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ABSTRACT
THE DEVELOPMENT OF TEACHING COMPETENCIES:

A STUDY OF TEACHERS OF
THE MENTALLY RETARDED

By

Thomas Brian Hoeksema

This research was a survey of teachers of the mentally im-
paired who were graduates of Michigan State University. The study
determined the specific teaching competencies which were perceived to
be important for teachers of the mentally impaired and identified the
needs of teachers in respect to the continued development of skill in
specific teaching competencies. Further, this study identified the
perceptions of teachers concerning the role of various preparation
settings in the development of teaching competency, determined teachers'
perceptions of appropriate emphases for undergraduate teacher prepara-
tion programs, and obtained suggestions for the improvement of under-
graduate teacher education.

The subjects for this study were drawn from the entire pop-
ulation of teachers who graduated from the teacher preparation program
in mental retardation at Michigan State University from Fall Term,
1971 through Spring Term, 1974. A1l respondents were required to have
earned approval as part of a regular, undergraduate degree program

and to have had actual teaching experience with mentally impaired
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children since graduation. A total of 83.2 percent of the teachers
who met the above criteria returned the mailed questionnaire.

The sixty-three competency statements included in the ques-
tionnaire were ranked according to their average degree of importance
using mean scores. The Chi-Square Test of Homogeneity was used to
determine the significance of differences between educable and train-
able teachers and between experienced and inexperienced teachers on
their importance ratings of thirty-four of fhe competency statements.
Similarly, mean scores were used to rank the sixty-three competency
statements according to their degree of priority for self development.
Chi-Square tests again were used to determine the significance of dif-
ferences between teachers categorized according to the independent
variables Type of Program and Years of Experience on sixty-one of the
competency statements. The Friedman Two-Way Analysis of Variance was
used to determine if there were differences in the role of various
preparation settings in the development of teaching competencies as
perceived by experienced teachers. Post hoc procedures, setting up
orthogonal contrasts, were used to determine where significant dif-
ferences occurred. The perceptions of teachers concerning the amount
of emphasis each of the seven major competency areas should receive
during an undergraduate program were studied using Kendall's Coeffi-
cient of Concordance and Spearman's Rank Correlation Coefficient.
Respondents also listed areas in which they felt teachers of the
mentally impaired needed to improve; and they suggested changes in
undergraduate teacher education. Those open-ended responses were de-

scribed using content analysis procedures.
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Major Findings

The five competencies perceived as being most important for
teachers of the mentally impaired were:

a) Promoting children's independence;
b§ Individualizing instruction;

c) Helping children accept themselves;
d) Handling unacceptable behavior;
e) Making learning tasks clear to children.

The five competencies perceived to be least important for
teachers of the mentally impaired were:

ag Conducting large group learning activities;

b) Operating audio-visual equipment;

cg Writing behaviorally stated objectives;

d) Preparing written lesson plans;

e) Administering commercially prepared tests.

Two competencies were rated as being more important by teachers
of the trainable than by teachers of the educable:

a) MWorking with teacher aides;
b) Conducting large group learning activities.

Three competencies were rated as being more important by educable
teachers than by trainable teachers:
a) Consulting with regular classroom teachers;
b) Interpreting data from formal tests administered by a diag-
nostician in developing educational plans for children;
c) Administering commercially prepared tests.
Only one competency was perceived to be more important by experi-
enced than by inexperienced teachers:
Consulting with regular classroom teachers.
The five competencies rated highest in terms of self development
priorities were:
ag Originating new materials;
b) Implementing instructional activities which promote the

awareness and expression of personal values, attitudes, and
feelings;
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c) Helping students become aware of the values, attitudes, and
feelings of others;

d; Helping parents to deal with their children at home;

e gs;ng a multi-sensory approach for children with sensory
eficits.

The five competencies rate lowest in terms of self development
priorities were:

a) Asking for help or ideas from other staff;

b) Operating audio-visual equipment;

c) Following administrative directives;

d) Getting to know other teachers;

e) Preparing written lesson plans.

Teachers of trainable children had higher self development pri-
orities than educable teachers on two of the teaching competencies:

a) Choosing instructional methods for specific lessons;
b) Seeking help for students from agencies outside the school.

Inexperienced teachers rated nine competencies higher in terms
of self development priorities than did experienced teachers:
a; Using a variety of methods for motivating students;
Using the results of teacher-administered test to develop
educational plans for children;
c) Arranging the physical props in the classroom to facilitate
learning;
e) Knowing the principal's expectations;
f; Hand1ling administrators' observations of your teaching;
Asking for help or ideas from other staff;
h) Following administrative directives;
i) Getting to know other teachers. _
Experienced teachers indicated that a major portion of the de-
velopment of competence in the seven competency areas could
realistically occur through on-the-job experience. The under-
graduate teacher education program was perceived to be the set-
ting where the second largest amount of competency development
could occur. Both inservice training and graduate level programs
were perceived to be less important to the development of teach-

ing competency.
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There was a high correlation in rankings by educable, trainable,
experienced, and inexperienced teachers of the seven major compe-
tency areas according to the degree of emphasis they should re-
ceive during undergraduate teacher education. The rankings below,
based upon mean rankings of all the respondents, are listed in
order from "most" to "least" emphasis:

Planning Instruction

Classroom Management

Assessing and Evaluating Behavior

Conducting Instruction

Facilitating Social-Emotional Maturity

Working With Parents

Dealing and Relating With Other Professionals
Respondents indicated that the major emphasis of undergraduate
teacher education should be on developing competence in instruc-
tional roles rather than in working well with parents or in
working with other professionals.
The major competency area, Working With Parents, was rated "high"
in importance and in priority by the respondents in this study.
The respondents indicated, however, that this area should not be
a major emphasis at the undergraduate level of preparation. In
addition, they indicated that a major portion of the development
of competence in this area could occur primarily through on-the-
job experience and through inservice training.
The most frequent response to the first open-ended question was
that teachers of the mentally impaired needed to become more
competent in assessing and evaluating student behavior. Compe-

tence in classroom management was the second most frequently

mentioned teacher need.
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15. Teachers of the mentally impaired suggested several changes in
undergraduate teacher education:

a) More emphasis should be placed on methods of teaching the
mentally impaired;

b) More emphasis should be directed to meeting the affective
needs of children;

c) Less emphasis should be placed on theory, lesson planning,
and behavioral objectives;

d) More field experience, exposing students to mentally impaired
persons in different age and ability groups in diverse kinds
of settings, should be built into teacher education programs.
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CHAPTER 1
INTRODUCTION

A criticism frequently voiced by teachers, administrators,
and teacher educators in special education is that teacher preparation
programs have not been evaluated adequately. It is apparent that the
process of program evaluation is complex, necessitating the collection
and analysis of many different types of data from many different
sources. The evaluation models of Stake (1967) and Stufflebeam (1968)
focus attention on input, process, and product variables which should
be considered in any comprehensive evaluation effort.

The present study, as only one aspect of program evaluation,
obtained the perceptions of graduates who have tested the efficacy of
their preparation pragmatically in the field. Specifically, it de-
termined which competencies were perceived to be important for teachers
of the mentally impaired and which competencies were perceived to be
in need of continued development. A visible and vital relationship
between the needs of teachers and an institution's teacher education
program was judged to be imperative for considering that program
adequate.

This research represents a survey of teachers who had com-
pleted their undergraduate preparation program in mental retardation

at Michigan State University. It was intended to provide data which
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would be useful in reviewing the content of that program as well as

the content of programs at other universities.

Purpose of the Study

This study was exploratory and descriptive in nature. It
was designed to survey individuals who had completed their undergrad-
uate teacher education programs in order to identify: 1) specific
teaching competencies which were perceived to be important for teachers
of the mentally impaired, and 2) the needs of teachers of the mentally
impaired in respect to the continued development of their skill in
specific teaching competencies. This study investigated differences
among teachers of the mentally impaired who were categorized on the
basis of the type of program in which they taught and on the basis of
the number of years of teaching experience. Those variables were
examined in relation to both the perceived importance of selected
teaching competencies and to perceived personal priorities for the
continued development of specific competencies.

_5g_gggjpjgnalwpurpnsemof this study was to arrivg at an
estimation of the relative amount of competency which could be developed
in various preparation settings. It is important to note that in this
study it was not assumed that teachers should be totally prepared
(past tense) at the time of graduation from their undergraduate pro-
grams. Recognition was given to the fact that the development of
teaching competence is a continuing process which extends into the
actual employment period. It was assumed, however, that teacher prep-

aration experiences should be selected and ordered at least partially



on the basis of systematically surveyed teacher concerns and the pri-
orities for competency development indicated by the teacher population
served.

The following objectives further clarify the purposes of
the study:

1. to identify the perceptions of teachers of the mentally im-
paired concerning the importance or value of selected teaching
competencies;

2. to compare the perceptions of teachers of the mentally im-
paired, categorized by the type of program in which they are
teaching, concerning the importance or value of selected
teaching competencies;

3. to compare the perceptions of teachers of the mentally impaired,
categorized by years of teaching experience, concerning the
importance or value of selected teaching competencies;

4, to determine which competencies teachers of the mentally im-
paired wish to develop beyond their present level of skill
(Se1f Development Priorities);

5. to compare the perceptions of teachers of the mentally im-
paired, categorized by the type of program in which they are
teaching, concerning their self development priorities;

6. to compare the perceptions of teachers of the mentally im-
paired, categorized by years of teaching experience, concern-
ing their self development priorities;

7. to determine graduates' perceptions concerning the role of
various preparation settings in the development of competency
in each of the seven major competency areas;

8. to determine the perceptions of graduates concerning the
degree of emphasis each of the seven major competency areas
should receive during an undergraduate program;

9. to obtain the suggestions of program graduates concerning
possible changes in undergraduate teacher education.



Rationale and Justification for the Study

The processes employed in making decisions about the pre-

service or undergraduate curriculum for teachers of the mentally im-
paired often do not include careful attention to the collection and
analysis of evaluative information. Some institutions unilaterally
assess strengths and weaknesses in their programs and make decisions
accordingly. Others provide program components and training experi-
ences on the basis of accessibility of resources or the particular
expertise of existing faculty. Still others consider feedback from
teachers who have been involved in providing field experiences for
future teachers. However, there has been little systematic effort to
obtain the perceptions of people who have gone through programs as
one important type of input bearing directly on curricular and method-
ological decisions (Haring and Fargo, 1969).

~ The Professional Standards and Guidelines Project sponsored
by the Council for Exceptional Children has recently published Guide-

lines for Personnel in the Education of Exceptional Children (December,

1974). These guidelines, which are intended to be useful in such
activities as self-study, the planning of teacher preparation programs,
accreditation, and other kinds of developmental work, are oriented
toward processes by which preparation centers might make decisions
about curriculum and instruction in preparation programs. A heavy
emphasis on systematic and regular input by the consumers of teacher
preparation programs is reflected in Guideline 2.6.1:

Preparation programs for special education personnel should be

evaluated systematically and continuously. Such evaluation should

involve representatives of all constituencies affected by the
preparation programs, including students in the programs (p.44).



Guideline 2.6.1 clearly recommends that:
. + . representatives of all persons affected by preparation
programs should be involved in planning the preparation . . .
It is assumed . . . that trainees always will be involved (p. 44)
Institutional follow-up study is supported further by the
need to justify the objectives of preparation programs, i.e. the in-
tended outcomes, behaviors, skills, and competencies expected of pro-
gram graduates. Addressing itself to this concern, Guideline 2.4.2
states:
Preparation centers should justify program goals, objectives, and
instructional procedures and systematically modify them on the
basis of accumulating information (p. 34).

The rationale for this guideline continues:
The validation of objectives is partly a research problem, but
sometimes no more than consensus by leading practitioners will
be possible. In some measure, each trainee demonstrates the
validity of the program . . . . Thus follow-up data are also
relevant to the justification process (p. 34).

Although it is logical that feedback from students and former
students is important to consider in program planning, it is not true
that all types of feedback are equally valuable. Many studies of a fol-
Tow-up nature ask respondents to make retrospective_judgments concern-
ing the degree to which they were prepared at the end of their programs
(Foos, 1972; Bourne, 1972). The assumption is that teacher education
programs a;e designed to prepare finished products. This, as Briscoe
(1972) notes, is not their intention. A teacher preparation program
cannot be expected to develop total competence in all areas by the

time of graduation. "The very nature of teaching and teacher education

makes this impossible, for the effective teacher is himself a continuing



learner" (Briscoe, 1972, p. 1). Therefore, studies which ask graduates
how well they were prepared reinforce unrealistic expectations for
teacher education programs and yield data which is of limited value.

The perspective of the present study differs in that it
does not allow respondents to make comments about their preparation
programs directly. Rather, respondents are asked to indicate which
teaching competencies are important in their jobs as teachers of the
mentally impaired and also to indicate those competencies which are
in need of continued development at this particular point in their
professional career. The salient difference of this perspective is
its recognition of the fact that competence in the tasks of teaching
develops over a long period of time as a result of both formal prepa-
ration and experience. It is up to the investigator to draw inferences
from the data and to determine the ramifications for preparation pro-
grams.

A major value of the present study is that it seeks to deter-
mind what practicing teachers are concerned about. Learning theorists
and educational psychologists have conceded the influence of motivation
on learning for so long that it hardly needs documentation. Fuller
(1969) suggests that frequent criticisms about education courses being
simplistic and irrelevant are due to the failure of teacher educators
to recognize the basic role that motivation plays in learning.

Like other students, they [education majors] learn what they want
to learn but have difficulty learning what does not interest them.

Education courses may be answering quite well questions students
are not asking (p. 208).



In other words, one possible reason for dissatisfaction with teacher

education courses is a discrepancy between what students feel they need
and what they actually get in their undergraduate programs. Perhaps
education majors are not able to benefit from education courses as they
are now taught. This study determined the concerns of teachers of the
mentally impaired in order to draw inferences about what they might be
ready to learn as undergraduates. Are typical undergraduates unready
to benefit from "conventional" teacher preparation programs? What are
the concerns and needs of inexperienced teachers? Are there regular
interests of beginning teachers which might guide teacher educators
in planning the curriculum for teacher preparation programs? What are
the needs of more experienced teachers and what are the implications
for in-service planning and graduate level programs?

There are additional reasons which justify conducting the

present research. One of these is reflected in Guideline 2.4.3 of

the Professional Standards and Guidelines Project (1974):

In order to demonstrate a model of instruction, preparation pro-

grams for special education personnel should provide . . . methods

of instruction which are systematically evaluated (p. 35).
A spirit of inquiry concerning instruction is a highly desirable
characteristic for both teacher educators and their students. This
spirit is communicated to future teachers when their preparation program
is subject to continuing evaluation and modification. The present
research contributes to that ideal.

A final facet of the rationale underlying this study relates

to recent discussion of the need to revise teacher approval practices

in special education. Graduates of colleges of education within the



State of Michigan presently are certified by the State Department of
Education to teach at the elementary and/or secondary level. Approval
to teach children who have a particular disability or handicap may
also be granted upon completion of an academic major in a specific
disability area. This approval is an additional endorsement to the
general education certificate which is prerequisite to approval in an
area of special education. A major difference is that approval in
special education is a "blanket" endorsement to teach children in
grades kindergarten through twelve. No further distinctions are made
on the basis of elementary or secondary grade level.

Graduates of teacher education programs in mental retardation
are employed to teach children with varying degrees of mental impair-
ment in a variety of educational settings and at both elementary and
secondary levels. Employment settings include programs for the se-
verely mentally impaired; programs for the trainable mentally impaired
at the elementary, secondary, pre-vocational, and vocational levels;
and elementary, secondary, and work-study or vocational programs for
the educable mentally impaired.
| This diversity in educational programs for the mentally im-
paired has been increased by the passage of mandatory special education
legislation (Public Act 198-1971) in Michigan. Mandatory educational
programs for handicapped persons from birth through age twenty-five
include new programs for the under five and over eighteen age groups
as well as programs for the severely mentally and multiply impaired.
This multifaceted employment marketplace has ramifications for teacher

education programs and for state certification and approval practices.



What type of preparation will be helpful to the persons to be employed
in these varied programs? Do existing teacher education institutions
graduate persons with sufficient skill to be effective in all of these
roles? Do current certification and approval practices ensure that
only persons with the needed competencies are employed in each type
of program?

The preparation program in mental retardation at Michigan
State University makes no differentiation in its requirements for
undergraduates and does not individualize the development of compe-
tencies based on future job preferences or aptitudes. The State of
Michigan makes no differentiation in its approval process for teachers
of the mentally impaired which would recognize specific competencies
with specific subgroups of the retarded population. It is not known
whether different competencies actually are needed in different teach-
ing situations with the mentally impaired or if graduates are competent
to teach equally well in all of the situations in which they are‘being
employed. Some graduates in some job settinés may find it necessary
to learn skills aftér graduation which could have been part of their
undergraduate preparation programs. Data from this study can be ap-
plied directly to the decision-making process regarding modification
in the content and structure of preparation programs in mental retar-
dation, and to deliberations concerning revision in teacher certifica-
tfon and approval practices in Michigan. It is with these intentions
that this survey was designed.

In summary, the preceding discussion delineates several im-

portant implications of this study:.
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For Teacher Educators in Mental Retardation:

With knowledge of the degree of importance which
teachers of the mentally impaired assign to specific
teaching competencies and with knowledge of those
teachers' personal, self-development needs, univer-
sity faculty in mental retardation will be enabled
to assess the needs of their preparation program,
leading to changes in the content and process of
programs for preparing prospective teachers of the
mentally impaired. The data also should serve as a
guide in the development of in-service experiences
which are designed to continue the development of
teaching competencies which could only be begun dur-
ing the undergraduate program or which only become
apparent after actual teaching experience.

For the Michigan Department of Education:

This research should provide relevant information to
the Michigan Department of Education, assisting them
in the improvement of pre-service and in-service
experiences for teachers of the mentally impaired

on a statewide basis. The data obtained also may
provice compelling reasons for revising present
approval practices in the area of mental retardation.

For Students in Mental Retardation:

An instructional system which includes a proper em-

phasis on evaluation and developmental activities
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provides a model for students which encourages them
to imitate that behavior in the design and implemen-
tation of their own instruction.

For Teachers of the Mentally Impaired:

This study should provide information to teachers

of the mentally impaired, enabling them to critically
assess their roles in the schools. By pointing out
the relative importance of teacher competencies as
perceived by the respondents, this study should help
teachers analyze their own behavior in the light of
identified priorities and stimulate continued devel-
opment of competence beyond initial undergraduate

preparation.

The present research is seen as a first step in the iterative

process of reviewing and developing teacher education programs in

mental retardation. This process can be broken down into the follow-

ing steps:

First, teachers of the mentally impaired should be
surveyed to determine their perceptions of important
competencies required in the performance of their
jobs. At the same time, those teachers should be
asked to appraise their personal needs in specific
competency areas and to indicate personal pﬁiorities
in terms of the continued development of those com-
petencies. Perceptions related to the timing of the

development of competencies should also be solicited.
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2. Second, competencies which are perceived to be im-
portant for teachers of the mentally impaired should
be validated through actual observation in educational
settings to determine if they are, in fact, needed
and used in teaching retarded persons.

3. Third, it should be determined whether the behavior
of pupils is changed as a result of the application
of the competencies identified above.

4. Fourth, undergraduate preparation programs should
be modified, if necessary, to include opportunities
for the development of validated competencies, and
continuously monitored as to its success in develop-
ing competencies to the extent that students are
sufficiently ready to enter the professions.

The comprehensive and on-going nature of the above process precludes

its completion by a single investigator. By identifying the perceptions
of graduates of the program in mental retardation at Michigan State
University, it is hoped that a solid beginning will have been made in
isolating important competencies for teachers of the mentally impaired
and in determining proper emphases for undergraduate programs in be-

ginning the development of competencies.

Overview of the Study

The remainder of this thesis is organized in the following
manner:

In Chapter II relevant literature is reviewed.
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_ In Chapter III‘the methodology of this research is presented.
The questionnaire, "A Survey of Teachers of the Mentally Impaired,"
is described; and data collection and analysis procedures are presented.
The results of the statistical analysis of the data obtained
are reported in Chapter IV.
Chapter V contains a summary of the findings, the conclusions

reached, the limitations of the study, and recommendations for further

research.



CHAPTER 11
REVIEW OF THE LITERATURE

Introduction

In this review of the literature major efforts toward the
identification of teaching competencies will be summarized, and studies
of the professional needs of experienced and inexperienced teachers will
be examined. The first section discusses procedures which have been
used or recommended for use in identifying ?eacher competencies, re-
views studies of the competencies of special education teachers gener-
ally, and examines studies which focus specifically on competencies for
teachers of the mentally impaired. The second section reviews those
studies which have attempted to identify and delineate the needs of
inexperienced and experienced teachers regarding the development of
further teaching competence. A summary of the literature reviewed con-

cludes the chapter.

Identification of Teaching Competencies

Competency based teacher education has been the focus of
much research and experimentation during the last several years. The
The complexity of the issues surrounding competency based instruction
and the difficulty inherent in making systemic change are both reflected

in the voluminous literature on the subject. The literature reviewed

14
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here will be limited to those studies which are relevant to the pur-
poses of the bresent research; those studies can be categorized into
three areas of concern: procedures for identifying competencies,
competencies for special education teachers, and competencies for

teachers of the mentally impaired.

Procedures for Identifying Teacher
Competencies

Shores, Cegelka, and Nelson (1973) examined the literature
dealing with competency based teacher education (CBTE) in order to
take a critical look at "the derivation and validation of teacher com-
petencies." They found that competency statements varied widely in
their level of specificity, ranging from broad standards such as those
by Cruickshank (1966) to specific behavioral statements such as those
reported by Rosenshine and Furst (1971). Shores, et al. (1973) pointed
out a similarity in a number of the competency statements which they
foun&:

The majority were grounded on 'expert' opinion (i.e., those of
teacher educators, state department leaders, and researchers in
special education) p. 193.

Conceding that "expert" opinion is an appropriate place to
begin in identifying teacher competencies, Shores, et al. (1973) assert
that such'opinion is not a sufficient validation of critical teaching
skills; and they note that some teacher educators have taken a further
step by verifying competencies derived by experts against the opinions

or judgment of practicing teachers (e.g. Mackie, Kvaraceus, and

Williams, 1957; Dorwood, 1963; Bullock and Whelan, 1971).
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The efforts of faculty in the Department of Special Education
at the University of Missouri-Columbia to develop and implement a CBTE
program at the graduate level also exemplifies a twofold approach to
competency identification (Altman and Meyen, 1974). The initial phase
of this project involved the systematic identification of competencies
through empirical research. First, relevant literature in education,
sociology, psychology, and business was explored; second, structured
interviews were conducted with 587 public school personnel in nine
different educational roles.

Public school personnel were asked to respond in two ways
to a questionnaire containing 100 competency statements: 1) an im-
portance ranking on a scale from zero to four, and 2) a trainability
index using the following categories:

0C -- best developed through on-campus curriculum

JT -- best developed through on-the-job training

SG -- not amenable to training; a matter of self-growth. Altman
and Meyen (1974) note that "the eliciting of information from the field
adds significantly to the competency identification process;" and the
analysis of the data "yielded meaningful guidelines for both module
development and student counseling relative to the training objectives."

An approach similar to that used at the University of
Missouri-Columbia (Altman and Meyen, 1974) was used by Mackie, Williams
and Dunn (1957) in their nationwide survey of teachers of the mentally
impaired. Competencies identified by experts were verified by asking

classroom teachers to rate their importance. Anttoven (1972) surveyed
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building principals as well as teacher educators and special class
teachers, adding a third group to the process of competency identifi-
cation.

Although subjecting the competency statements of experts to
the judgment of practicing teachers is an improvement, this procedure
does not lead to completely validated statements (Shores, et al.,
1973).

Before a competency statement is considered valid, it should be
demonstrated that successful teachers actually engage in the be-
havior or skill described, that the skill discriminates between
successful and unsuccessful teachers, and that it has the desired
effect on children's classroom performance (p. 193).

Rotberg (1968) moved in this direction when he identified
tasks which teachers of the educable mentally impaired need using a
"critical incident technique." Four groups of professional observers
made direct observations of teacher behavior in the classroom and thus
determined which competencies are essential for teachers of educable
children.

One of the more comprehensive efforts in terms of the number
of sources used in identifying competencies occurred as part of the
development of an experimental program for preparing teachers of the
trainable mentally impaired (San Jose State College, 1971). Compe-
tencies were identified through 1) the observation of teacher behavior
in classrooms, 2) a study of course outlines, 3) collaboration of
teagher educators and public school personnel, and 4) study of the
literature.

A similar approach was reported in a recent doctoral disser-

tation (Foos, 1972):
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By surveying the literature, interviewing professionals, examining
course objectives . . ., and by observing teachers of the train-
able retarded in the classroom, the writer gathered a diverse list
of skills and competencies thought to be important for the teacher
of the trainable mentally impaired (p. 48).
Foos incorporated ninety-two competencies identified in this way into
a questionnaire which was completed by teachers of trainable children.
A portion of this questionnaire sought to further validate the compe-
tencies by asking the respondents to rate the value of the competencies

in respect to working with the trainable.

Competencies of Special Education
Teachers

The literature contains a number of studies directed to the
identification of skills needed for special education teachers gener-
ally. Obviously, the competencies required‘of teachers of the mentally
impaired are not entirely idiosyncratic; there is a certain amount of
overlap with competencies required of all teachers of the handicapped.

Several studies of special education teachers pre-date the
era of behaviorally stated, operationalized objectives. Although
these studies dealt with characteristics of "good" special educators,
their orientation was toward qualifications of a general nature rather
than toward performance-oriented statements of competencies. Lord
and Kirk (1950), for example, listed qualifications which they felt
were of increased importance for teachers of exceptional children:

1) capacity for self-direction
2) patience and perseverence
3) experimentally minded

4) physical fitness
5) personal adjustment and security
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In the section of her book dealing with program evaluation,
_Egrgggz_ngﬁo) included a "Check List for Program Quality." A portion
of this Check List focused on the special education teacher; and,
since twenty-two statements were included, a greater degree of speci-
ficity than found in Lord and Kirk(1950) can be noted.
The school employs a certified special education teacher who:
;3 understands child growth and development

meets the needs of children within a particular age
range (both chronological age and mental age)

3) uses physical movement in activities
4) uses music constructively
5) makes skillful use of time

6) observes and records behavior
7) 1likes children and does not make them aware that he
does not 1ike all children equally
8) 1ladles out affection freely
9) gives the child guidelines for behavior
10) maintains a balance between leaving the child free to
find his own structure and giving him one to use
11) enjoys seeing children in action
12) does not readily become involved emotionally with
individual children
13§ communicates on child's level of understanding
has physical stamina
is human (may be frustrated on some occasions and
maintain sense of humor on other)
16) 1is shockproof (has ability to suppress fears and
revulsions)
17) 1is realistic in seeing children in relation to others
18) subordinates himself in a child-centered approach
19) provides sufficient opportunity for parent-teacher
interaction
20) establishes good relationships with co-workers
21) views his own feelings toward child realistically
22) plans and activates a consistent program that has
continuity (with long-term and short-term goals) [p. 63]

A comprehensive overview of common competencies important to
all teachers of exceptional children was provided by Mackie, Dunn, and
Cain (1959) as part of a nationwide study of the qualifications and

preparation of special education teachers. Opinions of the relative
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importance of competencies and of the professional preparation in both
initial undergraduate programs and in later on-the-job settings were
solicited in a questionnaire sent to 1600 respondents in four groups:
1) superior teachers in ten disability areas, 2) college faculty, 3)
state department of education personnel, and 4) directors and super-
visors in local school systems.
The number of competencies for each disability area varied
from 72-103; and they fell into the following groupings:
1) Technical Knowledge
a) causes, effects, and treatment of disabling conditions
b) legal provisions, research, and terminology
2) Understanding the Child and His Deviation
a) interpret physical and psychological behavior of .
children
b) provide for individual differences _
c) recognize the need for referral to other professionals
3) Curriculum Adjustment and Teaching Methods
a) create a classroom environment favorable to growth
and development
b) individualize the curriculum
c) help children develop skills to compensate for their
disability
d) stimulate social growth
4) Specialized Equipment and Materials
a) knowing the types, sources and areas of specialized

teaching aids
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5) Counseling and Guiding
a) counsel pupils in regard to attitudes toward their
disabilities and toward their social and educational
problems
b) counsel pupils on vocational problems and 1ife goals
6) Using Tests and Records
a) interpret and use test results and cumulative records
to individualize curriculum
7) Working With Adults and Organizations
a) working with other school staff
b) working with other professionals
c) working with parents
In a book directed primarily toward administrators, Voelker
(1967) claimed that successful teachers in special education need the
following six qualities:
1) High intelligence
2) Strong social feeling
3) Warm and friendly personality
4) Genuine interest in handicapped children
5) Technical skills in an area of specialization
6) Ability to adjust will in the school and community
_;x;q Rotberg (1968) utilized a critical incident technique to
delineate the tasks of teachers of the educable mentally retarded
children. However, he identified skills in classroom management, plan-
ning to meet the need of the learner, and adapting instruction to meet

those needs as fundamental to all teacher preparation programs.
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Competencies of Teachers of the
Mentally Impaired

Several researchers have directed their attention to the
identification of qualifications, skills, and competencies which are
needed particularly by teachers of mentally impaired children. Again,
the earlier reports found in the literature tend to be more global
than specific, and they identify teacher characteristics as well as
teacher behaviors.

One study which sought to identify characteristics of suc-
cessful teachers of mentally or physically handicapped children in-
vestigated five dimensions of behavior: scholastic aptitude, scholastic
achievement, educational (vocational) interest, personality, and
attitudes toward children and learning (Meisgeir, 1965).

1) were well-adjusted, emotionally stable, and able to

encounter difficult special class situations;

2) possessed physical energy, vitality, and enthusiasm;

3) scored high on measures of scholastic aptitude and

ability.

Wolinsky (1959) indicated that three areas should be incor-
porated into any teacher education program for teachers of trainable
children:

1) knowledge competence in the developmental psychology of

children;

2) competence in curriculum planning;

3) competence in counseling, interviewing, and guidance

techniques.
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One of the series of reports on a nationwide study of the

qualifications and preparation of teachers of exceptional children

dealt with those unique skills and abilities needed by teachers of

retarded children (Mackie, Williams and Dunn, 1957). Those competen-

cies, which were intended to be distinctive from, or in addition to

competencies needed by regular classroom teachers, fell into five

categories:

1)
2)
3)

4)

5)

understanding the mentally retarded child;

developing a functional curriculum;

applying teaching methods based on an understanding of
learning characteristics of the retarded;

selecting, developing, and using appropriate instructional
materials;

developing sound interpersonal relationships with the

child, his- family, and with allied professionals.

Of the 100 competencies included in the above categories, the teachers

surveyed felt that the most important were:

1)
2)
3)
4)
5)
6)
7)

recognizing the child as an individual;

helping develop acceptable patterns of behavior;
facilitating academic progress;

individualizing the curriculum;

developing self sufficiency in daily living;
providing experiences in health education;

understanding causes.
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The Teacher of Brain-Injured Children (Cruickshank, 1966),

a book which reports the efforts of eighteen professionals from various
aspects of work with brain-injured children, identifies a wide array of
teaching competencies. The competencies included, unfortunately, do
not represent a consensus but only the opinions of individuals with
varying biases (e.g. neurological, psychological, perceptual-motor,
visual-perceptual, etc.). In addition, the competencies are so de-
tailed that they are more like objectives outlining the content of a
teacher preparation program than 1ike competency statements. Never-
theless, Cruickshank did edit the competéncies into general areas of
competence which a majority of the participating experts thought should
be included in teacher education programs:

1) understanding of terminology;

2) detailed knowledge of specific teaching techniques;

3) sound concepts of child development;

4) diagnostic skill;

5) teacher-child relationship;

6) relating to other disciplines;

7) understanding emotional problems;

8) capacity to work with parents.

Anttonen (1972) surveyed teacher trainers, building princi-
pals, and special class teachers and found the following competencies
of teachers of the mentally impaired were rated high by all three
respondent groups:

1) making program revisions which contribute to the func-

tional development of retarded children;
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2) planning individualized instructional programs;

3) developing, designing, and adapting instructional

materials;

4) planning and conducting a comprehensive, individualized

curriculum;

5) providing individualized basic skills instruction;

6) planning and providing for the social development of

pupils;

7) providing prevocational information and skills;

8) developing work habits and attitudes.

In an article concerning the use of practicum experiences
in preparing teachers of the mentally impaired, Lance (1966) stresses
the importance of developing competence in clinical teaching techniques.
Purportedly, the development of a clinical approach would result in
greater proficiency in planning individualized instruction.

A doctoral dissertation entitled A Survey of Competencies

of the Trainable Mentally Retarded (Foos 1972) identified three com-

petencies in each of nine areas which were thought to be important by
teachers of the trainable:
1) General (history, philosophy, and theory)
a) ability to list skills needed for trainable children
to function semi-independently
b) ability to describe learning characteristics of the
TMR
c) ability to discuss the role of parents in the develop-

ment of educational programs for TMRs
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2) Learning, Growth and Maturation

3)

4)

4)

a)

b)

c)

having early, direct experience with TMRs at all
levels

having adequate supervision during and after initial
direct encounters with TMRs

ability to pinpoint individual differences in levels
of thinking, perceptual-motor functioning, and de-

velopment of sensory skills

Measurement, Evaluation, and Research

a)

b)

c)

ability to assess physical and mental readiness for
a task

ability to outline remediation steps for individual
learning problems

ability to record systematically academic, social,

and physical progress

Instruction: Curriculum and Methodology--Part I

(skills related to planning and organizing materials

and curriculum)

a)

b)
c)

ability to organize and modify teaching aids and
materials

ability to devise tasks at a level to insure success
ability to break tasks down into small sequential

steps from simple to complex

Instruction: Curriculum and Methodology--Part II

(skills related to methodology)
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a) ability to build learning on real-life experiences
b) ability to use concrete materials and concepts
c) ability to develop a variety of techniques to enliven
repetitive drill
5) Self, Family and Society
a) ability to help TMR accept himself as a person of
worth
b) ability to interact with parents on a professional
level
c) ability to recognize problems of parents in reference
to acceptance of their handicapped child
6) Community Resources and Relationships
a) abilipy to use allied services for supportive help
in programming
b) ability to suggest avenues of recreation and leisure
activities open to the TMR
c) ability to work with members of other disciplines in
the assessment and follow-up of the TMR
7) Speech and Language Skills
a) ability to plan developmental lessons in areas of
attention skills
b) ability to plan developmental speech and language
lessons |
c) ability to recognize specific speech patterns

8) Vocational Preparation
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a) ability to structure experiences to develop desirable
work habits

b) ability to list jobs that are feasible

c) ability to enlist support of the community for pro-
viding work experience
9) Behavior Management
a) ability to determine what is most rewarding for each
child

b) ability to administer rewards and punishments to
obtain changes in pupil behavior

c) ability to identify individual behaviors which inter-
fere with learning

Bourne (1972) surveyed graduates of the University of Oregon

in order to discern what persons prepared in the field of mental re-
tardation perceived to be the most important performance skills for
teachers of the educab]e.mentally impaired.‘ Behaviorally stated
competencies were included in a questionnaire and grouped under several
categories. Those categories are listed below according to their
importance as ranked by the respondents in Bourne's study:

1) Skill in curriculum development and methodology for the
retarded child;

2) Ability to be insightful and conversant regarding growth,
maturation and learning as it pertains to the retarded
child;

3) Functional understanding of measurement and evaluation

techniques;



29

4) Understanding of the historical, philosophical, and

sociocultural components of mental retardation.

In an effort to document an experimental program for pre-
paring teachers of trainable mentally impaired children (San Jose
State College, 1971), Department of Special Education faculty stated
the teaching competencies, auxiliary competencies, and program experi-
ences which comprised the REX program. Seven long-range goals of the
teacher education program were identified and stated as competencies
needed by teachers of TMR pupils.

1) The ability to recognize, describe, and interpret TMR
children's behavior in specific learning environments.

2) The ability to assess and modify TMR children's behavior.

3) The ability to understand the learning principles and
curriculum content for TMR children.

4) The ability to select and plan learning activities for
TMR children.

5) The ability to conduct and evaluate learning activities
for TMR children.

6) The ability to plan and communicate with the instruc-
tional aide, ancillary professional persons, and the
family of the TMR child.

7) The ability to identify and use community and professional
resources with respect to persons, organizations, and
literature. (p. 10)

Studies of the Needs and Concerns of Inex-
perienced and Experienced Teachers

There have been many investigators who have been interested
in the professional needs and concerns of teachers just entering the
profession. Many of these studies of teacher concerns begin with a
restricted perspective. For examp]e; Lantz (1964) examined student
teacher's self concepts; Sorenson and Halpert (1968) surveyed student

teachers' anxiety and stress; and Alterman (1965) examined the problems



30

of student teachers as reported in their diaries. Fuller (1969) sum-
marized the data from six studies which did not restrict the concerns
to which student teachers could respond and concluded that . . .
what we know is that beginning teachers are concerned about class
control, about their own content adequacy, about the situations
in which they teach and about evaluations by their supervisors,
by their pupils and of their pupils by themselves (p. 210).

A number of studies have been directéd toward identifying
the needs and concerns of first year teachers. Briscoe (1972) examined
many of these in his review of the literature related to beginning
secondary teachers (see, for example, Moller, 1968; Miller, 1970;
Clinton, 1970; Dropkin and Taylor, 1963).

A few studies from the field of special education also have
focused on the needs of teachers, but have done so without discrimi-
nating between new teachers and teachers with several years of ex-
perience. Since these studies are more germane to the present research
than are studies which identify teacher needs in general, more detail
will be provided in reviewing this portion of the literature.

Connor and Goldberg (1960) surveyed 200 special educators to
obtain information about their pupils, their programs, and their ideas
concerning the needs of teacher education programs (and, by inference,
their own present needs). Respondents were asked to indicate the areas
in which they would take additional courses if they could supplement
their training up to this point. Listed in order of importance as
ranked by the respondents, those courses were

1) arts and crafts;

2) specialized teaching methods;
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3) child growth and development;

4) parent counseling;

5) music;

6) vocational guidance.

As part of a study on the efficacy of special classes, Cain
and Levine (1963) solicited evaluations of the university training
received by twenty-eight teachers of the trainable mentally impaired.
Again, their needs can be inferred from what they indicated teacher
education programs should offer. The authors note two emphases in
the responses to their questionnaire: 1) need for more work in the
area of curriculum development, and 2) more training in parent coun-
seling.

Part of a study by Lovelace (1971) also focused on the pro-
fessional concerns of teachers of the mentally impaired. Five areas
were identified:

1) knowledge of community resources;

2) competence in diagnosing student'problems in reading

and mathematics;

3) providing for the sequential and developmental presenta-

tion of materials;

4) teaching in functional and vocational areas;

5) parent counseling.

Faculty from the Department of Special Education at California
State University identified the concerns of their former undergraduate
students who were now receiving inservice training (San Jose State

College, 1971). Many of these teachers expressed a need for developing
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skill in the use of behavior modification, for improving their ability
to individualize the teaching of social skills and language skills,
for being able to functionally arrange classroom space, and for de-
veloping competence in task analysis and the specification of problems.
Schaftenaar (1972), summarizing the results of a survey of
Michigan public school teachers of emotionally disturbed children,
reports that a majority of these teachers felt "not sufficiently
competent" in working with parents, choosing appropriate educational
materials, and in assessment/diagnostic techniques.
Although the studies just cited do not attempt to uncover a
relationship between the needs of teachers and the amount of experi-
.ence they have had, there is some support in the literature for dif-
ferentiating the needs of teachers at various points in their careers.
Conant (1963), Yauch (1955), and Briscoe (1972) all argue that teacher
education programs do not completely prepare teachers and should not
be expected to do so. Mackie, Dunn, and Cain (1959), state:
It is quite possible that the most extensive program of initial
preparation for the teacher candidate could never be broad enough,
or deep enough, or specific enough to prepare a teacher for more
than a beginning--and that real competencies will develop only
as the teacher works and matures . . . .(p. 53)
In order to recognize the continuing nature of the development of
teaching competencies it is necessary to abandon the myth that teachers
should be "finished products" at the end of their undergraduate pro-
grams.
An in-house study of the College of Education at Michigan

State University attempted to describe the basic content of the under-

graduate teacher education program through a consensus judgment of
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faculty as to the importance of various teaching competencies (Educa-
tional Development Project, 1966). Included in the report of this
project was essentially the same salient point made by Mackie, et al.
(1959) seven years earlier:
It seems unrealistic to attempt to develop in beginning teachers
all the competencies expected of permanently certified professional
educators. In the past the tendency in most teacher training pro-
grams has been to provide at least some instruction in all com-
petencies perceived as necessary for the teacher. This approach
has sacrificed depth for breadth . . . . (p. 19)
The report goes on to sugest that . . .
competencies judged to be required of permanently certified
teachers but not necessarily crucial for successful induction to
the profession be deferred to the period after initial certifi-
cation (p. 9).

The implication made by Mackie, et al. (1959) and by. the
Educational Developmental Project (1966) is that there are some things
necessary to complete teacher preparation that cannot be accomplished
during an undergraduate program. A logical extension of that point
is that teachers in preparation, beginning or first-year teachers,
and experienced teachers are at different stages in their professional
development and therefore have different needs. But what are the
concerns of teachers at different stages in their professional develop-
ment? Are there regular concerns of future teachers prior to certi-
fication which might guide the development of curriculum in teacher
education programs? What are the concerns of more experienced teachers?

Fuller (1969) investigated the concerns of teachers in
several different ways and provided some answers to these questions.

First, she studied the concerns of groups of student teachers as they

arose during the course of the student teaching semester. After
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analyzing the frequencies of topics discussed in seminar sessions,
Fuller concluded that concerns could be divided into two groups: con-
cern with self and concern with pupils. Concerns which arose early

in the person's experience related mainly to "concern with self-
protection and self-adequacy: with class control, subject matter
adequacy, finding a place in the power structure of the school and
understanding expectations of supervisors, principal and parents"

(p. 211). Toward the end of student teaching, concerns shifted to

the students--"with their learning, their progress and with ways in
which the teacher could implement their progress" (p. 211).

Utilizing a different approach, Fuller (1969) asked other
groups of student teachers to write down their concerns at two-week
intervals. Throughout their student teaching experience the concerns
of all twenty-nine subjects were related to self adequacy or to class-
room control. Amazingly, none were concerned with pupil learning.

This same pattern persisted into the first year of teaching.
Fuller (1969) reports data on beginning teachers who were asked to
specify areas of greatest concern. Twenty-two percent were concerned
with pupil learning while seventy-eight percent were concerned pri-
marily with self adequacy.

Fuller (1969) then regrouped data in a study by Gabriel
(1957) to try to determine if concerns with self adequacy preoccupied
teachers even later in their teaching careers. Gabriel had surveyed
experienced teachers in England; and, when Fuller dichotomized Gabriel's
data, she found that experienced teachers were less concerned with
discipline and criticism and were more often concerned with pupil

progress.
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The problems and tasks to which teachers address themselves,
concludes Fuller (1969), occur in three phases. While pre-teaching
concerns are rather amorphous, early teaching concerns focus primarily
on self or on self-protection; and later concerns focus on pupils and
the outcomes of teaching. Fuller suggests that teacher preparation
experiences, both pre-service and in-service, should be designed after
considering these concern phases and after systematically surveying

the teacher concerns of the teacher population to be served.

Summar

The first section of this review of the literature provides
an historical perspective on the identification of teacher competencies.
Early statements of teacher competencies were often nebulous and non-
specific. As time passed competency statements became increasingly
performance oriented, and they began to reflect a broader base of
opinion as well as the actual observation of teachers' classroom be-
havior. This first section of the review aided in the development of
the survey instrument used in this study, and it provides a framework
in which to compare the competencies identified in the present research.
The last section of this chapter provides motivation for chronologically
examining teacher needs as a means of obtaining feedback relevant to
the design of pre-service and in-service programs.

This study differs from those reviewed in this chapter in
two important ways. First, the competencies included in the survey
instrument are an improvement over earlier statements in that they are

specific, detailed statements of teacher behaviors. Second, many of
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the earlier studies asked teachers to make judgments about their prep-
aration programs which were in turn used to make curricular changes in
teacher education programs. A significant difference in the present
study was its assumption that competency in teaching develops over an
extended period of time. This study attempts to broaden the examina-
tion of teacher competency by analyzing the professional development
priorities of teachers at various points in their teaching careers.
The data generated provide a means of determining proper emphases for
undergfaduate teacher education programs based on an examination of
the range of differences in teachers' competency development priori-
ties and on teachers' perceptions of where competency development can

best occur.



CHAPTER III

METHODOLOGY

Introduction

The focus of this chapter is on the methodology and research
design used in this study. Sections are included dealing with defi-
nition of terms, procedures in the development of the questionnaire,
the questionnaire, the population sampled, collection of the data,

specific research questions and data analysis procedures.

Definition of Terms

Clarification of the terminology used to refer to different
portions of the questionnaire and of the methods of categorizing
responses aids in understanding the research questions addressed in

this study. ¢

Teaching Competencies

Teaching competencies refer to sixty-three selected functions
which may be performed by teachers of the mentally impaired. These
competencies are listed in Part I of the Questionnaire presented in
Appendix E; and they are subsumed under the seven major competency

areas described below.

37
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Major Competency Areas

Major competency areas refer to seven general functions which
may be performed by teachers of the mentally impaired. Distinct group-
ings of the sixty-three teaching competencies define these major com-

petency areas. They include the following:

1. Planning Instruction.--Teacher activities exemplified by

the selection of curriculum and instructional strategies. It includes
the formulation of goals as well as pre-class preparation for specific
instructional activities. There are fourteen teaching competencies
within this major competency area.

2. Assessing and Evaluating Behavior.--A11 efforts by the

teacher to describe the status of a child at a given point in time in
regard to cognitive, affective, or psychomotor behaviors. It includes
assessment prior to instruction and evaluation following instruction;
and it includes the use of both formal (standardized) and informal
(teacher-made) instruments. There are six teaching competencies with-
in this major competency.

3. Conducting Instruction.--Those teacher behaviors which

guide pupil interaction with the prepared learning environment. There
are nine teaching competencies within this major competency.

4, Classroom Management.--Al11 teacher activities regarding

the physical arrangement, the procedural routines, and the modification
of pupil behavior which are intended to establish the desired learning
environment. There are six teaching competencies within this major

competency.
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5. Facilitating Social-Emotional Maturity.--Teacher be-

haviors which promote mental health, effective interpersonal relation-
ships, the understanding of feelings and emotions, and the clarification
and development of attitudes and moral values. Nine teaching competen-
cies comprise this major competency area.

6. Dealing and Relating With Other Professionals.--Activities

of teachers which involve interactions with administrators, other
teachers, and ancillary or supportive personnel. There are ten teaching
competencies within this major competency area.

7. Working With Parents.--Al11 teacher behaviors involving

home-school relationships and direct or indirect contact with parents.

There are nine teaching competencies within this major competency area.

Self Development Priorities

Self development priorities refer to the degree of preference
respondents presently assign to continued development of skill in each
of the sixty-three teaching competencies. The options for each teach-
ing competency are:

1. No Need.--I presently do not need additional skill in
this teaching competency.

2. Low Priority.--I would not go out of my way to develop

additional skill in this teaching competency.

3. Moderate Priority.--I would find it helpful to improve

my skill in this teaching competency.

4, High Priority.--I definitely would find it very helpful

to improve my skill in this teaching competency.
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Sources of the Development of
Teaching Competence

Sources of the development of teaching competence (see Part
II of the Questionnaire) refers to preparation settings where the
development of skill in the seven major competency areas can occur.
The definitions of each of those sources follows:

1. Undergraduate Program.--Al11 coursework and experience

prior to certification and approval.

2. Graduate Level Courses.--All coursework and experience

for which university credit is received after completing a Bachelor's
degree.

3. In-Service Training.--Workshops, conferences, consultant

help, "hands-on" training experiences with children, etc. which do not
result in university credit.

4. On-the-job Experience.--Actual employment experience as

a teacher of mentally impaired children.

Population

The population from which data were obtained for this study
included the total number of graduates of the teacher preparation
program in mental retardation at Michigan State University who met the
following criteria:

1. They must have completed their program requirements and

earned approval to teach the mentally impaired as part
of a regular, undergraduate degree program from Fall

Term, 1971 through Spring Term, 1974.
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2. They must have had actual teaching experience (minimum
of one school year) in programs for the educable or
trainable mentally impaired since the time of graduation.

A number of characteristics of graduates were considered as
possible confounding variables. First, the elementary education pro-
gram was examined in order to determine if any changes had taken place
which would affect respondents in the present study. The only major
change, the addition of the course Education 101A, Exploring Elementary
Teaching, became a program requirement in the Fall of 1971; therefore,
this factor did not affect the subjects in this research.

A second factor which was considered as a source of potential
differences in the subjects of this study was the implementation of
selective admissions procedures in screening applicants to the program
in mental retardation. Theoretically, more comprehensive methods of
screening students into the program would result in more highly quali-
fied students and also graduates of higher calibre. Although these
selective admissions procedures were in effect for two of the three
graduating classes surveyed in this study, so few students were actually
screened out of the program that this factor was judged to have little
or no influence on the population of graduates who were the subjects of
this study.

A third source of potential differences among graduates was
a process-oriented change in the teaching of methods classes in mental
retardation. Since that change focused more on the way material was
presented in methods classes than on the actual course content, stu-

dents who had gone through the program after the change was made were
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not judged to be significantly different from earlier graduates; and
the possible confounding effect of this variable was perceived to be
minimal.

Two variables were judged to have a substantive impact on
the survey population and were included as criterion variables in the
selection of subjects for this study. The first (criterion one) was
variation among former students in respect to their experience with
children prior to enrolling in the undergraduate preparation program.
There are basically two types of students who seek approval to teach
the mentally impaired: 1) those students who complete their program
requirements and earn approval as part of a regular, undergraduate
degree program; and 2) those students who have had prior experience
with children through employment as instructional aides or as certified
teachers in regular classrooms. Members of this latter group possess
regular elementary or secondary teaching certificates and generally
enroll in the program during the Summer Term for the purpose of obtain-
ing approval to teach the mentally impaired. It was apparent that
prior experience as a paraprofessional or as a certified teacher would
have a noticeable influence on perceptions of which teaching competen-
cies are important and on personal priorities for the continued de-
velopment of specific teaching competencies. Consequently, only those
graduates who earned their undergraduate degree, certification and
approval as part of a regular degree program were included in the
sampling franes.

The second criterion for graduates who were to be included

in this study was actual teaching experience in programs for the
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educable or trainable mentally impaired since the time of graduation.
Such experience was believed to be a prerequisite to meaningful response
to the survey instrument. Since the research questions and hypotheses
focused on potential differences between teachers of the educable and
teachers of the trainable mentally impaired, only graduates who were
employed in such positions were surveyed.

Approval records maintained by the Department of Elementary
and Special Education indicated that a total of 198 graduates met the
first criterion for inclusion in the study, namely that they had
completed a regular, undergraduate degree program between Fall Term,
1971 and Spring Term, 1974. A pre-mailing (see Appendix A and B) was
sent to this entire group in order to determine which of the 198 grad-
uates who met the first criterion also met the second criterion of
actual teaching experience with the mental]y'impaired since graduation.
The pre-mailing, in addition, sought information concerning the type
of program in which each graduate was teaching and the type of field
experience completed during the undergraduate program (this variable
‘was subsequently eliminated as a variable of interest). Each graduate's
consent to participate in a more extensive survey was also requested inr
the pre-mailing.

Of the 198 graduates who were sent a pre-mailing, 45 could
not be located because they had moved. Further attempts to find those
individuals through parents, classmates, and faculty in the Department
of Special Education at Michigan State University were unsuccessful.

The remaining 153 graduates responded either to the pre-mailing directly

or to a follow-up telephone call, resulting in a final response rate
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of 77.27 percent. After eliminating the 34 graduates who failed to
meet the criterion of actual teaching experience since graduation in
programs for the educable or trainable mentally impaired, the remain-

ing 119 individuals were mailed the survey questionnaire.

Procedure in the Development
of the Questionnaire

The first major effort in the development of the survey in-
strument used in this study involved the compilation of a list of
competencies judged to be important for teachers of the mentally im-
paired. The initial step in compiling this list was a careful examin-
ation and analysis of relevant literature which detailed the multi-
faceted activities of teachers of the mentally impaired. In addition,
the efforts of the special education faculty at Michigan State Univer-
sity to develop a competency based preparation program were reviewed.
Competencies suggested by the writer's own teaching experience and
observations in classrooms for the mentally impaired were also included.
The final list of competencies included sixty-three statements which
were then organized into seven major categories.

Thé second‘step;in developing and refining the questionnaire
involved submitting én éar]y form‘of the instrument to members of the
researcher's guidance committee, professional co]]eagueslat the uni-
versity, and doctoral level students in special education. These
persons were asked to indicate items or instructions which in their

judgement were confusing, to delete items which they perceived to be

irrelevant, to add items not included, and to identify redundancies.



45

Reviewers were also asked for their comments on the general structure
of the questionnaire for the purpose of eliminating any elements which
might interfere with accurate completion of the survey.

After revision of the instrument on the basis of the feed-
back received, the thirdwétep\was a pilot study of the rewritten
questionnaire. The pd;page of this pilot study was to further refine
the content of the instrument and to clear up any remaining structural
errors.

The twelve pilot subjects included experienced teachers of
the mentally impaired who were teaching in local school programs for
the retarded as well as Master's level students at Michigan State
University who had been employed previously as teachers of the mentally
impaired. In order to avoid biasing the results of the actual survey,
no individuals in the target population were utilized in the pilot
study. The pilot respondents completed the survey as teachers in the
actual study would receive it; an additional instruction was given to
indicate any items or directions which were unclear. A1l responses
on the pilot questionnaire were scrutinized in order to determine if
the directions had been followed and the proper type of responses had
been made. Pilot subjects were interviewed individually after they
had completed the questionnaire to obtain their reactions and sugges-
tions. |

The final*step]in developing the questionnaire was to synthe-
size the results>of fhe pilot study and to make some minor structural
and semantic changes. The concern of this last step was to make sure
that the material was presented in a manner which would allow efficient

and correct completion of the survey.
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The Questionnaire

The questionnaire (Appendix E) consisted of five major parts.

Part I. Selected Competencies for Teachers of the Mentally

Impaired.--This portion of the survey contained the sixty-three teach-
ing competencies which may be performed by teachers of the mentally
impaired. These were organized into seven major competency areas.
Respondents were asked to rate each of the sixty-three competency
statements in two ways.

Step 1 placed respondents in a hypothetical situation in
which they were to hire someone to take over their job. The task,
then, was to indicate how important each teaching competency would be
for the person they would hire. Each competency statement was rated
on a scale from "1" to "5", from "least" important to "most" important.
The purpose of this section was to determine the perceptions of the
respondents concerning the importance or va1ﬁe of the sixty-three
. teaching competencies.

Step 2 required the respondents to indicate their personal
priorities for the continued development of skill in each of the sixty-
three teaching competencies. Each competency statement was rated
according to the following scale:

No Need--I presently do not need additional skill in this
teaching competency.

Low Priority--I would not go out of my way to develop addi-

tional skill in this teaching competency.

Moderate Priority--I would find it helpful to improve my

skill in this teaching competency.
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High Priority--I definitely would find it very helpful to

improve my skill in this teaching competency.

The purpose of this section was to determine which teaching
competencies the respondents wished to develop beyond their present
level of skill. For data analysis, a score from one to four was
assigned to each response with "No Need" receiving a one and "High
Priority" receiving a four.

Part II. The Development of Teaching Competence.--The re-

spondents were asked to rank four preparation settings (sources)
according to the amount of competency development which realistically
could occur in each. This ranking was to be accomplished by assigning

a score of one to the setting where a major portion of the development

of competence could occur, a two to the setting where the next largest

portion of competency development could occur, etc. The preparation
settings (sources of competency development) were ranked for each of
the seven major competency areas.

The purpose of this section was to determine the respondents'
perceptions regarding which competency areas can be developed primarily
during ‘an undergraduate program and which competency areas can be de-
veloped primarily after graduation through graduate level coursework,
in-service training, or on-the-job experience.

Part III. Emphases of the Undergraduate Preparation Program.--

The respondents were asked to rank the seven major competency areas
according to the amount of emphasis each should receive during an

undergraduate program.
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Part IV. Open-Ended Questions.--This was the only section

of the questionnaire in which the respondents were not restricted in
their responses. Respondents were asked to indicate the professional
areas in which they felt teachers of the mentally impaired needed to
improve their skills and competencies and to indicate the changes they
would make in undergraduate teacher education.

Part V. Personal and Vocational Data.--The purpose of this

final section of the questionnaire was to obtain data regarding sex,
age, amount of teaching experience, and the type of program for the
mentally impaired in which the respondents were employed. The in-

formation obtained on sex and age served a descriptive purpose. The
data related to teaching experience aﬁ; type of program were used as

independent variables in the statistical analysis of responses.

Collection of Data

On April 22, 1975 a mailing was sent to the 119 subjects who
met the criteria for inclusion in this study. Enclosed was a letter
of explanation (Appendix C), one questionnaire (Appendix E), and a
stamped addressed envelope for the return of the questionnaire. Two
weeks after the questionnaire was mailed, severél non-respondents were
contacted by telephone. Many of these subjects indicated that they
had never received their questionnaires or had received them after the
suggested return date. No reason for this unforeseen difficulty could
be found. A second mailing (Appendix D) was sent to all non-respondents

rather than complete the telephone follow-up as had been planned.
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A total of 99 questionnaires (83.19 percent) were returned
by the teachers of the mentally impaired who were surveyed in this
study. One questionnaire was returned because of an incorrect address.
Portions of a few questionnaires could not be used in the statistical
analysis because of errors in completing the instrument. One question-
ngire was completed but not included in the analysis of the data

because it was received too late for consideration.

Research Questions and Data
Analysis Procedures

The preceding descriptions of the questionnaire, associated
terminology, and data collection procedures have provided a frame of
reference for understanding the data analysis used to answer the re-
search questions raised in this study.

I. What is the relative importance or value of the sixty-

three specific teaching competencies as perceived by

teachers of the mentally impaired?

To answer this question, the data from Part I, Step I of
the questionnaire were presented in table form. Means for each of the
sixty-three competency statements were reported, and the items were
ranked in order of their average degree of importance. The percentage
of competencies at each level of importance was reported for each of
the seven major competency areas.

II. What is the extent of agreement between teachers of the

mehtal]y impaired, categorized according to the type of

program in which they are teaching and according to
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Years of teaching experience, concerning the perceived

relative importance of the sixty-three specific teaching

competencies?

Since it seemed likely that teachers of the educable and
teachers of the trainable as well as experienced teachers and inexperi-
enced teachers would view competencies differently, the differences
between teachers grouped according to both of these independent vari-
ables were tested using the chi-square test of homogeneity (Conover,
1971). Several of the sixty-three specific competency statements were
not tested using the chi-square because of obvious agreement between
groups on those particular items.

III. Which specific teaching competencies do teachers of

the mentally impaired wish to develop beyond their

present level of skill; that is, what are their self

development priorities?

Data from Part I, Step 2 of the questionna{re were analyzed
in order to answer this question. A score of one to four was assigned
to each response, with "No Need" receiving a one and "High Priority"
receiving a four. Means were reported for each of the sixty-three
competency statements in Part I, and the items were ranked in order
of their average degree of priority. The percentage of competencies
of each level of priority was reported for each of the seven major
competency areas.

IV. What is the extent of agreement between teachers of the

mentally impaired, categorized according to the type of
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program in which they are teaching and according to

years of teaching experience, concerning their self de-

velopment priorities?

Since it seemed likely that teachers grouped according to
the independent variables Type of Program and Years of Experience
would have differing self development priorities, chi-square was used
to determine the significance of differences between respondents cate-
gorized according to those variables. Again, the chi-square test was
not used for several of the sixty-three competency statements on which
there was obvious agreement.

V. What are the perceptions of experienced teachers con-

cerning the role of various preparation settings (under-

graduate program, graduate level courses, inservice

training, on-the-job experience) in the development of

competence in each of the seven major competency areas?

To answer this research question, the data obtained from
experienced teachers' responses to Part II of the questionnaire were
analyzed using a Friedman Two-Way Analysis of Variance hypothesis
test (Siegel, 1956). Post hoc procedures, setting up orthogonal con-
trasts, were used to determine where significant differences occurred.

VI. What degree of emphasis should each of the seven major

competency areas receive during an undergraduate prepa-

ration program as perceived by teachers of the mentally

impaired categorized according to Type of Program and

Years of Experience?
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Before measuring the degree of correlation between the
rankings of teachers categorized according to the two independent
variables, Kendall's Coefficient of Concordance (Conover, 1971; Siegel,
1956) was used first to test the "agreement in rankings" within the
groups of inexperienced, experienced, educable, and trainable teachers.
Then, Spearman's Rho (Conover, 1971) was used to measure the correla-
tion of rankings between inexperienced and experienced teachers and
between educable and trainable teachers.

VII. In what professional areas do teachers of the mentally

impaired feel they need to improve their skills and

competencies?

Content analysis procedures were used to organize the com-
ments of the responding teachers concerning their professional needs
into fifteen categories. Interrater reliability was determined using
a sample (N = 30) of the questionnaires, and response frequencies for
each category were reported.

VIII. What changes do teachers of the mentally impaired feel

should be made in undergraduate teacher education pro-

grams?

Again, content analysis procedures were used to organize the
suggestions of teachers concerning possible changes in undergraduate
teacher education into categories. Interrater reliability was de-

termined and response frequencies for eleven categories were reported.



CHAPTER 1V

PRESENTATION OF THE FINDINGS

Introduction

The focus of this chapter is on the data obtained from the
survey instrument and on the results of the statistical analyses which
were used to study the data. The first section of the chapter contains
personal and vocational data which describe the respondents according
to the variables sex, age, type of school program, and years of teach-
ing experience. The second section deals with the perceived importance
of the sixty-three teaching competencies and with the differences in
perceptions between groups of respondents, categorized on the basis of
the variables, Type of Program and Years of Experience. The third
section of the chapter is concerned with the self development priori-
ties of the respondents for the sixty-three teaching competencies; and,
again, the differences between respondent groups are detailed. The
perceptions of experienced teachers concerning the amount of competency
development which realistically can occur at various stages in a
teacher's career are described in the fourth section of this chapter.
The fifth section reports the respondent's rankings of the seven major
competency areas according to the amount of emphasis each should receive
during an undergraduate preparation program. The final section de-
scribes the responses to the only two open-ended questions on the sur-

veys instrument.

53
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Personal and Vocational Information

A total of ninety-nine teachers of the mentally impaired re-
sponded to the personal and vocational items on Part V of the ques-

tionnaire.

Sex

As shown in Table 1 a large majority of the teachers of the
mentally impaired were females (N = 91) whereas only a small number of

these teachers were males (N = 8).

Table 1. Sex of respondents.

Group N Percent
Female 91 91.9
Male 8 8.1

Age

Teachers of the mentally impaired surveyed in this study
were in general a very young group. A total of ninety-seven (97.98%)
teachers were between the ages of twenty-one and twenty-eight, where-

as only two teachers (2.02%) were above this age group (Table 2).

Years of Professional Teaching Experience

As can be seen in the column totals in Table 3, almost half
of the respondents (47.5%) were second year teachers. Teachers of the

educable mentally impaired, taken as a group, had slightly more
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experience in their positions than did the teachers of the trainable.
A total of 73.5 percent of the educable teachers had two to three years
of experience while a total of 64 percent of the trainable teachers had

two to three years of experience.

Table 2. Age of respondents

Age ' N Percent
21 1 1.0
22 10 10.1
23 25 25.3
24 41 41.4
25 12 12.1
26 4 4.1
27 3 3.0
28 1 1.0
37 1 1.0
42 1 1.0

Table 3. Years of professional teaching experience x Type of Program.

1 Year 2 Years 3 Years Total

Group N % N % N % N %
Educable

(EMI) 16 26.2 32 52.5 13 21.3 61 61.6
Trainable

(T™MI) 9 36.0 6 24.0 10 40.0 25 25.3
EMI & TMI
Combined 1 10.0 8 80.0 1 10.0 10 10.1
Other¥* 2 66.7 1 33.3 0 0.0 3 3.0
Total 28 28.3 47 47.5 24 24.2 99 100.0

*Other--Two of these respondents worked in programs for the severely
mentally impaired, and the other was employed in a sheltered workshop.
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It should be noted that in computing the Chi-Square tests
reported later in this chapter, first year teachers were considered
to be the inexperienced group; and teachers with two or three years

of experience were considered to be the experienced group.

Type of Program in Which the Respondents
Were Employed

The row totals in Table 3 clearly indicate that a majority
of respondents (61.6%) were employed as teachers of the educable
mentally impaired. Twenty-five respondents (24.3%) were employed in
programs for the trainable mentally impaired. The remaining 13.1
percent of the responding teachers were employed in combined educable
and trainable programs, in programs for the severely mentally impaired,

or in a sheltered workshop.

Perceived Relative Importance of the Sixty-Three
Teaching Competencies With Significant
Chi-Squares Identified

In order to describe the importance of the sixty-three
teaching competencies as perceived by teachers of the mentally im:
paired, all of the competency statements included in the questionnaire
were ranked according to their mean scores (Table 4). The observed
frequency distributions for the sixty-three teaching competencies can
be found in Appendix F. In addition to ranking the competencies in
order of importance, they were also grouped into the following cate-

gories of scores:
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4.99 to 4.50
4.49 to 4.00

Most Importance

High Importance

3.99 to 3.50
3.49 to 3.00
2,99 to 2.50

Moderate Importance

Low Importance

Least Importance

A Chi-Square Test of Homogeneity was calculated twice for
thirty-four of the competency statements in order to determine if
there were significant differences in the distribution of responses
between teachers of the educable mentally impaired and teachers of the
trainable and between experienced and inexperienced teachers. The
competency statements tested are preceded by an asterisk in Table 4.
The chi-square procedure was not used to test the distribution of
responses'in twenty-nine of the competency statements.

The decision rule for eliminating chi-square tests consisted

of the following two criteria:

1. If the expected frequency (Eij) was less than five in
more than twenty percent of the cells in the contingency
table, chi-square was not computed (Cochran, 1954);

2. If visual inspection of the data revealed that ninety
percent or more of the respondents agreed in their
ratings of a competency, chi-square was not used.

It should be noted that in several instances adjacent response cate-
gories were collapsed in order to meet Cochran's (1954) minimum re-
quirements for expected frequencies (Conover, 1971; Siegel, 1956).

Even after collapsing, the distribution of responses for several compe-
tency statements did not meet this criterion; and, consequently, they

were not tested using chi-square.
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Perceived relative importance of the sixty-three teaching

competencies with significant chi-squares identified.

Standard
Most Importance (4.99-4.50) Mean Deviation
44, Promoting children's independence 4.88 .328
8. Individualizing instruction 4.83 .469

43. Helping children accept themselves 4.83 .453
32, Handling unacceptable behavior 4.79 .501
21. Making learning tasks clear to children 4.78 .526
29. Using a variety of methods for motivating

students 4.77 .470
30. Making classroom-rules and procedures

clear to students 4.76 .497
39. Encouraging cooperative interpersonal

relationships 4.73 .448
42. Communicating to children that their

feelings are understood 4.68 .550
23. Using a multi-sensory approach for

children with sensory deficits 4.66 .574

9. Breaking tasks into small steps from

simple to complex 4.64 .677
38. Helping students become aware of the

values, attitudes and feelings of others 4.63 .632
33. Determining what is rewarding for

each child 4.61 .682
28. Providing feedback to pupils during

learning 4.53 .595
35. Maintaining student respect 4.53 .800
41. Acting as an affective model by

expressing feelings honestly and gently 4.51 .676

High Importance (4.49-4.00)

12. Finding materials appropriate to

instructional goals 4.46 .661
58. Listening to parents with the goal of

seeing their point of view 4.43 .688
55. Using a variety of methods to communi-

cate with parents 4.43 .745
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Table 4. (cont'd.)

* Tested using Chi-Square
__ Chi-Square value significant
1 Rated more important by trainable teachers than by educable teachers

: Standard
High Importance (4.49-4.00) Mean Deviation
62. Responding to parents in ways which
lead to support of the school program 4.42 .799
5. Selecting content appropriate to
identified goals 4.4] .756
36. Developing goals for pupils in the
affective domain 4.41 .770
56. Dealing with parent criticism 4.40 .755
37. Implementing instructional activities
which promote the awareness and ex-
pression of personal values, attitudes
. and feelings 4.38 .765
46. Seeking help for students from
agencies outside the school 4.37 .767
24. Carrying out instruction that is
consistent with identified goals 4,373 737
*20. Post-testing students to verify
outcomes of instruction 4.373 .864
34, Administering rewards or punish-
ments to change pupil behavior 4.35 .825
*60. Enlisting parent participation in
the educational planning for their
child 4.34 .859
*63. Helping parents to deal with their '
children at home 4.33 .869
*51. MWorking with teacher aides' 4.30 .966
*59, Obtaining information about the
child from parents ' 4.26 .954
*19, Carrying out preassessment strategies
to determine student readiness for
specific learning activities 4.245 .874
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Table 4. (cont'd.)

Standard
High Importance (4.49-4.00) Mean Deviation
*31. Arranging the physical props in
the classroom to facilitate learning 4.245 .973
*61. Coordinating home and school
approaches to children 4.242 .846
*53. Tolerating different opinions
without taking personal offense 4.242 .893
*13. Modifying commercial teaching aids
to meet specific needs of students 4,235 .894
*26. Synchronizing different activities
conducted simultaneously 4.235 .950
45. Asking for help or ideas from staff 4.232 .740
10. Choosing instructional methods for
specific lessons 4.20 .812
*17. Using the results of teacher-
administered tests to develop
educational plans for children 4.19 .904
* 2. Formulating instructional goals
for year 4.143 .850
* 4, Selecting goals for specific units
of instruction 4.141 .821
*14. Originating new materials 4.13 .970
*57. Using accepted principles of coun-
seling, interviewing, and guidance
in parent conferences 4.11 1.020
* 1, Setting goals which take into account
the expected adult status of students 4.103 .930
*40. Adjusting behavior according to
children's moods 4.101 .985
Standard
Moderate Importance (3.99-3.50) Mean Deviation
*54. Consulting with regular classroom
teachers ¢s9 3.98 1.116

* Tested using Chi-Square

Chi-Square value significant

Rated more important by educable teachers than by trainable

Rated more important by experienced teachers than by inexperienced

wNI
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Table 4. (cont'd.)

Standard
Moderate Importance (3.99-3.50) Mean Deviation
*15. Constructing informal tests for
assessing a child's status 3.97 1.050
* 3. Organizing the sequence of goals
for the year 3.94 .902
*27. Using behavior modification
techniques 3.93 1.043
*47. Getting to know other teachers 3.83 .980
*49. Knowing the principal's expectations 3.76 .980
*52. Following administrative directives 3.71 .961
*48. Handling administrator's observa-
tions of your teaching 3.697 1.005
*11. Organizing the sequence of daily
lessons 3.694 1.107
*50. Handling criticism from other
teachers 3.62 .934
*18. Interpreting data from formal tests
administered by a diagnostician in
developing educational plans for the
childrend 3.42 1.213
*25. Conducting large group learning
activitiesl 3.07 1.154
Standard
Least Importance (2.99-2.50) Mean Deviation
*22. Operating audio-visual equipment 2.98 1.143
* 7. Writing behaviorally stated
objectives 2.95 1.270
* 6. Preparing written lesson plans 2.80 1.212
*16. Administering commercially pre-
pared testsé 2.64 1.221
*

~

Tested using Chi-Square

Chi-Square value significant
Rated more important by trainable teachers than by educable
Rated more important by educable teachers than by trainable
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Six of the response distributions which were tested using
chi-square were significantly different at or beyond the .05 level.
They are underlined once in Table 4, and differences are identified
‘using subscripts. Contingency tab1e§ for the chi-square tests which
yielded significant values are presented in Appendix G.

The five competencies which were perceived as being most
important for teachers of the mentally impaired were:

1. Promoting children's independence;

Individualizing instruction;
Helping children accept themselves;

Hand1ling unacceptable behavior;

(3, L) w N
. . .

. Making learning tasks clear to children.
Two of the five competencies felt to be important reflected the con-
cern of teachers of the mentally impaired for>facilitating the social-
emotional maturity of their students. A third competency felt to be
important was in the area of classroom management or discipline. The
remaining two most important competencies were concerned with planning
and conducting instruction.

In descending order, the five competencies perceived as
least important for teachers of the mentally impaired were:

1. Conductingl1arge group learning activities;

Operating audio-visual equipment;

3. MWriting behaviorially stated objectives;
4. Preparing written lesson plans;
5. Administering commercially prepared tests.
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Four of the five competencies perceived to be least important for
teachers of the mentally impaired dealt with either planning or
conducting instruction. The competency perceived to be least impor-
tant of all related to assessing and evaluating behavior through the
use of commercially made, teacher administered tests.

Four of the five competencies which were perceived as being
most important also were rated as having moderate priority for self
development by teachers of the mentally impaired. In other words,
teachers felt it would be helpful to improve their skills in four of
the five competencies they felt were most important for teachers of
the mentally impaired.

Similarly, four of the five competencies which were rated
as being least important also were rated low in priority for self
development. Teachers felt they would not go out of their way to
develop additional skill in the teaching competencies rated as having
the least importance.

Two of the competency statements were rated significantly
more important by teachers of the trainable mentally impaired than by
teachers of the educable:

1. Working with teachers aides;

2. Conducting large group learning activities.

Three of the competency statements were rated significantly
more important by educable teachers than by trainable teachers:

1. Consulting with regular classroom teachers;

2. Interpreting data from formal tests administered by a

diagnostician in developing educational plans for

children;
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3. Administering commercially prepared tests.

One competency statement was perceived to be significantly
more important by experienced teachers than by inexperienced teachers:

Consulting with regular classroom teachers.

A majority of the competencies within five of the major com-
peténcy areas were rated as having "high" to "most" importance. Those
areas, listed in descending order according to the percentage of
competences rated "high" or "most" important, were:

Facilitating Social-Emotional Maturity

Working with Parents

Classroom Management

Conducting Instruction ..

Planning Instruction
As can be seen in Table 5, all of the competencies within the area
"Dealing and Relating With Other Professionals" were rated as having
from "moderate" to "high" impoftance. In the remaining area,
"Assessing and Evaluating Behavior," fifty percent of the competencies
were rated "high" in importance, and the other fifty percent were

rated from "moderate" to "least" in importance.

Perceived Self Development Priorities for the
Sixty-Three Teaching Competencies With
Significant Chi-Squares Identified

The self development priorities of teachers of the mentally
impaired for each of the sixty-three teaching competencies are de-
scribed by first ranking all of the competency statements included in
the survey instrument according to their total mean scores (Table 6).
The ranked competency statements also were grouped into the following

categories:
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3.50 to 3.01 High Priority

3.00 to 2.51 Moderate Priority

2.50 to 2.01 Low Priority--High

1.50 to 1.01 No Priority
The observed frequency distributions are reported in Appendix F.

The Chi-Square Test of Homogeneity was used to determine if
there were significant differences in the sampling distributions be-
tween teachers of the educable and teachers of the trainable mentally
impaired and between inexperienced teachers and experienced teachers
for sixty-one of the competency statements. The competency statéments
tested are preceded by an asterisk in Table 6. Two of the competency
statements were not tested using the chi-square procedure. One compe-
tency was not tested because more than twenty percent of the cells in
the contingency table had an expected frequency of less than five
(Cochran, 1954). The other competency was not tested because more
than ninety percent of the respondents agreed in their rating of the
competency. It should be noted again that in several cases adjacent
response categories were collapsed in order to meet Cochran's (1954)
rule of thumb for minimum expected frequencies (Conover, 1971;
Siegel, 1956).

Eleven of the computed chi-squares yielded values signifi-
cant at or beyond the .05 level. They are underlined once in Table
6, and differences are identified using subscripts. Contingency

tables for the significant chi-squares are presented in Appendix H.
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Table 6. Perceived self development priorities for the sixty-three
teaching competencies with significant chi-square identified.
. ( Standard
High Priority (3.50-3.01) Mean Deviation
*14. Originating new materials 3.04 .874
*37. Implementing instructional activities
which promote the awareness and ex-
pression of personal values, attitudes
and feelings 3.01 .900
*38. Helping students become aware of the
feelings, attitudes and values of
others 3.01 .967
_ Standard
Moderate Priority (3.00-2.51) Mean Deviation
*63. Helping parents to deal with their
children at home 2.98 .989
*23. Using a multi-sensory approach for
children with sensory deficits 2.97 .945
*32. Handling unacceptable behavior 2.927 1.029
*29. Using a variety of methods for
motivating studentsé 2.926 .992
*15. Constructing informal tests for
assessing a child's status 2.884 1.030
*18. Interpreting data from formal tests
administered by a diagnostician in
developing educational plans for
children 2.875 .849
*61. Coordinating home and school approaches
to children 2.86 1.048
*39. Encouraging cooperative interpersonal
relationships 2.84 1.029
*57. Using accepted principles of counseling,
interviewing, and guidance in parent
conferences 2.83 .991

N

Tested using Chi-Square
Chi-Square value significant

Rated higher in priority by inexperienced than experienced

teachers
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Table 6. (cont'd.)

Standard
Moderate Priority (3.00-2.51) Mean Deviation
*17. Using the results of teacher admin-
istered tests to develop educational
plans for childrend 2.79 .955
*55. Using a variety of methods to
communicate with parents 2.781 1.007
*12. Finding materials appropriate to
instructional goals 2.778 .959
*43. Helping children accept themselves 2.75 1.036
*60. Enlisting parent participation in the
educational planning for their child 2.74 1.103
*36. Developing goals for pupils in the
~effective domain 2.708 .972
*44. Promoting children's independence 2.708 1.104
*19, Carrying out preassessment stratefies
to determine student readiness for
specific learning activities 2.695 .888
*26. Synchronizing different activities
conducted simultaneously 2.695 1.102
*27. Using behavior modification techniques 2.687 .977
* 8. Individualizing instruction 2.66 1.145
* 9, Breaking tasks into small steps from
simple to complex 2.63 1.092
* 3. Organizing the sequence of goals
for the year 2.60 .814
*10. Choosing instructional methods for
specific lessons! 2.57 .930
1. Setting goals which take into account
the expected adult status of students 2.56 .918
*13. Modifying commercial teaching aids to
meet specific needs of students 2.52 .921

* Tested using Chi-Square
Chi-Square value significant

1 Rated higher in priority by trainable teachers than by educable
teachers

2 Rated higher in priority by inexperienced than experienced
teachers
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Table 6. (cont'd.)

Standard
Low Priority--High (2.50-2.01) Mean Deviation

*46. Seeking help for students from

agencies outside the school! 2.50 1.105
*56. Dealing with parent criticism 2.49 1.076
* 2. Formulating instructional goals for

the year 2.4688 .882
*62. Responding to parents in ways which

lead to support of the school program 2.4681 1.034
* 4, Selecting goals for specific units

of instruction 2.42 .829
*24, Carrying out instruction that is con-

sistent with idendified objectives 2.40 .912
* 5. Selecting content appropriate to

identified goals 2.38 .837
*33. Determining what is rewarding for

each child 2.37 .985
*34. Administering rewards or punishments

to change pupil behavior 2.37 1.007
*59. Obtaining information about the child

from parents 2.33 1.046
*20. Post-testing students to verify the

outcomes of instruction 2.27 .946
*21. Making learning tasks clear to children 2.27 1.021
*42. Communicating to children that their

feelings are understood 2.22 1.038
*16. Administering commercially prepared

tests< 2.19 .998
*58., Listening to parents with the goal of

seeing their point of view 2.15 1.041
*31. Arranging the physical props in the

classroom to facilitate learningé | 2.14 1.017

*  Tested using Chi-Square
‘Chi-Square .value significant

Rated higher in priority by .trainable teachers than by educable
‘teachers
2 Rated higher in priority by inexperienced than experienced teacher:

—
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Table 6. (cont'd.)

Standard
Low Priority--High (2.40-2.01) Mean Deviation
*51. Working with teacher aides 2.12 1.178
40. Adjusting behavior according to
children's moods 2.09 .919
28. Providing feedback to pupils during
learning 2.09 .996
Standard
Low Priority--Low (2.00-1.51) Mean Deviation
11. Organizing the sequence of daily
lessons 1.96 .874
41. Acting as an affective model by
expressing feelings openly and
honestly 1.958 .983
25. Conducting large group learning
activities 1.947 .900
54. Consulting with regular classroom
teachers 1.936 .998
30. Making classroom rules and procedures
clear to students 1.900 .989
7. Writing behaviorally stated
objectives 1.863 .820
*49. Knowing the principal's expecta-
tions<¢ 1.862 .899
50. Handling criticism from other
teachers 1.84 .867
35. Maintaining student respect 1.833 .948
53. Tolerating different opinions with-
out taking personal offense 1.831 .808
*48. Handling administrators' observations
of your teachingZ 1.78 .882
*

N

Tested using Chi-Square
Chi-Square value significant

Rated higher in priority by inexperienced than experienced

teachers
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Table 6. (cont'd.)

Standard
Low Priority--Low (2.00-1.51) Mean Deviation
*45. Asking for help or ideas from other
staffé 1.74 .864
*22. Operating audio-visual equipment 1.73 .864
*52. Following administrative directives? 1.67 .776
*47, Getting to know other teachers? 1.60 .776
Standard
No Priority (1.50-1.01) Mean Deviation
6. Preparing written lesson plans 1.45 .630
*

N

Tested using Chi-Square
Chi-Square value significant

Rated higher in priority by inexperienced than experienced

teachers
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The following five competencies were rated highest in terms

of self development priorities by teachers of the mentally impaired:

1. Originating new materials;

2. Implementing instructional activities which promote the
awareness and expression of personal values, attitudes,
and feelings;

3. Helping students become aware of the values, attitudes,
and feelings of others;

4. Helping parents to deal with their children at home;

5. Using a multi-sensory approach for children with sensory
deficits.

Two of the five competencies given the highest priority for self de-
velopment related to facilitating the social-emotional maturity of
pupils. One of the highest priorities of teachers concerned working
with parents of their students. The remaining two competencies in
which teachers wanted to improve their skill dealt with planning and
conducting instruction.

The five competencies given the least priority for self de-

velopment were:

1. Asking for help or ideas from other staff;

Operating audio-visual equipment;
Following administrative directives;

Getting to know other teachers;

(8] o w N
o B . .

Preparing written lesson plans.
Two of the five competencies rated lowest in priority were in the

area of planning or conducting instruction. The other three low
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priority items all dealt with competence in dealing and relating with
other professionals. It should be noted that even though these last
three competencies (numbers 45, 52, and 47) were given a low priority
overall, they also yielded significant chi-square values, indicating
differences in priority between inexperienced and experienced teachers.

Two of the five competencies given the least priority for
self development also were rated as being the least important for
teachers of the mentally impaired, viz., "operating audio-visual
equipment" and "preparing written lesson plans." The competencies
related to "following administrative directives" and "getting to know
other teachers" rated low in priority for self development in spite
of their moderate to high importance rating. The remaining low pri-
ority competency, "asking for help or ideas from other staff," was
given a high importance rating.

Two of the competency statements were rated significantly
higher in terms of self development priorities by teachers of the
trainable mental]y‘impaired than by teachers of the educable:

1. Choosing instructional methods for specific lessons;

2. Seeking help for students from agencies outside the

school.

Nine response distributions with significant chi-square
values indicated competencies which were rated higher in terms of
self development priority by inexperienced teachers than by experiencec
teachers:

1. Using a variety of methods for motivating students;
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2. Using the results of teacher-administered tests to de-

velop educational plans for children;

3. Administering commercially prepared tests;

4. Arranging the physical props in the classroom to

facilitate learning;

5. Knowing the principal's expectation;

6. Handling administrators' observations of your teaching;

7. Asking for help or ideas from other staff;

8. Following administrative directives;

9. Getting to know other teachers.

A majority of the competencies within four of the major
competency areas were rated as having "moderate" to "high" priority
for self development. Those areas, listed in descending order ac-
cording to the percentage of competencies rated "moderate" or "high"
in priority, were:

Facilitating Social-Emotional Maturity

Assessing and Evaluating Behavior

Working With Parents

Planning Instruction
As can be seen in Table 7, competencies within the remaining three
areas--Conducting Instruction, Classroom Management, and Dealing and
Relating With Other Professionals--were rated from "moderate" to

“Tow" in priority.
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Experienced Teachers' Rankings of the Role of Four
Preparation Settings in the Development
of Teaching Competencies

The Friedman Test, also called the two-way analysis of vari-
ance by ranks (Friedman, 1937), was used to test the hypothesis that
each of the preparation settings plays an equal role in the develop-
ment of competence for the seven major competency areas. The alterna-
tive hypothesis was that some of the preparation settings are perceived
to be more important in the development of teaching competence than
others. Stated in symbolic form:

Ho: E(R]) = E(Rz) = E(R3) = E(R4)

H]: H0 is false

The Friedman Test was computed using the response of experi-
enced teachers only. Since inexperienced, first-year teachers have
had 1ittle or no experience with preparation settings other than the
undergraduate program, in all likelihood they would rank the under-
graduate program as the most important setting for competency develop-
ment. Years of teaching experience, therefore, would be a confounding
variable.

With the data from experienced teachers reported in Table

2 . 17.808 was obtained (p. < .001). The null hypothesis

8a value of Xr
that the four preparation settings play an equal role in the develop-
ment of teaching competence was rejected.

Further comparisons between preparation settings were made
through the use of post hoc procedures, setting up orthogonal contrasts

to determine where significant differences occurred. All three contrasts
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of interest yielded values which were statistically significant (alpha
= ,001). However, since there is a risk of a separate Type I error
for each hypothesis tested, an overall alpha equal to .003 should be

noted for the three contrasts of interest in this study.

Contrast 1

The first contrast compared the role of planned preparation
experiences in the development of teaching competence with on-the-job
experience:

¥1 =R, +Ry+ Ry - 3(Ry) = 42 + 6.822

Significant at .001 level.
Experienced teachers indicated that the major portion of the develop-
ment of competence could occur during actual employment experience as<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>