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Abstract 

Descriptive research was conducted in order to determine if 

there are greater proportions of students with emotional 

disturbance than those with learning disabilities being 

served in more restrictive settings. A database of census 

data, 1,788 entries, from the special education department in 

the observed county was obtained. The null hypothesis, that 

no difference in placement variability between children with 

emotional disturbance and those with learning disabilities 

will exist, was tested using a chi-square test. The null 

hypothesis was rejected. Conclusions, generated from this 

study, suggest that there is a significant difference in 

placement rates of students with emotional disturbance and 

students with learning disabilities across educational 

settings. 
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CHAPTER I 

Introduction 

Importance of the Problem 

Dealing with behavior problems in the classroom is a 

mounting concern for most educators today. Teachers are no 

longer responsible for only academics. They must educate the 

whole child, which includes teaching the child how to 

function successfully in society. Teaching social skills in a 

regular classroom setting can be challenging. However, when a 

child with emotional disturbance is included in the regular 

classroom setting, this challenge is greatly exacerbated. 

With the push for inclusion, this challenge is being 

presented to more and more educators. 

Problem 

Exposure to appropriate social skills in a regular 

classroom setting is a vital part of educating a child with 

emotional and/or behavioral difficulties. These students 

should be provided with the same academic curriculum that 

other students of similar cognitive abilities are exposed. 

Mather and Rutherford, Jr. (1996) state that poor social 

relationships with adults and peers is a key characteristic 

for identifying students with emotional or behavior 

disorders. Self-contained classroom settings limit exposure 
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to students in the regular classroom setting. It also limits 

their exposure to the general academic curriculum. Students 

with emotional and/or behavior disorders could benefit from 

the exposure to social skills and academics that a regular 

classroom setting can provide (Mathur, s. R., & Rutherford, 

Jr., R. B.,1996). Without the acquisition of appropriate 

social skills these students may struggle to succeed as 

adults in society (Mathur, S. R., & Rutherford, Jr., R. B, 

1996). 

Relationship of This Study to the Problem 

A better understanding of rates at which students with 

emotional disturbance are being served in self-contained 

settings will assist in the future with the development of 

educational programs that more adequately address the social 

and academic needs of these students. This can be 

accomplished by a thorough study of research findings 

concerning educational placement of students with emotional 

and/or behavior disorders. This study evaluates the rate at 

which students with emotional disturbance are served in 

various educational placements and compares this rate with 

the rate of placement for students with learning disabilities 

on the basis that both groups have comparable cognitive 

functions. The National Joint Committee on Learning 
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Disabilities (1987) (NJCLD) defines learning disabilities as 

individuals who exhibit difficulties in both academics and 

non-academics that are not based on intellectual ability. 

Diagnosis must be based on individual strengths as well as 

weaknesses. NJCLD (1987) warns against etiological 

alternatives such as low achievement, underachievement, or 

maladaptive behavior that may result in the misdiagnosis of 

learning disabilities. According to the definition provided 

by Individuals with Disabilities Education Act (1997), 

emotional disturbance is a condition that exhibits one or 

more of the following: inability to learn not related to 

intellectual ability, inability to build or maintain social 

relationships, inappropriate behaviors under normal 

circumstances, pervasive mood of unhappiness, and a tendency 

3 

to develop fears or physical symptoms related to school or 

personal problems. The definitions of each disability contain 

a cognitive component indicating a difference in academic 

performance and intellect. 

Research Questions 

In which educational placement are students diagnosed 

with emotional disturbance being served most frequently? Are 

· · rnb f tudents with emotional there a disproportionate nu er o s 

disturbance being served in self-contained classes as 



compared to students with learning disabilities? 

Null Hypothesis 

There is no difference in the proportion of students 

with emotional disturbance and students with learning 

disabilities receiving special education services in self

contained classrooms. 

Assumptions 

The following statements have been assumed for this 

research: 

1. The information obtained from the special education 

secretary is valid. 
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2. This sample of subjects involved in the study reflects the 

general population of students diagnosed with emotional 

disturbance. 

3. The sample school district is representative of other 

suburban school districts. 

4. The teachers followed set rules for coding their census. 

Limitations 

The following limitations have been noted for this 

research: 

1. Since the study involved a suburban school district, the 

results may not generalize to other types of school ' 

districts. 



2. Data was not available to analyze other relevant factors 

such as socioeconomic status or the informed advocacy efforts 

of parents. 

3. Since the study is a post hoc review of records, one 

cannot make assumptions about causality. 

Definitions 

1. Social skills: acceptable patterns of behavior that 

contribute to the building of positive relationships and aid 

one in avoiding aversive social consequences (Mathur & 

Rutherford Jr., 1996). 

2. Student motivation (as used in Kindermann. 1993}; student 

motivation is defined as the engagement time versus the 

disaffection. 

3. Provocative victims (as used i n Hodges. Boiyi n. Vi tar o. 

and Bukowski. 1999): victims of bullies who exhibit 

aggressive provocative behaviors that entice victimization. 

4. Externalizing behaviors; behavioral responses to 

environmental stimuli that can be observed, e.g., physical 

aggression. 

5. Internalizing behaviors; behavioral responses to 

environmental stimuli that cannot be directly observed, e.g., 

anxiety. 

6 . factors (as used in Coutinho. Oswald • . Sociodemographic _ --- -

5 



Forness. 2002}: conceptually important community-level 

characteristics such as ethnicity distribution, wealth, 

education, English language proficiency, student-teacher 

ratio, and school fiscal resources. 

7. Self-contai ned classes: For the purpose of this study, 

self-contained classes will be defined as special education 

classes in which students spend 23 or mor e hours per week. 

8. Less restrict i ve envi ronment; f or t he purpose of this 

study, less restrict i ve envi r onment will be defined as 

special education services t hat a re 22 or less hours per 

week. 

Previ ew 

To better unders tand the effects of various educational 

settings with stude nt s with emotional and/or behavioral 

di fficulties, i t i s suggested that a study of current 

research on educat i onal p lacements for students with 

emotional and/or behavioral problems be conducted . 

Recommendations on how to prevent children with behavior 

problems from becoming f ai l ur es in society will be made upon 

completion of the study. 

6 
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CHAPTER II 

Reyiew of Related Literature 

Methods 

The method many researchers chose f · or comparing 

placement rates of children with emotional or behavioral 

disorders was descriptive research due to the small percent 

of the general and special education populations who are 

diagnosed with emotional or behavioral disorders. The two 

types of descriptive research reviewed in the literature were 

documentary analysis and longitudinal studies. 

Hodges, Boivin, Vitaro, and Bookwork (1999) opted for a 

one-year longitudinal research design to describe peer 

victimization in the fourth and fifth grades. The total 

sample size was 533 children initially, with 393 participants 

completing the study. As with any longitudinal study, drop 

out factors are expected to lower the final participant 

count. Teacher and children rating scales were used to 

describe peer victimizations within a classroom. As with any 

study using rating scales, the lie factor must be taken into 

consideration before attempting to generalize these results. 

Mattison, Spitznagel, and Felix, Jr. (1998) used an 

eight-year longitudinal research by Mattison and Felix 

(1997) to investigate initial enrollment variables of 



s t udents with behavior disorders to predict studentoutcomes . 

This correlational study used baseline data and compared it 

to the success or failure of each participant. As with Hodges 

et al. (1999) this study had to contend with the drop out 

rates common to longitudinal studies. There were 173 initial 

participants and 151 were used for the correlational study by 

Mattison et al. (1998). Methods of evaluating initial 

variables included cognitive tests, screening for 

psychological disorder, affective measures and a review of 

family stressors. As with any correlational study, the 

identified variables could not be stated as the cause of 

students' outcomes. 

Kindermann (1993) attempted a causal-comparative study 

to state that children's peer affiliations contribute to 

children's motivational levels in school. During the study, 

experimenters obtained results indicating that the common 

cause was in effect. In other words, data indicated that 

multiple independent variables are the cause of peer 

affiliations and motivational levels. Data was collected 

using teacher and student rating scales. The data was then 

used in a correlational study to predict peer affiliations 

and motivational levels in school. 

Singer, Butler, Palfrey, and Walker (1986) used a 



documentary analysis in order to provide supplementary 

information regarding special education placements in five 

large and geographically dispersed school systems. The 

majority of the special education students were diagnosed 

with learning disabilities and/or speech impairments 

Percentages ranged from 31% to 58% of the special education 

population. Students with hearing, vision, or 

physical/multiple impairments accounted for the lowest 

percentages of special education students. All five districts 

had fewer than 7% with these diagnoses. The percentage of 

students classified as mentally retarded ranged from 6% to 

16% of the special education population. Data was obtained 

using teacher and parent interviews, and a review of the 

children's school files. 

Coutinho, Oswald, Best, and Forness (2002) ~lso used a 

documentary analysis in order to investigate gender and 

ethnic proportions among students diagnosed as emotionally 

disturbed. The relationship between identification and 

sociodemographic factors was also explored. Coutinho et al. 

(2002) used data from the U.S. Department of Education Office 

for Civil Rights (OCR) for the school year 1994-1995 which 

included school districts in the SO states and the District 

of Columbia. This data was matched with the data from the 



National Center for Educational Statistics, Common Core of 

Data CD-ROM (NCES CCD93 Disc). 
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Tobin and Sugai (1999) conducted a documentary analysis 

of a sample of students with discipline problems from another 

study (Tobin, 1996). They extracted data for all the students 

who contained the label serious emotional disturbance (SEO). 

This gave them a sample size of only 14, which is 3% of the 

original randomly selected sample of 526 students with 

discipline problems. The data was placed into two groups, on 

track for high school graduation (OT) and not on track for 

high school graduation (NOT), according to drop out rates, 

failing grades, and truancy. ·rn order to predict success of 

students with serious emotional disturbances in high school, 

comparisons were made with the two groups on other variables 

such as gender, prereferral interventions, other support, 

records of juvenile justice contracts, community agency 

contacts, talented and gifted, and commendation for prosocial 

behavior. The small sample size generated in this study makes 

it difficult to generalize to other populations. 

Sample Population 

The sample size of the studies reviewed ranged from 

· · 24 ·11·on participants (4,151 fourteen participants to mi i 

• · le size increases the school districts). An increase in samp 
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ability of the researchers to generalize their results to the 

total population. The type of research that was conducted had 

some impact on the number of participants involved. For 

example Tobin et al. (1999) wanted a more intensive 

description of placements, experiences, and high school 

outcomes of individual students. This required a review of 

records and personal interviews of teachers and parents. This 

type of study would not have been possible with large numbers 

of participants. Other studies that utilized census data only 

were able to manipulate much larger numbers (Coutinho et al., 

2002). 

The studies consisted of participants across a large 

variety of geographical settings. These included the Western 

United States, Southern United States, Northern United 

States, Eastern United States, and French-Canadian provinces. 

Definitions of children with behavior disorders were 

consistent throughout the various geographical regions 

(Coutinho et al., 2002; Mattison et al., 1998; Singer et al., 

1986; Tobin et al., 1999). This increases the researchers' 

ability to generalize the results to the overall population 

of students with behavioral disorders. 

Evaluation Procedures 

Of the research types and student Due to the nature 
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type, many evaluations consisted of observations, 

questionnaires, and interviews which can b b' t· , every su Jee ive. 

Other evaluation procedures included standardized tests for 

the studies that incorporated epistemological approaches, and 

statistical analysis of student data. 

Observations completed by trained professionals and 

teachers were used in a few of the studies (Hodges et al., 

1999; Kindermann, 1993). It is assumed that the teachers were 

also trained in methods of objectively observing students. In 

order to generalize the results, these studies computed 

inter-rater reliabilities, all of which fell within the 

moderate to high range. 

Other studies incorporated rating scales and self-report 

measures. These included semantic differential scales and 

Likert scales. Those that chose to utilize only rating and 

self-report measures used various types and computed 

concurrent test reliability (Hodges et al., 1999; Kindermann, 

1993). Concurrent test reliability factors ranged from 

moderate to high reliability. 

Mattison et al. (1998) used a multi-modal assessment 

. d t rm;ne validity and strategy in order to better e e ~ 

t he previous types of evaluations reliability. In addition to 

l·ncluded standardized achievement discussed, assessments also 



tests , a nd tes ts of cognitive abilities . Studies that 

incorpora ted the ep i stemol ogi ca l approache s necessitated the 

need f or s tandardized achievement and •t· cogni ive tests. The 

standardi zed achi evement tests all h d a moderate to high 

va l idity and reliability factors. 

Studies that incorporated socioeconomic factors did so 

on a much larger scale (Coutinho et al, 2002; Kindermann, 

1993; Singer et al., 1986; Tobin et al., 1999). Sociometric 

factors included age, gender, race, socioeconomic 
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backgrounds, disability, and parent employment and education. 

These factors assisted in the generalization process to 

specific subgroups within a community. 

Results 

Due to the nature and student type in all of the 

studies, many correlations were discovered. Mattison et al. 

(1998) discovered correlations between four enrollment 

variables and outcomes of students with behavioral disorders. 

Enrollment variables that predicted unsuccessful student 

outcomes included increasing age before being identified 

(p=.003), the presence of a conduct or oppositional disorder 

(p=.003), a Wechsler Intelligence Scale for Children-Revised 

(WISC-R) verbal IQ 11 or more points lower than the 

performance IQ (p= .04), and the absence of a depressive or 



anxi e t y d i sorder (p= .03). These predictors can be used to 

assist educators in identify.1.·ng and 1 · p ann.1.ng programming for 

students with behavioral disorders. 
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An important predictor of unsuccessful outcomes was the 

age at which a student was identified as having a behavioral 

disorder, with later identification being linked to poorer 

outcomes. Other studies have supported the theory that early 

identification and treatment of students with behavioral 

disorders greatly increases the chance of successful outcomes 

(Kauffman, 1999; Landrum and Tankersley, 1999). A determent 

to early identification is the reluctance of some educators 

and parents to place the ~strong" label of emotional 

disturbance upon very young children. However, Kaufman (1999) 

encourages the label for young children since it is the first 

step in providing intensive treatment at this critical stage 

in the child's development. Another determent to early 

identification is program funding; if a child is identified, 

services must be provided (Landrum & Tankersley)• 

Hodges et al. (1999) discovered correlations between 

internalizing behaviors, externalizing behaviors, and having 

a best friend with peer victimization. As with Mattison et 

1 (1999) f ound strong positive al. (1998), Hodges et a. 

1 . · g behaviors and peer correlations between externa .1.z.1.n 



victimization. Students exhibit1.'ng t 1· · ex erna 1.z1.ng behaviors 

were considered to be provocative victims of peer 

victimization. 

There is some disagreement on the relationship between 

internalizing behaviors and outcomes. Mattison et al. (1998) 

found a negative correlation with depressive or anxiety 

disorders (internalizing behaviors) and unsuccessful 

outcomes; meaning that depressive disorders were associated 

with more positive outcomes while, Hodges et al. (1999) 

discovered a positive correlation with internalizing 

behaviors and peer victimization, a decidedly unsuccessful 

outcome. The differences in these results could have been 
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affected by the length of each study, or the research design. 

Mattison et al. (1998) utilized an eight-year longitudinal 

study while Hodges et al. (1999) utilized a one-year 

longitudinal study. The longer study tends to be more readily 

generalized since more time is provided for the effects of 

extraneous variables to reach insignificance. 

Kindermann (1993) found only weak correlations between 

peer selection, determined by sociometric peer status, and 

motivation, conceptualized as engagement versus disaffection. 

Motivation appeared to be a factor in peer socialization 

(peer interactions) at the beginning of the school year, but 



not at the e nd - 0ther factors needed to be considered when 

analyzing peer socialization. As noted 1·n h t e previous 

studies, possessing certain socialization skills 

(externalizing factors) may have a greater influence on peer 

affiliations than classroom motivation, which is an 

internalizing factor. 

16 

Coutinho et al. (2002) utilized a descriptive analysis 

of a national database of all disabilities to examined gender 

and ethnicity disproportion among students diagnosed with 

emotional disturbance in 4,151 school districts. From the 

entire sample, only .75% of the students were identified as 

emotionally disturbed. Relationships between identification 

and sociodemographic factors were computed. The researchers 

found that poverty tends to be positively correlated with the 

identification of emotional disturbance throughout all gender 

and ethnic groups. A disproportionate number of cultural and 

linguistically diverse students were also found among 

students with emotional disturbance. For example African 

American males displayed an odds ratio of 5.5, which was the 

largest disproportion. However, when poverty was held as a 

constant, the researchers found little difference in ED 

for Afrl.·can American and White students identification rates 

in the lower poverty communities. This may i ndicate that 
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poverty levels have more to do with the ethnic disproportion 

findings than the actual racial difference. Gender proportion 

varied greatly despite sociodemographic factors. The 

researchers found a significantly higher proportion of males 

being diagnosed as emotionally disturbed over females 

throughout all ethnic groups. 

Singer et al. (1986) utilized an in-depth multiple 

district design in order to study the characteristics of 

classroom placement for approximately 950 special education 

students in five metropolitan school districts. Each district 

was selected for its geographic, socioeconomic, and ethnic 

diversity. The researchers utilized teacher interviews, 

parent interviews, and school records in order to obtain the 

percentages of time in regular education classes, child 

characteristics of age, ethnicity, gender, and family 

composition (income, education, marital status, and 

employment). 

· 1 (1986) found that percentages of students Singer et a. 

with the label emotionally disturbed varied from diSt rict to 

Wl.'th the lowest per capita income district. The two districts 

had the highest percentages of children classified as 

. h et al. (2002), this may 
emotionally disturbed. As in Cout1.n ° 

• an important factor 
indicate that socioeconomic status 1.s 



18 

related to the diagnosis of 
emotional disturbance. However, 

when family characteristics data was computed with 

disability, only children diagnosed 'th 1 . wi earning 

disabilities or physical/multiple handi'ca h d ps a outcomes 

related to socioeconomic status No si·gni'f' t • • · ican associations 

were found between family characteristics and children who 

are emotionally disturbed. 

Through analysis of the data, the researchers discovered 

that instructional placement differed significantly by the 

child's primary disability (Singer et al, 1986). The 

researchers obtained results indicating a higher percentage 

of students with the classification of emotionally disturbed 

in special classes than any of the other disability areas. 

However, approximately one-third of these students received 

some instruction in the regular program. As with the previous 

studies, results of this study should be generalized with 

caution. Since data from this study was obtained from 

metropolitan school districts, the results may not generalize 

to other types of school districts. 

Tobin & Sugai (1999) utilized a descriptive analysis of 

archival records in order to obtain information about 

h . h hool outcomes for placements, experiences, and ig sc 

students who are labeled emotionally diSt Urbed. Interceder 



reliability agreement was 96 pe 
rcent. Fourteen students 

diagnosed with emotional disturb 
ance were divided into two 

outcome groups. Those students who were enrolled in school 

and making passing grades were 1 Paced in the on track group 

(OT). Students who dropped out, were enrolled but making 

failing grades, or were placed on a track toward obtaining a 

general equivalency diploma (GED) were placed in the not on 

track (NOT) group. 

Of the fourteen students in the study, 43% remained on 

track for a high school diploma (Tobin & Sugai, 1999). 

Several differences in the OT group may account for their 

success rates. First, students in the OT set had fewer 

19 

discipline problems across all of the types of problems 

reviewed: violence--fighting type, violence-- harassing 

type, and nonviolent misbehavior than the NOT group. 

Secondly, students in the OT group were excluded from school 

as a punishment fewer times than the NOT group. None of the 

students in the OT group were served in a homebound 

placement. These results support the theory that remaining in 

a school setting rather than suspension or homebound 

l Chance Of a student with emotional P acement increases the 

disturbance graduating from high school. 

In Tobin & Sugai (l999) study, 57% of the students were 
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in the not on track grou (N 
p OT)· Several characteristics of 

this group that may have influenced their lack of success in 

the high school setting were identified. Referrals for 

discipline problems were greater in all three types of 

discipline problems reviewed. A higher percentage of these 

students were excluded from school as a punishment than in 

the OT group. This may serve as a negative reinforcer for 

students who are struggling with school. Additionally, 38% of 

the students in the NOT set were placed on homebound 

services. In other words, 100% of students diagnosed with 

emotional disturbance and placed on homebound were not on 

track for graduating from high school. These results indicate 

that homebound placement may not be an appropriate placement 

for students with the ED label. Since a dysfunctional family 

setting increases the risk of a child receiving the label of 

emotionally disturbed (Kauffman, 1999), placing a child with 

ED on homebound may exacerbate the problem. Rockwell & 

Guetzloe (1996) also found that students who are isolated 

· not provided with the social from the general population are 

to learn appropriate social skills, which they opportunities 

need. 

Another common characteristic of students in the NOT 

. . involving educational settings group is frequent transitions 
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and place of residency (Tobin & Suga· 1999 ) 
i, • McMahon, 

Wacker, Sasso, and Melloy (1994) discovered that social 

skills training was effective for students with emotional 

disturbance as long as a continuum of training was provided 

through the reintegration process to assist in generalization 

of the learned skills. This indicates that consistency in 

programming and supported transitions are highly important 

for the success of these students. Frequent transitions may 

make it difficult for students with ED to adjust to the 

school setting, and may tax their fragile social skills. 

While the school systems have no control over many 

transitions, such as residential moves made by the family, 

they should make every effort to reduce the number of 

transitions in services within the school system. 

Summary 

Many educators are concerned with educating the whole 

child. This includes behavior as well as academics. Teachers 

are also concerned with the amount of time that teaching 

f t heir academic focus time. nonacademic skills takes away rom 

The review of the literature suggests that several 

characteristics are common in diagnosed students with 

emotional and/or behavior disorders. Teachers who are aware 

Can better design a program for 
of these characteristics 
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these students that will increase the children's success 

t es in school. Several pred' t 
ra ic ors for unsuccessful outcomes 

for students with emotional and/or behavioral disorders are 

externalizing behaviors (Mattison et al., 1998; Hodges et 

al., 1999; & Kindermann, 1993), socioeconomic status 

(Coutinho et al., 2002), and restrictive placements (Tobin 

and Sugai, 1999; & Singer et al., 1986). Knowing these 

characteristics, educators can design programs that provide 

the best chance of students succeeding in a school setting. 

The review of the literature supports the hypothesis that 

there are a disproportionate number of students with 

emotional and/or behavior disorders served in self-contained 

settings than students diagnosed with other disabilities. 



5ample Population 

CHAPTER III 

Methodolog~ 
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The initial sample population consisted of 1,788 student 

entries in the observed county's spec1.·a1 d e ucation database 

at the end of the 2001-2002 school year. All of the students 

in the database had at least one primary disability. Students 

who were listed as inactive status were removed from the 

database before the analysis was completed. Areas of 

disability were learning disabled, mentally retarded, gifted, 

speech impaired, language impaired, emotionally disturbed, 

autism, health impaired, physically impaired, deaf, hearing 

impaired, blind, visually impaired, deaf-blind, multi

disabled, other functionally delayed, and other developmental 

delay. 

In order to compare this data with national data, some 

of the disability areas were combined to reflect the 

disability areas mandated by the Individuals with 

Disabilities Education Act (IDEA, 1997) • Speech impaired and 

language impaired were combined into a speech/language 

disorder. Deaf and hearing impaired were combined. Blind and 

1 Combined into one category. Other visually impaired were a so 

functionally delayed and other developmental delay were 
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grouped together. Gifted was 
removed as ad' b'l isa i ity category 

since it is not recognized by IDEA as 
a disability. This 

database from the sample county did not 
include traumatic 

brain injury as a disability 
area. The omission of this 

disability category may make ·t d'f 1 1 ficult to compare to the 

national special education database Th . 
· e resulting database 

(after the removal of inactive files, students labeled as 

gifted, and the above mentioned compressions of categories to 

mirror IDEA) had 1,455 entries. 

The sample county school district is considered a 

suburban school district. Median household money income, 1997 

model-based estimate, was slightly above the average income 

for the state of Tennessee (U.S. Census Bureau, 2000). 

Methods 

Permission to conduct the study was obtained from the 

Austin Peay State University Institutional Review Board. · 

Letters requesting permission to conduct the study were sent 

to the directors of special education in the participating 

county. Signed approval was obtained from both directors. 

Consent of the subjects was not obtained since this is a poSt 

hoc review of district census records of each student's 

l exl.·sts. Names were not revealed to the P acement that already 

· d the researchers. Consent would have comprom1 se 



confi dentiality of t he students by 
providing identity to the 

researchers. The special education 
database was then obtained 

by downloading it from the district' . 
s special education file 

to an APSU computer upon which the database i's now kept. 

Descriptive statistics were analyzed to determine 

percentages of students labeled emotionally disturbed and 

learning disabled by race and gender. Comparisons to federal 

and state databases of all disability groups according to 

gender and race were also observed. 

The data was analyzed by computations generated from the 

identified 1,455 students by type of placement and by their 

primary disability (OPl file and the PH file). Since learning 

disabilities and emotional disturbances are found in the same 

cognitive pool, one would expect the same proportion of 

students in each of the educational placements. A chi-square 

test was conducted to determine if the children labeled 

emotionally disturbed (ED) were statistically more often 

found in self-contained class settings in this district. 

P dl.·sabi'li' ti'es in each educational roportions of learning 

t . h expected frequency. Actual se ting were used as t e 

dl.·sturbance in each educational proportions of emotional 

from the Sample were used as the observed 
setting obtained 

frequency. 
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CHAPTER IV 

Resul ts 

Revisiting the Hypothesis 

The null hypothesis states that there 1.· s 
no difference 

in the proportion of program settings between students with 

emotional disturbance and those with 1 . earning disabilities. 

Both groups of students are on the same cogni t i ve spectrum 

and should therefore both be served more proportionat ely i n a 

less restrictive environment. 

Descriptive statistics 

Comparisons were made for gender differences in the 

general population for t he national level, state level in 

Tennessee, and the county level in the sample. These gender 

percentages were then compared t o the gender percentages 

found in the special educati on database in the observed 

county. According to the U.S. Census Bureau (2000), males 

represent 49.1% of the total population across the nation. 

Females therefore, constitute the other 50.91 of the national 

population. In the state of Tennessee, males make up 48.71 of 

the population while females represent 51.31 of the 

population. There is very little gender difference in the 

nation and the state of Tennessee. 

In the sample county females make up 51% of the total 



population while males make up the other 49%. This is also 

comparable with national and state data. However, in the 

special educational population in the observed county, males 

represent 65.6% and females constitute only 34.4% of the 

total. Males are obviously over represented in this special 

education population sample (Figure 1). This over 
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representation is comparable to the results found in the 

evaluation of a special education national database by 

Coutinho et al. (2002), which found males over represented in 

all disability categories. 



Gender differences in students with learning 

disabilities, emotional disturbance, and the general 

population were compared. 67.9% of the sample of children 

with learning disabilities were male and 32.1% were female. 

93 _7% of the sample of children with emotional disturbance 

were male and 6.3% were female. In both disability groups, 

males were found proportionately more often than in the 

general population (Figure 2). 

■ MALES 

BFEMALES 
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Comparisons were made for ethnic differences in the 

general population and the special education population for 

the national level, state level in Tennessee, and the sample 

county. According to the U.S. Census Bureau (2000), national 

ethnic representation is as follows: white 75.1%, African 

American 12.3%, American Indian 0.9%, Asian 3.6%, and 

Hispanic 12.5%. However, the nationwide special education 

ethnic representation according to the U.S. Department of 

Education (2000) is as follows: white 62.1%, Afri can 

American 20.0%, American Indian 1.5%, Asian 1.9%, and 

Hispanic 14.5% (Figure 3). 

■ Genera/ Population 

a S ia/ Education Po ulation 

29 



30 

A particular ethnic group is considered 
over represented when 

the percentage in special ed 
ucation is greater than the 

percentage in the total population ( h 
Zang, D. & Katsiyannis, 

A., 2002). 

Similar results were obtained when comparing ethnic 

percentages in the general population and th . especial 

education population in the state of Tennes A . see. ccord1.ng to 

the U.S. census bureau (2000), ethnic p~rce~tages in the 

general population are as follows: white 80.2%, African 

American 16.4%, American Indian 0.3%, Asian 1.0%, and 

Hispanic 2.2%. However, the statewide special education 

ethnic representation according to the U.S. Department of 

Education (2000) is as follows: white 73.9%, African 

American 24.9%, American Indian 0.1%, Asian 0.4%, and 

Hispanic 0.8% (Figure 4). 

Similar results were also obtained when comparing ethnic 

percentages in the general population and the special 

population in the sample county. According to the U.S. census 

bureau (2000), ethnic percentages in the general population 

are as follows: white 93.3%, African American 4.6%, American 

Ind1'an o o 3% d Hispanic 1.1%. However, the .4%, Asian . , an 

countywide special education ethnic representation according 

. 1 education database is as to the sample county's spec1.a 
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follows: white 90.9%, African American 8.5%, American Indian 

0. ' 1% Asian 0.1%, and Hispanic 0.8% (Figure 5). 

I General Po ulallon 
a Special Educallon Pooulallon 



I Special 

■General Po ulation 
oSpecial Education Population · 

Ethnic percents of students with learning disabilities 

and emotional disturbance were compared to ethnic percents in 

the observed county's total population. Over representation 



of certain minority groups were also noted in these 

disability areas (Figure 6). 

I General Po ula6on 93.3 
DLeamin Disabled . 89.6 

I Emotionally Disturbed . 

.,., 



~ata Analysis 

Out of 1,788 initial entries, 11455 (after the removal 

of inactive files, students labeled as gifted, 
and the above 

mentioned compressions of categories t . 
o mirror IDEA) were 

used for the final analysis. A chi-square test 
was used to 

determine if there is a significant d1.'fference in incidence 

rates of students with emotionally disturbance and students 

with learning disabilities across educational settings. 

Actual counts of students with emotional disturbance in each 

educational setting from the sample were used as the observed 

frequency. Actual counts of students with learning 

disabilities in each educational setting from the sample were 

used as the expected frequency since both disability areas 

stem from the same cognitive pool. Garrett (1962) cautions 

against using chi-square unless each observed or expected 

value is at least five. Therefore, the range of educational 

settings was combined into two categories: less restrictive 

environment and more restrictive environment. This met the 

criteria for having an observed or expected value of at leaSt 

bl 'th some values less five. Since this created a 2x2 ta e w1. 

1 . d before the chithan 10, the Yates correction was app ie 

square value was calculated. Chi-square was computed as 

45.02. The degree of freedom (df) was set at (2-l) (2-l) or 
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1 . The level of significance was set 
at .0l which means that 

there is less than one chance in 100 that the difference in 

incidence rates are due to sampling fluctuations or chance. 

The statistical analysis showed that there is a significant 

difference in placement rates of students 'th . 
wi emotional 

disturbance and learning disabilities. The null hypothesis 

was rejected. 

Research Question 

In which educational placement are students diagnosed 

with emotional disturbance being served most frequently? 

Children with the label emotionally disturbed in the observed 

county are served in higher percentages in more restrictive 

settings. The review of the literature supports these results 

(Tobin et al., 1999). 

Are there a disproportionate number of students with 

emotional disturbance being served in self-contained classes 

as compared to students with learning disabilities? Results 

of the chi-square test indicate a highly significant 

disproportionate number of students with emotional 

disturbance being served in more restrictive settings. 



conclusions 

CHAPTER V 

Discussion of F' ct· in ings 

Exposure to appropriate · 1 
socia skills in a regular 

classroom setting is a vital pat f 
r O educating a child with 

emotional and/or behavioral difficulti'es. These students 

should be provided with the same academi·c • curriculum that 

other students of similar cognitive abilities are exposed. 
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This study incorporated students with learning disabilities 

as the cognitive comparison group. Mather and Rutherford, Jr. 

(1996) state that poor social relationships with adults and 

peers is a key characteristic for identifying students with 

emotional or behavior disorders. More restrictive classroom 

settings limit exposure to other students in the regular 

classroom setting. It also limits their exposure to the 

general academic curriculum. Students with emotional and/or 

behavior disorders could benefit from the exposure to social 

skills and academics that a regular classroom setting can 

provide (Mathur, s. R., & Rutherford, Jr., R. B-, 1996>· 

W. of appropri'ate social skills these 1thout the acquisition 

students may struggle to succeed as adults in society 

(Mathur, s. R., & Rutherford, Jr., R. B, 1996>· 

needs of students with 
The social and cognitive 



emotional disturbance are similar to th 
ose of students with 

learning disabilities (The N • 
at1.onal Joint Committee on 

Learning Disabilities, 1987). Therefore, the 
null hypothesis 

was developed that there is d' 
no i.fference in the proportion 

of program settings between students w1.'th emotional 

disturbance and those with learning dis b'l' . a 1. 1.t1.es. However, 

when the chi-square test was applied to the data, a 

significant difference was noted. The null hypothesis was 

then rejected. 

Recommendations 
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How can educators better diminish behavioral problems in 

the classroom to allow for more academic focus? There are 

many implications for educators who work with students who 

have behavioral problems. Since keeping these students in the 

mainstream as much as possible increases their likel y hood of 

succeeding in a school setting and fulfills the special 

education legislation mandating the least restrictive 

environment that will still meet the child's needs (Schulte, 

Osborne, & Erchul, 1998), teachers should help these students 

succeed in a regular classroom setting. Social skills 

training in the classroom setting could greatly assiSt 

students who are having behavioral difficulties (McMahon et 

al., 1994). Rockwell and Guetzloe (1996) suggeSt teaching 
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students to control aggressive beh . 
aviors through b . asic steps 

of social development. They correlate the 
stages of social 

development with Krathwohl's Affect· S 
ive tages, Maslow's. 

Hierarchy of Basic Needs, and Bloom's Taxonomy 
(Bloom, 

Engelhart, Frost, Hill, & Krathwohl, 1956; Krathwohl, Bloom, 

& Masia, 1956; Maslow, 1962; as cited in Ro k 11 c we & Guetzloe 

1996) . 

Educators have little control over family socioeconomic 

status. However, researchers suggest implementing social 

learning for the student's entire family. While this is more 

difficult to accomplish due to time restraints, Dunlap, 

Dunlap, Koegel, and Koegel (1991) recommend teaching students 

self-monitoring skills. These skills can then be generalized 

into the home environment. 

Teaching social skills to students can help reduce the 

number of externalizing negative behaviors exhibited by 

students with emotional and/or behavior problems (Mattison 

et al., 1998; Hodges et al., 1999; & Kindermann, 1993>· 

Teaching students social skills that can be generalized may 

have life long effects for them. Social skills training gives 

d t o succeed in life. Short
students the tools they will nee 

the teacher to focus more on 
term effects include allowing 

are the long-term effects that 
academics. Far more important 
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allow these students to become d . 
pro uctive participants in 

society. 

lmplications for Further Research 

There are many implications for 
further research. 

Research needs to be conducted in order to 
determine possible 

reasons for the isolation of students with emotional 

disturbance. The length of social skills training needs to be 

further investigated in order to determine if extended social 

skills training over a longer period of time would increase 

the abilities of the students to generalize these behaviors 

to various settings (Mathur & Rutherford, Jr., 1996). Mathur 

& Rutherford, Jr. (1996) also state that researchers should 

focus on promotion of social skills training to relevant 

situations. This would be difficult to accomplish if students 

with behavior disorders are consistently isolated from the 

general population. 

More causal-comparative and experimental research needs 

to be conducted in order to eliminate extraneous variables 

that may be affecting the validity of the documentary 

researches. Researchers should target transition programs 

that are available to assist students with emotional and/or 

better assist them with this 
behavior disorders in order to 

1999) . Since corr.elational 
difficult task (Hodges et al., 
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d ·es have found significant relationships between academic 
stU 1 

. vement and pro social behaviors, studies should be 
achie 

d C
ted to determine relationships between academic and 

con u 

·oral problems (Mattison et al., 1998). 
behavi 
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LETTERS OF APPROVAL TO CONDUCT RESEARCH 



... y State Uni,,.rai+- I 
-z ll■titutio 1 

(UDa) na -.,,i•w Board 
Appl.icati.on ~or Pro-'ect •-

J -wrova]. 

Au•tin 

1 . 'l'itl• o~ Project: Incidence Rate . 
Emotional and/or Behavioral Probl ~ of Children with 
Education Settings. ems in Various Special 

2. 

3. 

Principal Inveati9ator Idoaaau . 
Mary Annette Little on. 
Graduate Student 
Department of Education 
1027 Preston Drive 
Burns, TN 37055 
Phone: (615) 441-3775 
E-mail: Littlel027@hotmail.com 

Faculty Supervisor: 
Dr. Larry Lowrance 
Department of Education 
P.O. Box 4545 
Clarksville, TN . 37044 
Phone: (931) 221-6153 
E-mail: lowrancel@apsu.edu 
Fax: ( 931) 221-7368 

4. Source the Project: Student 

5. Paq,ose of the Investigation: Dealing with behavior 
problems in the classroom is a mounting concern for most 
educators today. Teachers are no longer responsible for only 
academics. They must educate the whole child, which includes 
teaching the child how to function successfully in society. 
Teaching social skills in a regular classroom setting can be 
challenging. However, when a child with emotional and/or 
behavioral problems is included in the regular classroom 
setting, this challenge is greatly enhanced. With the push 
for inclusion, this challenge is being presented ~o mo~e and 
more educators. Exposure to appropriate social skil~s in a 
regular classroom setting is a vital part of educating a 
child with emotional and/or behavior difficulties. Self-. 
contained classroom settings limit exposu~e to st~dents in 
the regular classroom setting. Students with emotional to 
andlor behavior disorders could benefit from the exposu7e 
s~cial skills that a regular classroom set~ing c~n pr~~~~=· 
Without the acquisition of appropriate socia~ skil~st 
students will struggle to succeed as adults in soc1edy.t 

A ntage of stu en s 
~· better understanding of the perce . served in 
1th emotional and/or behavior disorders being · th the 

self-contained settings will assist in the future wi 
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development of 7ducational programs th 
ddress the social needs of these st dat more adequately 

accomplished by a thorough study of u ents. This can be 
8

0 ncerning educational placement of research findings 
end/or behavior disorders. This studstudents with emotional 
:ducational placements of students wit~valua~es various 
behavior disorders and the advantages :notional and/or 
each setting. an disadvantages ·of 

This project attempts to answer th f 
What is the current most common le ollowing question: 

with behavior disorders and does thispp~cement for students 
most adequately address the needs of theascement support and 

e students? 

6. This research is being conducted to fulfill re . 
for a graduate degree of Master of Arts in Ed t'qu1rem7nts 
research is being conducted to fulfill requi'ruemcae tionf. This 

h d . . n s or EDUC 6990 under t e 1rect1on of Dr. Larry Lowrance. 

7. This research is a post hoc review of all the special 
educat~on c~nsus_files in Dickson County. All the special 
education files in grades preK-12 will be reviewed. There 
are approximately 1,600 files in active status in Dickson 
County Special Education. The researcher has requested and 
received permission form the Dickson County Schools to 
review masked census files (with names and personal 
identification removed) and to place these into a database 
that will not have any personal identification on the 
records, each instead will have a number generated by the 
researcher. 

8. Specific data from each special education file will be 
collected by the secretary at the special education office 
and given to the researcher without names, addresses, or 
student identification numbers. Each student will be 
assigned an identification number. This will ensure 
confidentiality of every special education student in the 
study. Data will be computed using disability.codes, gender, 
race, special education services, and activation date of 
special education services. Please note the attached sample 
data sheet that will be used in this research. 

9· Potential benefits of this research are tremend0u~
Whether the hypothesis is supported or unsupported, tde t 
study will assist Dickson County in ensuring that sttu ens 

· d · the leas with behavior problems are being serve 7n h D'ckson 
restrictive environments possible. Assuming t ~ ttve of the 
County Special Education students are rep:esenr:sults can be 
spe~ial education students across the nation, dditional 
easily generalized. This will hopefully si~wng :tudents with 
research that will assist in better educa in 
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behavior I:'r<?blemts. . 11 b 
Participan s wi e exposed to minimal risk Th 

atest risk will be a possible breech in confid~nti:lity 
gr~ch will be controlled by the fact that names are not ev~r 
whl led to the researchers. revea 

Informed Consent: Consent is not required of the 10. h · t · 
dents or t eir paren s since students' names are not st

u aled to the researchers, and this is a post hoc review reve d f 
of district census ~eco~ ~ o each student's placement that 
l ady exists by disability, gender, race, special a re . h d 
d cation service ours, gra e, age, transportation 

e u i·ces and activation date of special education services serv , . . f . 
'th no manipulation o students or their educational 

w~o rams. consent would actually compromise the 
Pon~identiality of the students by providing identity to the 
~esearcher. Consent from the Directors of Special Education 
. Dickson County has been obtained in writing. Please see 
~~tached permission statement. 

upervisor's Signature 
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Direator(a) Approval 

1 have reviewed the Research Study R 
Little entitled Incidence Rates of C~~~~st fo: Mary Annette 
and/or Behavioral Problems in Variousis re~ with Emotional 
settings. pecial Education 

she is being given access to post hoc r 
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database to study programming and censu:c~rd5 to ~reate a 
students with disabilities. She and her Pinfformation for 

h • . ro essor Dr L 
Lowrance, . ave pepnission to use this database. ' . · arry 
and to continue to analyze this database aft 

1
~ th1s study 

the study as they find it necessary. er s e finishes 

1 ~disagree (circle one) that my school wi ll 
participate in this study. I also understand that i 
approval, this research will be conducted ethicallygav~n my 
according to federal guidelines. n 

Date: 3 -Dl,-6:;? 

Directors' Names: Linda G. Koellein - Director 
Secondary Special Educat i on 

Thomas E. Lee - Director lleaentary 
Special Education 

Directors' Signatures~J,~ - JLw-Ji..lr_,~ 
~£0. ~ -,"i>;,,foffL.S,e,L;:J;;.. 

The following should be completed by the Directors. 

If you disagreed above, please state your r easons below. 



March 20, 2002 

Mary A. Little 
Education 
APSU Box 4545 

Austin Peay State Univers·t 
Institutional Review Board I Y 

RE· Your application dated March 20, 2002 regarding study number 02-053. lnc·de R . 
with Em_otional and/or Behavioral Problems in Various Special Education S~ttin~s. :sti~t:::; ~:~:ren 
University) 

Dear Ms. Little: 

Thank you for your recent submission. We appreciate your cooperation with the human research review 
process. I have reviewed your request for expedited approval of the new study listed above. This type of 
study qualifies for expedited review under FDA and DHHS (OHRP) regulations. 

Congratulations! This is to confirm that I have approved your application through original submission. You 
must obtain informed consent from all subjects; however, signed written consent is not required. This 
approval is subject to APSU Policies and Procedures goveming human subjects research. These policies 
can be viewed at: www2apsu.edu/www/computer/policy/2002.htm. The full APIRB will still review this 
protocol and reserves the right to withdraw expedited approval if unresolved issues are raised during their 
review. 

You are granted permission to conduct your study as described in your application effective immediately. 
The study is subject to continuing review on or before March 19, 2003, unless closed before that date. 
Enclosed please find the forms to report when your study has been completed and to request an annual 
review of a continuing study. Please submit the appropriate form prior to March 19, 2003. 

Please note that any changes to the study as approved must be promptly reported and approved. Some 
changes may be approved by expedited review; others require full board review. Contact Lou Beasley 
!221-6380; fax 221-6382; email: beasleyl@apsu.edu) if you have any questions or require further 
information. 

so 

A · h • process Best wisheS gain, thank you for your cooperation with the APIRB and the human researc review · 
for a successful study. 

Sincerely, 

(~te~ 
hair, Au5tin Peay Institutional Review Board 
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REQUEST FOR ANNUAL REVIEW . 
FOR CONTINUING STUDIES INVOLVING HUMAN PARTICIPANTS 

b .1 this report if your study involving human participants is not completed prior to the 
f/ease su ~:eview date and you require additional time for data collection. /RB approval is 
/RB annua calendar year following the original submission date. . valid for one 

Faculty 
Advisor (if applicable): ---------

Principal 
Investigator(PI): ________ _ 

Protocol # : ----- Title:---------~--~~~~-----

l. How many participants were tested? __ 

? Have there been any adverse effects? __ 
-· If yes, please explain on a separate sheet. 

3. Where are data stored? __________________ _ 

4 w·n there be changes to any aspect of the original study? __ 
• 

1 

If yes, please detail these changes on a separate sheet. 

· Signature of Pl or Faculty Advisor 

Return to: Office of Grants and Sponsored Pcogrvns 
Browning Building, Room 212 
PO Box 4517 
Austin Peay State University 
Clarksville, TN 3 7044 

Date 



CLOSED STUDY REPORT 
FOR STUDIES rNVOLVINO HUMAN PARTICIPANTS 

p/east submit t~is rt port if !our study inv~lving human participants is compl~ted prior to th, 
/RB annual rtvitw date or if you have decided no~ to conduct the study after having r,c,iv,d 
/RB approval. 

principal Faculty 
1nvestigator(Pl): ________ _ Advisor (if applicable): ----------

Title: Protocol # : ____ _ ----------------------
Check one: 

- Study i~~omplctcd. Please close the file. (Answer questions below and signform.) 

- Study was never conducted. Please close the file. {S~gn form.) 

If study was conducted but is now complete, please answer the following questions: 
I. How many participants were tested? __ 

2. Were there any adverse effects? __ 
If yes, please explain on a separate sheet. 

J. Where are data stored? ___________________ _ 

Signature of Pl or Faculty Advisor 

Relllrn to: Office of Grants and Sponsored Programs 
Browning Building, Room 212 
PO Box 4517 . 
Austin Peay State University 
Clarksville, TN 3 7044 

Date 
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Lowrance, Larry K -
Fro.m: 
sent: 
To: 
subject: 

Lowrance, Larry K 
Tuesday, April 2, 2002 11 :45. AM 
Sweet-Help, Timothy 
Mary Annette Little and IRB Proposal 

Or. sweet-Holp, 
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As we spoke earlier, I was ~lease and perplexed by the IRB approval form for Mary Annette Little. First 
it said she was given exped!ted _approval and that _sh~ could proceed with the study as it was described 
in the application, and then 1t said she had ~o obtain •~formed consent from all subjects. There in lies 
the contradiction. The proposal says she will NOT gamed ~nsent from the subjects, because as the 
study was designed, she does not even know who the subJects are and to keep it confidential, she will 
never know. The district is deleting the names and addresses and ID numbers from the students before 
giving her the data. 

You indicated you would respond to an email clearing this up, and that is what now we are waiting for. 
Please RSVP to this request so she can collect the data. 

Larry Lowrance 



SAMPLE DATA SHEET 



SPECIAL El>UCATION CENSUS FORM 

Date: _t--1-- Person Completing Form: 

. processing Instruction: Circle One - ADD -------CHANGE INACTIVE REMOVE 

B. Status Of Service : 
C. Reason < Full Ser: -

Blrthdate: ,,~----------Male Female Sex: 
Grade: 

D. Primary Dis.: 
D. Secondary Dis.: 
E. Contract Service: - -

--

A. Ethrtic Group: White 

Home Building #: 
Black Hispanic Asian American Indian Otller 

F. Separate Facility: No Yes 
X. Student Type: 

Attending School #: ------
I. Actlvatloa Date: 
J. PrL EvaL Date: -'-'- · 

State: TN. · K. Sec. EvaL Date: 
-'-'-
_/_J_ 

........ , ................................................................................................... -............. -........ _ 
L. Type or Service M. Number/Unit 

1. ____ __ Per Wk Mo Yr 
2. ____ __ Per Wk Mo Yr 
3. ____ __ Per Wk Mo Yr 
4. ____ __ Per Wk Mo Yr 

N. Time 
HH:MM 

--·--
--·--
--·--
--·--s. ____ __ Per Wk Mo Yr · --·--6. _____ __PerWkMoYr __ : __ 

7. ____ __PerWkMoYr __ . __ 
1____ __hrWkMoYr __ . __ 
9. ____ __.PerWkMoYr __ . __ 

0. Provider 
· Number 

G. 89-313 : No 
IL Special Tn111. : No 

Materlall Oaly : No 

10. ____ Per Wk Mo Yr : 
·····················•···•·········· ...... --.......................................... - - - - .......... - - - - ··········-·-·······-·--·-----------·-..... ---, 
Transportation Information: Complete only If student recelva special transportllllon. 
P. Reason Transported : A. Unable to ride Reg. Bus 8 . Due to Placement C. Other llcaonl 

Q. Type orTransportation : A. To and From Residential Fae. 8. To and From School C. To and From Conmamlty Proa-
D. Between Schools or Programs 

R. Number ofTrips & Unit : __ Per Wk Mo Yr 
Travel Time One Way ; __ : __ (HH:MM) 

S. Transportation Provider : A. LEA Special Vehicle 
D. LEA contract with C. Carrier 

B. LEA contract - Parent 
E. Provided by Other Than LEA 

C. LEA contact with lndlvidaal 

Inactive Status Information: Complete only if processing Instruction Is Inactive. 
T. Inactive Date : 1 1 
U. Reason For Inactive Status : =-~_:--_---
V. Anticipated Services: Circle all that apply. 

A • Counseling/Guidance G - Post Employment 
8 - Evaluation ofVR Services H - Maintenance 
C • Physical/Mental Restoration I - Transportation 
~ • Voca!ional Training Services . J - Family Services 

• Transitional Employment Services K- Independent Living 
F • Vocational Placement L - Residential Living 

M • Interpreter Services 
N - Reader Services 
O • Technological Aids 
p - Other Services 
Q • No Services 



VITA 

Graduate School 

Austin Peay State University 

Name: Mary Annette Little 

Home Address: 1027 Preston Drive, Burns, TN 

Education 

37029 

I . University of Tennessee at Martin Mart ' , 1.n, TN 

Bachelor of Science in Early Childhood Special 

Education, Magna Cum Laude, December 1994 . 

II. Austin Peay State University, Clarksville, TN 

Master of Arts in Curriculum and Instruction with 

an emphasis on special education, Magna Cum Laude, 

July 2002. 

certificate 

State of Tennessee Department of Education 03 Professional 

teaching license with endorsements early chi l dhood special 

education and special education first through twelfth grade. 
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