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ABSTRACT 

This research examined the coping strategies of 70 

undergraduate students currently enrolled in educational 

psychology courses at Austin Peay State University. Subjects 

read one of two randomly assigned forms (participation or 

nonparticipation) describing a stressful classroom situation 

involving the placement process of a behavior disorder 

student in the regular classroom. Subjects were then 

directed to complete the COPE inventory according to how 

they would deal with the situation. The two groups were 

expected to differ in their choices of problem-focused and 

emotion-focused strategies. T-tests for independent samples 

revealed no significant differences between the two groups 

in relation to the emotion-focused or problem-focused 

strategies they chose. 
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CHAPTER 1 

INTRODUCTION 

Coping is an area that has stimulated much research in 

the field of psychology. Researchers have investigated the 

ways individuals cope in various situations in an attempt to 

discover what factors most influence their ways of coping. 

Kleinke (1991) suggests that research efforts have been 

directed toward identifying and measuring coping styles, 

discovering what coping strategies are more useful for 

certain problems than others, and finding ways to help 

others cope more effectively with challenges. As Kleinke 

(1991) gathered information from coping research, he found 

that researchers have focused on the ways individuals cope 

in relation to pain, illness, injury, trauma, loss and 

aging. Still other areas of coping research have included 

investigations on how individuals cope in relation to 

failure, loneliness, shyness, rejection, depression, 

anxiety, anger, and with conflicts in c l ose relationships. 

Lazarus and Folkman (1984) have developed a widely 

accepted definition of coping as the "constantly changing 

cognitive and behavioral efforts to manage specific external 

and/or internal demands that are appraised as taxing or 

exceeding the resources of the person" (p. 141) · Stated 

1 "the efforts we make to manage more simply, coping invo ves 

situations we have appraised as potentially harmful or 
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st ressful" (Kleinke, 1991, p.3 ). These definitions have 

suggeS t ed that coping involves effort and planning, does not 

necessarily imply a positive outcome, and is a process 

taking place over time (Kleinke, 1991). 

Coping studies have focused on a broad range of issues. 

However, coping research in the field of education has been 

limited. Coping research in educa t ion ha s focused mainly on 

academic problems such as test anx iety (Kleinke , 1991) . To 

date , coping res ea r ch has not focused on investigating the 

ways teache rs cope with stressful situations in the 

classroom. 

An area of interest in this study was the proposed 

placement of special education students in the regular 

classroom and the ways teachers coped with the challenge . 

Information from systems management an special education 

have st r ongly suggested that teachers are more effective , 

confident , and contented , when they ha actively 

participated in team decisions an planning (Lerner , 1988 ; 

Likert & Likert , 1976 ) . Data gathered in this area of 

education could provide valuable information on more 

effective ways to help teachers cope with challenging 

classroom situations . Also , research in this area could 

implicate a need for changes in teacher training at the 

university level . 

Thi s study was designed to focus on the coping 



strategies of teacher trainees. I t exami ned how they would 

respond to a hypothetical stressful classroom situation 

involving the placement of a behavior di sorder student in 

the regular classroom. The two groups of tra i nees were 

expected to differ in problem-focus ed and emotion- foc used 

responses on the COPE inventory (Car ve r, Sche ier, & 

We i ntraub, 19 89) based upon their participation or 

nonparticipat ion i n the placement decis ion of the student . 
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CHAPTER 2 

REVIEW OF THE LITERATURE 

Folkman, Lazarus, Dunkel-Schetter, Delongis, and Gruen 

(198 6) administered a revised version of the Ways of Coping 

scale, developed by Folkman and Lazarus, to 75 married 

couples. Coping responses on this sca l e fell into two 

general categories: problem-focus ed coping , which was aimed 

at actively solving the problem or doing something to change 

the stressor, and emotion- focused coping, which was aimed at 

reducing or managing the distressful emotions associated 

with the stressor . The sample was restricted to women 

between the ages of 35 and 45 and their husbands , whose ages 

ranged from 26 to 54 . Each individual completed the 

instrument based on how they had coped with the most 

stressful encounter the subject had experienced during the 

previous week The study was based on data concerning 

primary appraisal (what was at stake in the stressful 

encounter) , secondary appraisal (what, i f anything , could be 

done to ensure a positive outcome ) , cop i ng processes 

(emotion-focused and problem-focused coping strategies) , and 

the outcome of the encounter (referred to the person 's 

judgment of whether or not the encounter was resolved 

successfully). Results in this study suggested that coping 

t he individual ' s cognitive appraisal 
was strongly related to 

of the stressful encounter . 
Additionally, the form of 



cop i ng used depended on what was at stake and the opt ions 

for coping. Last , satisfactory and unsa t isfactory outcomes 

appeared to be related both to the fo rms of coping used and 

to the changeab i lity of the s i tuat i on. 

5 

Holahan and Moos (1987 ) i nvest igated the determi nants 

of acti ve and avoidance coping stra tegies in a cross

sect ional design and a l ongitudina l design with 414 

individuals f r om a community sample and with 395 depressed 

patients entering treatment for unipolar depressive 

disorders . Overall , results indicated that active-cognitive 

coping was positively related to self-confidence , family 

support for community members, self-confidence , easygoing 

disposition , and family support for patients. Active

behavioral coping was positively associated with educational 

level , self- confidence, family support in the community 

sample , and with personal and environmental resources in the 

patient sample . In contrast, individuals with fewer 

personal and environmental resources from both samples used 

avoidance coping. 

Folkman and Lazarus (1988) studied young married 

couples and older individuals to examine the relationship 

between forms of coping and changes in the emotion response . 

Individuals identified a recently experienced stressful or 

emotional encounter and then completed the revised Ways of 

Coping Questionnaire . The older sample completed a 
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shortened version of this same questionnaire. Emotion was 

assessed by asking individua l s to indicate the extent to 

which they experienced each of a number o f emotions which 

were selected from the l i terature (wor r i ed/ f ear fu l, 

disgusted/angry, confident, p l eased/happy) . Re sul t s 

indicated that coping was ass ociated with change s in all 

f our s ets o f emot ions , with some forms of coping associ ated 

with inc r eased positive emotions and othe r types of coping 

associated with increased negative emotions . 

Mcc rae and Costa , Jr . (1986) conducted two studies with 

adult sub jects to examine the influence of personality on 

coping responses , the perceive effectiveness of coping 

mechanisms , and the effects of coping and personality on 

we l l -being . Subjects from each stu y inclu e 234 men and 

172 women . Results linked the neurotic personali y factor 

with less effective neurotic ypes of coping which inclu ed 

hostile reactions , escapist fantasy , self-b lame , sedation , 

withdrawal , wishful thinking, passivity , an indecisiveness . 

The extraversion personality actor was shown to be linked 

with mature cop ing strategies sch as rational action , 

po s itive thinking , substitution , an restraint . As migh t be 

expected , mature coping strategies were strongly linked to 

well-being , and satisfaction with outcomes . Data indicated , 

f t influenced coping efforts 
in part , that personality ac ors 

and thei r associated outcomes . 
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Holahan and Moos (1985) i nvestigated the factors that 

buffer the potentially negative health effects of life 

stress of both husbands and w1.· ves 1.· n a · t l f cornmuni y samp e o 

267 families. The resul ts indi cated that t here was a 

difference between persons who remai n comparatively healthy 

under stress as compared to those who complain of depr ess ion 

or physical symptoms. I ndividuals who tended to be mo r e 

easy- going and who tended not to use avoidance coping 

r esponse s experienced little or no physical or emotional 

strain. Additionally , stress - resistant men were more self 

confident , energetic , and amb itious , whereas qualitatively 

better social support in the family setting was evidenced in 

stress-resistant women . 

The relationship between the Type A behavior patterns 

and personality hardiness and their influence on general 

health/illness status was examined by Kobasa , Maddi , and 

Zola (1983). Kobasa et a l . described Type A persons as 

those who are extrinsicially motivated and competitive . They 

are "extremely demanding of themselves , feeling restless , 

impatient , and short of time" (p . 42) · In contrast , 

t ( al ientation) , cont rol "hardine ss consists of commitmen vs . 

(vs. powerlessness) ' and challenge (vs. threat) " (p. 42) and 

l.' nd1.' v1.·duals who are more intrinsically 
is characteristic of 

motivated . Result s from the study of 140 sub j ects suggested 

fl.. ndings that hardiness appears to 
and supported prio r 
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protect health, whereas Type Ab h . . e avior increases the 

likelihood of deterioration of general health in the face of 

mounting stressful life events. 

Carver et al. (1989) developed a theoretically-based, 

multidimensional coping inventory (COPE ) to assess the 

different ways in which people cope with stressful 

situations. They recogni· zed th d t t e nee o crea ea new 

instrument which would go be yond identifying the general 

catego r ies of problem-focused and emotion-focused coping 

categories embedded in the Ways of Coping scale . The COPE 

inventory was developed to investigate several more distinct 

aspects of problem-focused and emotion-focused coping , and 

to assess reactions which fell into either category that 

appeared to be helpful or potentially maladaptive . Five 

scales measured distinct aspects of problem-focused coping 

(active coping , planning, suppression of competing 

activities , restraint coping, seeking of instrumental social 

support) ; five scales measured aspects o f emotion-focused 

coping (seeking of emotional social support , positive 

reinterpretation , acceptance, denial , turning to religion) ; 

and three scales measured coping responses that would be 

less useful (focus on and venting of emotions , behavioral 

disengagement , mental disengagement) · Development of the 

· · · formation about the scale items and preliminary in 



inventory's converge t d n an discriminant validity were 

presented. 

(1989 ) used the COPE inventory to assess 

trait and situational coping resp onses among l arge numbers 

Carver et al. 

9 

of college undergraduates. Trait copi ng refe rs to r el a tively 

stable cop i ng choices individua l s t end to use on a dail y 

ba s i s, whereas s ituat iona l coping r efers to coping choices 

that a re unique t o a specific encounter. Among the results 

discussed by the authors , several factors were noted. 

First , active coping and planning were positively associated 

with optimism, changeability o{ the situation , self-esteem, 

hardines s, and Type A. A similar pattern of associations 

occurred for positive reinterpretation and growth , with the 

exception of Type A . The lack of correlation suggested that 

individuals with Type A characteristics tended not to use 

reinterpretation and growth strategies in contrast to hardy 

individuals who did . The denial and behavioral scales 

revealed the opposite pattern, with these scales being 

associated with pessimism, trait anxiety, lack of control 

ove r the situation , low self-esteem, lack of hardiness , and 

absence of Type A (for behavioral disengagement) . Results 

from the second study indicated that the COPE invento ry was 

applicable in assessing both dispositional coping styles and 

situation-specific coping efforts even though individual 

response s varied somewhat fr om one to the 0ther . 
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Carver and hi 1 s co leagues administered the COPE to 

several hundred sub ' 
Jects throughout the process of scale 

refinement, including read.mi . t . nis ering t he invent ory as items 

were revised or added. To date, only two published studies 

have included the COPE i' nvento r y · since the initial 

developmental administrat i ons. 

One of the two published studi es (Carve r et al ., 1993 ) 

used the CO PE inventory to investigate several aspects of 

cop ing a s they occur r ed over the course of a crisis . The 

study included fifty - nine female patients ranging in age 

from 33 to 72 years of age with early stage breast cancer . 

The subject s completed the COPE and two other scales (Life 

Orientation Test and Profile of Mood States) at five 

strategic time periods over a twelve month span . Results 

indicated that dispositional optimism was related to lower 

levels of distress while dispositional pessimism was related 

to higher levels of distress during various phases of the 

crisis . Acceptance , positive reframing , and use of religion 

were the most common coping reactions; denial and behavioral 

disengagement were the least common reactions . Acceptance 

and the use of humor prospectively predicted lowered 

distress; denial and disengagement predicted more distress . 

Data provided strong evidence that dispositional optimism 

was linked to active coping in the stages when active coping 

was needed and tha t di spositional optimism lowered distress 
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across all phases of the cris i s. 

Carver and Scheier (1 99 4) , conducted the second study 

in an effort to examine dispositional and situational coping 

and four classes of affect (threat , challe ge , harm , and 

benefit appraisals) among 125 college 

longitudinal study investiga e co 
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The move toward educating special needs student s in the 

regular classroom was rooted in the Education for All 

Handicapped Children Act , Public Law 94 - 142 , which became 

effective in 1977. This law not on y required that schools 

provide a continuum of alternat ive pace e ts (i . e resource 

room, self-contained special classes , sec a s c ools) for 

these students , but that st e s e e o e ace i a 

least restrictive e viro e 

educating students i 

to prepare handi ca 

successfully as a s 
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them in school e x e r ie ces 
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restrictive environment. Recent trends t owards inclusion 

have therefore evolved from the regular educat ion 

initiative. 

When disabled s tudents have been pl aced in the regular 

classroom, ranging f r om par ti a l inc s ·on (s ecia l ed cation 

students attend both se l f - conta · e s ec i a e cation c l as s 

and t he regular c lassroo 0 o a C s·o (s ec · a 

education students p l ac e n r e a r c ss r oo 1-

t i me with consul t a tion pro e e 0 s e s s) ' 

team pa rt icipat ion has ee esse e 

s ucce ss . Accor i g 0 e e r 8 8) , n .e 

placement i n a re a r C ass 00 s 0 0 s e 

academic achie e e 0 soc C C 

e ucato rs s 0 l s r e es 0 C s e 

s u e n s " (p . 1 2) . .e so r 

cl ssroom e C ers , e er e s " 

(G e , 19 ) ' 
e e ee . 

nee s of i s a e s e s s e 

s eca se 
spec ial ati o e e u 

r e o r s 0 ecess r . 
o f this co ncern , it s ee 
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Certainly , t e r e e conce r n . 



14 

interest , and concern have been involved when it has been 

their responsibility to educate a disabled student in the 

classroom . 

Behavioral research scient i sts R. Likert and J . Likert 

(197 6 ) recognized the importance of team or ighly 

effect ive organizations . They ev · se as · c ca egories o f 

management systems t hat we r e t eo r e ca esc r 

conditions found in busi ess o r ga io s c 

districts . The r esults fr o 

more e f fect i ve schools e re 

o f t he ir pe r sonnel ar ic · a e 

tha n placi ng it i t e S 0 

se 
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1983; Lawler, 1986). 

Studies from t he area of decision maki ng processes in 

management systems support ed the importance o f team 

part i c i pation for the purpose of sound management and 

i nstruct i on . Thi s research (Johnson & Jonson, 197 5; Joyce, 

He r sh, & McKibbin , 1983; Lawler , 1986 ; Li e r t Liker t , 

1976) also seemed to suggest t e i por ace of earn 

involvement in other educatio al ec · s ·o s sch as 

participation in t he place et ec sos o sa e 

Jo students . Syst ems anage e researc ( o so SO I 

83 ; 

ec 

1975 ; Joyc e , He r s h , & cKib 

Likert , 197 6) has su ges e 
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focused coping choices would exi st be tween those t eacher 

trainees who participated i n t he p lacement decision of a 

behavior disorder student and those who did not participate 

in the placement dec i s ion . 



subjects 

CHAPTER 3 

METHOD 

Seventy undergraduate subjects enrolled in educational 

psychology courses at Austin Peay State University served as 

subjects for this study . Fifty- e ight fe a es and t we lve 

males partic ipated . Participa on was 0 ary a each 

subject completed an I nfo ed Co se s a e e e i x 

and a Demographic Info rma t ·o s ee e X 8 ) . 

incentive added to t e t · a ra e 0 era e e e 

by the profes so r for al s jec s a 0 r e co. e 

t he study . 
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classroom. The status of teacher participation in the 

placement decision (participation , nonparticipation) provided 

the variable to be studied in this research . Additionally , 

subjects were asked to respond to the COPE scale following 

the reading of the conflict si tuation accor · g to how the y 

thought they would cope in t he o e- ee 

placement of the behavior disor er s 

classroom (primary appraisa ) . T · s 

established for the stu y o es re 

reporting on the compa rab es e o 

emphasized by previous r esea c e r s , 

e pe r · o prio r to 
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was allowed (Carver, C. S., persona l co unication , J anuary 

20 , 1995 ; Carver e t al ., 1989) . Fut re e se · rect · o s and 

item conversion were deve loped for i s s y . 
Da t a support ing reliab · a a of his 

inst r ument were l imited e 0 e 55 0 e COPE . 

s tated previously , 0 ly 0 co o r s es ee 

publis hed since i s i a e s a C s 

have indica e a s es 0 C 0 

both SC 0 E 

(Car ve r et 1 . / 
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situation and the COPE inventory All t · 

1 • ma eria s, with the 

exception of the IBM answer sheets, were distributed in 

booklet form and assi' gn d e consecutive even or odd numbers 

necessary for even distribution of the two Conflict 

Situation forms. Numbered answer shee t s and boo kle t s 

facilitated identificat i on for the purpos e of analysis. 

T-tests for i ndependent s amples were computed to 

examine possible di f f e rence s in cop ing between the two 

groups. Participation s tatus in the placement decision of 

the behavior disorde r student was the independent variable . 

Responses on the COPE provided the dependent variable . 

According to Ca r ver e t al . (1989) , 0 of the 60 items 

on the COPE inventory f el l into either he e otion- focused 

or pr oblem-fo c used ca tego r y . For the Prose of 

only t he raw scores fr om these O i es ere se 

is study, 

for 

anal ys is . Score s fr om the re aining 20 es ere ropped . 

This strate gy enabled the r esearcher to narrow 

Pos sib e differe ce s i thi s study to invest i gate 

he focus of 

e otion-

focused ve rs us problem- focus ed st rategies 

groups . 

e ween he two 



CHAPTER 4 

RESULTS 

With an alpha level of .05, results indicate that a 

significant difference does not exist between Group I 

(participation) and Group II (nonpartic i pat i on ) and their 

choice of problem-focused and emotion- f ocus ed s tra t egies. 

For the problem-focused variable, sub j ec t s i n Gr oup I (M = 

58.44, .S..U = 5.96) and in Group I I (M = 59. 56, S.Q = 5 .92 ) do 

not reveal signi ficant differences i n their choice o f 

problem-focused strategi es, t (68) = 0 . 774 , Q = 0 . 442 , a s 

shown in Table 1 . Fo r t he emotion- foe sect variable , 

subjects i n Group I (M = 56 . 38 , 5.ll = 6 . 13) and in Group II 

(M = 5 6 .14, _s.Q = 6 . 78 ) do not reveal s · g ificant differences 

i n their cho ice o f emotion- focused strategies , (68) = 

- 0 .1 55, 2 = 0 . 877 , a s shown in Table 2 . 



Table 1. 

Means, Standard Deviatio 
· ns and t for Problem Focused COPE 

Items 

M 

_s_Q 

N 

Participation Nonparticipat i on 

59.56 

5.92 

36 

58 . 44 

5 . 96 

34 

Q > . 05 for two- t ai led test 

TABLE 2. 

.t. 

. 774 

Me ans, standard Deviations and t For Emotion- Focused COPE 

I tems 

Participat ion Nonparti cipation .t. 

M 

S.12 

N 

56.14 

6. 78 

36 

Q > .05 for two-tailed test 

56 . 38 

6 . 13 

34 

- 0 . 155 
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CHAPTER 5 

DISCUSSION 

This study was developed in an 
attempt to accomplish at 

least three things . First, the intent of this study was to 

invest igate the coping strategies of future educators, which 

has been an area that has received li t tl e a tt ention t o date. 

Secondly, this study attempted to cont r ol the na t ure of the 

situation subjects were responding to on the COPE so tha t 

subjects were respondi ng to the same stressfu l si tua t ion (i n 

each group) and repor ting on the s ame stage of the 

transaction (pr i mar y appra i sa l) . Carver and his colleagues 

acknowledged t he lack of cont rol in these two areas of thei r 

198 9 r e s earch, suggest ing that f ture st ies sho ld attempt 

to control these factors . Third , he stu y was designed to 

i nvest i ga t e pos s ible differences in copi g strategies 

between groups who acti ve ly partic i pated int e placement 

process as compared to tho se who were ot er · tted to 

participate in t he placeme nt process . Base pon research 

cited i n t he coping litera ture, it was ass ed tat the 

part i cipation status of the t wo groups st ied old 

• d the prob em , therefore i nfluen ce the way the y appra i se 

l· n overa l l coping choices between the cr ea t i ng a dif f erenc e 

two groups . f thi s s tudy did not ref l ect However, da t a rom 

such influence . 

could account for t he l ack of 
Several possibilities 
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significant findings in this t d 

s u y. First, it may be 

difficult for teacher trainees to 
identify their true coping 

choices based upon a hypothet1.·cal classroom situation, one 

that they have not personally experienced. Because of tnis, 

it is rnost likely that results from thi s study ref l ect trait 

coping strategies rather than situationa l coping t ra i ts. To 

overcome this problem in future research , the us e of 

videotaped scenarios may make t he conflict situations more 

compelling to inexperienced subjects . Second, the l ack of 

significant differences i n problem-focused and emotion

focused choices sugges t ed that teacher trainee s from thi s 

sample do, in fact, choose both types of coping strategies 

during the appraisal pha s e of this situation . For example , 

it is possible tha t a subject may discuss their feeling s 

about the situat i on with someone , an emotion- focuse d item, 

and also talk to someone who cou ld do something concrete 

about the problem, a problem- focused item . Third , the 

outcome was the s ame (unchangeable) for both groupS , wi th 

both groups presented with a situation in which the behavior 

r emal· n in the classroom until the 
disorder student was t o 

end of the school year. 
I t i s possible that the shared 

· in classroom until 
outcome of both groups (s t udent remains 

h d th influence of the 
t he end of the schoo l year ) outweig e e 

partic i pation variab l e on coping choices . 
It is also likely 

t me as pos itive, 
t hat subjects did not perceive the ou co 
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therefore contributing to fewer problem-solving choices. As 

other researchers have discovered, satisfactory outcomes are 

typically characterized by higher levels of planful problem

solving (Carver et al., 1989; Folkman et al., 1986). Last, 

although results do not reflect an overall difference in 

coping strategies between the two groups, it is possible 

that real differences may have sur f aced if indi vidual scales 

had been compared. As Carver and hi s colleague s have 

pointed out, some types of emotion- focused and problem

focused coping mechanisms are more adaptive than other s , 

making it possible f or specific types of problem- focused and 

emotion-focused choices to occur simulta eo s l y ring 

different phases of cop i ng . 

As stated earlier, more copi g stu ies int e 

educational setting are ne eded t o pro e ew info r mation 

for helping teachers and teacher t r a nees effectively de a l 

l· n t he c l as sroom . In iv with challenges 

l· ncluding t eacher a ttit among teachers, 

al iffere ces 

es t oward specia l 

· i g and expe r i ence , education issues, sel f -conf idence , t r ai 

of an al ost inexhaustibl e 
and personality, are but a f ew 

ld b s tud i ed . list of factors which cou e 
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Appendix A 

Coping Style Project 
Department of Psychology 

Austin Peay State University 
Informed Consent Statement 

The purpose of this study is to investigate t he coping 
strategies of teacher trainees. You are being as ked t o 
complete the COPE Inventory. Your responses are 
confidential. At no time will you be i denti f ied nor wi ll 
anyone other than the investigators have access to your 
responses. The demographic informat ion co llected will be 
used only for the purpose of ana lys is . Your participation 
is completely voluntary, and yo u are fre e to termi nate your 
participation at any time without penalty . We know of no 
harm that can come to you as a resul t of part icipating in 
this study. 

The results of the project wi ll be available upon 
completion of the research . 

Thank you for your coopera tion . 

I agree to part i c i pate i n the present study bei~g 
conducted by a masters level graduate s tudent supervised _by 
a faculty member in the Department of Psycholo?y at Austin 
Peay State University. I have been infor e? either orally 

· · t · r both about the procedures involved . I or in wr1 1ng o , 502 ) 88 6 2455 or Dr 
realize that I can call Linda Hi l l at - . ·m 
Herman Brock at (615 )64 8- 72 3 5 b~ t ween the hou~sa~~i~i~~a1 · . 
and 4:00 p.m. Monday through Friday to r eques f e to 

t d I unde r stand that I am re 
information about _t~e s_u y . time without pe alty or 
terminate my participation at an~t . d f r om me withdrawn 
pre j udice and to have a ll data O a ine 
from the study and destro yed . 

Name (pl ease print) 

Signature 

Da t e 



Appendix B 

Demographic Information Sheet 

college Major: ___________ _ 

32 

current Status: (please circle) Freshman Sophomore Junior 
Senior, or Other (please specify) _____ _ 

Grade Point Average: ___ _ 

sex: (please circle) Male 

Birth Year:19_ 

Form Nwnber: __ 

Female 



Group I: Participation 
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Appendix c 

School Conflict 

You are a ninth grade instructo . h' 
This is your first teaching positionr 7n a ighlsc~ool. 

B d . since comp eting 
college. ase on this information, please take your time 
and carefully read the following situation. 

J~es is a fifteen-year-old ninth grade special 
education student who has been placed in a self-c t · d · d · d on aine 
behavior i~or er.class since the beginning of the eighth 
grade. He is making low C's, D's, and F's in all of his 
subjects despite his high average intellectual abilities. 
He frequents t~e P:incipal's office on a weekly basis, 
typically getting into trouble for disruptive behavior in 
the halls, on the bus, and in the classroom. James often 
loses his temper (characterized by swearing and/or throwing 
objects), argues with his teac~er and other adults, annoys 
students by hurtful teasing or by grabbing their belongings, 

. continues to disrupt when corrected (ignores his teacher and 
other authority figures), and uses obscene language. 
Despite the continual array of problems, James does not 
think he has a problem. He has always blamed others for his 
difficulties. 

The school James attends provides a range of 
alternative placements (i.e regular classroom, resource 
room, self-contained special classes). James has made 
minimal progress since his initial placement, but his 
parents are asking for Total Inclusion (placement in all 
regular classes with consultation prov~ded by the special 
education teacher and school psychologist)• . 

You and the other regular classroom teachers which 
James would have under the Total Inclusion plan, were ~sked 
to participate in the placement decision process by bei~g 
appointed to James's M-Team and I.E.P. Team. After muc , 

1 ialists and James s deliberation among teachers, schoo spec ~ 
parents, team members decided upon Total Inclusion 

placement. . ondav, February 15, /one 
James's placement begins on M luated nor changed 

wee~ from today) and will not be rey~~aand James's other 
until the end of the school year· . little support 
newly assigned teachers expect to r

1
ecei~:ff based on 

from the special education or regu ar s ' 
Previous experience. 

teacher confionted with 
If you were a new ninth-grade the week before he 

t his situation, how would you cope 
arrives in your class? 



Group I I : Non- Participation 

You are a ninth grade instruct . . 
This is your first teaching positi'onor ~n a high sc~ool. 

B d . since completing college. ase on this information ple t k . 
f 11 , ase a e your time and care u Y read the following situation. 

J~mes is a fifteen-year-old ninth grade special 
education student who has been placed in a self- t · d 

· d · d con aine behavior 7sor e~ class since the beginning of the eighth 
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gra?e. He is ~akin~ lo~ C's, D's, and F's in all of his 
subJects despite his high average intellectual abilities 
He ~requents t~e p~incipal's office on a weekly basis, · 
typically getting into trouble for disruptive behavior in 
the halls, on the bus, and in the classroom. James often 
loses his temper (characterized by swearing and/or throwing 
objects), argues with his teacher and other adults, annoys 
students by hurtful teasing or by grabbing their belongings, 
continues to disrupt when corrected (ignores his teacher and 
other authority figures), and uses obscene language. Despite 
the continual array of problems, James does not think he has 
a problem. He has always blamed others for his difficulties. 

The school James attends provides a range of 
alternative placements (i.e regular classroom, resource 
room, self-contained special classes). Because James has 
made minimal progress since his initial placement, his 
Multidisciplinary Team (M-Team) recommended continued 
placement in the self-contained class until ~o~e progr~ss is 
made. James's parent disagreed with the decision~ asking 
instead for Total Inclusion placement (placement in al~ 
regular classes with consultation provided by the special 
education teacher and school psychologist). As a re~ult of 
the placement disagreement, his parents decided to hire a 
lawyer to help them present their case to the Board of 
Education for a final decision. 

After school today, the principal told you about the 
Board's decision stating that James was granted T~tal 

' ·11 w be a student in your Inclusion placement. James wi no . d 
regular classroom James's placement begins on Mon ay, 
February 15 (one.week from todayl and will not ble re-

~ « ·1th nd of the schoo year. You 
evaluated nor changed unti e e h d ' d not know 
and the other regular c~a~s~oom te~~m=~sbe1ng placed in your 
anything about the possibility of onsulted nor as ked 
classroom until today. Y?u .we~ea~I~~rp;ocess. You and his 
to participate in the decision m t to receive little 
other newly assigned teachers e~pec regular staff, based 
support from the special education or 
on previous experience. 

teacher confronted with 
1. nth- grade If you were a new n the week before he 

t hi s situation, how would you cope 
arrives in your class? 
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Appendix D 

COPE 
we a r e i~te~ested in how you would respond if confronted 
with a difficult or stressful situation like the one just 
presented to you on t~e previous page. There are lots of 
ways to try to deal with stress. This questionnaire asks 
you to indicate what~ wo~ld do and how you would feel, if 
:iQll were confronted with this stressful situation. 

Respond to each of the following items by blackening one 
number on your answer sheet for each, using the response 
choices listed just below. Please try to respond to each 
item separately in your mind from each other item. There 
are no "right" or 'wrong' answers, so choose t he most 
accurate answer for YOU--not what you think "most people" 
would say or do. Indicate what YOU think you would do if 
YOU experienced a stressful situation li ke the one j ust 
described. 

1. 

2. 

3. 
4. 

5. 

6. 
7. 
8 . 
9. 

10 . 

11. 
12. 

13. 
14. 

15. 

16. 
17. 
18 . 

1 I wouldn't do this at all 
2 I would do this a lit tl~ bit 
3 I would do this a m~dil.illl amQJJnt 
4 I would do this a l Qt 

I would try to grow as a person as a res ul t of t he 
experience. • · t · t 
r would turn to work or other subs titute activi 1es o 
take my mind off things. 
I would get upset and let my emot ions out . 
r would try to get advice fr om someone about what to 

fo~ould concentrate my efforts on doing something about 
it. 
I would 
I would 
I would 
I would 

· 't r eal ". say to myself, "this i sn 
put my trust in God. . 
laugh about the situat i on.' dea l with i t, 
admit to myself that I can t 

quit trying. thing too 
I would restrain myself from doi ng any 

quickly. . f lings with someone . 
I would discuss my

0 
eer drugs to make mys el f f eel 

I would use alcohol 

better. the idea that it happened. 
I would get used to to find out more about t he 
I would talk to someone 

and 

situation. getting distracte 
I would keep myself from 

d by other 

thoughts or activities.th1' ngs other than this. 
d about be aware of it· I would day ream d would really 

I would get upset, an 
I would seek God's help. 



19. 
20 . 
21. 

22. 

23. 

24. 
25. 

26. 

27. 
28. 
29 . 

30. 

31. 
32. 
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I would make a plan of act · 

ld k . ion . 
I wou ma e Jokes about it 
I would accept that this ha~ h 
be changed. appened and that it can't 
I would hold off doing anythi b 
situation permitted. ng a out it until the 

I would try to get emotional support from friends or 
relatives. 
I would just give up trying to reach my goal. 
I would take additional action to try to get rid of the 
problem. 
I would try to lose myself for a while by drinking 
alcohol or taking drugs. 
I would refuse to believe that it happened. 
I would let my feelings out. 
I would try to see it in a different light, to make it 
seem more positive. 
I would talk to someone who could do something concrete 
about the problem. 
I would sleep more than usual. 
I would try to come up with a s t rategy about what to 
do. 

33. I would focus on dealing with thi s problem, and if 
necessary let other things s lide a little. 

34 . I would get sympathy and understanding from someone . 
35. I would drink alcohol or take drugs , in order to think 

about it less. 
36. I would kid around about it. 
37. I would give up the attempt to get what I want . 
38. I would look for something good in what is happening . 
39. I would think about how I might best handle the 

40. 
41. 

42 . 

43 . 

44 . 

45 . 

46 . 

47. 
4 8 . 

problem. 
I would pretend that it hasn't happened. 
I would make sure not to make matters worse by acting 
too soon. 
I would try hard to prevent other things from. 
interfering with my efforts at dealing with this . . 
I would go to movies or watch TV, to think about it 
less. 
I would accept the reality of the fact that it 
happened. · s 

Who have had similar experience I would ask people 
what they did. distress and I would 
I would feel a lot of emotional . 1 t 
find myself expressing t_hose feelings a O 

• problem . 
t around the I would take direct action toge 1 . •on 

I would try to find comfort in my re igi · 



49, 

so. 
51, 

52, 
53, 
54, 
55. 

56. 
57. 
58. 
59. 
60. 
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r would force myself to wait for the right time to do 
something. 
r would make fun of the situation. 
r would reduce the amount of effort I'm putting into 
solving the problem. 
r would talk to someone about how I feel. 
r would use alcohol or drugs to help me get through it. 
r would learn to live with it. 
I would put aside other activities in order to 
concentrate on this. 
I would think hard about what steps to take. 
I would act as though it hasn't even happened. 
I would do what has to be done, one step at a time. 
I would learn something from the experience. 
r would pray more than usual. 
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