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ABSTRACT 

 

 

 

 

Federal legislation mandates that students with disabilities receive their education in the least 

restrictive environment and with their non-disabled peers whenever possible.  Unfortunately, for 

many students with emotional behavioral disabilities this is not possible.  Teachers are often not 

provided adequate training to meet the needs of students with challenging behaviors.  The effects 

art therapy as a teaching modality on pre-service teachers’ attitudes and perceptions toward 

students with emotional/behavioral disabilities was studied.  Data was gathered using the 

Interaction with Disabled Persons Scale, the Teacher’s Personal Construct Repertory Grid, a 

demographic questionnaire, drawings, videotape analysis of the inservice sessions and a follow-

up questionnaire.  Additional data was collected via two case studies.  Results of the quantitative 

data indicated significant changes within both instruments.  Qualitative data indicated several 

changes occurred.  Exposure to information on students with emotional and behavioral 

disabilities, over the course of two class sessions, led to increased awareness and did alter how 

preservice teachers view students with emotional/behavioral disabilities.

 xiii



CHAPTER ONE 

 

INTRODUCTION 

 

 There are a growing number of students in the United States being classified into special 

education services.  Students with disabilities age three to five account for approximately 5% of 

the estimated preschool enrollment and students ages 6 through 17 with disabilities represent an 

estimated 11.5% of student enrollment for grades kindergarten through 12
th

 grade (United States 

Department of Education, 2002).  Disabilities are defined by the Department of Education as 

specific learning disabilities, speech or language impairments, mental retardation, emotional 

disturbance, multiple disabilities, hearing impairments, orthopedic impairments, other health 

impairments, visual impairments, autism, deaf-blindness, traumatic brain injury, and 

developmental delay.  The current trend toward the inclusion of students with varying disabilities 

into the general education classrooms, as required by federal legislation, has led to the need for 

qualified trained professionals.  However, many educators in the classroom today have not 

received training related to students with disabilities and do not feel adequately prepared to 

address the students’ needs (United States Department of Education, 2001).  

 The legislative history of The Individuals with Disabilities Education Act (IDEA) began 

in 1965 with PL 89-10, the Elementary and Secondary Education Act (ESEA).  The ESEA 

provided a platform for future special education legislation.  Amendments to the ESEA in 1966, 

1968, and 1970 began to create changes within education that allowed for the passing of PL 94-

142, The Education for All Handicapped Children Act of 1975.  Prior to these laws, schools were 

able to exclude students, especially those with disabilities.  Today, teachers are mandated to 

provide an educational environment that fosters the academic success of children with 

disabilities in the least restrictive environment.  Yet general education teachers lack the adequate 

training to meet the needs of these students (President's Commission on Excellence in Special 

Education, 2002).   

Training must be available for teachers to prepare them to meet the needs of students 

with emotional behavioral disabilities (EBD) in regular education classrooms.  Students with 

EBD are one of the four largest categories that account for the majority of students served 

(United States Department of Education, 2002).  Specific learning disabilities, speech or 
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language impairments, and mental retardation are the other three.  Combined, these four 

categories represented 87.7% of all students ages 6 through 21 served under IDEA.   This 

problem is the basis for this study.   

 

Purpose of the Study 

 

The purpose of this study is twofold.  First, the current research is an attempt to assess 

what attitudes and perceptions pre-service teachers hold toward students with emotional 

behavioral disabilities (EBD) using the Interactions with Disabled Persons scale (IDP) and a 

technique from personal construct psychology (PCP), the repertory grid.  The second purpose is 

to determine the effects of an inservice utilizing art therapy as a teaching modality on those 

attitudes and perceptions.   

For this study the effects of art therapy are evaluated as an effective tool in training.  

Much research has been conducted to assess teacher attitudes and the effects of participating in 

graduate and undergraduate courses on students with disabilities and teacher’s attitudes toward 

included students (Scruggs & Mastropieri, 1996).  However, literature on the effects of inservice 

training with teachers directly relating to students with EBD or the use of art therapy as an agent 

of attitudinal change is limited.   

In order to add to the current research literature, this study assessed current attitudes and 

perceptions of pre-service teachers toward students with EBD before and after participating in an 

inservice training utilizing art therapy as a teaching modality.  It is expected that participation in 

the training would help to expand constructs and allow for a change in perceptions and overall 

attitude.  Training effects may also be seen through behavioral changes in pre-service teachers in 

the classroom. 

 

Research Question 

 

 The primary research question is: 

Can pre-service teacher attitudes and perceptions toward students with EBD be 

altered or changed through participation in an inservice utilizing art therapy as a 

teaching modality? 
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Supporting Questions 

 

1. What are the current attitudes and perceptions of pre-service teachers toward students 

with emotional behavioral disabilities? 

2. How do these attitudes and perceptions change after participating in an inservice 

utilizing art therapy as a teaching modality focused on altering perceptions of 

students with EBD? 

 

Hypothesis 

 

The null hypothesis is: An inservice utilizing art therapy as a teaching modality will have 

no effect on participants’ attitudes and perceptions toward students with emotional behavioral 

disabilities.   

 

Justification of the Study 

 

The 23
rd

 Annual Report to Congress on the Implementation of the Individuals with 

Disabilities Education Act (United States Department of Education, 2001) stated that although 

there has been progress in educating children with disabilities, room for improvement exists.  

Under the current system, a child must fail to receive services rather than using services as a 

proactive prevention and intervention system.  Such improvements include, but are not limited 

to, supporting high quality professional development for personnel working with such children to 

provide them the needed training for allowing children to be educated in the least restrictive 

environment (LRE).  The 24
th

 Annual Report to Congress found that while 59% of special 

education teachers had a master’s degree, only 49% of regular education teachers had completed 

a master’s degree (United States Department of Education, 2002).   

Unfortunately, most regular education teachers do not feel adequately prepared to service 

children with disabilities.  For example, the President’s Commission on Excellence in Special 

Education found that, “In 1998, only 21 percent of public school teachers said they felt very well 

prepared to address the needs of students with disabilities, and another 41 percent said they felt 

moderately well prepared” (2002, p. 3).  Therefore, teacher training is imperative.  However, 
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there is little evidence of when, how and how much teacher training is needed for these 

professionals to be feel prepared and possess the skills necessary for the task. 

Training can occur in a variety of settings and in a variety of methods.  One of the most 

obvious is in the classroom, whether by enrollment in a teacher preparation program or via 

continuing education courses.  Conferences and seminars provide a wealth of training in 

workshops, paper presentations and panel discussions.  Other training involves inservice models 

where educators participate in programs designed on specific topics. 

Several researchers have explored the attitudes of teachers and pre-service teachers 

toward students with disabilities (Avramidis, Bayliss, & Burden, 2000; Cook, 2002; Cook, 

Tankersley, Cook, & Landrum, 2000; Kirk, 1998; Rademacher, Wilhelm, Hilderth, Bridges, & 

Cowart, 1998; Shade & Stewart, 2001).  Overall, studies indicated that the attitude of teachers 

and pre-service teachers toward students with disabilities is favorable (Heflin & Bullock, 1999; 

Leyser & Tappendorf, 2001; McLeskey, Waldron, So, Swanson, & Loveland, 2001; O'Shea, 

O'Shea, & Stoddard, 2000).  Nonetheless, most teachers do not feel prepared to include students 

with disabilities in the general education classroom.   

Survey research has been used to gather attitudinal data about experienced teachers, pre-

service teachers, professionals, and parents relating to students with disabilities (Antonak & 

Larrivee, 1995; Beattie, Anderson, & Antonak, 1997; Cook, 2002; Gettinger, Callan Stoiber, 

Goetz, & Caspe, 1999; Kirk, 1998; McLeskey et al., 2001; O'Shea et al., 2000; Rademacher et 

al., 1998; Shade & Stewart, 2001).  Other researchers explored the effect of university courses on 

pre-service teachers attitudes (Beattie et al., 1997; Cook, 2002; Kirk, 1998; Rademacher et al., 

1998; Shade & Stewart, 2001).  An in-depth analysis of this research literature can be found in 

chapter 2.  But it is important to note that many factors appear to affect attitude including level of 

education, exposure to individuals with disabilities, level of training, personal characteristics, 

and the type of disabling condition. 

When intervening with students who have EBD, Congress recognized that challenging 

behavior is best approached proactively through the use of functional behavioral assessments, 

and positive behavior strategies, interventions and supports (President's Commission on 

Excellence in Special Education, 2002).  In order for educators to implement these interventions, 

they must possess a desire to work with students who have EBD.  This study explored the direct 

relationship between teacher attitudes and perceptions toward students with EBD and a training 
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program designed specifically for educating teachers about EBD utilizing art therapy as a 

teaching modality.  

 

Personal Construct Psychology 

 

 Eliciting attitudes and perceptions can be a very difficult task and although there are 

many measures available, most tend to focus on one aspect of an attitude or perception.  Personal 

construct psychology approaches identifying individual’s constructs.  Constructs are seen as a 

way in which two things are alike and thereby different from a third’, or a ‘bipolar 

discrimination” (Franstella, 2003, p. 35).  It is what something is, in relation to what it is not.  

Constructs allow for an assessment of how and why someone thinks and feels about an object 

rather than just what they feel about it. 

George Kelly first discussed Personal Construct Psychology (PCP) in 1955 in an attempt 

to address how individuals interact with and react to the world around them (Franstella, 2003).  

His belief was that other theories of personality attempted to address how individuals process 

information, adapt to changes within their environment, reduce drives, or obtain wish fulfillment 

(Bannister & Franstella, 1986).    “Kelly stresses that a person is in business to understand their 

own nature and the nature of the world and to test that understanding in terms of how it guides 

them and enables them to see into the immediate and long term future” (p. 8).  The individual 

was viewed as a scientist who had a theory on how the world functioned and who had 

expectations or hypotheses of the world.  Daily life was seen as a continuous experiment where 

theories were tested and revised based on their predictive value. 

It is often difficult to elicit constructs through verbalizations alone.  Kelly believed that 

much of an individual’s construing took place at a level outside of consciousness (Franstella & 

Neimeyer, 2003).  Working on a continuum, preverbal construing was at the lowest level and 

conscious construing at the highest.  “These preverbal constructs can account for much of our 

seemingly irrational reactions to events” (p. 29).  As individuals age, verbal labels are attached to 

the preverbal constructs as they are brought into consciousness.  Constructs also function along a 

hierarchical structure.  Core constructs are central to an individual’s identity and are less 

amenable to change while peripheral constructs are less rigid and are more likely to be altered as 

information is assimilated.   
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Words can be used to express constructs, but they can also be used to hide what is really 

felt (Denicolo, 2003).  The emotions can also block verbal discourse of constructs.  In an effort 

to bypass the use of words to hide what is truly felt, drawings can serve as an agent of 

communication between non- or preverbal to the verbal.  “Feelings, as every art therapist knows, 

are more accurately portrayed in drawings” (p. 128).  Use of drawing to elicit constructs has been 

used in past research and is discussed later in chapter 2. 

The use of PCP in this study was utilized to elicit perceptions from pre-service teachers 

relating to students with EBD.  To accomplish this, drawings were incorporated to facilitate the 

process.  The pre-service teachers completed a Teacher’s Personal Construct Repertory Grid as a 

pre and post test measure to assess how they think and feel about students with EBD.  Based on 

the theory’s differentiation between core and peripheral constructs, the training focused on 

accessing and altering peripheral constructs with the hope that over time the core constructs 

would be affected.   

The Teacher’s Personal Construct Repertory Grid pretest was used to assess the current 

attitudes and perceptions of pre-service educators. Pre-service teachers then participated in an 

inservice utilizing art therapy as a teaching modality developed to increase an understanding of 

EBD and allow participants a chance to discourse about their experiences and concerns.  

Following the training, use of the Teacher’s Personal Construct Repertory Grid again allowed the 

researcher to assess if the pre-service educators have expanded their perceptions (peripheral 

constructs) and assimilated the new information into their core constructs thus leading to a 

change in how they view students with EBD.  Long-term effects may be apparent in behavioral 

change of the participants in the classroom. 

 

Art Therapy 

 

 Two schools of thought exist within the field of art therapy, art as therapy and art as 

psychotherapy.  The first focuses on the process of creating art.  Frances Cane, a pioneer in this 

school, felt that the making of the art was the therapy (Rubin, 1984).  Through the cathartic 

process of creating an art object, an individual was able to work through the underlying issue and 

resolve it independent of the therapist.  Her belief was that the therapist's role was to provide the 

client the environment to make the art object rather than process the completed object.   
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 Margaret Naumberg took the position of art as psychotherapy (Rubin, 1984).  She 

believed that the art making allowed an individual to access the unconscious and therefore bring 

it to a conscious level.  Once the image was complete, the therapist's job was to use the art as a 

means of processing the issue.  Through exploration of the art object and the associations the 

client had toward the art object, the therapist could help the client make conscious the underlying 

unconscious cause for their current problem.   

When not in a therapeutic setting, the use of drawings for facilitation of discussions can 

elicit from participants underlying attitudes and perceptions they may mot otherwise express.  

The ensuing discussions, based upon the premises of PCP, have the capacity to create new 

experiences and lead to the development new constructs.    

 

Definition of Terms 

 

 For this study the following terms were used.   

Anxiety: The awareness that the events with which one is confronted lie mostly outside the 

range of convenience of one’s construct system (Bannister & Franstella, 1986; Franstella, 

2003, p. 457). 

Art therapy: A human service profession that encompasses the therapeutic use of art making, 

within a professional relationship, by people who experience illness, trauma, or 

challenges in living, and by people who seek personal development.  Through creating art 

and reflecting on the art products and processes, people can increase awareness of self 

and others, cope with symptoms, stress, and traumatic experiences; enhance cognitive 

abilities; and enjoy the life-affirming pleasures of making art (American Art Therapy 

Association, 2002). 

Attitude: An attitude is a mental and neutral state of readiness, organized through experience, 

exerting a directive or dynamic influence upon an individual’s response to all objects and 

situations with which it is related (Allport, 1935, p. 810). 

Challenging behavior: Behavior that prevents the teacher from teaching or the student from 

learning or functioning in the classroom environment. 
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Choice corollary: A person chooses for himself that alternative in a dichotomized construct 

through which he anticipates the greater possibility for the elaboration of his system 

(Franstella, 2003, p. 455). 

Commonality corollary: To the extent that one person employs a construction of experience 

which is similar to that employed by another, his processes are psychologically similar to 

those of the other person (Franstella, 2003, p. 455). 

Comprehensive constructs: Constructs that subsume a wide variety of events (Franstella, 2003, 

p. 457). 

Constriction: Constriction occurs when a person narrows his or her perceptual field in order to 

minimize apparent incompatibilities (Franstella, 2003, p. 457). 

Construct: A way in which two things are alike and thereby different from a third’, or a 

construct as a ‘bipolar discrimination’ (Franstella, 2003, p. 35; Franstella & Neimeyer, 

2003, p. 35).   

Construction corollary: A person anticipates events by construing their replications (Franstella, 

2003, p. 455). 

Context: The context of a construct comprises those elements among which the user ordinarily 

discriminates by means of the construct.  It is somewhat more restricted than the range of 

convenience, since it refers to the circumstances in which the construct emerges for 

particular use, and not necessarily to all the circumstances in which a person might 

eventually use the construct.  It is somewhat more extensive then the focus of 

convenience, since the construct may often appear in circumstances where its application 

is not optimal (Franstella, 2003, p. 456).   

Contrast: The relationship between the two poles of a construct is one of contrast (Franstella, 

2003, p. 456). 

Contrast end: When referring specifically to elements at one pole of a construct, one may use 

the term ‘contrast end’ to designate that opposite pole (Franstella, 2003, p. 456).  

Core construct: Constructs that govern a person’s governing process (Franstella, 2003, p. 457). 

C-P-C cycle: A sequence of construction involving, in succession, circumspection, pre-emption, 

and control, and leading to a choice precipitating the person into a particular situation 

(Franstella, 2003, p. 457). 
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Creativity cycle: A cycle which starts with loosened construction and terminates with tightened 

and validated construction (Franstella, 2003, p. 457). 

Dichotomy corollary: A person’s construction system is composed of a finite number of 

dichotomous constructs (Franstella, 2003, p. 455). 

Dilation: When a person broadens his or her perceptual field in order to reorganize it on a more 

comprehensive level.  It does not, in itself, include a comprehensive reconstruction of 

those elements (Franstella, 2003, p. 457). 

Elements: The things or events which are abstracted by a person’s use of a construct are called 

elements.  In some systems these are called objects (Franstella, 2003, p. 456). 

Emergence: The emergent pole of a construct is that one which embraces most of the 

immediately perceived construct (Franstella, 2003, p. 456). 

Emotional behavioral disability (EBD): Children with a serious emotional disturbance are 

persons from birth to 18 who currently, or at any time during the past year, have had a 

diagnosable mental, behavioral, or emotional disorder of sufficient duration to meet the 

diagnostic criteria specified within the [Diagnostic and Statistical Manual IV-TR], that 

resulted in functional impairment which substantially interferes with or limits the child’s 

role or functioning in family, school, or community activities (Anderson, 2000). 

Experience corollary: A person’s construction system varies as he successfully constructs the 

replication of events (Franstella, 2003, p. 455). 

Fear: The awareness of an immanent incidental change in one’s core structures (Franstella, 

2003, p. 457).  

Focus of convenience: A construct’s focus of convenience comprises those particular things to 

which the user would find its application maximally useful.  These are elements upon 

which the construct is likely to have been formed originally (Franstella, 2003, p. 455). 

Fragmentation corollary: A person may successfully employ a variety of construction 

subsystems which are inferentially incompatible with each other (Franstella, 2003, p. 

455). 

Fundamental postulate: A persons’ processes are psychologically channelized by the ways in 

which he anticipates events (Franstella, 2003, p. 455) 

General education classroom: Regular education classroom 
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Guilt: The awareness of dislodgement of the self from one’s core role structure (Franstella, 

2003, p. 457). 

Hostility: The continued effort to extort validational evidence in favor of a type of social 

prediction which has already been recognized as a failure (Franstella, 2003, p. 457). 

Implicitness: The implicit pole of a construct is that one which embraces contrasting context.  It 

contrasts with the emergent pole.  Frequently, the person has no available symbol or 

name for it; it is symbolized only implicitly by the emergent term (Franstella, 2003, p. 

456). 

Impulsivity: A characteristic foreshortening of the C-P-C cycle (Franstella, 2003, p. 457).  

Incidental constructs: Constructs that subsume a narrow variety of events (Franstella, 2003, p. 

457). 

Inclusion: The placement of students with disabilities in general education classrooms  

Individuality corollary: Persons differ from each other in their construing of events (Franstella, 

2003, p. 455). 

Least restrictive environment (LRE): Educational setting that provides for students with 

disabilities with the least restrictions in comparison to same age peers in a general 

education classroom (Office of Special Education and Rehabilitative Services, 1997).  

Level of cognitive awareness: The level of cognitive awareness ranges from high to low.  A 

high-level construct is one which is readily expressed in socially effective symbols; 

whose alternatives are both readily accessible; which falls well within the range of 

convenience of the client’s major constructions; and which is not suspended by its 

superordinating constructs (Franstella, 2003, p. 456). 

Level of training: Participation in inservices, conferences, and continuing education related to 

students with emotional behavioral disabilities. 

Likeness end: When referring specifically to elements at one pole of a construct, one may use 

the term ‘likeness end’ to designate that pole (Franstella, 2003, p. 456).  

Loose constructs: Constructs that lead to varying predictions, but retain their identity 

(Franstella, 2003, p. 457). 

Mainstreaming: Placement of students with disabilities in a general education classroom for 

some part of the academic day (Office of Special Education and Rehabilitative Services, 

1997). 
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Modification: Altering what a student is expected to accomplish, the end result (Office of 

Special Education and Rehabilitative Services, 1997). 

Modulation corollary: The variation in a person’s construction system is limited by the 

permeability of the constructs within whose range of convenience the variants lie 

(Franstella, 2003, p. 455). 

Organization corollary: Each person characteristically evolves, for his convenience in 

anticipating events, a construction system embracing ordinal relationships between 

constructs (Franstella, 2003, p. 455). 

Peripheral constructs: Constructs that can be altered without serious modification to the core 

structure (Franstella, 2003, p. 457). 

Permeability: A construct is permeable if it admits newly perceived elements to its context.  It is 

permeable if it rejects elements on the basis of their newness (Franstella, 2003, p. 456). 

Pole: Each construct discriminates between two poles, one at each of its dichotomy.  The 

abstracted are like each other at each pole with respects to the construct and are unlike the 

elements at the other pole (Franstella, 2003, p. 456). 

Pre-service teacher: Individual who is training to be a teacher. 

Preverbal construct: A preverbal construct is one which continues to be used, even though it 

has no consistent word symbol.  It may or may not have been devised before the client 

had command of speech symbolism (Franstella, 2003, p. 456). 

Range corollary: A construct is convenient for the application of a finite range of events only 

(Franstella, 2003, p. 455). 

Range of convenience: A construct’s range of convenience comprises all those things to which 

the user would find its application useful (Franstella, 2003, p. 455). 

Regnant constructs: These are kinds of superordinate constructs, which assign each of their 

elements to a category on an all-or-none basis, as in classical logic.  They tend to be non-

abstractive (Franstella, 2003, p. 457). 

Self-contained classroom: Classroom where students with disabilities are educated without 

mainstreaming or inclusion into regular education classrooms. 

Sociality corollary: To the extent that one person construes the construction processes of 

another, he may play a role in a social process involving the other person (Franstella, 

2003, p. 455). 
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Special education classroom: Classroom where students with disabilities are educated, which 

may involve resourcing and mainstreaming. 

Submergence: The submerged pole of a construct is the one which is less available for 

application to events (Franstella, 2003, p. 456). 

Subordinate constructs: Constructs that are included as elements of in the context of others 

(Franstella, 2003, p. 457). 

Superordinate constructs: Constructs that include others as one or more of the elements in their 

context (Franstella, 2003, p. 457). 

Suspension: A suspended element is one which is omitted from the context of a construct as a 

result of revision of the client’s construct system (Franstella, 2003, p. 456). 

Symbol: An element in the context of a construct which represents not only itself but also the 

construct by which it is abstracted by the user is called the construct’s symbol (Franstella, 

2003, p. 456). 

Teacher: Educator in the classroom. 

Tight constructs: Constructs that lead to unvarying predictions (Franstella, 2003, p. 457). 

Threat: An awareness of an immanent comprehensive change in one’s core structures 

(Franstella, 2003, p. 457). 

 

Brief Overview of the Study 

 

Due to the increase of students with EBD in regular education classrooms, it is important 

to understand how teachers perceive these students.  This study is designed to assess current 

attitudes and perceptions of pre-service teachers toward students with EBD.  Based on research 

findings presented in the following chapter, while overall teacher attitudes are favorable toward 

inclusion, teacher attitudes are not favorable toward including students with EBD in the 

elementary education classroom.   

The pretest assessment of participants’ attitudes and perceptions consisted of a 

demographic questionnaire, ten element drawings, the Interaction with Disabled Persons Scale 

(IDP) and a Teacher’s Personal Construct Repertory Grid.  This occurred three weeks before the 

inservice.  The IDP scale taps dimensions that underlie non-accepting or negative attitudes and 

assesses prevalent attitudes that generalize across disability types (Gething, 1994) while the 
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Teacher’s Personal Construct Repertory Grid was developed to assess an individual’s personal 

constructs relating to students with EBD.  Pre-service teachers then participated in an inservice 

utilizing art therapy as a teaching modality that addressed the nature of EBD and how the 

participants could address the behaviors in their classrooms.  Immediately following the 

inservice, participants were asked to complete the IDP to assess immediate changes to their 

general attitudes.  A follow-up IDP and Teacher’s Personal Construct Repertory Grid were 

administered three weeks following the inservice along with a final questionnaire.  All measures 

are discussed later in chapter 3.   

 

Conclusion 

 

 Students with EBD require well-trained teachers who are able to meet their needs.  Most 

teachers today are not adequately prepared to meet these needs in regular education classrooms.  

There is a lack of understanding on how attitudes and perceptions are affected by inservice 

training directly relating to students with EBD.  Based on the theories of PCP and attitude 

development and change, the purpose of this study is to first assess teacher attitudes and 

perceptions toward students with EBD and second to determine the effect if an inservice utilizing 

art therapy as a teaching strategy on those attitudes and perceptions.  The following chapter 

presents the literature that formed the foundation for the present research.  
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CHAPTER TWO 

 

REVIEW OF THE LITERATURE 

 

Students with disabilities are included more frequently in the regular education classroom 

than ever before due to the Individuals with Disabilities Education Act (IDEA).  However, 

educators have not been trained and therefore do not feel prepared to meet these students’ needs 

(President's Commission on Excellence in Special Education, 2002).  Since the introduction of 

legislation that mandated inclusion in the least restrictive environment for students with 

disabilities, several researchers have explored how teachers are responding.  Some have focused 

on assessing attitudes (Avramidis et al., 2000; Cook, 2002; Cook et al., 2000; Kirk, 1998; 

Rademacher et al., 1998; Shade & Stewart, 2001) while others have explored the effects of 

various training on those attitudes (Beattie et al., 1997; Cook, 2002; Kirk, 1998; Rademacher et 

al., 1998; Shade & Stewart, 2001).   

The purpose of this study is twofold.  First, the current research is an attempt to assess 

what attitudes and perceptions general elementary education teachers hold toward students with 

emotional behavioral disabilities (EBD) using the Interactions with Disabled Persons scale (IDP) 

and a technique from personal construct psychology (PCP), the repertory grid.  The second 

purpose is to determine the effects of an inservice utilizing art therapy as a teaching modality on 

those attitudes.  To accomplish this, an understanding of the theories of PCP and attitude 

formation and change are necessary as well as a review of the current literature on the 

assessment of teacher attitudes and what has been done in an effort to alter these attitudes.   

Additionally, a review on past uses of PCP with art therapy is needed. 

 

THEORETICAL BACKGROUND 

 

 This section presents a review of the main theories of PCP and attitude formation and 

change.  Although they are two distinct theories in their own right, there are many similarities.  

Following a review of the theories, an attempt to bridge the main premises of each are presented 

as well as how art therapy can be used with PCP.  This section concludes with a summary on 

how each theory relates to the study.   
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Personal Construct Psychology 

 

 George Kelly first discussed PCP in 1955 in an attempt to address how individuals 

interact with and react to the world around them (Franstella, 2003).  He attempted to understand 

the complicated process of individual meaning giving (Warren, 1998).  Kelly believed that other 

theories of personality had only attempted to address how individuals process information, adapt 

to changes within their environment, reduce drives, or obtain wish fulfillment whereas his theory 

addressed the whole person (Bannister & Franstella, 1986).  PCP was not introduced as a 

contradiction to other psychologies, but as an alternative to them.  It was a system that accounted 

for all aspects of the individual rather than just one.  Kelly provided a venue for the rethinking of 

what psychology was about and how it was applied.   

A construct is essentially a discrimination in which two things are alike and thereby 

different from a third, a bipolar discrimination (Franstella, 2003).  It is a way of defining 

something by also identifying what it is not.  For example, by saying something is good it alsy 

means that it is not evil.   

PCP is an attempt to understand the way individuals experience the world and construct 

the purpose and meaning of their behaviors. Meaning is derived by the manner in which the 

individual construes events, therefore developing constructs.  Perceptions are open to alteration 

through the experiencing and construing of events in a different manner (Kelly, 2003).  Kelly 

saw the individual as one who tested interpretations or constructions for their adequacy in 

predicting the world that they, the individual, were gradually coming to know. Individuals create 

for themselves the only meaning experiences will have in their lifetime (Warren, 1998).   

Therefore an individual creates for him or herself an individual reality.  Assumptions are 

made about what reality is and they are tested to determine out how useful or useless they are 

(Bannister & Franstella, 1986).  In order to understand why an individual acts as they do, the 

process of meaning making must be understood (Warren, 1998).   

With his philosophical foundations identified, Kelly sought to name his theory.  In 

choosing the name PCP, Kelly was very meticulous (Franstella & Neimeyer, 2003).  He chose 

words based on their implied meaning and how those meanings related to his overall theory, 

including the fundamental postulate and the eleven corollaries.  The name personal construct 
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psychology was meant to encompass the whole individual and how that individual functioned 

within their unique world.    

Kelly used the word personal in a very particular sense (Bannister, 2003).  He believed 

that each individual constructed his or her own personal reality, unique to only that individual.  

This occurred not only because individuals had different experiences, but because each 

individual interpreted those events differently.  No two individuals can be viewed as constructing 

a carbon copy of another’s experiences although constructs can be similar. 

 The definition of construct was not as clearly defined (Bannister, 2003).  He “…was 

irritatingly generous about his definition and at different times defined a construct as a ‘way of 

avoiding the obvious’ or ‘a way in which two things are alike and thereby different from a third’, 

or a construct as a ‘bipolar discrimination’” (p. 35).  Throughout the literature subsequently 

written on PCP since Kelly’s debut in 1955, a construct has primarily been referred to as the 

discrimination between what something is, therefore simultaneously discriminating what it is 

not. 

 Psychology in Kelly’s time was a science that sought to explain why individuals behaved 

as they did.  As mentioned earlier, Kelly felt that the dominant psychologies of his time only 

addressed aspects of the person rather than the person as a whole.  He felt it was not possible to 

clearly separate out and address independently the psychological functions of an individual.  His 

theory addressed psychology as pertaining to the process of meaning making and how those 

processes led to behaviors.   

 Kelly referred to PCP as an integrated system.  Constructs were not random in their 

construction; rather they were placed in an ordered system within each individual.  The manner 

in which constructs were organized created a system unique to that individual.  Within that 

system, constructs functioned with more or less significance, hierarchically, based upon their 

position.  Core constructs were those that are central to identity while those that were less 

important, and therefore more readily changed, were referred to as peripheral constructs 

(Bannister, 2003).   

 Kelly devised a fundamental postulate and eleven supporting corollaries that address how 

individuals strive for personal meaning (Bannister & Franstella, 1986).  They address, in-depth, 

personal and interpersonal life as well as diverse aspects of the use, organization, and 
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modification of constructs (Bannister & Mair, 1968).  Table 1 lists the fundamental postulate and 

all eleven corollaries.  Those most relevant to this study are discussed in more depth below. 

Fundamental Postulate 

The fundamental postulate of PCP states that “A person’s processes are psychologically 

channelized by the ways in which he anticipates events” (Kelly, 2003, p. 9).  It emphasizes that 

the individual does not just react in terms of past experience but rather evaluates events or 

situations in terms of predictions about the future (Bannister & Franstella, 1986; Warren, 1998).  

A person’s personality is a direct reflection of how well the world is understood and how the 

processes are used to make sense of events.  Anticipation is seen as a joining of prediction and 

ability to “…reach out and beat the world to the punch” (Bannister & Franstella, 1986, p. 8).   

Individuals function within the world based upon their individual interpretation of it.  

 The model Kelly used as a foundation to his theory was one that put the individual in the 

role of a scientist (Bannister & Franstella, 1986; Bannister & Mair, 1968; Franstella, 2003; 

Warren, 1998) .  Beliefs were formed on the basis of trial and error.   Using prior experiences as 

a reference point, the individual developed ideas or theories about the world that included 

expectations on what should occur.  These theories and expectations were tested continuously 

and refined based on the accuracy of their predictions.   

 

 

 

 

Table 2.1. Personal Construct Psychology Fundamental Postulate and Corollaries taken from 

Franstella (2003).   

 

 

Personal Construct Psychology 

 

Fundamental Postulate A person’s processes are psychologically channelized by the ways 

in which he anticipates events. 

Construction Corollary A person anticipates events by constructing their replications. 

 

Individuality Corollary Persons differ from each other in their construction of events. 

 

Organization Corollary Each person characteristically evolves, for his convenience in 

anticipating events, a construction system embracing ordinal 

relationships between constructs. 

Dichotomy Corollary A person’s construction system is composed of a finite number of 

dichotomous constructs. 
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Table 2.1 continued 

Choice Corollary A person chooses for himself that alternative in a dichotomized 

construct through which he anticipates the greater possibility for 

the elaboration of his system. 

Range Corollary A construct is convenient for the application of a finite range of 

events only. 

Experience Corollary A person’s construction system varies as he successfully constructs 

the replication of events. 

Modulation Corollary The variation in a person’s construction system is limited by the 

permeability of the constructs within whose range of convenience 

the variants lie. 

Fragmentation Corollary A person may successfully employ a variety of construction 

subsystems which are inferentially incompatible with each other. 

Commonality Corollary To the extent that one person employs a construction of experience 

which is similar to that employed by another, his processes are 

psychologically similar to those of the other person. 

Sociality Corollary To the extent that one person construes the construction processes 

of another, he may play a role in a social process involving the 

other person. 

 

 

 

 

Individuality Corollary 

“Persons differ from each other in their construction of events” (Kelly, 2003, p. 9).  

Having already stated that construction is a personal process; it is then implausible that two 

individuals would develop identical construct systems.  Individuals are likely to place rather 

different interpretations on the same events and to set up rather different constructions (Bannister 

& Mair, 1968) .  Every individual looks through a set of glasses that filter events through the 

construct system, unique only to that individual.  Although this corollary does state that no two 

individuals construe the same event identically, it does not contest that two individuals can 

construe the same or different events in a similar manner. 

Organization Corollary 

“Each person characteristically evolves, for his convenience in anticipating events, a 

construction system embracing ordinal relationships between constructs” (Kelly, 2003, p.9). 

Constructs are organized individually as a personal road map that allows an individual to 

navigate life.  In this system, some constructs are more important than others (Bannister & Mair, 

1968).  There exists a hierarchical structure where some constructs are more important, thus less 
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able to change or alter, than others.   Core constructs are those that are central to a person’s 

governing process and more resistant to change while peripheral constructs can be altered 

without serious modification to the core structure (Franstella, 2003). 

It is this system, through its interrelated organization, that allows for useful and 

consistent predictions.  Changes in the core constructs force an individual to alter not only the 

overall organization of constructs but also the predictability of previous held constructs.  

Modifications to peripheral constructs, however, are easier to assimilate into existing structures.  

Thus, the system is greater than the sum of its parts and is constantly changing in response to the 

events encountered in daily life. 

Experience Corollary 

“A person’s construction system varies as he successfully constructs the replication of 

events” (Kelly, 2003, p. 12).  This replication occurs as the individual encounters new 

experiences in life and is able to predict outcomes based upon their similarity or dissimilarity to 

past events.  Experience occurs in a cyclical manner involving five phases: anticipation, 

investment, encounter, confirmation or disconfirmation, and constructive revision (Kelly, 2003).    

As an individual encounters new events, the cycle begins with the anticipation of what 

will occur. The amount of investment determines how much the encounter will impact ones’ 

personal constructs.  Thus the confirmation or disconfirmation will lead to the revision of 

constructs based upon how much the actual outcome coincided with the predicted outcome.  It 

was assumed by Kelly that all experiences were a learning process, whether or not the individual 

choose to revise their constructs based upon their experiences.   

Since Kelly believed that learning took place all the time, he decided it was not necessary 

to address it as a separate entity (Bannister & Mair, 1968).  However, he discussed that the rate 

of experiences directly affected learning and the development of construction systems.  Bannister 

and Franstella (1986) asserted that this argument made Kelly’s psychology essentially a dynamic 

theory. 

Modulation Corollary 

“The variation in a person’s construction system is limited by the permeability of the 

constructs within whose range of convenience the variants lie” (Kelly, 2003, p. 12).  Kelly 

asserted that while the experience corollary suggests that constructs can be revised in response to 

events, there are limitations.  If the individual’s construct system does not allow for the 
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recognition of new events, then the cycle of experience cannot be completed.  Likewise, a 

construct system must also be open to the inclusion of new constructs, once they are recognized.   

 Kelly discussed permeable and impermeable constructs to account for the limitations of 

change occurring within any person’s construct system (Bannister & Mair, 1968).  Permeability 

allows for the inclusion of new events, while impermeability prevents the subsumption of new 

elements or events within a construct’s range of convenience.  Permeable constructs can be used 

to make sense of new events or situations (Bannister & Franstella, 1986).   

However, if constructs tend to be more impermeable in nature, then an individual may 

take great effort to avoid new situations or impose a construct system onto the event that does 

not fit.  “Both permeable and impermeable constructs are useful in given contexts, but the 

corollary stresses that one of the dangers of being too precise is that it nails us to a particular 

precision” (Bannister & Franstella, 1986, p. 16).  Modulation thus allows an individual to find a 

balance within their system of permeability and impermeability.   

Commonality Corollary  

“To the extent that one person employs a construction of experience which is similar to 

that employed by another, his processes are psychologically similar to those of the other person” 

(Kelly, 2003, p. 13).  Kelly’s theory asserted that individuals who have had different experiences 

could develop similar constructs.  As a result, individuals can be similar because they construe in 

similar ways.   

On the other hand, Bannister and Franstella (1986) point out that individuals in the same 

situation may behave in a similar manner, but may attach very different meaning to their own 

behavior and the events they are construing.  This was also discussed in the individuality 

corollary.    

Sociality Corollary 

“To the extent that one person construes the construction processes of another, he may 

play a role in a social process involving the other person” (Kelly, 2003, p 15).  In his final 

corollary, Kelly moved beyond the individual and comparisons of individual constructions of 

events to an elaboration of his fundamental postulate that concerns interpersonal interaction and 

understanding (Bannister & Mair, 1968).  The importance of this corollary is in the assertion that 

interpersonal interaction is the process of each person’s understanding of the other (Bannister & 

Franstella, 1986).   
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In essence, in any given interaction, each individual is attempting to understand the 

construction process of the other, consciously or unconsciously.  When unable or unwilling to 

understand the construction process of another individual, then interaction becomes merely going 

through the motions without the ability to relate to the other individual.  In a world where it is 

necessary to interact with individuals in order to get basic needs met, the ability to relate to 

others is imperative to survival. 

Personal Construct Psychology and Education 

Children and personal constructs.  Children develop constructs in the same manner as 

adults, albeit their constructs may not be as sophisticated.   Research has indicated that children 

are capable of developing and using bipolar constructs in-utero in their last six weeks and that 

infants are able to distinguish between shapes and noises with only brief exposure (Mancuso, 

2003).  Infants test their constructs through experience and are able to develop more refined 

constructs with increasing age.   

Children’s constructs are validated by the manner in which others perceive them and 

provide feedback.  An invalid construct may elicit a reprimand while a correct construct may 

elicit praise (Mancuso, 2003).  Children who fail to develop socially acceptable constructs, can 

elicit the label of disordered from care providers such as parents, teachers, or other adults in the 

child’s life.  These adults are using their constructs, such as disordered/normal or difficult/easy, 

to define the child and their unacceptable behaviors.  The resulting problem is then addressed by 

measures that allow the child to function within the acceptable construct, such as self-contained 

classrooms or other more restrictive environments.  It may also force a reconstruction of that 

child’s sense of self as bad or disordered. 

Teachers, students and personal constructs.  Personal constructs affect every aspect of 

existence.  The classroom is no exception.  Although teachers are in the classroom to teach and 

students to learn, how each is perceived by the other varies depending on what each brings into 

the relationship.  Teachers develop constructs for each child often before the child ever arrives at 

school.  These constructs can come from word of mouth and past experiences with other family 

members.  Once the academic term begins, teachers can alter or modify their constructs based on 

the students’ performance and behaviors.  Likewise, students can alter their constructs of 

teachers as the year progresses.   
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Identified problem behaviors may be interpreted as challenges to teachers’ constructs 

(Ravenette, 2003).  They may also be seen as a child’s attempt to find a solution to a problem 

that exists within the classroom.  The teacher has a set expectation and the child who cannot 

work within that mold may be perceived as bad.  Behaviors that cause a compliant from the 

teacher to his or her peers can be interpreted as challenging the peripheral constructs while those 

that result in a referral can be interpreted as a challenge to the teacher’s core constructs.  

Different teachers who hold different constructs, however, may interpret the same behavior as 

non-problematic.   

When a child is referred for a behavior, a double-sided problem exists - one from the 

teacher’s perspective and one from the child’s (Ravenette, 2003).  Identifying the underlying 

problem for the child helps to understand the reason for the behavior.  Providing the teacher with 

this information can lead to an expansion of constructs and the validation of the teacher’s sense 

of self.  The teacher may then be able to re-construe the events and see them in a different light.  

This may allow for the expansion of earlier constructs and enhance student/teacher interactions 

in the future. 

 Teacher education and personal constructs. The link between PCP and education as an 

institution can be found in Kelly’s belief that education is a life-long process that involves how 

people make sense of the world through personal meaning making (Pope, 2003). This opinion 

has been seen throughout the field of education since the 1980’s. Educators began to realize that 

for learning to be meaningful and retained, the information must be personally significant to the 

learner.  Kelly felt for an individual to be a proficient and effective teacher, they needed to be 

able to look through the eyes of the learner.   

The sociality corollary states that to the extent that one person construes the construction 

processes of another, he or she may play a role in a social process involving the other person 

(Kelly, 2003). Teaching is no exception.  In order to have an effective encounter between a 

student and teacher, both need some awareness of the other’s construct system (Pope, 2003). In 

education, Kelly believed there should be a supporting climate that encourages discussion on 

students’ construing.  Unless students were able to articulate their constructs, teachers could not 

respond to their learning needs.  This placed the teacher in the role of scientist, questioning and 

testing students’ constructs as well as their own.  “The focus of learning as personal construing is 

on making meaning.  It is not just on what the students are supposed to learn (topics, items and 
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so forth) but on how they learn it and how they make sense of the information in a personal way” 

(Fromm, 2003, p. 321).  Internalization of learning into the personal construct systems of 

students only occurs when there is engagement and questioning. 

Teaching appears, in a Kellyian perspective, as the struggle to exchange 

understandings, to enlarge mutual comprehension between persons who have widely 

different world views.  Children enter into a classroom bringing with them the world in 

which they live outside the classroom.  Information must be relevant to entice learning, 

fitting into their already existing constructs of what is important (Salmon, 2003, p. 

312). 

Therefore, if a child views survival as most important, then learning ABC’s will not 

rank highly on their priorities.  When a child is unsure where their next meal will come from, 

or if there will be electricity when they get home, academics may not feel critical and learning 

may present as problematic.  If the teacher is not aware of these alternate priorities, the 

resistance to learning can be interpreted as opposition or defiance.    

 Teachers, PCP and professional development.  Professional development or inservice 

training can elicit negative attitudes from teachers due to the implication that the need for 

training may imply incompetence (Pope, 2003).  These negative attitudes can impede the ability 

for teachers to acquire knowledge in the trainings by increasing resistance to new ideas.  These 

new ideas can threaten existing core constructs and lead to the need for revision. 

However, the negativity can be used constructively to encourage dialogue and increase 

personal investment and the elicitation of meaningful interaction.  Change occurs when teachers 

can see the benefit of changing their constructs as challenges that lead to an empowerment of 

both the teacher and learner.  The facilitator must be aware of the potential threat placed on 

individuals’ core constructs and provide support during periods of deconstruction and 

reconstruction when an individual wishes to attempt changes (Pope, 2003).    

Art Therapy and Personal Construct Psychology 

Carnes (1979) sought to merge the cognitive nature of PCP and the creative nature of art 

therapy.  As already mentioned, constructs are formed from personal interpretations of events 

and are altered based upon future events and experiences.  Constructs then serve to help 

individuals represent their unique realties.  Carnes asserted that therapy, in a Kellyian 
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framework, was a means for individuals to test the fit of their construct system in the real world 

and explore how that system could be expanded and altered. 

Kelly addressed in his theory a belief that constructs exist that cannot be discussed 

verbally (Franstella, 2003; Warren, 1998).  Although Kelly did not address constructs as being 

visually represented, one means to access pre-verbal constructs may be through artistic 

representation.  The Venn diagram used in mathematics is one such example in which circular 

patterns are used to represent theoretical beliefs.  The resulting representation can be understood 

visually, yet would be difficult to explain verbally.  Carnes discussed this as visual thinking and 

went on to state that: 

We can assume that constructs, or frames of reference, can be verbal or visual, and 

that the symbols for these constructs may be words or images.    Just as the name 

‘dog’ stands for many different four-legged animals, so a visual symbol, such as a 

circle, may stand for many different visual elements which can be subsumed under 

this form (p. 71).   

Kelly discussed that pre-verbal constructs were the basis for all future constructs, and 

were thus at the core of an individual’s construct system.  The art experience, Carnes felt, 

provided individuals an opportunity to express their non- or pre-verbal constructs, thus accessing 

the core of the construct system. Art experiences can be used to facilitate an individual to loosen 

or tighten their constructs and provides an arena for those constructs to be tested.  The safety of 

the therapeutic space can facilitate further testing in the real world.   

Throughout the therapeutic relationship, the problem solving involved in the art process 

as well as discussion of that art provides an individual with opportunities for developing 

additional constructs.  With an increase in available constructs, individuals have richer, more 

developed construct systems thus increasing the available solutions for problems that arise in the 

future.   

Summary 

Personal construct psychology developed from the need for a theory to address the whole 

person rather than merely one aspect of an individual.  Kelly felt that individuals derived 

meaning based upon experiences and how well those experiences allowed them to predict future 

events. Life was seen as an experiment that allowed individuals to test their hypotheses, form 
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constructs, and revise them based upon their predictive value.  How each individual navigated 

their world was explained in Kelly’s fundamental postulate and eleven supporting corollaries.  

Individuals are capable of developing constructs early in life.  Mancuso (2003) found that 

infants in the final stage of gestation were able to develop and use bipolar constructs as were 

newborn infants.  This illustrates Kelly’s concept of pre-verbal constructs and sets the beginning 

foundations for later, more sophisticated construct systems. 

Within the classroom, PCP is helpful in understanding how children form their constructs 

as well as the role of the teacher in modifying these constructs.  It allows teachers to gain insight 

into their students’ perception in order to mold teaching strategies that allow for meaningful 

participation and retention of information.  Teachers’ personal constructs also affect how the 

teachers relate to the children within their classrooms.  

Teacher inservice training and professional development can employ aspects of PCP.  

Dissemination of new information can challenge teachers’ constructs and their basic teaching 

philosophies.  When presented in a positive manner that encourages interaction and the 

development of personal meaning, change can occur.  Support must be provided to encourage 

this change as alterations to constructs is itself challenging.   

The art experience, Carnes (1979) felt, provided individuals the safety they needed to 

facilitate the alteration of constructs and for new constructs to be tested.  Additionally, constructs 

that do not have verbal labels can be expressed visually.  This process facilitates problem solving 

and can lead to the development of new constructs.  With an increase in available constructs, 

individuals have richer, more developed construct systems thus increasing the available solutions 

for problems that arise in the future.   

In addition to Kelly’s theory of personal construct psychology, theories of attitude 

formation and methods for altering attitudes also exist.  The following section will present a 

synopsis on theories of attitude formation followed by theories on how to alter these attitudes.  

Following this, a comparison between the personal construct psychology and theories of attitudes 

is presented. 

Attitudes 

 

Attitudes and attitude formation have been a component within psychology as well as a 

focus in the research literature throughout the past century (Ajzen & Fishbein, 1980; Allport, 

1935; McGuire, 1969; Watts, 1984).  Yet, defining attitudes and determining how to measure 
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them has not been universally accepted.  Allport first attempted to define attitude and develop a 

theory on attitude formation in 1935.  Several researchers after him have expanded his theory 

and proposed other aspects on the development of attitude and agents for attitudinal change.   

In this section of the literature review, definitions of attitudes are presented from various 

sources as well as discussion on attitude formation.  Agents to facilitate attitudinal change are 

discussed.  The review concludes with a synthesis of the information presented. 

Defining Attitude 

 In 1935, Allport set out to consolidate the concept of attitude in the field of social 

psychology.  His review of literature indicated that the concept of attitude began to appear in 

social science literature in 1862 in the writings of psychologist Herbert Spencer.  He found that 

as the concept developed it began to appear throughout psychology, sociology, philosophy and 

art.  The multidisciplinary nature of attitudes is attributed by Allport to be related to its removal 

from the ‘ancient controversy’ of heredity and environment.  “Since an attitude may combine 

both instinct and habit in any proportion, it avoids the extreme commitments of both the instinct-

theory and environmentalism” (p. 798).  Due to its abstract nature, the term attitude began to 

signify several things and its validity was called into question in the scientific community.   

 Based upon a review of definitions on attitude, Allport discerned that an attitude 

“Connotes a neuropsychic state of readiness for mental and physical activity” (1935, p. 799) and 

“An attitude is a mental and neutral state of readiness, organized through experience, exerting a 

directive or dynamic influence upon an individual’s response to all objects and situations with 

which it is related” (p. 810).    These definitions were contrived from two historical schools of 

thought: attitudes as mental aptness and attitudes as motor set.  The debate continued on how an 

attitude functioned in both the conscious and unconscious arenas, but in social psychology, a 

consensus existed that an adequate theory of attitude must form the main foundation for the field.  

The role of experience and environment became paramount and the extent to which values affect 

attitudes found merit.   

 Attitudes began to be interpreted as preparation for readiness, a precondition to behavior.  

This was seen as different from other forms of readiness such as reflexes, habits or conditioned 

responses.  Attitudes were seen as a means by which an individual “engendered meaning upon 

the world” (Allport, 1935, p. 806).  The development of an attitude was seen as occurring over 

time, through repeated exposure to experiences of similar type.  It was believed that a single 
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exposure was not sufficient to engender organization, meaning and memory, however the impact 

of trauma was seen as an exception.  Due to the forces needed to form an attitude, changing an 

attitude was seen as a challenge.  Periods of emotional disorganization were seen as 

opportunities for change since pre-existing attitudes were seen as unstable and useless.   

Attitudes differ from opinions.  In his synthesis of research on defining attitudes, 

McGuire (1969) concluded that opinions were observable entities while attitudes were more of 

an internal construct that were knowledge and experientially based, yet were subject to change.  

Therefore, attitudes precipitated opinions and led to overt and covert behaviors.   

McGuire (1969) theorized that there were cognitive, affective and conative components 

to an attitude.  Cognitive referred to how an object is perceived, affective components were the 

feelings toward the object, that of like or dislike, and connotative responses were behavioral 

responses an individual chose in response to the object.  Combined, these three components 

serve to explain how an individual perceives an object, interprets that object and formulates a 

response, consequently forming an attitude toward that object.   

Similarly, Oskamp (1977) outlined several definitions of attitude relating to various 

concepts using Allport’s (1935) comprehensive definition of attitude as his basis.  Oskamp 

summarized that an attitude is a disposition to respond in a favorable or unfavorable manner to 

given objects.  Similar to McGuire (1969), he identified that individuals’ responses were based 

on three components: cognitive, affective, and behavioral. Cognitive components are the ideas 

and beliefs the individual had about the attitude object.  The affective or emotional component is 

then the feelings one has toward the attitude object.  Finally, the behavioral component consists 

of an individual’s action toward the attitude object.    

  In discussing how attitudes are formed, Oskamp (1977) stated, “Attitudes and opinions 

are learned, that much is agreed upon by all authorities” (p. 120).  Attitude formation is the 

process of having no attitude toward an object to developing some attitude toward the object, be 

it either positive or negative.  Throughout his book, Attitudes and Opinions, Oskamp described 

several variables that affect attitude formation, which are too numerous to explain in this review.  

“It is agreed that attitudes are learned, but many different factors can operate in the acquisition 

process” (p. 138).  Some of the identified variables included: genetic and psychological factors, 

direct personal experience, parental influence, group determinants, mass media, and learned 

processes.   
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Ajzen and Fishbein (1980) attempted to explain how an individual forms an attitude 

using a theory of reasoned action.  In this view, “…A person’s intention is a function of two 

basic determinants, one personal in nature and the other reflecting social influence” (p. 6).  An 

individual’s attitude is based upon the positive or negative evaluation of performing a behavior.  

Social influences, also referred to as subjective norms, are the perceived social pressure to 

engage or not engage in a behavior. Under this theory, a person who believes that performing a 

given behavior will lead to mostly positive outcomes will hold a more positive attitude toward 

performing that behavior.  Consequently, a person who believes that performing a behavior will 

lead to mostly negative outcomes will hold an unfavorable attitude. 

While a concrete definition of attitudes has yet to emerge, it is agreed that attitudes form 

in response to experiences.  The process of attitude formation involves several factors including 

affect, cognitive and connotative/behavioral responses to events.  Additionally, the perceived 

benefit of performing a behavior can also affect attitudes.  Attitudes develop over time and 

altering an attitude can be a tedious process.  The following section explores identified agents for 

facilitating attitudinal change.   

Attitude Change  

Watts summarized that “No doubt the most common method of attempting to change 

attitudes is to present new information through persuasive messages” (1984).  Many researchers 

have attempted to isolate the components for effective attitude modification and change.  This 

has lead to an equal number of theories.  The following section presents a brief review of 

theories on attitude change including interventions for facilitating attitudinal change.   

 Kelman (1961) a social psychologist at Harvard University, discussed the process of 

social influence on predicating future behavior based upon an individual’s opinions.  As 

mentioned earlier, opinions are believed to be the outward observable manifestation of attitudes.  

Kelman proposed a theory of three psychological processes that affect individuals’ opinions: 

compliance, identification and internalization.  Through an understanding of these three 

components, one is able to make predictions concerning when an opinion is likely to be 

expressed, the conditions under which it may change and the behavioral consequences that may 

ensue.   

Compliance occurs when an individual feels he or she has something to gain or to avoid 

punishment by subscribing to another individual’s or group’s views or beliefs.  A person may 

 28



express certain opinions in order to gain entry into an organization or in an effort to please those 

around them.  While the altered opinions are typically expressed only in the presence of the 

social influence, repeated exposure to the source can lead to a shift in the individuals underlying 

belief structure.  

Identification involves the adoption of another individual’s or group’s attitude believing 

that this adoption will provide them a satisfying self-defining relationship with the individual or 

group.  When identification occurs, an individual attempts to embody characteristics of another 

individual, in a sense to become the other person.  This can also take the form of identifying with 

a role rather than an individual, such as teacher or friend.  In these instances, an individual can 

see the benefit of such role-fulfilling actions in maintaining their self-definition. Opinions 

adopted through internalization rely on the external source of social support to last over time. 

Internalization occurs when an individual accepts influences that are compatible with 

already existing values and beliefs.  Internalized opinions are inherently beneficial to the 

individual’s already existing values and beliefs.   Yet, characteristics of external sources affect 

internalization.  Credibility is crucial to the adoption of information presented, however, over 

time the connection to the source diminishes and no longer has relevance to the internalized 

opinion as it becomes a part of the individual’s personal system.   

Credibility pertains to the reliability of a source.  “When sources are purportedly expert 

on a topic, more attitude change is obtained, apparently because the receiver is more willing to 

yield to the expert’s opinion” (Watts, 1984, p. 49).   The greater the perceived expertise of the 

source, the more weight the information possesses.     

Watts (1984) discussed that  discrepancy also relates to the amount of variance that exists 

between the original attitude and the desired attitude change.  Two hypotheses exist for this 

approach to attitude change.  One hypothesis states that greater the requested change, the greater 

the change obtained.  The opposing hypothesis states that greater change is achieved with 

intermediate dissonance.  Research has indicated that the strength of the original attitude or 

opinion, however, affects how much the discrepancy is successful in altering attitude 

independent of the strength of the dissonance.   

Key components to change have been identified by Watts (1984) to include eliciting an 

emotional connection to an object and engaging participants actively rather than passively.  

Active participation appears to be the most effective method for changing attitudes, although it is 
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also more labor intensive and time consuming.  However, the results from active participation 

appear to result in changes that have lasting effects.  

Summary 

 Researchers who focus on attitude have not yet reached a consensus on what constitutes 

an attitude.  Allport (1935) defined attitude as “…a mental state or neutral state of readiness, 

organized through experience, exerting a directive or dynamic influence upon the individual’s 

response to all objects and situations with which it is related” (p. 9).  McGuire (1969) and 

Oskamp (1977) proposed, based on Allport’s definition, that an attitude was comprised of three 

components: cognitive, affective, and connotative/behavioral.  These three interdependent 

components shape how an individual interprets the events and individuals they encounter in their 

environment through thoughts, feelings and actions. 

 Once an attitude is formed, changing that attitude can be a difficult endeavor.  Of the 

numerous methods available to attempt attitude change, active participation that elicits emotional 

responses, appears to be the most effective.  Through interaction and engagement, current 

attitudes can be accessed and altered. 

 

The Relationship Between Personal Construct Psychology and Attitude Theory 

 

 

Although PCP emerged after the focus of attitude and attitude formation in the field of 

psychology, it is important to understand the theory of attitude formation and how it relates to 

PCP.  The following table (see Table 2) briefly compares the basic components of both theories.    

When compared, these theories appear to have many similarities. Constructs are 

comprised of essentially the same elements as attitudes and constructs are developed based on 

experience and the personal interpretations of those experiences.  Likewise, attitudes develop 

from experiences that elicit cognitive, affective, and connotative/behavioral responses.  

Constructs are used to predict future events while attitudes lead to observable actions identified 

as opinions.  Both function subconsciously as well as consciously. 

Construct systems as well as attitudes, function in a hierarchical manner.  As new 

experiences are encountered, constructs or attitudes assist an individual in interpreting them and 

formulating a response.  Each experience can lead to the modification of existing constructs or 

attitudes or the creation of something new.  Both theories propose that those experiences that are 
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emotion-laden lead to the most significant responses and revisions to existing structures, 

especially when an individual finds personal meaning within the experience.   

The following section will review current research literature relating to teacher attitudes 

toward students with disabilities, attempts to alter teacher attitudes, attitude change and the use 

of PCP with art therapy.  Although this is not an exhaustive search, the research presented 

represents many different approaches and findings. 

 

 

 

 

 

 

Table 2.2.  Comparison chart for personal construct psychology and attitude formation 

 

 

A Comparison Between Personal Construct Psychology and Attitude Theory 

 

 Personal Construct Psychology Attitude Theory 

Definitions PCP is an attempt to understand the 

way individuals experience the world 

and construct the purpose and meaning 

of their behaviors (Franstella, 2003).  

“Kelly stresses that a person is in 

business to understand their own 

nature and the nature of the world and 

to test that understanding in terms of 

how it guides them and enables them 

to see into the immediate and long 

term future” (Bannister & Franstella, 

1986, p. 8). 

“An attitude is a mental and neutral 

state of readiness, organized through 

experience, exerting a directive or 

dynamic influence upon an 

individual’s response to all objects 

and situations with which it is 

related” (Allport, 1935, p. 810). 

Components A personal construct system is 

comprised of sets of constructs, 

organized hierarchically, in a manner 

that allows for the prediction of events.  

Those that are most critical to identity 

are core constructs while those that are 

more readily changed are peripheral 

constructs (Kelly, 2003). 

There are cognitive, affective and 

connotative components to an attitude 

(McGuire, 1969) 

 

Attitudes are based on three 

components: cognitive, affective, and 

behavioral (Oskamp, 1977). 
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Table 2.2 continued 

 Personal Construct Psychology Attitude Theory 

Development Constructs are developed based upon 

experience and the outcome of those 

experiences as well as how accurately 

the constructs are able to predict future 

events (Kelly, 2003). 

Attitude formation is the process of 

having no attitude toward an object to 

developing some attitude toward the 

object, be it either positive or 

negative (Oskamp, 1977). 

Change Constructs are continuously revised 

based upon their predictive value.  

Learning is a constant process that 

allows for this change.  Individuals 

who are more confined in their systems 

have greater difficulty changing, while 

those who are loose in their system 

have difficulty with retaining stable 

constructs (Kelly, 2003). 

Change in attitudes occurs when new 

information is learned that leads to 

the development of new affect toward 

an object.  That altered affect then 

leads to observable change in 

behavior. Active participation in 

learning new information leads to 

greater change in overall attitudes 

toward an object (Watts, 1984). 

 

 

 

 

 

RESEARCH LITERATURE 

 

The literature search conducted for the research study included a search of PsychINFO 

and Wilson Select Plus.  The following key words were used: teacher attitudes, teacher 

perceptions, attitude development, attitude formation, attitude development, teacher inservice, 

inservice teacher education, teacher workshops, students with disabilities, IDEA, attitudes 

toward inclusion, and personal constructs in education.  Inclusion criteria used were: English, 

journal article, and after 1990.  A manual search was also conducted using the reference lists of 

the selected articles as well as locating two past dissertations incorporating art therapy and PCP.  

Forty-eight articles were found that appeared relevant, 30 were selected for inclusion in this 

review of literature. The topics of the articles fall into four categories: (1) Teachers’ attitudes and 

perceptions toward students with disabilities, (2) Training programs and their effect on 

perceptions and attitudes of teachers, (3) Agents for facilitating attitude change and (4) Art 

therapy and the use of personal construct psychology.  For the first category, fifteen articles were 

selected, eleven for the second, two for the third and two for the fourth. 
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Teachers’ Attitudes and Perceptions Toward Students with Disabilities 

 

 Several researchers have sought to understand teachers’ attitudes toward students with 

disabilities.  This was of great importance in the field of education following the passage of P.L. 

94-142, The Education of All Handicapped Children Act of 1975 (United States Congress, 

1975).  Children with disabilities were placed into regular education classrooms and their success 

depended upon teachers who had not received training in meeting their needs, and thus were not 

equipped to sustain them in the classroom.  Since then, there have been revisions to the law and 

the needs of students with disabilities have been better understood.  Of those needs, the 

President’s Commission of Excellence in Education (2002) identified that student’s with 

disabilities need quality teachers who are able to meet their needs, yet the system does not 

adequately prepare teachers.  This has set up a system that creates an environment that fosters the 

development of negative attitudes among teachers toward teaching students with disabilities.  

The following fifteen studies focused on assessing those attitudes.   

 The type and quality of student-teacher interactions appears to be affected by general 

educators’ attitudes toward their students (Cook et al., 2000).  Students respond well when they 

feel that teachers like and support them.  When a student does not feel that a teacher likes them, 

there is less motivation to succeed.  To assess how teachers perceived their students as a whole, 

Cook et al. (2000) administered a survey that asked teachers to nominate three students for each 

of the four categories: attachment, concern, indifference and rejection.  Nominations involved 

indicating which students were best represented by a statement for each of the four categories 

(see Table 3).   

 

 

 

 

 

Table 2.3. Nomination prompts corresponding to the four attitudinal categories of teacher 

attitudes.  Taken from Cook et al. (2000). 

 

Attitudinal Category 

 

 

Nomination Prompts 

Attachment If you could keep one student another year for the sheer joy of it, 

whom would you pick? 

 

 33



Table 2.3 contiued 

Concern If you could devote all your attention to a child who concerns you a 

great deal, whom would you pick? 

Indifference If a parent were to drop by for a conference, whose child would you 

be least prepared to talk about? 

Rejection If your class was to be reduced by one child, whom would you be 

relieved to have removed? 

 

  

 

 

 

Seventy teachers in nine schools were surveyed.  Since the study was designed to assess 

placement of students with disabilities into specific categories, included students with disabilities 

were identified as any student formally identified as having a disability who attended general 

education classes for any part of a typical school day.  Those students receiving speech or 

language classes were not included in the disabled category.  Expected proportions for each 

category were calculated for each school based on actual proportions of students with and 

without disabilities.  Results found that students with disabilities were significantly 

underrepresented in the attachment category and over represented in the concern, indifference, 

and rejection categories (Cook et al., 2000).   

 Attachment students tended to be those students who were high achievers and were not 

problematic in behavior or time they required from the teacher.  Concern students were students 

whom teachers became invested in because they were struggling academically rather than 

behaviorally.  Indifferent students typically were quiet, withdrawn and non-problematic.  They 

often attempted to avoid the teachers, and teachers did not make an effort to engage students in 

this category.  Similar to the concern students, rejection students struggled academically and 

required excessive amounts of teachers’ time and energy.  The key difference with the rejection 

students was the lack of optimism and personal satisfaction teachers felt toward them compared 

to the concern students.   

Teachers’ level of tolerance for atypical behaviors and learning needs was reflected in 

their frustration level relevant to students with disabilities.  A sense of optimism existed within 

this literature that teacher tolerances levels could change and were affected by multi-faceted 

variables.  Additional assistance in the classroom, collaboration with others and additional other 
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resources were identified as factors that may expand a teacher’s tolerance for challenging 

students in the regular education classroom (Cook et al., 2000). 

The author concluded that the overrepresentation of students with disabilities in the 

concern category indicated that teachers typically provided extra attention and effort to select 

students with disabilities, thus increasing their chance for success.  Yet a similar pattern was 

found in the rejection category indicating that teachers had given up on some students.  

Overrepresentation of students with disabilities in the indifference category indicated that 

teachers were overlooking some students and their needs were not being met.  Cook (2001) 

explored this pattern in more depth in his future research.  Results of that research are presented 

later in this section.   

McLeskey et al. (2001) designed a study to determine if working in inclusive settings had 

an effect on attitude toward students with disabilities.  They compared the perspectives of 

teachers who were currently teaching in well-designed inclusion programs with teachers who had 

not worked in inclusive settings but were currently teaching in schools where traditional, pullout 

special education programs were utilized.  The non-inclusive school was developing an inclusion 

program, but it had not yet been implemented.  The Inclusive School Program Survey was 

distributed to teachers at six schools, three with inclusive school programs and three without.  

All were participating in a partnership with a university program.  A total of 162 surveys were 

analyzed, 74 from inclusive schools and 84 in non-inclusive schools for a response rate of 74%. 

Findings indicated that the teachers from inclusive schools held significantly more 

positive attitudes toward inclusion.  Traditional teachers noted that school readiness and lack of 

adequate resources hindered successful implementation of inclusion.  Thus, the negative attitude 

of traditional teachers appeared linked to a lack of experience.  While both groups of teachers 

supported the concept of inclusion, the traditional teachers felt unprepared to meet the students’ 

needs.  Although the inclusive teachers appeared to hold overall more favorable attitudes, the 

authors warned that these results might reflect the new program rather than true attitudes.   

 Jobe, Rust and Brissie (1996) found that educators’ attitude toward inclusion were 

affected by the type and severity of the children’s disability.  A random sample of 500 teachers 

from the United States were asked to complete the Opinions Relative to Integration of Students 

with Disabilities (ORI) scale.  The scale was designed to measure teachers’ multifaceted attitudes 

toward integrating students with disabilities and included 25 statements with Likert scale 
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responses.  Of the 182 questionnaires returned, 162 were used for the analysis.  This sample 

represented 45 male and 117 female teachers from 44 states.   

Results found that the most significant relationships with teacher attitudes toward 

inclusion were past inclusion training and special education teaching experience. There was a 

modest positive correlation with both.  Additionally, respondents indicated that attitudes were 

also dependant on the type of disability.  Teachers were more willing to make accommodations 

and adaptations for students with milder disabilities such as physical disabilities than they were 

for students with cognitive, emotional or behavioral disabilities.  However, the authors also 

found that when the respondents’ attitudes were averaged, the result indicated a neutral attitude.  

The authors cited that further research was needed to discover the degree to which the type and 

severity of various disabilities affected attitude. 

Expanding on the data collected by Cook et al. (2000), Cook (2001) further analyzed the 

data to determine if the overrepresentation of students with disabilities in indifference and 

rejection categories correlated with the type and severity of the students’ disabilities.  The 

analysis led Cook to conclude that students with mild or hidden disabilities were not perceived 

by their teachers as different from their non-disabled peers.  Thus behavioral and learning 

challenges were seen as problems rather than attributed aspects of a disability.   

Additionally, the overrepresentation of students with obvious disabilities in the 

indifference category may be due in part to teachers’ inability to provide instruction and meet the 

unique needs of the students.  Further, students with obvious disabilities were not included in the 

rejection category since the atypical behavior and academic performance were anticipated, 

explained and excused due to the disability.   

Cook (2002) continued to explore the correlation between the types of disability and 

teacher attitudes.  He examined the inclusive attitudes and self-reported strengths and 

weaknesses of pre-service general education teachers enrolled in a program that infused special 

education content into a series of general seminar courses.  The researcher had concern that 

“many infusion programs have been implemented without high levels of planning, funding, and 

training…thus inappropriate attitudes and aptitudes may also be associated with contemporary 

infusion programs” (p. 263).  One hundred eighty-one undergraduate pre-service teachers 

enrolled in one of four seminar courses (each with four sections) participated in the study.  Data 

was collected using a modified version of the ORI.   
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Results indicated that teachers were more positive toward including students with 

learning disabilities than students with behavioral or multiple disabilities in their classrooms.  

Teachers identified strengths for inclusion as personal characteristics, dispositions and talent.  

Weaknesses were identified as deficits in teaching experience, teacher training and instructional 

knowledge and skills.  Comments made by participants indicated that those students who were 

new to the training program were optimistic they would receive training while those preparing to 

graduate voiced frustration in the lack of preparedness they felt for supporting inclusive 

practices.  The researcher stated that results must be looked at cautiously and further research 

should be conducted to determine which aspects of infusion programs work best. 

Avramidis et al. (2000) investigated student teachers’ attitudes toward the general 

concept of inclusion, their emotional reactions to having to cater to a student with special needs, 

and the impact of personal and institutional variables in the formation of these attitudes.  One 

hundred thirty-five students completing their teacher training courses participated.  Due to 

dissatisfaction with existing instruments, the researchers sought to develop a new instrument that 

would address the three identified components of an attitude: affective, cognitive and 

connotative/behavioral.  The resulting questionnaire emphasized participants’ attitudes toward 

the general concept of inclusion.  

A Likert scale, consisting of 12 items from the Opinions Relative to Mainstreaming scale 

(ORM), addressed the cognitive component.  Statements included, for example: “Isolation in a 

special class has a negative effect on the social and emotional development of a student with 

special needs.”  The affective component was addressed using a seven-item semantic differential 

scale consisting of bipolar adjectives, which included anxious – relaxed and worried – self-

assured. A Likert scale consisting of eight items measured the connotative component using 

questions like: I will engage in developing skills for managing the behaviors of children with 

severe learning difficulties.  An additional Likert scale was designed to assess teachers’ 

perceptions of the skills they possessed.  The 18 item scale contained statements like: I feel 

confident in diagnosing/assessing specific needs.  Imbedded in this measure were 5 items geared 

at assessing participants’ confidence at meeting Individual Education Plan (IEP) requirements.  

The final sections of the assessment included open-ended questions and were labeled 

“Incentives” and “Action planning.”   
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For the Likert scales, participants were asked to indicate their agreement to each 

statement by selecting from provided response choices: (1) strongly disagree, (2) disagree, (3) 

undecided, (4) agree, and (5) strongly agree.  On the semantic differential scale, respondents 

were asked to circle the number, 1 to 7, closer to the adjective that best described how they felt.  

The instrument was pilot tested and some items were re-phrased based on feedback provided.   

Overall, student teachers appeared to hold a positive attitude toward the general concept 

of inclusion.  However, respondents indicated that students with emotional behavioral disabilities 

cause more concern and stress than students with other types of special educational needs.  The 

student teachers’ confidence dropped as the severity of disabling conditions increased.  

Researchers also found an association between the perceived skills of participants and their 

reported attitudes.  As perceived skill level increased, so did attitudes.  The authors indicated that 

this was not causational, but did appear correlational.   

In a comparison of attitudes between educators working with students who were deaf, 

educators working with students who were not deaf but had disabilities and regular education 

teachers, a conflicting conclusion was found (Lampropoulou & Padeliadu, 1997).  Two hundred 

and ninety teachers from two large geographical areas of Greece participated in the study 

completing the Attitudes Toward Disabled Persons (ATDP) scale and a second rating scale 

designed by one of the authors.   

The researchers found that educators of the students who were deaf had a more negative 

attitude toward inclusion but had more favorable attitudes toward individuals with disabilities.  

This may be in due in part to the teachers empathizing with the students and feeling their needs 

would not be met in the general education classroom.  Findings did identify a positive correlation 

between the teacher attitudes toward students with disabilities and support of inclusion for 

regular and special educators, but a negative correlation for teachers of students who were deaf.  

Lampropoulou & Padeliadu (1997) discussed the importance of changing the attitudes of special 

educators toward inclusion if integration and inclusion are to be successful.  

Similar results were found by Buell, Hallam, Gamel-McCormick and Scheer (1999).  In a 

survey designed as a statewide needs assessment, the researchers sought to explore the factors 

that contribute to general and special education teachers’ ability to assist students with 

disabilities in inclusive educational settings.  The survey was designed to assess (1) teachers’ 

confidence regarding student success in inclusive settings, (2) teachers’ inservice needs 
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regarding inclusive education, and (3) teachers’ perceptions of necessary programmatic supports 

for successful inclusionary practices.  A combination of Likert-type, yes/no and open-ended 

questions were used.   

Five hundred and eight surveys were distributed to Special Education Directors in 

nineteen school districts.  Each director received a proportional number of surveys for the 

number of special and general education teachers in their district with instructions for 

distribution.  A total of 289 surveys were returned for a 53% response rate.   

Results indicated that most teachers, both special and regular education felt that inclusion 

benefits students with disabilities.  However, general educators were less confident in their 

ability to be effective with students.  This lack of confidence was evident in general educators’ 

reports that they felt more supports and resources were necessary.  Included in the identified 

needs was training in how to address challenging behaviors, adapting curriculum, developing 

IEPs and assistive technology.  In all areas assessed, special education teachers rated their 

abilities above their general education peers.  Both groups displayed a negative relationship 

between teacher’s belief that they can influence students and the belief that they cannot 

counteract home environments.  However, a positive relationship was found between 

understanding inclusion and the belief that teachers can influence students.   

A qualitative study was undertaken by Snyder (1999) to explore student teachers’ 

attitudes and concerns about special education in their schools, the training they received for 

working with students with special needs, and collect general information from the student 

teachers on special education in their schools.  The participants were teaching at several schools 

throughout the state of the study as well as attending graduate level classes and workshops at the 

University.   

All student teachers were asked to reflect on the status of special education in their 

respective schools, the type of support they received for working with students with special 

needs from administration and special education faculty, and the type of training they had 

received for working with students who had special needs.   

A review of reflections provided information on the confidence student teachers felt for 

working with children with special needs and the preparation they had received.  Overall data 

indicated that the student teachers felt the administration at their schools did not offer sufficient 

support or training for general educators, special education teachers were overwhelmed and over 
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worked, and they had not received adequate education to meet the needs of students with 

disabilities, if they had received any training at all.  One student stated: “My feelings about 

special education is one of dismay sometimes. I’ve enjoyed having the students from various 

special ed classes….however I often feel that the student was short changed” (p. 5 online).  This 

sentiment was repeated throughout the data.  The researcher concluded that if special education 

inclusion is going to be successful, training programs have to take a more aggressive approach in 

preparing the general education teachers for working with students with special needs. 

Leyser and Tappendorf (2001) surveyed 91 regular and special education teachers in two 

rural school districts using the Opinions Relative to Mainstreaming scale (ORM) to explore 

attitudes and practices regarding mainstreaming.  The ORM used in this study consisted of 

twelve items selected from the revised and earlier version of the ORM.   

Findings indicated that teachers did not hold unfavorable attitudes toward mainstreaming, 

but did not hold positive attitudes toward inclusion.  Special education teachers were more apt to 

adapt their teaching to meet the needs of students with disabilities.   As the level of education 

increased, from elementary to high school, teachers were less likely to use adaptive methods in 

the classroom.  Teachers with more training used differentiated instruction more often than their 

peers.  A final finding indicated that females adapted instruction more often than males.   

Results of the research led the authors to recommend that there is a need to “…include 

various activities as well as relevant information about disabilities, during pre-service and 

inservice education to enhance more support for inclusive educational programs” (p. 758).  The 

concerns of special educators on the quality of education in inclusionary classrooms needs to be 

addressed.  Combining pre-service education of special and general educators to enhance skill 

development and collaboration is essential.   

Everington, Stevens and Winters (1999) sought to examine teachers’ attitudes, felt 

competencies and need for support in the inclusion of students with disabilities into general 

education classrooms.  Participants included educators from three school districts attending an 

inservice training or on-the-job training.  A total of 108 teachers participated in completing the 

questionnaire containing four parts: demographic information, attitudes, felt competencies and 

need for support and training.  The questionnaire had been adapted from an existing document 

for the needs of this study.   
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 Most respondents reported no college or job-related training in special education, 

however most had past experience with persons with disabilities in their classrooms as well as 

other settings.  Overall responses indicated a favorable position towards inclusion practices.  

Feelings of felt competence appeared linked to experience with inclusionary practices.  Those 

teachers who had not yet been practicing inclusion identified the need for support as the most 

significant, while all three districts rated class size, preparation time, administrative support and 

extra personnel as important.  Surprisingly, college courses, reading materials, and compensation 

were rated as least needed by all three groups.  The link between the increased felt competence 

and experience led the researchers to recommend that educators receive more opportunities for 

training and practice to increase skills and foster positive attitudes.   

Summary 

Since the advent of inclusion and mainstreaming following the passage of PL 94-142, 

teachers have been charged with educating students with disabilities in the least restrictive 

environment.  Research has indicated that the success of students with disabilities in the general 

education classroom is linked to the attitudes of teachers.  Overall, the research indicated that 

educators support the concept of inclusion, but their support wanes as the severity of disabling 

conditions increases.  Additionally, teachers do not feel they have the knowledge, skills or 

experience to meet students’ diverse needs.    “Therefore, if attitudes are seen as developing out 

of the interaction between knowledge, skills and experience, then it is important that newly 

qualified teachers possess appropriate levels of experience, knowledge and skills in order to 

support pupils’ learning” (Avramidis et al., 2000, p. 289).  Several researchers have explored the 

effect of various training programs aimed at providing knowledge, skills and experience on the 

attitudes and perceptions of teachers toward students with disabilities.  Those studies most 

relevant to this study are discussed in the following section. 

 

Training Programs and their Effect on Teachers’ Attitudes and Perceptions 

 

The current trend toward the inclusion of students with varying disabilities into the 

general education classrooms, as required by federal legislation, has led to the need for qualified 

trained professionals.  However, many educators in the classroom today have not received 

training related to students with disabilities and do not feel adequately prepared to address the 
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students’ needs (United States Department of Education, 2001).  This has led some educators to 

develop negative attitudes toward including students with disabilities in their classroom.  The 

following section explores the effects of various training methods on pre-service and active 

teachers’ attitudes and perceptions toward students with disabilities.   

Dickens-Smith (1995) compared the effects of an inservice on inclusion on the attitudes 

of general and special education teachers as part of a district-wide needs assessment.  One 

hundred general and 100 special educators participated in the inservice at different times.  

Questionnaires, developed for the study, were distributed prior to the beginning of the inservice 

and at the conclusion.  The 12-item questionnaire was adapted from an existing state survey.  

Special education teachers showed an improvement in attitude on eight of the 12 questions, with 

no change on three and a decrease on one.  General educators showed an increase on 11 

questions and a decrease on one.  Both groups had the most significant change on the question 

pertaining to the need for all staff to become involved in the inclusion process and the need for 

additional training.  Dickens-Smith concluded from these findings that staff development was 

necessary to the success of inclusion.   

O'Shea et al. (2000) compared the views of novice and experienced teachers on the 

implementation of IDEA ’97 as well as the effects of pre-service training and professional 

development on teachers’ ability to implement mandates.  The survey used was created for the 

purpose of this study by the researchers and included 34 statements representing various 

concepts relating to the provisions of Public Law 105-17.  Concepts included: IDEA ’97 

procedures, assessment and IEP development, general education curriculum, least restrictive 

environment, parent-educator interactions, related services, instructional methods, and behavioral 

support.  For example, one statement reads: I support the use of out of school suspensions for 

students with disabilities.  Respondents were asked to indicate if they strongly agreed, agreed, 

disagreed, or strongly disagreed with each statement.  The instrument was reviewed by others in 

the field of education for content validity and clarity of items.  Changes were made prior to 

beginning the research and the instrument was again reviewed.    

Thirty-seven undergraduate and 33 graduate pre-service teachers received their surveys in 

class while 162 experienced educators received their surveys in the mail as a part of a needs 

assessment.  All of the university students returned their surveys and seventy-eight experienced 

educators responded (48%).   
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All three groups, undergraduate and graduate pre-service teachers as well as experienced 

educators, responded they felt very confident regarding their skills in delivering instruction, 

using general education curricula, implementing various behavioral support techniques and 

assisting general educators to meet the needs of students with disabilities in their classrooms.  

Master’s level pre-service educators held a more positive belief on the appropriateness of the 

general education classroom for inclusion than undergraduate level pre-service educators.  

Special educators felt their regular education peers were not able to meet the accommodation 

needs of students with disabilities, especially as they relate to statewide assessments.  The 

authors cautioned that the increase in inclusionary practices has led to a need for general 

educators who educate students with disabilities to have professional training to acquire skills to 

help the students succeed.  

Beattie et al. (1997) conducted a study to determine if attitudes of pre-service educators 

were affected by viewing video tapes depicting persons with disabilities successfully functioning 

in regular settings as well as having an instructor with a disability.  Data were gathered over the 

course of three semesters using the Opinions Relative to Inclusion (ORI) and the Attitudes 

Toward Disabled Persons scale (ATDP).   

Four sections of the same introduction to special education course were utilized to collect 

the data from 433 university students.  One section of the course was taught by a professor with a 

disability and no videotapes, one taught by a non-disabled professor incorporating the 

videotapes, one taught by a professor with a disability incorporating the videotapes, and a final 

section taught by a non-disabled professor without the videotapes.  Pretests were eliminated to 

decrease sensitizing university students to the research topic.  Posttest data was analyzed to 

determine if differences existed in the four groups.  

The researchers found that the university students who were taught by an instructor with 

a disability who incorporated the videotapes into course content had significantly more favorable 

attitudes than the other three sections.  Such results “…show that such an introductory course 

must provide as much support as possible for prospective educators preparing to work with 

diverse populations of students, including students with disabilities” (p. 8 online). 

Rademacher et al. (1998) explored the effects of the delivery of instruction on attitude.  

Three class formats were studied, an intensive three week university course, a semester long 

course, and a two semester course.  The intensive course covered five content areas: exceptional 
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children and criteria for special services, child identification and assessment evaluation, 

individual education plans (IEPs) and the educational decision making committee, professional 

responsibilities to persons with disabilities, and classroom modifications.  Following each 

content area, university students were required to complete questions in the text.  In addition to 

the questions, each university student was required to observe a student with special needs in a 

regular classroom and discuss school organization and services for students with a special 

education teacher.   

Student teachers in the one semester course taught in regular education classrooms that 

included students with disabilities.  Three faculty from the Professional Development School 

(PDS) developed a four-week intensive program that included material on shared responsibility, 

implementing effective classroom modifications, social skills for cooperative learning groups, 

and teaching routines for cooperative and productive classrooms.  Courses were held at the 

school where university students were completing their student teaching experience.  In addition 

to the classroom lectures, each topic also included a field-based assignment due at the end of the 

semester.  Topics were also continuously addressed in weekly seminars throughout the 

remainder of the semester following the four-week intensive Institute.  University students were 

required to complete an essay on inclusion and what they had learned through their experience in 

the Institute as well as their direct experience with students in special education. 

During the fall semester, university students in the two-semester course met four times 

and addressed special education laws, characteristics of special populations, managing classroom 

behavior, and promoting social acceptance.  Spring semester focused on classroom modifications 

and collaboration.  To supplement instruction, university students were also required to complete 

several small projects, a detailed case study, two reaction papers (one before instruction began 

and one at the end of the year) on perceptions of special education and discussion of articles 

from professional journals focusing on inclusion.  For the case study, university students 

immersed themselves in the child’s education observing them in multiple settings, participating 

in planning and IEP meetings and providing individual instruction. 

A survey, designed for the purpose of this study, was adapted from an existing instrument 

used by principals to assess staff feelings and beliefs about including students with disabilities.  

The final survey consisted of seventeen Likert-type scale questions and two open-ended 

questions.  The Likert items were rated on a five-point scale: (1) strongly disagree, (2) disagree, 
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(3) undecided, (4) agree, and (5) strongly agree.  An example of the items includes: I am 

appropriately prepared to work with any student in my classroom who has a disability and I can 

make a difference in the life of a student who has a disability.  For the two open ended questions 

respondents wrote (1) what they believed to be the most positive aspects of having students with 

and without disabilities learn together in the general education classroom and (2) what they 

believed to be the negative aspects of such arrangements. All students were student teaching 

during the time the study was conducted.   

The survey was administered to 35 senior university students enrolled in an intensive 

three week university course, 20 student teachers participating in a semester long course, and 23 

student teachers participating in a two semester course at the beginning of the courses.  All 

university students were student teaching during the time the study was conducted.  The 35 

university students in the intensive class received their follow-up survey in the mail after 

completing their student teaching.  Seventeen returned them.  The one-semester PDS university 

students received their surveys in the final student teaching seminar, 17 of the 20 university 

students completed the instrument.  University students in the two-semester PDS received their 

survey in the final class period, three weeks prior to completing the student teaching.  They were 

asked to turn in the survey with their final projects, 14 of the 23 university students returned 

them.   

Of those surveys returned, university students in the intensive class showed a statistically 

significant difference from the pre- and posttest on two items, the one-semester group showed a 

statistically significant difference on five items and the two-semester group showed a statistically 

significant difference on eight items.  The most noticeable change was in the intense course 

group.  Their journals reflected a sentiment that all students, regardless of disability, should have 

a chance to participate in general education.  Further analysis of the results of all groups 

indicated that the more contact student teachers were able to have with students in special 

education both in regular and special education placements, along with reflective discussions and 

assignments, the more positive their reported attitudes toward students with special needs, 

inclusion, collaborative teaching, and their self-confidence.   

Shade and Stewart (2001) conducted their study to assess changes in the attitudes of 

general and special education pre-service teachers after completing an introductory course in 

special education.  One hundred and twenty-two general education pre-service teachers enrolled 
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in Survey of Special Education and 72 special education pre-service teachers enrolled in 

Overview of Special Education participated in the study.  Special education majors participated 

in a fifteen-week course while the general education majors completed a two-week summer 

course.  Both courses met for a total of thirty hours, utilized the same textbook, and employed 

instructional methods including: lecture, audiovisual presentations, small group discussion, role-

play and attitudinal empathy building and tolerance activities.   

Participants were administered the Inclusion Inventory on the first and final day of the 

course which included 48 statements to elicit university student responses using a five-point 

Likert scale.  The inventory is designed to assess overall attitude toward the education of 

students with disabilities and toward inclusion as well as individuals’ confidence in their ability 

to work with students with disabilities in the general education classroom.  Eight sub-scales 

comprise the inventory: class placement, behavior, self-concept, other students, time and work, 

teacher, motivation and parents.   

Pre- and posttest data showed an increase in attitude toward students with disabilities.  

For general educators, significant increases were noted in five of eight subscales (behavior, self-

concept, other students, teacher and parents).  Special educators also showed statically 

significant improvement in five of eight subscales (class placement, behavior, self-concept, 

motivation and parents), although the subscales differed between groups.  The researchers 

stressed the importance of this study “…in light of the fact that 10 states still do not require a 

course in special education, even though more than 80% of students with mild disabilities 

receive their public education in the general education classroom” (p. 39).  The researchers 

contend that these results lend empirical support to the idea that one course can significantly 

change pre-service teachers attitudes toward the inclusion of students with mild disabilities in the 

general education classroom.   

Carroll, Forlin and Jobling (2003) investigated the effects of a ten-week training course 

on pre-service Australian educators’ attitudes toward students with disabilities.  Two hundred 

and twenty pre-service teachers at two large universities participated in the study.  The 

researchers used a 12 item demographic form and the Interaction with Disabled Persons scale 

(IDP) to collect pre- and posttest data to measure feelings of discomfort, fear, uncertainty, 

sympathy, vulnerability, and coping.   
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The university students attended a one-hour lecture and a two-hour tutorial to address 

lecture topics each week for the ten weeks.  The lecture component of the course was divided 

into four modules: the contextual framework for special education, individuals first, inclusion as 

an educational practice, and classroom practice for students with special needs.  Individuals with 

disabilities were invited as guest lecturers and were regularly involved in tutorial sessions.    

Additionally, university students were provided opportunities to interact with individuals 

who had disabilities throughout the semester in order to address personal and environmental 

factors that may be related to a feeling of discomfort experienced when interacting with an 

individual with a disability.   University students participated in a buddy system at local schools 

where each student teacher was paired with a student who had a disability.  They also 

participated in activities at local disability awareness centers that simulated various disabling 

conditions.  A video depicting the stories of three individuals with disabilities in the community 

was developed along with a booklet that facilitated discussion on the key issues raised by each 

individual.  Other videotapes depicting individuals with disabilities in inclusive settings were 

available for university students to view throughout the semester. 

Initially, participants indicated a feeling of vulnerability and fear of becoming disabled 

themselves as well sympathy for students with disabilities.  Following completion of the course, 

pre-service educators indicated they felt less afraid of becoming disabled themselves, more 

frustrated with how to help students with disabilities, and were less afraid of people with 

disabilities.  The most significant change was “…that pre-service teachers felt less ignorant, 

more able to act normally and surer of how to behave, once they completed the course” (p. 76).  

Researchers also noted a shift from focusing on the disability to focusing on the person. 

In a qualitative study, Proctor and Niemeyer (2001) explored the attitudes of six 

undergraduate senior university students enrolled in a birth to kindergarten program who were 

student teaching at the time of the study.  The program of study was interdisciplinary 

incorporating elementary and special education.  Special education material was infused into 

general education content classes.  These classes provided university students with a variety of 

field experiences in inclusive settings including: public school, child care programs, Head Start, 

the campus school lab, and home-based programs.   
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Data was collected using (1) a group interview, (2) two individual interviews, one at the 

beginning and one at the end of the semester, (3) reflective writings, and (4) a final debriefing 

with the university supervisor.  An analysis of all data led to the identification of eight themes: 

• Appropriate resources are essential in providing ideal inclusive programs 

• The academic focus on the public school can be inhibitive to student success due 

to the lack of student centered focus 

• Inclusion can be a positive and valuable experience 

• Children must come first, not the disability 

• Children with special needs are competent 

• The teacher needs to be an advocate for the children 

• Families often do not feel accepted or understood 

University students participating in this study identified numerous benefits as well as 

impediments to successful inclusion.  The researchers identified that the participants appeared to 

have increased their knowledge on inclusive practices, but their experiences also left reservations 

on their ability to meet the needs of students with disabilities in inclusive settings.   

While some researchers found positive results, others (Kirk, 1998; Wilson & McCrary, 

1996) found no significant changes in pre-service teachers attitudes after completing a course on 

students with disabilities.  Kirk (1998) conducted a study to determine the effects of a course 

specifically dealing with inclusion on the attitudes of pre-service teachers toward the inclusion 

movement.  Fifty-nine university students enrolled in a course, The Psychology of Learning 

Encompassing the Exceptional Learner, participated in the study.  The course included 

instruction on major educational theorists, the history of special education in the United States 

and information on basic behavioral management and different types of special education needs.  

Class activities were structured to facilitate university students’ empathy and increase learning 

and included:  

• 15 hours field experience with students who had disabilities 

• Four papers dealing with exceptional education needs 

• Reflective journaling 

• Class discussion groups providing opportunities for university students to reflect 

on their field experience, discuss feelings, and receive information and support 
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regarding the issues they may face as regular education teachers working in 

inclusionary settings 

University students completed two surveys at the beginning and again at the end of the 

semester, Our Attitudes and Beliefs About People with Disabilities and Five Questions about 

Students with Special Needs.  Additionally, two focus groups were held consisting of eight 

university students each.   

An analysis of the quantitative and qualitative data did not indicate significant attitude 

change at the conclusion of the semester; however, all three data gathering methods indicated 

there was an increased awareness on the different learning needs of students with disabilities and 

how that will affect participants as they enter the classroom.  “Comments during the focus group 

indicate a more realistic perception of the teaching arena…Perhaps, with presenting a realistic 

picture, we are setting future teachers up for success rather than early burnout” (p. 159).  Pretest 

data indicated that either university students felt that they would be uncomfortable or they would 

love working with students who had special needs.  Posttest data indicated the emergence of a 

group of university students who felt that working with students who had special needs would be 

challenging, but rewarding.   

Tait and Purdie (2000) explored changes in pre-service teachers over the course of one 

academic year.  Initially, university students enrolled in a four-year program as well as a one-

year postgraduate diploma program completed the IDP survey at the beginning of the year.  Only 

the 481 university students enrolled in the one-year postgraduate diploma program completed the 

post-test of the IDP.  None of the courses university students took over the year were specifically 

related to students with special needs, however university students were exposed to lectures and 

tutorials focusing on students with disabilities.  University students had the opportunity to enroll 

in elective courses on learning and the development of special learners in the final semester of 

the forth year of study.  Results indicated that a change in attitudes over the course of one year 

was minimal.   

Eighteen master’s level music education students participated in a study to determine the 

effects of a course on their attitude toward students with disabilities (Wilson & McCrary, 1996).  

The university students were enrolled in a seven-week intensive course on teaching music to 

special learners.  Course material covered: a basic background on various disabling conditions, 

legislative and regulatory issues, differences among self contained, integrated and full inclusion 

 49



classes and a review of resources and strategies for successfully integrating all students into 

existing music education programs.  As a supplement to instruction, the university students also 

viewed videotapes of individuals with disabilities and participated in simulation, through role-

playing, of specific classroom situations involving students in special education. 

A 20-question survey, based on past research, was distributed to university students 

before and after completing the course.   The instrument covered five basic categories of 

students: learners with emotional impairments, multiple impairments, physical impairments, 

mental impairments, and no impairments.   

Pretest responses indicated that university students were comfortable and willing to work 

with students who had disabilities but did not feel capable.  Posttest results indicated the 

participants felt more capable of working with students with disabilities, but felt less comfortable 

and less willing to make accommodations for students with disabilities.  Students with multiple 

and emotional disabilities received the lowest scores in both the pre- and posttest.  The 

researchers discussed that the lack of change in attitude may be the reflection of their feelings of 

comfort when interacting with students with disabilities but may also be reflective of 

“…participants having developed more realistic understanding of both rewards and the 

challenges in providing appropriate music education services to students with disabilities” (p. 3 

online).  To determine if attitudes changed after university studentss returned to their classrooms, 

the researchers conducted a follow-up survey six months after the posttest.  The response rate 

was too low to conduct further analysis.   

Heflin and Bullock (1999) surveyed 18 teachers, drawn from three school districts using 

nine open-ended questions administered face-to-face or via telephone.  Teachers in all districts 

expressed difficulty in implementing inclusion of students with emotional behavioral disabilities 

in regular education. “When asked about their reactions to inclusion, general education teachers 

reported varying degrees of skepticism and fear” (p. 107).  Variables critical for successful 

inclusion identified by teachers included:  

• inclusion reflecting natural proportions 

• instructional support 

• training for school personnel (emphasizing collaboration) 

• careful planning and systematic implementation 
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Both special and general educators identified insufficient support and training as a key problem 

they encountered in facilitating inclusion.  Students with disabilities were being placed into 

classrooms with teachers who were unprepared to meet their needs.   

Summary 

 Teacher attitude toward students with disabilities can greatly affect how students succeed 

in the general education classroom.  Although many teachers support the concept of inclusion for 

students with disabilities, many are not supportive to having included students in their classroom, 

especially as the severity of the disability increases.  Feelings of inadequacy and being 

overwhelmed with providing adequate educational support for students with disabilities were 

common themes.   

Several researchers have attempted to change teachers’ and pre-service teachers’ attitudes 

toward working with students with disabilities.  While some have found success based on course 

content and other support systems, others have found little or no change.  Research supports 

more exposure and training is better, but it is still unclear how to best provide these learning 

opportunities (Tait & Purdie, 2000).  Most researchers indicated that even without a change in 

attitude, most teachers have an increased awareness of the struggles that including students with 

disabilities entails.  

Several methods have been assessed for their ability to facilitate attitude change.  Some 

of the interventions presented including role-play, videotapes, instructors with disabilities, and 

interactions with individuals with disabilities led to significant attitude change as evidenced by 

results on attitudinal measures.  While other researchers did not find such changes, they did 

indicate that participants became more realistic of the challenges they will face as future 

educators for meeting the needs of students with disabilities in the regular education 

environment.  The following section describes two studies that focused on ascertaining 

additional factors associated with successful attitude change.   

 

Agents for Attitudes and Perceptions 

 

Attitudes are comprised of three elements: cognitive, affective and connotative 

/behavioral components (McGuire, 1969; Oskamp, 1977).  In order to change or alter an attitude, 

it is necessary to reach all three components.  Similarly, personal construct psychology asserts 
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that constructs are formed from experience and retained based upon how well they fit into 

existing systems and predict future events.  A construct system can be altered by the experience 

of new events, however, since constructs are organized in a hierarchical manner, some constructs 

are more readily altered than others.  For either attitude or construct change, certain elements 

must be present for the change to be successful.  The following two articles explored the 

necessary components for successful attitudinal changes.  

Lao an Kuhn (2002) sought to examine how the underlying attitudes toward capital 

punishment (CP) were altered based upon the presentation of different forms of cognitive 

engagement.  One hundred and three university students enrolled in a psychology course at an 

urban community college participated in an experiment to assess the affects of different 

conditions on attitude change relating to capital punishment (CP).   

In a pretest, participants completed a thirteen-point opinion scale to indicate their opinion 

regarding the practice of CP, a thirteen-point scale to indicate their beliefs about whether CP 

reduced crime, a brief essay that explained and justified their opinion toward CP, and three 

seven-point scales to indicate how certain they were that their opinions were correct, how 

important the topic was to them personally, and how important they believed the topic to be to 

society as a whole.   

University students were then assigned to either a pro or con condition.  Participants who 

held a neutral attitude were randomly assigned to one of the conditions.  Several variations were 

used in the conditions including three interactive, one non-interactive, and one control group.  

University students in the interactive conditions were assigned to one of three dyadic conditions: 

agreement, mixed, and disagreement.  These university students engaged in 20-minute 

interactive discussions once weekly for six weeks.  Each interview was with a different partner.  

In the agreement condition, students shared the same view in five of the six interviews.  The 

mixed condition consisted of half shared and half opposing view interviews.  Disagreement 

dyads shared the same opinion in only one of the six interviews.    

In the non-interactive condition, participants were provided audiotapes to listen to 

university student dyads discussing their attitudes toward CP.  The tapes also lasted 20 minutes 

and the university students listened to a different tape each week for six weeks.  Three of the 

tapes were shared opinion and three were opposing.  The control group did not engage in any 
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discussion.  Following the final session with participants, posttests were administered.  This was 

followed up by a similar assessment two weeks later. 

Results indicated that participants in the interactive agreement and mixed conditions had 

significant change in attitude, while the disagreement and non-interactive participants did not.  

“The fact that our non-interactive condition did not produce significant change, despite the fact 

that its content was equivalent to that in the other experimental conditions, indicates that more is 

involved in the interactive experimental conditions than the transmission of content” (Lao & 

Kuhn, 2002, p. 1214).  The authors contend that the thinking underlying attitudes is the most 

consistent means by which to influence that attitude. However, they also caution that the quality 

of thought warrants more extensive research to determine the effects on attitude. 

Clore and Jeffery (1972) used role play in an attempt to increase university students’ 

attitudes and empathy toward students with disabilities.  Seventy-six university students enrolled 

in introductory psychology courses were randomly selected to participate in the experiment.  

After reporting to the experimental room in groups of six, subjects were randomly assigned to 

three conditions: role-play, vicarious role-play and control.  The experimenter appeared confined 

to a wheelchair while facilitating the experiment.   

Role-play subjects were instructed that they were to pretend they had been in a car 

accident that left them paralyzed from the waist down and confined them to a wheelchair.  They 

were to complete numerous tasks on campus while confined to the wheelchair within 25 minutes.  

Vicarious role-play subjects were to follow behind the role-play subjects at a distance of 20 feet 

and observe but not interact.  Control subjects were instructed to spend 25 minutes on campus.   

Upon their return to the experimental room, subjects were asked to complete a 100-word 

response to their experience.  Following the completion of the response, participants were asked 

to complete three rating scales: a 20-item seven-point Likert scale to assess affect, a twelve 

question six-point Likert scale survey to assess attitude, and an experimental evaluation form 

assessing the demand characteristics of the experimenter and the attraction the subjects felt 

toward the experimenter.  One month after completing the experiment, subjects were contacted 

by a bogus campus representative asking their willingness to show a university student with 

disabilities around campus.  A final four-month follow-up was conducted.  A bogus 

representative from the university student government association contacted participants to ask 

how they wanted to spend remaining funds.  A five-point Likert scale was used to respond to the 
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four alternatives:  scholarships for Black students, increased parking, increased facilities for 

students with disabilities, or increased intramural facilities.   

Results indicated that university students participating in the role-play and vicarious role-

play conditions responded significantly more positively than control subjects to a specific control 

subject, the experimenter; the series of issues concerning individuals with disabilities; and to the 

disguised attitudinal assessment in the four month follow-up.  Additionally, the open-ended 

descriptions reflected the impact of their experiences.  “The results show that role playing a 

disabled person in a natural social environment has both immediate and long-term effects on 

interpersonal attitudes toward disabled students” (Clore & Jeffery, 1972,p. 110).   In later 

research, Watts, (1984) discussed the usefulness of this study on demonstrating the dramatic 

effects emotional role playing can have on individuals’ attitudes.   

Summary 

The process of changing how an individual thinks, feels, and reacts to objects, events and 

individuals is multi-faceted.  Two key components have been identified and used effectively to 

elicit lasting attitude change: making an emotional connection and engaging participants actively 

rather than passively in instruction (Watts, 1984).  Although this approach is more time 

consuming and labor intensive than other methods, the added effort appears to lead to a greater 

lasting attitude change (Clore & Jeffery, 1972; Lao & Kuhn, 2002). 

 

Art Therapy and the use of Personal Construct Psychology 

 

 The use of art therapy to assess individuals’ personal constructs was first addressed by 

Carnes (1979).  Since constructs have personal meaning, it is assumed that the labels attached to 

them are based upon the available language.  When words do not exist for constructs, Carnes 

asserted that visual representations could assist in the communication.   

 Research done by Rhyne (1979) for completion of a Doctoral degree in Psychology at the 

University of California, Santa Cruz, used PCP as a methodology to study how individuals “can 

and do represent cognitive content in a visual mode” (p. 14).  Through the use of simple abstract 

drawings, Rhyne sought to determine how form functioned as content in visual representations of 

personal experiences and ideas. 
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 Seven mental health professionals participated in a pilot study to develop the repertory 

grid used in the study.  Participants were asked to complete 26 mind-state drawings using five by 

five inch cards and a black felt tip marker provided by the researcher.  Participants were asked to 

assign each of their drawings descriptive constructs, phrased in bi-polar terms.  Following the 

pilot study, the mind-states were reduced by 11, and the final grid represented only 15 as 

elements.  The bi-polar constructs chosen encompassed five aspects of structural dimensions: (1) 

orientation of the drawing within the space, (2) dominant movement implied by drawing within 

the space, (3) structural configuration within the drawing, (4) relationships of parts within the 

configuration of the drawing, and (5) spatial relationships between the drawings as figures and 

space as ground. 

 Fifty subjects participated in the final research project.  All participants received identical 

packets containing 15 two by three inch cards with one concept word on each, one fine and one 

chisel point felt tip pen, and 20 five by eight inch cards.  The twenty cards were divided into a 

five by five inch area for the drawing, a horizontal space in which to write a concept word, and a 

space to list five descriptive words.  Also included were directions for completing the drawings 

and the enclosed grid along with a consent form.  The grid was sealed in an envelope with 

instructions.  Participants were asked not to open the envelope until after completing all the 

drawings.  Individuals were given one week in which to complete the drawings and fill in the 

grid.   

 As predicted, Rhyne (1979) found many similarities in both drawing style and 

perceptions of structural properties.  Results indicated that “visual and verbal expression of some 

mind-states are typically characterized in terms of associated expressive structure” (p. 249).  

Although mind-state experiences can be characterized by expressive structures, Rhyne cautions 

that no one experience can be simply defined in terms of any one dimension of structural 

properties.  Each mind-state was represented in multidimensional aspects, and interpretation of 

visual representations of emotions requires attention to these complex meanings.  Although the 

representation of the participants’ personal constructs displayed similarities, Rhyne cautioned 

that they could only be truly understood within the context of each individual’s construct system. 

 Rosal (1985) utilized aspects of PCP in her study on the effects of art therapy as an 

intervention modality in changing both the locus of control and adaptive behavior of students 

who were identified as having classroom behavior disorders.  Five teachers, who taught grades 
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four through six, completed the Conners Teacher Rating Scale (TRS) for all students.  The 

instrument identified 45 students who exhibited behavioral concerns.  The 36 students who 

agreed to participate in the study were randomly assigned to one of three conditions: a cognitive 

art therapy group, an art as therapy group, and a control group. 

 Two weeks prior to beginning the study, all students completed the Children’s Norwicki-

Strickland Internal-External Locus of Control Scale (CNS-IE) in small groups, were individually 

interviewed, and completed a personal construct activity.  For the PCP activity, students were 

asked to complete eight drawings (used as elements) depicting activities that were familiar to 

students such as: someone studying at school or someone being bad at school.  Students then 

rank ordered their drawings for eight constructs concerning issues of socialization and self-

awareness.  One example of a construct was who is most like you, who is least like you?  

Information during this activity was recorded in three parts: (1) the drawings, (2) the rank 

ordering, and (3) verbal responses to three prompts:  

• Tell me what’s happening in this drawing? 

• Can you give this drawing a title? 

• Why do you think this person is most like you? (each reflecting the construct 

provided)  

Two weeks lapsed between the testing period and the beginning of the intervention study due to 

a school holiday. 

Students assigned to the cognitive art therapy and the art as therapy groups were each 

divided randomly into groups of six, forming two groups for each condition.  Interventions lasted 

for ten weeks and included progress notes following each session.  Notes included behavior, 

attitudes, and participation for each subject.  Following the intervention period, students again 

had a two-week school holiday. 

 Post-testing was conducted using the CNS-IE in small groups as was done in the pretest.  

Personal constructs were assessed individually in interviews with one of two research assistants.  

Ten students were randomly selected for posttest interviews as well.  Teachers again completed 

the TRS for all students including those participating in the study. 

 Results indicated that students in the art therapy and art as therapy groups improved in 

their locus of control, although the difference was not statistically significant from the control 

group.  Additionally, students in the treatment groups differed significantly in terms of 
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improvement in diagnosis on the TRS.  Results of the personal construct activity indicated that 

students in the treatment groups gained increased self-awareness. 

Summary 

 Both Rhyne (1979) and Rosal (1985) sought to combine the theories of art therapy and 

personal construct psychology.  Rhyne explored the use of art therapy in eliciting constructs via 

drawings in an attempt to find a connection between the verbal and visual modes of expression.  

Rosal used PCP to elicit visual representations of elements that were used to complete repertory 

grids.  While these two studies examined different applications of PCP, both found promise in 

the use of art therapy with PCP.   

 

CONCLUSION 

 

George Kelly introduced personal construct psychology in 1955 as an attempt to address 

how an individual formulates their realities and functions within that unique system (Franstella, 

2003).  His psychology proposed that individuals form constructs based upon experiences 

encountered and use those constructs to predict, interpret and respond to future events.  In this 

sense, individuals create for themselves a unique reality that only they can truly understand.  The 

constructs function within a system, unique only to that individual.   

Similarly, the theories of attitude presented by Allport (1935), McGuire (1969) and 

Oskamp (1977) addressed the complex nature of attitude development.  While no one definition 

has been developed, an attitude is generally accepted as a mental state that prepared individuals 

for action in response to situations that included cognitive, affective and connotative/behavioral 

responses.  Attitudes allow an individual to place meaning upon the world.   

Several researchers have sought to assess teachers’ attitudes and perceptions toward 

students with disabilities.   Success for students with disabilities has been linked to the attitudes 

teachers hold toward the student.  The research presented found that overall teachers held 

positive attitudes toward students with disabilities, however these attitudes decreased as the 

severity of disability increased.  Students with EBD were identified by teachers as one of the 

most challenging.  Additionally, teachers indicated feeling ill-prepared to meet the needs of 

students with disabilities in the general education classroom. 
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Other researchers have attempted to assess the efficacy of interventions to change 

teachers’ attitudes and perceptions toward students with disabilities.  While no one method has 

proven superior to changing attitudes, researchers have identified several key components to 

facilitate the process.  Some of the interventions presented included role-play, videotapes, having 

instructors/researchers with disabilities, and interactions with individuals with disabilities as well 

as making an emotional connection and engaging participants actively rather than passively in 

instruction.  Additionally, art therapy has proven a valuable resource in accessing and altering 

existing attitudes and perceptions.   

This body of theoretical and research literature presents the foundation for the present 

study.  It was necessary to first have an understanding of how attitudes and constructs are formed 

as well as how they can be altered before undertaking the current study.  Past research on the 

assessment of attitudes informed the researcher on the instrument used in the study to assess 

attitudes.  Personal construct psychology informed the researcher on an instrument for assessing 

personal constructs on participants.  Other researchers who have explored the effects of different 

interventions on altering attitudes and perceptions informed the researcher of the necessary 

components for the intervention of this research.  In the following chapter, the methodology for 

the research is described.  Included are the procedural components, an in-depth explanation of 

the research instruments, and description of the participants.  
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CHAPTER THREE 

 

METHODOLOGY 

 

In this chapter, the research methods for this study are discussed. Based upon the findings 

of the literature review; the research question, hypothesis and research design for the current 

study are presented.  Next, a review of the subjects, measures, and an explanation of the 

procedural steps are addressed.  Statistical measures utilized for data analysis are discussed as 

well as internal and external validity.  The chapter concludes with a synthesis of the research 

design.   

 

Research Question 

 

 The primary research question was: 

Can pre-service teacher attitudes and perceptions toward students with emotional 

behavioral disabilities (EBD) be altered or changed through participation in an 

inservice utilizing art therapy as a teaching modality? 

 

Supporting Questions 

The two supporting questions included: 

 

1. What are the current attitudes and perceptions of pre-service teachers toward 

students with emotional behavioral disabilities? 

2. How do these attitudes and perceptions change after participating in an inservice 

utilizing art therapy as a teaching modality focused on altering attitudes and 

perceptions of students with EBD? 

 

Hypothesis 

 

The null hypothesis is: An inservice utilizing art therapy as a teaching modality will have 

no effect on participants’ attitudes and perceptions toward students with EBD.    
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Research Design 

 

 The design for this study is A-B-A-A.  In order to determine the effects of the inservice, 

it was first necessary to assess each participant’s attitudes and perceptions.  Because the research 

indicated that the IDP can assess changes in attitudes following trainings, it was administered at 

the conclusion of the second inservice day.  Constructs are not so readily changed; therefore it 

was necessary to implement a second posttest to assess if any changes found on the IDP were 

lasing and to assess shifts in personal constructs using the Teacher’s Personal Construct 

Repertory Grid.  

Subjects 

 Students enrolled in the pre-service teacher education program at a small private 

university in the southeastern United States were the participants for this study.  The university is 

comprised of approximately 850 traditional and non-traditional students and offers bachelors and 

masters level programs.  The university is located in a small community with a population of 

roughly 20,000. 

All participants for this study have been admitted into the Early Childhood Education 

(ECE) program and were participating in observations and teaching during the research period.  

The ECE program encompasses Pre-Kindergarten through fifth grade and is a four-year 

undergraduate program.  Students must complete core classes including the required class on 

exceptionalities (see Appendix H for syllabus), pass an entrance exam and participate in an 

interview before being admitted into the ECE program. Additionally, students must have 

documentation of 50 hours working with age appropriate children and three letters of 

recommendation.   

Students enrolled in a seminar class were asked to participate.  All students in the class 

on the day the researcher arrived agreed to participate.  Two students were absent.  One 

participant was not able to complete the research process due to illness.  Participants ranged in 

age from 21 years to 52 years of age with the average age of 31.3.  Three students were African 

American, six were Caucasian.   All were female.   

Some participants had no prior contact with individuals who had disabilities while others 

had extensive personal and professional histories.   This will be presented in more depth later in 

Chapter 4.  Due to the mixture of traditional and non-traditional students, some participants had 
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just begun to work in a classroom environment while others had been working in a school setting 

for a number of years.   

The classroom utilized for the seminar consisted of six rows of long tables with 8 chairs 

per row.  A large dry erase board and projection screen were situated at the front of the room.  

Several chairs and loveseats were along the rear walls.  A diagram of this room can be found in 

Appendix I.   

Measures 

 Due to the complex nature of assessing attitudes and perceptions, two data gathering 

instruments were be used in conjunction with qualitative observations, the Interactions with 

Disabled Persons Scale (IDP) and the Teacher’s Personal Construct Repertory Grid.  The IDP is 

a 20-item instrument designed to measure individuals’ personal attitudes toward individuals with 

disabilities (Gething, 1994, nd; Gething et al., 1997).  The Teacher’s Personal Construct 

Repertory Grid, developed for use with the theories of personal construct psychology, consists of 

ten elements and ten bipolar constructs.  Additionally, participants completed several drawings 

throughout the research.  Data was also collected qualitatively in the demographic questionnaire, 

during the inservice, and in a follow-up questionnaire.  Each instrument is described in detail 

below.    

Interactions with disabled persons scale.  The Interactions with Disabled Persons Scale 

(IDP) is a 20-item instrument designed to measure an individual’s personal attitude toward 

individuals with disabilities (Gething, 1994, nd; Gething et al., 1997).  Respondents complete the 

assessment by responding to each statement based upon their own reactions when meeting an 

individual with a disability.  “The IDP Scale measures general attitudes in terms of the level of 

discomfort reported by a person during interactions with persons with disabilities” (p. 7) and has 

been used to evaluate the effectiveness of intervention programs aimed at changing attitudes 

toward individuals with disabilities, assessing needs for developing trainings, and the 

identification of barriers within communities for equal access and opportunities.    

 The scale was first used in 1981 in response to the International Year of Disabled Persons 

in Australia.  As part of an evaluation of the Year’s goals, the assessment was included in a 

packet distributed to a national sample as a pre- and posttest.   In preparation for the event, a 

pilot study was completed.  Six hundred and thirty-three participants were asked to describe how 

they felt when meeting someone with a disability.  Responses were content analyzed based upon 
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variables identified in the research literature that were related to negative attitudes.  The resulting 

measure was provided to 40 individuals to determine face and content validity.  Based on this 

review, the final measure was designed.  “The final version of the Scale consists of 20 items and 

uses a response format which requires respondents to indicate their level of 

agreement/disagreement with each item using a six-point scale with no neutral point” (Gething, 

nd, p. 8).  Alternative versions of the scale have been tested to determine if the 20-item scale 

accurately assesses attitudes.  No significant differences were found in 22, 28 or 33 item versions 

or when wording was changed. 

 Statements on the IDP are phrased in such a manner that an agreement response indicates 

relative discomfort, while a disagreement response indicates a level of comfort.  This was 

reversed for three of the questions in the scale in order to avoid response bias.  Scores for the 

scale range between 20 and 120, with a lower score indicating “…a more positive attitude as 

expressed in terms of less perceived discomfort in social interactions with someone with a 

disability” (Gething et al., 1997, p. 155).   

Test-retest reliability was evaluated using eight samples.  The coefficients ranged 

between +0.51 for a one-year re-test and +0.85 for a two week follow up.   Cronbach’s alpha was 

used to assess internal consistency.  On the 15 occasions, scores ranged between +0.74 to +0.86.  

These results were found to be similar to those reported on similar tests (Gething et al., 1997).   

Factor analysis was used to determine if questions could be clustered together as 

measuring similar variables.  Several analyses have been conducted for the IDP and six clusters 

have been identified (Gething, 1994, nd; Gething et al., 1997).  The four largest factors have 

been named: discomfort in social interaction, coping versus succumbing framework, perceived 

level of information, and vulnerability.  Due to their small size, the two remaining clusters were 

not named.  One question was not included since it did not fit into any of the clusters.  

Correlations between factors were low and indicated that each cluster represented relatively 

independent dimensions. 

Since the scale had been developed for use in Australia, it became necessary to explore 

the use of the scale in other countries and cultures to determine if the norms and psychometric 

properties derived from Australian samples could be applied elsewhere (Gething et al., 1997).  

Nine countries, including the United States, participated in the effort and a standard was 

established to ensure uniformity in sample selection and administration.  Results of this 
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international effort led researchers to determine that the scale was able to discriminate between 

respondents within the countries participating in the study. 

Scoring the IDP involves assigning a number value to the six responses (see Appendix 

D): I agree very much (6); I agree somewhat (5); I agree a little (4); I disagree a little (3); I 

disagree somewhat (2); and I disagree very much (1).  The scoring is reversed for items 10, 14 

and 15.  Number 19 is not included in the scoring since it did not cluster with any other items in 

the factor analysis.  Scores are then totaled with a higher score indicating a greater level of 

discomfort.  Each participant completed an IDP in the pretest, immediately following completion 

of the inservice, and in a three-week posttest.    

Teacher’s personal construct repertory grid.  The repertory grid is a means for 

exploring the personal construct systems of others (Franstella, Bell, & Bannister, 2004).  It is a 

method for exploration, not a testing instrument.  It allows a researcher to get a snapshot of how 

an individual thinks and construes things.   

Use of a grid allows for a comparison of elements and constructs.   “Kelly grounded his 

theory in mathematical relationships he saw between the constructs” (Franstella et al., 2004, p. 

6).  As constructs are applied to events, a complex series of categories emerges.  The amount of 

such groupings using dichotomous constructs in a system is equal to 2
n
, where n is equal to the 

number of constructs applied.   

 For example, a teacher sees a child roaming the classroom during independent seatwork 

time.  This event has meaning for the teacher who construes the child as being disruptive to 

others, not working, and having no purpose leaving their seat.  These are contrasted with not 

bothering others, working and having a reason to leave their seat.  If a simple grid were 

constructed from these three constructs it would look like the grid in Figure 1. 

 

 

 

 

A child roaming the classroom during 

independent seatwork time. 

Emergent Pole (+)  Implicit Pole (-) 

disruptive to others  not bothering others 

not working  working 

having no purpose 

leaving their seat 

 having a reason to 

leave their seat 

Figure 3.1. Sample Repertory Grid 

 63



 

Using this example, the possible groupings would equal 2
3
, or 8 (see Figure 3.2).   

 

 

 

 

A child roaming the classroom during 

independent seatwork time. 

Emergent Pole (+)         Implicit Pole (-) 

Disruptive to others + + + + - - - - not bothering others 

not working + + - - + + - - working 

has no purpose leaving 

their seat 

+ - - + - + + - has a reason to leave 

their seat 

Figure 3.2. Sample Completed Repertory Grid with Possible Groupings 

 

 

 

 

A grid consists of elements listed along the top and constructs listed on the side.  There 

are too many variations to explain here, but for the purpose of this research, a 10 x 10 grid was 

developed (see Appendix E).  While some grids list only the emergent poles, the grid used in this 

study included both the emergent and implicit poles and employed a rating scale from 1 - 6. 

While Kelly preferred to elicit grids from his participants, others have experimented 

using supplied elements and constructs (Franstella et al., 2004).  It has become standard practice 

that grid designers choose the elements for the grid.  In the original role construct repertory test, 

Kelly used role titles to elicit individuals as elements, however later testing found that the 

generic role titles rather than individual names increased test-retest reliability.   

Discussion still exists on whether to supply constructs or elicit them from participants.  

Franstella et al. (2004) discussed the importance remembering that the supplied constructs are 

merely the designer’s verbal labels to which an individual will attach a personal meaning.  “What 

is essential is that the verbal labels are meaningful to the person” (p. 46). 

 For the grid used in this study, a pilot project was undertaken to ensure that the elements, 

stated as role titles, and the bi-polar constructs were meaningful to individuals.  Four participants 

were asked to complete a drawing for each of the ten elements.  This was done based upon the 

research by Rhyne (1979) and Rosal (1985). The ten role titles included:  

1. A student being well behaved 
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2. A student being disruptive 

3. A student being disrespectful to the teacher 

4. A student being helpful 

5. A student harming another person 

6. A student in trouble 

7. A student fighting 

8. A student playing appropriately with others 

9. A student interrupting class 

10. A student harming him/herself 

The order of the drawings was random.  For each drawing completed, participants were 

asked to explain what was happening in each drawing as well as provide five descriptive words.  

The drawings were used to assist participants in thinking about each element and increase 

awareness of what it meant to them.  As Carnes (1979) discussed, drawings help to access the 

unconscious and provide a tangible representation of often unexplainable.   

After completing the drawings, participants were asked to rate each element on ten bi-

polar constructs using the Teacher’s Personal Construct Repertory Grid developed by the 

researcher.  The constructs included: 

1. I would like to have this student in my class. 

I would not like to have this student in my class.   

2. This student is a good student. 

This student is a poor student.  

3. I can help this student learn. 

I cannot help this student learn. 

4. This student likes school. 

This student dislikes school. 

5. This student is happy. 

This student is unhappy. 

6. I feel I can make a difference in this student’s life. 

I feel I cannot make a difference in this student’s life. 

7. This student would make me pleased. 

This student would make me angry. 
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8. This student would want to make me happy. 

This student would want to make me unhappy. 

9. I think this student is a good person. 

I think this student is a bad person. 

10. This student would be a rewarding student for me.   

This student would be a challenging student for me. 

 Based upon the data and feedback gathered in the pilot project, the final form of the grid 

was revised and can be found in Appendix E along with the instructions.   

Qualitative Evaluation 

In addition to the data collected using the IDP and the Teacher’s Personal Construct 

Repertory Grid, qualitative data was collected using the Demographic questionnaire, element 

drawings, videotape analysis of the inservice and the final questionnaire.  Additionally, two 

individuals were randomly selected from the 10 participants for a case study.  Information was 

collected via journal entries (see Appendix G) following each aspect of the research process.  

The videotape of the inservice was content analyzed for comments relating to students with 

disabilities for each participant.   

 

Explanation of Procedures to be Followed 

 

In order to gain access to subjects, a local university was approached and asked to 

participate in the research.  Students enrolled in the Early Childhood Education program were 

the targeted subjects.  This purposive sample was been chosen due to accessibility by the 

researcher.  With approval from both the researcher’s university and the local university; the 

researcher developed a schedule for the collection of data pre- and posttest as well as the 

inservice.   

The initial pretest, which occurred during a regular class session included: a demographic 

sheet (see Appendix B), completion of ten element drawings (see Appendix C), the Interaction 

with Disabled Persons scale (IDP) (see Appendix D), and a Teacher’s Personal Construct 

Repertory Grid (see Appendix E).  Participants received all items including instructions for 

completing each aspect of the pretest in a folder.  The researcher presented participants with the 

folders and explained the research and what it would entail for each participant.   
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Three weeks later, participants engaged in the inservice.  Several different components 

were identified both to assist in the retention of information and facilitate changes in attitudes 

and perceptions.  Interventions found successful in other research were incorporated into the 

format.  Sawka (2002) utilized a model while working with the Philadelphia Public School 

District in which all elements of instruction were task-analyzed and presented utilizing an active 

training format that involved: brainstorming about the topic, direct instruction, modeling, 

discrimination tasks, guided practice via small group activities and ongoing feedback about 

performance.  Based upon this model, the intended format of the inservice for this study 

included: drawings, brainstorming, interactive discussions, dissemination of information with 

opportunities for responses from participants, role-play and group discussion.  Additionally, 

video presentations, as was done in the study conducted by Beattie et al. (1997), were 

incorporated.   

To minimize inconvenience to participants, the inservice was scheduled during two 

consecutive class sessions.  Information presented to participants was taken from the research 

literature on successful strategies for intervention with children who exhibit challenging 

behaviors (Bray & Kehle, 2000; Fitzgerald, McConaughy, & Kay, 1997; Greer-Chase, Rhodes, 

& Kellam, 2002; Lane, 2002; Musser, Bray, Kehle, & Jenson, 2001; National Information Center 

for Children and Youth with Disabilities, 2002; Petrie, Lindauer, Bennett, & Gibson, 1998).  The 

format for the inservice began with participants completing a drawing of a teacher dealing with a 

child being disruptive in the classroom.  This drawing was later used to compile a list of teacher 

responses to disruptive behaviors encountered in the classroom as well as provide participants an 

opportunity to discuss situations they have encountered personally.   

 The behaviors brought up by the participants in the pretest drawings were addressed in a 

dissemination of information on the nature of emotional behavioral disabilities.  Drawings were 

selected and used as a catalyst for discussions throughout the inservice.  The use of art therapy in 

this capacity allowed participants to have a tangible representation, the drawings, as a beginning 

point for expressing their experiences, attitudes and perceptions.   

The first day of the inservice addressed what EBD was and how it manifested in children.  

The researcher utilized a PowerPoint presentation to deliver information (see Appendix M).  

Topics covered included:  

• Definition of emotional/behavioral disabilities under IDEA 
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• What are disruptive behaviors? 

• How are students with disruptive behaviors described? 

• Why do students engage in disruptive behavior? 

• Why do students engage in disruptive behavior? 

• The story of Jerome, A case study 

• Three types of behavioral triggers 

• The Crisis Cycle 

• The Crisis Cycle during behavioral explosion 

• Responses to students’ disruptive behaviors 

• How are students in trouble described? 

• Strategies for responding to disruptive behaviors 

• Strategies for coping with disruptive behavior 

• Next Week… 

The second day, one week later, strategies for responding to students with EBD were 

presented using a PowerPoint presentation (see Appendix N).  Topics discussed included: 

• How do you deal with students who are being disruptive? 

• Ideas from the first session for responding to disruptive behaviors: 

• Effective strategies for responding to disruptive behaviors 

• Develop relationships with all students and parents/care givers when possible 

• Post clear classroom rules 

• Post clear classroom consequences for not following rules 

• Establish classroom routines 

• Prepare for changes in routines or transitions 

• Utilize non-verbal cues 

• Utilize precision requests 

• Utilize precision requests 

• Implement reinforcement strategies for behaviors 

• Monitor students to identify potential triggers for disruptive behaviors 

• Contract with students to address specific behaviors 

• Incorporate social skills training into your curriculum 

 68



• The Story of Jerome (additional scenarios) 

• Some limitations… 

Participants were then asked to brainstorm possible uses for interventions in their classrooms and 

ask questions of the researcher.  Throughout each day, time was allotted for participants to 

engage in role-play and group discussions.   

 As the inservice concluded, discussion was facilitated on the limitations of techniques 

presented as well as the need to respond to each situation in a unique manner.  Participants had 

an opportunity to ask questions and discuss continuing concerns.   

After completing the inservice, participants were asked to complete the IDP scale to 

assess immediate changes in attitudes.  Three weeks after the conclusion of the inservice, 

participants completed the posttest.  Participants again received folders, which this time 

included: a final drawing sheet (A student engaging in disruptive behavior that you feel will be 

the most challenging for you to address in your classroom), IDP scale, a Teacher’s Personal 

Construct Repertory Grid and a final questionnaire (see Appendix F).   

 

Data Analysis 

 

All of the data collected was used in analysis to ascertain if changes occurred in the 

attitudes and perceptions of participating pre-service teachers toward students with EBD.  While 

Gething (Gething, 1994, nd; Gething et al., 1997) identified six factors on the IDP, Tait and 

Purdie (2000) explored the usefulness of all these factors.  In a comparison between Gething’s 

six factors and others using only two factors, they reported: 

Using structural equation modeling, the factor structure of the IDP Scale was tested. The 

best fitting model was found to be one in which there were four factors (Discomfort, 

Sympathy, Embarrassment, and Vulnerability) that were derived from 16 items. 

Although significant effects were found for type of course, age, gender, language, and 

frequency of contact, the magnitude of these effects was minimal (p. 25). 

The presented analysis utilized this format using a T-test to assess statistically significant 

changes, at the 95% confidence interval, in individual scores as well composite group scores. 

Data gathered from the grid was analyzed using Idiogrid software developed by Dr. 

James Grice at Okalahoma State University (2004).  Using this program, individual grids were 

compared pre- and posttest to assess individual shifts in perceptions.  Three elements were 
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deleted prior to analysis; A student being well behaved, A student being helpful and A student 

playing appropriately with others.  These elements were deleted to present a more accurate 

representation of participants ratings for the elements relating to students with EBD.   

The modified grids were analyzed utilizing a two-grid Slater analysis.  Patrick Slater 

developed this method for comparing two grids with the same elements and constructs in 1977 

(Grice, 2003).   In this analysis, the sample sizes, means, standard deviations, effect sizes (d), 

and t-values for the differences between the elements in the two centered grids are computed and 

reported.   To determine the significance of findings, Grice explained: 

The t-value for a given element is based on the standard formula or paired observations 

and is commonly referred to as a “dependent t”, “matched-pairs t”, “paired-samples t”, or 

correlated t”. The t-values can be compared to critical values with N - 1 degrees of 

freedom and judged for statistical significance (p. 67).  

Utilizing the statistics for differences between elements output of the Slater Analysis (two grids), 

p-values for each element were computed.     

Qualitative data, as already discussed, was content analyzed to assess if trends appear in 

the written responses of participants on the Demographic questionnaire, the descriptions of the 

drawings, comments made during the inservice and the final questionnaire.  Additional data was 

collected in two single case studies.   

Qualitative data was analyzed using content analysis to determine if trends existed within 

the reported attitudes, opinions and descriptions of participants.  Patton (2002) described content 

analysis as searching text for recurring words or themes.  He stressed that this approach usually 

refers to analyzing text rather than observation-based field notes.  Stemler (2001) noted that: 

When used properly, content analysis is a powerful data reduction technique. Its major 

benefit comes from the fact that it is a systematic, replicable technique for compressing 

many words of text into fewer content categories based on explicit rules of coding. It has 

the attractive features of being unobtrusive, and being useful in dealing with large 

volumes of data (p. 6). 

Similarly, Patton (2002) stated, “Content analysis is used to refer to any qualitative data 

reduction and sense-making effort that takes a volume of qualitative material and attempts to 

identify core consistencies and meaning” (p. 452). 
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 Krippendorff (1980) presented six questions that must be addressed when conducting a 

content analysis: 

1) Which data are analyzed? 

2) How are they defined? 

3) What is the population from which they are drawn? 

4) What is the context relative to which the data are analyzed? 

5) What are the boundaries of the analysis? 

6) What is the target of the inferences? 

Answering these six questions provided the format for the content analysis used in this study.   

The data analyzed were the demographic questionnaire, element drawings, descriptive 

words for the elements, the final questionnaire and responses to the journal entries form two case 

studies.  The data were defined as the participants’ responses to the instruments.  University 

students enrolled in a seminar class for student teaching at a local university served as the 

population.  Data were analyzed for the purpose of assessing current attitudes and perceptions 

toward students with EBD as well as determining the effectiveness of an art therapy based 

inservice on altering those attitudes and perceptions.  Due to the small sample size and non-

systematic sampling, the boundaries of the data findings were limited to this group of individuals 

and can therefore not be generalized.  Due to these restrictions, the target of the inferences made 

through the content analysis was to gain insight into the participants’ attitudes and perceptions of 

students with EBD as well as their perceptions on the effectiveness of the inservice. 

Emergent coding was used to analyze the data rather than the more traditional word-

count method.  “With [emergent coding], categories are established following some preliminary 

examination of the data” (Stemler, 2001).  Each set of data for the individual instruments was 

analyzed independently and then compared to determine if common themes existed between 

instruments.     

 

Discussion of Validity 

 

Several factors have the potential to affect the internal validity of this study.  First and 

foremost is the lack of a true experimental design.  Since the sample for this research was 
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selected purposively, random assignment was not possible.  There was only one group 

participating in the study, thus preventing a control group.   

University students in this study are also enrolled in other classes and were potentially 

exposed to other influences on their attitudes and perceptions.  It is possible that some of the 

participants were teaching in classrooms that include students with EBD as well as schools that 

support inclusionary practices.  Additionally, due to the study’s design of a pre- and posttest, it is 

possible that any changes found reflect a sensitization to the topic of students with disabilities 

rather than resulting form the inservice.   

While it is not possible to control for all potential threats to internal validity, several steps 

were taken to minimize the risk.  Literature reviewed in preparation for this research provided a 

strong foundation for the research design.  Additionally, while the focus of this research was on 

changes in attitudes and perceptions, participants were told that the focus was determining the 

effects of art therapy as a teaching modality.  This was done in an effort to decrease bias in 

participant responses to data collection procedures.   

In order to determine changes in attitudes and perceptions, it was necessary to perform 

both pre- and posttests.  However, in an attempt to decrease bias, measures were administered at 

a three-week interval for the IDP and six-week interval for the Teacher’s Personal Construct 

Repertory Grid.  Additionally, triangulation was used. The IDP and Teacher’s Personal 

Construct Repertory Grid were utilized to gather quantitative information while the demographic 

questionnaire, element drawings, inservice video analysis and final questionnaire provided 

qualitative information.  Additional qualitative data was collected in the case study of two 

participants.  

The selection of participants not only created threats to the internal validity, but also created a 

threat to the external validity.  Since the sample is a purposive sample, without randomization, 

the ability to generalize any findings was limited.  Limitations of the findings will be explored in 

more depth in Chapter four. 

 

Conclusion 

 

This study was designed to assess the effectiveness of an inservice, utilizing art therapy 

as a teaching modality, to alter university student teachers’ perceptions and attitudes toward 
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students with EBD.  To accomplish this goal, participants completed a pretest consisting of a 

demographic questionnaire, ten element drawings, the IDP and a Teacher’s Personal Construct 

Repertory Grid.  Three weeks later, participants engaged in an inservice which included 

drawings, brainstorming, interactive discussions, dissemination of information with opportunities 

for responses from participants, and discussion.  The inservice was videotaped and used for 

content analysis.  Immediately following the inservice, participants completed the IDP.  In a 

three-week follow-up, participants completed a final drawing, the IDP, Teacher’s Personal 

Construct Repertory Grid and a final questionnaire.  All of the data collected was used to 

ascertain if a shift occurred in the participating student teachers’ attitudes and perceptions toward 

students with EBD.  The results of this data are presented in the following chapter. 
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CHAPTER FOUR 

 

RESULTS 

 

The null hypothesis for the study stated that an inservice utilizing art therapy as a 

teaching modality would have no effect on participants’ attitudes and perceptions toward 

students with emotional/behavioral disabilities (EBD).  To test this hypothesis, quantitative data 

was collected using the Interaction with Disabled Persons Scale (IDP) and the Teacher’s 

Personal Construct Repertory Grid.  Qualitative data was collected through participant’s 

completion of a demographic and follow-up questionnaire, drawings, and a videotape of the 

inservice.  Two individuals completed journal entries following each aspect of the research as 

case studies.  The results of the data collected are presented in this chapter. 

 

Quantitative Results 

 

Interaction with Disabled Persons Scale 

Participants completed the IDP at pretest three weeks before, immediately following and 

three weeks after the inservice.  Scores on the IDP can range from 20 to 120 (Gething, 1994, nd; 

Gething et al., 1997).  This group had mean scores ranging from 69.8 to 62.7.  The results of the 

total group scores for all three administrations can be seen in Figure 4.1.  A one-tailed T-Test 

was conducted on changes between pretest and posttest 1 and pretest and posttest 2 and a two-

tailed T-test was conducted between posttest 1 and posttest 2.   The t-test was used to determine 

if the null hypothesis could be rejected.  Table 4.1 reveals that statistically significant changes 

were found between pretest and posttest 1 as well as pretest and posttest 2.  The findings prove 

that the null hypothesis can be rejected, significant changes were found in the overall scores on 

the IDP following the inservice, and these changes lasted over time.   
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Interactions with Disabled Persons Scale

69.8 62.7 64.6

20

40

60

80

100

120

Pretest Posttest 1 Posttest 2

Figure 4.1. Group mean scores on the IDP 

 

 

 

 

Table 4.1. Statistical significance of group scores on the IDP 

Subject # Pretest Posttest 1 Posttest 2 

101 79 72 73 

102 66 53 52 

103 50 42 50 

104 78 83 79 

108 73 60 58 

109 73 62 71 

111 58 54 54 

112 83 77 73 

114 68 60 71 

Average score 69.8 62.7 64.6 

P-value 0.002365
1
** 0.173297

2 
0.021667

3
* 

1 P-value for one-tail paired t test of pre-test vs. post-test 1. 
2 P-value for two-tail paired t test of post-test1 vs. post-test 2. 
3 P-value for one-tail paired t test of pre-test vs. post-test 2. 

* p<.05 **p<.01 
 

 

 

As mentioned in Chapter 3, Tait and Purdie (2000) presented a four-factor model for 

interpreting the IDP.  In their analysis they previously reported six-factor model by Gething.  
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Further analysis of the data collected was conducted isolating these same four factors.  Items 

identified in each factor included:  item 6, 8, 9 and 12 for discomfort; item 1, 2, 10, 13 and 15 for 

sympathy; item 16, 17 and 18 for embarrassment; and item 4, 5, 7 and 20 for vulnerability.  

Individual scores on each item were combined and averaged to create group scores.  These 

scores were then analyzed using one and two tailed T-Tests as was done with the total scores.   

The results presented in Table 4.2 show statistically significant results were found for two 

of the four factors, discomfort and sympathy.  Changes in the levels of discomfort were not 

lasting, as indicated by a lack of significant change noted between pretest and posttest 2, while 

changes in participants level of sympathy remained over time.  A review of the total scores for 

embarrassment and vulnerability indicate that the lack of significant findings can be attributed to 

the lack of variation in the scores across all three assessments.   

A review of the individual scores for these same four factors displayed in Table 4.3 – 

Table 4.6, reveals that the most significant changes occurred in the discomfort factor.  Due to the 

scores reflecting an individual rather than a group, statistical significance was achieved when the 

p-value was < .10.  Five of the eight participants showed significant changes either between the 

pretest and posttest 1 or the pretest and posttest 2.  Two of the six, Subject 101 and Subject 108, 

displayed significant changes that lasted over time.  For Subject 111, the scores increased, 

indicating a significant change in the negativity of her reported attitude.  Subject 108 was the 

only subject who displayed significant changes on the sympathy factor from pretest to posttest1.  

The lack of significant change in posttest 2 indicates the change did not last over time.  Subject 

102 and Subject 114 displayed a significant change in scores from pretest to posttest 2 for the 

embarrassment factor.   

 

 

 

 

Table 4.2. Statistical significance of the average group scores on the IDP 

for four factors 

 

Discomfort 

 

Sympathy 

       

Pre Post1 Post2  Pre Post1 Post2 

3.4 2.8 3  5.4 4.8 4.9 

0.030
1
* 0.443

2 
0.133

3 
 0.016

1
* 0.681

2 
0.036

3
* 
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Table 4.2 continued 

 

Embarrassment 

 

Vulnerability 

       

Pre Post1 Post2  Pre Post1 Post2 

1.9 1.8 1.9  4.3 4.1 4.3 

0.274
1 

0.293
2 

0.5
3 

 0.160
1 

0.357
2 

0.391
3 

 

1 P-value for one-tail paired t test of pre-test vs. post-test 1. 
2 P-value for two-tail paired t test of post-test1 vs. post-test 2. 
3 P-value for one-tail paired t test of pre-test vs. post-test 2. 

*p<.05 

 

 

 

 

 

Table 4.3. Statistical significance of individual’s scores on the 

discomfort factor 

 

Discomfort 

 Pretest
1 

Posttest 1
2 

Posttest 2
3 

Subject #    

101 0.015* 0.391 0.023* 

102 0.5 0.182 0.243 

103 0.5 0.638 0.196 

104 0.324 0.391 0.046* 

108 0.015* 1 0.008* 

109 0.207 0.103 0.159 

111 0.219 .*** 0.023* 

112 0.144 0.182 0.018* 

114 0.347 0.252 0.351 

 
1 P-value for one-tail paired t test of pre-test vs. post-test 1. 
2 P-value for two-tail paired t test of post-test1 vs. post-test 2. 
3 P-value for one-tail paired t test of pre-test vs. post-test 2. 

* p<.05; ** p<0.10 

*** unable to compute p-value due to no change in scores across administrations 
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Table 4.4. Statistical significance of individual’s scores on the 

sympathy factor 

 

Sympathy 

 Pretest
1 

Posttest 1
2 

Posttest 2
3 

Subject #    

101 0.287 1.00 0.311 

102 0.104 0.178 0.311 

103 0.311 . 0.311 

104 . 0.374 0.187 

108 0.045* 0.178 0.104 

109 0.352 0.529 0.121 

111 0.271 0.374 0.216 

112 0.352 0.704 . 

114 0.311 0.178 0.311 

 
1 P-value for one-tail paired t test of pre-test vs. post-test 1. 
2 P-value for two-tail paired t test of post-test1 vs. post-test 2. 
3 P-value for one-tail paired t test of pre-test vs. post-test 2. 

* p<.05; ** p<0.10 

*** unable to compute p-value due to no change in scores across administrations 

 

 

 

 

Table 4.5. Statistical significance of individual’s scores on the 

embarrassment factor 

 

Embarrassment 

 Pretest
1 

Posttest 1
2 

Posttest 2
3 

Subject #    

101 0.211 0.184 0.211 

102 0.113 0.184 0.012* 

103 0.211 .*** 0.211 

104 0.211 0.423 0.211 

108 0.5 0.423 0.371 

109 0.211 0.423 0.371 

111 .*** .*** .*** 

112 0.211 0.423 0.371 

114 .*** 0.423 0.918** 

 
1 P-value for one-tail paired t test of pre-test vs. post-test 1. 
2 P-value for two-tail paired t test of post-test1 vs. post-test 2. 
3 P-value for one-tail paired t test of pre-test vs. post-test 2. 

* p<.05; ** p<0.10 

*** unable to compute p-value due to no change in scores across administrations 
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Table 4.6. Statistical significance of individual’s scores on the 

vulnerability factor 

 

Vulnerability 

 Pretest
1 

Posttest 1
2 

Posttest 2
3 

Subject #    

101 0.5 0.182 0.332 

102 0.108 0.495 0.196 

103 0.091** 0.194 0.196 

104 0.108 0.391 0.248 

108 0.394 0.495 0.380 

109 0.431 1 0.319 

111 0.123 0.391 0.126 

112 0.5 1 . 

114 0.394 0.058** 0.126 

 
1 P-value for one-tail paired t test of pre-test vs. post-test 1. 
2 P-value for two-tail paired t test of post-test1 vs. post-test 2. 
3 P-value for one-tail paired t test of pre-test vs. post-test 2. 

* p<.05; ** p<0.10 

*** unable to compute p-value due to no change in scores across administrations 
 

 

 

 

 

 Gething (Gething, 1994, nd; Gething et al., 1997) discussed in her research that 

individuals that had regular interactions or close relationships with individuals who had 

disabilities tended to score lower on the IDP.  A review of information provided by participants 

in this study supported her findings.  Table 4.7 illustrates individual’s reported relationship, level 

of contact and IDP score.  A review of Table 4.8 shows that those individuals reporting daily 

contact have lower mean scores than those reporting weekly or monthly contact.  The presence 

or absence of a close relationship with an individual who had a disability did not appear to affect 

the scores in the same manner.  Additionally, the difference between the means decreased 

following all assessments.    
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Table 4.7. Relationships, level of contact and IDP Scores 

Close 

Relationship 

Level of 

contact 

Pretest Posttest 1 Posttest 2 

     

Yes Daily 66 53 52 

Yes Daily 73 62 71 

No Daily 50 43 50 

No Daily 78 83 79 

Yes Weekly 79 72 73 

Yes Monthly 73 60   58 

No Monthly 58 54 54 

No Weekly 83 77 73 

No Weekly 68 60 71 

 

 

 

 

 

 

Table 4.8. Mean scores and differences for level of contact and IDP 

scores 

    

Level of contact Pretest Posttest 1 Posttest 2 

    

Daily 66.75 60.25 63 

    

Weekly/Monthly 72.2 64.6 65.8 

    

Difference 5.45 4.35 2.8 

 

 

 

 

 

Teacher’s Personal Construct Repertory Grid 

 The Teacher’s Personal Construct Repertory Grid was used to assess individuals’ 

perceptions relating to students with EBD before and following the inservice.  For the analysis, 

three of the elements were deleted, A student being well behaved, A student being helpful and a 

student playing appropriately with others.  These elements were included in the original grid to 

decrease response bias.  Inclusion of these elements in the analysis had the potential to 

misrepresent the findings.   
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 Each individual’s pre- and posttest grid were entered into the Idiogrid (Grice, 2004) 

program and compared using a Slater Analysis, two grid.  The results are listed in Table 4.9 - 

4.16.  Three trends appeared in the findings, attitudes increased significantly, decreased 

significantly or remained the same.  Mean scores were derived by subtracting the posttest scores 

from the pretest scores.  Thus, a positive mean indicated that attitudes and perceptions increased 

following the inservice.  A negative mean indicated that attitudes and perceptions decreased 

following the inservice.   

Due to the scores reflecting an individual rather than a group, statistical significance was 

achieved when the p-value was < .10.  This is due to the small variance encountered when 

comparing individual’s scores.  Additionally, effect size was computed for each participant. 

Based upon these mixed results, the null hypothesis can be rejected.  The art therapy 

based inservice did have an effect on participants’ attitudes and perceptions toward students with 

EBD.   Each individual’s results are explained below.   

 A review of subject 101’s grids (see Table 4.9) indicates that significant positive changes 

were found for two of the seven elements: A student being disruptive (p < .05) and A student 

interrupting class (p < .1).  Significant negative changes were found for three elements: A 

student in trouble (p < .1), A student fighting (p < .01) and A student harming him/herself (p < 

.05).  No significant change was found for the remaining two elements, A student being 

disrespectful to the teacher and A student harming another person.   

 

 

 

 

Table 4.9. Statistics for differences between elements for Subject 101 

 N Mean Std d t-value p-value 

A student being disruptive 10 1.16 1.35 0.86 2.72 0.0118

A student being disrespectful to the teacher 10 0.16 1.21 0.13 0.41 0.3457

A student harming another person 10 0.06 0.98 0.06 0.18 0.4306

A student in trouble 10 -0.44 0.91 -0.49 -1.54 0.0790

A student fighting 10 -0.74 0.72 -1.03 -3.27 0.0048

A student interrupting class 10 0.66 1.48 0.44 1.4 0.0975

A student harming him/herself 10 -0.84 1.06 -0.8 -2.52 0.0164
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 For Subject 102, only one significant change was noted (see Table 4.10).  The element A 

student harming him/herself showed a negative mean with a statistical significance of p < .05.  

 

 

 

 

 

 

Table 4.10. Statistics for differences between elements for Subject 102 

 N Mean Std d t-value p-value 

A student being disruptive 10 0.26 0.78 0.33 1.04 0.1627 

A student being disrespectful to the teacher 10 -0.14 1.26 -0.11 -0.36 0.3636 

A student harming another person 10 -0.04 0.44 -0.1 -0.31 0.3818 

A student in trouble 10 0.06 0.29 0.2 0.63 0.2722 

A student fighting 10 -0.04 0.36 -0.12 -0.37 0.3600 

A student interrupting class 10 0.16 0.45 0.35 1.11 0.1479 

A student harming him/herself 10 -0.24 0.4 -0.6 -1.9 0.0449 

 

 

 

 

 

 For Subject 103, only one significant change was noted (see Table 4.11).  The element A 

student fighting showed a negative mean with a statistical significance of p < .05. 

 

 

 

 

Table 4.11. Statistics for differences between elements for Subject 103 

 N Mean Std d t-value p-value 

A student being disruptive 10 -0.1 0.54 -0.19 -0.59 0.2849 

A student being disrespectful to the teacher 10 0.1 0.67 0.15 0.47 0.3248 

A student harming another person 10 0.3 0.9 0.33 1.06 0.1584 

A student in trouble 10 -0.1 0.59 -0.17 -0.53 0.3045 

A student fighting 10 -0.2 0.34 -0.59 -1.87 0.0471 

A student interrupting class 10 -0.2 0.49 -0.41 -1.29 0.1146 

A student harming him/herself 10 0.2 0.61 0.33 1.04 0.1627 
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 Subject 104 had significant changes on two elements (see Table 4.12).  A student 

interrupting class indicated a positive significant change (p < .01).  A negative significant 

change was found for the element A  fighting (p < .05).   

 

 

 

 N Mean Std t-value p-value 

A student being disruptive 0.3 0.82 0.36 1.15 

A student being disrespectful to the teacher 10 -0.2 -0.14 -0.446 0.3331 

10 0 1.05 0 

 

Table 4.12. Statistics for differences between elements for Subject 104 

d 

10 0.1399 

0.69 

A student harming another person 0 0.5000 

A student in trouble 10 -0.4 0.95 -0.42 -1.33 

A student fighting 10 

0.1081 

-0.7 0.82 -0.85 -2.69 0.0124 

A student interrupting class 10 0.6 0.54 1.1 3.47 0.0035 

A student harming him/herself 10 0.3 1.09 0.28 0.87 0.2035 

 

 

 

 

 

 Subject 108 displayed significant changes in two of the elements (see Table 4.13).  A 

student interrupting class indicated a positive significant change (p < .01).  A negative 

significant change was found for the element a harming him/herself (p < .05).   

   

 

 

 

Table 4.13. Statistics for differences between elements for Subject 108 

 N Mean Std d t-value p-value 

A student being disruptive 10 0.09 0.8 0.11 0.34 0.3708 

A student being disrespectful to the teacher 10 0.29 0.79 0.36 1.14 0.1419 

A student harming another person 10 -0.1 0.47 -0.03 -0.1 0.4613 

A student in trouble 10 -0.21 0.84 -0.25 -0.8 0.2222 

A student fighting 10 -0.11 0.44 -0.26 -0.82 0.2167 

A student interrupting class 10 0.59 0.54 1.09 3.45 0.0036 

A student harming him/herself 10 -0.61 0.82 -0.75 -2.39 0.0203 
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 No significant changes were noted for Subject 111 (see Table 4.14). 

 

 

 

 

Table 4.14. Statistics for differences between elements for Subject 111 

 N Mean Std d t-value p-value 

A student being disruptive 10 -0.03 1.05 -0.03 -0.09 0.4651 

A student being disrespectful to the teacher 10 0.07 0.62 0.11 0.36 0.3636 

A student harming another person 10 0.07 0.26 0.27 0.86 0.2061 

A student in trouble 10 -0.03 0.39 -0.07 -0.23 0.4116 

A student fighting 10 -0.13 0.35 -0.37 -1.17 0.1360 

A student interrupting class 10 0.07 0.99 0.07 0.23 0.4116 

A student harming him/herself 10 -0.03 0.24 -0.12 -0.37 0.3600 
 

 

 

 

 

 For Subject 112, only one significant change was noted (see Table 4.15).  The element A 

student harming another person showed a positive statistical significance of p < .05. 

 

 

 

 

Table 4.15. Statistics for differences between elements for Subject 112 

 N Mean Std d t-value p-value 

A student being disruptive 10 -0.2 0.81 -0.25 -0.78 0.2277 

A student being disrespectful to the teacher 10 0.1 0.65 0.15 0.49 0.3179 

A student harming another person 10 0.3 0.51 0.58 1.84 0.0494 

A student in trouble 10 -0.1 0.54 -0.19 -0.59 0.2848 

A student fighting 10 0 0.8 0 0 0.5000 

A student interrupting class 10 -0.1 0.65 -0.15 -0.49 0.3179 

A student harming him/herself 10 0 0.69 0 0 0.5000 

 

 

 

 

 No significant changes were found for Subject 114 (see Table 4.16).  However, it is 

important to note that for the elements A student being disruptive, A student fighting and A 
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student harming him/herself, the p-values are close to the significant range, p = .1065, p= .1050 

and p = .1004 respectively.   

 

 

 

 

Table 4.16. Statistics for differences between elements for Subject 114 

 N Mean Std d t-value p-value 

A student being disruptive 10 0.5 1.18 0.42 1.34 0.1065 

A student being disrespectful to the teacher 10 -0.4 1.19 -0.34 -1.06 0.1584 

A student harming another person 10 0.4 1.88 0.21 0.67 0.2598 

A student in trouble 10 -0.7 1.64 -0.43 -1.35 0.1050 

A student fighting 10 -0.4 1.82 -0.22 -0.69 0.2538 

A student interrupting class 10 0 1.01 0 0 0.5000 

A student harming him/herself 10 0.6 1.38 0.44 1.38 0.1004 

 

 

 

 

 

Summary 

 The IDP was analyzed utilizing standard one- and two-tailed T-Tests to assess changes in 

total scores as well as on the four factors, discomfort, sympathy, embarrassment and 

vulnerability, identified by Tait and Purdie (2000).  Results indicted that overall significant 

changes were found between the pretest and both posttests.  Significant changes were also found 

on two of the four factors, discomfort and sympathy.  The Teacher’s Personal Construct 

Repertory Grid was analyzed using a Slater Analysis, two grid method to assess significant 

changes in pre- and posttest scores.   While some elements were found to have significant 

positive change, other elements displayed significant negative change.  Overall, the elements 

indicating positive change included A student being disruptive and A student interrupting class.  

Those indicating significantly more negative attitudes included: A student in trouble, A student 

fighting and A student harming him/herself 
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Qualitative Results 

 

Demographic Questionnaire 

 The demographic questionnaire was utilized to gather information on experience working 

in a school setting, experience with children who have EBD and how participants would feel 

they would feel if they had a student with an emotional/behavioral disability (EBD) in their 

classroom.  The reported level of experience ranged from less than one year to more than 11 

years.  Many reported that they had experience through their courses at the university while other 

discussed substitute teaching or working as a paraprofessional.  In those experiences, participants 

reported various types of interactions with students who had disabilities.  Of the nine teachers 

reporting, two reported little to no experience, three reported some experience, three reported 

moderate experience and one reported extensive experience.   

 When asked how they would feel having a student with an EBD in their classroom, 

participants’ responses reflected their level of experience.  Students who were more experienced 

expressed feeling comfortable and willing to accept the challenge with appropriate supports.  

One participant wrote:  

I do not have a problem working with children that have special needs or disabilities.  

The only problem would be the support from administration and the child’s parents.  I 

understand that this could mean more work on my part, but if administration works at 

making my classroom accessible to the child’s needs and if the parents communicate and 

support what I am doing in the classroom, I would work as hard as I can to educate the 

child. 

Another participant responded: “I think that I would be comfortable with it because I have 

worked with students of this level before.  I also know that inclusion is becoming a very familiar 

thing.  I expect to have some of these in my class when I become a teacher.  I welcome the 

experience.” 

The less experienced participants expressed more feelings of unpreparedness, concern 

and hesitation.  However, they also discussed understanding that time would allow them to learn 

how to manage the challenges.  “Honestly, at first I believe I would feel a little scared or even 

intimidated.  Then once I learned the student and the student learned me I would feel more 
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comfortable.  I think I could handle it, however I have to understand that I couldn’t conquer the 

problem in one week.”  Another responded: 

I believe I would do a wonderful job if I were more prepared.  However, I do not feel 

properly trained to handle some situations.  Therefore, I will more than likely learn from 

experience.  All classes have some degree of behavior disability and I think I would feel 

more comfortable after several years of teaching these students.   

Element Drawings 

 All participants completed ten drawings during the pretest.  Each drawing also served as 

an element on the Teacher’s Personal Construct Repertory Grid.  The drawings were completed 

before the grid as a means to increase awareness of personal perceptions of each element.  The 

drawings also provided information that was used during the inservice to facilitate discussions.  

In addition to the pretest drawings, two other drawings were completed.  One prior to the first 

inservice session and one during the posttest 2 session.  A complete chart of each participant’s 

drawings along with descriptions can be found in Appendix K. 

 Review of the descriptions allowed the drawings to be grouped into categories that were 

further content analyzed.  A student being disrespectful to the teacher, A student being disruptive 

and A student interrupting class were combined.  Three themes emerged from the descriptions: 

destruction to property, disrupting class and aggression toward others.  Figure 4.2 - 4.4 provides 

examples from each. 

 

 

 

 

 

  

 

 

 

The student is ripping pages out of a 

school textbook used in class. 

Figure 4.2. Subject 109: A student being disruptive 
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The student is yelling something ugly to 

the teacher. 

Figure 4.3. Subject 104: A student being disrespectful to the teacher 

 

 

 

 

 

 

  

 

 

 

During a lesson, one student walks in 

being disruptive. 

Figure 4.4.  Subject 112: A student interrupting class 

 

 

 

 

 

 A student harming another person and A student fighting were grouped into verbal 

aggression and physical aggression.  Figures 4.5 and 4.6 provide examples of each. 
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This one student is laughing at another. 

Figure 4.5. Subject 103: A student harming another person 

 

 

 

 

 

 

 

 

 

 

These two students are fighting and the 

on-lookers are encouraging it. 

 

Figure 4.6.  Subject 108: A student fighting 

 

 

 

 

 

 

A student in trouble and A student harming him/herself were not grouped with any other 

elements.  A student in trouble provided three themes: students blaming, teachers managing, and 

going to the principal (see Figures 4.7 – 4.9).   
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The student in trouble is blaming another 

student. 

Figure 4.7.  Subject 101: A student in trouble 

 

 

 

 

  

 

 

 

The teacher is talking to the student in 

trouble outside the classroom. 

Figure 4.8.  Subject 111: A student in trouble 

 

 

 

 

  

 

 

 

This student is beyond corrective 

behavior by the teacher further discipline 

is needed. 

Figure 4.9.  Subject 102: A student in trouble 
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A student harming him/herself yielded two themes: self-harming behaviors and tantrum 

behaviors.  Figures 4.10 and 4.11 illustrate these elements. 

 

 

 

 

 

  

 

 

 

 

A student is stabbing a pencil in his/her 

leg. 

Figure 4.10.  Subject 114: A student harming him/herself 

 

 

 

 

  

 

 

 

 

A student is pitching a fit on the floor to 

get his/her way. 

Figure 4.11.  Subject 101: A student harming him/herself 

 

 

 

 

 

 Positive behaviors were identified in three elements.  Two of these three, A student being 

well behaved and A student being helpful were grouped together.  Three themes emerged in 
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descriptions of the drawings: peer focused interactions, teacher focused interactions and student 

 

 

 

 
 

 

A child is opening the door for the rest of 

the class. 

igure 4.12.  Subject 112 A student being helpful 

 

 

 

This student is using an appropriate 

means to get the teacher’s attention. 

igure 4.13.  Subject 103 A student being well behaved 

 

 

 

attributes.  Figures 4.12 – 4.14 provide examples of each.   
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The student is reading a book. 

Figure 4.14.  Subject 114 A student being helpful 

 

 

 

 

 

For the element A student playing appropriately with others, three themes emerged: 

sharing, working cooperatively with others and taking turns.  Examples are provided in Figures 

4.15 – 4.17. 

 

 

 

 

 
  

 

 

 

 

Students are sharing blocks and working 

together to build a tower. 

Figure 4.15.  Subject 111 A student playing appropriately with others 
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Students are playing together on the 

playground cooperatively. 

Figure 4.16.  Subject 109 A student playing appropriately with others 

 

 

 

 

 
  

 

 

 

 

This student is playing with the other 

child nicely.  They are taking turns. 

Figure 4.17.  Subject 104 A playing appropriately with others 

 

 

 

 

 

Prior to beginning the first session of the inservice, participants were asked to complete a 

drawing of teacher dealing with a disruptive student.  This information was used to address 

responses to disruptive behaviors in the second day of the inservice.  Analysis of the responses 

provided one theme: the teacher talking to the student.  Figure 4.18 and 4.19 illustrate this. 
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A child is throwing paper and disrupting 

the class.  The teacher is not happy.  She 

is talking to the child about what he did 

that upset the teacher and why. 

Figure 4.18.  Subject 114: A teacher dealing with disruptive student 

 

 

 

 

  

 

 

 

The student has abused one of the rules 

set by the class.  The teacher is requiring 

the student to refer back to the list of the 

rules. 

Figure 4.19.  Subject 102: A teacher dealing with disruptive student 

 

 

 

 

During the posttest 2 session, participants completed a drawing of a student engaging in 

disruptive behavior that they felt would be the most challenging for to address in their classroom.  

Three themes emerged in the responses: violence/aggression, opposition and tantrum behaviors.   

Figure 4.20 – 4.22 provide examples.   
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Student threatening another with a 

weapon. 

 

Figure 4.20.  Subject 114: A student engaging in disruptive behavior that 

you feel will be the most challenging for you to address in 

your classroom. 

 

 

 

 

 

 

 

 

 

This student does not want to learn.  He is 

making no attempt to do his work and is 

relaxing in his chair.  He gets an attitude 

when asked to do his work or pay 

attention. 

 

 

 

 

Figure 4.21.  Subject 101: A student engaging in disruptive behavior that 

you feel will be the most challenging for you to address in 

your classroom. 
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The student has pitched a fit about 

something not going his/her way and is 

throwing things around, kicking, 

screaming curse words and threatening 

others including the teacher. 

 

 

Figure 4.22.  Subject 108: A student engaging in disruptive behavior that 

you feel will be the most challenging for you to address in 

your classroom. 

 

 

 

 

Qualitative definition of challenging behaviors.   Using the descriptive words provided 

by participants in the element drawings, this researcher attempted to develop a qualitative 

definition of students with EBD as well as students engaging in appropriate behaviors.  The 

words were all entered into an Excel spreadsheet and content analyzed to determine if they could 

be clustered.  Seven of the ten elements were used to represent behaviors exhibited by students 

with EBD and three for a students engaging in appropriate behavior.  These are listed in Table 

4.17.  Students with challenging behaviors were described as: ADHD, aggressive, annoying, 

anxious, bad, bored, disrespectful, disruptive, embarrassed, inappropriate, inconsiderate, 

mad/angry, mean/hateful, oppositional, regretful, scary, troubled, uncommunicative and upset.  

Students engaging in appropriate behaviors were described as: appropriate, academic, 

communicating, compassionate, creative, good mannered, happy and responsible.  A complete 

list of the words for each element can be found in Appendix L.  

 

 

 

 

Table 4.17.  Categories for element drawing descriptions 

 

Elements representing behaviors of students with EBD 

A student being disruptive 

A student being disrespectful to the teacher 

A student harming another person 

A student in trouble 
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Table 4.17 continued  

A student fighting 

A student interrupting class 

A student harming him/herself 

 

Elements representing students engaging in appropriate 

behaviors 

A student being well behaved 

A student being helpful 

A student playing appropriately with others 

 

 

 

 

Inservice Videotape 

 As mentioned in chapter three, the inservice was structured based upon a model presented 

by Sawka (2002).  The anticipated format for the inservice included: brainstorming, interactive 

discussions, dissemination of information with opportunities for responses from participants, 

role-play and group discussion.  Video presentations were also scheduled based upon the Beattie 

et al. (1997) study. 

 Several obstacles were encountered in implementing this structure.  The first problem 

arose in gaining university approval for the use of videotapes during the inservice due to 

concerns with confidentiality and safety of video participants.  In an effort to expedite the 

approval process, use of the videos was removed.  The second obstacle involved the classroom 

space.  The first room, where the pretest had occurred, was changed to a smaller room that 

prevented movement, subsequently necessitating the removal of role-play from the process.  

Time created the third and final obstacle.   Initially, the inservice was planned for two class 

sessions lasting one and a half hours.  In reality, class was one hour and twenty minutes.  Since 

many university students arrived at class from work, there were delays with beginning on time. 

 On the first day of the inservice, the focus was on defining what constituted an 

emotional/behavioral disability and discussions of participants’ experiences.  A PowerPoint 

presentation was developed to provide information as well as prompt discussions.  Table 4.17 

provides a list of the slides included.  The second day of the inservice focused on prevention and 

intervention strategies.  A list of the slides presented can be found in Table 4.18.   

 

 

 98



Table 4.18. Inservice PowerPoint Slides Day 1 

 

Definition of emotional/behavioral disabilities under IDEA 

What are disruptive behaviors?* 

How are students with disruptive behaviors described?* 

Why do students engage in disruptive behavior?** 

Why do students engage in disruptive behavior?** 

Behavior serves a purpose for the student  

The story of Jerome, A case study 

Three types of behavioral triggers 

The Crisis Cycle 

The Crisis Cycle during behavioral explosion 

Responses to students’ disruptive behaviors* 

How are students in trouble described? ** 

Strategies for responding to disruptive behaviors 

Strategies for coping with disruptive behavior 

Children's behavior is a way for them to tell you something.   

Next Week… 

 
* information presented taken from pretest drawings 

** slide served as a catalyst for discussion 

 

 

 

 

Each session of the inservice was videotaped and later content analyzed.  Each area was 

defined based upon the structure of the inservice and was further analyzed to determine if trends 

emerged in the comments made by participants.  For the first session, comments were recorded 

for each of the following areas: 

• Why students engage in disruptive behaviors? 

• Examples of disruptive behaviors. 

• Strategies of managing disruptive behaviors. 

• Miscellaneous comments. 

Comments from the second day were recorded for the following:  

• How may have been contacted by their son/daughter’s teacher. 

• What are some non-verbal skills you can use in the classroom? 

• Reward Systems 

• Scenario 1 

• Classroom Rules 
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• Scenario 2 

• Considerations 

 

 

 

 

Table 4.19. Inservice PowerPoint Slides Day 2 

 

How do you deal with students who are being disruptive?* 

Ideas from the first session for responding to disruptive behaviors:* 

Effective strategies for responding to disruptive behaviors 

Develop relationships with all students and parents/care givers when 

possible 

Post clear classroom rules 

Post clear classroom consequences for not following rules 

Establish classroom routines 

Prepare for changes in routines or transitions 

Utilize non-verbal cues 

Utilize precision requests 

Utilize precision requests 

Implement reinforcement strategies for behaviors 

Monitor students to identify potential triggers for disruptive behaviors 

Contract with students to address specific behaviors 

Incorporate social skills training into your curriculum 

The Story of Jerome (additional scenarios)** 

Some limitations… 

 
* information presented taken from pretest drawings and inservice day 1 

** slide served as a catalyst for discussion 
 

 

 

 

Participants comments on why students engage in disruptive behaviors provided the 

following trends: inattention, hyperactivity, work too hard/easy, learned behaviors and pre-

occupations.  For example, one participant described learned behaviors as, “I don’t know how 

you want to word it, but behavior that’s like habit like.  It gets me what I want at home, so I’m 

gonna try it here.”   Participants’ examples of disruptive behaviors lead to the emergence of three 

trends: aggression, out of control, and harassment of others.  In a description of a personal 

experience, one participant stated, “The student was completely out of control.  If you tried to 

reason with him, it made it worse.”   
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When asked to discuss how they had managed disruptive behaviors in their personal 

experiences, multiple trends emerged.  Having the students explain their behaviors, peer 

responses, behavior modification systems, isolating the student, utilizing other adults and story 

telling.  Throughout this section, participants expressed the need to focus on the positive 

behaviors and attributes of the students.  One participant provided an example from her current 

classroom placement: 

This one boy in the class I am working in has trouble with spelling and writing and has a 

behavior problem.  He wrote profanity on something the teacher took up and she got onto 

him about it, but said “I like the way you put a period at the end of the sentence.” 

Miscellaneous comments recorded during the first session revealed participants 

frustrations with current practices and personal experiences.  One participant explained: “There 

is one little boy who is new and cries all the time and the teacher’s are responding to the 

behavior.  No one is asking why he doesn’t want to be here.”   

The second day of the inservice did not provide substantial comments in any of the 

content areas to conduct an analysis.  However, in an overall review of the tape reveled 

numerous comments were made about frustrations with current practices within the schools 

participants were working.  Concerns with parents and school administration supporting teachers 

were expressed as well as a disconnect between home life of students and the school 

environment.   

Follow-upQuestionnaire 

The final questionnaire was used to evaluate participants’ response to the inservice.  The 

questions are listed in Table 4.12. 

 

 

 

Table 4.20.  Questions from the Follow-up Questionnaire 

 

How do you feel the inservice has changed how you feel about students 

with emotional behavioral disabilities? 

Please describe how you would feel if you had to work with a student who 

had an emotional/behavioral disability in your classroom.  

Do you feel better prepared to begin meeting the needs of students with 

emotional behavioral disabilities (please explain)? 

What aspects of the inservice were most helpful? 

What aspects of the inservice were least helpful? 

 101



Participants reported after completing the inservice, they felt an awareness that students 

with EBD were children first, a realization the students were not just bad, an increase in 

awareness and understanding of EBD, an increase in comfort and confidence and the acquisition 

of more tools to work with students who have EBD.  One participant described her experience: 

“I understand they are in many ways like the average person.  I know now that my fear of these 

students was simply a feeling of not knowing more information or enough information about 

them.”  Another university student reported, “I really don’t feel a change.  I feel the same.  The 

only thing this inservice has done is made me more aware of what I will do in my classroom.” 

When asked to describe how they would feel having a student with EBD in their 

classroom, participants’ responses reflected feelings of being challenged, having a unique 

opportunity, positiveness, increased comfort, decreased ignorance, enjoyment and a tendency to 

become overly engaged.  “I would feel better than I did 3 months ago.  More comfortable and 

less ignorant.  I would be aware of characteristics and warning signs.”  One participant described 

her awareness that, “It would depend on how extreme the behavior was and how much it 

interrupted the rest of the class.”   

 Most participants reported feeling that they were more prepared.  One participant 

explained, “I have more ways to approach them.”  Another expressed that, “I’ve learned they are 

just as important as the other students, just with more issues.”  Although many felt the inservice 

prepared them better to meet the needs of students with EBD in the classroom, one participant 

stated, “ The advice and information was very helpful.  However, I feel that experience will be 

the best preparation tool.” 

 When asked what was the most helpful aspect of the inservice, participants indicated the 

PowerPoint, discussions and scenarios.  While many did not respond that they found any aspect 

of the inservice unhelpful, two participants discussed their dislike of the questionnaires and 

assessment measures.  “Everything was helpful.  I don’t think there was any information that was 

irrelevant.” and “Perhaps more time and more sessions.  I really enjoyed this.” were two of the 

responses.   

Summary 

 The qualitative data provided insights into participants’ attitudes and opinions toward 

students with EBD.  Those with increased experience reported more comfort in interactions 

while those with less experience reported anxiety but also a willingness to learn.  All reported an 
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awareness of the amount of work required to successfully include a student with EBD in their 

classroom.  Drawings completed indicated that students with EBD were viewed as engaging in 

aggressive, oppositional, destructive and hyperactive behaviors while students engaging in 

appropriate behaviors were viewed as appropriate, well mannered and studious.  These 

sentiments were reiterated in the videotape analysis.   A review of the follow-up questionnaires 

indicated that not all participants felt they had changed their views on students with EBD but all 

reported feeling more prepared to address students’ behaviors and needs.   

 

Case Studies 

 

 As part of the demographic questionnaire, individuals were asked if they would be 

willing to participate in a case study.  Eight of the ten participants consented and two individuals 

were randomly selected.  Following each aspect of the research, the two individuals completed 

journal entries by answering five questions supplied to them.  These questions are listed in 

Appendix G.  The selection of two was used to increase the likelihood that one complete case 

study would be collected.  Both case study subjects were present throughout the process yielding 

two complete sets of data.  A review of their demographic information indicated one had 

extensive prior experience working with students with EBD while the other only had minimal 

experience.   Each individual’s answers were content analyzed and the results are presented 

below. 

Subject One 

 Journal entry one: pretest.  The first subject reported that when she thought about 

students with EBD, the first thing that came to mind was attention deficit hyperactivity disorder 

(ADHD) and oppositional defiant disorder (ODD).  She discussed that the ADHD impeded 

learning while the ODD required negotiating with students to avoid power struggles.  “I often 

think of EBD students as children who need a lot of love (perhaps ‘tough love’) and patience.  

They are in need of the tools required for successful participation in society.”   

She described her feelings toward including students with EBD in her classroom as one 

of enjoyment and stressed that she felt that students with EBD should have the opportunity to 

participate in regular education environments.  “As long as the students are academically capable 
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of the work required within a regular environment and have modifications in place to address 

behavior issues, I believe they should be afforded the opportunity.” 

When asked how she would cope, she discussed her awareness that students with EBD 

may require modifications, more time to complete assignments and implementation of a strict 

reward system to address behaviors.  Her biggest fear about students with EBD was described, 

“My biggest fear is the violence they are capable of, that at times, cannot be avoided.”  

Additionally she described her fear that the students would not utilize the tools provided to them.  

The reward of having a student with EBD in her classroom was described as the ability to be a 

role model and to see progress in the students’ development.  “I feel that as a teacher, your 

biggest reward comes from making a difference with the most difficult to reach children.” 

Journal entry two: following inservice session one.  Physical harm to others and 

“sneakiness” were seen as the behaviors that would be most challenging to manage in her 

classroom.  To deal with such behaviors she explained “I do believe that before consequences are 

rendered, the students involved should have time to cool down, explain the situation, and express 

their feelings verbally.”  As an explanation to why students with EBD act out, she responded, “[I 

think] they are not capable of communicating in a socially acceptable manner.  In general, they 

tend to be impulsive and lacking in self-control.  The students are often deprived of attention and 

feel that negative attention is more favorable than none at all.”  In describing her role in assisting 

students with EBD change their behaviors, she stated that she would provide them the tools and 

how to use them, but it would up to the student to choose to use them.  In discussing current 

practices in the schools, she stated that she felt regular education teachers are not “in tune” with 

the needs of students, but once they have spent time in special education, the students are better 

able to participate in regular education classrooms.   

 Journal entry three: following inservice session two.  This subject stated she did not 

feel that her views had changed after participating in the inservice since she was already familiar 

with the subject.  She discussed gaining more ideas from classmates and the researcher for 

responding to student’s behaviors.  Strategies that she felt would be most helpful included using 

precision requests and behavior contracts.  As far as limitations for working with students with 

EBD, she responded, “I do not see any – the sky is the limit!”  Additionally, she felt that creating 

a strong relationship with students was the most important factor in creating a positive learning 

environment for students with EBD. 
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 Journal entry four: following posttest.  When asked about how she felt current 

practices prepared her to teach students with EBD in the regular education classroom, she 

responded,  

Truthfully, not well at all.  I feel that the requirements for a degree in regular education 

leave the teachers lacking.  Many do not even know what an IEP is…I believe that with 

the emphasis now placed on inclusion, the single introductory course to exceptional 

learners is insufficient.  It is an injustice to our students.   

She felt current practices in regular education programs need to be altered to include more 

education on exceptional learners.  Personally, she felt it would be most helpful for her to gain an 

understanding of the student’s disability and how to approach working with that disability.  

Additionally, she discussed that while the trend in schools is toward inclusion and resourcing 

students with EBD, most remain in self-contained classrooms.  Overall, this subject reported 

feeling that she had acquired more skills for approaching students with EBD following her 

participation in the research.   

 Researcher observations.  Throughout the inservice sessions, this subject was eager to 

discuss her personal experiences and was able to relate the information discussed to real-life 

situations.  She repeatedly discussed students she was currently assisting with in her classroom.  

She also discussed her struggles working with students who had disabilities.  Following the 

discussions on the crisis cycle and how interventions can be successful in breaking the cycle, 

participants were asked to discuss personal experiences with this type of behavior.  She 

described: 

We have this one who does the carry-in but it’s like this cycle.  He acts up at school and 

gets in trouble at home so he comes back to school angry and knows if he gets in trouble 

again he will get in trouble at home and he just can’t help it.  And it just keeps going.  

And then he tells us that he has to sit on a stool for hours and they put stuff over his 

mouth and tie his hands and feet.  So we call DFAC [The Department of Children and 

Families] and they go but don’t find anything.  But he keeps telling us about it… 

This participant provided many examples of her experiences, which also appeared to encourage 

others to discuss.  Throughout the process, she remained optimistic and was able to discuss both 

positive and negative sides to many issues.   
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 While discussing strategies for assisting students with disabilities, this participant 

explained how she has learned to use sigh language and picture cards to encourage children to 

communicate better and reduce communication difficulties.  She was also able to discuss that 

while this increased overall communication, it greatly reduced verbal communication and was 

inhibiting speech development for some students.  Her experiences in the classroom appeared to 

limit her acquisition if new information, but assisted other’s in learning how the information 

could be utilized. 

 Drawings and ratings on the Teacher’s Personal Construct Repertory Grid.  

Initially, this subject identified that A student being disrespectful to the teacher, A student 

harming another person, A student fighting and A student harming him/herself as the four 

elements that were most troubling.  Average scores were 4.2, 4.7, 4.5 and 4.6 respectively.  

Images for these four elements can be found in Figures 4.23 - 4.26. 

 

 

 

  

 
  

 

 

 

The student has turned her back to the 

teacher who s talking to her.  Her facial 

expression is one of anger. 

 

 

 

Figure 4.23.  A student being disrespectful to the teacher 
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This one student is laughing at another. 

 

 

 

 

 

Figure 4.24.  A student harming another person 

 

 

 
 

  

 

 

 

One student has pushed another who is 

falling. 

 

 

 

 

Figure 4.25.  A student fighting 

 

 

 

  

 

 

 

This student is banging his head on the 

wall. 

 

Figure 4.26.  A student harming him/herself 
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Following the inservice, the scores on these four items decreased to 3.9, 4.2, 4.5 and 4.2 

respectively.  While these changes are not significant as mentioned above, it does indicate a 

more favorable attitude toward even those students exhibiting extreme behaviors.  Following the 

conclusion of the inservice, participants were asked to complete a drawing indicating what 

behaviors they felt would be the most challenging to address.  As the scores indicated, this 

university student felt that a student fighting (see Figure 4.27) continued to be the most difficult 

behavior for this participant to manage in her classroom. 

 

 
  

 

 

 

 

This student is harming another. 

 

 

 

Figure 4.27.  A student engaging in disruptive behavior that you feel will be the most 

challenging for you to address in your classroom 

 

 

 

 

Subject Two 

Journal entry one: pretest.  Subject two described her thoughts of students with EBD as 

children who have deep-seeded problems [and] have been through a lot, had traumatic 

experiences and may have a rough home life.  She further described that she felt students with 

EBD could be sweet, but could also change their demeanor quickly for unknown reasons.  Her 

personal feeling toward having a student with EBD in her classroom was one of apprehension.  “I 

would want a lot of support and guidance of exactly how to deal with these types of children.”  In 

order to cope with students with EBD, she would want to learn a lot about the individual child, 

talk to professionals and try to employ appropriate strategies.  Her biggest fear was that the child 

may become violent.  “If they were to become violent they could hurt themselves, myself, or 
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other children.  I don’t think I would know how to deal with violence with a room full of 

children.”  However, she also felt that it would be rewarding because children with EBD can be 

sweet most of the time.   

Journal entry two: following inservice session one.  The fear of violence was recurrent 

in the response to what behaviors this subject felt would be most challenging.  “It would be hard 

to manage a child being aggressive if you were the only adult in the room along with all of your 

other children.”  To address violence and aggression, she again discussed seeking assistance from 

other professionals.  In response to why she felt students engaged in this type of behaviors, she 

responded that they do not know how to express themselves, have problems at home and seek 

negative attention.  She discussed her role in assisting students with EBD as guiding them and 

setting a good example, determining what causes the problems, assisting in problem solving and 

linking them to the appropriate resources for help.  In describing how current practices affect 

students with EBD, she explained that, “I do not know much about this topic.  I do know that 

sticking these children in one class together does not help 100%.  They also need help with why 

they are like they are.” 

 Journal entry three: following inservice session two.  After completing the inservice, 

this subject responded that she learned to be more empathetic.  Additionally she stated that her 

views on how to manage students with EBD had changed.  “In certain cases I think that I would 

have just labeled the child bad but now I think I would not label them that way.  I think I will 

view them as needing extra attention and help.”  In response to students with EBD, she discussed 

that she will now try to find the root of the problem by addressing the whole child and not just 

the behavior as well as try to be more empathetic.  To accomplish this, she proposed that she will 

try to separate the child and talk it out, provide extra attention when the student is struggling, and 

use distraction to avoid problems by assigning tasks/jobs.  Limitations for implementing these 

strategies included lack of experience and training and the impact on other students in the class.  

Overall, she identified that learning the best approach to each individual child and creating a safe 

environment were the most important factors in creating a positive learning environment for 

students with EBD. 

Journal entry four: posttest.  In response to the how this subject felt current practices 

prepared her to meet the needs of students with EBD, she described: 
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I do not feel that current practices prepare me to have students with emotional/behavioral 

disabilities in my classroom.  During the first two years of college for an Early Childhood 

degree, you take a class on exceptionalities.  In this class, you usually briefly hit on 

emotional/behavioral disabilities.  Current practices really give me no good information, 

suggestions or practices for these types of children.  If I had to rely on current practices 

then I do not feel that I would be prepared for these types of students. 

To improve this, she proposed that the subject of EBD be addressed in more depth during college 

training, a mandatory inservice could be provided by school districts and newly hired teachers 

could receive literature relating to the various disabilities.  She felt that current trends placed 

students into self-contained classrooms where the majority of students with EBD were educated.  

After participating in the inservice she stated, “I feel that I am more informed.  I feel that I now 

have some suggestions and practical ways to deal with these students.  I feel that I will look more 

at the actual student rather than at the behavior problem.” 

Researcher observations.  This participant began her inservice discussing her lack of 

experience with students with disabilities.  She presented quiet at first and slow to engage.  When 

discussing why students engage in disruptive behaviors, she expressed that sometimes, students 

are not made to behave at home, so it carries over into school.  She also discussed that with 

young children attention spans are short.  When discussing managing children with disruptive 

behaviors, one four-year-old boy in particular was a focus of her comments.  He was diagnosed 

with mental retardation and was difficult to manage.  She explained that he was impulsive, 

difficult to redirect and hard to assist in keeping safe once he was agitated.   

This participant was quiet during the second day of the inservice and did not provide 

many comments.   She discussed that her lack of experience led her to be less prepared to discuss 

interventions.  During the discussion periods, she did provide insight into the need to focus on 

the positive nature of some student’s behaviors despite the negative.   

Drawings and ratings on the Teacher’s Personal Construct Repertory Grid.  In the 

original grid completed by this subject, six of the elements were rated as troubling and evoking a 

negative attitude: A student being disruptive, A student being disrespectful to the teacher, A 

student harming another person, A student in trouble, A student fighting, A student interrupting 

class and A student harming him/herself (see figures 4.28 – 4.33).   
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This student was walking to the board 

and kicked the desk on the way there. 

 

 

 

 

Figure 4.28.  A student being disruptive 

 

 

 

 
  

 

 

 

The student is yelling something ugly to 

the teacher. 

 

 

 

 

Figure 4.29.  A student being disrespectful to the teacher 

 

 

 

 
  

 

 

 

 

This student is kicking the other child 

Figure 4.30.  A student harming another person 
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These two students are hitting each other. 

 

 

 

 

 

 

Figure 4.31.  A student fighting 

 

 

 

  

 

 

 

This student is interrupting the teacher 

while she is teaching to ask a question 

totally unrelated to the class. 

 

 

 

Figure 4.32.  A student interrupting class 

 

 

  

 

 

 

This student is hitting himself on the head 

with the chair.  He is mad and banging his 

head. 

 

 

Figure 4.33.  A student harming him/herself 
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Following the inservice, only one of these six elements remained in the problematic area, A 

student harming another person.  This is reflected in the final drawing by this participant.  She 

continued to express her concern with addressing students fighting in her classroom.  

 

 

 

 
  

 

 

 

 

This student beat up the other student and 

hurt them badly. 

 

Figure 4.34.  A student engaging in disruptive behavior that you feel will be the most 

challenging for you to address in your classroom 

 

 

 

Summary 

 Both participants began this process with different levels of past experience working with 

students who have EBD.  Yet, both reported that they felt the inservice had been beneficial for 

learning skills to use when intervening with students who have EBD.   Reasons for students 

acting out behaviors included an inability to communicate, environmental problems in the home 

and to gain attention.  Violent behaviors by students were discussed by both as a concern.  Both 

expressed concern that current practices do not prepare future teachers to address the need of 

students with EBD in the general education classroom, but the need exists since the trend is 

toward inclusion.   
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Conclusion 

 

The results of this research support that the null hypothesis can be rejected.  Pre-service 

teacher attitudes and perceptions toward students with EBD were altered/changed through 

participation in an inservice utilizing art therapy as a teaching modality.   

Analysis of the IDP scores indicated significant changes in the overall scores between the 

pretest ands both posttests indicating that attitudes improved and the change lasted over time.  

Due to research indicating overall scores can misrepresent true attitudes, results were further 

analyzed based on the four factors isolated by Tait and Purdie (2000): discomfort, sympathy, 

embarrassment and vulnerability. Significant changes were found on two of the four factors, 

discomfort and sympathy.  The changes in level of discomfort did not last over time, however the 

change in level of sympathy maintained.   

Data from the Teacher’s Personal Construct Repertory Grids indicated the perceptions of 

students with EBD shifted following the inservice.  Behaviors indicating more accepting 

attitudes included the elements: A student being disruptive and A student interrupting class.  

Those indicating more negative attitudes included the elements: A student in trouble, A student 

fighting and A student harming him/herself.  The negative changes in these three elements reflect 

concerns discussed throughout the inservice and questionnaires of students engaging in violent 

behaviors. 

In the initial assessments, most participants indicated that they would feel unprepared, 

hesitant and concerned to have students with EBD in their class. Furthermore, students with EBD 

were described as ADHD, aggressive, annoying, anxious, bad, bored, disrespectful, disruptive, 

embarrassed, inappropriate, inconsiderate, mad/angry, mean/hateful, oppositional, regretful, 

scary, troubled, uncommunicative and upset.  Students engaging in appropriate behaviors were 

described as: appropriate, academic, communicating, compassionate, creative, good mannered, 

happy and responsible.  Following completion of the inservice, participants indicated that they 

now felt more prepared and aware of the challenges encountered when working with students 

who have EBD.  
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CHAPTER FIVE 

 

CONCLUSIONS 

 

This research study was undertaken to answer the question, “Can pre-service teacher 

attitudes and perceptions toward students with emotional/behavioral disabilities (EBD) be altered 

or changed through participation in an inservice utilizing art therapy as a teaching modality?”  

Supporting questions included, “What are the current attitudes and perceptions of pre-service 

teachers toward students with emotional behavioral disabilities?” and “How do these attitudes 

and perceptions change after participating in an inservice utilizing art therapy as a teaching 

modality focused on altering perceptions of students with EBD?”  The null hypothesis, that an 

inservice utilizing art therapy as a teaching modality will have no effect on participants’ attitudes 

and perceptions toward students with emotional behavioral disabilities was disproved.     

 

Changes in Attitudes and Perceptions 

 

 The results presented in chapter four support the rejection of the null hypothesis in 

several ways.  First and foremost, positive changes were found on the IDP and Teacher’s 

Personal Construct Repertory Grids of participants.  While the changes were not large, they did 

meet criteria for statistical significance in several areas.  In those areas that did not meet criteria 

for significance, a review of the literature and the data collected indicated that the two-day 

inservice may not have been sufficient to tap into those aspects of attitudes.  Additionally, 

research by Tait and Purdie (2000) suggest that the four identified factors may require more 

investigation to determine the accuracy of the predictive ability to represent true attitudes and 

feelings.  The lasting results of the sympathy factor may suggest an increase in awareness of the 

challenges facing students with EBD as well as underlying causes for such behaviors.   

 The results of the Teacher’s Personal Construct Repertory Grid analysis add support for 

the rejection of the null hypothesis. While changes in the responses did not produce significant 

results in all areas, they did present interesting findings.  Some individuals’ scores showed an 

increase in positive attitudes and perceptions for elements including: A student being disruptive, 

A student interrupting class, and A student harming another person.  Still others displayed a 
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more negative attitude towards A student harming him/herself, A student fighting and A student 

in trouble.  The increase in some reported negative attitudes may reflect participants increased 

awareness of the work entailed in including students with these specific challenging behaviors in 

the classroom.   

The lack of more significant findings may be due in part to confusion on the instrument.  

Participant’s discussed with the researcher frustration in completing the grids as well as 

disagreement with some wording on the constructs.  For example, three participants brought it to 

the researcher’s attention that the use of the word ‘angry’ in the construct This student would 

make me angry / This student would make me happy did not reflect their true feelings.  They 

suggested that in the future, the researcher might want to change the word ‘angry’ to ‘unhappy’. 

One subject did not complete her grids, reporting that she found it too confusing.   

While the grid was pilot tested on colleagues of the researcher, it was not field tested with 

pre-service teachers.  These errors may have been avoided if the researcher had first worked with 

pre-service educators before conducting the research.   This may have allowed the researcher to 

gain insight into the constructs of pre-service teachers and therefore modify the grid to better 

elicit individuals’ true feelings toward students with EBD. 

 Qualitative information collected throughout this process provided some insight into the 

thoughts and perceptions of participants.  Overall, participants interpretations of challenging 

behaviors shifted from one of the students being bad and out of control to that of the behaviors as 

a means of expression, albeit maladaptive.  Participants discussed their increased awareness that 

students with EBD required extra attention, but that they deserved to be treated as any other 

student.  One stated, “I have learned a lot.  I did not know much about anything about students 

with emotional behavioral disabilities.  I feel more comfortable and confident.” and another 

reflected, “I feel that I am more informed and know more about these students than just thinking 

they are bad.” 

Throughout the research process, it was difficult to locate research that provided working 

definitions of challenging behaviors.   The drawings participants completed allowed this gap in 

the research to be addressed.  Participant’s drawings and descriptive words defined what 

behaviors teachers saw as disruptive and provided an explanation of how students with 

disabilities were viewed.  The incorporation of three drawings with students engaging in 

acceptable behaviors allowed for comparisons between typical and disruptive behaviors. 
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Comparison of Results with Past Research 

 

Personal Construct Psychology 

 Personal construct psychology was founded on the fundamental postulate that “A 

person’s processes are channelized by the ways in which he anticipates events” (Kelly, 2003, p. 

9).  As already described in chapter 2, both past experience and future expectations influence 

how an individual perceives and reacts to events in the present.  This research illustrated this 

postulate in the descriptions pre-service teachers provided for students’ negative behaviors.  

Some individuals saw the students as bad or problems before participating in the inservice.  

These perceptions or constructs had the potential to create a system that led to a self-fulfilling 

prophecy for many students with EBD.  The anticipated event was negative; therefore, by 

arriving in a situation already expecting to know the outcome, change was unlikely to occur.  

Following completion of the inservice, many participants discussed now interacting with 

students exhibiting EBD in a new manner and seeing more than just the behaviors as the 

problem.  They discussed gaining insight into the reason for the behaviors and approaching 

situations more positively. 

 Expanding on the fundamental postulate, the most relevant corollaries were explored.  

The individuality corollary discussed that each individual has a system of constructs unique only 

to him or her.  This was evident in the Teacher’s Personal Construct Repertory Grid completed 

by each participant.  No two grids were identical.  The element drawings further illustrated that 

while each participant had identical elements to draw, no two drawings were identical.   

 Using these individual constructs to interpret elements and events during the inservice, 

participants demonstrated a system of organization that appeared to correlate to their level of 

experience with students who had EBD.  Additionally, qualitative responses indicated that while 

all participants received identical information, no two interpreted it in the same manner.  Some 

participants readily included the new information into their existing construct systems, while 

others appeared less malleable.   

 This level of malleability appeared to be correlated to the level of experience.  Kelly 

(2003) discussed in the experience corollary that through experience, a person’s construct system 

can vary as they successfully construe the replication of events.   The individuals reporting 
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greater past experience also reported the least amount of change in attitudes.  Those individuals 

reporting limited past experiences displayed greater differences in the pre- and posttest attitudes. 

Closely linked is the modulation corollary, which states that the adaptability of a person’s 

construct system is limited by the permeability of the constructs utilized to interpret events.  In 

this study, the data indicated that those individuals who had past experience might have less 

flexibility in their construct systems to allow new information to permeate.  Responses from 

participants indicated feelings that they would interpret children with EBD and their behaviors in 

a different manner than before.  While the level of permeability differed, it is hoped that all 

participants experience it to some degree.  

The inclusion of discussions through out this inservice appeared to benefit not only in the 

retention of information, but also in allowing for a demonstration of the commonality corollary.  

The open discussion allowed participants to explain their individual points of view and assist 

others in gaining and understanding of their perspective.  In the final questionnaire, many 

participants discussed how they found it helpful to hear other’s stories. 

The sociality corollary exemplified the need for others to understand each other and 

recognize that each individual interprets events differently.  In every social interaction, it is 

necessary to participate in reciprocal processes.  Following the inservice, participants discussed 

an increased awareness of the need to gain insight into the students’ perspective and make an 

attempt to understand the student and their behaviors before passing judgment.   

Art therapy and personal construct psychology.  The use of art therapy to elicit 

element drawings allowed each participant to express their constructs of students engaging in 

both positive and negative behaviors.  These visual representations aided in increasing awareness 

of the elements and provided a foundation for further exploration of each element.  The 

experience of drawing each element also provided participants an opportunity to refine their 

constructs.  As Carnes (1979) summarized, drawings facilitate bringing to the conscious that 

which is unconscious.   

Attitude Theory 

 The three basic components of an attitude, as identified by McGuire (1969) and Oskamp 

(1977), include thoughts, feelings and action.  Ajzen and Fishbein (1980) discussed the need for 

motivation to elicit behaviors.  They proposed that with increased motivation and therefore 

increased understanding, attitudes were elevated.  In order to facilitate this, Watts (1984) 
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discussed the need for individuals to make an emotional connection to events and play and active 

role.  Throughout the inservice, participants were asked to discuss personal experiences through 

story telling and lectures were imbedded with opportunities for participants responses.   

Teacher Attitudes 

 Cook et al. (2000) discussed that children respond better when they feel that at 

adults/teachers care about them.  Unfortunately, results of their research indicated that teachers 

rated students with disabilities lower than other students.  Students with EBD were identified by 

some participants in this research as ‘bad’ students before participating in the inservice.    

Additional review of the data by Cook et al. (2000) indicated that as the severity of 

disability increased, attitudes toward that student decreased.  This was reflected in the current 

research.  Students with mild disabilities and less disruptive behaviors such as hyperactivity or 

inattention were rated more positively than students exhibiting aggression and opposition.  In the 

final questionnaire, participants continued to express this in their drawings of A student engaging 

in disruptive behavior that you feel will be the most challenging for you to address in your 

classroom.  Figure 5.1 illustrates one student’s concern (see also Figures 4.20 – 4.22, 4.27 and 

4.34).   

 

 

 

 
  

 

 

Students brought an issue from the 

previous day into the classroom and it 

escalates into a verbal and physical 

confrontation 

 

Figure 5.1.  Subject 111. A student engaging in disruptive behavior that 

you feel will be the most challenging for you to address in 

your classroom 
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 In support of findings by Avramidis et al. (2000) participants discussed that they felt 

managing students with EBD in a general education classroom would distract from teaching, 

prevent other students from learning and interfere in the overall classroom functioning.  They 

continued to support the inclusion of students with EBD however and discussed their willingness 

to learn how to address and manage challenging behaviors. Similar results were also found by 

Lampropoulou and Padeliadu (1997). 

Training Programs and Their Effect on Perceptions and Attitudes of Teachers 

  Much past research has compared the effects of various training approaches to pre-

service teachers’ attitudes toward students with disabilities.  Kirk (1998) identified in her 

research, while no significant changes in attitudes was found, review of the qualitative data 

indicated that there was an increased awareness on the different learning needs of students with 

disabilities and how that will affect student teachers as they enter the classroom.  This was also 

found in the study conducted by Carroll, Forlin and Jobling (2003).  They reported that the most 

significant change was that participants felt less ignorant, more able to act normally and surer of 

how to behave following their semester course.  The researchers also noted a shift from focusing 

on the disability to focusing on the person. 

 In the present study, similar trends were identified.  Participants reported feeling that they 

were more prepared to meet the needs of students with EBD and had a better understanding of 

the behaviors.  One university student responded,  “I have learned a lot.  I did not know much 

about anything about students with emotional behavioral disabilities.  I feel more comfortable 

and confident.”  Another stated, “They are children like all others, just with greater emotional 

needs.  It would be challenging but I wouldn’t mind having [a] child [with EBD] in my class.”  

Other participants discussed their shift from viewing the children with EBD as ‘bad’ to 

understanding that the behaviors were often just outward expressions of other problems in the 

child’s life. 

 Examination of the participant’s research instruments showed that significant changes 

were found in the scores of participants’ IDPs and Teacher’s Personal Construct Repertory 

Grids, however these results must be interpreted with caution as has been reported in the research 

literature.  Tait and Purdie (2000) explained: 

The IDP scale was devised to measure levels of discomfort with people with disabilities 

(Gething, 1994) [however] it seems that the IDP scale is not an instrument that assesses 
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levels of discomfort, but one that assesses both desirable and undesirable emotions 

experienced by individuals in their interactions with people with disabilities. In this 

respect, we suggest the IDP scale could be developed to include other positive or 

desirable emotions (e.g., “friendliness” or “esteem”). However, our finding that 

Vulnerability correlates positively with both Sympathy (supposedly desirable) and 

Discomfort (supposedly undesirable) suggests that more work is needed to clarify the 

conceptual interpretation of this scale.  

To this they added that use of the total score could be misleading if the researcher is concerned 

with assessing the attitudes individual’s hold towards individuals with disabilities.   

 Overall, a comparison of all results, quantitative and qualitative, indicated that even with 

the changes in the format, results support that the two-session inservice did alter the perceptions 

and attitudes of pre-service teachers toward students with EBD.  Students’ reports indicated that 

shifts occurred in both their perception of students with EBD and the manifested behaviors.  This 

is echoed in the results of the articles reported in chapter 2.  While the IDP and the Repertory 

Grid did not yield significant results across the board, qualitative results support the findings that 

a shift did occur in all participants. 

 

Implications for Future Practice 

 

 The information collected using the quantitative and qualitative instruments provided the 

researcher with a plethora of data for analysis and comparison.  Several key components were 

identified throughout this process including: (1) the impact on prior experience with individuals 

who had disabilities, (2) differences in level of experience, both type and duration  

(3) components of an inservice, and (4) the importance of the drawings in accessing attitudes and 

perceptions. These implications are discussed below. 

Gething (Gething, 1994, nd; Gething et al., 1997) discussed the correlation between past 

experience with individuals with disabilities and scores on the IDP.   In her research, increased 

experience led to lower scores, indicating an increased level of comfort during interactions with 

individuals with disabilities.  The results presented in chapter four supported this finding.  

Qualitative data provided analysis on the differences in levels of experience of participants.  
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Those with greater experienced had lower scores.  Future researchers exploring this connection 

need to be aware of both for the type of experience and duration of experience.  

When planning an inservice, it is important to base the format upon established key 

components.   In the review of literature and the methodology sections, components isolated for 

use in this study by Sawka (2002) included brainstorming about the topic, direct instruction, 

modeling, discrimination tasks, guided practice via small group activities and ongoing feedback 

about performance.  Beattie et al. (1997) also found the use of videotapes depicting individuals 

with disabilities functioning in normal environments successful.  This researcher sought to 

incorporate these components into the format of the inservice.  However, due to time and space 

constraints the role-play was not implements.  Concerns from the human subjects committee also 

led to the exclusion of video presentations.  The final format for the inservice was adapted to 

include: brainstorming, dissemination of information, interactive discussions and dissemination 

of information with opportunities for responses from participants.  Future researchers need to 

take into consideration the limitations of the learning environment and adjust accordingly.  Also 

of importance to consider is the need to modify components to fit the learners. 

As discussed in chapter one and two, drawings can serve to access feelings and attitudes 

not able to be expressed verbally (Denicolo, 2003, p. 128).  In the pretest assessment, 

participants completed ten drawings.  These drawings were also used as the elements in the 

Teacher’s Personal Construct Repertory Grid.  For those participants who did not report past 

experience with students who had EBD, these drawings provided a reference point for them.  

The drawings also provided rich data for analysis in developing a qualitative definition of how 

preservice teachers view students with EBD.  Future research can expand on this working 

definition and further analyze the responses into more succinct categories.   

 

Limitations 

 

The most obvious limitation of this research is the use of a purposive sample.  Subjects 

were selected based upon approval from the participants’ university.  One professor volunteered 

her class for participation.  Of the 13 university students enrolled in the class, 10 were present on 

the day the researcher arrived.  All agreed to participate, however one subject became ill and did 
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not complete the research process.  Three other university students did not engage in the 

research.  This subject mortality decreased the subject pool to 9.   

Due to the small sample size and purposive sampling, the results of this research cannot 

be generalized outside the scope of this class.  Results must therefore be interpreted with caution, 

as they may not reflect the attitudes and opinions of other pre-service teachers. Additionally, the 

non-traditional student body at the university also creates a limitation in the ability to compare 

the results to other university students in teacher education programs at more traditional 

universities. 

 As discussed by Tait and Purdie (2000), the IDP may not accurately reflect attitudes of 

individuals’ level of discomfort when interacting with an individual with a disability.  At the 

time of this study however, it was determined to be the best appropriate instrument available.  

Results must therefore be interpreted with caution, as they may not reflect participants’ attitudes 

accurately.   

The development of the Teacher’s Personal Construct Repertory Grid for use in the 

present study presented challenges.  A pilot test was undertaken to determine appropriate role 

titles for element as well as wording for constructs.  Nonetheless, participants reported confusion 

while using the instrument.  Several discussed the use of the word angry in the construct “This 

student would make me happy – This student would make me angry.”  It was suggested by 

participants that the word ‘angry’ be changed to ‘unhappy’ or ‘upset.’  They discussed that angry 

was not an accurate description of how they would feel if, for example, a student in their class 

were harming themselves.  Additionally, one participant did not complete the grid as she found it 

too confusing.   

The qualitative data was only analyzed by this researcher, thus not producing any degree 

of inter-rater reliability and possibly introducing researcher bias into the results.  Additionally, 

trends or other significant information may have been overlooked.  However, triangulation was 

incorporated with other measures in an effort to minimize these effects.  

  

Implications for Further Research 

 

  The results of this study present several implications for future research.  The most 

obvious is to select participants using a more random method.  While it may be impossible to 

 123



conduct a completely random sampling protocol, the ability to generalize findings would greatly 

increase if purposive sampling were not utilized.  Duplicating the research with other populations 

may also provide validity in the data, thus allowing some ability to generalize the findings.  

Duplication would also allow for the collection of additional qualitative data.  This data could be 

used to refine the working definition of students with EBD as well as what behaviors teachers 

find most challenging.   

 Due to the limitations in the interpretation of IDP scores, future research could continue 

to seek out a more appropriate instrument for assessing attitudes towards students with 

disabilities.  More specifically, an instrument targeted at assessing attitudes towards students 

with EBD.  This researcher was not able to locate such an instrument; it may be that it does not 

exist.  If that is the case, further research could be conducted to develop such an instrument and 

evaluate its effectiveness.  

Problems encountered with the Teacher’s Personal Construct Repertory Grid 

demonstrated the need to re-evaluate and revise the instrument for ease of use and analysis.  The 

use of 10 elements and 10 constructs proved difficult to analyze and interpret.  While efforts 

were made to represent behaviors exhibited by students with EBD as well as appropriate 

behaviors of children in the classroom, it may be possible that the same perceptions could be 

evaluated with fewer elements.  Additional research and analysis of the data collected could 

determine what aspects of the grid were most confusing and how participants feel it could be 

made simpler.   

Two of the identified key components were removed from the inservice format due to 

extraneous factors.  The inservice could be replicated including both role-play and video 

presentation to determine if these two components lead to greater changes in attitudes and 

perceptions.   

Since the review of literature indicated that changes in attitudes and perceptions occurs 

over time, it would be beneficial to conduct a longitudinal study to determine lasting effects of 

the inservice.  While this is not possible with the current research due to the small sample size 

and limits of this researcher to contact participants once they leave the university, it is 

nonetheless an important area for further investigation.   
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Conclusion 

 

This research provided a beginning point to assess the effectiveness of art therapy as a 

teaching modality for altering the perceptions and attitudes of pre-service teachers toward 

students with EBD.  Results support the rejection of the null hypothesis.  Quantitative data 

demonstrated that attitudes became more favorable following completion of the inservice.  This 

data also demonstrated that participants increased their willingness to include students with EBD 

in their classrooms. 

Qualitative data supported the findings of the quantitative data.  Participants’ responses to 

questions on the follow-up questionnaire indicated increased awareness and a willingness to 

work with students who exhibit challenging behaviors.  While some continued to express 

hesitation, they discussed feeling more prepared than they had been before.  Factors identified by 

participants as most helpful included the discussions and PowerPoint presentation on what EBD 

was and how to manage it in the classroom.   

While the results of this research must be interpreted with caution, they do indicate that 

one intervention, an art therapy based inservice, can alter pre-service teachers’ attitudes toward 

students with EBD.  The two case studies reported that in the teacher preparation program only 

one class, required during the first two years, addresses students with EBD.  Responses by 

participants indicate that the need exists for more training.  It is no longer a question whether 

teachers will have students with EBD in their classrooms; it has become a question of how well 

prepared these teachers are to meet the needs of children with EBD.   Increased positive attitudes 

and perceptions of teachers toward students with EBD can lead to greater success for both 

teacher and student.  Art therapy has proven itself as an effective modality for fostering this 

change. 
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Demographic Questionnaire 

 
1. Subject Number: _______________  

 

2. Your age: _____________           

 

3. Gender (please circle one):   Male Female 

 

4. Level in school: ________________ 

 

5. Experience in a school setting and grade level worked with: 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

 

6. Experience working with children who have a disability (please include type of disability): 

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

 

7. How often do you come into direct, face-to-face contact with people who have disabilities? 

(please circle only one) 

a. Daily 

b. Weekly 

c. At least once a month 

d. Once every three months 

e. Less often than once every three months 

 

8. Have you, in your lifetime, had a close relationship with an individual with a disability?   

 

Yes _____________  No ______________ 
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9. Please describe how you would feel if you had to work with a student who had an 

emotional/behavioral disability in your classroom.  

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________

___________________________________________________________________________ 

 

10. Would you be willing to participate in a case study during this research process?  Your 

agreement would mean that you might be selected to participate in four interviews and be 

asked to write four short response papers to the research (one prior to beginning, one 

following each class session of the inservice, and one following the completion of the 

research project). 

 

Yes __________   No ___________ 
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Instructions for Completing Element Drawings 

 
 

Included in this folder are several sheets of 8.5 x 11 inch white paper and a felt tip black 

ink pen.  Each paper has a 6” by 6” square for a drawing and space for writing.   You are being 

asked to complete ten drawings.  Please take 2 – 3 minutes for each drawing.  These drawings 

are not meant to be elaborate or detailed, rather to assist you in becoming familiar with the 

behaviors you will rate later in this packet.  Stick figures are acceptable. 

 Please complete one drawing for each of the following situations: 

 

1. A student being well behaved 

2. A student being disruptive 

3. A student being disrespectful to the teacher 

4. A student being helpful 

5. A student harming another person 

6. A student in trouble 

7. A student fighting 

8. A student playing appropriately with others 

9. A student interrupting class 

10. A student harming him/herself 

 

Once you have completed each of the drawings, please label it, write a brief description 

of what is happening (one or two sentences), and list five descriptive words in the space 

provided.  After completing all ten drawings, please replace them in the folder and begin the next 

instrument.  Thank you.  
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Label: ____________________________________________________ 

 

Brief Description: ___________________________________________ 

__________________________________________________________

__________________________________________________________

__________________________________________________________ 
(Use other side if more space is needed) 

Five descriptive words: 

1. 

2. 

3. 

4. 

5. 
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Introduction to the  

Interaction with Disabled Persons Scale 
 

This questionnaire is designed to find out how people feel when meeting someone with a 

disability.   

 

ALL RESPONSES ARE CONFIDENTIAL.  YOUR PRIVACY WILL BE RESPECTED AT 

ALL TIMES. 

 

The information gathered will be used to help determine the effects of an inservice you will 

participate in later in the semester.   

 

 Thank you for taking the time to complete this scale.
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Interaction with Disabled Persons Scale 

 
Here is a list of statements that some people have said to describe how they feel when they have contact 

with a person with a disability.  Of course, how we respond to people depends on how well we know 

them as individuals.  However we would like to know how you feel in general when you meet a person 

with a disability.  Please read each statement carefully and describe how much it describes how you feel. 

 

Please place one tick next to the question under the column that describes how you usually feel.   
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   1 It is rewarding when I am able to help  1    

   2 It hurts me when they want to do something and can’t  2    

   3 I feel frustrated because I don’t know how to help 3    

   4 Contact with a person with a disability reminds me of 

my own vulnerability 

4    

   5 I wonder how I would feel is I had this disability 5    

   6 I feel ignorant about people with disabilities 6    

   7 I am grateful that I do not have such a burden 7    

   8 I try to act normally and ignore the disability 8    

   9 I feel uncomfortable and find it hard to relax 9    

   10 I am aware of the problems that people with 

disabilities face 

10    

   11 I can’t help staring at them 11    

   12 I feel unsure because I don’t know how to behave 12    

   13 I admire their ability to cope 13    

   14 I don’t pity them 14    

   15 After frequent contact, I find I just notice the person 

not the disability 

15    

   16 I feel overwhelmed with discomfort about my lack of 

disability 

16    

   17 I am afraid to look at the person straight in the face 17    

   18 I tend to make contacts only brief and finish them as 

quickly as possible 

18    

   19 I feel better with people with disabilities after I have 

discussed their disabilities with them 

19    

   20 I dread the thought that I could eventually end up like 

them 

20    

 

Copyright University of Sydney 

Community Disability and Ageing Program 
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Introduction to the 

Teacher’s Personal Construct Repertory Grid 
 

Please read all these instructions before beginning.  If something is not clear, please ask 

the researcher. 

The grid you are about to complete consists of ten elements, listed across the top of the 

grid.  The elements are the drawings you were asked to complete earlier.  You were asked to 

compete the drawings to get you thinking about these concepts and how they relate to you as 

future teachers.   

The grid also contains ten bipolar constructs, listed down both sides of the grid.  

Constructs are bipolar and therefore are listed as a positive and a negative statement.  It is a way 

to define what something is, but also what it is not.  For example, the construct below states, 

“This student belongs in my school.”  By saying that, you are also saying that the opposite would 

be that “This student does not belong at my school.”   

To complete this grid, you are to rate the elements on each of the ten constructs.  For 

example, if you were filling in the sample grid below you would rate each element on the 

construct: This student belongs in my school/This student does not belong in my school.   

Consider each bipolar construct and first ask yourself if the description on the left or the 

description on the right is most appropriate. Then, use the corresponding scale on the left or 

right to indicate your extent of agreement with the description. 
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1           6 

This student belongs in my 

school.  

          This student does not belong in 

my school. 

Ranking Procedures 

 

1 = I agree very much 

 

2 = I agree somewhat 

 

3 = I agree a little 

Ranking Procedures 

 

4 = I agree a little 

 

5 = I agree somewhat 

 

6 = I agree very much 
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Taking the first element, A student being well behaved, you would ask yourself if the 

description on the left or the description on the right is most appropriate and then rate to what 

degree you agreed with the statement.   
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1           6 

This student belongs in my 

school.  

1 2 5 1 4 2 5 1 3 6 This student does not belong in my 

school. 

Ranking Procedures 

 

1 = I agree very much 

 

2 = I agree somewhat 

 

3 = I agree a little 

Ranking Procedures 

 

4 = I agree a little 

 

5 = I agree somewhat 

 

6 = I agree very much 

The numbers 1-3 indicate to what degree you agree with the statement on the left side of 

the grid.  For example, placing a 1 in the first box, I am stating that I agree very much that A 

student being well behaved belongs in my school.  For the element A student being disruptive, a 

2 indicates that I agree somewhat that a student being disruptive belongs in my school.  For the 

element A student being disrespectful to the teacher, a 3 indicates that I agree a little that a 

student being disrespectful to the teacher belongs in my school.   

The numbers 4-6 indicate to what degree you agreed with the statement on the right side 

of the grid.  A 4 under the element A student harming another person indicates that I agree a 

little that a student harming another person does not belong in my school.  A 5 for the element A 

student fighting indicates that I agree somewhat that a student fighting does not belong in my 

school.   For the element A student harming him/herself, a 6 indicates that I agree very much that 

a student harming him/herself does not belong in my school.   

Please pay attention to the wording as you progress through the grid.  Every other column 

has been shaded to assist you in deciphering the elements.  

Please make sure that all cells are filled in.  When you have completed your grid, please 

place it back into your folder and return the folder to the researcher.  Thank you again for you 

assistance.   
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Teacher’s Personal Construct Repertory Grid
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I would like to have this student 

in my class.  

          I would not like to have this 

student in my class. 

This student is a poor student.  

 

          This student is a good student. 

I can help this student learn.            I cannot help this student learn. 

 

This student likes school. 

 

          This student dislikes school. 

This student is happy. 

 

          This student is unhappy. 

I feel I cannot make a difference 

in this student’s life. 

          I feel I can make a difference in 

this student’s life. 

This student would make me 

pleased. 

          This student would make me 

angry. 

This student would want to 

make me happy.  

          This student would want to make 

me unhappy. 

I think this student is a bad 

person.  

          I think this student is a good 

person. 

This student would be a 

challenging student for me. 

          This student would be a 

rewarding student for me.   

Ranking Procedures 

 

1 = I agree very much 

 

2 = I agree somewhat 

 

3 = I agree a little 

Ranking Procedures 

 

4 = I agree a little 

 

5 = I agree somewhat 

 

6 = I agree very much 
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Follow-Up Questionnaire 

1. Subject Number: _______________  

 

2. How do you feel the inservice has changed how you feel about students with emotional 

behavioral disabilities? 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 

3. Please describe how you would feel if you had to work with a student who had an 

emotional/behavioral disability in your classroom.  

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

________________________________________________________________________ 

 

4. Do you feel better prepared to begin meeting the needs of students with emotional 

behavioral disabilities (please explain)? 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 

5. What aspects of the inservice were most helpful? 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 
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6. What aspects of the inservice were least helpful? 

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________

________________________________________________________________________ 

 

7. Would you like to receive a summary of the results of this research?  If so, please provide 

contact information where you can be reached.   

 

Yes _____________    No ______________ 

   

Contact Information:  

Address _______________________________________ 

_______________________________________ 

_______________________________________ 

  Phone _______________________________________ 

 

8. Would you be willing to participate in a follow-up study to determine the lasting effects 

of the inservice?  If so, please provide contact information where you can be reached.   

 

Yes _____________    No ______________ 

   

Contact Information:  

 Same as above 

Address _______________________________________ 

_______________________________________ 

_______________________________________ 

Phone _______________________________________ 
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Questions for Journal Entries 

 
Instructions 

 

Thank you for agreeing to participate in a case study during this research process.  

Following each part of the process (a total of 4) you will receive five questions.  Each question 

will ask you about students with emotional and behavioral disabilities as well as you as an 

educator. You may use the sheets provided or type your responses to answer each question.  

Your answers will be used to follow your progress throughout the process and will not be used to 

identify you in any way.  Thank you again for your assistance.   

 

Following Pretest 

 

1. What is the first thing that comes to mind when you think about students with emotional 

and behavioral disabilities? 

 

2. How would you describe your feelings as a teacher who has students with emotional and 

behavioral disabilities in your classroom? 

 

3. How do you think you will cope with a student who has emotional and behavioral 

disabilities in you classroom? 

 

4. What is you biggest fear about having a student who has emotional and behavioral 

disabilities in you classroom? 

 

5. What do you think will be rewarding about having a student who has emotional and 

behavioral disabilities in you classroom? 

 

Following Inservice Session 1 

 

1. What behaviors do you feel will be the most challenging for you to manage in your 

classroom? 

 

2. How do you think you will deal with these challenging behaviors?  

 

3. Why do you think students with emotional and behavioral disabilities act out? 

 

4. What role do you think you play in assisting students with emotional and behavioral 

disabilities change their behaviors? 

 

5. How do you feel that current practices affect students with emotional and behavioral 

disabilities? 
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Following Inservice Session 2 

 

1. How have your views changed after participating in the inservice? 

 

2. How do you think you will alter your responses to students with emotional and behavioral 

disabilities? 

 

3. What strategies do you think will be most helpful to use in your classroom for managing 

students with emotional and behavioral disabilities? 

 

4. What limitations do you foresee in working with students with emotional and behavioral 

disabilities in your classroom? 

 

5.  What will be the most important factor in creating a learning environment for students 

with emotional and behavioral disabilities in your classroom? 

 

Following Posttest 

 

1. How do you feel that current practices prepare you to have students with 

emotional/behavioral disabilities in your classroom? 

 

2. How could these practices be altered to improve preparation for educators to teach 

students with emotional/behavioral disabilities in the regular education setting? 

 

3. What would be most helpful for you, as a teacher, to prepare to have students with 

emotional/behavioral disabilities in your classroom? 

 

4. What do you feel is (are) the current trend(s) within the school settings for students with 

emotional/behavioral disabilities? 

 

5. How do you think you have changed as a future teacher after participating in this process? 
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Syllabus for Exceptional Learners: Summer Session 

 

 
UNIVERSITY 

DIVISION OF EDUCATION 

 

COURSE:  EDU 568/468 Exceptional Learners (no prerequisites) 

 

INSTRUCTOR:  

 

TEXTBOOKS: Dornbush, M. P. & Pruitt, S. K. (1995).  Teaching the Tiger. 

 

   Class Materials published on our blackboard.com website  

 

COURSE DESCRIPTION: Students with disabilities can benefit from being a part of 

classrooms that serve students without disabilities.  With the move toward mainstreaming and 

inclusion in the public schools, teachers must be prepared to teach and work with students with 

disabilities in the regular classroom.  In this course teacher candidates will examine the role of 

special education in public schools including placement procedures, teaching strategies, 

classroom environments, discipline strategies, terminology, and Federal and State laws and 

procedures.  In addition, teacher candidates will study the attributes of and the most effective 

teaching strategies for specific categories of disabilities. 

 

LEARNING OUTCOMES:  Each teacher candidate will be able to: 

 

1. Describe and discuss the laws and legal issues that have had an impact on students with 

disabilities, and their inclusion in regular education classroom. 

 

2. Describe Federal legislation and State Board rules pertaining to exceptional education. 

 

3. List and discuss the physical, psychological, educational, medical, and behavioral 

characteristics of each category of disability identified by the State. 

 

4. State a rational position regarding the present and historical definitions and classification 

systems used in exceptional education. 

 

5. Compare and contrast service delivery options in the education of students with 

disabilities, especially relating to IDEA and section 504 of the Rehabilitation Act of 

1973. 

 

6. Demonstrate knowledge of current data based research influencing special education 

practices in the public schools. 
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7. Identify professional organizations and services available to parents and educators of 

students with disabilities, and discuss their related purposes. 

 

8. Describe one specific disability related to best teaching practices. 

 

9. Make a presentation describing one specific disability related to best teaching practices 

using Power Point® as an organizer. 

 

10. Identify web sites that provide information for teachers and parents on particular 

disabilities. 

 

11. Identify web sites that provide information on assistive technology for particular 

disabilities. 

 

COURSE EVALUATION: 

 

MAJOR PROJECT ON A SPECIFIC DISABILITY (50%): 

 

30% PRESENTATION:  Each teacher candidate will teach the class about one disability.  

The presentation should be active and creative, and emphasize instructional strategies for 

teaching students with your disability in the classroom.  Each presentation should be 

approximately one hour in length and include a Power Point® presentation to organize 

the information.  Your presentation should include large and small group activities, as 

well as a computer activity.   At least four pieces of assistive technology should be 

displayed as visual aids for your presentation.  See criteria sheet attached to this syllabus. 

 

20% POWER POINT: Teacher candidates will develop a Power Point® presentation  

 to serve as an organizer for their presentation on one disability. The PowerPoint®  

 presentation will have a minimum of 12 slides with  accurate and strong content, 6  

 graphics or charts, transitions and effects, a colorful background, and fonts that  

 have been manipulated and colored.   Four (4) slides should include pictures of  

 assistive technology used with students with your particular disability. 

 

ADDITIONAL ACTIVITIES (50%): 

 

14% POWERPOINT ON DON’T LAUGH AT ME: 

 

15% LAW FLIP BOOK: Each teacher candidate will make a flip book to serve as an  

 organizer for the content on each of the special education laws studied.  The  

 books will reflect the seven keystone laws, and provide a summary of each in  

 terms of students with disabilities (14
th

 Amendment, Section 504 of the  

 Rehabilitation Act, PL 94 - 142, 1986 Amendments, IDEA, Americans with  

 Disabilities Act, 1997 IDEA Amendments). 

 

DISCUSSION BOARDS: 

21%  You will complete seven Discussion Boards on our Blackboard forum based on  
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the readings you complete in Taming the Tiger.  Each discussion board will be assessed 

using the following criteria: 

1 point:  Your posting in the discussion board demonstrates you have completed the 

assigned readings and is reflective. Be sure to refer to aspects of the reading that you 

want to discuss.  It is OK to quote materials from the textbook and provide page 

numbers so your classmates can look the material up. 

• 

• 

• 

1 point: Your posting is on time – no later than midnight of the day it is  

due. Your responses to your classmates should be posted no later than the beginning 

of the next class session.   

1 point: Respond to a minimum of two classmates with reflective comments.  

Don’t just tell them what they wrote was good; ask questions, extend the 

conversation; make them want to respond back to you.   

 

rubric for Don’t Laugh at Me powerpoint 

 

 0 1-2 3-4 5-6 7-8 9-10 

Title Slide with Names of Group       

Title Slide has Graphic       

Graphics on Each Slide with 

Children with 

Disabilities/Beggar/Single Mom 

      

Transitions and/or Effects       

Hyperlinks or Citations on Each 

Slide for Graphics 

      

Bonus:  Music inserted and timed to 

slides 

      

Points       

A = 45 - 50  B = 40 - 44  C = 35 - 39  D = 30 - 34 

 

GRADING POLICY :   

A = 90 – 100% B = 80 – 89%  C = 70 – 79%  D = 60 – 69% 

 

ATTENDANCE POLICY:  Because of the nature of this course, students are expected to 

attend and actively participate in each session.  The University policy regarding attendance stated 

in the Education Student Handbook will be followed.   Many of the assignments for this class are 

completed in class based on class sessions.  If you are not present, you will not be able to 

complete the assignment, and your course grade will be adversely affected.   

 

STUDENTS WITH SPECIAL NEEDS:  If any student has special needs that may affect 

his/her ability to complete the course successfully, please inform the professor during the first 

week of class.  Appropriate modifications will be made.  

 

LATE PAPERS:  Late papers are not accepted without prior consent of the professor.  The 

University policy regarding late papers stated in the Education Student Handbook will be 

followed.  
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CONCEPTUAL FRAMEWORK:  As members of a global community, students today require 

flexible attitudes, dispositions, and skills to understand themselves and others.  Teachers who are 

responsible for educating students must themselves be critical thinkers; respect and understand 

diversity; communicate effectively; possess pedagogical skills, content knowledge, and 

classroom management skills; demonstrate skills for life-long learning; be professional and 

effectively use technology.  The teacher education program is designed to provide students with 

the knowledge and skills that will allow them to be life-long learners, get along with others 

successfully, and contribute positively to our society. 

 

Critical Thinking: Teacher candidates will reflect on teaching students with disabilities.   

• Researching, organizing, and presenting a presentation require critical thinking, as does 

the development of a Power Point® presentation to serve as an organizer for a 

presentation. 

• Teacher candidates take a position on inclusion in public schools by completing a 

decision-making Pro Con chart and supporting their position with sound reasons.   

 

Diversity: The nature and content of this course exposes teacher candidates to a population of 

students with disabilities that will be full time included or mainstreamed into their classrooms.  

Diversity is the focus of this entire course and will be emphasized in terms of working with 

learners with disabilities, selecting teaching materials and teaching strategies, and 

communicating with parents.    

 

Communication: 

A. Required Reading: Students will read two textbooks and research a disability using 

library and Internet resources.   

B. Writing Across the Curriculum:   

• Students will organize research materials and provide citations using APA 5th edition 

format. 

• All papers will be written in correct English with proper grammar, punctuation and 

spelling. 

• The University policy regarding plagiarism will be followed.  See the Education 

Student Handbook for details.   

C. Presentations: Working with a partner to teach a disability to the class, teacher 

candidates will use a Power Point® presentation as an organizer; and include large and 

small group activities, and a computer activity. 

  

Pedagogy: 

A. Course Content: Teacher candidates study instructional and behavioral management 

strategies that are effective in teaching students with disabilities in the regular classroom.  

Effective strategies are explored in all curriculum areas, as well as the use of computer 

technology, study skills, test taking, home-work and parent communication. 
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B. Methods of Instruction:  This course is run as a workshop, with some lecture, small 

group work, individual projects, computer technology, and student projects.   Students 

actively participate in class activities, a well as give a group presentation on a disability.    

 

Content: This course introduces teacher candidates to Federal and State laws pertaining to 

exceptional learners; classification systems of students with disabilities in the State; service 

delivery models; educational practices and instructional strategies; placement procedures; 

classroom environments; parent communication; assistive technology and discipline strategies.  

 

Classroom Management:  Teacher candidates are taught the management and discipline 

strategies most effective with students with disabilities.  They are taught traditional discipline 

strategies that may not work successfully with some disabilities.   

 

Life-long Learning: Teacher candidates use the Internet for researching the topic they choose.  

In addition, they will learn to accept and understand diversity, and to work with people with 

physical, medical, psychological, and/or behavioral disabilities.   

 

Technology:    

• Assistive technology used to instruct students with disabilities in the classroom will be 

demonstrated and utilized as appropriate, including computer software and hardware.   

• Teacher candidates will be instructed in the use of the Internet and will be required to use 

the Internet as a reference tool in locating bibliographical sources for their presentation.  

The APA 5th edition will be used as the source for all citations.   

• Teacher candidates will identify and evaluate the educational software being used with 

students with disabilities who are mainstreamed or included in their field placement.  

• Preservice students will develop a table to summarize an article on Section 504 and 

IDEA. 

• Teacher candidates will develop a Power Point® presentation as a part of their class 

presentation. 

• Blackboard.com will be used as the major communication tool for this course.   

        

Professionalism: Teacher candidates will develop skills of interviewing parents, students and 

teachers of students with disabilities.  The State Code of Ethics for teachers will be followed in 

all interactions with parents, teachers or students with disabilities. 
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TOPICS FOR PRESENTATION: You should select one of the following topics for your 

presentation.   

 

1. Specific Learning Disability (Mathematics and Communication)  

2. Visual Impairment 

3. Hearing Impairment (Deaf, Hearing Loss) 

4. Emotional and Behavioral Disorder (severe emotional and behavioral) 

6. Intellectual Disability (Mild, Moderate) 

7. Orthopedic Impairment (Physical Therapy and Occupational Therapy) 

8. Speech-Language Impairment (Communication and Articulation; Dyslexia) 

9. Other Health Impaired:  AIDS 

 

CATEGORIES TO BE DISCUSSED IN YOUR PRESENTATION: 

 

Define your Disability: Discuss the characteristics of students with this disability including each 

of the following if appropriate:  

Physical 

Psychological 

Medical 

Behavioral. 

 

Teacher Assistance:  Discuss the assistance available for teachers working with students 

with this disability: 

Within the school system (including the school building as well as the School .Board 

offices). 

Outside of the school system (including state and national organizations and resources; 

parent groups).    

 

Teacher Strategies: Discuss and explain at least five specific teaching recommendations for 

teachers of students with your disability.   You could let the class participate in some of these 

activities: 

Think about large group activities 

Think about games 

Think about small group interaction 

Think about small group activities including technology. 

 

Assistive Technology:  Discuss at least four pieces of assistive technology that are 

recommended for use with students with this disability.    

Bring them to class with you to share with your classmates.    

Did you find any educational software that is particularly useful with these students?   

Include at least four PowerPoint slides in your presentation showing graphics of four pieces 

of assistive technology.   

 

Working with Parents:  What are some of the special concerns teachers should consider in 

working with parents of students with this particular disability?  

Discuss ways to include parents in the classroom. 

Discuss ways to communicate with parents outside of the classroom. 
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Classroom Discipline: Students with your disability may have inappropriate behaviors that are 

associated with or caused by their disability. 

What are the particular behaviors that a teacher might consider to be inappropriate in the 

classroom that might be attributed to this particular disability?   

Given what you know about the law, how might a classroom teacher handle these behaviors?   

Is a particular discipline program more effective than others?  Describe appropriate strategies 

for handling students with your disability in the classroom 

Are there discipline strategies that are not likely to work with students with this disability?   

 

7. Bibliography:  Include at least five articles and/or books on your disability, using 

the APA 5th edition for style.   A majority of your resources should be since 

1999.   At least two of these articles must be located using the Internet as a 

research tool.   The APA 5th edition will be used as a guide to citations for your 

references in books, journals, and on the Internet.   
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Teacher candidates:  ________________________________________________    

Disability:   ________________________________________________ 

 

EVALUATION RUBRIC FOR PRESENTATION 
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E
M

P
L

A
R

Y
 

M
E

E
T

S
 T

H
E

 

R
E

Q
U

IR
E

M
E

N
T

S
 

N
E

E
D

S
 W

O
R

K
 

U
N

A
C

C
E

P
T

A
B

L
E

  

 

 

 

COMMENT 

COMMUNICATION   

Proper Grammar       

Articulation and Voice Clarity      

Open Body Language      

Smiles at Students      

Eye Contact Established       

Movement Around Room (visual 

and physical) 

     

Professional Teacher Attire      

Content of Presentation  

Disability Defined Appropriately 

Physical 

Psychological 

Medical 

Behavioral 

     

Teacher Assistance 

Within School System 

Outside School System 

     

Teaching Strategies:  5 that work 

1 

2 

3 

4 

5 

     

Assistive Technology: 4 that 

work 

1 

2 

3 

4 

     

Working with Parents 

In the classroom 
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Communication 

Discipline Strategies 

Inappropriate Behaviors 

Associated with 

Disability 

Appropriate Discipline 

Inappropriate Discipline 

 

     

References: 

Included in Presentation 

Links in PowerPoint 

     

Pedagogy  

Strong Teacher Skills Were 

Demonstrated 

     

Notes were used for Reference 

but were not read to the class 

     

PowerPoint was used as 

organizer, but each slide was not 

read to the class 

     

Graphic Organizers and Visual 

Aids were Clear and had Visual 

Appeal 

     

Effective Large Group 

Instruction  

     

Small Group Activity Well 

Organized 

     

Technology Task well defined 

 

     

Game used for Reinforcement or 

Assessment 

     

Organized Management of 

Material  

     

Effective Management of 

Students  

     

Overall Impression  

Presentation was well 
Organized 

     

I learned something new from 
this presentation today. 

     

 

Comments: 
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Names:  

 

PowerPoint Rubric for Exceptional Learner’s Presentation 

 

Criteria A B C F 

Slides 

Included 

12+ slides 10 – 11 slides 8 – 9 slides Less than 8 

4 slides 

included 

3 slides 

included 

2 slides 

included 

0 – 1 slides 

included 

Assistive 

Technology 

All four are 

appropriate for 

this disability 

All three are 

appropriate for 

this disability 

All two are 

appropriate for 

this disability 

One is 

appropriate for 

this disability 

Included on at 

least 6 slides 

Included on 5 

slides 

Included on 4 

slides 

Included on 3 

or fewer slides 

Graphics, 

Tables, Charts 

Appropriate to 

topic on all 

slides 

Appropriate to 

topic on 5 

slides 

Appropriate to 

topic on 4 

slides 

Appropriate to 

topic on 3 or 

fewer slides 

Background Colorful and/or 

appropriate 

Some color and/or somewhat 

appropriate; 

Boring, does 

not draw the 

student to slides

Color easy to 

read against 

background; 

Color on Most slides easy to read Color fades into 

background; 

hard to read 

Font 

Font changed 

from Times 

New Roman; 

bold and sized 

well 

Font changed, sized well for 

reading 

Times New 

Roman font; 

too small 

Content Strong content 

based on 

outline for 

presentation 

Content is general and helps guide 

presentation 

Weak content 

Transitions 

and Effects 

Transitions and 

Effects on all 

slides 

Includes Transitions and/or effects 

on most of the slides 

Includes only 

transitions or 

effects 
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Summer 2005 

Class Schedule and Assignments 

 

Date In-Class Activities Half and Half 

May 

31 

Assessing Values regarding students 

with Disabilities in the Classroom. 

Card Game and Writing Task 

 

Introduction to Special Education 

Register for blackboard.com 

 

Read Syllabus on blackboard.com 

under Class Assignments 

 

Discussion Board #1 on Card Game 

results 

June 2 Don’t Laugh at Me Curriculum 

Project 

 

Make a PowerPoint for the lyrics of 

the song:  Rubric included in syllabus: 

Due Next Class Period 

Work on your PowerPoint for the 

Don’t Laugh at Me project 

June 7 Don’t Laugh at Me PowerPoint 

presentations 

 

Introduction to Basic Special 

Education Law 

14
th

 Amendment 

Section 504 Rehab Act 

PL 94-142 

Amendments to PL 94-142 

IDEA 

ADA 

Amendments to IDEA 

Go to the Internet and look up each of 

the laws discussed in class. Summarize 

their relevance to Special Education in 

a colorful Flip Book with the 

following: 

• 
• 
• 

• 

Date implemented 

Important Issues re law 

Changes Made because of 

law 

 

Discussion Board #2 based on 

Teaching the Tiger (TTT) pages 183 – 

194 

June 9 IEPs: Individualized Education Plan 

 

Critique an IEP  

 

Making a Table: Compare IEPs and 

504 Plans  

 

LRE: Least Restrictive Environment 

 

Inclusion versus the Resource Room: 

Making a Pro Con Chart 

Discussion Board #3 based on 

Teaching the Tiger (TTT) pages  155 - 

183 on IEPs. 

 

Internet citation where you 

found information on this 

law 
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June 

14 

Sensory Defensiveness and the 

Autistic Spectrum 

 

Legal Flip Book Due in Class 

Discussion Board #4 based on 

Teaching the Tiger (TTT) pages 129 – 

138 on Assistive Technology  

June 

16 

ADHD and other Sensory Disabilities Discussion Board #5 based on 

Teaching the Tiger (TTT) pages 31 – 64 

on Behavior Management 

June 

21 

Speech:  Communication and 

Articulation Disorders 

 

Specific Learning Disabilities: 

Communication and  Mathematical 

Discussion Board #6 based on 

Teaching the Tiger (TTT) pages 3 – 30 

on Understanding Neurological 

Disorders 

June 

23 

Mental Impairment: Mild and 

Moderate 

 

Emotional and Behavioral Disorders 

Discussion Board #7 based on 

Teaching the Tiger (TTT) pages 65 – 

128 on Classroom Strategies and 

Interventions 

June 

28 

Visual Impairment 

 

Hearing Impairment: Deaf and Hard 

of Hearing 

 

June 

30 

Orthopedic Impairment 

 

Other Health Impairment: AIDS 
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Syllabus for Exceptional Learners: Fall/Spring Session 

 

 

 

DIVISION OF EDUCATION 

Spring 2005 

 

COURSE:             EDU 568/468 Exceptional Learners (no prerequisites) 

 

INSTRUCTOR:  

 

TEXTBOOK: Heward, William L. (2003), Exceptional Children, An Introduction to 

Special Education, Columbus, OH; Merrill/Prentis Hall. 

 

COURSE DESCRIPTION: 

Students with disabilities can benefit from being a part of classrooms that serve students without 

disabilities.  With the move toward mainstreaming and inclusion in the public schools, teachers 

must be prepared to teach and work with students with disabilities in the regular classroom.  In 

this course preservice teachers will examine the role of special education in public schools 

including placement procedures, teaching strategies, classroom environments, discipline 

strategies, terminology, and Federal and State laws and procedures.  In addition, preservice 

teachers will study the attributes of and the most effective teaching strategies for specific 

categories of disabilities. 

 

COURSE OBJECTIVES: Each preservice teacher will be able to: 

 

1. Describe and discuss the laws and legal issues that have had an impact on students with 

disabilities, and their inclusion in regular education classroom. 

 

2. Describe Federal legislation and Georgia State Board rules pertaining to exceptional 

education. 

 

3. List and discuss the physical, psychological, educational, medical, and behavioral 

characteristics of each category of disability identified by the State. 

 

4. State a rational position regarding the present and historical definitions and classification 

systems used in exceptional education. 

  

5. Compare and contrast service delivery options in the education of students with     

disabilities, especially relating to IDEA and Section 504 of the Rehabilitation Act of   

      1973. 

 

6. Demonstrate knowledge of current data based research influencing special education 

practices in the public schools. 

 

7. Identify professional organizations and services available to parents and educators of 

students with disabilities, and discuss their related purposes. 
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8. Write a paper describing one specific disability and best teaching practices for that 

disability. 

 

9. Make a presentation describing one specific disability related to best teaching       practices 

using Power Point® as an organizer. 

 

10. Identify web sites that provide information for teachers and parents on particular      

disabilities. 

 

11. Identify web sites that provide information on assistive technology for particular      

disabilities. 

 

COURSE EVALUATIONS: 

 

MAJOR PROJECT ON A SPECIFIC DISABILITY (25%) 

 

10% PRESENTATION:  Each preservice teacher will teach the class about one disability.  

The presentation should be active and creative, and emphasize instructional strategies for 

teaching students with your disability in the classroom.  Each presentation should be 

approximately one hour in length and include a Power Point® presentation to organize the 

information.  Your presentation should include large and small group activities, as well as, a 

computer activity.  At least four pieces of assistive technology should be displayed as visual aids 

for your presentation.  See criteria sheet attached to this syllabus. 

 

5%     QUESTIONS: Write ten multiple-choice questions that summarize your                                         

disability.  Administer the questions to your classmates. 

 

10%    PAPER: Each preservice teacher will write a paper on a specific disability 

(see objective 8). 

 

ADDITIONAL ACTIVITIES (15%) 

 

5% LAW FLIP BOOK:  Each preservice teacher will make a flipbook to serve as an  

            organizer for the content on each of the special education law studied.  The book  

            will reflect the seven keystones laws, and provide a summary of each in terms of  

            students with disabilities (14
th

 Amendments, Section 504 of the Rehabilitation 

            Act, PL 94-142, 1986 Amendments, IDEA, Americans with Disabilities Act,  

            1997 IDEA Amendments). 

 

5%   MAKE A TABLE: Each preservice teacher will develop a table using the  

            computer to compare five aspects of a 504 Plan and an IEP. 

 

5% PRO CON CHART ON FULL TIME INCLUSION: After Watching a video  

            on two different positions regarding inclusion, complete a Pro-Con chart telling  

            three reasons why full time inclusion should be a part of the public school, and  
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           three reasons why it should not be.  Provide a rebuttal to each of your six reasons.   

           Take a position and write one paragraph stating your position. 

 

EXAMINATION:  

30% TESTS:    Three tests will be given during the semester.  Each  

                                                             test will have a value of 10 points. 

30% Final Examination:             The final will be a cumulative examination of all  

                                                             course materials and class sessions. 

GRADING POLICY (final examination): 

                           A=90-100   B=80-89 C=70-79 D=60-96 

 

ATTENDANCE POLICY: Because of the nature of this course, students are expected to attend 

and actively participate in each session.  The University policy regarding attendance stated in the 

Education Student Handbook will be followed.  Many of the assignment for this class are 

completed in class based on class sessions.  If you are not present, you will not be able to 

complete the assignments. 

 

STUDENT WITH SPECIAL NEEDS: If any student has special needs that may affect his/her 

ability to complete the course successfully, please inform the professor during the first week of 

class.  Appropriate modifications will be made. 

 

Late Papers: Late papers are not accepted without prior consent of the professor.  The 

University policy regarding late papers stated in the Education Student Handbook will be 

followed.  

  

Conceptual Framework: As a member of a global community, students today require flexible 

attitudes, dispositions, and skills to understand themselves and others.  Teachers who are 

responsible for educating students must themselves be critical thinkers; respect and understand 

diversity; communicate effectively; possess pedagogical skills, content knowledge, and 

classroom management skills; demonstrate skills for life-long learning; be professional and 

effectively use technology.  The teacher education program is designed to provide students with 

the knowledge and skills that will allow them to be life-long learners, get along with others 

successfully, and contribute positively to our society. 

 

Critical Thinking: Preservice teachers will reflect on teaching students with disabilities. 

• Researching, organizing, and presenting a presentation require critical thinking, as 

does the development of a Power Point® presentation to serve as an organizer for a 

presentation. 

• Preservice teachers take a position on inclusion in public schools by completing a 

decision-making Pro Con chart and supporting their position with sound reason. 

 

TOPICS FOR PRESENTATIONS: You should select one of the following topics for your 

presentation.  You will create and deliver your presentation.  You will conduct your research. 

1. Learning Disability 

2. Speech-Language Impairment (Communication and Articulation) 

3. Intellectual Disability (Mild, Moderate) 

4. Intellectual Disability (Severe, Profound) 
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5. Emotional and Behavioral Disorder (severe emotional and behavioral) 

6. Visual Impairment 

7. Hearing Impairment (Deaf, Hearing Loss) 

8. Orthopedic Impairment  

9. Sensory Disabilities:  (select one) 

• Autism 

• Tourette Syndrome 

• Obsessive Compulsive Disorder 

10. Other Health Impaired: (select one) 

• Crack babies 

• Other 

 

CATEGORIES TO BE DISCUSSED IN YOUR PRESENTATION: 

 

Define your disability: Discuss the characteristics of students with this disability including each 

of the following if appropriate: 

• Physical 

• Psychological 

• Medical 

• Behavioral 

 

Teacher Assistance: Discuss the assistance available for teachers working with disability: 

• Within the school system (including the school building as well as the School Board 

office). 

• Outside of the school system (including state and national organizations and resources; 

parent groups). 

 

Teacher Strategies: Discuss and explain at least five specific teaching recommendations for 

teachers of students with your disability.  You could let the class participate in some of these 

activities: 

• Think about large group activities 

• Think about small group instruction 

• Think about small group activities including technology. 

 

Assistive Technology: Discuss at least four pieces of assistive technology that are recommended 

for use with students with this disability. 

• Bring them to class with you to share with your classmates 

• Did you find any educational software that is particularly useful with these students? 

• Include at least four Power Point slides in your presentation showing graphics of four 

pieces of assistive technology. 
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Class Schedule and Assignments 

Education 468-568 

Exceptional Learners  

     
Tuesday/Thursday      In Class Assignment Reading and Assignments 

1-18 

 

 

Video, “ No More Special Me” Read Chapter I.  

 

1-20 Seven Basic Special Education 

Laws.  Write your own 

definition of Exceptional. 

Read Chapter II.  

1-25 

 

Planning and Providing 

Special Education Services.  

Make a flipbook of the seven 

basic special education laws.   

1-27 Constructing and IEP Write an IEP for an imaginary 

child.   

2-1 Special Education in a Diverse 

Society.   

Read Chapter III.  

 

2-3 “What about Me?” Parents and 

families.   

Read Chapter IV.  

2-8 Early Childhood Special 

Education 

Read Chapter V.  

2-10 Sean’s Story Read Chapter VI.  

2-15 Mental Retardation  

2-17 Test 1 on Chapter I-VI  

2-22 Learning Disabilities Read Chapter VII.  

2-24 “How Difficult Can It Be?”  

3-1 Learning Disabilities  

3-3 Emotional and Behavioral 

Disorders 

Read Chapter VIII. 

3-7 to 3-11 Spring Break  

3-15 “Emotional Disorders of 

Childhood.” 

Read Chapter IX. 

 

3-17 Communication Disorders  

3-22 Communication Disorders  

3-24  Hearing Loss Read Chapter X.  

3-29 Test 2  

3-31 Blindness and Low Vision Read Chapter XI. 

4-5 Physical Disability Health 

Impaired and Brain Injury. 

Read Chapter XII.  

4-7 Autism and Severe Disabilities Read Chapter XIII.  

 

4-12 Gifted and Talented Read Chapter XIV. 

4-14 Test 3  
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4-19 Presentation outline and 

questions 

Written outline and questions 

due (presentation). 

4-21 Presentations  

4-25 to 4-29 Full week in schools No Classes 

5-3  Presentations  

5-5 Presentations  

5-9 to 5-12 Finals Week  
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APPENDIX I 

INITIAL CLASSROOM FLOOR PLAN
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Floor Plan for Pretest Classroom

CouchCouch

C
o
u
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C
o
u
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Table for Students

Table for Students

Table for Students

Table for Students

Table for Students

Table for Students

Dry Erase Board 
Projection  

Screen 
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APPENDIX J 

INSERVICE AND POSTTEST CLASSROOM FLOOR PLAN 
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Floor Plan for Inservice and Posttest Classroom 

Computers 

C
o
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Desk
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r 
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APPENDIX K 

ELEMENT DRAWINGS
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SS 101 

 

 

 

 

 

A student being well behaved: 

 

This student is busy doing a craft. 

 

 

 

 

A student being disruptive: 

 

The student in the back is flying paper airplanes while the 

teacher is trying to teach. 

 

 

 

 

A student being disrespectful to the teacher: 

 

The student is talking while the teacher is giving instructions. 

 

 

 

 

A student being helpful: 

 

The student is raising a hand to speak.  This helps the teacher 

get through assignments. 
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A student harming another person: 

 

A student is pushing on the slide. 

 

 

 

 

 

 

A student in trouble: 

 

The student in trouble is blaming another student. 

 

 

 

 

A student fighting: 

 

A student is attempting to take a truck from another student. 

 

 

 

 

A student playing appropriately with others: 

 

Students are taking turns laying a game. 
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A student interrupting class: 

 

The student is coming into class late and talking. 

 

 

 

 

A student harming him/herself: 

 

A student is pitching a fit on the floor to get his/her way. 

 

 

 

 

 

 

 

 

 

A teacher dealing with a disruptive child: 

 

The student was picking on another student.  The teacher is 

kindly explaining, while holding the student’s hand, that that is 

not acceptable behavior and why. 

 

 

 

A student engaging in disruptive behavior that you feel will be 

the most challenging for you to address in your classroom: 

 

This student does not want to learn.  He is making no attempt 

to do his work and is relaxing in his chair.  He gets an attitude 

when asked to do his work or pay attention. 
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SS 102 

 

 

 

 

 

A student being well behaved: 

 

A student being well behaved has a good posture, is paying 

attention, asking questions, and gives good eye contact. 

 

 

 

 

A student being disruptive: 

 

This student is being disruptive and not paying attention, 

distracting other students and using playfulness at the wrong 

time. 

 

 

 

 

A student being disrespectful to the teacher: 

 

The student disrespects the teacher by stopping her from 

teaching talking unnecessarily and negatively. 

 

 

 

 

A student being helpful: 

 

This student volunteers kindness and helps without being 

asked with classroom management and peers. 
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A student harming another person: 

 

This student is upset because things aren’t going his/her way, 

so he/she gets physical. 

 

 

 

 

A student in trouble: 

 

This student is beyond corrective behavior b the teacher 

further discipline is needed. 

 

 

 

 

A student fighting: 

 

This student can’t communicate how he/she is feeling without 

physical contact. 

 

 

 

 

A student playing appropriately with others: 

 

This student plays while sharing and being kind to others with 

him/her. 
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A student interrupting class: 

 

This student wants attention for all the wrong reasons. 

 

 

 

 

A student harming him/herself: 

 

This student wants attention for all the wrong reasons. 

 

 

 

 

A teacher dealing with a disruptive child: 

 

The student has abused one of the rules set by the class.  The 

teacher is requiring the student to refer back to the list of the 

rules. 

 

 

 

 

A student engaging in disruptive behavior that you feel will be 

the most challenging for you to address in your classroom: 

 

This student wants to abuse the rules.  He has chosen not to 

learn and draw the class into his choice not to learn. 
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SS103 

 

 

 

 

 

A student being well behaved: 

 

This student is using an appropriate means to get the teacher’s 

attention. 

 

 

 

 

A student being disruptive: 

 

The student is talking and throwing objects while the teacher 

is sharing a book with the class. 

 

 

 

 

A student being disrespectful to the teacher: 

 

The student has turned her back to the teacher who s talking to 

her.  Her facial expression is one of anger. 

 

 

 

 

A student being helpful: 

 

One student pushing another in a wheelchair. 
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A student harming another person: 

 

This one student is laughing at another. 

 

 

 

 

A student in trouble: 

 

This student is sitting in an isolation carrell.  He is using 

profanity and angry words.  This is his “cool down 

opportunity.” 

 

 

 

 

A student fighting: 

 

One student has pushed another who is falling. 

 

 

 

 

A student playing appropriately with others: 

 

These students are playing a board game together.  They 

appear happy. 
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A student interrupting class: 

 

This student has spoken out during teacher-instruction without 

permission about an unrelated topic. 

 

 

 

 

A student harming him/herself: 

 

This student is banging his head on the wall. 

 

 

 

 

A teacher dealing with a disruptive child: 

 

The teacher has taken the disruptive child into the hall to 

discuss the behavior.  The child was refusing to complete his 

work, talking to others while they were trying to work, kicking 

his desk. 

 

 

 

 

A student engaging in disruptive behavior that you feel will be 

the most challenging for you to address in your classroom: 

 

This student is harming another. 
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SS 104 

 

 

 

 

 

A student being well behaved: 

 

This student is not being disruptive.  She is sitting in her desk 

doing her work. 

 

 

 

 

A student being disruptive: 

 

This student was walking to the board and kicked the desk on 

the way there. 

 

 

 

 

A student being disrespectful to the teacher: 

 

The student is yelling something ugly to the teacher. 

 

 

 

 

A student being helpful: 

 

This student is washing the chalkboard after class. 
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A student harming another person: 

 

This student is kicking the other child. 

 

 

 

 

A student in trouble: 

 

This student is sitting on the principal’s bench after getting 

into trouble. 

 

 

 

 

A student fighting: 

 

These two students are hitting each other. 

 

 

 

 

A student playing appropriately with others: 

 

This student is playing with the other child nicely.  They are 

taking turns. 
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A student interrupting class: 

 

This student is interrupting the teacher while she is teaching to 

ask a question totally unrelated to the class. 

 

 

 

 

A student harming him/herself: 

 

This student is hitting himself on the head with the chair.  He 

is mad and banging his head. 

 

 

 

 

A teacher dealing with a disruptive child: 

 

This teacher is trying to talk to the student to find out what is 

wrong.  The student had continually yelled out and disrupted 

class. 

 

 

 

 

A student engaging in disruptive behavior that you feel will be 

the most challenging for you to address in your classroom: 

 

This student beat up the other student and hurt them badly. 
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SS 108 

 

 

 

 

A student being well behaved: 

 

This student is sitting quietly reading a book at his desk. 

 

 

 

 

A student being disruptive: 

 

This student is standing out of his seat and yelling and 

throwing things across the room. 

 

 

 

 

A student being disrespectful to the teacher: 

 

This student is not paying attention to the teacher while the 

teacher is teaching, after she has called on him. 

 

 

 

 

A student being helpful: 

 

This student is helping another by picking up the things he 

dropped out of the bag. 
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A student harming another person: 

 

This student is pushing the student in front of him. 

 

 

 

 

A student in trouble: 

 

This student has been sent to the principal’s office for 

misbehaving. 

 

 

 

 

A student fighting: 

 

These two students are fighting and the on-lookers are 

encouraging it. 

 

 

 

 

A student playing appropriately with others: 

 

These students are tossing the ball back and forth to each 

other. 
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A student interrupting class: 

 

This student is yelling put loud during a test about something 

that doesn’t relate to the test. 

  

 

 

A student harming him/herself: 

 

This student is sticking him/herself in the leg with an object. 

 

 

 

 

A teacher dealing with a disruptive child: 

 

When time has been allowed, the teacher will talk with the 

student off to him/herself.  Perhaps the student was causing a 

hectic scene in class while the teacher was teaching. 

 

 

 

A student engaging in disruptive behavior that you feel will be 

the most challenging for you to address in your classroom: 

 

The student has pitched a fit about something not going his/her 

way and is throwing things around, kicking, screaming curse 

words and threatening others including the teacher. 

 

 

SS 109 
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A student being well behaved: 

 

The student is playing with blocks during playing/leisure time. 

 

 

 

 

A student being disruptive: 

 

The student is ripping pages out of a school textbook used in 

class. 

 

 

 

 

A student being disrespectful to the teacher: 

 

The student is not doing what the teacher asked them to do. 

 

 

 

 

A student being helpful: 

 

The student is clearing the chalkboard. 
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A student harming another person: 

 

The young girl hits another classmate in the nose on purpose. 

 

 

 

 

A student in trouble: 

 

A student waits for the consequence [outside the principal’s 

office] that follows his unwanted behavior during academics. 

 

 

 

 

A student fighting: 

 

Two students get mad and try to resolve the matter by fighting.

 

 

 

 

A student playing appropriately with others: 

 

Students are playing together on the playground cooperatively.
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A student interrupting class: 

 

One student is disruptive during class-time. 

 

 

 

 

A student harming him/herself: 

 

This student is rebelling by banging his head on the desk. 

 

 

 

 

A teacher dealing with a disruptive child: 

 

A boy is being disciplined for wrong behavior.  He was 

disturbing he class with excessive talking. 

 

 

 

 

A student engaging in disruptive behavior that you feel will be 

the most challenging for you to address in your classroom: 

 

A student that disrespects peers and other adults. 
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SS 110 

 

 

 

 

 

A student being well behaved: 

 

This student raises his/her hand to speak. 

 

 

 

 

A student being disruptive: 

 

This student is talking while the teacher is talking. 

 

 

 

 

A student being disrespectful to the teacher: 

 

This student continues to play when told it is time to clean up. 

 

 

 

 

A student being helpful: 

 

This student puts books on the shelf. 
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A student harming another person: 

 

This student is throwing a sick at another student at recess. 

 

 

 

 

A student in trouble: 

 

This student is sitting on the bench outside the principal’s 

office. 

 

 

 

A student fighting: 

 

 

 

This student pushes a friend on the swing set. 

 

This student hits another student for sitting in “his” seat. 

 

 

 

A student playing appropriately with others: 
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A student interrupting class: 

 

 

 

 

This student gets up and walks across class to sharpen a pencil 

while the teacher is teaching. 

 

 

 

A student harming him/herself: 

This student is banging his head against the floor. 
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SS 111 

 

 

 

 

A student being well behaved: 

 

 

Talking continually while the teacher is talking. 

 

 

The student is quietly sitting on his/her mat listening 

attentively to the story. 

 

 

 

 

A student being disruptive: 

 

The student is crawling around other students during 

instruction making students laugh. 

 

 

 

A student being disrespectful to the teacher: 

 

 

 

 

A student being helpful: 

 

The student is offering a pencil to another student. 
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The teacher is talking to the student in trouble outside the 

classroom. 

 

 

 

 

A student harming another person: 

The student is making fun of another student and making 

him/her feel pain in front of other students. 

 

 

 

 

A student in trouble: 

 

 

 

A student fighting: 

 

Students are hitting each other in front of the school building 

by the tree. 

 

 

A student playing appropriately with others: 

 

Students are sharing blocks and working together to build a 

tower. 
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A student interrupting class: 

 

One student is throwing a piece of paper at another student. 

 

 

 

 

A student harming him/herself: 

 

A student is banging her head against the wall. 

 

 

 

A teacher dealing with a disruptive child: 

 

The student was continuously talking in class and not doing 

any work and interfering with other students.  The teacher has 

taken this student outside the classroom and is having a 

conversation with the student about their behaviors and what 

can be done to correct this situation. 

 

 

 

A student engaging in disruptive behavior that you feel will be 

the most challenging for you to address in your classroom: 

 

Students brought an issue from the previous day into the 

classroom and it escalates into a verbal and physical 

confrontation. 
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SS 112 

 

 

 

 

 

 

A student being well behaved: 

 

In the top picture, the child is listening and not interrupting.  In 

the second picture, students are sitting properly on their mats 

for instruction. 

 

 

 

 

A student being disruptive: 

 

A student is bothering a group of students. 

 

 

 

 

A student being disrespectful to the teacher: 

 

During read aloud time by the teacher, the students are talking 

to each other about lunch. 

 

 

 

 

A student being helpful: 

 

A child is opening the door for the rest of the class. 
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 student harming another person: 

her child out of the swing while the 

teacher wasn’t looking. 

 

 student in trouble: 

While others are playing, two students are not. 

 

 student fighting: 

ent pinches and hits another child for taking his 

pencil. 

 

 

 student playing appropriately with others: 

re playing ball.  The other students are playing 

hide and seek. 

 

 

 

A

 

One student pushed anot

 

 

 

A

 

 

 

 

A

 

One stud

 

 

A

 

Two students a
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A student interrupting class: 

 

During a lesson, one student walks in being disruptive. 

 

 

 

 

 

 

 

 

 

 

 

A student engaging in disruptive behavior that you feel will be 

the most challenging for you to address in your classroom: 

A student harming him/herself: 

A student is standing on a table. 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

A teacher dealing with a disruptive child: 

Absent 

 

 

 

What do you do when two students are fighting and yelling he 

did it/she did it to each other?  This is most challenging to me. 
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SS 114 

 

 

 

 

 

A student being well behaved: 

 

The student is reading a book. 

 

 

 

 

A student being disruptive: 

 

The student is moving around while the teacher is teaching 

 

 

 

 

 

 

 

 

 

 

A student being disrespectful to the teacher: 

The student is making faces behind the teacher’s back. 

 

 

 

A student being helpful: 

A student is picking up trash from the playground. 
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A student harming another person: 

A student is trying to hit another student with a baseball bat. 

 

A student in trouble: 

 

A bully is picking on a smaller student. 

 

A student playing appropriately with others: 

 

 

 

 

 

 

 

A student fighting: 

 

Two students are fighting with each other. 

 

 

 

 

 

A boy and girl are building with blocks. 
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A student interrupting class: 

 

A boy is throwing a ball of paper at the girl in front of him.  

The teacher sees this and reprimands the boy. 

 

 

 

 

A student harming him/herself: 

 

A student is stabbing a pencil in his/her leg. 

 

 

 

A teacher dealing with a disruptive child: 

 

A child is throwing paper and disrupting the class.  The 

teacher is not happy.  She is talking to the child about what he 

did that upset the teacher and why. 

 

 

 

 

A student engaging in disruptive behavior that you feel will be 

the most challenging for you to address in your classroom: 

 

Student threatening another with a weapon. 
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Element Drawing Description Words 

 

 

 

Behaviors exhibited students engaging in appropriate behaviors 

 

A student being well behaved:  

Asks questions 

Attentive 

Busy 

Concentrating 

Content 

Cooperative 

Creative 

Eager 

Engaged 

Exemplary 

 

Gives eye contact 

Good 

Hands-on 

Happy 

Hard-working 

Has good posture 

Learning students 

Listener 

Manners 

On-task 

Polite 

Productive 

Quiet 

Reading 

Respectful 

Seated 

Sitting 

Smiling 

Well behaved 

Willing 

A student being helpful: 

Careful 

Caring 

Compassionate 

Concerned 

Considerate 

Courteous 

Encourages peers 

Example 

 

Fortunate 

Friendly 

Good 

Happy 

Helpful 

Kind 

Nice 

Polite 

 

Respectful 

Responsible 

Suck-up 

Smiling 

Supportive 

Sweet 

Thoughtful 

Well-mannered 

A student playing appropriately with others: 

Appropriate 

Caring 

Communicates 

Considerate 

Constructive 

Content 

Cooperative 

Creative 

Encourages others 

 

Enjoyable 

Friendly 

Good 

Happy 

Interactive 

Kind 

Leader 

Likeable 

Nice 

 

Playful 

Polite 

Productive 

Respectful 

Social 

Well-behaved 

Sharing 

Takes turns 
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Behaviors exhibited by students with EBD 

 

A student being disruptive: 

Angry 

Annoying 

Attention-grabber 

Bad 

Bored 

Bothersome 

Off-task 

Rude 

Un-attending 

Clowning 

Crawling 

Defiant 

Discourteous 

Disobedient 

Disrespectful 

Disruptive 

Distracting 

Fidgety 

Hard-headed 

Hateful 

Hyperactive 

Interrupting 

Laughing 

Loud 

Mad 

Misbehaving 

Not listening 

Not paying attention 

Out of order 

Playful at the wrong time 

Playing around 

Rowdy 

Selfish 

Talking 

Touching 

Typical 

Uncaring 

Uncontrollable 

Uninterested 

 

A student being disrespectful to the teacher: 

Angry 

Annoying 

Bad 

Disruptive 

 

Interfering 

Misbehaving 

Rude 

Contrary 

Defiant 

Disobedient 

Disrespectful 

Disturbing 

Hurtful 

Ignoring 

Impolite 

Inappropriate 

Inattentive 

Inconsiderate  

Independent 

Lazy 

Loner 

Loud 

Mean 

Negative 

Not trying to learn 

Obnoxious 

Off-task 

Talkative 

Thoughtless 

Trouble 

Ugly 

Uncommunicative 

Uncontrollable 

Uses negative behavior to get 

teacher’s attention 

A student harming another person: 

Abusive 

Aggressive 

Angry 

Bad 

Belittling 

Bitter 

Bossy 

Bullying 

Disruptive 

Doesn’t communicate 

Embarrassing 

Harmful 

Hot-tempered 

Impatient 

Mad 

Mean 

Revengeful 

Thoughtless 

Unhappy 

Vindictive 

Wrong Degrading 

Disrespectful 

Jealous 

Hateful 

Hurtful 

Inconsiderate 

Negative 

Sneaky 
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A student in trouble: 

Aggressive 

Angry 

Blaming 

 

Mean 

Regretful 

Troubled 

Troublesome 

Uncooperative 

Uncontrollable 

Unhappy 

Upset 

Wary 

Worried 

Wrong 

Anxious 

Bad 

Begging 

Bully 

Discipline 

Disrespectful 

Disruptive 

Embarrassed 

Getting wrong 

attention 

Hot-tempered 

Inappropriate 

Lack of remorse 

Lashing 

Laughing 

Mad 

Sad 

Scared 

Self-contained 

Sorry 

Swindler 

A student fighting: 

Aggressive 

Angry 

Bad 

Can’t communicate 

Confused 

Defiant 

Disliked 

Disrespectful 

 

Disruptive 

Harmful 

Hot-headed 

Hurt 

Hurtful 

Impatient 

Jealous 

Mad 

Mean 

Misbehaved 

 

Misunderstood 

Negative 

Physical 

Revengeful 

Rude 

Surly 

Troublesome 

Unforgiving 

Vicious 

Violent 

A student interrupting class: 

Bored 

Disrespectful 

Disruptive 

Distracting 

Ill-mannered 

Impolite 

Impulsive 

Inappropriate 

Inattentive 

Inconsiderate 

Lack of communication 

Mad 

Mean 

Naughty 

Noisy 

Off-task 

 

Rude 

Seeking attention 

Silly 

Talkative 

Tardy 

Unconcerned 

Uninterested 

Un-thoughtful 

Wrong 

Abusive 

Bully 

Determined 

Kicking 

Punching 

Annoying 

Bad 

Hyperactive Misbehaving 

Unrelated 
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A student harming him/herself: 

Aggressive 

Angry 

Can’t communicate 

Uncontrollable 

Dangerous 

Disrespectful 

Disruptive 

Lack of Self control 

 

Wrong 

Disturbed 

Drastic 

Frustrated 

Harmful 

Help 

Hurtful 

Impatient 

Inappropriate 

Inconsiderate 

Lost 

Mad 

Misbehaving 

Miss-understood 

Needing 

Neglected 

Rebellious 

Risk taker 

Scary 

Stressed 

Troubled 

Uncontrollable 

Unhappy 

Upset 
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PowerPoint Inservice Day 1 

 

 

___________________________________ Slide 1 

What are they and what do you do What are they and what do you do 
with them?with them?

Day 1Day 1

� An inability to learn that cannot be explained by intellectual, sensory, or 
health factors; 

� An inability to build or maintain satisfactory interpersonal relationships with 
peers and teachers; 

� Inappropriate types of behavior or feelings under normal circumstances;

� A general pervasive mood of unhappiness or depression; or 

� A tendency to develop physical symptoms or fears associated with personal or 
school problems." [Code of Federal Regulations,Title 34, Section 300.7(b)(9)]. 

"...a condition exhibiting one or more of the following characteristics over a 
long period of time and to a marked degree that adversely affects educational 
performance:

___________________________________ 

___________________________________ 

___________________________________ Emotional/Behavioral 
Disabilities: 

Emotional/Behavioral Emotional/Behavioral 
Disabilities: Disabilities: 

Definition of emotional/behavioral 
disabilities under IDEA

What are disruptive 
behaviors?

___________________________________ 

___________________________________ 

 
___________________________________  

 

Slide 2 ___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 
 

___________________________________ 

 

Slide 3 ___________________________________ 

The student is 
talking while the 
teacher is talking.

The student is 
standing out of his 
seat and yelling and 
throwing things 
across the room.

The student was 
walking to the board 
and kicked the desk 
on the way there.

Additionally:

�A student bothering a group of students.

�A student crawling around other students during instruction making students laugh.

�The student is throwing objects while the teacher is sharing a book with the class.

�The student in the back is flying paper airplanes while the teacher is trying to teach.

�A student moving around while the teacher is teaching a lesson.

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 
 

___________________________________ 
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___________________________________ Slide 4 

� Off-task
� Loud
� Attention-grabber
� Hard-headed
� Hyperactive
� Bored
� Uninterested
� Rowdy
� Discourteous
� Bothersome
� Un-attending
� Defiant
� Clowning
� Fidgety
� Uncontrollable

� Disrespectful

� Misbehaving

� Rude

� Disruptive

� Interrupting

� Annoying

� Touching

� Talking

� Crawling

� Laughing

� Typical

� Bad

� Disobedient

� Out of order

Disruptive Behavior

Behavior serves a purpose for the student

� Children use behaviors to communicate with others

� Often the behaviors are maladaptive responses to normal 
feelings

� I have a tantrum when I don’t get my way at school 
because at home when I tantrum I get what I want.

� While most children and adults can regulate emotion and 
cope with discomfort, children with emotional and behavioral 
disabilities have not learned how to regulate and have very 
low tolerance for any feelings.

� Often times, children with emotional and behavioral 
disabilities react to minute ‘triggers’ that spark negative 
behaviors.

How are students with 
disruptive behaviors described?

Why do students engage in 
disruptive behavior?

Why do students engage in 
disruptive behavior?

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 
 

___________________________________ 

 

Slide 5 ___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 
 

___________________________________ 

 

Slide 6 ___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 
 

___________________________________ 
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___________________________________ Slide 7 

Jerome has been in and out of foster care for three years for neglect and 
domestic violence in the home.  His mother is short tempered with him and his 
father, while no longer physically abusive,  is still verbally abusive to his 
mother.  

When Jerome comes to school on the first day of kindergarten, he is defiant 
and does not listen well.  He yells at the teacher and his peers and is caught 
fighting in the lunch line when another student bumped into him accidentally. 

The teacher calls home to talk to his mother as well as sends home a note to 
both parents.  This begins a pattern between the school and home where 
Jerome’s behaviors begin to escalate and he is suspended frequently and is now 
being referred for a self-contained classroom.

Carry In

Carry Over

Tune In

Event

Thought

Behavior

Consequences

Feeling

The Story of Jerome

Three types of behavioral 
triggers

The Crisis Cycle

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 
 

___________________________________ 

 

Slide 8 ___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

 
___________________________________ 

___________________________________ 

 

Slide 9 

 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

 

___________________________________ 
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Slide 10 

Event

Behavior

Consequences Feeling

Thought

Auto Pilot

The student is 
sitting in an 
isolation carrell.  
He is using 
profanity and angry 
words.  This is his 
“cool down”
opportunity.

While others are 
playing, two 
students are not.

The teacher is 
talking to the 
student outside the 
classroom.

� Mean
� Bad
� Worried
� Lashing
� Inappropriate
� Disruptive
� Uncooperative
� Swindler
� Blaming
� Troublesome
� Lack of remorse
� Bully
� Laughing
� Begging
� Unhappy

� Disrespectful

� Sad

� Mad

� Troubled

� Angry

� Scared

� Embarrassed

� Wary

� Upset

� Anxious

� Sorry

� Regretful

� Wrong
� Aggressive
� Hot-tempered

The Crisis Cycle during 
behavioral explosions

Responses to students’ 
disruptive behaviors

How are students in trouble 
described?

 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

 

Slide 11 

 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

 

Slide 12 

 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

 

___________________________________ 

___________________________________ 
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Slide 13 

 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

 

Slide 14 

___________________________________ 

___________________________________ 

___________________________________ 

How can you respond to 
disruptive behavior

� Practical tips for decreasing disruptive behaviors.

� Practice on responding to disruptive behaviors.  

� Discussion on implementation  your experiences.

� Discussion on realistic use of skills in your classrooms.

� Implications for you as future teachers in decreasing this problem in 
our schools.

Strategies for responding to 
disruptive behaviors

Strategies for coping with 
disruptive behavior

Next Week…

Children's behavior is a way for them to tell you 
something. 

� What does it mean?  What is the child trying to tell you?

� Determining what purpose the behavior serves will allow you to 
provide the student a more appropriate response. 

� Clearly define your classroom rules.

� Clearly define what the consequences are for not following rules.

� Provide positive feedback for students when acting appropriately.

� Most importantly - BE CONSISTENT

� It is easier to be firm and relax than to regain control of an out-of-
control classroom.

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 
 

Slide 15 

___________________________________ 

 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

 
___________________________________ 
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___________________________________ Slide 16 
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Inservice PowerPoint Day 2 

 

 

___________________________________ 

___________________________________ 

Slide 1 

 

What are they and what do you do What are they and what do you do 
with them?with them?

Day 2Day 2

The student was 
picking on another 
student.  The teacher 
is kindly explaining, 
while holding the 
student’s hand, that 
that is not acceptable 
behavior and why. 

The teacher has taken 
the disruptive child into 
the hall to discuss the 
behavior.  The child was 
refusing to complete his 
work, talking to others 
while they were trying 
to work, kicking his 
desk. 

The student has 
abused one of the 
rules set by the class.  
The teacher is 
requiring the student 
to refer back to the 
list of the rules. 

This teacher is trying 
to talk to the student 
to find out what is 
wrong.  The student 
had continually yelled 
out and disrupted 
class.

___________________________________ 

___________________________________ 

___________________________________ 

Emotional/Behavioral 
Disabilities: 

Emotional/Behavioral Emotional/Behavioral 
Disabilities: Disabilities: 

How do you deal with students who 
are being disruptive?

How do you deal with students who 
are being disruptive?

___________________________________ 

___________________________________ 

 

Slide 2 ___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 
 

___________________________________ 

 

Slide 3 

When time has been 
allowed, the teacher 
will talk with the 
student off to 
him/herself.  Perhaps 
the student was 
causing a hectic scene 
in class while the 
teacher was teaching. 

The student was 
continuously talking in class 
and not doing any work and 
interfering with other 
students.  The teacher has 
taken this student outside 
the classroom and is having 
a conversation with the 
student about their 
behaviors and what can be 
done to correct this 
situation. 

A boy is being 
disciplined for wrong 
behavior.  He was 
disturbing he class 
with excessive talking. 

A child is throwing 
paper and disrupting 
the class.  The 
teacher is not happy.  
She is talking to the 
child about what he 
did that upset the 
teacher and why. 

 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

 

 217



 

Slide 4 

� Have the student tell you what they did that was wrong

� Have other students tell them they are being disruptive

� Talk it out rationally

� Isolate the student

� Utilize a point system

� Show students respect

� Talk in a clam voice

� Use pretend stories

� Point out good behaviors

� Show that you care about students

� Separate the student from others

� Provide a duty for the student

� Develop relationships with all students and parents/care givers when possible.

� Post clear classroom rules.

� Post clear responses for not following classroom rules.

� Establish classroom routines.

� Prepare for transitions or changes in routines.

� Utilize non-verbal cues.

� Utilize precision requests.

� Implement reinforcement strategies for behaviors.

� Monitor students to identify potential triggers for disruptive behaviors.

� Contract with students to address specific behaviors.

� Incorporate social skills training into your curriculum.

� It has been stated that no significant change occurs without a significant 
relationship.  

� Children respond better to adults they feel like then and care about them.  The 
same is true for parents.

� A good relationship will help you achieve more positive interactions with both 
students and parents.

� Many times, students have received the message that they are bad due to their 
behaviors.  The problem is the behavior not the student.  Likewise, a complaint 
from school about a student’s behaviors can make a parent feel like a poor 
parent.  

� Taking the time to establish a relationship with parents that reflects your 
genuine concerns for their child and them can create a partnership.

� This partnership will allow you and the parent to work together to target 
problem behaviors.  It will also empower the parent and student rather than 
take it from them. 

 

___________________________________ 
Ideas from the first session for 

responding to disruptive behaviors:

Effective strategies for 
responding to disruptive behaviors

Develop relationships with all 
students and parents/care givers 

when possible

___________________________________ 

___________________________________ 

___________________________________ 

 

___________________________________ 

___________________________________ 

___________________________________ 

Slide 5 ___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 
 

___________________________________ 

 

Slide 6 ___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 
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___________________________________ Slide 7 

� Rules allow students to know what is expected of them and provides the 
teacher a reference point when a student is disruptive.  

� A good rule of thumb is to have no more than five rules.

� Rules should be posted in the classroom where all students can see 
them.

� A good rule states what is expected in positive terms, what a student 
is expected to do rather than what they are not supposed to do.

– ie: Students should remain seated unless they have permission from the 
teacher to get up.

� Rules should also be observable and measurable. 
– ie:  with the above rule, you are able to see if the student is out of their 

seat and able to state it occurred five times in math class.

� It can help to review rules as part of a morning routine to remind 
students of the expected behaviors. 

� Similar to the benefits of posting classroom rules, posting clear 
consequences for not following rules allows students to know what to 
expect.

� Some strategies include the “Three strikes you’re out” and the 
stoplight metaphor of “Red, Yellow and Green.”

� Whatever your strategy, posting it in the classroom prevents ambiguity 
and variation.

� Children with EBD as well as average students function better when they know 
what to expect. 

� Developing even a rough routine can help students predict things that will happen 
in their day.

� A routine also helps with classroom organization.  

� Teachers who are more organized tend to have fewer disruptions during 
potentially disruptive activities such as:

– Lunch

– Recess

– Change of subject or classroom area 

Post clear classroom rules

Post clear classroom consequences 
for not following rules

Establish classroom routines

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 
 

___________________________________ 

 

Slide 8 ___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 
 

___________________________________ 

 

Slide 9 ___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 
 

___________________________________ 
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___________________________________ 

___________________________________ 

Slide 10 

� Once students are established in a daily routine, it can be difficult to change.

� Students with EBD are sensitive to changes, even subtle ones.
– In one classroom, morning routine included entering the classroom, going to hang up 

backpacks, Pledge of Allegiance, review of classroom rules and copying the morning 
message from the black board.  One morning, the teacher was running late and the 
paraprofessional skipped the Pledge.  This disruption in routine led two of the eight 
students to have tantrums.  Once the paraprofessional was able to understand that their 
refusal to settle in their seat for review of rules was due to the oversight, he apologized 
to the class, the Pledge was recited and both calmed down.  

� Transitions from one activity to another can lead to similar results if students 
are not alerted to the upcoming change.

� Disruptive behaviors due to changes in established routines as well as transitions 
from one activity to another can be reduced by preparing students ahead of 
time.

� This can be as simple as informing them of changes before they occur and cueing 
students to upcoming transition time.

– ie: In five minutes, it will be time clean up the toys and get ready for math.  

– Reminders at 5, 2 and 1 minutes before changes are good cues.

– Remember after lunch, instead of spelling, we are going to have our school assembly.

� Non-verbal cues include:
– Proximity

– Touch

– Facial expressions

� Moving around the room allows the teacher to monitor potential disruptive 
behaviors before it escalates and also allows for opportunities to reinforce 
positive behaviors.

� A touch on the shoulder can alert a student to refocus and conveys a sense of 
warmth and compassion.

� A stern look can be worth a thousand words, especially when students know what 
to expect if the problem behavior is not corrected.

� When students are engaging in disruptive behaviors, a redirection technique 
called precision requests has proven an effective means for gaining compliance.

� Precision requests are statements and should be delivered in a clear and calm 
voice, void of emotional tones.

� The teacher should be close to the student, approximately three feet, and make 
eye contact with the student.

� The phrasing of requests includes initially asking the student using “please’ or a 
similar word:

– Madison, please return to your desk and sit down.

� The second request includes the word “need” or a similar word:
– Madison, you need to return to your desk and have a seat.

� If the student does not comply, the final stage is to deliver the consequence.
– Time out

– Not earning points

– Loss of privilege

Prepare for changes in 
routines or transitions

Utilize non-verbal cues

Utilize precision requests

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 
 

 

Slide 11 ___________________________________ 

___________________________________ 
“Over reliance on verbal techniques not only tends to take time away from instruction 

but also calls attention to the disruptive behavior the teacher is trying to avoid.”

Petrie et al., 1998 ___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

 

 

Slide 12 

 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 
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Slide 13 ___________________________________ 

 

Slide 14 

___________________________________ 

___________________________________ 

___________________________________ 

 

 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

 

� It is important to allow time for the student to comply before delivering the 
second request or consequence.  At least 5 seconds should be given for 
compliance.

– Most teachers and parents do not allow enough time for compliance, thus setting a child 
up for more disruptive behaviors.

� Phrasing requests as a question implies that a choice exists:
– Would you like to clean up now?

� As you get to know the students, you will be able to observe what may trigger a 
student to engage in disruptive behaviors.  

– Steve is struggling in math.  Every day when the class transitions into math, Steve 
becomes disruptive and defiant.  

� By learning the things that lead to problems, teachers can put scaffolding in 
place to support students needs and decrease the disruptive behavior.

– When it is time for the class to begin math, Steve has been paired with a strong math 
student to assist him.  The two work together to complete assignments.

� It is not uncommon for students who struggle academically in a certain area to 
engage in disruptive behaviors to avoid the work.  

– Research on the implementation of tutoring for students who struggled academically found 
that behavior problems decreased when students excelled in areas such as reading and 
math.

Utilize precision requests

Implement reinforcement 
strategies for behaviors

Monitor students to 
identify potential triggers 
for disruptive behaviors

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

“The use of “do” and “don’t” requests increases compliance 

in children with severe behavior disorders”
Musser et al., 2001

 
___________________________________ 

� Everyone likes to be told when they are doing a good job.  For students with 
EBD this is especially true.

� Many students with EBD are only told when they are doing something wrong,  
they are often overlooked when they are doing something right.

� Focus on the positive aspects of students behavior.
� When making a request for compliance, and a student complies, praise is a very 

powerful reward.  
� Likewise, a point system  or token economy model can help to reinforce 

appropriate behaviors.
– Many models exist for these systems

� One proven effective in recent studies is the “mystery motivator”
– Students earn stickers every 30 minutes for appropriate behaviors.  When they earn a 

certain number of stickers they receive the “mystery motivator” which is an envelope with 
a question mark on the outside.  Inside the envelope is a picture or description of 
something the student enjoys.  

– The surprise element tends to increase anticipation of the reward and lead to more 
compliance.

 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 
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___________________________________ 

___________________________________ 

� If certain behaviors are repeatedly problematic, teachers, students and parents 
can work together and develop a contract to address specifically those behaviors 
that are most disruptive.

� A contract creates a more formal agreement and allows the student to take 
ownership of the problem behavior.

� Contracts are most effective when the teacher, student and parent have a good 
relationship.

� Many students engage in disruptive behaviors because they do not know how else 
to behave.

� Most have not been taught appropriate reactions, just told that what they are 
doing is not acceptable.

� Many social skills curriculums are available and can be incorporated into other 
lessons such a reading.  

� Asking a student to stop engaging in a behavior necessitates also letting them 
know what it is okay to do.

– When you get angry, it is not okay to hit Sean.  It is a better idea to walk away and 
come get an adult or take deep breaths to calm down.  

– When you don’t understand a question, it is not okay to just tear up the paper.  You can 
ask me to come and help you, I will come as soon as I can.

Jerome has been in and out of foster care for three years for neglect and 
domestic violence in the home.  His mother is short tempered with him and his 
father, while no longer physically abusive,  is still verbally abusive to his 
mother.  

When Jerome comes to school on the first day of kindergarten, he is defiant 
and does not listen well.  He yells at the teacher and his peers and is caught 
fighting in the lunch line when another student bumped into him accidentally. 

The teacher calls home to talk to his mother as well as sends home a note to 
both parents.  This begins a pattern between the school and home where 
Jerome’s behaviors begin to escalate and he is suspended frequently and is now 
being referred for a self-contained classroom.

Contract with students 
to address specific behaviors

Incorporate social skills training 
into your curriculum

The Story of Jerome, Take 1

___________________________________ 

___________________________________ 
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Jerome has been in and out of foster care for three years for neglect 
and domestic violence in the home.  His mother is short tempered with 
him and his father, while no longer physically abusive,  is still verbally 
abusive to his mother.

When Jerome comes to school on the first day of kindergarten, the 
teacher asks all the students to sit in a circle on the floor.  She is 
planning to have each student introduce themselves to the class and go 
over the classroom rules.  Jerome does not follow the direction and 
continues to wander the classroom.  

How can you use a precision request to assist Jerome in following your 
direction?

� The precision request was effective and Jerome is now seated next to you in the 
circle.  You are preparing to go over the classroom rules.

� What are appropriate rules for the classroom?

– Keep hands, feet and other objects to yourself. 

– Remain in your seat unless you have permission to leave.

– Use your inside voice to talk.

– Follow the teacher’s directions.

– Ignore other’s inappropriate behaviors.

– Other ideas?

� Later in the year, Jerome continues to struggle with his behaviors.  The teacher 
has developed a good relationship with him and he is responsive to her most of 
the time.  A behavior system has been developed that reinforces positive 
behaviors and Jerome is responding well.  

� During seat work, the teacher is walking around the room and notices Jerome is 
not working.  He is shifting around in his seat and appears agitated.  What could 
the teacher do at this point to intervene?

The Story of Jerome, Take 2

The Story of Jerome, Take 2

The Story of Jerome, Take 2

___________________________________ 

___________________________________ 

___________________________________ 
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An elementary school teacher introduced her class to the bad day hat on the first day 
of school.  She explained that everybody has a bad day now and then.  The hat was 
something that students could use when they came to school and were having a bad 
day.  Her policy was that the students could put on the hat and were then allowed to 
sit in their desk and put their head down.  The teacher would not have the student 
participate in the morning check-in circle time or Pledge, but following this routine, 
the student would have to hang up the hat and join the class.

She used this to allow the students time to cool off if they came to school in a bad 
mood and needed time to regroup before engaging in work.  Throughout the year, 
several students took advantage of the bad day hat, but overall behavior was not a 
problem in this classroom.

 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

___________________________________ 

The bad day hat

Some limitations….

Points to consider….

� Not all students will respond to these strategies.  Nor will one strategy work for 
all students.  

� When EBD is present with other disabilities such as learning disabilities or more 
severe mental health problems such as Asperger’s and Autism, intervention 
becomes much more difficult.

� When implementing any new system into a student’s life, behaviors may escalate 
before calming down.  Students with EBD resist change, even if it is beneficial 
to them.

� Addressing disruptive behavior in the regular education classroom can add 
another responsibility to teachers who are already overwhelmed. 

___________________________________ 

� When students are sent out of the classroom for behavior problems, it removes 
an element of authority from the teacher and makes it more difficult for that 
teacher to address behaviors in the future.  It also sends a message to the 
student that the teacher does not value them and is not invested in them.

� If it is necessary to have students removed from the class, it is important to 
process them back into the classroom.

– “I am very happy that you were able to calm down and return to the class. We are 
working on math right now.  Please have a seat at your desk and I will come and explain 
it to you while the class is working.”

� While all of the interventions presented have been proved effective in and of 
themselves, they are more effective when used in combination.

� Be creative, you will never know if an idea works unless you try!

___________________________________ 

 

 

___________________________________ 
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� Students with EBD are one of the four largest categories of students served by  
IDEA. Specific learning disabilities, speech or language impairments, and mental 
retardation are the other three (United States Department of Education, 2002).

� Students with EBD are the fastest growing category of students served under 
IDEA.

� Research indicates that maladaptive aggressive behaviors as early as first grade 
can predict later more maladaptive behaviors such as criminality, school drop out 
and drug use later in life (Greer-Chase et al., 2002).

Bray, M., & Kehle, T. (2000). A packaged intervention to reduce disruptive behaviors in 
general education students. Psychology in the Schools, 37(2), 149-156.

Fitzgerald, M., McConaughy, S., & Kay, P. (1997). Achieving, behaving, caring: The ABC's of 
early intervention. Paper presented at the Annual Conference of the Research and 
Training Center for Children's Mental Health, Tampa, FL.

Greer-Chase, M., Rhodes, W., & Kellam, S. (2002). Why the prevention of aggressive 
disruptive behaviors in middle school must begin in elementary school. Disruptive 
Behaviors, 75(5), 242-245.

Lane, C. (2002). RECAP teacher preparation project: Improving the preparation of 
personnel to serve children with high incidence disabilities. Nashville: Tennessee 
State University.

Musser, E., Bray, M., Kehle, T., & Jenson, W. (2001). Research into practice: Reducing 
disruptive behaviors in students with serious emotional disturbance. School 
Psychology Review, 30(2), 294-304.

National Information Center for Children and Youth with Disabilities. (2002). Emotional 
disturbance fact sheet. Washington, DC: National Information Center for Children 
and Youth with Disabilities.

Petrie, G., Lindauer, P., Bennett, B., & Gibson, S. (1998). Nonverbal cues: The key to 
classroom management. Principal, 77(3), 34-36.

Why is this important for us?

References

___________________________________ 

“Teachers using appropriate classroom management skills in the early grades may 
contribute significantly to reducing the level of aggressive behaviors in later 

school years”

Greer-Chase et al., 2002

___________________________________ 
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