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Slide 1:
Connecting Research to Practice for Teacher Educators

Attitudes and Beliefs Regarding Special Education & Students with Disabilities
Slide 1 Notes:
There is a text that accompanies this PowerPoint presentation (for those who wish to read beyond the instructor notes that appear within this presentation).  Also, there are prepared activities that accompany this presentation that the instructor may wish to use in concert with this presentation.

Slide 2: Personnel
DeAnn Lechtenberger — Principle Investigator

Nora Griffin-Shirley — Project Coordinator

Doug Hamman — Project Evaluator

Tonya Hettler—Business Assistant
Financial Support for  Project IDEAL is provided by the Texas Council for Developmental Disabilities, with Federal funds* made available by the United States Department of Health and Human Services, Administration on Developmental Disabilities.  *$599,247 (74%) DD funds; $218,725 (26%) non-federal resources

The views contained herein do not necessarily reflect the position or policy of the funding agency[s].  No official endorsement should be inferred.
Slide 3: Bellwork
· Please independently and quietly complete the bellwork activities located at your seats (without using your book or other resources).

· The bellwork will be revisited later in class and collected.
Slide 3 Notes:
The instructor may choose to have the students complete the following activities as bellwork (prior to presenting the information):  pre-concept map activity; sentence completion activity #1; and, sentence completion activity #2.  The activities are provided as part of the module and may be photocopied.  The activities are intended to give the prospective teachers an opportunity to gain insights into their personal beliefs about students with special needs and other special education-related topics. The activities may offer interesting reflective vehicles for teacher educators and prospective teachers. 

Please refer to pages 35 to 38 in the module text (McNamara Spears, 2002) for additional information about the aforementioned activities.

The sentence completion activities, an idea borrowed from Kropid (1999) by McNamara Spears (2002) may offer prospective teachers and their instructors opportunities for insights and reflection as well as serve as a springboard for discussion. 

The other activity (i.e., the pre-concept map activity) can be done as a pre- and post- activity and may yield information about conceptual change (Pugach, 2006). 

Slide 4: Framing Information

· General characteristics of prospective teachers

· Public school student population

· Special education understandings

· Activities
Slide 4 Notes:
The following strands will be considered within the scope of this presentation: (a) general characteristics of prospective teachers; (b) public school student population; (c) preconceptions; (d) special education understandings; (e) activities.  It draws heavily from McNamara Spears (2002).  

Please note there are instructor notes that accompany this PowerPoint.  There is additional information within the text of the module that may be of interest to the instructor (e.g., information about early field experiences in teacher education programs).

In addition, a complete reference list of sources referred to in the presentation is included as part of the module.

Slide 5: General Characteristics of Prospective Teachers
Will feature:

· Typical demographic profile of teacher education candidates

· General orientations held by prospective teachers
Slide 5 Notes:
The consideration of the general characteristics of prospective teachers will feature the typical demographic profile of teacher education candidates and the general orientations held by prospective teachers.

Slide 6: Demographic Profile
Teacher education candidates in the U.S. are predominantly:

· women who are of Euro-American descent

· 93% of elementary majors and 75% of secondary majors are reported to be women

· 75% of public school teachers were women in the 1999-2000 school year

· 93% are Caucasian

· from the middle class

· from rural or suburban communities

· over half have grown up in suburban or rural communities
Slide 6 Notes:
Teacher education candidates in the United States are predominantly women who are of Euro-American dissent, from the middle class, and, from rural or suburban communities (Brookhart & Freeman, 1992; Feiman-Nemser & Remillard, 1995, 1996; Fuller, 1992; Howey & Zimpher, 1996; McCall, 1995; NCES, 2008b; Zimpher, 1989).  The general demographic profile encompasses several dimensions including gender, ethnicity and locality.  With regard to gender, 93 percent of elementary majors and 75 percent of secondary majors are reported to be women (Feiman-Nemser & Remillard, 1995, 1996).  The prevalence of women is congruent with Brookhart and Freeman’s (1992) aggregate of teacher education candidate studies.  The prevalence of women is also evident in the current demographic profile of teachers which indicates that 75 percent of public school teachers were women in the 1999-2000 school year (NCES, 2008b).  In addition to gender, the portrait of prospective teachers includes the dimensions of ethnicity and locality.  Over half have grown up in suburban or rural communities and 93 percent are Caucasian (Feiman-Nemser & Remillard, 1995; Zimpher, 1989). 

Slide 7: Orientations of Prospective Teachers
· Regarded as having a “narrow framework of experience” (Paine, 1989) and an “unrealistic optimism” (Weinstein, 1989; Pajares, 1993)
· Have generally been characterized as being “culturally insular” (Zimpher, 1989; Feiman-Nemser & Remillard, 1996) and as homogenous (Grant & Secada, 1990)
Slide 7 Notes:
Prospective teachers, who have a “narrow framework of experience” (Paine, 1989) and an “unrealistic optimism” (Weinstein, 1989; Pajares, 1993), have generally been characterized as being “culturally insular” (Zimpher, 1989; Feiman-Nemser & Remillard, 1996) and as homogenous (Grant & Secada, 1990).  Prospective teachers have had a “narrow framework of experience” (Paine, 1989) in that they have had “...limited exposure to people who are socially, ethnically, and culturally different from themselves...” (Feiman-Nemser & Remillard, 1996, p. 68; Feiman-Nemser & Remillard, 1995).  Yet, prospective teachers also have an unrealistic optimism, a “...tendency to believe that the problems that plague others won’t happen to them” (Weinstein, 1989, p. 57), when it comes to their expectations about teaching. 

Slide 8: Orientations of Prospective Teachers
Expectations and preferences held by prospective teachers may be, in part, attributable to the many years of experience as a student in elementary and secondary schools known as the apprenticeship of observation (Lortie, 1975)

· This experience impacts prospective teachers’ attitudes and conceptions of how to teach (Brookhart & Freeman, 1992; Carter & Doyle, 1995)

· In addition to having these attitudes, prospective teachers have preferences about their future practice.
Slide 8 Notes:
The expectations and preferences held by prospective teachers may be, in part, attributable to the many years of experience as a student in elementary and secondary schools known as the apprenticeship of observation (Lortie, 1975).  This experience impacts prospective teachers’ attitudes and conceptions of how to teach (Brookhart & Freeman, 1992; Carter & Doyle, 1995).  In addition to having these attitudes, prospective teachers have preferences about their future practice.

Slide 9: Orientations of Prospective Teachers
Teacher candidates have particular preferences when it comes to their future practice (Zimpher, 1989) as well as may have contradictory beliefs about teaching (Wilson, 1990) and about their future students (Feiman-Nemser & Remillard, 1995)  

· prospective teachers believe that they ought to treat all students fairly (i.e., the same)

· also believe that the uniqueness of each child necessitates an education that is suited to the student’s individual needs (Paine, 1989; Feiman-Nemser & Remillard)  

Slide 9 Notes:
Teacher candidates have particular preferences when it comes to their future practice (Zimpher, 1989) as well as may have contradictory beliefs about teaching (Wilson, 1990) and about their future students (Feiman-Nemser & Remillard, 1995).  While prospective teachers believe that they ought to treat all students fairly (i.e., the same), they also believe that the uniqueness of each child necessitates an education that is suited to the student’s individual needs (Paine, 1989; Feiman-Nemser & Remillard).  

Slide 10: Orientations Of Prospective Teachers
prospective teachers are faced with what Lazerson et al. (1985) call the “twin challenges” of equality and excellence
· Lazerson et al. (1985) purport that “...schools ought to be committed to enhancing equality and promoting excellence...Educational debates should not be about whether the goals are worthwhile, but about how to accomplish them” (p. 113) for each learner  

· The premise put forth by Lazerson et al. resonates with that of Banks (1993), a proponent of multicultural education

Slide 10 Notes:
Prospective teachers are faced with what Lazerson, McLaughlin, McPherson and Bailey (1985) call the “twin challenges” of equality and excellence.  Lazerson et al. (1985) purport that “...schools ought to be committed to enhancing equality and promoting excellence...Educational debates should not be about whether the goals are worthwhile, but about how to accomplish them” (p. 113) for each learner.  The premise put forth by Lazerson et al. resonates with that of Banks (1993), a proponent of multicultural education, who asserts that each student “should have equal opportunity to learn in school” (p. 3).  This notion of “equal opportunity does not mean the same opportunity, but rather an appropriate opportunity” (Clark, 1993, p. 288).  

Slide 11: Public School Student Population
· enrollment in public elementary and secondary schools was just over 46.7 million in 1998 (U.S. Department of Education, 1999) 

· by 2016, enrollment in America’s public schools is anticipated to be 53.3 million (NCES, 2008)  

· along with enrollment increases, there are concurrent projections for an increasingly diverse student population (Fuller, 1992)

Slide 11 Notes:
The consideration of the public school student population will include general information about the current enrollment and projections, with particular attention to students with special needs.

Enrollment in public elementary and secondary schools was just over 46.7 million in 1998 (U.S. Department of Education, 1999).  By the year 2016, the enrollment in America’s public schools is anticipated to be 53.3 million (NCES, 2008a).  Along with enrollment increases, there are concurrent projections for an increasingly diverse student population (Fuller, 1992).  

Slide 12: Public School Student Population
· Diversity encompasses a myriad of dimensions and categories

· in 1950s and 1960s, two categories of race and class were prominent, a number of other dimensions have entered into modern day discourse about diversity (Paine, 1989) 

· “This diversity encompasses such educationally relevant dimensions and categories as gender, social class, ethnicity, intelligence, race, religion, disability, and learning style” (Ducette et al., 1996, p. 323)  
Slide 12 Notes:
Diversity encompasses a myriad of dimensions and categories.  While in the 1950s and 1960s, the two categories of race and class were prominent, a number of other dimensions have entered into the modern day discourse about diversity (Paine, 1989).  “This diversity encompasses such educationally relevant dimensions and categories as gender, social class, ethnicity, intelligence, race, religion, disability, and learning style” (Ducette et al., 1996, p. 323).  Given the centrality of the diversity dimension referred to as disability within this consideration, specific enrollment information about students who have special needs will be furnished.

Slide 13: Students with Special Needs
· Enrollment figures for students with special needs must be taken into account when one considers public school enrollment and projections

· As a means of furnishing pertinent information related to students who have special needs, the following will be briefly considered:

· Individuals with Disabilities Education Act (IDEA)

· Section 504

· Individualized Education Program (IEP)

· Inclusion

Slide 13 Notes:
Enrollment figures for students with special needs must be taken into account when one considers public school enrollment and projections.  Additionally, as a means of furnishing pertinent information related to students who have special needs, the following subsections will be briefly considered (a) Individuals with Disabilities Education Act (IDEA), (b) Section 504, (c) Individualized Education Program (IEP), and (d) inclusion. 

Slide 14: Students with Special Needs
· Percentage of children with disabilities being served has increased to about 13 to 14% (Arends, 1998, 2000; NCES, 2000, 2008)

· Presently 47% of students who have disabilities spend 80% or more of their day in general education classroom settings (Arends, 2008)

· Reported by SPeNSE “...that 95% of all general education teachers currently teach students with disabilities or have done so in the past, with an average caseload of 3.5 students with disabilities” (Pugach, 2006, p. 549)

· Trend toward inclusion in the regular/general education classroom, may be, in part, attributable to the IDEA which has placed renewed emphasis on educating students with disabilities in the least restrictive environment (U.S. DOE, 1999)

Slide 14 Notes:
With regard to exceptionality, in 1994, approximately five million students with disabilities received special education and related services under the IDEA (Horne, 1996).  The number of students being served increased by almost one million during the 1996-1997 academic year (NCES, 2000c) and appears to be increasing according to data from the NCES (2008c).  The percentage of children with disabilities being served has increased to about 13 to 14 percent (NCES, 2008c; Arends, 1998, 2000; NCES 2000a, 2000c).  Moreover, the percentage of students with special needs being served in regular classrooms rose substantially from 1985-1986 to 1995-1996 with an increase of approximately 20 percentage points (U.S. Department of Education, 1999; NCES, 2000b).  Less than a decade later, in the 2004-2005 school year, over 5.9 million students had IEPs which constitutes almost 14 percent of the public school population (NCES, 2008c).  As a result of the increase in enrollment of students with special needs in the regular education classroom setting, there has been a decrease in numbers of students served in resource rooms, self-contained classrooms, and residential facilities (U.S. Department of Education).  Many students with special needs were receiving services in resource rooms or self-contained classrooms (i.e., 28.7 and 21.7 percent respectively in 1996) (NCES, 2000b).  However presently 47 percent of students who have disabilities spend 80 percent or more of their day in general education classroom settings (Arends, 2008).  Moreover, it has been reported by the Study of Personnel Needs in Special Education (SPeNSE) “...that 95% of all general education teachers currently teach students with disabilities or have done so in the past, with an average caseload of 3.5 students with disabilities” (Pugach, 2006, p. 549).  The trend toward inclusion in the regular/general education classroom, may be, in part, attributable to the IDEA which has placed renewed emphasis on educating students with disabilities in the least restrictive environment (U.S. Department of Education). 

Slide 15: IDEA
· is a federal funding statute that provides financial aid to states in their efforts to ensure adequate and appropriate services for children with special needs

· to qualify for special education and related services under it, a student must satisfy both parts of a two-part test 

· first, the student must meet the definition of one or more categories of disability delineated under this legislation  

· second, the student must be shown to be in need of special education and related services as a result of his or her disability or disabilities

Slide 15 Notes:
The IDEA is a federal funding statute that provides financial aid to states in their efforts to ensure adequate and appropriate services for children with special needs (Gorn, 1997).  In fact, the roots of inclusion can be traced back to the 1975 Public Law 94-142 (the Education for All Handicapped Children Act) which gave rise to the amendment known as IDEA (Agnew, Van Cleaf, Camblin & Shaffer, 1994; Ringer & Kerr, 1988; Willis, 1994).  To qualify for special education and related services under IDEA, a student who is age three through age twenty-one, “must satisfy both parts of a two-part test” (Gorn, 1997, p. 1:1).  First, the student must meet the definition of one or more categories of disability delineated under the IDEA (Gorn).  The category list, which is exhaustive, is as follows:  

mental retardation (now called “intellectual disabilities”), hearing impairments (including deafness), speech and language impairments, visual impairments (including blindness), serious emotional disturbance, orthopedic impairments, autism, traumatic brain injury, other health impairments, or specific learning disabilities.  Second, the student must be shown to be in need of special education and related services as a result of his or her disability or disabilities. (Gorn, 1997, p. 1:1; Knoblauch & Sorenson, 1998). 

A student who does not meet the IDEA eligibility criteria might qualify for services under Section 504 (Gorn, 1997). 

Slide 16: Section 504
· is a broad civil rights law

· defines a person with a disability as anyone who: 

(1) has a mental or physical impairment which substantially limits one or more major life activity (major life activities include activities such as caring for one’s self, performing manual tasks, walking, seeing, hearing, speaking, breathing, learning and working); 

(2) has a record of such impairment; or 

(3) is regarded as having such an impairment
Slide 16 Notes:
Section 504 is a broad civil rights law, which protects the rights of individuals with disabilities in programs and activities that receive federal financial assistance from the United States Department of Education (Gorn, 1997).  Section 504 defines a person with a disability as anyone who: (1) has a mental or physical impairment which substantially limits one or more major life activity (major life activities include activities such as caring for one’s self, performing manual tasks, walking, seeing, hearing, speaking, breathing, learning and working); (2) has a record of such impairment; or (3) is regarded as having such an impairment (Gorn, 1997).  It bears mention that a student who is eligible under IDEA will always meet the definition of eligibility for Section 504 (but the inverse is not the case) (Gorn, 1997).  If a student is eligible for services under IDEA, the student will have what is known as an IEP (McGahee-Kovac, 1995). 

Slide 17: IEP
· This acronym is, perhaps, among the most important in special education

· While there is no federally mandated format (Gorn, 1997), it is considered to be the cornerstone of special education (Tomey, 1995)

· serves as the blueprint for each child’s specialized instruction within the parameters of services agreed upon by team members (Conderman & Campton, 1992)

· must be in effect at the onset of the school year 

· and must describe the special education and related services specifically designed to meet the unique educational needs of a student with special needs

Slide 17 Notes:
The acronym of IEP is, perhaps, among the most important in special education.  An IEP “is the cornerstone of special education” (Tomey, 1995, p. 1; PACER Center, 1995) and “serves as the blueprint for each child’s specialized instruction within the parameters of services agreed upon by team members” (Conderman & Campton, 1992, p. 4).  An IEP, which must be in effect at the onset of the school year (Gorn, 1997), describes the special education and related services specifically designed to meet the unique educational needs of a student with special needs (Tomey; Horne, 1996; PACER Center).  “As long as the IEP adequately describes the student’s educational program, there is no federally mandated format” (Gorn, 1997, p. 4:1).  Essentially, an IEP is a written statement developed by a team that translates student evaluation information into a plan for instruction and delivery of services (AZ DOE, 1995a).  In short, “there are two main parts of the IEP requirement, as described in Part B of the IDEA and regulations:  the IEP meeting(s)...[and] the IEP document itself...” (AZ DOE, 1995b, p. 4).  

The IEP document is developed at one or more IEP meetings and its provisions are detailed in writing during the course of the meeting(s) (Tomey, 1995).  During the IEP meeting(s), the IEP team (Tomey), which consists of at least four people “...who have an intense interest in the child” (Gorn, 1997, p. 4:27), develops the IEP document.  The IEP document “...is not a lesson plan nor a legal contract” (AZ DOE, 1995a, p. 21).  The contents of the IEP document include:  

(1) present level of performance; (2) goals/ benchmarks/objectives; (3) special education and related services, (4) supplementary aids and services; (5) program modifications; (6) support for school personnel to assist in meeting goals, progress in the general curriculum, and education with nondisabled children; (7) explanation of the extent, if any, to which the child will not participate in class and activities with nondisabled children; (8) modifications, if any, in District and State assessments; (9) transition; (10) how parents will be informed of their child’s progress, at least as often as parents of children who are not disabled. (Cernosia, 1997, pp. 6/48-7/49; AZ DOE 1995a, 1995b) 
As a result of the increase in enrollment of students with special needs in the regular education classroom setting (U.S. Department of Education, 1999), there has also been an increase in the numbers of IDEA eligible students, who have IEPs, being served in the general/regular education setting.  Consequently, one can make the assertion that inclusion is becoming more prevalent in our nation’s schools. 

Slide 18: Inclusion and Mainstreaming
· Inclusion is multifaceted and controversial (e.g., Rogers, 1993; Stainback et al., 1992)

· Inclusion “provokes strong and differing opinions among educators, families, community members and policymakers” (Thousand et al., 1997, p. 270 )

· Inclusion is defined in a variety of ways (Roach, 1995; Rogers, 1993; Ryan, 1994; Willis, 1994) as are the other terms often referred to in discussions about special education, such as mainstreaming  

· Sometimes mainstreaming and inclusion are used as synonyms but mean different things
Slide 18 Notes:
The topic of inclusion is multifaceted and controversial (Rogers, 1993; Stainback et al., 1992).  Indeed inclusion “provokes strong and differing opinions among educators, families, community members and policymakers” (Thousand et al., 1997, p. 270; Brinker, 1995).  Inclusion does tend, among other things, to refer to service delivery; where all students (regardless of their abilities and needs) are served in the regular education setting with appropriate and necessary supports (Roach, 1995).  The term extends beyond service delivery and location, to a notion that is embedded in the philosophy “that all children belong and can learn in the mainstream of school and community life” (Stainback et al., 1992, p. 8; Roach; Rogers).  

Inclusion is defined in a variety of ways (Roach, 1995; Rogers, 1993; Ryan, 1994; Willis, 1994) as are the other terms often referred to in discussions about special education.  The following terms are generally referred to and clarified in the literature ( Rogers; Schattman & Benay, 1992):  mainstreaming, inclusion, full inclusion, and regular education initiative. 

Slide 19: Mainstreaming
· refers to an effort to move children with special needs out of the special education classroom into the regular education classroom to the maximum extent possible

· in the past, it referred to placing students with special needs into the regular education setting for non-academic periods (e.g., lunch)
Slide 19 Notes:
Mainstreaming, unlike inclusion, does not allow special education services to be fully provided in the arena of the general/regular education classroom (Roach, 1968; Ryan, 1994). Additionally, in mainstreaming which is generally associated with the 1970’s, students with special needs interacted with their non-handicapped peers but typically in non-academic activities. Then, in the 1980’s, as a result of reform movements, mainstreaming evolved into inclusionary practices (Schattman & Benay, 1992).  From these practices, stemmed such terms as inclusion, full inclusion and the regular education initiative.  The term, regular education initiative, generally refers to “either the merger of the governance of special and ‘regular’ education or the merger of the funding streams of each.  It is not generally used to discuss forms of service delivery” (Rogers, 1993, p. 2).  However, as noted previously, the term inclusion does tend, among other things, to refer to service delivery (Roach, 1965). 

Slide 20: Inclusion
· refers to a movement to educate all students in their neighborhood schools and in regular education classrooms

· refers to an effort to educate all students, even those with severe disabilities, in regular education classrooms

· grounded in the premise that students with special needs attend the school that they would otherwise attend if not disabled
Slide 20 Notes:
There tends to be a subtle distinction made between inclusion and full inclusion whereby inclusion denotes that a student does not have to spend every moment of his/her school day in the regular education classroom (York, Doyle & Kronberg, 1992). However, to the maximal extent possible, there is a commitment to educating the student in the classroom he/she would otherwise attend if not disabled (Rogers, 1993).  While full inclusion, on the other hand, connotes that every child can and should be educated in the same educational settings and classes (Schattman & Benay, 1992). The premise of full inclusion is that there exists the necessary supports and practices to enable the student with special needs to attend the classroom in his/her neighborhood school (Roach, 1995; Rogers).  Regardless of which orientation one adheres to, be it full inclusion or inclusion, there is a deeper meaning which is inherently embedded in these terms and in inclusive efforts; namely, ‘belonging’ as an overarching principle.  Inclusive efforts are not merely issues about placements but also of philosophy (Forest, 1988; Roach; Stainback et al., 1992).  Inclusion is grounded in the premise that students with special needs attend the school that “...they would otherwise attend if not disabled” (Rogers, 1993, p. 2). 

As a result of the increase in enrollment of students with special needs in the regular education classroom setting, inclusion is becoming more prevalent in our nation’s public schools.  Inclusion and prospective teachers’ beliefs about special education merit attention on the part of prospective teachers themselves and teacher educators. 

Slide 21: Preconceptions
features:

(a) beliefs

(b) fundamental perspectives

(c) reflection and insights
Slide 21 Notes:
This segment of the PowerPoint will provide a review of the preconceptions literature and research will feature (a) beliefs, (b) fundamental perspectives and, (c) reflection and insights.

Slide 22: Beliefs
· has been a call for “teacher educators to learn more about preservice teachers’ experiences, beliefs, and views that influence what they learn” (McCall, 1995) and what they will do in their future practice (Nespor, 1987)

· attitudes and beliefs are defined by Richardson (1996) as “...a subset of a group of constructs that name, define, and describe the structure and content of mental states that are thought to drive a person’s actions” (p. 102)

Slide 22 Notes:
There has been a call for “teacher educators to learn more about preservice teachers’ experiences, beliefs, and views that influence what they learn” (McCall, 1995, p. 340) and what they will do in their future practice (Nespor, 1987).  Richardson (1996), in a seminal review piece, defines attitudes and beliefs as “...a subset of a group of constructs that name, define, and describe the structure and content of mental states that are thought to drive a person’s actions” (p. 102).  

Slide 23: Beliefs
· prospective teachers enter teacher preparation programs with well-established beliefs about students, teaching, learning, content areas/subjects and classrooms (Feiman-Nemser, McDiarmid, Melnick & Parker, 1989)

· teacher beliefs, which have also been referred to as entering perspectives or preconceptions (Pajares, 1993), are described as being strong and enduring (Feiman-Nemser et al., 1989)  

· preconceptions should be regarded as the “...basic resource novices have in learning to teach” (Carter & Doyle, 1995, p. 570)

Slide 23 Notes:
Prospective teachers enter teacher preparation programs with well-established beliefs about students, teaching, learning, content areas/subjects and classrooms (Feiman-Nemser, McDiarmid, Melnick & Parker, 1989; Kagan, 1992; Weinstein, 1989; Wilson, 1990).  Teacher beliefs, which have also been referred to as entering perspectives or preconceptions (see Pajares, 1993), have been described as being strong and enduring (Feiman-Nemser, et al.).  Furthermore, preconceptions should be regarded as the “...basic resource novices have in learning to teach” (Carter & Doyle, 1995, p. 194).  “Recently, there has been a surge of interest in the preconceptions and personal histories that candidates for teaching bring with them into teacher education” (Carter & Anders, 1996, p. 570).  The aforementioned leads to a consideration of the fundamental perspectives associated with preconceptions. 

Slide 24: Preconceptions In Learning To Teach
considerations of preconceptions in learning to teach, as Carter and Doyle (1995) note, tend to encompass two fundamental perspectives based on the ideas put forth by Lortie and Fuller

· from the temporal perspective, Feiman-Nemser and Remillard (1996) assert that “it is hard to say exactly when learning to teach begins...” as there is a “long, informal ‘apprenticeship of observation’ [Lortie]...”

· apprenticeship of observation (Lortie) differentiates learning to teach from other types of professional learning experiences (Feiman-Nemser & Remillard, 1995)

· the years of experience as a student, in elementary and secondary schools, impact prospective teachers’ attitudes and conceptions of how to teach ( Carter & Doyle, 1995)

Slide 24 Notes:
Considerations of preconceptions in learning to teach, as Carter and Doyle (1995) note, tend to encompass two fundamental perspectives based on the ideas put forth by Lortie and Fuller.  From the temporal perspective, Feiman-Nemser and Remillard (1996) assert that “it is hard to say exactly when learning to teach begins...” as there is a “long, informal ‘apprenticeship of observation’ [Lortie]...” (p. 65; see also Feiman-Nemser & Remillard, 1995).  The apprenticeship of observation (Lortie, 1975) differentiates learning to teach from other types of professional learning experiences (Feiman-Nemser & Remillard, 1995).  The years of experience as a student, in elementary and secondary schools, impact prospective teachers’ attitudes and conceptions of how to teach (Brookhart & Freeman, 1992; Carter & Doyle, 1995). 

Slide 25: Preconceptions In Learning To Teach
the other fundamental perspective relative to the process of learning to teach, according to Carter and Doyle (1995), has to do with the often cited and classic work of Fuller (1969) who put forth the stages of teacher development and concern

· initial stage of teacher concern has to do with the question of adequacy; specifically, “How adequate am I?”

· beginning teacher moves from concerns of self and adequacy, to teaching concerns, to concerns about their impact on students  

Slide 25 Notes:
The other fundamental perspective relative to the process of learning to teach, according to Carter and Doyle (1995), has to do with the often cited and classic work of Fuller (1969) who put forth the stages of teacher development and concern. The initial stage of teacher concern has to do with the question of adequacy; specifically, “How adequate am I?” (Fuller, 1969, p. 220).  The beginning teacher moves from concerns of self and adequacy, to teaching concerns, to concerns about their impact on students (Fuller; Brookhart & Freeman, 1992; Carter, 1990; Carter & Doyle, 1995).  

These two perspectives speak to the power of personal dispositions in terms of teacher learning (Carter & Doyle, 1995). 

Slide 26: Reflections and Insights
· preconceptions of teaching are robust and personal

· while some teacher educators ignore preconceptions entirely or regard them negatively as naïve misconceptions, there is a more positive perspective on preconceptions (Carter & Doyle, 1995)  

· grounded in the “...premise that teaching and learning to teach are deeply personal matters connected to one’s identity and, thus, to one’s life story” (Carter & Doyle, 1995, p. 186)

· “teachers should be grounded in their own life stories, but not be prisoners of their own experience” (Carter, 1995)

· the use of personal narrative techniques in teacher education is in keeping with the current trend, which recognizes and encompasses personal perspectives, cognition and reflection

Slide 26 Notes:
Preconceptions of teaching are robust and personal.  While some teacher educators ignore preconceptions entirely or regard them negatively as naïve misconceptions, there is a more positive perspective on preconceptions (Carter & Doyle, 1995).  This more positive and productive stance is grounded in the “...premise that teaching and learning to teach are deeply personal matters connected to one’s identity and, thus, to one’s life story” (Carter & Doyle, 1995, p. 186).  “Teachers should be grounded in their own life stories, but not be prisoners of their own experience” (Carter, 1995).  To underscore a previously raised point, as Carter and Doyle (1995) assert, preconceptions should be regarded “...as the basic resource novices have in learning to teach” (p. 194).  There are different techniques for using personal narrative in teacher education including well-remembered events (WREs) (Carter & Doyle, 1995) that also enable bridging “...between personal understandings and the worlds of classrooms and educational knowledge” (Carter, 1995, p. 326).  

The use of personal narrative techniques in teacher education is in keeping with the current trend, which recognizes and encompasses personal perspectives, cognition and reflection.  There are several strategies that can be utilized to foster reflection in teacher education candidates, which also offer means for gaining insights into their understandings. The following offer means of fostering reflection: (a) WREs; (b) case; (c) sentence completion activities; and, (d) conceptual maps.  

For information about the aforementioned refer to the module text.  

These strategies may provide occasions for reflection for teacher education candidates, which also offer means of gaining insights into their understandings via narrative inquiry. These tools are particularly germane given the current emphasis on “...cognition, reflection, and personal perspectives in teacher preparation” (Carter & Anders, 1996, pp. 557-558).  It seems that these analytical tools hold rich potential in the arena of gaining insights into the special education understandings and beliefs of prospective teachers. 

Slide 27: Special Education Understandings Research
· research appears to have its roots in explorations of attitudes centering on the theme of mainstreaming
Slide 27 Notes:
Research in the arena of special education understandings appears to have its roots in explorations of attitudes centering on the theme of mainstreaming.  This consideration will begin with some framing information and then will segue into a review of research efforts that were aimed at attempting to explore the topic of special education understandings. 

Slide 28: Teacher Education Research
paradigmatic shifts in teacher education research and the shift in the special education landscape itself

· teacher education research, shift from a focus on teacher behaviors associated with student learning to research of teacher cognition, reflection and beliefs (Richardson, 1996)

· “More recent research on teacher beliefs reflects a shift toward qualitative methodology and the attempt to understand how teachers make sense of the classroom” (Richardson, 1996, p. 107)
Slide 28 Notes:
In an effort to frame this consideration, it is necessary to mention the paradigmatic shifts in teacher education research and the shift in the special education landscape itself.  With regard to teacher education research, there has been a shift from a focus on teacher behaviors associated with student learning to research of teacher cognition, reflection and beliefs (Richardson, 1996).  “More recent research on teacher beliefs reflects a shift toward qualitative methodology and the attempt to understand how teachers make sense of the classroom” (Richardson, 1996, p. 107).  

Slide 29: Teacher Education Research
· emphasis on quantitative methodology is evident in the arena of research on teacher attitudes about special education related topics, where survey based methods appear to have been a mainstay of research undertakings in past decades

· previous research efforts, which tended to rely on surveys comprised of Likert-type scales appear to have been aimed at investigating mainstreaming and related special education issues

Slide 29 Notes:
The emphasis on quantitative methodology is evident in the arena of research on teacher attitudes about special education related topics, where survey based methods appear to have been a mainstay of research undertakings in past decades (Moore & Fine, 1978; Yuker & Block, 1986).  Previous research efforts, which tended to rely on surveys comprised of Likert-type scales ( Berryman & Berryman, 1981; Leyser et al., 1982; Moore & Fine; Yuker & Block), appear to have been aimed at investigating mainstreaming and related special education issues.

Slide 30: Teacher Education Research
· have also been shifts in educational landscape relative to special education

· has been a shift from mainstreaming, a term associated with the 1980s, to inclusion which reflects modern day inclusionary practices

· has also been a change in phrases used to describe students who receive special education and related services
Slide 30 Notes: 
In addition to a shift in research paradigms, there have also been shifts in the educational landscape relative to special education.  There has been a shift from mainstreaming, a term associated with the 1980s, to inclusion which reflects modern day inclusionary practices (Schattman & Benay, 1992).  There has also been a change in the phrases used to describe students who receive special education and related services.  In the 1970s and early 1980s, phrases such as ‘handicapped children’ were typically used.  In modern day, it has been replaced with phrases such as ‘students who have special needs’.  The revised phrasing is in keeping with the American Psychological Association’s (1994; 2001) general rule of thumb, which is person first, disability second.  The terminology used in past research efforts is reflective of the shifts seen in any consideration of the special education literature.  That is, research efforts in the arena of teacher attitudes conducted in the late 1970s and early 1980s appear to have focused on investigating the mainstreaming of handicapped children (Alexander & Strain, 1978; Leyser & Abrams, 1983; Moore & Fine, 1978) as compared to more recent research efforts which are aimed at exploring inclusion and special education related issues of children who have special needs (Heppermann, 1994; Moisio, 1994; Monahan et al., 1997; Roa & Lim, 1999). 

With regard to previous research, which took place during the late 1970s and into 1980s, rating scales appeared to be a dominant way of exploring teacher attitudes toward mainstreaming, disability in general and/or specific disability types or categories (Leyser & Abrams, 1983; Leyser et al., 1982; Moore & Fine, 1978; Yuker & Block, 1986).  Among the myriad of surveys, the Attitudes Toward Disabled Persons (ATDP) Scale (Yuker & Block), the inventory for measuring Attitudes Toward Mainstreaming Scale (ATMS) (Leyser et al.), and the Leary checklist (Moore & Fine) appear to have been among the commonly used.

Quantitative measures have been used with samples of practicing teachers, prospective teachers and other education related professionals.  There were many efforts that utilized the ATDP Scale as evidenced in Yuker and Block’s (1986) review of research studies that made use of this particular instrument over a 25-year span (i.e., 1960 to 1985).  There are three forms of the ATDP Scale, all of which have six response categories that are often associated with Likert-type scales.  The ATDP scale was used in an effort to explore teacher education candidates’ attitudes toward mainstreaming (Leyser & Abrams, 1983).    

In addition to ATDP scale, the ATMS and the Leary checklist have also been employed in research efforts.  The five-point scale known as the ATMS has been used to measure attitudes toward mainstreaming of prospective teachers (Leyser et al., 1982) and of practicing teachers (Berryman & Berryman, 1981).  The Leary checklist has also been used as a data source to investigate practicing teachers’ attitudes toward particular disability categories (Moore & Fine, 1978).

Slide 31: Research – Mainstreaming and Disability Categories
· teachers’ support of mainstreaming has received mixed reports on both ends of the continuum

· teachers have been reported to have differences of opinions when it came to mainstreaming students who had some types of disabilities as compared to other disabilities  

(1) less supportive of mainstreaming students with intellectual disabilities and those who had emotionally disturbances

(2) more supportive of mainstreaming students with learning disabilities or physical disabilities
Slide 31 Notes: 
Teachers’ support of mainstreaming has received mixed reports on both ends of the continuum.  Berryman and Berryman (1981) reported that rural Georgia teachers who completed the ATMS were generally in favor of and supportive of mainstreaming.  Yet, elsewhere it has been reported that teachers were not particularly supportive of mainstreaming (Alexander & Strain, 1978; Moore & Fine, 1978).  In addition to mainstreaming, teachers have been reported to have differences of opinions when it came to mainstreaming students who had some types of disabilities as compared to other disabilities.  Teachers were less supportive of mainstreaming students with intellectual disabilities and those who had emotionally disturbances (Moore & Fine; Williams & Algozzine, 1979; Hannah & Pliner, 1983).  Teachers were reported to be more supportive of mainstreaming students with learning disabilities (Moore & Fine; Williams & Algozzine, 1978) or physical disabilities (Williams & Algozzine, 1979).  To underscore a point raised earlier, these studies were conducted during a particular span of time, one that reflects the emphasis and preoccupation with mainstreaming.  More recent research efforts have shifted toward a related avenue of inquiry; namely, from mainstreaming to inclusion and other special education related issues.

Slide 32: Survey Research: Inclusion and Disability Categories
· more recent research efforts have also employed the use of survey instruments in studies of prospective teachers and practicing teachers’ attitudes

· regular education teachers were “...most agreeable to the inclusion of students with learning disabilities and physical impairments.  They did not feel that students with severe disabilities should be included in regular class” (Heppermann, 1994, p. 33)

· secondary teachers generally indicated that they did not feel that students with intellectual disabilities, behavior disorders, or autism should be included in the general education classroom setting

Slide 32 Notes:
Inclusion has become ardently important to members of the regular/general education and special education communities (McLesky et al., 1999).  The topic of inclusion, which is multifaceted and controversial (Stainback et al., 1992), has become a major social-political issue (Brinker, 1995).  Inclusion has brought about spirited opinions in support and in opposition to it (Brinker; Thousand et al., 1997).  

More recent research efforts have also employed the use of survey instruments in studies of prospective teachers (Rao & Lim, 1999) and practicing teachers’ attitudes (Heppermann, 1994).  In a fairly recent research effort involving practicing teachers, Heppermann used an instrument consisting of a four-point, forced choice scale.  The instrument was administered to 86 regular education teachers in a large suburban high school.  The respondents in the study were “...most agreeable to the inclusion of students with learning disabilities and physical impairments.  They did not feel that students with severe disabilities should be included in regular class” (Heppermann, 1994, p. 33).  The secondary teachers, according to Heppermann, also generally indicated that they did not feel that students with intellectual disabilities, behavior disorders, or autism should be included in the general education classroom setting.  Heppermann’s findings appear to be congruent with that of earlier findings about disability category preferences (Moore & Fine, 1978; Williams & Algozzine, 1979). 

Slide 33: Views About Inclusion
· teachers, administrators and counselors were surveyed in an attempt to investigate general attitudes toward inclusion  

· of the 342 rural teachers in SC who completed survey instrument, majority (i.e., 59%) “...believed that students with special needs have a basic right to be taught in the general education classroom” (Monahan et al., 1997, p. 3)  

· Rao and Lim (1999) used questionnaires in an attempt to “...examine the attitudes and beliefs of pre-service teachers of regular education toward the inclusion of children with disabilities in regular education classrooms”  

· majority of the participants (i.e., 69%) indicated that they would rather not teach children with disabilities

Slide 33 Notes:
In addition to attitudes concerning specific disabilities, teachers’ views toward inclusion in general, have also been explored using rating scale methods.  Rural teachers, administrators and counselors were surveyed using a five-point instrument in an attempt to investigate general attitudes toward inclusion (Monahan et al., 1997).  Of the 342 teachers in South Carolina who completed the survey instrument, a majority (i.e., 59%) “...believed that students with special needs have a basic right to be taught in the general education classroom” (Monahan et al., 1997, p. 3).  In addition to studies involving inservice teachers, survey based studies have been done relatively recently with those at the preservice level in and outside of the United States.    

Rao and Lim (1999) used questionnaires comprised of six-point items in an attempt to “...examine the attitudes and beliefs of pre-service teachers of regular education toward the inclusion of children with disabilities in regular education classrooms” (p. 7).  The majority of the participants (i.e., 69%), who were undergraduate pre-service teachers enrolled in a preparation program in Singapore, indicated that they would rather not teach children with disabilities.

Slide 34: Views About Inclusion
Moisio (1994) study:

· majority of respondents in both groups either agreed or strongly agreed with the following attitude statement “students will benefit from inclusion”

· yet a majority of them also indicated (via agree and strongly agree responses) that students with disabilities are best educated separately

Slide 34 Notes:
In the United States, Moisio (1994) conducted a pilot investigation using a six point Likert-type survey with 44 undergraduate education majors who were either enrolled as regular education majors or as special education majors.  The majority of the respondents in both groups either agreed or strongly agreed with the following attitude statement “students will benefit from inclusion” (Moisio, 1994, p. 8).  Yet, a majority of them also indicated (via agree and strongly agree responses) that students with disabilities are best educated separately.  As Moisio (1994) suggests, given the “somewhat mixed results” (p. 13), more in-depth research is necessary.  


Slide 35: Wrap-up

· General characteristics of prospective teachers

· Public school student population

· Preconceptions

· Special education understandings 

· Activities:

· Crossword puzzle

· Bingo review game

· Post-concept map activity

Slide 35 Notes:
The presentation, that drew heavily from McNamara Spears (2002), gave attention to the following: (a) general characteristics of prospective teachers; (b) public school student population; (c) preconceptions; and, (d) special education understandings.

Now, you will be invited to engage in a series of activities that will afford you with the opportunity to review some important points of information that were featured in the presentation.

Slide 36: Crossword Puzzle Review Activity

· Please independently complete the crossword puzzle  

· When you are finished, look over your notes
Slide 36 Notes:
Students can independently complete the crossword puzzle (as a review activity).  The crossword puzzle was created from a free web site (which may be useful resource to the prospective teacher for his/her future practice).  

The crossword puzzles are prepared and accompany the module.

Slide 37: Crossword Puzzle Answers
Please check your own work on the puzzle

Across:

2.  IEP

3.  attitudes and beliefs

4.  mainstreaming

Down:

1. IDEA

2. inclusion

Slide 38: Bingo Game Review Activity

· please take one or two rolls of “smarties”

· one to snack on

· one to use as markers for bingo game

· to get “bingo”

· three in a row (horizontal, vertical, diagonal)

· first one to call out bingo and have accurate placement of markers is the winner of that bingo round
Slide 38 Notes: 
Directions for bingo game review activity: 

Students will each need one bingo card and a set of markers (e.g., a roll of smarties candies).

The bingo cards and bingo clues are prepared and accompany the module.

Tell students that in order to get bingo they need to get three in a row (horizontal, vertical, or diagonal).  Students are to mark their cards when they have the featured item.

The first person to call out bingo (with accurate placement of his/her markers) will be the winner of the round.  The student can call out bingo the moment he/she has bingo.  In other words, students do not need wait for the entire bingo clue to be read before calling out bingo.

The instructor may wish to give the bingo winner a small prize (e.g., a school supply such as a highlighter).

The instructor reads the bingo clue (without saying the term in red) aloud; students mark their bingo cards; winner is the first person to call out bingo with accurate placement of his/her markers.

The instructor can play several rounds of bingo with the class if he/she wishes.

Please note that the free web site address to create bingo games appears at the bottom of each bingo card (so that students can access the free web site to create bingo games for their future students).

Slide 39: Post-concept Map Activity

Please independently complete the post-concept map activity sheet.

Slide 39 Notes:
The instructor can refer back to the instructor notes that accompany slide two in this PowerPoint presentation for comments and information about the post-concept map activity.

The post-concept map activity could be completed in class or as homework.  The instructor may choose to invite students to write and submit a brief essay that accompanies their post-concept map.  
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