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Employment data were collected from personnel files of

43 teachers of students with serious emotional disturbances

from a large suburban school district. The 43 records were

sorted into groups by level of college education and type of

teaching endorsement. The groups were then compared for

differences in duration of employment and summative

evaluation scores on the Texas Teacher Appraisal System

using a non-parametric one-way analysis of variance. At

a .05 probability level, no significant differences were

found between groups.

Explanations for a failure to find differences include

(a) the operative definition of "qualified" and

"unqualified" teachers was too general, (b) data available

in personnel records did not permit accurate measurement,

and (c) the summative scores from the Texas Teacher

Appraisal System do not appear to be an appropriate metric

for accurately determining differences in individual

teachers.



Recommendations are offered for further inquiry into

differences between qualified and unqualified teachers of

students with serious emotional disturbances. Implications

for further study in this area include justifying the

development of categorical personnel preparation programs at

the university level, and evaluating the effectiveness of

personnel development policies of education agencies.
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CHAPTER I

OBSERVABLE DIFFERENCES IN SELECTED EMPLOYMENT CHARACTERISTICS

AMONG GROUPS OF TEACHERS OF STUDENTS WITH SERIOUS

EMOTIONAL DISTURBANCES GROUPED BY TYPE OF

ENDORSEMENT AND LEVEL OF TRAINING

In recent years concern and alarm has been expressed

about a nationwide shortage of teachers for students with

seriously emotional disturbances (Akin, 1988; National

Center for Educational Statistics, 1985; Smith-Davis, 1985;

Smith-Davis, Burke, & Noel, 1984; U. S. Department of

Education, 1989). The promising rhetoric of the National

Commission on Excellence in Education (1983) on attracting

and retaining talented teachers in areas of shortage does

not seem to have had an effect on educational services for

students who are seriously emotionally disturbed (SED). The

teacher shortage continues (Bowen, 1988), and these

students, for whom the Executive Committee of the Council

for Children with Behavioral Disorders (1989) described

interventions as being the most necessary, numerous, and

complex, are at the highest risk of being assigned

unqualified teachers. Shortages of qualified teachers

aggravate other critical issues that threaten the integrity

of educational services for students with SED.

1
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Definitions of Terms

In this paper, several terms are used that may be

unfamiliar to the reader or that may have more than one

meaning. These terms are defined in this section.

Qualified teachers: Refers to teachers who have a valid

teaching certificate and an endorsement issued by the state

in which they are working that allows them to teach students

with emotional disturbances. Eligibility for endorsements

varies from state to state. For instance, in some states,

an endorsement to teach students who have serious emotional

disturbances can be granted at the bachelor degree level,

but in other states, a master's degree is required for

endorsement. Endorsements also vary categorically from

state to state. Some states issue only generic special

education endorsements while others are specific to students

who have serious emotional disturbances. Because of the

differences in endorsement and variances in teacher training

programs across states (Parker, 1980), qualified teachers of

students with serious emotional disturbances will have

differing orientations and backgrounds.

Unqualified teachers: Refers to those who do not have

an endorsement to teach students with serious emotional

disturbances. Examples of such teachers are those with

emergency certification, alternative certification,

substitute teachers, or teachers who have been temporarily
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assigned to a class to fill a vacancy and do not possess a

certification or endorsement related to special education

(American Association of Colleges of Teacher Education

[AACTE], 1984; Greenberg, 1983; Roth, 1986).

Misassigned teachers: Refers to those who are certified

in areas other than that in which they are teaching. They

do not have alternative certificates, emergency

certificates, or are not substitute teachers.

Supply: Refers to the number of qualified teachers

available to furnish services to students.

Demand: Is defined according to a prevalence-based and

a market-based model. Prevalence-based demand: Refers to

the number of certified teachers needed to provide services

to the number of students based on current or projected

prevalence figures. Market-based demand: Refers to the

number of funded teaching positions available (Smull &

Bunsen, 1988).

Underidentification: Refers to the failure to find a

student eligible for special education services under the

federal definition of SED when that student is actually

eligible for services under that definition (Forness, 1988).

Serious emotional disturbances: Refers to the

classification of disability defined in the guidelines

initiated by Public Law 94-142 (Federal Register, 1975)

which defines eligibility for special education services
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under the rubric of seriously emotionally disturbed. This

term is meant to be synonymous to other terms such as

behaviorally disordered, emotionally maladjusted, or

emotionally disturbed. The term refers to the disability

rather than to the person, therefore "students with serious

emotional disturbances" is used rather than "seriously

emotionally disturbed students".

Rationale for Study

Students with serious emotional disturbances (SED) are a

difficult population to teach (Executive Committee of the

Coucil for Children with Behavioral Disorders, 1989). They

have the highest dropout rate of all categories in special

education (U.S. Department of Education, 1989), and in 1987,

of the students with SED in the United States who left high

school, only 37% of them did so by earning a high school

diploma. Attrition rates for teachers of this population

(SED teachers) are among the highest of all public school

teachers in the nation (Smith-Davis, Burke, & Noel, 1984).

The reported need for SED teachers is the greatest of all

special education categories (U.S. Department of Education,

1989), and the shortage of SED teachers is reported to be

critical by Akin (1988), the National Center for Educational

Statistics (1985) and Smith-Davis (1985). Where there is an

area of need, and qualified teachers cannot be found,

administrators often react by employing unqualified teachers
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(Greenberg, 1983; Roth, 1986). It can, therefore, be

inferred that unqualified teachers are used to teach

students with SED to some extent. Smith-Davis, Burke, and

Noel (1984) suggest that the use of unqualified teachers

diminishes the quality of educational services to students

with SED.

A high attrition rate among teachers of a population

that has such a high dropout rate and poor academic

performance is a signal that current methods of providing

educational services to students with SED may deserve close

scrutiny. Knowledge that unqualified teachers are used to

teach these students invites inquiry into the practice of

using unqualified SED teachers to fill vacancies (a reactive

measure) as opposed to training, actively recruiting, and

retaining qualified teachers (a proactive measure).

Studies investigating the differences in job performance

between qualified and unqualified SED teachers could yield

information that could be used to develop policies regarding

training, recruiting, and retention programs. Several

variables could be used in comparing qualified teachers with

unqualified teachers. Once the distinction is made between

the two groups based on endorsement and training information

in personnel database files, other information located in

these files can be used that (a) does not violate personal

privacy of the teacher, (b) yields objective information,
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and (c) yields information related to job performance. One

such variable that can be used is the duration of

employment. SED teachers who stay with their assignments

longer are a greater asset to their students (Kreger &

Kreger, 1989). Students with SED experience more distress

and disruption than other students when a teacher leaves.

Greenberg (1983) and Rizzo and Zabel (1988) note that

teachers who have a low level of commitment to the

profession are more likely to leave the classroom sooner

than other teachers. Another variable that can be used to

compare SED teachers is the evaluation of teacher

performance by trained raters. Teachers who have a personal

commitment to their profession can be expected to rate

higher on a teacher evaluation than teachers who are in a

temporary placement (Greenberg, 1983).

Purpose of Study

The purpose of this study was to examine differences in

selected quantitative employment characteristics among SED

teachers grouped by type of endorsement, and level of

training. The selected quantitative employment

characteristics were (a) duration of employment as an SED

teacher, and (b) summative evaluation scores on the Texas

Teacher Appraisal System (TTAS) (Texas Education Agency,

1986). The study attempted to determine if SED teachers who

have endorsements to teach students with SED stay at their
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jobs longer and receive higher TTAS summative evaluation

scores than SED teachers who do not have such endorsements.

Significance of the Study

Young and Gable (1984) suggest that because of the wide

variation that exists in endorsement and training standards

for SED teachers across states that it is not likely that

all qualified teachers have the same level of training.

Even so, formal teacher preparation is a necessary vehicle

for developing a supply of qualified teachers for seriously

emotionally disturbed students (Cullinan, Epstein, &

Schultz, 1986). Formal preparation is the only feasible

method with a potential to deliver the level of training

necessary. In-service preparation, conference sessions, and

independent study are all desirable complements to

professional development, but the skills necessary to

properly manage the SED classroom are far more involved than

what would be expected in other types of classrooms

(Executive Committee of the Council for Children with

Behavioral Disorders, 1989), and would be more likely

obtained in a professional preparation program (Cullinan,

Epstein, & Schultz, 1986). In discussing the complexity of

this type of teaching, Rizzo and Zabel (1988) note that a

teacher is never fully prepared to teach students with

serious emotional disturbances. Professional development

supplemented by continuing education is necessary.
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Formal preparation programs for teachers of students

with serious emotional disturbances, however, are at risk.

The wide variation that Young and Gable (1984) found between

states in teacher training programs weakens the integrity of

teacher training (Greenberg, 1983), but so does a lack of

specific knowledge that may be needed to defend such

programs. Zabel and Zabel (1983) studied the relationship

between special education teacher burnout and level of

training, age, and experience, but, as with other inquiries

into SED teacher attrition (Lawrenson & McKinnon, 1982;

Smith-Davis, Burke & Noel, 1984), no comparisons were made

between qualified and unqualified SED teachers. Without

such knowledge, it may become difficult to justify the

continuation of SED teacher education programs in the face

of political and economic forces that seek to eliminate

categorical programs (Kauffman, 1989a). This study seeks to

compare qualified and unqualified SED teachers.

Limitations of the Study

The fact that the data for the study was from a large

suburban school district presents problems in generalizing

results to smaller districts, districts with different

minority compositions, and predominantly rural districts.

Because of differences across districts in policy, political

climate, and funding, it is not practical to generalize

results from this study to any other district regardless of
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size or location. The forthcoming results can only be

viewed as descriptive of the district in which the study was

done.

Because of recordkeeping procedures, it was only possible

to obtain the records of teachers whose initial assignment

was in an SED classroom. Job codes were assigned to files

at the time of employment, and, in spite of teacher

reassignment, were never revised. This limited the sample

to individuals who were employed as SED teachers, thereby

eliminating those who may have been assigned to an SED

classroom subsequent to an initial non-SED assignment.

District personnel officials reported, however, that SED

positions are not often filled by reassigning teachers, and

that teachers are most often employed specifically for the

SED classroom.. It is not known to what extent reassigned or

misassigned teachers were used in this district, and since

the job code is the only record of teaching assignment by

instructional arrangement, this information cannot be known

for certain.

In the Texas Teacher Appraisal System (TTAS) instrument,

teachers are sometimes awarded, or not awarded, "Exceptional

Quality" (EQ) points. It is officially acknowledged that

the awarding of EQ points is a subjective process (Texas

Education Agency, 1986). In a self-contained SED classroom

this subjectivity may cause differences in scores related to
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classroom control, student behavior, teaching style, or

other factors that may not be present in another type of

classroom.

Because of an expected abnormal distribution in

dependent variable scores, a non-parametric one-way analysis

of variance procedure will be used to detect group

differences. One of the disadvantages of non-parametric

statistics is that statistical power is reduced, that is,

the statistic will be less capable of detecting group

differences.

Review of Literature

A review of literature for the years 1980 through 1989

was conducted. Sources reviewed included Education

Resources Information Clearinghouse (ERIC), which consisted

of abstracts of monographs, journal articles, and books on

the subjects of personnel preparation, teacher supply and

demand, teacher shortage, teacher certification, emergency

certification, alternative certification, emotional

disturbances, behavior disorders, and substitute teachers;

Dissertation Abstracts International exclusively under the

Special Education dissertations between the years of 1980

and 1989; and Education Digest between the years of 1980 and

1989, which includes references to major journal articles

pertaining to students with serious emotional disturbances,

personnel preparation, teacher certification, teacher
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competencies, certification standards, teacher shortages,

and teacher supply and demand.

Inquiry into the differences between qualified and

unqualified SED teachers has not been done on a wide enough

scale to be accessible to a library researcher. Literature

reviews of articles in major journals, and searches of the

ERIC database have revealed no such studies, and the subject

of using unqualified teachers in SED classrooms has not

received wide publication. A discussion of the full

implications of the practice of using unqualified SED

teachers is a necessary step in improving educational

services, and must include background issues that bring into

perspective the importance of using properly trained

teachers.

Critical Issues Challenging Educational Services

to SED Students

Students with SED in the public schools are the most

neglected category of students served by special education

(Grosenick, George, & George, 1988). Several practical

issues in providing an appropriate education for SED

students demonstrate limits to the range and quality of

services that are legally due to this population: (a)

underidentification and misidentification, (b) limited

availability of resources, and (c) poor interagency

cooperation.
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Underidentification and Misidentification

The failure to find a student eligible for special

education services as SED when that student is actually

eligible is called underidentification. Because of

'nderidentification, many students with SED who would

otherwise be eligible do not receive special education

services. Long (1983) speculated that school districts tend

to not actively seek students that will qualify as SED, but

serve only those whose behaviors compel attention. Kauffman

(1989b) found that public elementary schools typically do

not make an effort to identify early signs of behavior

disorders. This may be due in part to the ambiguous

definition of "serious emotional disturbance" found in the

federal regulations governing provision of special education

services (CCBD, 1987; Forness, 1988).

In order to become eligible for SED services, a

psychologist or psychiatrist must verify that a student fits

the criteria established by the federal definition for

"serious emotional disturbance". The requirement that a

psychologist or psychiatrist provide this input prior to

eligibility permits clinical judgment to play a part in the

inclusion or exclusion of a student for services. As such,

students who should receive services are sometimes not

eligible (CCBD, 1987). The same is true for some students

who have overtly disturbing behaviors. The federal
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definition excludes students who have been found to be only

socially maladjusted. Since the definition for social

maladjustment is unclear, experts have looked to the

Diagnostic and Statistical Manual of Mental Disorders (DSM-

III-R) (American Psychiatric Association, 1987) for a

definition and have found that it is similar to the DSM-III-

R diagnosis of "conduct disorder". Students who fit the

psychiatric diagnosis of conduct disorder (American

Psychiatric Association, 1987), consequently, have been

labeled socially maladjusted, and excluded from services

(CCBD, 1987). It has been estimated that 50 to 60% of SED

students fit a diagnosis of "conduct disorder" (Knitzer,

1989). States that equate a conduct disorder diagnosis to

social maladjustment will contribute to the neglect of even

larger numbers of students with SED. Sustained neglect of

the mental health needs of students with SED can contribute

to destructive antisocial behavior, disruptive forces on the

family, and failure at school and work (Hops, Finch, &

McConnell, 1985; Horn & Packard, 1985; Long, 1983).

In addition to underidentification, students are

sometimes assigned to SED classes without appropriate

screening and assessment. Nelson and Rutherford (1987) note

that schools are just as likely to determine students

eligible on political or subjective grounds as they are on

objective or behavioral grounds, which. results in
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misidentification. These identification practices result in

students with SED that do not receive the special education

services to which they are entitled.

Limited Availability of Resources

Another dysfunctional aspect of programs for students

with SED relates to ineffective guidance and information

exchange in the field. It is advantageous for program

planners to have clear and thorough descriptions of

successful district-wide programs for students with SED

available to them. Such descriptions should contain enough

information to allow replication by any practitioner.

Unfortunately, this is not always the case. A review of

literature (Grosenick & Huntze, 1983), and data from a

national survey (Grosenick, George, & George, 1988) revealed

that in professional literature available to practitioners,

few descriptions of successful programs are available, and

of the descriptions that are available, inadequate

information was conveyed to allow replication. Forness

(1988) cited inappropriate and inadequate service

provisions, and a lack of federal guidance and support in

funding and implementing a cogent continuum of services.

Knitzer (1989), in describing a national survey of SED

services noted a general lack of quality in programs for

students with SED. Without the sharing of new ideas in an

accessible forum, program planners are limited as to where
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to turn for solutions to a most challenging problem. With a

corresponding lack of federal support and guidance, quality

programs are all the more difficult to implememt.

Poor Interagency Cooperation

A third aspect that impacts directly on quality of

services and efficient identification of students with SED

is the level of interagency cooperation (Edgar, 1987;

Forness, 1988; Huntze, 1988). Services are provided for the

treatment of students with SED by many different agencies,

and the complexity of obtaining services can be prohibitive

in itself (Edgar, 1987). Different classification criteria,

eligibility criteria, outcome goals, and terminology

confounds efforts at effective treatment as the student

moves through the juvenile justice, public education, social

service, vocational rehabilitation, mental health, and any

number of other systems (Huntze, 1988; Forness, 1988;

Nelson, Rutherford, & Wolford, 1987). Models for

coordinating services between agencies are needed in order

to minimize confusion and offer a smooth continuum of

services (Edgar, 1987).

The underidentification of students with SED, the

misidentification of students who may not be eligible for

services, the general lack of quantity and quality of

effective programs, and the need for efficient interagency

cooperation are of importance to program planners at all
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levels. In evaluating these issues, however, consideration

should be given to population trends of students with SED

themselves, and the direct service providers, the teachers.

The population of students with SED is growing (Office of

Technology Assessment of the United States Congress (OTA],

1986) and the supply of SED teachers is shrinking (Akin,

1988).

Aggravating Conditions

Conditions that add to the crisis in educational service

delivery to SED students include an increase in the SED

population and a crisis in teacher supply and demand that

aggravates a shortage of SED teachers.

Increase in SED Population

The U.S. Bureau of the Census (1982) projected an

increase in population of children between the ages of 5 and

13 by 5.8 million between 1985 and 1995; and the population

of 14 to 17 year-olds by 2.5 million from 1990 to 2000.

Estimates of the prevalence of SED students being served by

special education ranges from less than 1% of the school

population (Council for Children with Behavioral Disorders,

1990) to 1% of the school population (Algozzine & Korinek,

1985) to 3-5% of the school population (Kauffman, 1989b).

Whatever the estimated prevalent', epidemiological studies

have shown that the prevalence of students with SED remains

proportionately constant to the general population (OTA,
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1986). Therefore, the population of students with SED will

grow as the school-age population grows (Darling-Hammond,

1988). Also, in the future, some state and local education

agencies are expected to adopt more comprehensive screening

and identification criteria in response to low prevalence

figures (Zabel, 1988).

The Office of Technology Assessment (OTA,1986) reported

to Congress that as many as 12% of our nation's children

suffer from emotional problems that require mental health

treatment, and that 70-80% of the children in need of

treatment are not getting adequate services. The Council

for Children with Behavioral Disorders (1990) reports a

national prevalence figure for SED students of less than 1%

of the student population. Growth of the SED population

proportionate to the school population, coupled with a

considerable discrepancy between the need for services (12%)

and actual provision of services (<1%) indicates a need for

state and local education agencies to adopt more

comprehensive screening and identification criteria. The

consequent increase in services, however, would do little

good without trained teachers.

Supply, Demand, and Need

for Special Education Teachers

Coincident with the growth of the SED population are severe

shortages of special education teachers expected into the
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1990's (Bowen, 1988; McLoughlin, Smith-Davis, & Burke,

1986; Smith & Lovett, 1987) with the field of SED among

those with the shortest supply of teachers (Akin, 1988;

National Center for Educational Statistics, 1985; Smith-

Davis, 1985; Smith-Davis, Burke, & Noel, 1984).

If the number of students with SED grows, the pool of

qualified teachers (supply) should grow as well in order to

keep up with demand. Simply counting the number of teachers

employed, however, provides an incomplete estimation of

teacher supply. Declining enrollments in teacher education

programs, projected increases in student enrollment into the

1990's, teacher attrition (Darling-Hammond, 1984),

retirement rates, and teachers with alternate and emergency

certifications affect estimation of supply, as do many

demographic and geographic elements (U.S Dept. of Education,

1989). The task of maintaining an adequate supply of

teachers involves, in addition to estimating the supply,

identifying the demand for teachers. The difference between

supply and demand defines teacher need. When there is a

need, or shortage, of teachers, demand exceeds supply. The

degree of need, however, will change depending on how demand

is interpreted (i.e., market-based, prevalence-based), and

how its measures are used. For example, in special

education, the demand in areas such as SED has exceeded the

supply (Smith-Davis, 1985; National Center for Education
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Statistics, 1985), but the practice of issuing emergency or

alternative certification to fill positions for which fully

certified personnel cannot be found reduces the demand

(Sattler & Sattler, 1985). If supply is defined simply as

the number of teachers available, regardless of

qualification, demand can be reduced in this way. By

reducing the demand, the need for qualified SED teachers is

eliminated. These positions, nevertheless, are filled with

teachers who are not fully certified and inappropriately

trained (McLaughlin, Smith-Davis, & Burke, 1986; Smith-

Davis, Horsinck, & Wheatley, 1984). If the need for SED

teachers is eliminated in this way, teacher training

institutions also suffer because the function as a supplier

is no longer needed (Greenberg, 1983).

Consequences of a Lack of Trained Teachers

In 1989, a warning statement entitled "A Free

Appropriate Public Education: But Who Will Provide It?" was

issued jointly by the American Speech-Language-Hearing

Association, the Council of Administrators of Special

Education, the Council of Exceptional Children, the Council

of Graduate Programs in Communication Sciences and

Disorders, the Higher Education Consortium of Special

Education, the National Association of State Directors of

Special Education, and the Teacher Education Division. The

statement, presented in testimony before the Senate
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Subcommittee on the Handicapped and the House Subcommittee

on Select Education, pointed to a critical shortage of

special education teachers. The testimony included a

warning that if the teacher shortage trend continues in

special education, it is projected that there may be (a) an

increase in number of persons with handicaps who do not have

sufficient knowledge to function effectively in our society,

(b) an increase in the number of persons with handicaps who

drop out of school, (c) an increase in cost to society for

social services for these individuals, and (d) an increase

in pressures on families who must cope with the educational

and developmental needs of their children. These problems

hold true, and are exacerbated, in programs for students

with SED that depend on untrained teachers. These

students--already beset by underidentification,

misidentification, programs deficient in quality and

quantity, and miscommunication between agencies trying to

serve them are at particular risk because of a lack of

trained teachers.

Using Unqualified Teachers in the Classroom

Studies focusing on the use of teachers with emergency

certificates, substitute teachers, and teachers who have

been misassigned reveal the questionable nature of this

practice (Roth, 1986). The use of unqualified personnel may

be expedient, but in the case of SED students, possible
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consequences of such a policy have to be examined. If a

teacher is not adequately trained, the quality of

instruction will probably be inadequate (AACTE, 1984;

National Commission for Excellence in Education, 1983;

Smith-Davis, Burke, & Noel, 1984). Inadequate organization

and planning results in commotion, disruptions in the

routine, and a loss of behavioral control of students.

Unskilled attempts at behavioral control are not likely to

be successful (Cullinan, Epstein, & Lloyd, 1983).

Unqualified teachers do not stay with the classroom as long

as a teacher with more training would (Greenberg, 1983;

Rizzo & Zabel, 1988), requiring SED students to make

difficult and confusing adjustments to the loss of a teacher

(Kreger & Kreger, 1989). Inadequate instruction, loss of

behavioral control, increased likelihood of the teacher

leaving, and increased student turmoil appear to be possible

outcomes of using unqualified SED teachers. Without

qualified, adequately trained teachers, the quality of

services delivered to students with SED is not likely to

improve.

Effects on Students with SED

Students with serious emotional disturbances who do not

have teachers who are specially trained to work with them

are in many public school classrooms. Many are in special

education classrooms with substitute teachers (Kreger &
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Kreger, 1989), teachers with emergency certificates, or

teachers who are misassigned (Roth, 1986). Students with

SED are entitled access to qualified teachers and quality

programs (Knitzer, 1989), but very likely do not have

teachers who are capable of providing an appropriate

education (McLaughlin, Smith-Davis, & Burke, 1986; Smith-

Davis, Morsinck, & Wheatley, 1984). The more time students

with SED spend in school without appropriate interventions,

the more at risk they are for developing more severe social

maladjustment problems as they grow older (Long, 1983;

Kauffman, 1989b).

Training Teachers Qualified to Face the Challenge

Teachers of students with SED require special training.

Successfully managing the variety of emotional and

behavioral disorders encountered by the teacher in an SED

classroom necessitates a level of training most

appropriately received in a formal teacher training program

(Rizzo & Zabel, 1988). Students with SED have some similar

characteristics, but the intensity and manifestations of

their problems differ in spite of the unitary label used to

refer to them in public schools. Even though they are

identified and placed in the same category (SED) in special

education classes, they exhibit a wide range of deficiencies

in social behavior and interpersonal relationships

(Kauffman, 1989b). In addition, these students experience a
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variety of disorders, each with different characteristics

and implications for the teacher (Rizzo & Zabel, 1988). The

teacher should have the skills necessary to cope with the

complex nature of these students (Cullinan, Epstein, &

Schultz, 1986; Rizzo & Zabel, 1988; Whelan, 1988).

The Importance of Teacher Competency Measures

In the early eighties, the National Commission on

Excellence in Education (1983) published "A Nation at Risk".

This report brought to the public's attention the weaknesses

and inequities of the public education system and the need

for an emphasis on excellence in education. The

Commission's recommendations included an improvement in the

quality of teachers, calling for an identification of

teacher competencies that correlate to effective

instruction, and the recruitment of professionals from

business, and science to fill teaching positions. The

National Education Association, the American Federation of

Teachers, the Education Commission of the States, and the

Educational Testing Service all issued statements concerning

the need to improve teacher preparation programs (Roth,

1989) These events signaled an awareness of the need to

account for teacher competency (Cullinan, Epstein, &

Schultz, 1986), but also a doubt about the need for formal

teacher preparation programs. In Time for Results: The

Governor's 1991 Report on Education (National Governor's
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Association, 1986), the nation's governors suggested that

new strategies be found to recruit individuals from outside

the teaching profession.

A review of teacher preparation literature showed that

there had been very little research in recent years

regarding teacher competencies (Zabel, 1987), but

identifying them, nonetheless, was recognized as necessary

and important to teacher education institutions.

Competencies needed for effective teaching, in spite of

being difficult to measure, were nevertheless the only

criterion available to measure readiness to teach

(Blackhurst, McLoughlin, & Price, 1977).

The development of competencies for SED teachers has

taken place for some time (see Bullock & Whelan, 1971;

Bullock, Dykes, & Kelly, 1974; Haring & Fargo, 1969; Kerr,

Shores, & Stowitschek, 1978; Mackie, Kvaraceus, & Williams,

1957; Polsgrove & Reith, 1979). Several efforts at listing

competencies required by teachers of seriously emotionally

disturbed students have been published (see Blackhurst,

McLoughlin, & Price, 1977; Braaten, 1979; Pearl, 1979).

Cullinan, Epstein, & Schultz (1986) found a general

consensus of opinion among special education administrators,

coordinators in residential programs, and university

professors in the SED field about which competencies are

important for SED teachers to have.
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A consensus of teacher competencies across the country

is vital. Because of the wide variation in requirements

from training programs among, and because of the differences

in philosophy between state education agencies and teacher

training institutions (Parker, 1980; Young & Gable, 1984)

SED teacher training programs are losing credibility

(Cullinan, Epstein, & Schultz, 1986). This increases the

difficulty of arguing for more and better programs for

training SED teachers.

Qualified SED teachers have an attrition rate that is

higher than other categories of teachers (Huntze &

Grosenick, 1980; Smith-Davis, Burke, & Noel, 1984). Zabel

and Zabel (1983) cite the most common reasons for leaving

the SED classroom to be trying to teach difficult students,

and lack of administrative or parental support. Also, the

younger, the less trained, and the less experienced a

teacher is, the higher the probability for leaving the

teaching assignment (Zabel & Zabel, 1983). Since attrition

rates appear to be high for SED teachers regardless of their

amount of training, it may appear to those concerned with

personnel supply that it makes no difference whether or not

the teacher is trained. Although the previous discussions

suggest that it is critically important to employ and retain

trained SED teachers, little or no inquiry has been made

into the difference between SED teachers with training and
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those who have not been formally trained to teach SED

students. Because of this, justifying professional

preparation programs for SED teachers may be difficult.

Information regarding the differences between trained and

untrained SED teachers can help those seeking to fund and

expand categorical SED teacher training programs and help

improve the overall quality of services to SED students.



CHAPTER II

METHODOLOGY

Employment data were collected from the personnel files

of 43 teachers. These data were then sorted into groups for

comparison. Using a non-parametric one-way analysis of

variance procedure, these groups were tested for

differences. Because of an expected abnormal distribution

in dependent variable scores, and small numbers of subjects

in some of the groups, the non-parametric procedure is

appropriate for this type of analysis.

Objective of Study

The objective of this study was (a) to examine the

quantitative employment characteristics (duration of

employment, and TTAS summative evaluation scores) among SED

teachers grouped on level of training, and type of

endorsement, and if observable differences exist between

groups, (b) determine the relationships that level of

training and type of endorsement have to duration of

employment and summative evaluation scores.

Research Questions

The following four research questions were answered by

using a series of non-parametric one-way analyses of

variance.

27
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1. Is there a statistically significant difference between

groups of SED teachers grouped by level of training in

duration of employment as measured from initial date of

employment as SED teacher to date ended as SED teacher?

2. Is there a statistically significant difference between

groups of SED teachers grouped by type of certification and

endorsement in duration of employment as measured from

initial date of employment as SED teacher to date ended as

SED teacher?

3. Is there a statistically significant difference between

groups of SED teachers grouped by level of training in TTAS

summative evaluation scores?

4. Is there a statistically significant difference between

groups of SED teachers grouped by type of certification and

endorsement in TTAS summative evaluation scores?

The groupings of independent variables for endorsement

include (a) generic special education endorsement, (b) SED

endorsement, and (c) no generic or SED endorsement. For

training, the groupings are (a) bachelor special education

(generic), (b) master's special education (generic), (c)

master's SED, and (d) no special education training.

Description of School District

The district from which this data was taken is a large

suburban school district in North Central Texas. The

district is located within the Dallas/Fort Worth Metroplex,
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an economically diverse area which accommodates a wide array

of businesses and industry. The district is the twenty-

seventh largest employer in the area.

Subject Description

Subjects used in the study were personnel who were

teaching, or have in the past five years taught in self-

contained classrooms for students with serious emotional

disturbances. The age range of teachers was 24-60 years

with a mean of 37 years, 11 months; a median of 36 years, 8

months; and a mode of 28 years.

Instrumentation

The Texas Teacher Appraisal System is a standard

statewide teacher evaluation instrument adopted by the State

of Texas as a component of legislated education reform

measures in 1985. It was first used during the 1986-1987

school year, and changes were made for the next school year.

The changes consisted primarily of (a) clarifying the

wording of items, and (b) simplifying the scoring procedure

(Texas State Teacher Association, 1987). Since all TTAS

summative evaluation scores reported for this sample

represent the last score received by the teacher, all scores

are recorded in the metric used in the revised version of

the test: Clearly Outstanding is between 154.0 and 184.0

points, Exceeds Expectations is between 128.0 and 153.9

points. No score in the sample was below 128.0 points.
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Data Collection

Data were collected from a computer database of personnel

information. This database contained all pertinent

information regarding personnel at the time of employment,

as well as updated information that will change the

individual's status, such as certification or earned degree.

Data were retrieved by listing all files containing the job

code that was assigned to SED teachers when they were

employed. Because the job code was the only piece of data

that identified a teacher as an SED teacher, locating files

by job code was the only method available for retrieving all

SED teachers.

The data received by the researcher did not include any

personally identifiable information. The data included (a)

date began as SED teacher, (b) date ended as SED teacher

(1989-1990 school year if not terminated), (c) type of

endorsement, (d) type of degree received, (e) field of

study, and (f) Texas Teacher Appraisal System summative

teacher evaluation. Data were collected from 43 teacher

files, and arranged into groups according to certification

and training.

Procedures for Data Analysis

The data were grouped on two independent variables: (a)

type of endorsement, and (b) level of training. These two

groupings were each compared on the dependent variables: (a)
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duration of employment and (b) summative teacher evaluation

score on the Texas Teacher Appraisal System.

The files were grouped by endorsement into categories of

Generic Special Education Endorsement, SED Endorsement and

No Generic or SED Endorsement. The State of Texas

recognizes either a Generic Special Education Endorsement or

an SED Endorsement in order to teach students with SED. The

files were then grouped by Level of Training into categories

of Bachelor Special Education (Generic), Master's Special

Education (Generic), Master's Seriously Emotionally

Disturbed, and No Special Education Training.



CHAPTER III

RESULTS

Data were collected on 43 SED teachers. Of the 43

teachers, 10 were not qualified by the state to teach SED

students; that is, they possessed neither a generic special

education nor an SED endorsement. Of the 33 qualified

teachers in the study, 21 were graduates from North Texas

area universities, four were from Central Texas, and eight

were from out of state. Once the data were collected and

grouped, it was possible to clearly describe the district's

SED teacher supply.

A graphic presentation of the groupings used for the

study and the number of subjects within each group is

presented in Table 1.

Along the left margin are the categories of training

received by the teachers in the study, and along the top of

the matrix are the types of endorsement held by the

teachers. This matrix provides a description of the supply

of qualified SED teachers as well as the number of

unqualified teachers, levels of training of the teachers,

and types of endorsement pertinent to an SED teaching

position. In order to gain more information from this data,
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Table I

Two-Way Matrix of Subject Groupings

TRAINING GENERIC ENDRS SED ENDORSED NOT ENDORSED

B.S. SpecEd n=15 n=2 n=4
M.S. SpecEd n=9 n=4 n=1
M.1S. SED n=1 n=1 n=1
No SpecEd n=1 n=O n=4

a Kruskal-Wallis non-parametric one-way analysis of variance

was performed to check for the presence of group differences

on the dependent variables of duration of employment and

TTAS summative evaluation score. An alpha level of .05 was

set for each analysis of variance, and the degrees of

freedom are 42 for each analysis of variance.

The following section presents an examination of each

research question. The sets of data that are used to answer

each research question are explained, and the results of

each of the four non-parametric analysis of variance

procedures are reported.

Research Questions

Research Question 1

Is there a statistically significant difference between

groups of SED teachers grouped by level of training in

duration of employment as measured from initial date of

employment as SED teacher to date ended as SED teacher?

In Table 2, SED teachers were grouped on four levels of

training: Bachelor Special Education, Master's Special
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Education, Master's SED, and no Special Education training.

The groupings are compared with one another on duration of

employment as an SED teacher in months.

Table 2

Duration of Employment in Months by Levels of Training

B.S. SpecEd M.S. SpecEd M.S. SED No SpecEd

18 18 63 45 72 18 5
9 99 18 81 18 9 9
32 9 18 81 99 9 18
27 72 63 18 90 18
5 9 27 72 27 117
9 9 9 144 9

81 9 117 9 18

n=21 n=14 n=3 n=5

Data were tabulated to yield an H-Value corrected for

ties. Summary statistics appear in Table 3. The

Probability Chi-Square represents the alpha level at which

group differences are statistically significant.

Table 3

H-Value for Research Question 1

Number of Scores 43
H-Value 5.6038
H-Value Corrected for Ties 5.8087
Probability Chi-Square 0.1213

Since the level of significance for finding group

differences was set at .05, and the probability is .1213,

the data do not show a statistically significant difference

between groups of SED teachers with different levels of
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training.

Research Question 2

Is there a statistically significant difference between

groups of SED teachers grouped by type of endorsement in

duration of employment as measured from initial date of

employment as SED teacher to date ended as SED teacher?

In Table 4, SED teachers are grouped by type of

endorsement, and the groupings are compared on duration of

employment in months. The generic special education and SED

endorsements can be obtained at both the bachelor and

master's level, and therefore contain scores from teachers

with both bachelor and master's degrees. In Texas, teachers

are required to have either a generic special education, or

an SED endorsement in order to teach students with SED;

otherwise they will need an emergency certificate. An

emergency certificate requires a college deficiency plan for

the target certificate, and the completion of a minimum of

six semester hours per year in courses from the college

deficiency plan (Texas Education Agency, 1984). The "Not

Endorsed" grouping contains teachers who possess neither a

generic nor an SED endorsement.
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Table 4

Duration of Employment in Months by Type of Endorsement

Generic SED Not Endorsed

18 9 99 81 72
45 72 27 18 9
81 9 90 27 63
9 9 117 18 18
32 9 18 9 5
72 18 9 9 9
144 27 99 18 18

5 18 9 117
18 63 9

10
n=26 n=7 n=10

Data were tabulated to yield an H-Value corrected for

ties. Summary statistics appear in Table 5.

Table 5

H-Value for Research Question 2

Number of Scores 43
H-Value 1.1316
H-Value Corrected for Ties 1.1727
Probability Chi-Square 0.5564

Since the Probability Chi-Square exceeds the set alpha

level of .05, the data do not indicate statistically

significant differences between groups of SED teachers

grouped by type of endorsement in duration of employment as

measured from initial date of employment as SED teacher to

date ended as SED teacher.
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Research Question 3

Is there a statistically significant difference between

groups of SED teachers grouped by level of training in TTAS

summative evaluation scores?

In Table 6, SED teachers are grouped according to level

of training, and the groupings are compared on summative

TTAS evaluation scores.

Table 6

Summative TTAS Scores by Levels of Training

B.S. SpecEd M.S. SpecEd M.S. SED No SpecEd

179.2 180.4 172.0 173.2 165.0 155.2
161.6 148.0 150.4 153.6 145.0 143.6
166.0 160.0 169.6 140.0 132.6 162.6
148.6 154.6 165.4 180.4 154.0
136.0 152.2 176.8 169.6 168.4
175.6 173.4 157.6 129.6
151.6 175.7 181.6 160.0
161.8 156.4
169.0 141.4
180.4 167.2

173.2
n=21 n=14 n=3 n=5

Data were tabulated to yield an H-Value corrected for

ties. Summary statistics appear in Table 7.

Table 7

H-Value for Research Question 3

Number of Scores 43
H-Value 3.5975
H-Value Corrected for Ties 3.5994
Probability Chi-Square 0.3081
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Since the Probability Chi-Square exceeds the set alpha

level of .05, the data do not indicate a statistically

significant difference between groups of SED teachers

grouped by level of training in TTAS summative evaluation

scores.

Research Question 4

Is there a statistically significant difference between

groups of SED teachers grouped by type of certification and

endorsement in TTAS summative evaluation scores?

In Table 8, SED teachers are grouped according to type

of endorsement, and the groupings are compared on the final

summative TTAS evaluation scores received by the teachers.

Table 8

Summative TTAS Scores by Type of Endorsement

Generic SED Not Endorsed

179.2 148.0 169.6 173.2
172.0 160.0 165.0 142.0
150.4 154.6 148.6 151.6
161.6 152.2 165.4 161.8
166.0 173.4 181.6 155.2
176.8 162.6 141.4 143.6
157.6 169.6 160.0 154.0
136.0 175.7 168.4
153.6 156.4 132.6
140.0 129.6 175.6
169.0 145.0
180.4 167.2
180.4 173.2

n=26 n=7 n=10

Data were tabulated to yield an H-Value. Summary

statistics appear in Table 9.



39

Table 9

H-Value for Research Question 4

Number of Scores 43
H-Value 1.1632
H-Value Corrected for Ties 1.1636
Probability Chi Square 0.5589

Since the Probability Chi-Square exceeds the set alpha

of .05, the data do not indicate differences between groups

of SED teachers grouped by type of endorsement in TTAS

summative evaluation scores.

No significant differences were observed between any

groups in this study based on an alpha level of .1. These

findings, however, are purely statistical in nature and are

based on the given data alone. Decisions based on a study

such as this should be made carefully, especially when

sources and types of data are limited.
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SUMMARY

This study was an attempt to demonstrate that trained

and qualified teachers of students with serious emotional

disturbances perform their job duties more efficiently than

an SED teacher who is not trained or qualified. In

operationally defining efficient performance of job duties,

dependent variables were needed that were objective and that

reflected desirable employment characteristics. Duration of

employment and the TTAS evaluation score closely fit these

needs. Duration of employment, in addition to being

objective, could be used as an indicator of competence based

on Zabel's (1988) study of factors contributing to burnout.

The TTAS evaluation, a quantitative evaluation score, is

meant to be an indicator of teacher proficiency, and is

reported by the Texas Education Agency (1986) to be reliable

across raters.

In spite of a failure to detect group differences in

this study, it should not be concluded that there is no

difference in qualified and unqualified SED teachers with

respect to duration of employment or TTAS summative

evaluation scores. A purpose that this study should serve

is to demonstrate a method of inquiry that can be used to
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discover information related to the employment of SED

teachers. This study was bound by certain constraints that

should not be present for a special education director who

desired to apply this model within the local district. An

administrator should be able to use the model contained

herein, learn from its mistakes, and design a better study

with a larger number of subjects and more complete data.

Recommendations for further studies are presented below.

Recommendations

1. In this study misassigned teachers were possibly omitted

altogether because of the personnel filing procedures.

Such an omission can result in misleading conclusions.

Researchers who wish to replicate this study should be

vigilant to ways in which personnel information are

recorded. With more thorough personnel tracking

procedures, a study such as this may yield more useful

information.

2. Studies should be undertaken to determine the

reliability of using the Texas Teacher Appraisal System

instrument as an indicator of proficiency for those who

teach students with SED. Part of improving services to

students with SED is developing reliable program

evaluation devices specific to the SED program.

3. Instead of using available information from personnel

files to determine competencies of qualified and
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unqualified teachers, evaluation questions may be

formulated which accurately reflect the administration's

idea of what goals should be accomplished in the SED

classroom. Information relating to all aspects of the

classroom could be collected on an ongoing basis in

order to obtain an accurate description of areas of

deficiencies and strength.

4. The criteria for a qualified teacher as used in this

study covered teachers who had at the minimum an

endorsement in Special Education or SED at the bachelor

level, and at the maximum an endorsement at the Master's

level in Special Education or SED. Future studies of

this type should use criteria for "qualified" which more

accurately reflect an SED teacher's specific level of

training and skills in teaching students with SED.

Decisions based on a study such as this in which

archival data are used should be made cautiously, and only

if (a) the researcher has full control over data collection,

(b) the researcher is familiar with the sources of data, (c)

the data reliably measure the research questions to be

answered, and (d) multiple sources of data are available to

the researcher. If the researcher were an employee of the

institution in which the research is to be done, these

conditions may be more easily met than if research were done

externally.
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This study may be used as a guide for conducting other

more comprehensive studies in situations where more latitude

may be given the researcher. In such situations, studies

such as this can generate information which may benefit

services to students with serious emotional disturbances.
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