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ABSTRACT 

The purpose of this study was to examine the professional concerns of beginning special 
education teachers of deaf and hard-cf-hearing (DHH) students. Five beginning teachers 
were selected for this study. Three of the participants were beginning self-contained and 
two were beginning itinerant teachers. To examine their professional concerns, 
participants were asked questions in the domains concerning life, contemporary, and 
meaning-making experiences. The study used the in-depth phenomenological 
interviewing method. Shadowing and critical incident reports were used to triangulate 
interview data. Analysis-in-the field strategies were used to analyze field notes, critical 
incident reports, and interview data. Inductive analysis strategies were used to conduct in-
depth within- and cross-case analyses. The results of the study revealed that the majority 
of participants were motivated to become teachers of DHH students by family support, 
experience with DHH students, personal preference for teaching DHH students, Mends' 
encouragement and support interest in sign language, and teacher support in high school. 
The study also showed that participants found audiology, reading, and speech classes to 
be particularly helpful. The majority of participants perceived their over all teacher 
preparation experiences as very positive and felt that their teacher preparation programs 
were very good. The professional responsibilities of participants vary according to the 
service delivery models in which they worked. All participants were responsible for 
teaching academics, supervision of students, assessments, and writing students' lEPs. 
Itinerant participants had expanded responsibilities. Participants' professional interactions 
were with students, parents of their students, school administrators, teachers, and other 
school personnel. The nature and purposes of these interactions vary among participants. 
Professional concerns of participants include lack of administrative support, non-
accepting attitudes of regular education teachers towards DHH students, human relation, 
students' behavior problems, policy concerns, and parents' expectations. To address 
beginning teachers concerns, participants recommended administrative support, parents 
empowerment, training on inservicing regular education teachers who work with DHH 
students, inservices for special education directors on the needs of DHH students, and 
staff development activities. Participants recommended various classes, early exposure to 
real life teaching situations through internships, and more emphasis on teaching practical 
techniques for teaching and classroom management to preservice teachers. 
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CHAPTER 1 

INTRODUCTION 

Most academically talented beginning teachers desert the field of teaching within 

their first few years of teaching due to certain professional concerns (Schlecty & Vance, 

1983; Christensen & Conway, 1992; Billingsley, Warger, Littrell & Tomchin, 1993). 

Examination of existing literature on beginning teachers' concerns, attrition, retention, and 

mentoring revealed a steady increase in beginning regular education teacher attrition 

resulting from professional concerns that range from classroom management, transition 

factors, lack of collegiality, to lack of emotional and administrative support (Natale, 1993; 

Schaffer, Stringfield & Wolfe, 1992; Schlechty & Vance, 1983, Smith, 1993; Colbert & 

Wolff, 1992). The general concerns of beginning special education teachers were found to 

range from work overload, lack of opportunity for professional advancement, salary, and 

paperwork to lack of role specification (Karge & Freiberg, 1992; Warger, Littrell & 

Tomchin, 1993; Pigge & Lovett). As a result of these concerns, beginning teachers in 

regular and special education leave teaching at alarming rates during their first five years. 

Fifteen percent of beginning teachers leave teaching after their first year of 

teaching and 25% leave by the end of their third year. The attrition rates are increasing 

dramatically. A recent finding by Darling-Hammond (1990b) reported in Murray (1996) 

showed that between 30% - 50% of beginning teachers leave teaching within their first 

five years of teaching. In special education the attrition rates for beginning teachers due to 

professional concerns are much higher than those of beginning regular education teachers. 

Attrition rates of 21% at the end of the first year and 53% at the end of the fifth year of 



teaching were found for beginning special education teachers of students with emotional 

disturbances (Smith-Davis & Cohen, 1986). Reynolds (1990) reported that beginning 

special education teacher attrition resulting from professional concerns are generally 

higher and prevalent among beginning special education teachers in rural and inner-city 

schools. With the exception of Reynolds (1990), Karge and Freiberg (1992), McCabe, 

Karge, and Lasky (1993), Billinsgley, Warger, Littrell, and Tomchin (1993), Miner and 

Lepich, 1993), and Pigge and Lovett (185), most of the studies done on beginning 

teachers' concerns, attrition and retention and mentoring examined only the concerns of 

beginning regular education teachers and those of beginning special education teachers in 

general. Teachers of different kinds of special needs students might have different 

concerns. 

Most of the studies geared toward understanding beginning teachers' concerns 

utilized quantitative methodologies such as one-shot case studies, survey questionnaires, 

reviews, and posttest-only with nonequivalent groups (Veenman, 1984). The few 

exceptions to these were the studies conducted by Odell and Ferraro (1992), Smith 

(1993), Colbert and Wolf (1992), and Corcoran (1981). Those that utilized qualitative 

methodologies recruited only beginning regular education teachers as research participants 

(Veenman, 1984; Kagan, 1992). Thus, no qualitative research on beginning special 

education teachers' concerns has been conducted. 

Attempts by schools and universities to address beginning teachers' concerns have 

led to the design and implementation of certain beginning teacher support systems, which 

include informal and formal mentoring, collaborative mentoring, and teacher assistance 
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teams (KJug & Salzman, 1991; Christensen & Conway, 1991; Colbert & Wolfe, 1992; 

Chalfant, Pysh & Moultrie, 1979). The design and implementation of these beginning 

teacher support systems were not preceded fay contextual empirical studies that warranted 

their implementation. 

The research literature for schools that serve deaf and hard-of-hearing (DHH) 

students and teacher education programs that prepare teachers of these students do not 

address three important questions; 1) What are the professional concerns of beginning 

teachers of DHH students? 2) What are the implications of their concerns for preservice 

education training? 3) What are the implications of their concerns for designing and 

implementing support systems for beginning teachers in education of DHH children? To 

answer these questions, this study utilized a qualitative methodology and research 

participants in schools and programs that serve DHH students. 

Purpose of the Study 

The purpose of this study was to examine the professional concerns of beginning 

special education teachers of DHH students. Such information is crucial in order to 

establish effective programs to increase their retention. Professional concerns were defined 

as events, actions, situations, job requirements, written and oral comments, and 

relationships arising from the beginning teacher's job which unfavorably affect the 

professional performance of the beginning teacher and which could motivate the beginning 

teacher to express the intention to leave teaching. This study used in-depth 

phenomenological interviews (Seidman, 1988) to examine the professional concerns of 

five beginning teachers of deaf and hard-of-hearing students. In exploring their 
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professional concerns, the study answered questions in the domains of the beginning 

teachers' life experiences, contemporary teaching experiences, and meaning-making of 

their experiences. 

Life Experiences 

1. What life experiences motivated these teachers to become teachers of DHH students? 

2. What are the preparation experiences of these beginning teachers of DHH students 

and their perception of these experiences? 

Contemporary Teaching Experiences 

1. What are the professional responsibilities of beginning teachers of DHH students? 

2. How do these teachers perceive their interactions with their students, parents of their 

students, school administrators, teachers, and specialists who work with them? 

Meaning-Making Experiences 

1. Putting together their life and contemporary experiences, what are their professional 

concerns in teaching DHH students? 

2. What teacher preparation, professional experiences, and professional environments 

account for their concerns? 

3. What recommendations do the beginning teachers have for improving preservice 

training programs and professional environments at their job sites? 
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Significance of the Study 

This study contributed to the status of knowledge with respect to beginning 

teachers' concerns, practices in preservice teacher training, and designing and 

implementation of support systems for beginning teachers. More specifically this study: 

1. Is one of the first studies to focus on the concerns of beginning teachers serving DHH 

students in itinerant and self-contained programs. 

2. Provides Colleges and Universities involved in preparing teachers of DHH students 

with information and insights fi-om beginning teachers which can be used to modify, 

strengthen and/or upgrade their existing teacher preparation programs. 

3. Provides empirically based, program-specific recommendations on ways to address the 

professional concerns of beginning teachers of DHH students; 

Limitations of the Study 

The study was constrained by the following limitations; 

1. The study utilized a small sample and the results of the study cannot be generalized to 

a larger sample other than the sample and the contexts studied (Seidman, 1988, 

Bogdan & Biklen, 1992, McMillan & Schumaker, 1993). 

2. All interviews with each participant were scheduled to occur between the last week of 

April and first week of June. Conditions such as end-of year evaluations, and 

pressures to complete required paperwork prior to the end of the school year 

occurring during this time period might have affected their perceptions. 

3. Use of in-depth phenomenological interviewing relies heavily on reconstruction of 

experiences or memory recall with few observations over a short period of time. The 
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results of the study may not reflect the professional concerns experienced by 

participants earlier in the school year or immediately upon graduation from College up 

to the time this study was conducted. 

4. The amount of time allocated for each interview, time of the day, preceding events, 

and perception of the interview requirements and process may have affected 

participants' responses. 

Definition of Terms 

Beginning Teacher. A teacher who is in her/his first year of teaching since 

graduation fi-om College with a teaching degree; who has a state endorsement to teach 

students who are deaf and hard-of-hearing, and is currently teaching fiill time. 

Concerns. These are events, actions, situations, job requirements, written and oral 

comments, and relationships arising from the beginning teacher's job which unfavorably 

affect the professional performance of the beginning teacher and which could motivate the 

beginning teacher to express intention to leave teaching. 

Contemporarv Teaching Experiences. This term is used to mean present teaching 

experiences (Seidman, 1988). 

Decision rules. These are the rules the researcher established to guide the selection 

of quotes from data during data analysis and writing phases (Miles & Huberman, 1994). 

Individualized Education Program TIEPV A federally required written statement 

developed by a team, of which the parent is a part, translating students evaluation 

information into a plan for instruction and delivery of services (Individuals with 

Disabilities Act Amendment of 1997). 
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In-depth Phenomenological Interviewing. This term is used to refer to a qualitative 

research methodology in which a researcher uses open-ended questions to explore a 

phenomenon of interest to the researcher. The researcher builds upon participants' 

responses to further explore the phenomenon. The ultimate goal of in-depth 

phenomenological interviewing is to have participants reconstruct their experiences within 

the topic under investigation (Seidman, 1988). 

Inductive Analysis. This is a method for conducting a qualitative data analysis. 

This method involves reading research data to determine emerging categories of 

phenomena and for relationships among such categories, and continuous refining of 

emerged categories on the bases of subsequent cases (LeCompte & Preissle, 1993; 

Bokdan & Biklen, 1992) 

Interactions. Goal-oriented social interchanges between two or more persons 

aimed at achieving a given goal. These interchanges can be in the form of verbal or non

verbal communication and tangible actions from one person to another (Antia, Kreimeyer 

& Eldredge, 1993) 

Itinerant Teacher. This is a teacher who travels from school to school within a 

school district or across several school districts to provide instruction to DHH students 

receiving educational services in mainstream settings. 

Life Experience. This means past life experiences of participants that set the 

context for the topic under study (Seidman, 1988). 
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Majority of participants. This refers to more than two participants when all 

participants in the study are considered, and more than one person when only beginning 

self-contained classroom teachers are considered. 

Meaning-Making. This term is used to describe participants' understanding of their 

experiences and what sense their experiences make to them (Seidman, 1988). 

Mentoring. This means a highly personalized relationship between an expert 

(mentor) and a novice (mentee) in which; (a) the expert provide emotional support and 

encouragement, (b) the expert acts as a source of information for the novice, (c) the 

expert's role in the relationship is non-evaluative, and (d) the expert assumes a 

collaborative and sometimes a directive role in working with the novice toward 

professional development (Smith, 1993; Klug and Salzman, 1991; Colbert and Wolf, 

1992). 

Multidisciplinarv Conference. A conference of a team of persons, of which the 

parent of a child is a part, to discuss student assessment and evaluation results for the 

purpose of determining eligibility and placement for special education (Arizona Revised 

Statute, Title?, Chapter 2, 1992). 

Reputational Sampling. This is sampling through recommendations of experts 

(e.g., school administrators, head counselors, program coordinators and directors) 

(McMillan & Schumaker, 1993). 

Research Participant. A person who the researcher interviewed, shadowed, and 

from whom the researcher obtained information on critical incidents. 
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Self-contained Classroom Teacher. This is a teacher who has control and sole 

responsibility for teaching subject areas to DHH students in a residential or public school 

setting. 

Shadowing. This means accompanying research participants and observing what 

they do in places where they work. 

In summary, beginning regular and special education teachers leave the profession 

of teaching at alarming rates within their first five years of teaching. Studies showed that 

beginning teachers' high attrition rates are association with certain beginning teachers' 

concerns. In attempts to address the concerns of begirming teachers, schools and 

universities have designed and implemented certain beginning teacher support systems. 

However, the recommendations on the basis of which these teacher support systems were 

designed and implemented did not originate from beginning teachers, but from school 

administrators and university faculty. 

To date, no data has been reported on the professional concerns of beginning 

teachers of DHH students. This study examined the professional concerns of beginning 

teachers of DHH students and made recommendations on how to address the concerns of 

beginning teacher of DHH students on the basis of participants' recommendations. The 

chapter that follows presents a critical review of the literature relevant to the study's 

empirical construct of investigation. 
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CHAPTER 2 

REVIEW OF RELATED LITERATURE 

This study focuses on the professional concerns of beginning teachers of DHH 

students. This chapter provides an overview of the changing profile of teachers entering 

the teaching profession. It presents a critical review of relevant literature in terms of the 

general concerns of beginning regular and special education teachers, beginning regular 

and special education teachers' attrition rates and trends, and existing support systems 

for addressing the concerns of beginning teachers and their impact. 

Overview of the Changing Profile of Beginning Teachers 

Efforts to address beginning teachers' concerns to increase their retention started 

in 1970. Schlechty and Vance (1983) pointed out that prior to 1970, little reliable data 

existed regarding the type of teachers who chose to stay in teaching. From 1970 to 1980 

more became known about the characteristics of beginning teachers who chose to stay or 

leave teaching. The majority of those who chose to stay in teaching were from the lowest 

and middle ability levels as indicated by their performance scores on IQ tests, SAT, and 

National Teacher Examinations (Schlechty & Vance, 1983); only a few of the most 

academically talented chose to stay in teaching (Schlechty & Vance, 1983; Colbert & 

Wolff, 1992; Glickman, Gordon & Ross-Gordon, 1995). However, the achievement 

profile of teachers entering the profession of teaching has dramatically changed since 

then. Berliner and Biddle's (1996) careful analysis of the academic performance of 

teachers, their training, and licensing requirements revealed that teachers represent an 

educated elite. The following statements on the basis of their analysis support this claim: 
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Teachcrs represent an educated elite...the proportion of teachers holding advance 
qualifications is climbing. In 1961 about 15% of the teaching force held less than a four-
year degree, but by 1991 this figure has dropped to only 0.6%. And during the past thirty 
years, the percentage of teachers holding a master's or doctoral degree increased 
dramatically and now hovers at about 50%....Given that teaching represents by far the 
largest profession, this is a remarkable record....First, about 70% of all teacher-education 
programs now have minimum grade requirements that must be met before a student is 
admitted to the program, and those minimum requirements seem to be going up across 
the nation. In addition, about 50% of all students in teacher education now have to pass a 
proficiency exam in order to get their degrees (pi06, 107 &108). 

Gray et aJ.'s (1993) analysis of the characteristics of teachers entering the teaching 

profession given in Murray (1996) further substantiates and validates Berliner and 

Biddle's (1996) finding that teachers are an educated elite. Gray et al. (1993) found that; 

...the academic qualifications of teachers are now stronger than they were a decade ago 
and stronger than those of the average college graduate. For example, the GPAs of newly 
qualified teachers in 1990 were noticeably higher than those of other bachelor degree 
recipients, with 50 percent of newly qualified teachers earning an average of 3.25 or 
better as compared to 40 percent of all graduates (p33). 

General Concerns of Beginning Regular Education Teachers 

The findings in the literature on beginning teachers' concerns and retention 

suggested that beginning teacher attrition is associated with certain beginning teachers' 

concerns. Among these concerns are quality of first year teaching experience (Chapman 

«S:Green, 1986), transition shock (Cocoran, 1981), isolation, alienation, and frustration 

(Colbert & Wolff, 1992; Schlechty & Vance, 1983), lack of emotional support and 

encouragement (Smith, 1993), survival concern (Schaffer, Stringfield & Wolfe, 1992), 

and district policies (Christensen & Conway, 1991). 

Chapman and Green (1986) used a questionnaire to study the 1963, 1967, and 

1971 graduates of the University of Michigan who were certified to teach. Their sample 

was 892 subjects. The purpose of their study was to determine ways to attract and retain 

teachers who teach intermittently (e.g., teachers who leave teaching only to return to it at 
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later times). The results of this study showed that nearly 50% of the subjects had left 

teaching at the time of this study. The beginning teachers who chose to leave teaching left 

not because they had inadequate preservice training, but because of the quality of their 

first year teaching experience (presence of positive or negative experience), and their 

own lack of early commitment to teaching during their first year of teaching. The results 

of the study also showed that monetary incentives did not appeal to teachers who teach 

intermittently. The instrument used for this study could not determine qualitatively very 

specific incentives or recommendations that would address the concerns of beginning 

teachers to increase their retention. 

Schaffer, Stringfield, and Wolfe (1992) studied 19 first year beginning teachers in 

South Carolina, using a low-inference Stallings Observation System. The purpose of their 

study was to determine the extent of change in beginning teachers' teaching behavior after 

two years of involvement in structured mentoring. Their findings suggested that first year 

teachers are most concerned about survival. This includes how to obtain instructional 

materials and manage students' misbehavior, and how to get class started and complete 

planned activities on time. Schaffer, et al (1992) also found that beginning teachers in their 

second year are primarily concerned with creating efficient and better instructional 

strategies. Though this study expounds on the concerns of beginning teachers, the subjects 

used in the study may not be representative of beginning teachers as subjects were not 

randomly sampled but selected fi"om the University of North Carolina based on set criteria. 

Furthermore, the subjects were considered "above average beginning teachers" (p. 184) and 

might be drawn from an extreme group, which could bias the results of the study. 
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Corcoran (1981) studied a beginning teacher with an aim to describe what it is like 

to transition from being a student on a university campus to becoming a begirming teacher. 

The conclusion drawn demonstrated beginning teachers are confronted by their inability to 

draw from their college experience or utilize available resources around them to meet 

teaching demands. Beginning teacher's inability to draw from their college experience or 

utilize available resources around them to meet teaching demands creates feelings of 

paralysis and despair during the first 6-8 weeks of beginning teaching. Corcoran (1981) 

stressed that these feelings come from being overwhelmed and the tendency of beginning 

teachers to present themselves as competent teachers. Corcoran's (1981) study provides a 

strictly focused case study and may not reflect generally the experience of all or most 

beginning teachers. 

Christensen and Conway (1991) studied the use of self-selected mentors by 134 

beginning teachers and teachers new to a school district. The results of their study 

suggested that beginning teachers are most concerned about obtaining information on 

school and district's policies and procedures, locating resources and materials, 

curriculum/content, emotional and moral support, and advising on instructional planning 

and discipline. The study gave credence to first lived experience and utilized a qualitative 

analysis methodology, but failed to ground its findings in or substantiate its findings with 

participants' verbatim accounts. 

On the other hand. Smith's (1993) study, which used a survey to examine the role 

of mentor teachers showed different concerns. Smith (1993) interviewed five mentor 

teachers, analyzed the data collected in the process, and reported that beginning teachers' 
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concerns do not include the need for information on school and district's policies, but the 

need for emotional support and encouragement. The expressed need for emotional support 

and encouragement by beginning teachers might be due to the fact that two of the 

beginning teachers in Smith's study (1993) were being laid off and so needed emotional 

support and encouragement. A critical look at Smith's (1993) finding indicates that the 

terms "emotional support" and "encouragement" were not defined and neither were their 

dimensions specified. Though Smith's (1993) study was a qualitative one, the number of 

mentor teachers involved in the study was very small. Also, because these mentor teachers 

were hired by a district to serve as mentors to beginning teachers in different schools, their 

roles as mentors and perceptions of the needs of beginning teachers might be totally 

different fi^om those of mentor teachers who are site-based, and have their own classrooms. 

Colbert and Wolff (1992) and Schlechty and Vance (1983) reported teacher 

retention problem to be directly related to alienation, isolation, and fhistration; and the 

absence of collegiality among teachers and beginning teacher induction program. 

The foregoing findings showed discrepancies among research studies as to the 

concerns of begirming teachers and their reasons for leaving the teaching profession. 

Chapman and Green (1986) mentioned that discrepancies between findings such as those 

in the above studies may be found in the differences in the samples used, instnmientation 

employed, and the constructs identified for investigation. Nonetheless, what remains 

agreed upon by researchers is that begirming teachers often feel isolated, under-

supported, unappreciated, overworked, and overwhelmed (Huling-Austin, 1992; Smith, 

1993). 
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General Concerns of Beginning Special Education Teachers 

Karge and Freiberg (1992) conducted a secondary analysis of existing data to 

examine the specific types of support beginning special education teachers need to 

successfully accomplish their jobs. Data for secondary analysis was taken from School 

and Staffing Survey (SASS) database, which at the time of this study had 23,088 public 

school teacher questionnaire responses from 9, 317 public schools. SASS database 

yielded a sample of457 beginning special education teachers. They defined beginning 

special education teacher as "a teacher who has been in the classroom full-time for less 

than three years" (p.7). The questionnaire has eight sub-scales and ANOVA was used to 

determine differences among sample means across sub-scales. The result of their analysis 

suggested that beginning special education teachers expressed concern about being 

overloaded with responsibilities outside teaching. Karge and Freiberg (1992) succinctly 

expressed this concern in the following statement: "Beginning special education teachers 

are expected to participate in numerous special education related tasks (lEPs, parent 

meetings, school site council meeting etc.) in addition to their roles as a classroom 

teacher" (p. 11). Additionally, beginning special education teachers expressed concern 

about lack of administrative support in the form of opportunities for participation in 

decision making at their school sites; making teaching materials available, and providing 

recognition for beginning special education teachers. Karge and Freiberg (1992) 

concluded that beginning special education teachers need concern-specific administrative 

support through mentoring or teacher induction programs. The limitation of this study 

was that it was context-stripped, and the operational definition of "beginning teacher" 

had no supporting rationale. 

In McCabe, Mortorff, Karge, and Lasky's (1993) practical experience-based 

article entitled "Attaining Success for Beginning Special Education Teachers," they 
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described a support system (Internship Credential Training with Institution of Higher 

Education) for and pinpointed certain concerns of beginning teachers. They indicated 

classroom management and efficient delivery of instruction as some of the troubles of 

special education beginning teachers. They vividly added that compliance with special 

education requirements, collaboration with other specialists, and implementation of 

complex behavior management systems are among the critical concerns of beginning 

special education teachers. This paper failed to present the methodology used to study the 

three case studies reported in the paper. 

Billingsley, Warger, Littrell, and Tomchin (1993) in their chapter "Supporting 

Experienced and Beginning Teachers of Students with Disabilities" explained the 

meaning of support and described how administrators can support special education. 

They also described special support needs of beginning special education teachers and 

suggested strategies for supporting veteran and beginning special education teachers. 

Their analysis of existing literature on beginning special education teachers' concerns 

revealed that beginning special education teachers expressed concerns that are the same 

as those of beginning regular education teachers and other concerns which include 

"understanding their roles, setting realistic behavioral and academic expectations, finding 

sufficient time to plan for individual difference, writing lEPs, collaborating with 

paraprofessionals and scheduling time with students" (p. 10). This chapter provides an 

umbrella concerns of beginning special education teachers without attention to the 

concerns of any beginning teachers in specific disability categories. 

Miner and Lepich (1993) conducted a study to determine whether first year 

special education teachers in rural areas experienced more stress than those in urban 

areas, if female teachers differ from male teachers in reference to job-related stress and if 

teacher gender significantly interacts with teaching enviroimient. This study utilized 
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"Occupational Role Questionnaire, which is a sub-scale of Occupational Stress Inventory 

(Osipow & Spokane" to study the construct of interest using 165 beginning special 

education teachers. The result of their study suggested that stress level was significantly 

higher among first year special education teachers in rural schools than among those in 

urban schools, and among female than males. The researchers attributed these variations 

in stress levels to certain concerns facing beginning special education teachers in rural 

areas. These concerns include inadequate information about and preparation of pre-

service special education teachers for teaching in rural areas. Moreover, the researchers 

perceived male administrators' attitudes toward and professional expectations for female 

teachers as areas of concern for beginning female special education teachers. This study 

lacked specific descriptions of the types of disability categories in which subjects 

worked; and the types of resource room, itinerant, and homebound educational services 

subjects provided to the students they served. 

Pigge and Lovett (1985) conducted a plarmed follow-up study to determine the 

relationship between job performance and job satisfaction among beginning teachers, and 

to also determine the factors that contribute the most and least to beginning teacher's job 

satisfaction. One hundred and fifty four beginning teachers participated in this study. 

Johnson Scale of Job Satisfaction was used to obtain information on participants' job 

satisfaction. Three instrtxments. University Faculty Competency Evaluation Form, 

Peer/Principal Evaluation Form, and Student Evaluation Form were used to obtain 

measurements of participants' job performance. On-site observation was also conducted 

to collect additional data. The results of the study indicated a correlation between 

principal's evaluation of beginning teacher's job performance and job satisfaction, and 

between beginning teacher self-evaluation in terms of interpersonal relationship and job 

satisfaction. The study also showed that work relation with associates, security, and 
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professional advancement were critical areas of concerns for beginning teachers. 

Beginning special education teachers were most satisfied with their salary. A limitation 

of this study was lack of specificity in terms of the disability categories served by the 

beginning special education teachers in the study. 

Mateja (1992) described some of her concerns as a beginning special education 

teacher (intern) which were effectively addressed in a mentoring relationship. Some of 

Mateja's issues of concern included daily procedures and learning strategies, modification 

of instruction, and using behavioral contract. Mateja (1992) also explained that during her 

first year, she found herself taking on different roles which included the roles of a 

counselor, a personal teacher for passive-aggressive students, a behavior specialist, a 

liaison between school and school psychologist and a teacher who taught the basics of 

reading and math. As a beginning special education teacher, she "wore many hats." In the 

absence of support systems such as mentoring/induction programs, these different roles 

can become overwhelming issues of concern for a beginning special education teacher. 

This paper constitutes an account of personal experience of one beginning teacher which 

is very context-specific. This experience may not quite explain what other beginning 

teachers in other settings experience. 

Weeks (1992), in "A Mentor's Point of View" described her experience as a 

mentor in a mentoring relationship and mentoring process. Week found that a class of 

students of widely differing abilities, and participation by outside agencies in the minutes 

things relevant to educational planning and delivery of services to students are issues of 

critical concern not only to beginning special education teachers but also to veteran 

teachers. Absence of a support system or an induction program would make critical 

concerns such as the foregoing to cause stress to beginning special education teachers. 
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Beginning Regular Education Teacher Attrition Rates and Trend. 

Beginning teachers' concerns have led to substantial increases in attrition. 

According to the National Center on Educational Statistics prior to 1970, the teacher 

attrition nationally was eight percent (Schlechty & Vance, 1983). In 1983, Schlechty and 

Vance (1983) found that the national teacher attrition rate declined to six percent; this 

rate further declined to 5.6% from 1988-1989 (Natale, 1993). While this is the case for 

all teachers across United States, beginning teacher attrition has been on a steady 

increase. Fifteen percent of beginning teachers quit teaching after their first year, and 

25% leave teaching by the end of their third year (Schlechty & Vance, 1983). Apparently, 

the late 1980s and early 1990s have recorded great increases in beginning teacher 

attrition. Dronka (1987) found that 40% of all teachers in all grades and disciplines leave 

teaching within the first three years, and Haberman (1990) found that 50% of beginning 

teachers in urban schools quit teaching within three to five years. A recent finding by 

Darling-Hammond (1990b) reported in Murray (1996) showed between 30-50% of 

beginning teachers leave teaching within their first five years. The foregoing attrition 

rates indicate a general trend of steady increase in beginning teacher attrition due to 

specific beginning teacher concerns. 

Beginning Special Education Teacher Attrition Rates and Trend 

In special education, the attrition rates of beginning special education teachers are 

found to be much higher than those of regular education teachers (Smith-Davis & 

Cohen, 1989). Smith-Davis and Cohen (1986) found that "attrition rates of up to 21 

percent at the end of the first year of employment and 53 percent at the end of the fifth 

year are reported for teachers in emotional disturbances/ behavioral disorders (p.5)." 

Bower and Kosuda-Elacqua (1991) reported fi-om Reynolds' (1990) finding that "attrition 
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rate in special education were found to be especially high in rural districts and inner-city 

schools" (p.2). From the above findings, it is reasonable to infer that beginning special 

education teachers have higher rates of attrition than beginning regular education 

teachers. 

Beginning Teacher Support Systems and Their impact 

Support systems have been implemented to address the concerns of beginning 

teachers in order to increase their retention. The ones presented here represent two of the 

models that have been studied and proven effective in addressing begiiming teachers' 

concerns in order to increase their retention. These support systems are in the forms of 

mentoring and Teacher Assistance Teams. 

Mentoring. Formal and informal mentoring programs for beginning teachers exist. 

Formal mentoring programs are structured so that beginning teachers receive scheduled and 

specified assistance from trained mentors, school administrators, and university faculty 

(Colbert & Wolff, 1992; Klug & Salzman, 1991; Smith, 1993). On the other hand, informal 

mentoring programs provide for self-selection of mentors who may or may not have 

received training in mentoring; make no requirements for structured supervision and 

assistance to beginning teachers; and put little or no emphasis on accountability and role 

clarification (Christensen & Conway, 1991;Tellez, 1992). 

Klug and Salzman (1991) conducted a study to examine two models utilized by 

three school districts in Idaho to provide mentoring to beginning teachers. These beginning 

teacher mentoring models were formal (team approach) and informal (buddy system) by 

design. Twenty-six beginning teachers were used as subjects in this study. Fourteen and 12 



33 

were randomly assigned to team approach and buddy system respectively. Klug and 

Salzman (1991) used Teacher Performance Assessment Instruments namely. Teacher 

Planning and Materials, Classroom Procedures, Interpersonal Skills, Professional 

Standards, and Student Perceptions to examine the performances of the two groups. Klug 

and Salzman (1991) found that teacher mentors in the formal model provided beginning 

teachers with constructive feedback based on observation, and assistance and suggestions 

for instructional planning and presentation. Klug and Salzman (1991) noted that beginning 

teachers in the formal model expressed concerns about the evaluative nature of the model 

and feelings of stress. However, they concluded that beginning teachers who received 

structured mentoring expressed satisfaction with teaching, teacher rapport, teacher load, 

curriculum issues, community support, and teacher status. The formal mentoring model in 

this study directly addressed some of the beginning teachers' concerns; however, the extent 

to which this program increased beginning teacher retention remains to be studied. Klug 

and Salzman (1991) found that beginning teachers assigned to the informal model and who 

self-selected their mentors were less satisfied with their mentoring experience. This was 

because the model lacked structure and caused confusion (e.g., lack of role clarification, 

schedules, conunitment from mentors, and administrative support) between beginning 

teachers and their mentors. The strer^h of this study was its random sample of subjects 

into the two models of mentoring, controlling for any confounds that might arise from 

subject variables. 

Contradicting Klug and Salzman's (1991) finding and conclusion was the finding 

by Christensen and Conway (1991) on the effectiveness of both formal and informal 
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beginning teacher mentoring in addressing the concerns of beginning teachers. Christensen 

and Conway's (1991) in-depth study of 134 beginning and new-to-district teachers to 

examine the use of self-selected mentors found that beginning teachers' concerns were 

more addressed in informal mentoring relationships. They found that beginning and-new-to 

district teachers received assistance from their self-selected mentors in the forms of 

classroom demonstration and instructional modeling, and that all beginning and-new-to 

district teachers perceived their experiences as invaluable. Christensen and Conway's 

(1991) study did not utilized a control group as it was a descriptive study of an existing 

informal mentoring program. 

Tellez (1992) surveyed 128 beginning teachers in existing informal and formal 

mentoring programs in 40 school distrirts. Ninety seven were formally assigned mentors 

and 31 self-selected their mentors. Tellez (1992) found that 75% (n=96) of 128 of the 

beginning teachers expressed receiving more assistance from teachers who were not their 

mentors. These beginning teachers expressed that their assigned mentors were not friendly 

and knowledgeable, and that their mentors taught different subject areas and grade levels. 

Tellez's (1992) findings suggested that beginning teachers' concerns were more addressed 

by self-selected mentors than by assigned mentors. An objective look at the concerns 

expressed by the beginning teachers who were assigned mentors more clearly suggests a 

mismatch between the beginning teachers and their mentors than the effectiveness of a 

given mentoring model. 

Ferraro and Odell (1992) conducted a follow-up study of 100 teachers who were in 

their fifth year of teaching and who had received structured mentoring in their first year of 
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teaching to find out what they perceived as the most valuable benefits of mentoring and if 

many of these teachers were retained. These teachers were involved in a collaborative 

mentoring programs. The results of the study suggested that these teachers perceived 

emotional support as the most valuable benefit of the mentoring they received. Ferraro and 

Odell (1992) considered 135 (96%) of these teachers as retained because they were still 

teaching after four years of their initial hiring or after receiving initial teaching 

assignments. Ferraro and Odell (1992) found only 4% attrition rate for this group of 

teachers. This was very much less than the estimated national attrition rate of 40% 

(Schlechty & Vance, 1983) for beginning teachers who leave teaching within their first five 

years. Ferraro concluded that structured beginning teacher mentoring programs that address 

the emotional needs of begirming teachers could increase their retention. Ferraro and 

Odell's (1992) study did not incorporate a control group for comparison of retention rates. 

The study did not consider the effects of other factors such as teacher collegiality, and peer 

support on the retention of these teachers. 

Colbert and Wolff (1992) looked at formal mentoring program from a broader 

perspective. They described 2 out of 37 beginning teacher mentoring programs in the State 

of California, whose goal was to retain as many beginning teachers as possible in inner-city 

classrooms in the State of California. The programs described were collaboratively 

developed by the Los Angeles Unified School District and California State University-

Deminguez Hill. The programs incorporated training for both the beginning teachers and 

the lead teacher, provided release time to both groups of teachers to attend workshops and 

training, and for observation and conferencing. Program directors and faculty from the 
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State University coordinated the mentoring programs and provided classroom coverage 

when beginning and lead teachers needed release time. Colbert and WoIfF(I992) found 

that the concerns of most of the beginning teachers involved in this mentoring program 

were addressed and 95% of the beginning teachers were retained over a 3-year period. This 

retention rate exceeded the baseline retention rate of 78% for the Los Angeles Unified 

School District. The finding of this study is valid within the context of the study, but may 

be invalid if taken within the context of the definition given by Ferraro and Odell (1992); 

Beginning teachers are considered retained if they were still teaching four years later. This 

would also suggest that program effect was judged too soon. 

Teacher Assistance Team. This is a site-based practice where teachers form a 

problem-solving team to assist colleagues in finding effective ways to address students' 

behavior and learning problems. As recommended by Chalfant, Pysh, and Moultrie 

(1979) the team should consist of the child's parents and teacher, and other two faculty. 

The purpose of the team is to assist the child's teacher in generating procedures for 

teaching the child in the classroom, developing methods for evaluating the child's 

progress, developing performance/behavioral contract, and providing model 

demonstration teaching (Chalfant, et al., 1979). The teacher assistance team (TAT) held 

practical solutions for the concerns and daily instructional problems which teachers do 

face. Nineteen TATs were established during the years 1978-1979 in the state of Arizona, 

Illinois, and Nebraska (Chalfant, et al., 1979). A conversation with one of the pioneers 

of these TATs revealed that in the city of New York, 8 out of 10 programs thrived 

successfully for 10 years with no additional support (Pysh, Personal Conversation, 
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February 23, 1997). 

Summary 

In summary, more academically talented beginning teachers are entering the field 

of teaching now than in the past two decades. Generally, beginning teacher attrition has 

been found to be associated with certain beginning teachers' concerns. Concerns of 

beginning regular education teachers encompassed issues related to transition shock, 

survival, emotional support and encouragement, isolation, alienation, fhistrations, district 

policies, behavior management, locating resources and materials, and devising efficient 

instructional strategies. Moreover, the quality of first year teaching experience, and 

beginning teachers' commitment to teaching in their first year of teaching are associated 

with their retention in the teaching profession. 

The concerns of beginning special education teachers have been found to be the 

composite of their own unique concerns and those of beginning regular education 

teachers (Dronka, 1987). Being overloaded with responsibilities outside teaching (Karge 

& Freiberg, 1992); need for compliance with special education requirements, 

collaboration with other specialists; and implementation of complex behavior 

management systems (McCabe, Mortorff, Karge & Lasky, 1993) are some of their unique 

concerns. Other concerns include understanding their own roles, setting realistic 

behavioral and academic expectations, finding sufficient time to plan for individual 

difference, writing individualized education plans, collaborating with paraprofessionals, 

and scheduling time with students (Billingsley, Warger, Littrell & Tomchin, 1993). 

Regarding those who serve students in rural schools, inadequate information about and 
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preparation of teachers for teaching in rural schools, and the attitudes of administrators 

towards beginning female special education teachers as well as their expectations for 

beginning female special education teachers constitute their concerns (Miner & Lepich, 

1993). Work relation with associates, security, professional advancement and salary 

(Pigge & Lovett, 1985); and daily procedures and learning strategies, modification of 

instruction, and using behavioral contract (Mateja, 1992) are vital concerns of beginning 

special education teachers. Other pressing concerns of beginning special education 

teachers include taking on different roles (i.e., the role of a counselor, a behaviorist, a 

liaison, a teacher who teaches the basics of reading and math (Mateja, 1993), teaching 

students of widely differing abilities, participation by outside agencies in minute things 

relevant to educational planning, and delivery of instruction to students (Weeks, 1992). 

Formal and informal mentoring programs and the TAT model have been effective 

in addressing the concerns of beginning teachers. The programs have advantages and 

disadvantages. It can be seen from the findings of the above studies that formal mentoring 

programs (team and collaborative) for beginning teachers provide beginning teachers with 

structured support, assistance, and constructive feedback. It is also clear from the literature 

that two of these programs yielded beginning teacher retention rates of 96% over a 5-year 

period and 95% over a 3-year period. Some specific concerns were expressed about 

informal and formal mentoring programs. Formal mentoring relationships tend to cause 

stress, become evaluative, focus primarily on instructional skills, and tend to lack 

emotional support and encouragement for beginning teachers. On the other hand, the 

disadvantages of formal mentoring programs were found to be the advantages of informal 
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mentoring programs and vice-versa. Differences in the findings of the relevant literature 

reviewed may be due to their inherent variability in terms of research designs and 

constructs of investigation. 

The attrition of beginning special education teachers is increasing steadily due to 

certain beginning teachers' concerns. Despite the documented general concerns of 

beginning regular and special education teachers, no data has been reported on the 

professional concerns of beginning special education teachers of DHH students and ways 

to address their concerns. The investigation of the professional concerns of beginning 

special education teacher of DHH students and ways to address their concerns is the 

central purpose of this study. The next chapter presents the methodology used to collect 

empirical data for the study. 



40 

CHAPTER 3 

METHODOLOGY 

The purpose of this study was to examine the professional concerns of beginning 

special education teachers serving deaf and hard-of-hearing (DHH) students in self-

contained classrooms and itinerant programs. Professional concerns were defined as 

events, actions, job requirements, written and oral comments, relationships arising fi^om 

the beginning teacher's job which unfavorably affect the professional performance of the 

beginning teacher and which could motivate the beginning teacher to express intention to 

leave teaching. This chapter describes the research methodology used for this study. The 

following sections are included; a rationale for the design of the study, research 

participants and sampling method, data collection method, instrumentation and 

triangulations, reliability of research design, and data analysis. 

Rationale for Research Design 

Qualitative Research. 

This study used a qualitative research methodology. Researchers use the term 

"qualitative research" to define loosely, but logically conceived and defensible prevailing 

research paradigms (positivism, postpositivism, critical theory, constructivism, and 

interpretivism) in the social sciences and humanities. Paradigms are basic worldviews or 

belief systems that guide researchers in defining what constitutes the reality they want to 

study, their relationship to what they want to study, and the methodology they use to 

study their defined reality (Denzin, 1994; Creswell, 1998). Researchers who espouse these 

paradigms employ a variety of methods (e.g., case study, phenomenological in-depth 
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interviewing, grounded theory, ethnography, and biography) to address questions of 

interest to them ( Filstead, 1970; Denzin, 1994; Creswell, 1998). Given that qualitative 

researchers use a variety of paradigms, perspectives, and methods to conduct empirical 

inquiry, qualitative research can be defined as a multi-methods system of inquiry that 

incorporates naturalistic approach for answering questions of empirical interest (Fielstead, 

1970; Bogdan& Biklen, 1992; Denzin, 1994; Creswell, 1998). 

Methodological Paradigm: Constructivism 

The researcher conceptualized the method of this study within the paradigm of 

constructivism (see Fig.l). This worldview or belief system posits that lived-experience 

can be understood from the point of views of those who lived it. That people's realities are 

not physical objects that lend themselves to objective observations, but constructions of 

the mind based on lived-experiences that can be understood within the contexts of 

people's lives (Seidman, 1991; Denzin, 1994; Lambert, Walker, Zimmerman, Cooper, 

Lambert, Gardner & Slack, 1995). Also, it values and upholds the importance of 

interactions between participants and researchers in reconstructing lived-experiences 

(Denzin, 1994). The researcher rejected the paradigm of interpretivism, a more closely 

related paradigm that also values understanding lived-experience from the point of views 

of the persons who lived it, because of its real stance for objective study of human 

experiences (Denzin, 1994). Denzin (1994) clarifies this: "they [interpretivists] celebrate 

the permanence and priority of the real world of first-person, subjective experience. Yet, 

in true Cartesian fashion, they seek to disengage from that experience and objectify it 

(p. 119). 
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Figure 1. 

Qualitative Research Paradigms and the One Used for this Study. 
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Constructivism also espouses and advocates a naturalistic approach to understanding 

complex human experiences (see Fig. I). Naturalistic approach in qualitative research 

focuses on meaning in context and requires the researcher to "be there" in the environment 

where the phenomenon of interest occurs, and the use of study instruments and analysis 

methodology that are sensitive to the underlying phenomenon of interest (Bogdan & 

Biklen, 1992; Merriam, 1988;Den2in, 1994). 

A research method that best embodies the tenets of constructivism that is most 

appropriate and selected for investigating the professional concerns of beginning teachers 

of DHH students was Seidman's (1991) in-depth phenomenological interviewing (see 

Fig. 1). This method advocates studying social phenomena through a series of three in-

depth interviews in the contexts in which they occur. Rossman and Marshall (1995) also 

clarified this method and its scope of uses: "in-depth interviewing is a data collection 

method relied on quite extensively by qualitative researchers. Described as, 'a 

conversation with a purpose,' in-depth interviewing may be the over all strategy or one of 

several methods employed in a study" (p.80). This method requires a researcher to use 

open-ended questions to explore a phenomenon of interest, and builds upon participants' 

responses to develop new questions to further explore the phenomenon. The ultimate goal 

of in-depth interviewing is to have participants reconstruct their experiences within the 

topic under investigation (Seidman, 1991). The appropriateness of in-depth 

phenomenological interviewing for investigating the questions that gave rise to this study, 

and its compatibility with the paradigmatic standpoint of the researcher prompted the 

researcher to use it as a methodology. Figure 1 illustrates the process by which the 
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researcher conceptualized the study. 

Participants and Sampling Method 

Five certified female beginning teachers of (DHH) students were recruited for this 

study. All participants were in their first year of teaching. Two were beginning itinerant 

teachers, one serving DHH students in rural and one serving DHH students in urban 

school district; and three were beginning self-contained classroom teachers serving DHH 

students in urban and rural school districts. Table 1 provides a summary of participants 

and students' demographic within restrictive confines. This is done to preserve anonymity 

of participants. In order to be selected for the study, participants must have endorsement 

to teach DHH students; they must be teaching fijll time; they must be in their first or 

second year of teaching, and they must be teaching in one of the following service delivery 

models; a) self-contained and b) itinerant program. 

The researcher used purposefial sampling strategy namely, reputational sampling. 

Reputational sampling means sampling through recommendations of experts (e.g., school 

administrators, head counselors, program supervisors, program coordinators) (McMillan 

& Schumaker, 1993). In sampling participants, the researcher distributed a beginning 

special education teacher inventory (see Appendix A) through a Special Education 

director of a school district in a southwestern state to Special Education directors 

attending a Directors' Conference. Twenty were distributed and 12 (60%) of them were 

returned completed. Two beginning teachers were listed as teachers of DHH students: 

One was a beginning itinerant and one was a beginning self-contained classroom teacher. 

Both were in their first year of teaching. To get a larger pool of potential participants, the 
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A Summary of the Demographics of Participants and Their Students 

Demographics 

Pa
rt

ic
ip

an
t 

G
en

de
r 

D
eg

re
es

 
.a 

|l 

H
ea

ri
ng

 
S

ta
tu

s 

S
er

vi
ce

 
u
eu

v
ei

y
 

M
od

el
 

S
tu

de
nt

s 
S

er
ve

d 

M
ed

iu
m

 o
f 

In
st

ru
ct

io
n 

L
oc

at
io

n 
of

 
S

ch
oo

l 
D

is
tr

ic
t 

Male Female B.A M.A H D IP SCP 
Age/Age 
Range in 
Years 

No. ASL PSE SP AC SEE Rural Uiban 

Tl Y Y Y Y Y Y 5-16 11 Y Y Y Y 

T2 Y Y Y Y Y Y 5-13 9 Y Y Y Y 

T3 Y Y Y Y Y Y 5 6 Y Y 

14 Y Y Y Y Y Y 12-16 21 Y Y Y Y 

T5 Y Y Y Y Y Y 12-16 30 Y Y Y 

Tola! 0 5 5 5 5 4 1 2 3 77 3 3 3 1 1 2 4 

Legends; T= Teacher, Y= Presence of variable; H=Hearing; D^Deaf; IP='Itinerant Program; SCP=Self-conlained Program; ASL=American Sign 
Language; PSE=Pidgin Sign English; SP=Speccb; AO Augmentative Communication; SEE=Seing Essential English; 



researcher made telephone calls to 10 more school districts within four southwestern 

states to request participation of their beginning teachers of DHH. The calls successfully 

located eight more beginning teachers of DHH students of whom five (63%) were 

itinerant and three (37%) were self-contained classroom teachers. A total of 10 beginning 

teachers, six (60%) of whom were itinerant and four (40%) of whom were self-contained 

classroom teachers were located for the study. 

The researcher made follow-up calls to request appointments to discuss his 

research interest with and request participation of beginning teachers of deaf and hard-of-

hearing students from the administrators and supervisors of the programs in which these 

teachers worked. The researcher scheduled appointments with administrators of four 

(40%) of the 10 beginning teachers of whom two (50%) were itinerant and two (50%) 

were self-contained classroom teachers. At the appointments, the researcher discussed his 

research purpose, gave them a summary copy of the dissertation proposal with attached 

prospective participant consent forms (see Appendix B) and requested the participation of 

their beginning teachers. These administrators and program supervisors approved and 

recommended their beginning teachers for participation in the study. 

Instead of a meeting appointment, the researcher sent a summary dissertation 

proposal and prospective participant consent form (see Appendix B) to the administrators 

of six beginning teachers, four of whom were itinerant and two were self-contained 

classroom teachers. Of the six, four declined participation, and one accepted to participate 

in the study. 

The final pool of beginning teachers willing to participate was five beginning 
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teachers, two itinerant and three self-contained classroom teachers. One of the self-

contained classroom teachers was deaf The prospective participant consent forms 

described the purpose of the study and criteria for participation. Administrator 

recommended participants completed and returned a section of the consent forms giving 

their consent for participation. The researcher set up interview and shadowing schedules 

and schedules for submitting critical incident reports with participants. 

Data Collection Method 

The primary method of this study was Seidman's (1988) in-depth 

phenomenological interviewing. Interviewing of participants was conducted in three steps. 

The purpose of this was to provide very rich contexts for understanding the professional 

concerns of the beginning teachers. Seidman (1991) succinctly explained the purpose of a 

series of three interviews in investigating a social phenomenon of empirical interest; 

"People's behavior becomes meaningful and understandable when placed in the context of 

their lives and the lives of those around them. Without context, there is little possibility of 

exploring the meaning of an experience (p. 10). Each interview in the three interview 

series lasted for 60 minutes, and the researcher allowed a 3-day to one-week period to 

elapse between interview series. In accordance with the principles of in-depth 

phenomenological interviewing, interview questions were developed in semi-structured 

forms to provide directions and guide exploration of construct of interest, and to allow 

incorporation of questions that emerged from preceding interviews (Seidman, 1991; 

LeCompte & Preissle, 1994; Marshall & Rossman, 1995). With the assistance of a 

professional transcriber, interview data was transcribed immediately. The researcher read 
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each transcribed interview data to understand emerging themes and see evolving essential 

questions that needed to be asked in subsequent interviews. The researcher developed new 

questions from the themes and issues that emerged from pre in-depth analysis. The 

researcher then reviewed the original semi-structured interview questions for subsequent 

interviews and incorporated them into newly emerged questions. The researcher used this 

process in conducting step two and three interviews. 

Step One Through Three Interviews 

The step one interview primarily sought to establish the context for the study by 

establishing a context of the participants' experiences. The relevant context in this study 

was the life experiences of the participants that influenced them to become teachers of 

DHH students, going as far back as possible up to present time (Seidman, 1991). The 

step two interview focused on details of participants' professional experiences. The 

purpose of this step two interview was to explore the concrete detail experiences of the 

participants' contemporary work experiences (Seidman, 1991) in order to understand the 

experiences that gave rise to their professional concerns. The researcher asked participants 

to reconstruct or tell their professional responsibilities and interactions with students, 

parents, and school personnel. For the purpose of this study, the word "interactions" was 

defined as social interchanges between two or more persons aimed at achieving a given 

goal. These interchanges can be in the form of verbal or non-verbal communication and 

tangible actions from one person to another. Step three was reflective and "meaning-

making" in that the researcher asked participants to reflect on their experiences and what 

their experiences meant to them. The purpose of this interview was to pull together 



49 

participants' life and contemporary experiences and ask participants to reflect on them and 

tell what their professional concerns were, what factors account for their professional 

concerns, and what could be done to address their concerns. Appendix C illustrates the 

types of questions asked of participants during the three-step interviews. 

Instrumentation and Triangulations. 

The primary data collection instruments for the study included the researcher, a 

semi-structured interview questions (see Appendix C), audiotape recorder, computer 

email system, and telephone. The researcher used standard, hand-operated audiotape 

recorder to record all interviews conducted orally. The term "standard audio-tape 

recorder" is used to referred to a regular audiotape recorder with play, stop/eject, rewind, 

fast-forward, record and pause buttons that can be physically manipulated to perform 

desired operations. The researcher also took notes on participants' verbatim accounts and 

other things that the audiotape recorder could not capture or record (e.g., facial 

expressions, physical settings of the interview locations, and body movements that could 

add meanings to recorded data). 

In the beginning of step one interviews, the researcher introduced himself and 

clearly reiterate the purpose of the study to the participants. The self-introduction went 

like this; It is good to see you. I would like to take a moment to introduce myself My 

name is Simon Guteng. I was bom and raised in Nigeria, a country in West Africa. I 

attended elementary, junior, and senior high school in Nigeria. I came to the United States 

to attend Gallaudet University in Washington, DC in 1986.1 graduated from Gallaudet 

University with a bachelor's degree in Psychology in December, 1988. After graduation, I 
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worked for one year as a Child counselor with deaf children who had multiple disabilities. 

I returned to Gallaudet University in the Spring of 1990 for a master's degree in deaf 

education with emphasis on multiple disabilities. Upon graduation, I took a teaching job at 

the phoenix day school for the deaf I taught there for several years and left to enroll for a 

Ph.D. program in Special Education and Rehabilitation. I am now working on my 

dissertation research and am grateful that you could find time to interview with me. 

Participants also took turns introducing themselves. The researcher then reiterated 

the purpose of the study so that participants would know the type of information the 

researcher was looking for, and allowed participants to ask for clarification or any 

questions they might have concerning the purpose of the study. In reiterating the purpose 

of the study, the researcher would say: "The purpose of this study is investigate the 

professional concerns of beginning teachers of DHH students. By professional concerns I 

meant events, actions, situations, job requirements, written and oral comment, and 

relationships arising fi^om the beginning teacher's job that unfavorably affect the 

professional performance of the beginning teacher and which could motivate the beginning 

teacher to express intention to leave teaching." Self-introduction by the researcher 

occurred only during interview step one and the purpose of the study was reiterated for all 

three interview series. 

To triangulate the interview data, the researcher asked participants about critical 

incidents. The researcher defined critical incidents as events, situations, actions, or 

comments that affect the professional performance of a beginning teacher. The researcher 

used telephone and e-mail to obtain information on critical incidents fi'om research 
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participants throughout the duration of the study. Each participant was asked to share two 

incidents that occurred during the week and describe what the incidents meant to the 

participant or how they affected the participant' professional performance. In documenting 

critical incidents, participant were to a) state exactly what the incident was, b) give a brief 

description of the incident, and c) state how it affected their professional performance as 

beginning teachers. One participant chose to use email system to communicate critical 

incidents and 80% chose to use telephone. The researcher and participants collaboratively 

set up telephone schedules so the researcher could call and obtain information on critical 

incidents. In the case of the one participant who chose to use email, the participant 

emailed critical incident data directly to the researcher. 

The researcher also used shadowing to further validate the information participants 

shared at interviews. Observations of participants were conducted in school cafeterias, on 

fieldtrips, and on school grounds. The researcher also participated in classroom activities 

(e.g., clarifying math concepts, reading with students, explaining the meanings of certain 

vocabulary, and sharing my culture with students). Notes were taken on participants' 

classroom activities, and their interactions with students, school persormel, and parents. 

Each participant was shadowed for two full days. Data collection began in April and ended 

in June 1997, and each participant participated in the study for three weeks. 

Research Design Reliability. 

The purpose of ensuring reliability in data collection was to reduce threats to 

reliability in the data collection process. This makes replication of the study using the same 

research design and obtaining comparable information possible (McMillan & Schumacher, 
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1993). The researcher built reliability in the design of the study, specifically in the data 

collection process by conducting ongoing member check using participant verbatim 

accounts at interview series, recording of data on audiotapes, using low-inference 

descriptors when taking notes at interviews and during shadowing, allowing participants 

to review analyses of all interview data, and actively searching for negative and discrepant 

data (McMillan & Schumacher, 1993). 

Data Analysis 

Qualitative data analysis is a process of making sense of data. This process 

includes organizing, reading, and dissecting data according to emerged categories of 

themes, or a set of predetermined questions; eliciting recurring themes across and/or 

within units of analysis; refining emerged concepts and themes with specific details 

through the process of data reduction; synthesizing and integrating these themes, and 

deciding on what to share with pertinent community of readers (Miles & Huberman, 1994; 

Bogdan & Biklen, 1992; LeCompte & Preissle, 1993; Rubin & Rubin, 1995; Merriam, 

1988). The researcher used two main data analysis strategies: pre in-depth analysis-in-the 

field (Bogdan & Biklen, 1992) and inductive analysis (LeCompte & Preissle, 1993; 

Bogdan & Biklen, 1992; Miles & Huberman, 1994). Data analysis was conducted in two 

phases. Phase one was analysis-in-the field and the second phase was in-depth analysis that 

utilized inductive analysis strategies for conducting within-and cross-case analysis. Figure 

2 illustrates these strategies and their processes. 

Phase One: Analvsis-In-The Field 

This is a way of making sense of and generating questions fi-om the data being 



collected in other to guide subsequent data collection (see fig.2). For this study, the 

researcher utilized the following analysis-in-the field strategies suggested by Bogdan and 

Biklen(1992): 

1. After step one and two interviews, the researcher assessed and modified interview and 

research questions in light of the data obtained. 

2. The researcher planned data-collection in light of things discovered in previous 

observations. This involved looking for what the researcher already knew and did not 

know. In subsequent interviews, the researcher asked questions on what the researcher 

did not know, but was relevant to the purpose of the study. 

3. The researcher wrote comments on field note observations. 

4. The researcher read literature on the phenomenon of interest while conducting data 

collection in the field. 

Phase Two: Inductive Analysis 

Inductive analysis is a qualitative data analysis method with specific strategies for 

conducting data analysis. It involves reading and re-reading research data to determine 

emerging categories and the relationships among such categories. It requires continuous 

refining of emerged categories on the bases of subsequent cases (LeCompte & Preissle, 

1993) (see fig.2). Inductive analysis strategies for conducting within-case analysis were 

used to perform all in-depth within-case analyses. 

Within-case analysis. Each participant in the study constituted a case, and each 

case was analyzed separately to determine within-case data categories and patterns. 

LeCompte and Preissle (1993) and Miles and Huberman's (1994) inductive analysis 
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Figure 2 

Analysis strategies 

Phase One 
Analviis-Iii-Tlie Field 

Phase Two: Indacthre Analyii* 

Qualitative Data Analysis 

Data Collection 
• Participant interviewing 
• Shadowing^eld notes 
• Critical incident reports 
• Reading relevant literatare 

Analysis 
• Data transcription 
• Reading interview data and 

fommlating interviav questions 
• Writing comments on field ix)tes 

Within-Case Analysis 
Complete data transcription 
Organize data by cases 
Review research proposal to acquaint self with reseatdi 
questions and proqiective audiences 
Read data for understandiiig; jot notes on most striking 
aspects of data on second reading; verify jotted notes on 
thM reading; and seardi for regularities and assign 
codes on fourth reading. 
Use ATLASAti to re-code and retrieve data 
Use rqilicative strategy to analyze field notes and 
critical incidem reports. 
Use table to conduct within-case "data reductiotL** 
Write within-case analytic texts. 
Send analyses to ttartidDants to verifv validity. 

Crots-Case Analysis 
• Create participant by variable meta-matrices. 
• Stack reduced with^ose display tables on meta-matrices. 
• Make decision rules for selecting quotes. 
• Use clustering strategy to cluster within-case categories in meta-matrices and use labels, 

summaiy phrases, short quotes to condense data. 
• Use pattern clarification strategy to back up clustered categories in meta-matrices. 
• Read across rows to determine a participants profile on researdi variables. 
• Read down columns to compare and contrast participants on research variables, noting 

themes and patterns. 
• Use counting strategy to determine frequencies of variables. 
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strategies for conducting within-case analysis were used to conduct all in-depth within-

case analysis (see Fig.2). 

1. The researcher used the assistance of a professional transcriber to complete 

transcription of step three interview and checked the data for completeness. An interpreter 

trainer transcribed the videotaped interview data of the 20% deaf participants in the study. 

2. The researcher then made copies of participants' step one through three interview data 

and organized them by cases. 

3. The researcher began data analysis by carefully reviewing the research proposal to 

relocate research questions that guided the study and to re-acquaint the researcher with 

the audiences for whom the researcher was intended. 

4. The researcher then began a within-case analysis of each case, starting with step one 

interview data and ending with step three interview data for each participant. 

5. The researcher started by reading each interview data once for understanding. On the 

second reading, the researcher began jotting notes on most striking aspect of the data that 

addressed the research questions. In doing this, the researcher asked questions of the data 

as the researcher did with participants. On the third reading, the researcher attempted to 

verify the relationships between jotted notes and the data segments they represented. On 

fourth reading, the researcher sought for regularities: things that participants tended to say 

repeatedly when responding to interview questions. The researcher then assigned codes 

(see Appendix D) to data segments that represented patterns and regularities. 

6. The researcher loaded a qualitative data analysis software namely, ATLAS/ti on an IBM 

computer with a speed of 133Mhz and a hard-drive space of 2.1 gigabytes to re-code and 
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retrieved coded data segments. The researcher used only the coding and retrieving 

capabilities of this software. To complete this process, the researcher first converted 

formatted interview data into plain text files, then loaded them on to the program. The 

researcher re-coded hand-coded data segments using the same codes by highli^ting hand-

coded data segments and assigning them codes. Upon completion of this process, the 

researcher retrieved coded data segments that constituted observed patterns and 

regularities. Retrieved data segments were saved and converted to microsoft word 

documents for further analysis. The researcher used the cut-paste capability of microsoft 

words to move and assemble together all data segments with the same codes. The 

researcher then read all data segments with the same codes and assigned them summary 

labels. Miles and Huberman (1994) defined summary labels as the headings that sum up 

data limit. For instance, the researcher noted down family factors which motivated 

participants to become teachers of DHH students and put a label on them as "family 

support." This label becomes a summary label (see Table 2). 

The researcher also used tables to conduct more refined within-case analysis called 

"data reduction" after categories of data segments were formed. Tuffe (1990) in 

Huberman and Miles (1994) defined data reduction as a process of clarifying and adding 

details. Using microsoft words, the researcher retrieved labeled categories and moved 

them under the specific research questions they answered, and clarified them with specific 

data segments that exemplified and added details (see Table 2). This process produced 

categories that directly answered the questions. 

Replicative strategy (Miles & Huberman, 1994) was used to analyze field notes 
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Table 2 

Life Experiences That Motivated A Beginning Teacher to Become A Teacher of DHH Students 

Vmtniiy "My dad hdp me; evay time my car broke down he was there to fix it" "My paiems 
encouraged me and wanted me to graduate, and to go on and pursue Diy goals and dreams basically because 
nobody else has gone to CoUege." ''Anytime I had problem. I had a shoulder to ay on." "So. they were 
there for me emotionally and physically." (42-52) 

Hittnry dad has a heating loss. Not too much of a hearing loss, just a little, and 
my nephew has a heating loss." So that has a lot to do with it (motivation to become a teacher). Lines 75-78 

Teacher Suaport in High Sghnwl: Teacher sqiport' "Some teacher saw that I wanted to go on to College 
and tbQr helped me through. They invited me to their homes and helped me with homework. Iwantedtodo 
the same for other kids." (128-131) 

Enerieiice with Deaf Adults and IQds: Panicipant taught deaf adults about churdi and the Bible. "To 
teach them and to have them understand was like a whole new world, they just wanted to learn more and 
more and more (217-219)." "I liked working with them and the enthusiasm that tb^ had to learn more. It 
was super (221-222)." Participant felt that deafandhanjktf-bcanng kids were more accepting than adults 
(207) ^ thought about teaching deaf kids: "I always thought you know, this will be really neat to teach 
the Idds (155-156)." Success in aiding with a preschooler confirmed paiticipatt's ability to work with 
D/HH students: "I knew that 1 needed to know more, but to know that even though I did not have the 
strategies, he stiU learned some just kind of helped me know that I enjoyed doing it and I could do it" (261-
265) 

Personal Preference: "I did not know if 1 was citable of being a teadier. but I knew it was a career that I 
warned to kwk into. And that is one reason wtiy I was a teacher aide first because 1 wasn't going to q)end 
all that money without knowing for sure that 1 coukl do this (139-142)." 

Encoaragement from Program Leaderihin: "He invited us over to his house, and then the Dean or 
vilioever came while I was there said, well you know if you start in the Fall, I will give you a S lO.CXM 
scholarship, and I am like really? You think 1 could do that? He goes yeah, 1 think you could do that. I think 
you have ^ skills. For them to see that I had the skills just kind of gave me the feeling that 1 could do what 
1 wanted to do. And so that was when I decided that that was really what 1 wanted to do." "I was always 
fhitiiriwg about it, but that is when I knew that that was what I war^ to pursue."(167-177) 

Friods* EngnMragemeat and Snnnort: "Friends, they kind of know when you are ready to drop out, they 
are ready to say no you can do it" "Because 1 almost did drop ouL 1 almost did not finish, but th^ were 
there say you can do it" "We will do it with you, let's do it together." "Once I made the decision to go. 
they saw me because I wouldn't have finished on my own (81-85)." "...as br as studying for the 
test, audiology was the hardest, they would draw pictures for me because I could not just read it arui see it; 
they drew pictures for me to help me see it." "And likewise, you are there for them, they had hard times. 
too (93-99). 
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and critical incident reports. In this case, patterns and categories observed in within-cases 

analysis were used as benchmarks for analyzing the field notes and critical incident reports. 

Negative data units that refuted interview data, and discrepant data units that did not fit 

those of within-case analyses were sorted. Discrepant data units were further analyzed and 

collapsed to form specific data categories. Observed patterns and categories were 

incorporated into within-case analyses. The researcher used this strategy consistently to 

analyze all field notes and critical incident reports from each participant. 

Each within-case analysis was completed with an analytic text that clarified and 

summarized emerged categories through building logical chains of evidence (Miles &. 

Huberman, 1994). Each participant was sent an analysis of all her interview data to review 

and validate the categories and patterns observed, and return it to the researcher. All 

analyses sent to participants were returned with observed data categories and patterns 

unchanged. 

Cross-Case Analvsis. Upon completion of within-case analyses, the researcher 

began using Miles and Huberman's (1994) clustering, stacking comparable cases, and 

pattern clarification strategies to perform cross-case analysis. These strategies enabled the 

researcher to identify themes that recurred across cases, differences between cases in 

terms of observed categories and themes, and to further scrutinize coded data to 

substantiate observed themes and categories (see Fig.2). 

Stacking comparable cases. This strategy requires creating meta-matrices and 

stacking within-case analysis displays in meta-matrices. Miles and Huberman (1994) 

defined meta-matrices as "master charts assembling descriptive data from each of several 
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cases in a standard format (p. 178)" for the purpose of cross-case analysis. The researcher 

created partially ordered 'participant by variables meta-matrices' such as Table 3 that 

answered one or two research questions across all participants. Within-case analyses that 

answered selected research questions were mounted on the meta-matrices for further 

analysis. 

Clustering Strategy. The researcher began cross-case analysis by further 

condensing within-case data categories through the process of clustering. This process 

combines data categories that speak directly to emerged themes (Miles &. Huberman, 

1994). For instance, lack of space for instructional purpose, lack of time to collaborate 

with other personnel, and lack of mentoring support for beginning teachers were all 

clustered and referred to as "lack of administrative support." 

Pattern Clarification Strategy. The researcher used pattern clarification strategy to 

substantiate clustered categories with evidence. The researcher also use labels, short 

quotes, and summary phrases (see table 3) to further condense data categories on meta-

matrices. One decision rule was used for selecting quotes; quotes selected should speak 

directly and convincingly about the data categories they elaborate. 

Drawing Conclusions. To determine themes that wove across all participants and 

how they differed from one another on emerged categories on given research questions, 

the researcher read the categories down each column. Frequencies of observed themes 

common to all or some of the participants were determined through counting. The 

researcher read across rows to get a complete profile of a participant on given variables 

related to specific research questions. 
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Life Experiences of Beginning Teachers and Their Teacher Preparation Experiences 

Participant Life Experiences Participant 
Motivating Factors Teacher Preparation Eiperiences Evaluation 
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calls Trom deaf fiiends and ttiings like that in high school." 
"And then being supportive of roe having deaf fiiends over 
at the home... pnvidingoppottmitiesorallovnngmelo 
pursue oppottunitjes." 
2. Exixrience with DHH persons; Volunto experience 

HclpfvlCwr*?«wk: 
l,AM4j<>iPiyflwm:'' lam 
very gistetul for the audiology 
classes.. .because it is the 
foundation of our students' 
disibility." 
2,9Dmbcb»f« 

Unheloftd Coursework; 
1. Rehab. A Education of (he 
Deaf: "...too much on 
counseling of the deaf; rehab A 
vocation... 
l.LanauaaeDeveloianenl 
Exoeptional Child; It focused 
on all different special 
education majon instead of 
deafchilckea 

HclpfUl InhuL EmrifiKc: 
1. Ptwv^tmi vppntvN^; 
"The observing wm really 
good." 

"Very good 
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with sludenb; "It really got me inteicsted in all (be things 
thai go along with deaf education'' 
J.IntereM in sinalansuafe: "I think ImiesswiiBt Hiked 
was sip language. I jusi thought it Ms such a beautiful 
language because you know when youVe staling out you 
doni realize there is a cuhwe... it was just the language 
itself that I was interested ia" 
4. Pcnonal fvefoenoe: "It wis iust what 1 wanted to do " 
5. IntereM in Sin* lansiiaM! "it was the lan^ia^e ilaeir 
that I was inleiested in." 
6. ElKovnwcmail fron DtlH fiimls: "H^y really mKle 
me have more intocsL" 

HclpfvlCwr*?«wk: 
l,AM4j<>iPiyflwm:'' lam 
very gistetul for the audiology 
classes.. .because it is the 
foundation of our students' 
disibility." 
2,9Dmbcb»f« 

Unheloftd Coursework; 
1. Rehab. A Education of (he 
Deaf: "...too much on 
counseling of the deaf; rehab A 
vocation... 
l.LanauaaeDeveloianenl 
Exoeptional Child; It focused 
on all different special 
education majon instead of 
deafchilckea 

tmerience: "What was 
beneficial for me was that I was 
responsiUe for a catoin 
ammmt of time.. .it was really 
helpful to just you know have a 
port (hat you were actually 
re!|)onsiUe for..." So actually 
getting the opportunity to teach 
but then also betitg bdd 
accountable for that tmrhing 
and preparing for it and 
everything" 

"Very good 
ptogfam" 
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1. Family sin)pqtt: Both parents' support. HelDfulCowMWDik: Helnflil Intan EKTCriflKf: "h was a voy 
good 
prognBD." 
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2. Family historv; father A nefiiiew had hearing loss. 
3. ExDcriencc with t»lH persons; Missionary work in Bible 
leaching of chilcken and adults who are deaf and hord-of-
heaiing. 
4. Encouraasmeitf from a TPP leMlenhio:SI0.000 award 
5. Encouiaacrocnt and support from friend: "we will do it 
with you" 
6. Personal Ptefercnce;". . . i knew it was a career I wanted 
to looked into." 
7. Teacher sunwrt in hioh school: "They invited me to their 
homes and helped me with homework." 

All Couiaework: '1 dwught tt 
was all worthwhile... As far as 
anything that helped more Hun 
the otha, I dont think anything 
helped more than the other. 1 
thi^ it was a combination of 
aI]oftheni.Ithinkallofit 1 
doni think any of the classes 
were a waste of time. 

1. Opwrtwiitvfwhmfrw 
exDcriencc; "...you had 
internship, actual hands-on 
experience all through the 
program." 
lOpraimiiaLfii 
understandina own roles; 
"... the intemsh^ helped you 
be able to see exactly what I 
will be domg." 
3. OoDortunitv for knowinf 
own strengths A wtrfmess; 
".. .you know your ovm 
strensths and WMinxMM." 

"h was a voy 
good 
prognBD." 

Legends: ASL " American Sign Language; DHH <• deaf and hanJ-of-hearimg; TPP » Teacher preparation program; Intera Inteniahip 



Table 3, wntinutd 

Participant Life Experiences Participant 
Motivating Factors Teacher Preparation Eipcrienccfl Evaluation 

of TPP 

Participant 
Motivating Factors 

Coursewoci bktemship Exscficnces 

Evaluation 
of TPP 

Jts 

H 3 

ll 
0 3 

1 & 1 ̂  
ll 
ji 

1 Fainilv ammiri' "Thev (mn(h<!r •»< fidhrrl encniifaanl 

me, and wlm I made the decision they ueni with iL" 
2. ExMiience with DtlH pnom: '1 wnked as a teacher 

IkhrfvlCiWR^: 
1.Re«lina classes: 
"...couisewoik related to 
literacy were most useful. Like 
what to teach, what methods to 
use and how to teach..." 
2. Coanition mi Social: "In 

Heloful blem. Exnerieiwe: 
i. OnMitunitv to leam to deal 
•*1111 wilb "nrvini 

"llw prognun 
was very good, 
n supported 
ASL, and Bi-
Bi literacy 
approach. 1 
like that 1 
think it was a 
wonderful 
program" 

Jts 

H 3 

ll 
0 3 

1 & 1 ̂  
ll 
ji 

aide.. .1 felt I Aould became a teachcr not a teacha aide." 
J.Eowwmincni&vmilTPIcntBitiB: "They 
encoumged me.. .they would give me scholaiship " 
4. Teachaenoouraaementinhifhschool: "Some teachoi a 

IkhrfvlCiWR^: 
1.Re«lina classes: 
"...couisewoik related to 
literacy were most useful. Like 
what to teach, what methods to 
use and how to teach..." 
2. Coanition mi Social: "In 

leaniina needs: "useful—how 
to deal with luds whose needs 
are difrerent from the needs of 
the'normal kids ' 
2.PnMtw>iYi9g)>Kn*c 
tlmmninmignai: 
"The most uxflil experience 
for me was observing the 
teacha, how she managed 
studaas bdiavion while 
leaching." 
3. OoDoitunily for hands-on 

"llw prognun 
was very good, 
n supported 
ASL, and Bi-
Bi literacy 
approach. 1 
like that 1 
think it was a 
wonderful 
program" 

Jts 

H 3 

ll 
0 3 

1 & 1 ̂  
ll 
ji 

my high Khool encouraged roe to go to college to gel a 
depee" 
S. Personal ereferenoe: "I wanted to became a teacher whoi 
1 was growing up" 
a.Encoureiemenlfrainfiicnds "SomeofmvfiieiMb 
encouraged me too. 1 was lucky. My friends and 1 
supported each other when i lint enloed college..." 
7. Ptofessioivd Benefits: 

this class we leamd to write 
EPs" 
7.Uwprihc[>ctf. 
4,PlWh9l«YgfPfffllBi: "It 
helped me to undosland how 
both hearing and deaf people 
pemived deafrieas." 
Unhebfiil pour^ework: 

leaniina needs: "useful—how 
to deal with luds whose needs 
are difrerent from the needs of 
the'normal kids ' 
2.PnMtw>iYi9g)>Kn*c 
tlmmninmignai: 
"The most uxflil experience 
for me was observing the 
teacha, how she managed 
studaas bdiavion while 
leaching." 
3. OoDoitunily for hands-on 

"llw prognun 
was very good, 
n supported 
ASL, and Bi-
Bi literacy 
approach. 1 
like that 1 
think it was a 
wonderful 
program" 

Jts 

H 3 

ll 
0 3 

1 & 1 ̂  
ll 
ji 

a. Teachers' salariea are better than thoae of teacher 
aides. 

b. Vacatioa opportunitie* 
P.PqwiYtll newt ftf<ltlfttt9hai- ''SchooU need deaf 
teachers" 

r«r ihcDaf: i* for 
speech teacher. 
ISpwhilAnmpiiiygfiln 
Ear For audiologists. 
), Aun) RdKMliUlim: For 
audiolaaisls. 

exncrience: "We went as a 
pou|>...we flew snd drove to 
visit these schools (schools 
serving deaf chU(km|. We 
learned by eqicTicDGe as much 
as possible." 

"llw prognun 
was very good, 
n supported 
ASL, and Bi-
Bi literacy 
approach. 1 
like that 1 
think it was a 
wonderful 
program" 

L 

n H 8 

IS 
1 ̂  
J 
fS is 

1. Family supnort: "...when they leanied thai 1 wanted to 
leach deaf duUnsi, it seemed like they were supportive of it 
more..." 
2. Exooiencc with DHH oosani: 
a. Friends who are D'HH: "My friends thai are deaf 

influenced me in the way by telling me about Iheir 
expoienoe* and me feding like 1 wanted to help make 
IhM a better experience... for Adure deaf chil(bra..." 

b. Volunteer expeiioice with students who are D/Hll 
3. Inlere« in Stan ianfua^: "...when I saw thai la movie 
thai featined a deaf boy using sign language) and saw 
thai it was a language that I cauM use, you know, in 
the United Stales, it JusI nuale roc more inlerestod in 
it." 
4. Friends' suoooit: "Mv hearina friends have alwavs been 
supportive ...by aikin| me questions and wmting to learn 
more and just being intcRSled in il" 
5. Posonal Brefcrence: I had always kind of known 1 wanted 
to be a teacher... 

IfcfaiAil Couisewafc: 
LBoini mi mitini (faMa: 
".. .we had a lot of specific 
examples..." 
Z.SpewhthWg:" llesnied 
a lot of helpAil infoimatioa 
especially for the hard of 
barii^ students." 
3.Audiolaav classes: provided 
infcnnBlida on etiology of 
deafiiess. 
1 i<tlriM*heoriea: "...thtf 
helps with like classroom 
minageroent to think about the 
different theories and things, so 
ttut WIS kind of helpful." 
Unhelpftil Coursewort: 
I Rmflrchdm:" idon'i 
feel like il leally belpa me." 

HclpM lirtfoii EnokoK: 
All interoship experiences were 
helpfiil: All of Ihm are leally 
helpfiil in their difTereal 
ways... 1 cant really pick one 
because lliey all hefp^ ne so 
much." 

VnhtlpAillnicimhiB 
ESBSdSDSC: L<«s of paperwork 
in tenns of writing huge lesson 
plans that took up so much time 
from focusing on the studenu 
and learning from them 
(s(udents)i 

"IhKlavariely 
of experiences, 
and 1 fell like 1 
learned from 
them anyway. 
Ileamed 
probably more 
than! wanted 
to about the old 
philosophy of 
teachfaigdeaf 
students, but 
it's also helped 
meinootain 
situations." 

Legends: ASL ° Amciican Sign Language; DHH <• deaf and haid-of-hearing; TPP ° Teacher prepaiation prognun; Intcra. •> Imennhip 



Table 3, continued 

Participant 
Motivating Factors 

Life Experiences 
Teachcr Preparation Eipcriences 

Coursework Intcmship Experiences 

Evaluation 
of TPP 

CO 

5 Q 

b S 

H 8 

11 U 3 

11 

<55 

I 

Family sunnort: "My kids wae very, very receptive to Uiat. 
Iliey all wanted me to go back to school because they knew 
how excitcd I was I showed a lot of motivation in my 
schoolwork. They were going to school I was going to 
school We'd sit down and do our homework together. 
I'hey were uxcited Tor me when I got my lest results 1 was 
exciiix] Tur them. . they're very interested in my lile " 
2 j-xpcrieiice wjlh PiniP«!T«>ns: 

a Practicum in deaf education: "I did one of my 
practica in a classroom with deaf students and that's 
what started me out with wanting to leach the deaf " 

b. VoUmtecr experience with students who arc DA II I: 
"I wanted lo make sure thai it was something I 
rcully wanted to do and it wasn't just something that, 
you know, that I thought I might want to do . So I 
started volunteering at the regional day schools My 
volunteer woii was veiy important for me to . know 
thai this is wtial I really wanted lo do in my life, in 
my career." 

3. Family history: "I'm the thinl bom in the family and he's 
the seventh bom in the family. So i dealt v«ilh him very 
closely as a caretaker So I was able lo know thai I really 
wanted lo gel into spccial educution." 
4. interest in sieii lan£uage: "I've always been interested in 
sign language, in helping students thai needed help. It's just 
always been of interest to me I mean it's there, it's always 
been there" 
S Friends' Suppon: Friends showed support 
6. Personal Preferwice Cynthia had always wanted lo 
something and she knew that it would be in deaf education 
because she had experienced the desiie for working with 
1)1111 students. 

llelpfvlCowseworl^ 
I 1-anyuaee development: 
"Actually pro^bly the most 
important wae the language 
development courses because 
of the issue of the deaf and 
hard of hearing always having 
dilFicully with language and 
getting language so late in life 
2. ASL classcs: "I also fell like 
the American Sign I juiguage 
was very, very important and it 
opened my eyes up to the deaf 
people's language and how 
important American Sign 
liuiguage is in the classroom as 
well as English" 
3. Anatomy and Physiology of 
the Ear: "It was real important 
to leam about m audiogram, 
which was given lo me in that 
course." 
4. Rehabilitation: llus course 
dealt with hearing aids and 
auditory trainas. 
5. Mullicultural classes: 
Focused on mullicultural issues 
involved with deafness 

Helpful Intern. Experience: 
1 Internship with muiyplv 
disabled deaf students: 
'Actually my internship with 
the multihandicapped was one 
that was extremely helpful 
because .. I had more of an 
understanding of their 
handicaps aitd what they had 
besides their deafiiess. It wus 
more undenianding and a 
tiroader experience for me " 
2 Opportunity for hands-on 
expenence: "ll was really 
helpful to just get inside the 
classroom and gel going, and 
get my hands dirty and just go 
forward and get going with 
these kids " 

•1 feel like I 
was very well 
prepared to so 
numy of the 
areas, and 
areas thai I 
nughl in the 
future And that 
I'm weak in, 1 
can only just 
try and luani 
mute about 
So I feci very 
confident about 
what my 
luacha prep 
program." 

Legends: ASL = American Sign Language; DHH = deaf and hard-of-hearing; TPP = Teacher Preparation program; Intern. = Inlemship 
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In closing, qualitative research is a multi-method system of inquiry that 

incorporates naturalistic approach for answering questions of empirical values. This study 

was conceptualized within the confines of the paradigm of constructivism. This paradigm 

values understanding lived-experiences from the point of view of the person who lived it, 

and within the context in which it occurs. In-depth phenomenological interviewing 

method, which embodies the tenets of constructivism was used to examine the 

professional concerns of five beginning teachers of DHH students. Participants were 

selected for the study on the basis of specified criteria. Data was collected through a series 

of three in-depth phenomenological interviews with each participant. The researcher used 

shadowing and critical incident reports to triangulate interview data. Analysis-in-the field 

strategies and inductive analysis strategies for conducting within- and cross-case analysis 

were used to analyze interview data. Specific data analysis strategies such as data coding, 

pattern clarification, replicative strategy, clustering, and stacking comparable cases were 

used. These methodological processes produced the results of the study. The chapter that 

follows presents the results of the study. 
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CHAPTER 4 

RESULTS 

The purpose of this study was to examine the professional concerns of five 

beginning special education teachers of deaf and hard-of-hearing (DHH) students. In 

order to examine their professional concerns, the researcher used in-depth 

phenomenological interviewing to explore the life experiences that motivated them to 

become teachers of DHH students, their contemporary experiences as beginning teachers 

of these students, and their meaning-making experiences (the meanings they attached to 

their life and contemporary experiences). The researcher used analysis-in-the field, 

inductive, and within- and cross-case analyses strategies to analyzed the interview data. 

This chapter presents the results of this study in a format that answers the study's 

major research questions, which are as follows; Life experience questions: 1) What life 

experiences motivated these teachers to become teachers of DHH students? 2) What are 

the preparation experiences of these beginning teachers and their perceptions of these 

experiences'' Contemporary experience questions: 1) What are the professional 

responsibilities of beginning teachers of DHH students? 2) How do these teachers 

perceive their interactions with their students, parents of their students, school 

administrators, other teachers and specialists who work with them? Meaning-making 

experience questions: 1) Putting together their life and contemporary experiences what 

are their professional concerns in teaching DHH students? 2) What teacher preparation, 

and professional experiences and environments account for their professional concerns? 

3) What recommendations do the beginning teachers have for improving preservice 
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training programs and professional environments at their job sites? The term 

"participants" is used synonymously with "beginning teachers" in presenting the results 

of this study. This chapter will conclude with a summary of the results. 

Life Experiences 

Participants' life experiences established the contexts within which to examine 

their professional concerns. In establishing the contexts of participants' life experience, 

the researcher answered two questions with substantive evidence from data analysis: 1) 

what life experiences motivated these teachers to become teachers of DHH students, and 

2) what are the teacher preparation experiences of these beginning teachers and their 

perceptions of these experiences. 

Life Experience that Motivated Participants to Become Teachers of DHH Students 

The data analyses showed that a number of factors motivated participants to enroll 

and remain in deaf education programs (see Table 4). All the beginning teachers in this 

study said that family support, experience with DHH students through volunteer 

experiences, personal preference, and support and encouragement from friends were 

major motivating factors. The beginning teachers received support from their family in a 

variety of ways. One begiiming itinerant teacher recounted the financial and emotional 

support she received from her parents: 

My dad helped me; every time my car broke down he was there to fix it. My parents 
encouraged me and wanted me to graduate and go on to pursue my goals and dreams 
basically because nobody has gone to College. Any time I had a problem, I had a 
shoulder to cr\' on. So, they were there for me emotionally and physically. 
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Table 4 

A Summary of Motivating Factors 

Life Experiences 

MoKviltaf 
Factor* 

• of panidpaats 
who pef Brhred 

th i f  a t a  
awllvatint tactor 

Saapie of rappoiKag mpoMe 
Fnadata 

Fmily nippart 5 

patena encouraged me to get a college degree, tau to faeEome a leachs. 1 made dial 
"P^ «TiT'**^ "" ''Try Andinwuedtobecanea 

teacfas', that was fine with tbcBL Thty did nc* tell me \bil I mtat bocanc t leaciiff. They 
ooourafted me and wiaen I made deriiion. thev wnt with it" 

ExpoienGe wilh 
IXlHttidaia 5 

SuEBeai in aiding with a pwrhonhTccnfinnedparticipH'* ability lo^wDric with D/HH 
ftudaiK knew that 1 needed to know moR, but to Imow ttiit even tfaongh I did not have 
the ttattgies, he «>U lemed Kane jmt kind of helped me know that 1 agtqwd doing it aid I 
could do it" 

Petmai 
ptefacDce 5 

•<No paiticidar person or anythiDig. yoa know, it was jus thafs whit I wanted to do. So I 
decided, basically I WIS bora with the dem to be B educator, and I alio knew I wanted to 
be a special educator, ba you know, I decided tor me it was going to be deaf was like 9lh 
glide." 

FtkndE' 
encoungenient and 
aippat 

5 

Tnends, they kind of know wha you are fdy to drop out, they are Illy to say no you 
can do il...becanK I aimoM did (hop out. I ataM did not finisb. bat they were thoe say you 
can do iL We wiU do it with you. let's do it together. Gnoe I na^ the deciaon to go. th^ 
saw me Gnitel, becanae I wouldn't bate finished on my own...as iar as studying for the 
tea, siidiology was the hardest, they would Aawpjcnnes for me became I ccBld not just 
read it and see it; they drew picORs fix me to be^ me aee iL And Ucewiae, you ate thse for 
than, thev had hard tnncs. too " 

Intatsmiign 
Isngmgc 

3 
Tve always been mterefled in sign langnage, in helping studenBtha needed help. It's just 
always been of interest to me. I mean ifs there, itkahwys been there, ifs not something that 
1 ipiae. that always been awwe of that" 

Teacher wpport in 
high 3 

"Some leacber aw that I wanted to go on to College and they tidped rae through. They 
invited me to their honea nd helped me with homeweik. I waited to do the same fir othrer 
kids." 

Family huioiy 2 '^y dKl has a hearmg loss. Not loo mudi of a heanng loas. ju« a hole, and 
my neptew has a heating loas." So that has a lot to do with it (motivatian to beccne a 
teachB-)." 

Eocomgeniait 
from the kaderditp 
ofatoKba 

2 

(Coordinator of a progiam for prepaimg teschss of IXIH studBtsI mvited us over to 
bis house, and thai the Dean or whoever came while I was ihoe said. «cD yoa know if yoa 
statin the Fan. I will give yon a S10,000 scholnhip, and I an like really? Yoa think I 
could do that? He goes yes^ I think yea could do that. 1 think yra have the skills. For than 
to see that I bad the ddUs juR kind of gavt me the feeling that I could do what I waned to 
do. And so that was wfam I decided that that VMS fcaUy what I wanted to do. I VMS always 
thinking about it. but that is when I knew that that was vkfaat I vMUed to pme." 

^ufiam 
2 

(Coordinator of a progiam for prepaimg teschss of IXIH studBtsI mvited us over to 
bis house, and thai the Dean or whoever came while I was ihoe said. «cD yoa know if yoa 
statin the Fan. I will give yon a S10,000 scholnhip, and I an like really? Yoa think I 
could do that? He goes yes^ I think yea could do that. 1 think yra have the skills. For than 
to see that I bad the ddUs juR kind of gavt me the feeling that I could do what I waned to 
do. And so that was wfam I decided that that VMS fcaUy what I wanted to do. I VMS always 
thinking about it. but that is when I knew that that was vkfaat I vMUed to pme." 

Piafiesnonal 
bcne6ts 

I 

'^Vhen I was a teacho-aide in a deaf pngian in a public school in VA. I eqoyed teachmg. 
so I realized 1 waned to becane a teacher. 1 dkl not WW to remain as a teacher aide because 
oflowpay. I wanted to have my own class, to make my own dedsian. so. I wcBt back to 
school to Ret mv MA." 

Feeling of need for 
deafteaciieRm 
deafacfaools 

1 "I also feel that achools need deaf teachas. Schoob need deaf teachox" 
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A beginning self-contained classroom teacher related the encouragement she received 

from her parents; 

My parents encouraged me to get a College degree, but to become a teacher, 1 made that 
decision. They supported me on whatever made me happy. And if I wanted to become a 
tcacher. that was fine with them. They did not tell me that 1 must become a teacher. They 
encouraged me and when 1 made the decision, they went with it. 

Another beginning self-contained classroom teacher expressed the emotional support she 

received from her children; 

M\- kids were very, very receptive to that. They all wanted me to go back to school 
because they knew how excited I was. 1 showed a lot of motivation in my schoolwork. 
They were going to school. I was going to school. We'd sit down and do our homework 
together. They were excited for me when I got my test results. 1 was excited for them. It's 
been a real positive note of me going to school and my role in being a deaf educator. 
They're ver>' happy that I'm able to do something for me, in fact they're learning sign 
language, they like to come to class with me: they like to talk about my students with me. 
They're ver\' interested in my life. 

Data analyses revealed that experiences with deaf and hard-of-hearing (DHH) 

students motivated participants to become teachers of DHH students. These experiences 

encompassed aiding, friendship, and volunteer experiences. A beginning itinerant 

teacher's aiding experience with a DHH preschooler and how it confirmed her ability to 

work with DHH students illustrates the influence of aiding experience. 

I knew that I needed to know more, but to know that even though I did not have the 
strategics, he still learned some just kind of helped me know that I enjoyed doing it and I 
could do it. 

One beginning self-contained classroom teacher succinctly explained how her friendship 

experience with DHH friends made her understood their communication difficulties with 

their teachers, and how this experience motivated her to become a teacher of DHH 

students; 



68 

When 1 went to college... I made some friends that were deaf and 1 heard their stories 
about growing up and their educational experiences and the teachers that they had and the 
frustrations that they ran into. And it made me motivated to want to be a part of that, to 
make a positive impact on deaf education... my friends that are deaf influenced me in the 
way by telling me about their experiences and me feeling like I wanted to help make that 
a better experience for other deaf children, for future deaf children. It seemed like a lot of 
them had problems communicating with teachers, or teachers in the school would force 
oralism on them, you know, force them to speak when they didn't really have any desire 
or ability to hear speech sounds and to learn how to speak. Or else there were teachers 
who couldn't sign with them fluently. So they would be sitting in this class and, you 
know, it would just be wasted time... it seemed too much that teachers were trying to 
make them be more hearing instead of focusing on their deaf culture and American sign 
language but instead always kind of trying to change them to be hearing. 

Volunteer work with DHH students was another source of experience with DHH persons 

that motivated participants to go into deaf education. One beginning self-contained 

classroom teacher captured the essence and influence of this experience when she said: 

I wanted to make sure that it was something 1 really wanted to do and it wasn't just 
something that, you know, that I thought I might want to do. So 1 started volunteering at 
the regional day schools... 1 volunteered once a week in the classroom with the deaf and I 
had a teacher that was above me that \vatched me, that helped me. I just volunteered with 
her. And those people were verv' helpful. My volunteer work was very important for me 
to complete my master's program and know that this is what I really wanted to do in my 
life, in my career. 

Participants also expressed that pursuing a career in teaching was what they had 

always wanted to do and choosing deaf education was their personal preference: 

Beginning itinerant teacher; "No particular person or anything, you know, it was just 
that's what I wanted to do. So 1 decided, basically I was bom with the desire to be an 
educator, and I also knew 1 wanted to be a special educator, but you know decided for 
sure it was going to be deaf was like 9th grade. 

Beginning self-contained classroom teacher: "I really feel, 1 really feel, 1 wanted to 
become a teacher when I was growing up. 1 always pretended that I was a teacher. 1 
always actcd as if I were a teachcr with my friends sitting around and I imagining them as 
students. 

Beginning self-contained classroom participant: "When I started back to school in deaf 
education it was becausc 1 felt there was a need for me to do something other than stay at 
home and be a housekeeper, take care of my children. I really wanted to do something 
more tlum that, and 1 knew that it was in d^ education because I had experienced the 
desire. 
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Beginning self-contained classroom teacher: "I had always kind of known I wanted to be 
a teacher and so then all these experiences kind of helped mc to come to the realization 
that I wanted to be involved with deaf education...! wanted to be a teacher any way so I 
had that in the back of my mind, you know. And like I told you^ that I liked languages 
and other cultures. And then when I saw the program, I don't know, it was just like 
everything just, here was the language, here was the teaching, everything would just be in 
this perfect profession. 

Beginning itinerant teachers: "i did not know if I was capable of being a teacher, but 1 
knew it was a career that I wanted to look into. And that is one reason why I was a 
teacher aide first because I wasn't going to spend all that money without knowing for 
sure that I could do this. 

The beginning teachers also unanimously agreed on their friends' encouragement 

and support as a factor that motivated them to become teachers of DHH students. This 

encouragement and support came from both deaf and hearing friends at the times when 

they were either thinking about enrolling in a graduate program in deaf education, or they 

were already in the program. The encouragement and support they received while in a 

graduate programs in education helped them to cope with the intensity and rigors of 

schoolwork. One beginning itinerant teacher tells of this kind of encouragement and 

support: 

Friends, they kind of know when you are ready to drop out, they are ready to sa\' no \ ou 
can do it. bccause I almost did drop out. I almost did not finish but they were there to sa\' 
you can do it. We will do it with you, let's do it together. Once I made the decision to go, 
they saw me finished, because I wouldn't have finished on my own.. .as far as studying 
for the test, audiology was the hardest, they would draw pictures for me because I could 
not just read it and see it; they drew pictures for me to help me see it. And likewise, you 
arc there for them, they had hard times, too. 

The encouragement and support participants received from their friends while 

contemplating enrolling in a graduate program in deaf education served the purpose of 

validating their intention to go into deaf education. This was made clear as one beginning 

self-contained classroom teacher stated: 
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M\- hearing friends have always been supportive in the same way I guess that my parents 
are. by asking me questions and wanting to learn more and just being interested in it. 

Three participants saw their interest in sign language as a motivating factor. A 

self-contained classroom teacher's statement of interest in sign language explained how it 

was a motivating factor for going into deaf education; 

I've always been interested in sign language, in helping students that needed help. It's just 
always been of interest to me. I mean it's there, it's always been there, it's not something 
that I ignore, that I've always been aware of that. 

Another beginning self-contained classroom teacher exemplified this interest when she 

stated: 

... when I was about a junior in high school. I first saw a TV program and it had a deaf 
boy in it. That was the first time I had seen American Sign Language. And I was just 
really fascinated with it. Because, well I've always been fascinated with other languages 
and other cultures and stuff and so when I saw that and saw that it was a language that I 
could use. you know, in the United States, it just made me more interested in it. 

She added. 

I went to the interpreting program, mainly not to be an interpreter, but just to leam more 
about American Sign Language and deaf culture because that program at the Universit\' 
of Mangu in terms of deaf culture was kind of limited. So I went there to Icam more 
about that. But I had always intended on really teaching and not interpreting. 

One itinerant teacher explained how she was fascinated to the beauty of sign language: 

I think I guess what I liked was sign language. I just thought it was such a beautiful 
language because you know when you're starting out you don't realize there is a 
culture... so mostly I'd say I just really liked sign language and I thought that was neat. It 
was just the language itself that I was interested in. 

The data analysis also revealed that three participants believed that the support 

they received from their high school teachers was one of the factors that motivated them 

to eventually go into deaf education. One beginning itinerant teacher received extra 

support from her high school teachers to complete her homework on the premises of 

encouraging her to go to college: 
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Some teacher saw that I wanted to go on to College and they helped me through. They 
invited me to their homes and helped me with homework. I wanted to do the same for 
other kids. 

Another form of support was through an opportunity to learn sign language, which 

eventually motivated participants to go into deaf education. This is exemplified in one 

beginning itinerant teacher's statement: 

I took a sign language class that was there. They weren't going to let me in because it 
was the second semester and I practically cried to the teacher, begged her to let me in, 
and told her I didn't care I'd catch up. And on the first test we had I got the highest score. 
So I was real motivated to leam sign language. 

Two participants felt that encouragement from leadership of programs for 

preparing teachers of DHH students in the form of monetary scholarship award was one 

of the factors that motivated them to go into deaf education; 

He (Coordinator of a teacher preparation program | invited us over to his house, and then 
the Dean or whoever came while I was there said, well you know if you start in the Fall, I 
will give you a $10,000 scholarship, and 1 am like really? You think I could do that? He 
goes yeah. I think you could do that. I think you have the skills. For them to see that I had 
the skills just kind of gave me the feeling that I could do what I wanted to do. And so that 
was when I dccided that that [teaching DHH students] was really what I wanted to do. I 
was always thinking about it, but that is when I knew that that was what I wanted to 
pursue. 

1 know some professors at Mangu Universit\-. The\- encouraged me to come to Mangu 
University, they would give me scholarship. 

Analysis of interview data illuminates "family history" in terms of having a family 

member who has a disability as one of the factor that motivated two participants to 

become teachers of DHH students. A beginning itinerant teacher made this clear when 

she said: 

My dad has a hearing loss. Not too much, just a little, and my nephew has a hearing loss. 
So that has a lot to do with it [motivation to become a teacher of DHH students |. 
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Opportunity for vacation and better salary, and feeling that schools need deaf 

teachers were among the compelling factors that motivated one participant to go into deaf 

education. 

Vacation opportunity: "I love to travel. Summer vacation is nice. I love teaching and 1 
love traveling. Both match. Perfect job for me. Vacation is nice. The pay is not great 
but I enjoy what 1 am doing. I cannot complain about vacation. 

Opportunitv' for better salar\-: "'When I was a teacher aide in a deaf program in a public 
school. I enjoyed teaching, so I realized I wanted to become a teacher. 1 did not want to 
remain as a teacher aide because of low pay. I wanted to have my own class, to make my 
own decision, so. I went back to school to get my MA. 

Feeling that deaf schools need deaf teachers; "I also felt that deaf schools need deaf 
teachers. Schools need deaf teachers. 

Apparently, a number of factors motivated participants to go into deaf education. 

These factors include family support, encouragement and support from friends, personal 

preference for deaf education, experience with DHH students, support from the 

leadership of teacher preparation program for preparing teachers of DHH students, 

interest in sign language, family history, opportunity for vacation and better salary, and a 

feeling of need for deaf teachers in schools for DHH students. See Table 4 for a concise 

summary of the motivating factors and frequency of participants' responses with respect 

to each factor. 

Particpants' Teacher Preparation Experiences and Their Perception of These Experiences 

Most Helpful Coursework. Data analysis indicated that participants' teacher 

preparation experiences in programs that prepare teachers of DHH students fall into two 

major categories of coursework and internship experiences. When participants were 

asked what coursework did you find most helpful in teaching DHH students? 

Participants named a variety of courses. The analysis of their responses showed that the 
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majority of them believed that Audiology, Speech, and Reading classes were most 

helpful (see Table 3). A beginning itinerant teacher conveyed the importance of 

audiology classes when she said; 

In my first job I have now, I'm very grateful, though ever\'body complained while they 
were taking the classes, I'm very grateful for the audiologv- classes. ..Just because it's the 
whole basis and foundation of our students' disabilit>'... I'm glad that I learned all of that 
because now when I counsel parents I understand about the audiogram and I understand 
about the hearing loss and I understand, you know, one thing I think is really important is 
feeling comfortable with the hearing aids and the equipment, especially for hard of 
bearing students. And if you don't feel comfortable with it and if you don't leam it there 
[at a teacher preparation program), usually on the job you're not going to get a chance. 

The majority of participants found reading classes helpful because they provided specific 

examples of methods of teaching reading and what to teach DHH students. This is made 

clear as one beginning self-contained classroom teacher clearly stated; 

I think I found courscwork related to literacy most useful. It dealt with what to teach, 
what methods to use, and how to teach... deaf children and a varietj' of teaching methods 
to use with DHH children. 

On the helpfulness of Speech in teaching DHH students, one beginning self-contained 

classroom teacher said. 

Well when I went into the speech class I kind of had the attitude that I thought it wasn't 
going to be important but when I went in I feel like I learned a lot of helpful information 
especially for the hard of hearing students. You know, I had a better idea of how they're 
understanding speech sounds and other noises. So that was more helpful than I thought it 
would be. 

Given that participants taught in different school contexts, they mentioned other 

courses they found particularly helpful to them, which were not shared among all or the 

majority of them. These courses include classes in Cognition and Social, Psychology of 

Deafness, Learning Theories, Language Development, American Sign Language, 

Rehabilitation, and multicultural Education (see Table 3). 
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Unhelpful Coursework. In terms of the courses that were not particularly helpful, 

participants mentioned certain courses unique to their teaching contexts which include 

classes in Introduction to Research, Language Development of the Exceptional Child, 

Speech for the Deaf, and Aural Rehabilitation. Table 3 shows participants' comments on 

these courses. However, there was no one course generally regarded by all or the majority 

of participants as not helpful. 

Most Helpful Internship Experiences. Regarding internship experiences, all 

participants considered the opportunity for hands-on experience most helpful as it 

provided them with an opportunity to apply theory to practice: 

They're teaching you but *hen they're telling you to go out and do it, so you go out and do 
it and then you write about what you learned, and it does all connect. I have a hard time 
connecting what's from the book to real life. But they give you that experience, so that 
was probably the most helpful.. ..you read it at the same time you were actually getting 
the experience. I thought that was good because you don't often get that. Most of the 
time you get a lot of studying and work and then you do your student teaching. But you 
had internships, actual hands-on experience all through the program.... you had the 
reading and writing and language And you were learning at the same time you were 
doing an internship. You were actually teaching the kids and your assignments were 
based on what you were learning and so you were learning from the book at the same 
time you were getting your experience so that it made sense. 

In the internships, just the ability to be able to go into the schools. I mean you sit in a 
classroom and you listen to a professor talk about, you know, all these issues, all of these 
things and, you know, how are you going to handle this, and how are you going to handle 
that, and it's not until you actually get into the classroom and the experience happens and 
you handle it, you actually have to just handle it, and how you're going to handle it is 
through what you learned, and through what you're going to leam because you're always 
going to make a mistake and you leam from your mistakes. So it was really helpful to 
just get inside the classroom and get going, and get my hands dirty and just go forward 
and get going with these kids. 

Participants also considered the observation and participation aspect of their 

internship experiences most helpful. One beginning itinerant teacher clearly explained the 

importance of this experience when she said; 
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The observing was really good, the participating was good, that was when we had the 
communication of the deaf child or communication lab is what they called it. I really 
liked that one internship, the three credit [internship!, just because it was my first 
opportunity^ to work with hard of hearing Students and so I think an important part of the 
internship is that you get to work with deaf students and also hard of hearing students, 
that you get to work in a residential setting and then also a mainstream public school 
setting. What was beneficial for me was that I was responsible for a certain amount of 
time. It was just that time during the. you know, where I was coming in like two hours 
ever\' day. And I think it was really helpful to just happen, 1 was doing like the literature 
group. And it was really helpful to just you know have a part that you were actually 
responsible for and had to focus on vs. you know being a volunteer helper kind of thing, 
just observing and all. So actually getting the opportunity' to teach but then also being 
held accountable for that teaching and preparing for it and everything. 

One aspect of the participants' internship experiences that was particularly most 

helpful to the majority of them was the opportunity to intern with multiply disabled deaf 

students. The benefits of this experience as evinced by data analysis include the 

opportunity to understand the additional disabilities of DHH students, and to learn 

classroom management skills. A beginning self-contained classroom teacher tells the 

importance of this experience; 

Actually my internship with the multi-handicapped was one that was extremely helpful 
because I've never really, when I got my degree... in special education. I never really 
used it and it was nice to be able to be in a classroom where, you know, I had more of an 
understanding of their handicaps and what they had besides their deafness. It was more 
understanding and a broader experience for me. 

Another beginning self-contained classroom teacher tells of its importance for learning 

classroom management skills: 

The sccond cxpcricncc {internship experience] with the 1st graders, 1 learned so much 
about like classroom management because they were emotionally disturbed so that vs-as 
my focus in that experience. Because I never had an experience like that, you know, so 
that one helped me in terms of classroom management. What was particularly helpful 
was the classroom management experience and learning how to use my resources to 
create lesson plans. 1 think those are the two most helpful, classroom management and 
learning how to make creative, interesting lesson plans. 
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Other internship experiences that participants mentioned which were helpful but not 

shared among the majority of them include the opportunity to understand their own roles, 

and knowing one's strengths and weaknesses (see Table 3). 

Unhelpful Internship Experiences. The data analysis shows that only one aspect 

was mentioned in one case as unhelpful. One beginning teacher helped us to understand 

this aspect when she stated. 

.. .a lot of the paperwork that was required. It seemed like some host teachers, not 
necessarily mine but some of the other students in my classes, they would have to write 
and write and write these huge lesson plans with all these goals and objectives and 
specifically what they were targeting and all that, and it seemed like basically you know 
that's a good idea. I mean you should know what you're targeting or what you're trjing to 
teach and what objectives you're tr\ing to meet, but a lot of it just seemed like a lot of 
busy work and it took away from focusing on the class and the students and Learning 
fi-om them to just writing and spending all their time doing a lot of busy work. Some of 
what the teachers would require, would be more than lesson planning, it would be like 
taking everything and just writing about it and breaking it down. I mean I had one 
student who was in tears all the time because she couldn't satisf>' her host teacher, and the 
whole experience for her just was so negative because the teacher would require 
paperwork and she would give it to her and the teacher would give it back and say well 
this is spelled wrong or this is this, and you need to do it all over again, and it just seemed 
like she was focusing on really nit-picky things, you know\ when the student was 
supposed to be focusing on learning how to teach deaf children, but instead all of her 
time was consumed by sitting in the computer lab and changing little things to satisf>' her 
host teacher. I think it's really important to have good, you know, host teachers who 
know what they're doing or why they're asking students to do these things. 

Participants' Overall Evaluation of Their Teacher Preparation Programs. The 

majority of participants perceived their over all teacher preparation experiences as very 

positive and felt that their teacher preparation programs were very good (see Table 3). 
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Contemporary Experiences 

The purpose of contemporary experience questions was to explore the concrete 

details of participants' work experiences in order to understand those experiences that 

gave rise to their professional concerns. In exploring this, the researcher answered the 

following contemporary experience questions; 1) What are the professional 

responsibilities of beginning teachers of DHH students? 2) How do these teachers 

perceived their interactions with students, parents of their students, school administrators, 

teachers, and other specialists who work with them? The researcher used evidence from 

data analysis to answer these questions by looking at responsibilities common to all 

participants in itinerant and self-contained programs, specific to both service delivery 

models, and specific to the locations of participants' school districts. 

Responsibilities of Beginning Teachers of DHH Students 

Responsibilities Common to All Participants. Data analysis in Table 5 reports the 

specific and detailed professional responsibilities of participants in itinerant and self-

contained programs. Teaching academics to students, supervision of students, assessing 

students, and writing individualized education plans were professional responsibilities 

common to all participants (see figure 3). 

Teaching academics encompassed mathematics, sciences, reading, social studies, 

language, and writing. One begirming itinerant teacher showed this when naming the 

various academics subjects she taught students. 

Teaching student specific lEP goals in the areas of Language. Reading, vocabulary, math, 
and social studies... 
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On assessing students, another beginning itinerant teacher stated: 

We actually do come in, test the kids, evaluate them, then provide intervention in 
vocational, language, listening, reading, v\Titing. and math. 

Supervision responsibilities was more an issue of ensuring student safety, that students be 

where they are supposed to be, and do what they were supposed to do. Thus, participants 

supervised students' movements to and from cafeterias, buses, and gymnasiums. 

Professional Responsibilities of Beginning Itinerant Teachers. Data analysis also 

indicated that participants who were itinerant teachers had other professional 

responsibilities besides those they had in common with participants who were self-

contained classroom teachers. These responsibilities include collaborating and consulting 

with regular education teachers, coordinating services for DEiH students, and monitoring 

and teaching the use of amplification to students and school personnel (see figure 3). 

Collaborating and consulting with regular education teachers: 

As far as working with them (regular education teachers), it's just once again the 
strategies and adapting curriculum, assessment, you know, sharing progress, sharing and 
teaching them how to use AT/FM system. They're educational hearing aids because a kid 
needs to hear the teacher or then they need to hear their fnends moving their chairs and 
movmg their books and that. And you know it becomes really important when students 
are like in junior high and all the teachers do is lecture, lecture, lecture. So. one of my 
rules is really training the teachcrs how to use this equipment because so often they'll put 
it on, ok what you will find sometimes is they'll put it on and the student's set to FM and 
the microphone is laying on the desk under a book. What's that child hearing? They're 
hearing the desk, you know, and people moving around the desk, and they're missing all 
their friends while they're playing with them, they're not hearing any of that language. So 
it can actualh' you know become ear plugs and make things worse if the teachers aren't 
tramed. Working together with the regular education teacher to best meet the needs of my 
Hi students. That means teaching them how to use the equipment, what to do when I'm 
not there. It's teaching them, you know, how to get along and how to best help the 
student w hen I'm not there to send them out and say something's not working right. 
Teaching them strategies, modeling. 



Table 5 

The Professional Responsibilities of Beginning Itinerant and Self-contained Classroom Teachers of DHH Students 

Participant Professional Rcsponsibilitica 

S 

i' Q 

1. Teaching audenta: "Instructing in language, reading, vocabulary, nuith or social studies... working oo specific lAP goals with students or trying to 
fuse those goals into a regular education curriculuia" 
2. Counseling students: "Counseling Sieir peers... .helping students that are having a hard time, oftentimes related to their hearing loss, getting 
fhistrated in class because other kids are doing things and they missed it and they dicta't hear it" 
}. Collaborating and consulting with regular education teachers: "As Tar as wori^ with them, it's just once again the strategies and adapting 
curriculum, assessment, you know, sharing progress, sharing and teaching them how to use AT/FM system." 
4. Conducting Assessments: Three-year evaluations, bearing assessment, on-going inTomal assessment of how students are going toward reaching 
their lEP goals. "Assessing teaching aivironmcnt. Assessing acoustic environment, learning needs, leaching style, and how it benefits students; 
determine change and consulting needs." 
5. Coofdinating services for students: "Coordinating. The students thai have a lot of difTerent services, and especially ones that are received like once 
a week, you've kind of got to moke sure that theyVe getting all the services they need." "making sure that speech and OT ore provided to students." 
6. Transporting eauioment (auditoiv trainers and hearing aids^ to repair shoos. 
7. Sut)ervision of students: during school activities or transition periods. 

s 

I 
.9 
b 
CQ 

1. Teaching Students:".. .teaching language, r«tding, md writing." "With the older kids, it is more vocabulmy, reading and writing." 
2. Educating school personnel about own roles: Other teachers thought Pauline was a pBraprofessionBl; Spoech pathologist thought P was an 
interpreter, 'Xregular school principals) thought that I was mote of a therapist than a teachcr, so I have to explain." "My role is basically teaching 
everyone else what my role is right now." 
3. Consulting with regular education teachtra and other specialists: "I hand them (teachers) a form of what they can do. restate, rephrase, preferential 
seating, just some of the modifications they can do for a III child and explain some of the ^fliculties." "Psuliiie would suggest passing ouditory 
trainer microphone anxmd and reducing groiqi size to fewer than six to encourage a deaf child's participation." "If you (Speech pathologist) pass 
around the microphone then she will know who to look at and be able to bear them better." 
4. Monitor and teach use of amplification: "I make sure that I monitor their use of amplification.. .1 will go into the classroom and 80% of the time the 
student is not wearing it or the teacher is not wearing hers sometimes, you have to go in and ne-teach the purpose of the auditory trainer." 
5. Paperwork: "We actually do come in, test the kids, evaluate them, then provide intervention." 
6. Educating parents about deafiieas: "Explaining what hearing loss is like, how it affects their child, and what they can do at home." 
7. Teaching American sipi lanyiage to parents, students, and regular education teachers: we tauyht 6 weeks of sifn lanyuoffe to the psrents. to the 
family, the kids, the whole family came, close friends, and neighbors and teachos." 
g. Supervision of students during school activities 

.a£ 

CQ 3 

Teaching students academics: Math. Sciences. Reading. Language... 
2. Suoetviae students transitioning to and from fa g , cofeteria. bus, and gymnasium). 
3. PaperwoA: Data collection and conducting student assessiiKBts; writing individualized education plans, lesson plans, and students' progress 
reports... 

Legends; BSCTs = Beginning self-contained classroom teachers; BITs » Beginning itinerant teachers 

vO 
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With my classes that have interpreters, my job is to teach them (teachers), well this is 
what you do with an interpreter: and help the interpreter know what to do for 
modifications... 123-126." "1 work with the interpreter. I would meet with interpreters to 
discuss modifications for students who are deaf and hard-of-hearing. I suggested passing 
auditory trainer microphone around and reducing group size to fewer than six to 
encourage a deaf child's participation. If you (Speech pathologist) pass around the 
microphone then she will know who to look at and be able to hear them better. 

Coordinating services for DHH students; 

Coordinating. The students that have a lot of different services, and especially ones that 
are received like once a week, you've kind of got to make sure that they're getting all the 
services they need. Making sure that speech and OT are provided to students. 

Monitoring and teaching the use of amplifications to students and personnel: 

I make sure that I monitor their use of amplification. Sometimes the teachers are ver\' 
good and consistent and are doing well with it, and at other times, I will go into the 
classroom and 80% of the time the student is not wearing it or the teacher is not wearing 
hers. You have to go in and re-teach the purpose of the auditory trainer. 

Evidently, there were some differences in professional responsibilities among the 

participants who were itinerant teachers. Apparently, these differences were associated 

with the demographics of the school districts in which they worked. Data analysis 

showed that the beginning itinerant teachers who worked in rural school districts had the 

additional responsibilities of educating school personnel about their own professional 

responsibilities, educating parents about deafness, and teaching sign language to parents, 

students, and regular education teachers (see figure 3). This beginning itinerant teacher 

tells us of the nature of these responsibilities: 

Other teachers thought I was a paraprofessional; Speech pathologist thought 1 was an 
interpreter; regular school principals thought that I was more of a therapist than a teacher, 
so I have to explain. 1 am an itinerant teacher. I travel. So, my role is basically teaching 
everyone else what my role is right now. 

We had to explain the importance of learning, of being able to communicate with other 
deaf people, to be able to know somebody who has the same problem, the same 
challenges. Explaining what hearing loss is like, how it affects their child, and what they 
can do at home. I often give them the same list I gave teachers. 
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We taught 6 weeks of sign language to the parents, to the family, the kids, the whole 
family came, close friends, and neighbors and teachers. 

On the other hand, the beginning itinerant teacher who worked in rural and urban 

school districts undertook responsibilities that included helping parents to set up 

appointments for hearing aids and students to get referred to Children Rehabilitation 

Services; being a broker for hearing aids batteries; and counseling students and parents 

(see figure 3). This beginning itinerant teacher tells us about the nature of these 

responsibilities: 

I've really had a lot of hats. I've even went so far as helping, you know, the social work 
issue, helping parents to set up appointments for hearing aids, helping students get 
referred to CRS, the clinic, the children's rehab., where they get their hearing aids, you 
know. Helping them get referred or calling up and saying what is the status? Can this kid 
get in there? They haven't had hearing aids for a year now. What's going on? You know. 

I've become a broker. I help parents buy batteries. Just because if I don't do it, they don't 
buy them sometimes and these kids are going around with, you know, hearing aids that 
aren't working, and they're so important. So, you know, I say hey, you know, that's ok. 
Don't worry about it. Send four bucks and I'll get you a pack, I'll get you two packs of 
batteries that will last you a while for your kid. 

Helping students that are having a hard time, oftentimes related to their hearing loss, 
getting fhistrated in class because other kids are doing things and they missed it and they 
didn't hear it. Explaining to them that you're not going to hear, this is where your hearing 
loss is. If they play a cassette tape across the room and don't put the mike there, you're 
not going to hear it. Don't expect yourself to hear it. So helping them to have realistic 
expectations. 

Parents, sometimes parents, I mean you talk to them on the phone or they're very upset or 
they're not sure what to do with their kids, and you can just kind of play that fnend role to 
and just be a sympathetic listener. I've had, you know, parents that were fhistrated at lEP 
meetings and just needed to let it out, and so you let them and then try to calm them down 
and counsel them. 
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Particpants' Perceptions of Their Professional Interactions with Students. Their Students' 

Parents. School Administrators. Teachers, and Other School Personnel 

As used for the purpose and throughout the process of this study, 'interactions' 

refer to social interchanges between two or more persons aimed at achieving a given 

goal. These interchanges can be in the form of verbal or non-verbal communication and 

tangible actions from one person to another. As the data analysis showed, participants 

interacted with school administrators, service beneficiaries, and support personnel (see 

Table 6). Participants had more interactions with their immediate supervisors, school 

principals, teachers, students, parents, maintenance workers, school nurses, and 

secretaries than with other school personnel. However, participants differed in their 

perceptions of their interactions with these groups. 

All the beginning teachers in this study perceived their interactions with their 

immediate supervisors as those that provided them with support. These excerpts from 

data analysis exemplified this point: 

If I have a problem with my boss, she's going to call the special education director, she's 
going to call the principal, she's going to help me any way she can...she's willing to do 
that. She's willing to come down. If she wasn't willing to do that, I'd quit, to be honest 
with you. You need that support. I'm out here all by myself, except for her support. If it 
wasn't for her, 1 would quit. I really would. 

She (supervisor) is very positive. She's very uplifting. She tells you the things you're 
doing right and encourages you to do specific things. She gives me specific feedback. 
This is what you're doing right. And encourages me. Well you should be doing this. She 
doesn't say you're doing this wrong. She just said you should probably be doing this. 
Meaning this is good but let's do a little bit more. Not you're doing this wrong, this 
wrong, this wrong. She's never said you're doing this wrong, never. So, positive feedback, 
specific feedback, encouragement, and advice. 
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She I supervisor) is nice and supportive. For example I asked her if I could teach a certain 
subject. She said 'oh sure. I'm flexible in what you teach in any reading or curriculum." 
TL [team leader] is very supportive of my ideas. She understands that we are human 
beings and have our needs. If I need to go and see a doctor, she would support me. She 
always kept us updated on events. 

The majority of the beginning teachers had more interactions with regular school 

principals than they did with special education principals. These interactions were for 

different purposes and varied across all the beginning teachers. Beginning itinerant 

teachers exclusively interacted and perceived their interactions with regular school 

principals as primarily for the purpose of consultation on required paperwork such as 

student lEP and educating regular school principals about their roles as itinerant teachers. 

One beginning itinerant teacher tells of the nature of consultative interactions she had 

with regular school principals. 

Most of the involvement [consultationi has been during lEP meetings and revolved 
around lEPs, so paperwork. 

Another beginning itinerant teacher stated; 

Some of them [regular school principals j just see it [her own role| as coming in. doing 
the testing, and giving the results and going our way. One administrator might think that 
Tm more of a therapist than a teacher, so you have to explain it... I am an itinerant 
teacher. I travel. My role is basically teaching everyone else what m\- role is right now. 

The majority of self-contained classroom teachers in this study did not interact with 

special education principals (see Table 6). 

Analysis of data indicated that all participants had interactions with other school 

teachers in their respective schools. However, the type of teachers with whom 

participants had interactions and the perceptions of their interactions with these teachers 

varied according to the service delivery models utilized. The data analysis evinced that 

beginning itinerant teachers' interactions were with regular education teachers, whereas 
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those of beginning self-contained classroom teachers were mostly with special education 

teachers (see Table 6). Despite the difference in the location of beginning itinerant 

teachers' school districts, both saw their interactions as collaborating and consulting with 

regular education teachers. One beginning itinerant teacher stated: 

As far as working with them, it's just once again the strategies and adapting curriculum, 
assessment, you know, sharing progress, sharing and teaching them how to use AT/FM 
system. Collaboration and consultation. Working together with the regular education 
teacher to best meet the needs of my HI students. That means teaching them how to use 
the equipment, what to do when I'm not there. It's teaching them, you know, how to get 
along and how to best help the student when I'm not there. Teaching them strategies, 
modeling. 

The majority of beginning self-contained classroom teachers perceived their interactions 

with special education teachers as receiving support. They stated: 

Most of it's really positive... if I, like I'll mention something to a teacher, oh I'm working 
on this unit." And all of a sudden the next day there will be materials in my mailbox that 
maybe I could use for this unit. I don't know, just being able to joke around with them. I 
feel like if 1 have a problem with a student or maybe I need someone else's opinion on 
something. I can go to them and they're willing to discuss this with me. 

I have one teacher in kindergarten who is ver\' helpful. If I need something, I go to this 
teacher. I feel this teacher is more helpful than other transition teachers like me. 

Cross-case analysis showed that all participants perceived their interactions with 

students as primarily writing students' individualized education plans (lEPs), teaching 

them academics, supervising them during school activities, and conducting student 

evaluations (see figure 3 and Table 6). All itinerant teachers perceived their interactions 

as also including coordinating services for students and monitoring the use of auditory 

trainers and hearing aids as one beginning itinerant teacher said: 

Coordinating. The students that have a lot of different services, and especially ones that 
are received like once a week, you've kind of got to make sure that they're getting all the 
services they need, making sure that speech and OT are provided to students. 
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And as another beginning itinerant teacher said: 

I make sure that I monitor their use of amphfications [auditory trainers and hearing aids). 
Sometimes the teachers are very' good and consistent and are doing well with them and 
other times, I will go into the classroom and 80% of the time the student is not wearing it 
or the teacher is not wearing hers. Sometimes, you have to go in and re-teach the purpose 
of the auditory trainer. 

The data analysis showed that participants did not have common themes of 

interactions with parents. Itinerant teachers varied in their interactions with parents. One 

itinerant teacher's interactions with parents involved educating them on deafness and 

teaching them sign language, whereas another itinerant teacher saw her interactions with 

parents as counseling them and serving as a broker for their children' hearing aids 

batteries. 

All participants who were self-contained classroom teachers perceived their 

interactions with parents as providing parents with information on students' progress (see 

Table 6). A beginning self-contained classroom teacher made this essentially clear when 

she said; 

1 try and call the parents all at the beginning of the year and, I tr>' to keep in contact with 
them when really positive things happen as along with the negative things. Like if a 
student won't complete their homework or behavior problems. I'll call them about that. 
So I'll try to call the parents, you know, for positive, like if a student is improving, their 
grades come up, they're paying more attention in class, they're being more cooperative. 
I'll try to call for positive things as well as negative, you know, because I don't want them 
to fed like they're only getting negative phone calls. 

As Table 6 shows, the majority of participants had interactions with maintenance 

workers and school nurses. Maintenance workers delivered requested equipment, and the 

school nurses administered medication to participants' students, and assisted with fitting 

and maintaining students' hearing aids; 
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Janitors or maintenance men, they brought those dividers. They are wonderful if you 
need anything. They do favors. 

If I need something repaired, I'll fill out a work order and they (maintenance workers] are 
prett>' prompt about getting that on time. 

She [nursel has helped out a lot with helping them get their hearing aids on. storing them 
in her office, and making sure they came to get them for some students that weren't 
responsible enough. Following up with appointments with the family. Helping in 
translation. So we really, I mean in one school I really worked as a team with the nurse, 
and even when I go back to that school I still stop by to say hello, so it depends on each 
site, but the nurse is the most that I work with. 

All participants perceived secretaries serving as indispensable channels of 

communication. Participants' perception of the importance of their interactions with 

School secretaries was as one beginning itinerant teacher stated: 

Secretaries are wonderful, ver\' helpful. Get to know them. They are part of the 
communication between you and the schools, you and the teachers. Without Secretaries 
my job would be harder because they really do a lot of the communication. I have to find 
out from them most of the time who my students are, and who their teachers are. If I need 
information I go to them, because each school district has its own little policies. You 
know if I need something, whether it be resources or materials. Who do you think would 
be good for this, they are the ones. 

In closing, the contemporary experiences of participants encompassed their 

professional responsibilities, and interactions with students, parents of their students, 

administrators, other teachers and school personnel. The data analysis has clearly shown 

that itinerant participants had more expanded responsibilities than participants who were 

self-contained classroom teachers (see figure 3). Also, participants had more interactions 

with their immediate supervisors, principals, teachers, students, parents, maintenance 

workers, school nurses and secretaries than with other school personnel (see Table 6). 

Furthermore, the data analysis indicated that participants have varied perceptions of their 

interactions. 
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Experiential Origins of Professional Concerns 

The purpose of experiential origins of professional concern questions was to 

explore the meanings participants brought to bear on their life and contemporary 

experiences with respect to their professional concerns. In essence, the questions pulled 

together their life and contemporary experiences and asked participants to reflect on them 

and tell what their professional concerns were, what factors account for their concerns, 

and what could be done to address their concerns. The researcher defined professional 

concerns as events, actions, situations, job requirements, written and oral comments, and 

relationships arising from the beginning teacher's job that unfavorably affect the 

professional performance of the beginning teacher, and which could motivate the 

beginning teacher to express intention to leave teaching. In exploring participants' 

professional concerns, the researcher answered these research questions; 1) Putting 

together their life and contemporary experiences, what are their professional concerns in 

teaching DHH students, 2) What teacher preparation, professional experiences, and 

professional environments account for their concerns? 3) What recommendations do the 

beginning teachers have for improving preservice training programs and professional 

environments at their job sites? 

The Professional Concerns of Beginning Itinerant and Self-contained Classroom 

Teachers of DHH Students 

Cross-case analysis of step three interview data for all participants revealed that 

the majority of participants had professional concerns that originate from five major 

sources. These sources were school administration, teachers, students' behavior 
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problems, school/district policies, and parents (see Table 7). The term majority is used 

here to mean three or more participants. Other concerns surfaced in the category of 

instructional materials, salary, and support personnel. However, less than the majority of 

participants shared these concerns. 

A shown in table 7, all participants demonstrated that they lacked administrative 

support from their respective school administrations and/or school districts. However, the 

types of administrative support they lacked varied among participants according to the 

service delivery models in which they worked, and according to the type of school 

administrations with which they worked. 

Administrative Support Concerns 

Beginning Itinerant Teachers. Itinerant participants expressed lack of 

administrative support in terms of lack of space for teaching students one on one, and 

lack of time to plan and coordinate services for students with other teachers (see Table 7). 

Concerning lack of space, one beginning itinerant teacher said; 

Sometimes I have traveled, I had a student for 30 minutes and I have gone to four 
different places and finally found a place. We ended up sitting at a picnic table on the 
playground to teach her. By the time we found a place, we had what, 10-15 minutes left. 
So finding a place is a challenge. 

Another beginning itinerant teacher expressed: 

... we need to find a quiet environment... you know you need to find a room. The\''ve 
offered us other rooms and when you go they're having a meeting or they're in there 
doing this or that. 

Regarding lack of time to plan and coordinate services for students, one beginning 

itinerant teacher expressed; 

I have a student that's going fi-om working with me at the setting I'm seeing him at, next 
year he's being transferred to a new school... and I got a frantic message from the teacher 
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on my machine, going "my God we're having the lEP. what are this kid's goals?" I don't 
even know. I've onl>' ever seen him once. She's going to the kid's lEP meeting 
tomorrow She's supposed to be, you know, his teacher, and writing what he needs. And 
so, you know, that is going to involve me calling her tonight maybe tr\ing to fax her 
something, some emergency goals or whatever, a progress report. And you know I guess 
that shows just the lack of time. I mean I'm going to have to call her on my own time 
tonight of coursc. 

Another beginning itinerant teacher stated: 

Timing and scheduling not only on your part but also on their (teachers*| part. There is 
not enough time to coordinate all of the lesson planning, all of the time together, and all 
of the modifications. There is just not enough time. You can only do what you can do. 

The beginning itinerant teacher who worked in urban and rural school districts 

expressed an additional concern about lack of needed support in providing in-service 

training to regular education teachers. This made it hard for a first year teacher to put 

him/herself in a position of authority to in-service other teachers: 

We were often told just to provide in-services to the teachers, and I think that's hard for 
us as a first-year teacher to go in and tr\' to be the authority on something. You know, 
it's still hard for me to walk in and ok I'm the authority', I know it all, you sit down, you 
listen to me. You know and do it in front of a whole bunch of middle school teachers that 
you don't even know, with a staff you're unfamiliar with, in school, after school, after 
school. It's never been collectively brought together to say this is what an in-service is 
and it's good and we make sure they get it all. and here's what a 30- minute in-service is. 

The beginning itinerant teacher serving students in rural school districts expressed 

concern with not getting enough support for lEP and MDC meetings: 

I can deal with not understanding because you can always be educated. It is the not 
caring that bothers me. That is the challenge. One of their [regular school administrators'! 
responsibilities is to meet with us for lEPs and MDCs. They don't like those meetings. 
They do not want to attend. They are there because by law they are supposed to be there. 
That is their only reason. That attitude bothers me. The>' should be there because they 
care about the student. The first time I had to cancel because the principal had a hair 
appointment. The second time I wasn't going to cancel. The parents were there; they had 
been waiting. This is their first meeting. I showed up and the teachers (regular education 
and Title One teachers) were not there. The principal dismissed them fi'om the meeting. 
The principal told them they would not need to be there. They made sacrifices to be at the 
first one. They (regular school administrators! don't see meeting as the time that we have 
the parents, teachers, and everyone there together to actually get the fiill picture of the 
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Student. They are seeing it as a meeting that they have to sign a paper and send it on. and 
that is what bothers me. 

Beginning Self-contained Classroom Teachers. Beginning teachers in self-

contained service delivery model expressed concern about lack of administrative support 

in terms of mentor support to provide them with information on materials for required 

evaluation, writing lEPs, and to assist them with understanding school policies (see Table 

7). The following statements from data analysis exemplified these concerns; 

Not knowing where materials are for required work/evaluations. Maybe just not knowing 
where materials are to do these to the best of my knowledge or else like you know I'll be 
told that you have to do this, you have to this evaluation, but I don't know what that really 
entails. 

Lack of mentors to assist/guide beginning teachers in writing lEPs. "In my student 
teaching 1 didn't write any lEP goals or anything, and then when I came here, they said ok 
you're responsible for nine lEPs, do it. And 1 thought this is a legal document. You 
know, 1 didn't really know how to start, and 1 kind of just had to sit down and teach 
myself My first IE? took me like two weeks. Every day of typing it and redoing it, 
becausc 1 didn't know what to do and I would go ask people but I think if you had a 
mentor who could sit wth you, they would be wilhng to give the time, but when I would 
ask people, it's not like they weren't helping me, they just didn't know that I had no idea, 
you know. And if I'd ask somebody, ok in this situation what do I do, and they would tell 
me, you know, try to help me, but then I would go back and I'd run into other obstacles, 
you know. That was frustrating, just not knowing where to start. As a teacher, you're 
given a job and then you're just kind of in your room teaching and I don't know there's 
just not really any consideration about the feet that you're a first year teacher. 

Beginning teachers did not know the school's p)olicy and no one (mentor) was assigned to 
help this teacher to know what she was going to be doing. You know, as a first-year 
teacher 1 was pretty much lost. I wish I had a mentor, it was like I didn't know what 1 
was going to be doing next or you know, what does that mean, who do you go and ask. 
and kind of feel kind of lost unless you have an awesome teacher that's just there to help 
you... 1 just felt kind of lost the first year. I wish there was some kind of orientation to 
the actual school. Just new teacher orientation. 

They (administrators) should interact with us more often. I think they should make some 
kind of contact with us. We do not get support from administrators, only from the team 
leader, who is a "middle person" between administrators and us. I only have a 
relationship up to the TL. Some people say it is due to political issues and I rather stay 
out of it. Like that person tell me about two administrators not getting along with each 
other. Something is going on with administrators that I am not aware of I rather not get 
involved. I'm sure other schools have it but not as obvious as it is here. What is 
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obvious...people tell me things that the administrators do not mingle with us. I Felt 
departments are ver>' divided. We received no support from the administration. They are 
very separated from us (teachers). 

Concerns not shared by the majority of participants in self-contained delivery 

model include participants' concerns about time-wasting philosophy of site-based 

management and inappropriate discipline plans for DHH students (see Table 7). These 

concern are exemplified in the following accounts; 

You know, my school administrator had asked me to join site-base. 1 don't believe in it. 
You know. I feel like, you know, most administrators do the site-base but they're the ones 
that make the final decision, you know, it's like, if the administrator didn't like somebody 
that was being interviewed for a job and everybody else liked them, 1 really don't think 
the person would get hired because the administrator doesn't like them. You know, so to 
me it's a waste of time, and I told him that. I said I think site-base is a farce. That's how 
honest I can be with him. 1 said I'm sony that I won't waste my time on it. 

...sometimes the vice principal or the assistant principal is, she's ver>' strict with some of 
the deaf kids because she's trying to, you know, she's trying to let them know what they 
can and can't do. And I understand what she's doing but sometimes I feel like maybe 
she'll put them on in-school suspension. They're put in a cubbyhole and they have to stay 
there for two days and do their work. And they don't communicate with anybody and 
talk to anybody. They don't get taught or nothing. It's like a, you know, they're put in a 
different room, and I feel like they'd have to do something awfully, awfully bad for me to 
put them in in-school suspension. 

Concerns in Working with Other Teachers 

Beginning Itinerant Teachers. Analysis of data showed that participants in 

itinerant program and self-contained classrooms voiced concerns about working with 

other teachers. Their concerns vary, depending on the service delivery models in which 

they worked (see Table 7). Beginning itinerant teachers were concerned with non-

accepting attitudes of regular education teachers toward DHH students, and repairing 

unhealthy relationships left behind by previous itinerant teachers. They expressed that 

regular education teachers excluded DHH students from their classes, refused to use 
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auditory trainers, and were unwilling to modify curriculum for their DHH students. On 

exclusion of DHH students from classes, one beginning itinerant teacher reported; 

One critical incident that happened and I felt like it greatly affected my performance with 
this student. A teacher, this is the regular education teacher in kindergarten had been ver>' 
resistant to having a special needs student in her classroom, kind of didn't want to deal 
with them. Luckily for him, you know, well unfortunately, he had surgery, but he was on 
homebound services and I got to see him homebound and really got to see how well he 
could do. So it was kind of a shame to see him go back into the classroom and be doing 
nothing again because nobody was willing to help him. 

Another begitming itinerant teacher succinctly stated: 

Sometimes when I go in and inform them that there is a hearing impaired child, it is like, 
I didn't want any special education kids in my class this year. I was not expecting that 
attitude. That was a challenge to me. I found out that once you listen to them, it is just 
that they feel inadequate. 

On beginning itinerant teachers' concern about regular education teachers' refusal to use 

auditory trainer, one beginning itinerant teacher clearly expressed; 

Another frustration is getting regular education teachers to use the equipment that they 
need and understanding the benefit of the equipment for the student... .She [regular 
education teacher] came in and she said, well ok here's what you need to do and it was 
giving them homework, and I said oh here's the microphone, can I pin this on you real 
quick so Danladi can hear. And she said, you know, I'm busy now. I said oh it's nothing. 
I just need to pin it on you. You know, and I wasn't going to try to explain to her how to 
use it or anything, i turned it on. I said can't I just pin this on. She said, you know, I 
really think he can hear just fine without it. And I said, well you know I'm sorr\' you feel 
that way but anyway could you put it on. She put it on. I said he has every right to hear 
what you're saying as the other kids do. And so that really affected, 1 felt very-
uncomfortable in that classroom and that student really needs services but the teacher 
almost makes it, you know, impossible to give them. 

Unwillingness of regular education teachers to modify curriculum for their DHH students 

concerned itinerant participants. One beginning itinerant teacher vividly voiced this 

concern. 

She makes him be pulled out of the classroom, will not allow me to help out in the 
classroom, will not use the microphonc. When his aide is absent she drops him off at the 
resource room as if he's not a member of her classroom because she doesn't want to have 
to push his wheelchair." So that critically affected me when she refused to wear the 
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microphone, well she's ver>' reluctant to use the microphone since she thought he didn't 
need it. That has made it ver>- awkward for me to go back into that classroom and to try' 
and collaborate with her. 

Moreover, repairing unhealthy relationships left behind by previous itinerant 

teachers was an area of concern for itinerant participants. One beginning itinerant teacher 

demonstrated the nature of this concern when she stated; 

As a first-year teacher, I'm a little more resistant to conflict, to confrontation, that I feel 
may be unsure of myself. I still feel that I'm not the expert yet. Like when I talk to other 
teachers, like for example, I was seeing the one I shadowed, Daraja [previous itinerant 
teacher], who's been working for 21 years. You know, she said, well I told that teacher 
[regular education teacher] this and this. Then I went in after her [Daraja(, there was this 
negativity toward the hearing impaired teacher that I had to kind of. you know, repair 
feeUngs toward, because we switched and I took over her students. 

A beginning itinerant teacher who worked in schools that serve native Americans 

expressed concern about the cultural differences they experienced. This teacher voiced; 

I've noticed, you know, because I work out on the reservation, cultural differences, just 
the idea .. .things will take care of themselves and not being so aggressive or assertive, 
you know, you can tell them why you warn to do this, and they'll say ok and it just might 
not happen. And that's just the way it is there. And you've just got to deal with it. You 
know you can go in and give them all these lists of all these things to do. and they just 
might not do that. It is just a cultural thing. 

Beginning Self-contained Classroom Teachers. Participants in self-contained 

classrooms varied in their concerns in working with other teachers. Their concerns 

encompassed teachers' negative talks about each other and students; lack of mutual 

support and trust among teachers; lack of interest in deaf culture; high expectation from 

other teachers, and being dislike by an angry teacher. Data analysis showed that the 

majority of participants demonstrated concern about teachers' negative talks about each 

other and students (see Table 7). The following illustrations from data analysis show 

participants' concern in this respect: 
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Sometimes I feel like it's a negative thing or it's hard for me to get used to when 1 see 
teachers maybe talk about other teachers in a negative way. You know. I just don't expect 
that kind of behavior, you know... like maybe saying, you know, what this other teacher 
did was stupid or not a good idea, or you Imow, they'll indicate and make inferences 
about a teacher not spending enough time on their lesson plans or stuff like that. Just, 
you know, saying things that say that their performance isn't very good. And you know it 
makes me feel uncomfortable when I don't know a teacher veiy well that comes up to me and 
says these kind of things. I don't know, it just makes me feel like they should be more supportive 
instead of more degrading to each other. 

Teachers talk about the students in a negative way. That's not really. I mean they'll talk 
about the students in a negative way, that's not really doing anything to help that child, 
you know, it's just not very useful. Let me see. I think mostly complaining too much 
bugs me. Just things like that. 

The negative talks were said to cause division among teachers. One beginning 

self-contained classroom teacher vividly explained: 

...1 interact with different different teachers, but the problem is that when I interact with 
other teachers, the teachers advised me to be careful with other teachers and talk negative 
about these teachers. They gave mc negative remarks, then other tcachcrs do the same 
thing about others. I do not feel comfortable because I'm a neutral person. I prefer not to 
interact with them. They are very divided. This causes division in the department. 

Lack of trust among teachers due to negative talks hindered participants from 

voicing their opinions about needed changes. This is illustrated in the following 

dialogue; 

S1; 1 know of a person who used to work here in the administration, explained to me 
about being fired. I have met former workers of this school who had admitted to me that 
the admmistrators want changes for better, but people would not accept change. I can sec 
that so 1 have to be careful with myself 
SI: If\ou are careful, what are you careful about? 
S2; Like if 1 say something to a teacher, she will in turn tell other teachers on me. So 
I'm very careful about it. And I have to watch what I say because I would not realize 
some people are best friends, or have coimection. I can't really tell my thoughts and 
feeling, like for example I \vish everyone goes to college/school to leam sign language 
and ever\'one here is required to sign. 1 am afraid what will backfire. So, I have to be 
careful. They are very divided. This causes division in the department... it does affect me 
when it comes to interaction with teachers. There are very few people that I can trust. I 
am alwa%s carefiil. 
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Lack of mutual support for a teacher needing time off to attend to important matters (e.g., 

doctor's appointment) was a concern. An self-contained classroom explained this 

concern; 

You know sometimes other teachers have to go somewhere. I'm willing to watch her 
students. Have to deal with students on other teachers' plan had to keep them under 
control while I watch my own at the same time. Sometimes I don't mind but the other 
teachers are not being &ir. Like for example, I need to go for an appointment. The other 
teacher will give me a funny look and hint that they do not wish to supervise my students. 
When I do theirs, why can't they do the same thing to me. 

Another beginning self-contained classroom teacher described how high 

expectation from other regular education teachers was a concern for her, because she 

came in so strong and knowledgeable to them, and they looked up too much to the 

participant. She felt unready for this high expectation: 

1 feel like the other teachers in a ^^ay look up to me because I am in deaf education and 
they need to ask questions and I need to be there for them. A concern would be that they 
might look up to me too much and I'm not as, I'm not ready for that, you know. I need 
experience. I need more time to be able to answer ever\' question that they ask. And when 
they come to me and they say, you know, we need to do something about this student 
this student is this, this, this, this, you know, what do you suggest. A concern of mine is 
that, you know, they're looking to me for help and 1 you know I need to give them help. 
I'm you know, just a beginning teacher, so I'm trying to really think through, work 
through, get advice from my peers and give the right answers. So it's a concem. It's a 
concern. It's almost like, I mean I came on so strong and so knowledgeable to so many of 
them that they just thought that I knew it all and it's been, you know. I don't. I'm just a 
baby in this field. 

Teachers' lack of interested in deaf culture and non-usage of sign language 

around deaf people was a critical concem of one of the beginning self-contained 

classroom teachers. She stated; 

sometimes my feelings, do they [other teachers of DHH students) really understand deaf 
culture and deaf community? I felt they just learned sign language and go to woric as 
teachers and never make the effort to socialize with deaf community to really understand 
deaf culture. How can they understand deaf children better, so they can teach deaf 
children better? If they have known where the deaf children came from... The teachers 
do not fit in as good teachers. They should be more concerned about getting involved in 
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the deaf community'. like for instance the recent workshop, on A5L [American Sign 
Language!. From the elementar>' department, only four deaf and I or 2 hearing teachers 
attended. Why not all teachers attending? That shows that they are not involved in special 
events. Deaf people are always involvei not the hearing people. The hearing people are 
the ones who leam and benefit for the children's sake [sic]. They need to use sign 
language around all deaf people (teachers, children, and others). 

Concerns Associated with Students' Behavior Problems 

The majority of the participants expressed concern about students' behavior 

problems. These problem include death threats, name calling, cursing, hitting, kicking, 

biting, spitting, inappropriate touching, and refusal to use auditory trainers (see Table 7). 

The following statements from participants shed more light on the nature of these 

problems: 

I have students who are very hard to handle, you know, who threaten me or, you know, 
they just have outbursts in class. Every category of students that you could name, I have 
cver\' extreme it seems like, like I've had students, say they get upset because it will start 
out like I'll ask for their homework and they don't have their homework. So they'll have 
to come in at lunch to do it, or something like that. And they'll get upset with me and 
they'll tell me to shut up. I'm thinking about one particular student who says to shut up or 
you're stupid or something. So then they get detention hall and they'll say oh it doesn't 
matter, I have a gun anyway. I'll shoot you. The other day I had a situation where the 
student wouldn't pay attention in class and I kept on telhng him to pay attention in class 
and so he said, oh you're stupid, you don't know what you're talking about, and so he got 
detention hall for that. And so then he said well I'm going to kill you. 

They just, it will start off with a little incident that they don't want to accept the 
consequences for their actions, and they'll just get really mad and they'll curse, they'll call 
me names. They'll tell other students to shut up or else, you know, they'll get in a 
confrontation with another student and, you know, bad language, insulting each other, 
those kind of outbursts. 

One participant listed her students' behavior problems as follows: 

...talking, hitting, kicking, biting, spitting, screaming, talks back in nast>' ways, refusing 
to do things, sajing ver>' mean things, pushing books off desks, knocking over a chair, 
refusing to wear A/T [auditory trainers) and do assigned work, inappropriate touching, 
swearing, and cursing. 
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Concerns with School/District Policies 

The majority of the participants expressed concern with their respective 

school/district policies. Participants' policy concerns include variations in policies across 

schools and school districts, restriction on payment for needed special education services 

for DHH students, huge paperwork requirements that gets in the way of teaching, lack of 

clarity in school policy, and its inappropriateness in emergency situation (see Table?). 

Beginning Itinerant Teachers . As shown in Table?, itinerant teachers were 

concerned about the variations in schools/district policies (e.g., policy for copying, 

borrowing, and use of lEP terms). One of the begitming itinerant teachers was concerned 

about policy restriction on payment for needed special education services for DHH 

students. The beginning itinerant teachers illuminated these concerns when they said: 

The only thing I need, the only policies I worry about are the copying policies for each 
school. This school it's 100 copies per month per student you work with. This one said it 
comes out of special education funding. This one said, you know, so I had to find out 
what the policies were, and basically that was going to the instructional materials 
resource lady and then if they didn't know they asked the principal. But never actually 
went to the principal to ask. My only concerns about school policy were, you know, 
possibly field trips and borrowing materials and copying. Certain school districts use the 
psychological evaluation date for the date for when the three-year re-evaluation is due. 
Other ones [districts! use the MDC (multidisciplinary conference) date when the actual 
meeting was or the day of the comprehensive evaluation. So, just finding out what they 
use and what dates to put down and making sure I did their paperwork right you know. 
And how they do progress [reports|, TM, PM or you know other ones [districts) have FP. 
means partially met progress, you know, and just all these different terms that they 
use. 

A challenge as far as policies, each district is different. It would be nice if all schools 
have the same policies. You would think that with the same legal requirements, that their 
policies would be the same, but there a few little things that they do in some districts and 
not in others. So, trying to figure out what is ok for this school and not ok for that school. 

We had a staffing MDC and it's fiiistrating when you talk about services and how much 
the student is going to need and you know this kid is going to need a lot. They did not 
wanted to do fee for service and they wanted an hour a week. I said I really thought he 
needed a lot more than that. We went to the MDC and everybody there agreed with me 
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that he needed more so we put down 4 hours a week. You know you're supposed to 
choose what the student needs but yet you've got this special education director of this 
district saying well this is all we're paying and that's all we'll pay. And that's what goes on 
the LEP and then 1 have to go to this mom and say oh well we decided to change it from four 
hours to one hour and give some blah blah blah reason which myself as a parent myself I really 
don't feel comfortable with. 

Beginning Self-contained Classroom Teachers. Beginning self-contained 

classroom teachers varied in their policy concerns. One of them was concerned with lack 

of clarity of their school policy and its inappropriateness in terms of emergency situations 

(e.g., graduation) that occur toward the end of school year. Another begirming self-

contained classroom teacher was concerned about policy requirements of huge paperwork 

that gets in the way of teaching. The voices below explained these concerns. 

I do not like school policy like I can't take personal leave two weeks before school closes. 
Suppose my friend or feinily members graduate, I cannot take personal leave during that 
week. 1 can not use it. That is one policy that needs to be changed. 

Some interpretations jof school policy] are very confusing, like I think this wa>' and other 
teachers think otherwise. Need to find what the rules really means. Some are easy to 
read and others are not. 

Well sometimes 1 feel like a lot of paperwork gets in the way of teaching, like it takes up 
too much time and I'd rather devote that time in making lesson plans or working with 
students. Like if we tr>- to do behavior plans for a student, it just seems like everything is 
hashed over a lot. and it's like it takes, well I guess it takes a while because there's a lot of 
different people working together, but you know, and paperwork, meetings after 
meetings, and paperwork needs to be filled out about ^s student, and more meetings and 
more paperwork. And it just seems like it doesn't need to be that drawn out... if it's all in 
the interest of the child and it's actually accomplishing something that's going towards the 
betterment of the student then I don't feel like it's a waste of time. But if it just seems like 
it's just redundant, we just did this, and we're doing it again, then it starts to feel like it's a 
waste of time. 

Concerns with Students' Parents 

Students' parents constituted one source of participants' concerns. As with 

school/district policies, participants also varied in the types of concerns they experienced 

with parents. Taken together, participants' concerns with their students' parents 
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encompassed difficulties in educating them on realistic educational choices, unrealistic 

expectations for their children, lack of communication between parents and their DHH 

children, abusive homes, lack of discipline for their children, and lack of communication 

between teacher and parents (see Table 7). 

On concern associated with educating parents to make realistic choices, one 

beginning teacher stated; 

They insisted that their child learns SEE [Signing Essential English] sign. The child does 
not know or understand SEE sign. He has more home signs than any thing and you 
cannot understand him when he talks to you. The parents don't sign SEE sign. 

The beginning teacher further explained this concern using an illustrative dialogue she 

had with parents; 

Parent: What about reading and writing? 
Beginning Teacher; "Yes, English will help in reading and writing but right now the 

student does not have a language." 
Parent; 'To what exactly is Plum School [program that exclusively serves DHH 

students]? My child will never go to an institution. He will never ever be 
instituted. He has a right to be educated." 

The beginning teacher had to explain the difference between ASL, SEE, and pidgin sign. 

Slowly, she got parents to consent to a transition time and taught six weeks of sign 

language to the parents, family, close friends and neighbors of the parents, students, and 

teachers. 

Some parents wanted their child's teacher [participant] to put on their child's IE? 

that their child will improve two grade levels and others wanted teachers to low down 

expectations for their children. The beginning teacher who expressed this concern speaks 

to this effect; 

They [parents] will have expectations that maybe I don't think they're appropriate. 
Maybe I think they're too high or too low for their student or they grew up with a 
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different way of education so they expect me to teach like that. And they'll kind of 
wonder when I'm not. Well like 1 just had an lEP meeting and the parent wanted me to 
put on the lEP that her child would improve like two reading levels, two grade levels in 
one year. And I don't know it just seems it was not realistic, and she was saying that well 
when she gets to high school she wants her to be on grade level. But you know that kind 
of expectation is not really realistic. And then I just feel like it hurts the child when they 
can't accomplish this unrealistic expectation. Lower expectation for own children. Other 
parents will say, oh my kid doesn't know any better, he can't do this or that. And 1 feel 
like yes they can. 

Students' home-life constituted an area of concern for one of the beginning 

teachers in that parents cannot communicate with their children to share their feelings, 

and some of the participant' students lived in abusive homes. This beginning teacher 

succinctly explained the nature of this concern. 

Just concerns with how their home life, you know moms come to me and they'll say 
would you please talk to my son. He's, you know, he's outside at his grandparents house 
and there's guys in the street and grandma asks him to come in and he won^ come in. 
Would you please talk to him and tell him how important it is, that these people could be 
dangerous. You know. Parents they want you to help them. Because of their lack of 
Communication, they can't really conmiunicate with them (their children]. That's a 
concern. 

Some of the concems are the way they're treated at home. There was one that was being 
abused at the house so it's kind of like you need to kind of keep an eye on that. There's 
one right now that's in a psychiatric ward in a hospital because she doesn't want to go 
home to her parents. So the concerns of my deaf kids are, it's more of an emotional 
conccm. 

Parents lacked of interest in participating in the education of their children and failure to 

teach them moral values was an area of concern for one of the beginning teachers. This 

teacher explained this concern; 

Most parents do not get involved. Only 2 students' parents show up for parents meetings. 
I'm surprised. That is fine with me. In the fall I wrote journals on my students for their 
parents. They never wrote back to me. So I replaced it with what the students did that 
week. I sent to them. If they need me they can call me... when they come to school to 
drop their kids, they gestured "F" hand stepe, which means good/OK and thank you. 
Then they disappeared. It becomes monotonous. No further communication.... I 
suggested like...I wrote letters informing parents about the weekly events (i.e., field trip 
to State Fair). They were welcome to come. They are most unlikely to come (to any 
school events). I told them repeatedly that there are sign language classes every 
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Thursday. They never participated in any of the classes. Communication, other than that 
they have been great to me. 

My concern, parents do not discipline their children. They do not teach moral values to 
the children. 

Concerns with Teacher Preparation Programs 

Less than the majority of the participants expressed concerns with their teacher 

preparation programs. They felt there was more emphasis on discussing teaching 

problems than solutions during internship supervision. One begimiing teacher expressed; 

I think that you know we get told a lot in college, discipline is so important and it makes 
or breaks the classroom, but we're never really told how to do it. You know? And I 
remember in my preparation program I would get so frustrated because someone would 
come observe me, and they would tell me, you had problems with this student, with this 
student, and this time, but they wouldn't give me examples of what to do or discuss it 
through with me. They'd just say, I notice these problems. And I already knew they were 
problems, you know, because I was frustrated, but there was never any discussion or any 
brainstorming of ideas to come up, you know, with what to do about those solutions. I 
was observed like by someone from the college, they would say that there are these 
problems, but then, you know, like 1 said, there wasn't really any discussion or problem-
solving. it was just like ok, you know, so they just told me you had these problems these 
times, during the reading lesson or something, and I knew that had been a problem. But I 
would just like to have discussed it to come up with some ideas on how to deal with it 
better. 

These participants also feh that there was too much theory and little discussion on 

practical teaching techniques in their preparation experiences. One beginning teacher 

vividly explained this: 

There's too much theory and too much, 1 don't know, and there's not enough discussion 
about what to actually do, like everything is theory-, like they'll say something like, what 
is your philosophy that you want to have, a student-run classroom, do you want to have 
point system, or this, or something, they'll name these different plans, so you pick one. 
But then you're just supposed to know how to do it. You know, there's never really any 
sitting down to discuss what you would do in specific situations. So that would fhistrate 
mc. Or give me an example. Because it does seem like a lot of the classes are just theorv-, 
theory-, theory, and I wanted to know like real life. Because when you go out in the 
classroom if you have theory you know it's good to know what you believe, but you have 
to do it. I mean when the kids are all sitting right in front of you, you have to do it. You 
know, and if you have all this theory and you don't know what to do with it it's like being 
at step one, you know. So that ihistrated me in the program. 
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One of the beginning teachers described how the information she learned in her teacher 

preparation program was not applying to anything; 

There's a lot of times when I did really feel frustrated though on my programs that I felt 
like I wasn't given useful information. I'm just trying to think of examples. Or that I 
started to think that I'll just get through this and then I'll teach myself because this isn't 
really applying to anything. I think it's more just the same idea of talking about 
everything and then wanting to see real life situations. 

Conclusively, the majority of the professional concerns of participants sprout 

from lack of administrative support, other teachers with whom participants worked, 

students' behavior problems, school/district policies, and parents of participants' 

students. These concerns, in most cases varied among participants and were dependent on 

the types of services delivery models, schools, and school districts within which 

participants work (see Table 7). Participants' concerns regarding their teacher 

preparation program (not included on Table 7) encompassed programs' emphasis on 

problems than solutions, and on theory than practical techniques. 

The Factors that Account for the Professional Concerns of Beginning Itinerant and 

Self-contained Classroom Teachers of DHH Students 

Administrative Support Concerns 

Beginning Itinerant Teachers. Beginning itinerant teachers mentioned certain 

factors that accounted for their administrative support concerns, concerns originating 

from regular education teachers, and school/distria policies (see Table 8a & 8b). Data 

analysis showed that the administrators of the schools where itinerant teachers worked 

did not officially assign them workspace. One beginning itinerant teacher made this clear 

when she stated; 
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They have offered us other rooms and when you go. they are having a meeting, or they 
are in there doing this and that. 

Mobility requirement of participants and schedule differences between participants and 

regular education teachers made collaborating and coordinating services for DHH 

students difficult, as one beginning teacher stated. 

Time cxinstraint due to scheduling is the most difficult. That is the most difficult with 
other teachers as well teachers. I am an itinerant teacher. I travel. 

In terms of non-accepting attitudes of regular education teachers towards DHH 

students, the factors that account for their attitudes varied according to the location of the 

regular education teachers (i.e., urban vs. rural schools). Regular education teachers in 

rural school distrias expressed non-accepting attitudes towards DHH students primarily 

because tney did not know what to do with these students. One beginning itinerant 

teacher explained this clearly; 

A lot of the time they are just feeling overwhelmed, it is not that they don't want the 
child. They [the regular education teachers) would ask, "What am I supposed to do with 
him? Does he hear at all? Do 1 need to sign or does he sign?" They don't feel like they 
can meet the kids' needs. I found out that once you listen to them, it is just that they feel 
inadequate. 

Another beginning itinerant teacher succinctly stated: 

They have no ideas of what to do with this child. [Fatuma]. ...they did not know what to 
do. They were not sure what they were doing or how to help her [Fatuma|. 

As shown in Table 8a, regular education teachers in urban school districts did not 

want to have DHH students in their classrooms, because they lacked knowledge on the 

benefits of auditory trainers and were reluctant to use them; and they did not want to 

modify curriculum for the DHH students; 
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A Beginning Itinerant Tcacher oFDHH students in Urban and Rural School Districts: Professional Concerns, Sources, and Accounting Factors 

Source of 
Conccmi 

Profenional 
Conccmi AccoMotiiiK Fartors 
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1. Lack or Space School Administrations did not oflicially designate specific spaces for one on one instruction 
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2. Lack of time to plan 
ft coordinate services 
for students with other 
teachers. 
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3. Lack of needed 
support to provide in-
senrices to leachets 

No guidance provided. No demonstration of a teacher in-service training. 
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Non-accepting attitude 
or regular education 
teachen toward Dlill 
students 
a. Not willing to modify 
curriculum for students; 
b. Excluding DIDI 
students from 
classroom activities; 
and 
c. Reluctant to use 
auditory trainers. 

Urtimi teachen 
Their unwillinsness to modifV curriculum and do extra: Thev just wont to do thev minimum that they have to do and either the kiiii 
gel it or if they don't then send them somewtioe else. Because that is the way their classroom room are, and thai is the way they 
leach...their unwiUingness could be philosophical where they feel special education kids belong in special education and get them out 
of my classoom. or it might be just that that is the kind of persons they are and they are very rigid and not flexible." 
Excludini DIOi students: "She makes him be pulled oul of the classroom, will not allow me to help out in the classnmn will nnt ii«> 
the microphone. When his aide is absent she(kops him ofT at the lesource room as if he's not a member of her classtoom because she 
doesnY want to have to push his wheelchair." 
Reluctance to use auditorv trainer; Lack of knowledge on the benefits of auditorv trainer .. She is very reluctuit io tue the midiimy 
trainer microphone since she thought he didn't need iL 
Rural Teachcra; "Hiev have no ideas of what to do with this child. (Falumaf... thev did not know wtiat to do They were nnt .vim 
what they were doins or how to help her IFatuma]." 
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2. Repeiring unhealthy 
relationships lefl behind 
by previous itinamt 
teacha. 

Existing unresolved negative feelings with previous itinerant teacher. 
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 Cultural diirerences 

between regular 
education teachen on 
reservations and the 
beginning itinerant 
teacher. 

"I've noticed, you know, because 1 work out on the reservation, cultural difTerences, just the idea of... things will lake cate of 
themselves and not being so aggressive or assertive... you can lell them why you want to do this, and theyll say (A and It just might 
nothappea And that's just the way it is there. And you've just got to deal with iL You know you can go in and give them all these 
lists of iill these things to do, and they just might not do that It is just a cultural thing...so cultural diflerence is something that you 
have to take into effect, and I have had to. You know, getting nasty out there didn't seem like it would make a difTercnce. It is just the 
way thiniis are." 

Po
lic
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Variation in policies 
across schools and 
school districts 

Policy variations 

Po
lic
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Funding policy Restrictive funding policy 



Table 8b 

A Beginning Itinerant Teacher of DHH students in Rural School Districts: Professional Concenis, Sources, and Accounting Factors 

Source of 
CoDccmi Proreukmal Conccrai Accoaatlat Factors 
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1 l^k of spacc School administrations did not officially designate siwcific spaces for ooe on one instructioo: "They have oflered us othv rooms and 
when you no, they are having a meetina. or they are in there doina this and that" 
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2 I JKk oT lime to plan and coonlinale 
services for students with odier 
(eachcTS. 

The problem in colbibanrting with other specialists is time constiaint due to schedule diflerences nd mobility requiremaits: "Time 
constraint and being at Uie same school al Ihe same time widi the same schedule. Because she aerves three district and 1 setve four. 
We have one student Uud we work with togetha. So, yes time constraint due to scheduling is the most dilTkulL That is die roost 
difficult with leachos as well. 1 an in itinerant teacha. I travel." 
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3 1 jick of support at lEP A Ml) 
confacnccs; 
Failing to !how up fot scheduled 
conferences. 

"Thev don't like those meetinas: "Thev do not want to attend Thev are Ihoe tuxaiue hy l«w Ihity urn ai|̂ >iMMl tn Iw (>».. Tlirt i. 
their only leason. That attitude bothos me. They don't see meetiiig as the time that bve ihe paraits, tmhcn, ind evayone thae 
Ujgetha lo actually get the ftiU picture of the ftuknt." They are seeing it u a meeting that they have to sign a papa and sax) it on, 
and that is what bothen me." 
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education leachos lowaid DIDI 
students: Not wanting to have IXiH 
students in their clasvooms. 
2 Repairing unhealthy rdatioiuhip leA 
behind by previous itinmoit teacher. 

ToKhen do not know what to do with DHH students: "A lot of Ihe time thev are jusifediiifovawhelniad, iii<nniih«iih<^Hnn'i 

want the child. Teacher "What am 1 supposed to do with him? Does he hear at all? Do 1 need to sign or doa he sign? They don't 
feel like they can nwet the kids'needs I found out that once you listen to them, it is just that they feel inadequate." 

S
ec

ui
in

g 
In

st
ru

ct
io


na

l 
m

a
if

ri
a
h

 Oiflkulties with locating ftKcuring 
instructional for lower grades and 
keeping track of times and dates to 
letum borrowed materials 

Itisdiflkuhtoniidniatnialsforusewithlowamdes<l*and2^:'1 did buy a reading serka. h cost me SZOOlhia year. It was 
eaaor to qxnd S200 for Ihe materials than it was to go and try to find them. Because once you get the matoials you have to 
renenba fiom whom you got them and when they wanted them back. Soroetiroes H is like, whose book is this, and you hope Iheir 
names ate inside. And you hope they di(ta't want it two weeka ago, because you want lo be able lo honow agaia" 

1 
Didictilties with educating parents lo 
make realistic choices of educational 
services 

faiMleiiuale knowledic of nnaDrille servicca to make mUHic diokes: "They insined IhM their child leaim SEE sign The child 
does not know or undastaud SEE siga The parents don't sign SEE sign... 1 Uaight six wctks of sign linguage cltn Puoits; What 
about reading and writing? Pauline; Yes, English will help in reading and writing but right now Ihe student does not have a 
language. To what exactly is Phm School? My child will neva go to an imtitutian. He will neva ever Iw instituled He luu a right 
to be educated" 
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s hitting, kicking, 
biting, spitting, 
knocking chain ova, inappropriate 
touching, refusing louse AT, swearing 
and cursing 

Personnel and Room Chante: "The teacha was fone because Ae had nngeiy, inieiin!tcrina||nne,an<l«M>h«laninviiiinin!W 

and a sub and we changed rooms and he doesn't make adaptation very well. So we woe having incidents once or twice a w^." 
"He has had fits in the classroom a few time, but to becotne aggressive (... he kicked me in Ihe face and 1 got a Mack eye) in my 
clasiroom where it's not really that fiustrating was a veiy new experiaice for me. It was because he did not have a piaM of his 
own." 

Policy Variation in policies across schools and 
school districts 

VariadoD in school nolides from one disnicl to the other "A cfaaUeii«e as hr as polidea. each district is differein Ii 
would be nice if all schools have Ihe same policies. So, dying to figure out what Is ok for this school and not ok for that 
school." 
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A teacher, this is the regular education teacher in kindergarten had been very resistant to 
having a special needs student in her classroom, kind of didn't want to deal with 
them...she's very reluctant to use the microphone since she thought be didn't need it. 

She makes him be pulled out of the classroom, will not allow me to help out in the 
classroom, will not use the microphone. When his aide is absent she drops him off at the 
resource room as if he's not a member of her classroom because she doesn't want to have 
to push his wheelchair. 

They just want to do they minimum that they have to do and either the kids get it or if 
they don't then send them somewhere else. Because that is the way their classroom room 
are, and that is the way they teach...their unwillingness could be philosophical where 
they feel special education kids belong in special education and get them out of my 
classroom, or it might be just that that is the kind of persons they are and they are ver\' 
rigid and not flexible. 

The factor accounting for participants' concerns about variations in policy from 

one district to another was strictly the way school district designed their school policies to 

meet their unique individual district's needs. 

Participants found that when itinerant teachers who worked previous to them have 

had unhealthy relationships with one or more regular education teachers, they would need 

to take care of it first in order to establish productive relationships. Taking care of 

unhealthy relationships was a concern of participants. The reason accounting for this 

concern was primarily the existence of unresolved negative feelings with previous 

itinerant teachers (see Table 8a & 8b). 

Cultural differences between itinerant teachers and regular education teachers 

only surfaced in schools on reservations. The accounting factor for this concern was the 

difference in perception of the importance of providing needed educational services to 

DHH students between participants and regular education teachers who taught on 

reservation schools. One beginning itinerant teacher explained why; 
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I've noticed, you know, because I work out on the reservation, cultural differences, just 
the idea of ...things will take care of themselves and not being so aggressive or 
assertive... you can tell them why you want to do this, and they'll say ok and it just might 
not happen. And that's just the way it is there. And you've just got to deal with it. You 
know you can go in and give them all these lists of all these things to do, and they just 
might not do that. It is just a cultural thing... so cultural difference is something that you 
have to take into effect and I have had to. You know, getting nasty out there didn't seem 
like it would make a difference. It is just the way things are. 

One of the beginning itinerant teachers worked with DHH students in rural school 

districts. This teacher expressed concerns about students' behavior problems, lack of 

administrative support from regular education principals at lEP and MDC conferences, 

difficulties with locating instructional materials for lower grades and keeping track of 

times and dates to return borrowed materials, and difficulties with educating parents to 

make realistic choices of educational services (see Table 8b). Below are the factors 

originating from the rural school districts in which the beginning itinerant teacher worked 

that accounted for these concerns: 

Students behavior; 

Personnel and Room Change: "The teacher was gone because she had surgery, interpreter 
was gone, and we had a new interpreter and a sub and we changed rooms and he doesn't 
make adaptation very well. So we were having incidents once or twice a week." "He has 
had fits in the classroom a few time, but to become aggressive (...he kicked me in the 
face and I got a black eye) in my classroom where it's not really that fhistrating was a 
very new experience for me. It was because he did not have a place of his own. 

Lack of administrative support from regular school administrators at lEP and MDC 

conferences: 

They don't like those meetings: They do not want to attend. They are there because by 
law they are supposed to be there. That is their only reason. That attitude bothers me." 
"They don't see meeting as the time that we have the parents, teachers, and everyone 
there together to actually get the flill picture of the student." They are seeing it as a 
meeting that they have to sign a paper and send it on. and that is what bothers me. 
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Difficulties with locating and securing instnictional materials for lower grades, and 

keeping track of times and dates to return borrowed materials: 

It is difficult to find materials for use with lower grades (1" and 2"^): I did buy a reading 
series, it cost me $200 this year." It was easier to spend $200 for the materials than it 
was to go and try to find them. Because once you get the materials you have to remember 
from whom you got them and when they vvanted them back. Sometimes it is like, whose 
book is this, and you hope their names are inside. And you hope they didn't want it two 
weeks ago, because you want to be able to borrow again. 

Difficulties with educating parents to make realistic choices: 

Inadequate knowledge of appropriate services to make realistic choices: "They insisted 
that their child leams SEE sign. The child does not know or understand SEE sign. The 
parents don't sign SEE sign... I taught six weeks of sign language class. Parents: What 
about reading and writing? Pauline: Yes, English will help in reading and writing but 
right now the student does not have a language. To what exacdy is Plum School? My 
child will never go to an institution. He will never ever be instituted. He has a ri^t to be 
educated. 

Beginning Self-contained Classroom Teachers. These begirming teachers 

expressed a number of professional concerns they were experiencing on their jobs. These 

concerns originated fi-om school administrators, teachers, students' behavior problems, 

parents, school/district policies, salary, support personnel, and school administrative 

philosophy. Table 9a shows aggregated professional concerns of participants and the 

reasons they gave as accounting factors. Table 9b shows those professional concerns of 

participants for which they did not give accounting factors. Both tables include all the 

professional concerns of participants in this service delivery model, not only the salient 

ones. 
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Table 9a 

Professional Concerns of Beginning Self-contained Classroom Teachers: Sources and 

Accounting Factors 

Sources of 
Concerns 

Professional Concerns Accounting Factors 

Teacbos 

High expeaations from 
r^ular edocatico teachers 

Beginning teacher came in GO strong and knowledgeable. "I came on 
so strong and so Knowledgeable to so many of them that they just 
thougtat thai I knew it all and it's been, you know. 1 don't rmjnsta 
babv in this field." 

Teacbos 
Negative talks about each 
other and findents 

Lack of Tnist Among Teachers "If 1something to a teacher, she 
will in turn tell other teachers on me. So I'm vay careful about ii. 
And I have to watch what I say because I would not realize some 
people are best friends or have connectian. I can't really tell my 
t h o u g h t s  a n d  f e e l i n g .  l a m a f i a i d o f w h a t  w i l l  b a c k f i r e .  S o .  I h m t o  
be careful. 

Stodeas' 
behavior 
problems 

Death threats from 
smdmis; students' tack of 
motivation to team; 
cmdeffls' ootfaum 

LTeadieis now take on the nde of parents besides teaching nde. and 
this creates a lot of behavior problons. 
2. Lade of consistem studem discipline plan. One would teacher 
recommend a consequence and another teacher wouM turn around 
and cets the tnidem free (set the studeu off the hook). 

Paienu Lack of comiiiiiniijition 
between parents and their 
deaf and faord-of-heating 
children 

Parents do not know sign language and they cannot cnmnrnnicatr 
with their children to share their feelings. "Just concerns with bow 
their home life, you know moms come to me and theyll SQT woukl 
you please talk to my son. He's, you know, he's outside at his 
grandparents house and there's gays in the street and grandma asks 
him to come in and he wont come in. Would you |riease talk to him 
and tell him how importam it is, that these people could be dangerous. 
You know. Parents they warn you to help them Becauap of their lack 
of conununicatian, thev cant reallv communicate with them." 

School/ 
district 
poUcy 

Not iavofable for emefgoicy 
situations tfait occur toward 
theendofKhool year. 
Teadxn caoDOl t^ penoul 
leave at this time. 

The way the school policy was imrndrd to be. 
School/ 
district 
poUcy 

PoUcy lacked clarity Language of school policy was not clear. 

Salary 

Small pay: Teaching 
requires more time and 
teachers are paid less 
compare to other jobs that 
require a master's degree 

Lack of appreciation for a teadier's job. "The appreciation that 
teachers are given in terms of income because I feel like teachen have 
to go through a lot trf' schooling and even for some jobs like this job 
you have to have your masters degree but wete not paid like that 
Wete not paid like someone that has their master's degree in another 
profession, yet we work all day and then we bring home work, you 
know, so sometimes I feel like that's something that's not really feir to 
the profession." 
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Table 9b 

A Suminaiy of the Professional Concerns of Beginning Self-contained Classroom 

Teachers for Which Accounting Factors were not Given 

Sources of Concerns Professioiul Concerns 

Admiiriftnthti nqipon 1. Lack of mentor to provide infonnatioD on mafgriaU for required paperwork 

2. Lack of time for planning to oolUtxnate with other teachers 

3. Lack of mentor support to assist bexinninK teachers in understandinK school policy 
4. Lack of attention to heginning teachers: Assuming that a beginning teacha knows 
bow to write an individualized education plaa 

AdininisQative 
philosophy Site-based management wastes time. 

Teachers 
1. Lack of mutual sqiponammg teachers 

Teachers 

2. Teachers lacked interest in deaf cultme 

Pareos 
1. Some students live in dmsive home 

Pareos 

2 . Lack of communication between teacher and parents 

Pareos 

3. Unrealistic expectations fw their childrea They expect too little or too mud) fortheir 
children. 

Policy 1. Paper work policy: A kx of paperwork is required and it gets in the way of teaching 
students. 

Policy 

2. Inappropriate discipline plan for deaf and hard^-hearingstudenu 

Salary 
Good, but no raises to keep up with increase in costs of living. 

Physical therapist 
Occupational therapist 
Secraary-

All work with deaf and hard-of-bcaring students, but do not know sign language. 
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Recommendations to Schools and School Districts on How to Address the Professional 

Concerns of Beginning Itinerant Teachers 

Communicating and Coordinating Work Schedules and Services with Other Personnel 

1. On coordinating work schedule, schools to need provide teachers with cellular phones. 

The phone was really helpfiil for calling to make sure students were there for 
attendance... a nice thing if they would give out cell phones to all the teachers. They need 
to take care of their teachers and that we're on the r(^. But also it saves a lot of wasted 
time when you drive all the way out, you know, an hour or two hours to serve a student 
that isn't there, if you could have just called first to ask if they were there. 

2. Create a cluster school to bring all deaf and hearing students together, instead of 

leaving them spread out in different school districts. 

I know it's my student mainstreamed but if you have a fifth grader that's hearing impaired 
at this district and you have a fifth grader that's hearing impaired at that district or a third 
grader, and you have all these hearing impaired, why can't we just go to one school, a 
clustered school? So I think cluster schools would be fim. It would be nice. Hearing 
impaired kids all go to a central school, and 1 know that that's, it's still mainstreaming in 
my opinion... what most of them want is full inclusion, which is good, but I think it 
would be nicer for hearing impaired kids to meet each other. They're having the same 
struggles and when they realize that others are having the same struggles, maybe they 
won't feel so bad about themselves. Their self-esteem wouldn't be so low. 

3. School districts should have different school schedule (e.g., 8a.m-2p.m, 10a.m-4p.m) 

so itinerant teachers can get to their sites and have more time to spend with their students. 

Maybe have one school district start from like early morning 8 to like 2 and the other one 
go fi-om like 10 to like 4. So they'd have different times so that you can get to your places 
and still have more time instead of having them all start and stop at the same time. 

4. Schools should provide teachers with computers equipped with an email system to 

facilitate easy communication between itinerant teachers and other teachers. 

I know that at A+, all the teachers have a phone in their classroom. That helps. I don't 
have a computer so it would be nice to have a computer and be able to do the E-mail... So 
give me a computer. A computer and a phone... if the school is going to provide the E-
mail, if you have a question, you can just get it to them [regular education teachers] and 
they'll get it when they read theirs... 
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5. Provide regular education teachers with phones and itinerant teachers with mobile 

phone so both can communicate. 

They [school districts] can give me a mobile phone...put a phone in all the classrooms, 
give them all a phone and give me a mobile phone. I can communicate. 1 would really 
love a mobile phone. You know, talk. If you have a concern with a student and you know-
it's their lunch hour, call them. 

Administrative Support 

1. Provide cellular phones to alleviate problem Avith planning time. Provide itinerant 

teachers with cellular phones for emergency preparation/planning. 

I've really found the telephone useful for things like when I'm driving during people's 
lunch hours I can contact teachers then if I needed to. It's only to do cmcrgcncy 
preparation, you know, of something, you know, if they call and tell you that a cord is 
broken or something on the trainer ±en you know you need to go pick up one and stuff 
like that. 

2. Provide space for student instruction. 

It's nice when they provide me a room. A space to woric helps. I think getting help from 
up above, as far as with the workroom. I mean I think that really comes with help from 
the special ed director sa\'ing that you're an important member of the team and you need 
a room just like the psychologist always has a room, you know, and the speech/language 
pathologist is always going to have a room because they need a room when the kids go to 
speech. And just seeing you at the same level of importance." "Include me in like the 
staff picture and the staff yearbook. I get things put in my mailbox that all the other staff 
members get. You know, and you feel welcome as part of the community... it feels good 
to be invited and to be included and valued as a member. 

3. Keep teachers informed about on-going school functions. 

So as fer as support. the\- can let you know what's going on in the school, make sure you 
have a handbook of the school poUcies. That helps. I mean just at least that you see what 
their school philosoph\ is and what they are, and getting to know them a litdc better, so 1 
think having the school like bulletins and newsletters, the handbook is helpful, and then 
that's kind of up to the teacher whether they decide to utilize those resources or not. 

4. Regular school principals should provide support for teachers to meet students' needs. 

I can't see them coming in and providing me teaching assistance and support because 
they don't even know about hearing loss. You know this is such a specialized field that 
they're not sure... so just for them to be willing to support you for the students' needs, to 
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be behind you and to see you as a valued staff member and not just as somebody who 
comes out once in a while. 

Increasing Special Education Services for Students 

1. On increasing services for students, provide in-services to special education directors 

on severity of students' needs. 

You know no matter how much money they have they're not going to want to spend it on 
that kid that way. So I think just more inservice training for special education directors 
on the severity of students' needs. 

2. On policy restriction, allow teachers to be part of the decision making process (site-

based management). 

To let the teachers be like on-site base management and allowing teachers to be part of 
the decision-making process. At least you know, taking surveys and questionnaires for 
information, to find out how things are going on and what is working and what isn't, 
rather than just trying to dccidc as the Board of Education by themselves.. .give an open 
forum for people to voice their opinions and also to listen to parents, too. 

3. On increasing services for students, empower parents because special education 

directors listen to them. 

I think making sure that the parents are strong-willed, because the special education 
directors listen to the parents when the parents are upset so I think empowering the 
parents is one way to remedy that problem. 

Inservice for Regular Education Teachers 

1. Teachers videotape each other inservicing, and showing videotapes of inservices 

conducted by supervisors and other teachers to learn from. 

I think for teaching situations where we are required to do inservices, I think there should 
be some videotapes of showing. You know, we could videotape each other of how we 
did different inservices or what we did, to share activities. I think some videotapes of 
what our mentors, our supervisors like Dayal, has done a lot for different school districts. 
I mean they should share it show and give ideas, so you know what a really well-
prepared inservice look like. 
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2. Assign teachers to collaborate. 

I had lots of things that I prepared by myself but it took an awfiil lot of time and those can 
be shared with other people if they wanted to. Yet myself, my own insecurity, I feel like 
well maybe they wouldn't want them, they'd think those are dumb. But yet if we were 
assigned to get together and collaborate, and that we all need to bring something to share, 
you'd better believe Tve got those prepared, I'm going to bring those. 

Recommendations to Begirming Itinerant Teachers for Coordinating Work Schedules, 

Team Planning, and Working with Other Teachers. 

Adjusting to New Work Environments 

Get to know the secretaries and secure a mailbox for communication. 

You just go into the office and get to know the secretaries. It helps if you have a mail 
box there. I think that really helps you feel a part of the school. That's been one of my 
greatest things because, although they think you don't need the information, I take that 
weekly list and I do read it. I know what's going on. I know that they're having 
kindergarten registration, oh that's why all these computers are out in the hallway. I read, 
sometimes, about field trips that the teachers didn't tell me about. So I think to feel part 
of the school, you know, you need to make an effort too and just by reading things, by 
talking to different people. 

Building Positive Working Relationships with Teachers and Students 

1. Be sensitive when working with regular education teachers and special education 

students placed in their classrooms. 

You know 1 never come in and say, do you have the trainer on, and vvhere's the 
microphone, or that sort of way. I come in and I really try and just blend in with the 
classroom and become a part of the cljiss. In the beginning of the year, I did inservices so 
that the students would know who I was, so then when I came in it was not a big deal. 1 
try ver\- hard to not disrupt the class. I feel shy walking in and having to ask for the 
microphone in front of the whole class and you know and I think that's embarrassing for 
the student too, you know, here they come. Here comes my teacher to pull me out cause 
I need extra help. 

2. Have one on one consultation with students. 

Ask your student how do you feel when I come in the room? You know do you want me 
to just come to the door and do a signal to you? Do you want to come to my office and 
meet me there? Or do you mind when I come in? Just trying to be as positive a person in 
that classroom cause 1 think then that affects how the student wants to go out with you. If 
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everybody, if all the kids think you're kind of cool, then they actually can become 
envious of the kid who gets to be pulled out. 

Getting Regular Education Teachers to Provide Needed Services 

1. On working with regular education teachers, present request and back it with facts 

from relevant research. 

I think making sure you always speak in a professional manner. I mean 1 think the way 
you present yourself and present your argument is really important, and just going to 
other people for advice and trying to make sure you back it with facts. I mean you can 
state we need this or this the same way as screaming, you know. I want this and give me 
this or I can't teach these kids. And make sure that it's well researched. So I think it's 
just, it's got to take your own time. 1 mean it's probably not even going to be time you 
have or you're paid for on your job. It's just you, you know, it depends on how 
important of a fight you decide it is as to how fer you'll go to get research and 
documentation to back it up and other people saying it and getting the parents on your 
side. 

2. On working with regular education teachers, have the child's parents make the same 

request. 

I think trying to have the parents, you know, make the same requests but perhaps 
separately from you, for the same thing. 

Managing Paperwork 

Figure your own way. You can be advised on how to manage paperwork including time 

management, but handling paperwork is not something that a teacher preparation 

program can teach. 

1 think each person has to figure out their own way and that's always my weakness, time 
management on all my evaluations, so that's something that I have to leam. I don't think 
that thc> can teach that to me. They can advise and they can help but as far as, in order to 
get through the program you have to leam time management and paperwork, you have to 
leam how to do that just to get through the program, so I don't know that they could 
really teach you any more because they give you a lot of paperwork and that's what 
you're going to be doing out in the field, and they can help you with time management 
things but that's something that you have to leam. 1 don't think that the school can really 
help you out with that. 
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Communication and Team Planning with Other Teachers 

1. Use mailboxes. 

I'm traveling from school to school and we can't find each other. So mailboxes have been 
a good way to communicate, just jotting down a note and putting it in their mailbox... so I 
do a lot by writing just because it's hard to get hold of people by phone. 

2. Use communication notebook to communicate with other teachers. 

...what I have done is having the communication notebooks back and forth, but you're 
kind of going to depend on the type of teacher you know that the student has. the regular 
education teacher, but that's the same for anything no matter what kind of teaming you 
try to do with them. So I mean you just try and go around it by writing notes back and 
forth and making your time as effective as possible, having teachers that understand, 
perhaps allowing them to understand that you're driving from here to here to see this kid 
and then you've got to go. So I just think, you know, writing is the only way around that, 
unless their school is going to give them and your job is going to allow you that time. 

2. Share work schedule with other teachers and specialists. 

Flexibility is often not there. So I think letting them understand your situation, and you 
know your job requirements and your time limits too is helpful. 

4. Make copies of book chapters to be covered to plan around them. 

Another way is cheating, like 1 did. You know the teacher often wouldn't give me the 
teacher book ahead and say these are the vocabular>- words, this or that, but when I did 
get my hands on it I said hey I'm going to run a photocopy of the next two chapters. 
You know, they'd have the actual test there. So I'd know what was going to be on the 
test for the vocabulary words, so I knew what to focus on. So I think, you know, making 
sure that when you do have that time that you try and use it well." 

5. On team planning, ask students and teachers what they will be doing, and see the notes 

teachers may write on chalkboards about upcoming activities, then plan around them (be 

more observant); 

A lot of times you're not going to be able to plan together but you can tr\' and plan 
around them by being observant. When you walk in the classroom, see what's on the 
boards. So I think the burden really gets thrown on us. Because the teacher has just got 
too much to do. The last thing they're going to do is think about planning with you. 
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Recommendations to Schools and School Districts on How to Address the Professional 

Concerns of Beginning Self-contained Classroom Teachers of DHH Students 

Administrative Support in Policy Related Areas 

1. To assisting beginning teachers in understanding school policy requirements, 

schools/school districts should provide a mentor during the first year to provide 

information and guide on school policy requirements. 

I think it would be hclpfiil to have a mentor or something the first year so you can 
becomc familiar with school, you know, policies of doing things, their processes and 
stuffs. Yeah, becausc sometimes I just don't know exactly what the procedure is. or what 
the expectations arc and I need to see examples or have someone explain it to me more 
thoroughly. I remember the first time I wrote an lEP, it took me forever, and I redid it and 
redid it and redid it. Cause I had no idea how to do it. And then other little things like 
wanting to go on a field trip, so I order sack lunches but I didn't fill out the right form and 
I only did it one week in advance. I didn't do it two weeks in advance, so they told me no 
you can't have any. just as a first-year teacher, you're not going to know those kind of 
things, so it would be nice to have a mentor to say, no you're supposed to do that two 
weeks in advance. 

2. Designate a mentor to assist and guide a beginning teacher in handling paperwork and 

other policy requirements. 

I asked for a mentor, you know, and maybe the supervisor thought by sa\ing oh 
everyone's your mentor, that that satisfied that. But I don't think it does. It's just not 
comfortable, as comfortable as having one person designated as your mentor. And it feels 
like you're just kind of given a classroom, and my perspective is just that teaching is just 
such an important job, and that for a first year teacher it just seems like, there should be 
more checking up or just to see, you know, or educating about the school's policies. You 
know it's just like the lEP thing or even that little thing like the cafeteria, that's a little 
thing, but being after, you know, incident after incident like that, starts to add up, you 
know, and it wastes time. 

3. Provide examples of required paperwork. 

They [school] should just let me know how to do it right the first time and not just leave 
it up to me to find out, you know, especially with lEPs. I mean I think the lEPs are so 
important that you do it right. Have examples out. Maybe if there was even just like a 
book with an example of all the forms for everything, you know, and just an example of 
how they're filled out. I mean I don't need a lot just you know maybe something to help 
get me started. 
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4. Make new teachers feel welcome and assign a mentor to provide guidance on policy 

procedures. 

Beginning teachers should feel welcome when they first arrived. Never pass on old 
school problems to a new teacher unless I ask. Set up a person to be a mentor. Should 
inform me about paperwork procedure.... Don't assume I know where things are and 
what to do... welcome the new teachers. That is all I have to tell you. 

5. Provide orientation to beginning teachers. 

I think in regard to helping me as a new teacher become aware of this school and all the 
policies and all that, I feel like an orientation would be very helpful to a new teacher, 
orientation in a school, just like a good orientation in college, you have fi'eshman 
orientation. I think new teacher orientation would be a tremendous help. The 
recommendation would be a tremendous help to new teachers to know what is it you 
mean by you're frozen all day. Frozen? What does that mean? Well, you know we found 
out that when you're frozen you're to keep the same class, your homeroom class is your 
class the whole day. You keep the same kids all day long. I would have never known 
what frozen was until the day we got frozen and I kept them all day long. You know, it's 
like orientation is really important to new teachers. 

Emotional Support 

Provide mentors to provide emotional support to beginning teachers. 

It would be nice to have just a mentor teacher, somebody that if you were fhistrated. you 
know, or if you just needed to talk, you could have somebody that you could go to and 
ask questions and then be like your big sister or big brother or whatever. Just have a 
mentor. 

Create a Positive and Supportive School Climate 

There should be positive relationship and cooperation between teachers and school 

administrators. 

I would like to see that TL (team leader} and administrators have good relationship like... 
hmm!...have good communication and support system. There is no positive relationship 
with everybody. I think they all should cooperate. They [administrators! should socialize 
with people [teachers] more often, and build a positive image. We should be more 
positive fi-om now on. 
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Classroom Management 

1. Designate a mentor to work with a beginning teacher to observe and provide feedback; 

I thought that would really help if 1 had a mentor that could comc in and maybe you 
know get a replacement for her or his class for an hour, and comc in and just get a feel for 
what I'm doing and then we could discuss it. You know. Or just someone that I could go 
to without feeling like am I interrupting your time, you know, and discuss things with. I 
think that should be set up because when I got my job, I asked if I would have a mentor 
and I was told that everybody's my mentor. You know, that I could go to anyone in the 
junior high school department, and I feel like I caa, but sometimes if someone is 
designated as your mentor and said ok this person is your mentor, then 1 would feel more 
comfortable to just go talk to them any time. But otherwise if no one knows that they're 
supposed to be my mentor, 1 feel like their teaching time is valuable to them, you know, 
and I just don't want to keep interrupting, and I can't ask them to come observe me or to 
come, I mean I can, but it just doesn't feel as comfortable as if my supervisor would go to 
another teacher and say do you want to be a mentor, and if that teacher agrees then that 
person is specifically my mentor. 

2. A beginning teacher needs a mentor with whom to discuss ways to motivate students; 

... a way that the school district could help with that is by providing a mentor again. And 
so that, you know, if I teach a lesson and it flops and the Idds arent interested, maybe I 
could go to that mentor and say, do you see what it is, or just go discuss, sometimes it 
helps so much just to discuss something. And then you can come up with ideas yourself 
I feel that that's something that 1 need to work on. but by talking to a mentor, it would 
help. 

3. Teachers and administrators should support and back each other up (cohesiveness), so 

students do not evade responsibility. 

Definitely 1 think that teachers and administrators need to back each other up and I feel 
like if the teacher dccidcs, you know, something like a certain consequence for a student, 
that it's important for the principal or another supervisor to back up the teachcr, cause 
otherwise the students will Icam that they can get around, you know. If all the teachers, 
all the staff, support each other and back each other up, you know, it's so much more 
cohesive and the students instead of trying to find out ways to go around all the staff, 
they'll just be more apt to behave. I think it's really important for the teachers to be 
cohesive and supportive of each other. I think it is so important that teachers support each 
other and that the administration docs too. 

4. Schools should have consistent discipline plans for managing behavior problems and 

implement them consistently, even though there will be little variability among teachers. 
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The district or the school needs to be consistent with how they deal with things. I mean I 
know each teacher is going to varv' a little bit because of their styles and stuflf. but an 
overall consistent plan. You know, the teachers and administrators can develop at the 
beginning of the year and then carry throughout the year. 

Staff Development Support 

1. Schools should provide advance class in American Sign Language (ASL) or pay for 

beginning teachers to take ASL courses at a University. 

Right now this school is good about providing ASL classes and stuff, but they're more 
entry-level classes. So maybe to have like more advanced ASL classes, cause it seems 
like once you've passed a certain level of ASL there's not any more classes out there, but 
I would like to know ASL, just more complex ASL, grammar, language structure, things 
like that. Also I feel like that's a responsibility' of my own, that I need to go out and take 
the classes if my school doesn't offer them. I need to do that. You know I need to further 
my own education and maybe that's something that the school could offer to pay for, you 
know, cause sometimes companies will pay for their employees to go out and do 
professional development classes, so maybe the school district could do that. 

2. Support and related service personnel should leam to sign. 

Never. Secretary does not know signs. Secretary plays a key role and she needs to leam 
to sign. Mostly we do is "pen and pad" communication. Sometimes I had to ask people 
if they would not mind interpreting for me. Secretary should know sign language in case 
of emergency. She [Secretary! is not able to communicate. 1 had to pull people to act like 
interpreters. 

Recommendation to Beginning Self-contained Classroom Teacher on Collaborating with 

Other Teachers 

In collaborating with other teachers, beginning teachers should discuss how they 

would like things done. "If you discuss how you would like things done, then you're 

going to avoid a lot of the problems." 
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Recommendations to Teacher Preparation Programs on How to Address Beginning 

Teachers' Concerns Related to Coursework and Internships 

For All Coursework 

University faculty should teach practical and concrete techniques for motivating students, 

not just talks. 

University' facult\' can provide more examples. Because it was the same thing with this 
that they would say make sure your lessons are interesting and then that was it. You 
know it was just this philosophy that your lessons should be interesting or motivating but 
they didn't really say how to do that. You know. Of course I'd want my lessons to be 
interesting but I like to just see specific examples, more concrete stuff than just talk. 

2. University professors should teach concrete things, provide more examples, and model 

more instead of too much theory. 

I feel like with classes and teaching, you know, and the programs, there needs to be more, 
just like I said before, more concretc things, more examples, more modeling, like the 
teachers of those classes should model more instead of just talk. Or else bring in 
videotapes or have us go to a classroom and you know discuss certain things in that 
classroom. I don't know why but none of my classes were ever like that. It was just talk. 

Specific Coursework 

1. Sign Language Class: To improve the sign language skills of their pre-service teachers. 

University programs should provide more drills in expressive and receptive skill areas 

plus get students out in schools during their first year and do it. 

You know you're not. you always have your concerns with, what are my 
recommendations. Probably more drills, more drills in expressive and receptive language. 
1 just feel like you know maybe if they got us out in schools early, maybe, it was a three-
year program for me. If I had been able to be out in the school the first year and do it, she 
made us do a practicum, the ver\' first year, maybe that would have been helpful. 



127 

2. Language Development of the Exceptional Child; Establish "blocked" times to focus 

on each area of disability. 

I guess what they could do is tr>' and focus a little bit more on each of the exceptionalities 
and kind of break it up more into, one week would be this exceptionality' and one week 
would be that one. 

3. Observation Classes; Take observation classes at a slower pace to focus in depth on 

certain observation, and allow pair or individual observations. 

So just trying to take the class at a slower pace and just focus more in depth on certain 
observations... being able to go and observe yourself and just you and one partner instead 
of a whole group having to go observe. Maybe observing the same class but at different 
times and then you can compare what you observed.. .and have a chance to kind of go 
back and forth and describe, and I think you would be observing more closely because 
you know you're going to be describing it. so making you responsible. You're 
responsible for the observation. 

4. Teacher Collaboration Class; Teacher preparation programs should offer a class on 

teacher collaboration. 

M\- student was being retained and I didn't know about that. I should have been part of 
that decision. They were clueless about the importance of my participation. A 
collaboration class would be helpful, on how to get ever\'body together on everything. 

5. Behavior Management Classes; 

a. Teach more techniques and strategies for dealing with students' behavior problems. 

1 really think they should address the issue of behavior more, give us more techniques 
and strategies. 1 did take a behavior modification class and it did help but I still was not 
prepared. And some of my kids don't have behavior problems but more of them do than 
don't. I think they need to address behavior modification. Even, you know, there need to 
be more research to behaviors that they find bccausc I'm sure I'm not the only one that's 
finding some of these behaviors. 

b. Provide students with ideas, strategies, and specific plans. These should be student-

centered not teacher-centered. 

The\ (studentsI need not just to come up with the behavior modification. But also give 
them some ideas, give them different strategies to use. Give them specific plans. I mean 
there's a token economy, that's one thing, but my one behavior modification is specific 
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things that the teacher will do. It has nothing to do with the student will do. This is what 
we will do to increase these behaviors. This is what we will do to increase these 
behaviors. It's specifically what the teachers do... I would address behavior, some 
assignment to where they [students] actually come up with something but also give them 
ideas. Teach them [students) specific things that they can do. We did for language. This 
is what you can do. This is what you can do for reading. We learned a lot of specifics for 
academics but not any specifics for behavior. And a lot of times behavior has to be under 
control before you can teach. 

Parents Panels 

Organize parent panels to enable preservice teachers to gain knowledge of parents' 

frustrations and concerns, one in the beginning and one in the end of the program. Panels 

should consist of parents of deaf and hard-of-hearing students being served in both 

residential and mainstream programs. 

Have a parent panel where they can tell their fhistrations...a panel with more of the 
mainstream ki^ that are hard of hearing. To let the parent let them [students] know what 
their frustrations are. How do we know, we don't know how to help until we know what 
the parents' concerns are... I think it would be good at the very end of your program, after 
you had some itinerant hands-on experience, that you've seen the teachers work with 
parents. When you're itinerant, you do work with the parents, but not as much, because 
the teachers still take that role, your cooperating teacher. But you've seen some of the 
situations that come up and you've met some of the parents. And I think at that time 
you're ready to, you're able to see more of the problems or situations or concerns that 
might come up. ..preparing you for how to deal with parents, that comes with experience 

Internships 

1. To learn about teaching life, expose first year pre-service teachers right away to what 

the classroom is like. 

It's important that right away, if you decide you want to be in teaching, then right away 
you're exposed to what the classroom is like. Because, and I've heard this from a lot of 
people. They even finish and then they get to their student teaching and they hate it, and 
they find out that they don't want to be a teacher, but they've already got their degree in it. 
You know, they've already invested all this time. I think it's important right away that 
students go into the classroom, you know, college students, and see what teaching is 
really like and have to take over teaching something. 
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2. Get students out in the field quicker so they can leam. 

I feel like it's just, the sooner universities can get you out in the field I think the quicker 
you're going to leam and be able to adapt and you know, I mean I started my internship 
on my third year. I had gone to school for two years and I didn't start my internship until 
January of 1996 so I feel like maybe our internship should be in the beginning. Maybe 
we should have a lot more hands on instead of, you know, theoretical, teaching in the 
classroom or whatever." 

3. To acquaint students to teaching life and students' behavior problems, interns should 

observe a little bit before doing internships and then observe more after their internships, 

this way, interns will get to know students, their tendencies, and possible approaches the 

cooperating teacher would use. 

When you do student teaching the first week you observe the host teacher, the second 
week maybe you'll take over a few classes, and then you take over, and then when you're 
done taking over, you leave. And I feel like it's important to observe a little bit when you 
first come in, but it's hard, if you haven't taught that class yet it's hard to know what to 
look for. Because each group of students is so different, and to just come in off the street 
and sit down, you don't know which student has this tendency or this student has this 
issue, you know, you don't know the kids yet so you don't know what you're watching. 
So I don't think that's really important to observe so much in the beginning as it is in the 
end because for my student teaching we observed, observed, observed, and then w e 
finally did it and then we were kicked out, not kicked out, but we left the classroom. I 
would have liked to observe a little bit then do it for a while and then observe again, 
because after I had done it, then I knew the students and I knew like what kind of issues 
each one had, and 1 knew like the different behavior problems that would come up. So 
then if I had observed after that it would have been really beneficial to see what other 
approaches the teacher would have used. Well that was my student teaching specifically 
but I think all practicum and intern experiences, it's important to observe again after 
you've done it.I felt like after I was done teaching, that you know. I dealt with it in the 
best way that I could, but I wanted to see another approach, I wanted to see how they 
dealt with it, you know. 

4. Expose students to the task of writing lEPs. 

In my student teaching I didn't \vrite any lEP goals or anything, and then when I came 
here, they said ok you're responsible for nine lEPs, do it. And I thought this is a legal 
document. You know. I didn't really know how to start and I kind of just had to sit down 
and teach myself My first lEP took me like two weeks, ever>' day of you know typing it 
and redoing it and stuff because I didn't know what to do... when I would ask people, it's 
not like they weren't helping me, but they just didn't know that I had no idea, you know. 
And if I'd ask somebody, ok in this situation what do I do. and they would tell me, you 
know. tr\- to help me. but then I would go back and I'd run into other obstacles, you 
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know, and it just, that was frustrating, just not knowing where to start. And so for my 
practicum. I should have had more exposures. 
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Summary of the Findings 

This study examined the professional concerns of beginning teachers of deaf and 

hard-of-hearing students. In order to examine their professional concerns, the researcher 

used a phenomenological in-depth interviewing methodology to explore questions in the 

domains of participants' life experiences, contemporary experiences, and meaning-

making experiences. The researcher used life experience questions to explore the factors 

that motivated participants to become teachers of DHH students, contemporary 

experience questions to explore the professional responsibilities of participants and their 

interactions with school stakeholders (students, teachers, parents, school administrators, 

and other school personnel), and meaning-making experience questions to explore the 

meanings participants gave to their life and contemporary experiences with respect to 

their professional concerns. 

Data analysis showed that family support, experience with DHH students and 

friends, personal preference, friends' encouragement and support, interest in sign 

language, and teacher support in high school motivated the majority of participants to 

become teachers of DHH students. Family history, encouragement from leadership of a 

teacher preparation program that prepares teachers of DHH students, professional 

benefits (e.g., vacation and salary), and perceived need for deaf teachers constituted other 

motivating factors mentioned, however, by less than the majority of the participants. 

Data analysis showed that participants regarded their coursework in audiology, 

reading, and speech classes as helpful in their beginning year of teaching. Participants 

found the hands-on and observation opportunities provided by internships indispensable. 
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The majority of participants perceived their over ail teacher preparation experiences as 

very positive and felt that their teacher preparation programs were very good. 

The professional responsibilities of participants vary according the service 

delivery models in which they worked. All participants were responsible for teaching 

academics, supervision of students, assessments, and writing students' individualized 

education plans. Data analysis also showed that itinerant participants had expanded 

responsibilities that encompassed collaborating and consulting with regular education 

teachers, coordinating services for DHH students, and monitoring and teaching the use of 

amplifications to students and school personnel. As shown in figure 3, itinerant 

participants have certain professional responsibilities that were unique to the locations of 

their school districts. 

The term "professional interactions" means goal-oriented social interchanges 

between two or more persons in the form of verbal or non-verbal communication and 

tangible actions from one person to another. Data analysis indicated that participants had 

more interactions with their immediate supervisors, school principals, teachers, students, 

parents, maintenance workers, school nurses, and secretaries than with other school 

personnel. The nature and purposes of these interactions vary among participants. 

Data analysis revealed that the professional concerns of participants include lack 

of administrative support, non-accepting attitudes of regular education teachers towards 

DHH students, negative talks about each other and students among special education 

teachers of DHH students, students' behavior problems, variations in policies across 
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schools/districts, parents' unrealistic expectations for their children, and lack of trust 

among special education teachers of DHH students. 

Participants' recommendations for addressing these concerns include the need for 

schools and school districts to provide administrative support in the form of time for 

planning, mentoring support, space for one on one instruction of students served in 

itinerant programs, and providing emotional support to beginning teachers. Parents 

empowerment, training on inservicing regular education teachers who work with DHH 

students, inservices for special education directors on the needs of DHH students, and 

staff development activities to improve persormel sign communication skills were other 

recommendations. Itinerant participants recommended first year survival tips for 

beginning itinerant teachers. These recommendations encompassed securing mailboxes 

for communication, building positive work relationships with students and regular 

education teachers, managing paperwork, professional communication with regular 

education teachers, and team planning. Recommendations of participants for improving 

programs that prepare teachers of DHH students emphasized teaching preservice 

personnel practical strategies for teaching, managing students' behaviors, and motivating 

students. Participants recommended a course in teacher collaboration, and advised on 

specific things to focus on when teaching certain courses. On observations and 

internships, participants recommended early exposure to real life teaching situations. 

The chapter that follows provides a discussion of the results of the study and in 

light of previous relevant studies. 
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CHAPTER 5 

DISCUSSION 

This chapter presents a summary of this study, discusses the findings, 

implications for preservice training and practice, limitations, and suggests directions for 

future research. 

Study Summary 

The purpose of this study was to examine the professional concerns of beginning 

special education teachers of DHH students. This study used a reputational sampling 

method to select five beginning teachers of DHH students on the basis of specified 

criteria from two southwestern states. Three of the participants were beginning self-

contained teachers serving DHH students in urban school districts; and two were 

beginning itinerant teachers, one serving DHH students in rural and urban and one 

serving DHH students in rural schools districts. In order to examine their professional 

concerns, participants were asked questions in the domain of their life, contemporary, and 

meaning-making experiences. Life experience questions asked what life experiences 

motivated participants to become teachers of DHH students, what their preparation 

experiences were and how they perceived those experiences. Contemporary experience 

questions asked participants about their professional responsibilities and how they 

perceived their interactions with their students, parents of their students, school 

administrators, teachers, and specialists who worked with them. Meaning-making 

experience questions asked participants to pull their life and contemporary experiences 
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together to reflect on them and tell what their professional concerns were, the factors that 

accounted for their concerns, and what could be done to address their concerns. 

The researcher conceptualized this study within the paradigm of constructivism, 

and in-depth phenomenological interviewing method was used to conduct the study. The 

instruments used for data collection were the researcher, a semi-structured interview 

instrument, an audiotape recorder, telephone, and a computer email system. A series of 

three interviews were conducted with each participant at one-week interval. Shadowing 

and critical incident reports were used to triangulate interview data. The data collection 

spanned over a period of two months. 

Data analysis was conducted in two phases. In phase one, analysis-in-the field 

was used to analyze field notes, critical incident reports, and interview data to generate 

questions for subsequent interviews. Inductive analysis strategies for conducting in-depth 

within- and cross-case analysis were used for phase two analysis. The specific data 

analysis strategies used included data coding, pattern clarification, replicative strategy, 

clustering, and stacking comparable cases. 

The results of the study revealed that the majority of participants were motivated 

to become teachers of DHH students by family support, experience with DHH students, 

personal preference for teaching DHH students, friends' encouragement and support, 

interest in sign language, and teacher support in high school. Family history, 

encouragement from a leadership of teacher preparation program that prepares teachers 

of DHH students, professional benefits (e.g., vacation and salary), and perceived need for 
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deaf teachers constituted other motivating factors mentioned, however, by less than the 

majority of the participants. 

The results of the study also showed that participants found audiology, reading, 

and speech classes to be particularly helpfiil. Participants considered classes in speech for 

the deaf, aural rehabilitation, introduction to research, and language development of the 

exceptional child unhelpful (see Tables 3 for participants' comments on each course). 

Participants found the hands-on and observation opportunities provided by internships 

indispensable. Less than the majority of participants expressed that excessive paperwork 

makes internship experience unbeneficial. The majority of participants perceived their 

over all teacher preparation experiences as very positive and felt that their teacher 

preparation programs were very good. 

The professional responsibilities of participants vary according to the service 

delivery models in which they worked. All participants were responsible for teaching 

academics, supervision of students, assessments, and writing students' lEPs. Itinerant 

participants had expanded responsibilities that encompassed collaborating and consulting 

with regular education teachers, coordinating services for DHH students, and monitoring 

and teaching the use of amplifications to students and school personnel. As shown in 

figure 3, itinerant participants have certain professional responsibilities that were unique 

to the geographic regions in which they worked. 

Participants' professional interactions were with students, parents of their 

students, school administrators, teachers, and other school personnel. Interactions mean 

goal-oriented social interchanges between two or more persons in the form of verbal or 
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non-verbal communication and tangible actions from one person to another. Data analysis 

showed that participants had more interactions with their immediate supervisors, school 

principals, teachers, students, parents, maintenance workers, school nurses, and 

secretaries than with other school personnel. The nature and purposes of these 

interaaions vary among participants. 

The study's results indicated that the professional concerns of participants include 

lack of administrative support, non-accepting attitudes of regular education teachers 

towards DHH students, negative talks about each other and students among special 

education teachers of DHH students, students' behavior problems, variations in policies 

across schools and school districts, parents' unrealistic expectations for their children, 

and lack of trust among special education teachers of DHH students. 

Participants' recommendations for addressing these concerns include the need for 

schools and school districts to provide administrative support in the form of time for 

planning, mentoring support, space for one on one instruction of students served in 

itinerant programs, and emotional support to beginning teachers. Parents empowerment, 

training on inservicing regular education teachers who work with DHH students, 

inservices for special education directors on the needs of DHH students, and staff 

development activities to improve personnel sign communication skills were other 

recommendations. Itinerant participants' recommendations to beginning itinerant teachers 

on how to survive their first year of teaching encompassed securing mailboxes for 

communication, building positive work relationships with students and regular education 

teachers, managing paperwork, professional communication with regular education 
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teachers, and team planning. Recommendations of participants for improving programs 

that prepare teachers of DHH students emphasized teaching preservice personnel 

practical techniques for teaching, managing students' behaviors, and motivating students. 

Participants recommended that preservice programs offer classes in teacher collaboration, 

sign language, language development of the exceptional child with blocked time for in-

depth focus on each disability, observations, and behavior management. They advised 

that faculty in preservice program teach practical strategies and model their uses. On 

observations and internships at school sites, participants recommended early exposure to 

real life teaching situations. 

Discussion 

Life Experiences 

Motivators of Participants to Become Teachers of DHH Students. The results of 

the study indicated that family support, experience with DHH students, personal 

preference for becoming a teacher and teaching DHH students, and friends' 

encouragement and support prior to and during enrollment in teacher preparation 

program were the four major factors that motivated all participants to become teachers of 

DHH students. The majority of participants also mentioned teacher support during their 

high school years and interest in sign language as other motivating factors. In essence, 

these suggest the characteristic motivators of students who enrolled and remain in pre

service programs for preparing teachers of DHH students. Two of the participants' 

motivating factors are consistent with the findings of Guteng (1998) which demonstrated 
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experience with DHH students and interest in sign language were motivating for itinerant 

teachers in becoming teachers of DHH students. 

Taken together, these factors also served as mediating factors for participants in 

choosing teaching, particularly teaching DHH students as a career. Participants' strong 

personal preference for becoming teachers and teaching DHH students long before 

enrolling in teacher preparation programs suggests two things. First, career decisions, 

particularly in becoming a teacher of DHH students was made long before actual 

involvement in the career. Second, factors such as nature of family support, family 

history, friend encouragement, and sustained experience with DHH student population 

serve to motivate and encourage prospective preservice teachers, and refine their 

decisions on whether or not they choose teaching DHH students as a career. 

Less than the majority of participants perceived professional benefits such as 

opportunity for vacation and better salary, and a need for deaf teachers in programs 

serving DHH students as motivating factors. Part of this finding is consistent with Green 

and Chapman's (1986) finding, which revealed that better salary is not a motivating 

factor for those who chose to become teachers. 

Preparation Experiences of Participants. Participants' preparation experiences 

consisted of coursework and internship experiences. 

Coursework Experiences. The results of the study revealed that the majority of 

participants perceived coursework in audiology, speech, and reading as the most helpfijl 

coursework in their first year of teaching. The results also suggest that participants' 

perceived importance of a coursework is relative to its applicability and their own ability 
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to apply their knowledge of the course contents to real life teaching situations. What 

participants said about coursework in reading and audiology illustrates this point: 

Reading classes: I think I found coursework related to literacy most useful. It dealt with 
what to teach, what methods to use, and how to teach... deaf children and a variety' of 
teaching methods to use with DHH children. 

Audiolog\' classes: In my first job I have now, I'm very grateful, though everybody 
complained while they were taking the classes, I'm very grateful for the audiology 
classes... Just because it's the whole basis and foundation of our students' disability... I'm 
glad that I learned all of that because now when I counsel parents I understand about the 
audiogram and I understand about the hearing loss... 

Given that participants the contexts of schools in which participants worked 

differed and that they graduated fi'om programs for preparing teachers of DHH students 

that have differing curriculum philosophies and offerings, distinct bodies of program 

facuhy, it should come as no surprise that participants vary on the types of coursework 

they perceived as particularly helpful and unhelpful (see Table 3). However, what 

remains salient is that participants remembered those coursework that had striking impact 

on their instructional competence and efficiency, and those that were not particularly 

helpful to them as beginning teachers. Table 3 showed these coursework. It is noteworthy 

also to point out that the coursework participants took did not consistently break down by 

their work settings. However, itinerant teachers are more likely to have dealt with issues 

of oral language and assessment than self-contained classroom teachers. 

Given that the extent to which courses were judged helpful was dependent on 

their applicability and participants' ability to apply their knowledge of these courses to 

real life teaching, suggests the following implication. Besides emphasis on the theoretical 

aspects of coursework, preservice programs should provide students with opportunities to 

learn how to apply what they leam in teaching DHH students. This can be accomplished 
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through guiding preservice teachers to construct their own practical teaching strategies, 

students engaging in micro-teaching and critiquing their own teaching strategies, and 

faculty continuous modeling of the use of effective teaching strategies 

Internship Experiences of Participants. Regardless of the differences in the contexts in 

which participants did their internships and the procedural requirements of their 

respective teacher preparation programs, all participants perceived their internship 

experience as the most helpful. It provided them with opportunities to practically apply 

what they learned, and to get a feeling for real life teaching. 

Opportunity for early and continuous internship experience is not only helpful to 

participants in their first year, but also during the time of enrollment in a preservice 

program. This is because early exposure of preservice teachers to the real world of 

teaching through internship enable them to experience the challenges of teaching and to 

confirm their decision of whether or not to choose teaching as a career. One participant 

vividly voiced this recommendation. 

it's important that right avvay. if you decide you want to be in teaching, then right away 
\ ou'rc e.xposed to what the classroom is like. Because, and I've heard this from a lot of 
people. The\' even finish and then they get to their student teaching and they hate it, and 
the\- find out that they don't want to be a teacher, but they've already got their degree in it. 
You know, they've already invested all this time. I think it's important right away that 
students go into the classroom, you know, college students, and see what teaching is 
rcalK like and have to take over teaching something. 

Opportunity for early and continuous internship experience can reduce the rear-

end attrition of beginning teachers, which is caused by what Veenman (1984) referred to 

as "reality shock." Veenman (1984) defined reality shock as a process of assimilating "a 

complex reality which forces itself incessantly upon the beginning teacher, day in and 
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day out (p. 114)." Failure to master this reality leads to disillusion. Veenman (1984) 

found that if the disillusion is substantial, the beginning teacher leaves teaching. 

Contemporary Experiences 

Professional Responsibilities of Participants. The professional responsibilities of 

writing lEPs and academic instruction, supervision, and assessment of students are 

common to all participants. The results of this study showed that participants in itinerant 

program undertook more professional responsibilities than participants in self-contained 

program. This finding is consistent with Luckner and Miller (1994) who found that 

itinerant participants had additional responsibilities that included collaborating and 

consulting with regular education teachers; coordinating services for DHH students; 

monitoring and teaching the use of amplifications to students and school personnel; 

educating school personnel about their own roles; educating parents about deafhess and 

teaching sign language to them, students, and regular education teachers; transporting 

hearing aids and auditory trainers to repair shops; being brokers for hearing aids batteries; 

and counseling students. 

Evidently, the professional responsibilities of itinerant participants vary according 

to their geographic locations. This finding is also consistent with Luckner and Miller's 

(1994) finding that itinerant teachers' caseloads are determined by the geographic regions 

or locations in which they work. This study showed that itinerant participants who served 

students in rural school districts performed the roles of educating personnel about their 

own roles, educating parents about deafness, teaching sign language to parents, students, 

and regular education teachers. On the other hand, itinerant participants serving students 
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in rural and urban school districts engaged in transporting hearing aids and auditory 

trainers to repair shops, assisting parents to buy hearing aids batteries, and counseling 

students. 

The magnitude of itinerant teachers' responsibilities and differences in their roles 

across different geographic regions suggests several implications for preservice training. 

Preservice programs should include in their curriculum offerings, preparation experiences 

that encompass the responsibilities undertaken by itinerant teachers. For example, 

preservice programs should provide coursework offerings in survival strategies for 

itinerant teaching, planning and collaborating with school personnel, and working with 

parents. Internship opportunities in itinerant teaching should be provided while students 

are taking courses in itinerant teaching. This will provide avenues for applying, testing, 

and developing practical strategies for itinerant teaching. 

Professional Interactions of Participants. For the purpose of this study, the term 

"professional interactions" was defined as goal-oriented social interchanges between two 

or more persons in the form of verbal or non-verbal communication and tangible actions. 

Participants had more interactions with their immediate supervisors (e.g., program 

coordinators and team leaders), teachers, students, parents, maintenance workers, and 

school nurses than with Special Education directors. School psychologists. School 

counselors. Speech pathologists and therapists, and sign language interpreters. Table 6 

showed the purposes of participants' interactions and variations in their interactions. 

Their interactions with their immediate supervisors were centered on getting emotional 

support and encouragement. 
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Apparently, the service delivery models in which participants worked determine 

whether or not participants interact with special education principal and teachers or 

regular school principals and teachers. Itinerant participants had all of their teaching 

assignments in public schools, so their interactions were with regular school principals 

and teachers. Their interactions with regular education teachers mostly involved 

collaborating with them and providing consultation support on teaching strategies. 

Participants in self-contained programs had more interactions with special education 

teachers than with special education principals. The existence of a quasi-administrative 

leadership (e.g., team leaders, program coordinators) from which participants in self-

contained programs get their support, and special education teachers being supportive of 

them explain their low level of interactions with special education principals (see Table 

6). The following interview dialogue exemplified this point: 

SI ;  Tel l  me about  your  interact ion with your  school  adminis t ra tors .  I  meant  
your principals. 

S2; Really. 1 rarely or never interact with school principals. 1 never see these 
people around. 

SI :  Do you work with them? 
S2: No, they are more separate from us. Only one team leader. Sometimes. 1 see 

the principal around. I have not even seen the newly hired principal either. 

Participants' interactions with students very much mirrored their professional 

responsibilities of evaluating, instructing, and supervising students, and writing students' 

lEPs. As indicated in Table 6, itinerant participants demonstrated expanded interactions 

with students than participants in self-contained programs whose interactions with 

students were more intensely focused on the previously mentioned responsibilities. 

Participants mostly praised their immediate supervisors for providing emotional support, 
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encouragement, and expert advice, and their secretaries for serving as channels of 

communication between participants and parents, teachers, and school administrators. 

Meaning-Making Experiences 

Professional Concerns of Participants. With regard to professional concerns, 

findings from this research are similar to those of Karge and Freiberg (1992) and 

Billingsley et al. (1993) in that all participants expressed concern with lack of 

administrative support. However, their concerns about lack of administrative support vary 

according to the geographic regions and service delivery models in which participants 

worked. Similar to the concerns of beginning special education teachers in Billingsley et 

al. (1993) was itinerant participants' concern about lack of time to plan and coordinate 

services for students with other teachers. Participants attributed this concern to schedule 

differences between participants and regular education teachers, and mobility 

requirements. This finding corroborates Luckner and Miller's (1994) finding that 

itinerant teachers spend a lot of time in non-teaching activities such as traveling. Itinerant 

participants expressed concern about lack of needed support in providing inservices to 

regular education teachers. They perceived this as a result of failure of their school 

administration to officially designate them space. They also expressed concern about lack 

of needed administrative support in the form training and videotapes of model inservices 

on inservicing regular education teachers. 

This study's finding on lack of mentor supports is consistent with previous 

findings by Christensen and Conway (1991) in that participants in self-contained program 

expressed concerns about lack of mentor support to assist them in understanding policy 
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information, writing lEPs, and acquiring information on materials for required 

paperwork. 

No two beginning special education teachers of DHH students seem to have the 

same concerns. Concerns are service delivery model- and geographic region-specific. 

Efforts to address the concerns of beginning teachers of DHH students should place the 

beginning teacher in the center of the effort. The beginning teachers should be asked the 

kinds of support they need prior to launching a support program. Evidently, beginning 

teachers would need designated mentors teaching at the same grade levels, and in the 

same service delivery models and geographic regions to provide support in writing lEPs, 

understanding school policies, and acquiring information on materials for required 

paperwork. 

With respect to working with regular education teachers, itinerant participants 

demonstrated concerns about the non-accepting attitudes of regular education teachers 

toward DHH students. Regular education teachers showed these attitudes by refusing to 

use auditory trainers in their classrooms and modify curriculum for DHH students, and 

excluding DHH students from classes. Evidently, the demonstrated non-accepting 

attitudes of regular education teachers towards DHH students was due to their lack of 

knowledge on how teach DHH students. Their attitudes reflect their inadequate 

preservice and inservice training for working with DHH students in inclusive classrooms. 

Concern about repairing unhealthy relationships left behind by previous itinerant 

teachers was consistent with the finding of Pigge and Lovette (1985) that beginning 

teachers expressed concerns about work relationships with their colleagues. Participants 



147 

in self-contained program also demonstrated concern about work relationship with their 

colleagues, however, different concerns that included lack of mutual support among 

teachers, and teachers talking negatively about each other and students. This suggests the 

need for training teachers in human relations. 

Less than the majority of participants in this study perceive locating and securing 

appropriate instructional materials as an area of concern. This finding contradicts the 

findings of Schaffer, et al. (1992), which revealed that beginning teachers are concerned 

about survival issues that also include beginning teachers' concern about how to obtain 

instructional materials. Consistent with the findings of Schaffer, et al. (1992) about the 

behavior problem concern of beginning teachers were those of Christensen and Conway 

(1991), and Guteng (1998) that beginning teachers are concerned about students' 

behavior problems. The majority of participants in this study demonstrated concerns with 

students' behavior problems involving hitting, kicking, spitting, damaging school 

property, swearing and cursing, refusing to use auditory trainers, inappropriate touching, 

death threats, and name calling. Participants perceived the expansion of teachers' roles to 

include parenting, lack of consistent student discipline plans, and frequent personnel and 

room change as the sources of these behavior problems. This suggests that beginning 

teachers need mentoring support that provides them the opportunity to observe and be 

observed while they teach to receive constructive feedback on management of students' 

behavior problems. This can also help them to develop realistic pupil knowledge (e.g., 

pupils' learning styles, individual interests and abilities) (Kagan, 1992). 
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The finding of this study contradict those of Smith (1993) that beginning teachers 

demonstrate concern about lack of emotional support. This contradiction surfaced 

because the beginning teachers in this study received emotional support, encouragement, 

and expert advice fi"om their immediate supervisors, whereas two of the beginning 

teachers in Smith's (1993) study were being laid off and so they needed emotional 

support. Moreover, the teachers in this study were teachers of DHH students whereas 

those in Smith's (1993) were regular education teachers. 

Concern about school and district policies was an issue well shared by the 

majority of participants. Variations in policy and procedures across schools and school 

districts concerned itinerant participants. Self-contained participants did not show a 

consistent pattern of concerns; however, they expressed concerns about lack of clarity in 

language of school policies and a lot of paperwork requirements that get in the way of 

teaching students. These findings contradict those of Christensen and Conway (1991) in 

that participants did not demonstrate concern about securing information on school 

policies and procedures. 

Participants expressed concerns about working with parents. However, ail 

participants demonstrated a smorgasbord of concerns that do not have similarities. Thus, 

concerns about parents were participant-specific. These concerns include difficulties in 

educating parents to make realistic educational choices, lack of communication between 

parents and teacher, parents lack of interest in participating in the school activities of 

their children, parents expecting too much or too little for their children, lack of 

communication between students and their parents, and students living in abusive homes. 
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Pigge and Lovette (1985) conducted a planned follow-up study to determine the 

relationship between job performance and job satisfaction among beginning teachers, and 

also to determine the factors that contribute the most and least to beginning teacher's job 

satisfaction. Their finding suggested that salary was an issue of concern for beginning 

teachers, however special education teachers were most satisfied with their salary. The 

finding on the concerns of beginning itinerant and self-contained teachers in this study is 

consistent with Pigge and Lovette (1985) in that the majority of participants were not 

concerned about salary. 

The extent to which the professional experiences of participants is similar to or 

different from those of veteran teachers of DHH students could not be determined, as no 

research on the professional experiences of veteran teachers of DHH students has been 

reported. 

Participants' Recommendations 

The recommendations of participants for improving professional environments at 

their job sites were service delivery model-specific. That is, itinerant participants 

provided recommendations for addressing the concerns of beginning teachers in itinerant 

program, and those in self-contained program provided recommendations for addressing 

the concerns of beginning teachers in self-contained programs. 

Administrative Support to Coordinate Services for DHH Students. To address 

beginning itinerant teachers' concern about communicating, planning, and coordinating 

services for DHH students with regular education teachers and related service personnel. 
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itinerant participants recommended administrative support, creative scheduling, and 

clustering of services for DHH students. 

Itinerant participants recommended providing itinerant teachers wath cellular 

phones, regular education teachers with phones, equipping schools with email systems, 

and providing each teacher with an email account. Since itinerant teachers spend about 6 

hours and average 178 miles per week driving between schools (Luckner'1994), making 

communication tools available to beginning itinerant teachers is a reasonable request. 

With these communication tools, they can collaboratively plan lessons, communicate and 

discuss students' needs, and coordinate services for students without meeting physically. 

It is the demand of physical meeting that makes collaboration with teaching and related 

service personnel difficult. 

Most of itinerant teaching is done in a pull-out setting (Luckner & Miller, 1994), 

so administrative support in the form of space for one-on-one instruction is a necessity 

for itinerant teachers. Itinerant participants' recommended that school administration 

should keep them informed about on-going school functions by providing them with 

school bulletin, newsletters, and handbooks on policies and procedures. This 

recommendation is consistent with those of Billingsley (1993) that beginning special 

education teachers need administrative information support. 

Creative and Flexible Schedulin|g. Itinerant participants also recommended 

creative scheduling to deal with the problem of communication, planning, and 

coordinating services for DHH students. First, they recommended that school district 

should have different school schedules (e.g., 8 a.m. - 2 p.m., 10 a.m. - 4 p.m.). 
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Considering the amount of time needed for busing students, differences in time spent in 

school between students in Kindergarten and elementary school, and junior high and high 

school, parents' work schedules, and time for extracurricular activities, this schedule is 

convenient for the teacher but unfeasible for the setting (also see Colbert & Wolff, 1992). 

Second, itinerant participants recommended creation of cluster schools to bring 

DHH students together from neighboring rural school districts. This recommendation is 

in compliance with the requirement of the Individuals with Disability Education Act 

(IDEA) Amendments of 1997. The Act mandated that in determining placement for a 

deaf or hard-of-hearing student, schools and school districts should "consider the child's 

communication needs, and in the case of a child who is deaf or hard-of-hearing, consider 

the child's language and communication needs, opportunities for direct communications 

with peers and professional personnel in the child's language and communication mode, 

academic level, and full range of needs, including opportunities for direct instruction in 

the child's language and communication mode" (Section 614 (d)(3)(B)(iv)). Clearly, the 

intent of this Act is to provide educational services to DHH students in programs where 

they can receive direction instruction from teachers and communicate with their peers in 

their own language (i.e., sign language). Even though participants' recommendation to 

establish cluster schools for DHH students was purposely to deal with their own concern 

about coordinating services for students, it remains the preference of the Law in 

educating DHH students. 

Increasing Services for Inadequately Served DHH Students. Itinerant participants 

felt that the educational services provided to DHH students were inadequate. They 
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perceived this problem as originating from special education directors' inadequate 

awareness of the severity of the educational needs of DHH students. They recommended 

inservices for special education directors on students' needs and empowering parents to 

join force with itinerant teachers in requesting services for students. Special education 

students in each of the 13 disabilities groups are assigned specific weight points by which 

federal and state funds are allocated to them (I.D.E.A. Amendment of 1997, Sec. 15-943 

(2)(a)). State Departments of Education also have I.D.E.A discretionary funds to meet 

critical educational service needs of inadequately served students. The recommended 

inservices for special education directors on the needs of DHH students, and empowering 

parents with the knowledge that I.D.E.A discretionary funds exist and that they can 

impinge on special education directors to apply for these funds is necessary. This is 

because parents will work together with teachers and special education directors to 

provide needed educational services to students who are inadequately served. 

A study conducted by Luckner and Miller (1994) with 319 itinerant teachers of 

DHH students on "Itinerant Teachers; Responsibilities, Perceptions, Preparation, and 

Students Served" revealed that 83% of them provided inservices to regular education 

teachers. This finding reflects the staff development needs of regular education teachers 

for educating DHH students in inclusive settings. This shows consistency with the 

finding that non-acceptance attitudes of regular education teachers towards DHH students 

was due to their lack of knowledge on what to do with and how to teach these students. 

Therefore, itinerant participants' recommendation that itinerant teachers back their 

request of regular education teachers to provide needed services to DHH students with 
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facts from research and parents support as a way of getting regular education teachers to 

make learning accessible to DHH students is informative. However, their 

recommendation requiring training for begirming itinerant teachers to meet the staff 

development needs of regular education teachers will prove more productive and 

effective. Regular education teachers will be more willing to make learning accessible to 

DHH students if they have the skills to adapt learning activities to DHH students in 

inclusive school settings (Wood, 1998). 

Survival Tips for Beginning Itinerant Teachers. To effect communication and 

team planning with regular teachers and other specialists, itinerant participants 

recommended the use of these strategies: a) use of mailboxes and notebooks, b) sharing 

work schedule with regular education teachers and other specialists, c) planning around 

text chapters marked for instruction, and d) asking teachers and students about what they 

may be doing in order to plan around them. These are least expensive survival tips 

beginning itinerant teachers can use to collaborate with regular education teachers and 

related service personnel (e.g.. Speech therapist and pathologist. School counselor). 

Administrative Support for Beginning Self-contained Teachers. Self-contained 

participants recommended mentor support to provide orientation to new teachers, assist 

them in understanding school policy requirements and writing lEPs, and to provide them 

with constructive feedback on classroom management. This recommendation is 

consistent with the needs of beginning teachers documented in Billingsley (1993), Karge 

and Freiberg (1992), and Christensen and Conway (1991). Karge and Freiberg (1992) 

recommended that beginning special education teachers need concern-specific 
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administrative support through mentoring or teacher induction programs. Providing this 

support to beginning teachers of DHH students would lay a foundation for inculcating 

positive experience in beginning teachers, a resource much needed for retention of 

beginning teachers (Chapman and Green, 1986). 

Improving Preservice Programs. Participants' recommendations for improving 

preservice training for teachers of DHH students are given and discussed aggregately. 

This is because of the variations present in, or lack of consistent patterns in their 

recommendations. Participants in the study provided recommendations that encompassed 

coursework and internship. 

On specific coursework, participants recommended classes in; a) sign language 

that incorporate more drills, b) language development of the exceptional child with 

blocked time for in-depth focus on each disability, c) classroom observation with 

opportunities for individual and pair observation, d) teacher collaboration to teach 

necessary collaboration skills for working with school personnel, and e) behavior 

management. Participants recommended early exposure of preservice teachers to teaching 

life through internships. Preservice programs for preparing teachers of deaf DHH 

students could already be providing these coursework and internship opportunities. 

Among participants was a perception that the coursework of preservice programs 

presented their students with too much theory instead of practical teaching strategies. 

They recommended that in all coursework, faculty in preservice programs should teach 

practical strategies and techniques for teaching and motivating students, model their uses, 

and provide lots of examples. This recommendation reflects and remains consistent with 
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the finding by Kagan in her review of 40 studies on preservice and beginning teachers 

(1992), that preservice teachers are often presented with inconsistent and contradictory 

views of teaching and learning, and that information presented in coursework is rarely 

connected to their experiences in classrooms. 

Limitations 

In addition to the limitations identified in the beginning of this study, more 

limitations were identified. 

Due to the sensitive nature of the phenomenon examined by the study and 

genuinely expressed concerns of participants with regards to the issue of confidentiality, 

the researcher had to sacrifice some contextual descriptions (e.g., classrooms of 

participants, specific demographics of each participant' school and school district) in 

order to preserve their anonymity. This limited the extent to which the results of the study 

were interpreted with regards to specific situations within itinerant and self-contained 

programs. 

AJl participants had prior experiences working with DHH students. The extent to 

which these prior experiences influenced the perceptions of their professional concerns 

could not be determined as the interview instrument used was not amenable to data 

analysis procedures that could detect such influence. As a result, this study could not 

provide information on how beginning teachers of DHH students who have no prior 

experiences with DHH students perceived their beginning teaching experiences. 

The study did not include male participants and so it suffers from lack of 

information on how beginning male teachers of DHH students perceive their beginning 
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teaching experiences. Moreover, the number of female participants in each service 

delivery models is very small. This limits the extent to which information gained from 

participants in each service delivery models can be used to understand the professional 

concerns of beginning teachers of DHH students in similar service delivery models. 

Suggestions for Future Research 

Research on the professional concerns of beginning teachers of DHH students is 

very limited as most previous studies either focused on the general concerns of beginning 

teachers or beginning special education teachers. As such, there is a need for more 

research. 

In order to gain an in-depth understanding of the professional concerns of 

beginning teachers of DHH students and their implications for preservice training and 

practice, a longitudinal study spanning over the first three years of beginning teaching is 

necessary. Schools and preservice programs can use information gained from such 

research to improve, modify, and/or strengthen their support systems for beginning 

teachers and preservice programs. 

A large-scale study using a questionnaire derived from this study and other 

studies on beginning special education teachers is necessary to provide a more 

general izable information on the professional concerns of beginning teachers of DHH 

students. The questionnaire should be designed to also include all possible service 

delivery models in which DHH students are served, geographic regions (i.e., rural, 

suburban, and urban school districts in the contiguous 50 states), student demographics, 

and languages and/or modes of classroom communication. It should also lend itself to 
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data analysis procedures that can detect the influence of beginning teachers' prior 

experiences on the perceptions of their beginning teaching experiences. This would 

provide comprehensive information on the professional concerns that are specific to 

teachers working DHH students in each service delivery model and geographic region. 

Conclusions 

The purpose of this study was to examine the professional concerns of beginning 

teachers of DHH students. The results of the study showed that the decision to choose 

teaching DHH students as a career is normally made long before actual involvement in 

the career. Factors such as family support, sustained experience with DHH students, 

friends' encouragement and support, and interest in sign language serve to motivate and 

encourage prospective preservice teachers' decision on whether or not to choose teaching 

DHH students as a career. 

The preparation experiences of participants consisted of coursework and 

internships. Participants perceived a given coursework as particularly helpful if they 

could apply it to real life teaching situations. Unhelpful coursework were regarded as too 

theoretical. This suggests the need for a balanced emphasis on providing preservice 

teachers with opportunities to leam how to apply what they learn by guiding them to 

construct their own practical teaching strategies, engaging them in micro-teaching, and 

continuous modeling of effective teaching strategies by program faculty. Also, 

opportunities for early internship are invaluable for hands-on experience to familiarizing 

preservice teachers with real life teaching situations and expectations. 
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Even though itinerant teachers undertook more professional responsibilities than 

self-contained classroom teachers, the responsibilities of writing EEPs, providing 

academic instruction, supervision, and assessment of students were common to all the 

teachers in this study. Given that the itinerant teacher has increased professional 

responsibilities, preservice programs should provide internship opportunities in itinerant 

teaching and teach survival strategies for itinerant teaching, planning and collaboration 

with other school personnel, and working with parents. 

The professional interactions of participants with school personnel and parents 

vary from one participant to another and according to the purposes of their interactions. 

However, their interactions with students remain consistent in terms of writing lEPs, 

providing academic interactions, assessment and evaluation, and supervision of students. 

The professional concerns of the beginning teachers in this study were service 

delivery model-and geographic region-specific. Central to the concerns of beginning self-

contained classroom teachers were lack of administrative support in terms of mentoring 

support, negative talks among teachers about teachers and students, and school and district 

policies. Beginning itinerant teachers expressed concern about variations in schools and 

districts' policies, non-accepting attitudes of regular education teachers towards DHH 

students, lack of administrative support, and lack of space for one-on-one instruction and 

time to plan and coordinate services for students. The extent to which participants' 

professional concerns are similar to or different from those of veteran teachers of DHH 

students could not be ascertained, because no research has been reported on the professional 

concerns of veteran teachers of DHH students. 
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Beginning itinerant teachers recommended administrative support (e.g., space, email 

systems and phones), creative scheduling, inservices for special education directors on 

educational service needs of DHH students, staff development training for beginning 

itinerant teachers for addressing the concerns of beginning itinerant teachers of DHH 

students. Beginning self-contained teachers recommended mentoring support to help them 

cope with teaching demands. Since no two beginning teachers have identical concerns, 

beginning teachers should be asked the kind of support they need prior to launching a 

support program. Consultation with beginning teachers should lead to designing effective 

beginning teacher support systems geared to addressing their individual concerns. These 

efforts should lead to designing and implementing beginning teacher and teacher support 

systems such as teacher assistance teams, and formal, informal, and collaborative mentoring. 

They have been found effective in addressing begirming teachers concerns such as 

classroom management, school policy concerns, administrative support concerns, and 

behavior and learning problems. 
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Appendix A 

A Beginning Special Education Teacher Inventory 
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1701 North Wilmot.#149G 
Tucson. Arizona 85712 
Phone#: (520) 751-8617 
Fax # (520) 298-5274 

October 9. 1996 

Dear Spccial Education Director: 

My name is Simon Isha\a Guteng and I'm a doctoral student at the University of Arizona, 
dqiartment of Spccial Education and Rehabilitation. I have worked as a teacher of students with 
multiple disabilities in the state of Arizona. Through my professional and academic experience. I 
have come to develop very strong interest in the areas of beginning spccial education teacher 
induction and mentoring. 

I will be conducting a study to investigate the critical concerns of beginning special education 
teachers of deaf and hard-of-hearing students (D/HH). students with multiple disabilities (MD). and 
students with learning disabilities (LD) in the following service delivery models: 1) self-contained 
classroom. 2) itinerant program, and 3) resource room. It is hoped that information obtained through 
this study would guide preservice education programs and schools in making informed decisions on 
program offerings, stafiFdevelopment training, and designing and implementing pragmatic 
beginning teacher support systems. 

For the purpose of this study, I defined beginning special education teachers in the foregoing 
disability' classifications as special education teachers: a) who are in their first or second year of 
teaching since graduation from College with either a baccalaureate or master's degree in special 
education, b) have state endorsement to teach in their respective fields, and c) are currently teaching 
full-time. 

To conduct this study, I will need some information on the number of beginning special education 
teachers of D/HR MD. and LD students working in your school district. Your responses to the 
items on the attached questionnaire will be sufficient. When you are done with filling it, just fold, 
staple and mail it to me as it already has my address and a stamp affixed to it. 

Thank you very much in advance for your anticipated assistance. 

Respectfully yours. 

Simon Ishaya Guteng 
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1. Name uf School District 

2. Phone «: 

3. Provide the number of the beginning Elementary School special education teachers of Deal7IIard-of-Hearing students, students with 
learning disabilities, and students with multiple disabilities in your school district: (please use numbers to complete the table provided 
below) 

Beginning Elementary School Special 
Education Teachers.'Disability Categories 

Learning 
Disabilities 

Deal^ 
Hard-of-hearing 

Multiple 
Disabilities 

Number of self-contained classroom 
teachers 

Number of resource room teachers 

Number of itinerant teachers 

4. Provide the number of the beginning Middle School special education teachers of Deal7Hard-of-Hearing students, students with learning 
disabilities, and students with multiple disabilities in your school district: (please use numbers to complete the table provided below) 

Beginning Middle School Special 
Education Teachers.Disability Categories 

Learning 
Disabilities 

Deaf 
Hard-of-hearing 

Multiple 
Disabilities 

Number of self-contained classroom 
teachcrs 

Number of resource room teachers 

Number of itinerant teachers 

5 Provide the number of beginning High School special education teachers of DeafHard-of-Hearing students, students with learning 
disabilities, and students with multiple disabilities in your school district: (please use numbers to complete the table provided below ) 

fJeginning High Schixjj Spccial Education 
Teachers Disability Categones 

Learning 
Disabilities 

Deaf 
Hard-of-hearing 

Multiple 
Disabilities 

Number of self-contamed classroom 
teachcrs 

Number of resource room teachers 

Number of itinerant teacher; 

Ouestionnau-e 

.Address: 

Fa-t =: 
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Appendix B 

Summary of Dissertation Proposal with Attached Participant Consent Form 
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March 7. 1997 

Mr. Suleiman Danfodio. Principal 
Zimmama School District 2000 
95C Mangu Road 
Zamunda 85021 

Dear Mr. Suleiman Danfodio; 

My name is Simon Ishaya Guteng and I am a doctoral student at the University' of Arizona, in the 
Department of Special Mucation and RehabiUtation. I have worked as a teacher of students with 
multiple disabilities in the state of Arizona. Through my professional and academic experience, I 
have come to develop very strong interest in the area of beginning special education teachers" 
concerns. 

I am conducting a dissertation research to examine some of the professional concerns of beginning 
special education teachers of students who are deaf or hard-of-hearing. Research indicates a steady 
increase in the attrition rates of begirming special education teachers. This increase has been 
attributed to certain beginning special education teachers' concerns. As such, the participation of 
your beginning teachers is of particular importance to this study. Identifying these concerns and 
addressing them is very cruci^ to begirming teacher retention. I am requesting the participation of 
your beginning teachers in this study. 

I would appreciate it very much if your school would approve and encourage the participation of 
your beginning teachers in this study. Enclosed for your review and consideration are the 
followings: 
1. My dissertation research proposal 
2. Two consent forms for prospective research participants 

My telephone number is (520) 751-8617. and my Fax number is (520) 621-3821. My E-mail 
addresses are; Gutengt^U.Arizona.EDU and Gsimon;@CCIT.Arizona.Edu. You may use either of 
them. Thank you in advance for your participation in this study. 

Sincerely. 

Simon Ishaya Guteng 
Doctoral student 
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SUMMARY OF PROPOSAL FOR A DISSERTATION RESEARCH 

Title of Dissertation Research: An Examination of the Professional Concerns of Beginning 
Special Education Teachers of Students Who Are Deaf Or Hard-of-Hearing. 

Purpose and Objective 
To date no research with specific focus on the professional concerns of beginning teachers of 
students who are deaf or hard-of-hearing has been reported. In order to design and implement 
pragmatic support systems for beginning special education teachers of students who are deaf and 
hard-of-hearing and to increase their retention, it is first necessary to understand their concerns. 
Therefore the proposed study will examine the professional concerns of beginning special 
education teachers of students who are deaf or hard-of-hearing. 

Brief Background and Rationale 
Research indicates a steady increase in the attrition rates of both beginning regular and special 
education teachers in general due to certain beginning teachers' concerns (Schlechty & Vance, 
1983; Huling-Austin, 1992; Schaflfer, Stringfield & Wolfe, 1992; Christensen & Conway, 1991; 
Karge & Freiberg, 1992; McCabe, Mortorff, Karge & Lasky, 1993; Billingsley, Warger, Littrell 
& Tomchin, 1993; Miner & Lepich, 1993; Pigge & Lovett, 1985; Majeta, 1992; Weeks, 1992; 
Darling-Hammond (1990) in Murray, 1996). In regular education, beginning teachers leave 
teaching during their first five years of teaching at alarming rates due to certain concerns. Fifteen 
percent of them leave teaching after their first year of teaching and 25% leave by the end of their 
third year (Schlechty & Vance. 1983). Dronka (1987) found that 40% of all teasers in all grades 
and discipline leave teaching within their first three years of teaching. Habberman (1990) found 
that 50% of begiiming teachers in urban schools quit teaching within three to five years, and 
Darling-Hammond (1990) reported in Murray (1996) that between 30-50% of begirming teachers 
leave teaching within their first five years. 

The attrition rates of beginning special education teachers due to certain concerns are much 
higher than those of beginning regular education teachers. Smith-Davis and Cohen (1986) found 
that "attrition rates of up to 21% at the end of the first year of employment and 53% at the end of 
the fifth year are reported for teachers in emotional disturbances/behavior disorders" (p.5). 
Reynold (1990) found that attrition rates in special education were especially high in nual school 
districts and inner-cit>' schools. 

There have not been any studies done on the professional concerns of beginning special education 
teachers of students who are deaf or hard-of-hearing. This study will provide this information. 
With this information, programs serving students who are deaf and hard-of-hearing can take a 
fi-ont-end approach in designing and implementing pragmatic support systems for their begirming 
tcachers to increase their retention. Colleges and Universities involved in preparing tcachers of 
students who are deaf or hard-of-hearing can use the information to modify, strengthen and/or 
upgrade their existing teacher preparaition programs. 
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SUMMARY OF METHODOLOGY AND PROCEDURES 

Professional Concerns 
I defined professional concerns as events, actions, situations, job requirements, written and oral 
comments, and relationships arising from the beginning teacher's job which un&vorably affect 
the professional performance of the beginning teacher and which could motivate them to express 
intention to leave teaching. 

Research Participants 
Seven certified beginning teachers of students who are deaf or hard-of-hearing will be recruited 
for this study. Three beginning itinerant teachers of students who are deaf or hard-of-hearing. one 
serving students in a rural and two serving students in an urban school district will be selected: 
and four beginning self-contained classroom teachers, two serving students in public school and 
two serving students in special schools will be selected for the study. To be selected for this 
study, participants must have endorsement to teach students who are deaf or hard-of-hearing; they 
must be currently teaching full time; they must be in their first year of teaching, and they must be 
teaching in one of the following service delivery models: a) self-contained classroom and b) 
itinerant program. 

Method of Study 
The primary method of this study will be in-depth interviews. The interviews will be conducted in 
three steps. Step one will primarily seeks to establish context for the stud\'. The context here 
consists of the life experiences of the participants that influenced them to become teachers, going 
as far back as possible up to present time. Step two interview will attempt to delineate the 
concrete detail experience of the research participants' present experience as beginning teachers. 
Step three is a reflective one in that participants are asked to reflect on what their experiences 
mean to them. It taps the emotional and intellectual connection between participants' works and 
live. Each interview in the three interview series will last for 90 minutes, and the researcher will 
allow a 3-day to one week break period between interview series. 

To triangulate the substance of the interview data, the researcher will ask participants to keep 
journals on critical incidents. 1 define critical incidents as events, situations, actions, or comments 
that unfavorably affect the professional performance of a begiiming teacher. In keeping a critical 
incident journal, research participants will be asked to make two journal entries each week to be 
collected and read by the researcher at the end of each week. For each journal entry, research 
participants will specify' the incident, a brief analysis of the incident, and a description of what the 
incident means to the participant or affects the participants' professional performance. Other data 
triangulation methods will include a full day of shadowing each research participant, obtaining 
copies of school official documents such as memos to teachers, and atten^ng staff meetings. The 
study will be conducted over a period of 8 weeks beginning April 1, 1997 to May 30. 1997. 
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ETHICAL RESPONSIBILITIES 

1. Where will the project be conducted (room number or area); 

The interviews will be conducted at places convenient to research participants, either at the 
schools where they work or at places to be agreed upon by both research participants and the 
researcher. 

2. How will the project be explained to the subjects: 

The research participants will receive a written description of the study. The researcher will go 
through the interview protocol with each research participants and address any questions each 
may have. The researcher will also leave a phone number where he can be reached to answer 
questions relevant to the interview. 

3. How will you make it clear to the subjects that their participation is voluntary and that 
they may withdraw from the study at any time they wish to discontinue participation; 

All participants will be told in the initial permission letter that their participation is voluntary and 
that they may withdraw from the study at any time they wish to discontinue participation. 

4. Who will have access to the gathered data; 

Simon Ishaya Guteng. a doctoral student; Dr. Margaret V. Pysh, Major Advisor; Dr. James 
Chalfent, Doctoral Dissertation Director, and Dr. Shirin Antia, Doctoral Dissertation Co-Director 
will have access to the data. The data will be kept in a locked file cabinet in the College of 
Education. Room 414. Each participant will have access to his/her own data. 

5. How will confidentiality of data be maintained; 

Data will be coded so that only the researcher can identify specific individuals. Reports generated 
will use fictitious names. 

6. How will the data be recorded (instruments, notes, etc.); 

The researcher will take fieldnotes. Data from individual interview with research participants will 
be audiotaped. or videotaped (when the research participant is some one who is deaf or hard-of-
hearing). 

7. What are the plans for retention of data; 

Data will be retained for 7 years after data collection is completed. 

8. What are the plans for future use of data as part of this study or use beyond this study; 

Data from this study will be used to fulfill requirement for a doctoral dissertation. It will also be 
used as part of a questionnaire for future survey of begiiming special education teachers on a 
larger scale. Additionally, the data will be used in articles and reports beyond the above uses. 
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9. How will the data be destroyed and at what point in time: 

The data will be destroyed by recycling 7 years after the data collection is completed. 

10. Where will the signed consent forms be stored? 

The signed consent forms and data will be kept in a locked file cabinet in the College of 
Education, Room 414. 

Benefits. Costs, and Risks 

11. What arc the potential benefits to the subjects; 

Study findings will be used to make suggestions for development of pragmatic support systems 
for beginning special education teachers of students who are deaf or hard-of-hearing. Also, the 
researcher will share with research participants a summary of the study's findings and 
recommendations. 

12. What monetary compensation is offered to the subjects; 

None. 

13. What are the costs to the subjects (monetar>-. time); 

It is estimated that it will take each research participant 270 minutes to complete the three series 
of interviews, 240 minutes (30 minutes/week) to complete 16 journal entries in a eight week 
period, and one day of being shadowed by the researcher. No monetary cost will be incurred. 

14. What risks to the subject are most likely to be encountered (physical, psychological, 
sociological); 

None. 
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April 4. 1997 

Dear Prospective Research Participant: 

My name is Simon Ishaya Guteng and I am a doctoral student at the University- of Arizona, in the 
Department of Special Education and Rehabilitation. 1 have worked as a teacher of students with 
multiple disabilities in the state of Arizona. Through my professional and academic experience. I 
have come to develop very strong interest in the area of beginning special education teachers" 
concerns. 

I am conducting a study to examine some of the professional concerns of beginning special 
education teachers of students who are deaf or hard-of-hearing. Research indicates a steady increase 
in the attrition rates of beginning special education teachers. This increase has been attributed to 
certain beginning special education teachers' concerns. As a beginning special education teacher of 
students who are deaf or hard-of-hearing, you and your professional role are of particular interest to 
this study. Identifying these concerns and addressing them is ver\- crucial to beginning teacher 
retention. lam requesting your participation in this study. 

Your participation in this study is voluntary and will involve participating in a scries of three 
interviews, each lasting for 60 minutes; having at least one phone or email conversation with the 
researcher on critical incidents per week; and allowing the researcher to shadow me for one or two 
whole school days. The first interview in the series will seek information relevant to the fectors that 
contributed to your becoming a teacher, the second interview will ask of your contemporary-
teaching experiences and the third one will ask you to make connection between the information 
you gave in your first and second interview and say what they mean to you as a teacher. Your 
information will remain anonymous and a fictitious name will be used to ensure confidentiality-. I 
will take notes and also use audiotape to record all interviews. All information will be kept 
confidential. 1 will not use your name when sharing my findings. 

If you arc willing to participate in this research project, please complete and sign the attached 
Subject Consent form. The form may be returned in the attached self-addressed stamped envelop. 
The attached Subject Consent form is written in ver>- formal language because this is necessary to 
satisfy federal regulations regarding the participation of subjects in research studies. Upon receipt of 
your conscnt form, I vsill immediately contact you to set up time to commence the study. If you 
have any questions. 1 will be very happy to provide you with additional information. 

My telephone number is (520) 751-8617. and my Fax number is (520) 621-3821. My E-mail 
addresses are; Guteng'^U.Arizona.EDU and Gsimon-^CCrT.Arizona-Edu. You may use either of 
them. Thank you in advance for volunteering to participate in this study. 

SincercN. 

Simon Ishaya Guteng 
Doctoral Student 
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Subject's Consent for Participation in the Study Titled: 
An Examination of the Professional Concerns of Beginning 

Staecial Education Teachers of Students Who Are Deaf or Hard-of Hearing 

I AM BEING ASKED TO READ THE FOLLOWING MATERIALS TO ENSURE 

THAT lAM INFORMED OF THE NATURE OF THE RESEARCH STUDY AND OF 

HOW I WILL PARTICIPATE IN IT, IF I CONSENT TO DO SO. SIGNING THIS 

FORM WILL INDICATE THAT I HAVE BEEN SO INFORMED AND THAT I GIVE 

MY CONSENT. FEDERAL REGULATIONS REQUIRE WRITTEN INFORMED 

CONSENT PRIOR TO PARTICIPATION IN THIS RESEARCH STUDY SO THAT I 

CAN KNOW THE NATURE AND THE RISKS OF MY PARTICIPATION AND I 

CAN DECIDE TO PARTICIPATE OR NOT TO PARTICIPATE IN A FREE AND 

INFORMED MANNER. 

Purpose. I am being invited to voluntary participate in the above-titled research project. The 
purpose of this research project is to examine some of the professional concerns of begimiing 
special education teachers of students who are deaf or hard-of-hearing. Data from this study w'ill be 
used to fulfill requirement for a doctoral dissertation. It will also be used as part of a questionnaire 
for future survey of beginning special education teachers on a larger scale. Additionally, the data 
will be used in articles and reports beyond the above uses. 

Selection Criteria. I am being asked to participate in the above-titled research study because 1 am in 
my first year and have been teaching full time for at least six months since graduation from College 
with a B.Ed/M.Ed in special education: I have a state endorsement to teach students who are deaf or 
hard-of-hearing and am teaching students who are deaf or hard-of-hearing in one of the following 
service delivery models; a) a self-contained classroom in a special school, b) a special class in a 
public school, and c) an itinerant program. Seven research participants will be enrolled: two from 
self-contained classrooms in a special school, two from special classes in public schools, one from 
an itinerant program serving students in rural school districts and two from an itinerant program 
serving students in urban school districts. 

Procedure. If I agree to participate, I will be asked to participate in a series of three interviews, each 
lasting for 60 minutes; have at least one phone or em^ conversation with the researcher on critical 
incidents per week; and allow the researcher to shadow me for one or t>\'o whole school days. The 
interviews will be arranged at times and places convenient to both the research participants and the 
researcher. All information will be analyzed by the researcher. 
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Risks. No risks arc expected from involvement in this study. I can withdraw from the study at 
an>time. 

Benefits. It is expected that information collected in this study will be used to make suggestions for 
development of pragmatic support systems for beginning special education teachers of students who 
are deaf or hard-of-hearing. Research participants will have the opportunity to participate in 
research and gain experience in q\iaiitative research process. Research participants will be provided 
a summary of the findings of the study and any recommendations made. 

Confidentiality'. All information will be kept confidential. The researcher will view and analyze data 
from fieldnotes, official doctunents. joiimal entries on critical incidents and interview transcripts. 
All information will be kept in a locked file cabinet in the Department of Special Education and 
Rehabilitation, College of Education, Universit\" of Arizona, Room 414. 

Participation Costs and Subject Compensation. There are neither costs to the participation in the 
project, nor monetary' compensation. 1 can obtain fiirther information from Simon Ishaya Guteng. 
M.Ed., at (520) 751-8617; if I have questions concerning my rights as a research participant, I may 
call the Human Subjects Committee office at (520) 626-6721. 
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AUTHORIZATION 

BEFORE GIVING MY CONSENT BY SIGNING THIS FORM. THE METHODS. 
INCONVENIENCES. RISKS. AND BENEFITS HAVE BEEN EXPLAINED TO ME AND MY 
QUESTIONS HAVE BEEN ANSWERED. I UNDERSTAND THAT I MAY ASK QUESTIONS AT ANY 
TIME AND THAT lAM FREE TO WITHDRAW FROM THE PROJECT AT ANY TIME WITHOUT 
CAUSING BAD FEELINGS. MY PARTICIPATION IN THIS PROJECT MAY BE ENDED BY THE 
INVESTIGATOR FOR REASONS THAT WOULD BE EXPLAINED. NEW INFORMATION 
DEVELOPED DURING THE COURSE WHICH MAY AFFECT MY WILLINGNESS TO CONTINUE DM 
THE RESEARCH PROJECT WILL BE GIVEN TO ME AS IT BECOMES AVAILABLE. I 
UNDERSTAND THAT THIS CONSENT FORM WILL BE FILED IN AN AREA DESIGNATED BY THE 
HUMAN SUBJECTS COMMITTEE WITH ACCESS RESTRICTED TO THE PRINCIPAL 
INVESTIGATOR SIMON ISHAYA GUTENG OR AUTHORIZED REPRESENTATIVE OF THE 
SPECIAL EDUCATION AND REHABO^ITATION DEPARTMENT OF THE UNIVERSITY OF 
ARIZONA I UNDERSTAND THAT I EX) NOT GIVE UP ANY OF MY LEGAL RIGHTS BY SIGNING 
THIS FORM. A COPY OF THIS SIGNED CONSENT FORM WILL BE GIVEN TO ME. 

Name & Signature of Research Participant Date 

INVESTIGATOR'S AFFIDAVIT 

I have carefully explained to the subject the nature of the above project. I hereby certif\' that 
to the best of my knowledge the person who is signing this consent form understands clearly the 
nature, demands, benefits, and risks involved in his/her participation and his/her signature is legally 
valid. A medical problem or language or educational barrier has not precluded this understanding. 

Name & Signature of Researcher Date 

How I Can Be Reached 

I. My address is: 

2.1 can be reached at this/these phone #(s):. 

3. Please call me only on these days: 

and at these times: 
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Appendix C 

Semi-Structured Interview Questions 
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Step One Interview Questions for Beginning Teachers of Deaf and Hard-of-Hearing 
Students 

A. Looking as far back as possible over your life, what experiences in your life motivated 
you to become a teacher of deaf and hard-of-hearing students? 

Probes: 
1 How old were you when you started thinking about becoming a 

teacher of deaf and hard-of-hearing students? 

2. What role did your family play in shaping your thoughts toward 
becoming a teacher deaf and hard-of-hearing students? 

3. In what ways did your fnends influence you to become a teacher of 
deaf and hard-of-hearing students? 

4. How did your high school experiences help in shaping your thoughts? 

5. What experience did you have with deaf and hard-of-hearing students 
before becoming a teacher deaf and deaf or hard-of-hearing students? 

6. Tell me about other experiences that influenced you to become a 
teacher of deaf and hard-of-hearing students. 

7. When did you make the decision to enroll in a College or University 
program for preparing teachers of students who are deaf or hard-of-
hearing? 

B. Tell me about your teacher preparation program and how it prepared you for becoming 
a teacher? 

Probes; 
1. What was your program of study? 

2. What course work did you take? 

3. What course work did you find most helpful in teaching students who 
are deaf and hard-of-hearing? 

4. What was particularly helpful? 

5. What course work was not helpful? 

6. What was particularly not helpful? 
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7. What internship experiences did you have during your pre-service 
years? 

8. What internship experience did you find most helpful in teaching 
students who are deaf and hard-of-hearing? 

9. What was particularly helpful? 

10. What internship experience did you not find helpful? 

11. What was particularly not helpful? 

12. Is there anything else that we have not discussed which you would like 
to share with me? 
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Step Two Interview Questions for Beginning Teachers of Deaf and Hard-of-Hearine 
Students 

What do you do as a teacher of deaf and hard-of-hearing students? 
Probes: 

A. Describe a day in your professional life as a beginning teacher 

1. Take me through a typical day 

2. Tell me about your students 

B. Tell me about; 
Your interactions with your students; 

Your interactions with other teachers at the school; 

Your interactions with the administrator of your school; 

Your interaction with the parents of your students; 

Your interaction with other personnel (Secretaries, School psychologists. 
School counselors, therapists, and maintenance workers); 

C. Tell me about your experience with implementing school policies? 

D. Tell me about your success 

E. Tell me about your failures 

F. Is there anything else that we have not discussed which you would like to 
share with me? 
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Step Three Interview Questions for Beginning Teachers of 
Deaf and Hard-of-Hearine Students 

A. Taking together what you have said about life before becoming a teacher, your 
professional responsibilities, and interactions with students, parents and school personnel, 
how do you see teaching deaf and hard-of-hearing students? 

Probes; 
1. What do you like about teaching DHH students? 

2. What do you like about teaching? 

3. What are the things you don't like about teaching DHH students? 

4. What are the things you don't like about teaching? 

5^ What are your challenges in working with your students? 

6. What are your challenges in working with the parents of your students? 

X What are your challenges in working with your school administrator? 

8. What are your challenges in working with other teachers? 

9^ What are your challenges in collaborating with other professionals (e.g.. 
School psychologists. Social workers. Secretaries, Speech and Occupational 
therapists. Maintenance staff)? 

10. What would you recommend to address your dislikes? 

B. Given what you have reconstructed as your challenges in working with 
students, parents and school personnel; 

What would you recommend to address your challenges? 

C. Given what you have reconstructed as your first year professional experiences; 
What are your future dreams? 

D. Where do you see yourself going ? 

E. Is there anything else that we have not discussed which you would like to share 
with me? 
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Codes used 



179 

Background = Participant's background information 

MOT/FS = Family support as a motivational factor 

MOT/FH = Family history 

MOT/EncTPPL = Encouragement form a teacher preparation program leadership 

MOT/EncFriends = Encouragement from friends 

MOT/ISL =Interest in sign language 

MOT/TSHS = Teacher support in high school 

MOT/PB = Professional benefit 

MOT/FriendS = Friend support 

MOT/PercNDeafT = Perceived need for deaf teachers 

MOT/EXPDHHS = Experience with deaf and hard-of-hearing sMdents 

MOT/ENHF = Encouragement from hearing friends 

MOT/HsyearsExpSL.TV.prog = Experience with sign language through a TV program 

during high school years 

MOT/personal.intere.otherlang.culture = Personal interest in other language and cultures 

MOTA^olunteerExp.Deaf commu. = Volunteer experience with a deaf community 

MOT/person.pref = Personal preference 

MOT/HSEXP/SL = Experiece with sign language in high school 

MOT/HSVOLEXP/DHHS = High school volunteer experience with deaf and hard-of-

hearing students 

Decision Age = Age at which a participant decided that deaf education was what they 

would pursue for a profession 
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TPE/Coursewk = Teacher preparation experience in terms of coursework 

TPE/HelfulCwork = Helpful coursework 

TPE/NotHelpfiilCwork = Unhelpful coursework 

TPE/lntemship = Teacher preparation experience in terms of internship 

TPE/Helpful Internship = Helpful internship experience 

TPE/Unhelpfiil Internship = Unhelpful internship experience 

TPE/Overall Eval = Over all evaluation of own teacher preparation program 

JobExp.Pgrad = Job expectation prior to graduation 

JobReality Exp.Agradua = Reality experience after graduation 

TPE/concem W/Program = Concern with own teacher preparation program 

Stdts. Demographics = Students' demographics 

Typschday = Typical school day 

Profresp = professional responsibility 

Interact/nurse = Interaction with a nurse 

Interact/parents = Interaction with a parent 

Interact/ResourceT = Interaction with a resource teacher 

Interact/sppatholo = Interaction with a speech pathology 

Interact/stdts = Interactions with students 

Interact/SpedTeacher = Interactions with a special education teacher 

Interact/Reg.Edt = Interaction with regular education teacher 

Interact/adm. = Interaction with school administration 

Interact/Scounse. = Interaction with school counselor 
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Interact/Secre. Interaction with secretary 

Interact/Maintenance = Interaction with school maintenance workers 

Dat.stdt/DHH = What a beginning teacher does not like about teaching DHH students 

Lat.stdts/DHH = What a beginning teacher likes about teaching DHH students 

Doc/Described = Documentation described 

Percep/Adm.Role = Beginning teacher's perception of the role of school administration 

ProfConcem = Professional concern 

Percsalary = Perception of own salary 

Concern/Acct.F = An accounting factor for a concern 

RtoStayT = Reason to stay in teaching 

RtoQuitT = Reason to quit teaching 

Rec/TPP = Recommendation to teacher preparation programs 

Rec/SSD = Recommendation to schools and school districts 

Defm.SCCT = Definition of a self-contained classroom teacher 

Success = Success 

Failure = Failure 

FutureD = Future dream 
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