were carried out. The criterion used here was only the spread of the distribution of the categories across four sequences of interactions. A wide distribution was judged as good teaching quality, and a narrow distribution as low teaching quality. Based on this criterion, it was found that the quality of mediational teaching was low in all of the cases. A decision was made to rely only on the cross sequences analyse when determining the overall quality of mediational teaching in each case. Thus the single sequence analyses were not used.

To exclude the single sequence analyses when deciding the quality of mediational teaching in each case might be subject to criticism. When the teaching quality in the single sequences was found to be mostly good, this can be argued to contradict the results of the cross sequence analyses. This can, however, be interpreted otherwise. In line with the theoretical framework of the study and of cognitive science, evaluations carried out without considering contextual components are viewed as more precise and unambiguous than evaluations including contextual elements. The results of the single sequences analyses are thus of less value. One might therefore question why the single sequence analyses were performed. One answer here is that the single sequence analyses was a necessary step when developing the criterion to evaluate the overall teaching quality in each case. The single sequence analyses also illustrate that evaluations of teaching quality are complex and challenging even when based on a strictly delineated phenomenon.

Aspects of external validity can also be discussed in relation to the study’s conclusion. In case studies, external validity refers to establishing the domain to which a study’s findings can be generalized (Yin, 2003). The study was not based on random sampling (Gall, Gall, & Borg, 2007). Therefore, considering generalisation implies reasoning and not statistic generalisation. Such a process can be characterized as analytic generalisation (Yin, 2003). For the conclusion to be valid the four sequences of interaction analysed across each case should also represent other sequences where the teachers mediated curriculum. This means that the sample of sequences can be judged as representing other sequences for each case that were not investigated. Two arguments support such a generalisation. There were variations in the curriculum taught in the four selected sequences in each case. Thus it can be claimed that the sequences represented a variety of contextual conditions. This can prevent the teacher’s use of a specific curriculum from affecting the distribution of the categories. The other argument is mainly relevant for case one, two and three. For these cases there was little variation in the use of the categories between the four sequences. This means that the distribution of the categories was rather similar in these cases (Nyborg, 2008). The stability in the use of the categories across four sequences of interaction with different teaching content supports the assumption that the teachers would have exercised analogous teaching in other sequences. Based on these arguments it is claimed that the study’s conclusion is valid.

Relevance of theory 

A central element in Feuerstein’s theory is the hypothesis that good quality of mediated learning experience, or mediational teaching performed by one person in an interaction with another person, promotes cognitive development for that person (Feuerstein, et al., 1980; Feuerstein, et al., 1979). This hypothesis can be considered as the rationale for using the theory as a theoretical foundation for educational research. The hypothesis has been tested empirically in studies focusing on interactions between mothers and young children. In cooperation with other researchers, Klein has found that a mother’s quality of mediated learning experience with her own child can affect the child’s cognitive development (Klein, 2001; Klein & Alony, 1993; Klein, Wieder & Greenspan, 1987). Thus the relevance of using Feuerstein’s theory as a base for research is supported in this context. 

Few studies seem to support the idea that a teacher’s good quality of mediational teaching with a pupil has an impact on the pupil’s cognitive development. It can therefore be argued that special educational research should try to examine if the hypothesis can be supported in this context. Children are influenced by many persons (Tzuriel, 2001). A teacher is just one of many persons affecting pupil’s world. Thus we can not control how other teachers, parents, or peers influence the pupil’s cognitive development. It can therefore be a real challenge to carry out studies attempting to disclose whether good quality of mediational teaching executed by one teacher has an influence on a pupil’s cognitive development. This is perhaps one reason why so few such studies exist. 

A consequence of the lack of research may be that an important precondition for applying Feuerstein’s theory as a foundation for research is missing. An argument against this critique is that the process of teaching and interactions between teachers and pupils are very complex research objects. It can therefore be rational to base studies on theories in an educational context even though the empirical evidence supporting the theories’ relevance is limited. Otherwise, research on teaching and interactions would be rather narrow. At the same time it is important to be aware and open about a theory’s limitations. 

Applicability

In any case study it is natural to discuss a study’s applicability. One approach to this discussion is to look into how the results of the studies are relevant for possible consumers of the results (Gall, Gall, & Borg, 2007). The most likely consumers of the results in this study are teachers. Even though we do not know for certain that a teacher’s good quality of mediational teaching necessarily leads to cognitive development for the child exposed to the mediation, the results can be applicable for teachers. There are a number of aspects that a teacher can rely on when planning or performing teaching (Pressley et al., 2006). Examples can be the pupil’s skills and qualifications, the pupil’s motivation, curriculum, teaching methods and materials, classroom management, communicational strategies, etc. What the teacher chooses to prioritize will depend on contextual conditions in any teaching situation. Thus the applicability of the results does not necessarily depend on whether the hypothesis in Feuerstein’s theory in general is likely to be correct or not in a special educational teaching context. The most important issue is whether the individual teacher believes that Feuerstein’s theory and the categories in mediational teaching are relevant when planning or performing teaching. If teachers find the categories relevant, the study’s results can be seen as applicable.
So how can the results be applicable for teachers? One aspect involves the observation instrument. When developing the instrument, both theory and data were used. The theories’ contribution was the definitions of the categories in mediational teaching. The data comprised video observations from two cases. This means that the generated scoring keys can be seen as a connecting link between theory and practice. Thus the scoring keys can illustrate how the categories can be adapted by teachers in their teaching. 

Due to the narrow distribution of the teacher’s use of categories, the quality of mediational teaching was evaluated as low in all the four cases. Knowledge about the distributions of the categories in each case might be relevant for teachers. However, the most interesting results were perhaps the distribution of the categories that existed across all of the 16 sequences of interaction in the four cases. It was found that the teachers mostly used the categories focusing followed by expanding and regulation. Together those three obtained as much as 84 % of the teacher’s utterances. This means that the other three categories, different, competence and affecting were used to a little extent. The pupils seldom heard the teachers expressing satisfaction with the pupils’ behaviour in relation to work with the curriculum. The teacher’s expressions of enthusiasm or other emotions in connection to the curriculum were even less frequent. It is likely that pupils receiving special education are in the need of teachers using utterance of competence and affecting more frequently. Hopefully these results can inspire teachers to employ a wider and more varied use of the categories in mediational teaching than what was found in this study. 

Implications for further studies 

Feuerstein’s theory has to little extent been used to study mediational quality in interactions between teachers and pupils. A new instrument designed to measure the quality of mediational teaching practiced by teachers in special education was therefore developed in this study. The instrument and the research project can probably inspire other researchers who want to study teaching quality based on Feuerstein’s theory. 

The sample in this study was rather limited. Thus we do not know if the results are valid for other teachers practicing special education. It could therefore be interesting to perform a follow up study in order to obtain a wider picture of the quality of mediational teaching as practiced by teachers.

Research based on Feuerstein’s theory focuses mainly on interactions between two persons (Shamir & Tzuriel, 2006, 2004, 2002; Chiswanda, 1997; Klein, 2001; Klein & Alony, 1993; Klein, Wieder, & Greenspan, 1987). A similar focus was chosen in this research project, since interactions between a teacher and a pupil were studied. A lot of the special education in Norwegian schools is however organized as teaching in small groups, where one teacher is teaching two or more pupils. A relevant continuation of this research project might be to study the quality of mediational teaching practiced by teachers towards groups of pupils. 

The research has been conducted in a Norwegian context. According to research overviews composed in recent years in Norway, few studies seem to exist that have focused on teacher- pupil interactions in special education (Solli, 2005; Bachman & Haug, 2006; Opdal, Simonsen, & Hagtvet, 2005). Hopefully this study can stimulate further research focusing on teacher- pupil interactions in special education.

 References
Bachmann, K. & Haug, P. (2006). Forskning om tilpasset opplæring [Research onadapted teaching]. Volda: Volda University College. 

Bronfenbrenner, U. (1979). The ecology of human development. Cambridge: Harvard University Press. 

Chiswanda, M. V. (1997). Hearing mothers and their deaf children in Zimbabwe: Mediated learning experiences. Doctoral thesis, Oslo: University of Oslo.  
Feuerstein, R. & Feuerstein, S. (1991). Mediated learning experience: a theoretical review. In R. Feuerstein, P. S. Klein & A. J. Tannenbaum (Eds.), Mediated learning 
experience (MLE): theoretical, psychological, and learning implications (pp. 3-52). London: Freud Publishing House. 

Feuerstein, R. & Rand, Y. (1997). Don’t accept me as I am: helping retarded performers excel. USA:  SkyLight Professional Development.

Feuerstein, R., Rand, Y. & Hoffman, M. D. (1979). The dynamic assessment of retarded performers: the learning potential assessment device, theory, instruments, and techniques. Baltimore:University Park Press.

Feuerstein, R., Rand, Y., Hoffman, M. D. & Miller, R. (1980). Instrumental enrichment: an intervention program for cognitive modifiability. Baltimore: University Park Press. 

Gall, M. D., Gall, J. P. & Borg, W. R. (2007). Educational research: an introduction. USA: Allyn and Bacon. 

Gardner, H. (1985). The mind´s new science: a history of the cognitive revolution. New York Basic Books. 

Klein, P. S. (2001). A mediational intervention for sensitizing caregivers (MISC). In P. S. Klein (Ed.), Seeds of hope (pp. 29-94). Oslo: Unipub. 
Klein, P. S. (1992). Assessing cognitive modifiability of infants and toddlers: observations based on mediated learning experience. In H. C. Haywood & D. Tzuriel (Eds.), Interactive assessment (pp. 233-250). New York: Springer-Verlag.

Klein, P. S. (1988). Stability and change in interaction of Israeli mothers and infants. Infant Behaviour and Development, 11, 55-70.
Klein, P. S. & Alony, S. (1993). Immediate and sustained effects of maternal mediation behaviours on young children. Journal of Early Intervention, 17(2), 177-193. 

Klein, P. S., Weider, S. & Greenspan, S. I. (1987). A theoretical overview and empirical study of mediated learning experience: prediction of preschool performance from mother infant interaction patterns. Infant Mental Health Journal, 8(2), 110-129. 

Kozulin, A. (2002). Sociocultural theory and the mediated learning experience. School Psychology International, 23(1), 7-35.   

Kvale, S. (2007). Doing interviews. London: Sage.

Lov om grunnskolen og den vidaregåande opplæringa (opplæringslova) [Act relating to primary, lower secondary and upper secondary education (education act)] (1998).

Nilsen, S. (2003). Kvaliteten på videreutdanningsstudiet i tilpasset opplæring [The quality of the postgraduate study in adapted teaching]. Oslo: University of Oslo.

Nyborg, G. (2008). Interaksjon mellom lærere og elever i spesialundervisning. En studie av mediert undervisning [Interaction between teachers and pupils in special education. A 
study of mediated teaching]. Doctoral thesis, Oslo: University of Oslo.  
OECD. (1989). Schools and quality: an international report. Paris: OECD. 

Opdal, L. R., Simonsen, E. & Hagtvet, B. E. (2005). Spesialpedagogikk i akademia – tematisk profil i forskning ved Institutt for spesialpedagogikk, Universitet i Oslo [Special needs education in university – theme profile in research at the Department of Special Needs Education, University of Oslo]  Spesialpedagogikk, 09, 60-72.  

Robson, C. (2002). Real world research: a resource for social scientists and practitioner researchers. Oxford: Blackwell. 
Pressley, M., Gaskins, I. V., Solic, K., Collins, S (2006). A portrait of benchmark school: how a school produces high achievement in students who previously failed. Journal of Educational Psychology, 98(2), 282-306.

Sayed, Y. (1997). The concept of quality in education: a view from South Africa. In K. Watson, C. Modgil & S. Modgil (Vol. Eds.), Educational dilemmas: debate and diversity: Vol. 4. Quality in education (pp. 21-29). London: Casell.
Shadish, W. R., Cook, T. D. & Campbell D. T. (2002). Experimental and quasi-experimental designs for generalized casual inference. Boston: Houghton Mifflin Company. 

Shamir, A. & Tzuriel, D. (2004). Children’s mediational teaching style as a function of intervention for cross-age peer-intervention. School Psychology International, 25(1), 59-78.

Shamir, A. & Tzuriel, D. (2002). Peer mediation: a novel model for development of mediational skills and cognitive modifiability of young children. In G. M. van Der Aalsvoort,  W. C. M. Resing & A. J. J. M. Ruijssenaars (Eds.), Learning potential assessment and cognitive training: actual research perspectives in theory building and methodology (pp. 365-385). Amsterdam: JAI. 

Shamir, A., Tzuriel D. & Rozen, M. (2006). Peer mediation: the effects of program intervention, maths level, and verbal ability on mediation style and improvement in maths problem solving. School Psychology International, 27(2), 209-231.  

Solli, K. A. (2005). Kunnskapsstatus om spesialundervisningen i Norge. Revidert i juni 2004 [Knowledge status on special needs education in Norway. Revised in June 2004]. Oslo: Norwegian Directorate for Education and Training.
Tzuriel, D. (2001). Dynamic assessment of young children. New York: Kluwer Academic Plenum Publishers.

Vygotsky, L. S. (1978). Mind in Society: The development of Higher Psychological Process. Cambridge, Ma: Harvard University Press.

Yin, R. K. (2003). Case study research: design and methods. Thousand Oaks, CA: Sage.

EMPLOYMENT OF PEOPLE WITH DISABILITIES IN MALAYSIA: 

DRIVERS AND INHIBITORS
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This study attempts to identify the drivers and inhibitors of employment for people with disabilities in Malaysia. It explores the skills and psychological traits needed by people with disabilities in order to get jobs and the barriers to their employment. Data include interviews detailing the viewpoints of 24 teachers with visual impairments. These teachers are registered and classified as either legally blind or partially sighted by the Malaysian Social Welfare Department. The majority of them are male, Malay, between 30-40 years old and have diploma qualification from Teachers Training College. The interviews were transcribed verbatim. Keywords or phrases were extracted, clustered, and interpreted into themes. Analyzed data were confirmed with the participants to ensure trustworthiness and reliability. The findings provide interesting insights into the specific employment issues faced by people with visual impairments and also shed lights on the issues encountered by people with other types of disability. It also discusses measures that can be taken to improve the employment rate of people with disabilities in the country.  A discussion of the research findings is also provided.
Education for People with Disabilities
The official number of registered people with disabilities in Malaysia has increased steadily over the last five years, as shown in Table 1 (Social Welfare Department, 2009a; Ministry of Education, 2009). By mid-2009, there were already 258,918 people with disabilities registered in the country compared to a mere 69,753 registrations recorded by the Social Welfare Department in 1997 (Ministry of Education Malaysia, 2009; Salleh, Abdullah, & Buang, 2001). However, the trend may not reflect an actual increase in the disabled population because the registration of people with disabilities in the country is not a compulsory practice. This increase could have resulted from greater public awareness about the importance of registration, a step that enables people with disabilities to access special education, healthcare benefits, financial assistance, job-placement services and so on.  

Table 1 

Registered People with Disabilities in Malaysia

	Type of Disability 
	2004
	2005
	2006
	2007
	2008
	2009

(until May 2009)

	Blind/Visually Impaired
	15,364
	16,211
	18,258
	20,039
	21,204
	23,738

	Deaf/Hearing Impaired
	24,712
	26,470
	29,522
	31,715
	32,850
	35,368

	Physically Disabled
	51,090
	58,371
	66,250
	73,559
	78,036
	86,485

	Learning Disabilities
	57,483
	66,906
	76,619
	85,812
	91,303
	100,180

	Cerebral Palsy 
	34
	623
	887
	1,787
	2,382
	3,250

	Others 
	1,934
	4,335
	5,983
	7,338
	8,164
	9,897

	Total
	150,617
	172,916
	197,519
	220,250
	233,939
	258,918


(Source: Social Welfare Department, 2009a; Shamsiah Abdul Rahman, 2008)

Table 1 shows that out of the total number of registrations recorded in 2009, 23,738 (9.20%) are blind/visually impaired, 35,368 (13.65%) are deaf/hearing impaired, 86,485 (33.39%) are physically disabled, 100,180 (38.69%) have learning disabilities, 3,250 (1.25%) have cerebral palsy, and the remaining 9,897 (3.82%) have other disabilities.

The World Health Organization (WHO) estimated that 10% of any population has some form of disability; one third of which are children younger than 15 years old. Translating this into the Malaysian context, it is estimated that about 900,000 children suffer from various disabilities (Ministry of Education, 2009). The Malaysian government is committed to ensuring that people with disabilities are given their due rights in formal education. The philosophy behind this educational system was based on The Education Act of 1996 (Part 11, 3.2), which states that all children with special needs are educable if they are able to manage themselves without help and are confirmed by officials as capable of undergoing the national educational program (Special Education Department, 2006, p.55). The Act was amended in 2002, making it compulsory for children with disabilities to have at least six years of primary education. In conjunction with this change, the Department of Education has also established early intervention programs for children (aged five and above) with hearing, visual, or learning disabilities (Ibrahim, 2006). As shown in Figure 1, admission into early intervention programs marks the beginning of special education for children with disabilities. With assistance from the Ministry of Health, these special needs children could be identified and enrolled in the formal school system by the Ministry of Education. However, placement in preschool, or in any level of formal education, requires endorsement and certification from medical doctor. For the severely disabled, who are not recommended for placement in government-run preschools, the Social Welfare Department under the Ministry of Women, Family, and Community (MWFC) will provide special education. Consequently, a total of 388 centers for Community-Based Rehabilitation (CBR) have been established all over the country to cater to the educational needs of children with severe disabilities (Social Welfare Department, 2009b). 

In Malaysia, Non-Governmental Organizations (NGOs) also play vital roles in providing academic education for individuals who failed to gain admission into government-run schools, such as those individuals with mental retardation or severe physical disabilities. These individuals will most likely be given vocational training and will later work at sheltered workshops, depending on their ability to comprehend and execute the required tasks (Figure 1). It is competitive for people with severe disabilities to secure jobs in the open employment; sheltered workshops therefore are designed to give them opportunities leading to dignity, self-worth and socialization amongst their peers. These workshops often employ people with disabilities in a variety of subcontracting work such as packaging, mailing and sorting services for companies and also producing food and crafts (Bakti-Mind, 2008).  
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Figure 1: Adapted from Educational System for the Special Needs

(source: Special Education Department 2006, p57)

Those with less-severe disabilities, through special schools and integration programs, are able to acquire academic, computer, living, social, and prevocational skills. The educational system is now moving toward inclusive programs where children with disabilities are fully integrated into mainstream classes (Biwako Millennium, 2007; Ali, Mustapha, & Jelas, 2006). This initiative started in the ‘90s after a series of seminars, workshops, and field work that catalyzed the development of inclusive education in Malaysia (Jelas, 1995a, 1995b, 1997; Ministry of Education, 1995). Inclusive education is now strongly encouraged, though not mandatory, in Malaysia (Ministry of Education Malaysia, 2009). Nevertheless, the move toward more inclusive programs indicates that children with disabilities are being given the opportunity to learn in the mainstream schools and to integrate with their able-bodied peers. It is important that children with disabilities are not segregated from the community.

The flowchart in Figure 1 demonstrates that education, as a whole, is accessible to individuals with disabilities in Malaysia from preschool to the tertiary level. At the end of the formal education system, they are expected to begin living independently, join the workforce, and contribute to society and country, just like other citizens.

Vocational Training and Employment
Vocational training centers for people with disabilities have mushroomed in Malaysia, particularly in the last 20 years. Both government- and NGO-run centers hope to provide self-employable skills to people with disabilities so that these individuals can fulfill the manpower needs of the country. For the blind or visually impaired, vocational training focuses on woodwork, massage, telephony, piano tuning, agriculture, arts, and craft, as well as information communication (Malaysian Association for the Blind, 2007; Salleh, 2002). On the other hand, those who are deaf or have hearing impairments are given training in general mechanics, refrigeration, air-conditioning mechanics, electrical repair, dressmaking, furniture making, plumbing, welding, catering, and graphic design (Malaysian Federation of the Deaf, 2007). People with learning disabilities have the opportunities to obtain prevocational training, which places emphasis on handicrafts, carpentry, sewing, cooking, and farming skills (Welfare Department, 2008). Those with physical disabilities, but who are able to manage themselves without assistance, may receive training at the Bangi Industrial and Rehabilitation Center, which provides courses on computers, information systems, electrical repair, dressmaking, electronics, and prosthetics and orthotics (Social Welfare Department, 2008). 
The government hopes that the vocational and academic training provided to people with disabilities will enable them to enter the workforce. Congruent with this vision, the Malaysian government has announced that at least 1% of the job opportunities in the public sector will be allocated for people with disabilities, and teaching is one of these sectors identified. This policy was implemented since 1989. In 1990, the private sector was encouraged to follow suit. The Ministry of Human Resources has since assisted in the job placement of people with disabilities (Memorandum on Disability Issues, 2005). Moreover, to encourage more people with disabilities to enter the workforce, the Department of Social Welfare gives an incentive allowance of RM 300 to those earning less than RM 1,200 (Ministry of Women, Family & Community Development, 2008). Furthermore, grants, with a maximum amount of RM 2,700, are also awarded by the department to help them launch their own businesses (Social Welfare Department, 2008). Other benefits and facilities provided by the government to people with special needs include tax deductions and rebates, housing rental facilities, public transportation discounts, free medical treatment at all government hospitals, 50% deduction of  the excise duty  on the purchase of the national cars and motorcycles. In addition, Telecommunication Malaysia (TELEKOM) provides incentives and facilities to people with disabilities, such as free monthly phone rental and free operator services. 

Unfortunately, despite the various measures taken, the unemployment rate among people with disabilities in Malaysia is still persistently high. In fact, the recent available statistics taken from the Labor Department of Peninsular Malaysia revealed that currently only about 6,750 people with disabilities are employed in the private sector and less than 1% of the total disabled population are employed in the public sector (United Nations Development Program, 2007). Securing jobs in Malaysia is still very challenging for these people. Literature reviews show that the path to stable employment for people with disabilities is fraught with barriers (Khor, 2002). The changing nature of the workplace and the increasing demand for employees who possess both strong academic and job-related skills may make it more difficult for people with disabilities to find employment. Heron and Murray (2003) stated that the obstacles faced by people with disabilities include inaccessible transportation, inaccessible buildings, and negative attitudes by employers, low self-esteem and overprotective families.

Lack of accessible transportation appears to be the greatest problem faced by people with disabilities (Khor, 2002; Memorandum on Disability Issues, 2005). Without a customized transportation system, many people who might otherwise be able to join the workforce will be confined to their homes, particularly those with physical disabilities (Vasoo, 2004).  Physical barriers such as inaccessible buildings and non-disabled-friendly facilities at the workplace can also hinder the employment of people with disabilities. 

People with disabilities are also vulnerable to psychological problems, such as poor self-concept and self-esteem that further prevent them from seeking employment (Facchini, 1986; Long, 1997; Khor, 2002; Masi, et al., 1999). Studies have indicated that people with disabilities have been aware of the potential discrimination in education, training, and employment from a young age (Khor, 2002; Watson, et al., 1999). Such insecure feelings foster a sense of self-limiting conservatism, which, in the long run, may negatively influence their career aspirations and employment (Hendey & Pascall, 2001). 

Finally, family plays the most influential role in one’s occupational development and achievement (White, Cox, & Cooper, 1992). Unfortunately, people with disabilities are often subjected to the lowered expectations of their parents, particularly if they were placed in special schools (Watson, Shakespearre, Cunningham-Burley, Barnes, Corker, Davis, & Priestley, 1999; Shah, Arnold, & Travers, 2004). The lack of a comprehensive database on the specific problems faced by people with disabilities in Malaysia poses a great challenge for increasing their employment rate. In order to better understand their problems, the views and personal experiences of people with disabilities must be taken into account. This study aims to fill the literature gap by examining the views of teachers with visual impairments. In 1998, the Ministry of Education announced that people with visual impairments who are qualified would be accepted for teacher training at both university and Teachers Training College. Since then, they have made progress in the teaching profession (Wong, 2007). In the present study, visually impaired teachers are classified either as legally blind or partially sighted individuals by the Malaysian Social Welfare Department. This particular population was chosen because they have successfully overcome the barriers to employment and are currently employed in one of the most respected professions for people with disabilities in Malaysia. These teachers offer valuable insights into the important skills that students with disabilities need to possess to enhance their employability. In other words, factors that drive the employment of people with disabilities may be identified. In addition, the inhibitors or barriers to employment for people with disabilities, particularly for those with visual impairments, may also be uncovered based on these teachers’ personal experiences.

Research Questions

To explore the views of teachers with visual impairments, three research questions were formulated to guide the investigation:
1. What skills and psychological traits drive the employment of people with disabilities?

2. What barriers inhibit the employment of people with disabilities?
3. What measures can be taken to increase the employment of people with disabilities?
Method
This study employed qualitative method to achieve its research objectives. This method of research is based on the collection and analysis of non-numerical data, such as interviews and transcripts, to obtain understanding of a particular issue. This approach permits the researchers to gather rich, in-depth perspectives that could not be gathered through quantitative methods such as questionnaires survey, particularly when the targeted population is people with special needs. Pinter, Eisenson and Staton (1980) found that people with visual impairments prefer to be interviewed because they have good listening skills. Furthermore, interview techniques can generate detailed data that leave the participants’ perspectives intact and provide a context through which to understand the problem. Interviewing is thus a well-establish academic tradition in sociological and educational studies (Denzin & Lincoln, 1994).  

Semi-structured interviews design was employed in this study to gather the necessary data. This design allows the researchers to obtain the relevant information and at the same time encourage the participants to freely express their ideas and opinions. An interview protocol was employed to guide the interview sessions, and subsequent questions were formed based on the participants’ responses. With this flexibility, the researchers can gather unexpected significant information as well as answers for predetermined questions. Keywords or phrases were extracted, clustered, and interpreted into themes. Codes in Malay were translated into English. Analyzed data were confirmed with the participants for trustworthiness and reliability. To enhance the validity and to reduce biases in interpreting the collected data, the researchers acknowledged their own preconceived ideas about the research problems and engaged in self-reflection during the data-interpretation processes.
Participants 

The employment databank of the National Council for the Blind Malaysia (NCBM) shows that there are about 50 teachers with visual impairment in the country. In order to identify these teachers, a list of special schools was obtained from the Ministry of Education and the schools were contacted to confirm the number of teachers with visual impairment. Twenty-four teachers were randomly selected to participate in this study. The majorities of them are male, Malay, between 30-40 years old and have diploma qualification from Teachers Training College (Table 2). Before the study began, a written approval was obtained from the Ministry of Education, the State Education Department, the Welfare Department, and the schools involved. Verbal consent was obtained from the teachers before they were interviewed. 

table 2 

Participants’ Demographic Profiles

	Demographic
	f (n=24)
	%

	Gender

Male

Female
	19

5
	79.17

20.83

	Ethnicity

Malay

Chinese

Indian

Other
	15

3

2

4
	62.50

12.50

8.33

16.67

	Age

25-29

30-40

> 40
	4

15

5
	16.67

62.50

20.83

	Academic Qualifications

Diploma

Degree
	18

6
	75.00

25.00


Data Collection 

The researchers initiated the interview sessions by explaining the purpose of the study to the participants and proceed with general questions on the participants’ background. This was followed by predetermined questions which were structured based on the three research questions. The interview sessions were conducted in Malay and English, depending on the participants’ preferences. The length of the sessions ranged from 45 minutes to over an hour. All of the participants were able to express their views without much prompting. Participants from Peninsular Malaysia were interviewed during face-to-face meetings, which were held at the schools’ visitor’s area. Prior arrangements were made with each participant to conduct the interviews during their free time to avoid interrupting the normal school schedule. Telephone interviews were conducted for participants from the state of Sabah and Sarawak due to logistic constraints. Nevertheless, past research has shown that telephone interviews are equally valid for participants who are visually impaired (Hermens, et al., 2006). The telephone interviews were recorded using the built-in recording function in the phone. 

Results
The results of the semi-structured interviews are discussed according to three major themes; (1) drivers for employment, (2) inhibitors for employment and (3) measures to enhance employment.  The findings provide insights into the skills and psychological traits needed to drive the employment of people with disabilities, particularly among people with visual impairments. It also reveals the barriers encountered by them and measures that can be taken to improve their employment rate.
Drivers for Employment

Table 3 shows the skills and psychological traits needed for people with disabilities to get jobs. Eleven sub-themes emerged. These subthemes can be grouped into three themes: academic skills, job-related skills, and psychological traits. 

Table 3 

Themes and Subthemes for Skills and Psychological Traits

	Theme 
	Sub themes
	Selected Statements



	Academic Skills


	· Reading skills

· Writing skills

· Language skills

· Mathematical skills

· Computer skills

(particularly for people with visual impairments)


	· Normal people [non-disabled] also must know how to read, write and count, right… the basic skills to find jobs, these skills are even more important for people with disabilities (T15, Female)

· To become an operator also requires certification. This shows that academic skills are very important] (T17, Male)

· Computer skills to me are very important [in getting jobs], if a visually impaired person is able to master the JAWS system, then he can explore the Internet on his own…to find jobs…even though he is blind (T3, Male)

	Job-related Skills
	· Vocational skills

· Problem-solving skills

· Community living skills (Orientation and mobility skills,       particularly for the blind)
	· [Vocational skills are] very important, because not all [people with disabilities] are academically inclined (T1, Female).
· If the bus is late… have to think of other solutions fast, for an example, get a taxi,..just don’t use disability as an excuse and hopes that the boss will understand (T9, Male)
· …must be independent, especially...for the blind and physically disabled, they must make sure that they can go to work on their own (T22, Male)

	Positive Psychological Traits


	· Optimism

· Confidence

· Honesty and Openness (about their disabilities)

· Resilience


	·  … in my opinion,… we [people with disabilities] must not look down on ourselves, … must think positive and believe that we can be successful too (T23, Female)

· We [people with disabilities] need to write in the application form that we have a disability…if not, during the interview the potential employer will feel cheated and reject us straight away (T3, Male).

· …don’t give up easily, try and try again, work harder until we achieve our goals. This is an important quality that every person with a disability must have  (T8, Male)


Inhibitors for Employment

The interview findings regarding the inhibitors or barriers of employment for people with disabilities are shown in Table 4. Seven sub-themes emerged, which can be grouped into three themes: employers’ negative perceptions and treatment, weaknesses of people with disabilities and negative parental attitudes.

Table 4 
Themes and Subthemes for Inhibitors of Employment

	Theme 
	Sub themes
	Selected Statements



	Employers’ Negative perception and treatment
	· Employers’ negative perceptions and treatment

· Employers’ lack of confidence
	· They [the employers] don’t see your face so never mind, the day of the interview comes, they see your face,  buta ke, tak boleh (terima)  [Oh, blind person, cannot accept](T1, Female) 

· I once asked a man, why? [my application is rejected] … he said that we [the employer] don’t have the facilities, you have to go to luar bandar [rural areas], you cannot cope with everything. (T1, Female).

· I was once told directly by an employer that he doesn’t believe that people with disabilities can perform the job equally well as non-disabled people (T18, Male).

	Own Weaknesses
	· Lack of Academic Skills

· Negative self-concept

· Lack of confidence
	· Many [people with disabilities] can’t read or write…like those with mental retardation…or never go to school because parents have kept them at  home… how to compete with normal people in the job market… (T13, Male)

· In my opinion, the low self-concept among people with disabilities are quite obvious, you can see that they are afraid when talking to people (T2, Male).

· Sometimes, people with disabilities may ask themselves, can we do this or not? We’re not like other people (T4, Male).

	Negative Parental Attitude
	· Imparting false hopes

· Overprotective
	· Sometimes the parents don’t want to accept [the child’s disability]… they keep taking the child to one bomoh [village doctor] to another, they just won’t accept, so actually the feelings transfer onto the child, because if the parents are insecure, still have hopes, the child says that suatu hari nanti saya boleh nampak [one day, I will regain my sight], why bother to learn…(T1, Female).

· Perhaps they [the parents] want to protect their children [who have disabilities], do not allow them to mix with other people… afraid that they might get bullied. Thus, keeping them away from society… this is not good for them (T23, Female).
· Overprotective parents caused people with disabilities to feel scared, ashamed, the worst part is that they will be afraid to try new things…(T3, Male).


Measures to Enhance Employment

Table 5 shows the interview findings regarding suggestions to enhance the employment of people with disabilities. A total of eight subthemes were identified and later grouped into six themes. These themes reflect the roles played by various parties, including people with disabilities, parents, employers, the media, school and government.

Table 5 

Suggestions to Enhance Employment

	Theme 
	Sub themes
	Selected Statements



	Roles of People with Disabilities 


	· Change negative attitudes
	· People with disabilities who are unemployed must change their attitudes, should not rely on public sympathy to find jobs, … (T11, Male).

· …in order to stay in a job, one  (people with disability) must always do his or her best at work.., be good role models…change, if [one]  feels that it is not good enough  (T14, Male).

	Parents’ Roles
	· Instill confidence 


	· Parents must treat children with disabilities like normal kids, don’t be too protective to instill confidence in them (T3, Male).

· [In the past, my parents always force me to find job on my own (T4, Male).

	Employers’ Initiatives
	· Give people with disabilities a chance to work
	· Employers should give people with disabilities a chance to work, try to employ them first, focus on their strength, don’t simply reject them (T9, Male).

· The boss can try to give more responsibilities to the disabled workers so that they can prove that they can do work as well T4, Male).

	Media  Involvement
	· Create public awareness

· Highlight government policies
	· The government is already giving some incentives for the employees, maybe some employers are not aware of it..from time to time the media has to highlight what the government does (T1, Female).

· The media should tell people that the disabled workers also could contribute to society (T4, Male).

	Role  of Government Agencies 
	· Support and practice inclusive education
	· Schools, especially secondary schools, should practice inclusive education because it encourages people with disabilities to socialize with society so that they can mix with them without feeling scared (T3, Male).


Discussion
The drivers and inhibitors of employment for people with disabilities in Malaysia were revealed through the collected qualitative data. Specifically, interviews with the 24 participants yielded a number of views regarding the skills and psychological traits needed by people with disabilities in order to get jobs and also regarding barriers to employment. In addition, the study gathered views regarding the measures that should be taken by various parties to enhance the employment rate of people with disabilities in the country (Figure 2). Within each of these topics, subthemes emerged. Findings show that academic and job-related skills were perceived as prerequisites for people with disabilities to find employment. Academic skills refer to basic literacy (reading, writing, and language skills), numeracy and basic computer skills. In Malaysia, people with disabilities could acquire academic skills through the special education system that is accessible from preschool up to the tertiary level. However, those with severe physical and mental disabilities are usually not recommended by medical personnel for placement into government-run schools. These individuals are placed in centers for Community-Based Rehabilitation (CBR) run by the Ministry of Women, Family, and Community (MWFC). Alternatively, people with disabilities can also receive education from various special education institutions managed by the NGOs in the country. 
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Figure 2: Conceptual Framework for the Findings

The participants believed that people with disabilities should possess vocational skills if they want to find employment, particularly those who are not academically inclined. Prevocational and vocational skills can be obtained through various paths, such as mainstream schools, special education schools, vocational schools, Community-Based Rehabilitation (CBR), sheltered workshops, rehabilitation centers, welfare and NGO institutions, depending on the individual’s age and type of disability. The majority of the participants agreed that it is important to provide vocational skills to people with disabilities. Vocational skills in woodwork, massage, agriculture, mechanics, electrical repair, tailoring, farming, and so on provide greater opportunities for people with disabilities to find jobs in the relevant job field. Other than these vocational programs, people with disabilities should also receive vocational training in information system and computer skills to keep them abreast of the rapid development in Information and Communication Technology (ICT) and to meet the current demands for skilled workers.
In addition to these vocational skills, people with disabilities should also be equipped with other job-related skills such problem-solving and community living skills. The respondents have highlighted that orientation and mobility skills are particularly crucial for people with visual impairments. Without such skills, traveling to the work place itself may be an overwhelming task and potentially limiting one’s ability to engage into the community. Apart from the academic, vocational and job-related skills, people with disabilities should also have positive psychological traits. Optimism, confidence, honesty, openness (about their disabilities) and resilience were perceived as traits that could drive the employment of people with disabilities. Individuals with such traits are psychologically empowered and have high level of self-awareness and self-acceptance. They are also more resilient in the face of challenges and are determined to achieve success in life. All of the aforementioned skills and traits not only help people with disabilities to compete in a job market that does not favor them, but also enable them to carry out their jobs efficiently so that they can remain employed. 

Nevertheless, a number of barriers that could inhibit the employment of people with disabilities in Malaysia were also identified in this study. Employers’ negative perceptions and treatment, the shortcomings of people with disabilities and the negative parental attitudes were perceived by the visually impaired participants as some of the major barriers of employment for people with disabilities in the country. The majority of the participants felt that employers are reluctant to hire people with disabilities because they usually lack confidence in them and may not have the facilities to accommodate their needs in the workplace. This belief is supported by Heron and Murray’s (2003) study, which found that employers frequently regard people with disabilities as unsuitable for employment and are thus reluctant to employ them. 

Literature reviews also revealed that society usually holds negative perceptions toward people with disabilities, to the extent that they are seen as different, less-capable, incompetent, inferior, and their success is perceived as due to luck or effort rather than capability (Morgon & Wisely, 1996; Millington, Strohmer, Reid, & Spengler, 1996; United for Intercultural Action, 2000). Such prejudicial thinking is clearly demonstrated in Bowman’s (1987) study in which 85% of the respondents have higher confidence in people who abuse alcohol than people with mental retardation in terms of job performance. This result reflects society’s negative perceptions toward the competency of people with disabilities, even when compared to alcoholics who might have less obvious cognitive limitation. 

Interestingly, the participants also mentioned that people with disabilities are equally responsible for their inability to obtain employment because they may lack the basic skills required to perform a job, as demonstrated by one of the interviewees: Many  [people with disabilities] can’t read or write…like those with mental retardation…or never go to school because parents have kept them at home… how to compete with normal people in the job market… (T13, Male). In addition to fewer academic skills, some people with disabilities also have a negative self-concept and lack self-confidence. These traits may have caused them to lose the battle for employment even before it was begun. 

Moreover, overprotective parents who shield their children with disabilities from the outside world could do more harm than good to their children. Parents who are unwilling or unable to accept the condition of their children often believe that there is a cure for their children’s disability and take them to see one bomoh [village doctor] after another. They hope that their children will become normal through spiritual healing. Indirectly, these parents not only impart false hopes on their children but also neglect the children’s immediate need for special intervention, which could enhance their employability in future. As a result, some people with disabilities end up staying at home, totally dependent on their family and isolated from society.  

In short, employers’ negative perception, a lack of skills among people with disabilities, their negative psychological traits, and the negative attitude of parents were identified by the participants as barriers to employment. These barriers may explain the persistently high unemployment rate among people with disabilities. In Malaysia, less than one percent of the disabled population is employed (Ministry of Human Resource, 2002). Measures must be taken to overcome this problem.
Some measures were proposed by the participants to enhance the employment rate of people with disabilities in the country. These suggestions can be grouped into six main themes and involve various stakeholders. First and foremost, people with disabilities need to be positive about their own capabilities and potential. This entails parents’ roles in instilling confidence in their children. The employer is another stakeholder that plays crucial roles in providing people with disabilities a chance to work in the organizations. In addition to wider job opportunities, there are also needs to have policies that support people with disabilities in education, community engagement, and employment. Hence, the government should establish clear policies on inclusion education, job quota, and provision of supported employment services such as job placement and skills training. These policies must be highlighted in the media to enhance public awareness. With these efforts in place, the employment rate of people with disabilities in the country may improve. 
Conclusion 
Securing employment has a certain degree of positive impact on people with disabilities in terms of financial stability and psychological empowerment.  Employment not only provides a source of income for independent living but also increases one’s sense of recognition and self-respect (Sarkees & Scott, 1986). Most people with disabilities are trainable and employable. If given job opportunities, they can contribute to the country’s development and become taxpayers. It fact, it is estimated that people with disabilities could contribute about USD 1.68 billion to the Malaysian gross domestic product (Metts, 2000). Hence, they should not be perceived and treated as a liability to society. 

The drivers and inhibitors of their employment have been identified in this study. Future studies ought to assess the actual impact of these factors on the employability of people with disabilities. For instance, job-related skills, particularly vocational skills, are prerequisites for people with disabilities to get employment. It is therefore crucial to determine the extent to which the present vocational training meets the market demands and helps people with disabilities get jobs. This implies that the government and NGOs involved in the training of people with disabilities must update and revise their vocational curriculum to ensure that the training provided is in line with the market needs.

Apart from job-related skills, positive psychological trait is another factor that may enhance the employability of people with disabilities. These traits include optimistic, confidence, honesty, openness and resilience, which fall within the parameters of self-determination. Individuals with high level of self-determination are empowered to make decisions about own carrier path and are able to self-advocate as well as engage in community living (Campbell-Whatley, 2008; Wehmeyer, Argan, & Hughes, 2000; Shogren, Wehmeyer, Buchanan, & Lopez, 2006). It enables them to get employment and acquire independent living more successfully. Hence, there are needs to examine the degree to which positive psychological traits is addressed and nurtured in schools, particularly in inclusive education by educators and counselors. The effects of parenting styles on psychological well-being and employability of people with disabilities also warrant further investigations.
Future studies should also unlock the reasons behind employers’ negative perceptions toward hiring people with disabilities and identify measures to create more job opportunities. There are needs to strengthen the legislation on job quota and establish policy on supported employment in the country to ensure people with disabilities have wider employment opportunities and are provided with job readiness training, transition support services, job search, and placement assistance. These policies must be highlighted in the media to enhance public awareness about it. With the establishment of supported employment system, job coaches will be available to assist people with disabilities find job, train for the job and maintain employment.  Support services that may be provided include job placement, on-site job coaching and individually tailored supervision. These services can help people with disabilities meet the expectation of the employers and increase their employability.

In summary, the unemployment issue face by people with disabilities is a multi-faceted problem attributed by various factors. A holistic approach that involves various stakeholders, such as people with disabilities, parents, educators, counselors, job coaches, employers, government agencies, and media is needed to enhance the employment rate of people with disabilities in Malaysia.  
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Hermens, M. L., Adèr, H. J., van Hout, H. P., Terluin, B., van Dyck, R., & de Haan, M. (2006). Administering the MADRS by telephone or face-to-face: a validity study. Annals of General Psychiatry, 5, Art no 3
Heron, R., & Murray, b. (2003). Assisting Disabled Persons in Finding Employment: A Practical Guide. Uruguay: International Labor Organization. 

Ibrahim, H. (2006). Parents, Practitioners, and Policy Makers in Positive Partnership. Proceedings in 1st National Early Childhood Intervention Conference, 18th to 20th November 2006, Copthorne Orchid Hotel, Penang. Retrieved December 2008, from

 http://www.asiacommunityservice.org/NECIC/CD/Plenary%20Session%204/PS%204A%20-%20Haniz%20Ibrahim.pdf
Jelas, Z. M. (1995a). Strategi bagi pelaksanaan pendidikan inklusif. [Implementation strategies for inclusive education].  Paper presented at Inclusive Education Seminar, Kuala Lumpur:  Regional Education Department.

Jelas, Z. M (1995b). Perkembangan kini dan peningkatan pelaksanaan pendidikan khas.[ Development and improvement on special education implementation]. Paper presented at National Special Education Seminar. Terengganu:  Ministry of Education Malaysia.

Jelas, Z. M. (1997).  Ke-arah pendidikan inklusif di Malaysia melalui kerjasama antarabangsa.[Towards inclusive education in Malaysia through international collaboratio]. Paper presented at National Teachers Education Seminar. Serdang: Universiti Pertanian Malaysia.
Khor, H. T.(2002). Employment of persons with disabilities in Malaysia. Paper presented at the Economic Briefing to the Penang State Government. Retrieved on April 2nd, 2008 from http://job4disabled.jobstreet.com/resources1.htm

Long, C. A. (1997). The development of self-esteem in young adolescents with mild mental retardation. Dissertation Abstracts International Section A: Humanities and Social Sciences, 57(9-A), 3892.
Malaysian Association for the Blind. (2007). The Gurney Training Center for the blind. Retrieved May 3rd, 2008 from http://www.mab.org.my/services/educational.html

Malaysian Federation of the Deaf. (2007). History of the deaf education in Malaysia. Retrieved April 21st, 2008 from http://www.mfd.org.my

Masi, G., Mucci, M., Favilla, L., & Poli, P. (1999). Dysthymic disorder in adolescents with intellectual disability. Journal of Intellectual Disability Research, 43, 80-87.

Memorandum on Disability Issues for the 9th Malaysian Plan. (2005). New Strait Times-Malaysia News Online. Retrieved January 5th, 2008 from http:// http://www.pocam.org/DOWNLOAD/ 050601_memo3.htm

Metts, R. L.(2000). Disability issues, trends, and recommendations for the World Bank. Retrieved  July  3rd  2007      from http://siteresources. Worldbank.org/DISABILITY/

      Resources/280658-11726907476/DisabilittyIssuesMetts.pdf.

Millington, M. J., Strohmer, D. C., Reid, C. A., & Spengler, P. M. (1996). A preliminary investigation of the role of differential complexity and response style in measuring attitudes towards people with disabilities. Rehabilitation Psychology, 41, 243-254.

Ministry of Education Malaysia. (2009). The development of Education: National report of Malaysia. International Conference on Education at Geneva. Retrieved May 10th 2010 from http://www.ibe.unesco.org/National_Reports/ICE_2008/malaysia_NR08.pdf

Ministry of Education. (1995). Perancangan Strategik Pendidikan Khas 2020. [Special education strategic planning 2020].  Kuala Lumpur: Jabatan Pendidikan Khas.

Ministry of Education. (1995). Perancangan Strategik Pendidikan Khas 2020. [Special education strategic planning 2020].  Kuala Lumpur: Jabatan Pendidikan Khas.

Ministry of Women, Family & Community Development. (2008). Budget 2009. Retrieved March 11th  2010 from  http://www.kpwkm.gov.my

Morgan, S. B., & Wisely, D. W. (1996). Children’s attitudes and behavioral intentions toward a peer presented as physically handicapped: A more positive view. Journal of Developmental and Physical Disabilities, 8, 29-42.

Pinter, R., Eisenson, J., & Stanton, M. (1980). The Psychology of the Physically Handicapped. Ayer Co. Pub: Manchester, US.

Rahman. S. A. (2008). An inclusive, barrier-free and rights-based society for people with disabilities (PWDs) in Malaysia. Proceedings in the 2nd Malaysian Conference on Rehabilitation, November 7, 2008, Ministry of Women, Family, and Community Development, Malaysia. Retrieved 22nd September 2009 from http://www.mind.org.my/index.php?page=565

Salleh, N. M., Abdullah, K. & Buang, N. A. (2001). Job opportunities for special needs population in Malaysia, Education Journal, 27, 77-85.

Salleh, N. M. (2002). Our Vocational School: From the eyes of visually impaired children in Malaysia. International Journal of Learning, 9, 1398-1402.

Sarkees, M.D., & Scott, J. L. (1986). Vocational Special Needs. Homewood, IL: American  Technical Publishers,  Inc.

Shah, S., Arnold, J., & Travers , C. (2004). The impact of childhood on disabled professionals. Children & Society, 18, 194-206
Shamsiah A. R. (2008). An inclusive, barrier-free, and rights-based society for people with disabilities (PWDs) in Malaysia. Paper presented at the Second Malaysian Conference on Rehabilitation, November 7 - 9, 2008, Bangi Industrial Training and Rehabilitation Center, Selangor, Malaysia.

Shogren, K. A.,  Wehmeyer, M.,  Buchanan, C., & Lopez, S. J. (2006). The application of positive psychology and self-determination to research in intellectual disability: A content analysis of 30 years of literature. Research and Practice for Persons with Disabilities, 31(4), 338-345.
Social Welfare Department. (2008). Pemulihan, perkhidmatan dan pembangunan OKU. [Rehabilitation, services and development of disabled people]. Retrieved April 15th 2008 from http://www.jkm.gov.my/
Social Welfare Department. (2009a). Statistik Orang Kurang Upaya. [Statistics on disabled person].Retrieved January15th 2009 from http://www.jkm.gov.my/
Social Welfare Department. (2009b). Program Pemulihan dalam Komuniti [Community-Based Rehabilitation]. Retrieved May 17th 2010  from http://www.jkm.gov.my/

Special Education Department (2006). Collaboration Based on Partnership towards realization of Principle, Equity and Social Cohesion: Malaysian Perspective. Proceedings in the 26th Pacific International Seminar on Special Education Japan, 4th to 7th December 2006, The National Institute of Special Education Japan, Japan.

United for Intercultural Action. (2000). Equal rights for people with disabilities. Paper presented at A Mobility International seminar, April 12-16, Brussels, Belgium. Retrieved January 17th 2009 from http://www.unitedagainstracism.org/pages/repssbruen.htm

United Nations Development Program. (2007). Encouraging increased participation by Persons with Disabilities in the workforce in the State of Johor. Retrieved 10th May 2009 from http://www.undp.org.my/uploads/PWD-Johor_prodoc.pdf

Vasoo, S. (2004). Singapore: Employment opportunities for disabled people. Retrieved January 3rd from http://www.disabilityworld.org/01-03_04/employment/singapore.shtml

Watson, N., Shakespearre, T., Cunningham-Burley, S., Barnes, C., Corker, M., Davis, J., & Priestley, M. (1999). Life as a Disabled Child: A quantitative Study of Young’s People’s Experiences and Perspectives. Edinburgh and Leeds: University of Edinburgh and Leeds.
Wehmeyer, Argan, & Hughes, 2000). A national survey of teacher's promotion of self-determination and student-directed learning.  The Journal of Special Education, 34 (2), 58-68.
White, B., Cox, C., & Cooper, C. (1992). Women’s Career Development. Blackwell Publishers: Oxford. 

Wong, H. S. (2007). Blind Teachers in Malaysia and the Related Issues. The National Council for the Blind, Malaysia (NCBM), 47, 20-21.

PERCEPTIONS OF VOCATIONAL TRAINING WITH ELEMENTARY SPECIAL EDUCATION STUDENTS: A CASE STUDY
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The present study sought to determine the perceived utility of initiating vocational training in primary education by implementing a student-operated restaurant. Specifically, this study examined the extent to which vocational education training affected school professionals’, parents’, and elementary special education students’ perceptions of knowledge, performance, and self variables. Participants included 32 school professionals, 19 parents, and 16 students. 

At the conclusion of the vocational training, researcher constructed surveys were distributed to school faculty and parents. Additionally, students participated in a semi-structured interview conducted by the researchers. Findings suggest that parents and school professionals perceived the intervention as producing a very significant effect on students’ knowledge, performance, and self variables. School professionals, as well as parents, perceived the training as worthwhile, worthy of continued implementation, and as age appropriate. Non-parametric analyses revealed that school professionals’ and parents’ perceptions of the training’s effect on students’ outcomes were not significantly different. Student surveys suggested the training produced a positive effect on students’ perceptions of knowledge and performance variables.
Transition planning and vocational training for adolescents with disabilities became a national priority with the passage of the Individuals With Disabilities Education Act (IDEA) in 1990 (20 U.S.C. § 1414(d)(1)(A)). This national emphasis on transitioning was reiterated by the Individuals with Disabilities Improvement Act of 2004 (IDEA) which states that the purpose of special education is to, prepare [individuals with disabilities] for further education, employment, and independent living toward the national aim of  ensuring equality of opportunity, full participation, independent living, and economic self-sufficiency. ((20 U.S.C. §l400C33)(c)(l)). Since its inception, legislation mandating transition planning and vocational training has resulted in much improved postsecondary outcomes for students with disabilities. For example, the National Longitudinal Transition Study-2 (NLTS2), which began tracking more than 11,000 special education students in 2000, demonstrated a significant rise in employment among exiting students with disabilities (Wagner, Newman, Cameto, & Levine, 2005). Due to the known positive outcomes associated with vocational training and transition planning for adolescents with disabilities, it has been hypothesized that preparation of students in the early grades for entrance into the workforce when they are adults may be critical, potentially making students more likely to be productive members of society (Fabian, 2007; Livelli, 1999). 
Benefits of Vocational Training. Studies have demonstrated that vocational education programs yield positive effects on school performance and post-school outcomes. Some elements of school performance include, but are not limited to, school attendance, course failure, and dropout rates. Post-school outcomes are measured by involvement in a post-secondary vocational programs and/or employment. These positive effects offer validation for the utility of vocational training with post-secondary special education students. 

The National Longitudinal Transition Study (NLTS), a study conducted by SRI International and sponsored by the Office of Special Education Programs, found that participation in vocational education decreased absenteeism and course failure (Wagner, 1991).  One compounding effect of this for students with disabilities who take vocational courses or par​ticipate in work experience programs is that they are more likely to graduate (Evers, 1996). Specifically, Wagner found that vocational training resulted in a compounded 8% chance of dropping out, versus 15% for students who had not participated in vocational education. This is supported by a finding by the U. S. Department of Edu​cation (1994) that associates a concentration in vocational courses or having taken a survey vocational edu​cation class with a dramatically lower prob​ability of dropping out of high school in the 11th and 12th grades. 

This reduction in dropout rates is most significant because, according to the National Longitudinal Transition Study-2 (Wagner, Newman, & Cameto,2004), students without a high school diploma do not share in the significant increase in postsecondary education enrollment that occurs among youth with disabilities who complete high school, only about one-fourth of dropouts enroll in a high school completion program, dropouts do not benefit from the increased earnings relative to the federal minimum wage and the shifts in the types of jobs occupied by youth with disabilities who completed high school, and dropouts are less likely than high school graduates to have the support and stability of living with parents.

Post-school employment outcomes for students with disabilities who participated in vocational education programs, compared to those for non-participants, are well documented (Frank, Sillington, & Carson, 1991; Frank, Sitlington, Cooper, & Cool, 1990; Hasazi, Gordon, R. & Roe 1985; Hasazi, Johnson, Hasazi, Gordon, & Hull, 1989;  Shapiro & Lentz, 1991; Sitlington & Frank, 1990; Wagner, 1991). Of these studies, most reported higher percentages of employment for students who participated in vocational education. Furthermore, Hasazi et al. (1985), Hasazi et al. (1989), and Wagner (1991) reported that students with disabilities who participated in vocational education had significantly higher levels (+13% - 48%) of post-school employment compared to students with disabilities who did not take vocational education. In fact, students who had taken vocational education in their most recent school year, and, thus, had the associated likelihood of school completion, had an estimated probability of finding employment at 78%, compared to 55% for similar students who had not taken vocational education courses or participated in work experience in their most recent school year (Wagner, 1991). Additionally, several studies have demonstrated that secondary vocational education is consistent with a positive labor market advantage (Fourqurean & LaCourt, 1990; Harvey, 1998; Hasazi et al., 1985; Hasazi et al., 1989; Mithaug, Horiuchi, & Fanning, 1985; Schalock, Holl, Elliott, & Ross, 1992).

Implementation of Vocational Education. Accessibility of vocational training programs directly impacts how vocational education is delivered, and, in order to better prepare students for transitions, spe​cial educators should be apprised of this issue (Evers, 1996). For example, students’ participation in vocational training occurs solely in the upper grades, with continual increases approaching 11th and 12th grade (Cobb & Neubert, 1992; Wagner, 1991). Specifically, the NLTS found that 38% of students in 7th and 8th grade were enrolled in vocational education, versus 82% of 11th and 12th graders. What is more, just as the number of students enrolled in vocational education increased in the upper grades, so did the time spent in training (i.e., ten hours a week in upper grades versus seven  hours a week for 9th and 10th graders). Wagner points out that this data is especially troubling given that over half of students with disabilities (57%) dropped out in the 10th grade or earlier, before students could benefit from participation in the upper school grades that are associated with higher rates of vocational education and the experiences gained from vocational training. Furthermore, a review of existing literature revealed a majority of research targeted at the implementation of vocational training with secondary students with disabilities and an apparent absence of implementation of such trainings with younger populations. In 1973, Bender did propose a framework for enhancing occupational guidance programs for elementary schools which focused on broadening students' knowledge of work and careers, career expectations, relation of education to work, and self-concepts. The framework was to be implemented by school counselors and a model of implementation procedures was discussed. Since the Bender (1973) study, however, there has been an apparent absence of implementation of such trainings with younger populations. This conclusion was drawn after conducting a literature search using Ebsco ERIC and vocational model + elementary; vocational model; vocational model + learning disabilities; and vocational model + special education as the search terms, as well as a search using PsycINFO with the terms vocational model  + elementary. 

Given that vocational training occurs primarily in the upper grades (Wagner, 1991) and an increased accountability for post-school outcomes in recent years which have made effective vocational training even more relevant (Bassett & Kochhar-Bryanr, 2006; Carter, et. al., 2010; Wagner, 1991), this study sought to serve as a primary investigation into the utility of vocational education for primary special education students. Pertinent to this objective is determining the effects of elementary vocational training on student outcome variables. Particularly, the authors wanted to examine the impact that such training would have on school professionals’, parents’, and students’ perceptions of students’ outcomes related to knowledge, performance, and self variables. 

Knowledge, Performance, and Self.  Previous efforts to assess the utility of vocational training have investigated school performance and post-school outcomes. Because the targeted population of the present study involved elementary students, measures of school dropout rate and post-school outcomes were not warranted. Therefore, the principal investigators adapted factors presented by Wentling and Barnard (1984), Occupational Survival Skills and Affective Job Skills, in order to establish categories by which to measure student outcomes. 

Wentling and Barnard use the term Occupational Survival Skills to encompasses generalizable skills necessary for maintaining a job, including: ability to follow directions, being dependable, respecting authority, effectively managing time and materials, an understanding of the steps necessary to do a job, and how to present a good image to the employer. Therefore, for the purposes of assessing outcome measures, the present study divided occupational job skills into two categories:  knowledge and performance.  First, knowledge was used to code participants’ mentions of anything learned, whether inferred or implicitly stated. The performance variable was coded when participants mentioned or described any action that did not include future behavior. According to Wentling and Barnard (1984), Affective Job Skills refer to whether a vocational program has allowed students to develop an understanding of their own abilities and interests. Thus, a third variable, associated with affective job skills, was termed self. Self-outcomes included any reference to emotional states, self-reflections, and/or feelings. 

The purpose of this research was to implement vocational training with elementary special education students in order to: (a) document school professionals’ and parents’ perceptions of student outcomes following participation in the vocational training. Specifically, do school professionals and parents perceive the vocational training as producing significant student outcomes in the areas of knowledge, performance, and self? (b) Document school professionals’ and parents’ perceptions of the worth, need for continued implementation, age appropriateness, and student utilization of skills attained during training. (c) Determine if school professionals and parents differ in their perceptions. (d) Document students’ perceptions of the effects of the training in the areas of knowledge, performance, and self. 

Method

Considering the known benefits of vocational training for students with disabilities and the absence of empirical research to support the implementation of vocational training with elementary age students, the present case study sought to investigate the perceived advantages of vocational training on knowledge, performance and self-variables in special education students. The study was conducted in one elementary school (grades PK-four) in the southern United States. This elementary school was the only elementary campus in a district of approximately 1,000 students. The vocational training was implemented as a student-operated restaurant, held on the school campus. 

Participants.  Participants included school professionals, parents, and students. School professionals who participated (N=32) included all faculty and staff members of the school, school administrators, the speech pathologist, and the campus diagnostician. All parents of participating special education students were given the opportunity to participate. Nineteen parents agreed to take part in the study. 

Twenty special education students participated in the vocational training, however due to the fact that four students were nonverbal, only sixteen students completed the student survey. All special education students who were served in the resource classroom for one or more classes or were in the self-contained classroom were included. One participant received inclusion services only. Fourteen of the participants were male (70%) and six of the participants were female (30%). Ten participants were White (50%), eight were Hispanic (40%), one was African-American (.05%), and one was Native-American (.05%). Two students were coded as both White and Hispanic and were included in the Hispanic percentage above.

The represented disability categories were composed primarily of students with learning disabilities (65%) and students with other health impairments (15%). Four students were coded with multiple eligibilities as described as follows:  (1) autistic, emotionally disturbed, and speech impaired; (2) autistic, mentally retarded, and speech impaired; (3) mentally retarded and speech impaired; (4) other health impaired, mentally retarded and speech impaired. 

Vocational Training. The vocational training utilized in his study was adapted from an unpublished, anecdotal training. This training was implemented, because the first author had used the training in the past and the training was approved be the school campus. The training consisted of three days of opening preparation, three days of actual restaurant operation, three weeks of unit work and a closing ceremony. 

Procedures. In preparation for the implementation of the vocational training, the lead special education teacher (also the lead author) solicited local businesses for adequate food donations and restaurant supplies to furnish the student-operated restaurant for three days, with a target of 100 customers each day. During this process, the management of one local restaurant agreed to have all twenty students out to their place of business for a field trip as a kick-off to the opening preparation phase of the training. This allowed the students to see the jobs that they would perform, tour the kitchen, and eat a meal in a restaurant. 

At the conclusion of this field trip, students returned to the school campus and were instructed in the correct procedures for filling out a job application. Students were shown correct and incorrect samples, and the strengths and weaknesses of each were discussed. After instruction, the students completed their own job application, which asked them to rank their top three job choices and tell why they would be good at those jobs.  

The lead teacher assigned the jobs to the students, attempting to give students their first choices and at least have students perform two different jobs over the three day operation period of the restaurant. The students then proceeded to help set up the restaurant in the teacher’s lounge, rehearse their jobs with teacher modeling and scaffolding, and make posters to advertise their restaurant within the school. The lead teacher sent correspondence to the faculty/staff of the elementary school, to the central office of the district, and to parents for the purpose of inviting adults to attend the restaurant as customers. 

During restaurant operation, students served as the hosts/hostesses, waiters/waitresses, cooks (i.e., the students helped fill orders on the plates in lieu of actually cooking), busboys, and cashiers. Customers included the school professionals and students’ parents. School professionals’ surveys were distributed to the faculty and staff of the elementary school at the conclusion of restaurant operation. The surveys were placed in their school mailboxes, and respondents were asked to return the completed form without any identifying information. 

On the last day of restaurant operation, all employees of the student-operated restaurant were recognized for their efforts in a school-wide assembly. Students were brought on stage, asked their favorite parts of the experience and presented with a tray of cookies to share. During this time, students were never identified to the student body as special education students. 

Following restaurant operation, students began three weeks of academic unit work. The unit work included academic skill building in the areas of language arts and mathematics. As part of the language arts unit, students drafted, edited, and typed thank you notes to send to the contributing local businesses. Students completed a math unit in which they performed mathematical calculations to determine the earnings totals from each day of restaurant operation. Students then translated their earnings findings into table format and graphical representations. Students then answered reflective questions aimed at making projections based on observed patterns of data on the graphs. That is, students projected possible totals earnings if the restaurant had operated a fourth day. Students then transferred graphs to chart paper for the purposes of display in the classroom. Student surveys were completed at the completion of the academic units. That is, the lead author interviewed students and tape recorded their responses. 

Approximately three weeks following the completion of restaurant operation and immediately following the academic units, students used part of their earnings to fund a meal at a local restaurant that had contributed greatly to the vocational training. Immediately following the meal, students participated in a closing ceremony to celebrate their successful completion of vocational training. During the ceremony, students and parents viewed a slideshow of photos depicting student participation in the vocational training, ranging from the initial field trip to the local restaurant to student execution of the restaurant. Lastly students presented a portion of their remaining earnings, in the form of a donation check, to an area day camp for students with disabilities. Parent surveys were distributed, completed, and collected during the closing ceremony. Those parents who could not attend were delivered surveys.

Measures. All measures utilized in this study were created by the authors. The following is a description of each measure utilized. 

School Professional Surveys.  This survey contained seven Likert items, three dichotomous (i.e., yes/no) responses, and two open ended responses. The Likert scale items ranged from 1=insignificant outcomes to 5=very significant outcomes. These items measured school professionals’ perceptions of the significance of student outcomes. The dichotomous items measured perceptions of the training’s worth, need for continued implementation, and age appropriateness. Item 11 on the school professional survey was open ended and measured perceptions of students’ future use of skills learned during the project. The school professional survey also contained a 12th item, which was open ended and measured perceptions of the students’ behavior during the training’s implementation.

Parent Surveys. The parent survey included the same items as the school professional survey, with the omission of the final open ended question (item 12). Additional questions appearing on the parent survey were aimed at obtaining demographic information about their participating child. Specifically, parents were asked to give their child’s age, gender, and ethnicity. Ethnicity choices provided were:  Hispanic, African-American, White, Asian, Native American, and other.

Student Surveys. The lead author interviewed the participating students at the conclusion of the academic units. Students responded to five questions during the interview:  

1.) what did you learn from being part of the cafe?  

2.) What was your favorite part of the café?  

3.) What does it take to be a good employee?  

4.) What did you learn about filling out a job application? and 

5.) How can you use the skills you learned from the café in the future?  

Student responses were noted by the researcher, as well as tape recorded for further evaluation. The items on the student survey measured students’ perceptions of the training as they related to the knowledge, performance, and/or self variables. 

Inter-rater Agreement. The first two authors independently coded school professionals’ and parents’ responses on their respective surveys, as well as student responses from recordings. IOA was calculated by dividing the number of agreements by the number of agreements plus disagreements, and multiplying by 100%. Agreement was 100% if the researchers had the same results for the variables used (e.g., knowledge, performance, and self). If the scores were not the same, the smaller number was divided by the larger number, and the result was multiplied by 100, following standard agreement computations for rate-based measures (Cooper, Heron, & Heward, 1987).  IOA was collected on 31.25% of the school professionals’ surveys. Mean IOA was 94.55% (range, 54.55% to 100%). IOA was collected on 36.84% of the parents’ surveys. Mean IOA was 96.10% (range, 90.91% to 100%). IOA was collected on 37.5% of the total number of the recorded responses to the student survey. Mean IOA was 92.22% (range, 73.33% to 100%). 

Analysis

All school professional, parent, and student participants that provided consent were included in the analysis. Responses to survey items, unless otherwise mentioned below, were categorized as either knowledge, performance, or self related. The variables were defined as: (1) Knowledge – mention of anything learned, whether inferred or implicitly stated with questions, (2) Performance – description of any action that does not include future behavior, and (3) Self – reference to any emotional states, self-reflections, and/or feelings.

Responses on the school professionals and parent surveys were coded based on question type. Likert scale items were categorized as being knowledge (i.e., Items 2, 3, & 6), performance (i.e., Items 4 & 5), or self (i.e., Items 1 &7) related. Dichotomous responding was required for items 8-10 on the school professionals and parent surveys. These responses were coded as either 0 (no response) or 1 (yes response). Item 11 on the school professional and parent surveys was open ended and responses to this question were dichotomously categorized (i.e., yes– will use skills learned in the future or no– will not use skills learned in the future) based on response content. The school professional survey contained item 12, which was categorized as being knowledge, performance, and/or self related. That is, each response had the possibility of being coded as all, none, or any combination of the categories depending on its content. 

Descriptive statistics were used to determine if there were differences in school professionals’ and parents’ perceived effects of the training. Chi-square and Mann-Whitney analyses were conducted to report differences in parent and school professionals’ perceptions. 
Due to the open ended nature of responses on the student surveys, responses were categorized as being knowledge, performance, and/or self related, and each response had the possibility of being coded as all, none, or any combination of the categories depending on its content. Descriptive statistics were utilized to determine students’ perceived effects of the training on their knowledge, performance, and self. Percentages of the overall occurrence of knowledge, performance, and self related statements within student responses were calculated and reported. 
Results

School Professionals. The perceived significance of student outcomes presented in Likert items 1-7, as rated by school professionals, can be viewed in Figure 1. Likert items were categorized as being knowledge, performance or self related. Overall, school professionals rated the degree to which perceived student outcomes were related to knowledge as very significant (52.3%), while 30.2% rated them significant, 11.6% neutral, and 5.8% not significant. School professionals also rated their perceived significance of student outcomes as related to performance to be very significant (58.6 %), with 34.5% responding that outcomes were significant, 1.7% neutral, and 5.2% not significant. Lastly, 69.6% of school professionals rated their perceived relationship to self as very significant, while 26.8% responded that the relationship was significant, 3.6% neutral, and 0% not significant. The results indicate that the majority of school professionals perceived the vocational training as producing significant to very significant student outcomes in the areas of knowledge, performance, and self.
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Figure 1. Display of perceived significance of student outcomes by school professionals

and parents as reported from Likert items 1-7.

Figure 2 represents the percentage of school professionals who responded affirmatively to items 8-11.  Respondents reported the following: 96.9% (n=31) felt the training was a worthwhile project, 96.9% (n=31) felt the training should be implemented in the future, 93.9% (n=31) felt the training was age appropriate and 72% (n=25) felt that students would utilize skills taught as a part of the training in the future. The results indicate that the majority of school professionals perceived the training as worthwhile, as worthy of continued implementation, as age appropriate, and that students would utilize skills attained in the future. 
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Figure 2. Display of the percentage of school professionals and parents who responded

affirmatively to items 8-11.

Item 12 on the school professionals’ survey allowed respondents to report observed students’ behaviors during the training (see Figure 3 next page). Of the student behaviors reported, 6.7% were related to knowledge, 40% were related to performance, and 93.3% were related to self. The results indicate that the majority of school professionals perceived observed students’ behaviors during the training as self related.

Parents. Parents’ perceived significance of student outcomes with regard to Likert items 1-7 can be viewed in Figure 1. Likert items were categorized as being knowledge, performance, or self related. Nearly half of parents rated their perceptions of student outcomes as having a very significant relationship to knowledge (47.4%). Just over a third of parents (38.6%) reported a significant relationship, 12.3% were neutral, and 1.8% rated the relationship as not significant. Parents’ ratings of their perceived relationship between student outcomes and performance were very similar to those found in relationship to knowledge, with 50% responding very significant, 28.9% significant, 18.4% neutral, and 2.6% not significant. Lastly, a majority of parents rated outcomes as related to self, with 55.3% rating the relationship as very significant, 36.8% significant, 5.3% neutral, and 2.6% not significant. The results indicate that the majority of parents perceived the vocational training as producing significant to very significant student outcomes in the areas of knowledge, performance, and self. 
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Figure 3. Display of school professionals reported observed students’ behaviors during

the training as the behaviors relate to knowledge, performance and self.

Figure 2 represents the percentage of parents who responded affirmatively to items 8-11.  Respondents reported the following: 100% (n=19) felt the training was a worthwhile training, 100% (n=19) felt the training should be implemented in the future, 100% (n=19) felt the training was age appropriate and 63.2% (n=16) felt that students would utilize skills taught as a part of the training in the future. The results indicate that the majority of parents perceived the training as worthwhile, as worthy of continued implementation, as age appropriate, and that students would utilize skills attained in the future. Mann-Whitney U Test analyses were conducted to determine if school professionals and parents differ in terms of their perceived levels of significance. Overall, school professionals’ and parents’ ratings of the perceived relationship between student outcomes and knowledge (z = -.646, p=.518), performance (z = -1.20, p = .230), and self (z = -1.485, p = .137) were not significantly different. It can be concluded that school professionals’ and parents’ perceptions did not significantly differ.

Chi-squared analyses were conducted to determine the proportion of school professionals who perceived the training as: a worthwhile project (chi-squared (1, N=50) = .000, p = 1.0), an activity that should be implemented in the future (chi-squared (1, N=50) = .000, p = 1.0), age appropriate (chi-squared (1, N=50) = .149, p = .699), and teaching skills that students would utilize in the future (chi-squared (1, N=41) = .000, p = 1.0). For each category, no significant differences in the endorsements of school professionals and parents were found. It can be concluded that school professionals’ and parents’ perceptions did not significantly differ.

Students. Students’ perceptions of the effects of the training on their knowledge, performance, and self can be seen in Figure 4. 
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Figure 4. Display of students’ perceptions of the effects of the training on their

knowledge, performance, and self variables.

Overall, student responses reflected outcomes related to knowledge and performance, with 51.3% of student responses containing knowledge related statements, 76.3 % performance related statements, and 15% self related statements. The results indicate that the majority of students perceived the vocational training as producing significant to very significant student outcomes in the areas of knowledge and performance.

Discussion

Training was initiated with the intention of helping students by providing them with an activity that would facilitate learning and personal growth. During the training’s design and development, several questions transpired that were not directly addressed in the literature. Utilizing a systematic methodology and creating measures to address arising questions, the ultimate goal of this study was to contribute to the field of work related to vocational training. That is, this work should be viewed as a case study that initiates investigation exploring the impact of vocational training on elementary school special education students. The purposes of this research were to: (a) document school professionals’ and parents’ perceptions of student outcomes following participation in the vocational training. Specifically, do school professionals and parents perceive the vocational training as producing significant student outcomes in the areas of knowledge, performance, and self?; (b) Document school professionals’ and parents’ perceptions of the worth, need for continued implementation, age appropriateness, and student utilization of skills attained during training.; (c) Determine if school professionals and parents differ in their perceptions.; (d) Document students’ perceptions of the effects of the training in the areas of knowledge, performance, and self. 

The results of this study indicate that the majority of school professionals and parents perceived the vocational training as producing significant to very significant student outcomes in the areas of knowledge, performance, and self. Also, the majority of school professionals and parents perceived the training as worthwhile, as worthy of continued implementation, as age appropriate, and that students would utilize skills attained in the future. School professional and parent perceptions did not significantly differ. The majority of students perceived the vocational training as producing outcomes in the area of knowledge and performance, but not in the area of self.       

Implications

Perhaps the most far-reaching implication of this investigation is that its findings warrant further study into the affect of vocational training on elementary students in special education. Although exploratory in design, this study provides evidence supporting the notion that vocational training can be implemented with young students, and that the training can affect perceptions of student outcomes. However, the type and degree of the influences of vocational trainings with young students in special education should be addressed in future research, as this study provides merely a foundation for future researchers and practitioners. Researchers can address the limitations of this investigation and design studies that explore other outcomes of vocational training with young students in special education. As a result of this study’s findings and with more research, practitioners should potentially consider changes to the special education curriculum in schools by introducing vocational training in earlier grades.    

Another significant impact of this study is related to the fact that adult participants endorsed student outcome variables (i.e., knowledge, performance, and self) at high levels and more consistently than student participants. That is, the majority of participating school professionals and parents perceived the training as having a positive significant impact on students’ abilities. Traditionally, literature supports the idea that adults underestimate the abilities of students in special education. Specifically, researchers have found that teachers overestimate the academic performance of high achievers and underestimate that of low achievers (Coladarci, 1986,; Hoge & Butcher, 1984; Patriarca & Kragt, 1986). Furthermore, Peterson and Barger (1984) found that teachers attributed the success of perceived high achievers to ability, while attributing that of perceived low achievers to luck. Thus, perceived low achievers have difficulty changing their teacher’s expectations through their effort. Early implementation of vocational trainings could potentially serve to change adult perceptions of special education students’ abilities. This potential outcome is supported by Wershing, Gaylord-Ross, C. and Gaylord-Ross, R. (1987) who suggested that a change in adult attitudes and beliefs about students in special education could be a positive result associated with vocational training. Wershing et al., also suggested that vocational training, specifically community-based training, can not only change the behavior of the target students but also the behaviors and attitudes of significant, non-handicapped people in their lives. This study furthers the assertion by Wershing et. al., by suggesting early school-based vocational training can possibly positively influence school professionals’ and parents’ perceptions of special education students.  

Limitations and Directs for Future Research

There are, however, potential limitations associated with this research. First, the study’s design could have allowed for rater bias in reporting participants’ perceptions of the vocational training, as the primary investigator was an employee of the school district in which the study was conducted.  Therefore, it is possible that prior relationships with the school professionals, parents, and students who participated in the study might have positively impacted their responses. Future research should take measures to mediate relationship history. Second, a more representative sample of the 13 disability categories served under the Individuals with Disabilities Education Act (IDEA) could have been instructive. Given that the sample was predominantly comprised of students with learning disabilities, results may not accurately represent the effects that vocational training would have had for a more severely disabled population. Future research should include a more varied special education population. Third, because the study was conducted in one school district with only 20 participants, there are limitations with regard to the generalization of results. Future research should include a larger sample size. Fourth, the psychometric properties of the surveys used are unknown. Future researchers should utilize measures that have data that demonstrate reliability and validity. Lastly, the study involved indirect assessments (i.e., surveys) of the target variables (i.e., knowledge, performance, and self). The incorporation of direct measures of the target variables (e.g., observations) could strengthen future studies.  

Conclusions

It seems logical to consider earlier implementation of vocational training with students in special education, if there is data that reports secondary education students are exiting school before receiving exposure to or completing training programs.  The perceptions of school professionals, parents, and students that participated in this study indicate that early implementation of vocational training can result in positive outcomes for students.  Our findings further the field, but it is paramount that researchers continue to investigate the impact of vocational training programs with elementary special education students.       
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ATTITUDES TOWARDS INCLUSION: GAPS BETWEEN BELIEF AND PRACTICE
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General education teachers in the Republic of Korea were investigated regarding their participation in programs to include students with disabilities in general education settings. Previous studies have shown that even general education teachers with positive attitudes towards inclusion are reluctant in practice to have students with disabilities in their classrooms. This study examines 33 Korean general education teachers from three primary schools in Seoul regarding their attitudes towards, and willingness to accommodate, the needs of a student with a disability. The results show that 41.37% of general education teachers had positive attitudes towards inclusion programs, while 55.16% were unwilling to actually participate. Quantitative data obtained through a questionnaire was supplemented by qualitative data obtained through interviews. The interviews focused on the positive and negative effects of inclusion, as well as problems in implementing inclusive education programs. The findings will be discussed in the light of previous international research and will highlight links between the age and teaching experience of general education teachers and their negative attitudes towards inclusion.

Inclusion is a global trend in education that requires the involvement of and collaboration between educational professionals. While educational professionals accept the educational rights of children with disabilities and the principle of inclusion - that schools should provide for the needs of all the children in their communities, regardless of ability and disability (Foreman, 2008) - there remain significant barriers to achieving these ideals. This gap entails differences between attitudes towards inclusion (i.e., theory) and a willingness to embrace it (i.e., practice). In this paper attitudes refers to general support for the policy of inclusion, while willingness refers to a specific commitment to the practice of inclusion.
Inclusion entails a restructuring of mainstream schooling to accommodate every child irrespective of ability or disability (Avramidis & Norwich, 2002). Since the main arenas of inclusive education are general classrooms, the attitudes of general education teachers towards inclusion cannot be neglected. For this reason, many studies (e.g.: Avramidis, Bayliss, & Burden 2000, Cornoldi, Terreni, Scruggs, & Mastropieri 1998, Monahan, Marion, & Miller 1996, Reusen, Shoho, & Barker 2001, Snyder 1999, Villa, Thousand, Meyers, & Nevin 1996, and Wood, 1998) have focused on the attitudes of general education teachers towards inclusion.

In a study covering fourteen nations, Bowman (1986) reported that teachers express more favourable views about inclusion where integration is a legal requirement. In the Republic of Korea, the Special Education Promotion Act has mandated free public education for children with disabilities since 1977. The Act has since been amended and extended to cover a range of issues related to inclusion such as the rights of students, the rights of parents/carers, and the range of programs to be made available for students with disabilities (Park, 2002). This legal structure replaced by the Special Education Act for Individuals with Disabilities in 2007. Bowman’s study would imply that general education teachers in the Republic of Korea would be more supportive of inclusion than teachers in countries lacking such a legal framework. 

To examine this issue, this study will first briefly review the history of special education in the Republic of Korea prior to the Special Education Promotion Act 1977 (amended in 1987, 1990, 1994, 1997, 2000). This paper will then review studies examining attitudes towards inclusion held by general education teachers in a variety of international contexts.

History of Special Education in the Republic of Korea

The origins of special education in the Republic of Korea have been associated with the work of Christian missionaries in the late 19th century (Park, 2002, Seo, Oakland, Han, & Hu 1993), specifically with Rossetta Sherwood Hall, an American missionary and physician, who in 1894 began teaching Braille to a girl with blindness. Hall went on to establish Pyeung Yang Girls’ School for students with blindness in 1898, and the first special school for students with hearing impairment in 1909 (Park, 2002, Seo, et al., 1993)

This view, however, has been questioned. As early as the Goryeo dynasty (918-1392) people with blindness were employed in Seowoonkwan, the department that dealt with reading natural forces (Im, 1986, Kim, 1999). Seajongsilok, the chronicle of King Seajong of the Chosun dynasty (1392-1910), who ruled in the middle of the 15th century, records that in 1445 Seowoonkwan recruited 10 people with blindness for education in the arts of prediction, as the blind were felt to have special abilities in this regard (Im, 1986). This demonstrates the existence of special education, especially vocational education, in the Republic of Korea from at least 1445, but probably extending back earlier.

Jaesengwon, the first public special education institution to educate students with blindness, was established in 1913. In 1949 the Education Law allowed special education classes in regular primary or middle schools for students with disabilities other than blindness, and mandated the creation of special schools (Kim, 1994). However, the social disruption and poverty that characterised the country after liberation from Japan in 1945 and during the Korean War (1950-1954) resulted in a big gap between the principle of equal educational opportunity on the one hand and the realities of implementation on the other. The enactment of the Special Education Promotion Act (1977), which both mandated education for children with disabilities and the implementation of supporting policies, is considered a landmark in the development of special education.

Since the 1970s special education has undergone rapid development. From one special education classroom located in a general school in 1971, by 2004 there were 4366 special education classrooms, and today 51,386 students eligible to receive special education services are educated in a regular school setting (Kim, 2009). This is about 68.4% of the special education population; the remaining 23,606 students are educated in special schools, with a small number of students with disabilities not enrolled in any education service.

The attitudes held by general education teachers towards the inclusion of students with disabilities are very important for what actually happens in these classrooms. Given the legal structure in the Republic of Korea, where inclusion is mandated by legislation, it would be useful to examine the attitudes of general education teachers there to determine the efficacy of legal intervention in this area.

Teachers’ Attitudes Towards Inclusion 

Previous studies of attitudes towards inclusion have yielded contradictory results. While some researchers reported uncertain and even negative attitudes towards inclusion on the part of general education teachers (Hammond, & Ingalls, 2003), most reports (e.g.: Avramadis, et al., 2000,  Cornoldi, et al., 1998, D’Alonzo, Gordano,& Vanleeuwen, 1997, Daane, Bierne-Smith, & Latham 2000, Scruggs, & Mastropieri, 1996, Smith, & Smith, 2000, and Vidovich, & Lombard, 1998) indicated positive attitudes, accompanied by a belief in the fundamental value of inclusion. 

Using the Heterogeneous Education Teacher Survey and the Regular Education Initiative Teacher Survey-Revised, Villa, et al., (1996) reported that 78.8% of 578 general education teachers in North America showed positive attitudes towards inclusion. As the relationship between general and special education is one of co-equal partnership and mutual support, this study argued that administrative support and collaboration were powerful predictors of favourable attitudes towards full inclusion. Scruggs, and Mastropieri (1996) supported Villa, et al.’s conclusions. They reported that approximately 65.0% of 7,385 general classroom teachers supported the concept of mainstreaming and inclusion, and 53.4% expressed a willingness to accommodate students with disabilities in their classroom.
However, this willingness appears to vary according to the type and severity of disability, and the resources provided to support inclusion. In their survey of 81 primary and secondary teachers in the United Kingdom, Avramidis, et al., (2000) reported that regardless of the positive overall value assigned to the concept of inclusion, students with emotional and behavioural difficulties were seen as creating more concern and stress than those with other types of disabilities. In Uganda, in contrast, students who were deaf or hard of hearing were considered to present more difficulties than students with other disabilities, followed by those with severe intellectual disability (Kristensen, Omagos-Loican, & Onen, 2003).

In a comparative study conducted in Finland and Zambia, Morberg, and Savolainen (2003) stated that Finnish teachers perceived the inclusion of children with speech disorders, specific learning disabilities or physical disabilities to be more successful, while Zambian teachers were reluctant to include students with physical disabilities and visual impairment. The Zambian results appeared to be due to the difficulties inherent in the long distances students must travel to reach the nearest mainstream school.

In a study of attitudes of pre-service physical education teachers, Mousouli, Kokaridas, Angelopoulou-Sakadami, and Aristotelous (2009) reported limited awareness about students with special needs. This study also reported that teachers had a limited understanding of disability and special education, and thought special needs was analogous with mental retardation. Teachers were unfamiliar with the idea of inclusion.

Acceptance of different types of disabilities appears to be influenced by cultural and social backgrounds. This is illustrated by the correlation between the belief among Palestinian and ultra-orthodox Israeli communities that blindness and intellectual disabilities indicate divine punishment, and the reluctance shown by teachers in these communities to accept inclusion of students with these disabilities (Lifshitz, Glaubman, & Issawi, 2004).

Severity of disability and availability of resources consistently influenced teachers’ attitudes towards inclusion, regardless of differences in nationality or culture. Where disability was severe, teachers believed that the regular classroom was not an appropriate educational environment (Morberg, & Savolainen, 2003). A great deal of research highlights the importance of the availability of material and human resources, including appropriate training and technological aids.

Many teachers surveyed indicated an unwillingness to have students with disabilities in their class, despite a consensus regarding the value of inclusion (Vidovich,  & Lombard, 1998). General education teachers in Spain, for example, did not perceive instructional adaptations for children with disabilities as feasible, effective or desirable (Molto, 2003); nor did they perceive other teachers to be comfortable with collaboration Daane, et al., 2000). In Italy, Cornoldi, et al., (1998) noted dissatisfaction with the time, training, personnel assistance, and other resources that have been provided for inclusion programs. Westwood and Graham (2003) found that teachers in two Australian states felt they did not have the professional knowledge to work with students with disabilities.

General education teachers tended to agree on the challenges of inclusive programs, but to disagree on the benefits of inclusion (D’Alonzo, et al., 1997). In addition, inclusive programs necessitate collaboration with other teachers, so territorial issues regarding role overlap and role ambiguity appear to constitute a major barrier to inclusion (Wood, 1998). 

The level of schooling, whether early childhood, primary, or high school, constitutes another variable in teachers’ attitudes to inclusion. In a study of 900 teachers in the United Arab Emirates, Alahbabi (2009) found that primary school teachers had more positive attitudes than early childhood and high school teachers. High school teachers were found to emphasise teaching curriculum content, and felt that teaching students with disabilities would create problems (p.51).

Years of teaching experience appeared not to be a variable in attitudes towards inclusion Villa et al. 1996), including in the Republic of Korea (Chun 2000). In a recent study, teachers with varying degrees of experience (i.e., 1 – 20+ years of experience) in two Jordanian cities demonstrated little difference in their attitudes towards the inclusion of students with autism in mainstream classes (Muhanna, 2010).

In brief, international studies have indicated that while general education teachers are favourably disposed towards the theory of inclusion, they are concerned about its practical implementation. This study examines the attitudes towards inclusion held by general education teachers in the Republic of Korea through a small-scale project with 33 general education teachers as participants. The purposes of this study are to establish the attitudes of general education teachers towards inclusion, their willingness to teach students with disabilities, their positive and negative attitudes regarding inclusive programs, and the practical problems they encounter in implementing them. Demographic variables such as age, gender, and years of teaching experience are also considered. 

Method

Participants and Settings 

Participants were general education teachers from three primary schools in Seoul, Republic of Korea. All teachers were in charge of mainstream classrooms that included one student with disabilities. These students with disabilities typically spent up to two hours a day studying with special education teachers in resource rooms outside the mainstream classroom. The rest of the time they were in the mainstream classroom.

Table 1 shows the ages, gender and years of experience of teachers who returned a fully completed questionnaire. Their ages ranged from mid-twenties to sixties. The majority of teachers (i.e., 27 out of 29) were women. In terms of teaching experience, eight teachers had been teaching under five years, seven had taught between five and ten years, six for less than 15 years, and eight teachers had over 15 years teaching experience.

Data Collection 

Data collection methods included a teacher questionnaire and interviews. The questionnaire was adapted from the Inclusion Questionnaire for Educators (Salend, 1999) It provided quantitative data about teachers’ attitudes towards inclusion in two parts. Part 1 collected demographic information about participants, such as gender, age, and teaching experience, while Part 2 comprised 25 statements designed to examine teachers’ perceptions towards inclusion, their willingness to teach students with disabilities, the positive and negative results of inclusion for students with disabilities, their attitudes towards collaboration and instructional adaptation, the day-to-day issues they face in implementing an inclusive education program, and implementation problems hampering inclusion. Teachers were asked to respond to each statement using a Likert scale from 1 (strongly disagree) to 5 (strongly agree). 
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Demographic Information about Teachers

Variable Frequency Percentage
Gender
Female 27 93.1
Male 2 6.9
Total 29 100.0
Age
<30 10 345
30-39 10 34.5
40-49 7 . 24.1
>50 2 6.9
Total 29 100.0
Years of Teaching of Experience
<5 8 27.6
5-10 7 24.1
10-15 6 20.7
15+ 8 27.6
Total 29 100.0





The interview protocol reported by Salend (1999) consisted of 13 questions and was conducted by special education teachers in two out of three schools. In the interview, general education teachers were encouraged to express their personal and professional beliefs about inclusion and collaboration that could not be expressed in a simple questionnaire. Themes addressed in the interview included the issues and problems faced in catering for students with disabilities, professional learning opportunities teacher accessed in regards to inclusion, their personal views on the positive and negative outcomes of inclusion, and the impact of inclusion on students with and without disabilities.

Procedures

The questionnaire was distributed to the general education teachers of three primary schools in Seoul, Republic of Korea, by special education teachers working in those schools. Thirty-three questionnaires were returned, but four were not fully completed and were excluded from the data analysis. However, it is worth noting the questions that teachers were reluctant to respond to (number 7, 8, 9, 10, 11, 16, 19, 21, see Appendix A). They concern the negative effects of inclusion for students with disabilities, the success or failure of inclusion in their classes, the expertise and training required to uphold the beliefs of inclusion, and feelings of subordination to special education teachers. 
The special education teachers in two schools conducted the interviews. Nine general education teachers were interviewed, recorded through hand-written notes taken during the interviews.  

Results
Questionnaire 

General attitudes.  General education teachers showed slightly more positive than negative attitudes towards inclusion. As shown in Table 2, 41.37% were in support of the concept of inclusion, while 34.47% perceived it negatively. One fourth were neutral (see Appendix A for results in percent).

With respect to willingness, however, 55.16% of general education teachers indicated they did not wish to teach students with disabilities in their classes. Even teachers who believed in the idea of inclusion were reluctant to accept students with disabilities in their classroom, and only 31.02% showed a stable willingness to teach students with disabilities. Interestingly, eight out of the nine respondents who made up this 31.02% were under forty, and seven had less than ten years of teaching experience.

Positive and negative results of inclusion.  The survey indicated that more than half of the teachers believed that inclusion brings social benefits for students with disabilities. Some 58.61% believed that inclusion provides students with positive role models, while only 27.57% of teachers disagreed. On the other hand, only 24.13% saw academic benefits coming from inclusion, while 44.82% believed the opposite. The majority of teachers (75.85%) felt that students with disabilities would receive a better education in a special education classroom. Over a third of teachers thought that students with disabilities may experience feelings of failure and frustration within the general classroom, while 10.34% disagreed. Some 41.37% of general education teachers were concerned that students with disabilities may lose specialised services as a result of inclusion in the mainstream classroom. 
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Attitudes Towards Inclusion by Age and Teaching Experience of Teachers

A B C D E
Strongly Disagree Neutral Agree Strongly
Disagree Agree
Age
<30 2 1 6 1
30-39 1 3 2 1
40-49 1 2 3 1
50+ i i
Total 2 8 (1 10 2
Teaching Experience
<5 1 1 6
5-9 3 1 2 1
10-14 1 1 2 1 1
15+ 1 3 3 1
Total 8 7 10 2




Problems in implementing inclusive practices.  Over one third of teachers indicated they did not have enough time to effectively meet the needs of students with disabilities, and more than half felt they did not have enough time for students without disabilities. In addition, a large majority of teachers (89.64%) pointed out they lacked the training to implement inclusion successfully. Insufficient support and resources were barriers (75.85%) for them in implementing the principles of inclusion.  Furthermore, more than half the teachers agreed that demands for academic results make inclusion of students with disabilities difficult. Adjusting their instruction was problematic (68.96%), and 72. 4% indicated that it was difficult to meet the needs of students with certain disabilities in the general education classroom. Considering that adjustments in curriculum and instruction are a major part of inclusive practices, these results indicate the difficulties involved in establishing an inclusive education environment.
Collaboration and role perceptions.  A major factor in the success of inclusion is the degree of collaboration between general and special teachers, and their perceptions of their respective roles. The majority of general education teachers (72.41%) were neutral regarding the effectiveness of their communication with special education teachers. Some 31.03% felt that they played a subordinate role regarding their students with disabilities, and 17.23% reported feeling some degree of intimidation in collaborating with special education teachers. About half of the teachers (51.72%) felt that they were sufficiently involved in the inclusion process.

Age, gender, and years of teaching experience.  As this study included only two male respondents, considerations of gender were excluded. Furthermore, as length of teaching experience showed a very similar trend to that shown by age (see Tables 2 and 3), age and teaching experience are examined together.
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Willingness to Teach Students with Disabilities by Age and Teaching Experience

A B & D E
Strongly Disagree Neutral Agree Strongly
Disagree Agree
Age
<30 1 3 1 E 1
30-39 2 "3 2 2 1
40-49 5 1 1
50+ 2
Total 8 8 4 7 2
Teaching Experience
<5 1 1 1 4 1
5-9 1 3 1 1 1
10-14 1 2 1 2
15+ 5 2 1
Total 8 8 4 7 2




The most distinctive feature of Tables 2 and 3 is that the older the respondents, the more negative their attitudes and willingness regarding inclusion. It appears that as teachers gain professional experience their attitudes towards inclusion are dampened, possibly due to the limits in their knowledge they report regarding practices to enhance outcomes for students with disabilities. This indicates the importance of ongoing professional learning opportunities for teachers.

Overall, general education teachers in this questionnaire demonstrated moderately positive attitudes toward inclusion. While 41.37% were in favour of inclusion, when those with neutral attitudes are included, 65.5% of teachers do not reject the concept of inclusion. However, general attitudes towards inclusion do not equate with a specific willingness to teach students with disabilities. Over half the teachers disagreed or strongly disagreed with the question concerning their willingness to teach a student with a disability in an inclusive education environment next year. 

Interview

Most general education teachers demonstrated positive attitudes towards inclusion. Some considered it to be a natural development in education and reported mutual benefits for their students with and without disabilities. Teachers demonstrated an understanding of the social function of inclusion by indicating that students without disabilities learned to accept and understand people who were different from them. They also pointed to academic and social achievements of students with disabilities, such as improved handwriting and social skills (e.g., friendship). Teachers indicated that they learned to consider students with disabilities as important members of their class. 
Teachers reported they felt inclusion to be successful when they saw all their students playing together, regardless of disabilities. One teacher reported that: As the school year progressed, our experiences with students with disabilities have changed both my own views regarding human rights and educational philosophy, and the views of my students without disabilities. This teacher also said that it was better to accept and implement inclusion rather than feel nervous about it without implementing it. However, she indicated that this new policy of inclusion requires a change in educational philosophy and the building of a consensus to implement it.
On the other hand, most teachers emphasised that for inclusion to be successful, they needed more systematic support and resources such as teaching materials, training, and smaller class sizes. One teacher said: In fact, I did not understand inclusive education very well when I started to teach my student with disabilities and it is still unclear. I hope there are more opportunities to learn what inclusive education is and what disabilities are.
Another teacher spoke of the interlocking roles of principals, general education teachers and students without disabilities regarding attitudes towards inclusion: Principals can encourage general education teachers to be willing to include students with disabilities in their classroom by supporting them, for example by reducing class sizes. And general education teachers can encourage students without disabilities to accept students with disabilities as their friends by demonstrating positive attitudes towards students with disabilities.
Discussion 

The purpose of this study is to investigate the attitudes of general education teachers in the Republic of Korea towards inclusion. The study examines the willingness of teachers to teach students with disabilities, their ideas regarding the positive and negative effects of inclusion, and the practical problems experienced by teachers attempting to include students with disabilities in their classroom. The relationships between demographic variables and teachers’ attitudes and willingness are also considered.
The results indicate that Korean general education teachers are divided in their attitudes towards inclusion. While teachers who perceived inclusion positively slightly outnumbered those who perceived it negatively, actual willingness to teach students with disabilities was lower than these favourable attitudes would indicate. Teachers with positive attitudes towards inclusion can be reluctant to teach students with disabilities in their regular classes. These results do not appear to be aligned with the results of previous studies (e.g., Scruggs & Mastropieri, 1996; Vila, et al., 1996). The differences show that in the absence of a general consensus among educational personnel, it would appear difficult to develop an educational system that embraces diversity and inclusion.
The need for changes in the individual attitudes and values of general education teachers was revealed by their feelings on specific issues. For example, while they accepted inclusion as a principle, they felt that time devoted to a single student with a disability was time taken from the rest of the class. Other teachers highlighted a sense of lack in the set of skills and knowledge necessary to teach students with disabilities. Similar issues were found among Australian teachers (Westwood & Graham, 2003). 
General education teachers reported that inclusion provides students with and without disabilities with social benefits, such as positive role models. A majority of teachers, however, believed students with disabilities required specialised services in special education classrooms, and were concerned that these specialist services may be lost if they were educated in a regular environment.
These concerns illustrate possible reasons for hesitation in implementing inclusive education practices. Many general education teachers were aware of their limited skills and knowledge regarding inclusion, including the relevant skills and knowledge, and even the very nature of disability and inclusion. This appeared to make teachers fearful of change and hesitant in accepting the new educational agenda of inclusion. Teachers felt supported through the provision of the resources required to carry out their expected roles, including materials, human resources and training. The practical ways in which these resources are utilised to support classrooms and school environments need to be better understood.
This study also revealed the uncertainty and ambiguity felt by general education teachers regarding their membership of a collaborative team. Whereas about half the teachers reported being uncomfortable about having other adults in their classroom (question 18), the large majority reported having some or neutral benefit from their collaborative team (question 22). This outcome appeared to indicate that while teachers were in favour of the concept of inclusion to some extent, and were aware of their limited skills and knowledge about inclusive teaching strategies, they were not comfortable about receiving support from others.
Dettmer, Thurston and Dyck (2005) claimed that the most important element in the implementation of collaboration is the clarification of roles. General education teachers participating in this study, for example, appeared to assume that the role of special education teachers was to be responsible for the academic development of students with disabilities, while their role was merely to provide a social setting in the general classroom. Over time, general education teachers gradually come to accept their educational responsibilities for the academic goals of students with disabilities (Wood, 1998). As roles clarify, the team becomes more cooperative and roles become less rigid. Ebersold (2003), however, warned that coherent functioning cannot be expected to be achieved spontaneously.

Even if there are no generally accepted definitions of the roles of general and special teachers, we can gain a sense of their respective areas of responsibility by understanding the contribution both groups of teachers can make to the classroom program. General education teachers can share their knowledge of content areas, grade level curriculum and effective teaching methods, including large group instruction. Special education teachers, on the other hand, can facilitate individual rather than group learning styles, instructional strategies, clinical teaching, analysis and adjustments of instruction and curriculum, and behaviour management. Special education teachers supplement the work of general education teachers in regard to the specialist, individualised instruction that can improve the quality of outcomes for students with disabilities (Heward, 2003).
Change in educational values and philosophy is another important factor in the successful implementation of inclusion, as evidenced by the responses of teachers during the interviews. If general education teachers retain any educational prejudices and a rigid sense of boundaries in the provision of education programs for all students, including students with disabilities, then the provision of supports and resources may not be enough to maximise outcomes for everyone.

The relationship between the age and experience of the respondents and the negativity of their attitudes was a feature of this study not supported by wider research (e.g.: Chun, 2000, Villa, et al., 1996). The finding that younger and less experienced teachers had more positive attitudes and a greater willingness to include students with disabilities in their classroom may be a result of the philosophy of inclusion being promoted in pre-service teacher education programs. The challenge then for these teachers will be to continue to promote and support these positive attitudes towards meeting the needs of students with disabilities. The other challenge will be to promote more positive attitudes among experienced and older teachers through ongoing professional development and modelling of effective practices, via collaboration and peer partnerships (Pugach, 1995).

As with all studies, interpretation of findings from this study should be framed by its limitations. Firstly, the small number of respondents in Seoul means that demographic variables such as gender and regional factor cannot be examined. Generalisation of the results is limited to teachers who share similar demographic variables and educational culture. Another limitation of this study is that it is focused only on the attitudes of general education teachers. In order for collaboration and inclusion to be successful, the attitudes and problems of special education teachers regarding the implementation of inclusion should also be investigated (Muhanna, 2010). 

This paper has reported the results of a small-scale study examining the attitudes of general education teachers in three Korean schools towards including students with disabilities in their classroom. The outcomes of this study provide evidence that the attitudes of these teachers are very similar to those of teachers in other countries. Teachers are unsure of their professional knowledge base and how to cater for students with disabilities in their classroom. The challenge for administrators and those people with expertise (e.g., special educators) will be to break down the barriers between general and special education teachers working together as a normal part of professional development. 

The inclusion of students with disabilities in regular classrooms is a goal of many educators and education sectors around the world (Armstrong, Armstrong, & Spandagou, 2010). The same concerns and challenges are shared internationally, including skilling teachers, promoting collaboration among educational professionals, and maintaining positive attitudes towards educating students with disabilities in general education classrooms. This approach, supported through this small study, provides a basis for future research involving all members of the school community (i.e., students, parents, general education teachers, special education teachers, administrators, and therapy staff). 
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A B c D E
Strongly Disagree Neutral Agree Strongly
) Disagree Agree
I feel that inclusion is a good idea
6.89 27.58 2413 34.48 6.89
2 I feel that inclusion helps students with disabilities develop friendships with class mates without disabilities
0.0 17.24 20.68 34.48 27.58
3. I feel that students with disabilities wouid receive a better education in a special education classroom.
0.0 3.44 20.68 . 41.37 34.48
4, I feel that inclusion provides students with positive role models.
6.89 20.68 13.79 37.93 20.48
5. I feel that inclusion helps students with disabilities improve academically.
17.24 27.58 31.03 17.24 6.89
6. I feel that students with disabilities who are included in my classroom will be ridiculed by their classrooms.
3.44 31.03 31.03 27.58 6.89
7. I feel that students with disabilities who are in inclusion classroom will experience failure and frustration.
0.0 10.34 48.27 31.03 10.34
8. I feel that students with disabilities lose the specialised services they need as a result of inclusion.
0.0 27.58 27.58 31.03 13.79
9. I feel that inclusion is working well in my class.
1034 31.03 31.03 27.58 0.0
10. I feel that I have time to implement inclusive practices effectively.
24.13 41.37 31.03 3.44 0.0
11.  Ifeel that I have had training to implement inclusive practices successfully.
48.27 41.37 6.89 3.44 0.0
12. Ifeel that I received the necessary support and resources to implement inclusive practices successfully.
4137 3448 , 13.79 10.34 0.0
13, Ifeel that it is difficult to modify instruction and my teaching style to meet the needs of students with disabilities.
3.44 6.89 20.68 58.62 10.34
14, Ifeel that it is difficult to meet the needs of students with certain disabilities in the general classroom.
3.44 6.89 17.24 41.37 31.03
15. 1 feel that the demands of the curriculum make it difficuit to implement inclusive practices.
0.0 6.89 37.93 31.03 24.13
16.  Ifeel that I have less time for students without disabilities.
6.89 31.03 24.13 20.68 17.24
17.  Ifeel that I have a greater enjoyment of teaching as a result of inclusion.
6.89 17.24 51.72 20.68 3.44
18  Ifeel that having other adults in the classroom is an asset.
27.58 20.68 17.24 20.68 13.79
19.  Ifeel that it is easy to communicate effectively with other professionals.
3.44 20.68 72.41 0.0 3.44
20.  Ifeel intimidated during meetings to discuss students with disabilities.
10.34 24.13 48.27 13.79 3.44
21.  Ifeel that I perform a subordinate role as a result of inclusion.
0.0 27.58 41.37 17.24 13.79
22.  Ifeel that I benefited professionally and personally from working in a collaborative team.
6.89 3.44 51.72 37.93 0.0
23.  Ifeel that our school is doing a good job of implementing inclusive practices.
10.34 6.89 4137 34.48 6.89
24. I feel that I have been sufficiently involved in the inclusion process in my school.
3.44 27.58 51.72 13.79 3.44

25.  Ifeel that I would like to teach in an inclusion class next year.
27.58 27.58 13.79 24.13 6.89
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Focus group interviews were conducted with special education teachers from Oahu, Hawaii and Washington, DC regarding self-determination for youth with emotional/behavioral disorders.   Some of the teachers defined their own self-determination in individualistic terms, while highlighting the importance of collectivistic values for many of their students.  Other teachers who held more collectivist–based definitions and perceptions still discussed how their own experiences differed from those of their students.  Profiles of self-determination views are presented and compared to definitions and current practices in the field of special education with respect to self-determination and transition.  The concepts of individualism and collectivism and of social capital are used to enhance understanding of differences in the views of the participating teachers and of the obstacles to self-determination they identify for their students.

It is well known that students with disabilities, as a group, achieve poorer employment, postsecondary education, and community living outcomes as they transition to adulthood compared to their peers without disabilities (Blackorby & Wagner, 1996; Roylance, 1998; Wagner, Newman, Cameto, & Levine, 2005).  Students with disabilities also tend to have fewer opportunities for self-determination than their nondisabled peers – and when they do have opportunities, they often lack the attitudes, skills, and knowledge to be able to respond appropriately (Ward & Kohler, 1996).  To address these outcomes, promoting student self-determination has been at the forefront of special education practices for over two decades (Ward, 2006).

In 1988, the US Department of Education’s Office of Special Education and Rehabilitative Services launched a self-determination initiative. This initiative promoted the participation of persons with disabilities in service provisiondecision-making and funded more than two dozen research and model demonstration projects aimed at enhancing the capacity for self-determination of students with disabilities (Ward, 2006).  The self-determination movement also led to the incorporation of self-determination as a guiding value in major disability-related legislation, such as the Americans With Disabilities Act (P.L. 101-336) and the Individuals with Disabilities Education Act Amendments of 1997 (P.L. 105-17) (Field, Martin, Miller, Ward, & Wehmeyer, 1998).  In addition, a number of disability-related agencies and organizations, such as The Council for Exceptional Children’s Division on Career Development and Transition, developed policies and position statements prioritizing the promotion of self-determination (Field et al., 1998).

Countless self-determination curricula and programs have been developed, and some have been shown by research to be effective in enhancing specific self-determination skills (Karvonen, Test, Wood, Browder, & Algozzine, 2004; Kohler, 1998).  Research also suggests that students with disabilities who improve their skills for self-determination tend to enjoy improved educational, employment, and community living outcomes (Chambers et al., 2007; Wehmeyer & Palmer, 2003).  It has therefore been assumed that students’ levels of self-determination can serve as a marker of the success of special education services (Grigal, Neubert, Moon, & Graham, 2003).

The association between transition outcomes and self-determination is evident for students with emotional and behavioral disorders (EBD).  Students with EBD experience worse postsecondary outcomes than students in other disability categories (Wagner 1995; Wagner, Cameto, & Newman, 2003; Wagner et al., 2005) and have lower ratings of self-determination than students with other disabilities (Carter, Lane, Pierson & Glaeser, 2006; SRI International, 2005).  By definition, students with EBD have difficulty with self-regulation and self-control, and are likely to lack essential skills for self-determination such as goal-setting, delay of gratification, and accurate self-appraisal (Kauffman, 2005).  When these students do establish self-determined goals, they may be hampered in achieving them by difficulties in social relationships related to externalizing or internalizing behaviors (Kauffman, 2005).  In addition to personal capacity, the development of self-determination also requires opportunities to make choices and process the consequences, but such opportunities are often limited for students with EBD by their parents or when they are placed in structured environments (Mithaug, 1996; Ward & Kohler, 1996). 

Although self-determination appears to be a particularly important, yet problematic, issue for students with EBD, very little research involving this population has been conducted (Carter et al., 2006).  This article is intended to contribute to the research base by describing teacher perspectives on what self-determination means for secondary students with EBD and how it can be enhanced.  Teacher views were collected and analyzed through a qualitative research project focused on exploring how cultural factors influence self-determination.  Focusing on cultural factors was considered important because the proportion of students who are of culturally and linguistically diverse (CLD) heritage is growing and expected to reach half the student population in the United States by 2040 (Archer, 2000), and CLD students (especially African-American) tend to be overrepresented in the EBD category (Donovan & Cross, 2002).  However, nearly all self-determination curricula and programs are rooted in Western values that prioritize the autonomous actions of individuals.  The individualistic orientation is clearly reflected in Field et al.’s (1998) synthesis of common themes found across numerous definitions:

Self-determination is a combination of skills, knowledge, and beliefs that enable a person to engage in goal directed, self-regulated, autonomous behavior.  An understanding of one’s strengths and limitations together with a belief in oneself as capable and effective are essential to self-determination.  When acting on the basis of these skills and attitudes, individuals have greater ability to take control of their lives and assume the role of successful adults.  (p. 2)
In several previous articles we questioned whether such a perspective can effectively embrace collectivistic values that prioritize family and relationships over individual action and achievement (Black, Mrasek, & Ballinger, 2003; Leake, Black & Roberts, 2004; Leake & Boone, 2007).  Moreover, is it realistic to expect students with EBD who have so many agencies and professionals in their lives (teachers, counselors, behavioral health specialists, corrections officers, and others) to make their own decisions?

The need to address the individualism-collectivism contrast is reflected in findings that CLD families with children with disabilities often report feeling that professionals are insensitive to or disregard their values and culture (Kalyanpur & Harry, 1997, 1999; Rueda, Monzo, Shapiro, Gomez & Blacher, 2005).  For example, Geenen, Powers, Vasquez and Bersani (2003) found that independent living is viewed in a negative light for many CLD families as it is associated with separation from the family.  They also found that many families are wary of institutional supports, and feel that accepting help from outsiders would bring shame to the family.  Therefore, more appropriate transition planning and goals may involve developing family and community supports (rather than just agency services), promoting self-sufficiency within the family (rather than focusing on independent living), and identifying ways to contribute to the larger group (rather than focusing on individual achievement).

School personnel should understand the individualism-collectivism contrast because, according to Trumbull, Rothstein-Fisch, Greenfield, and Quiroz, 2001), these

two orientations guide rather different developmental scripts for children and for schooling; and conflicts between them are reflected daily in U.S. classrooms.  Keener awareness of how they shape goals and behaviors can enable teachers and parents to interpret each other’s expectations better and work together more harmoniously on behalf of students. (p. 6)
Another useful construct for exploring self-determination issues for students with EBD is capital, which refers to the various resources that people can accumulate and use to help achieve their self-determined goals.  Numerous kinds of capital have been described along with theories about how they interrelate and function in day-to-day life at various levels of society, from individual to nation.  In our discussion of the results of the research reported here, we focus on human, cultural, financial, and social capital at the individual student and family levels.  Social capital is particularly relevant for students with EBD because it emerges from social relationships, and students with EBD are typically referred for services based on persistent problems in establishing and maintaining positive relationships (Kauffman, 2005).

Purpose

Groups of teachers from various ethnic backgrounds were interviewed regarding their perceptions and experiences of self-determination for students with EBD.  We believed it was important to determine how teachers defined self-determination since they are the front-line contacts with students and their families, and their perceptions of self-determination would ultimately influence the type of instruction and opportunities provided these students.  Therefore, the purpose of this paper is to discuss findings from these focus group interviews with respect to how these teachers (a) viewed/defined self-determination, and (b) described what is necessary in a young person’s life in order to experience self-determination.  We focused each of these questions particularly on young people with EBD.

Method
A qualitative focus group approach was used to gather the views of teachers of secondary students with EBD and identify common themes about self-determination (Miles & Huberman, 1994; Thorne, 2000).  Focus group interviews are especially appropriate when attitudes and feelings about an issue are sought, and when information comes to light from the interactions between people (Denzin & Lincoln, 1994). The group format enables ideas to come forth that individuals may not have considered on their own.  In this particular study, group discussions also encouraged networking among teachers from different schools who worked with similar students.
Participants

A combination stratified purposeful/snowball sampling technique (Patton, 1990) was used to select our participants.  Requirements for participation included that the teachers (a) had at least two years full-time experience working with secondary students identified as having EBD, and (b) most of the students they taught were of CLD heritage (i.e., primarily from non-Caucasian backgrounds).  The snowball sampling technique involved identifying a few teachers who met the requirements for participation. Once identified, he/she would provide names of others who may also be interested in participating.  From this pool of potential participants we selected teachers who met the requirements for participation and came from various cultural backgrounds such as Asian, Pacific Islander, Caucasian, and African-American. Homogeneous groups based on location and the teachers’ cultural/ethnic backgrounds were then formed (Vaughn, Schumm, & Sinagub, 1996) to enhance common threads within groups, and to determine if differences existed between groups.  

Four focus groups were formed, three on the Island of Oahu, Hawaii and one in Washington, DC. Each group met three times, for a total of 12 separate interview sessions (see Table 1).

Table 1

Focus Group Participants, by Gender, Ethnicity, and Research Site Location

	Focus Group
	# Participants
	# Sessions Attended
	Gender
	Ethnicity

	Group 1 – Caucasian

(Hawaii)
	7
	7 attended all 3
	4 female

3 male
	7 Caucasian

	Group 2 – Asian

(Hawaii)
	7
	3 attended all 3,

2 attended 2, 2 attended 1 only
	5 female

2 male
	1 Filipino

4 Japanese

1 Vietnamese

1 Other (Hispanic)

	Group 3 – Pacific Islander

(Hawaii)
	6
	2 attended all 3, 2 attended 2, 2 attended 1 only
	4 female

2 male
	2 Samoan

3 Hawaiian

1 Tongan

	Group 4 – African-American

(Washington, DC) 
	8
	3 attended all 3, 1 attended 2, 4 attended 1 only
	4 female

4 male
	1 African

7 African-American


Focus Group Questions

The teachers talked at length about one or two specific topics each session, covering the teachers’ definitions of self-determination; the extent to which students are responsible for shaping their own lives; how the participants defined home and how their students might define home; and how the participants described their own experiences with self-determination. Focus group interviews also covered the teachers’ priorities for their students.  During the “priorities” session, participants engaged in a rock activity – the largest rocks represented the most important factors that needed to go in the jar first, and then the smaller rocks represented less important factors that could be added later. Teachers then discussed what rocks their students needed that they did not have at the time.  

Data Analysis 

A three step coding scheme (Strauss & Corbin, 1990) was used to manage the data.  In the first step, open-coding, we reviewed all of the transcripts and looked for themes.  Identified themes included the influence of family, culture, and peers; how disability and risks/pressures affected EBD youth; and obstacles and protective factors present in the youth’s lives.  During the second step, axial-coding, we highlighted text according to the themes.  Themes were refined and collapsed during this process and are presented in the Results section.  During the third step, selective coding, we searched for text that clearly illustrated each theme.  We used those quotes to provide evidence for the themes we had generated.  

Results
Research Question 1.  Teachers’ Views/Definitions of Self-determination

Teachers tended to define self-determination as either an individual construct or a family/cultural construct.  We called these two views the self view and the others view to reflect the words used by the participants.  The Caucasian focus group participants, in general, held more self views of self-determination, whereas participants from Pacific Island cultures were more likely to hold the others view.  Rather than defining self-determination, Asian and African-American participants focused more on what students needed to be self-determined (outlined in Research Question 2).  

The self view.  Views of participants who defined self-determination as an individual construct fit the definitions cited in the literature the most closely.  However, they did add some elements about self-soothing that may be more particular to students with EBD than to students with disabilities in general.  These teachers defined self-determination in terms of knowing one’s self, being an autonomous individual, independent living outside of the family home, taking responsibility for one’s actions (i.e., not blaming others), and persistence toward goals.  Several of the teachers who defined self-determination in this individualistic way talked about having dreams that you can be anything you want to be and finding sources of enjoyment that serve the function of self-soothing.  The teachers did mention frequently how their own experiences were very different from their students’.  These teachers used many self words in describing their views, such as self-awareness, self-acceptance, self-control, self-discipline, self-soothing, self-actualization, self-advocacy, and self-sufficiency.  The following quotes illustrate these themes:


Self-determination is getting to know yourself and your strengths, your weaknesses, and being able to explain that to someone else.

[Self-determination is] being true to yourself.  A must-have is self-love, self-acceptance.

For self-determination, how I would define it would be, anything that you’re doing individually and want to accomplish.

Go out there and be an independent person and get your dream.

I don’t think you can have self-determination until you know yourself…learn who they want to be as a person.  And then they can learn how to be determined to fulfill that goal.
With respect to their own experiences, participants stated they did not put off individual goals for their families, and that self-determination involved independent living:

In my growing up, self-determination, to me, meant moving out of the house.  I wasn’t an adult yet until I moved out.  And so, working, moving out and I think that’s very different from a lot of kids and adults we see.  In my personal culture, independence meant living in your own apartment.  It was kind of looked at funny if you stayed at home.  And that’s not the case for everybody.

I think, growing up in [a US Northeastern city], self-determination was leaving to go to college. 

Your family in the end will appreciate you being independent and knowing how you feel about things.

[In my personal experience, self-determination was] differentiating from the family.  I was trying to separate and be my own.  That’s very different, culturally [from the kids we teach].  Growing up meant being separate or independent from my family.

Self-determination was viewed as being responsible for one’s actions, not blaming others or making excuses, persistence, and stick-to-it-iveness.  On the other hand, self-determination was also viewed as learning to find enjoyment and peace in life:

Maybe teaching self-determination is teaching enjoyment of the now, the carpe diem. What can you enjoy? …some of those obligations, your only way out is to find some peace, some kind of serenity, something.  The kids that we’re talking about, that self-soothing, that is a part of what they’re going through.  Anger, anxiety, the self-soothing, self-management [that’s what they need].

The following statement sums up the self view held by many of the teachers regarding their own experiences compared to their students:

In my growing up, that whole thing, To thine own self be true, that was a given.  But, it really isn’t for a lot of people.  It isn’t, To your own self be true.  It’s more, To your own community, or, To your family be true.  [Self-determination to me was an expression of] individuality or that individual pursuit.  It was also, Do your own thing ; What’s right for you; and Discovering yourself.

The others view – family/culture.  In contrast, some teachers reported that there is no such thing as self determination.  These teachers spoke of the importance of group identity and a sense of belonging.  In fact, one teacher stated that culture IS identity.  Another stated there is no self without the other. 

You see this heading is kind of deceiving, self-determination.  The self has to include others….your identity of self includes your neighbor.

I’m a firm believer in culture because my culture is my identity.

My culture is so different – it’s not going against authority – it’s not self-determination, it’s not being self-reliant.  It’s about family, it’s about respect.  So, it’s two different worlds.

I have to agree that culture is a huge part of self-determination….It has a lot to do with your family because your culture is your family.

That’s what culture does.  It places us in relationship to other people.  What is wonderful about culture is that it’s all-inclusive.  I don’t care if these people come from the bottom of the South Pole.  There is a place in the culture where they can link in.  Once you get to know the individual, the individual includes the group.

The best way to keep our children from going out of control, do the traditional performance art…the power of the culture.  You can call upon resources that are not available to you through Department of Education.  All those boys will go back to the ceremony. . . . training them in the language, training them in the culture….So, even in the Mainland, they’re finding out that the answer to these guys’ experiences in a modern setting, is to go back to the basic group self-identity.

The self-determination thing never, to me, in my experience, didn’t ever rise because why 

am I gonna be self-determined…we all share what we have and if we don’t have it, then, 

we just live without it?

The definition of self, identity….The best one, I think is that self includes others.

Research Question 2.  What Do Students Need in Order to Be Self-determined?

Although the teachers mentioned many things lacking in their students’ lives, the data regarding students’ needs were collapsed into three themes.  Teachers believed their students needed (a) hard work and motivation to succeed, (b) good relationships with their teachers, and (c) a belief in a higher power. 

Hard work/motivation/success.  Several of teachers in the Asian focus group used words such as drive, discipline, hard work and work ethic to describe what students needed.  Their discussion expanded beyond self-determination to focus on what was needed to achieve success.  For example,   

What is your vision, what is your drive?  Who do you want to be?  Your goals, your drive.  Your drive is what makes you successful.

I found that a lot of people from my Japanese family they’re plantation workers.  And, so, you want to become…you come to America to better yourself.  You make sure that your kids do better than you because you don’t want your kids picking pineapples for the rest of their lives….You’re here to go and succeed.  So, now, their child graduates from college.  Huge success.  But the same drive is put into you by your culture.

I was trying to think about how come I’ve been successful to this point.  What drives me to be successful.  I know that my parents gave me the value of working hard. 

There was a driving force in the family that said, You may not have everything, you can’t right now, but you can achieve it if you work hard towards your education, if you can work hard, if you can shut your mouth and listen to someone tell you what to do. Our kids, that’s a simple value that a lot of them don’t have.

If you’re not disciplined, it’s very difficult to succeed at school.  And then it transcends to life.  You need to learn how to be successful in school to be successful in the real world.
Relationships.  The teachers spoke about the importance of building relationships with the students, helping them overcome their anger, the need for communication and confidence, and the importance of giving students choices as a way to build their decision-making skills:

Because if you’re afraid of your children, I think that’s a big problem….They are afraid to work with them.  They are afraid they are going to get hurt.  They are afraid of what they can do.  A lot of them say I’m in x y and z gang, blah, blah, blah.  And they’re really just with a big group of boys.  They are really trying to intimidate you because they know that this is a safe place.  We have to let them come back….We will still be there to love them no matter what they do.  Because we have some students who will tell me to my face, I hate you.  And they will be the first one in the next morning, I’m sorry Ms. ______.  Are you my friend?
They are so angry and I just would want them to find a way to realize that they can move beyond whatever it is that has caused them to be so angry at this stage of their life and that they can move beyond it and they can just start their own life.  Like whatever made you angry, whether it was your parents or whatever, like now you can start your own life and let all them go and live your life for you.  They have somehow let all the anger go and now they are able to be a productive person.

Working with these students on transition, it’s so…you cannot decide for these kids.  You can’t because even when they tell you what they want to do and you put them on task, it’s difficult to get them to go and do it.  I’m faced with it every day.  And I’m sure a large part of it is due to their emotional issues.  They are scared to death to go into the real world. . . they are resistant, You’re not going to tell me what I’m going to do.

That is so simple.  Like even if they have to pick two classes or even one at this point, that’s something so key and fundamental that will give them some sort of control and make them feel as though…give them some reason for wanting to come to school.

Several teachers discussed the need to feel loved and to have parents who care as an essential need for self-determination:  

We all agree that love and a relationship with a guardian is essential.

The only thing that I see with all my experiences of working with kids from all over the island, from rich to poor, from black to white, would be if you have a good family, it doesn’t matter.  If you don’t have a good family, you have no self-determination.  You are the one, two that beat the statistics.  There’s hundreds more that didn’t make it.

You know when you say loved?  Sometimes I read their IEPs and I go, Can we just

have [goals] for love?  You just read their files and you know they just need to be loved.
These teachers spoke of the students’ families feeling alienated from schools, the larger society, and often from their own families by not knowing their own heritage.  Many of their students were raised by grandmothers or were in foster care.  They stressed the importance of needing to feel loved and the word encouragement was mentioned repeatedly.  They spoke about the importance of a community approach with youth becoming involved in clubs and organizations.  They stated that the students need people who will guide and challenge them and make them feel like somebody, and getting them to believe that they can do more.  

You know giving them the feeling that this is not the last stop, it’s just one of the stops along the way.  One thing I would wish for my kids is definitely for them to have some sort of direction.  And that’s something all students have a problem with, especially older students.  No one is ever thinking about what’s beyond the next day or the next few weeks.

And we always talk about the whole village concept thing, and Black people we used to have the concept of community and having your community be involved in your life and now we don’t have that.  And so when your teenagers act like crazy people [who] want to pretend and hide and they don’t want to reach out to their community to say help.

Higher power.  Several teachers spoke about the importance of church as a supportive social structure, and stated that a belief in a higher power was a protective factor in the lives of their students.
[Students] need to have a healthy fear of something greater than [themselves], especially within the Black community where church always played a key role.  Where it wasn’t just the Word itself but also the support and the guidance that the church community provides for you.  Because we have had several meetings, IEP meetings, where the ministers will come along, they call in and check on students.  We need to invite that and not try to ignore their existence.

You bring the focus back to God because it’s something greater than [you], something greater than whatever the situation is.  It’s something that a child can always go to.  Like say if a child can’t talk to me, I would want them to have other options such as prayer that they can go to instead of going to their half-wit friends getting less than half-wit information about some real subjects.

And I still have a healthy fear of my mother.  I have a healthy respect of not just my mother, my grandmother, all of my adults.  And definitely when you were talking about religion, like having a healthy fear of God or something greater than yourself.
Obstacles to Self-Determination

Teachers from every ethnic group talked about obstacles to self-determination.  They talked about how the lives and experiences of their students were often very different from their own upbringing. The teachers talked about their students being in survival mode, the lack of stable family lives, lack of security and safety, and lack of financial and medical resources.  They referenced self-determination in terms of socioeconomic status influencing whether one feels in control: 

And when your basic needs are taken care of, you’re less worried about other things and you can focus more on school.  You can dream the big dream about getting out of the housing and getting your own apartment or your own house, any place else but [public housing].  You’re not sure if there’s gonna be food.  You’re not sure if there’s gonna be electricity because it’s been shut off so many times because your parents don’t pay the bills.

A lot of the kids in the schools are…they’re on welfare.  So, they don’t get determined because they think they always have welfare.  So, it’s like a continuing thing where my mom, my grandma on welfare.  So, I don’t have to worry ‘cause I’ll have welfare, you know?  I’m talking about this because I want people to realize that these are the students that we deal with.  Could be even worse, what they’re going through.…Because I remember lots of neighbors who never graduate.  And once the eldest didn’t graduate, it usually just follows along with younger siblings.

But I think they feel because they are from a poor family, a poor neighborhood from a racial class that is considered minority that they cannot control what they do in their lives.  I really do.

I went to a high school, K through 12, in an affluent, wealthy suburban county.  The students from that town…because of their background, they would be able to do whatever they wanted….I mean they felt as though they had a lot of control over their lives because they could make things happen that other people couldn’t…I knew there was a limit on me as a Black child from a single parent home, but I knew that the world was open as far as the possibilities that we have because of what you’re exposed to in certain settings.

Some students they know their weaknesses…they don’t realize their strengths because of their experiences from their homes or from whatever setting they do come from.  They’re

not learning-disabled.  Their problems come from socioeconomic, family, stuff like that.   

Many can barely speak English.  They got 12 people living in a two-bedroom

apartment someplace.

I think one thing that our students are lacking is the sense of control.  They actually don’t have a sense of control in their lives.  They have all these other factors, people parenting them who aren’t their parents, whether it’s the state or foster parents and so forth, but when you start giving them some sense of control like by starting off with small things like choices….Like different small things that actually allow them to start making some sort of control in their lives.
Throughout the interviews these teachers mentioned their students’ need to have options and to see beyond their immediate experiences:

They don’t have enough options.  The option is go to work or stay home or play with their friends…a lot of ‘em.  When you don’t have options, then it’s hard to [be self-determined].

I had a journal assignment.  “What do you want to be when you grow up?”  One of the basic ones we do basic ones we do early in the year. “I want to be a fire man.”  “I want to be a police man.”  A lot of kids put that.  But, at ______ School, when I started, a lot of it was, “I want to work at McDonald’s like my mom.”  I was floored.  I never expected something like that.  But now you can understand why they think like that.  Because they don’t see very many options coming out of the [public] housing and they haven’t been exposed to what’s outside of the community.  They never get out of the community.

I’d like to take them to these different places and show them that the world is bigger than _____ Valley housing….If you don’t know anything else, if you don’t know that education is better in a different country or a different island, then you’re happy with what you have.  Ideally, you would like to expose them and get them to experience as many things as possible.

A lot of them are not gonna have options.  Whether it be family support, financially, whatever.  It really saddens me that these are really nice kids, they’re all nice kids.

When speaking of the differences between their own cultures and the cultures of their students, several teachers spoke of generational culture clashes.  They also spoke of respect for elders, respect for teachers, and hierarchical cultural relationships:
For me, I think, it wasn’t, maybe, a culture clash.  It was more like a generation clash because when we were younger, we respected our parents and we were not allowed to talk back.  When I hear students talk to their parents, I am like, “I can’t believe you just said that to your parents….Oh, my gosh.”

When I was growing up….if you see adults talking, you cannot, absolutely, cannot interrupt.  You have to wait there quietly.  Finally, I’m grown-up, but, I still can’t do it. But, then, I married a reverend and that moves me up in the chain.  I can easily jump in. But, [my older sister] cannot jump in.  She [has to wait].

This might sound strange, but I wish there was some clashing once in a while.  Unfortunately, in our area, as teacher, I can pretty much do whatever I want and a parent will never ask me what I’m doing.

‘Cause I’ve noticed that parenting, I think, is different.  Like, my kids’ parents are very different from the way my parents brought me up and my…the expectations.  Even my friends’ parents, the expectations that, you know, you listen to your teacher.  “I don’t want a phone call from school.”  “You bring home good grades.”  Basic stuff.  You don’t do well on a test, you study harder the next time.

A lot of the times my special ed kids had parents that, I would tell them, “Your kid needs to do their homework.”  And they would come back to me.  “What do you want me to do?”  “Do you make sure that he does his homework?”  “How?”  “Well, can you please, you know, when they come home, they should sit down and do their homework.”  “He doesn’t come home.”  Okay.  “Can you tell them to come home after school to do their….”  “Well, he doesn’t get home until 11 or 12 o’clock at night.”
Discussion

Differences in cultural values and experiences related to self-determination were clearly evident for teachers who participated in the research.  Some teachers spoke of the child’s dreams, while others spoke of the family’s dreams.  Some teachers spoke of the importance of Church, whereas others did not.  Some spoke of drive and work ethic, self-control, self-discipline, and self-monitoring.  Others talked about family discipline, and being disciplined by others.  Some talked about culture as identity, whereas others spoke of culture as family.  Some mentioned that many of their students did not have the traditional passing down of who is in your family resulting in a lack of cultural identity.  All groups spoke about poverty and family instability contributing to a sense of powerlessness and lack of control over one’s life.

An obvious limitation of this qualitative study is that the small sample size of 28 focus group participants cannot be considered representative of the teachers of students with EBD in the two locales where the study was conducted, nor can they be considered representative of their respective ethnic/racial groups.  A variety of complex issues were discussed in some depth during the focus group sessions, but it is not possible to ascertain which views that emerged are the most widely shared and significant in the broader population.  On the other hand, we believe the results do have value by corroborating the general thrust of the relatively small number of other qualitative studies on cultural influences on self-determination and related transition issues (Frankland, Turnbull, Wehmeyer, & Blackmountain, 2004; Geenen et al., 2003; Rueda et al., 2005; Trainor, 2005).  These other studies also found that cultural values and themes expressed by their participants reflected the broad contrast between the individualism of mainstream American culture and the traditional collectivism of many CLD groups.  For example, the profile views of self and family described above correspond with what research says distinguishes individualism and collectivism (Hofstede, 1980; Kim, 1995; Triandis, 1995), with the individualistic perspective reflected in frequent use of self- words and stress on setting and achieving personal goals, and a collectivistic orientation reflected by a focus on cultural identity and putting family first. 

It was clear from the focus group transcripts that the teachers did not perceive their students as being self-determined, if self-determination is defined, for example, as acting as the primary causal agent in one’s life and making choices and decisions regarding one’s quality of life free from undue external influence or interference (Wehmeyer, 1996, p. 24).  Virtually all of the numerous published definitions of self-determination are congruent with individualism in their focus on the individual actor.  From this perspective, acting in a self-determined way requires that individuals have the attitudes, skills, and knowledge to set realistic goals, create plans to reach those goals that are based on an understanding of one’s own strengths and challenges, and then implement those plans with an appropriate combination of persistence and flexibility (Field et al., 1998; Martin et al., 2003).  This orientation naturally leads to a focus on building the capacities of individuals with disabilities in virtually all self-determination programs and curricula.  
However, research results such as those reported here suggest that much more besides trying to build individual capacity may be needed to enhance self-determination for many students with EBD and other disabilities.  One lens for examining this issue is that of capital.  The standard approach described above, of building personal capacity, basically focuses on just two related kinds of capital.  One is human capital, which refers to the attitudes, skills, knowledge, and other attributes that typically accrue through training and life experience.  The other is cultural capital, the knowledge and mastery of what is required to function well and be accepted within a culture or a higher socioeconomic class.  Bourdieu (1984) highlighted the interplay of cultural, financial, and social capital in differentiating people of different socioeconomic classes, with a particular focus on how people of lower socioeconomic status lack the cultural capital needed to reach a high level of educational attainment and achieve upward social mobility.  The issue of lack of cultural capital was clearly referenced in the teacher quotations provided above about how many of their students had little experience of the world outside their impoverished urban or rural enclaves, and therefore had little idea of the many options available to them in the wider world.  Another challenge identified by teachers was that many students seem to lack the cultural capital that comes from knowing and practicing the values and traditions of one’s cultural heritage, resulting in these students not having a firm moral foundation from which to act and therefore being more susceptible to various temptations leading to negative outcomes.

Human and cultural capital are similar in that they consist of attitudes, skills and knowledge that can be enhanced through training.  Whether particular skills and knowledge should be classified as human or cultural capital is not always obvious.  For example, Trainor (2008) described how students need certain kinds of cultural capital in order to effectively participate in their own individualized education plan (IEP) meetings, such as knowing school sanctioned ways of communicating and being able to use assertive communication as a tool.  From the perspective of Bourdieu (1984), these capacities are cultural capital because they are not likely to be within the experience of those who come from outside, such as people who live in poverty.  From the perspective of mainstream American culture, which downplays class and cultural distinctions, such capacities are more likely to be viewed as human capital that everyone should view as desirable and that everyone can obtain through self-initiative. 

Another relevant attribute of most self-determination programs and curricula is that they have been developed almost solely as training approaches.  They are typically implemented in schools and other institutions with training missions, which requires that student progress be tracked using formal assessments, which in turn requires that self-determination be broken down into teachable and assessable skill and knowledge components (Turnbull et al., 1996).  According to Mithaug (1996), one problem with this approach is that the perceptions, knowledge, and abilities comprising the process of self-determination are not easily deconstructed or task-analyzed, taught separately, and then reconstructed into the functional process of self-determination (p. 150).  Turnbull et al. (1996) criticize this unidimensional emphasis on individual skills for its lack of attention to addressing environmental barriers and collectivistic values like interdependence.

One result of the skills training approach appears to be inattention to other kinds of capital – notably social capital and financial capital – that are also often required for self-determination.  These kinds of capital are not easily enhanced by training individual students and are not readily assessed with written tests or other standard in-class measures.  

The importance of financial capital is reflected in the statements of teachers in our study that many or most of their students with EBD came from families lacking such capital, often leading to youth feeling they are constantly in survival mode and buffeted by forces beyond their control.  Lack of financial capital obviously limited their range of choices for anything that costs money, from hobbies to further education.  Opportunities to enact self-determination were clearly constrained for such students.  Of course, schools themselves typically face financial constraints and cannot be expected to deal with the economic hardships of the families they serve.

Social capital has been defined as any resource that inheres in relationships between individuals that helps them produce or achieve some goal (Kanazawa & Savage, 2009, p. 873).  Leake (i.p.) suggested that self-determination almost always depends on social capital even in highly individualistic cultures, since achieving self-determined goals is likely to require social capital inputs from other people such as introductions to key people, information about opportunities, help with tasks, coordination of efforts, emotional support, and so on. In a similar vein, Sprague and Hayes (2000) argued that, The reason some of us are self-determined is that we are in interpersonal and social structural relationships that empower us (p. 681).

The issue of social capital is particularly salient for students with EBD because they tend to have difficulty establishing and maintaining relationships with both peers and adults (Kauffman, Bantz, & McCullough, 2002), as was indeed often reported by our participating teachers regarding their students with EBD.  In addition, children typically benefit from the social capital accumulated by their families (Coleman, 1998; Harper, 2001), but some of the students came from families with very little social capital due to the effects of parental substance abuse, mental illness, or imprisonment.  

Lack of human, financial, cultural and/or social capital can be obstacles to self-determination for anyone.  Inherent in the self view of self-determination described above is the idea that individuals can reach their dreams through sheer determination and hard work.  From this perspective, the obvious prescription for people in need is to help them enhance their personal human and cultural capital by training them to gain relevant attitudes, skills, and knowledge.  It is expected that they can then seek success by building their own social and financial capital on their own initiative.  Such an approach, however, may not be sufficient to produce enhanced self-determination and improved outcomes for many students with EBD because their conditions might well preclude a steady emotional commitment to achieve normative goals and prevent the establishment and maintenance of essential social relationships that yield social capital.

With regard to the social problems so often faced by students with EBD, a commonly recommended solution from the standard skills training perspective is to provide training in social skills.  Unfortunately, most meta-analyses of research indicate that such training for students with EBD tends to generate only small gains, if any, in social skills that generalize to real-world settings (Gresham, Sugai, & Horner, 2001; Quinn, Kavale, Mathur, Rutherford, & Forness, 1999), although a recent meta-analysis found significantly greater improvements for youth receiving training compared to controls (Cook et al., 2008).  Social skills training might be critiqued on the same basis as vocational skills training in segregated settings for people with significant disabilities often has been:  their progress in mastering skills may be so incremental that they may never be judged ready for competitive employment, so supported employment is a more appropriate intervention (Wehman & Moon, 1988).  Similarly, social skills training for many students with EBD may not lead to enhanced social relationships, so approaches that might be termed supported friendships might be more effective.  

A substantial body of research confirms that people who are strongly socially connected are indeed more likely to achieve their goals and be housed, healthy, hired and happy than those who are not (Woolcock, 2001, p. 12), but viewing relationships in terms of the social capital they potentially provide has only recently begun to emerge in the literature.  For example, a recent special issue of the Journal of Vocational Rehabilitation promoted the development of social capital to support people with significant cognitive disabilities to achieve their employment goals, with several of the articles describing how particular organizations have used the social capital construct to revamp their policies and practices (Flaherty, 2008; Parris & Granger, 2008; Zimmerman, 2008).  Interventions aimed at building social capital have also been promoted to support the recovery of adults with psychiatric disorders (Cullen & Whiteford, 2001; Whitley & McKenzie, 2005).  Special educators and other school personnel should also consider adopting a social capital perspective for students with EBD.  The use of such a perspective often leads to an expansion of thinking about service provision, from a focus on changing individuals through interventions in the classroom or clinic to more directly promoting development of positive and enduring social relationships in natural settings (Onken, Craig, Ridgway, Ralph, & Cook, 2007).

Social capital has been variously conceived as a property of individuals, of families, of neighborhoods, of nations, or of a combination, and these levels each require different approaches for building social capital (Aldridge, Halpern, & Fitzpatrick, 2002).  Some practices that show promise at the individual student and school levels include mentoring by adults or peers (Aldridge et al., 2002); the circle of friends or circle of support approach of person-centered planning (Cotton et al., 1992; Mount, 1997); and school-wide interventions promoting mutual respect and acceptance, such as the effective behavioral supports approach (Todd, Horner, Sugai, & Sprague, 1999).

Practices that might be used to support students to gain social capital must, of course, be culturally competent if they are to be as effective as possible for the greatest number of students.  The individualistic-collectivistic attributes of a particular sociocultural setting strongly influence how social relationships are typically enacted and the social capital that results (Allik & Realo, 2004).  For example, members of collectivistic cultures tend to put more energy than those in individualistic cultures into establishing interdependent relationships maintained through exchanges of food, services, and so on.  The most significant of these interdependent relationships are generally with relatives, whereas in individualistic cultures people are more likely to also actively seek and develop close relationships with others from outside their natal families and neighborhoods (Triandis, 1995).  A good example of the collectivistic orientation is traditional Latino familism – a term chosen because the extended, multi-generational family is central to all aspects of social organization and is also the primary source of supports for its members, who in turn are expected to give priority to mutually supporting each other (Gutierrez, 1995; Zuniga, 1998).  For youth who grow up in this kind of sociocultural setting, having good self-oriented skills may be relatively less important than other-oriented skills that strengthen interpersonal relationships that potentially yield social capital.  Examples of such other-oriented skills include being able to work as part of a team, perceiving and responding appropriately to the emotional status of others, understanding one’s roles in the group, and jointly developing group goals (Ewalt & Mokuau, 1995; Yamauchi, 1998).

Conclusion

Analysis of focus group transcripts showed that teacher understandings about self-determination tend to cohere into two basic orientations that roughly reflect the contrast between individualism (the self view) and collectivism (the others view).  Teachers of both orientations generally agreed that their students with EBD lacked the self-oriented skills (self-regulation, self-awareness, self-reinforcement, setting realistic goals, etc.) needed for self-determination.  In addition to these presumably teachable skills, the teachers also identified obstacles to self-determination that were generally related to the low socioeconomic status of most of their students with EBD.  These obstacles can be understood in terms of a lack of various kinds of capital that people typically need to reach their self-determined goals.  Our discussion focused primarily on social capital because it is something that schools and individual teachers can reasonably support their students to gain.  Such efforts require cultural competence since the social relationships that yield social capital are enacted differently in individualistic and collectivistic contexts. 
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There is an increase in the number of students with disabilities in higher education. This study examined changes in faculty knowledge, attitudes and willingness to make accommodations for these students in teacher training colleges in Israel. Two samples of faculty members were studied.  One study was conducted in 1996/7 and the second ten years later. Faculty responded to a questionnaire about knowledge, attitudes and adaptations.  Data revealed some differences in the background variables. Faculty in the later study reported more knowledge and contact with the office of support services for students with disabilities.  No significant group differences were found in faculty willingness to provide instructional, technological and testing adaptations.  Attitudes toward students with disabilities in teacher education were positive in both studies, although faculty in the 2006/7 study was more stringent in their admission requirements.  Background variables including personal contact with persons with disabilities, training in disabilities, academic rank and area of teaching were related to attitudes and willingness to provide adaptations in the 2006/7 study. A discussion of practical and research implications is provided. 
The proportion of students with documented disabilities in institutions of higher education, in particular students with learning disabilities, is increasing in many countries around the world. In the United States the number of students with disabilities has grown almost four times since three decades ago, when it was estimated at 2.3%. Today the estimated proportion of these students in all years of undergraduate education represents approximately 9% of the total college population (Burgstahler & Doe, 2006; Henderson, 2001; Skinner, 2004; Vogel, Holt, Silgar, & Leake, 2008). Similarly Increases in the number of students with disabilities have also been reported in Canada (Laucius, 2008), Australia (Ryan, 2007) the U.K, especially among students with dyslexia (Pumfrey, 2008), and other European countries (Powell, Felkandorff, & Hollenweger, 2008).  In Israel, Margalit, Breznitz, & Aharoni (1998) reported that between 1.5%-3% of students in higher education have learning disabilities. Similarly, Him-Yunis & Friedman (2002) reported an average of 2.8% of students with learning disabilitiesin their study of 34 institutions. Sharoni & Vogel (2004) found that 8.5 % of students who took the standardized entry examination required by teacher education colleges were students with certified learning disabilities. Increases are also reported for students with sensory impairments. 

The increase in the number of students with disabilities in higher education has been explained by several factors. Special education legislation has resulted in the placement of young pupils with disabilities in general classrooms.  Many of these pupils graduate from high school and aspire to enter higher education (Finkelstein, 2005; Rath & Royer, 2002). A second factor is the civil rights legislation that has been passed with the goal of preventing discrimination against individuals with disabilities. Section 504 of the rehabilitation Act of 1973 and the Americans with Disabilities Act (ADA) of 1990  in the United States, the Equal Rights of People with Disabilities Law (1998) in Israel (Feldman, 2007), and the Disability Discrimination Act (DDA) (1995) in England (Marshall, 2008) are examples of such legislation.  In Israel, a recent law entitled the Rights of Students with Learning Disabilities in Post secondary Institutions (Ministry of Justice, 2008) deals directly with discrimination in institutions of higher learning. 

Economic factors have also contributed to the increase in enrollment of students with disabilities. Colleges and universities have been under pressure to expand their recruiting efforts because the pool of eligible students has been shrinking. This has led to the active recruitment of students with disabilities as a source of revenue for these institutions (Sweener, Kundert, May, & Quinn, 2002). Other factors include the increased use of computer and compensatory technology (Raskind & Higgins, 2003), the increased physical accessibility of campuses, and the establishment of offices of support services for students with disabilities (Finkelstein, 2005; Rath & Royer, 2002). Several researchers have noted that critical factors for the success of students with disabilities include faculty knowledge, attitudes and willingness to provide reasonable academic modifications and accommodations (Burgstahler, 2005a; Dona & Edmister, 2001; Leyser, Vogel, Brulle, & Wyland, 1998; Scott & Gregg, 2000; Skinner, 2004; Vogel, et al., 2008). The literature reports a growing number of studies that have focused on attitudes and perspectives of faculty regarding students with disabilities and their willingness to provide requested accommodations. Several reported that faculty hold non-supportive attitudes (Houck, Asselin, Troutman, & Arrington, 1992, Minner & Prater, 1984) and that students perceive that faculty often are lacking sensitivity and awareness of their needs and report a sense of intimidation and rejection (Hill, 1996; Wilson, Getzel, & Brown, 2000; Kruth & Mellard, 2006). Reports also indicated that the faculty are especially skeptical and mistrusting of students with non-visible disabilities such as students with learning disabilities, an attention deficit hyperactivity disorder, and psychiatric disabilities (Beilke & Yssel, 1999; Jensen, McCrary, Krampe, & Cooper, 2004). Many other studies, however, reveal that faculty hold positive attitudes toward students with disabilities and are willing to provide teaching and examination accommodations (Bigaj, Show, & McGuire, 1999; Leyser, 1989; Leyser et al., 1998; Nelson, Dodd, & Smith, 1990; Norton, 1997; Vasek, 2005; Vogel, Leyser, Burgstahler, Sligar, & Zecker, 2006; Vogel et al., 2008). Despite the willingness to provide accommodations reported in these studies, findings also indicated that there were certain accommodations that the faculty were less willing to make. These included overlooking spelling errors, incorrect punctuation and poor grammar, permitting substitutions for required courses, providing copies of lecture notes and giving extra credit assignments (Leyser et al., 1998; Nelson et al., 1990; Sweener et al., 2002). These studies suggest that faculty are less comfortable in providing accommodations they perceive will lower course standards or give an unfair advantage to some students, yet are willing to implement accommodations that are easy to provide, require little extra time and which facilitate the integration of students into the planned course activities (Burgstahler, 2005a; Bigaj et al., 1999).

Other studies examined faculty familiarity with legislation as well as their knowledge about disabilities and their personal experience with students with disabilities. Many reported limited familiarity with disability laws, limited contact with campus support services and limited experience in teaching students with disabilities (Baggett, 1994; Burgstahler & Doe, 2006; Leyser et al., 1998; Leyser, Vogel, Wyland, Brulle, Sharoni, & Vogel, 2003; Vasek, 2005; Vogel et al., 2008).

The literature reports several demographic variables that impact faculty attitudes and willingness to make accommodations. Although results are sometimes inconsistent, data seems to suggest the impact of the following background variables: 

(a) Gender - Female faculty express more positive attitudes toward individuals with disabilities (Baggett, 1994; Sharoni & Vogel, 1998) and are more willing to provide accommodations (Bigaj et al., 1999; Leyser et al., 2003) than male faculty.

(b) Teaching experience – Faculty with more experience teaching students with disabilities have more positive attitudes and are more comfortable allowing accommodations than are those with less experience (Fichten, Amsel, Bourdon & Creti, 1988; Leyser et al., 2003; Satcher, 1992).

(c) Training and participation in staff development – Faculty with more training and information about disabilities hold more positive views, and are more willing to make accommodations than those with less training (Bigaj et al., 1999; Leyser,1989).

(d) Academic rank –Instructors who do not have a doctorate are more willing to provide several of teaching accommodations than their colleagues with a doctorate (Leyser et al., 2003; Vogel, Leyser, Brulle, & Wyland, 1999).

(e) Academic discipline –Faculty in the College of Education are more willing to provide accommodations than faculty in other colleges (Nelson et al., 1990; Vasek, 2005; Vogel et al., 1999).

Questions as to whether or not students with disabilities and, in particular, students with learning disabilities should be encouraged to enter programs leading to teacher certification, and whether or not they can  be successful as teachers, have been discussed in several publications (Brulle, Leyser, Vogel, & Wyland, 1998; Wertheim, Vogel, & Brulle, 1998; Williams, 1998). Such a discussion is especially timely now with the growing pressure to better ensure teacher quality. Many countries and professional organizations have developed more rigorous standards for the preparation of teachers, with regard to knowledge (i.e., subject matter, content), instructional skills and strategies, as well as dispositions toward all students (Friend & Bursuck, 2009). 
In Israel, a study about faculty attitudes, knowledge and willingness to provide accommodations for students with disabilities in a teacher training college, was conducted in 1996/97 by Sharoni & Vogel (1998). A second study, ten years later in 2006/7 by Leyser and Greenberger (2008) examined faculty attitudes and practices in seven teacher training colleges in Israel.  

The similarities in the questionnaires utilized in the 1997 and 2007 studies afforded the opportunity to examine changes in faculty attitudes and practices that occurred over the course of a decade. Findings of the 2006/7 study were compared to those reported in the study conducted in 1996/7. Specifically, the questions asked were whether changes occurred in the following areas: 

1) faculty familiarity, knowledge and teaching experience with students with disabilities, 

2) faculty willingness to provide instructional, technological and examination accommodations, 

3) faculty attitudes toward students with disabilities in teacher education, and 

4) their reported needs for training. An additional goal was to examine and compare the impact of selected demographic variables such as gender, experience, training, and rank on attitudes and willingness to provide accommodations. 

Background

In Israel, teacher training takes place in both teacher education colleges and universities. The colleges prepare and certify teacher to work in kindergartens through junior high school, while universities prepare teachers to work in high schools. There are 28 teacher training colleges throughout the country. These colleges are now four-year academic institutions offering a B.Ed degree and a teaching certificate. Faculty are expected to hold a doctorate degree. All colleges offer a similar core curriculum and field experiences which are mandated by the National Council of Higher Education. The colleges serve different sectors of the population such as the Jewish sector (secular state and religious schools) and the Arab sector. 
Participants

In the 1996/7 study (Sharoni & Vogel, 1998) 400 questionnaires were distributed to faculty at B.B Teacher Training College. The response rate was 30% (116 questionnaires).  B.B is one of the largest teacher training colleges in Israel, and is located near the center of the country. 

In the 2006/7 study, 500 questionnaires were distributed to faculty in seven teacher training colleges. Four of these institutions (including B.B College) prepare teachers for teaching in the public Jewish schools (one in the area of physical education), one prepares teachers for the Jewish religious schools and two prepare teachers for teaching in the Arab sector. A total of 188 questionnaires were received (37.6%). Thirty-seven of the questionnaires (17%) returned were from B.B. College. The questionnaires in both studies were distributed in faculty mail boxes and respondents were asked to return their completed questionnaire to a designated mail box. Demographic information of faculty in both studies is presented in Table 1 (next page). 

Instruments

The earlier 1996/7 study utilized a survey entitled A Faculty Survey on Students with Disabilities (Leyser, 1989; Leyser, Vogel, Brulle, & Wyland, 1998) which was translated from English into Hebrew and adapted to respondents in Israeli colleges. The scale was composed of 49 items. The instrument was composed of five parts: 1). background information (8 items), 2). faculty contact and knowledge regarding individuals with disabilities (11 items), 3.) willingness to provide specific accommodations (no ratings of actual provision were included) (19 items), 4.) attitudes toward teacher certification candidates with learning disabilities and fairness questions (10 items), and 5.) faculty needs for training (one multiple choice item). The questionnaire was composed of 4 point Likert-type scales (1= low level of support or willingness to accommodate and 4= high level of support or willingness to accommodate). Several multiple-choice items and open-ended questions regarding other posted accommodations that faculty made and their recommendations were included as well. 
In the 2006/7 study most of the items included in the questionnaire administered in the earlier study were retained. The instrument title was A Questionnaire of College Faculty Attitudes towards Students with Learning Disabilities and Physical and Sensory Disabilities. The earlier instrument was modified by adding and deleting several items based on a later edition of the original English version of the questionnaire (Vogel et al., 1999; 2006). The instrument included 47 items, divided again into five parts. These parts are: 1.) background information (7 items), 2.) contact and knowledge regarding individual with disabilities (12 items), 3.) willingness to provide and actual provision of accommodations and fairness questions (22 items), 4.) attitudes toward teacher certification candidates with disabilities (5 items) and 5.)faculty needs for training (one multiple-choice item). The last part of the questionnaire included an open-ended question which asked for faculty suggestions and comments. The Cronbach alpha coefficient reliability for these parts ranged from .73 to .91. In this questionnaire items were presented on a 6 point Likert-type scale (1-not at all or do not agree, 6= to a very large extent, or strongly agree)Statistical analyses were performed only on items that appeared in both the original and the follow-up studies. In order to make these comparisons, ratings on the four point Likert-type scale (from the 1996/7 study) were converted to a six point scale (the scale that was used in 2006/7 study), utilizing a mathematical formula1 suggested by statistician A. Aczel (2005). 
The statistical analysis utilized t-tests to compare the mean scores of faculty responses to the scale items in the two studies. Non parametric chi-square tests were applied to the categorical data. 

Table 1:

Faculty Demographic characteristics
	Study 2006/7

(N=188)
	Study 1996/7

(N=116)
	Item



	%
	N
	%
	N
	

	Background Variables                                                                                 

	
	
	
	
	Gender

	69.9
	128
	74.3
	84
	Female

	30.1
	55
	25.7
	29
	Male

	Academic Degree 

	54.6
	100
	31.9
	36
	Doctoral

	42.6
	78
	66.4
	75
	M.A

	2.2
	4
	1.8
	2
	B.A (BEd)

	Rank*

	28.0
	51
	-
	-
	Teacher

	57.1
	104
	-
	-
	Lecturer

	12.6
	23
	-
	-
	Senior Lecturer

	2.2
	4
	-
	-
	Professor

	Age Group

	7.6
	14
	8.1
	9
	25-35 

	19.5
	36
	36.9
	41
	           36-45 

	37.8
	70
	41.5
	65
	           46-55

	34.1
	63
	13.5
	15
	           56 +

	Years College Teaching

	9.8
	18
	32.7
	36
	           1-5

	25.5
	47
	21.8
	24
	           6-10 

	20.1
	37
	19.1
	19
	           11-15 

	44.6
	82
	26.4
	29
	           16+

	% Time

	53.5
	99
	75.2
	79
	Full Time (over 50%)

	46.5
	86
	24.8
	26
	Part Time (less than 50%)

	Discipline** 

	18.4
	33
	-
	-
	Special Education

	
	
	
	
	Sciences

	17.3
	31
	-
	-
	Social Sciences

	31.3
	56
	-
	-
	Education/Psychology

	21.8
	39
	-
	-
	Physical Education 

	11.2
	20
	-
	-
	Faculty Supervision

	38.9
	68
	-
	-
	Yes

	61.1
	107
	-
	-
	No


*No data reported,   **No specific disciplines reported 

Results 

Demographic data 

Demographic data on participating faculty in both studies are presented in Table 1 (previous page).

Statistical tests revealed that faculty in the 2006/7 study were older than faculty in the earlier study (χ22=21.36 p< .001). Faculty in the later study had more years of teaching experience (χ23=26.56 p< .001) and had a higher academic degree (doctorate) (χ21=14.95 p< .001), when compared to their counterparts in the earlier study. Also, significantly fewer faculty in the second study, were employed on a full time basis (χ21= 13.34 p< .001). As can be seen, there were slightly more male faculty in the second study, although the difference was not statistically significant.  

The demographic data in the 2006/7 study contained some information not available in the older study. Most faculty were at the rank of teacher or lecturer. The respondents represented several disciplines including education, special education, the humanities and the natural and social sciences 

Contact, Familiarity, Knowledge and Training in Disabilities 

A large percentage of faculty in both the 1996/7 study (51.3%) and in the 2006/7study (57.0%) reported having personal contact with individuals with disabilities. Mean scores were (M=3.62 SD=1.69), in the 1996/7 study, and (M=3.84 SD=1.76) in the 2006/7 study.  Respondents in the earlier study reported contact with an immediate family member slightly more frequently than in the later study (30.2% as compared to 27.1%). Contact with an extended family member was 12.9 % as compared to 12.8% in the 2007 study. Contact with a co-worker was 7.8% as compared to 14.4% and contact with a friend with disabilities was 10.3% as compared to 24.5% in the 2006/7 study. 

The percentage of faculty reporting that they taught students with learning disabilities was 60.3% in the first 1997 study as compared to 78.2% in the 2006/7 study. The percentage who encountered, students with attention deficit disorder (ADD) rose from 10.3% to 42.6%. The percentage who taught students with physical disabilities increased from 19.8% to 33%, the percentage who reported that they taught students with hearing impairments grew from 19.0% to 35.1%, students with visual impairments increased from 13.8% to 16%, students with psychiatric illness grew from 6.9% to 9% and students with chronic health impairments, 13.8% compared to 13.8%. As can be seen, there was an increase in the percentage of students with all types of disabilities in the 2006/7 study, especially of students with learning disabilities, students with attention deficit disorder, students with hearing impairments and physical disabilities.

Table 2:

Faculty Contact, Knowledge and Training (Means, SD's and t tests)

	
	Study 2006/7

(N=188)
	Study 1996/7

(N=116)
	                             Item 

	t
	SD
	M
	N
	SD
	M
	N
	

	0.04
	1.66
	3.99
	175
	1.93
	3.90
	95
	1. Students discussed and requested accommodations

	4.25a

	1.05
	5.35
	179
	1.61
	4.65
	87
	2. I am willing  to respond to student requests

	1.87b

	1.68
	3.77
	181
	1.78
	3.38
	110
	3. I have knowledge and skills  to make accommodations 

	9.99a
	1.53
	4.49
	170
	1.76
	2.39
	90
	4. I spend extra  time assisting these students 

	9.19a

	1.86
	4.26
	180
	1.70
	2.25
	109
	5. I am knowledgeable regarding  the office of special services (OSS)

	4.34a

	1.85
	2.46
	173
	1.25
	1.58
	107
	6. This year I had contact with OSS 

	0.58

	2.08
	2.98
	179
	2.09
	2.83
	103
	7. Training in the area of disabilities


a   p< .001,  b   p< .10
Table 2 shows that faculty in both studies reported that students with disabilities contacted them (Mean = 4.00) to request accommodations. No significant difference was found between the two groups on this item. In the 1997 study 57.9% of respondents reported that they were contacted often or very often as compared to 64.0% in 2006/7.  Significant group differences were observed on several items. More faculty in the 2006/7 study reported that they were willing to provide requested accommodations (t264=4.25 p< .001) and that they had the necessary knowledge and skills to make accommodations (t289=1.87 p<.10). More faculty in the second study were willing to spend extra time helping students with disabilities (t258=9.99 p<. 001). Significant differences were found in connection with the support centers.  Although faculty in both studies had limited contact with support center providers, more faculty in the 2006/7 study reported being knowledgeable about these centers (t287=9.19 p< .001) and communicating with support service providers (t278=4.34 p< .001). No significant group differences were found on the question regarding the amount of training faculty had in the area of disabilities and faculty in both studies reported that they had limited training this area. Over half of respondents reported very limited training, while only 23.3% in the 1996/7 study and 32.4% of faculty in the 2006/7 study reported much or very much training.

Willingness to provide accommodations 

Table 3 shows responses to the questions regarding faculty willingness to provide specific accommodations for students with disabilities.

Table 3: 

Willingness to provide accommodations (Means, SD's and t tests) 

	Item
	Study 1996/7
(N=116)
	Study 2006/7
(N=188)
	

	
	N
	M
	SD
	N
	M
	SD
	t

	Instructional  accommodations

	1.Copy of lecture outline
	103
	3.37
	2.07
	181
	4.88
	1.60
	6.85 a

	2.Copy of the overhead
	100
	5.16
	1.67
	172
	5.24
	1.41
	0.42

	3.Clarify/review assignments
	103
	5.66
	0.69
	180
	5.61
	0.85
	0.71

	4.Comments on drafts of papers
	104
	5.65
	1.02
	175
	5.43
	107
	1.69 d

	5.Complete assignments of papers in alternative  formats
	103
	5.51
	1.15
	181
	5.31
	1.20
	1.37

	        Total Score
	103
	5.08
	1.32
	172
	5.29
	1.23
	1.33

	Technological accommodations

	1.Use of word processor
	99
	5.75
	1.01
	174
	5.70
	0.83
	0.44

	2.Use of electronic spell checker
	98
	5.64
	1.05
	171
	5.67
	.87
	0.25

	3.Use of calculator
	94
	5.73
	0.88
	157
	5.71
	0.84
	0.18

	4.Tape recording of lecture
	104
	5.76
	0.97
	178
	5.76
	0.69
	0.00

	Total score
	99
	5.72
	0.98
	170
	5.71
	0.81
	0.09

	Examination accommodations

	1.Assist in preparing for exam
	102
	4.72
	1.41
	175
	5.18
	1.21
	2.87b

	2.Allow additional time to complete exam
	101
	5.90
	0.61
	170
	5.81
	0.63
	-1.15

	3. Allow exam to be proctored at another  

           location
	99
	5.63
	1.05
	169
	5.63
	1.00
	0.00

	4. Alternative format of exam
	94
	4.72
	1.65
	165
	4.98
	1.47
	1.31

	5. Allow a taped version that has been pre- 

    recorded
	98
	5.42
	1.35
	161
	5.11
	1.54
	-1.60

	6. Allow oral or tape recorded responses
	96
	5.49
	1.18
	166
	5.41
	1.07
	-0.56

	7. Consider the process  as well as the final    

     solution
	105
	4.92
	1.32
	166
	5.30
	1.19
	2.45 c

	Total score
	99
	5.25
	1.22
	167
	5.35
	1.16
	0.66


a   p< .001   b   p< .01   c    p< .05   d    p< .10

As can be seen, faculty in both studies expressed strong willingness (high mean scores) to provide teaching adaptations, technological adaptations (allow the use of basic technology by students) and testing accommodations. The comparison of the total mean scores for each of these three categories of accommodations, revealed no significant differences between the groups for willingness to provide teaching accommodations (t273=1.33, n.s.) technological accommodations (t217=0.09, n.s.) and testing accommodations (t270=0.66, n.s.). Findings however, revealed a few significant group differences on specific items. Faculty in the 2006/7 study expressed more willingness to provide students with a copy of the lecture outline (t287=6.85 p< .001), assist in preparing for tests (t 270=2.87 p< .01), and consider the process as well as the final solution when grading exams (t267=2.45 p< .05). On the other hand faculty in the 1996/7 study expressed more willingness to provide assistance in preparing drafts of papers. This response however, was only marginally significant (t277=-1.69 p<.10). Faculty in both groups were less willing to provide certain accommodations in comparison to others, such as providing students with a copy of the lecture outline and providing an alternative format for exams.

Perception of Fairness of accommodations

As can be seen in Table 4, faculty in both studies perceived the instructional and the examination accommodations for students with disabilities as being fair to other students (mean scores were high). However, the mean scores of the faculty in the 1996/7 study were significantly higher than those of the faculty in the 2006/7 study (t283= - 4.48 p< .001) and (t275=-4.30 p< .001) respectively. On the other hand, faculty in the 2006/7 study perceived the accommodations as being significantly more effective in facilitating the academic achievement of students with disabilities, when compared to faculty in the earlier study (t191=4.55 p< .001).

Table 4: 

Perception of fairness and effectiveness of accommodations (Means, SD's and t tests)
	Item
	Study 1996/7

(N=116)
	Study 2006/7

(N=188)
	

	
	N
	M
	SD
	N
	M
	SD
	t

	1.Instructional accommodations are not  unfair
	107
	5.61
	0.87
	178
	5.04
	1.13
	4.48a 

	2. Examination accommodations are not unfair   
	105
	5.45
	0.97
	172
	4.83
	1.27
	 4.30a

	3. Accommodations improved success rate 
	66
	3.70
	1.88
	127
	4.66
	1.05
	 4.55a


a   p< .001

Attitudes toward students with disabilities in teacher education programs

Table 5 presents responses to the questions exploring attitudes toward students with disabilities who opt for teaching as a career choice.

Table 5: 

Attitudes toward students in Teacher Education (Means, SD's and t tests)
	Item
	Study 1996/7

(N=116)
	Study 2006/7

(N=188)
	

	
	N
	M
	SD
	N
	M
	SD
	t

	1.Demonstration competencies in ways  other than standardized tests
	96
	4.57
	1.55
	169
	5.17
	1.22
	 3.48a

	2. Minimum great point average maybe lowered
	92
	4.12
	1.67
	164
	2.96
	1.70
	-5.27a 


	       3.Assignments given early field experience
	101
	5.24
	1.30
	167
	4.83
	1.33
	-2.47b


	4.Allow assistive technology in field 

  experiences
	97
	5.64
	1.06
	169
	5.32
	1.18
	-2.21c 

	5.Teachers with disabilities may be  

  as effective
	90
	4.85
	1.48
	166
	4.96
	1.35
	 0.60 


a   p< .00         b   p< .01            c    p< .05

As can be seen, faculty in the 2006/7 study were more supportive of the option of allowing students with disabilities who enter teacher education programs to demonstrate their competencies in ways other than standardized tests (t263=3.48 p< .001).  However, faculty in the 1996/7 study were more supportive of the idea of modifying the grade point average (GPA) required for entry into teacher education (t254=-5.27 p< .001). They also expressed more support for providing accommodations during clinical experiences. They supported making assignments available earlier (t266=-2.47 p< .01) and allowing students with disabilities to use assistive technology during clinical experiences (t264=-2.21 p< .05).

Faculty in both studies believed that individuals with disabilities may be as effective as teachers who do not have disabilities. Only about 10% in both studies expressed a negative view.

Faculty interest in disability related topics 

Table 6 presented the number (and percent) of faculty who were interested in obtaining training in selected topics on disabilities.

Table 6: 

Topics of interest

	                   Item
	Study 1996/7

(N=116)
	Study 2006/7

(N=188)
	

	
	N
	%
	N
	
	%

	1.Information about disabilities
	61
	52.6
	55
	
	29.3

	2.Legal mandates
	20
	17.2
	55
	
	29.3

	3 .Instructional accommodations
	57
	49.1
	88
	
	46.8

	4.Examination accommodations
	34
	29.3
	45
	
	23.9

	5.Disability programs and services on campus
	57
	49.1
	79
	
	42.0


As can be seen, faculty in the earlier study expressed more interest in receiving more background information about disabilities than did faculty in the later study. The difference between the groups was statistically significant (χ21=15.91 p< .001). On the other hand, faculty in the later study wanted more information about legal mandates. This difference was statistically significant (χ21 =5.57 p< .02) as well. No differences were noted in faculty interest in the other three topics (examination accommodations, Instructional accommodations and disability programs and services on campus). 

Factors impacting attitudes and willingness to make accommodations

Data in the 1996/7 study revealed that years of teaching experience were related to attitudes toward students with disabilities, namely faculty with less than five years of experience expressed more positive attitudes compared to those with five and more years of experience. Another factor related to attitudes was gender. Women expressed more positive attitudes than men. No other relationships between background variables, attitudes and willingness to make accommodations were found. 

In the 2006/7 study, years of experience were not found to be related to the two dependent variables. Gender, once again, was found to be related to willingness to make accommodations, with women expressing more willingness to make instructional and examination accommodations. In addition, several other demographic variables were associated with attitudes and willingness to make accommodations. These are briefly presented here (for a detailed description and statistical analysis see Leyser & Greenberger, 2008).  

Personal contact with individual with disabilities

Faculty with extensive personal contact with individuals with disabilities expressed more willingness to provide instructional, technological and examination accommodations and expressed more positive attitudes toward students with disabilities in teacher training programs compared to those with limited contact. 

Training in the area of disabilities

Faculty with much or very much training in the area of disabilities was more willing to provide instructional, technological and examination accommodations than faculty with no or little training. They also reported actually providing significantly more instructional accommodations.  

Academic discipline

Faculty in special education and the humanities were more willing to provide instructional accommodations than faculty in the social sciences. The latter were more willing to provide technological accommodations than the faculty in education.

Academic degree and rank 

Faculty who did not have doctoral degree (those with a bachelor or masters’ degree) expressed more positive attitudes toward students with disabilities in teacher education and reported more training and skills for making accommodations compared to faculty with doctoral degrees. Faculty at a lower rank- teachers and lecturers as compared to faculty at a higher rank- senior lecturers and professors reported significantly, more training in the area of disabilities.

Analysis of data related to B.B faculty

We conducted two additional analyses on the data for faculty of B.B as a subgroup (N=37) of the later study. First, we compared their responses to those of their peers studied earlier in 1996/7. These analyses yielded very similar results as those reported for the comparison of the total sample of 2006/7 with the 1996/7 group. On those few items where differences were found, they were not statistically significant and they followed the same trend as did changes in the larger sample.

The second comparison compared the responses of B.B. faculty in the 2006/7 study to those of their cohorts from the other six institutions in the study. This was done in order to ascertain whether this group was in any way different from the total sample studied. Findings revealed that a somewhat higher percentage of B.B faculty were older, had doctoral degrees and reported that they taught more students with learning disabilities, hearing impairments and psychiatric illness than the other respondents. However, no significant differences were found on items regarding faculty willingness to make accommodations, fairness items and attitudes except on one item. Faculty at B.B. was less supportive of allowing students to enroll in teacher education by demonstrating their skills in ways other than by standardized tests.

Discussion
The purpose of this article was to examine changes in faculty knowledge, willingness to provide accommodations for students with disabilities in teacher education and attitudes over a ten year span. The data from a study in 1996/7 at one teacher training college (B.B) was compared to data collected from seven colleges in 2006/7, including B.B College.

Data presented revealed several differences in the demographic characteristics of faculty over the years. The proportion of faculty with doctoral degrees has grown, reflecting the growing demand for academization in teacher training colleges in Israel (see background section). The data is also an indication of the impact of economic hardships and policies which have resulted in a reduction in the recruitment of new faculty members. This has led to an increase in the number of older faculty, with more years of experience and of more faculty being employed on a part-time basis.  

Data from the 2006/7 study revealed an increase in the number of students with disabilities, as reported by faculty, over the ten year span. The increase was noted in particular in the number of students with learning disabilities and attention difficult disorder (ADD) and also of students with sensory impairments. Although many faculty, particularly in the 2006/7 study, reported that students with disabilities discussed their needs for accommodations, more than one third reported that students did not contact them at all, or that they were contacted only by a few students. It seems that a large number of students with disabilities were still reluctant to approach their instructors, probably because they were uncertain about attitudes toward them or were not sure whether faculty members had the knowledge and skills to make accommodations. They may have also been concerned about their privacy (Burgstahler & Doe, 2006).

Several significant differences were noted between faculty members in the 1996/7 and the 2006/7 studies. More faculty in the later study expressed willingness to respond to student requested accommodations, spend more time assisting students with disabilities, and had the necessary knowledge and skills to make accommodations. Nonetheless, about one fourth of the faculty in 1996/7 and one third of the faculty in the 2006/7 reported not having this knowledge. Faculties in the 2006/7 study were more knowledgeable regarding the office for support services (OSS) and had more frequent communication with service providers. Nonetheless, in both studies, contact with the OSS was limited (about 50% reported no knowledge or limited knowledge of the OSS). It seems that the directors of OSS and their staff members spend most of their time in providing direct assistance to students (i.e. offering counseling sessions, tutoring, peer support groups, strategy training workshops), but are much less involved in faculty awareness training, professional development activities and one to one meetings with faculty. Other investigations have also found that faculty members have limited knowledge and contact with OSS (Burgstahler, 2005a; Leyser et al., 1998; Vogel et al., 2006).

Faculty in both studies expressed a high degree of willingness to provide a variety of specific instructional, technological and examination accommodations. This finding is corroborated by data from other studies (Houck et al., 1992; Leyser et al., 1998; Sweener et al, 2002; Vogel et al., 2006). There were however some significant differences between faculty in the two studies. Faculty in the later study expressed more willingness to provide students with lecture outlines assist them in preparing for exams and to consider the process as well as the final solution when grading exams. 

Contrary to our expectations, although ten years had passed between the two studies, no significant differences were found in faculty willingness to provide accommodations as indicated by the total scores for willingness to provide instructional, technological and examination accommodations. This perhaps is due to the high level of willingness to make accommodations that already existed in 1996/7. 

Examination of the mean scores of these three categories of accommodations revealed that faculty expressed a higher level of willingness to provide technological accommodations as compared to instructional and examination accommodations. The technological accommodations examined here, namely, allowing students to use several low level technologies, do not require investment of effort or of time by faculty as compared to instructional and examination accommodations. Furthermore, technologies such as tape recorders, calculators, word processors and electronic spell checkers, are widely used and accepted (Vogel et al., 2006).

Faculty in the later study expressed more concern than faculty in the earlier study regarding the fairness of accommodations for students with disabilities vis a vis students without disabilities. This response reflects a conflict they have between their expressed willingness to provide accommodations, and their uncertainty as to whether they are being fair to other students. Faculty seems also to be uncertain and conflicted on several other issues. For example, they were opposed to lowering the required grade point average (GPA) for students with disabilities who are entering teacher education and were not supportive of the idea that during clinical experiences these students should be provided with assignments early in order to allow extra time to complete them, or to allow the use assistive technology. On the other hand they were supportive of allowing students with disabilities to demonstrate competencies in ways other than standardized tests when they enter teacher education. Furthermore, faculty gave strong support to the statement, that individuals with disabilities can be as effective on the job as teachers without disabilities. These inconsistencies can be explained by the fact that the faculty view themselves as gatekeepers who are  responsible for upholding academic standards (Jensen et al., 2004) and as a reaction to the growing demand by the Ministry of Education and the public for more stringent criteria for entry into teacher education on the one hand, while on the other hand they are  aware of the rights of students with disabilities to equal educational opportunities, This change underscores the importance of reassessing faculty attitudes periodically. 

Findings revealed that several demographic variables (mainly in the 2006/7 sample) were associated with willingness to make accommodations and/or attitudes. These included firsthand experience with individuals with disabilities and training in the area of disabilities.  Also, special education faculty who are trained in the field and committed to serving individuals with disabilities expressed more willingness to make accommodations. Finally, faculty at a lower rank (teachers as compared to senior lecturers/professors) and those with a lower academic degree (B.A and M.A as opposed to a Ph.D), reported more training in disabilities and reported more willingness to make accommodations. This faculty probably had fewer years of college teaching experience and was more recently exposed to information and pupils with disabilities as classroom teachers before entering a college teaching career. 

On the question of faculty interest in disability related training, findings revealed that less than 50% of respondents (in both studies) expressed interest in obtaining more information.  A comparison of the areas for which faculty did express interest was revealing. In the earlier study, there was interest in learning about disabilities, while in the later study more faculty expressed interest in legal mandates, probably because of the passage of recent legislation and the need to understand the implications for them and for their college. Two other topics, where both groups expressed a similar degree of interest were information about instructional accommodations and support services.

In summary, faculty attitudes and willingness to make accommodations have remained positive over the ten year span. There seems to be some impact of educational policy and the introduction of more stringent criteria for enrollment in teacher training programs on these attitudes. The continued lack of contact between OSS and faculty remains of some concern, as does the reluctance of students to approach faculty members to discuss their disabilities. 

This study has both practical and empirical implications. The findings revealed that many faculty members still report limited training in the area of disabilities, limited knowledge and skills for making accommodations and limited knowledge and contact with OSS. Furthermore, about half of them expressed interest in acquiring more disability related information. These findings demonstrate an obvious need for faculty development activities. Disability service directors and their staff have a major responsibility in the planning, coordination, implementation and evaluation of these activities. It needs to be reiterated that faculty members have very busy schedules: teaching, advising, conducting research, writing and serving on committees. Therefore, they may not have the time to participate in lengthy presentations or workshops. Furthermore, as several experts have noted, the design of faculty training programs should be tailored to the individual needs preferences, time limits, stages of professional development (younger vs. older faculty), as well as to the available resources of each institution (Burgsthaler, 2005b; Salzberg, Peterson, Debrand, Blair, Carsey, & Johnson, 2002). Conducting surveys of faculty in each institution will provide input about their needs, interests and preferences regarding training.

The authors recommend that this study be replicated in other institutions of higher education as an ongoing assessment of changes in faculty attitudes and practices especially following faculty development activities (Vogel et al., 2008). Ongoing assessment is also necessary to follow the impact of changes in educational policy and admission criteria that affect faculty attitudes.

Researchers may also use other procedures of data collection such as interviews with faculty, focus groups, analysis of syllabi and classroom materials and possibly observations. Data obtained from faculty could be corroborated by assessing student perspectives of their college classroom experiences in the same institutions. 

The study has several limitations. The first is related to possible differences between the two samples. The sample in the later study included faculty from seven colleges including a sub-sample of faculty from B.B College. The sample in the earlier study included only faculty from B.B. College.  Statistical analysis revealed however, that the responses of the subgroup of B.B faculty in the later study were very similar to those of their cohorts in the other colleges.

The second limitation is related to the instrument. The scale used in the later study was a modified version of the scale used earlier. It was modified based on several more recent scales, yet most items of the two scales were identical. As noted, only items included in both scales were analyzed. Despite these possible limitations the study has offered a unique picture of change and stability of faculty knowledge, practices and attitudes, a topic of inquiry not widely explored in previous studies.

Notes

1. The formula is standard mathematical tool for mapping one interval scale into another. By first subtracting one from all points on the original study scale of (1 to 4) we map it into a temporary scale whose left endpoint is zero. This is necessary in order to stretch the 4-scale into a 6-scale in a continuous manner (in the only way that is mathematically correct, technically we turn an interval scale into a ratio scale). Next we multiply the resulting scale by five and divide it by three so that its length (now zero to three) will continuously expand to length five (scale zero to five). Finally, we need to add back the one, turning a (0-5 scale) into the desired (1 to 6) interval scale.

The standard deviation of a linear function of random variable, X, where the function is Y=a + bX is equal to: SD(Y) =b (SD(X)). Since here b=5/3, SD(Y) = (5/3) SD(X). (Based on personal interview with prof. Amir Aczel statistician and author from Boston with the first writer, September 4, 2007 and March 26, 2010).
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Using data from the Educational Longitudinal Study of the National Center for Education Statistics, this article describes data concerning educational expectations and use of school counselors for students enrolled in special education. Participants included students enrolled in special education from urban, suburban, and rural settings. Chi Square analyses revealed students in special education were as likely to use the services of school counselors as other groups. However, they had a lower educational expectation when compared to mainstream students. Recommendations and implications for school counselors and other educators were included. 

In light of the current national focus of inclusion and education for all students due, in part, to the No Child Left Behind (2002) legislation, students enrolled in special education programs must be afforded the same opportunities for continued education beyond high school in order to enjoy the advantages of achieving postsecondary education. Reauthorization of the Individuals with Disabilities Education Act (2004) remains a signal of the United States federal government’s commitment to the postsecondary education and training of all individuals graduating from secondary schools. Postsecondary education has long been associated with upward mobility in the United States (Sewell & Houser, 1971) for its quality of life rewards in status and income. No longer is the promise of gainful employment and enrollment in postsecondary training something reserved for only the elite. Indeed, the future of the United States’ economy is predicated, in part, on utilizing a highly educated workforce to its fullest potential. Because higher education is one of the most salient predictors of status attainment in America, teachers, school counselors, students, parents, policymakers, and the public are concerned with what factors contribute to postsecondary educational attainment (Lee, Daniels, Puig, Newgent, & Nam, 2008). 

Background

Past research illustrates the fact that students who come from high socioeconomic backgrounds, intact families, involved schools, and who are motivated to succeed are most likely to remain in postsecondary education through degree achievement (Pong, 1998; Powell & Downey, 1997). Fewer than 40% of potential postsecondary students in the United States meet any combination of those characteristics for success, so mediating the gap for the majority of students in America is a crucial task for America’s secondary and postsecondary institutions of learning (Horn & Berger, 2004). While some states with many rural districts have developed comprehensive developmental guidance programs to alleviate educational problems, they still have lower graduation rates and students enrolling in postsecondary education when compared to districts in more affluent suburban areas (Bergin & Miller, 1990). Unable to mobilize large-scale programs due to budget and staffing constraints, one of the advantages rural districts enjoy is the ability to engage the whole community in school education improvement projects (Bareis & Pries, 1987). Due to the smaller number of school counselors available to offer services in specific areas (e.g., drop out prevention, special education, specific issue counseling, teen pregnancy prevention), Rose-Gold, (1991) recommended a smorgasbord approach to service delivery. In order to best serve the unique needs of each district, conducting a needs assessment for the guidance program enables each school within a district to tailor its counseling needs accordingly. In so doing efforts to increase retention at the secondary level and to promote success at the primary level can serve to address deficiencies and build upon the strengths each school has to offer to serve the needs of each student (Carter, 1992). 

Students in special education face even more challenges than students in mainstream education due to barriers of access for high achieving students (Cross & Burney, 2005), inadequate alternative teaching methods, and accommodations at postsecondary institutions (Eckes & Ochoa, 2005). Students in special education in rural settings face the same challenges as those in other, more populated, areas with the added challenge of scarce resources in rural districts (Rose-Gold, 1991) and lack of postsecondary educational opportunities near their homes. Wagner and Blackorby (1996) found that only 27% of youths with disabilities in America had been enrolled in postsecondary school at any time by the time they had been out of high school three to five years. That percentage had not increased by the initial report of the National Longitudinal Transition Study in 2005 (Wagner, Newman, Cameto, Garza, & Levine, 2005). Comparatively, there was an attendance rate of 68% of youth from the general population that had been enrolled in postsecondary education within the same time period. Though the number of youth with disabilities seems low relative to the entire population, it has grown since the passing of Section 504 of the Rehabilitation Act of 1973 because the legislation ensured that colleges and universities were more responsive to the needs of students in special education than before (Paolmbi, 2000). From 1986 until 1994, the percentage of students with disabilities in postsecondary education rose 16% (Hall & Belch, 2000).  

One factor that influenced postsecondary educational attendance rates for individuals with disabilities was the type of disability. Students with learning disabilities, mental retardation or emotional disturbances were less likely to attend postsecondary education.  Students with visual or hearing disabilities, by contrast, were found to attend postsecondary schools at close to the same rate as students without disabilities (Wagner & Blackorby, 1996; Fairweather & Shaver, 1990). 

Demographic differences also play a role in the attendance rates of students with disabilities in postsecondary educational institutions. Wagner et al. (2005) found that students with disabilities were more likely to be poor, African American, and from single-parent households, factors which can create social and economic barriers to postsecondary education.  While the rate of enrollment for the students without disabilities is more than twice that of the students with disabilities, a majority of students with special needs who attend any postsecondary education enroll in vocational training rather than a two or four year college. According to Wagner et al. (1996), only 4% of students with disabilities attended a four year college, 12% attended a two year college, and 16% attended vocational training. College bound students with disabilities face many challenges such as not understanding their individual disabilities, how their disability can affect their learning, and not knowing how to describe their disability to others (Sitlington, 2003).  

In making the transition to higher education, students with disabilities are often afraid to disclose their disability to the institution for fear of discrimination, especially with cases of learning disabilities (Satcher, 1989). Secondary school counselors can assist students with disabilities in preparing for postsecondary education in order to help secure success for those students. Milsom and Hartley (2005) pointed out that school counselors should be advocates for all students and that they can play an important role in helping students with learning disabilities transition to college through their knowledge of the process, tests, and courses needed for college admission. Seidenberg (1987) suggested that counselors provide a transition plan for students with learning disabilities who plan on attending postsecondary education that includes knowledge of special services for students with disabilities, knowledge of disability legislation, and the ability to self-advocate. Although the Milsom and Hartley studies concentrated on students with learning disabilities, this transition plan could easily be used for any student with disabilities.

Other strategies can be used to help students with disabilities transition into higher education. Sitlington (2003) and the National Joint Committee on Learning Disabilities (1996) suggested that preparing students for transition should include the following: teaching students to advocate for themselves, dealing with different demands of the postsecondary educational environment, functioning with the different levels of support provided by the institution, using assistive technology when available, ensuring that students are competent in literacy and mathematics, helping the student develop appropriate social skills and interpersonal communication abilities, and encouraging the student to develop extracurricular interests.

In addition to some of the practical challenges, testing can also be an issue students with learning disabilities may have (Fuller & Wehmam, 2003). Although there are special accommodations that can be made for both the SAT and ACT exams, school counselor intervention can be beneficial for these students (Fuller & Wehman, 2003).  Counselors work with students to teach test taking skills and relaxation techniques that can assist students in taking tests and help increase their scores, which will ultimately aid them in attending postsecondary education.

Following students’ transition into postsecondary education, higher education counselors can assist in the transition for students with disabilities. Palombi (2000) suggested that many times students with disabilities do not have sufficient information from institutions of higher education about the services provided to students with disabilities and that colleges need to focus on services when giving information or tours to students with special needs. Moreover, the National Joint Committee on Learning Disabilities (1996) suggested that postsecondary personnel should have an open communication of prerequisites and expectations with the high schools, help students to navigate effectively around the college campus, offer summer orientation programs on the admissions application process, requirements for admission, and general college survival skills, clarify roles of the students, and offer comprehensive orientation programs to students with special needs. Students with disabilities must choose their college and classes carefully in order to succeed by choosing a school that has resources and can assist them.  Although many students with disabilities have been evaluated before attending college, there may be more assessment needed to assist in planning their educational strategies (Satcher, 1989).  The most important skills for success in postsecondary education for students with disabilities are self-determination, problem-solving, understanding one’s disability, goal setting, and self management (Thoma & Getzel, 2005). 

Nearly all of the prior research focuses on a broad spectrum of students with a number of disabilities; however, very few have a specific focus on rural students in special education. The present research aims to shed light upon national data about rural students enrolled in special education in secondary schools. Special emphasis is placed upon the roles of school counselors, and the implications for counselors to promote success for the population of students in rural special education programs transitioning to postsecondary education.  

Method

The data were derived from the United States Education Longitudinal Study (hereafter referred to as ELS: 2002). ELS: 2002 is the fourth major longitudinal study sponsored by the National Center for Education Statistics (NCES), closely reflecting the research purposes and designs of its three predecessor studies (i.e., National Longitudinal Study-72, High School & Beyond, and National Education Longitudinal Study: 88). The ELS: 2002 sample represents a universe file of approximately 25, 000 schools with a 10th grade in the United States. For the 792 schools who participated in the ELS: 2002, 25 students were randomly selected from each school with Asian and Hispanic students being oversampled to compensate for their low numbers relative to the population. The oversampling of Asian and Hispanic students ensures representative participation over the twelve-year longitudinal design of the study. All fifty states and Puerto Rico were sampled. The representative sample included a nationally stratified sample by gender and race/ethnicity for the United States’ population. The sample was comprised of US students who were 51.1% female and 49.9 % male; 62.2 % white; 13.3% black or African American; 15% Hispanic or Latino; 4.5% Asian or Pacific Islander; .9% American Indian or Alaskan Native, and 3.9% whose identity included more than one race or ethnicity. The ELS: 2002 contains nationally stratified data to include a representative sample of United States’ students by race, gender, socioeconomic status (SES), region, and particularity relevant for the present study, special education status. The ELS: 2002 contains data from parents, students, school administrators, teachers, and school records. The ELS began in 2002 and will conclude in 2014. As a longitudinal study, the ELS is a work in progress. The United States National Center for Education Statistics releases a follow-up every two years in the study (Ingels, et al., 2004). As of this writing data are available for the first follow up in 2004. Data for the present research were drawn from high school seniors in the 2003- 2004 school year. 

The subjects in the ELS: 2002 comprised a sample of 12,108 students, 738 of whom were enrolled in special education. The sample for the present study provides a representative sample of the population of students enrolled in special education in the United States and Puerto Rico, one of the advantages of the naturally stratified data, which includes a sample representative of the population of students in the United States. 


Chi Square analyses of school urbanicity (the term ELS uses to define schools categorized as urban, suburban, or rural) were computed for educational expectation, seeing a counselor for college information, and gender for students in special education. The Chi Square procedure is an appropriate statistic for these analyses as they are nominal data points computed by percentage values (Gay & Airasian, 2003) 

	Table 1

School Urbanicity * Has Gone To Counselor for College Entrance Information * Special

Education Program Chi Square

	Ever in special education
	
	Has gone to counselor for college information
	No
	Yes
	Total 

	No
	School urbanicity
	Urban
	Count
	2084
	1778
	3862

	 
	 
	 
	% within School urbanicity
	54.0%
	46.0%
	100.0%

	 
	 
	Suburban
	Count
	3145
	2583
	5728

	 
	 
	 
	% within School urbanicity
	54.9%
	45.1%
	100.0%

	 
	 
	Rural
	Count
	1254
	856
	2110

	 
	 
	 
	% within School urbanicity
	59.4%
	40.6%
	100.0%

	 
	Total
	Count
	
	5217
	6483
	11700

	
	
	 
	% within School urbanicity
	55.4%
	44.6%
	100.0%

	Yes
	School urbanicity
	Urban
	Count
	151
	98
	249

	 
	 
	 
	% within School urbanicity
	60.6%
	39.4%
	100.0%

	 
	 
	Suburban
	Count
	191
	158
	349

	 
	 
	 
	% within School urbanicity
	54.7%
	45.3%
	100.0%

	 
	 
	Rural
	Count
	73
	67
	140

	 
	 
	 
	% within School urbanicity
	52.1%
	47.9%
	100.0%

	 
	Total
	Count
	
	415
	323
	738

	 
	
	
	% within School urbanicity
	56.2%
	43.8%
	100.0%


Findings

Students in special education exhibited a lower educational expectation when compared to mainstream students. Rural students in special education have a lower educational expectation than suburban students although students in special education from rural settings did not differ in any significant way compared with students in special education from urban settings. Urban special education students, in fact, had the lowest expectation of postsecondary education. In terms of gender, male students were more likely to be in special education programs in all urbanicity categories, with rural male students representing 58% of special education students compared to 42% of females. Rural students in special education did see school counselors for college entrance information, 48%, which is remarkable considering only 41% of rural students as a whole sought college entrance information from school counselors. These findings indicate rural students are more similar to suburban students in terms of utilizing counselors. Urban students had the least counselor involvement. Urban students in special education had the lowest educational expectation of all groups indicating one of a number of potential explanations such as a lack of exposure to postsecondary educational opportunities, barriers to access, lack of specialized curricula (college-prep) in high school, economic, social, or familial constraints.  

	Table 2

Educational Expectation of Students Enrolled in Special Education

	
	
	
	
	Educational Expectation
	

	
	
	
	
	Less than high school grad’n
	GED or other equiv only
	High school grad’n only
	Attend or complete 2-year college/ school
	Attend college, 4-year degree incomplete
	Graduate from college
	Obtain Master^s degree or equiv
	Obtain PhD, MD, or other advanced degree

	Total

	No
	S  U

c  r

h  b

o a

o n

l  i

   c

   i

   t

   y


	U
	n
	10
	41
	137
	393
	123
	1320
	993
	694
	3711

	
	
	
	%
	.3%
	1.1%
	3.7%
	10.6%
	3.3%
	35.6%
	26.8%
	18.7%
	100.0%

	
	
	S
	n
	13
	53
	220
	762
	203
	2041
	1377
	842
	5511

	
	
	
	%
	.2%
	1.0%
	4.0%
	13.8%
	3.7%
	37.0%
	25.0%
	15.3%
	100.0%

	
	
	R
	n
	6
	31
	125
	433
	71
	751
	433
	243
	2093

	
	
	
	%
	.3%
	1.5%
	6.0%
	20.7%
	3.4%
	35.9%
	20.7%
	11.6%
	100.0%

	
	
	Total
	n
	29
	125
	482
	1588
	397
	4112
	2803
	1779
	11315

	
	
	
	%
	.3%
	1.1%
	4.3%
	14.0%
	3.5%
	36.3%
	24.8%
	15.7%
	100.0%

	Yes
	S  U

c  r

h  b

o a

o n

l  i

   c

   i

   t

  y
	U
	n
	4
	5
	24
	46
	17
	66
	51
	29
	242

	
	
	
	%
	1.7%
	2.1%
	9.9%
	19.0%
	7.0%
	27.3%
	21.1%
	12.0%
	100.0%

	
	
	S
	n
	3
	12
	46
	97
	15
	107
	49
	46
	375

	
	
	
	%
	.8%
	3.2%
	12.3%
	25.9%
	4.0%
	28.5%
	13.1%
	12.3%
	100.0%

	
	
	R
	n
	2
	8
	18
	57
	10
	44
	24
	13
	176

	
	
	
	%
	1.1%
	4.5%
	10.2%
	32.4%
	5.7%
	25.0%
	13.6%
	7.4%
	100.0%

	
	
	Total
	n
	9
	25
	88
	200
	42
	217
	124
	88
	793

	
	
	
	%
	1.1%
	3.2%
	11.1%
	25.2%
	5.3%
	27.4%
	15.6%
	11.1%
	100.0%


U = Urban,  S = Surburban,  R = Rural
Noteworthy about the data is that for all strata, students enrolled in special education exhibit a lower educational expectation than students who are not enrolled in special education. Educational expectations are formed by a number of variables such as parental educational level, access to higher education opportunities, and influence from the secondary school in the form of educational opportunities (field trips, Internet access, scholarship information, and counselors), college-prep courses, and graduation rates. Students in special education from suburban areas, which have the highest educational expectation, are still 9.5% less likely than students who are not in special education to complete a four year college degree. Students in special education from all areas (urban, suburban, rural) are less likely to seek and complete a postsecondary education even in cases where they have had access to a school counselor though the journey of any student to complete a college education is a complex one influenced by a variety of factors. Given the years since the first mandate for education in the least restrictive environment with the Education for All Handicapped Children act of 1975, the findings suggest the US has further to go to realize the letter and intent of the IDEA to ensure equal representation of students in special education seeking postsecondary education. 

Implication

The findings suggest that school counselors can play a role in stemming the tide of dropout and promoting enrollment in postsecondary education. Because students in special education are more likely to come into contact with school counselors due to their special education status, counselors can help students, along with parents and other school personnel, to develop a long-term educational and vocational plan. Though 73% of urban, 64% of suburban and 67% of rural high schools offer at least some vocational programs (NCES, 2002), engaging students in special education programs in planning for careers that require training at a two or four year college necessitates counselors to help students develop attainable goals. Some recommendations include thinking beyond limitations and exploring possibilities by matching students to careers by interest and skill counseling. Another promising proposal is for school counselors to provide in formation on community colleges, trade schools, and universities that specifically recruit students with special needs. School counselors can make connections for special education students by establishing and maintaining contracts with personnel from the office of special student services at colleges in their area.  Transition fairs including postsecondary schools and potential employers have been found helpful in rural communities (Baugher & Nichols, 2008).

A key issue for rural educators of all categories is that they often wear several different hats and are called upon to provide more than the general instructional services for which they are employed. In suburban settings one of the key challenges is one of perception. Though suburban students have the highest likelihood of seeking postsecondary education they also have the fewest vocational training programs which provide a vehicle for well paying occupations for students who are not interested in seeking a traditional postsecondary college education. Urban students face the lowest expectation despite perceived advantages urban centers offer in opportunity for work and postsecondary educational opportunities. Making the connection and following through makes the key difference. Counselors are in a unique position to connect students in special education to postsecondary opportunities because of their involvement in placement, Individual Education Plans, and mandatory re-evaluations of special education status.

Students in rural special education programs face challenges in attaining postsecondary education due to constraints of location, availability of specialized programs, access to a college-prep curriculum, and economical considerations. Despite these challenges, students enrolled in rural special education programs fare better than urban students due, in part, to community involvement in schools and smaller enrollments (Rose-Gold, 1991). Data from the national study presented here illustrate that educational expectations are crucial to promoting the spirit and practice of furthering education so that students enrolled in special education have the opportunity to achieve their dreams. 

School counselors need to be knowledgeable of special education issues as they are often the special education liaison between the schools, parents, and postsecondary opportunities. Because the percentage and total number of special education students and the accommodations made by educators continues to rise, it makes sense from a practical standpoint for counselors to continue to be engaged in the dialog of special education student services as school counselors are often the conduit by which parents, teachers, and administrators connect with each other for the specific purpose of helping special education students. Even though there is some variance in the services provided by school counselors by region and urbanicity, few other school personnel, with the exception of special education teachers and resource personnel, have advanced training in the identification of special needs and knowledge of the assessment process and resources available to meet the needs of the growing body of special education students.  While there is some debate nationally as to the role and function of school counselors, involvement in the specific needs of special education students is crucial to help special education students advance to postsecondary education or employment. As school counselors’ primary focus is helping students succeed in the academic, career, and personal/social areas of their lives, school counselors must be aware of and key players in the national and regional trends in special education services to provide opportunities for special education students beyond their high school graduation. By focusing on the total educational experience of students from PK-postsecondary, school counselors along with parents and other educators create opportunities for students in special education from urban, suburban, and rural locales.  
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Increasing numbers of special education teachers enter the profession via widely varying preparation programs, also known as alternative certification programs.  This article describes a survey of 54 novice special education teachers from alternative certification (AC) programs.  In this paper, the authors discuss both challenges and support needs and provide recommendations for administrators who are hiring these AC teachers.  Participants reported some of the major challenges faced were, for example, classroom management and knowing what to teach (content/curriculum).  In contrast, the participants reported little need for support in the areas of parent communication and entering the school community.  

According to the U.S. Department of Education (2002), there is a shortage of degreed special education teachers resulting in vacant teaching positions.  For this reason, most states offer non-traditional routes to special education certification in order to fill vacancies (Tissington & Grow, 2007) and many novice special education teachers enter the profession via these non-traditional, expedited or alternative routes. Interestingly, as many as one third of new teachers hired in states such as New Jersey, Texas and California are trained via alternative certification programs in order to address existing teacher shortages (Boyd, Goldhaber, Lankford, & Wyckoff, 2007; Feistritzer, 2010).  Potential teachers who are licensed through these non-traditional programs enter the profession with widely varying background experiences and training.  
Thus, this study investigates the experiences and support needs of novice, alternatively certified special education teachers who have varying, often limited, preparation experiences and background knowledge.  Specifically, we seek to understand the teachers’ needs for help and support during their first year of teaching and what other educators or administrators can do in order to support these novice teachers. 

Literature Review

A review of literature indicates the persistent need for special education teachers giving rise to a variety of alternative routes to special education teacher certification in order to fill the numerous job vacancies that public schools face. The literature describes the purpose of alternative certification programs and offers some insights into related variables such as retention rates, causes for attrition, responsibilities of special education teachers and the quality of teacher candidates from the programs. 

Alternative Certification Programs

Numerous studies support the need for special education teachers; (Boe, 2006; Boe, Bobbit, & Cook, 1997; Brownell, Hirsch, & Seo, 2004; Carlson, Brauen, Klein, Schroll, Willig & Westat, 2002) and many argue that alternative certification (AC) programs are needed to address a substantial teacher shortage. In 2010, 48 states in the United States, for example, reported implementation of one or more forms of alternative certification programs (Feistritzer, 2010) up from eight states in 1983 (Kwiatkowski, 1999).  It is estimated that about 59,000 people were certified through these programs in 2008-2009 and, overall, nearly half a million teachers have been certified via alternative routes in the past two decades with nearly 1/3 of all new teachers annually coming from alternative certification programs (Feistritzer, 2010). 

The preservice preparation that new teachers receive from alternative certification programs varies widely due to the responsive nature of the programs (Feistritzer & Chester, 2001). Alternative certification programs are developed in response to a demand for new teachers that is known to be highest in certain geographic areas and for certain teaching fields (like special education).  Hence, these non-traditional programs are market driven - designed to meet the demands of local areas or school systems and tailored to the needs of people with specific degrees and/or those changing from certain professions.  

Furthermore, opinions vary as to how successful these alternative certification programs are for attracting and retaining individuals in the teaching profession, particularly in special education (Tissington & Grow, 2007). For example, in New York, 15% of teachers that complete a Non-University Certification Program (NUCPs) quit after their first year of teaching and by year three a total of 40% have left the teaching field (Steadman & Simmons, 2007). In addition, Shepherd and Brown (2003) testify in their research from Texas that traditionally prepared teachers are better qualified to teach than their AC counterparts. Therefore, identifying problems or obstacles that alternatively certified teachers face can lead to effective guidelines for developing successful alternative certification programs and can also benefit schools that hire these new teachers. 

Special education teaching positions are abundant but, unfortunately, the supply of special education teachers is low (Boe, 2006; Boe, Bobbit, & Cook, 1997; Brownell et al., 2004; Carlson et al., 2002). This is especially true in districts where many candidates are interested only in specific, highly desirable positions or schools.  This often leaves positions in schools with higher needs (e.g., low socio-economic population, diverse cultural population of learners) vacant, and serves to perpetuate the lack of qualified candidates in the area of special education (Jacob, 2007). Concurrently, special education teachers, as a whole, are more subject to stress and burnout than general education teachers (Emery & Vandenberg, 2010), making high quality preparation and induction practices even more critical.

Special Education Teachers

Novice alternatively certified special education teachers must be familiar with the role(s) of the special education teacher. In the United States, special education teachers must hold additional certification to serve students with special needs, those who have certain identified academic and/or behavioral challenges.  Special education classrooms may contain students with a wide range of disabilities, ranging from mild to severe, with varying handicapping conditions (Stanovich, 1996). Additionally, special education teachers must meet federal, state, and local requirements regarding the planning, documenting, and implementation of students’ Individualized Educational Plans (IEPs), resulting in more administrative responsibilities than their general education colleagues (Murnane & Steele, 2007). 

Special education teachers collaborate with a multidisciplinary team, typically including the general education teacher, parent, diagnostician, and/or therapists (e.g. counselor, physical, occupational), to create the IEP.  To develop the IEP, this team considers different forms of assessment and recent evaluations that provide a comprehensive representation of the student’s academic and behavioral needs. Thus, while writing an effective, comprehensive IEP may be time consuming, it is ultimately beneficial for both the special and the general education teacher as it dictates the instructional program best suited to meet each student’s specialized needs. 

Following the development of the IEP, the special education teacher is accountable for its effective implementation.  The special education teacher works with other school staff to implement the IEP (through lesson plans), manage discipline, complete paperwork (usually during after school hours), and remain current with changes in local and national policy regarding students with special needs. 

Quantity and Quality of Teachers

The literature suggests that shortage of special education teachers (Boe, 2006; Boe et al., 1997; Brownell et al., 2004; Carlson et al, 2002) - is not just about quantity of special education teachers but is also about the quality of special education teachers.  Boe (2006) defines quality demand as the need to hire teachers with specific certifications, degrees, and teaching experience. The report, The Study of Personnel Needs in Special Education 2002 (SPeNSE), further clarifies the terms quantity and quality. The report identified 12,241 special education teaching jobs unfilled as of October 1999 due to lack of quality or qualified special education teachers. Many times administrators are forced to hire special education teachers who may not be fully certified in the field they are teaching (approximately 33, 262 special education teachers were not fully certified according to the SPeNSE report) (Carlson et. al., 2002). 

As one example, the North Carolina Teachers of Excellence for all Children (NCTEACH) challenged school districts to focus on quality of teachers rather than just filling vacancies with warm bodies. The NCTEACH alternative teacher certification program was designed for professionals who wanted to teach and already had college degrees from different disciplines (law, English, psychology) to address the teacher shortage their schools were facing (Cleveland, 2003). Participants holding degrees in psychology and social work were placed as teachers in special education classes. Interestingly, Cleveland found that these degreed participants, even upon completion of course work from NCTEACH, were not qualified to teach in their special education classrooms. Cleveland states, … just because individuals know their subject does not necessarily mean they know how to teach the subject. (p. 17). 

The variance in background and training that novice special education teachers from AC programs bring, has given rise to this quantity-quality tension.  While classrooms desperately need teachers, there is no question that quality special education teachers have a direct effect on the quality of instruction given to students with special needs (Carlson et. al., 2002).  Thus, in order for special education students to be successful, it is vital for novice special education teachers to receive quality preservice training and support in the areas that research establishes as most challenging.

Why special education teachers leave

A study conducted by Singer (1992) focused on intent to leave the field of special education which contained a sample size of 6,642 special education teachers from North Carolina and Michigan. Three major findings from this study showed that young teachers were two times more likely to leave the field than mature teachers; women were more likely to leave than men; and special educators certified in deaf and vision disabilities were more likely to leave than special educators in other areas. 

All the preceding studies are in accordance with the  SPeNSE national report (Carlson et. al., 2002), which confirms that 6% of special education teachers do not want to continue to teach in the field of special education and plan to leave immediately. Teachers cited reasons including an unreasonable work load (17%), they were not fully certified in the specialized field (13%), there was too much paperwork (76%), and they were unsure about what to teach students (content and curriculum) with disabilities (42%). 

Other authors suggest that one of the most predominant reasons for leaving the field of special education is working conditions. Other attrition factors related to leaving the special education profession were: role related factors (e.g., excessive paperwork), lack of support (e.g., administrative, colleague), student factors (e.g., discipline problems), and few recognitions/ rewards (Billingsley, Bodkins, & Hendiricks, 1993; Billingsley, Carlson, & Klein, 2004; Brownell, Smith, McNellis, & Miller, 1997; Gersten, Keating, Yovanoff, & Harniss, 2001; Littrell & Billingsley, 1994; Singh & Billingsley, 1996). 
These factors known to impact the attrition rate, translate into support needs of novice special education teachers.  Additionally, Whitaker’s (2000) study found that mentoring programs and principal support were highly beneficial to early career special education teachers. Regrettably, in a study of AC teachers, Steadman and Simmons (2007) found that the first year AC teachers needed significant professional help from their peers. Yet, typically, the AC teachers did not have mentor teachers assigned to them as did first year teachers who entered teaching via the traditional route. 

This study explores those areas that novice special education teachers from alternative certification programs find to be most challenging.  The literature suggests novice special education teachers need mentoring and principal support in addition to support in specific areas such as working conditions, classroom management, and content/curriculum.

Research shows that administrators’ support of special education teachers plays a significant role in intent to stay or leave special education (Salisbury, 2006; Littrell & Billingsley, 1994). However, even more importantly, in order to ensure the effectiveness of novice AC special education teachers, models of support need to be developed to address factors known to be challenging for these teachers.  Administrators need to know how to support special education teachers from these widely varying preparation programs to promote good educational outcomes for students with disabilities. 

Research shows that quality special education teachers have a direct influence on the quality of education students with disabilities will receive (Carlson et al., 2002). Recognizing that teaching excellence is inextricably connected to student achievement and that effective teaching necessarily occurs within a complex set of social, cognitive, and behavioral conditions, it follows that if characteristics and practices of quality induction and support programs for alternatively certified special education  teachers can be identified and articulated; these characteristics and practices could provide a foundation to promote teaching excellence in special education classrooms. 

Method

This paper describes the results of a survey of novice (one to three years) special education teachers who were alternatively certified. Foci of the study were the challenges faced by the teachers. The study sought to understand the the participants’ needs for help and support during their first year of teaching.

The study employed survey data. The survey was designed with both closed-ended, quantitative type questions and open-ended, qualitative type questions about the participants’ perceptions of their need for support and preservice experiences. Fifty two special education teachers responded to the survey. The on-line survey procedures allowed for both broad, explicit responses and deeper, more insightful, conversational responses. An overview of the responses provides compelling and exciting insights into an area that has not been widely researched. 

Participants

The target population for the present study was novice (first, second and third year teachers) special education teachers from alternative certification programs.  The 52 participating special education teachers ranged in age from 23 to 54 with the average age being 34.  Almost 80% of the participants were White with about 7% being African American, 7% Hispanic and 7% Asian.  All held bachelors degrees and a few held advanced degrees.  Their degrees were in very diverse subject areas with the highest number (10) holding degrees in Psychology.  A few held degrees in related fields such as Social Work (1), Sociology (2), Counseling (3), Family Studies/Child Development (3), or Education (3).   Some (8) held degrees in Business, Finance and Marketing.  The other participants held degrees in areas as diverse as Criminal Justice, History, Computer Science, and Biology, for example.  The respondents’ undergraduate grade point average ranged from 2.5 to 4.0 on a four point scale and the average was 3.4.

Procedures

Potential participants were identified by contacting professional colleagues and were recruited using both E-mail and paper flyers. The invitational flyer contained the purpose of the study, description of the incentive, and a link to the online survey. The electronic invitation also asked participants to refer others by forwarding the invitation. Thus, referrals from study participants might also be provided to the researcher, constituting a snowball sample. 

The invitational flyers directed participants to an internet link for an online survey (psychdata.com). The online survey included an online participant information letter that contained the participant consent form. The online participant information letter and consent form described the nature and purpose of the study, potential risks, and provided contact information in case participants had questions about the research project. The questionnaire included questions to collect demographic information and questions regarding the background experiences and support needs of the teachers. The questionnaire took a maximum of 30 minutes of the participant’s time.

The website containing the study survey was housed on a secure server accessed only by the researcher through a protected user name and password (see psychdata.com for security details). The quantifiable data was then entered into a file for data analysis using the Statistical Package for the Social Sciences (SPSS), Version 15 software program. To facilitate data analysis, the rating scale data were collapsed.  Answers to open ended questions were transcribed and coded for themes in accordance with qualitative data analysis techniques. 

Results 

Perceived Areas of Difficulty: Table I 

Table 1 denotes the percentage of participants reporting perceived levels of difficulty experienced with the following topics: (a) classroom management, (b) parent communication, (c) time management, (d) knowing what to teach, (e) lesson planning, (f) how to teach (pedagogy/instruction), (g) adaptation to the school community, (h) meeting student academic goals, and (i) meeting student social and emotional goals. Survey participants identified knowing what to teach (content, curriculum) and classroom management as the two most difficult areas experienced during their first years of teaching. 

Table I

During your first year of teaching, how much difficulty did you have with…?

	
	Very few problems…
	Some problems…
	Frequent problems…

	
	%
	%
	%

	Classroom Management
	41.5
	41.5
	13.2

	Parent Communication
	            66
	24.5
	 5.7

	Time Management
	45.3
	28.3
	22.7

	Knowing what to teach 

     (Content, curriculum)
	22.7
	49.2
	24.5

	Lesson Planning
	35.8
	          49
	11.4

	How to teach 

     (Instruction)
	47.2
	39.6
	  9.4

	Adapting to the school 

     community
	73.6
	15.1
	  7.5

	Meeting individual 

     student academic 

     needs
	47.2
	41.5
	 7.6

	Meeting individual 

student social/emotional needs
	56.6
	24.5
	15.1


Knowing what to teach (content, curriculum)

Approximately 75% of survey participants identified knowing what to teach (content, curriculum) as being the area giving them either some or frequent problems during their novice years. One novice teacher stated, The curriculum was poor…I had to get creative as the textbooks did not reflect the curriculum…or was non-existent. Another added, I had to deal with my lack of subject area/content knowledge as I was assigned to so many different levels. Finally, a survey participant stated, I had to depend on myself…I had to deal with receiving the designated curriculum two months late.
Most participants (60.4 %) indicated they had some or frequent problems with lesson planning. Given the expedited nature of alternative preparation programs, it follows that participants may have lower levels of preparation or background knowledge regarding either content to be taught and/or curriculum.  This lack of preparation or background knowledge may cause feelings of anxiety surrounding the writing of lesson plans. Thus, many of the survey respondents made statements such as, I had to deal with creating lesson plans with specific TEKS of both general and special education students; and I had to learn fast how to differentiate instruction and write effective lesson plans with appropriate goals and objectives…I wasn’t very good…  

On the other hand, special education lesson plans should come from the IEP developed for the specific student. An IEP is the foundation of an individual student’s special education program and should be individualized.   The IEP is based on the student’s present level of academics and provides annual and short term goals for the student (Capizzi, 2008). Accordingly, if an IEP is well written, then it should help prepare the teacher to write effective lesson plans. 

Not knowing what to teach (content, curriculum) was also a concern of survey participants who worried about meeting students’ academic, social, and emotional needs. Forty-nine percent of respondents indicated that they were unsure how to meet students’ academic needs, while 39.6 % stated the meeting of students’ emotional/social needs gave them either some or frequent problems. As one survey participant related, Students were very hard on themselves…they were often very apathetic; they didn’t care if they passed or failed. Once more, an IEP should have guided teachers on knowing what to teach and how to meet the students’ academic, social, and emotional needs. 

Classroom Management

More than half  (54.7%) of the alternatively certified novice special education teacher survey respondents identified classroom management as the second greatest area of difficulty. Participants identified issues that caused them some or frequent difficulty during their first years of  teaching such as (a) organizing a classroom for the first day of school, (b) dealing with the needs of both general and special education students in a single classroom, and (c) creating rules and procedures for different levels of children. One novice AC teacher stated, I was not prepared to deal with the challenge of keeping students engaged throughout a lesson. 

Perhaps perceived difficulties with classroom management prompted 51% of the novice AC special education survey participants to state that time management was also a concern to them during their initial years in the teaching profession. One survey respondent related her experience, Feelings of frustration emerged when my preconceived timeline was either too long or too short for the targeted activity. Several other novice AC teachers stated they had trouble dealing with the variable rates in which students finish assignments, the lack of specified planning time, and the …extreme amount of paperwork and the multiple, overlapping deadlines (participant response). 

Other areas

Interestingly, a majority (73.6%) of AC teacher participants identified adapting to the school community as an area in which they experienced little difficulty. Perhaps participants’ prior/background experiences contributed to this perception.  This participant group was career changers and many were already parenting and, therefore, had exposure to schools as guardians of their own children. Correspondingly, it is also interesting that 66% of the novice AC special education teachers did not perceive parent communication as an area of difficulty. Since stereotypically parental relationships are challenging to the novice teacher, it was unusual to find several survey responses stating, My parents were so personally involved. Not all participants felt the same way, though.  For example, one survey respondent stated, I had to deal with parental pressures and forces which originate outside the classroom…it affected my students’ behavior and achievement.


Support:Table II 


Table II shows how frequently the novice AC special education teachers estimated they either asked for or received support on given topics during their first years of teaching. Most (60.3%) of the 

Table II

During your first year of teaching, how often would you estimate you asked for and /or received support on the following topics?

	
	Infrequently

asked or rec’d help/support
	Frequently asked or received help/support

	
	%
	%

	Time Management
	75.5
	18.9

	Paperwork
	41.5
	52.8

	Lesson Planning
	78
	21.5

	Curriculum
	64.1
	30.2

	Materials
	47.2
	47.9

	Assessment
	60.3
	33.9

	TAKS or other tests
	52.8
	41.5

	Classroom Management
	66
	28.3

	Legal Issues
	77.4
	17.0

	An individual students’ learning needs
	54.8
	39.7

	District policies and procedures
	75.5
	18.9

	Campus policies and procedures
	71.7
	22.7

	Campus Expectations
	77.4
	17

	Special Ed procedures/process  (e.g. IEP)
	34
	60.3

	Bilingual procedures/process (e.g. LPAC, curriculum)
	92.5
	1.9

	Parent Communication
	88.7
	5.7

	Understanding cultural differences in the classroom
	83
	11.3


survey participants indicated that special education procedures/processes was the most frequent topic 

for which they either asked for or received support. This makes sense as the given the complex nature of the related paperwork and administrative tasks.

 Infrequently asked for or received help/support

As the literature points out, new teachers initially operate in survival mode where a major concern is acceptance from their colleagues. This driving force often fuels the notion in novice teachers that seeking help, advice, or support from another is a sign of weakness or incompetence (Rowley, 2006, p. 45). In this study, 77.4% of respondents indicated they infrequently asked for or received support on either legal issues or campus expectations. A similar percentage stated infrequent support on topics dealing with time management (75.5%), district policies and procedures (75.5%), and campus policies and procedures (71.7%). It is beyond the scope of this study to state whether or not the above percentages are the result of self confidence perceptual issues; however, these topics are certainly worthy of future discussions. 

Frequently asked or received help/support

Three areas most frequently cited by the participating AC special education teachers as ones in which they asked for or received help/support were (a) special education procedures/processes (60.3%); (b) paperwork (52.8%); and (c) materials (47.9%). It is interesting that none of the areas in which support was asked for/received were ones in which stereotypically new teachers are afraid to seek guidance for fear of being viewed as incompetent or less than qualified. Issues of classroom management and meeting student learning needs would be examples of such categories in which new teachers may or may not feel confident in seeking assistance for fear of how such a request might be perceived. 

Discussion

Acknowledging the high need for support that novice teachers, in general, and special education teachers, in specific, experience coupled with the limited pre-service preparation that AC teachers receive, this study sought to illuminate the challenges and support needs of novice (one to three years) special education teachers who were alternatively certified.    Using an online survey of 54 teachers, the study sought to understand the participants’ needs for help and support during their first years of teaching.  

These data suggest that novice teachers may feel more successful in their early career years if supported in the areas of knowing what to teach (curriculum), lesson planning, and classroom management. Classroom management is known to be a challenge for most new teachers.  While curricula and lesson planning are also known to be challenging for new teachers, special education teachers are responsible for implementation of very specific IEPs that should inform their choices of what and how to teach their students.  In spite of the guidance from the IEPs, these participants indicated a need for support in these areas.  These data suggest that novice AC teachers may benefit from increased support in these areas from peers, mentors, or principals.

In contrast, while most novice teachers need support in the areas of adapting to the school community and parent communication, these participants did not see these as areas of concern.  We could only speculate that these teachers came into teaching with established skills in these areas because they were more mature and had experience in a former career.  Our participants did not express a need for help or support in these areas.

Novice AC special education teachers, may also benefit from comprehensive peer and principal support as identified in the literature.  Research on collaboration and building successful bridges in our schools could lead to greater retention of novice special education teachers. Stanovich (1996) discussed several characteristics of successful collaborative relationships focused on general education teachers and special education teachers. Currently, there is little research available that discusses these types of relationships beyond the scope of mentor/novice teacher relationships.

While this survey was limited by the number of participants, the findings are of interest because they provide a preliminary look at the specific needs of novice special education teachers from AC programs.  Given the high rate of attrition/need for special education teachers and the high number of teachers entering the profession via AC programs, further research is needed to clarify the type of pre-service training or in-service support that would serve to ameliorate some of these novice special education teachers’ needs.  For example, while the special educators had access to students’ IEPS, they still did not feel effective in planning lessons for the students. This suggests that pre-service training programs and schools where novice AC teachers are employed may improve teacher quality and, consequently, student outcomes with added support in the area of lesson planning.  
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This article provides a description of how a beginning special education teacher in an inclusion classroom used pre-assessment, self-assessment, and on-going assessment to implement the principles of differentiated instruction to become more responsive to her students’ needs in a systematic way. This article describes a case study of one beginning teacher’s use of differentiated instruction. First, a discussion of the usefulness of differentiated instruction in increasing the likelihood of success for children with disabilities is provided. Next, qualitative data supported the implementation of the differentiated instruction process to help the teacher realize how she could positively impact students’ learning using Tomlinson’s (2000) categories of content, product, process, and learning environments. Finally, recommendations are provided for how to engage teachers to implement differentiated instruction as a data-based iterative process of using evidence-based practices to meet the needs of all children in an inclusion classroom. 
The international commitment to ensure the right of all students to have equal educational access (UNCRPD, 2006; UNESCO, 2004) is becoming part of an emerging international agenda (Wertheim & Leyser, 2002, p. 54). As of August, 2010, there were 146 signatories and 90 ratifications for the United Nations Convention on the Rights of Persons with Disabilities (UNCRPD). Article 24 of the convention obliges States Parties to recognize the right of persons with disabilities to education. With a view to realizing this right without discrimination and on the basis of equal opportunity, States Parties shall ensure an inclusive education system at all levels, and life-long learning… (UNCRPD, Article 24). In 2004, a flagship UNESCO team published The Right to Education for Persons with Disabilities: Towards Inclusion (2004) and more recently, Inclusion International (2009) published Better Education for All: A Global Report that supports inclusionary practices. What is clear is that there is a concerted international movement in policy toward inclusive education, though there is often general intra-country debate that deaf, blind, and deaf/blind groups be educated separately.

Complementing the policy shift has been research through the 1980s and 1990s that provided empirical data to support the inclusion of children with mild disabilities in the general education setting. More recently, Kurth and Mastergeorge (2010) provided data to support the inclusion of adolescent children with more significant disabilities within general education classrooms. Though small in scope, their research identified math and language arts gains superior to matched children in more segregated settings. Although more research is warranted to support the inclusion movement, it can be argued that there is a clear international intention to educate all children in the general education framework. More evidence on strategies for how to educate children with disabilities in a way that improves academic and social/behavioral skills is warranted.

Preparing teachers to effectively teach an increased number of students with challenging and diverse educational needs requires that teacher preparation programs refine coursework and field experiences. In the United States, The No Child Left Behind (NCLB) Act (2001) brought additional attention to this topic by mandating that all teachers must be highly qualified and by emphasizing the use of evidence-based practices to improve outcomes for students with disabilities (Heckaman, Thompson, Hull, & Ernest, 2009, p. 5). Even though many teachers see research as unrelated to their day-to-day and minute-by-minute interactions (Rust, 2009), they can still be taught to use evidence-based practices effectively. Klingner, Arguelles, Hughes, and Vaughn (2001) showed that teachers who were trained to use evidence-based instructional practices were more likely to continue using these practices if they observed the frequent and positive impact on their students’ learning and behavior. 

To aid the sustainability of using recommended practice, Lytle and Cochran-Smith (1992) noted that to be able to close the research to practice gap, teachers should choose their own evidence based strategies and implement them in a systematic way. For example, Heckaman et al. (2009) highlighted the importance of requiring teacher candidates to select evidence-based strategies … (and) to instill a sense of ownership and authenticity in the teaching-learning cycle (p. 7). Furthermore, the authors noted that teachers need multiple opportunities to increase the likelihood that teachers will generalize and maintain these practices over time. Research has shown that teachers who believed that they had the skills and ability to influence student learning and behavior regardless of external factors were more likely to individualize and adapt instruction (Wertheim & Leyser, 2002; Minke, Bear, Deemer, & Griffen, 1996). Recent empirical evidence has identified differentiated instruction as a way to include the use of evidence-based strategies for supporting all learners. 

Empirical Support for Differentiated Instruction

Differentiated Instruction has been in use as early as the one room schoolhouse when students of all ages learned together (Tomlinson, 1999) and is rooted in years of educational theory and practice (Hall, 2002, p. 5). Although different researchers have identified different ways to differentiate instruction (e.g., Benjamin, 2006; Subban, 2006; Tomlinson, 2000; Waldron & McLeskey, 2001; Willis & Mann, 2000), few would disagree with Hall’s synthesis from a review of the literature in describing differentiated instruction as a Basket of Strategies.

By definition, differentiated instruction makes use of a variety of strategies to respond to the individual needs of students (Tomlinson, 2000). Whether their classroom is designated general education, general curriculum, or inclusive, students will vary in their interests, academic and social skills, concept development, and learning preferences. Research on the effectiveness of differentiated instruction is difficult, however, as the selection and application of strategies are directed by individual circumstances and needs, rather than by the uniform application of one strategy based on a skill or concept deficit. 

Much has been written about how to do differentiated instruction (e.g., Clark, 2010; Patterson, Connolly, & Ritter, 2009; Walker-Dalhouse & Risko, 2009), how differentiated instruction effects various affective behaviors (e.g., Clark, 2010; Flaherty & Hackler, 2010) and people’s perceptions of differentiated instruction (e.g., Danzi, Reul, & Smith, 2008; Goodnough, 2010). However, given differentiated instruction’s long-standing appeal, there has been limited research about the effectiveness of differentiated instruction (Hall, 2002). As the Access Center Research Continuum (2006) noted, the evidence available for differentiated instruction was classified as an emerging or promising practice and gave it a Yellow Light. In response to the call for more evidence, support for the effectiveness of differentiated instruction has come from theses and dissertations (e.g., Bantis, 2008; Baumgartner, Lipowski, & Rush, 2003; Brimijoin, Marquissee, & Tomlinson, 2003; Ivory, 2007) and a few empirical articles equating specific models with differentiated instruction (e.g., Tiered Instruction in Debaryshe, Gorecki, & Mishima-Young, 2009; Task Based writing Instruction in Bantis, 2008). Consistent within the research is an understanding that careful selection and application of appropriate strategies, based on ongoing data collection and evaluation, is likely to enhance the learning of all students (Baumgartner, Lipowski, & Rush, 2003; Brimijoin, Marquissee, & Tomlinson, 2003; Tomlinson, 2000). Individual teachers, in order to evaluate their efficacy, can and must collect and evaluate data to determine the effectiveness of differentiated instruction for each of their students. 

Models of Differentiated Instruction

According to Tomlinson (2000), differentiated instruction is when teachers are providing ongoing assessment of instruction/learning, learning activities that are interesting and relevant for each student, and individual/group work that allows each student to experience many different roles and settings. Teachers select strategies from the four areas of content, process, product, and learning environments. 

First, content refers to the overall learning outcome, which can be presented at varied levels by individual, enhanced by use of multi-media, or taught in tiered lessons to small groups of students. Second, process refers to differentiating how the content is taught. Examples include differentiated/individualized tasks/agendas; use of different modalities, time schedules, or resources; or different groups/roles for the students. Third, a teacher may change the product. Students can choose to work as individuals or in groups to demonstrate their content knowledge through producing different product. Finally, altering the learning environments can refer to ways in which changing the physical environment and/or the learning environment support all individuals’ learning. Examples may be group and individual work space, providing choice with available technology, or flexibility of movement. 

The strength, appeal, and utility of differentiated instruction have created a challenge to researchers. When one considers the fidelity of intervention, a natural consequence is to impose structure on which differentiated instruction strategies a teacher should use. This can negate the attractiveness of differentiated instruction to the teacher in practice. Therefore, the purpose of this case study was to evaluate a package of differentiated instruction strategies that practicing teachers systematically chose, implemented, and evaluated (see Lytle & Cochran-Smith, 1992). Using a standardized system of data collection, goal setting and ongoing assessment, data-based planning, and immediate success contributes to the fidelity of the method. 

Through reflection on the case study description and analysis, educators around the globe can use the processes described and analyzed in this article to implement differentiated instruction as an evidence-based practice. Given the international movement toward inclusion, special educators and general educators can use differentiated instruction as a method that is being touted as recommended practice within both disciplines. 

Case Study

Context

An author of this article was a beginning/provisional special education teacher completing an online initial certification M.A.T. degree program leading to full professional certification in special education. She had been hired by a school district to work fulltime in the classroom as a teacher of record, and worked on her special education certification using asynchronous web-based technology. As our teacher education candidates (TEC) are working full-time in the classroom, the university assignments are structured to be flexible to fit the needs of the candidates based on the needs of their children. 

In the first semester of classes, the TEC took a course designed to identify and implement management and instructional strategies that have demonstrated effectiveness. Through appliedprojects focused on PreK - 12 students learning, students used differentiated instruction and lesson planning as a mechanism to demonstrate the ability to evaluate intervention efficacy. During this first semester, the TEC also took a course focused on assessment. The data for the case study was collected based on the TEC’s assessments, planning, and instruction within their 1st grade math inclusion class where children are typically six and or seven yrs. old. This occurred in a Southern state within the United States. The TEC was responsible for three children with identified special educational needs with an Individual Education Program (IEP). The student’s characteristics are described in the pre-assessment section of the results. 

Theoretical Framework

One of the central principles of the initial certification program is a focus on teacher-as-researcher where candidates engage in practices in research throughout their program. The practices in research are typically short term iterative experiences with a focus on using data to make day-to-day instructional decisions. Teacher candidates are expected to use evidence-based practices, collect data to monitor their students’ performance, and use that data to guide their instruction. 

For this case study, the TEC was encouraged to use strategies from any-and-all of the four differentiated instruction areas to enhance the learning of students. Although this can be perceived as a threat to the concept of fidelity of treatment, the candidate’s choice to change strategies based on the revolving needs of her children appeals to the functionality and relevance of teachers’ everyday experiences. An overarching structure was imposed as the candidate was to address three interrelated areas: a) data collection, b) data-based planning, and c) use of differentiated instruction as a systematic approach to individualization. 

First, for data collection, Brimijoin, Marquissee, and Tomlinson (2003) recommended a pre-assessment, self-assessment, and ongoing assessment model to differentiate instruction. After the teacher education candidate wrote about their students’ strengths and challenges, they engaged in their own self-reflection regarding their current practices in the classroom. Second, the information was then used to plan how they were going to use differentiated instruction practices and integrate on-going assessments into the data-based planning process. Third, she implemented the principles of differentiated instruction in her inclusive first grade classroom, using on-going data to inform decision making in a cyclical process.

Method

Over a period of five weeks, the teacher used the following iterative process. In the data collection phase, the teacher had to complete a self-assessment of current practice and determine the curriculum area of focus. Then the TEC collected pretest data, examples of which included; assignments, tests, observation of performance. For the second phase (data-based planning), the teacher would use data to reflect on areas of strengths and weakness for individual students and engage in identifying at least two differentiated instruction strategies (examples provided in Table 1). In the third phase, the TEC had to implement the strategies for at least a week. As the week came to a close, a data-based reflection followed. The format of the reflection was for the candidate to use performance data collected during the week to identify who has and has not been successful. They would then reflect on why these students were not successful and identify differentiated instruction strategies to better align with students’ weaknesses. They would then present the lesson plan for the upcoming week to the instructor of the course. The phases outlined above would then be repeated for the duration of the five weeks. 

Results and Discussion

The case study describes three distinct phases of data collection, data-based planning, and implementing differentiated instruction. It is, however, important to note that after the first week of implementation, the teacher cycled through the phases on a lesson-by-lesson basis. For example, the teacher would have a data-based plan for a single lesson and implement differentiated instruction activities. She would then continue with the cycle by collecting student achievement data related to her teaching and use this for data-based planning for the next lesson. 

Data Collection

As noted earlier, data collection included: (1) pre-assessment of the students’ current challenges and strengths within the math class, (2) a self-assessment of current strategies that were being used within the classroom, and (3) on-going assessment and goal planning. The pre-assessments of the students and the self-assessment provided a baseline for evaluating student and teacher candidate change. The on-going assessments ensured that data-based planning were a part of instructional decisions. 

Pre-Assessment: Students’ Backgrounds.  As an instructional tool, the pre-assessment narrative provided a brief but instructive baseline of many of the needs of specific students in the teacher’s class. The data collection required the teacher candidate to provide informal assessment data perceived to be of instructional importance to the teacher. For example, in the TEC’s inclusion class of over twenty children, data were provided about Caleb, Theo, and Rachel (all pseudonyms). A description of one child is presented here. 

Caleb liked to spend his time screaming that he gives up or climbing up your body to give you a huge hug. He has not been able to focus in any setting without constant redirection over the prior four months (psychological/psychiatric appointments were trying to re-arrange medications). Other students were familiar with his changing moods, hyperactivity, and constant need to be recognized. He had difficulties socially and with anything that was tedious, often resulting in behavioral challenges. It was noted that one way to keep him on track was to consistently call on him to provide answers during whole group instruction. He was very knowledgeable and as long as the teaching was to his level, he would master the content. He had extreme difficulty with handwriting or any paper form of work. 

Theo had been without adequate medication for his ADHD for several weeks. This, in conjunction with difficulties in comprehension and retention, made it extremely difficult to help him learn. He enjoyed whole group activities that were lively. Theo liked to try to fade into the background that often had the effect of losing focus on the lesson.

Rachel was a year older than the other 1st graders, but struggled intellectually. When first meeting Rachel, the typical perception was that she wouldn’t struggle with her academic work because she was very socially adept. With trying to recognize money, she was the only student in class that did not know which coin was the penny and she consistently missed the dime, no matter the number of drills we did or different forms of teaching we used. She had significant trouble counting by 5’s. Rachel enjoyed being acknowledged in the group to the extent that she always raised her hand to answer, even when she was unaware of the answer. She posed her answer to questions in question-form which indicated that she was not sure of the answer. She seems to have blocks when trying to learn certain things and I never know what the blocks will be until we get to a certain part of a lesson.

Self-Assessment. To complement the pre-assessment student information, the teacher was asked to engage in a self-assessment activity, reflecting on how she was currently meeting the needs of her students. The reflections were noted in a journal and formed the text for data collection and analysis. Excerpts from the journal are provided here to indicate how the teacher was varying strategies and environmental accommodations to her teaching. 

The teacher candidate noted that the first graders seemed to struggle the most in reading and math, especially given that the math taught was largely word-problems oriented. The teacher identified additional challenges with retention, comprehension, and socialization. With regard to specific strategies, the teacher candidate noted in her journal:

When activities are more challenging, they use manipulatives to help them learn concepts. Caleb’s writing is extremely difficult to read and he becomes very frustrated with this work so spelling tests are administered to each student using oral and written knowledge. This particular student uses a white board and expo marker to spell his words. The bigger grip of the marker, and the larger size of the board, assists him when writing the words. At times this becomes problematic, so he then scribbles all over the board and writes the word with his finger in the scribble (which erases the expo only where his finger travels). 

Additionally, the TEC’s journal notes indicated reflections about environmental strategies:

It is understood that some students can get out of their seat to move if needed, as long as they are not disrupting other students. It is also understood that some students are allowed to work alone while others may be in a group. But this does not occur with every project or lesson. Goals we constantly work on are socialization and the ability to follow classroom rules so that they can understand expectations within a general education environment. I quickly came to understand that independent work is something we continuously strive to achieve when working with six year olds. Those that are able to partner learn from each other with the study buddy system, but this does not work for every student. So I continue to seek ways to lessen the dependence on a teacher and encourage their independence to learn in their own way.

In this snapshot of her students, the candidate described a variety of challenges the three students faced and identified differentiated instruction strategies that she has already used successfully. 

Goal Setting. The goal setting phase required a detailed child outcomes-based focus that used data collection, analysis, and interpretation of results to set individualized goals. The outcomes were to be associated with state standards and typically followed the form: Students will be able to [identify the object that is heavier or lighter and longer or shorter] or Students will be able to [add double digits correctly]. A more detailed description of the relationship between goal setting and on-going assessment is provided in the following section. 

Data-Based Planning. There were three primary directives for the assignment that helped focus the candidate’s data-based planning. First, there was a need to start with a focus on how children are grouped and the role of individualization. Next, a variety of assessments needed to be developed in order to obtain a detailed picture of student learning. Finally, there was on emphasis on structuring the lessons to achieve quick success with the differentiated instruction strategies. Examples of each follow. 

Grouping. There are many differentiated instructional strategies based on adjusting the content of the lesson, the instructional process, the student product, and learning environments. Adjusting the way that students are grouped is frequently adopted by beginning teachers as their first attempt to differentiate their instruction. Although there are many ways to group students (e.g., interests, roles, complementary skills), Blozowich (2001) found that teachers that start to utilize differentiated instruction often structure their classes so that students are tracked by ability. To counteract this tendency and help keep the focus on individualization, assessments were used as a focus for planning for the following week, but with Teacher S’s specific students in mind. 

Assessments. Tomlinson (cited in Willis & Mann, 2000, p.2) noted that one intent of differentiated instruction is for all students to learn the same core content and concepts but with varying levels of complexity. To capture this intention which mirrors the ideals of inclusion, the TEC was required to develop different types of assessments to determine what children knew, the depth of their current knowledge, and determine the degree of progress toward the goal for each child. This necessitated the development of a variety of on-going assessments that lead to adjustments of day-to-day teaching and planning for the following week. The following is an example of an outline for a week’s focus on the topic of measurement (determining which of two objects is heavier or lighter) where on-going formative assessments guided choice of, and expectations for activities that then provided further data. 

First, the TEC had to identify different opportunities for assessment within a class period. The candidate developed a pretest to determine current levels of knowledge.  A lesson would start with a whole class review of any homework and checked individually with students that had incorrect answers. Class work was reviewed with each student to determine specific gaps in understanding where guidance was provided on the work and returned to students to correct, then re-collected to use for data collection. Observation followed with small group and whole group games. An example from the TEC’s journal noted that she used a computer game called Stop the Clock! that required whole group participation as an introductory element for teaching time. The children would work on activities that came from a commercial math program used as a review/remediation strategy. Other activities included math games that involved individual and collaborative group work linked to using money in a functional capacity. 

Within each of the opportunities for assessment, there were opportunities for the TEC to vary the type of assessment in response to the needs of the children. For example, the following assessment variations were in the TEC’s journal: 

IEP testing accommodations were utilized by shorting assessment length, chunking assessments, and allowing a particular student to indicate the answer by giving it orally or pointing to it.  More observational assessments were employed through activities.  Testing accommodated the student by occurring in an area with very few distractions if needed.  

The assessments became a structured opportunity to evaluate effectiveness of teaching in a continuous and synergistic way. The pre-assessments helped to identify current levels of achievement and pinpoint individual needs. The self-assessment complemented the pre-assessment as it helped to keep the focus on the teacher as the change-agent in a child’s learning. Finally, the on-going assessment becomes a synergistic process with data-based planning that integrates individualization with a standards-based curriculum. 

Quick Success. Tomlinson (1995) recognized that for teachers to want to continue to use differentiated instruction practices, it was necessary for them to experience success quickly. The TEC’s journal indicated that prior to her participation in the initial certification program; routine assessments were administered weekly after reading the selected text throughout the week. These were followed by a standard test for all the students in the grade level. The assessment was summative and did not provide enough detailed information that would allow for any form of individualization. Soon after being asked to vary how the children in her classroom were assessed, a different measurement of the success in the teacher’s classroom was noted in her journal:

Because of this simple differentiation technique of using an assessment designed for Caleb, his other reading abilities improved. He demonstrated more confidence in his ability and would make more attempts to learn. He truly enjoyed seeing the actual graph of his learning and asked to see it again on a regular basis. I employed this technique with the rest of my students and watched them exceed my expectations when they were able to witness their own growth and improvement. I continue to use this method of data collection, student and parent conferences, and goal setting in the new year of school.

A Systematic Approach to Individualization

As stated previously, differentiated instruction can be neatly organized into Tomlinson’s (2000) categories of content, process, product, and learning environments. As any of the four options in any combination can be used, Table 1 provides examples of differentiated instruction strategies within each category. The list is not meant to be inclusive of all practices, but serves as an example of how the TEC organized differentiated instruction in her classroom.

Table 1

Examples of Differentiated Instruction Strategies by Tomlinson’s Categories

	Content
	Product

	· Varying reading materials

· Reorganizing content - Describing similarities, categorizing into groups, developing abstract thought.
· Student “skipping” acquisition phase to “application” phase

· Varying by student interest
	· Working alone or in small groups on different “products” e.g., giving a speech, creating a model, create a flyer

· Encouraging creation of individual products that contain “aspects” of the assignment

· Providing expectations that allow for varying degrees of difficulty, meaning, and procedures

· Providing rubrics that are developed based on varying skill levels

	Process
	Learning Environment

	· Varying how much support we provide each child by how much they need

· Using graphic organizers, concept maps, or charts.

· Using tiered activities to incorporate the same skills

· Using centers to allow further learning of current lessons

· Using student-specific task sheets (agendas) written for whole class and individuals

· Using manipulatives and hands-on activities

· Presenting learning through different means. e.g., audio/visual – vary text size, color contrasts. 

· Varying time and support for specific tasks
	· Asking, “Where do you do your best thinking?”

· Is it a quiet place or a crowded place?

· A small space or a big place

· Asking, “Where do you do your best learning?”

· In a “homey” place – on pillows, in a tent.

· On the floor or in a chair

· In a structured place

· Including structured guidelines so that students are more comfortable in familiar settings.

· Creating a positive learning environment by incorporating materials that encourage student collaboration

· Establishing routines that are so consistent that they almost become tangible


In order to start the systematic differentiated instruction process, an important part of the planning process was to develop class-wide activities and strategies that would hone in on individual learning. Table 2 (next page) shows the range of activities developed for the inclusion class for one of the five weeks. The activities are often a short description of the flow of a lesson with the strategies listed as a more-detailed description of how the teacher wishes to group or individualize instruction. 

The realization that simple changes can produce large effects was evident. The TEC experimented with learning environments and found that changing some simple things played a large factor in the depth of understanding reached by the students. In her journal, she noted that when she altered the learning environment and created a surrounding conducive to calm learning that I am better able to reach my students. It is one of the EASIEST ways to differentiate, but one that is nearly ALWAYS ignored.

With assessment-driven activities and strategies, the TEC exhibited a shift in thinking about the teaching learning process that cuts to the heart of data-driven instruction. In the following descriptions of Caleb’s progress from the TEC’s journal, it is clear to see how her narrative evolved to focus on specific objectives, gains in scores, assessment results that were progress oriented, and related to the effectiveness of specific strategies: 

Caleb did extremely well with weight in the form of a scale measurement and determining which of two objects is heavier or lighter. There were times we had to rein him in because he was getting bored with the lesson when others were not able to understand as he did. Caleb did very poorly on the weight estimation. He would not guess in any pattern (always over or always under) as Rachael did. Instead he would seemingly pick numbers randomly and then become very upset when he was nowhere close to the estimation. In order to appease him and his near loss of control we would call on him to answer the simplest problems such as a paperclip weight or a pencil weight. But this only worked briefly until he did not estimate well when the majority of the class would. He is very hard on himself when he gets something wrong and tends to launch into a loud verbal fit or hide under his desk. Caleb did very well with length and was able to demonstrate understanding of shorter and longer. Caleb has great difficulty with anything requiring the use of his fingers to conduct a fine motor skill (writing, cutting, coloring, etc.), so he had difficulty measuring with paperclips. He allowed others to help him lay them out and was able to determine the length of an object when measuring with paperclips.

Table 2

Example of Weekly Planning for Math Differentiated Instruction

	Day
	Activities
	Strategies

	Monday


	-Review of double digit addition: whole group

-Complete small group activity of double digit adding with cents

-Introduce double digit subtraction 
	Students will be involved in a hands-on lesson of capacity. Although this will be a brief lesson (due to all performing well on this unit in the pre-assessment) the students will be able to move around and physically fill units to determine capacity.

Center activity (small group) will be geared to re-teach/review of material of counting by 10’s with 10 more and 10 less on a computer game. This will be for every day of the week.

Center activity with money involving adding double digit double amounts to equal one dollar after dice is rolled. 

Center activity using MegaMath to review double digit subtraction.

Center activity with game to review fact families. Students will create houses and the main numbers will be the roof while the facts support the house.

Independent work will focus on review combined with the current lesson. This will allow the students to work at their pace and schedule. 



	Tuesday


	-Review of previous day’s lesson on double digit subtraction 

-Assessment of double digit subtraction

-Introduction of capacity
	

	Wednesday


	-Review of capacity

-Hands on activity involving capacity
	

	Thursday


	-Assessment on capacity

-Review with indoor game for odd/even and adding /subtracting double digits

-Split into groups for those that need remedial instructional work 
	

	Friday


	-Timed worksheet of math facts worksheet

-Hopscotch game of skip-counting
	


Conclusions

In a special issue of Teachers College Record, Rust (2009), reminded us that To practitioners, research-informed pressure for changes in practice often seems unrelated to what is needed in day-to-day and minute-by-minute interactions ( p. 1882). Asking teachers to: (a) conceptualize the challenges of their day-to-day and minute-by-minute teaching and (b) choose and implement evidence-based practices in a systematic way, is a vision of research that has the potential to affect local policy in ways that the traditional top-down approach hasn’t in the past (Lytle & Cochran-Smith, 1992). This approach has the potential to bridge the research-to-practice gap (Lytle & Cochran-Smith). The teacher in this case study successfully broached the research to practice gap using differentiated instruction as an effective way to meet the needs of all of the children within an inclusive setting. 

Several specific changes to the TEC and the children’s learning occurred as a result of the using the practice in research model. First, the TEC reflected that over a course of five weeks, she changed her perspective about the role of planning to affect individual and classroom change. At the beginning of the second week, she noted in her journal that I am not proud to admit that this was a new experience for me. Prior to this course, lesson plans were derived and written based on the next item that needed to be taught and the ‘pacing map’ for when the items should be taught. The process led to that aha moment where the TEC not only knew why they should let on-going data collection help guide planning for instruction, but realized the effectiveness of this model for her children. She wrote that there was a sudden realization of ‘what were we thinking?!’ … of course we need to focus on the remediation of this before trying to move on. 
There was also a shift in how she (as the inclusion teacher) and the general education teacher collaborated together. Once both teachers realized the potential of differentiated instruction, the TEC wrote in her journal: 

From that point on, my co-teacher and I worked together to come up with new strategies for remediation and more effective teaching. We established a specific time every morning in which we split the students into four groups in the room … We agreed that the students worked better in smaller groups. 

The TEC also noted other areas of development, such as assessment design. She wrote in her journal that it took little time to realize that prior to the differentiated instruction five-week assignment; she was testing whether students could take tests rather than assessing content knowledge. The subtle shift of using a different type of assessment also led to unexpected changes in behavior:

A prime example of this came to light with the reading tests administered weekly. Shortly after beginning the semester, I was grading one of the tests and was disappointed because Caleb did not do as well as I thought he would. When discussing the book with him the day before he seemed to fully grasp the reading and comprehension was apparent. So I wondered why it always seemed this way, yet he never seemed to pass the test. As if on purpose, assessment design was a topic of the course during that week. I immediately compared the situation with what I was learning and realized I needed to find another way to truly assess the comprehension for this student. I decided not to use multiple choices after watching him closely as he took the test. He knew the answers because he was able to talk to me about it the day before. The problem was his self-doubt and the fact that another answer looked a little better. The next week I attempted a new assessment strategy by asking him open-ended questions about the story. The same types of questions were on the regular assessment, but I did not provide multiple answers. I simply took down his answer specifically. His accuracy and comprehension were amazing. He went from failing every single test of multiple-choice, to an average of 90% on the short answer assessments I gave. He never failed another comprehension test. Even his behavior changed. Prior to the assessment change, he would become very frustrated while taking the test and start shouting, crying, or tear his paper. Once the assessment style changed, there were none of these behaviors in relation to the testing. This student passed for the year with a much more accurate grade for the skills assessed; there is no doubt in my mind that he would have failed if I had not had the knowledge to attempt a different assessment design. 

Tomlinson (1995) noted that one of the barriers to implementation of differentiated instruction is the perception that differentiated instruction is yet another fad. The fundamental shift from the traditional top-down deductive model of  if it works for most, hopefully it will work for the individual to a more inductive if it works for one, then we will see if it works for all approach is a reflection of a universal design feature within an inclusion classroom. This develops the potential for teachers, who are often seen as more authentic to other educators, to advocate for differentiated instruction from their position in the classroom. 

Finally, although the case study for a single TEC and many of the challenges described for Caleb are easily identified as characteristic of students with disabilities, they nevertheless describe behaviors that most students have at least some of the time, and most teachers have to respond to, whether special or general educators. Whether the challenges are keeping children on track, helping children who are having difficulties with comprehension and retention, or working with children who have difficulty with anything they perceive as tedious (such as paper-and-pencil tasks), strategies that are likely to work for these children are likely to work for all children. In a similar vein, the strategies identified that were successful with these children with disabilities, including whole group activities that are lively; being acknowledged in the group; and presenting content at a level or in a form that reflects a child’s developmental needs are likely to be beneficial to all children.

Limitations and Areas for Future Study

Among other strengths, case studies have been acknowledged as a powerful method for understanding complex inter-relationships among phenomena, can help to identify processes in causal relationships, and have the potential to explore the lived-reality of teachers within schools (Hodkinson & Hodkinson, 2001, p. 3). The authors also noted several limitations that should be considered when using case study designs. First, over a period of the semester, a large amount of narrative data from the journal was collected and whether one presents themes from across the data or individual narrative accounts, there is a potential for bias in the evidence provided. Although the data were checked for credibility and trustworthiness (Brantlinger, Jimenez, Klinger, Pugach, & Richardson, 2005) through investigator triangulation and second level member checks, there is still the potential for bias in the interpretation and reporting of results. It is also important to document that although the researchers did not have access to the data journals until the candidate finished her degree program, the teacher education candidate was recording information in journal form for class credit. 

A second limitation is the generalizability of the results. Data were drawn from a single candidate in an online master’s degree initial certification program. As Brantlinger et al. (2005, p. 203) discussed, the purpose of qualitative research is to produce evidence based on the exploration of specific contexts and particular individuals [and that] it is expected that readers will see similarities to their situations and judge the relevance of the information produced to their own circumstances. It would therefore be up to the reader to determine whether the processes described in this article could apply to their own circumstances. Future research could also determine the degree to which similar results are obtained with varying populations of students and teacher education candidates. 

Third, the data were collected over a relatively short five-week period to time. Even though the intent of the research was to provide immediate results to the participant concerning the effects of differentiated instruction (Brimijoin et al., 2003), it is recommended that further research explore the long-term effects of the on-going assessment differentiated instruction model described above. Even though second level member checks alluded to maintenance of differentiated instruction, this needs to be studied in a more systematic way. 

Finally, there was emerging but limited evidence that differentiated instruction as a process was accepted by both the special and general education teacher. The special education teacher noted in journal form that the general education teacher worked more collaboratively with the special education teacher to implement differentiated instruction with all of the students. Future research with a larger sample of teachers could explore the role of differentiated instruction as a universal design component. With the seemingly global move toward inclusion (UNCRPD, 2006), additional research about the effectiveness of differentiated instruction could help bridge general and special education and help clarify the role of the special education teacher in a collaborative inclusion classroom. 
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MULTI-SENSORY INTERVENTION OBSERVATIONAL RESEARCH

Carla J. Thompson,
 University of West Florida

An observational research study based on sensory integration theory was conducted to examine the observed impact of student selected multi-sensory experiences within a multi-sensory intervention center relative to the sustained focus levels of students with special needs.  A stratified random sample of 50 students with severe developmental disabilities ages eight to eighteen was selected for observation within a public school environment representing four classifications of students:  TMH (Trainable Mentally Handicapped), PMH (Profoundly Mentally Handicapped), students with Autism, and students with Multiple Disabilities.  An observation form representing 24 observable behaviors (facial expressions, vocal cues, and body language) defined in the literature was developed and pilot tested for construct validation and reliability purposes.  Four trained observers completed inter-rater reliability analysis prior to the study.  Observers completed observation forms for individual students for three 20-minute time periods (within the regular classroom, within the multi-sensory center, and after returning to the regular classroom). Sustained focus was measured by combining specific observed types of data reflecting student engagement and on-task behaviors as defined in the literature.  Data were analyzed using repeated measures ANOVA.  Findings of the study lend strong support for implementing multi-sensory experiences to increase the sustained focus of students with special needs.   

Students with developmental disabilities often have overwhelming obstacles to overcome in order to maintain focus in the classroom.  Educators of students with special needs are continually challenged in finding ways to assist their students in sustaining focus in the classroom.  Using the precepts of Ayres’ theory of sensory integration (Ayres, 1972, 1989, 2005) this study explored the impact of a multisensory environment on the sustained focus levels of students with special needs utilizing an observational quantitative research approach.  

Background and Literature Review

Ayres’ theory of sensory integration (Ayres, 1972, 1986, 1989, 2005) provides a conceptual framework for educators grappling with ways to assist special needs students in sustaining focus in the classroom. Sensory integration theory posits that sensory integration is a neurobiological process that organizes sensation from one’s own body and from the environment and makes it possible to use the body effectively within the environment.  Sensory integration is information processing (Ayres, 1986, p. 9).  The theory of sensory integration is based on five assumptions: (1) Plasticity (the ability of the brain to reorganize neural pathways based on new experiences) exists in the central nervous system;  (2) The process of sensory integration occurs in a developmental sequence and is a prerequisite for the development of higher cognitive processes;  (3) The brain functions as an integrated whole, but is hierarchically organized;  (4) Adaptive interactions are critical to sensory integration; and (5) There exists an inner drive to develop  sensory integration through participation in sensory-motor activities (Botts, 2006; Ayres, 1972, 1979, 2002; Bundy, Lane, Fischer, & Murray, 2002).  Additionally, sensory integration theory is supported by three postulates:  (a) Learning is contingent on the ability of the student to receive sensory information, process the information, and integrate the information into a plan and organized behavior; (b) If the student has a deficit in processing and integrating sensory input, then there will be a deficit in planning and producing behaviors; and (c)  Providing students with opportunities for sensory experiences enhances the ability of the central nervous system to process and integrate sensory information (Botts, 2006).  

Specific principles and characteristics for delivering interventions using a sensory integration approach designed to assist students with disabilities are provided in the literature as requirements for effective  sensory integration intervention techniques:  (a) qualified professionals; (b) intervention is family-centered with appropriate assessment procedures; (c) activities are rich in sensation including visual and auditory sensations; (d) the intervention environment is safe and includes equipment that is free from injury; (e) activities that promote appropriate challenges; (f) the intervention environment involves the whole body, moving and interacting with people and things in the three-dimensional space; (g) the sensory environment intervention promotes intrinsic motivation and drive to interact through play; and (h) the activities are their own reward with activities altered to meet the abilities of the student (Parham et al., 2007, p. 219). The multi-sensory environment used for intervention in this study supported each of the principles advocated by the Ayres Sensory Integration Model (Ayres, 1972).  

Literature supporting the use of multi-sensory interventions for individuals with special needs identify several areas of positive evidence.  Collier and Truman (2008) explored the use of multi-sensory activity for individuals with neurological disabilities as a leisure resource.  Their findings indicated that multi-sensory environments when used as a companion for routine daily activities enhanced the sensory awareness of individuals with neurological disabilities and assisted with many of the problems (aggression, agitation, wandering, poor-coordination, and other difficulties) to enhance individual engagement and participation and to reduce environmental barriers.  Chan and Chien (2007) reported mixed results from their research efforts to evaluate the clinical effectiveness of multisensory therapy on individuals with severe learning disabilities within a hospital setting. Their findings suggest that multisensory intervention environments have a leisure resource effect of promoting psychological well-being rather than a therapy for reducing problem behaviors (p. 30).  However, their study findings also revealed that positive effects of multisensory therapy were evidenced in profound or severely impaired individuals rather than in mildly impaired individuals and the authors suggest that reliability, predictability, relaxation, and freedom from demands rather than sensory input may be key contributors of multisensory therapy (p. 30).  Slotnick (2010) suggests that individuals engaged in vision therapy (a therapeutic approach containing a multi-sensory integration activity) will produce results reflecting success toward a learning goal for approximately 85% of individuals.  Stadele and Malaney (2001) conducted a single-subject research design using two adolescents ages 17 and 16 (female and male respectively) diagnosed with autism to determine the effects of a multisensory environment on self-injurious behavior, physical aggression, non-compliance, and agitated/disruptive behavior using daily questionnaires completed by facility staff.  Results of the Stadele and Malaney (2001) study did not indicate improved behavior after the multisensory environment intervention.  However, these researchers indicated that the data collection effort employed in their study using multiple staff members was not a reliable approach for study findings to reflect accurate information.  

A meta-analysis of twenty-eight research studies focused on examining the effectiveness of multisensory environments for individuals with intellectual disabilities conducted by Lotan and Gold (2009) concluded that the multisensory approach is effective for improving individuals’ adaptive behaviors in daily life if considered as an individual intervention for use with individuals with intellectual and developmental disabilities.  These results parallel earlier studies focused on the effectiveness of multisensory environments used with people with special needs.  Houghton, Douglas, Brigg, et al (1998) used a repeated measures design with seventeen students ages 5 years to 18 years who demonstrated improved Foundation Outcome Statement Skills (FOS Skills) after experiencing a multisensory interactive environment.  Likewise, Lancioni, Cuvo, and O’Reilly (2002) reported positive effects from twenty out of twenty-one research studies focused on the effectiveness of Snoezelen, a multi-sensory environment intervention approach, involving people with developmental disabilities and people with dementia.  However, all of these research reviews identify concerns with research methodologies and sample size considerations.   

Inherent in the fidelity of intervention research involving sensory integration is the need for appropriate assessment instrumentation to adequately measure and report outcomes.  The use of procedures to evaluate the fidelity of sensory integration intervention approaches was examined by Parham and others (2007) for 34 studies focused with only one study purporting the use of a quantitatively scored fidelity instrument to ensure that the interventions were being delivered as planned and to evaluate the impact of fidelity on study results (p. 221).  However, a quantitative study highlighted by Parham and others (2007) as the most well-developed plan for monitoring and evaluating fidelity (Humphries et al, 1992, 1993) did not explicitly discuss fidelity’s impact on the result and provided little attention to the measurement of process features of intervention (Parham et al., 2007, p.222).  Shapiro, Sgan-Cohen, Parush, and Melmed (2009) utilized a videotaped observation measurement approach for determining levels of anxious behavior and arousal levels of children ages 6 to 11 before and during a stress-provoking medical situation within a multi-sensory environment and within a regular environment with study findings supporting specific benefits for children with developmental disabilities in sensory environments as compared with regular environments. Videotaping with observer recordings was also used by Smith, Press, Koenig, and Kinnealey (2005) in a before, during, and after implementation of a multisensory integration experience study of seven children ages 8 years  to 19 years with developmental disabilities and mental retardation disabilities.  Their study findings reported significant reductions in self-injurious behaviors suggesting that the sensory integration approach is effective in reducing self-stimulating behaviors that interfere with functional behaviors.  

The present study responded to the need for high quality quantitative research affiliated with measureable outcomes.  The study utilized a quantitative observational assessment instrument designed to monitor and assess the sensory integration intervention (multi-sensory environment center) with special attention to the measurement of process features of the intervention as well as impact of the sensory integration intervention.  

Statement of the Problem

Despite the widespread acceptance of the sensory integration intervention approach for therapy with children with developmental disabilities the body of research on the effectiveness of this intervention is inconclusive (Parham et al., 2007, p. 216).  Two major reasons for the inconclusive evidence regarding sensory integration intervention impact is the indecisiveness in defining learner outcomes and in the methodological challenges of conducting intervention effectiveness research (p. 217).   

Evidence supporting the use of sustained focus as the targeted learner outcome for research purposes is documented in the literature.  The Southeast Regional Clearinghouse (SERCH) of Charleston College spearheads the NASA’s Science Mission Directorate (SMD) that emphasizes the need to provide appropriate accommodations for students with special needs advocates the need to adjust learning environments for the purpose of sustaining student attention and focus (Runyon, 2007).  The SERCH mission includes a strong emphasis on creating educational environments that are conducive to sustaining focus for special needs students as a defined learning outcome.  Kaplan, Clopton, Kaplan, Messbauer, and McPherson (2007) examined the impact of multi-sensory environments used in therapy for individuals with autism and found improvement in task engagement time. Ashby et al (1995) and Lindsey et al (1997) identified improved concentration on task for individuals with special needs as an outcome measure of the intervention impact of multi-sensory environments. In addition, Bera (2008) advocates that multi-sensory rooms enhance/increase attention span, thinking and reasoning skills, and concentration (p. 6).  Therefore, previous studies support examining learner outcomes that are defined as the student’s sustained focus level.     

This study responds to the need for high quality empirical evidence to evaluate the effectiveness of sensory integration intervention by exploring the impact of a sensory integration intervention (multi-sensory center) within an educational environment.  The learner outcome measure selected for the investigation is the sustained focus level of the individual student.  The purpose of the study was to examine the observed impact of multi-sensory experiences on the sustained focus of students with special needs.  The specific problem for investigation sought to answer the following question:  Is the use of a multi-sensory environment center an effective intervention for increasing the sustained focus of students with special needs? 

Specific research questions investigated by the study include the following focus questions: (1) Is there a difference in the average sustained focus level of students before, during, and after experiencing a multi-sensory environment? (2) Is there a difference in the average self-injurious behaviors before, during, and after experiencing a multi-sensory environment? (3) Is there a difference in the average student relaxation level, happiness level, or engagement level before, during, and after experiencing a multi-sensory environment?

Method

The research design employed for the study is a quantitative observational study with a two-phase research procedures effort:  (1) the development, pilot test, reliability analysis, and construct validation study focused on the observation instrument developed for the purpose of this study and (2) the implementation of the observed impact of a multi-sensory center as an intervention on the sustained focus of students with special needs.  Each of these two phases is discussed in sequence relative to the development and use of the observational instrument. 

Instrumentation Development and Pilot Study

The development and pilot test of the observational instrument for use in the data collection phase was completed in the fall 2006.  The instrument was developed using criteria from the literature and focus groups of behavioral experts with teachers of students with severe physical and mental disabilities special needs.  The development and refinement of the observational items required considerable discussion and documentation efforts from the literature in preparation for the pilot test of the instrument. Three visual forms selected for observation are included in the instrument:  (a) facial expressions; (b) body language; and (c) vocal cues.  Hager and Ekman (1995) support the use of these types of visual forms for measurement of behaviors.  Behaviors selected for inclusion in the observational instrument were generated from an extensive review of the literature on behaviors of students with severe disabilities (Botts, 2006). Descriptors for the instrument are presented in Figure 1. 

	Behavior
	Facial Expression
	Body Language 
	Vocal Cues

	angry/stressed
	Clenched/pinched face/reddened face/increased muscle tone
	Clenched fists; closed body posture or forceful movements; rocking, pacing,
	Increased volume and pitch or withdrawal; screaming forceful tone; negative verbalizations

	self-injurious
	Clenched face/jaw; reddened face
	Movement that causes harm to self
	Vocalizations specific to individual known to proceed or accompany self-injury

	aggressive
	Clenched face/jaw; reddened face
	Forceful movement or posture
	Vocalizations specific to individual known to proceed or accompany  aggression

	self-stimulatory
	Focus on object of self-stimulatory
	Movement that interferes with engagement
	Vocalization that interferes with engagement (repetitive)

	adaptive
	Focus on self-regulatory behavior
	Movements or behaviors that self-regulate
	Vocalization appropriate to activity from individual known to self-regulate

	relaxed
	Calm open expression
	Languid movements; lowered muscle tone
	Softer tones specific to individual

	happy
	Relaxed face; smiling
	Buoyant body posture or movement
	Laughing or soft, cheerful tones

	engaged/interested
	Focused on task or looking toward task, person, or object; joined attention
	Actively participating within physical limitations; alert body oriented toward task/person/object
	Appropriately responding; quietly listening


Figure 1.  

Behavioral Descriptors for the Observation Form

The first four descriptors are indicative of behaviors that are not conducive to sustained focus and may be disruptive while the last four descriptors reflect positive behaviors that support sustained focus in the classroom.  The literature defines sustained focus as the combination of two behaviors depicted in the instrument in Figure 1:  adaptive and engagement/interested (Botts, 2006).  

The use of the descriptors within the instrument for training the observers was a critical component of the development of the data collection phase of the study.  However, the descriptors were then replaced with a Likert Scale for use in the formation of the instrument.  The resulting final form of the observational instrument is presented in Figure 2.  




      Facial Expression    Body Language        Vocal Cues

	angry/stressed
	1  2  3  4  5  NA
	1  2  3  4  5  NA
	1  2  3  4  5  NA

	self-injurious
	1  2  3  4  5  NA
	1  2  3  4  5  NA
	1  2  3  4  5  NA

	aggressive
	1  2  3  4  5  NA
	1  2  3  4  5  NA
	1  2  3  4  5  NA

	self-stimulatory
	1  2  3  4  5  NA
	1  2  3  4  5  NA
	1  2  3  4  5  NA

	adaptive
	1  2  3  4  5  NA
	1  2  3  4  5  NA
	1  2  3  4  5  NA

	relaxed
	1  2  3  4  5  NA
	1  2  3  4  5  NA
	1  2  3  4  5  NA

	happy
	1  2  3  4  5  NA
	1  2  3  4  5  NA
	1  2  3  4  5  NA

	engaged/interested
	1  2  3  4  5  NA
	1  2  3  4  5  NA
	1  2  3  4  5  NA


Figure 2.

Observational Form Used in the Study
A pilot study of the instrument was conducted using four trained observers and three randomly selected students with severe physical and mental disabilities representing the following disabilities categories:  trainable mentally handicapped (TMH), profoundly mentally handicapped (PMH), and educationally mentally handicapped (EMH).  The three students selected for the pilot range in age from three to fourteen and represent three categories of disabilities that were subsequently used in the observational study.  The pilot study served three purposes:  (1) to obtain a reliability coefficient for the observational instrument; (2) to acquire information concerning construct validation of the instrument; and (3) to determine inter-rater reliability information relative to the four trained observers prior to the implementation of the research study.  Resulting pilot study information is presented in Figure 3.  



Subject Demographics:  (N= 3 students observed by four trained observers)
Gender:  1 male and 2 females

Age:  3yrs, 11 yrs, and 14 yrs

Ethnicity:  2 white and 1 black

Reliability Results (Cronbach Alpha Values): 

Overall Alpha = .98 with subscales ranging from .89 to .99
Validity Results:

A. Lowest loadings on the canonical correlation matrix were for anger and stress

B. Highest loadings on canonical correlation were on interested, engaged, and self-stimulatory

C. Sustained focus factor of combined variables of engaged, interested, and adaptive loaded on the value of 8.

D. Inter-rater Reliability Findings:  All 33 rating options resulted in inter-rater reliability coefficients for all four researchers of .64 (p < .05) or higher with only three exceptions between observers # 2 and # 4 only on vocal cues of anger, frustration, and stress.

Figure 3.

Pilot Study Results
Results of the pilot information presented in Figure 3 indicate the viability, consistency, and accuracy of the instrument for the quantitative observational study.  Resulting reliability coefficients of internal consistency of the observational instrument (Cronbach Alpha Values) include an overall instrument reliability value of .98 with the eight subscale categories (angry/stressed, self-injurious, aggressive, self-stimulatory, adaptive, relaxed, happy, and engaged/interested) reliability coefficients ranging from .89 to .99.  A factor analysis was performed on the observation instrument for construct validation purposes with the following specific validity results: (a) the lowest loadings on the canonical correlation matrix generated from the factor analysis were associated with the subscale of angry/stressed; (b) the highest loadings on the canonical correlation matrix generated from the factor analysis were associated with the subscales of engaged/interested and self-stimulatory; and (c) the sustained focus factor of the combined subscales of interested/engaged and adaptive loaded on the value of eight to reflect the validation of the sustained focus construct.  The additional activity of the pilot study of the observation instrument included conducting the inter-rater reliability analysis for the four observers who were the data collectors for the study observations. All four observers completed observation forms for the same three students used on the pilot study generating 33 rating options.   All 33 rating options resulted in inter-rater reliability coefficients for all four researchers of .64 (p < .05) or higher with only three exceptions between observers # 2 and # 4 on vocal cues of anger, frustration, and stress.  Thus, the pilot study produced a highly reliable observation instrument validated for eight constructs with a strong inter-rater reliability coefficient for conducting the observational study. 

Implementation of the Observational Study

Upon completion of the pilot study of the observation form the four specially trained observers were engaged to initiate the observational research study.  The four observers were utilized to observe individual students within three types of environments and during three time periods:  (1) initial observations were conducted within the regular classroom (before the multi-sensory intervention experience); (2) the second level of observations was conducted while the student was within the multi-sensory center (during the multi-sensory intervention); and (3) the third level of observations was performed after the student returned to the regular classroom (after the multi-sensory intervention).  A stratified random sample of 50 students representing four types of disabilities (TMH-Trainable Mentally Handicapped; PMH- Profoundly Mentally Handicapped; students with Autism, and students with multiple handicaps) was used in the observational research study.  Observation forms were completed by the trained observers for individual students every other minute for 20 minute time periods at each of the before, during, and after settings (regular classroom, multi-sensory center, and upon returning to the regular classroom).  Observers recorded 24 types of data relative to facial expressions, body language, and vocal cues every other minute in a systematic process based on previous research efforts and research literature relative to the conceptual theory of sensory integration and students with special needs. The 50 students were observed individually by trained observers stationed within secluded locations in the regular classrooms and multi-sensory center.  Only one observer at a time was present in the secluded classroom or multi-sensory center location during an observational period.  The 50 student observations required a five-month time period for completion of the 60-minute observations (20 minutes per each of the before, during, and after time periods) per student.  

Measurement of Sustained Focus

Sustained focus, the dependent variable in the study, is measured by combining values of observed types of data as defined in the literature.  The data defined as sustained focus consist of facial expressions, body language, and vocal cues that are associated with the combined constructs of engagement and adaptation as defined in the literature and as depicted in Figure 1.    Combining the constructs reflects the continuous level of sustained focus of the student within the classroom or within the multi-sensory center.  Likewise, non-sustained focus is defined from the literature to be the combined constructs of anger and aggression that are also reflected in the facial expressions, body language, and vocal cues depicted within the classroom or multi-sensory environments and presented in Figure 1.

Research Study Design

The study supported a quantitative observational one-group research design whereby observational measures for the individual students within the group were obtained during three time periods (before the multi-sensory intervention, during the multi-sensory intervention, and after the multi-sensory intervention).  The study design aligns with current response-to-intervention research and the utilization of sequential time periods for data acquisition and analysis, especially for the purpose of determining duration of impact or effects of the intervention (Allington, 2008).  Observers recorded data every other minute for 20 minutes in each of three time periods (within the regular classroom, within the multi-sensory center, and upon returning to the regular classroom) using the Observation Form developed for the study.  Therefore, the research design emulated a repeated measures approach for examining the effects of the multi-sensory intervention on students with special needs.

Sample Description

Students with severe physical and mental disabilities enrolled in a public preK-12 school provided the population for the stratified random selection procedures to select 50 students representing four classifications of students with special needs:  TMH (Trainable Mentally Handicapped), PMH (Profoundly Mentally Handicapped), students with Autism, and students with multiple disabilities.  The resulting sample for the investigation was comprised of 26 female students and 24 male students with ages ranging from six to seventeen and ethnicity groupings of 26 African American, 23 Caucasian, and one Asian American.  The sample representation of students with special needs included 18 TMH, 14 PMH, 10 students with Autism, and eight students with multiple disabilities.  

Analysis of Data

The repeated measures research design provided the impetus for the implementation of the repeated measures analysis of variance and repeated measures multiple analysis of variance statistical procedures for analyzing the observational data retrieved from the three time periods of observations.  The three major research questions investigated by the study utilized the repeated measures ANOVA statistical procedure: (1) Is there a difference in the average sustained focus level of students before, during, and after experiencing a multi-sensory environment? (2) Is there a difference in the average self-injurious behaviors before, during, and after experiencing a multi-sensory environment? (3) Is there a difference in the average student relaxation level, happiness level, or engagement level before, during, and after experiencing a multi-sensory environment? Additional analyses using repeated measures MANOVA were performed for the three major research questions with gender, ethnicity, and special needs classification as independent variables combined with the three time periods as independent variables.  The dependent variable used in the data analysis is sustained focus.  Mean differences across the three time periods was determined using the repeated measure ANOVA procedure.

Results

The results of the study are presented relative to the three major research questions.  Research question one results are presented in Figure 4: Is there a difference in the average sustained focus level of students before, during, and after experiencing a multi-sensory environment? 
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Figure 4.

Mean Changes in Sustained Focus over Three Observational Environments

Significant increase (14%, p<.001) in sustained focus was found when students return to regular classroom activities after experiencing the multi-sensory center.  This finding corroborates previous studies that demonstrated improvement in student attention or sustained focus patterns relative to the intervention of a multisensory environment (Ashley et al, 1995; Lindsey et al, 1997; Houghton et al, 1998; Kaplan et al, 2007; Lotan & Gold, 2009).  
Research question two:  Is there a difference in the average self-injurious behaviors before, during, and after experiencing a multi-sensory environment?  The results of research question two are depicted in Figure 5. 
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Figure 5.

Mean Changes in Self-Injurious Behaviors over Three Time Periods
Mean self-injurious behaviors decreased by over 98% after experiencing a multi-sensory environment. This finding corroborates the results of Smith, Press, Koenig, and Kinnealey (2005) and Shapiro, Sgan-Cohen, Parush, & Melmed, (2009) that suggest that a sensory integration approach is effective in reducing self-stimulating and self-injurious behaviors that interfere with daily functional activities and extends previous findings since the current study utilized a large sample size (N=50) as suggested by Smith et al (2007).  

Research question three:  Is there a difference in the average student relaxation level, happiness level, or engagement level before, during, and after experiencing a multi-sensory environment?  The mean changes over time resulting from the repeated measures ANOVA procedure are depicted in Figure 6.
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Figure 6.

Mean Changes in Relaxation, Happiness, and Engagement over Three Time Periods

Findings of the analyses for research question three indicate significant (p<.05) increases in each of the areas that characterize positive student attention or sustained focus, that is, observed student relaxation ratings revealed a 17% increase, observed student happiness ratings revealed a 16% increase, and observed student engagement ratings revealed a 13% increase from the before to after time period on the average for the N=50 students in the study.  These results provide some evidence in support of the effectiveness of the multisensory center environment on those factors that comprise the construct identified as sustained focus, i.e., happiness, relaxation, and engagement/interest.  Bera (2008) corroborates these findings for elderly clients in nursing home environments and Slevin and McClelland (1999) findings support the current study results that relaxation and comfort are provided to individuals with disabilities through a multi-sensory environment approach to therapy.

Additional Results

Additional data analyses were performed for determining mean differences in sustained focus across the three time periods relative to gender, ethnicity, and types of classifications of students with special needs using repeated measures MANOVA.  Results of these analyses are depicted in Figures 7, 8, and 9. (next pages)

Impact of the multi-sensory center experience on African American students’ average sustained focus levels reveals a significant increase that substantially surpasses the significant impact of the multi-sensory center on white students’ average sustained focus increases.  Selected results of the study include the following summary statements:  (a) The observed sustained focus of students with special needs after experiencing a multisensory environment increased by 14% in the regular classroom; (b) The observed self-injurious behaviors of students with special needs after experiencing a multisensory environment decreased by 98%; (c) The observed sustained focus of both boys and girls with special needs increased substantially after experiencing a multisensory environment; (d) The observed sustained focus of all ethnic groups of students with special needs increased substantially with the 
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Figure 7.  

Mean Changes in Sustained Focus over Three Time Periods Relative to Gender
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Figure 8.  

Mean Changes in Sustained Focus over Three Time Periods Relative to Ethnicity
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S. D. = 26.73
	Mean = 162.60

S. D. = 42.08
	Mean = 122.60

S. D. = 26.97

	Multiple Categories (N=8)
	Mean = 141.33

S. D. = 16.26
	Mean = 203.67

S. D. = 25.11
	Mean = 169.33

S. D. = 22.03


Figure 9.

Mean Changes in Sustained Focus over Three Time Periods Relative to Four Special Needs Categories
greatest increases recorded for African American students with special needs after experiencing a multisensory environment; (e) The observed sustained focus of all types of students with special needs increased substantially after experiencing a multisensory environment; and (f) The observed student engagement, happiness, and relaxation levels of all students increased on the average after experiencing a multi-sensory environment.  These results corroborate Houghton, Douglas, Brigg et al (1998) findings relative to the positive effects of the multi-sensory environment on students representing various classifications of disability and various demographic groups.  
Implications of the Findings

Implications of these findings for teaching and learning environments involving students with special needs empirically support the use of a multi-sensory center and the incorporation of multi-sensory experiences for students.   These results provide a strong baseline for future research studies involving specific multi-sensory activities and materials.  Study findings have implications based in three perspectives:  (a) theoretical implications; (b) behavioral research implications, and educational applications.  The empirical evidence generated by the study provides a sound foundation for supporting sensory integration theory as a viable approach for assisting students with special needs.  Likewise, the empirical findings of significant mean changes in sustained focus across time periods provide solid settings and sound practices for behavioral researchers.  Implications of the findings for teaching and learning for students with special needs align with current response-to-intervention practices and outcomes.  The utility of the implications of the findings for furthering research efforts is evidenced in the sub groupings for analyses that were employed (gender, ethnicity, and types of classifications of students with special needs).  The need for researchers to continue to explore the use of interventions for students with special needs is demonstrated by the study results. 

Limitations

Limitations of the study parallel some of the weaknesses evidenced in previous research efforts focused on the effectiveness of using multi-sensory interventions with special needs students identified in a meta-analysis of twenty-eight research studies conducted by Lotan and Gold (2009):  (a) the small number of research projects available on the topic; (b) the small number of participants in each research effort; and (c) the lack of use of control groups and robust research designs.  This study utilized a one group repeated measures design rather than a quasi-experimental research design and is therefore limited to little or no consideration of controls for threats to internal and external validity. Although generalizing results of the study to specific populations is inappropriate, the implications of the findings for generating new research design efforts focused on multi-sensory interventions for students with special needs is a plausible outcome of the study.  In addition, the study includes a large number of participants (N=50) who represent four classifications of students with special needs, thereby addressing one of the criticisms or weaknesses of previous multisensory intervention research efforts, that is, the small number of participants within a research project. However, limitations of the research design and the inability to generalize results must be considered relative to study findings.

Conclusions

The study results provide a strong baseline for future research studies involving specific multi-sensory activities and materials.  The need for high quality response-to-intervention research efforts involving multi-sensory interventions for students with special needs is supported by the empirical evidence obtained in the study.  In addition, the study demonstrates high quality instrument fidelity in sensory integration intervention research efforts that have the potential for improving not only the sustained focus of the student but the quality of life of the student.  The multiple potential of multi-sensory interventions has only just begun to be examined by researchers.  Future efforts will provide a rich technological perspective to the world for students with special needs.
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