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ABSTRACT 

This study was concerned primarily with the attitudes of 

teachers in the field of special education in the 13 western states. 

It was hoped to ascertain whether or not teachers have been satisfied 

with preparation programs; if they have been offered the courses they 

would have liked; if the amount of time spent in observation and student 

teaching has been sufficient and adequately organized. Variances among 

the states in regard to certification were to be considered along with 

the effects of these requirements on courses offered by universities and 

colleges within the states. 

The cooperation of the various directors of special education 

made it possible to reach 1,000 teachers through the use of a random 

sampling technique. Criteria for mailing were based on population of 

cities and states. A total of 494 questionnaires was returned. 

The key query on the questionnaire was, "Do you feel your pro

gram adequately prepared you for your special education student teaching 

experience?" Of the 406 answering this question, 194 or 47.8 per cent 

answered affirmatively, while 212 or 52.2 per cent replied in the 

negative. 

Although 51 per cent of the respondents received training 

between 1965 and 1969, there was no significant difference in opinions 

of those respondents regarding their preparation and the opinions of 

respondents whose preparation had been completed earlier. Neither was 
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there a significant difference when the opinions of respondents in one 

state were compared to opinions of respondents in other states. A chi-

square test also indicated that the respondents' opinions regarding 

preparation were not influenced by the institution at which they 

received the preparation. 

There was a definite correlation between the number of people 

who were satisfied with preparation and the number who believed that 

they had had adequate time in observation. The opposite likewise was 

true. A significant number of those who were dissatisfied with their 

preparation program also indicated that they had had too little time to 

observe in special education classes. Amount of time devoted to obser

vation appeared to be a key factor in teacher attitudes toward 

preparation programs. 

Questions regarding student teaching revealed that teachers 

desired or were satisfied with, one-half day for a full semester. Thus 

it may be stated that in the opinion of teachers, one-half day for a 

full semester should be considered the minimum amount of student teach

ing to include in a preparation program. 

Replies regarding coursework demonstrated that 59.2 per cent 

indicated a need for a course in curriculum adaptation and 37.9 per cent 

wished to have a course in parent counseling. In the opinion of 

respondents, psychology, methods and materials, and practicum were the 

most valuable courses. They also consistently recorded the opinion that 

a course in arts and crafts was of questionable value to them. 
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The respondents suggested strongly that the amount of time spent 

in observation was not significant. Such observation was considered 

much more worthwhile if it was supervised and if the observers had been 

allowed to be active participants. 

To summarize, special education teachers in the 13 western 

states were not in agreement concerning their past preparation programs. 

There was no significant difference in nine previously mentioned 

variables between those who believed their programs had been adequate 

and those who indicated their programs had been inadequate. They agreed 

on courses they thought to be of value and also agreed on courses they 

considered to be of questionable value. Respondents desired one-half 

day for a full semester of student teaching. A significant number of 

respondents would have preferred to have been active participants in 

supervised observation. 
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CHAPTER I 

INTRODUCTION 

There is presently widespread concern about the shortage of 

special education teachers. It has been estimated that 200,000 teachers 

are needed, 55,000 in the field of mental retardation alone. Research 

indicated that 6,000 teachers each year must be added during the next 

decade to adequately staff classrooms for the mentally retarded alone. 

It has been estimated that only 40 per cent of the handicapped 

are receiving all of the educational services to which they are entitled 

(Lucito, 1968). All administrators in the field can verify the diffi

culty of finding quality personnel. In an effort to remedy this 

situation, training has been given a very high priority within the 

Bureau of Education for the Handicapped. Public Law 85-926 and its 

various amendments have provided the necessary authorization to train 

teachers and other specialized personnel. This legislation has been 

implemented through the awarding of grants to public and private non

profit institutions of higher education. 

Between the years 1960 and 1967, 13,295 traineeships and fellow

ships were awarded for the purpose of training personnel. Of this 

number, follow up surveys indicated that 93 per cent of the recipients 

are engaged in teaching and related activities for the handicapped. 

This appears encouraging until it is realized that 371,430 teachers and 

1 
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specialists will be required by 1975 to adequately fill teaching posi

tions in the field of special education in the United States. The 

present level of funding is inadequate even to replace personnel who are 

lost for the manpower pool each year (Lucito, 1968). 

Despite the great need for leadership personnel and teachers, 

there are only a small number of university programs offering advanced 

graduate level special education programs (Henderson, 1966). With 

relatively generous fellowship support available, however, increasing 

numbers of qualified applicants are seeking admission to university 

programs in special education at the advanced graduate level. Perhaps 

larger numbers of students could be interested in entering the field if 

it were more widely known that junior and senior stipends from federal 

funding are available to those qualified (Kass, 1968). 

In order to give immediate educational opportunity to more 

handicapped children, it has been necessary to employ teachers who meet 

the various state requirements for work in regular classes but who have 

not yet obtained professional preparation to teach the handicapped. 

When this has been the case, funds available through PL 89-10 and its 

amendment in PL 89-313 have been used for the inservice education of 

such personnel (Mackie, 1966). The Bureau of Education for the Handi

capped recognized that approximately one-fourth of the 70,000 special 

education teachers now available are not fully qualified. With approx

imately 10 per cent of the special education teachers leaving the field 

each year, and at current rates of teacher preparation, 16 years would 

be needed to close the gap between supply and need (Heller, 1968). 
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While almost a million children of school age in the western 

states are estimated to be "exceptional" enough to need special edu

cation, only about 49.4 per cent, or less than half, are receiving 

special education services of any kind. A significant percentage of the 

23,700 special teaching personnel employed in the 13 western states have 

not completed full programs of preparation for teaching in their spe

cialized fields. If California is excluded from the data, it is found 

that only 210,884 children are being served by 4,307 teachers in 12 

western states. In 1958-59, in all 13 western states, 260,000 ex

ceptional children were receiving special education services with less 

than 8,000 teachers to educate them (Hensley and McAlees, 1969). 

The support of the U.S. Office of Education through PL 85-926 

has been a major factor in the growth of special education in the West. 

A measure of the impact of this program is indicated by the large number 

of students who have received financial support as a result of this 

legislation. During the academic year 1968-69, 833 students received 

fellowships in the 13 western states (Hensley and McAlees, 1969). 

Increased funding for training special education personnel has 

assured that a great percentage of teachers needed will be enrolled in 

various institutions offering some type of special education teacher 

preparation program. It is vital that such educational programs be 

structured to meet the needs of prospective teachers. 

It is an understood psychological fact that teacher insecurity 

about teaching a particular skill or a feeling of inadequate preparation 

will be transmitted quickly to the students. It is important that 
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teachers feel confident in their approach to all areas of the curriculum 

with which they will be working. It is pertinent that programs should 

include the kinds of courses for which teachers themselves feel a need 

(Heller, 1968). 

By the same token teachers should be provided with courses which 

administrators of special education programs consider valuable. The 

opinions of administrators should not be overlooked since they have a 

broad basis of experience for making judgments. Preparation programs 

must be re-evaluated constantly during this period of rapid educational 

change and expansion. 

It was the purpose of this study to collect opinions from a 

random sampling of teachers now in the field of special education and to 

see whether they believed their study programs had adequately prepared 

them for the teaching experience. 

The Problem 

In the opinion of special education teachers now in the field, 

have available teacher-preparation programs in past years met the needs 

of teachers as they began teaching careers? 

It was anticipated that this study would provide some of the 

answers to the following questions as determined by the opinions of 

special education teachers in the 13 western states: 

1. Did teacher-preparation programs in special education which 
were offered between 1960 and 1964 meet the needs of teachers 
as they entered classrooms? 

2. Were the needs of teachers more adequately met by programs 

offered between 1965 and 1969? 
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3. Were there significant courses which formerly were lacking 

which now are available? 

4. Are additional courses needed for adequate preparation? 

5. Are there courses which all special education teachers believe 
to be of value, regardless of the type of exceptionality with 

which they deal? 

6. Are there courses presently required which are seen as being of 

little value to the beginning teacher? 

7. In the opinion of teachers, what amount of time should be spent 

in practicum experience? 

8. Do teachers agree that the courses now required for certifica

tion are actually the most valuable ones in their study 

programs? 

9. Are the differences among programs offered by various teacher-
preparation institutions due to the variance of state 
department requirements among the 13 western states? In other 
words, is there a great degree of similarity between teacher 

preparation programs within each state but a great degree of 

dissimilarity from state to state? 

Significance of the Problem 

Increased funding for teacher preparation does not in itself 

improve the quality of the program offered. Quality must be the prime 

goal of all professional preparation programs. Persons responsible for 

designing such programs have an obligation to offer the best possible 

selection of experiences for trainees. 

Teacher preparation programs offered by the various institutions 

should accord with teacher-felt needs as well as with state certifica

tion requirements. By utilizing the experiences of teachers now in 

classrooms, study programs can be made more meaningful to future 

teachers. 
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Hypothesis to be Tested 

Stated in the null form, it was hypothesized that there would 

not be a significant number of teachers who considered their special 

education teacher preparation programs to be adequate. 

Assumptions 

For the purpose of this study it was assumed that: 

1. Besides offering the courses required for certification, 

teacher preparation institutions offer additional special 

education courses in the field which are deemed worthwhile 

by administrators of special education departments in higher 

education institutions. 

2. Certification requirements for special education teachers are 

based upon well-founded opinions concerning the preparation 

necessary for competency in the various areas of exception

ality. 

3. It is assumed that answers to questions relating to 

preparation for student teaching apply with equal validity 

to preparation for actual teaching. 

Limitations 

1. The study did not encompass the opinions of teachers in state 

institutions such as state schools for the deaf and blind nor 

such institutions as those offering mainly custodial care. 

2. It did not cover parochial or private schools but was confined 

to public school teachers in the 13 western states. 



CHAPTER II 

REVIEW OF RELATED LITERATURE 

Professional preparation of teachers of exceptional children 

developed after, and in response to, the establishment of special 

classes and programs for exceptional children. Originally, teachers 

entering the field had been prepared for the areas of elementary and 

secondary education. The development and expansion of teacher prepara

tion in special education at the college level is relatively new. This 

expansion is reflected in the increasing activities of the states in 

establishing certification requirements for teachers. In 1931 only 11 

states had certification requirements for one or more areas of excep

tionality (Martens, 1937). A survey of the 50 states and the District 

of Columbia made as recently as 1968 revealed that 21 had no special 

certification requirements for teachers of emotionally disturbed 

children (Stephens, Braun, Mazzole, 1968). 

Sarason, Davidson, and Blatt (1962) critically studied the gap 

in teacher education between the everyday function of the teacher and 

the curricula by which they are prepared. 

Kirk (1965) summarized the recent decade of developments in the 

education of the handicapped and raised several basic issues related to 

the preparation of professional personnel. 

"Under the pressure of extreme shortages of professional 

personnel, a major issue becomes whether to (a) focus on 

7 
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immediate needs in terms of the numbers of special educators 
without regard to quality; (b) concentrate on quality in the 
preparation of professional personnel, even though it may 
mean a decrease in the numbers thus prepared; or (c) find a 

radically new method of accomplishing both goals at the same 
time" (p. 102). 

The first university attempt at teacher preparation for handi

capped children was in 1897 by Pennsylvania University (Witner, 1911). 

The program was held during the summer to offer specialized training to 

teachers who formerly had taught in regular classrooms. The need for 

actual experience with retarded children was evident, and in 1911 when 

the program was repeated, a demonstration class and psychoeducational 

clinic were included as a part of the curriculum. 

Great strides in the development of mental measurements were 

made by Binet and Simon (1916) and by Goddard (1914) in the field of 

mental retardation. Leaders in the field became aware that teachers 

needed to be prepared in an interdisciplinary approach (Huey, 1912). 

Institutions such as Harvard and Gallaudet conducted programs for 

teacher preparation of the blind and the deaf respectively. 

Thus from Periere in 1755 to Blackman in 1964, the diagnosis and 

remediation of learning disabilities has been the most fundamental of 

all goals for the education of exceptional children. Othe. authorities 

such as Seguin in 1843, Laycock in 1934 and Kirk and Batem, A in 1962 

have practiced and urged the adoption of the same approach - clinical 

teaching. 

From the period of 1930 to 1950, special education had reduced 

educational support because of the impact of the depression and because 

the attitude of general education was: "Any good teacher can teach any 
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child or group of children," (Cruickshank and Johnson, 1958). Then the 

renewed interest of the 1950's brought back the team approach to the 

problem. Although commendable, this approach presented many problems of 

imp1ement at ion. 

The first teacher preparation program for mentally-retarded 

children was organized at The Training School at Vineland, New Jersey 

before World War I. It consisted in part of training teachers in some 

form of diagnosis. The hypothesis was that through her own diagnosis 

a teacher can discover the child's abilities and disabilities. She then 

can organize the training program around her own diagnosis (Dunn, 1958). 

Certification administrators in most states having special 

education teacher certification requirements require various courses 

depending upon the area of exceptionality to be taught (Schwartz, 1967). 

Thus the field of special education is broken down into at least five 

major categories: mentally-retarded, deaf and hard of hearing, visually-

handicapped, speech impaired and physically handicapped. Until the 

recent advent of learning disability programs no attempt was made to 

equip teachers to be diagnosticians capable of identifying the partic

ular problems of individual children and working out remediation for 

them. 

There is a lack of experimental and empirical evidence to 

suggest that any one method of teacher preparation is best (Johnson, 

1968). Evidence indicates that undergraduates can play an important 

role in teaching emotionally disturbed children. Unfortunately, 
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PL 88-164 offered college programs for teachers of the emotionally dis

turbed to senior year trainees only for the 1964-1965 year. 

Student teaching practices differ widely from institution to 

institution. For example, some universities require one full-time block 

of student teaching while others require several short blocks of time to 

include opening and closing school experiences. Some students spend 

most of their time observing while others begin teaching almost the same 

day they arrive on the scene. There appears to be urgent need to study 

the extent to which varying student teaching practices contribute to 

later teacher competence. 

There has been little systematic assessment of professional 

trainees, teachers, and training programs. Concern has centered 

primarily on the number and content of courses and the variety of expe

riences, rather than on the competency of the educational product. 

Since the major concern is the cognitive functioning of the child, one 

of the important responsibilities of educators is the evaluation of what 

the child has learned as a result of the programs and procedures of the 

teacher. It follows that evaluation cannot be assessed by the total 

number of hours on a teacher's transcript, but, rather, by the effects 

of teaching on children. A teacher's skills can be evaluated directly 

from the effects on a child's performance. It is felt by Haring (1969) 

that such specific evaluation would tend to improve upon the general 

nonmeasurable subjective approach currently in use. 

The question of whether one or more years of full-time, regular 

classroom teaching experience should be a prerequisite for 
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specialization in an area of exceptionality has plagued the special 

education field for years. Since opinion always has run strongly in 

favor of regular classroom teaching experience, with a possible excep

tion in the area of speech correction, those who are involved in special 

education often are forced to wait for teachers trained in other 

disciplines at the undergraduate level to return to them for specialized 

training at the graduate level. 

A survey was conducted among 705 public school speech clinicians 

in 1964 (Irwin, 1965). This indicated a strong feeling among those in 

the field that education courses should be kept to a minimum in order to 

allow as much time as possible in the preparation program for studying 

the subject areas which are pertinent to the teacher's ultimate needs in 

performing clinical services in the schools. It was recommended that 

instead of spending a large amount of time in clinical practice, more 

time be spent in practicum in the public schools with the most common 

type of articulatory disorder problems including sound substitutions, 

distortions and omissions. 

Bishop (1968) expressed the opinion that if teacher education 

institutions were to develop special programs at the undergraduate and 

graduate levels which would specifically prepare able young people to 

teach gifted high school students, more superior college students might 

be attracted to the teaching profession. 

A study was conducted in Mississippi (Gauthier, 1969), con

cerning the professional preparation of teachers of the mentally 

retarded. The conclusion was, "Teachers of special education classes 
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who were majors in the area of elementary education at the undergraduate 

level appeared to be more open and effective in the classroom than did 

special education teachers whose major emphasis was in an area other 

than elementary education at the undergraduate level." 

An investigation was completed concerning the Minnesota program 

for preparation of teachers of emotionally disturbed children (Balow, 

1966). In this study supervisors expressed the need for more teachers 

of disturbed children and believed that students could benefit from a 

heavy emphasis of remedial education techniques and counseling proce

dures. Para educational assistance in these areas is essentially non

existent. It was interesting to note that these observations parallel 

comments of the program graduates themselves. 

The question of the amount of time which should be spent in 

student teaching or clinical practice in a particular area of exception

ality is another difficult and unanswered one. Teachers entering the 

field of special education bring with them widely diversified back

grounds; therefore the type of laboratory experiences and the length of 

time spent in them should be based on the needs of the individual 

teacher. On the other hand a questionnaire survey of institutions 

offering teacher education in Oklahoma reported that flexible student 

teaching assignments based on the needs of individuals were "too 

difficult to administer" (Williams, Deever and Flynn, I960). 

In the effort to educate all children, regardless of handi

capping conditions, a diversity of requirements for the professional 

preparation of many kinds of teachcrs may be expected. Requirements for 



state certification have done much to shape programs for teacher edu

cation. For many years some states have set special requirements which 

usually have been determined in terms of standards which will assure 

minimum necessary skills in emergency educational situations. 

The Council for Exceptional Children has been concerned with the 

development of professional standards since its founding in 1922 (Geer, 

1963). An intensive effort in the field of professional standards was 

launched through a committee whose major report was adopted by the 

Council at its convention in April, 1966. Most parts of the policy 

statement are concerned with specifying competencies required of special 

education teachers, and the translation of these into standards for 

colleges and universities which presume to prepare such teachers. Other 

problems being considered by the Council include: how to achieve better 

regional and national planning for use of limited collegiate level 

training resources; how to implement standards in sparsely populated 

and isolated communities; how to evaluate instructional materials; how 

to communicate research results to those in the field; and how to 

achieve reciprocity among the states in certification of special 

teachers (Reynolds, 1966). 

New Jersey (Commission on the Education of the Handicapped, 

1964) appears to be moving toward the implementation of an integrated 

approach to the education of the handicapped by recommending the 

following: 

Education needs so identified should be met without any 
delimitation based upon arbitrary categorization or presumed 
causation of the manifest educational disability. School laws 
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and regulations which arbitrarily discriminate between children 
"on the basis of a medical classification rather than educational 
need should be revised or combined and the best features of each 

made accessible to all (p. 8). 

The future of college undergraduate programs appears threatened 

as more and more colleges place special education teacher preparation 

programs on a graduate level only. There is some evidence to demon

strate that a formal internship program with undergraduate students can 

be an effective element in the preparation process (Corman and Olmstead, 

1964). More recently, Beck (1966) described such a formal internship 

which has been equally effective with undergraduate and graduate 

students. 

Persons involved in teacher education programs are becoming 

concerned over the acute shortage of trained personnel in the area of 

learning disabilities. Wirtz (1965) estimated the national incidence of 

learning disability children to be about one per cent. Special edu

cation programs at the college and university level may need to 

reevaluate current course offerings and include courses in learning 

disabilities for both regular and special class teachers. 

The Division of Special Education at the University of Miami has 

received a grant for a pilot program to train regular elementary school 

teachers to identify disabilities early, and to ameliorate learning 

disabilities in preschool and elementary school children. The project 

will provide a comprehensive summer institute with follow-up bi-monthly 

meetings. This program, which began June 4, 1969 and will end May 30, 

1970, is being supported by an Educational Personnel Development Grant 

of the U.S. Department of Health, Education and Welfare. 
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To summarize, current literature in the field of special edu

cation appears to support the fact that, although many authorities 

recognize the need for some revision of teacher preparation programs, 

there is no wide acceptance of any single program revision. It was 

anticipated that this study would reveal that teachers now in the field 

significantly agree as to the courses and amount of practicum which they 

consider relevant to their needs in the classrooms. Such information 

would be of assistance to all persons involved in teacher preparation 

programs for future teachers. 



CHAPTER III 

METHODS AND PROCEDURES 

This study was designed to indicate the attitudes of teachers in 

the field of special education in the 13 western states toward their 

teacher preparation programs. In addition, the study was intended to 

identify the influence state certification requirements have on the 

formulation and development of such programs. 

Design 

Questionnaires were sent to a random sampling of teachers in 

cities of various sizes in the 13 western states. The number of 

teachers within the various states also was considered in determining 

the number of questionnaires to be sent to each state. 

The latest figures from Hensley and McAlees (1969) estimate 

23,700 special educators in the 13 western states, excluding the state 

of Washington for which no figures were available due to lack of certi

fication requirements. To represent state certification requirements 

equally, 20 questionnaires were sent to each of the other 12 states. In 

addition, one questionnaire was sent for every 30 special education 

teachers within each state except Washington. Since 51 questionnaires 

had been allotted to neighboring Oregon which has approximately one half 

the population, it was decided to send 102 questionnaires to the state 

of Washington. 

16 
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Table I Indicates the total number of questionnaires sent to 

each state. 

TABLE I 

NUMBER OF QUESTIONNAIRES SENT 

STATE NUMBER SENT STATE NUMBER SENT 

Alaska 24 Nevada 29 

Arizona 40 New Mexico 30 

California 534 Oregon 51 

Colorado 47 Utah 43 

Hawaii 30 Washington 102 

Idaho 24 Wyoming 22 

Montana 24 TOTAL 1000 

The 13 western states were chosen for this study as they share 

common problems of rapid growth, sparsely settled areas and relative 

paucity of teacher training institutions in the field of special edu

cation. State directors of special education programs within the 13 

western states were requested to send a list of special education 

teachers within their particular states. In cases where no directory 

existed, city and county supervisors of special education programs were 

contacted and these officials in turn were asked to send lists of their 

personnel. 

Using the 1960 census figures, cities were stratified into three 

groups (a) those with a population of 100,000 or more, (b) those with a 

population over 2,500 but less than 100,000, and (c) those with less 
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than 2,500. This was done so that replies would not be biased by the 

size of the school system from which they came. A random sampling 

technique (Edwards, 1967) was employed to contact teachers within each 

state and within each population stratum. 

All respondents did not answer all of the items on the question

naire, thus the total number of responses varied from one question to 

another. Some respondents were unable to answer the questions which 

concerned their preparation in the field of special education since, 

although they are presently teaching special education classes, they 

have had no specific special education preparation. Others had not 

completed their work and thus were unable to reply to questions about 

the institutions at which preparation was received or date of fulfilling 

certification requirements. The reasons they were unable to respond to 

certain questions were considered pertinent. 

Treatment of Data 

Question 17 concerning respondents' opinions of preparation pro

grams (Appendix I, p, 53) was of paramount interest. Of the 494 persons 

returning the questionnaire, 406 answered this question. An additional 

74 persons did not answer the question and one person was undecided. 

The remaining 13 respondents had left the classroom for other positions 

since the data gathering had begun. It should be noted that of those 

answering, 69 had not completed training and merely felt at this point 

in time their preparation for beginning to teach was or was not 

adequate. 
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This study therefore dealt with three categories of teachers: 

those who indicated their training was adequate; those who indicated 

their training was inadequate; and those who expressed no opinion re

garding their training. Although the data were tabulated with reference 

to the three categories, computations did not include those respondents 

who did not answer question 17. 

The writer looked for the significance of various factors on 

replies to question 17. In order to accomplish this objective, the 

writer assumed a specific question was under consideration and it was 

desired to show the independence of the respondent's answer to that 

question and his answer to question 17. By letting "X" be a random 

variable representing the answer to 17 and "Y" be a random variable 

representing the answer to the other question, the goal was to determine 

the independence of these random variables. To do this the chi-square 

test was used. 

By assuming that Y classified the respondent into one of n 

categories i.e.,Yi, —-Yn, and that X classified the respondent into 

one of two categories (i.e., yes and no), and if Xji Z number of re

spondents who were in the category X I yes, Y I Yj, Xj2 - X Z no, Y : 

Yj, then the equation is: 

x2 = XL ' <xa xi2 - p ̂  Xu /pq 

i = 1 i : 1 
» 

r 

xil 
p - i - 1 and q : 1 • p 

£<*11+ Zi2> 
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If X2 .05 then the hypothesis of independence at the 95 per 

cent confidence level where .05 is chosen with n-1 degrees of freedom 

can be accepted (Dixon and Massey, 1950). 

In order to establish a confidence level so that it was certain 

replies to questionnaires would approach the opinions of the total 

number of special education teachers, the following formula was utilized 

(Cochran, 1963). 

By letting h represent one of the states, then h « 1 - - • - 13. 

Assuming N Z the total number of special education teachers in the 13 

western states, ; the number of special education teachers in the hun 

state, and n Z the number of questionnaires sent to the h1-*1 state, 

variance can be calculated. The variance in porportion of teachers 

answering "yes" to the key question is less than or equal to: 

13 

k x N2 Yj Nh (Nh " "h 

h S l  " h  -  1 )  

Then by applying the central limit theorum, the sampling proto

col outlined below indicated we were 93.72 per cent certain of being 

within five per cent of the correct proportions of the replies to the 

key question. 

13 

^Nh2 (Nh - nh) 

n
h (Nh-l) 

h = 1 



CHAPTER IV 

PRESENTATION AND ANALYSIS OF DATA 

Total responses to question 17, "Do you feel your program 

adequately prepared you for your special education student teaching 

experience?" were as indicated below: 

Those answering yes - 194 or 47.8 per cent 

Those answering no ---- 212 or 52.2 per cent 

Total—————————-———--406 - 100 per cent 

Of the 1,000 questionnaires sent, 494 were returned, or 49.4 

per cent of those mailed. The.e was wide variation in the total per

centage of returns among the 13 states as indicated in Table II below. 

TABLE II 

PERCENTAGE OF QUESTIONNAIRES RETURNED FRCM EACH STATE 

STATE 7. RETURNED STATE % RETURNED 

Alaska 41.6 Nevada 41.4 

Arizona 97.5 New Mexico 23.0 

California 36.8 Oregon 81.4 

Colorado 55.3 Utah 32.5 

Hawaii 43.4 Washington 79.4 

Idaho 41.6 Wyoming 31.8 

Montana 41.6 

21 
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The great percentage of returns from the state of Arizona is 

perhaps due to the fact that the researcher resides within that state in 

a university town which does have a complete program for the preparation 

of special education teachers. 

The first problem was to determine that the random variables 

which represent the answers to questions one through nine were independ-

end of the respondent's replies to question 17. These questions 

referred to such items as age and sex of respondent, area of exception

ality taught, years in the field of special education, whether or not 

respondent had taught in a regular classroom, how many years in a 

regular classroom, at which level, whether eligibility for regular 

classroom certification was a requirement in their state, and type of 

special education certificate held by the respondent. 

The results of the survey with respect to these nine questions 

are in Tables 1 through 9 in the Appendix. Questions one through nine 

may be found in Appendix I, p. 52. A chi-square test was computed for 

each according to the method discussed in Chapter III, p. 16. Detailed 

results of these calculations are shown in Appendix II. There was no 

significant correlation between any of the answers to questions one 

through nine and question 17. 

It was important to determine whether the state in which the 

respondents taught affected opinions regarding their preparation. Table 

III which follows indicates respondents' opinions concerning preparation 

classified according to the state in which each respondent resided. 
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TABLE III 

OPINIONS OF RESPONDENTS WITHIN EACH STATE REGARDING THEIR PREPARATION 

STATE CONSIDERED 
PREPARATION 
ADEQUATE 

7. CONSIDERED 

PREPARATION 
INADEQUATE 

% NO REPLY 7. 

Alaska 0 0 9 90 1 10 

Arizona 16 41 16 41 7 18 

California 75 38 94 48 27 15 

Colorado 13 50 9 35 4 15 

Hawaii 4 31 5 38 4 31 

Idaho 4 40 5 50 1 10 

Montana 9 90 0 0 1 10 

Nevada 7 58 5 42 0 0 

New Mexico 2 29 5 71 0 0 

Oregon 25 54 17 37 4 9 

Utah 6 43 6 43 2 14 

Washington 29 36 37 46 15 19 

Wyoming 4 _ 57 3 43 0 0 

TOTAL 194 211 74 

One undecided Total : 480 

It should be noted that from the states where opinion concerning 

preparation programs appears to be nearly unanimous, an extremely small 

number of responses were received. However, in the states from which a 

larger number of responses were received, the individual states closely 

approximate the percentages shown in the total of all 13 states. 
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The following Table IV indicates the number of respondents who 

believed their preparation was or was not adequate as determined by 

their answers to question 17 and the years in which preparation was com

pleted. It should be noted that there was very little difference 

numerically in the numbers who were satisfied or dissatisfied within a 

five year span. In other words, special education teachers themselves 

are not in agreement regarding the adequacy of teacher preparation. 

TABLE IV 

YEARS IN WHICH PREPARATION WAS COMPLETED 

SPAN OF 

YEARS 

65-69 

60-64 

55-59 

50-54 

45-49 

40-44 

CONSIDERED 
PREPARATION 
ADEQUATE 

109 

43 

19 

7 

2 

0 

180 

CONSIDERED 
PREPARATION 
INADEQUATE 

TOTALS 

115 

44 

18 

11 

0 

2 

190 

224 

87 

37 

18 

2 

2 

370 

x2 Z 4.8252 

n.s. 

Table V points up the fact that more respondents in each state 

were prepared during the years between 1965 and 1969 than in all the 

years preceding. 
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TABLE V 

YEARS IN WHICH PREPARATION WAS COMPLETED 
COMPILED BY STATES IN WHICH RESPONDENTS RESIDE 

STATE 65-69 60-64 55-59 50-54 NOT 
COMPI 

Alaska 6 2 0 0 1 

Arizona 15 10 2 2 3 

California 76 35 13 14 31 

Colorado 22 2 2 0 0 

Hawaii 5 2 2 2 2 

Idaho 5 0 0 0 5 

Montana 6 2 0 0 2 

Nevada 6 4 2 0 0 

New Mexico 3 1 1 0 2 

Oregon 18 14 9 0 6 

Utah 9 2 1 0 2 

Washington 48 11 5 4 12 

Wyoming 5 2 0 0 0 

Totals 224 87 37 22 66 

It should be observed that although 51 per cent of the 

respondents received their preparation between the years of 1965-69, 

there was no significant difference in their responses to question 17 

and in the responses of teachers whose preparation was completed in 

previous years. In other words, when teachers received their prepara

tion had no effect on whether or not they were satisfied with such 

preparation. 
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Schools at Which Preparation was Received 

A chi-square test was computed to determine whether responses to 

question 17 influenced or were dependent upon the institution where re

spondents received preparation. There was no significance as Z 

32.3942. Thus it may be stated that the two responses do not influence 

each other. Or it may be said that where respondents received their 

preparation did not influence their answer as to whether or not their 

preparation was adequate. 

It was important to discover whether or not any particular 

college or university within the 13 western states had consistently 

satisfied or dissatisfied teachers who had completed preparation at said 

institution. To preserve anonymity, the institutions where respondents 

had completed work were numbered one through 48. The columns "yes" and 

"no" in Table VI refer to responses to the key question regarding 

satisfaction with preparation programs. 

TABLE VI 

SIGNIFICANCE OF INSTITUTION ATTENDED ON PREPARATION ADEQUACY 

INSTITUTION YES NO TOTAL 

1 8 11 19 

2 5 2 7 
3 4 4 8 

4 8 10 18 

5 5 5 10 
6 13 7 20 

7 2 2 4 

8 1 1 2 

9 2 1 3 



TABLE VI, Continued 

INSTITUTION YES NO TOTAL 

10 2 4 6 

11 5 9 14 

12 2 1 3 

13 0 1 1 

14 3 1 4 

15 1 1 2 

16 11 3 14 

17 0 2 2 

18 24 16 40 

19 1 1 2 

20 6 3 9 

21 9 7 16 

22 3 4 7 

23 12 12 24 

24 6 7 13 

25 1 1 2 

26 6 8 14 

27 2 1 3 

28 1 2 3 

29 2 1 3 

30 2 1 3 

31 0 2 2 

32 2 2 4 

33 2 1 3 

34 4 3 7 

35 6 1 7 

36 2 3 5 

37 1 2 3 

38 1 2 3 

39 0 2 2 

40 2 3 5 

41 0 1 1 

42 4 5 9 

43 3 4 7 

44 2 4 6 

45 3 4 7 

46 3 4 7 

47 4 6 10 

48 2 4 6 

188 182 N= 370 

X2 = 32.3942 

n.s. 
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Questionnaires which were returned revealed that 48 of the 53 

western colleges and universities offering sequences of teacher prepara

tion in special education in the west (Hensley and McAlees, 1969) had 

had at least one former student contacted by this random sampling. 

Twenty-seven colleges or universities outside the western states were 

represented by this survey, many of them by one respondent. 

Observation 

Table VII below reveals the answers to question 14 concerning 

the amount of observation respondents believed to be desirable. The 

"yes" and "no" categories are drawn from the key question regarding re

spondents' opinions with respect to the adequacy of their total 

preparation program. 

TABLE VII 

OPINIONS CONCERNING ADEQUACY OF OBSERVATION TIME 

SUFFICIENT TOO MUCH TOO LITTLE TOTALS 
TIME TIME TIME 

Yes 112 6 65 183 

No 55 4 137 196 

It should be noted that of those who believed their preparation 

had been adequate, 112 indicated that the time spent in observation had 

been sufficient, while of the respondents who were dissatisfied with 

their preparation, 137 believed they had not had enough time to observe 

special education classes. 



If these figures are expressed in percentages, the results are 

more meaningful. It is noteworthy that very few respondents indicated 

that they had had too much observation experience. Also the percentages 

were almost reversed in columns one and three. This points up the fact 

that nearly twice as many persons who were satisfied with the total 

preparation program also were satisfied with the amount of observation. 

On the other hand, approximately twice as many persons who were dis

satisfied with their preparation also consistently recorded that the 

amount of time spent in observation was insufficient, as indicated in 

Table VIII. 

TABLE VIII 

OPINIONS CONCERNING ADEQUACY OF OBSERVATION TIME 
EXPRESSED IN PERCENTAGES 

SUFFICIENT TOO MUCH INSUFFICIENT 

Adequate Preparation 61.3 3.3 35.5 

Inadequate Preparation 28.0 2.4 71.8 

It seems appropriate to note that 212 respondents, or 56 per 

cent of those answering the question, did no observation until they were 

students at the graduate level. 

Opinions of Respondents in Regard to Adequacy of Observation Time 

Table IX offers varying amounts of time spent in observation of 

special education classes by respondents who considered preparation had 

been adequate. It may be observed that the greater number of 
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respondents who indicated satisfaction with preparation had spent time 

in observation over the span of a year. 

TABLE IX 

THE AMOUNT OF OBSERVATION RECEIVED BY RESPONDENTS WHO 
BELIEVED PREPARATION WAS ADEQUATE 

ONCE ONCE A WEEK TWICE A WEEK SOME OVER SPAN 
FOR SEMESTER FOR SEMESTER OF A YEAR 

Sufficient 7 16 14 67 
(4.17.) (9.4%) (8.2%) (39.2%) 

Too Much 0 0 1 5 

Insufficient 7 5 7 40 
(4.1%) (2.9%) (4.1%) (23.4%) 

Replies regarding observation time of respondents dissatisfied 

with preparation were tabulated in the same fashion. Again it may be 

observed that the greater number had spent time in observation over the 

span of a year. 

TABLE X 

THE AMOUNT OF OBSERVATION RECEIVED BY RESPONDENTS WHO 
BELIEVED PREPARATION HAS INADEQUATE 

ONCE ONCE A WEEK TWICE A WEEK SOME OVER SPAN 

FOR SEMESTER FOR SEMESTER OF A YEAR 

Sufficient 6 5 13 26 

(3.5%) (2.9%) (7.6%) (15.2%) 

Too Much 0 0 1 3 
(.6%) (1.8%) 

Insufficient 27 9 11 70 
(15.8%) (5.2%) (6.4%) (41.0%) 
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It may be concluded that the amount of observation time was not 

the determining factor in how the respondents felt about their prepara

tion programs. Therefore some other factor influenced their opinions. 

The next question dealt with whether or not observation was 

supervised (Question 12, Appendix I, p. 53). The following are noted in 

Table XI. 

TABLE XI 

ATTITUDES TOWARD SUPERVISED OBSERVATION 

SUPERVISED 
OBSERVATION 

UNSUPERVISED 

OBSERVATION 

NO 
ANSWER 

Yes, preparation was adequate 136 51 7 
(70%) (26%) (4%) 

No, preparation was inadequate 116 79 7 
(55%) (37%) (8%) 

It may be stated that in the opinion of respondents, whether 

their observation was or was not supervised made an appreciable differ

ence in their opinions of preparation programs. 

The question regarding participation in the observation periods 

was considered and Table XII provides the results. 

TABLE XII 

ACTIVE PARTICIPATION IN OBSERVATION 

ACTIVE PARTICIPATION NO PARTICIPATION 

Yes, preparation was adequate 123 64 
(63.7%) (33.3%) 

No, preparation was inadequate 104 91 
(53.3%) (46.7%) 
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It may be concluded from these figures that being an active 

participant during observation is more important to students than is the 

length of the observation. It is of interest to note that 65 re

spondents or 15 per cent of those answering the question, had had no 

observation when they entered the classroom to teach and, also, that 51 

or 11.7 per cent had observed only on one occasion. In other words, 

26.7 per cent of all special education teachers included in this sam

pling were asked to teach a special education class after they had 

observed only once or without any observation at all. 

Student Teaching 

Figure I, page 33, represents the results of replies to 

question 15 regarding amount of time spent in student teaching (Appendix 

I, p. 53). The shaded area indicates those who believed that their 

preparation had been adequate, the dotted area those who considered 

their preparation inadequate, and the area of diagonals those who 

declined to classify their preparation but who did express an opinion 

concerning their student teaching. On the left side of the graph are 

the varying amounts of student teaching noted in replies. 

The writer attempted to explore the amount of student teaching 

considered sufficient. The column at the bottom of the graph indicates 

that the largest group, regardless of how they rated their total prepa

ration program, had had no student teaching in special education at all. 

The area inmediately above represents respondents who had had one-half 

day for a full semester of student teaching. It may be noted that the 
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amounts of student teaching ranged from one-half day for two full 

semesters to one-half day on two separate occasions. 

Item 16 on the questionnaire made inquiry whether respondents 

believed additional time spent in student teaching would have better 

prepared them for teaching (Appendix I, p. 53). It was important to 

consider the answers to both questions simultaneously concerning how 

much student teaching the respondent had and how much he would have 

liked to have had. 

Of those who considered their preparation adequate, 48.4 per 

cent desired or were satisfied with, one-half day or more for a full 

semester of student teaching. Of those who classified their preparation 

as inadequate, 60.4 per cent were satisfied with or indicated they 

desired one-half day or more for a full semester of student teaching. 

If only those who were not satisfied with their preparation and were not 

happy with the amount of student teaching are considered, 42.1 per cent 

believed they needed one-half day or more for a full semester of student 

teaching. Therefore, if teachers' opinions are given consideration, it 

may be stated that one-half day for a full semester should be the mini

mum amount of student teaching to include in a teacher preparation 

program. 

Coursework 

Item 20 on the questionnaire requested respondents to insert the 

titles of courses which had been most and least valuable to them. 

Although no choices were given, 361 respondents did oblige. From this 
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large number of responses it appeared respondents had strong feelings 

about coursework. Replies are tabulated in Tables XIII and XIV. 

TABLE XIII 

LEAST VALUABLE COURSE IN OPINION OF RESPONDENTS 
REPORTED IN RELATION TO ADEQUACY OF TOTAL PROGRAM 

NAME OF COURSE 
OR 

GENERAL CATEGORY 

CONSIDERED CONSIDERED NO RESPONSE TOTAL 

PREPARATION PREPARATION REGARDING 
ADEQUATE INADEQUATE PREPARATION 

Arts and Crafts 21 20 13 54 
Theory Courses 9 12 0 21 
Gen. Educ. Courses 10 7 3 20 
Tests and Measurements 6 10 0 16 

Intr. to Special Educ. 5 5 2 12 
Psych, of Teaching Reading 2 6 0 8 
Research 4 2 1 7 
Modern Mathematics 4 1 1 6 

Speech Development 0 3 1 4 
Music Appreciation 3 0 1 4 
Methods Courses 3 0 0 3 
Teaching Speech to Deaf 1 1 1 3 
Student Teaching Seminar 

Ideology of MR's 

1 2 0 3 Student Teaching Seminar 

Ideology of MR's 2 1 3 
History of Special Educ. 1 1 0 2 
Mental Hygiene 1 1 0 2 
Guidance for Excep. Child 2 0 2 
Current Issues in Sp. Educ. 1 0 0 1 
Intr. to Counseling 1 0 0 1 
Educational Psychology 0 1 0 1 
Educ. Across Cultures 0 1 0 1 
Undirected Practicum 0 1 0 1 
Social Welfare 0 1 0 1 
Audio-Visual Training 0 0 1 1 
Statistics 0 0 1 1 
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TABLE XIV 

MOST VALUABLE COURSE IN OPINION OF RESPONDENTS 
REPORTED IN RELATION TO ADEQUACY OF TOTAL PROGRAM 

NAME OF COURSE CONSIDERED CONSIDERED NO RESPONSE Tent 
OR PREPARATION PREPARATION REGARDING 

GENERAL CATEGORY ADEQUATE INADEQUATE PREPARATION 

Psychology Courses 25 26 11 62 

Practicum 17 23 2 42 
Curriculum 19 9 2 30 

Learning Disabilities 5 8 3 16 

Diagnostic Techniques 5 8 1 14 
Observation 6 5 2 13 
Behavior Modification 5 3 3 11 
Counseling Techniques 5 0 4 9 

Speech for the Handicapped 2 6 1 9 
Remedial Reading 3 4 1 8 

Child Development 2 5 1 8 
Individualized Techniques 3 1 1 5 
Methods for Emot. Disturbed 1 2 1 4 
Perceptual Skills 0 4 0 4 
Physical Educ. for MR's 2 1 0 3 
Research in Spec. Educ. 1 1 0 2 
Adm. and Sup. in Sp. Educ. 2 0 0 2 
Programmed Instruction 1 1 0 2 
Language for the Deaf 0 2 0 2 
Aphasiac Child 0 2 0 2 
Creative Movement 0 2 0 2 
Education of the MR 0 0 2 2 
Mobility for the Blind 1 0 0 1 
Parent Counseling 0 0 1 1 

Respondents vere queried concerning courses they would like to 

have had available but vhich vere not then a part of their preparation 

programs. Table XV indicates choices made. A number of respondents 

made several suggestions vhile others listed only one course they vould 

liked to have had offered by the institution attended. 
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TABLE XV 

COURSES DESIRED BY RESPONDENTS 

NAME OF COURSE CONSIDERED CONSIDERED NO RESPONSE TOTAL 

PREPARATION PREPARATION REGARDING 
ADEQUATE INADEQUATE PREPARATION 

Curriculum Adaptation 74 121 20 215 
Parent Counseling 59 60 18 137 
Longer Student Teaching 10 23 0 33 

Child Development 11 9 7 27 
Earlier Observation 9 18 0 27 
Learning Disabilities 8 12 5 25 
More Observation 7 13 4 24 
Behavior Modification 9 12 1 22 
Methods and Materials 13 8 0 21 
Diagnostic Teaching 6 12 0 18 
Methods for MR 0 10 1 11 
Individualized Instruction 3 6 1 10 
Perceptual Training 3 6 0 9 
More Psychology 5 0 2 7 
Reality Therapy Techniques 1 3 2 6 
Occupational Therapy 3 3 0 6 

Disciplinary Techniques 3 3 0 6 

Group Counseling 0 3 3 6 
Classroom Management 0 5 0 5 
Speech for MR 4 1 0 5 
Test Interpretation 3 0 1 4 
Remedial Reading 0 4 0 4 
Public School not Clinic 0 2 1 3 
Physical Education for MR 0 2 1 3 
Recent Research Studies 3 0 0 3 
Sensitivity Training 1 1 1 3 
Earlier Spec. Educ. Courses 0 2 0 2 
Team Approach 0 1 1 2 
Techniques for Emot. Dist. 0 2 0 2 
Diff. Courses for T and E 0 2 0 2 
Self Defense 0 2 0 2 
Rhythms 2 0 0 2 
Earlier Student Teaching 1 0 0 1 



38 

Training for Area of Exceptionality 

Examination of the various areas of exceptionality taught by 

the respondents revealed some pertinent information regarding prepara

tion. Table XVI which follows compiles this by percentage. 

TABLE XVI 

PREPARATION OF RESPONDENTS FOR THE AREAS OF EXCEPTIONALITY TAUGHT 

AREA NO. OF 

RESP. 

% FULLY 
TRAINED 

% WITH SOME 
TRAINING 

% WHO HAD 
NO TRAINING 

Trainables 40 42.5 52.5 .5 

Speech Therapists 45 68.9 31.1 .0 

Physically Hand. 21 38.0 42.9 19.1 

Gifted 4 0 25.0 75.0 

Educable 174 47.7 39.0 13.3 

Emotion. Dist. 60 46.6 36.7 16.6 

Learning Dis. 52 51.9 25.0 23.1 

Multiply Hand. 9 33.3 66.3 0 

Visually Hand. 3 100 0 0 

Deaf 4 100 0 0 

Several Types in 
One Class 23 39.1 43.5 17.4 

Total 435 

It appears that in the areas of speech therapy, multiple-

handicapped, deaf and visually handicapped, none of the respondents had 

entered the classroom without special education preparation. In con

trast, though the study located a very small number of teachers of the 
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gifted, 75 per cent had received no preparation for this assignment. 

This vas probably due to the fact that a majority of schools do not 

segregate the gifted completely, and only recently have there been 

teacher preparation programs in this area of exceptionality. 

Responses revealed that of the 41 per cent who had only partial 

preparation, 66 or 15 per cent are continuing to attend colleges and are 

working toward completion of their programs. However, of the 18 per 

cent who had no preparation, 24 gave no indication of continuing work. 

TABLE XVII 

RESPONDENTS' OPINIONS REGARDING PREPARATION 
FOR VARIOUS TEACHING ASSIGNMENTS 

AREA OF EXCEPTIONALITY SATISFIED WITH DISSATISFIED WITH 

PREPARATION PREPARATION 

NO. % NO. 7. 

Trainable Mentally-Retarded 20 10 20 9 

Speech Therapists 25 13 20 9 

Physically Handicapped 7 4 9 4 

Gifted 5 3 1 0 

Educable Mentally Retarded 76 39 88 42 

Emotionally Disturbed 23 12 30 14 

Learning Disabilities 22 11 31 15 

Multiple Handicapped 4 2 4 2 

Total 212 194 

It.may be seen from the above that in no area of exceptionality 

was there complete agreement or disagreement regarding preparation. 
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Table XVIII indicates in detail which courses were thought most 

valuable by persons teaching the various areas of exceptionality. The 

deaf were not included as a category on the questionnaire, nor were the 

visually-handicapped. However, the random survey did locate a few 

teachers of the deaf and of the visually-handicapped. It was believed 

that their comments concerning coursework should be included in the 

tabulation. Only four teachers of the gifted were reached. It may be 

noted that the four courses thought to be of greatest value by the 

largest number of teachers were mentioned by teachers of every area of 

exceptionality. Thus it can be stated that there were courses which 

all teachers believed to be of value regardless of the area of 

exceptionality taught. These courses were practicum, psychology, 

methods and materials, and curriculum. 



TABLE XVIII 

RESPONDENTS' OPINIONS REGARDING MOST VALUABLE COURSES 
IN RELATION TO TEACHING ASSIGNMENTS 

COURSES THOUGHT AREAS OF EXCEPTIONALITY TAUGHT BY RESPONDENTS 

MOST VALUABLE 

CO 
• pd 0) • 

•o s H •rl CO 
s> (3 i-» "O •U 0 0) 
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Practicum 4 4 4 1 12 7 5 5 0 42 

Psychology 5 4 3 2 24 14 6 2 2 62 

Methods & Materials 6 6 5 12 7 4 1 1 42 

Observation 1 2 3 4 1 2 13 

Curriculum 6 1 2 15 1 2 1 2 30 

Indiv. Techniques 1 1 0 1 2 5 

Diagnostic Tech. 2 3 1 2 3 2 1 14 

Behavior Modif. 2 1 2 4 3 12 

Counseling 1 1 1 2 2 2 9 

Emotionally Dist. 2 1 1 4 

Research in S.E. 1 1 2 
Learning Disabil. 1 1 1 2 2 7 1 1 16 

Speech Courses 1 5 1 1 1 9 
Remedial Reading 1 5 1 1 8 
Child Development 

P.E. for MR's 

2 1 2 1 3 1 10 Child Development 

P.E. for MR's 1 2 3 

Adm. & Sup. of S.E. 2 2 
Programmed Inst. 1 1 2 
Perceptual Skills 2 2 4 
Language for Deaf 2 2 

Aphasiac Child 2 2 
Creative Movement 1 I 2 
Educ. of the MR 2 2 
Parent Counseling 1 1 

Mobility 1 1 
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Appraisal of Preparation Programs 

As Revealed by Respondents' Comments 

That teachers are vitally interested in preparation programs is 

evidenced by the fact that nearly one-third of the respondents took time 

to write personal notes and comments which they returned along with the 

questionnaires. Also over one-half of the respondents asked for copies 

of the results of the questionnaires. 

Replies revealed some interesting facts which were unexpected. 

While only one of the states covered by the survey lists a course in 

curriculum as a requirement, it was considered among the three most 

valuable courses by the teachers themselves. Arts and crafts is a 

requirement in three of the states and it was considered the least 

valuable course by the greatest number of respondents. 

The discrepancy among state requirements made it impossible to 

equate certification. For example, though it might be expected that 

student teaching would be mandatory for certification, 34 persons were 

found to be fully certified without having done any student teaching. 

It appeared that this requirement often is waived if the teacher teaches 

one or more years, or has substituted for a period of time. 

It was interesting to find that 10 persons had been trained for 

teaching one type of exceptionality but were teaching another type 

instead. For example, one respondent mentioned she had been trained in 

speech therapy, but had been placed in a room to teach the trainable 

mentally-retarded. This type of situation may not be uncommon, since it 

is often a relatively simple matter to qualify for certification in a 

second area of exceptionality after certification in one area has been 
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completed. Some states issue certificates so broad in scope that 

teachers who hold a single certificate may qualify to teach several areas 

of exceptionality. 

Thirteen respondents were in classrooms having three or more 

different types of exceptionality. It was assumed that these replies 

came from small schools where such classes were a necessity due to 

budgetary problems and small enrollments. 

It seems appropriate to include some of the comments which 

appear worthy of consideration by those persons involved directly with 

teacher preparation programs. These are direct quotations from re

spondents and are opinions expressed either in notes or at the bottom of 

the questionnaires. 

Some student teaching should be done at the beginning of 
college work as well as at the end. This would give a greater 
value to classes being taken since it would give a basis for 
comparison and would make the theory courses more practical 

(Resp. #1). 

A mental hygiene course should be a requirement for 
teachers of the emotionally-disturbed (Resp. #2). 

Some course should be written to cover specific techniques 
and management methods for behavior problems in the classroom 

(Resp. #3). 

There should be on-the-job supervision before final 

certification is granted (Resp. #4). 

There is a definite need for more interaction between the 

training institution and the public school critic teachers 
(Resp. #5). 

We need more opportunities for observation such as 

televised classrooms, one-way mirrors, etc. followed by 

discussions on what we saw, why particular methods were used, 

and what should follow (Resp. #6). 
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We speech correctionists need more practical instruction 
for the type of work we really do - working with a majority 

of articulation cases in small groups. Our clinical experi
ence is great, but in public school we don't work with the most 
severe cases and almost never do we work with one individual at 

a time (Resp. #7). 

Can't someone compile a working list of good, up-to-date 
materials for the educable? We are flooded with brochures 
and don't have the time or ability to know the good from the 

bad (Resp. #8). 

Why aren't master teachers in the field used as resource 
teachers in university special education classes (Resp. #9). 

There should be more emphasis on the emotions of 
retardates and less on etiology and physical characteristics 

(Resp. #10). 

We need some course, psychology perhaps, which would help 
us with our particular problems. For instance,how do we 
stimulate seemingly hopeless cases of the extremely handicapped 
children? Also, what techniques can be used to motivate the 

trainable retardates? (Resp. #11) 

I wish I had had some training in how to give diagnostic 

perceptual tests. I really feel some of these children have 

problems in perception, not in intelligence, but I can't be 

certain (Resp. #12). 

Implication of Respondents' Comments Regarding Preparation Programs 

It appeared that teachers of special education classes were very 

cognizant of their need for additional preparation and that the matter 

had been given much thought. The above comments were repeated over and 

over in different phrases. It also seemed that many of the respondents' 

suggestions were quite similar to those voiced in current educational 

literature. 

The opinions expressed appeared to point up the fact that 

teachers in the field and authorities in the field are not far apart in 
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their opinions concerning an ideal teacher preparation program. It can 

be assumed that there is a need for closer communication between class

room teachers and the faculty of the institutions offering preparation 

programs. The comments indicate that teachers in the field may be 

capable of contributing to the planning of such programs to a much 

greater extent than was previously assumed. 

It is possible that instructors in teacher preparation programs 

should reevaluate programs in terms of present day needs of classroom 

teachers. Although in past years teachers needed a course in arts and 

crafts, recent expanded knowledge of learning disabilities has reduced 

the need for handicraft work by the children. More time now is spent on 

identification and remediation of learning deficits. 

It also is possible that special education teachers resist the 

arts and crafts course because of the negative connotation it held for 

regular classroom teachers. In past years it was commonly thought that 

children in special education classes were capable of working only with 

their hands. 

In every area of exceptionality teachers appeared to be 

expressing a desire for more relevancy in preparation programs. They 

seemed to be consistently recording a request for more specific tech

niques in meeting definite learning problems. Respondents indicated 

they were not satisfied merely to learn ways to keep pupils occupied. 

It appeared respondents were requesting more assistance from 

experienced or master teachers in the field. According to the teachers, 
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theoretical coursework would have been of more value had it followed 

some observation of exceptional children in classroom situations. 

Teachers indicated an awareness of the emotional problems 

related to handicapping conditions. This awareness was pointed up by 

the respondents repeated requests for assistance with emotionally 

explosive or "acting-out" children. Courses in psychology dealing with 

emotional and social problems of exceptional children should be added to 

the curriculum, according to respondents. 



CHAPTER V 

SUMMARY AND RECOMMENDATIONS 

The purpose of this study was to ascertain the opinions of 

special education teachers in the 13 western states regarding the ade

quacy of teacher preparation programs. A stratified sampling technique 

was used to contact 1000 teachers within these states and a question

naire consisting of 23 items was mailed to each teacher. Anonymity of 

response was guaranteed and has been maintained. 

Summary of Findings 

A total of 494 or 49.4 per cent of the questionnaires was 

returned to the researcher. The questionnaires revealed no significant 

difference in nine previously mentioned variables between respondents 

who believed their teacher preparation programs had been adequate and 

those who indicated their programs had been inadequate. Respondents 

strongly agreed that courses in psychology, methods and materials, 

practicum, and curriculum had been of great value. A significant number 

of respondents questioned the value of a course in arts and crafts. 

There was no significant difference in respondents' attitudes 

toward preparation programs regardless of the area of exceptionality 

taught. A need for at least one-half day of student teaching for a full 

semester was consistently recorded. Respondents agreed that observation 
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of special education classes would have been more valuable if it had 

been directed and if they had been active participants. 

The hypothesis that there was no significant number of special 

education teachers who considered their preparation programs had been 

adequate was rejected. Courses in curriculum adaptation and parent 

counseling were considered of value and are not presently offered by 

many of the institutions offering teacher preparation programs. 

On the basis of questionnaires returned the following may be 

stated: 

1. Teachers presently in the field of special education 

are closely divided in opinion concerning the adequacy 

of preparation for entering classrooms. 

2. By computational use of the chi-square, it was 
statistically established that teacher satisfaction 

with preparation programs does not depend on: 

a. the sex of the teacher 

b. the age of the teacher 
c. the type of exceptionality with which 

they work 

d. the number of years they have been in 

the field of special education 
e. whether or not they previously were 

regular classroom teachers 
f. how many years they taught a regular class 

g. the level at which they taught a regular 

class 
h. state requirements for teaching special 

education 

i. the kind of certification held 

3. The amount of student teaching was one of the main 

factors which affected teachers' opinions regarding 

teacher preparation. The results of this study 
indicated strongly that one-half day of student 

teaching for a full semester should be the minimum 

amount required. 
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4. Student teaching, methods and materials, and psychology 

should be considered mandatory courses in every teacher 
preparation program. 

5. The amount of observation time spent in special 
education classes did not influence teachers' satis

faction with preparation programs. When observation 
was supervised and trainees were active participants 
it was considered to be more worthwhile than when it 
was undirected and trainees only watched classes in 

progress. 

6. Respondents consistently recorded a need for greater 
emphasis on curriculum adaptation and parent counseling. 

Recommendations 

The expressed desire of many respondents for assistance in 

choosing worthwhile teaching aids and materials emphasizes the important 

position the various Instructional Materials Centers are occupying. It 

seems imperative to disseminate information about these centers and the 

services available to the teachers in the field. The free preview and 

loan privileges extended can assist teachers in making judgments about 

future purchases. These services would be of particular benefit to 

teachers in small school systems. 

It would appear that many teachers are unaware of the services 

available from the Educational Resources Information Centers (ERIC). 

Abstracts on current educational research and research related materials 

may be procured. In many cases these materials would assist teachers in 

the field. Ways must be found to inform all special education teachers 

of the availability of such services. 

The need is indicated for all special education teachers to have 

some skill in diagnosing learning problems. It would seem advisable for 
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all teacher preparation programs to include coursework in learning 

disabilities so that teachers might serve as resource persons within 

their buildings. 

The repeated requests for "more psychology courses" might best 

be met by offering summer courses which would provide more information 

about such techniques as behavior modification and operant conditioning. 

Results of this study indicted strongly that one-half day of 

student teaching for a full semestei should be the minimum amount 

required in a teacher preparation program. 

Possibilities for Further Study 

1. Course requirements for certification in the various states 

vary greatly. A study should be initiated concerning the scope and 

content of courses required for certification in the various states. 

Such an investigation might indicate a similarity of content for courses 

listed under different titles. In addition it might show dissimilarity 

of content for courses listed under the same titles. It would appear 

that teacher preparation courses embracing similar content might be 

designated more uniformly, thus simplifying and clarifying the evalu

ation of course offerings among the states. 

2. A detailed, thorough study of certification procedures of 

the various separate areas of special education might unearth additional 

information in the areas of minimum unit requirements and procedures for 
« 

keeping certificates valid. 
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3. An investigation into systematic ways teachers and adminis

trators in the schools might advise teacher preparation institutions in 

the planning and conducting of programs might prove profitable. 

4. Research might determine whether a significant difference in 

teachers' opinions regarding "theory courses" does occur when such 

courses are preceded by observation of special education classes. 

5. There is a need for investigation into the merits of the 

various kinds of instructional media such as closed circuit television 

and automated classrooms. 

6. It would appear that a study is warranted which would 

compare the competencies of special education teachers who have had one 

or more years of regular classroom teaching experience prior to special

ization with those special education teachers who had only regular 

classroom student teaching. 



APPENDIX I 

QUESTIONNAIRE 

PLEASE CIRCLE THE NUMBER OF YOUR RESPONSE FOR EACH ITEM. 

1. Your sex: 1. male 2. female 

2. Your age: 1. 20-29 2. 30-39 3. 40-49 4. 50-59 5. 60-65 

3. With which type of exceptionality do you work? 
1. trainable mentally-retarded 5. educable mentally-retarded 
2. speech problems 6. emotionally-disturbed 

3. physically-handicapped 7. learning disabilities 
4. gifted 8. multiple-handicapped 

4. How many years have you taught in the field of special education? 
1. 1-5 years 3. 11-15 years 5. 21-25 years 7. 31-35 years 
2. 6-10 years 4. 16-20 years 6. 26-30 years 8. 36-40 years 

5. Were you a regular classroom teacher before this? 1. yes 2. no 

6. For how many years did you teach a regular class? 
1. 1-5 years 3. 11-15 years 5. 21-25 years 
2. 6-10 years 4. 16-20 years 6. 26-30 years 

7. At what level did you last teach a regular class? 
1. primary 2. intermediate 3. junior high 4. senior high 

8. Is it a requirement of your state that you be eligible for a regular 

teaching certificate before you can be certified to teach 

exceptional children? 1. yes 2. no 

9. What kind of special education certification do you have? 1. none 

2. regular special education 3. temporary provisional special 

education 4. other 

10. In which year of your college preparation did you first observe 
special education classes? 1. freshman 2. sophomore 3. junior 

4. senior 5. graduate 

11. How many times did you observe special education classes? 1. once 

2. once a week for a semester 3. twice a week for a semester 

4. some over the span of a school year 
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12. Was this supervised observation? 1. yes 2. no 

13. Were you an active participant? 1. yes 2. no 

14. How do you feel about the amount of time spent in observation? 

1. sufficient 2. too much 3. too little 

15. How much time was spent in doing your student teaching? 
1. half days for a full semester 3. full days for a full semester 

2. full days for a half semester 4. other (please write amount) 

16. Do you feel that additional time in special education student 
teaching would have better prepared you for beginning teaching? 

1. yes 2. no 
If you answered yes, how much time? 

17. Do you feel your program adequately prepared you for your special 
education student teaching experience? 1. yes 2. no 

Please state why or why not. 

18. At which university or college did you receive your special 
education training? 

19. In which year did you complete your work in special education? ^ 

20. Not including any in-service work, please list the courses in 
special education which were of most and least value to you. Do 
not consider the instructor but only the course content. 

MOST VALUABLE LEAST VALUABLE 

21. Is there a course or courses you think should be offered which was 
not then a part of the training program? If so, please describe 

it. 

22. What areas in your training would have benefited you if they had 
had greater emphasis? 1. child development 2. curriculum 

adaptation 3. parent counseling 4. other 

23. What suggestions do you have for improving teacher-training 

programs in special education? 

Please send me a copy of the results of this questionnaire. 

Do not send me a copy of the results. 



APPENDIX II 

TABLES INDICATING NO SIGNIFICANCE 
BETWEEN RANDOM VARIABLES AND RESPONDENTS' OPINIONS 

REGARDING PREPARATION 

TABLE 1 

INDEPENDENCE OF RANDOM VARIABLES 
REPRESENTING RESPONDENTS' SEX AND RESPONDENTS' OPINION 

REGARDING ADEQUACY OF PREPARATION PROGRAM 

SEX YES NO 

Male 61 81 

Female 133 130 

X^ z 1.8471 n.s. 

X2.05 = 3'841 
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TABLE 2 

INDEPENDENCE OF RANDOM VARIABLES 
REPRESENTING RESPONDENTS' AGE AND RESPONDENTS' OPINION 

REGARDING ADEQUACY OF PREPARATION PROGRAM 

AGE YES NO 

20-29 39 49 

30-39 47 52 

40-49 44 50 

50-59 46 49 

60-65 17 12 

z 1.854 n.s. 

d.f. = (4) (1) : 4 

*2.05 = 9"488 



TABLE 3 

INDEPENDENCE OF RANDOM VARIABLES REPRESENTING 
TYPE OF EXCEPTIONALITY TAUGHT BY RESPONDENT AND RESPONDENTS' OPINION 

REGARDING ADEQUACY OF PREPARATION PROGRAM 

YES NO 

I 20 20 

2 25 20 

3 7 9 

4 1 1 

5 76 88 

6 23 30 

7 22 31 

8 4 4 

9 16 9 

X2 = 5.311 n.s. 

X2 q58 d.f. s 15.507 



TABLE 4 

INDEPENDENCE OF RANDOM VARIABLES REPRESENTING 

RESPONDENTS' YEARS IN SPECIAL EDUCATION AND RESPONDENTS' OPINION 
REGARDING ADEQUACY OF PREPARATION PROGRAM 

YES NO 

1 99 129 

2 55 50 

3 28 24 

4 5 5 

5 4 3 

6 1 1 

7 0 0 

8 0 0 

X2 = 3.653 n.s. 

X2#055 d.f. I 11.07 



TABLE 5 

INDEPENDENCE OF RAND (Si VARIABLES REPRESENTING RESPONDENTS' 
PREVIOUS REGULAR CLASSROOM TEACHING AND RESPONDENTS' OPINION 

REGARDING ADEQUACY OF PREPARATION PROGRAM 

YES NO TOTAL 

Yes 131 157 288 

No 61 51 112 

X2 = 2.2569 n.s. 

x2.05 = 3*8^1 



TABLE 6 

INDEPENDENCE OF RANDOM VARIABLES REPRESENTING 

NUMBER OF YEARS RESPONDENT TAUGHT REGULAR CLASSES AND RESPONDENTS* 
OPINION REGARDING ADEQUACY OF PREPARATION PROGRAM 

YES NO 

1 75 90 

2 23 38 

3 17 20 

4 9 8 

5 8 7 

6 3 2 

X2 2 2.6468 n.s. 

X2 q55 d.f. = 11.07 



TABLE 7 

INDEPENDENCE OF RANDCM VARIABLES REPRESENTING 
LEVEL OF REGULAR CLASS TAUGHT BY RESPONDENT AND RESPONDENTS1 OPINION 

REGARDING ADEQUACY OF PREPARATION PROGRAM 

YES NO 

1 43 61 

2 47 50 

3 10 10 

4 14 15 

X2 s 1.3164 n.s. 

X2 053 d-f. = 7.815 



TABLE 8 

INDEPENDENCE OF RANDOM VARIABLES REPRESENTING 

RESPONDENT'S ELIGIBILITY FOR REGULAR CERTIFICATION AND 
RESPONDENT'S OPINION REGARDING ADEQUACY OF PREPARATION PROGRAM 

YES NO TOTAL 

Yes 146 161 307 

No 46 51 97 

192 212 404 

X2 = .8747 n.s. 

X2#0S1 d.f. = 3.841 



TABLE 9 

INDEPENDENCE OF RANDOM VARIABLES REPRESENTING TYPE OF 
SPECIAL EDUCATION CERTIFICATE HELD BY RESPONDENT AND RESPONDENT'S 

OPINION REGARDING ADEQUACY OF PREPARATION PROGRAM 

YES NO 

1 31 52 

2 109 106 

3 21 16 

4 32 34 

X2 = 5.5378 n.s. 

x2.053 d*f* = 7'815 



APPENDIX III 

SOURCES OF CERTIFICATION REQUIREMENTS 

Alaska. Dept. of Education, Juneau, Alaska. 

Arizona. State Dept. of Public Instruction, Phoenix, Arizona. 

California. State Dept. of Education, Sacramento, California. 

Colorado. Dept. of Education, Denver, Colorado. 

Hawaii. Dept. of Education, Honolulu, Hawaii. 

Idaho. Dept. of Public Instruction, Boise, Idaho. 

Montana. Supt. of Public Instruction, Helena, Montana. 

Nevada. State Dept. of Education, Carson City, Nevada. 

New Mexico. Dept. of Education, Santa Fe, New Mexico. 

Oregon. Supt. of Public Instruction, Salem, Oregon. 

Utah. Division of Teacher Personnel, Salt Lake City, Utah. 

Washington. Supt. of Public Instruction, Olympia, Washington. 

Wyoming. Dept. of Education, Cheyenne, Wyoming. 
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