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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

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 chailenging. 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



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«¢ . By
1996) .

Relationship of This Studv 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



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
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
there a disproportionate number of students with emotional

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.
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 in Hodges, Boiwin, Vitaro,
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.

hic factors (as used in Coutinho, Oswald,

6._Sociodemograp




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-contained classes: For the purpose of this study,
self-contained classes will be defined as special education
classes in which students spend 23 or more hours per week.
8. Less restrictive environment: for the purpose of this
study, less restrictive environment will be defined as
special education services that are 22 or less hours per
week.
Preview

To better understand the effects of various educational
settings with students with emotional and/or behavioral
difficulties, it is suggested that a study of current
research on educational placements for students with
emotional and/or behavioral problems be conducted.
Recommendations on how to prevent children with behavior

problems from becoming failures in society will be made upon

completion of the study.




CHAPTER 17

Review of Related Literature

Methods

The method many researchers chose for 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




students with behavior disorders to predict student outcomes.
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 gould 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) also 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 50 states and the District

of Columbia. This data was matched with the data from the
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National Center for Educational Statistics, Common Core of

Data CD-ROM (NCES CCD93 Disc).

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 (SED).
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. In 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

fourteen participants to 24 million participants (4,151

: : i i h
school districts). An increase 1N sample size 1ncreases the
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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.,
20023 -

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

Due to the nature of the research types and student
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type, many evaluations consisted of observations
4

questionnaires, and interviews, which can be very subjective.

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
strategy in order to better determine validity and

reliability. In addition to the previdusctypbamofiaaluations

discussed, assessments also included standardized achievement
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tests, and tests of cognitive abilities. Studies that

incorporated the epistemological approaches necessitated the
need for standardized achievement and cognitive tests. The
standardized achievement tests all had moderate to high
validity 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
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
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anxiety disorder (p=.03). These predictors can be used to

assist educators in identifying and planning programming for

students with behavioral disorders.

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

al. (1998), Hodges et al. (1999) found strong positive

correlations between externalizing behaviors and peer
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victimization. Students exhibiting externalizing 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
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
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not at the end. Other factors needed to be considered when

analyzing peer socialization. As noted in the previous
studies, possessing certain socialization skills

(externalizing factors) may have a greater influence on peer

affiliations than classroom motivation, which is an

internalizing factor.

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

identification rates for African American and White students

in the lower poverty communities. This may indicate 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) .

Singer et al. (1986) found that percentages of students

with the label emotionally disturbed varied from district to

district. The two districts with the lowest per capita income

had the highest percentages of children classified as

emotionally disturbed. As in Coutinho et al. (2002), this may

' : i i t factor
indicate that socioeconomic status 1s an importan
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related to the diagnosis of emotional disturbance However
. ’

when family characteristics data was computed with

disability, only children diagnosed with learning

disabilities or physical/multiple handicaps had outcomes

related to socioeconomic status. No significant associations

were found between family Ccharacteristics 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

i r
Placements, experiences, and high school outcomes fo

students who are labeled emotionally disturbed. Intercoder
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reliability agreement was 9¢ Peércent. Fourteen students

diagnosed with emotional disturbance were divided into two

outcome groups. Those students who were enrolled in school

and making passing grades were Placed in the on track group
(0T) . 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
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

placement increases the chance of a student with emotional

disturbance graduating from high school.

In Tobin & Sugai (1999) study, 57% of the students were
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: not on t
in the rack group: {NOT}) . 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 al] 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

from the general population are not provided with the social

opportunities to learn appropriate social skills, which they

need.

Another common characteristic of students in the NOT

group is frequent transitions involving educational settings
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and place of residency (Tobin g Sugai, 1999). 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

nonacademic skills takes away from their academic focus time.

The review of the literature suggests that several

; - with
characteristics are common 1n diagnosed students

: ' are aware
emotional and/or behavior disorders. Teachers who

: m for
of these characteristics can better design a progra
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these students that will increase the children’s success
rates in school. Several Predictors 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.
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CHAPTER 111

Methodology

mple P

The initial sample population consisted of 1,788 student
entries in the observed county’s Special education 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

i i . Other
Visually impaired were also combined into one category

re
functionally delayed and other developmental delay we



grouped together.

since it is not recognized by IDEA as a disability. Thi
Y. is

brain injury as a disability area. The omission of thj
is

disability category may make it difficult to compare to th
e
national special education database. The 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

1
hoc review of district census records of each student’s

he
Placement that already exists. Names were not revealed to t

I€searchers. Consent would have compromised the



py downloading it from the district’s special education file
to an APSU computer upon which the database is 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 (OP1 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.
Proportions of learning disabilities in each educational
setting were used as the expected frequency. Actual
proportions of emotional disturbance in each educational

bserved
setting obtained from the sample were used as the o

frequency.
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CHAPTER 1V
Results

Revisiting the Hypothesis

The null hypothesis states that there is no difference
in the proportion of program Settings between students with
emotional disturbance and those with learning disabilities.
Both groups of students are on the Same cognitive spectrum

and should therefore both be served more proportionately in a
less restrictive environment.

— Statisti

Comparisons were made for gender differences in the
general population for the national level, state level in
Tennessee, and the county level in the sample. These gender
percentages were then compared to the gender percentages
found in the special education database in the observed
county. According to the U.S. Census Bureau (2000), males
represent 49.1% of the total population acrbss the nation.
Females therefore, constitute the other 50.9% of the national
population. In the state of Tennessee, males make up 48.7% of
the population while females represent 51.3% of the
Population. There is very little gender difference in the
Nation and the state of Tennessee.

total
In the sample county females make up 51% of the
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population while males make Up the other 49%. This is also

comparable with national ang 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
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.

l National Level (U.S.A.)
n State Level (TN)
‘ - Sample County General Population

B Sample County Special Education |
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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).

'mMALES
|BFEMALES
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and the Ssample

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

Hispanic 14.5% (Figure 3).
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A particular ethnic group jig Considered over represented wh
ed when
the percentage in special education isg greater than th
an the
percentage in the total Population (Zhang
4

D. & Katsiyannis,
A., 2002).

Similar results were obtained when comparing ethnic
percentages in the general Population and the special
education population in the state of Tennessee. According to

the U.S. census bureau (2000), ethnic percehtages 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

Indian 0.4%, Asian 0.3%, and Hispanic 1.1%. However, the

. i accordin
countywide special education ethnic representation 9

i is as
to the sample county’s special education database



follows: white 90.9%, Africap American 8,54, American Indian

0.1%, Asian 0.1%, and Hispanic 0.8%

(Figure 5) .
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of certain minority groups Were also noted in th
ese

disability areas (Figure 6)
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Out of 1,788 initial entries, 1,455 (after the removal
ova

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

mentioned compressions of Categories to mirror IDEA) were
used for the final analysis. a Chi-square test was used to
determine if there is a significant difference in incidence
rates of students with emotionally disturbance and students
with learning disabilities across educational settings.
Actual counts of students with emotional diéturbance 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

five. Since this created a 2x2 table with some values less

j hi-
than 10, the Yates correction was applied before the ¢

i uted as
square value was calculated. Chi-square was comp

- 2-1) or
45.02. The degree of freedom (df) was set at (2-1) (



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 pércentages 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

; . icti ings.
disturbance being served in more restrictive setting
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CHAPTER v

Discussion of Findingg

Conclusions

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.
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).
Without the acquisition of appropriate social: skills: these
students may struggle to succeed as adults in society

96) .
(Mathur, S. R., & Rutherford, Jr., R. Bs 1996)

nts with
The social and cognitive needs of stude
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emotional disturbance are Similar
Lo those of st
udents with
learning disabilities (The National Joint Committ
lttee on

Learning Disabilities, 1987). Therefore, the null hypoth
' Othesis

disturbance and those with learning disabilities However
. ’

when the chi-square test was applied to the data, a
4

significant difference was noted. The null hypothesis was
then rejected.
Recommendations

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 likely 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

 FFi i hon et
students who are having behavioral difficulties (McMa

chin
al., 1994) . Rockwell and Guetzloe (1996) suggest tea g
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students to control aggressive behavi
vViors through basji
C steps

of social development. They correlate the stages of ial
socia

ment with Kr i
develop athwohl’s Affective Stages, 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 Rockwell & 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, 1933).
Teaching students social skills that can be generalized may

have life long effects for them. Social skills training gives

i fe. iShork-
students the tools they will need to succeed in life

i us more on
term effects include allowing the teacher to foc

- ffects that
academics. Far more important are the long-term €
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Implications 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 decusepsay
researches. Researchers should target transition programs

i i ¥
that are available to assist students with emotional and/o

i ith this
behavior disorders in order to better assist them wit

; elational
difficult task (Hodges et al., 1999) . Since correlati
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gettings.

she is being given access to post hoc
database to stuqy programming and cens
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Directors’ Names: Linda G. Koellein - Director
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Austin Peay State

Institutional Review B

Niversity

oard

March 20, 2002

vary A. Little

Education
APSU Box 4545

RE: Your application dated March 20, 2002 regarding stud
witﬁ Emotional and/or Behavioral Problems in Various Sp

University)

Yy number 02-053: Incidence Rates of Childr
) _ en
ecial Education Settings. (Austin Peay State

Dear Ms. Little:

Thank you for your recent submission. We appreciate your cooperation with the human research review
process. | 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 | 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 governing 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. "’;‘0"‘9
changes may be approved by expedited review; others require full board review. Contact Lou Beasley

_(2121-6380; fax 221-6382; email: beasleyl @apsu.edu) if you have any questions or require further
Information,

. | 2
Again, thank you for your cooperation with the APIRB and the human research review process. Best wishe
fora successful study.

Sincerely,

doc

D:{ Lou M. Beasley
air, Austin Peay Institutional Review Board
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REQUEST FOR ANNUAL REVIEW
FoR CONTINUING STUDIES INVOLVING Human PARTiCIPANTS

¢ submit this report if your study involving human

leas _ : participants i ;

fReB qnnual review date and you require additional time for dafa Zoilgc;:‘;;coglgeted o
yalid for oné calendar year following the original submission date : s
principal Faculty

estigator(PD): Advisor (if applicable):

protocol # : Title:

|. How many participants were tested?

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

o

_ Where are data stored?

()

4, Will there be changes to any aspect of the original study?
If yes, please detail these changes on a separate sheet.

Signature of PI or Faculty Advisor Date

Returnto:  Office of Grants and Sponsored Programs
Browning Building, Room 212
PO Box 4517
Austin Peay State University
Clarksville, TN 37044



CLOSED STUDY REPORT
FOR STUDIES INVOLVING HUMAN PARTICIPANTS 2

please submit this report if your study involving human participants is completed prior to the
kB annual review date or if you have decided not to conduct the study after having received
IRB approval.

principal Faculty
pvestigator(PI): Advisor (if applicable):

protocol # Title:

Check one:
Study is completed. Please close the file. (Answer questions below and sign form.)

Study was never conducted. Please close the file. (Sign form.) ;
If study was conducted but is now complete, please answer the following questions:
|. How many participants were tested?

2. Were there any adverse effects? ’
[f yes, please explain on a separate sheet.

3. Where are data stored?

' Signature of Pl or Faculty Advisor Date

Returnto:  Office of Grants and Sponsored Programs
Browning Building, Room 212

PO Box 4517 .

Austin Peay State University

Clarksville, TN 37044
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Lowrance, Larry K

From: Lowrance, Larry K

g Tuesday, April 2, 2002 11:45 AM
Se- ' Sweet-Holp, Timothy

subject:  Mary Annette Little and IRB Proposa

Dr. Sweet-Holp,

spoke earlier, | was p_Iease and perplexed by the IRB approval form for Ma Annette Little. First
stgg sr?e was given expedited approval and that she could p i fioing ;

in the application, and then it said she had t_o obtain ir)formed

. Ses 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
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SPECIAL EDUCATION CENSUS FORM
/ /

Person Completing Form:

Processing Instruction: Circle One - ADD '

CHANGE INACTIVE REMOVE

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

D. s
Birthdate: o e g D. :::':;;:'rl;ilsm : B
f;ex:d Male  Female E. Contract Servi.::e: A
rade: F. .
i Ethnic Group: White  Black Hispanic  Asian  American Indian Other X, Sstel:’:::: ?le?;::my. e
Home Building #: Attending School #:
il T
' . L ActivationDate: _; ; .
J. Pri.Eval.Date: _ / /
_____ K. Sec. Eval. Date: __/ T A0
E—
e —
L. Type of Service M. Number/Unit N. Time O. Provider
HH: MM Number
1 Per Wk Mo Yr BRI Tk NN 5 G.89-313 :No Yes
2. Per Wk Mo Yr e kR ek gl H. Special Trans. : No Yes
3, Per Wk Mo Yr PRy PSS Materials Only : No Yes
4 —_Per Wk Mo Yr PRI EL it e e S :
5, Per Wk Mo Yr i ko S s o AN
6. Per Wk Mo Yr PR o) PRSI
Per Wk Mo Yr ity SN HERG LAl
8. Per Wk Mo Yr VSRR L sl A S
9. Per Wk Mo Yr PSRRI = ) s b
10. Per Wk Mo Yr

—_— e — ——
.......................................................................................

Transportation Information: Complete only if student receives special transportation.
P. Reason Transported : A. Unable to ride Reg. Bus B. Due to Placement C.‘Otherkem

Q. Type of Transportation  : A. To and From Residential Fac. B. To and From School C. To and From Community Prog.

D. Between Schools or Programs

R. Number of Trips & Unit

e Per Wk Mo Yr
Travel Time One Way

: __ (HH:MM)

C. LEA contact with Individual

S. Transportation Provider B

: A. LEA Special Vehicle
. E. Provided by Other Than LEA

D. LEA contract with C. Carrier

Inactive Status Information: Complete only if processing instruction is Inactive.
T. Inactive Date QI L A
Reason For Inactive Status

V. Anticipated Services: Circle all that apply.
A - Counseling/Guidance G - Post Employment
B - Evaluation of VR Services H - Maintenance
C - Physical/Mental Restoration I - Transportation
D - Vocational Training Services J - Family Services
- Transitional Employment Services K - Independent Living
- Vocational Placement L - Residential Living

M - Interpreter Services
N - Reader Services

O - Technological Aids
P - Other Services
Q-No Services
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