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ABSTRACT 

Statement of the Problem 

The purpose of this study was to analyze the attitudes of 

educators in Arizona toward the educable mentally handicapped (EMH) 

and their integration into regular education classes. 

Procedure 

Two hundred educators in Arizona completed a personal data 

sheet, an attitude assessment instrument, and a knowledge inventory on 

mental handicap. The educators were randomly selected to include 

urban and rural: special class teachers, regular class teachers and 

administrators. 

An analysis of the data was made using a student's J>-ratio, 

Kendall's Tau B and Pearson product-moment correlations. In addition, 

Fisher Exact Probabilities Tests were employed to assess data from an 

interview with eighty of the subjects regarding their attitude toward 

the integration of EMH children into regular education classes. 

Results 

There were significant differences between teachers from the 

various subgroups, but not between teachers and administrators. There 

also were significant correlations between knowledge and attitude. 

The specific results were: 

1. Special class teachers when compared to regular class 

teachers were significantly: more willing to remove retardates from 
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the mainstream of society; less willing to attribute a major cause 

of mental handicap to cultural impoverishment; and more authoritarian. 

2. Regular class teachers from urban districts when compared 

to regular class teachers from rural districts were significantly: 

less willing to remove retardates from the mainstream of society; 

more favorable in their attitude toward Arizona's mandatory legisla

tion, and the integration of EMH children into regular classes. 

3. As a teacher's knowledge about mental handicap increased: 

the teacher became more willing to remove retardates from the main

stream of society; more authoritarian; and less willing to attribute 

a major cause of mental handicap to cultural impoverishment. 

4. High knowledge teachers were more willing to remove retar

dates from the mainstream of society and less willing to attribute a 

major cause of mental handicap to cultural impoverishment than were 

low knowledge teachers. 

Discussion of Results 

Results revealed that the majority of regular class teachers 

are not only willing to accept EMH children in regular classrooms, but 

also are quite confident that they can teacn these children success

fully. However, when compared to special class teachers, regular 

class teachers were significantly less confident about what the educa

tional needs of the retarded were. This may indicate a false confi

dence on the part of regular class teachers as to their competencies 

to instruct EMH children. Also, these results may indicate that 

special class teachers believe that EMH children should remain in 



X 

self-contained classrooms with trained specialists. These results 

are applicable only to Arizona teachers and should not be interpreted 

as being indicative of the attitudes of other populations. 

Conclusions and Recommendations 

Regular class teachers should be encouraged to remain optimis

tic about their abilities through well^-planned inservice education 

programs. At the same time, they should receive the resources needed 

to maintain a positive and acceptant attitude toward EMH children. 

Moreover, all teachers and administrators in Arizona should receive 

preparation for the concept of integration according to their own 

needs. That is, inservice and retraining programs should be planned 

around common variables such as locale and knowledge. 

More in-depth study needs to be made in Arizona to determine 

why teachers in this state react in a manner opposite from teachers in 

the rest of the United States with regard to the prevalent thinking 

about mental handicap. Moreover, replication should be made of the 

methods and techniques employed in this study to further investigate 

the attitudes of educators toward EMH children. 



CHAPTER I 

INTRODUCTION 

Integrating educable mentally handicapped children into 

regular education classes for the purposes of instruction is on the 

increase in Arizona. This practice has resulted from the nation-wide 

legislation calling for the mandatory education of exceptional children. 

(Henceforth, educable mentally handicapped will be referred to as EMH 

in this study.) For many teachers in regular classes, this means a 

shift in responsibility. Prior to mandatory legislation, regular 

education personnel were passive observers of EMH children and programs. 

Soon, however, they will in many instances become the facilitators 

who are ultimately responsible for the instruction and progress of these 

children. 

This study was undertaken because there is a growing body of 

literature which indicates that the attitudes possessed by teachers 

may strongly influence the achievement and adjustment of children. In 

states such as Arizona where the mandatory statute stipulates that 

the education of handicapped children should occur in regular classes 

whenever practicable, the successful integration of EMH children into 

regular classrooms may depend upon the attitudes possessed by regular 

class teachers. A determination of attitudes possessed by teachers and 
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the relationship certain variables have in influencing attitude may 

provide information necessary to prepare teachers for the integration 

of EMH children. 

Statement of the Problem 

The general purpose of this study was twofold: (a) to compare 

the influence certain variables have on the attitude of general and 

special educators in the state of Arizona towards the educable mentally 

handicapped; and (b) to ascertain the influence that certain variables 

have on the acceptance or non-acceptance of educable mentally handi

capped children in regular education classes. 

Specifically the intent of this study is: 

1. To determine if there is a significant difference between the 

attitudes of special and general educators toward the educable 

mentally handicapped. 

2. To determine if there is a significant difference between the 

attitudes of educators from urban districts and educators from 

rural districts toward the educable mentally handicapped. 

3. To determine if there is a significant difference between the 

attitudes of general education administrators and general edu

cation teachers toward the educable mentally handicapped. 

4. To determine if there is a significant difference in attitude 

toward the educable mentally handicapped between educators who 

have a high knowledge score and those who have a low knowledge 

score on an instrument designed to measure knowledge about 

mental handicap. 



5. To determine if there is a significant difference in attitude 

toward the educable mentally handicapped between general 

educators having 10 or more years teaching experience and 

those having five or fewer years teaching experience. 

6. To determine if there is a significant difference in attitude 

toward the integration of educable mentally handicapped child

ren into regular education classes between educators from 

rural districts and those from urban districts. 

7. To determine if there is a significant difference in attitude 

toward the integration of educable mentally handicapped child

ren into regular education classes between those educators 

who have a high knowledge score and those who have a low 

knowledge score on a knowledge inventory instrument about 

mental handicap. 

8. To determine if there is a significant differerce in attitude 

toward the integration of educable mentally handicapped 

children into regular education classes between those educa

tors who have 10 or more years teaching experience and those 

who have five or fewer years teaching experience. 

9. To determine if there is a significant difference in attitude 

toward the integration of educable mentally handicapped 

children into regular education classes between general 

education teachers and general education administrators. 

10. Finally, to make recommendations indicated by an analysis of 

the data concerning the direction in-service training programs 



should take in preparing various groups of educators for the 

integration of educable mentally handicapped children into 

regular education classes. 

Definitions 

For the purposes of this study the following terms are defined 

Attitude is an organized reaction or feeling of an individual 

toward a particular object as a result of previous knowledge 

or experience. 

Educable Mentally Handicapped Child is a person who because 

of his intellectual development is incapable of being educated 

effectively through regular classroom instruction, but who is 

capable of achieving a degree of proficiency in basic academic 

skills and as a result of special education may become economi 

cally productive and socially adjusted. 

An educable mentally handicapped student usually achieves 

or functions at an IQ level of approximately one half to 

three fourths of average intelligence based on individual 

psychological examinations (Department of Education, 1973, 

P. 23). 

General Education Administrator is any person who holds an 

administrative certificate issued by the state of Arizona and 

whose primary responsibility is to administer programs for 

non-handicapped children. 
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4. General Education Teacher is any person who is certified in 

elementary education by the state of Arizona, and who is 

currently teaching in a regular education class. 

5. Regular Education Classes are those public school classes 

where the majority of the children enrolled have not been 

identified as handicapped. 

6. Rural District any district other than those in Flagstaff, 

Phoenix metropolitan area, Tucson metropolitan area, and Yuma. 

7. Special Education Teacher is any person who is certified by 

the state of Arizona to teach mentally handicapped children, 

and who is presently teaching in a program for mentally 

handicapped children. 

8. Urban District is any district in Flagstaff, Phoenix metro

politan area, Tucson metropolitan area, and Yuma. 

Rationale of the Study 

The governor of the state of Arizona, on May 14, 1973, signed 

into law House Bill 2256. This bill stated in part that all handi

capped, except emotionally handicapped, children will be provided 

special education services commensurate with their abilities and needs 

on or before September 1, 1976. Furthermore, Arizona Revised Statutes 

15-1015A stipulates that handicapped children should be educated in 

regular education classes whenever practicable. 

To the extent practicable, educate handicapped children 
in the regular education classes. Special classes, separate 
schooling or other removal of handicapped children from the 
regular educational environment, shall occur only if, and to 



6 

the extent that the nature or severity of the handicap is 
such that education in regular classes, even with the use 
of supplementary aids and services, cannot be accomplished 
satisfactorily (A.R.S. 15-1015 A, Sect. 3). 

The largest group of handicapped children to be affected by 

this provision will be the educable mentally handicapped. According 

to incidence figures from the Bureau of Education for the Handicapped 

(1969 and 1970), mentally handicapped individuals comprise the greatest 

percentage of handicapped persons in the schools, with the exception 

of those who are labelled speech impaired. It is logical to assume 

then that teachers in regular education classes will be confronted 

with teaching responsibilities that include not only non-mentally 

handicapped pupils, but also those who have been identified as mentally 

handicapped. With this expanding role and impending change in respon

sibility, it is obvious that an assessment of regular class teachers" 

attitudes toward EMH children needs to be made. As a result of such 

an assessment, short and long range plans can be formulated on 

statistically factual information which will help program developers 

in Arizona, as well as other states, implement integrated programs 

more smoothly. 

Various investigative methods and statistical tests, described 

in detail in Chapter III, were employed in an attempt to assess atti

tudes toward and knowledge of EMH children by general educators. The 

principal instrument used in this investigation is based on a multi

dimensional attitude scale developed by Efron and Efron (1967). As 

this instrument is fully discussed in Chapter III, it may suffice to 

state here that it appears to be an excellent device for determining 
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individual attitude toward the EMH. Briefly, Efron and Efron propose 

that one of the difficulties in assessing attitudes has been the use 

of unidimensional scales. In order to more fully understand the 

attitudes of educators toward the EMH, Efron and Efron developed a 

Likert-type scale that considered six dimensions of attitudes rather 

than just the one dimension of "for" or "against". 

An underlying thesis of this study was that there may be a 

substantial number of general education teachers and administrators 

who possess attitudes toward educable mentally handicapped children 

which might seriously affect the integration effort in Arizona. Haring, 

Stearn and Cruickshank (1958) were among the first to note that 

successful integration of exceptional children into regular education 

classes depends largely upon the attitude of the teacher. 

Certainly, there are very few educators who would argue against 

the statement that the attitude of the classroom teacher can set the 

psychological atmosphere which is necessary for effective learning. 

Perhaps, the variable having the largest probability of influencing 

successful education programs for EMH children in integrated classrooms 

will be teacher attitude. 

Hypotheses to be Tested 

The statements listed below are the hypotheses to be tested in 

this study. All hypotheses are stated in null form. The measure of 

attitude employed was "A Survey of Opinions on Mental Retardation" 

as appears in Efron and Efron (1967; See Appendix A). The instrument 
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employed to assess knowledge of mental handicap and the interview 

guide sheet also appear in Appendix A. 

1. There is no significant difference between the attitudes of 

special and regular class teachers toward the educable men

tally handicapped on any of the six factors of attitude assessed. 

2. There is no significant difference between the attitudes of 

regular class teachers from urban districts and regular class 

teachers from rural districts toward the educable mentally 

handicapped on any of the six factors of attitude assessed. 

3. There is no significant difference between the attitudes of 

general education administrators and regular class teachers 

toward the educable mentally handicapped on any of the six 

factors of attitude assessed. 

4. For teachers, there is no significant relationship between 

any of the six factors of attitude assessed and knowledge 

of mental handicap. 

5. There is no significant difference on any of the six factors 

of attitude assessed toward the educable mentally handicapped 

between educators who have a high knowledge score and educa

tors who have a low knowledge score on an instrument designed 

to measure knowledge about mental handicap. 

6. For teachers, there is no significant relationship between any 

of the six factors of attitude assessed and number of years 

teaching experience. 



7. There is no significant difference in attitude toward the 

educable mentally handicapped on any of the six factors of 

attitude assessed between regular class teachers having 10 or 

more years teaching experience and regular class teachers 

having five or fewer years teaching experience. 

8. There is no significant difference as expressed in an inter

view, between regular class urban teachers and regular class 

rural teachers toward Arizona's recently enacted mandatory 

legislation. 

9. There is no significant difference as expressed in an inter

view, between regular class urban teachers and regular class 

rural teachers regarding the training and competencies possessed 

by certified elementary teachers to instruct educable mentally 

handicapped children. 

10. There is no significant difference, as expressed in an inter

view, between regular class urban teachers and regular class 

rural teachers toward the integration of educable mentally 

handicapped children into regular education classes. 

11. There is no significant difference, as expressed in an inter

view, between teachers with a high knowledge score and teachers 

with a low knowledge score toward Arizona's recently enacted 

mandatory legislation. 

12. There is no significant difference, as expressed in an inter

view, between teachers with a high knowledge score and teachers 



with a low knowledge score regarding the training and compe

tencies possessed by certified elementary teachers to instruct 

educable mentally handicapped children. 

13. There is no significant difference, as expressed in an inter

view, between teachers with a high knowledge score and teachers 

with a low knowledge score toward the integration of educable 

mentally handicapped children into regular education classes. 

14. There is no significant difference, as expressed in an inter

view, between teachers having 10 or more years teaching ex

perience and teachers having five or fewer years teaching 

experience toward Arizona's recently enacted mandatory 

legislation. 

15. There is no significant difference, as expressed in an inter

view, between teachers having 10 or more years teaching ex

perience and teachers having five or fewer years teaching 

experience regarding the training and competencies possessed 

by certified elementary teachers to instruct educable mentally 

handicapped children. 

16. There is no significant difference, as expressed in an inter

view, between teachers having 10 or more years teaching 

experience and teachers having five or fewer years teaching 

experience toward the integration of educable mentally handi

capped children into regular education classes. 

17. There is no significant difference, as expressed in an inter

view, between administrators and regular class teachers toward 

Arizona's recently enacted mandatory legislation. 
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18. There is no significant difference, as expressed in an inter

view, between administrators and regular class teachers re

garding the training and competencies possessed by certified 

elementary teachers to instruct educable mentally handicapped 

children. 

19. There is no significant difference, as expressed in an inter

view, between administrators and regular class teachers toward 

the integration of educable mentally handicapped children 

into regular education classes. 



CHAPTER II 

REVIEW OF THE LITERATURE 

There are three forces prompting the movement toward the 

integration of EMH children into regular education classes. The first 

of these forces is provided by that group of professional educators 

who stress the values inherent in providing educational experiences for 

mildly handicapped children in regular classes (Dunn, 1968; Christo-

polos and Renz, 1969; Lilly, 1970). The second force consists of 

the many state legislatures that are approving mandatory legislation 

provisions calling for the education of mildly handicapped children 

in regular classes. And the third force is the courts which are 

declaring that all children are constitutionally entitled to an educa

tion in programs most like those provided for nonhandicapped children 

(Mills v. Board of Education, 1972; Pennsylvania Association for 

Retarded Children, Nancy Beth Bowman et al. v. Commonwealth of 

Pennsylvania, 1971). 

State, county and local education agencies, in an effort to 

comply with the prevalent professional thinking and/or legal mandates, 

have viewed the problem of integrating EMH children in regular educa

tion settings in diverse ways. The focus by most districts and state 

education agencies has been on: content (what is to be taught), peda

gogy (how is the content to be taught), and the learning environment 

(where is it to be taught) (Gallagher, 1974). Workshops and 

12 
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retraining projects intended to prepare regular education teachers to 

cope with a different learning environment which provides for pedagogy 

and content for exceptional children has become essential. In addi

tion, teacher preparation programs are also finding it essential to 

include courses and experiences which provide students with an under

standing of the nature and needs of exceptional children. Some of the 

rationalization and justification for this type of education and 

retraining has come from the 1970 President's Committee on Mental 

Retardation which recommended in its report entitled The Six Hour 

Retarded Child, that the education of teachers, counselors and admin

istrators be restructured with an emphasis toward understanding the 

educable mentally handicapped and their needs. 

Brooks and Bransford (1971, p. 259) in commenting on this pro

posal by the President's Committee, gave declaration to another pos

sibly more important issue. "This is the action that has been pro-

' posed by many, but perhaps the most crucial issue has been forgotten -

the issue emphasizing the values and attitudes toward handicapped 

children that are inherent in special education." 

Expectancy and the Self-fulfilling Prophecy 

There has been a great deal said and written about the self-

fulfilling prophecy in education, since the publication of Rosenthal 

and Jacobson's Pygmalion in the Classroom in 1968. The self-fulfill-

ing prophecy has been explained by Merton (Rosenthal, 1964, p. 112) 

as: "One prophesies an event and the expectation of it then changes 

the prophet's behavior in such a way as to make the predicted event 
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more likely." In other words, if one expects an event, such as better 

student performance to occur, then the probability of that event 

actually occurring is greatly increased. 

Rosenthal and Jacobson (1968) attempted to illustrate the 

effect that teacher expectancy might have on the measured intelligence 

of a child. These investigators randomly selected approximately 

twenty percent of the children enrolled in grades one through six in 

a culturally diverse school. They then reported to the teachers that 

these children were academic "spurters;" i.e., they had the potential 

to "bloom" academically. At the completion of the school year, the 

experimental group and a similar control group not identified as 

academic "spurters" were re-tested with a nonverbal test of intelli

gence. It was found that nineteen percent of the students in the 

control group gained twenty or more IQ points. However, forty-seven 

percent of the experimental group gained twenty or more IQ points. 

The researchers concluded that teacher expectancy led to actual change 

in student performance on a test of intelligence. Even though Rosen

thal and Jacobson have been criticized for their choice of test in

struments and method of data analysis (Thorndike, 1968; and Snow, 

1969), the viability of the concept of expectancy has not been chal

lenged. 

Research on the concept of expectancy and its relation to the 

mentally retarded was initiated by Dexter (1956, 1958, 1960). From 

his research, Dexter concluded that a retardate's behavior may very 

well be a function of the expectancies of others. Rosenthal (1966, 
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p. 407) refers to this phenomena as the "interpersonal" nature of 

expectancy. That is, . . The extent to which one person's expect

ancy of another's behavior might serve as a determinant of the other's 

behavior." 

Haskett (1968), using thirty-two special education teachers 

and their students investigated the relationship between teacher ex

pectancy, pupil performance as measured on an achievement test and 

social development. The 267 EMH students participating in this study 

were administered the Metropolitan Achievement Test (MAT) and the 

Syracuse Scales of Social Relations (SSSR). All the teachers received 

an accurate report of the MAT scores, but the SSSR scores for sixteen 

of the classes were reported by the examiner to be either higher or 

lower than actual test results indicated. After five months, all the 

students were retested. The investigator reported that there was a 

significant correlation between teacher expectancy and social develop

ment. Furthermore, Haskett revealed that there was a close relation

ship between teacher expectancy and pupil performance. In fact, pupil 

performance tended to fulfill teacher expectancy. 

A study similar to Haskett's (1968) and Rosenthal and Jacob-

son's (1968), was conducted by Gozali and Meyen (1970). These inves

tigators, utilizing only a measure of academic performance over a one 

year period presented conclusions quite dissimilar from those pre

sented by either Haskett or Rosenthal and Jacobson. Gozali and Meyen 

tested sixteen classes of educable mentally retarded students with the 

Stanford Achievement Test at the beginning of the school year. Twenty 
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percent of the 162 students were randomly assigned to the experimental 

group and were reported as having "hidden potential" relative to aca

demic performance. All the subjects were retested at the end of the 

school year and no significant differences between the groups could 

be found on either total score or on four academic area subtests. 

While noting that the difference in results between their 

study and Haskett's was not entirely clear, the investigators did 

comment that the research procedures did differ, and also, Haskett 

used a questionable statistical design for data analysis. As for the 

Rosenthal and Jacobson study, the investigators (Gozali and Meyen, 

1970, p. 423) stated: 

The efforts of this investigation to replicate Rosenthal 
and Jacobson's 1967 study with educable mental retardates 
failed. It seems that while a teacher's expectancy of student 
academic achievement may influence such achievement to some 
extent, it surely does not seem powerful enough to change 
student achievement significantly. It may be that teacher 
expectancy of student achievement is a cumulative process . . . 
That is, teacher expectations with regard to student achieve
ment are transmitted from one teacher to another and from one 
year to another. 

In a somewhat different experiment concerning teacher expec

tancy, Salvia, Clark and Ysseldyke (1973), tested the concept that a 

child's behavior can create teacher expectancy or modify existing 

teacher expectancies. These investigators randomly assigned 165 

special education and general education undergraduate students to 

three groups. The three groups were to rate three children in three 

experimental conditions on a twenty-seven item checklist. The check

list involved observing information about the children's attitudes and 
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reactions toward adults, attitudes toward tasks, attitude toward one's 

own performance, motor reactions and verbalizations. All three groups 

of subjects were asked to fill out a rating scale according to how they 

thought a typical mentally retarded, normal, and gifted youngster would 

be rated. The subjects were then shown three different videotapes of 

three different children performing on various standardized tests such 

as the Koh's Block Design Test. Each group of subjects rated the same 

child, but from a different categorical viewpoint. That is, group I 

may have rated the child as if he were supposed to be mentally retarded, 

group II may have rated the child as if he were normal, while group III 

may have rated the same child as if he were gifted. The three boys 

appeared on the videotape were six, eight, and ten years old, Caucasian, 

of normal intelligence and free from sensory of physical impairment. 

When an analysis of the ratings were made over stereotypes, 

the authors (Salvia et al. 1973, p. 651) found that "... children 

labelled gifted were seen more positively than children labelled 

normal on attitudes toward the task and attitudes toward own perform

ance. Children labelled retarded were rated less favorably than child

ren labelled normal on all five dimensions of the checklist." 

This study indicates that teacher expectancy, at least in some 

cases, shaped the ratings of a child even when the teacher was faced 

with the conflicting performance of normal children. 

Attitudes Toward Exceptional Children 

The attitude one has toward an individual or group of 

individuals may be readily perceived by that individual or group. 
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Moreover, the influence that one's attitude has upon children's 

achievement, self-image and behavior may not be very subtle. 

Riessman (1962) reporting on a study involving disadvanu ^ed 

students, concluded that the children in his sample were able to accu

rately perceive a teacher's rejection of them. This perception on the 

part of the student led, according to Riessman, to a lowered self-

image, poorer achievement, and negative classroom behavior. These 

findings were substantiated at least in part by Groff (1963) when he 

reported that a group of disadvantaged children in his study developed 

a negative self-image which progressively deteriorated as they prog

ressed through the grades. 

Studies such as those of Riessman and Groff in which disadvan

taged populations containing high numbers of minority group members 

were utilized, have significance for the field of mental retardation 

in light of a study conducted by English and Palla (1971). These 

investigators studied the attitudes of the general public toward the 

phenotype of a severely and a mildly retarded child. Eighty female 

clerical workers were asked, individually, to view a photograph of a 

severely retarded individual and a mildly retarded individual. After 

viewing the photograph, they were asked to complete a measure of atti

tude utilizing the semantic differential scales developed by Osgood, 

Suci, and Tannenbaum (1957). From an analysis of the data, the 

researchers (English and Palla, 1971, p. 60) concluded: "The findings 

of this research and those of related studies appear to offer rather 



extensive objective evidence for the theoretical view that the 

physically disabled, including the mentally retarded, are a minority 

possessing many of the characteristics of traditional minority groups." 

Lenkowsky and Blackman (1968) studied the effects that social 

class and race have upon teacher judgement regarding the referral of 

students to classes for the mentally retarded. Seventy-two female 

graduate students in education having one year or less teaching expe

rience were assigned to one of four experimental conditions. Each sub

ject was asked to complete a questionnaire based on information about 

an hypothetical mentally retarded child. The child was described as 

being either White or Negro and the child of either a doctor or a 

laborer. Lenkowsky and Blackman concluded from this study that 

teachers judged lower class retardates more negatively than middle 

class retardates (laborer versus doctor). However, there was no sig

nificant difference in teacher judgement to indicate a racial bias in 

relation to a child's competency or social acceptability. 

Badt (1957) using a questionnaire, investigated the attitudes 

of 144 university students majoring in education and sixty-six major

ing in programs other than education toward being assigned to teach in 

a special class. Included in her conclusions were the following: 

1. ranked second among the exceptionalities with which 
subjects would least like to work were the mentally retarded; 

2. subjects indicated a marked unwillingness to have 
their own children associate with or have intimate contact 
with children who are mentally retarded; 

3. education majors as well as non-education majors 
were equally unwilling to teach in special classes. 
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Kinnison (1972) investigated the attitudes of elementary class 

teachers toward the mentally retarded with respect to four variables: 

(1) special class or no special class in the school building where 

they taught; (2) low or middle income neighborhood in which the 

school building was located; (3) primary or intermediate level teach

ing assignment; and (4) experience in working with the mentally 

retarded. One hundred and forty-four elementary classroom teachers 

from twenty-four school buildings were administered the Multidimen

sional Attitude Scale on Mental Retardation. Kinnison's results 

revealed that teachers who have had prior experience with the mentally 

retarded have more favorable attitudes toward the mentally retarded 

than teachers who have had no prior experience. The other variables 

investigated were not significant at the .05 level of confidence. 

Fine (1970) investigated the attitudes of twenty-one regular 

elementary teachers and thirteen elementary level special class 

teachers toward the educable mentally retarded. He found that there 

was a difference expressed on a questionnaire between the two groups 

of teachers. Regular class teachers had a more favorable attitude 

towards the low ability child with respect to academic performance, 

while special class teachers had a more favorable attitude towards 

the mentally retarded with respect to social acceptability. 

Fine's study is substantiated in part by Efron and Efron 

(1967). Efron and Efron compared the attitudes of general education 

teachers, special education teachers, and persons in non-education 

types of occupations towards the mentally retarded. A 
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multidimensional questionnaire designed to measure six factors of 

attitude was constructed and administered to the sample. The inves

tigators (Efron and Efron, 1967, p. 107) found that teachers of the 

mentally retarded had more factual knowledge about the retarded and a 

more favorable attitude than either of the other groups. 

In our sample, teachers of the retarded as compared with 
persons in general education and in noneducation occupations, 
were less authoritarian, had less inclination to segregate 
and institutionalize the retardate, were more accepting of 
intimate contact with the retardate, were more inclined to 
ascribe many cases of retardation to cultural impoverishment 
and had more factual information about retardation. 

Lamb (1970) compared knowledge of and acceptant attitude 

toward exceptional children between two groups. One group was com

posed of administrators and supervisors employed in a system utilizing 

an integrated approach for educating exceptional children, and the 

other group was composed of administrators and supervisors working in 

a system employing a segregated plan of accomodation for exceptional 

children. A knowledge inventory, attitude scale and personal data 

inventory were administered to each of the 163 subjects in the sample. 

Lamb concluded that there was no significant differences between the 

two groups in their acceptant attitude toward exceptional children. 

However, those administrators and supervisors employed in a system 

using an integrated approach to educate exceptional children were more 

knowledgeable than the administrators and supervisors employed in a 

system utilizing a segregated approach. No attempt was made by the 

author to explain or relate the possible effect or non-effect knowl

edge might have on attitude. 
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Jaffe (1966) used 240 high school seniors to measure the 

effects that the label "mentally retarded" might have upon attitude. 

The subjects in this study were presented with a written sketch of two 

people. One sketch mentioned that the hypothetical person attended 

classes for the mentally retarded, while the other sketch, identical 

to the first sketch in every other way, did not mention special class 

attendance. The subjects were assigned to either the retarded stimu

lus person group or the nonretarded stimulus person group. One sub

group who had responded to the retarded stimulus person sketch was also 

asked to react to the term "mentally retarded." All subjects' reac

tions were assessed on four measures of attitude utilizing the seman

tic differential. The findings from this study indicate that those 

subjects responding to the retarded stimulus person sketch did not 

react any more negatively than subjects reacting to the non-retarded 

stimulus person sketch. However, negative attitudes were more readily 

elicited when just the label "mentally retarded" was presented. The 

researcher (Jaffe, 1966, p. 911) stated: "Negative attitudes were 

elicited by the label 'Mentally Retarded' in comparison to that of the 

sketch person described as being retarded. Ss. apparently reacted 

negatively to a stereotyping label, but not to a person who was 

described as retarded but functioned adequately." 

In addition to this finding, Jaffe also found that adolescents 

who reported having social contact with mentally retarded individuals 

assigned more favorable attributes to them than subjects who had not 

reported having contact with the mentally retarded. 
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Strauch (1970) made a more extensive investigation of the 

variable "contact," and its effect on the expressed attitude of nor

mal adolescents toward the mentally retarded. He administered a 

semantic differential to sixty-two subjects who had considerable 

school contact with educable mentally retarded pupils and sixty-two 

students who did not have this experience. The results indicated that 

contact by itself was not related to positive attitude expression. 

Strauch (Strauch, 1970, p. 498) stated: "Being aware of special 

education classes and in the case of the normal contact students, 

participating with EMR pupils did not appear to promote positive atti

tudes. A cause and effect relationship cannot be established based 

on this study." 

The Effects of Knowledge and 
Information on Attitude 

Haring, Stearn and Cruickshank (1958) conducted an investiga

tion which involved an attempt to modify the attitudes of classroom 

teachers through the utilization of a workshop. One component of 

this study entailed measuring the knowledge and attitudes of the 

teachers and administrators included in this study toward certain 

exceptional children, including the mentally retarded. The partici

pants from four schools attended fifteen two hour workshops over a 

thirty week period. The first hour of each workshop was devoted to 

information presentation via a lecture. The second hour of each work

shop session was used for small group discussions. Pre- post-test 

data was collected on a knowledge survey (General Information 
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Inventory) and an attitude instrument (Classroom Integration Inven

tory). At the conclusion of their study, these researchers (Haring 

et al. 1958, p. 130) stated that knowledge without experience was not 

necessarily effective in altering attitudes. 

Teachers presented with formal lectures supported by 
permissive discussion sessions, films and visits to class
rooms in which exceptional children were being educated 
increased their knowledge concerning exceptional children 
irrespective of their having direct and concrete experiences 
with these children. However, increased experience per se 
was not found to be a significant factor in effecting modi
fications of teachers' attitude toward exceptional children. 

Jordon and Proctor (1968) studied the relationship between 

teacher attitude and knowledge of exceptional children. One hundred 

and twenty regular classroom teachers, eighteen special class teachers, 

six student teachers and ten ancillary personnel were administered the 

General Information Inventory (G II) and Classroom Integration Inventory 

developed by Haring et al. (1958). Jordon and Proctor (1968, p. 438) 

substantiated the finding in the Haring study concerning the relation

ship between knowledge and attitude. "The special education teachers 

were significantly better informed (higher G II scores) than the regular 

classroom teachers, but they did not have more 'realistic' attitudes 

toward classroom integration (higher C II scores)." 

Begab (1969, p. 4112A) found in a similar study utilizing 

social work students that knowledge alone was not as effective as ex

perience in changing attitudes. "Knowledge derived through direct 

contact with retarded persons or their families, involving affective 

experiences, have greater impact on the changing of attitudes than 

knowledge alone." 
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The findings of Bair (1970) support the conclusions of Jordon 

and Proctor (1968) concerning the amount and quality of information 

possessed by special class teachers, but her findings concerning atti

tudes toward retarded children were contrary to the findings of "Jordan 

and Proctor. Bair concluded in her study that special class teachers 

have a greater knowledge about mental deficiency than regular class 

teachers. However, she also found that there was a significant dif

ference in attitude between the two groups of teachers with special 

education teachers exhibiting a more positive attitude towards the 

retarded children. She, like others, explains this difference in 

attitude by attributing it to contact or experience special class 

teachers have with retarded children. 

Changing Attitude 

Various methods have been used in an attempt to effect changes 

in the attitude of education personnel towards exceptional children. 

Most methods employed in changing attitudes revolve around the notion 

of education or re-education. 

Swanson (1972, p. 363) in discussing the assumed role of 

education in producing attitude shifts comments: "The assumed role 

of education in behavior change has been to give the process a 'push;' 

to initiate the information gathering process which will then produce 

some attitude shifts and finally induce behavior modification." 

Furthermore, the author (Swanson, 1972, p. 364) in explaining the 

relationship between knowledge and attitude change states: "In terms 
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EDUCATION 

KNOWLEDGE > ATTITUDES > BEHAVIOR 

Figure 1. Education and the change of behavior. (Swanson, 1972, 
p. 363). 

of the old model of knowledge followed by behavior change, it appears 

that knowledge, while still important, isn't the initiating force in 

change - another behavior - a model behavior appears to stimulate 

change in this case." 

The study completed by Haring et al. (1958) substantiates the 

issues about attitude change being emphasized by Swanson. In their 

investigation using a workshop to change attitudes, Haring et al. were 

able to conclude that the change in workshop participants' attitudes 

did not occur as the result of increased knowledge. Rather, teacher 

attitude was influenced by concurrent classroom experience with excep

tional children and workshop participation. 

Brooks and Bransford (1971) conducted a Summer Institute to 

prepare regular class personnel to work more effectively with excep

tional children who might be mainstreamed into regular classes. Ten 

administrators and twenty regular class teachers participated in an 

intensive education program which included: nine hours of graduate 

credit course work; three hours practicum and two hours observation 

per week in one of four primary level classrooms; and a sensitivity 

training session one night per week. 
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A semantic differential was administered to the group before 

the program began and again at its conclusion. Significant differ

ences between pre- post-test data was found for the concepts of 

special education, prevention and integration. These researchers 

(Brooks and Bransford, 1971, p. 260) concluded that: 

The results indicated that a concentrated effort to 
acquaint regular classroom teachers with attitudes and 
behavioral aspects of exceptional children is beneficial. 
... In summary, it would appear that perhaps many of the 
children presently confined to self-contained classes would 
not be there if the attitude of regular classroom teachers 
and administrators could be altered. 

Shotel, Iano and McGettigan (1972) administered a questionnaire 

at the beginning of the school year and at the end of the school year 

to 115 regular elementary class teachers. The purpose of the question

naire was to determine the effects an integrative resource room proj

ect had on teachers' attitudes toward three categories of exceptional 

children— emotionally disturbed, mentally retarded, and learning 

disabled. A comparison of the pre— post—test data indicated that 

mainstreaming handicapped children while providing supportive services 

to regular class teachers through resource rooms had little effect on 

teacher attitude toward the educable mentally retarded and the learning 

disabled. A moderately positive effect on teacher attitude toward the 

emotionally disturbed was observed. Shotel observed (Shotel et al. 

1972, p. 683): "Inservice workshops on method" T techniques for 

working with the handicapped, the opportunity to observe in resource 

rooms, and provisions for intensive communication and interaction 
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among resource room and regular class teachers might considerably 

affect teachers' attitudes and the success of the program." 

Summary 

There is sufficient evidence to support the notion that a 

teacher's attitude can influence a student's achievement, self-image 

and behavior. If attitude is as powerful a shaper of children's per

formance as some of the evidence suggests, then programs designed to 

produce attitude shifts in teachers are imperative. However, attitude 

shifts may be intimately associated with such variables as knowledge, 

experience, and locale. Teachers presently teaching in regular educa

tion classes have certain attitudes toward the educable mentally handi

capped child and part of their attitude has been derived from the 

variables to be investigated in this study. Thus, should a definitive 

relationship be established between certain of these variables and the 

attitudes expressed by teachers in Arizona, then more efficient and 

effective retraining programs to prepare teachers for the concept of 

integration may be implemented. 

i 



CHAPTER III 

PROCEDURES 

This chapter outlines the procedures employed in this study. 

First, there is a full description of the assessment instruments used 

to collect the data for this investigation. This is followed by a 

complete description of the selection of the sample used in the study, 

and the procedure utilized for distributing and collecting the instru

ments. Finally, there is a discussion of the statistical methods em

ployed in the analysis of the data. 

Instruments Used In This Investigation 

The instrument used to assess attitude in this study was "A 

Survey of the Opinions on Mental Retardation," (Appendix A, Part 2) 

developed by H. Y. Efron and R. E. Efron (1967). This instrument uti

lizes a Likert format with a six point agree-disagree continuum to assess 

attitude. The six responses available to the subject are : (1) 

Strongly Agree; (2) Agree; (3) Not Sure, But Probably Agree; (4) 

Not Sure, But Probably Disagree; (5) Disagree; (6) Strongly Disagree. 

In their rationalization for developing this instrument, Efron 

and Efron explain that research centering around attitude is generally 

limited by the unidimensionality of the scales employed. Furthermore, 

they (Efron and Efron, 1967, p. 101) insist that there is a need for 

a more valid instrument which assesses dimensions other than 
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"favorable" and "unfavorable." "Unidimensional scales that merely 

measure whether one is 'for' or 'against' the retarded neither provide 

more than a bare minimum of new information nor whet the research 

appetite." 

These investigators finally developed and tested a multidimen

sional attitude instrument which measured six factors. The six fac

tors are labelled and classified by Efron and Efron (Efron and Efron, 

1967, Ps. 102-105) as: 

Factor I - Segregation via Institutionalization: This 
factor projects the view that the retardate should be re
moved from the mainstream of society since he represents 
a threat to its members. 

Factor II - Cultural Deprivation: This factor embodies 
the belief that cultural impoverishment is a significant 
contributor to mental retardation. 

Factor III - Noncondemnatory Etiology: Retardation is 
a chance occurrence that may strike 'normal' and 'decent' 
parents. 

Factor IV - Personal Exclusion: A bipolar factor that 
at its negative pole involves an intense desire to avoid 
intimate contact with retardation. 

Factor V - Authoritarianism: The authoritarian aspects 
of attitude toward mental retardation. 

Factor VI - Hopelessness: A bipolar factor that has 
at its negative pole a pessimistic view of the prospects in 
store for the retardate. 

The reliability (internal consistency) as reported by Efron 

and Efron, as well as the numbered position of each item in the 

questionnaire comprising the six factors appears in Table 1. 

As a measure of construct validity, the Efrons compared the 

scores obtained by various occupational groups on each of the six 
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TABLE I 

RELIABILITY AND ITEMS COMPRISING EACH FACTOR 
OF THE INSTRUMENT, "A SURVEY OF OPINIONS 

ON MENTAL RETARDATION" 

Factors Items Scored in this 
Factor 

Reliability 
Coefficient 

Segregation Via 
Institutionalization 

8, 14, 20, 21, 17, 23, 26, 
31, 33, 40, 49, 51, 56, 4 .79 

Cultural 
Deprivation 10, 12, 13, 16, 18, 29, 32 .63 

Noncondemnatory 
Etiology 3, 9, 25, 36, 37, 39, 53 .57 

Personal 
Exclusion 

19, 24, 27, 34, 41, 43, 
46, 46, 48, 50, 52, 57 .73 

Authoritarianism 5, 6, 11, 15, 22, 35, 
44, 45, 54, 55 .69 

Hopelessness 1, 2, 7, 30, 38, 42 .59 

factors. After a data analysis, the investigators (Efron and Efron, 

1967, p. 106) stated: "Occupation subgroup membership is associated 

with 11 to 12 percent of the score variance. It is felt that the 

ability of the factors to differentiate between occupational groups 

attests to the meaningfulness of the dimensions revealed by the atti

tude questionnaire." 

According to Nunnally (Nunnally, 1967, p. 92), ". . . consis

tency is a necessary but not a sufficient condition for construct 

validity." Furthermore, "... sufficient evidence for construct 

validity is that the supposed measures of the construct (either a 
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single measure of observeables or a combination of such measures) 

behave as expected." The constructs in the Efrons' instrument do 

differentiate occupational subgroups (special class teachers from 

regular class teachers from noneducational personnel). This charac

teristic of the instrument combined with a knowledge of the instru

ment's internal consistency provides sufficient proof to assume that 

this instrument does have construct validity. 

The knowledge inventory instrument (Appendix A, Part 3) was a 

modification of Begab's Knowledge Inventory (Begab, 1968). In his 

study, Begab developed a 100 item instrument to assess the knowledge 

that social work students have about mental retardation. There were 

fifty multiple choice and fifty true-false items in this inventory. 

For the purposes of the present study however, Begab's instru

ment was considerably shortened. In addition to deleting one half of 

the original items, some items were rewritten because information con

cerning the mentally retarded had changed since 1968. The final in

strument arrived at for this study consisted of twenty-five multiple 

choice and twenty-five true-false items. 

In order to determine the "most" correct response for each 

item, the instrument was administered to a panel of "experts." The 

panel was composed of five members of the University of Arizona's 

Special Education Department. All five members had a background in 

mental retardation. Of the fifty items on the modified instrument, 

the "experts" disagreed about the "most" correct response on five 

items. Four of these items were rewritten for clarity and the fifth 



was deleted entirely and a similar but less confusing item was substi

tuted. With these changes there was unanimous agreement on the part 

of the five member panel of "experts" as to the "most" correct re

sponse for each item. 

Because Begab's original inventory had been so extensively 

modified, a reliability estimate utilizing the split half approach was 

conducted. The responses from the 200 subjects in the present study 

to the knowledge inventory were analyzed. The odd numbered items 

were correlated with the even numbered items using the Pearson product 

moment correlation statistic.* The obtained correlation of .5811 was 

corrected for attenuation with the Spearman-Brown formula. The relia

bility estimate of this instrument after correction was found to be 

.735. 

The?-two instruments discussed thus far - the attitude assess

ment instrument and the knowledge inventory - were sent to the sub

jects in this study as a single package. A demographic fact sheet 

(Appendix A, Part 1) was also attached. 

The third and final instrument used to collect data for this 

study was an interview guide sheet (Appendix A, Part 4). The inter

view guide sheet was used in a telephone interview to determine the 

influence certain variables such as knowledge about mental handicap 

might have upon one's attitude toward the integration of mildly 

mentally handicapped children into regular education classes. 

1. All the statistical formulas used in this study are 
presented in Appendix C. 



34 

Sampling Procedure 

Every elementary school in the state of Arizona was classified 

as either urban or rural and placed on one of two lists. The first 

list was composed of all those elementary schools in urban districts, 

and the second list was composed of all those schools in rural dis

tricts. A three digit number beginning with 001 was assigned to each 

school on each of the two lists. Using a table of random numbers, six 

rural schools were chosen. The six schools were all in geographi

cally different areas of the state. 

To insure the representativeness of the sample, one elementary 

school from each of the urban areas was selected randomly. Thus, 

there was included in the sample, one elementary school from each of 

the four metropolitan areas in the state. 

This sampling procedure provided a representative sample of 

urban and rural regular class teachers. The number of potential and 

actual participants from each district as reflected by questionnaires 

sent and received appears in Table 2. 

The administrators and the special class teachers used, in this 

study were also selected randomly. The administrators of each school 

district in the sample for regular class teachers were also asked to 

complete a questionnaire. In addition, if there were any certified 

teachers of the mentally retarded in the schools selected, they too 

were sent a questionnaire. Using a table of random numbers, adminis

trators for the sample were selected from the Arizona Educational 

Directory, 1974 (Department of Education, 1974). The special class 
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TABLE II 

NUMBER AND PERCENTAGE 
AND RECEIVED 

OF QUESTIONNAIRES 
BY DISTRICT 

SENT 

School 
Districts 

Ques tionna ir es 
Sent 

Questionnaires 
Received 

Percentage 

Urban I 30 26 87 

Urban II 35 30 86 

Urban III 25 22 88 

Urban IV 20 18 90 

Total 110 96 87 

Rural I 24 21 88 

Rural II 18 15 83 

Rural III 18 13 72 

Rural IV 15 15 100 

Rural V 5 5 100 

Rural VI 8 8 100 

Total 88 77 88 



teachers needed for this study were contacted through the directors 

of Special Education in two urban districts and four rural units. 

As a result of using total populations of school buildings 

and school districts in the sampling procedure, more questionnaires 

were received than were actually needed. Table 3 shows the number 

of questionnaires sent and received by category. Therefore a table 

TABLE III 

NUMBER AND PERCENTAGE OF QUESTIONNAIRES SENT 
AND RECEIVED BY CATEGORY 

Classification Questionnaires 
Sent 

Questionnaires 
Received 

Percentage 

Regular Rural 80 69 86 

Regular Urban 102 88 86 

Special Rural 41 30 73 

Special Urban 36 31 86 

Admin. Rural 37 27 73 

Admin. Urban 34 28 82 

Total 330 273 83 

of random numbers was used to select the following number of question

naires in each category: fifty regular urban and fifty regular rural 

elementary teachers; twenty-five urban and twenty-five rural special 

class teachers; twenty-five urban and twenty-five rural administra

tors. The total number in the sample was 200. 
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In order to complete the interview portion of this study, a 

number of sub-samples from the total sample were selected randomly 

according to the variables being investigated. The following sub-

samples were selected for interview: 

(1) Ten regular rural and ten regular urban teachers; 

(2) Ten regular teachers having a high knowledge score (one 

standard deviation or more above the mean), and ten regular teachers 

having a low knowledge score (one standard deviation or more below 

the mean); 

(3) Ten regular class teachers having ten or more years 

teaching experience, and ten regular class teachers having five or 

fewer years teaching experience; 

(4) Ten regular class teachers and ten general education 

administrators. 

Distribution and Collection 
of the Instruments 

A personal contact by telephone was made with the superinten

dent of each school district selected for this study. The nature of 

the investigation was explained and permission was sought to use the 

personnel in the superintendent's district. Those superintendents who 

desired more information were sent an abstract of the proposed re

search and a questionnaire. These superintendents were again con

tacted by telephone one week later. In every instance, except one, 

the superintendents agreed to permit the personnel in their district 

to participate in the study. 
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The assessment instruments were sent directly to the superin

tendents of the rural districts, and to the principals of the urban 

elementary schools with a cover letter (Appendix B). To insure the 

confidentiality of the responses by the subjects, each assessment 

instrument was sent with an envelope which was to be sealed before 

returning it to the principal or superintendent. When all the person

nel who were willing to participate in the study had returned their 

questionnaires, the superintendent or principal placed them in the 

return envelope and mailed them to this investigator. 

The special class teachers participating in this study were 

contacted through the director's of special education in each urban 

or rural district. The same directions and procedures were used in 

distributing and collecting the questionnaires for this segment of the 

sample. 

Along with the assessment instruments, the administrators 

participating in this study were sent a cover letter thanking them for 

their participation and urging them to send the questionnaire back as 

soon as possible (Appendix B). 

To complete this study, a telephone interview was conducted 

with randomly selected regular class teachers and general education 

administrators. Those teachers and administrators who could not be 

interviewed by phone during the school day were requested to return 

this investigator's call collect in the evening. This procedure re

sulted in the investigator being able to contact 100 percent of the 

sample for interview. 
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Statistical Procedures 

The first statistical procedure performed in this study was 

an estimate of reliability of the knowledge instrument. A description 

of the procedures using a Pearson product-moment correlation with a 

Spearman-Brown correction for attenuation formula was presented in the 

"Instruments Used in This Investigation" section of this chapter. 

The data from the attitude instrument as it related to certain 

demographic variables were all assessed for significance by using 

t-tests. In addition, Fisher Exact Probabilities Tests (Siegel, 1956, 

p. 94) were used to assess the significance of the interview data. 

Two coefficients of correlation were used to determine the 

relationship between certain factors assessed by the attitude instru

ment and certain variables such as knowledge, experience and location 

of teachers. The coefficients of correlation were derived by using 

either the Pearson product-moment correlation or Kendall's Tau B 

coefficient, depending upon the nature of the data. 

All the data in this study were analyzed by computer using 

formulas and procedures suggested by Nie, Bent and Hull in Statistical 

Package for the Social Sciences, 1970. 



CHAPTER IV 

RESULTS OF THE STUDY 

There were nineteen hypotheses stated in Chapter I. These 

nineteen hypotheses tested for significance were: 

1. There is no significant difference between the attitudes of 

special and regular class teachers toward the educable mentally 

handicapped on any of the six factors of attitude assessed. 

2. There is no significant difference between the attitudes of 

regular class teachers from urban districts and regular class 

teachers from rural districts toward the educable mentally 

handicapped on any of the six factors of attitude assessed. 

3. There is no significant difference between the attitudes of 

general education administrators and regular class teachers 

toward the educable mentally handicapped on any of the six 

factors of attitude assessed. 

4. For teachers, there is no significant relationship between 

any of the six factors of attitude assessed and knowledge of 

mental handicap. 

5. There is no significant difference on any of the six factors 

of attitude assessed toward the educable mentally handicapped 

between educators who have a high knowledge score and educa

tors who have a low knowledge score on an instrument designed 

to measure knowledge about mental handicap. 



41 

6. For teachers, there is 110 significant relationship between 

any of the six factors of attitude assessed and number of 

years teaching experience. 

7. There is no significant difference in attitude toward the 

educable mentally handicapped on any of the six factors of 

attitude assessed between regular class teachers having ten or 

more years teaching experience and regular class teachers 

having five or fewer years teaching experience. 

8. There is no significant difference as expressed in an interview, 

between regular class urban teachers and regular class rural 

teachers toward Arizona's recently enacted mandatory legislation. 

9. There is no significant difference as expressed in an interview, 

between regular class urban teachers and regular class rural 

teachers regarding the training and competencies possessed by 

certified elementary teachers to instruct educable mentally 

handicapped children. 

10. There is no significant difference, as expressed in an interview, 

between regular class urban teachers and regular class rural 

teachers toward the integration of educable mentally handicapped 

children into regular education classes. 

11. There is no significant difference, as expressed in an interview, 

between teachers with a high knowledge score and teachers with 

a low knowledge score toward Arizona's recently enacted 

mandatory legislation. 



12. There is no significant difference, as expressed in an inter

view, between teachers with a high knowledge score and teachers 

with a low knowledge score regarding the training and competencies 

possessed by certified elementary teachers to instruct educable 

mentally handicapped children. 

13. There is no significant difference, as expressed in an inter

view, between teachers with a high knowledge score and teachers 

with a low knowledge score toward the integration of educable 

mentally handicapped children into regular education classes. 

14. There is no significant difference, as expressed in an inter

view, between teachers having ten or more years' teaching ex

perience and teachers having five or fewer years teaching 

experience toward Arizona's recently enacted mandatory 

legislation. 

15. There is no significant difference, as expressed in an inter

view, between teachers having ten or more years teaching ex

perience and teachers having five or fewer years teaching 

experience regarding the training and competencies possessed 

by certified elementary teachers to instruct educable mentally 

handicapped children. 

16. There is no significant difference, as expressed in an inter

view, between teachers having ten or more years teaching 

experience and teachers having five or fewer years teaching 

experience toward the integration of educable mentally handi

capped children into regular education classes. 
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17. There is no significant difference, as expressed in an inter

view, between administrators and regular class teachers toward 

Arizona's recently enacted mandatory legislation. 

18. There is no significant difference, as expressed in an inter

view between administrators and regular class teachers regarding 

the training and competencies possessed by certified elementary 

teachers to instruct educable mentally handicapped children. 

19. There is no significant difference, as expressed in an inter

view, between administrators and regular class teachers toward 

the integration of educable mentally handicapped children into 

regular education classes. 

The data collected to determine whether there was a significant 

difference between the various groups of educators listed in the 

hypotheses were analyzed by t-tests and Fisher Exact Probabilities Tests. 

In addition, two correlation statistics were used. The Pearson product-

moment correlation statistic was employed to analyze the relationship 

between knowledge and attitude (hypothesis number 4). A Kendall Tau 

correlation statistic was used to determine the relationship between 

number of years teaching experience and attitude (hypothesis number 6). 

The following sections of this chapter will present a dis

cussion of the data in relation to the stated hypotheses. 

Attitude of Special and Regular Class Teachers 

The data from the attitude instrument for 100 regular class 

teachers and fifty special class teachers were analyzed by a t-test. 
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Each of the six factors of attitude inherent to the measuring device 

were analyzed separately and the results reported in Table IV. 

It was stated in hypothesis 1 that: There is no significant 

difference between the attitudes of special and regular class teachers 

toward the educable mentally handicapped on any of the six factors of 

attitude assessed. This hypothesis was rejected because an analysis 

of the data revealed that there was a significant difference on Factors I 

(Segregation via Institutionalization), II (Cultural Deprivation) and 

V (Authoritarianism). 

On Factor I, the t-test analysis indicated that special class 

teachers were significantly more willing to remove retardates from the 

mainstream of society than were regular class teachers. The t-ratio 

for this factor was -3.07 and the confidence level was .003. 

An analysis of the data for Factor II, showed that regular 

class teachers were significantly more willing than special class 

teachers to attribute a major cause of mental retardation to cultural 

impoverishment. The t-ratio for this factor was 2.82 and the confidence 

level was .005. 

On Factor V, special class teachers were significantly more 

authoritarian in their view of mental retardation than were regular 

class teachers. The t-ratio was -3.52 and the confidence level was 

.001. 

There were no significant differences between the two groups 

of teachers on Factors III (Noncondemnatory Etiology), IV (Personal 

Exclusion) and VI (Hopelessness). 
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TABLE IV 

COMPARISON OF REGULAR CLASS AND SPECIAL CLASS 
TEACHERS ON SIX FACTORS OF ATTITUDE 

Factor* Group Mean SD t-ratio Confidence level 

I 
Reg. 

Spec. 

4.657 

5.022 

.736 

.573 
-3.07 .003 

II 
Reg. 

Spec. 

3.907 

3.527 

.750 

.835 
2.82 .005 

III 
Reg. 

Spec. 

2.996 

3.083 

.526 

.445 
-1.01 .314 

IV 
Reg. 

Spec. 

3.778 

3.873 

.622 

.395 
-1.14 .258 

V 
Reg. 

Spec. 

4.122 

4.560 

.717 

.725 
-3.52 .001 

VI 
Reg. 

Spec. 

3.438 

3.465 

.550 

.471 
- .29 .770 

*As named by Efron and Efron (1967): 

I - Segregation via Institutionalization 
II - Cultural Deprivation 
III - Noncondemnatory Etiology 
IV - Personal Exclusion 
V - Authoritarianism 
VI - Hopelessness 
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Attitudes of Urban and Rural Teachers 

The data for all 150 teachers in this study were analyzed 

using a t-test. There were seventy-five urban and seventy-five rural 

teachers. 

An analysis of the data for the six factors of attitude in

dicated that there was no significant difference between rural and 

urban teachers on the following factors: II (Cultural Deprivation), 

III (Noncondemnatory Etiology), IV (Personal Exclusion), V 

(Authoritarianism), and VI (Hopelessness). 

On Factor I (Segration via Institutionalization), rural 

teachers were significantly more willing to remove the retardate from 

the mainstream of society than were the urban teachers. The t-ratio 

for this factor was 2.34 and the confidence level was .021. 

Thus, hypothesis 2 which was stated as: There is no signifi

cant difference between the attitudes of regular class teachers from 

urban districts and regular class teachers from rural districts toward 

the educable mentally handicapped on any of the six factors of attitude 

assessed, was rejected. 

Attitude of Regular Class Teachers 
and Administrators 

The data presented in Table VI shows that there was no signifi

cant difference between regular class teachers and administrators on 

any of the six factors of attitude assessed. Therefore, it was not 

possible to reject hypothesis 3 which stated that: There is no 
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TABLE V 

COMPARISON OF URBAN AND RURAL TEACHERS 
ON SIX FACTORS OF ATTITUDE 

Factors* Group Mean SD t-ratio Confidence level 

I 
Rural 

Urban 

4.911 

4.646 

.760 

.623 
2.34 .021 

II 
Rural 

Urban 

3.856 

3.705 

.889 

.691 
1.16 .249 

III 
Rural 

Urban 

3.054 

2.996 

.560 

.434 
.70 .484 

IV 
Rural 

Urban 

3.828 

3.791 

.682 

.399 
.40 .689 

V 
Rural 

Urban 

4.323 

4.213 

.794 

.697 
.90 .367 

VI 
Rural 

Urban 

3.493 

3.401 

.579 

.460 
1.08 .282 

*As named by Efron and Efron (1967): 

I - Segregation via Institutionalization 
II - Cultural Deprivation 
III - Noncondemnatory Etiology 
IV - Personal Exclusion 
V - Authoritarianism 
VI - Hopelessness 



48 

significant difference between the attitudes of general education 

administrators and regular class teachers toward the educable mentally 

handicapped on any of the six factors of attitude assessed. 

Teacher Attitude and Knowledge 
of Mental Handicap 

The relationship between knowledge and attitude was analyzed 

by a Pearson product-moment correlation statistic. The data for the 

150 teachers used in the analysis are presented in Table VII. 

It was stated in hypothesis 4 that: For teachers, there is 

no significant relationship between any of the six factors of attitude 

assessed and knowledge of mental handicap. This hypothesis was rejected 

because there was a significant relationship between knowledge and 

Factors I (Segregation via Institutionalization), II (Cultural Depri

vation) and V (Authoritarianism). Furthermore, there was a trend 

indicated by the correlation coefficients between knowledge and 

Factors III (Noncondemnatory Etiology) and IV (Personal Exclusion). 

The correlation coefficient (r = .2262), signifies that the 

relationship between knowledge and Factor I was significant at the .003 

level of confidence. This relationship indicates that as a teacher's 
i 

knowledge score increased, his willingness to remove the retarded 

from the mainstream of society also increased. 

The relationship, as expressed by the correlation coefficient 

(r • -.3159) between Factor II and knowledge was significant at less 

than the .001 level of confidence. This indicates an inverse relationship 

between knowledge and a teacher's willingness to attribute a major 

cause of mental retardation to cultural impoverishment. That is, as a 
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TABLE VI 

COMPARISON OF REGULAR CLASS TEACHERS AND ADMINISTRATORS 
ON SIX FACTORS OF ATTITUDE 

Factor* Group Mean SD t-ratio Confidence level 

I 
Teach. 

Admin. 

4.657 

4.791 

.736 

.563 
-1.24 .218 

II 
Teach. 

Admin. 

3.907 

4.048 

.750 

.669 
-1.12 .264 

III 
Teach. 

Admin. 

2.996 

3.118 

.526 

.517 
-1.35 .178 

IV 
Teach. 

Admin. 

3.778 

3.909 

.622 

.382 
-1.59 .115 

V 
Teach. 

Admin. 

4.122 

4.154 

.717 

.659 
- .27 .790 

VI 
Teach. 

Admin. 

3.438 

3.388 

.550 

.524 
.53 .595 

*As named by Efron and Efron (1967): 

I - Segregation via Institutionalization 
II - Cultural Deprivation 
III - Noncondemnatory Etiology 
IV - Personal Exclusion 
V - Authoritarianism 
VI - Hopelessness 
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TABLE VII 

CORRELATIONS OF KNOWLEDGE INVENTORY 
WITH SIX FACTORS OF ATTITUDE 

FOR 150 TEACHERS 

SCORES 

Factor* Correlation (r) Confidence level 

I .2262 .003 

II -.3159 .001 

III .1152 .080 

IV .1225 .068 

V .2569 .001 

VI -.0251 .380 

*As named by Efron and Efron (1967): 

I - Segregation via Institutionalization 
II - Cultural Deprivation 
III - Noncondemnatory Etiology 
IV - Personal Exclusion 
V - Authoritarianism 
VI - Hopelessness 
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teacher's knowledge score increased, the willingness on the part of 

that teacher to accept the notion that a major cause of mental re

tardation is cultural impoverishment decreased. 

The correlation coefficient for Factor V and knowledge (r = .2569) 

was significant at the .001 level of confidence. This relationship 

indicates that as a teacher's knowledge score increased, the teacher 

expressed an increasingly more authoritarian attitude toward mental 

retardation. 

The correlation coefficients for Factors III and IV indicate 

that there was a strong trend between a person's knowledge score and 

his attitude regarding the etiology of mental retardation and personal 

exclusion of retardates from his life. As a subject's knowledge score 

increased, his willingness to believe that retardation is a chance 

occurrence which can strike "normal" and "decent" parents decreased. 

Similarly, as a subject's knowledge score increased, his desire to 

avoid intimate contact with retardation increased. 

The relationship between knowledge and Factor VI (Hopelessness) 

was non-significant. Furthermore, there was no evidence to suggest a 

trend between these two variables. 

High Knowledge-Low Knowledge and Attitude 

The mean score on the knowledge inventory for the 200 subjects 

participating in the study was 29.540. The standard deviation was 

5.814. 

For the purposes of this study, those subjects having a knowl

edge score that was greater than one standard deviation above the 
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mean (35 or better) were assigned to the "high knowledge" group. 

Those subjects who had a knowledge inventory score that was one 

standard deviation or more below the mean (24 or less) were assigned 

to the "low knowledge" group. This procedure resulted in twenty-three 

subjects being assigned to the high knowledge group and fourteen sub

jects being assigned to the low knowledge group. 

A t-test was employed to determine if there were any signifi

cant differences between the two groups on the six factors of attitude. 

It was found on Factors I (Segregation via Institutionalization) and 

II (Cultural Deprivation) that there was a significant difference 

between the groups. The results of the t-tests are presented in 

Table VIII. 

The subjects in the high knowledge group were significantly 

stronger in their view that retardates should be removed from the 

mainstream of society than were subjects in the low knowledge group. 

The t-ratio was 3.01 and the confidence level was .008. 

A t-ratio of -4.11 was significant at less than .001 for the 

difference between high and low knowledge groups on Factor II (Cultural 

Deprivation). That is, subjects in the low knowledge group were 

significantly more willing than subjects in the high knowledge group 

to attribute a major cause of mental retardation to cultural 

impoverishment. 

In view of these results, hypothesis 5 was rejected. 

Hypothesis 5 was stated as: There is no significant difference 

on any of the six factors of attitude assessed toward the educable 

o 
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TABLE VIII 

COMPARISON OF EDUCATORS WITH A HIGH KNOWLEDGE 
SCORE AND EDUCATORS WITH A LOW KNOWLEDGE 

SCORE ON SIX FACTORS OF ATTITUDE 

Factor* Group Mean SD t-ratio Confidence level 

I 
High 

Low 

5.136 

4.591 

.312 

.632 
3.01 .008 

II 
High 

Low 

3.173 

4.142 

.642 

.778 
-4.11 .001 

III 
High 

Low 

3.111 

3.004 

.435 

.607 
.62 .537 

IV 
High 

Low 

3.898 

3.767 

.368 

.605 
.73 .474 

V 
High 

Low 

4.788 

4.270 

.597 

.821 
1.79 .082 

VI 
High 

Low 

3.449 

3.684 

.490 

.670 
-1.23 .227 

*As named by Efron and Efron (1967): 

I - Segregation via Institutionalization 
II - Cultural Deprivation 
III - Noncondemnatory Etiology 
IV - Personal Exclusion 
V - Authoritarianism 
VI - Hopelessness 
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mentally handicapped between educators who have a high knowledge 

score and educators who have a low knowledge score on an instrument 

designed to measure knowledge about mental handicap. 

Experience and Attitude 

The relationship between number of years teaching experience 

and attitude was analyzed with a Kendall Tau coefficient of correlation. 

The coefficients of correlation for the six factors were non-significant. 

However, an analysis of the data for Factors IV (Personal Exclusion) 

and VI (Hopelessness), indicated a trend approaching significance. 

The coefficient of correlation for Factor IV and experience was 

-.1190. The confidence level for r = -.1190 is .07. Thus, subjects 

with more years' teaching experience showed a trend towards being more 

desirous of avoiding personal contact with mental retardation than 

subjects with fewer years'teaching experience. Teachers with more 

years of experience also showed a trend towards being more pessimistic 

in their view of the prospects in store for the retarded than teachers 

with fewer years'experience (r = -.0912 and p = .129). 

The trends in the data, however, were not evidence enough to 

reject hypothesis 6, which stated: For teachers, there is no signifi- ' 

cant relationship between any of the six factors of attitude assessed 

and number of years''teaching experience. 

High Experience-Low Experience and Attitude 

A t-test was employed to assess the difference in attitude 

between high experience teachers and low experience teachers. For the 
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TABLE IX 

CORRELATIONS OF YEARS' TEACHING EXPERIENCE 
WITH SIX FACTORS OF ATTITUDE 

Factor* Correlations (r) Confidence level 

I .0620 .221 

II .0063 .469 

III -.0327 .343 

IV -.1190 .070 

V -.0309 .351 

VI -.0912 .129 

*As named by Efron and Efron (1967): 

I - Segregation via Institutionalization 
II - Cultural Deprivation 
III - Noncondemnatory Etiology 
IV - Personal Exclusion 
V - Authoritarianism 
VI - Hopelessness 
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purposes of this study, teachers having ten or more years experience 

were classified as "high experience", while teachers having five or 

fewer years' teaching experience were classified as "low experience." 

There were thirty-one teachers in the low experience group and forty-

one teachers in the high experience group. The results of the analysis 

of data appears in Table X. 

There was no significant difference between high and low 

experience teachers on any of the six factors of attitude. Thus, it 

was not possible to reject hypothesis 7 as stated: There is no 

significant difference in attitude toward the educable mentally handi

capped on any of the six factors of attitude assessed between regular 

class teachers having ten or more years' teaching experience and regular 

class teachers having five or fewer years' teaching experience. 

Interview Phase of the Study 

There were three basic questions asked during the interview 

phase of the study. The three questions were: 

1. What is your reaction toward the legislation recently passed 

in the state of Arizona requesting and in many cases requiring 

that educable mentally handicapped children be educated in 

regular education classes? 

2. Do you think that teachers certified to teach elementary edu

cation have the training and competencies necessary to teach 

the educable mentally handicapped? 
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TABLE X 

COMPARISON OF TEACHERS WITH FIVE OR FEWER YEARS' EXPERIENCE 
AND TEACHERS WITH TEN OR MORE YEARS'EXPERIENCE 

ON SIX FACTORS OF ATTITUDE 

Factor* Group Mean SD t-ratio Confidence level 

I 
5 or < 

10 or^ 

4.689 

4.540 

.981 

.395 
.89 .379 

II 
5 or < 

10 or> 

3.958 

3.910 

.954 

.577 
.26 .792 

III 
5 or < 

10 or > 

3.064 

2.987 

.637 

.489 
.55 .582 

IV 
5 or< 

10 or > 

3.838 

3.587 

.789 

.431 
1.73 .089 

V 
5 or< 

10 or > 

4.044 

3.986 

.762 

.699 
.33 .743 

VI 
5 or< 

10 or > 

3.443 

3.276 

.631 

.508 
1.20 .234 

*As named by Efron and Efron (1967): 

I - Segregation via Institutionalization 
II - Cultural Deprivation 
III - Noncondemnatory Etiology 
IV - Personal Exclusion 
V - Authoritarianism 
VI - Hopelessness 
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3. Would you be willing to accept an educable mentally handicapped 

student in your classroom? (Administrators were asked if they 

would be willing to accept a class for the educable mentally 

handicapped in their building?) 

For question number 1, a subject's response was determined to 

be "favorable," if he indicated agreement with the principle of inte

grated classrooms. If a subject reacted negatively to the concept of 

integrated classrooms, his answer was scored as "unfavorable." 

For question number 2, subjects were asked to respond with 

"Yes", "No", or "No Opinion". The subjects were given a chance to 

qualify their answers later in the interview, if they wished. 

Again, being able to qualify their answers later in the inter

view, subjects were asked to respond either "Yes" or "No" to question 

number 3. 

Only the responses, as outlined were used in the data analysis. 

A Fisher Exact Probabilities Test (Siegel, 1956, p. 96) was used to 

analyze the responses to each question for the four sets of subjects. 

Rural versus Urban Teachers 

Figure 2 shows the responses by both groups of regular class 

teachers to the three questions in the interview. An analysis of 

these responses by a Fisher Exact Probabilities Test showed that at 

the .05 level of confidence, there was a significant difference 

between urban and rura1 regular class teachers on questions 1 and 2, 

but not on 3. 
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Figure 2. Percentage of Responses by Ten Urban and Ten 
Rural Regular Class Teachers to Three Questions 
in the Interview 
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Hypothesis 8 was stated as: There is no significant 

difference, as expressed in an interview, between regular class urban 

teachers and regular class rural teachers toward Arizona's recently 

enacted mandatory legislation. This hypothesis was rejected. Regular 

class urban teachers were significantly more favorable in their reaction 

to the enactment of mandatory legislation than were regular class 

teachers from rural districts. 

Similarly hypothesis 9 was rejected. This hypothesis was 

stated as: There is no significant difference, as expressed in an 

interview, between regular class urban teachers and regular class 

rural teachers regarding the training and competencies possessed by 

certified elementary teachers to instruct educable mentally handicapped 

children. Regular class teachers from urban districts were significantly 

more willing to believe that teachers certified in elementary education 

had the training and competencies necessary to teach educable mentally 

handicapped (EMH) children. The most frequently mentioned competencies 

were: ability to teach reading and arithmetic, ability to maintain the 

discipline essential for an "orderly" classroom, and a personal regard 

for all children. The "training received" which this group mentioned 

most frequently centered around course work taken while in college 

(Psychology, Methods of Instruction, Survey of Exceptionalities, and 

Student Teaching). Four teachers commented that they were we11-experienced 

in teaching EMH children in regular education classes, because they 

already were doing so. 
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Hypothesis 10 was not rejected. The statement made in this 

hypothesis was: There is no significant difference, as expressed in 

an interview, between regular class urban teachers and regular class 

rural teachers toward the integration of educable mentally handicapped 

children into regular education classes. 

The difference expressed in the interview by the two groups 

of subjects to question 3 was not significant at the .05 level of 

confidence. Fifty percent of the rural teachers said they would be 

willing to accept an EMH student in their classroom. Eighty percent 

of the urban teachers indicated that they would be willing to accept 

an EMH child in their classroom. 

Only two of the remaining seven teachers who responded "No", 

to question three indicated that they would refuse, if they had the 

opportunity, to accept an EMH student in their classroom. The other 

five teachers indicated that they would accept one or two EMH students 

if: (a) there were no other placement available; and (b) they received 

help from an aide or resource person. 

High Knowledge versus Low Knowledge Teachers 

A random selection of ten teachers having a score of 35 or 

better (one standard deviation or more above the mean) on the knowledge 

inventory, and ten teachers having a score of 24 or less (one standard 

deviation or more below the mean) was made. These twenty teachers were 

interviewed using the same three questions as presented in the previous 

discussion. Figure 3 shows the responses by both groups of teachers 

to the three questions. An analysis of the responses by a Fisher Exact 
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Probabilities Test, indicated that at the .05 level of confidence, 

there was no significant difference between the groups in their 

response to any of the questions. Even though, a visual inspection of 

the bar diagram presented in Figure 3 reveals that twice as many 

teachers in the Low Knowledge group as compared to the High Knowledge 

group were favorable to the enactment of mandatory legislation, this 

difference was not large enough to be significant and hypothesis 

eleven was not rejected. Hypothesis 11 was stated as: There is 

no significant difference, as expressed in an interview, between 

teachers with a high knowledge score and teachers with a low knowledge 

score toward Arizona's recently enacted mandatory legislation. 

The positive and negative response to question 2 were 

nearly equal for both groups. Thus, hypothesis 12 was not rejected. 

This hypothesis was stated as: There is no significant difference, 

as expressed in an interview, between teachers with a high knowledge 

score and teachers with a low knowledge score regarding the training 

and competencies possessed by certified elementary teachers to instruct 

educable mentally handicapped children. 

Fifty percent of the Low Knowledge group believed that teachers 

certified in elementary education had the training and competencies 

necessary to teach EMH children. Forty percent of the High Knowledge 

group expressed this same belief. The High Knowledge group also expressed 

the belief that special training and competencies beyond those re

ceived in elementary education preparatory programs were not necessary. 
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Similar to the rural-urban teachers' response, the most 

frequently mentioned training an elementary teacher received centered 

around college course work. Two of the urban teachers mentioned in-

service programs conducted in their districts as providing additional 

training. The most frequently mentioned competencies were: ability 

to work with individuals and small groups; ability to teach the 

skill subjects; and the ability to remain flexible while at the same 

time providing a structured learning environment. 

The two groups were very much in agreement again on question 

3. Because of the high percentage of agreement, hypothesis 13 

was not rejected. This hypothesis was stated as: There is 

no significant difference, as expressed in an interview, between 

teachers with a high knowledge score and teachers with a low knowledge 

score toward the integration of educable mentally handicapped 

children into regular education classes. Sixty percent of the teachers 

in the High Knowledge group indicated that they would be willing to 

accept an EMH child in their classroom. Seventy percent of the 

teachers in the Low Knowledge group indicated a willingness to accept 

an EMH child in their classroom. It should be noted, however, that 

of the thirteen teachers who responded positively to this question, 

eight expressed the view that an EMH child should be in a special 

self-contained class whenever possible. 

Seven teachers responded "No" to question 3. Five of these 

said that if they received additional training and/or help they would 

be willing to accept an EMH child in their classroom. For these 

teachers "additional help" meant at least a part-time aide. 
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Of the two remaining teachers who responded "No," one said, 

"It was not fair to the other children to place an EMH child in a 

regular education classroom and I would refuse to have him." The 

other teacher, "did not wish to discuss the matter further." 

High Experience versus Low Experience Teachers 

The three hypotheses, 14, 15, and 16 which pertained to these 

two categories of subjects were not rejected. Hypothesis 14 was 

stated as: There is no significant difference, as expressed in an 

interview between teachers having ten or more years' experience and 

teachers having fewer than five years' teaching experience toward 

Arizona's recently enacted mandatory legislation. Hypothesis 15 was 

stated as: There is no significant difference, as expressed on an 

interview, between teachers having ten or more years' teaching experience 

and teachers having five or fewer years' teaching experience regarding 

the training and competencies possessed by certified elementary teachers 

to instruct educable mentally handicapped children. Hypothesis 16 

was stated as: There is no significant difference as expressed in an 

interview, between teachers having ten or more years' teaching experience 

and teachers having five or fewer years' teaching experience toward the 

integration of educable mentally handicapped children into regular 

education classes. 

Ten teachers having ten or more years' experience were randomly 

selected for the high experience group. The low experience group was 

composed of ten teachers having five or fewer years' teaching experience. 
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Figure 4 shows that there was very little difference between 

these two groups in their responses to the three questions. None of 

the differences in percentage is significant at the .05 level of 

confidence. A Fisher Exact Probabilities Test was employed to test 

for significance. 

The qualifying responses by these two groups of teachers did 

not differ greatly from the responses of the other two sets of teachers 

discussed earlier. A majority of each group in the set under discussion 

were in favor of the enacted mandatory legislation provision (sixty 

percent of each group); nearly one half of the respondents believed 

that teachers certified in elementary education received training and 

possessed competencies necessary to teach an EMH student; and nearly 

two thirds of the sample (thirteen or sixty-five percent) indicated 

a willingness to accept an EMH child in their classroom. 

Teachers versus Administrators 

An analysis of the responses made by administrators and teachers 

to the three questions revealed no significant differences between 

these two groups at the .05 level of confidence. Again a Fisher Exact 

Probabilities Test was used to test for significance. 

Sixty percent of the teachers interviewed gave a favorable 

response to question one. Fifty percent of the administrators also 

gave a favorable response to this question. With this nearly even 

percentage of positive responses by both groups, hypothesis 17 

was not rejected. Hypothesis 17 was stated as: There is no 
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significant difference, as expressed in an interview, between adminis

trators and regular class teachers toward Arizona's recently enacted 

mandatory legislation. 

The responses made by the two groups to question 2 varied more 

than the responses to question 1. However, a significant difference 

between the two groups was not indicated by an analysis of the responses, 

and hypothesis 18 was not rejected. Hypothesis 18 was stated as: 

There is no significant difference, as expressed in an interview, 

between administrators and regular class teachers regarding the 

training and competencies possessed by certified elementary teachers 

to instruct educable mentally handicapped children. 

It is interesting to note that with regard to this question, a 

visual observation of Figure 5 reveals that administrators, by almost 

a two to one margin (seventy percent versus forty percent), were more 

confident of the training and competencies of elementary teachers, than 

were the elementary teachers themselves. 

Administrators most frequently mentioned that elementary 

teachers were well prepared if they could meet Arizona certification 

requirements. In addition, administrators most frequently said that 

elementary teachers had the "patience," "flexibility," and "concern 

for children" that would be necessary to teach EMH children. 

On question 3, sixty percent of the teachers said they 

would be willing to accept an EMH child in their classroom. An 

equal number of administrators, however, indicated that, given the 

option, they would refuse to accept the placement of a class of EMH 

children in their building or district. This discrepancy in response 
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was not large enough to reject hypothesis nineteen which was stated 

as: There is no significant difference, as expressed in an interview, 

between administrators and regular class teachers toward the inte

gration of educable mentally handicapped children into regular 

education classes. 

Positive and Negative Responses for 
All Eighty Subjects Interviewed 

Figure 6 illustrates the total percentage of positive and 

negative responses to each question by all eighty subjects interviewed. 

Fifty-four percent of the subjects gave a favorable response 

to question 1, while forty-six percent gave a negative response. 

Using the responses to question 1 as a basis, no conclusion which 

might indicate an overwhelming support for the enacted mandatory 

legislation may be made. 

The responses to question 2 indicated that one third as 

many subjects gave a positive response as gave a negative response 

(forty-eight percent versus thirty-two percent). This indicates that 

many more subjects interviewed in this study believe that certified 

elementary teachers have the training and competencies necessary to 

teach EMH children. Twenty percent of the subjects had no opinion on 

this question. 

Subjects interviewed in this study were willing to accept an 

EMH child in their classroom by a three to two margin (sixty-one 

percent versus thirty-nine percent). Of the thirty-one subjects 

(thirty-nine percent) who gave negative responses, twenty-one gave a 
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"qualified yes" to this question. Thus, only ten subjects (twelve and 

one-half percent) interviewed indicated that they would absolutely 

oppose the placement of an EMH child in their classroom. 

Summary of Results 

The purpose of this chapter was to present the results of an 

assessment of the attitudes of educators in Arizona toward the 

educable mentally handicapped in relation to the hypotheses stated at 

the beginning of this chapter. The following is a summary of the 

results of this study. 

1. Hypothesis 1 was rejected because: (a) special class 

teachers were significantly more willing to remove retardates 

from the mainstream of society than were regular class teachers; 

(b) special class teachers were not as willing as regular 

class teachers to attribute a major cause of mental retardation 

to cultural impoverishment; and (c) special class teachers 

were significantly more authoritarian in their view of mental 

retardation than were regular class teachers. 

2. Hypothesis 2 was rejected because teachers from rural districts 

were significantly more willing to remove retardates from the 

mainstream of society than were teachers from urban districts. 

3. Hypothesis 4 was rejected because: (a) the more knowledge 

a teacher possesses about mental handicap, the more willing that 

teacher is to institutionalize the mentally retarded; (b) the 

more knowledge a teacher possesses about mental handicap, the 

less willing that teacher is to attribute a major cause of 
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mental retardation to cultural impoverishment; and (c) the 

more knowledge a teacher possesses about mental handicap, the 

more authoritarian that teacher became in his view toward 

mental retardation. 

4. Hypothesis 5 was rejected because teachers having a high 

knowledge about mental handicap were significantly more willing 

to segregate the mentally retarded than were teachers with a 

low knowledge score; and also, teachers with a high knowledge 

score about mental handicap were significantly less willing 

than teachers with a low knowledge score to attribute a major 

cause of mental retardation to cultural impoverishment. 

5. Hypothesis 8 was rejected because regular class teachers 

from urban districts expressed a significantly more favorable 

attitude toward the enactment of mandatory legislation than 

did regular class teachers from rural districts. 

6. Hypothesis 9 was rejected because regular class teachers 

from urban districts were significantly more willing than 

regular class teachers from rural districts to believe that 

certified elementary teachers have the training and competencies 

necessary to teach educable mentally handicapped children. 

The other hypotheses under investigation in this study were not 

rejected because none of the analyses of data proved to be significant 

at the .05 level of confidence. 



CHAPTER V 

SUMMARY AND CONCLUSIONS 

A restatement of the problem, procedures and results will be 

presented in this chapter. Also a discussion of the significant 

findings and the implications these findings have for Arizona 

educators will be presented. 

Statement of the Problem 

The general purpose of this study was twofold: (a) to com

pare the influence certain variables have on the attitude of general 

and special educators in the state of Arizona toward the educable 

mentally handicapped; and (b) to ascertain the influence that certain 

variables have on the acceptance or non-acceptance of educable mentally 

handicapped children in regular education classes. 

Specifically, the primary purpose was to ascertain the effects 

that knowledge, experience, location and position have upon the atti

tude of educators in Arizona toward the educable mentally handicapped. 

A secondary purpose was the determination of possible differences in 

attitude by various groups of educators in Arizona toward the enacted 

mandatory legislation and the integration of educable mentally 

handicapped children into regular education classes. 

Procedures 

Two instruments were employed for data collection in this 

study. The first was "A Survey of Opinions on Mental Retardation," 
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developed by H. Y. Efron and R. E. Efron. The second instrument was 

a modified version of Begab's Knowledge Inventory (Begab, 1968). 

The Efrons' instrument was chosen because it was designed to 

be used with educators, and because it was multidimensional. Moreover, 

in their research, the Efrons' found that this instrument had high 

levels of internal consistency and construct validity for the various 

factors. 

The instrument developed by Begab was considerably shortened 

to make administration more convenient. Also, portions of the instru

ment were rewritten for clarity. Because of these modifications, a 

split half reliability assessment was made and it was found that the 

modified knowledge inventory had a reliability of .735. 

The knowledge inventory and attitude assessment instrument 

were sent to subjects in eight rural and four urban school districts. 

Additional data for randomly selected administrators and special 

class teachers were collected from, rural and urban school districts. 

A total of 330 subjects received questionnaire packages that contained 

the knowledge inventory and attitude assessment instrument. Eighty-

three percent (273) of the subjects returned properly completed 

questionnaires. 

From the 273 questionnaires received, a random selection of 

instruments was made so as to include in the sample: fifty regular 

class urban teachers; fifty regular class rural teachers; twenty-five 

special class urban teachers; twenty-five special class rural 



teachers; twenty five administrators from urban districts; and 

twenty-five administrators from rural districts. 

A second phase of this study was completed by interviewing 

eighty teachers and administrators selected for comparison by the 

following categories: 

1. Ten regular class rural and ten regular class urban 

teachers. 

2. Ten regular class teachers having a high knowledge score, 

and ten regular class teachers having a low knowledge 

score. 

3. Ten regular class teachers who have ten or more years' 

teaching experience, and ten regular class teachers who 

have five or fewer years' teaching experience. 

4. Ten regular class teachers and ten general education 

administrators. 

All the data was analyzed for significance at the .05 level 

of confidence. A number of t-tests, Pearson product-moment and 

Kendall's Tau B correlation statistics and Fisher Exact Probabilities 

Tests were used to analyze the data. 

Results 

The results of the study indicated that there were significant 

differences between teachers in relation to certain of the variables 

investigated. And yet, there were no significant differences between 

administrators and teachers on any of the variables investigated. The 

specific results are listed below. 
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1. Special class teachers were significantly more willing 

(t-ratio = -3.07 and confidence level = .003) than regular class 

teachers to remove retardates from the mainstream of society; signif

icantly less willing (t-ratio = 2.82 and confidence level = .005) than 

regular class teachers to attribute a major cause of mental handicap 

to cultural impoverishment; and significantly more authoritarian 

(t-ratio = -3.52 and confidence level = .001) than regular class 

teachers. 

2. Teachers in rural districts were significantly more will

ing (t-ratio = 2.34 and confidence level = .021) than teachers from 

urban districts to remove retardates from the mainstream of society. 

Moreover, regular class urban teachers were significantly more favor

able in their expressed attitude toward mandatory legislation in 

Arizona (Fisher = .03); and they were more positive in their belief 

that regular class teachers had the training and competencies neces

sary to teach EMH children (Fisher = .05). 

3. Teachers and administrators did not differ significantly 

on any of the factors of attitude, nor did they differ in their atti

tude toward mandatory legislation or willingness to accept EMH chil

dren into their classroom or building. 

4. The relationship between knowledge inventory scores and 

attitude indicated that there were significant relationships between 

increasing scores and attitude. As teachers' knowledge scores 

increased: their willingness to remove retardates from the mainstream 

of society increased (r = .2262 and confidence level = .003); their 

willingness to attribute a major cause of mental handicap to cultural 
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impoverishment decreased (r = -.3159 and confidence level = .001); 

their view of mental handicap became more authoritarian (r = .2569 and 

confidence level = .001). 

5. Teachers who had a high knowledge score were significantly 

more willing (t-ratio = 3.01 and confidence level = .008) than 

teachers with a low knowledge score to remove retardates from the 

mainstream of society; less willing to attribute a major cause of 

mental handicap to cultural impoverishment. There were no significant 

differences between these two groups toward mandatory legislation, or 

willingness to accept an EMH child into their classroom. 

6. There were trends in the relationships between years of 

teaching experience and certain factors of attitude, but none of the 

correlation coefficients were significant at the .05 level of confi

dence. In addition, none of the t-ratios or Fisher Exact Probabil

ities Tests were significant at the .05 level of confidence when 

teachers with ten or more years' experience were compared with teachers 

having five or fewer years' teaching experience. 

Analysis of Results 

The preceeding results led to the conclusion that educators 

in Arizona differ in relation to certain of the variables investigated 

in this study. Furthermore, there are a number of significant rela

tionships between an educator's attitude and some of the variables 

investigated. 

The differences in attitude between regular class teachers and 

special class teachers toward the educable mentally handicapped seems 
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to reflect most significantly a difference in philosophy and/or 

purpose of special education and elementary education programs. 

Whereas, regular class elementary teachers are trained to prepare all 

their students to be competitive in life situations, special class 

teachers are often instructed to protect their students from failure, 

vis^i-vis competitive life situations. Thus, it is quite logical to 

expect that special class teachers will be significantly more willing 

than regular class teachers to remove the retarded from the mainstream 

of society. 

This same line of reasoning may be employed to explain the 

similar differences between urban and rural regular class teachers 

regarding removal of retardates from the mainstream of society. 

Whereas, urban teachers seem to understand the necessity of preparing 

all students including the retarded for the intense competition they 

will face in the city, rural teachers are by tradition more conserva

tive and find it more congruent with their philosophy to protect the 

retarded as well as the "normal" student from the pressures of an 

expanding technological society. 

The fact that special class teachers were significantly more 

authoritarian in their view of mental handicap than were regular class 

teachers is probably best explained by the fact that these teachers 

are quite often the only "experts" on mental deviation in the school 

district. Thus, they are often called upon to make recommendations 

regarding the mentally handicapped or make decisions concerning the 

educational programs of their students at a level not experienced by 
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regular class teachers. This does not necessarily mean that special 

class teachers are rigid, but rather that when compared to regular 

class teachers, they express a significantly more positive attitude 

about knowing what is "right" for EMH students. 

The results obtained through the correlation of knowledge and 

attitude indicates that as a teacher's knowledge increases, the 

teacher becomes more like a special class teacher in attitude toward 

EMH children. 

As teachers scored higher on the knowledge inventory, they 

became more willing to remove the retardate from the mainstream of 

society; less willing to attribute a major cause of mental handicap 

to cultural impoverishment; and more authoritarian in their view of 

mental handicap. These findings suggest that as teachers become more 

knowledgeable about mental handicap, they develop an attitude of 

knowing what is right for the retarded (authoritarianism); knowing 

what causes mental retardation (not cultural deprivation); and knowing 

that "normal" society and the retarded are incompatible. 

It was not surprising to find that there were no significant 

differences toward the educable mentally handicapped between regular 

class teachers and administrators. Certainly, most administrators 

were certified elementary teachers long before they were certified 

administrators. 

The relationship between number of years' teaching experience 

and attitude toward the educable mentally handicapped was not signifi

cant. Teachers do not form more positive attitudes about EMH children 

simply because they have experience with "normal" children. 
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Conclusions and Recommendations 

The following observations may be made as a result of this 

study: 

1. There are differences in attitude toward the educable 

mentally handicapped between special class and regular class teachers. 

These differences indicate that regular class teachers will be more 

willing to accept the provisions of mandatory legislation than special 

class teachers. At the same time, however, regular class teachers 

have fewer convictions as to what EMH children should be taught. 

Regular class teachers need to participate in an inservice or 

retraining program which emphasizes the nature and needs of mentally 

handicapped children in relation to methods of instruction. Special 

class teachers need to participate in an inservice program designed to 

modify their "over" protecting attitudes toward the retarded and their 

dogmatic views of knowing what is "right" for the retarded. 

2. Regular class teachers from urban districts were signifi

cantly more favorable in their views of mandatory legislation and the 

integration of EMH children into regular education classrooms than 

were teachers from rural districts. 

There should be a priority to emphasize inservice training 

programs for regular class rural teachers. These programs should be 

concentrated upon increasing knowledge and experience concomitantly. 

3. A majority of the educators in Arizona are willing to work 

with EMH children in their classroom, and are confident that they have 

the training and competencies necessary to teach EMH children in 

regular education classes. 
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This willingness and confidence should be encouraged by pro

viding educators in every district with the resources necessary to 

train and hire an adequate number of competent ancillary and support 

personnel. 

Implications for Further Study 

The following research implications are indicated from the 

results of the study: 

1. Research should be conducted to discover why special 

class and regular class teachers with a high knowledge score about 

mental handicap have attitudes contrary to the present day thinking by 

professionals concerning the principle of "normalization." That is, 

why, at a time when most knowledgeable people in the United States are 

expressing the notion of greater community integration for the re

tarded, the teachers with the most knowledge about mental handicap in 

Arizona are expressing attitudes indicative of isolationism? 

2. The concepts that regular class teachers have formed about 

EMH children needs to be investigated. Regular class teachers in the 

present study expressed a more progressive and flexible attitude 

toward EMH children than did the special class teachers. This dispar

ity might be the result of an unrealistic perception by regular class 

teachers of the learning characteristics of EMH children. 

3. Telephone interviews were used instead of face-to-face 

interviews. Although there are a number of precedents to suggest that 

telephone interviews provide valid measures, these precedents are 

mostly in "marketing" research. Therefore, the results of a telephone 



interview using questions and populations similar to those of this 

study should be compared against anonymous response and face-to-face 

interviews. 

4. Research should be conducted to determine whether regular 

class teachers are as "open-minded" and flexible about elementary edu

cation as they appear to be about special education. It may be that 

regular class teachers are simply naive about EMH children and their 

education. It also may be that regular class teachers express accep-

tant attitudes based on their instructional abilities with "normal" 

children, and are not aware of the adjustments that may need to be 

made in the areas of curriculum and methods in order to successfully 

teach EMH children. 

5. It would be beneficial to the leaders of the various edu

cational agencies in the state to be positive that teachers in Arizona 

have attitudes as reported in this study. Thus, the results of this 

study should be compared with the results of a similar study utilizing 

different assessment instruments. As an example, the results reported 

in the present study might be compared with the results of a study 

employing an instrument such as the "Multidimensional Attitude Scale 

on Mental Retardation" which appears in Kinnison (1972). Such a pro

cedure would help to determine whether Arizona's teachers are different 

from the majority of teachers in the rest of the nation. 

6. It was found that special education teachers and teachers 

with a high knowledge score about mental handicap were unwilling to 

accept the notion that a major cause of mental retardation is cultural 
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impoverishment. This finding should be investigated more thoroughly 

to determine why teachers with the most knowledge about mental handicap 

in Arizona are the same teachers who are least willing to accept this 

proposition. 

7. Finally, replication should be made of the methods and 

techniques employed in this study to verify its results. Such a repli

cation would provide additional baseline data against which comparisons 

could be made to assess the changes brought about as a result of manda

tory legislation. 



APPENDIX A 

INSTRUMENTS USED IN THIS STUDY 

The following pages include the entire questionnaire package 

sent to the subjects in this study, and also the interview guide sheet 

used in the second phase of the study. Included are: 

1. Demographic Fact Sheet. 

2. "A Survey of Opinions on Mental Retardation," developed 

1 
by Efron and Efron. 

3. Knowledge Inventory (modified version adapted from Begab, 

2 
1968). 

4. Interview Guide Sheet. 

1. Permission to reproduce "A Survey of Opinions on Mental 
Retardation," was granted by the copyright owner. 

2. Permission to reproduce in part the Knowledge Inventory 
was granted by Catholic University. 
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NAME 

POSITION 

SCHOOL DISTRICT 

ALL INFORMATION ON THIS PAGE AND THE FOLLOWING PAGES WILL BE 
TREATED IN STRICTEST CONFIDENCE. 

Are you certified by the state of Arizona? YES NO 

Are you certified by the state of Arizona 
to hold your present position? YES NO 

If your primary responsibility is to 
nonhandicapped children, do you have 
any Special Education course work? YES NO 

Number of hours 

Kinds of courses (curriculum, methods, survey, etc.) 

During the present school year, have you had 
every day contact with at least one child who 
has been identified as educable mentally 
handicapped (XQ between 50 and 75)? YES NO 

I would estimate that I have the following 
amount of experience with the mentally 
retarded: 

a. a great deal 
b. some 
c. limited 
d. none 

I have taught: 
a. 0 -5 years 
b. 6 -10 years 
c. 1 0-15 years 
d. more than 15 years 
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A Survey of the Opinions on Mental Retardation 

Below are two columns. The left hand column contains a number 
of statements about mental retardation or the mentally retarded. 
Appearing in the right hand column, beside each statement, are the 
numbers 1-6. Circle the number which best expresses how you feel 
about the statement. 

1. STRONGLY AGREE 
2. AGREE 
3. NOT SURE, BUT PROBABLY AGREE 
4. NOT SURE, BUT PROBABLY DISAGREE 
5. DISAGREE 
6. STRONGLY DISAGREE 

The terms "retardates" and "mentally retarded" refer to individ
uals who are un the educable range; that is those individuals 
having IQ's of at least 50. 

tx w 
^ hi H 
u UK 
S3 w so 
9 0 9 < Ph « K oi 
En C9 Eh H 

1. With the current trend in industrial technology, w ̂  w Q 

there are going to be fewer jobs that retardates 
can fill. 12 3 4 5 6 

2. Retardates are responsible for more crimes than 
their proportion in the population. 12 3 4 5 6 

3. Any perfectly normal parents may have a retarded 
child. 12 3 4 5 6 

4. Beautiful children are seldom retarded. 12 3 4 5 6 

5. Every person should have complete faith in some 
supernatural power whose decisions he obeys 
without question. 12 3 4 5 6 

6. The most important principle in teaching retar
dates is to protect them from experiencing 
failure. 12 3 4 5 6 

7. As sad as it is to admit, there really is little 
hope for the mentally retarded. 12 3 4 5 6 
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8. To be perfectly honest, this world would be a w < w Q 
safer place to live in if there were no mentally 
retarded. 12 3 4 5 6 

9. It is wrong to laugh at a mental retardate. 12 3 4 5 6 

10. A substantial cause of mental retardation is 
cultural and educational impoverishment. 12 3 4 5 6 

11. Obedience and respect for authority are the 
most important virtues children should learn. 12 3 4 5 6 

12. Premature children are more likely to be 
mentally retarded than full term children. 12 3 4 5 6 

13. Programs such as Head Start, that broaden 
the child's ejiperiences at an early age, 
prevent cases of mental retardation. 12 3 4 5 6 

14. Retardates should live among themselves 
with everything being done to help them 
live happy lives. 12 3 4 5 6 

15. Most people don't realize how much our lives 
are controlled by plots hatched in. secret 1 2 3 4 5 6 
places. 

16. The majority of the mentally retarded are 
the children of the more disadvantaged 
classes of our society. 12 3 4 5 6 

17. Mental retardation often leads to mental 
illness. 12 3 4 5 6 

18. Because of their condition, the mentally 
retarded are easily led into criminal ways. 12 3 4 5 6 

19. It must be hard to forgive yourself if you 
have a child that is mentally retarded. 12 3 4 5 6 

20. Mentally retarded children should live in 
institutions where they can be supervised 
and protected. 12 3 4 5 6 
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21. I don't feel that it is fair to your child 05 ̂  w Q 

to let him play with a mentally retarded child. 12 3 4 5 6 

22. What this country needs most, more than laws 
and political programs, is a few courageous, 
tireless devoted leaders in whom the people 
can put their faith. 12 3 4 5 6 

23. Once someone is retarded, little can be done 
for him. 12 3 4 5 6 

24. All too often moral weakness and mental retar
dation go hand in hand. 12 3 4 5 6 

25. Whether a child is born retarded is most often 
a matter of chance. 12 3 4 5 6 

26. It would be kinder to establish separate 
communities for retardates where they would 
not feel so out of place. 12 3 4 5 6 

27. Expecting retardates to fit into our highly 
competitive society is expecting too much. 12 3 4 5 6 

28. The wild sex life of the old Greeks and Romans 
was tame compared to some of the goings-on 
in this country, even in places where people 
least expect it. 12 3 4 5 6 

29. In many instances, illiteracy and mental 
retardation are indistinguishable. 12 3 4 5 6 

30. Employer prejudice is a greater detriment to 
the retardate than lack of ability. 12 3 4 5 6 

31. It is unwise to trust a younger child with 
an older retardate. 12 3 4 5 6 

32. The more severe cases of mental retardation 
are likely to be associated with organic 
defects. 12 3 4 5 6 

33. There is a sharp dividing line between 
"normal" and "mentally retarded." 12 3 4 5 6 
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34. Retardates should be prevented from having w < wo 
children by a painless operation. 12 3 4 5 6 

35. Science has its place but there are many 
important things that can never possibly 
be understood by the human mind. 12 3 4 5 6 

36. Decent parents are just as likely to have a 
mentally retarded child as any other parent. 12 3 4 5 6 

37. Mental retardation is no different from any 
physical handicap. 12 3 4 5 6 

38. A mental retardate can live just as happy a 
life as a normal person. 12 3 4 5 6 

39. There are many causes for mental retardation 
but sinning parents is not one of them. 12 3 4 5 6 

40. Most of our social problems would be solved 
if we could somehow get rid of the immoral, 
crooked and feebleminded people 12 3 4 5 6 

41. It is unfair to the normal children to have 
retardates in the same classroom. 12 3 4 5 6 

42. A mental retardate can live just as useful a 
life as a normal person. 12 3 4 5 6 

43. I could see myself as having a mental retardate 
as a true friend. 12 3 4 5 6 

44. Minimally retarded persons are more nearly 
comparable to the most profoundly retarded 
than they are to the non-retarded. 12 3 4 5 6 

45. If people obeyed God there would be less 
mental deficiency. 12 3 4 5 6 

46. I would do everything in my power to prevent 
my daughter from marrying a retardate. 12 3 4 5 6 

47. Except for the fact that they are not so smart 
retardates are the same as other children. 12 3 4 5 6 



91 

>1 >H W 
tl t-3 W 
O O 2 
2 w s eg 
O W O (4 
pi K s; W 
E-I T3 EN H 

48. Retardates are generally happier when with w ̂  w Q 

normals than when they are in special 
institutions. 12 3 4 5 6 

49. In the great bulk of cases of mental retar
dation, specific physical or neurological 
defects are usually diagnosable with modern 
biomedical techniques. 12 3 4 5 6 

50. I'd rather have a child born dead, than 
mentally retarded. 12 3 4 5 6 

51. You can generally identify a retardate by 
his looks. 12 3 4 5 6 

52. I would trust a mentally retarded person 
as a babysitter. 12 3 4 5 6 

53. If I had a retarded child, I would feel 
ashamed. 12 3 4 5 6 

54. For the retardate, kindness is more important 
than any educational program. 12 3 4 5 6 

55. Retardation is one of the two largest causes 
of sex crimes. 12 3 4 5 6 

56. Most mental retardates are better off in an 
institution with others of their kind. 12 3 4 5 6 

57. Separate schools for the retarded would 
provide them with the special programs 
they need. 12 3 4 5 6 

58. Having a retarded child is one way God 
punishes people. 1 2 3 4 5 6 
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Circle the answer that most accurately completes the statement. 

1. Most individuals who are mentally retarded would be classified as: 

1. severely retarded 
2. moderately retarded 
3. mildly retarded 
4. profoundly retarded 

2. Mental retardation is most prevalent among: 

1. children under two years of age 
2. three to five year olds 
3. ten to fourteen 
4. all age groups according to the general distribution of 

the population 

3. Most retarded persons come from: 

1. the highest socio-economic levels 
2. the middle socio-economic levels 
3. the lower socio-economic levels 
4. all socio-economic levels, somewhat randomly distributed 

4. The structure of group activities for the retarded: 

1. should employ the same program media utilized for normal 
children 

2. should rely largely on interaction between the group leader 
and the retardates on a one to one level 

3. should guard against experiences of repeated failure 
4. should be highly permissive and unstructured 

5. Mental retardation is defined as: 

1. low intelligence 
2. a learning disability 
3. impaired social behavior 
4. low intelligence and impaired social behavior 

6. Mental retardation is: 

1. a disease of the mind 
2. a condition arising from damage to the brain 
3. a complex of symptoms deriving from a variety of causes 
4. a disorder of the intellect 
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7. Most retarded persons live in: 

1. city slims and deprived rural areas 
2. state or private instituttions 
3. all areas of the city somewhat randomly distributed 
4. the better areas of the city and the suburbs 

8. Most mildly retarded children: 

1. are likely to develop emotional disturbances 
2. have potentials for independent living in adulthood 
3. will always be dependent on others 
4. have little capacity for vocational self-support 

9. Most retarded persons: 

1. have special talents to compensate for their intellectual 
deficits 

2. are retarded in several areas of development 
3. have unusual ability to work with their hands 
4. are physically superior 

10. The incidence of delinquent behavior among the retarded is: 

1. considerably higher than in the normal population 
2. less than in the normal population 
3. higher in the mildly retarded than the moderately retarded 
4. equally distributed through the various levels of retardation 

11. At the present time, the preferred placement of most mentally 
retarded children of school age is in: 

1. special education classes in the public school system 
2. regular classes of the public schools 
3. public or private residential schools 
4. day care or activity centers 

12. For the retarded child, a competitive school situation: 

1. is a stimulus to increased motivation 
2. generally results in a high level of achievement 
3. generally causes frustration and failure 
4. promotes social acceptance by the other children 

13. Most cases of mental retardation are first recognized by: 

1. physicians 
2. parents 
3. teachers 
4. psychologists 
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14. The majority of mentally retarded children resemble other 
children mostly in: 

1. personality characteristics 
2. physical development 
3. emotional development 
4. social development 

15. A common characteristic of mentally retarded individuals is: 

1. their insensitivity to what others think of them 
2. their unconcern about wrong doings 
3. their difficulty in planning ahead 
4. their antisocial tendencies 

16. In the development of retarded intellect, it is generally 
agreed that: 

1. environment is far more important 
2. heredity is far more important 
3. the relative importance of heredity and environment is 

yet to be determined 
4. none of these 

17. IQ test scores of children should be viewed as: 

1. descriptions of present functioning level 
2. predictors of later adult capacities 
3. measures of daily life-problem solving ability 
4. irrelevant to diagnostic procedures 

18. Successful adult adjustment of the mentally retarded is related 
most positively to: 

1. the individual's attitude toward school 
2. interpersonal and social skill 
3. reading skills and IQ 
4. work performance 

19. An important principle in working with the retarded is that: 

1. intelligence is fixed at birth 
2. behavior can be modified 
3. they can learn as well as other people 
4. failure stimulates them to try harder 
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20. Most retarded persons are identified as retarded: 

1. at any age in their life span 
2. from early infancy on 
3. only during their school years 
4. when faced with situations of social stress 

21. Marked environmental changes in a child's life: 

1. can alter the rate of intellectual growth, up or down 
2. can do little to alter intelligence which is genetically 

fixed 
3. cannot affect capacity for reason and judgement 
4. may affect personality but not intellect 

22. The kind of adaptive responses employed by the retarded are: 

1. the same as for other people 
2. highly related to the degree of the individual's intelligence 
3. dependent upon the nature of the interpersonal relationships 

he experiences regardless of intellectual abilities 
4. none of the above 

23. Culturally deprived children are not identified as retarded 
before they reach school age because: 

1. intelligence tests lack discriminatory power 
2. the demands of family and community generally do not 

exceed their adaptive capacities 
3. they generally do not come to the attention of professional 

workers 
4. their families are able to adequately meet their needs 

24. Which of the following parents might be expected to encounter 
the most difficulty in emotionally accepting a retarded child? 

1. the culturally deprived parent 
2. the professional or college graduate parent 
3. the unskilled laborer of limited education 
4. all would have equal difficulty 
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25. Psychotherapeutic approaches with the retarded: 

1. should not be undertaken since the retarded cannot profit 
from these techniques 

2. are no different than with normally intelligence persons 
3. often requires a more active role by the therapist in the 

problem-solving process 
4. require a wholly unique technique geared to the individual's 

low intelligence 

Put a + beside those statements that are true and a — beside those 
statements that are false. 

26. Most mentally retarded children can become vocationally 
independent adults. 

27. The mentally retarded are most likely to realize their 
fullest potentials through education and training in 
institutions. 

28 . Institutional placement is the best plan for the retarded 
child with normal brothers and sisters. 

29. Intelligence is an abstract concept and can be measured with 
reasonable accuracy on standardized tests. 

30. Many mildly retarded children function acceptably as 
parents in adulthood. 

31. About 75 percent of the retarded are not distinguishable 
by their physical appearance from the average person. 

32. Sensory handicaps, speech difficulties, and neuromuscular 
impairments occur with equal frequency among the normal 
and retarded populations. 

33. Most of the retarded in state institutions are mildly 
retarded. 

34. Severe nutritional deficiencies or head injuries in 
adolescents can cause retardation. 

35. Enrichment programs for culturally deprived children are 
most effective for school age children. 

36. For the majority, mental retardation is a dynamic, rather 
than permanent condition. 
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Most retarded persons have very little awareness of their 
mental, social and vocational limitations. 

Mentally retarded persons are more vulnerable to the 
development of conduct disorders than the average person. 

Manipulation of the environment cannot alter the social 
adequacy of retarded persons. 

Retarded persons should have the same freedom for choosing 
between alternative courses of action as other persons, in 
problem-solving situations. 

Hard core disadvantaged families cannot be helped unless 
they seek help of their own volition. 

Retarded persons should be selected for group activities 
on the basis of their mental age. 

All children who are below average in intelligence are 
mentally retarded. 

Mildly retarded children are generally not recognized until 
they reach school age. 

Mental retardation and mental illness are essentially the 
same. 

A child who cannot learn to read is mentally retarded. 

If a mentally retarded child, who is brain injured is put 
in a good home environment, he will become normal. 

You can generally tell whether a person is retarded or not by 
looking at the size of his head. 

Mentally retarded women nearly always give birth to mentally 
retarded children. 

The mentally retarded are very much like each other. 
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Teacher I.D. # Group 

1. What is your reaction toward the legislation recently 
passed in the state of Arizona requesting and in many instances possibly 
requiring that educable mentally handicapped children be educated in 
regular education classrooms? 

FAVORABLE UNFAVORABLE NO OPINION 

COMMENTS: 

2. Do you think that teachers certified to teach elementary 
education have the training and competencies necessary to teach the 
educable mentally handicapped? 

YES NO NO OPINION 

"YES" - What training prepares the elementary teacher? 

"YES" - Name some of the competencies. 

"NO" - Could elementary teachers do an adequate job instructing 
E.M.H. children, if they received support from resource 
personnel? 

YES NO 

What kinds of support might you expect a resource person 
to provide? 

3. Would you be willing to accept an educable mentally 
handicapped student in your classroom (building)? 

YES NO 

"NO" - Are there any conditions under which you would accept an 
E.M.H. student? 



APPENDIX B 

COVER LETTERS 

Included in the following pages are two different cover letters 

mailed with the questionnaire package. One letter, to superintendents, 

principals and Directors of Special Education was included with those 

questionnaires sent to the personnel in an entire building or district. 

The other letter was sent to those administrators not included in the 

random district samples. 
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Dear 

I wish to thank you for taking your time in making an effort to help 
me complete this study. At the conclusion of this study, I will send 
the results to you. These results will be general rather than specific, 
and your school district, school, or personnel will not be directly 
referred to in this study. 

Directions for distributing the questionnaire: 

Enclosed is one questionnaire for each of the teachers or administra
tors involved. With each questionnaire is a brown envelope. After 
the questionnaire is filled out, it should be put in the envelope and 
sealed. 

When the questionnaires have been returned, please place them in the 
return envelope and mail. 

If there are any questions please call 

Peter S. Fanning 
University of Arizona 
884-3214 

Once again, many thanks for your cooperation. 

Sincerely, 

Peter S. Fanning 
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Dear 

As you are well aware, the state of Arizona will implement the 
recently enacted mandatory legislation for exceptional children 
in September, 1976. 

Hopefully, through a research project in which I am engaged, I 
will be able to make recommendations that will aide school districts 
in their effort to comply with the provisions of the legislation. 
In order to complete this research, it is necessary to gather infor
mation about teachers and administrators in Arizona. You have been 
selected at random to participate in this research project. I 
sincerely hope that you are able to find time to complete the 
enclosed questionnaire and return it in the envelope provided before 
May 20, 1974. 

If there are any questions, please call: 

Peter-S. Fanning. -
University of Arizona 
884 - 3214 

Thank you for your cooperation, 

Peter S. Fanning 



APPENDIX C 

STATISTICAL ANALYSIS 

The data collected in this study was analyzed by the four 

statistical formulas which appear on the following pages. 
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When interval data was apparent, differences between groups 

were analyzed by employing the student's t-ratio (Hays, 1963) for 

differences between means. The statistical formula applied in each 

instance was: 

Differences in the interview data which ware less than interval 

were analyzed by Fisher's Exact Probabilities Test (Siegel, 1956). 

The statistical formula applied in each instance was: 

(A •+ B) 1 (C + D) ! (A + C) 1 (B + D) ! 
p  =  

N: A: B: C: D: 
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Relationships between attitude and years of teaching experience 

were analyzed by employing Kendall's Tau B (Nie, Bent and Hull, 1970) 

The statistical formula applied was: 

P - Q 
Tau b = 

JsN(N - 1) 

Relationships between attitude and knowledge were analyzed by 

employing a Pearson product-moment correlation (Nie, Bent and Hull, 

1970). The statistical formula applied was: 

N X-Y; - (N X±) (N YIJ/U 
i=l 1 i=l 1=1 

r = 

N „2_ /N )2 N Y2 " (N Y2)2/N 
i=l i li=l i /N i=l i i=l i 
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