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ABSTRACT

The purpose of this study was to assess teacher attitudes toward the
concept of mainstreaming hearing-impaired pupils into traditional classrooms.
Specifically, the study was designed to determine whether teacher attitudes toward
mainstreaming hearing-impaired pupils are influenced by the variables of sex,
ethnicity, religious preference, and age.

To provide definition and clarity to the

study, 20 basic hypotheses were formulated.

The hypotheses were designed to

assess attitudinal levels relating to awareness of teacher preparation, pupil's
behavior, personal adjustment, teaching implementation, and building facilities.
Using the stratified random sample technique, the researcher surveyed
126 classroom teachers (106 females, 20 males) assigned to six urban elementary
schools located in Tampa, Florida. The teachers' responses were obtained through
the administration of a questionnaire developed by the researcher.

To test the

hypotlieses formulated for the study, the researcher utilized the chi-square test

l

2

(nonparametric) for statistical analysis.

The .05 level of probability was

preestablished as a criterion of statistical significance.
Based on the findings of the study, it was concluded that (1) teacher
attitudes toward the concept of mainstreaming hearing-impaired pupils were not
significantly different when compared with teacher awareness of teacher preparation, pupil's behavior, personal adjustment, teaching implementation, or building
facilities, and (2) teacher attitudes toward mainstreaming hearing-impaired pupils
were not significantly different when compared with the independent variables of
sex, ethnicity, religious preference, or age.
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Chapter 1

INTRODUCTION

Classroom teachers are faced with many challenges today. Among these
are the problems of teaching children with disabilities in traditional educational
settings.

Hearing-impaired pupils· are included with those who are mainstreamed

with so-called "normal" pupils.

Therefore, the attitudes of classroom teachers

toward teaching hearing-impaired pupils are the main focus of this research study.
Teaching academic subjects is no longer an end in itself.

Master

teachers must realize that the "whole child" comes to school, and within any group
of pupils an infinite variety of differences arises. Individual differences, according
to Quigley, Power, and Steinkamp (1977), must always be considered when one
attempts to best serve exceptional pupils. Exceptional pupils come into focus with
an array of complex problems; they are representative of pupils whose mental,
social, or physical development makes traditional classroom instruction impractical. However, in this definition, the degree of development determines whether
or not pupils with hearing disabilities should be mainstreamed into the traditional
learning setting (Bello, 1974; Birch, 1975; Fallis, 1975; Frick, 1973; Karchmer &
Trybus, 1977;

Madebrink, 1974; Matter, 1976;

McGee, 1976;

Northcott, 1976;

Parrish & Kok, 1980; Redick & Redick, 1980; Schein, 1977; Watson, 1963).
Considerable preparation should be made before mainstreaming can take
place effectively. Research indicates that experts in the field of audiology believe

1
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wholeheartedly in mainstreaming hearing-impaired pupils with their nonexceptional
age-mates (Schein, 1977).

To mainstream hearing-impaired pupils into public

schools places on teachers, who are already overworked and inundated by excessive
paperwork, a set of problems with which many are unprepared to cope. Much of
the research done indicates that integration (mainstreaming) of hearing-impaired
pupils into traditional settings would be effective and not just another problem for
classroom teachers if certain preparation is taken (Schein, 1977). Accordingly, in
the same context, Fallis (1975) indicates the following:
All hearing-impaired children who can benefit from integration into a regular classroom of normally hearing children (and
I believe most can) should be given that opportunity early in
their education careers. It has been my experience, as area
administrator for a Highline, Washington, public elementary
school which successfully implemented a multidistrict education program for the hearing-impaired, that hearing-impaired
children can and should be integrated when reasonable readiness and comparable chronological age would other-wise have
placed them in a regular classroom if they were not hearing
impaired.
The key to successful integration and to improved educational opportunities for these children rests in the assistance,
persistence, and understanding of the supervisor, school
administrator, principal, teacher, and parent, and in their
combined dedication and ability to foster community cooperation and acceptance. (p. 363)

3

Teachers' awareness of hearing-impaired pupils and their problems would
do much to affect attitudes toward the entire concept of mainstreaming.
Teachers, according to Bello (1974), Schein (1977), and Watson (1963), should place
stress on the provision of innovative programs for persons involved in teaching the
hearing-impaired pupil.

Need for the Study
Traditionally, classroom teachers often come to their teaching assignments with little previous awareness of handicapped pupils and their problems.
Therefore, this study is designed to serve as a vital guide to aid beginning teachers
in gaining awareness in making self-assessments of knowledge in the areas of
teacher preparation, pupils' behavior, personal adjustment, teaching implementation, and building facilities which relate to teaching pupils with hearing impairments. Many experts, including Bitter (1976), Fallis (1975), McGee (1976), Quigley,
Power, and Steinkamp (1977), Ross (1976), and Watson (1963), believe that
teachers, laymen, administrators, and parents should be made aware of the
problems to be encountered by all involved in the total educational enterprise.
According to Becker (1974), teachers should have included in their training an
awareness of the psychological and social aspects of hearing-impaired pupils.

Significance of the Study
Mainstreaming handicapped pupils is relatively new as a result of Public
Law 9{j.- l 42 (Johnson & Johnson, 1980; Kendall, 1979; Ryor, 1977). All research in
this area should, hopefully, add some knowledge for future reference. Until there
is an abundance of studies, much of the research should be of significant value for

4

teachers, laymen, and school administrators. At the time of this writing, there are
many points to be learned concerning the procedures involved in mainstreaming and
their effects on teachers and learners.

This study is significant because it was

designed to give insight into teacher attitudes toward teacher preparation, pupils'
behavior, personal adjustment, teaching implementation, and building facilities
utilizing the independent variables of sex, ethnicity, religious preference, and age.
These critical variables are the concerns of many experts (Blanchard & Nober,
1976; Claussen, 1978; Garstecki, 1977; Kilpatrick, 1976; Nober, 1975).

Statement of the Problem
This study was designed to investigate attitudes of elementary classroom
teachers toward the mainstreaming of pupils with hearing impairments into
traditional classrooms.

Specifically, this study was designed to investigate

teachers' attitudes toward teacher preparation, pupils' behavior, personal adjustment, teaching implementation, and building facilities as affected by the independent variables of sex, ethnicity, religious preference, and age.

Statement of the Hypotheses
Twenty research hypotheses were formulated for this study. They were
stated in the null form for utilization of proper statistical methods. The following
null hypotheses were tested during this study using the four major independent
variables of sex, ethnicity, religious preference, and age.
Ho 1: There is no significant difference in teacher attitudes toward
teacher preparation and sex.

5
Ho : There is no significant difference in teacher attitudes toward
2
teacher preparation and ethnicity.
Ho : There is no significant difference in teacher attitudes toward
3
teacher preparation and religious preference.
Ho : There is no significant difference in teacher attitudes toward
4
teacher preparation and age.
Hof There is no significant difference in teacher attitudes toward
pupils' behavior and sex.
Ho : There is no significant difference in teacher attitudes toward
6
pupils' behavior and ethnicity.
Hoi There is no significant difference in teacher attitudes toward
pupils' behavior and religious preference.
Ho : There is no significant difference in teacher attitudes toward
8
pupils' behavior and age.
Ho : There is no significant difference in teacher attitudes toward
9
teachers' personal adjustment and sex.
Ho 10: There is no significant difference in teacher attitudes toward
teachers' personal adjustment and ethnicity.
Ho

11

: There is no significant difference in teacher attitudes toward

teachers' personal adjustment and religious preference.
Ho 1i

There is no significant difference in teacher attitudes toward

teachers' personal adjustment and age.
Ho

13

: There is no significant difference in teacher attitudes toward

teaching implementation and sex.

6

Ho

14

: There is no significant difference in teacher attitudes toward

teaching implementation and ethnicity.
Ho lf There is no significant difference in teacher attitudes toward
teaching implementation and religious preference.
Ho 16: There is no significant difference in teacher attitudes toward
teaching implementation and age.
Holi There is no significant difference in teacher attitudes toward
building facilities and sex.
Ho 18: There is no significant difference in teacher attitudes toward
building facilities and ethnicity.
Ho 19 : There is no significant difference in teacher attitudes toward
building facilities and religious preference.
Ho

20

: There is no significant difference in teacher attitudes toward

building facilities and age.

Assumptions

The controversy of the problem that was investigated brought forth the
following assumptions.
1.

It was assumed that the responses given by the classroom teachers

involved in this study were given in good faith and were representative of an
accurate assessment of their attitudes toward mainstreaming pupils with hearing
impairments.
2.

It was also assumed that another group of teachers in a similar

school system would provide similar responses.

7

Limitations of the Study
The following limitations were noted as having been essential in the
nature of this study.
1.

This study was limited to a population of classroom teachers

assigned to six randomly selected elementary schools in Hillsborough County,
Tampa, Florida.
2.

Further limitations of the study were the independent variables of

sex, ethnicity, religious preference, and age of the teachers selected for this study.
3.

The results of this study can only be generalized for classroom

teachers from a similar school system and geographic region.

Definition of Terms
For clarity in determining specifics for the study, the following terms
were defined with operational definitions.
Attitude. The feelings, negative or positive, that teachers have toward
teaching and supervising hearing-impaired pupils who are mainstreamed into
traditional classrooms.
Audiologist.

A person who specializes in the study, correction, and

treatment of persons with hearing impairments.
Aural. A term relating to that which affects the ears and the hearing of
an individual.
Binaural. Refers to hearing with both ears.
Cyclopegic. A condition affecting the ciliary muscle of the eye.
Dysfunction.
organ such as the ear.

Describes the deviation from normal performance by an

8

Fundoscopic. An examination of the fundus of the eye.
Handicapped. A general expression relating to persons who are aurally,
visually, or orthopedically impaired. Persons who cannot walk, talk, hear, or see.
Hearing impairment.

Relates to any deficiency in auditory range or

acuity. This may range from slight impairment of hearing to total lack of ability
to hear.
Inner ear impairment. Refers to nerve deafness which may be caused by
any disease or condition of the inner ear which affects the hearing nerve.
Integration.

A term used prior to 1974 relating to the placing of

handicapped pupils into traditional educational settings.
Mainstreaming. The general concept of placing exceptional pupils into a
traditional learning classroom with "normal" peers.
Middle ear impairment.

Refers to conduction or obstructive deafness,

which may result from any pathological condition which damages the soundconducting mechanism of the middle ear.
Mixed impairment.

A deafness which starts in the middle ear but

gradually moves into the inner ear and affects the auditory nerve.
Monaural. Refers to perception of sound by one ear only.
Negative attitude.

Classroom teachers not accepting the concept of

mainstreaming hearing-impaired pupils into traditional classrooms.
Positive attitude.

Classroom teachers accepting the concept of main-

streaming hearing-impaired pupils into traditional classrooms.
Reverberation. Refers to resound or re-echo.

9

Organization of the Study
This study was organized into five chapters. The first chapter includes
the introduction, need for the study, significance of the study, statement of the
problem, statement of the hypotheses, assumptions, limitations of the study,
definition of terms, and organization of the study.
Chapter 2 is a review of related literature and antecedent research
relating to the mainstreaming of hearing-impaired pupils. Chapter 3 presents the
design of the study, type of design, sampling procedures, description of measures
used, and procedures for the study. Chapter 4 presents the analytic techniques and
description of findings. Included in this chapter are the methods used in gathering
and analyzing the data.

The findings are described.

Chapter 5 includes the

summary, conclusions, recommendations based on the study, and recommendations
for further study. The appendixes and bibliography follow Chapter 5.

Chapter 2
REVIEW OF RELATED LITERATURE

The concern for positive teacher attitudes toward pupils with hearing
impairments has provided the focus and the rationale for this study. Some of the
related and antecedent literature which has been alluded to in the preceding
chapter will be discussed in the chapter which follows.
The review of the literature presented in this chapter is divided into five
major divisions. The first division gives an historical perspective of the development of concern for and study of pupils with hearing impairments and legislation
affecting their education. The second division deals with the training of teachers
in the detection of pupils with hearing impairments, parental guidance, and
curriculum implementation.

The third division focuses on integrating (main-

streaming) hearing-impaired pupils with the benefits and limitations of the process.
The fourth division deals with academic consideration involved in teaching hearingimpaired pupils. The fifth division gives emphasis to relationships of the hearingimpaired pupil with the community and school, a discussion of acceptance,
rejection, the future of the concept, and the summary.

Historical Study and Educational Legislation for the Hearing-Impaired Pupil
The Education for All Handicapped Children Act, Public Law 94-192,
-

may be the most important civil rights legislation in recent history (Johnson &
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Johnson, 1980). As schools comply with its provisions, regular classroom teachers
are expected to integrate handicapped pupils into the mainstream of nonhandicapped peer friendship networks and classroom life.

Placing handicapped pupils

into the regular classroom is the beginning of an opportunity, but it carries the risk
of making things worse as well as the possibility of making things better. If the
desegregation goes badly, handicapped pupils will be more severely and directly
stigmatized, stereotyped, and rejected.

Even worse, they may be ignored or

treated with the paternalistic care one reserves for pets. If the desegregation goes
well, however, true friendships and constructive relationships may develop between
nonhandicapped and handicapped pupils (Johnson & Johnson, 1980).
Dale (1974) notes that in nearly all countries in recent years there has
been growing interest in the integration of hearing-impaired pupils in ordinary
schools.

How far a child can be taught in an integrated class depends on such

factors as hearing loss, intelligence, personality, background, size of the class,
ability of the teacher of the regular class, and the number and quality of the
special services available.

Dale (1974), at the London University Institute of

Education, noted that attention is being concentrated on possible ways of enabling
more and more hearing-impaired pupils to attend their own local ordinary schools,
with concurrent efforts to make special educational and social provision for them.
Dale (1974) advocated segregation in special schools as the last resort.
Many interested individuals wonder if such schools are at all able to provide better
opportunities for hearing-impaired pupils. In an integrated setting, in the midst of
hearing pupils, a deaf child is stimulated and is impelled to speak.

The child is

confident that he can achieve a great deal; in fact, it was found that, with careful,
thoughtful assistance, the child progressed fairly well. Parents are more involved

12

than ever. Moreover, while deaf pupils do tend to group together, they also make
friends among the hearing children, who on their side, grow in understanding and
patience (Dale, 1974).

Training of Teachers for Teaching Hearing-Impaired Pupils
Gautie (1974) reported that, in France, training of teachers for the
National Institutes (run by the Ministry of Health) takes place at the National
School of Health and consists of a two-year university course and a two-year
course in the theory and practice of work with hearing-impaired pupils. Schools
which come under the Ministry of National Education are staffed by qualified
primary school teachers who have taken an additional one-year course leading to a
diploma in the education of disabled or maladjusted children or adolescents, with
specialization in work with hearing-impaired pupils.
The Arab world is vast, Gautie (1974) pointed out, and it is not always
easy to obtain information. In general, it may be said that Arab countries have not
yet managed to solve the problem of recruiting specialists who can prepare
teachers of deaf pupils.

Although some slight progress has been made in places

such as Egypt, Saudi Arabia, and the Syrian Arab Republic where teacher training
exists (where it does exist at all), it is very perfunctory. National organizations
concerned about this situation have joined in an Arab Federation which hopes to set
up a regional institute for teacher training with technical assistance from UNESCO
(Gautie, 1974).
In Scandinavia, Madebrink (1974) found that deaf pupils are taught by
teachers who are qualified to teach normal pupils in one of four age groups and are
also specially trained to teach deaf pupils of the same age.

In adult education,

13
rather specific and sometimes divergent methods have developed. The controversy
between oralism and manualism is keener than ever.

Accordingly, in the same

context, Madebrink (1974) stated:
All student teachers seem to benefit from a programme with a
core of basic knowledge as well as a specialization which
differs according to the part of the school system in which
they are going to work and the extent to which they are going
to oe assisted by qualified psychologists, social workers,
audiological experts, etc.
detection

and

successful

In compulsory schools, with early
pre-school

training,

the

great

majority of hearing-impaired children are able to attend
community schools by the age of seven.

But a number of

profoundly deaf children still need special models of communication and learning, and teachers of these children need
training in finger-spelling and sign language.
It has not been possible to organize up-grading courses
like the ones leading in England to diplomas in audiology and in
the [ USA] to doctorates in teaching of the deaf. Preparation
of special teachers would be more effective if some training
could also be given to their members of the school staff and to
parents of hearing-impaired children. (p. 6)
Prior to mainstreaming pupils, much work has to take place.
attitucfes of the teachers are of great concern.

The

However, the attitudes of the

parents must be brought into focus if there are great expectations to be attained.
Parents must be made aware of the detection, care, and education of hearing-

14
impaired pupils. With proper awareness and guidance, parents will be able to help
in the total program.

With information, parents will be able to compare other

views of the mainstreaming concept.

Detection of Hearing-Impaired Pupils and Guidance of their Parents
According to Lowe (1974), the education of hearing-impaired children in
the use of oral language for communication depends upon very early detection of
hearing loss and guidance of parents.

Rehabilitation should be started before a

child is 1 year old; its detection should be made no later than 9 months. It now
appears that profound hearing losses can be detected before a child is 6 months and
all other serious loss before he is 18 months. There are also real possibilities of
presymptomatic early detection by screening the newborn. In the German Federal
Republic, despite the existence of a comprehensive prophylactic health program,
the average age at which hearing impairment is detected is still far too high.
It is now recognized that parents must be helped before help can be
offered to the child; a disabled child means a disabled family. Many audiological
guidance centers have been set up to help parents understand the problems of their
deaf children (Lowe, 1974).

As far as possible, guidance is given in the home.

Parents are shown how they can help the child develop aural and oral communication, how to use a hearing aid, how to talk to the child, how to play with the child
especially in the period between detection and entrance at age 4 years into the
preschool program for deaf children.
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Further Parental Involvement
Parents should visit the school regularly so they can assess their child's
abilities realistically and participate in the program.

A "home and school

notebook" is a good way to keep informed and share the concepts being taught.
Members of the family should reinforce, through home stimulation, the
vocabulary and concepts encountered in school.

Emphasis should be on useful,

idiomatic language and natural conversation revolving around the attitudes, activities, and interest of the hearing-impaired child.

The parents are key figures in

helping the child to develop skills and in affording the child a total educational
experience.

They should be encouraged to duplicate some teaching techniques at

home, such as labeling objects.

Parents will vary in their abilities to cope with

these challenges and to follow recommendations (Alberta Department of Education, 1982).

Education for Hearing-Impaired Pupils
Education prevents the disabilities of deafness from becoming a handicap
(Schein, 1977).

Because everyone in the United States is entitled to a formal

education, the point of issue deals only with the special conditions for educating
those who are deaf.

Schein (1977) further asserts that parents are the major

influence in a young child's life, yet there are few schools or programs that have
adequate guidance for parents of deaf children.

For many years it has been

recognized that the majority of prelingually deaf pupils enter school and continue
through the elementary years with very little communication between themselves
and their parents.
predictable:

The harmful effects of this lack of communication are

impoverished communication and language skills, frustration, the
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pupil's limited understanding of the world and the people in it, and the parents'
feelings of guilt (Schein, 1977).
About 40% of deaf pupils have an additional disability.

Deafness

compounds the effects of these other conditions, causing complex developmental,
learning, and adjustment problems which, in turn, necessitate specialized countermeasures from a variety of professionals. Educators of the deaf basically prepare
to deal with uncomplicated problems of deafness, so they often do not possess the
knowledge and skills to provide proper instruction for multiply-disabled deaf pupils.
Schein (1977) listed some alternatives for teacher preparation:
1.

Initiate programs to prepare teachers and supporting
personnel for the education of multiply disabled deaf
children. In addition to degree programs, brief workshops
should be held to acquaint present teachers with appropriate procedures.

2.

Expand present efforts to develop curriculum for these
students, including specialized materials, e.g., textbooks
and films in sign language.

3.

Budget funds for consultation and service by specialists in
educational programs for multiply disabled deaf children.

4.

Undertake long-term planning in cooperation with state
vocational rehabilitation to avoid discontinuity in services
and to promote optimal social and vocational adjustment
of multiply disabled deaf individuals. (p. 165)

Too often deaf pupils grow up ashamed of their deafness, lacking in selfconfidence, unaware of how to effectively manage situations complicated by
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deafness, unaware of successful deaf adults, and plagued by low career aspirations
(Schein, 1977). Deaf children and youths, like all other young people, pattern their
own behavior, attitudes, and aspirations, in large part, after adults around them.
There is, therefore, the need for school programs to employ deaf adults with whom
the children can identify (Schein, 1977).
Further, according to Schein (1977), considering the minority status of
deaf people, children need information on which they can base an appreciation for
their group and from which they can acquire satisfactory coping behaviors. Schein
(1977) listed awareness alternatives for the deaf:
1.

Prepare a curriculum for "Deaf Studies," including the
history of deafness, lives of successful deaf persons,
nature and causes of deafness, exposure to vocational
rehabilitation, occupational information, and methods of
coping with deafness.

Encourage the preparation of

media to enrich the curriculum.
2.

Present courses of deaf studies in all schools and programs for deaf students throughout their school years.
The Council on Education of the Deaf should include
availability of such courses in its accreditation criteria.

3.

Institute affirmative-action plans to hire qualified deaf
persons at all levels in schools and programs serving deaf
students.

4.

Include instruction in sign language in all schools and
programs for deaf students who choose to learn it.

In

addition, teach communication techniques used by deaf-
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blind persons for use by deaf persons when vision is
temporarily obstructed or permanently lost.
5.

Provide instruction in Spanish sign language for students
with Spanish-language homes and as a language option for
other deaf students. (p. 166)

Visual problems occur more frequently among deaf pupils than among the
general population (Schein, 1977). Because any eye problem is more disabling to
someone who is deaf than to someone who can hear, extraordinary measures must
be taken to detect visual defects in deaf pupils and to prevent further defects from
occurring. Therefore, Schein (1977) listed measures to be taken by deaf individuals
to prevent visual problems:
1.

Provide annual

ophthalmological

examinations in all

schools and classes serving deaf pupils. Routine screening
by the school nurse or a teacher is inadequate.

Only

thorough cyclopegic and fundoscopic procedures are acceptable.
2.

Teach deaf children the fundamentals of good eye care as
part of the curriculum from elementary through secondary classes.

3.

Undertake research to determine physical characteristics -- lighting level and sources, colors, dimensions of a
classroom optimally suited to instructing deaf children.
(p. 166)

Under Public Law 94-142, an individually written education plan (IWEP)
for every handicapped student must be prepared and reviewed annually by school
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personnel and the student's parents.

The law's effectiveness will depend upon

having skilled professional personnel and well-informed, vigilant parents. Furthermore, implementation of IWEP will often require the services of professionals
equipped to manage deaf students. Concerned about standardization, Schein (1977)
listed the following:
1.

Establish

uniform

standards

for

counselors,

workers, and psychologists serving deaf children.

social
This

objective will be best accomplished by joint action of at
least some of the following organizations:

American

Council of Social Workers, American Psychological Association, Council on Education of the Deaf, National
Association of the Deaf, National Rehabilitation Association, American Deafness and Rehabilitation Association.
2.

Require certification as established above for professionals serving deaf students, after an appropriate period
for

upgrading current

personnel

and

preparing new

personnel. (p. 167)

Mainstreaming Hearing-Impaired Pupils

Mainstreaming is neither cliche nor fad.

For some special educators,

however, it is the recently adopted and popularized catchword for the concept of
integrated education (Healey, 1976).

Neither the concept nor the practice of

integrating handicapped pupils into regular education programs is new.

Other

authors advocated and practiced the integration of handicapped pupils into regular
classes nearly 20 years before the term "mainstreaming" became a new entry in the
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educational thesaurus. Many of the observations and recommendations that follow
resulted from Healey's (1976) 18 years of first-hand experience with the pleasures
and frustrations involved in securing integrated educational placements, as well as
other valid educational alternatives to self-contained special classes for appropriately selected hearing-handicapped pupils and the teachers who serve them.
According to Healey (1976), integration is not a panacea; it is not appropriate for
all hearing-impaired otherwise exceptional pupils, nor is it a simple procedure to
initiate and maintain, even for those pupils who have the potential to profit from
such an educational arrangement.

However, to many special educators and

parents, it is the preferred placement. In fact, parents often view the moment of
integration as the first or most significant sign of success for their child with a
hearing impairment.
Mainstreaming, which exceeds but encompasses integrated educational
opportunities for the handicapped pupil, has become a nationalized issue in the new
ecumenical movement for education.

Recent advocates of mainstreaming who

consider themselves revolutionaries in education for handicapped pupils need only
be tutored in the not-too-ancient history of segregated programs for handicapped
pupils. Segregation of the handicapped learner occurred for various reasons, most
of which can be summarized by lack of accommodation by the regular school
environment.

Regular teachers were only too ready to have handicapped pupils

removed from their classrooms. The present cry of some special educators to "get
the exceptional child back into regular classes" is the direct antithesis of the
equally loud countercry of the regular classroom teacher to "get those kids out of
my class."

Impasse is the obvious outcome when the convictions of each are

expressed simultaneously and each remains equally strong (Healey, 1976). Without
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competent planning, management, and evaluation, salted with reasonable logic and
common sense, such an impasse can be predicted for many school districts in the
not-too-distant future. Fortunately, however, such hard lines have not been drawn
between all educators of handicapped and nonhandicapped pupils.

Many practi-

tioners among both groups are working cooperatively to achieve successful
integration of handicapped pupils into mainstream educational programs.

These

achievements by special and regular educators are being accomplished in spite of
the limited knowledge and dearth of conclusive empirical studies that pertain to
the performance of hearing-impaired pupils in integrated settings. School children
seem to succeed best where there is an elegant order in the educational
environment and where the attitudes, technologies, and the placements are right
(Healey, 1976).
Some educators fear that returning the exceptional pupil to the regular
classroom somehow will dilute educational programs for nonhandicapped pupils. It
is the experience of Healey (1976) that the "normal" child will not suffer from
learning and working with handicapped peers.

The educational program can

become disheveled, impracticable, or even paralyzed only to the degree that
regular class personnel fail to (1) adopt procedures that accommodate the learning
and social needs of each child, (2) develop attitudes of acceptance for the child
with special needs, and (3) receive and utilize competent support of specialists and
aides as required.
These conditions are needed in educational programs even in the absence
of the handicapped pupil. Therefore, when these accommodations are made for the
exceptional pupil, most of the pupils in the classroom stand to benefit from them
as well. The use of precision teaching techniques, more definition and structure
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for the curriculum, clear-cut expectations and consequences for appropriate
performance of staff (teachers and administrators) all hold promise for producing
more appropriate learning for most pupils enrolled in the regular classroom setting
(Healey, 1976).
At present, however, we must remain aware of the fact that large
numbers of pupils continue to "fail from" or "fail in" regular classes. Many of these
pupils have never been labeled as handicapped and have not spent as much as a day
in a special class.

As a result of receiving the label "failure" rather than

"handicapped," many never qualify for special help.

Consequently, advocates of

integrated education are really asking regular education to finally recognize and
act on its responsibility to design unique programs for the individual child and
especially for the child in trouble (Healey, 1976).

Mainstreaming advocates who

are unprepared to cope with the pragmatics involved in successfully integrating
hearing-impaired pupils into regular classes will soon discover problems. Substituting hope in place of working for success will, in most instances, guarantee
failure for the pupils and the integration process (Healey, 1976).
Educators, confronted with the placement decision to integrate any
handicapped child into mainstream educational programs, must be prepared,
stresses Healey (1976), to make a moral and responsible choice. Advocates for the
integration of pupils with severe hearing handicaps should not substitute cocksure
ignorance for thoughtful uncertainty. Given present knowledge and methodology,
some level of uncertainty will be experienced frequently by the educator responsible for the hearing-impaired child when it is determined that the regular class is
the most appropriate placement. In such cases, adherence to and attempts to apply
the scientific method are prudent, justifiable pursuits.

Experienced specialists
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have known for some time that the single criterion of degree of hearing loss is no
predictor of a pupil's success in an integrated educational program, nor can the
labels "deaf" or "hard of hearing" be used arbitrarily to decide the educational
placement. The range of critical predictors involves the pupil's intrinsic motivation, personality, cognitive and communicative skills (including speech-reading
ability), academic or vocational skills, degree of support from the home, creativity
and competence in the teaching effort, and attitude of the school population
(peers, teachers, and administrators).

Unfortunately, several of these as yet

cannot be assessed objectively (Healey, 1976).
Recent studies summarizing data needed to help professionals make
academic placement decisions are relatively few because research data on learning
patterns, effective communication modes, teaching strategies, and auditory,
language, and speech performance of hearing-impaired pupils in regular education
programs are sparse. In attempting to identify criteria for proper placement, the
program staff needs to amalgamate the more conclusive results of studies on
hearing-impaired pupils and apply the findings to the development of the goals and
objectives for the program and for the pupils being integrated (Healey, 1976).

Various Programs for Hearing-Impaired Pupils

The enactment of statewide compulsory attendance laws between 1852
and 1918 gave the public school system access to handicapped pupils and, at the
same time, often exempted the mainstream system from any responsibility for
education. For example, pupils in California whose physical or mental condition
prevents or renders unadvisable school attendance or application to study are
exempted from the compulsory education requirement (Healey, 1976). All parents,
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guardians, or other persons having control of a child between the ages of 7 and 16
years are required to send the child to a free public school all day during the school
year.

The compulsory attendance requirement of Delaware does not apply to

children whose physical or mental condition, as attested to by a physician's
certificate, renders instruction inexpedient or impractical.

Although service

increased appreciably between 1918 and 1970, many public school districts
apparently found it inexpedient or impractical to provide instructional opportunities for large numbers of handicapped pupils. In most states by 1970, fewer than
50% of the pupils needing special services were receiving them and these services,

frequently, were available only in segregated classes, day schools, or residential
facilities. According to Healey's (1976) view on legislation:
The 1970s will be remembered as the decade that established
for the handicapped the "right to education," "due process,"
"least restrictive placement" and a national goal of comprehensive services by 1980. Federal court cases, new mandatory
legislation, demands for accountability, and increased funding
have had enormous influence on the continuum of programs
and services available. State laws and regulations are being
revised that should enable school districts to implement the
most appropriate program and personnel utilization-designs
possible to meet the needs of exceptional pupils.
The right to education assures that priority in the use of
funds will be given to children not yet served and those not
appropriately served, respectively.

It calls for the estab-

lishment of instructional objectives and procedures, the
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elimination of racial and cultural discriminatory practices, and
the provision of specific due process guarantees in matters involving appropriate identification and placement. In addition,
the eligibility age for service is being lowered or eliminated.
In approximately eighteen states, the child with hearing
impairment becomes eligible for services through the educational system at birth or as soon as hearing loss is detected.
Each of these actions is historic, positive, and worthy of
implementation in each state and local school district.
The last decade has produced ample evidence demonstrating the efficacy of early services to hearing-impaired
children and their parents. Provision of early quality services,
no doubt, would allow more children to enter and continue in
mainstream educational programs. (p. 71)

Parental Attitudes toward Mainstreaming Hearing-Impaired Pupils
For many years, states Owsley (1973), the integration of hearingimpaired pupils into classes for hearing children in public schools has been
considered an educational phenomenon taking place only in day schools and day
classes.

The question arises, "Can a residential school also program hearing-

impaired pupils into the public schools?" The educational staff at the Mystic Oral
School believes this is possible and has been integrating pupils in public schools on a
part-time basis and returning them to the public schools on a full-time basis for the
past decade (Owsley, 1973).
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Over the past 12 years, 7 5 pupils have been integrated into the public
schools on a full-time basis (Owsley, 1973), entering the schools at an average age
of 13 years. The average age of pupils who have been integrated after graduating
from the eighth grade was 16 years, and the average age of those children who
have been integrated before graduation was 10 years (Owsley, 1973). Owsley (1973)
sent a brief questionnaire to the parents of the 66 children who had been integrated
during the 12 years prior to the 1971-72 school year. Questionnaires were returned
by 32 (45%) of the 66 parents.

Of the 32 children whose parents responded, 15

were no longer enrolled in school.

Of the 32 parents, 31 reported that their

children's educational experience in a regular school had been a profitable one.
Twenty-eight parents believed their children's speech and language improved as a
result of increased contact with hearing peers after being integrated into the
public schools.

Three parents reported that their children's speech and language

had not improved, and one parent believed that it was too early to make a
determination (Owsley, 1973). Owsley asked the parents of children integrated into
the public schools to write a brief statement concerning their attitudes toward
integration. Some of their comments follow.
1.

Our son is much better adjusted in public school and is
learning a great deal more than he did in a school for the
deaf.

2.

There should be closer contact between the public schools
and the school for the deaf.

3.

In our case it has been a very easy transition.

An

import ant factor in our daughter's case was her emotional
stability; she really seemed ready for it.
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4.

Whether a child impaired in any way goes into public
school would have to depend on the child and the public
school. A hearing-impaired child should be given a chance
and that he will work that much harder on speech and
language when in contact at all times with normal
children.

The public school a hearing-impaired child is

about to go into should be a good one with a willing
principal and staff. Our principal has gone far beyond his
call or duty with our daughter by taking on the extra tasks
of educating a handicapped child.

He has asked for and

gotten special equipment for the classroom, hired a
speech teacher to work with her, and found a homeroom
teacher who has the patience, interest, and understanding
an impaired child needs.
5.

One day all hearing impaired children will grow up and
have to cope with and in this world.

If there is the

smallest chance that they can go into public school, they
should be given the chance.
nothing is lost;

If they cannot do well,

but if they can there is so much to be

gained.
6.

The sooner the better.

7.

Only a parent with a deaf child in a hearing school can
understand his loneliness.

Unless the child has a good

degree of hearing, it is suggested that he stays in the
school for the deaf.
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8. Excellent notion -- Daughter has stayed at the top of her
class and through school -- she learned to listen! She is
presently in the advanced group.
9. We are 100% in favor of integration of hearing-impaired
children in regular schools.

The more normal the situa-

tion the better. As long as the child has whatever extra
help is needed (resource teacher, teacher of the deaf,
speech therapist), regular school is the best place for him.
10. Early integration for a child is very helpful socially.
11. It depends a lot on the child himself. He may require a
little extra attention which some schools do not seem to
have the time to give to the individual. They adjust more
readily in both the hearing and nonhearing world. (p. 29)
Concerning the adjustment of the child, Fellendorf (1974) suggested that
the deaf child needs an understanding and supportive home life. For this, the other
members of the family will need information and encouragement. They must be
helped to see beyond the hearing impairment to realize that the child is not only
someone with a problem but a person with feelings, a craving for love, and a need
to be part of the family structure.

Benefits of Mainstreaming Hearing-Impaired Pupils
The hearing-impaired pupil in an integrated situation will have a broader
education and more varied social life and be given an opportunity to master a
variety of skills (Healey, 1976).

Through competition in the classroom and in

athletics with the hearing pupils, the hearing-impaired pupils will be given a chance
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to develop self-confidence and initiative. This will better enable the pupil to face
the stiff competition that all pupils face upon completion of secondary school,
either at a job or in the academic field.
According to Healey (1976), selection of an occupational program in high
school will enable the student to learn useful skills and to try one or more
occupations. In this way, the pupil may have a clearer view of the labor market.
Although the pupil is among a minority in a bustling, crowded hearing world, close
contact with hearing pupils offers an opportunity for the hearing-impaired person
to communicate better with all, to facilitate understanding and being understood
(Healey, 1976). Hopefully, this results in more concentration on achieving better
oral and written language, as pupils recognize the importance of both methods of
communication.
The amount of social contact depends upon the individual (Healey, 1976).
The outgoing, friendly hearing-impaired pupils and those pupils with more extracurricular activities seem to have more hearing friends.

One important social

factor of integration is that the child can live at home with the rest of the family
and community. A close bond of friendship and a willingness to assist one another
are found among the families of the hearing-impaired minority pupils, even though
they may be from different social backgrounds. Lasting friendships are formed.
Finally in this regard, Healey (1976) reported that the hearing pupils
learn to understand, tolerate, and appreciate those whose sense of hearing is
limited. Rather than shunning those who use hearing aids or sign language, they
may learn to respect and admire the hearing-impaired pupils who often must
struggle diligently to achieve academic or athletic success (Healey, 1976).
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Moreover, in high schools for "typical" pupils, the hearing-impaired
pupil's selection of subjects may not be as the hearing pupil's, unless scholastic
ability and language ability are high. Most pupils will need some assistance with
very difficult courses. In order to achieve higher-than-average grades, they must
have an unscheduled period or give up part of the lunch hour to obtain assistance
from the hearing center.

If the pupil cannot speech-read well, learning sign

language or using an interpreter may be a necessity (Healey, 1976).

Kowalsky

(1962) recommends integration only when success is assured (p. 497).

Adjusting to Mainstreaming: Some Difficulties
Hearing-Impaired Pupils Have in Public Schools
Frick (1973) reported that hearing-impaired pupils in St. Louis County,
Missouri, are integrated into public schools at all levels.

Typically, they come

from two private oral schools or the special school district's classes and are seen
for individual therapy by the special school district hearing clinicians serving the
county's 25 districts. The major difficulties these pupils have at different levels in
public school (first grade through twelfth) are discussed in light of information
from members of the hearing clinician staff, parents, public school teachers, and
the pupils themselves.

Few hearing-impaired pupils who are integrated into St.

Louis County public schools have difficulties getting along with their hearing
classmates. They have good study habits. They generally continue to wear their
hearing aids, and the language and speech training they have received enables them
to get alo:1g satisfactorily (Frick 1973).
There were some problems, however.

Frick (1973) focused on some of

the most obvious, most troublesome difficulties. Although they have been divided
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into several categories, overlapping from one category to another was unavoidable;
seldom did a problem confine itself to one area alone. The problems are dealt with
generally, and not all were discussed.

Where a problem affected both deaf and

hard-of-hearing pupils, the term "hearing impaired" is used; where the problem is
more specific to one group, the terms "deaf" or "hard-of-hearing" are used (Frick,
1973).
The statements presented were based mainly on Frick's (1973) observations as a classroom teacher of older pupils at the Central Institute for the Deaf
and a hearing clinician for the special district of St. Louis County since September
1969.

In the capacity of hearing clinician, Frick (1973) worked with hearing-

impaired pupils from kindergarten through twelfth grade in four of the school
districts in St. Louis County.

Progress of Hearing-Impaired Pupils in Public Schools
One of the best ways teachers of hearing-impaired pupils can prepare
their pupils for public schools is to know first-hand what is happening in public
schools (Frick, 1973). It is essential to observe and discuss areas of concern with
public school personnel to learn modern-day methods and curricula, not those of 5
or 10 years ago when the teacher was still in school. It is not necessary to have a
specific outline of points to discuss.

The best guideline is to be unbiased and

prepared to receive information. Visits should include schools in different districts
and classrooms where hearing-impaired pupils are the same age and function at
about the same level as "normal" pupils. Seeing classes at higher levels is also
advisable in that it provides information as to the expected future achievement of
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hearing-impaired pupils, both academically and socially. Also important are visits
to curriculum centers and attendance at teachers' meetings (Frick, 1973).
During these visits, teachers will undoubtedly discover that hearingimpaired pupils can achieve higher than do the hearing pupils. For example, older
hearing-impaired pupils are sometimes better in grammar.

Frequently hearing-

impaired pupils have better study habits than do hearing pupils.

Fourth-grade

hearing pupils are just beginning to develop study habits, while a hearing-impaired
pupils being integrated at this level has usually been trained to study, to complete
seatwork assignments, and to do homework. Older hearing-impaired pupils should
be well organized, able to use their study time well, able to work with their
parents, and accustomed to having almost daily homework. In fact, pupils and their
parents are often surprised by the lack of homework assigned in public schools
(Frick, 1973). Pupils are often given class time or study halls and can complete
most of their work during the day.

Pupils who are integrated at the first-grade

level usually read much more and know more about the motor skills of handwriting
than do their first-grade classmates (Frick, 1973).

Academic Considerations of Hearing-Impaired Pupils Entering First Grade
Frick (1973) reported on a group of pupils, most of whom came from the
St. Louis special district program and were hard of hearing or partially deaf; that
is, they had been taught with an auditory approach.

Prior to 1971, IT A (Initial

Teaching Alphabet) had been employed, which sometimes caused confusion in the
transfer to traditional orthography.
classmates in reading and writing.

Often these pupils are ahead of their
Some of them are so far ahead that their

teachers remark that a second-grade placement would have been better (especially
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because the children are often old enough for second grade). However, sometimes
during the first grade or early in second grade, the hearing-impaired pupil's
classmates often catch up and excel, in part because the hearing pupils' vocabularies grow faster, they seem to get more from phonics work and thus can attack
words better, and they learn great quantities of information from outside sources
(Frick, 1973).
At some time in the year, the teacher may report that the hearingimpaired pupil in class seems to have stopped listening, has become a behavior
problem, and is not trying.

Probably the pupil is no longer reviewing what the

teacher had in the special class.

Now the pupil is being presented with new

concepts and new works that are presented rapidly (Frick, 1973). The main burden
of helping these pupils to be successful lies in a good relation among the teacher,
the parents, and the hearing clinician so that difficulties can be spotted quickly and
something can be done about them. Teachers need to be educated on how to help
the pupils overcome problems (Frick, 1973).
The pupil entering the educational process brings to that system many of
the values and expectations of his own family (Rawlings, 1977). The experiences of
the pupil with his family and as a member of the family unit will also contribute to
his classroom experiences (Rawlings, 1977).

Achievement of Hearing-Impaired Pupils in Academic
Subjects at the Third- and Fourth-Grade Levels

Frick (1973) found that third- and fourth-grade public school pupils have
quite a wealth of knowledge in academic areas.

The older they are, the more

deeply a teacher can probe for detailed understanding. Academic work may not be
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more than that started in special schools by the time a hearing-impaired pupil is 9
or 10 years of age. This puts hearing-impaired pupils at a disadvantage in that they
have so few concepts upon which to base facts. Material is presented so rapidly in
public schools that the hearing-impaired pupil may never catch up (Frick, 1973).
Mathematics is an area of particular difficulty. In the third and fourth
grades, public school children are multiplying, dividing, stand using quite sophisticated concepts and vocabulary in modern mathematics. Textbooks in science and
social studies have advanced vocabularies and are becoming more and more
difficult as new editions are published. The language structures used in the texts
and the types of questions asked are very complex (Frick, 1973).

Simple who,

when, and where questions are seldom asked. Literature (poetry, plays, classics) is
included in some reading and grammar series, such as The Roberts English Series
and New Directions in English (Frick, 1973).

Seating Arrangement of Hearing-Impaired Pupils in Oral Reading Classes
According to the Alberta Department of Education (1982), the most ideal
seating arrangement for a reading lesson is a semicircle with the teacher in the
center.

The hearing-impaired pupil should be seated close to the teacher to

facilitate lipreading.

A semicircle will also enable the hearing-impaired pupil to

see and hear the other students. If this type of seating is impossible, the teacher
should ask a friend to pull his desk right next to the hearing-impaired pupil and
periodically indicate the place in the text. Another way of assisting would be to
have the pupil who is reading stand at the front of the room and in front of the
hearing-impaired pupil's desk.

In this way, both visual and auditory cues are

presented by the pupil who is reading. A hearing-impaired pupil should be expected
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to read orally as often as does any other pupil in the class, even if his speech may
be difficult to understand (Alberta Department of Education, 1982).

Mainstream Education of Hearing-Impaired
Pupils: Audiological Considerations
Ross (1976) indicated that there is nothing that can be done for hearingimpaired pupils more important than ensuring the opportunity for them to
maximally exploit their residual hearing.

Audition is the foundation with which

speech and language are normally and most effortlessly developed.

Reading and

other academic achievements are parasitic and are based upon the language
competencies normally developed through audition. No books, pencils, pens, media,
tutoring, learning modules, competency descriptions, performance indexes, tasklevel instructions, and diagnostic-prescriptive teaching are more important or have
greater implications than does the simple provision of appropriate and supervised
use of variance applications.

The instructional process, both in and out of the

mainstream, cannot be maximally effective until maximal exploitation of the
auditory channel has been achieved. Then and only then can other efforts pay the
expected dividends.
That a pupil is wearing a hearing aid is not evidence that obligations in
this respect have been fulfilled. Ross (1976) also read a rather sad litany of proven
events which usually occur and which preclude pupils from achieving reasonable
access to the crucial auditory channel:

.1.

Many hearing-impaired children who are candidates for
hearing aids do not possess them.
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2.

Many children who have hearing aids seldom, if ever, wear
them.

3.

Over a half a dozen studies have documented the lamentable fact that over 50% of children's hearing aids are
either inoperable or grossly inadequate.

4.

The electroacoustic responses of a hearing aid must be
"tailored" to generally fit the unique pattern of hearing
losses demonstrated by different children; this is rarely
accomplished.

5.

Many children possess monaural hearing aids when the
evidence indicates that they would be better served with
binaural hearing aids.

6.

The noise and reverberation in the average classroom
virtually preclude the reception of an intelligible speech
signal being processed through a hearing aid. (p. 3)

Ross (1976) further stated that no progress will be made in alleviating
this situation until it is first accepted that a significant problem exists. Once the
centrality of the problem is recognized (with its limitations and restrictions of
other efforts), then a first step to the solution has been taken.

Community Involvement for Hearing-Impaired Pupils
Schein (1977) found that full participation in community affairs is every
citizen's right.

Reduced community participation can lessen opportunities for

vocational achievement, dilute the quality of life, and contribute to mental illness.
Deafness need not and should not limit active involvement in the community. Deaf
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people experience difficulty solving many life adjustment problems because community resources that should assist them are inaccessible. Schein (1977) advises
the following:
1.

Establish community service centers for the deaf in each
state's larger communities, using available local, state,
and federal funding.

2.

Set up state commissions on deafness in states not having
them. (p. 173)

Deaf people have many skills and assets that can be used both to help their
communities and to foster a positive image of deafness.

In this regard, Schein

( 1977) suggests:
1.

Encourage deaf citizens of all ages to participate in
voluntary community organizations, such as Kiwanis,
Lions

Club,

League of

Women

Voters, Rotary and

Sertoma, as well as in organizations of deaf people.
2.

Request interpreters for all community events, such as
public planning meetings, hearings of government agencies, and official speeches. (p. 173)

Constructive Peer Relationships with Hearing-Impaired Pupils
Although the goals established for handicapped pupils in mainstreamed
environments encompass academic, social, and personal objectives, mainstreaming
can be successful only to the extent that it integrates handicapped pupils into
constructive relationships with nonhandicapped peers (Johnson & Johnson, 1980).
Mainstreaming can be defined as the provision of an appropriate educational

38

opportunity for all handicapped pupils in the least restrictive alternative, based on
individualized education programs, with procedural safeguards and parent involvement, and aimed at providing handicapped pupils with access to and constructive
interaction with nonhandicapped peers (Johnson & Johnson, 1980).

Moreover,

negative attitudes toward handicapped peers exist before mainstreaming begins.
First impressions and the labeling process reinforce such stigmatization. But it is
the actual interaction between handicapped and nonhandicapped pupils that determines whether the rejection is strengthened or replaced by acceptance (Johnson &
Johnson, 1980).

Interaction between Nonhandicapped and Handicapped Pupils

Physical proximity between handicapped and nonhandicapped pupils is
the beginning of an opportunity, but as with all opportunities, it carries a risk of
making the situation worse as well as the possibility of making the situation better.
Physical proximity does not mean that handicapped pupils will be accepted and
liked by their nonhandicapped peers. On the other hand, physical proximity does
not mean that handicapped pupils will automatically be stigmatized, stereotyped,
and rejected. Several studies do indicate, however, that placing handicapped and
nonhandicapped pupils in close physical proximity will increase nonhandicapped
pupils' prejudice toward and rejection of their handicapped peers. The potential
interaction between the two groups of students is further complicated by the
discomfort, uncertainty, and strain experienced during initial interaction, the
ambivalence experienced by nonhandicapped peers, and a pattern of overfriendliness in initial encounters followed by a withdrawal from further interaction.
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There is also evidence, however, that placing handicapped and nonhandicapped pupils in the same physical area will result in more positive attitudes by
nonhandicapped pupils toward their handicapped peers. Whether physical proximity
results in increased rejection or acceptance of handicapped peers depends on how
the situation is structured. Within any classroom, a teacher can structure positive
goal interdependence (individualistic learning), negative goal interdependence, o"r
no interdependence. In a cooperative learning situation, pupils' goal attainment is
positively correlated and pupils coordinate their actions to achieve the goal. Pupils
can achieve their learning goal if and only if the other pupils with whom they are
cooperatively linked achieve their learning goal (Johnson & Johnson, 1980).

Acceptance and Rejection of Hearing-Impaired Pupils
The first step in promoting acceptance between handicapped and nonhandicapped pupils involves creating promotive interaction between the two
groups. There is evidence that promotive interaction results from placing both
handicapped and nonhandicapped pupils in small, heterogeneous learning groups and
instructing them to complete a lesson jointly while ensuring that all group members
master the assigned material. One of the results of promotive interaction is that
both handicapped and nonhandicapped pupils experience greater psychological
safety and acceptance from peers and adults. As handicapped and nonhandicapped
pupils work together in small groups, realistic, differentiated, and dynamic views
of each other develop. The nature of the handicap and its boundaries become more
and more clear, along with the wide variety of other personal characteristics the
handicapped pupil possesses (Johnson & Johnson, 1980).

40

The Future of Pupils with Hearing Impairments
The future in regular education for the pupil with hearing impairment
has depended and will continue to depend, in great measure, on the educational
establishment's success in finally addressing the needs of the individual learner. In
many school districts, the achievement of this goal will require enormous change.
Education has its share of guardians of things as they are, and they practice in both
regular and special programs.

The fences built by these practitioners constitute

some of the hurdles that must be traversed by any advocates for change. Optimism
and commitment are requirements for the successful integration of hearinghandicapped pupils into mainstream education. If these prevail on the part of both
special and regular education personnel, fewer failures will result (Healey, 1976).
The habits and organized environments of some, if not many, people are
difficult to change, but the real alternatives exist now. For example, some schools
have reported a reversal of the traditional concept of integration and have enrolled
hearing pupils in special classes for hearing-impaired pupils.
Whatever the plan, the successes reported to date from all integrated
educational programs have resulted primarily from the ability of the personnel
involved to deal with each daily challenge in a logical, detailed, and practical
manner.

Many of the keys to success appear simple but are learned only from

experience.

School personnel need to document and report the methods and

program designs that work well.

For example, nearly all successful programs

(Healey, 1976) stress the importance of:
.. 1.

Commitment by the staff to the "right to education for
all" concept.
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2.

Relevant, sequential inservice training that truly helps
teachers understand and resolve problems involving the
pupil, parents, and curriculum.

3.

Strong support by principals for the integration program
and a process for matching pupils and teachers.

4.

Specialists who have information, skills, and time to share
with the regular teachers.

5.

A responsive referral system. (p. 73)

Summary

Chapter 2 has been organized to present antecedent literature which
provides a historical and theoretical rationale for this study.

The literature is

summarized as follows.
First, a historical perspective of education for the handicapped is
discussed by experts.

Public Law 94-142 is emphasized with its implications on

educational systems in the United States and abroad. Integration (mainstreaming)
is shown to be beneficial if the correct procedure is utilized in its implementation.
Second, the literature reviewed indicated how vital the proper training
of teachers for the deaf is considered to be.

The literature describes how this

training takes place in foreign countries. It is further suggested how effective the
total program would be if parents of hearing-impaired pupils were included. The
literature explained the detection of pupils with hearing impairments and how
parents must be given proper awareness for optimum effectiveness to be attained.
The curriculum is also brought into focus, and methods of implementation are
discussed.
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Third, mainstreaming, with all of its ramifications, is fully discussed in
the literature.

The attitudes of parents are focused upon with a further

explanation of the benefits and limitations of integration. Different points of view
toward mainstreaming are brought forth. Teachers are encouraged to visit schools
that offer programs which mainstream hearing-handicapped pupils with nonexceptional peers.
Fourth, the literature in this section suggested that different subject
areas require different teaching approaches for maximum learning to take place.
Fifth, relationships of hearing-impaired pupils with the community,
school, and peers are shown to need safeguards and parental involvement.

Both

acceptance and rejection are shown with steps needed to show true commitment.
Finally, the literature in this chapter provides the teacher, administrator, and layman with an informative collection of topics by which to develop
awareness of mainstreaming. Generally speaking, the data provides a step-by-step
explanation of how and why mainstreaming should take place.
Chapter 3 presents the design, description of subjects, sampling procedures, description of measures used, content validity, reliability, procedures, and
statistical procedures.

Chapter 3
DESIGN OF THE STUDY

The purpose of this study was to investigate the attitudes of elementary
classroom teachers toward mainstreaming pupils with hearing impairments into
traditional classrooms. An examination of the literature suggested that there are
significant attitudes among teachers toward the mainstreaming of pupils with
hearing impairments into their classrooms. The literature further suggested that
there are fewer physical and curricula implementations for the physically-impaired
pupil in most public schools.

The literature also explains the emotional growth

achieved by "normal" classmates as a result of studying with pupils who are
physically impaired (Healey, 1976; Johnson & Johnson, 1980;

Redick & Redick,

1980).
This study was designed to answer the following questions:
1.

Was there a difference in teacher attitudes toward teacher prepara-

tion and sex?
2.

Was there a difference in teacher attitudes toward teacher prepara-

tion and ethnicity?
3.

Was there a difference in teacher attitudes toward teacher prepara-

tion and religious preference?
4.

Was there a difference in teacher attitudes toward teacher prepara-

tion and age?
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5.

Was there a difference in teacher attitudes toward pupils' behavior

6.

Was there a difference in teacher attitudes toward pupils' behavior

and sex?

and ethnicity?
7.

Was there a difference in teacher attitudes toward pupils' behavior

and religious preference?
8.

Was there a difference in teacher attitudes toward pupils' behavior

9.

Was there a difference in teacher attitudes toward teachers'

and age?

personal adjustment and sex?
10. Was there a difference in teacher attitudes toward teachers'
personal adjustment and ethnicity?
11. Was there a difference in teacher attitudes toward teachers'
personal adjustment and religious preference?
12. Was there a difference in teacher attitudes toward teachers'
personal adjustment and age?
13. Was there a difference in teacher attitudes toward teaching implementation and sex?
14. Was there a difference in teacher attitudes toward teaching implementation and ethnicity?
15. Was there a difference in teacher attitudes toward teaching implementation and religious preference?
16. Was there a difference in teacher attitudes toward teaching implementation and age?
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17. Was there a difference in teacher attitudes toward building facilities and sex?
18. Was there a difference in teacher attitudes toward building facilities and ethnicity?
19. Was there a difference in teacher attitudes toward building facilities and religious preference?
20. Was there a difference in teacher attitudes toward building facilities and age?
In consideration of the questions raised in this study, specific null
hypotheses were generated to test for significant differences relative to each
question.

This chapter describes the research design, the sample population, the

sampling procedures, the instrument, treatment of the data, and statistical
procedures which were used in testing the hypotheses.

Type of Design
The design used in this study was descriptive survey research. Borg and
Gall (1979) indicated that survey research employs questionnaires in order to
determine opinions, attitudes, preferences, and perceptions of people of interest to
the researcher.

Best (1982) indicates that descriptive research describes and

interprets what is. It concerns itself with conditions that exist, opinion~ that are
held, or trends that are developing. Surveys can explore a wide range of topics.
Therefore, the purpose of this study was to assess the attitudes of classroom
teachers toward teacher preparation, pupil's behavior, personal adjustment,
teaching implementation, and building facilities in reference to sex, ethnicity,
religious preference, and age (Appendix D).
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Description of the Subjects
The population in this study consisted of 6,199 classroom teachers
assigned to 93 elementary, 25 junior high, and 11 senior high schools located in
Hillsborough County, Florida. The sample population in this study consisted of 146
classroom teachers from six urban elementary schools in one southeastern school
system located in Tampa, Florida.
elementary schools in Tampa.

The schools were randomly selected from 93

The research was conducted during the spring

semester of the 1983-84 academic year. A random sampling technique was used in
selecting the schools for this study to ensure equal representation from the county.
Table 1 presents the sex and ethnicity of the sample population The sample size
was large enough to absorb any loss of numbers due to incomplete responses of
teachers to the questionnaire.

The sample included 20 males and 106 females.

Ethnic groups consisted of 30 Black- Afros (24 females, 6 males), 73 Whites (61
females, 12 males), and 23 Hispanics (21 females, 2 males).

Table 1
Distribution of Teacher Population by Sex and Ethnicit y
Female

Male

Ethnicity

n

Black-Afro

24

19.0

White

61

Hispanic
Total

n

Total
%

n

%

6

4.8

30

23.8

48.4

12

9.6

73

58.0

21

16.6

2

1.6

23

18.2

106

84.0

20

16.0

126

100.0

%
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Table 2 presents a distribution of the teacher population by religious
preference with percentages and totals. There were 34 (2796) Catholics, 88 (69.896)
Protestants, and 4 (3.2%) teachers of the Jewish faith.

Table 2
Distribution of Teacher Population by Religious Preference

Religions

n

96

Catholic

34

27.0

Protestant

88

69.8

4

3.2

126

100.0

Jewish
Total

Table 3 presents a distribution of the teacher population by age levels
with percentages and totals.

The age levels of the teachers in the study were

distributed as follows: from the ages of 20-30 years, there were 24 (19.0%), from
the ages of 31-35 years, there were 40 (31.8%),

from the ages of 36-40 years,

there were 28 (22.396), from the ages of 41-50 years, there were 25 (19.896), and
for the ages of over 50 years old, there were 9 (7 .196).
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Table 3
Distribution of Teacher Population by Age Levels

Age levels

n

%

20-30 years

24

19.0

31-35 years

40

31.8

36-40 years

28

22.3

41-50 years

25

19.8

9

7 .1

126

100.0

50+ years

Total

Sampling Procedures

The sample population consisted of 126 teachers assigned to six urban
elementary schools in Tampa, Florida. The names of 93 area elementary schools
were written on small slips of paper and placed in a container. From this container
of names, the researcher randomly withdrew six school names which would be
included in the study.

By utilizing this procedure of population selection, the

researcher was assured that the following biases were eliminated:
1.

Biases due to subject volunteers, because the teachers in the study

were randomly selected and not volunteers.
2.

Biases due to subject differences. Because all the teachers included

in the study worked in Tampa, Florida, it was anticipated that they did not differ
widely on the variables studied.
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3.

Biases due to subjects misrepresentative of the population. Because

this was not an experimental design in which experimental and control groups were
compared, the danger of misrepresentation was not a factor in this study. The only
sampling bias which occurred was the loss of 20 subjects through attrition while the
study was in progress.

Description of Measures Used

The researcher referred to Buros (1972) and Shaw and Wright (1967),
finding several instruments which could have been used to measure the constructs
analyzed in this study.

However, when all factors were considered (cost,

availability, time, scoring, administering, etc.), it appeared that the most practical
approach was to construct an instrument which would be better suited for the
collection of desired attitudinal data. Therefore, this section presents information
about the instrument which the researcher developed. The instrument used in the
collection of attitudinal data was as follows.
The Teacher Attitudinal Survey (Appendix D), constructed by the
researcher, was a Likert type attitudinal rating scale questionnaire.

The instru-

ment was divided into six specific sections: Part I - - demographics section (sex,
ethnicity, religious preference, age);

Part II -- teacher attitudes relative to

teacher preparation; Part III -- teacher attitudes relative to pupil's behavior; Part
IV -- teacher attitudes relative to personal adjustment;

Part V -- teacher

attitudes relative to teaching implementation; and Part VI -- teacher attitudes
relative to building facilities.

Each section on the Teacher Attitudinal Survey

consists of 4 to 13 statements which are on a scale from 1 to 5 as follows:
strongly agree; 2, agree; 3, undecided; 4, disagree; and 5, strongly disagree.

1,
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The survey form contains four sections for sex, ethnicity, religious
preference, and age.

There were statements which allowed for 36 attitudinal

responses, with no allowance for additional responses. The survey required minimal
time so as to not interfere with teaching time. The teachers could respond at any
given time.

Content Validity
Prior to the administration of the Teacher Attitudinal Survey, the
researcher submitted it to experts in the fields of audiology, psychology, and
exceptional education. All experts had earned doctorates from accredited institutions and were engaged in their professions at Texas Southern University (Houston,
Texas), Bethune-Cookman College (Daytona Beach, Florida), and Hillsborough
County Board of Public Instruction (Tampa, Florida). Subsequent to making several
revision suggestions, all panelists agreed that the Teacher Attitudinal Survey met
the criteria desired. The instrument was revised several times prior to its formal
administration.

Reliability
Table 4 presents data resulting from the reliability study determined by
a pilot study conducted on the Teacher Attitudinal Survey. The population used to
acquire these data consisted of 50 inservice teachers who attended Texas Southern
University (Houston, Texas) during the fall semester of the 1983-84 academic year.
The teachers used in the pilot study were not otherwise involved in this study. The
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instrument was administered, and data were analyzed by using the KuderRichardson Formula 21 on each section of the survey. The following formula was
used:
K

=

0 2

-

x

(K -

x)

X

0 2 (K - 1)
X

As shown in Table 4, the reliability of the six individual sections of the
Teacher Attitudinal Survey had reasonably high coefficients of reliability except
for the section on building facilities <.£.=.39).

The overall reliability of the

instrument was r=.98.

Table 4
Reliability Scores of the Teacher Attitudinal Survey
Reliability
Section
I.

(r)

Demographic section (sex, ethnicity, religious
preference, age)
Teacher preparation

.97

III.

Pupil's behavior

.84

IV.

Personal adjustment

.89

T~aching implementation

.99

Building facilities

.39

II.

V.
VI.

Overall reliability

.98
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Procedures
Letters were sent to principals of the six randomly selected schools
explaining in detail the purpose of the study undertaken by the researcher.

With

the letters of transmittal were copies of the letter from the Board of Public
Instruction granting permission to do the study (Appendix B).
Each teacher received an attached letter explaining the instr ument.
Teachers were assured that there were no right or wrong answers, and the purpose
of the study was to determine the different ways teachers feel about an
educational concept.

No names were required.

The other demographics (sex,

ethnicity, religious preference, and age) would be coded for research data only, and
careful generalizations would be made. The teachers were not asked their names
or names of their pupils.

The surveys were distributed to the teachers with no

return time limit specified (Appendix C).
Responses were scored to obtain information on the attitudes of teachers
toward the placement of pupils with hearing impairments into a traditional
elementary setting.

Responses were classified on the basis of aspects concerned

with differences between the positive and negative attitudes the teachers may or
may not have had toward the concept of mainstreaming with hearing-impaired
pupils.

Specifically, the data analyzed the differences among attitudes of

classroom teachers as measured by the survey in reference to sex, ethnicity,
religious preference, and age.
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Statistical Procedure
Chi-square tests (nonparametric) were used to test the probability of
statistical differences. Results at the .05 level of significance served as the basis
for supporting or not supporting the null hypotheses tested. The data were nominal
in nature and did not give evidence of directionality.

Chapter 4

ANALYSIS OF DAT A

This chapter presents an analysis of data collected during the study of
classroom teachers and their attitudes toward mainstreaming.
study was

Specifically, this

to make an assessment of teachers' attitudes toward teacher

preparation, pupil's behavior, personal adjustment, teaching implementation, and
building facilities.

The assessment of teachers' attitudes included the effects of

the independent variables of sex, ethnicity, religious preference, and age.

The

population for this study was 6,199 classroom teachers assigned to 93 elementary,
junior high, and senior high schools in one southeastern school system located in
Tampa, Florida.

This study was conducted during the spring semester of the

1983-84 academic year. The subjects in this study included 126 classroom teachers
(20 males, 106 females) who were assigned to six randomly selected urban
elementary schools in Tampa, Florida.
A questionnaire was used to gather data relating to teacher attitudes.
The Teacher Attitudinal Survey was designed to assess attitudes of teachers toward
teacher preparation, pupil's behavior, personal adjustment, teaching implementation, and building facilities with reference to sex, ethnicity, religious preference,
and age.

The instrument gathered data which were analyzed by electronic data

processing equipment.
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Statistical Procedure
The statistical procedure followed for analysis of data in this study
utilized the chi-square test (nonparametric).

The .05 level of probability was

preestablished as a criterion to determine the significant differences of the
hypotheses tested in this study. A significant result at the .05 level was accepted
as the basis for supporting or not supporting the null hypotheses.
For the purpose of analysis, 20 hypotheses were formulated for completing the statistical design of the study.

The null form was used because no

evidence existed to suggest directionality. Before the chi-square test was applied,
a method of classifying the teachers' attitudes was chosen.

A five-category

description was selected as the classification scheme for attitudinal ratings. The
possible score for each of the attitudinal categories was l to 5, as follows:

1,

strongly agree; 2, agree; 3, undecided; 4, disagree; and 5, strongly disagree. The
teachers were informed of their free choice to select any category without concern
about the questionnaire being a test. In the present study, the following hypotheses
were tested.
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Null Hypotheses

Ho : There is no significant difference in teacher attitudes toward
1
teacher preparation and sex.

Table 5 presents an analysis of teacher attitudes toward mainstreaming,
teacher preparation, and sex using the statistical test, chi-square. The data were
gathered in three specific categories, namely agree, undecided, and disagree. The
attitudes were analyzed according to the variable of sex.
female teachers were:

The attitudes of the

15 agreed (14.2%), 90 undecided (84.9%), and 1 disagreed

(0.9%). The attitudes of the male teachers were: 3 agreed (15.0%), 17 undecided
(85.0%), and none disagreed. The calculated value of chi-square was found to be
0.197. Because the calculated value for chi-square is less than the critical value of
5.99 at the probability level of .05 with two degrees of freedom, the null hypothesis
was supported.

Table 5
Teacher Attitudes toward Mainstreaming, Teacher Preparation, and Sex
Agree

Undecided

Disagree
n

%

Sex

n

%

n

%

Female

15

14.2

90

84.9

1

Male

3

15.0

17

85.0

0

Total

18

14.3

107

84.9

1

chi-square = 0.197; df = 2; p = .05

0.9

0.8

Total
n

%

106

84 .1

20

15.9

126

100.0
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Hoz= There is no significant difference in teacher attitudes toward
teacher preparation and ethnicity.

Table 6 presents an analysis of teacher attitudes toward mainstreaming,
teacher preparation, and ethnicity utilizing the statistical test, chi-square.

The

attitudes of the White teachers were: 10 agreed (13.7%), 63 undecided (86.3%), and
none disagreed. The attitudes of the Black-Afro teachers were: 4 agreed (13.3%),
26 undecided (86.7%), and none disagreed. The attitudes of the Hispanic teachers
were:

4 agreed (17.4%), 18 undecided (78.3%), and 1 disagreed (4.3%).

The

calculated value for chi-square was determined to be 4.82. Because the calculated
value of chi-square is less than the critical value of 9.49 at the probability level of
.05 with two degrees of freedom, the null hypothesis was supported.

Table 6
Teacher Attitudes toward Mainstreaming, Teacher Preparation, and Ethnicity
Agree

Undecided

Disagree
n

Ethnicity

n

%

n

White

10

13.7

63

86.3

Black-Afro

4

13.3

26

Hispanic

4

17.4

18

14.3

Total

Total
n

%

0

73

57.9

86.7

0

30

23.8

18

78.3

1

4.3

23

18.3

107

84.9

1

0.8

126

100.0

%

%

chi-square = 4.82; df = 2; p = .05
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Ho : There is no significant difference in teacher attitudes toward
3
teacher preparation and religious preference.

Table 7 presents an analysis of teacher attitudes toward mainstreaming,
teacher preparation, and religious preference utilizing the statistical test, chisquare.

The attitudes of the Catholic teachers were:

undecided (79.4%), and 1 disagreed (2.9%).

6 agreed (17.6%), 27

The attitudes of the Protestant

teachers were: 11 agreed (12.5%), 77 undecided (87.5%), and none disagreed. The
attitudes of the Jewish teachers were: 1 agreed (25.0%), 3 undecided (75.0%), and
none disagreed.

The calculated value for chi-square was determined to be 3.73.

Because the calculated value of chi-square is less than the critical value of 9.49 at
the probability level of .05 with four degrees of freedom, the null hypothesis was
supported.

Table 7
Teacher Attitudes toward Mainstreaming, Teacher
Preparation, and Religious Preference
Agree
Religions
Catholic
Protestant
Jew
Total

n

%

Undecided
n

%

Disagree
n

Total

%

n

%

2.9

34

27.0

6

17.6

27

79.4

1

11

12.5

77

87.5

0

88

69.8

1

25.0

3

75.0

0

4

3.2

18

14.3

107

84.9

1

126

100.0

chi-square = 3.73; df = 4; p = .05

0.8
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Ho : There is no significant difference in teacher attitudes toward
4
teacher preparation and age.

Table 8 presents an analysis of teacher attitudes toward mainstreaming,
teacher preparation, and age utilizing the statistical test, chi-square.
attitudes of the 20- to 30-year-old teachers were:

The

1 agreed (4.2%), 23 undecided

(95.8%), and none agreed. The attitudes of the 31- to 35-year-old teachers were:
7 agreed (17 .5%), 32 undecided (80.0%), and 1 disagreed (2.5%). The attitudes of
the 36- to 40-year-old teachers were: 3 agreed (10.7%), 25 undecided (89.3%), and
none disagreed. The attitudes of the 41- to 50-year-old teachers were: 4 agreed
(16.0%), 21 undecided (84.0%), and none disagreed. The attitudes of the teachers
over 50 years old were: 3 agreed (33.0%), 6 undecided (66.7%), and none disagreed.
The calculated value for chi-square was determined to be 7.616.

Because the

calculated value of chi-square is less than the critical value of 15.5 at the
probability level of .05 with eight degrees of freedom, the null hypothesis was
supported.
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Table 8
Teacher Attitudes toward Mainstreaming, Teacher Preparation, and Age
Agree
Age levels

n

Undecided

%

n

%

Disagree
n

%

Total
n

%

24

19.0

40

31.8

20-30

1

4.2

23

95.8

0

31-35

7

17.5

32

80.0

1

36-40

3

10. 7

25

89.3

0

28

22.2

41-50

4

16.0

21

84.0

0

25

19.9

50+

3

33.3

6

66.7

0

9

7 .1

18

14.3

107

84.9

1

126

100.0

Total

2.5

0.8

chi-square = 7 .616; df = 8; p = .05

Ho : There is no significant difference in teacher attitudes toward
5
pupils' behavior and sex.

Table 9 presents an analysis of teacher attitudes toward mainstreaming,
pupil's behavior, and sex utilizing the statistical test, chi-square. The attitudes of
the female teachers were:

40 agreed (37.7%), 54 undecided (50.9%) and 12

disagreed (11.3%). The attitudes of the male teachers were: 6 agreed (30.0%), 12
undecided (60.0%), and 2 disagreed (10.0%).
was determined to be 0.576.

The calculated value for chi-square

Because the calculated value of chi-square is less

than the critical value of 5.99 at the probability level of .05 with two degrees of
freedom, the null hypothesis was supported.
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Table 9
Teacher Attitudes toward Mainstreaming, Pupil's Behavior, and Sex
Agree

Undecided

Disagree
n

Total

%

n

%

12

11.3

106

84.1

60.0

2

10.0

20

15.9

52.4

14

11. 1

126

100.0

Sex

n

%

n

%

Female

40

37.7

54

50.9

Male

6

30.0

12

Total

46

36.5

66

chi-square = 0.576; df = 2; p = .05

Ho : There is no significant difference in teacher attitudes toward
6
pupils' behavior and ethnicity.

Table 10 presents an analysis of teacher attitudes toward mainstreaming,
pupil's behavior, and ethnicity utilizing the statistical test, chi-square.

The

attitudes of the White teachers were: 27 agreed (37 .0%), 38 undecided (52.1 %), and
8 disagreed (11.0%).

The attitudes of the Black-Afro teachers were:

(40.0%), 15 undecided (50.0%), and 3 disagreed (10.0%).

12 agreed

The attitudes of the

Hispanic teachers were: 7 agreed (30.4%), 13 undecided (56.5%), and 3 disagreed
(13.0%). The calculated value for chi-square was determined to be 0.559. Because
the calculated value of chi-square is less than the critical value of 9.49 at the
probabilitY. level of .05 with four degrees of freedom, the null hypothesis was
supported.
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Table 10
Teacher Attitudes toward Mainstreaming, Pupil's Behavior, and Ethnicity
Agree

Undecided

%

n

%

8

11.0

73

57.9

50.0

3

10.0

30

23.8

13

56.5 .

3

13.0

23

18.3

66

52.4

14

11.1

126

100.0

Ethnicity

n

%

n

%

White

27

37.0

38

52.1

Black-Afro

12

40.0

15

7

30.4

46

36.5

Hispanic
Total

Total

Disagree
n

chi-square = 0.559; df = 4; p = .05

Hoi There is no significant difference in teacher attitudes toward
pupils' behavior and religious preference.

Table 11 presents an analysis of teacher attitudes toward mainstreaming,
pupil's behavior, and religious preference utilizing the statistical test, chi-square.
The attitudes of the Catholic teachers were:

11 agreed (32.4%), 18 undecided

(52.9%), and 5 disagreed (14.7%). The attitudes of the Protestant teachers were:
35 agreed (39.8%), 45 undecided (51.1 %), and 8 disagreed (9.1 %). The attitudes of
the Jewish teachers were:

none agreed, 3 undecided (7 5.0%), and 1 disagreed

(25.0%). The calculated value for chi-square was determined to be 3.710. Because
the calculated value of chi-square is less than the critical value of 9.49 at the
probability level of .05 with four degrees of freedom, the null hypothesis was
supported.
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Table 11
Teacher Attitudes toward Mainstreaming, Pupil's
Behavior, and Religious Preference
Agree

Undecided

%

n

%

5

14.7

34

27.0

51.1

8

9.1

88

69.8

3

75.0

1

25.0

4

3.2

66

52.4

14

11. 1

126

100.0

%

Religions

n

%

Catholic

11

32.4

18

52.9

Protestant

35

39.8

45

Jew
Total

0
46

36.5

Total

Disagree

n

n

chi-square= 3.710; df = 4; p = .05

Ho : There is no significant difference in teacher attitudes toward
8
pupils' behavior and age.

Table 12 presents an analysis of teacher attitudes toward mainstreaming,
pupil's behavior, and age utilizing the statistical test, chi-square. The attitudes of
the 20- to 30-year-old teachers were: 8 agreed (33.3%), 13 undecided (54.2%), and
3 disagreed ( 12.5%).

The attitudes of the 31- to 35-year-old teachers were:

agreed (32.5%), 21 undecided (52.5%), and 6 disagreed (15.0%).
the 36- to 40-year-old teachers were:

13

The attitudes of

13 agreed (46.4%), 12 undecided (42.9%),
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and 3 disagreed (21.4%). The attitudes of the 41- to 50-year-old teachers were: 10
agreed (40.0%), 14 undecided (56.0%), and 1 disagreed (21.4%).

The attitudes of

the teachers over 50 years old were: 2 agreed (22.2%), 6 undecided (66.7%), and 1
disagreed (11.1 %). The calculated value for chi-square was determined to be 4.22.
Because the calculated value of chi-square is less than the critical value of 15.51
at the probability level of .05 with eight degrees of freedom, the null hypothesis
was supported.

Table 12
Teacher Attitudes toward Mainstreaming, Pupil's Behavior, and Age
Agree
Age levels

n

%

Undecided

Disagree

n

n

%

Total

%

n

%

20-30

8

33.3

13

54.2

3

12.5

24

19.l

31-35

13

32.5

21

52.5

6

15.0

40

31.8

36-40

13

46.4

12

42.9

3

10.7

28

22.2

41-50

10

40.0

14

56.0

1

4.0

25

19.8

2

22.2

6

66.7

1

11.1

9

7 .1

46

36.5

66

52.4

14

11.1

126

100.0

50+
Total

chi-square = 4.22; df = 8; p = .05
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Ho : There is no significant difference in teacher attitudes toward
9
teachers' personal adjustment and sex.

Table 13 presents an analysis of teacher attitudes toward mainstreaming,
personal adjustment, and sex utilizing the statistical test, chi-square.

The

attitudes of the female teachers were: 35 agreed (33.0%), 61 undecided (57 .5%),
and 10 disagreed (9.4%).

The attitudes of the male teachers were:

3 agreed

(15.0%), 17 undecided (85.0%), and none disagreed. The calculated value for chisquare was determined to be 5.75. Because the calculated value of chi-square is
less than the critical value of 5.99 at the probability level of .05 with two degrees
of freedom, the null hypothesis was supported.

Table 13
Teacher Attitudes toward Mainstreaming, Personal Adjustment, and Sex
Agree

Undecided

Disagree
n

%

9.4

Sex

n

%

n

%

Female

35

33.0

61

57.5

10

Male

3

15.0

17

85.0

0

Total

38

30.2

78

61.9

10

chi-square = 5.75; df = 2; p = .05

7.9

Total
n

%

106

84 .1

20

15.9

126

100.0
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Ho

10

: There is no significant difference in teacher attitudes toward

teachers' personal adjustment and ethnicity.

Table 14 presents an analysis of teacher attitudes toward mainstreaming,
personal adjustment, and ethnicity utilizing the statistical test, chi-square.

The

attitudes of the White teachers were: 22 agreed (30.1 %), 45 undecided (61.6%), and
6 disagreed (8.2%).

The attitudes of the Black-Afro teachers were: 12 agreed

(40.0%), 17 undecided (56.7%), and 1 disagreed (3.3%).

The attitudes of the

Hispanic teachers were: 4 agreed (17 .4%), 16 undecided (69.6%), and 3 disagreed
(13.0%). The calculated value for chi-square was determined to be 4.13. Because
the calculated value of chi-square is less than the critical value of 9.49 at the
probability level of .05 with four degrees of freedom, the null hypothesis was
supported.

Table 14
Teacher Attitudes toward Mainstreaming, Personal Adjust ment, and Ethnicity
Agree

Undecided

Ethnicity

n

%

n

%

White

22

30.1

45

61.6

Black-Afro

12

40.0

17

4

17.4

38

30.2

Hispanic
Total

Disagree
n

Total

%

n

%

6

8.2

73

57.9

56.7

1

3.3

30

23.8

16

69.6

3

13.0

23

18.3

78

61.9

10

7.9

126

100.0

chi-square = 4.13; df = 4; p = .05
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Ho

11

: There is no significant difference in teacher attitudes toward

teachers' personal adjustment and religious preference.

Table 15 presents an analysis of teacher attitudes toward mainstreaming,
personal adjustment, and religious preference utilizing the statistical test, chisquare.

The attitudes of the Catholic teachers were:

undecided (67 .6%), and 3 disagreed (8.8%).

8 agreed (23.5%), 23

The attitudes of the Protestant

teachers were: 28 agreed (31.8%), 54 undecided (61.4%), and 6 disagreed (6.8%).
The attitudes of the Jewish teachers were:
(25.0%), and 1 disagreed (25.0%).

2 agreed (50.0%), 1 was undecided

The calculated value for chi-square was

determined to be 3.803. Because the calculated value of chi-square is less than the
critical value of 9.49 at the probability level of .05 with four degrees of freedom,
the null hypothesis was supported.

Table 15
Teacher Attitudes toward Mainstreaming, Personal
Adjustment, and Religious Preference
Undecided

Disagree

%

n

n

8

23.5

23

67.6

28

31.8

54

2

50.0

38

Agree
Religions
Catholic
Protestant
Jew
Total

n

Total

%

n

3

8.8

34

27.0

61.4

6

6.8

88

69.8

1

25.0

1

25.0

4

3.2

30.2

78

61.9

10

7.9

126

100.0

chi-square

= 3.803;

%

df

= 4;

p

= .05

%
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Ho li There is no significant difference in teacher attitudes toward
teachers' personal adjustment and age.

Table 16 presents an analysis of teacher attitudes toward mainstreaming,
personal adjustment, and age utilizing the statistical test, chi-square.

The

attitudes of the 20- to 30-year-old teachers were: 6 agreed (25.0%), 14 undecided
(58.3%), and 4 disagreed (16.7%). The attitudes of the 31- to 35-year-old teachers
were: 17 agreed (42.5%), 23 undecided (57 .5%), and none disagreed. The attitudes
of the 36- to 40-year-old teachers were: 7 agreed (25.0%), 16 undecided (57.1 %),
and 5 disagreed (17.9%). The attitudes of the 41- to 50-year-old teachers were: 5
agreed (20.0%), 19 undecided (76.0%), and 1 disagreed (4.0%). The attitudes of the
teachers over 50 years old were: 3 agreed (33.3%), 6 undecided (66.7%), and none
disagreed.

The calculated value for chi-square was determined to be 14.631.

Because the calculated value of chi-square is less than the critical value of 15.51
at the probability level of .05 with eight degrees of freedom, the null hypothesis
was supported.
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Table 16
Teacher Attitudes toward Mainstreaming, Personal Adjustment, and Age
Agree
n

Age levels

%

Undecided
%

n

Total

Disagree
n

%

n

%

24

19 .1

40

31.8

20-30

6

25.0

14

58.3

4

31-35

17

42.5

23

57.5

0

36-40

7

25.0

16

57 .1

5

17.9

28

22.2

41-50

5

20.0

19

76.0

1

4.0

25

19.8

50+

3

33.3

6

66.7

0

9

7 .1

38

30.2

78

61.9

10

126

100.0

Total

16.7

7.9

chi-square= 14.631; df = 8; p = .05

Ho

13

: There is no significant difference in teacher attitudes toward

teaching implementation and sex.

Table 17 presents an analysis of teacher attitudes toward mainstreaming,
teaching implementation, and sex utilizing the statistical test, chi-square.
attitudes of the female teachers were:

The

3 strongly agreed (2.8%), 93 agreed

(87.7%), and 10 undecided (9.4%). The attitudes of the male teachers were: none
strongly agreed, 16 agreed (80.0%), and 4 undecided (20.0%). The calculated value
for chi-square was determined to be 2.373. Because the calculated value of chisquare is less than the critical value of 5.99 at the probability level of .05 with two
degrees of freedom, the null hypothesis was supported.
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Table 17
Teacher Attitudes toward Mainstreaming, Teaching Implementation, and Sex
Strongly
agreed
Sex

n

Female

3

Male

0

Total

3

Agreed

%

n

%

2.8

93

2.4

Undecided

Total
n

%

9.4

106

84.1

4

20.0

20

15.9

14

11.1

126

100.0

n

%

87.7

10

16

80.0

109

86.5

chi-square = 2.373; df = 2; p = .05

Ho

14

: There is no significant difference in teacher attitudes toward

teaching implementation and ethnicity.

Table 18 presents an analysis of teacher attitudes toward mainstreaming,
teaching implementation, and ethnicity utilizing the statistical test, chi-square.
The attitudes of the White teachers were:

1 strongly agreed (1.4%), 66 agreed

(90.4%), and 6 undecided (8.2%). The attitudes of the Black-Afro teachers were:
none strongly agreed, 25 agreed (83.3%), and 5 undecided (16.7%). The attitudes of
the Hispanic teachers were:
undecided (13.0%).

2 strongly agreed (8.7%), 18 agreed (78.3%), and 3

The calculated value for chi-square was determined to be

6.684. Because the calculated value of chi-square is less than the critical value of
9.49 at the probability level of .05 with four degrees of freedom, the null
hypothesis was supported.
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Table 18
Teacher Attitudes toward Mainstreaming, Teaching
Implementation, and Ethnicity
Strongly
agreed
Ethnicity

n

Agreed

Total

Undecided
%

n

%

6

8.2

73

57.9

83.3

5

16.7

30

23.8

%

n

%

1.4

66

90.4

25

n

White

1

Black-Afro

0

Hispanic

2

8.7

18

78.3

3

13.0

23

18.3

Total

3

2.4

109

86.5

14

11. 1

126

100.0

chi-square = 6.684; df = 4; p = .05

Ho

15

: There is no significant difference in teacher attitudes toward

teaching implementation and religious preference.

Table 19 presents an analysis of teacher attitudes toward mainstreaming,
teaching implementation, and religious preference utilizing the statistical test,
chi-square. The attitudes of the Catholic teachers were: 1 strongly agreed (2.9%),
29 agreed (85.3%), and 4 undecided (11.8%).
teachers were:
(11.4%).

The attitudes of the Protestant

2 strongly agreed (2.3%), 76 agreed (86.4%), and 10 undecided

The attitudes of the Jewish teachers were:

agreed (100.0%), and none undecided.

none strongly agreed, 4

The calculated value for chi-square was

determined to be 0.70. Because the calculated value of chi-square is less than the
critical value of 9.49 at the probability level of .05 with four degrees of freedom,
the null hypothesis was supported.
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Table 19
Teacher Attitudes toward Mainstreaming, Teaching
Implementation, and Religious Preference
Strongly
agreed
Religions

n

%

n

%

Total

Undecided

Agreed

n

%

n

%

Catholic

1

2.9

29

85.3

4

11.8

34

27.0

Protestant

2

2.3

76

86.4

10

11.4

88

69.8

Jew

0

4

100.0

0

4

3.2

Total

3

109

86.5

14

126

100.0

2.4

chi-square

= 0.70;

df

= 4;

p

11.1

= .05

Ho 16 : There is no significant difference in teacher attitudes toward
teaching implementation and age.

Table 20 presents an analysis of teacher attitudes toward mainstreaming,
teaching implementation, and age utilizing the statistical test, chi-square.

The

attitudes of the 20- to 30-year-old teachers were: none strongly agreed, 21 agreed
(87.5%), and 3 undecided (12.5%). The attitudes of the 31- to 35-year-old teachers
were:

1 strongly agreed (2.5%), 37 agreed (92.5%), and 2 undecided (5.0%).

The

attitudes of the 36- to 40-year-old teachers were: none strongly agreed, 24 agreed
(85.7%), and 4 undecided (14.3%). The attitudes of the 41- to 50-year-old teachers
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were: 1 strongly agreed (4.0%), 21 agreed (84.0%), and 3 undecided (12.0%). The
attitudes of the teachers over 50 years old were:

1 strongly agreed (11.1 %), 6

agreed (66.7%), and 2 undecided (22.2%). The calculated value for chi-square was
determined to be 19.977. Because the calculated value of chi-square is less than
the critical value of 26.30 at the probability level of .05 with 16 degrees of
freedom, the null hypothesis was supported.

Table 20
Teacher Attitudes toward Mainstreaming, Teaching Implementation, and Age
Strongly
agreed
Age levels

n

%

Agreed

Total

Undecided
n

%

12.5

24

19.1

2

5.0

40

31.7

85.7

4

14.2

28

22.2

n

%

n

21

87.5

3

37

92.5

24

%

20-30

0

31-35

1

36-40

0

41-50

1

4.0

21

84.0

3

12.0

25

19.8

50+

1

11. 1

6

66.7

2

22.2

9

7.2

Total

3

2.4

109

86.5

14

11. 1

126

100.0

2.5

chi-square = 19.977; df = 16; p = .05
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Ho

i

1

There is no significant difference in teacher attitudes toward

building facilities and sex.

Table 21 presents an analysis of teacher attitudes toward mainstreaming,
building facilities~ and sex utilizing the statistical test, chi-square. The attitudes
of the female teachers were:

7 strongly agreed (6.6%), 72 agreed (67.9%), 24

undecided (22.6%), 2 disagreed (1.9%), and 1 strongly disagreed (0.9%).

The

attitudes of the male teachers were: 3 strongly agreed (15.0%), 10 agreed (50.0%),
7 undecided (35.0%), none disagreed, and none strongly disagreed. The calculated
value for chi-square was determined to be 3.936. Because the calculated value of
chi-square is less than the critical value of 9.49 at the probability level of .05 with
four degrees of freedom, the null hypothesis was supported.

Table 21
Teacher Attitudes toward Mainstreaming, Building Facilities, and Sex
Strongly
agree
Sex

n

Female

Agree

Undecided Disagree

%

n

%

n

%

n

7

6.6

72

67.9

24

22.6

2

Male

3

15.0

10

50.0

7

35.0

0

Total

10

7.9

82

65.1

31

24.6

2

%

Strongly
disagree
n

1.9

1

%

n

%

0.9

106

84.1

20

15.9

126

100.0

0
1.6

chi-square = 3.936; df = 4; p = .05

1

Total

0.8
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Ho

18

: There is no significant difference in teacher attitudes toward

building facilities and ethnicity.

Table 22 presents an analysis of teacher attitudes toward mainstreaming,
building facilities, and ethnicity utilizing the statistical test, chi-square.

The

attitudes of the White teachers were: 6 strongly agreed (8.2%), 45 agreed (61.6%),
21 undecided (28.8%), 1 disagreed (1.4%), and none strongly disagreed.
attitudes of the Black-Afro teachers were:

2 strongly agreed (6.7%), 22 agreed

(73.3%), 6 undecided (20.0%), none disagreed, and none strongly disagreed.
attitudes of the Hispanic teachers were:

The

The

2 strongly agreed (8.7%), 15 agreed

(65.2%), 4 undecided (17.4%), 1 disagreed (4.3%), and 1 strongly disagreed (4.3%).
The calculated value for chi-square was determined to be 7.871.

Because the

calculated value of chi-square is less than the critical value of 15.51 at the
probability level of .05 with eight degrees of freedom, the null hypothesis was
supported.
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Table 22
Teacher Attitudes toward Mainstreaming, Building Facilities, and Ethnicity
Strongly
agree
Ethnicity

n

White

Agree

Undecided Disagree
n

Strongly
disagree

%

n

%

n

%

6

8.2

45

61.6

21

28.8

1

Black-Afro

2

6.7

22

73.3

6

20.0

0

Hispanic

2

8.7

15

65.2

4

17.4

1

4.3

1

10

7.9

82

65.1

31

24.6

2

1.6

1

Total

%

n

1.4

%

Total
n

%

0

73

57.9

0

30

23.8

4.3

23

18.3

0.8

126

100.0

chi-square= 7.871; df = 8; p = .05

Ho

19

: There is no significant difference in teacher attitudes toward

building facilities and religious preference.

Table 23 presents an analysis of teacher attitudes toward mainstreaming,
building facilities, and religious preference utilizing the statistical test, chi-square.
The attitudes of the Catholic teachers were: 3 strongly agreed (8.8%), 23 agreed
(67.6%), 8 undecided (23.5%), none disagreed, and none strongly disagreed.
attitudes of the Protestant teachers were:

The

7 strongly agreed (8.0%), 57 agreed

(64.8%), 21 undecided (23.9%), 2 disagreed (2.3%), and 1 strongly disagreed (1.1 %).
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The attitudes of the Jewish teachers were: none strongly agreed, 2 agreed (50.0%),
2 undecided (50.0%), none disagreed, and none strongly disagreed. The calculated
value for chi-square was determined to be 2.91. Because the calculated value of
chi-square is less than the critical value of 15.51 at the probability level of .05
with eight degrees of freedom, the null hypothesis was supported.

Table 23
Teacher Attitudes toward Mainstreaming, Building
Facilities, and Religious Preference
Strongly
agree
Religions

n

Agree

%

n

%

Undecided Disagree
n

%

n

Catholic

3

8.8

23

67.6

8

23.5

0

Protestant

7

8.0

57

64.8

21

23.9

2

Jew

0

2

50.0

2

50.0

0

82

65.1

31

24.6

2

Total

10

7.9

%

Strongly
disagree
n

%

0
2.3

1

1.1

0
1.6

chi-square = 2.91; df = 8; p = .05

1

0.8

Total
n

%

34

27.0

88

69.8

4

3.2

126

100.0

78

Ho

20

: There is no significant difference in teacher attitudes toward

building facilities and age.

Table 24 presents an analysis of teacher attitudes toward mainstreaming,
building facilities, and age utilizing the statistical test, chi-square. The attitudes
of the 20- to 30-year-old teachers were: none strongly agreed, 16 agreed (66.7%),
7 undecided (29.2%), 1 disagreed (4.2%), and none strongly disagreed. The attitudes
of the 31- to 35-year-old teachers were: 17 strongly agreed (17.5%), 24 agreed
(62.5%), 8 undecided (20.0%), none disagreed, and none strongly disagreed.

The

attitudes of the 36- to 40-year-old teachers were: none strongly agreed, 18 agreed
(64.3%), 9 undecided (32.1 %), 1 disagreed (3.6%), and none strongly disagreed. The
attitudes of the 41- to 50-year-old teachers were:

1 strongly agreed (4.0%), 18

agreed (72.0%), 5 undecided (20.0%), 1 disagreed (4.0%), and none strongly
disagreed. The attitudes of the teachers over 50 years old were: 2 strongly agreed
(22.2%), 5 agreed (55.6%), 2 undecided (22.2%), none disagreed, and none strongly
disagreed.

The calculated value for chi-square was determined to be 19.98.

Because the calculated value of chi-square is less than the critical value of 26.30
at the probability level of .05 with 16 degrees of freedom, the null hypothesis was
supported.
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Table 24
Teacher Attitudes toward Mainstreaming, Building Facilities, and Age
Strongly
agree
Age levels

n

20-30

0

31-35

7

36-40

0

41-50

l

4.0

50+

2

22.2

10

7.9

Total

%

17.5

Agree

Undecided Disagree

%

16

66.7

7

29.2

1

25

62.5

8

20.0

18

64.3

9

18

72.0

5 55.6
82

65.1

chi-square

n

n

n

%

Strongly
disagree
n

%

n

%

0

24

19 .1

0

0

40

31.7

32 .1

0

1

28

22.2

5 20.0

1

0

25

19.8

2

22.2

0

0

9

7.2

31

24.6

2

126

100.0

= 19.98;

df

= 16;

4.2

%

Total

4.0

1.6
p

1

3.6

0.8

= .05

Discussion
The data gathered in this study gave awareness into teacher attitudes
toward mainstreaming the hearing-impaired pupil into traditional classrooms.
However, the data contained not only teacher attitudes toward teacher preparation, pupil's behavior, personal adjustment, teaching implementation, and building
facilities, but how these attitudes were affected by the independent variables of
sex, ethnicity, religious preference, and age.
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The results of the present study supported all of the formulated
hypotheses. The concerns of many experts (Claussen, 1978; Dale, 1974; Dicarlo,
1959;

Fallis, 1975; Frick, 1973; Garstecki, 1977; Gautie, 1974;

Healey, 1976;

Johnson & Johnson, 1980; Kilpatrick, 1976; Lowe, 1974; Reich, 1977; Wallace,
1960) are brought into focus by the results of the analyzed data.
The concerns indicated by the results of the analysis relate to the need
for positive attitudes for teaching hearing-impaired pupils. Much of the literature
dwells upon the exhaustive research providing awareness into the concept of
mainstreaming and teaching strategies for classroom teachers.

Chapter 5

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

Summary

The final chapter is devoted to summarizing the findings in the study and
presenting the conclusions derived from the findings and analysis of data. Recommendations based on the findings and recommendations for further research based
on the implications of the study are included. The present study was conducted to
assess teacher attitudes toward mainstreaming and the influences of teacher
preparation, pupil's behavior, personal adjustment, teaching implementation, and
building facilities comparing the variables of sex, ethnicity, religious preference,
and age.
The questions raised in the study gave rise to the formulation and testing
of 20 hypotheses. The null hypotheses tested in this study were the following:
Ho : There is no significant difference in teacher attitudes toward
1
teacher preparation and sex.
Hoi= There is no significant difference in teacher attitudes toward
teacher preparation and ethnicity.
Hoi There is no significant difference in teacher attitudes toward
teacher preparation and religious preference.
Ho : There is no significant difference in teacher attitudes toward
4
teacher preparation and age.
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Ho : There is no significant difference in teacher attitudes toward
5
pupils' behavior and sex.
Ho : There is no significant difference in teacher attitudes toward
6
pupils' behavior and ethnicity.
Hoi There is no significant difference in teacher attitudes toward
pupils' behavior and religious preference.
Ho : There is no significant difference in teacher attitudes toward
8
pupils' behavior and age.
Ho : There is no significant difference in teacher attitudes toward
9
teachers' personal adjustment and sex.
Ho 10: There is no significant difference in teacher attitudes toward
teachers' personal adjustment and ethnicity.
Holl: There is no significant difference in teacher attitudes toward
teachers' personal adjustment and religious preference.
Ho

i

1

There is no significant difference in teacher attitudes toward

teachers' personal adjustment and age.
Ho

i

1

There is no significant difference in teacher attitudes toward

teaching implementation and sex.
Ho 14: There is no significant difference in teacher attitudes toward
teaching implementation and ethnicity.
Ho

15

: There is no significant difference in teacher attitudes toward

teaching implementation and religious preference.
Ho

16

: There is no significant difference in teacher attitudes toward

teaching implementation and age.
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Ho

i

1

There is no significant difference in teacher attitudes toward

building facilities and sex.
Ho

18

: There is no significant difference in teacher attitudes toward

building facilities and ethnicity.
Ho

19

: There is no significant difference in teacher attitudes toward

building facilities and religious preference.
Ho 20 : There is no significant difference in teacher attitudes toward
building facilities and age.
The population of this study was 6,199 classroom teachers assigned to 93
elementary, junior high, and senior high schools in one southeastern school system
located in Tampa, Florida. This study took place during the spring semester of the
1983-84 academic year.

The sample subjects came from six randomly selected

urban elementary schools, which included 126 classroom teachers (106 females, 20
males).
The Teacher Attitudinal Survey, designed by the researcher, was utilized
in gathering the data. A pilot study was conducted to establish reliability, and the
instrument was submitted to a panel of experts for an evaluation of content
validity.

Reliability was obtained by a pilot study and an analysis utilizing the

Kuder-Richardson Formula 21.
To analyze the data in the study, the chi-square test (nonparametric) was
used. The .05 level was preestablished as the criterion for statistical significance.

,...
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Conclusions
Based on the findings of the study, the researcher concluded that:
1.

There was no significant difference in teacher attitudes toward

teacher preparation and sex.
2.

There was no significant difference in teacher attitudes toward

teacher preparation and ethnicity.
3.

There was no significant difference in teacher attitudes toward

teacher preparation and religious preference.
4.

There was no significant difference in teacher attitudes toward

teacher preparation and age.
5.

There was no significant difference in teacher attitudes toward

pupils' behavior and sex.
6.

There was no significant difference in teacher attitudes toward

pupils' behavior and ethnicity.

7.

There was no significant difference in teacher attitudes toward

pupils' behavior and religious preference.

8.

There was no significant difference in teacher attitudes toward

pupils' behavior and age.

9.

There was no significant difference in teacher attitudes toward

teachers' personal adjustment and sex.
10. There was no significant difference in teacher attitudes toward
teachers' personal adjustment and ethnicity.
11. There was no significant difference in teacher attitudes toward

teachers' personal adjustment and religious preference.
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12. There was no significant difference in teacher attitudes toward
teachers' personal adjustment and age.
13. There was no significant difference in teacher attitudes toward
teaching implementation and sex.
14. There was no significant difference in teacher attitudes toward
teaching implementation and ethnicity.
15. There was no significant difference in teacher attitudes toward
teaching implementation and religious preference.
16. There was no significant difference in teacher attitudes toward
teaching implementation and age.
17. There was no significant difference in teacher attitudes toward
building facilities and sex.
18. There was no significant difference in teacher attitudes toward
building facilities and ethnicity.
19. There was no significant difference in teacher attitudes toward
building facilities and religious preference.
20. There was no significant difference in teacher attitudes toward
building facilities and age.

Recommendations Based on t he Study
The following recommendations are suggested for inservice training for
mainstreaming awareness:
1.

University teacher training programs should include courses to aid

their graduates in becoming more aware of handicapped pupils and their problems.
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2.

Classroom teachers should be encouraged by their school districts to

learn more about Public Law 94-142 and its compliance.
3.

When implementing teaching procedures or teaching units, all pupils

in the class should be given due consideration.
4.

Classroom teachers should often evaluate themselves and their

attitudes toward handicapped pupils.

5.

Certification for teachers should require courses to give awareness

of handicapped pupils.
6.

Teacher trainees should have a period of their program geared to

handicapped pupils.

Recommendations for Further Study
Based on findings of the study, the following recommendations for
further study are appropriate.
1.

Replication of this study could be made comparing attitudes of

classroom teachers from inner-city schools with attitudes of teachers from rural
schools.
2.

This study could be expanded by comparing attitudes of teachers

from affluent school districts with attitudes of teachers from poor school districts.
3.

This study might be replicated by comparing teacher attitudes

toward mainstreaming using high school teachers compared to elementary
teachers.
4.

Other statistical treatments could be used in analyzing data

gathered in further research.

5.

This study might be replicated by involving attitudes of parents of

all pupils in the schools selected for study.
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6.

This study might be expanded by comparing attitudes of classroom

teachers who have been exposed to mainstreaming awareness to those with
attitudes of classroom teachers who have not been exposed to mainstreaming
awareness, in order to examine effectiveness of programs.
7.

Longitudinal studies on hearing-impaired pupils and academic

achievement should be conducted.
8.

More research should be conducted to provide awareness of teacher

attitudes and the age factor.
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Teacher Attitudinal Survey
Part I - Demographics
Directions: Do not write your name on this form. It will be coded without your
name, and your answers will be used for research purposes only. It is necessary for
your response to Sections A through D. Check only one category. Try to be as
accurate as you can.

A.

Sex
Female
Male

B.

Ethnicity
White
Black-Afro
Black-Hispanic
- - Hispanic
Asiatic
American Indian
Other

C.

Religious Preference
Catholic
Protestant
Jewish
Other

D.

Age
-

20-30 years
31-35 years
36-40 years
41-50 years
50+ years
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Part Il - Attitude Toward Teacher Preparation
Directions: Below are several statements which you may or may not agree with.
Using the 5-point scale given, indicate by number the degree to which you agree or
disagree with each statement.
1
2
3
4
5

Strongly agree
Agree
Undecided
Disagree
Strongly disagree
1. Most teachers can identify children with hearing impairments.

2. Teachers should be aware of screening procedures for identifying children
with hearing impairments.
3. Most teachers understand proper procedures for referring children with
hearing impairments.
4. Teachers are usually aware of the agencies in the county which serve
children with hearing impairments.
5. Academic achievement for children with hearing impairments is the same
as for children who do not have hearing impairments.
6. Teachers should become more knowledgeable about hearing impairments,
their causes, and how they influence learning among children.
7. Most teachers know the various types of hearing aids used by children
with hearing impairments.
8. Inservice workshops should be instituted to inform teachers of the
different levels of hearing impairments.
9. Few institutions of higher learning include in their regular teacher
education programs experiences aiding its graduates to cope with children
who have hearing impairments.
10. Seldom are regular elementary teachers trained to teach children with
hearing impairments.
11. Teachers usually contact parents immediately when a child is suspected of
having hearing impairments.
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12. Teachers are usually informed of the special programs for children with
hearing impairments.
13. When children with hearing impairments are identified, teachers will seek
to be more effective in their teaching skills.

Part Ill - Attitude Toward Pupil's Behavior
14. Children with hearing impairments present no more behavior problems to
the teacher than do their "normal" peers.
15. Group participation among children with hearing impairments is the same
for children without hearing impairments.
16. Children with hearing impairments will most often be the subject of jokes
played on them by peers than will children who do not have hearing
impairments.
17. So-called "normal" children will often make fun of children with hearing
impairments by imitating them.
18. Children with hearing impairments seldom have difficulty with their
speech.
19. Children with hearing impairments usually have difficulty adjusting
socially.

Part IV - Attitude Toward Teacher Personal Adjustment
20. Most teachers try to maintain an open mind in their approach to teaching
children with hearing impairments.
21. Some insensitive teachers make fun of children with hearing impairments.
22. Teachers have a tendency to feel uncomfortable with children who have
hearing impairments.
23. Often teachers treat children with hearing impairments as if they have
mental deficiencies.
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24. Teachers often assume that children with hearing impairments cannot
perform at accepted academic levels.

25. Many teachers are often overprotective when given charge of children
with hearing impairments.

Part V - Attitude Toward Teaching Implementation
26. Teachers should plan visits to the homes of children with hearing
impairments to become more effective in teaching them.
27. Teachers should arrange for children with hearing impairments to be
placed in the front of the class.
28. Plans should be geared to provide learning experiences for children with
hearing impairments the same as for their "normal" peers.
29. Teachers should arrange for children with hearing impairments to have a
clear view of the teacher at all times.
30. Lesson plans should be flexible when teaching children with hearing
impairments.
31. Teachers should plan lessons to allow children with hearing impairments
to visit specialists without missing the same subject consistently.
32. Teachers should arrange to use a variety of visual aids in teaching
children with hearing impairments.
33. Teachers should plan for children with hearing impairments to visit
supportive services with the least disruption to learning.

Part VI - Attitude Toward Building Facilities
34. Few classrooms are designed with proper trainers (hearing aids) to
facilitate learning for children with hearing impairments.

35. Classrooms should be elevated to provide maximum viewing of the
chalkboard for children with hearing impairments.
36. Classrooms specifically designed for the teaching of children with hearing
impairments must be given careful acoustical consideration.
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