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CHAPTER 1
INTRODUCTION

This study will determine and compare the self-deternaindévels of specific
groups of high school students (African-American, Europeaericans and Hispanic-
Americans) with mild disabilities. For the purpose(s)hi$ study, mild disabilities includes
the following disabilities based on federal and statendiefins: Emotional/Behavioral
Disorders, Other Health Impairments, Specific Learningabilities and Speech or Language
Impairments and excludes the following disabilities basetéderal and state definitions:
Autism, Deaf-blindness, Hearing Impairments, Intellecighbilities and Mental
Retardation, Multiple Disabilities, Traumatic Bramjury and Visual Impairments. The
results of the research literature indicate thaaring students’ self-determination
constitutes an important component of best practicdsirducation of transition-age youth
with disabilities (Council for Exceptional Children, 2003;|&i& Hoffman, 2002; Field,
Martin, Ward & Wehmeyer, 1998).

The Individuals with Disabilities Education Act (IDEA) D990, emphasized
self-determination during the transition from high schtoaddulthood for students with
disabilities. IDEA requires that students’ preferencekiaterests be taken into account
when their transition services are being planned (Fielldb&man, 2002). School districts
were also required by IDEA to include students as participank®ir transitional planning
meetings. The demand for increased emphasis on selteation developed as persons
with disabilities began to advocate for roles and expeatafor individuals with disabilities
that were more consistent with adult expectations,aaneducators, advocates, and

policymakers searched for strategies to improve post-schadmes for student with



disabilities. Researchers (Field, 1996; Halpern, 1994) contlirde a stronger focus on
transition programming, including more emphasis on se#rdehation, would result in
more positive post-school outcomes for students witdbdises.

A definition of self-determination that appears toehbeen accepted by many experts
and cited in an article by Karyonen, Test, Wood, Brawaed Algozzine (2004), simply
states that self-determination is a combination ofsskihowledge, and beliefs that enable a
person to engage in goal-directed, self-regulated, autondmedasior. An understanding of
ones’ strengths and limitations together with a betiemnes’ self as a capable and effective
individual are essential to self-determination. Whemgatin the basis of these skills and
attitudes, individuals have greater ability to take cordfaheir lives and assume the role of
successful adults (Field, Martin, Miller, Ward, & Wehragyl1998).

The Individuals with Disabilities Education Act (IDEA)wendment of 1997 (Public
Law 105-17) required that students with disabilities ages 14 be lfvited to participate in
meetings where their Individual Educational Plans (IEPs)iscussed, and that decisions be
based on the students’ interests and preferences (ID&X,). However, despite IDEA
requirements, research results, teacher perceptichstramg encouragement from
disabilities rights advocates, students with disakslibentinue to be omitted from the IEP
and self-determination activities. (Wehmeyer & Schwar98).

Another important federal mandate which emphasizeddheaf individuals with
disabilities to enjoy self-determination was The Rehabidin Act Amendments of 1992
(Hoffman & Field, 2002). The Rehabilitation Act Amendngeaf 1992 regarded disability as
a natural part of the human experience and in no waingihes the right of individuals to

live independently; enjoy self-determination; make chgicestribute to society; pursue



meaningful careers; and enjoy full inclusion and integnain the economic, political, social,
cultural and educational mainstream of American soc{&gction 2)
Rationale

If students with disabilities are topgsepared for assuming self-determination roles,
as defined by the rehabilitation legislation, they cleanlist be given education in self-
determination skills in secondary settings (Hoffma®i&ld, 2002). The Rehabilitation Act
Amendments of 1998 strengthened the concept of empowefongrdrsons with disabilities
and emphasized the need for informed choice (Sitlingitark, & Kolstoe, 2000).

High school students with disabilities enafronted with many obstacles in
obtaining a quality education. Factors including a lack ofdstiérmination skills, social
acceptance and making friends are possible impedimenthigvieg academic success
(Grant & Grant, 2002). Two problems concerning studentswildh disabilities receiving
their education in non-inclusive classrooms or graduatong high school with the special
education diploma have been identified as: (1) studemisdigabilities either drop out
(Scanlon & Mellard, 2002), or (2) face a decreased likedhofgpost secondary education
and more limited employment (Patton, 1998).

Findings from a majority of studies designed to inveséigplacement of students in
special education based on race, indicate that Afidqarrican students are over-
represented in special education, (Hosp and Reschly, 2004,eG& diiranda, 2000). It is
possible that if more African-American students areqian special education then more
African-American students will either drop out of highgol and are more likely to become

either underemployed or unemployed.



Research studies have indicated that students withildisa, who receive self-
determination education, complete high school more oftet obtain higher levels of
employment, than students with disabilities, who do active self-determination training
(Brinckerhoff, 1994, Wehmeyer, 2002). Cokley (2003), conductednmdséhat revealed
encouraging self-determination skills, particularly ageninority students, has resulted in
more positive academic and psychological outcomes. Armpapdblem is that there is a
limited amount of research that examines the concegglbtletermination in high school
students with mild disabilities.

To address this issue more research is needed that egaherself-determination
skill levels of students with mild disabilities in highhool settings. For the purpose(s) of this
study, mild disabilities includes: Emotional/Behavioral@ders, Other Health Impairments,
Specific Learning Disabilities and Speech or Language Immggits and excludes Autism,
Deaf-blindness, Hearing Impairments, Intellectual Distadsl, Multiple Disabilities,
Traumatic Brain Injury and Visual Impairments. Previouseagch has not focused on the
self-determination levels of students with mild disale#itin high school settings. Wehmeyer
and Schwartz (1997), in related research, concluded thatdnals with high scores on
measures of self-determination were more likely torbpleyed and earn a higher wage one
year after graduation than individuals with low self-defieation scores.

Therefore it is the general purpose of thidysto determine and compare the level of
self-determination skills of high school students wiildrdisabilities in their diploma
options selection. A quality high school education seasal for all students if they intend to
pursue higher education or obtain meaningful employmentitoé&high school education

varies for many reasons: (1) school location; (2) stuslecib economic status, (3) student



race and (4) school curriculum. Another factor for stislarth disabilities is their level of
involvement in the Individualized Education Plan (IEP) pssc(Wehmeyer, 2004). Previous
research, covering twenty years of study, (1985-2004) irdibat students who participate
in the development of their IEP or related goal setiiregmore likely to (a) achieve goals;
(b) improve academic skills; (c) develop self-advocaay communication skKills;
(d)graduate from high school; and (e) obtain better eynpdmt and quality of life as adults (
Wehmeyer, 2004).
Purpose

The purpose of this study is to determine and compare lfhdesermination levels of
high school students with mild disabilities in a largeusban school district in the
Southeast. There appears to be a lack of research saltfitermination skills of high
school students with mild disabilities and moreovengli®a lack of research comparing the
self-determination skills of African-Americans, Europgamericans and Hispanic-
American students with mild disabilities. In this studgtermining and comparing the self-
determination skills of the targeted groups is intendedlidata the importance of self-
determination education for all high school students wild disabilities.
Research Questions

Proceeding tin the development of effective selfHaeir@ation instruction strategies
requires careful examination of the research. Tkealtre reviewed and rationale for
evidence-based self-determination skill level educatioeih@rovides a foundation for an
examination of questions for its use with high school stisdeith mild disabilities. These

answers will permit more detailed and future examinatiomadre thoroughly identify



aspects of self-determination skill education for higloststudents with mild disabilities.
The questions that this study will answer include:

1. For students with mild disabilities in a high schatlisg, what are their Arc Self-
Determination Scale (ASDS) total scores, and the tA&®S sub-domain scores of
Autonomy, Psychological Empowerment, and Self-Readinat

2. Are there significant differences in self-determioatscores based on race? (African-
American, European-American, Hispanic-American)

3. Are their differences in self-determinationlidkvels among the groups based on
diploma selection? (Special Education, Technical/CarespaPatory Diploma, College

Preparatory)



CHAPTER 2
REVIEW OF THE LITERATURE
Introduction
This study will determine and compare the self-determainakill levels of African
American, European American, and Hispanic American safiool students with mild
disabilities. The purpose of this review was to identifyiaems which may impede the
academic achievement of students with mild disabilities.
This review focused on the following issues: (a) self-aei@ation levels of students
with mild disabilities, (b) overrepresentation of mityp students in special education, (c)
parental influence and students with mild disabilities a@@demic achievement and students
with mild disabilities, (e) social skills and studentdwnild disabilities, (f) self-concept and
students with mild disabilities, (g) inclusion and studevit mild disabilities. It concluded
with a synthesis of the investigation findings. A thorougirge of electronic databases (i.e.,
ERIC, Psychological Abstracts) and educational journelgg the terms, of the above
mentioned topics were utilized conducting this literature review. A total of sixty-sev
articles were utilized in this study. Presentationsattgations and journal articles based on
empirical research were chosen. Consequently, atiséesed on the opinions of the authors
and not research were omitted.

History of Self-Determination

In the past several years, a number of studies loausdd on the importance of self-
determination education for students with disabilitiese ajor concern in these
investigations was the self-determination level of studeittsdisabilities as they left high

school. Several of these studies are reviewed below.



Hoffman and Field (1995) concluded from an ingatitin that self-determination is
an emerging issue in the disability field, especiallthmtransition from school to work and
in the community living movement. Interest in self-detimation is increasing as persons
with disabilities, their families, educators, and seryiceviders question the passive
stereotypes and roles often assigned to persons withiltlisa. Such stereotypes are in
direct conflict with the typical adult expectationt@ving freedom to exercise the many
unnoticed, but important, choices people without disalslitiake on a daily basis.

Carter, Lane, Pierson and Glaeser (2006), attributeeti@at paradigm shift to
promoting self-determination among adolescents with disabito recent legislative,
policy, and funding initiatives (Individuals with Disahigis Improvement Act, 2004;
National Council on Disability, 2004; President’s Commoisn Excellence in Special
Education, 2002; Rehabilitation Act Amendments of 1992 and 19@Batéention gained by
substantial attention in published literature such as; Zigez Browder, Karvonen, Test &
Wood, 2001; Malian & Nevin, 2002).

Self-determination plays a significant role in imprayvstudent outcomes in regards
to academic performance (Martin et al, 2003), employmatus(\Wehmeyer & Palmer,
2003), post secondary participation (Field, Sarver & SR&@3), independence (Sowers &
Powers, 1995), and quality of life (Wehmeyer & Schwartz, 1997).

Further scientific research on the impact of setedmination on the lives of
students with disabilities is important and necessargh$esearch would be more valuable
when accompanied by comparisons between and among variays geceiving special
education services.

Self-Determination and Students with Mild Disabilities



This section discusses self-determination and its’inolee education of students
with disabilities. The importance of teaching self-detieation has become an important
component in the education of students with disabildtiess to legal initiatives (Carter, Lane,
Pierson & Glaeser, 2006). The ability to use self-detsatitn revolves around education in
problem solving and goal setting, which positively impacts stisdeih disabilities’
academic performance.

Research findings regarding employment of adults wamlag disabilities indicate
that these adults work more often on a part time lzalsat entry level positions for
minimum wage as compared to non LD adults (Kerka, 1998; Willlams, 1998). Many
LD adults lack a clear understanding of their disabilityok may lead to unrealistic career
choices. Furthermore, LD youth studied by Kerka 1998, wenedfto believe that they had
little control of career decision making. Research stidave shown that students with LD
or other cognitive disabilities that are self-deterrdinee more likely to be employed.
Furthermore, these same studies indicate that studeéhtsthat are self-determined also
have higher earnings than their peers with similar disabi(Field & Hoffman, 1998).
Wehmeyer (2002) showed that students with disabilitiedefizgchool more self-
determined were more likely to have obtained jobs thatigedoenefits such as health
coverage, vacation, and those same students were ikeyetd be living somewhere other
then their parent’'s home.

One major reason that students with disabilities hafieudty succeeding beyond high
school is that the educational process has not adegpatglared them to become self-
determined young people (Wehmeyer& Schalock, 2001). This is dhe fmssible conflict

between long-held beliefs about the education of stuaetiiglisabilities and standards-
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based reform, with special attention to the extemitizh testing based on state content and
performance standards narrows the curriculum to onlyaoademic content areas and limits
the functionality of the curriculum for students watisabilities. Self-determination (Ward,
1999) is the acquisition of attitudes, abilities, and skilé lead students to define their own
goals and to find the personal initiative necessary fal goquisition.

Promoting self-determination has become fo@gtice in the education of students
with disabilities (Wehmeyer, Field, Doren, Jones & B@s2004).The researchers examined
the role of promoting self-determination in light ofléal standards-based reform initiatives.
Ten years of studies in the area of self-determinatiere synthesized as a foundation for
considering issues pertaining to self-determination. Reséacthgs indicate that teachers
working with students with cognitive disabilities value s#dtermination but do not
necessarily incorporate learning experiences to proth@eutcome into the educational
programs of their students. This is due partly, accordirtgachers, to a lack of the
knowledge and skills to do this successfully. The conmiugias school reform efforts
provide an opportunity to infuse instruction in self-determimaimbo the education programs
of all students, including students with disabilities. Matayesand local standards include a
focus on component elements of self-determined behavigoranabting self-determination
enables students to perform more effectively within ot@text domains.

Malian and Nevin (2002) conducted a review of theighda literature on self-
determination and self-advocacy to determine implicationpractitioners who are
interested in implementing various curricula. Elevendtes on self-determination and self-
advocacy published between 1992 and 199 were reviewed. Four wegyerzaed as model

or program evaluations. One article described the deweopand validation of an
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assessment instrument and six reported the effectiven@spact of self-determination
instruction. The outcome of the review concluded that) gystematic-instruction, students
with a wide range of disabilities, including learning diséibg, mental retardation, emotional
disabilities, and developmental disabilities (autism, B@eyndrome, and cerebral palsy), can
acquire self-determination skills.

Mason, Field and Sawilowsky (2004) reported in aystuglving five hundred twenty-
three usable responses from teachers, administratorselated services professionals were
obtained. Respondents highly valued both students’ involveimémdividualized Education
Programs and self-determination skills, but only 8% satesfied with the approach with
the approach they were using to teach self-determinafturty-four percent were satisfied
with the level of student involvement in IEP meetingsplications include the need for
longitudinal research and technical assistance, taggatiministrators, general educators,
and special educators beginning in the elementary gradegprove the capacity of schools
to deliver self-determination instruction.

The findings of a national survey (Wehmeyer, AgtdHughes, 2000), of teachers’
opinions regarding the value of self-determination ancesselating to teaching skills
leading to this outcome were reported. A survey was mailegr&2 secondary-level
educators serving students with varying types and severligalbilities between the ages of
14 and 21.The instrument was an expanded model based-detsethination consisting of
two sections. The first section requested demographic infanmand the second requested
knowledge of self-determination. The findings indicated #hanajority of respondents

believed that instruction in self-determination was ingoat; but teachers differed in their



12

responses regarding the strategies taught and the emtetyipa of instruction provided
based on severity of the student’s disability.

Palmer and Wehmeyer (2003) conducted a study torileteif elementary-aged
students were able to set goals using self-determinatillsy Slourteen teachers from Texas
and Kansas received training on the Self-Determined Leakhaugl of Instruction and then
implemented the model in the prescribed manner. Pamispeere 50 students from Kansas
and Texas enrolled in kindergarten though third grade. Studentseither in the assessment
process to determine special education eligibility oreweceiving math or reading
enrichment services. The sample included 32 boys and $8Tue ethnicity of the students
included Asian American (1), Black (20), Hispanic (6), and ¥/({f3). Results indicated
that (a) involving students in setting goals; (b) helpin&ke students accountable for their
learning through being part of the goal setting, planning, aaldi@ing process; and (c)
providing opportunity to evaluate progress together are vauaathing tools. The
successes of teachers and students in this study intheatgung children can benefit from
instruction that incorporates opportunities to regulate pnosielving and to self-direct
learning.

Carter, Lane, Pierson and Glaeser (2006) eeahthe self-determination of
adolescents with emotional disturbance (ED) and leadisapilities (LD) from the
perspectives of special educators, parents, and the sttitemiselves it was concluded that
adolescents with ED were found to have lower ratingsetifdetermination than students
with LD. Eighty-five high school students with EB=39) or LD (i=46) was assessed by
special educators, parents, and the students. Student&Dvitentified infrequent

opportunities at school and home for engaging in se#drdenation behavior, and educators
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and parents differed in their assessments of opportuimtesch setting. The students ranged
in age from 14 to 19 with 64% male. Thirty-eight studentsewghite, thirty were Hispanic,
nine were Black and eight were other ethnicities. To beded in this survey, students had
to be receiving special education services under either ED or
Summary

Self-determination is an emerging issuthendisability field, especially in the
transition from school to work and in the communityriyimovement (Hoffman & Field,
1995). Successful post-school transitions require thaesckemts with disabilities assume
more prominent roles in their education and life plannirg paradigm shift to self-
determination instruction for students with disabilities been enhanced by recent
legislation (IDEAIA of 2004, President’s Commission axcé&llence in Special Education,
2002) and published research (Wehmeyer & Palmer, 2003, Wehme&amngartz, 1997).
As a result, promoting students’ self-determination ttntes an important component of
best practices in the education of transition-aged yaithdisabilities.
Overrepresentation of African-American Students in Special Education

This section will report the research conducted on veerepresentation of African-
American students in special education. The overall asmdachievement of Black students
in the public school systems of the United Statesdras lbeen a major source of concern for
educators, government officials, legislators and pai@mascus-Newhall & Heindl, 1998).
Reasons for this societal dilemma have been studieceéomins, which were originally
intended to help solve the problem, may have become aesolittte problem (Grant, 1992).

One of the most controversial issues of specialathrcis the overrepresentation of

minorities particularly, Black students, placed in cerfaograms, specifically



14

Emotionally/Behaviorally Disorders (EBD) and Mildlytallectually Disabled (MID)
according to Gottlieb, Gottlieb and Wishner (1994). For exenapstudy by Oswald,
Coutinho, Bert and Singh (1999) examined the influence of@u@ and educational
variables on the identification of Black students as EBD MID receiving special education
services. Data were obtained from districts selecteth®Fall1992 Elementary and
Secondary School Civil Rights Compliance Report Sur@eids ratios were constructed for
both programs to describe the nature and extent of dispi@puate representation.
Regression models were tested to investigate the infuefine set of school-related
demographic and fiscal variables on disproportionate remegm. The results indicated
that Black students were identified 2.4 times more adeMID and 1.5 times more often as
EBD than other ethnic groups. Economic and demographic vasiakle found to be
significant predictors of disproportionate representatiomn influenced identification of
students as EBD and MID differently. The authors concludatias an intent to be more
successful with Black students, special education hasunoéeded, in that a
disproportionate amount of Black students have been piattedpecial education.

Hosp and Reschly (2004) examined the disproportionate repaxgsarof minority
students in special education based on academic, demograglacanomic predictors in
which the following research questions were addressed:Hdf) pvoportion of the variance
in ratios of representation rates are accountedyftmidrks of academic, demographic, and
economic variables both independently and incrementaly?(2) Does academic
achievement account for significant proportions of tlatance? The method used was to
collect data from the Elementary and Secondary Sclwohpliance Report of 2000.

Academic achievement, according to the authors, iglenenost important predictors of
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identification for special education services. Acadeagisievement is a strong predictor of
referral for assessment or intervention, with approiegeb5% of students referred
primarily for academic problems and 33% referred for acadpriblems as a secondary
issue. Once a student has been referred, it is likatyninor she will be found eligible for
services. The authors concluded that when educators aeecogmizant of the academic
performance of different groups of students and take stapgptove achievement of all
groups, a positive influence on the numerous variabletidict disproportionate
representation can be attained.

Ethnic and gender characteristics of eheang students were the focus of a study
by MacMillan and Lopez (1992) that were recommended for gfegral interventions.
Participants were 150 Black, Hispanic and White studentsaotegr2 through 4, from 5
southern California school districts. Fifty-nine petoeere male. Racial breakdown of the
study was 29% Black, 34% Hispanic, and 37% White. A major hypisthvas that the
behaviors that prompt referral may differ by domain odégree for children of different
gender or ethnicity. The students were selected basexfayrats to a Student Support Team
(SST). The results of this study indicated that prontiaehievement deficiencies
characterized children of each ethnic group. On averaigera@ White students displayed
significantly higher Verbal 1Qs and reading achievemeates and Black students were
more likely to have higher rates of problem behaviors thare Hispanic children. Gender
differences revealed problem behaviors were more typieahibited by males, but no
differences on cognitive and achievement measures. @isadid rate females higher on

overall academic competence. The authors concludethehatudy failed to support the
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belief that the systematic referral of children foa@emic and/or behavior problems was
discriminatory against male or ethnic minority children.

Contradicting the results of the MacMillan and Lop&292) findings, Hosp and
Reschly (2003) synthesized the literature on rates afratfer intervention or assessment of
Black, Hispanic and White students. The purpose was to cemgiarral rates to population
rates of students from different racial backgrounds.akhibors hypothesized that referral
rates of Black students are higher than White studerdd:imspanic and White students are
referred at similar overall rates. Studies were setewathich reported the frequencies or
proportions of racial groups within a sample of studentsmed for assessment or
intervention, as well as the population from whichgheple was drawn. The authors of this
study concluded that referral rates of racial groups vgnyfeantly. There were higher rates
of referral for both Black and Hispanic students. Forye®@0 White students who were
referred for assessment or intervention, there werBI&8%k and 106 Hispanic students
referred. In contrast, for every 100 White students foortakteligible for services, 118
Black and 89 Hispanic students are found to be eligible. mtisated, according to the
authors, that (a) more Black students and a similar nuaflig¢ispanic students were referred
for special education, and (b) more Black students, budrfélispanic than White students
were found to be eligible for services. In conclusmomparisons of the rate of referral for
intervention or assessment of various racial and etitoigps are practically absent from the
research literature. This meta-analysis provides prelmiata regarding referral rates as
compared to population proportions. However definitive answare precluded by the

paucity of research reporting the frequency counts nagetssquantitatively synthesize
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findings. Future research on bias in referred sampladdimclude population demographics
such as the frequency of the various groups being compared.

Abidin and Robinson (2002) conducted a study to identify tlagivel
contributions of some of the variables that are thot@htfluence teachers’ referral
judgments. The primary variables identified in the litera include student demographic
characteristics, academic achievement, socioeconardiemotional and behavioral
problems. This study examined another variable, teaclesssin relation to teachers’
referral decisions. Participants in this study weretlkimder-garden, through fifth-grade,
general education teachers, located in a single lovidatieaclass rural county in Virginia.
Twenty-two percent of the student population was Blacktha remainder was White.
Teachers participated on a voluntary basis. Teachems asked to rate, on a scale of 1 to 10,
with 1 being very likely and 10 very unlikely, the probabitingy would refer students for a
psycho-educational assessment. Results indicatechthbest predictors of teachers’ referral
judgments are teachers’ judgments about the preseneda¥ibral problems and the
students’ academic competence. Student demographic chatacgedbserved off-task
behavior, and teacher stress were not considereckéti@diod of referral. The findings
indicated that teachers’ professional judgment, not raciabcio-economic bias or teaching
stress, appears to drive referral decisions.

The question of behavior differences between Black ahiieV8tudents as an issue
for assessment and intervention was examined by HosHa@smu (2001). An overview of the
behavioral aspects of what has been referred to asaAfthmerican Behavioral Style
(AABS) was compared to examples to the behavioral ggtherally associated with White

students. The purpose of the paper was to present a asslcgiton of the behavior styles
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of Black students and the related potential problems tiggttrarise from cultural differences
in behavior and behavioral expectations. Examples of betsaassociated with this style
while making comparisons to the behavioral style geneasbypciated with White students
were included in this overview. Methods of assessing stumbdravior were examined in
relation to potential problems that may arise frontural differences in behavior and
behavioral expectations. The framework for compariragBland White behavioral styles
centers around three interrelated areas: (1) orientatiach refers to a preference for
relating to either people or objects; (2) physicalitynefe a penchant for movement and
physical interaction with people or objects; and (3) camigation style which refers to
aspects of interpersonal interaction. The presendéfefences in behavior between Black
and White students does not automatically indicate thdfeeedices are problematic, but
problems can arise when these differences lead toetitiat outcomes for one group over
another, or if those differences are used by one grojugstify discriminatory treatment of
another group. The study concluded that differences inralikxpectations of appropriate
behavior may create the potential for problems whemtket of the behavior is interpreted
differently by the observer than by the person perfogntine behavior. These potential
differences in interpretation indicate that when ssieg behavior, measures that are less
susceptible to rater subjectively are preferable to meafradich subjectivity can
influence the results to a large degree.

Artiles, Aguirre-Munoz and Abedi (1998) conducted a studgieatify placement
predictors in learning disabilities (LD) programs for Blakkspanic and White students. The
participants were 25,000 eighth-graders who attended 1,052 sadeatsfied as LD and a

comparison group of randomly selected non-disabled studdr@sample was drawn from
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the National Education Longitudinal Study (NELS) databdke method used was to
review the NELS data which provide information on famibtgs, measures of family
background such as race or ethnicity, social class,famié, gender and measures of
school-related emotional, behavioral and academic mésoThe results indicated there are
specific predictors for LD placement based on race |yesize, gender and academic
achievement.

Peterson and Shinn (2002) examined three types of severepdiscy approaches; (1)
intra-individual achievement discrepancy, (2) absoluteeaeiment discrepancy, and (3)
relative achievement discrepancy. The participants w@ifeurth-grade, school-identified
LD students from a high and low achieving school distnidflinnesota. Students were tested
with a short form of the WISC-III and two measuresezding, and the resulting
discrepancies were matched to students’ school LDifitag®n. Results indicated that the
best explanation for school-based LD practices wasasive achievement discrepancy, with
between 85-95% of LD students in both districts accuradelytified. The state-mandated
ability-achievement discrepancy accounted for only 60% ostudents.

Gardner and Miranda (2001) examined the causes for the dispoopte
representation of African American students in MID &RBD. African American students
comprise 16% of the school-age population, but comprise 26%e &BD and 34% of the
MID populations. The authors offered three primary factenich contribute to the over-
identification of African Americans students in speedlication. Those factors are academic
instruction, which the researchers reported that pedaggeyy/in inner city schools tend to
promote low rates of student engagement and conversale attident engagement has

been found to improve the academic achievement of studdrsecond factor is the social
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and psychological barriers to success. The teaché®ican American students in inner
city setting are often European American middle-clagsien. The teachers are required to
teach students who come to school less prepared to ledtheresult is an atmosphere of
misunderstandings, punitive interactions, and increadedats of African Americans for
special education. The third level of parental and comysnpport for education. While
parental involvement is a predictor of academic succdssn poor urban parents are non-
participants resulting in decreased academic achieveoethteir students. In conclusion, to
address the issue of overrepresentation of African Aareistudents in special education, a
collaborative effort is needed to bring together educaparents, community members, and
students to improve the student outcomes.
Summary

The overrepresentation of African-American studemtspecial education has long
been a problem for educators, legislators/policy-malenrents, and for the students
themselves. According to the literature, a plethora@diies suggests the causes of African-
American students’ disproportionate placement in spediatation. Factors such as: SES,
academic failure, cultural/behavioral differences, ilamms, and African-American male
aggression were mentioned in the reviewed studies. TaisBriaddress the problem of
overrepresentation of African-American students inatercategories of special education,
educators, legislators/policy-makers, and parents maspathere is a problem and devise
strategies and set realistic goals in addressing this probledirection of the lives of

African-American students and education in this country degpend upon such action.
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Parental Influence and Students with Disabilities

This section will report the results of selected regearticles on the impact of
parental influence on the academic achievement ofshedents with mild disabilities. The
critical role that parents have in the academic aenm@nt of their children has long been
understood by researchers based on an article by Ecclétaarld (1993). For example,
Zellman and Waterman (1998) cited the fluctuation of pakéntalvement in children’s
education in this country over the past two centuriesstudy. The findings of the study
indicated that parental school involvement contribute®sitigpe school outcomes for
children. Data from a study of 193 Los Angeles af8aad %-grade children and their
mothers were analyzed to confirm the relationship betyeesnt involvement and child
outcomes and understand the underlying factors. Enthugiaséots and a positive
parenting method is a manifestation of such involvement.

Drummond and Stipek (2004) conducted a study which examined loméc
parents’ beliefs about their role in their children’a@demic achievement. The participants
were 234 low-income Black, White, and Hispanic parentdtdid 3 grade students. The
children were from three geographical areas: a rural comtynn the northeast, a large
urban northeastern city, and a large urban west citastT be participants were 36% Black,
16% Hispanic and 41% White. Parents were asked by phone éwtevrate the importance
of helping their child with academic assignments. Theltesf the study indicated that most
parents strongly value involvement in their children’sneay. The authors reported the
results were similar to previous research findings. angerceived helping with reading

more important than helping with math.
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In a similar study by Mau (1997), Asian immigrants (Emgls second language),
acculturated Asian Americans (English as native languagd) White American parents
were involved in a study which investigated the differencesnfluence on academic
achievement among the three groups. The study further exdiodatbk the intra-group and
between-group differences in educational effort, percgpeedntal expectation, and parental
educational involvement, educational endeavors and theetee academic achievement.
Participants in this study consisted of 13,837 White Amesicd72 Asian immigrants, and
184 Asian-American 1Bgrade students. The method used was to require students to
complete a 45-minute self-administered questionnaire in ¢thegsrooms. The questionnaire
was designed to collect data on students’ and parent&gtmunds, perceptions of self,
students’ educational and vocational activities, post-gtaduglans, and aspirations.
Results indicated that both Asian immigrant and AsiareAcan students spent significantly
more time on homework than did White American studertie. Study indicated that the link
between parental involvement and academic achievemenaragp® be a function of the
type of parental involvement.

Desimone, (1999) agreed that while parental involvemerat key component of
school reform, more information was needed regarding/ lbe effects of parental
involvement vary for students from disparate racial-etlmid economic backgrounds. Data
from the NELS were used to examine the relationshipwd®en 12 types of parent
involvement and 8-grade mathematics and reading scores. Ordinary leastesoqegression
indicated that statistically significant differencessésd in the relationship between parent
involvement and student achievement according to the dtsdene-ethnicity (i.e., Asian,

Black, Hispanic, and White), and family income (i.e.wl@and middle). The authors
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suggested more studies are needed about what types of parelement effectively
promote student achievement in diverse family and commauaaityexts for children placed
at risk of educational failure, as well as more advamtatedents.

Kenny, Gallagher, Alvarez-Salvat and Silsby (2002) conduetgahl purpose study
which explored sources and patterns of resilience ammadgeanically successful inner-city
high school students. Study 1 examined the relationship eetparental attachment,
depressive symptoms, and academic achievement among ahmidtsgtmple of ninth, tenth
and twelfth-grade students. Study 2 was designed to provideesaimadepth examination of
sources of support, life stress, and patterns of resdiér the 16 high school seniors from
Study 1. Participants in the study were 32 boys and 68 giddlezhin a high school-
university collaborative program that prepares urban puttiod students for college
admission and success. The students were selecte@tihormally and culturally diverse
urban high schools in the northeastern United StatexeTwere 54 Black, 19 White, 18
Hispanic, and 9 Asian students. Students completed twoadebsif the Parental Attachment
Questionnaire during one of the Saturday morning sessionseshis of Study 1 added to
the body of research which documented the adaptive gélp@rental attachment among
adolescents, further indicating that parental attachmeagtsupport academic achievement
and protect inner-city youth from depressive symptoms. StuypBred the value of
parental attachments, extended family and non-kin aduftgfill attachment functions in
supporting personal and academic achievement among acadgsucakssful inner-city
high school students. The participants in this study Wexd 6 high school seniors in Study
1. Overall, the participants, 4 males and 12 females, émrmed well academically and

behaviorally with excellent attendance over their raghool career. The high school seniors
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participated in semi-structured interviews and completselfanventory. Twenty-four
guestions pertaining to relationships with family, friendd aon-family adults, including
parental encouragement of education, and parental vievesutiized in the study. The
findings in Study 2 are consistent with past researshitsewhich highlight relational
protective factors that may be important in supportingattaemic achievement and
psychological well-being of these youth.

The transition from the sheltered environment of tiedia school to the more
independent setting in high school can often have negata@emic and social consequences
for some students. A study reported by Newman, Myergnhe, Lohman and Smith
(2000), examined the perceptions of the transition to nirstiegof twenty-two Black
students. The present study cited previous research whigindetd that low-income
minority youth are vulnerable to declines in academic perdnce and motivation during the
transition to ninth grade, which may not be regainediibssquent high school years.
Research was also cited in this present study which deetrthat Black students,
compared to White students during the transition to junidr &adnool, liked school less as
they got older. The participants, were from nine urban &thmol systems, and identified as
low-income, academically promising in sixth grade and sedeto participate in an
intervention program. The students were asked to providepreeptions of the transition
to ninth grade. Specifically, the role of motivating tast peers, school, teachers, parents
and neighborhoods were examined for these students withbdeckar stresses, but were
able to achieve academic success. Results of the dustyated the impact of multiple,
interacting micro-systems on students’ ability to mamgzademic success during the

transition to ninth grade. Factors such as parentalvawadnt, ability to control behavior,
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and friends were viewed to be important for academicesscdt is important for educators
to recognize the role these factors play in students anhi@giademic success.

In a related study conducted by Gutman and Midgley (2000), direand interactive
effects of psychological family, and school factoexrevexamined of 62 black families living
in poverty. Participants were drawn from a larger lardjital study in southeastern
Michigan. The sample included 22 elementary schools and 10ensddbols in four school
districts. Data were collected from students using sgraeyninistered at the schools during
the last year of elementary school and then againglthmafirst year of middle school. The
study resulted in three major findings. First, students exped a significant decline in
grade point average across the transition from elemetataniddles school. Second,
students who felt more academically efficacious had lnigree point averages across the
transition than did their peers. Third, significant iattions were found between family and
school factors. These results suggest that ratheett@unsively focusing on either parental
involvement or the school environment, the combinatiolmodth family and school factors
may be most effective in supporting the academic achievenfig@oor Black students during
the transition to middle school.

Thompson (2003) pointed out the need for educators and pokeysio improve
their relations with Black parents and guardians. Qu&itand quantitative data were
collected from African American parents and guardians pdrticipated in a larger study.
Thirty-nine variables were examined using a Likert-type, dmmous questionnaire
presented to the participants in 11 southern California@dahstricts. The survey instrument
included questions pertaining to children’s elementary, middéhayh school experiences;

racism at school; how parents and guardians perceivedlqrsonnel, suspension, and
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expulsion; attitudes about college; literacy issues;enadproblems; and specific ways in
which parents and guardians assist their children acadgmiafression analyses were
utilized to examine variables that predicted how Black par@md students rated their
children’s teachers and the public school system. Thetsasdicated that although several
variables were significant, parents’ satisfaction wlitgir children’s elementary school
teachers was the strongest predictor of how they ragddschool teachers and the public
school system.

The role of the parent in school adjustment and kocrapetence was the focus of a
study conducted by Simons-Morton and Crump (2003). To ideatifypfs associated with
school adjustment and engagement, 1,267 sixth-gradersrimiddle schools in a suburban
Maryland school district were surveyed at the beginninglh grade (Time 1) and assessed
again at the end of sixth grade (Time 2) during the 1996-1997 thd®88:11999 school
years. School adjustment was more difficult for métes females at both Time 1 and Time
2and the decline was less for girls than boys and WHitesBlacks. School engagement
also declined significantly from Time 1 to Time 2, butdiiberences existed among
subgroups. Multiple linear regression analyses reveadalé gender, school engagement,
social competence, parental involvement, and depressive @ayimihegative association)
assessed at Time 1 were associated with school adpisissessed cross-sectionally at Time
1 and prospectively at Time 2. Social competence and pamevibdlement assessed at Time
1 were associated with school engagement assessededt dinth Time 2. Findings
confirmed the decline in school adjustment and engagemengduiddle school and
provide evidence that parental involvement and social competeay be protective against

declines in these variables.
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Summary

The importance of the roles which parents play irrttl@idren’s education has long
been realized by educators and researchers (Eccles®dHa993). One of the major
problems that educators face is developing strategiesreasgethe involvement of African-
American parents in the educational careers of tindairen, especially among African-
American secondary students with mild disabilities. &hibt all African-American parents
are uninvolved, research has indicated that perhaps maocamfAmerican parents should
assume a greater role to help insure a more acadensoatigssful school journey and thus
an opportunity for a better future for African-Americanldfen with disabilities. This
involvement may include attendance of all meetings regattengtudent, parent-teacher-
student conferences and insuring that students have, and tohgmeework assignments.
Academic Achievement and Students with Mild Disabilities

This section reports on the academic aement of students with mild disabilities.

With the advent of standards-based educational reform, tedsi@e increasingly being held
accountable for creating school contexts where all stsdzn be academically successful
(Dimmitt, 2003). The effect that educational reform \Wwdlve on the education of students
with disabilities

Race and ethnic differences in academic aehnent based on test scores, grades,
course enrollment, high school graduation rates, andgm#nroliments and completion
were cited in research by Meece and Kurtz-Costes (200&préing to the article,
achievement disparities appear early in school, widémeielementary years and remain

consistently fixed during secondary years.
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Rodney, Crafter, Rodney, and Mupier (1999) loded that there were several
factors to be addressed regarding Black students in publaoisch(1) Nationally, Black
students score lower than any other group on standardigesj t(2) Blacks are three times
more likely than their White peers to be misplaced in igbeducation classes , (3) Blacks
are retained more, suspended and expelled more oftgénhein dropout rate is higher than
that of other ethnic groups. Variables contributing to gratiention among 243 Black males,
13-17-years-old, in a Midwestern city was investigated byatitbors. The method used to
administer the Children’s Structured Assessment forGaeetics of Alcoholism Interview
Scale, which pertains to alcohol use, discipline in tbhendy and conduct disorder. The
primary purposes of the this study were to (a) investifeeoccurrence of grade retention
across all SES classes in urban and suburban populat@nare underrepresented in the
scientific literature and (b) determine whether alcaimlse, school suspension, involvement
in violence, and lack of school discipline in the honfiech grade retention. The results
indicated no positive association between alcohol abndegrade retention, but, a positive
association between lack of discipline in the honegrnade retention.

According to Kaplan, Peck and Mitchell (1994), numerous stutiave provided
consistent support for the existence of a relationshipvd®st self-esteem and academic
performance for elementary students. The authors devistatg designed to examine not
only how self-esteem and academic performance are dekatd the direction of that
relationship, but also the variables that mediate ffexteof self-rejection on academic
performance. A 201-item questionnaire designed to measurégesgcial characteristics
and self-reports of deviant behaviors plus eight questiorutabocial-demographic

characteristics were administered to 1,756 junior higloslcstudents. The results indicated
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students who are failing through lack of effort have aygastification for their failure that
does not reflect upon their intrinsic worth (they anéydailing because they are not trying),
and at the same time academic failure reflects the i#sidejection of school achievement
as an appropriate factor for others to evaluate.

Van Voorhis (1996) examined the effects of weekly intirascience homework on
family involvement in homework, student achievement, anmddwork attitudes. Participants
were 253 8 and &' grade students who completed TIPS (Teachers Involve Stuiten
Schoolwork) assignments with directions for family gratent involvement. Four classes
completed non-interactive homework (no family involvemnedirections). The results
indicated that interactive students reported significamidyer levels of family involvement
than did non-interactive students. Students in both groums mdre regularly involved
family members completed more assignments; TIPS studlemied in more assignments
than non-TIPS students. TIPS students also earned satifichigher science report card
grades. The findings of this study support the hypothesisTiliR$ interactive homework
affects family involvement in homework, science attitydasl student achievement in the
middle grades.

Mooney, Epstein, Reid, and Nelson (2003) examined the sthtwkai trends in
interventions were designed to improve the academidiumieg of students with ED. Fifty-
five studies were included in the descriptive analysis, wépenned the years 1975 to 2002.
Descriptive dimensions of the research included partitidgamographics, setting, research
designs, and dependent and independent variables. Result@taddiqa) complete
demographic information, especially race and socio-ecanastatus was difficult to

ascertain for many of the participants; (b) settinggewgenerally special education
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classrooms; (c) researchers used predominantly singjeesudesigns; (d) treatment fidelity
treatment data were often absent; (e) few studies édcaas women or girls or minorities;
and (f) there has been a decline in both the numberypedf studies published, particularly
in the areas of self-management and peer relationgréiog to the authors, one of the most
striking findings that emerged from the analysis was Hitte was known about the
participants in the studies. Also no studies focuseglysoh female populations; few studies
reported discernable race and ethnicity data, with fewktastyeting minority populations;
and only recently have distinguishable SES data beemuoted.

A comprehensive review of the literature was conductedrbytTNordness, Pierce
and Epstein (2003) to review research on the current gtdite academic status of students
with emotional and behavioral disorders (EBD). The astleaamined the literature to assess
(a) student characteristics, (b) placement settinjgc@demic subject areas, (d) measures
used to assess academic achievement and (e) the functerehgf students and trends in
the research over the past four decades were assessatipPehensive review of all
published articles on the academic status of children&&iD was conducted. A five-step
procedure was used to identify research published on the acastatnis of with EBD
resulting in the identification of 205 articles that appdao be related to the academic status
of students with EBD. The results indicated, (a) neseas have made an important attempt
to assess the academic status of students represeatatieeEBD population, (b) a clear
understanding of the academic abilities of students with E&ved in least restrictive
settings has yet to be reached, (c) a view of thdeauic status of students with EBD is
limited due to ambiguity of academic competencies, (d) vVid#D student scores were

reported by grade level, EBD students were performing atgeedaility, and (e) a steady
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and significant decline in the number of publications a&asgghis topic has occurred within
the last 10 years.

A comparison of the academic progress of studentsBfth and students with LD
was conducted by Anderson, Kutash and Duchnowski (2001). Adalliipa set of factors
related to academic achievement (attendance, behawmseff, special education setting,
school mobility, and early retention) were examinetbakeir contribution to achievement
over time for these two groups of students. The methatlwase to gather data from a
district-wide research project and from individual studies. Student records were
reviewed also to gather scores on 1Q and achievemestadtinformation concerning the
type of special education setting in which students weewieg services during the years
investigated. Participants were students who began kindergartige district in 1989 in
either EBD or LD. The students were selected for ingius the in the study based on
specific criteria. Forty-two students were EBD and 6tew, including 79% male, 34%
Black and 66% White. The study was not limited to Black amit&\students, however, no
Asian, Hispanic or Native American students were labEBD or LD in first grade. Results
of the study are comparable to similar studies that Bap®red the relationship between
school-related variables and achievement. This study saghasevious research by
comparing the academic progress of the two groups longitdinalead of cross section
ally. Findings differed from past studies in which studernts &BD demonstrated
significantly higher academic achievement than studemisiid. This study indicated that
students with LD who received lesser amounts of fktspecial education services
demonstrated improved academic performance; average matéaaliolgrscores for both

groups remained below national averages after specializgdapnming; no association
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existed between type of setting of special educatiomgeaid academic progress for
students with EBD.

Carlisle and Chang (1996) conducted a study with the purpakstdrmine whether
students with and without LD who attended general educatiencgcclasses differed in
their evaluations of their learning capabilities, whetti@nges in self-evaluation occurred
over a three-year period, and whether over this perdetdichers rating of the students with
LD differed from those of students without LD. Partigifmwere students in a suburban
school district outside Chicago with a range of Americéhere were 8 boys and 2 girls with
LD, and 8 boys and 13 girls without LD in the fourth-gradé & boys and 4 girls with LD
and 15 boys and 15 girls without LD in the sixth-gradees ethod used was to compare
teachers’ rating scales completed in the spring of gaah Students with LD were placed in
general education science classes and teachers wedet@sikentify behaviors and attitudes
they judged important for successful learning in scieressels. The results of the study
indicated that younger students with LD were less positivating their learning capabilities
than their non-LD peers. Older students with LD diffesgphificantly from their peers only
in the first year. When students’ ratings of thepatailities did not differ from those of their
non-LD peers, the teachers rated their capabilitidsaghievement relatively negatively. For
both groups in all three years, the teachers ratesttidents with LD as less able to function
well in a science class than their non-LD peers. &hesults challenge the assumption that
science provides a learning environment to which studentd withill adapt effectively, in
terms of academic self-concept and in terms of achiemgrand socio-economic

backgrounds. Forty-three percent of the students werd,Btaty-seven percent were
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White, four percent were Hispanic, and three percent Asism/Pacific Islander and one
percent was Native-American.

Self-Brown and Mathews (2003) acknowledged the link betwkessroom structure
and student achievement in a study. The purpose of the sasipvassess how classroom
structure influenced student achievement goal orientatiomdbhematics. Participants were
students from three intact classrooms, including 2 §fidde classes, and 1 fourth-grade
class. Each of the three classrooms was randonitynasisto one of the three classroom
evaluation structure conditions (token economy, cgeticy contract, control). The results
indicated significant differences within and across ctamsrstructure conditions.
Contingency-contract condition students set signifiganbre learning goals than students
in the other conditions. Token-economy students getfgiantly more performance goals
than learning goals. Control classroom students demortstratsignificant differences
within the classroom for the number of learning versutopmance goals however the
control students did set significantly more learning gtfas did students in the token-
economy group. The results were consistent with thethgs@ of this study that the type of
classroom evaluation structure would influence student geatdtation.

Summary

The factors which affect the lack of overall AfricAmerican student academic
achievement are varied. Such factors are possibly griedtampering the academic
achievements of African-American students with disaedgitiClassroom structure, lack of
parental involvement, teacher attitudes, attendanceylmloffenses, special education
setting, school mobility, and early retention have hdentified as factors which decrease

African-American students’ academic achievement. Team®e academic achievement of
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Black students, educators should implement strategies \w&badunt for the differences and
special circumstances of African-American students digabilities. Educational leaders
must provide the training necessary for teachers to undeératahimplement such strategies.
Social Skills and Students with Mild Disabilities

There has been an increasing interegeisdcial development of students with
disabilities in integrated versus segregated environmentag{ieCarter, 2002). In the
context of mainstream education, the social skillsowicern are the skills that the students
with disabilities have in relating to both their teash@&nd peers. This section reports on the
research of social skills and students with disalslitie

The importance of proper social skills wasglied in a research by Vaughn and Hogan
(1994). The authors viewed social competence as a higher ordéruad that, like
intelligence, is difficult to define and consists o¥aeal constructs. The interaction of these
constructs yield the fullest understanding of social caenue.

The social functioning of children, accordingyaughn, Kim, Morris, Hughes,
Elbaum, and Sridar (2003), has been a topic of increassm@shiover the last two decades.
The authors synthesized the findings of social skitlsruentions conducted with 3- to 5-
year-old children with disabilities between 1975 and June 1&9@xtensive search of the
professional literature yielded a total 23 group-design iatgron studies that met criteria
for inclusion in the synthesis. The synthesis providddszription of the purpose,
procedures, measure, and findings of each study as wellaambsis of effect size
outcomes in relation to critical features of the priynstudies. A total of 699 children with
disabilities and 203 children without disabilities were incthdethe 23 studies. The results

indicated that interventions which influenced positive alogkills functioning for students
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with disabilities included modeling, play-related activitie=hearsal/practice, and/or
prompting. This finding provides useful information on whatheas and parents should
consider when they provide social skills interventitmmschildren with disabilities. The
finding also supports the importance of early identif@aand intervention for young
children with disabilities.

Ochoa and Olivarez (1995) conducted a meta-analysis of peergegearch regarding
the social difficulties of children with and withoutlaing disabilities. The purposes of the
meta-analysis were: (a) to provide an overview ofrggearch, (b) to conduct a critical
analysis of a previous meta-analytic study investigdine social acceptance of students
with LD, and (c) to conduct a meta-analysis of peengatbcio-metric research on students
with LD addressing the concerns pertaining to the aforeomediprevious study. The
method used was to select studies from investigationsdhgiared peer acceptance/status
between students with and without disabilities via theofislee peer rating socio-metric
technique. A total of 17 studies were reviewed for this mesdyais. Results indicated that
pupils with LD have considerably lower socio-economitust@ompared to their non-LD
peers. The results of this study were also believee todre accurate than the effect size
obtained by the critiqued study.

Children with LD were more likely to be rated as aggvessmmature, suffer
personality problems, and have difficulty attending wbempared to peers without LD
according to the results of a study by Swanson and M4®02). The researchers
completed a meta-analysis of studies concerning the sidialof children classified as LD.
Variations in the results were found to be a funcabthe assessment instruments used,

gender, and ethnicity. Results also indicated that sskiiéd improve as children get older,
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but the gap between children with and without LD persigis article reviewed the
published research related to the social skills defidisgudents with learning disabilities to
determine whether there is any empirical justificatmndaiming that they have lower
social skills than their peers without handicaps. Altot 39 studies were analyzed for this
study.

McConnell, Scott and Odom (1999), examined a performancetbggeoach for
young children with disabilities. A performance-based apgindo social competence
implies that the evaluations of children’s social ggsttion single methods or classes of
social agents are necessarily limited; only throughultismethod approach that draws on
multiple social agents (i.e., peers, observershexac parents) in the child’s environment.
Each measurement source provides common information adhetion that represents the
judge’s unique perspective. Participants were two hundredasamdyt-two preschool-age
children-173 with disabilities and 49 without identified disieibs. All children were
between the ages of 3 and 5 years and recruited by dassnschool districts located in
Tennessee and Minnesota. Four measures were utilizedstuthe (1) Peer Socio-metric,
(2) Teacher Rating of Social Competence, (3) Obsenaltidssessment of Social Behavior
and (4) Observer Rating of Quality of Social Interattibhe results indicated that children
with disabilities would differ from children without diséibes on the performance-based
assessment of social competence.

Kemp and Carter (2002) studied the social skills and sdekissof 22 students with
moderate intellectual disabilities in Wales, Australibe students had received an inclusive
preschool intervention and were subsequently followeah t8 months to more than five

years later in their mainstream classrooms. Measncksgled direct assessment of social



37

interaction in the playground, social status obtainedtgrviewing classmates and the
ratings of classroom teachers, parents and schoolgaiacLarge differences were found
between the students with disabilities and their tygoears for amount of time spent
interacting with peers and amount of time spent in igylawith a moderate difference
found for interaction with teachers. However theerevno differences found between the
social status of the two groups, and the students witibitliees were continuing to spend the
majority of their time on the playground interacting wigpically developing peers. Parents
generally rated their children as having better socilsdkian did principals or teachers. A
moderate relationship was found between the direct measiupegr interactions and
teachers’ perceptions of peer interaction skills, wihéerelationships between the parents’
and principals’ perceptions of peer interaction and dimegsures of the interaction were
small.

Odom et al (1999) compared the effects of different inteéior approaches designed
to promote peer-related social competence of young childitbrdgabilities. Preschool-age
children with disabilities who were enrolled in classe$ennessee and Minnesota
participated in four intervention conventions (environmegtaangements, child specific,
peer mediated, and comprehensive) and a control (noeani@) condition. A
performance-based assessment of social competence, cohigisted of observational,
teacher rating, and peer rating measures, was colleefectland after the interventions and
again the following school year. Results of the amaygvealed that the peer mediated
condition had the greatest effect and most sustainect effiechildren’s participation in
social interaction and on the quality of interactiarth the child-specific condition also

having a strong effect. Environmental arrangements condiiad the strongest effect on



38

peer ratings. The findings indicate that there amecéffe intervention approaches available
for children who have needs related to social competand that different types of
interventions may be useful for addressing differentgy@ab., social skills or social
acceptance) of individual children.
Summary
Students with disabilities are more likely to be rate@ggressive, immature, suffer
personality problems, and have difficulty attending wbempared to peers without
disabilities. The academic implication for studenthwdisabilities is that it would be more
difficult for such students to achieve without learnedtistias and technigues to overcome
their lack of proper social skills. Educators should famusocial skills training to improve
the social skills of students with disabilities thagynpossibly achieve as the student without
disabilities.
Self-Concept and Students with Mild Disabilities
For children and adolescents, school repteshe most critical context outside of
the family for the development of self-perception (Eima& Vaughn, 2001). School
experiences affect students’ perceptions of their acadaloility, social acceptance,
popularity, behavior, self-efficacy, and physical attrastess. In turn, students’ self-
perceptions of academic ability can affect their schodbpmance. This section reports on
research conducted on the self-concept of students isdbitiies.
Elbaum and Vaughn completed a meta-analytic review aauhiexd self-concept
outcomes of school-based interventions for studentshlittA comprehensive search of the
literature from 1975 to 1997 yielded 64 intervention studiesused a control group of

students with LD and measured the effect of the inteiveiain students’ self-concept. The
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participants were 82 elementary, middle, and high schodésts with LD. The results
indicated that overall, middle school students benefiteck from interventions than did
elementary or high school students. The type of intgiwe that was most effective differed
for students at different grade levels. Whereas counseatiagyention were more effective
than other types of interventions for middle and higlosthktudents with LD, the most
effective interventions for elementary students Wwlhwere those that focused on
improving students’ academic skills. Interventions hadenad an effect on students’
academic self-concept than on other dimensions of satfept.

Neal (2003) examined teachers’ perceptions of Black madeists’ aggression and
achievement and the need for special education servised ba the students’ cultural
movement styles (i.e., walking). The participantsis study were 136 middle school
teachers in a suburban school district in a southwestate. The majority of the teachers
were White females and a small percentage had taugitiaily and ethnically diverse
student bodies. The method used was to have the teaehergideotapes of Black students’
movement styles and complete a questionnaire. Studeht8lack culture-related
movement styles were perceived as lower in achieverhgtgr in aggression, and more
likely to need special education services than students‘standard” movement styles.
Neal concluded that the present academic and sociastkilis of Black students provide
compelling evidence that systematic inquiry is warraniée. continued incomplete school
success of Black students, particularly adolescent njaktgies culturally responsive
inquiry and pedagogy to reverse the present trends towlaodlsand social skill failure.
Three questions relating to Black students’ movementsstyie teacher perceptions were

explored. (1) Does the stroll of Black adolescent raaldents affect teachers’ perceptions of
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their achievement? (2) Does the stroll of Black adoletse®le students affect teachers’
perceptions of aggression? (3) Do teachers expect stwdentstroll to need special
education assistance? The results indicated that ttigetsgperceived students with Black
culture-related movement styles as lower in achievenhggtter in aggression, and more
likely to need special education services than studentsstahdard movement styles. White
students who strolled were also perceived by teachersltaviee in achievement and higher
in aggression than Black and White students who walkedthathstandard” style. Neal
concluded that the continued incomplete success of Bladersts, particularly, adolescent
males, justifies culturally responsive inquiry and pedagoggverse the present trends
toward school and social skill failure.

Clever and Bear (1992) examined children with LD for selé@etions of specific
domains of competence, judgments of the importance of tt@®ains, and perceptions of
global self-worth. The study was conducted in a Mid-Attasuburban school district in
which fifth-grade students with LD were placed into inclestlassrooms or Team Approach
to Mastery (TAM) classes with low achievement (LAflarormal achievement (NA)
students. The NA group consisted of 58 boys (11Black, 47 witep4 girls (12 Black, 52
White). The LA group consisted of 15 boys (3 Black, 12 Whate) 12 girls (7 Black and 5
White). The LD group consisted of 29 boys (6Black and 23 Whitd)6 girls (3 Black and 3
White).The Self-Perceptions Profile for Children (SPPa@$ administered to all the
students. Results indicated that children with LD andhiefl lower self-perceptions of
scholastic competence than children with NA, and childvigim LD had lower self-
perceptions of behavioral conduct than children with LA BiA. Both children with LD and

children with LA had significantly larger discrepancietween perceived competence and
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importance in the scholastic domain than did childréh iA. No evidence existed that
children with LD utilize a discounting mechanism to protkeir self-worth. Also results
offered little support for the use of importance ratingdiscrepancy scores in understanding
the relation between children’s self perceptions ofetence and global self-worth.

Tournaki (2003) conducted a study with 384 general educatiorestary and
middle school teachers to determine teachers’ percepibstudents with disabilities’
academic and social success in general education seftmgseachers lived and worked in a
middle-class community of a New York City borough. Thesxe 349 females and 35 men
and teaching experience ranged from a half a year to 29 Jéarparticipants read a case
study describing a fourth-grade student with 32 different versiéms characteristics of the
student, gender, reading achievement, attentiveness aatltstavior, were manipulated
experimentally. Results indicated that, in some ircganteachers used irrelevant
information in their predictions (e.g., social behawdluenced academic predictions,
reading achievement influenced social predictions). Teéa&iso demonstrated gender bias
in some instances and appeared to make predictions whembagguaus label explained
students’ reading problems. If teachers predictions dreeimfed negatively by certain
student characteristics, some students, particularbetinith special needs, may be at greater
risk for failing in the general education classroom.

Summary

School experiences affect students’ perceptions ofdlsademic ability, social
acceptance, popularity, behavior, self-efficacy, and physitractiveness. The self-
perception of students with disabilities is possibly daédeven greater at school, due to

teachers’ and students without disabilities’ attitudes ancepéons of them. Teachers



42

perceive should change their perceptions of the studéthtslisabilities and include the
student with disabilities equally as other students.ithgortant that teachers provide
opportunities for success and failure for all studentsheabme sensitive to the special
needs of the students with disabilities in regards tio $ked-concept.

Inclusion and Students with Mild Disabilities

This section reports research conductedtlemclusion of students with disabilities
with their non-disabled peers. Increasingly, studentis digabilities are receiving their
education within general education classroom settings (&li8gvaughn, 1999). A major
barrier to students with disabilities’ success in theegarclassroom has been a lack of
appropriate instruction that yields adequate progress.

Of the many issues related to the inclusif students with disabilities into regular
classes, according to Baker, Wang and Walberg (1994), nam@ésimportant than the
effects on students’ learning and social relations vejular classmates. For example,
Mcleskey, Henry and Axelrod (1999) conducted a study that iexahmational data on
placement practices for school-age students from sgventeen years old with LD from
1988-89 t01994-95 and examined data from the 50 states and thet Distolumbia to
determine if differences existed in placement pracfoestudents with LD across the
United States. The method used was to examine data fronmt&®ep&ongress regarding
placement practices for students with LD over thedasyears. Participants were students
with disabilities from the fifty states and the Distiof Columbia who had been placed in
inclusive settings over the period studied. Independent vasialdee placement settings and
type of disability. Dependent variable was the Cumula®Rlaeement Rate (CPR). The

results indicated that there had been a major ineneathe CPR for students with disabilities
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in the past six years educated in general education aassrd he CPR for students with LD
educated in general education classrooms for 80% or maine s€hool day increased by
151% in years investigated, reflecting a gain of approxim#&tkedyO00 students. In contrast,
the CPR for students with LD educated in resource roonflfto 60% of the school day,
decreased by 18%. Two trends in the national data wergalied by the results. First, there
was an increase of students with disabilities identibieelr the period studied. Second, there
had been a considerable reduction in the proportiorudésts with LD who were educated
in separate classrooms.

Wood (1998) investigated teachers’ perceptions of their edueatioles and
collaborative teaching efforts in the inclusion of dhein with severe disabilities in general
education classrooms. Participants were a samplenefgleand special education teachers
comprising the collaborative teaching teams of childreh ggtvere disabilities. The method
used was to conduct semi-structured interviews to seek iatammabout teachers’
perceptions regarding collaboration, communication asehteuilding. The teams consisted
of a general education teacher and special educatioretezicéin included student. The
independent variable was general or special education tesuhéhe dependent variable
was teacher attitudes towards inclusion. Results itetiddat in the initial stages of
inclusion, teachers maintained discrete role boundtmiesigh a clear, albeit informal
division of labor. As the school year progressed, rotegptions became less rigid as the
teaming became more positive.

Cook (2001) examined whether teachers’ attitudes towardnbkided students
with disabilities differed as a function of the didaieis’ severity. The method used was to

analyze data collected from part of a larger investigaBgarding teachers’ attitudes toward
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their included students with disabilities. Participantsengamventy inclusive classroom
teachers nominated three students to prompts corresponitinthevattitudes of attachment,
concern, indifference, and rejection. Chi-square anglyspported predictions, based on a
theory on instructional tolerance and a model of ciffiéial expectations, that students with
severe or obvious disabilities are significantly ogpresented among teachers’ nominations
in the rejection category. Results were interpreteddate that teachers tend to form
different attitudes and expectations of their includedestts with disabilities depending on
the severity or obviousness of students’ disabililtesas suggested that both included
students with obvious and hidden disabilities are at riskefogiving inappropriate
educational interactions, but for different reasonstiftis recommendations for improving
teachers’ attitudes toward included students with disasilith hidden and obvious
disabilities were offered.

Bender, Vail and Scott (1995) examined the types of inginadtstrategies offered
in mainstream classes. Participants were 127 generaltesutzachers in grades 1 through 8
from 11 school districts in three different schoaltdcts in Georgia. There were 117 women
and 115 White teachers involved in the study. The methodwesetb ask each teacher to
complete a self-evaluation concerning instructional sir@seused in their general education
classes. Each teacher was asked also to completeoguestes concerning their own
efficacy and toward mainstreaming. ANOVAs comparing teacihwith positive attitudes
indicated that the teachers with less positive attéutbed effective mainstream instructional
strategies less frequently. The results indicatedélaahers with more students with

disabilities in their classes had more positive atétutoward mainstreaming.
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Barnett and Monda-Amaya (1998) examined principals’ attittaeard and
knowledge of inclusion. Participants were principals fronee®entary, 27 middle and 29
high schools in the state of lllinois. The method usead to survey principals selected at
random. A survey instrument was devised to elicit inforomafiom the principals regarding
definitions, leadership styles, and effectiveness and mmaiation of educational practices
associated with successful inclusive education. Thetsesdlicated that while no clear
definition emerged, principals generally viewed inclusiomast appropriate for students
with mild disabilities. Additionally, results indicatédat teachers were not adequately
prepared to implement inclusive practices. Significanedsfices between extent of use and
perceived effectiveness of 13 educational practices warelfd he researchers concluded
that the findings raise issues related to administraa@rareness of practice that facilitate
inclusion and how prepared they are to implement and supprsive education.

Praisner (2003) completed another study of 408 elementaoplgorincipals’
attitudes toward inclusion. The sample consisted oheteary school principals randomly
selected from Pennsylvania. The schools were of varymeg sanging from 250 to over
1,000 students. The Principals and Inclusion Survey (PISHesigned to determine the
extent to which variables such as training, experienakpesgram factors were related to
principals’ attitudes toward inclusion. The results gadied that 1 in 5 principals’ attitudes
toward inclusion are positive while most are uncer@wositive experience with students
with disabilities and exposure to special education coa@ptassociated with a more
positive attitude toward inclusion. Further, principal withre positive attitudes and/or
experiences are more likely to place students in letgatéve settings. Differences in

placement and experiences were found between disatatiggories. Results emphasized the
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importance of inclusion practices that give principalsitpe experiences with students of all
types of disabilities as well as provide principals witbrenspecific training.

Klinger and Vaughn (1999) conducted a synthesis of 20 studieisvbkatigated the
perceptions of 4,659 students in kindergarten throuflgi@de. the following results were
concluded. Findings revealed that students with high-incidesaeitties want the same
activities, books, homework, grading criteria, and groupatiyities as their classmates.
Their peers without disabilities agreed, believing this rfaist Students with and without
disabilities value teachers who slow down instructionrwiieeded, explain concepts and
assignments clearly, recognize and teach based orediffiearning strategies, teaching the
same material in different ways so that everyoneleam.

The effects of placement versus non-placement indusive classroom were
determined in a study conducted by Daniel and King (1997). Ftaiokdependent
variables: students’ academic performance, students’ pndiedaviors as reported by
teachers and parents, self-esteem, and parental attittiskeslents with disabilities were
examined. A related purpose was to determine whether stpldeatnent in different types
of inclusion programs would result in differences ia tariables. Analysis of the results
indicated (a) parents of students in the inclusion ctasspressed a higher degree of concern
with their children’s school programs; (b) teachers@arents of the students in the
inclusion classes reported more instances of behaviorgongb(c) students in inclusion
classes were more likely to experience gains in reatioges with no noteworthy
differences for mathematics, language, and spelling; @nstifdents in inclusion classes
reported levels of self-esteem. The conclusion reaheke researchers is that the effects

of inclusion programs are mixed and difficult to intetpiidhere seems to be no consistent
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pattern in achievement differences. Behavior problems hahigher degree of occurrence in
inclusive settings, implying that teachers must spend timaeeon correcting behavior than
providing instruction. The behavior problems of the studeiitsdisabilities may potentially
have negative effects on other students in the classroom

Waldron and Mccleskey (1997) investigated the effects af@nsive school program
(ISP) on students with mild and severe learning disalsilifiée participants were students
with LD in grades 2-6 from three elementary schools twhied developed ISPs consisting of
71 students. The non-inclusion group of 73 students wasrésource settings. Seventy-two
percent of the students were male and only one studerBlags The method used was to
administer both the experimental and comparison grougsatfnan Test of Educational
Achievement Brief Form (K-TEA) in September, at thgibaing of the ISP. Academic
progress of both groups was evaluated using a curriculuedlmasasure. The results
indicated that students with LD in the ISP made signifiganore progress in reading and
compatible more progress in math when compared to udersts who were provided
services in resource classes. Furthermore, significamdte students with mild LD who
were educated in the ISP made progress in reading tkatom@parable to general education
peers than did students with mild LD who were educatedminclusive settings. Students
with severe LD made comparable progress in reading atig regardless of the setting. The
researchers concluded that effective ISPs, resultifiglitime placement in a general
education classroom setting and student academic proga¢ss &s good as or better than
students placed in separate settings can be achievel@fioentary-aged students with LD.

Scott, Vitale and Masten (1998) concluded, after examinexches’ perceptions and

use of instructional adaptations in general education slaksaegeneral educators were
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found to be positive about the desirability/effectivenand reasonability/feasibility of
making instructional adaptations for students with disadslitiThe primary purpose of the
article was to provide a comprehensive literature reviedsgnthesis to further an overall
understanding of the key questions and issues regarding tisted@daptations for students
with disabilities. The research reviewed for this stumtljcated that classroom teachers are
very positive about the desirability and effectivenessaking adaptations for students with
disabilities in inclusive settings. Teachers were alsadao be less positive regarding the
reasonability and feasibility of implementing adaptationtheir classrooms. Research
indicated also that teachers cited lack of teacheariigaiand limited school support as the
major barriers to accommodating the needs of studetiiglisabilities in inclusive settings.
Instructional adaptations utilized by teach®ersclusive settings are extremely
important to the academic achievement of students wigdbiitges placed in such settings.
Results indicated: (a) research on inclusion in secgretiucation is limited and necessary;
(b) many teachers have not been educated in effectitfedseof inclusion, (c) minorities
and specifically Black males continue to be overreptesein specific categories of special
education; (d) additional research is needed on the eff@otlusion on the academic
progress of students without disabilities in the inclusatérgy; (e) no definitive reason was
found to determine why Black students continue to fall behihdragthnic groups
academically. Limitations and implications for futuregarch are also discussed.
Summary

There are many issues related to the includistudents with disabilities into regular

classes however, none is more important than teetsfbn students’ learning and social

relations with regular classmates. To insure thezgasitive effects of inclusion for students
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with and without disabilities, some general educationte@cand administrators must
change their negative perceptions of inclusion. Adaptatof classroom instruction by the
general education teacher are also vital to the suctédsiaclusion.
Conclusions

The preceding review of literature discussed: (&dseérmination of
students with disabilities, (b) overrepresentation foicAn American students in special
education; (c) parental influence on students with disesiji{fd)academic achievement of
students with disabilities; (e) social skills of studenith disabilities; (f) self-concept of
students with disabilities; and (g) inclusion of studevith disabilities.

The review of the literature identified seven magsues involving the academic

achievement of students with disabilities.

» Self-determination plays a significant role in improvstgdent outcomes in

regards to academic performance (Wehmeyer et al, 2004).

» African American students with disabilities continue ¢odverrepresented
in EBD and MID (Gardner & Miranda, 2001).

* Low-income parents strongly value involvement in thiitdren’s
learning. (Drummond & Stipek, 2004).

* Race and ethnic differences in academic achievement kispappear
early in school, widen in the elementary years andneconsistently
fixed during secondary years.

» Children with disabilities were more likely to ratedaagyressive,
immature, suffer personality problems, and have diffycattending when

compared to their non-disabled peers (Swanson & Malf9%9).
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» School experiences affect students’ perceptions ofélcamemic ability,
social acceptance, popularity, behavior, self-efficaag physical
attractiveness (Elbaum & Vaughn, 2001).

* Regular education teachers with more students with ditgesin their
classrooms had more positive attitudes toward mainsingaigender,
Vail & Scott, 1995).

The review of literature on self-determination suggéstsan unacceptable number
of students with disabilities underachieve academicalgchool settings and beyond
secondary school, remain either underemployed or ungeghld he importance of self-
determination education for students with disabilitiesbheen suggested by Wehmeyer and
Schalock (2001) and Wehmeyer et al, 2004. The research ihsistelf-determination skills
are imperative for students with disabilities if theg & be successful in their secondary and
post-secondary careers. Therefore, policy makersudésts with disabilities should begin to
place strong emphasis on self-determination educationefidheesult would be students

with disabilities becoming positive, contributing membefghe world.



Table 1

Self-Determination of Students with Mild Disabilities

51

Citation Question Participants Procedures Measures Results
Carter, Lane, Examined the self- | Eighty-five high The Air Self- AIR Self- Adolescents with
Pierson & Glaeser, determination of school students ( 39 Determination Determination emotional

2006 adolescents with with emotional Scale was Scale (Wolman, disturbance were

emotional
disturbance and
learning disabilities
from the
perspectives of
special educators,
parents, and the
students

disturbance and 46
with learning
disabilities)

completed by the
participants and the
data was analyzed

Campeau, Dubois,
> Mithaug &
Stolarski, 1994)

found to have lower
ratings of self-
determination than
students with
learning disabilities

Carter & Lunsford,
2005

Reviewed 4 skill
areas of students
with
emotional/behaviora
disorders,
specifically self-
determination, which
may improve
employment
outcomes

| disorders

|

Transition-age youth
with
emotional/behaviora

Self-determination
instruction and
| other skills taught
to participants

Self-Determination
curriculum

Students with
emotional/behaviora
disorders are better
prepared and
experience more
success in
employment
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Citation

Question

Participants

Procedures

Measures

Results

Field & Hoffman,
2002

Described system @
supports for
implementing self-

fTeachers of student
with disabilities and
students with

SSelf-determination
curriculum was
taught to a treatmer

Steps to Self-
Determination
rtcurriculum (Field &

Teachers who are
self-determined are
better able to

determination disabilities group of students | Hoffman, 1996) promote self-
curriculum with disabilities and determination skills
a control group of for their students
students with
disabilities
Malin & Nevin, Determined Studies of self- Reviewed literature| Articles on self- Self-determination
2002 implications of determination on self- determination is continually

implementing self-
determination
curricula

determination

developing and is
important for
students with
disabilities
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Citation

Question

Participants

Procedures

Measures

Results

Martin, Mithaug,
Cox, Peterson, Van
Dycke & Cash,

Determine if
secondary-age
students could use

Eight secondary-
age students with
emotional and

Students completeg
daily self-
determination

Arc Self-
Determination Scalé¢

Pre and post-
2 assessment found
significant academi

2003 self-determination | behavioral disorders contracts to gains

skills to regulate schedule academic

academic tasks tasks.
Mason, Field & Examined Five hundred Conducted online | Survey which Thirty-four percent
Sawilowsky, 2004 | instructional twenty-three web survey contained four were satisfied with

practices and
attitudes of
educators as they
relate to self-
determination and
student involvemen
in the individual
educational plan
process

responses from
teachers,
administrators, and
related services
professionals

[

sections related to
the individual
educational plan
process

the level of student
involvement in the
individual
educational plan
process
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Citation

Question

Participants

Procedures

Measures

Results

Palmer &
Wehmeyer, 2003

Examined whether
young children with
disabilities set goals
for learning using
Self-Determined
Model of
Instruction

Fourteen teachers
from Texas and
5 Kansas

Teachers in the
study received
training from
project staff, then
implemented the
model to their
students

The Goal
Attainment Scaling
(GAS)

Young children,
aged 5-6, were able
to set goals and use
the model to
achieve

Wehmeyer, Field,
Doren, Jones &
Mason, 2004

Examined the role
of promoting self-
determination in
light of federal
standards-based
reform initiatives

Ten years of
research articles on
self-determination

Synthesized the
studies of self-
determination over
a ten years period

Research articles
focusing on self-
determination

School reform
efforts provide an
opportunity to
infuse instruction in
self-determination
into the education
programs of all
students, including
students with
disabilities
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Citation

Question

Participants

Procedures

Measures

Results

Wehmeyer &
Schalock, 2001

Examined self-
determination and
quality of life in

Educators and
students with
disabilities across

Analyzed previous
studies on self-
determination

Studies on self-
determination
instruction for

Self-determination
instruction is
important for

special education | the United States | focusing on students with improving
services and characteristics, disabilities educational
supports for educational outcomes and
students with outcomes and its’ quality of life for
disabilities effect on quality of students with

life for students disabilities.

with disabilities

Wehmeyer, Agran | Examined teachers| Teachers of studentsResponses were | Instrument Findings suggested

& Hughes, 2000

opinions regarding
the value of self-
determination and
issues relating to
teaching skills
leading to this
outcome

with disabilities
from all 50 states

analyzed and
compared based or
teacher of

exceptionality.

developed using

Agran, Snow and
Swaner’s (1999)

survey.

that nationally,
teachers working
with secondary-age
students highly
valued self-
determination
instruction
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Citation

Question

Participants

Procedures

Measures

Results

Artiles, Rueda,
Salazar & Higareda
2005

Examined the

, magnitude of
overrepresentation
of English language
learners in special
education

Eleven urban schodg
districts in
California for the

IReviewed the
records of the
participating school

1998-99 school yeardistricts English

language learners
for and sped
placement

English language
learners placement
patterns, National
Research Council

Specific categories
predicted English
language learners
placement in specia
education

Artiles, &
Aguirre,1998

Do predictors of
sped placement var
by ethnic group?

Twenty-five
vthousand 8 grade
students

Data collected from
National
Educational
Longitudinal Study
database

Student and parent
guestionnaires

There are specific
predictors for
learning disabilities
placement based of
race, family size,
gender, and
academic
achievement

—
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Citation

Question

Participants

Procedures

Measures

Results

Dixon-Floyd &
Johnson, 1997

Variables associate
with assigning
students to

dEighty-five 6", 7™,
and 8" graders from
two El Paso, Texas

Collected data from
students enrolled
during 1992-93 and

Texas Assessment
of Academic Skills
test scores, and

Socio-economic
status and basic
skills performance

behavioral school districts 1993-94 school basic skills scores | have a relationship
classrooms years. with placing at-risk
students in
behavioral
classrooms
Hosp & Reschly, Are economics and| Black and white Data collected from| Descriptive Academic

2004

demographics
predictors of
minority sped
placement?

students placed in
sped

Office of Civil
Rights, Common
Core of Data and
district levels

characteristics of
dependent variables

achievement added
5 significantly to
predictive models
for various racial
groups and
disability

categories.
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Citation

Question

Participants

Procedures

Measures

Results

Hosp & Reschly,
2003

Examined referral
rates for sped
services among
Black, Hispanic and
White students

Black, Hispanic and
White students
referred to sped

Literature
synthesized on the
rates of referral of
intervention or
assessment of the 3
targeted groups

Studies included
racial demographics
and grade levels

Black students

5 referred for sped
services more than
other groups.

Hosp & Reschly,
2002

Examined racial
differences in sped
programming of
Black and White
students

Two hundred-thirty
3rd and 4 grade

students identified
as learning disabled

Examined data
onl102 variables
related to sped
referral,
identification and
placement.

ANOVA used to
identify main
effects for each
variable and its
interaction with
race.

Clear pattern found
in variables related
to restrictiveness of
placement, but

pattern was similar
for Black and White

Students.
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Citation

Question

Participants

Procedures

Measures

Results

Hosp & Hosp, 2001

Examined behavig

rTeachers of Black

differences between and white students

Black and White
students as issue fg
assessment and
intervention.

across the United
rStates

Surveyed teachers
in various districts
across the United
States

African-American
Behavioral Style
(AABS)

Presence of
differences betweer
Black and White
does not
automatically
indicate problems

N

Macmillan &
Lopez, 1996

Are student referral
based on race and
gender?

50ne hundred fifty
school children
grades 2-4
recommended for
pre-referral

Compared students
on cognitive,
achievement and
behavioral scales b
race and gender

yWide Range

Wechsler
Intelligence Scale
for Children-IIl,

Achievement Test-
Revised, School
Archival Record
Search, Social Skill
Rating System-
Teacher, Connors
Teachers Rating
Scale-28,

Critical Events
Index

1°2)

Failed to support th
belief that the
referral of children
IS not based on race
nor gender

11%

v

L
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Citation

Question

Participants

Procedures

Measures

Results

Oswald, Coutinho,
Best & Singh,

Influence of school-
related economic
and demographic
variables

Four thousand fifty-
five school districts
across the United
States

Analyzed extant
data on ethnicity,
sped identification
of Mildly Mentally
Retarded and,
Severely
Emotionally
Disturbed, and
educational,
demographic and
educational factors

Fall 1992
Elementary and
Secondary School
Civil Rights
Compliance Report

Blacks identified
2.4 more times thar
whites as Mildly
Mentally Retarded
and 1.5 times more
as Severely
Emotionally
Disturbed

Peterson & Shinn,
2002

Which best explains
school identification
practices for
learning
disabilities?

Forty-eight fourth-
grade students with
learning disabilities

Students were teste
with the and two
reading measures

dVechsler
Intelligence Scale
for Children-llI
Woodcock-Johnson
Broad Reading
Cluster, Reading-
Curriculum-Based
Measurement

Best explanation fo
school-identified
learning disabilities
practices was
achievement
discrepancy
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Citation Question Participants Procedures Measures Results
Deismone, 19999 When linking Black, Hispanic and Analyzed results of| National The effectiveness of
parental White parents of parental surveys Educational particular parent-
involvement with school-aged Longitudinal involvement
student children across the Study:88 practices differ
achievement, do United States according to
race and income race/ethnicity and
matter family income
Drummond & Low-income Two hundred thirty-| Parents surveyed byTeacher Parents rated the

Stipek, 2004

parents’ belief abou
their role in their
children’s academig
learning

tfour low-income
Black, Hispanic and
White parents of?
and ¥ grade

students

phone to rate
importance of
helping their child
with academics

guestionnaires and
parent interviews

importance of
helping their child
with academics very
highly.
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Citation

Question

Participants

Procedures

Measures

Results

Eccles & Harold,
1993

Importance of
parental
involvement in
early adolescent
years

Two thousand
families living in
Philadelphia, PA
and Prince George’
County, MD

5

Reviewed results of
studies involving
participants

Parent, student and
teacher
guestionnaires

Parental
involvement is
extremely important
during early school
years

Gutman & Midgley,
2000

Role of protective
factors in
supporting
academic
achievement of poor
black American
students during
middle school
transition

Sixty-two Black
American low-
income families

Examined main and
interactive effects o
psychological,
family, and school
factors on students’
grade-point
averages across
middle school
transition

Parent interviews
f and student surveys

Students

5 experienced
significant decline
in grade-point
average from
elementary to
middle school and
students who felt
more efficacious
had higher grade-

point averages




Table 3 (continued)

Parental Influence and Students with Mild Disabilities

63

Citation

Question

Participants

Procedures

Measures

Results

Kenny, Gallagher,
Alvarez-Salat &

What are sources of One hundred

support and

students (32 boys,

Students completeg
guestionnaires on

Parent Attachment
Questionnaire,

Quality of
relationships with

Silsby, 2002 psychological 68 girls) 9 Asian, 54 stress-related issue<Children’s fathers is important
distress among Black, 18 Hispanic, Depression to psychological
academically and 19 White Inventory, student | health of urban
successful inner-city enrolled in high grade-point youth
youth? school collaborative averages

programs
Mau, 1997 Differences in One hundred Students completed National Both Asian groups

parental influences
on academic
achievement of
Asian immigrants,
Asian-Americans
and White-
Americans

eighty-four Asian-
Americans, 472
Asian immigrants
and 13,387 white
Americans

a 45 minute self-
administered
guestionnaire

Educational
Longitudinal
Study:88;

spent more time on
homework and
perceived higher
parental
involvement than
White-American
students
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Citation Question Participants Procedures Measures Results
Newman, Myers, | Factors that Twenty-two Black | Tape recorded Researcher Mothers play a
Newman, Lohman | contribute to the | American middle | student interviews, | developed significant role in the

& Smith, 2000

academic success
of Black students
transitioning from

middle to high academic Black students
school motivation,

guestionnaires of

academic

supporters

school students

student responses
standardized
measures of

l@uestionnaire

success of
academically
successful low-income

Simons-Morton,
2003

Identify factors
associated with
school adjustment
and engagement
among & graders

One thousand two
hundred sixty-
seven 8-graders in
four middle school
s in one United
States school
district.

Students surveyed
at beginning and
end of school year.

Survey instrument
of 166 items to
assess school
adjustment, parent
involvement,
monitoring,
expectations,
climate, social
competence and
depression

There is a decline in
school
adjustment/engageme
during middles school
and parental
involvement and socia
competence may be
protective against
decline in these

variables
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Zellman &
Waterman, 1998

Impact of parental
involvement on
children’s
educational
outcomes

One hundred
ninety-three Los
Angeles area"™
and %" grade
children and their
mothers

Analyzed data from
a larger study

Kaufman-Brief
Intelligence Test,
Teacher-Child
Rating Scale

Parent school
involvement
contributes to
positive school
outcomes
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Citation

Question

Participants

Procedures

Measures

Results

Anderson, Kutash
& Duchnowski,
2001

Comparisons of
students with
emotional/behaviora
disorders and
students with
learning disabilities’
academic progress
over a 5 yr period

One hundred three
students that began
| kindergarten in 1989
and were eventually|
identified as
emotional/behaviora
disordered or
learning disabled
based on federal an
state rules

Examined changes
in standardized
math and reading
achievement scores$
between K-8
| grade

Kaufman-Test of
Educational
Achievement

Young students
with learning
disabilities were
consistently less
positively in rating
their learning
capabilities than
non-disabled peers

Carlisle & Chang,
1996

Investigated self-
evaluations of
students with
learning disabilities’
in terms of learning
capabilities in
mainstream science
classes over a 3 yr

period

Students identified
as learning disabled
from suburban
Chicago school
district

Teachers and
students completed
rating scales in
spring of each year

Student Rating
Scale, Teacher
Rating Scale, Self-
Perception Profile
for Children, Self-
Perception Profile
for Learning
Disabled Children

Young students
with learning
disabilities were
consistently less
positive in rating
their learning
capabilities than
their non-disabled
peers
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Citation

Question

Participants

Procedures

Measures

Results

Kaplan, Peck &
Mitchell, 1994

Examined how self-
esteem and
academic
performance are
related, direction of
that relationship ang
variables which
mediate the effect
self-rejection on

One thousand seve
hundred seventy-si
middle-school
students

nStudents were
surveyed at two
different times with
guestionnaire

Perceived Rejection
by Teachers, Anti-
Social Defenses

Academic failure is
motivated behavior
that may be viewed
as an adaptation to
previous self-
devaluing
experiences within
school context

academic
performance
Meece & Kurtz- Described current | Current and future | Reviewed public National Population of
Curtis, 2001 challenges in ethnic minority school enroliments | Assessment of school children will
educating ethnic students in United | by demographics | Educational become more

minority children

States public
schools

Progress, (1999)
National Center for
Educational

Statistics (2000)

diverse
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Citation Question Participants Procedures Measures Results
Mooney, Epstein, | Examined status of | Children/adolescents Analyzed 55 Standardized Further research is
Reid & Nelson, trends in between the ages of students conducted instruments, needed in this area
2003 interventions 5-21 with between 1975 to | curricular measures,before definite

designed to improve
the academic
functioning of
students with
emotional/behaviora
disorders

emotional/behaviora

disorders challenges

12002

grades, social
interactions and
school behavior

conclusions can be
reached

Rodney, Crafter,
Rodney & Mupier,
1999

Examination of
grade retention
variables among
Black-American
males

Two hundred forty-
three Black-
American 13-17
year-old males

Participants
interviewed for
approximately one
hour

Children’s
Structured
Assessment for the
Genetics of
Alcoholism

Thirty-one percent
of the variation in
grade retention was
accounted for by
the variables
included in the

D

model
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Citation

Question

Participants

Procedures

Measures

Results

Self-Brown &
Mathews, I, 2003

Effects of classroom
structure on student
achievement goal
orientation for
mathematics

Two 5"-grade
classes and ond'4
grade class totaling
61 students

Students were
randomly assigned
token economy,
contingency
contract, or control
condition

Weekly grades

Students in
contingency-
contract condition
set significantly
more learning goals
than did students ir
other structure

U7

conditions
Trout, Nordness, | Examined current | One hundred one | Comprehensive Demographics, Significant
Pierce 7 Epstein, | state of the literature articles published | review of all sped identification, | limitations existed,
2003 on the academic between 1961-2000| published articles on academic subjects | incomplete

status of students
with
emotional/behaviora
disorders

on academic status
of students with

| emotional/behaviora
disorders

the academic status
of students with

| emotional/behaviora
disorders

and teacher ratings

reporting of student
data, inadequate
research on
academic skill sets
and limited number
of students
compromised the

study
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Citation

Question

Participants

Procedures

Measures

Results

Van Vooris, 2003

Examined effects

bfTwo hundred fifty-

Six classes of

Teachers Involve

Teachers Involve

weekly interactive | three sixth and students completed| Parents in Parents in
science homework | eight- grade Teachers Involve | Homework Homework
on family students with mild | Parents in interactive students
involvement in disabilities Homework earned significantly
homework, student assignments, 4 higher science
achievement and classes completed report cards than di
homework attitudes non-interactive non-Teacher
homework Involve parents in
Homework students
Waxman, Huang, | Examined Large urban school| Fifteen classes and| Classroom Effective
Anderson & classroom processedlistrict located in a | six students from | Observation Scale, | classrooms
Weinstein, 1997 in urban elementary major metropolitan | each school were | Classroom observed more

schools identified as city the south

effective and
ineffective

United States

central region of the

randomly chosen to
be observed during

reading

Environment Scale,

interactions betwee
students and
teachers
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Citation Question Participants Procedures Measures Results

Kemp & Carter, Investigated social | Twenty-two Direct assessment | Measure of social | Large differences

2002 interaction and students with of social interaction| interaction adapted| were found between
social status of moderate on the playground, | from Carter, Kemp | the students with
mainstreamed intellectual social status & lacono (1995) disabilities and their

students with
disabilities in grades
1-5 in state, catholig
and independent
schools

disabilities who

5 received an
inclusive preschool
intervention

obtained by
interviewing
classmates, and
ratings of teachers,
parents and
principals

non-disabled peers
interacting with
peers and amount ¢
time in isolation

McConnell, Scott &
Odom, 1999

Evaluated
performance-based
assessment of soci
competence in
young children with
disabilities

Two hundred
twenty-two
apreschool-aged
children, 173 with
disabilities and 49
without identified
disabilities

A multi-method of
assessment of
children’s social
competence was
conducted by
teachers, peers, an
observers

Peer Socio-Metric,
Teacher Rating of
social competence,
Observational
Assessment of
dSocial Behavior,
Observer Rating of
Quality of social

Interaction

Children with
disabilities differed
from children
without disabilities
on the performance
based assessment
social competence
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Citation

Question

Participants

Procedures

Measures

Results

Ochoa & Olivarez,
Jr., 1995

Examined the peer
rating socio-metric
research on studen
with learning
disabilities

Seventeen studies
examined peer
[gating socio-metric
research on studen
with disabilities

Thirty-seven effect
sizes were
calculated to
[determine
significance

Peer-related
evaluation scales

Students with
learning disabilities
have lower socio-
metric status when
compared to their
non-handicapped
peers

Odom et al, 1999

Compared effects
different
intervention
approaches
designed to promot
peer-related
competence of
young children with
disabilities

dinety-two pre-
school children with
disabilities, 60 boys
and 32 girls

(1%}

A performance-
based assessment
social competence
consisting of
observational,
teacher rating and
peer rating
measures was

after the
interventions and
the following year

collected before and

Direct Observations
oMeasures, Observe
Impressions Scale,
Teacher Rating of
Competence, peer
Ratings

There are effective

rintervention
approaches
available for
children with needs
related to social
competence and thg
different types of
interventions may
be useful for
addressing different
goals of individual
children

D
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Citation

Question

Participants

Procedures

Measures

Results

Swanson & Malone
1992

Conducted a meta-
analysis of studies
concerning the
social skills of
children with
learning disabilities

Thirty-nine studies
which compared an
average 9.4 effect
sizes were analyze(

Results of studies
were analyzed
producing 366

I effect sizes

Perceived
Competence Scale
for Children, Profile
of Nonverbal
Sensitivity

Children with
disabilities were
more likely to be
rated as aggressive
immature, suffer
personality
problems and have
difficulty attending
than their non-
disabled peers

Vaughn & Elbaum,
1996

Effects of inclusion
on the social
functioning of
students with
learning disabilities

Sixty-four students
from an elementary
school, 36 boys ang
28 girls identified ag
learning disabilities

Student measures
collected at
beginning and end
of school year

Peer Ratings of
Liking, Self-
Concept, Lonelines
and Social
Dissatisfaction
Scale, Social
Alienation Scale

Student with
learning disabilities
swere less liked and
more frequently
rejected than high
achieving students
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Citation

Question

Participants

Procedures

Measures

Results

Vaughn et al, 1996

Examined social
skills intervention
for young children
with disabilities

Three to five-year
old children with
disabilities between
1975-1999

Collected studies of
social skills of
students with
learning disabilities

Direct instruction of
social skills

Students with
disabilities acquire
proper social skills
later than their non-
disabled peers

Vaughn & Hogan,
1994

Examined
differences in socia
skills of students
with and without
disabilities

Two hundred thirty-
nine K-3 students
with disabilities

Measures collected
at end of school
year

Peer-Rating Scale,
Self-Concept Scale
Social Skills Scale

Students with
disabilities have
more difficulties
than students
without disabilities
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Citation Question Participants Procedures Measures Results
Clever & Bear, Do self-perceptions| Normal Measures Self-Perceptions of| Children with
1992 of children with achievement group| administered by Competence, The | learning disabilities
learning disabilities | (23 Black, 99 first author to each | Self-Perception and low
differ from those of | White), low class over several | Profile for Children | achievement held
low achievement | achievement group| weeks in early lower self
and normal (10 Black, 17 spring. perceptions of
achievement White), learning scholastic
children in the same disabilities group (9 competence than
classroom? Black, 26 White). children with
All attended Team normal achievement
Approach to and children with
Mastery classes learning disabilities
had lower self
perceptions than
both other groups
Elbaum & Vaughn, | Effectiveness of Eighty-two Comprehensive Piers-Harris Type of most
2001 self-concept combined search of the Children Self- effective
outcomes of schoolt elementary, middle | literature(1975- Concept Scale, selft intervention differed

based interventions
for students with
learning disabilities

and high school
students identified
as learning
disabilities

1997) yielded 64
intervention studies
measuring the
effects of students’
self-concept

Esteem Inventory,
Dimensions of Self-
concept, Primary
Self-Concept

Inventory

for students at
different grade
levels
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Citation

Question

Participants

Procedures

Measures

Results

Neal, 2003

Examined effects (
Black-American
movement styles or
teachers’

fOne hundred thirty-
six middle school
teachers from three
different schools in

Participants viewed
videotape on

movement styles of
Black students and

Adjective Checklist
Questionnaire
(ACL; Gough &
Heilbrun, 1983)

Teachers perceived
students with Black
American cultural

movement styles as

-

perceptions a suburban completed a lower in
southwestern state | questionnaire achievement, highe
in aggression, and
more likely to need
special education
services
Tournaki, 2003 Determined Three hundred Teachers respondedCase studies Social behavior
teachers’ eighty-four general | to 1 of 32 possible | describing students| influenced teachers
perceptions of the | education case studies in which gender, academic
likelihood of elementary and describing a student reading predictions and
students’ academic| middle school achievement, social reading

and social success
in general educatiof
classes

teachers who lived
nand worked in a

middle-class

borough of New

York City

behavior and
attentiveness were
manipulated

achievement
influenced social
predictions
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Citation

Question

Participants

Procedures

Measures

Results

Baker, Wang &
Walberg, 1995

What are effects of
inclusion on the

learning of students
with disabilities?

Included students
with disabilities
involved in major
studies

Meta-analyses of
educational
literature of
included students

Academic and
social effect sizes

To close gap
between sped and
regular students,
inclusion and
effective teaching
methods for all
students are neede

Barnett &
Monda-Amaya,
1998

Examined
principals’ attitudes
and knowledge of
inclusion

One hundred fifteen
randomly selected
principals across
lllinois (59
elementary, 27
middle, 29 high
schools)

Surveys sent to
principals designed
to elicit data
regarding
definitions,
leadership styles,
effectives of
inclusion education

Survey instrument
divided into four
sections: General
background,
leadership
approach,
principals’
definition of
inclusion, attitudes
of inclusion

Principals viewed
inclusion as most
appropriate for
students with mild
disabilities and
teachers were not
adequately prepare
to implement
inclusive practices.

j®N
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Bender, Vail & Investigated types | One hundred Teachers completed Six question Likert | Teacher with less
Scott, 1995 of instructional twenty-seven guestionnaires and | scale on positive attitudes
strategies offered in teachers in grades 1ANOVAs were mainstreaming toward
mainstream classes 8 from11 school utilized in analyzing| attitudes, Bender | mainstreaming used
districts in Georgia | the answers Classroom Structurgeffective
Questionnaire, mainstream
Teacher instructional
Effectiveness Scalg strategies less
frequently
Cook, 2001 Do teachers’ Seventy general Teachers completed Nominating form | Teachers tend to

attitudes toward
their included
students with
disabilities differ
based on the
disability’s
severity?

elementary
education teachers
of inclusive students;

form naming three
students best

5 representing
descriptions of
attachment,
concern,
indifference and
rejection

developed by Good
& Brophy, 1972

form different
attitudes and
expectations for
included students
based on the
severity or
obviousness of the
disability
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Citation

Question

Participants

Procedures

Measures

Results

McLeskey, Henry &
Axelrod, 1999

To what extent

should students wit
learning disabilities
be placed in genera
education

Students with
nlearning disabilities

placements for
Ischool-aged

students in the 50

Examined data formh Cumulative
sPlacement Rate

Reports to Congres
regarding placemer
over a six year
period

t

Student with
learning disabilities
are increasingly
becoming educated
in less restrictive

classrooms? states and the settings
District of
Columbia
Praisner, 2003 Surveyed Four hundred eight| Participants Principals and One in five
elementary elementary school | completed Inclusion Survey principals’ attitude
principals’ attitudes| principals in guestionnaire of (P1S) toward inclusion is

toward inclusion

Pennsylvania

their attitude

towards inclusion

positive, while most
are uncertain
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Citation

Question

Participants

Procedures

Measures

Results

Scott, Vitale &
Masten, 1998

Examined teachers
perceptions and use
of instructional
adaptations in
general education
classes

General education

Participants

2 teachers in inclusive completed

setting across the
United States

guestionnaire
regarding
instructional
strategies used in
inclusive settings

Classroom Climate
Scales., direct
observation,
interviews

General education
teachers are positiv|
regarding
effectiveness of
making instructiona
adaptations for
included students

D

Waldron &
McLeskey, 1998

Examined effects of
an Inclusive School
Program on reading
and math
achievement of
students with
learning disabilities

Seventy-one
students with
learning disabilities
in grades K-6
located in a small
mid-western
metropolitan city

Academic progress
of both groups was
evaluated using
achievement test
results

Kaufman-Test of
Educational
Achievement

Students with
learning disabilities
in an Inclusive
School Program
made significantly
more progress in
academics when
compared to non-
Inclusive School
Program students ir
resource classes

N
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Citation Question Participants Procedures Measures Results

Wood, 1998 Investigated Three elementary | General and special Semi-structured Teachers’ roles in
teachers’ inclusive education teachers| interviews inclusion and
perceptions of their| classrooms for in collaborative perceptions become
educational roles in| students with severesettings were askeg less rigid as the
collaboration of disabilities in a to complete school year
students with severeCalifornia coastal | individual progresses, creating
disabilities district interviews more teamwork
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CHAPTER 3
METHODS
Participants
Description: The purpose of this study is to determine and compare the sel

determination levels of African-American, European-Aiceamn, and Hispanic-American high
school students with mild disabilities. For the purpose{$his study, mild disabilities
included the following disabilities based on federal ancstafinitions:
Emotional/Behavioral Disorders, Other Health ImpairtagBpecific Learning Disabilities
and Speech or Language Impairments and excluded the fajlaligabilities based on
federal and state definitions: Autism, Deaf-blindness ridgdmpairments, Intellectual
Disabilities, Multiple Disabilities, Traumatic Brainjury and Visual ImpairmentsStudents
with disabilities, who participated in this study, wereniifged and receiving services in
special education. Due to confidentiality concernsl@ligrade language arts’ students of
the selected classes were invited to participate isttiayy, however the researcher only
analyzed the survey results of seventy-five studentsdsiabilities, and twenty-five
students without disabilities. All participants in the stuaire working towards one of the
following diploma options.
Diploma Options

1. Special Education Diploma is awarded only to studentsifiéenwith

disabilities assigned to a special education program wiaa@ not met the state

assessment requirements referenced in Rule 160-3-1-07-Stus$asisAent, or

who have not completed all the requirements for a sadiool diploma, but have

completed their Individualized Education Programs (IEP).
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2. Technology/Career-Preparatory Diploma is awardatuidents who complete
a program of study requiring 22 Carnegie units as specifi¢hdeb§eorgia board
of Education. Completion of this program is signified byigh School Diploma
with a Technology/Career Preparatory Seal. (At ldaske technical units must be
earned in a concentrated area and a fourth technicahusitbe earned in the
same or related area).
3. College Preparatory Diploma (CP) is awarded upon complefi@ program
of study with a minimum of 22 Carnegie units. Completgsignified by a
High School Diploma with a College Preparatory Sedidating that the
student has satisfactorily completed a college prepgrptogram specified by
the State board of Education.
Procedures
The students invited to participate in the study wefégk@de students with and
without disabilities seeking the Special Education Diplofeghnical/Career Preparatory
Diploma or College Preparatory Diploma
One hundred TBgrade students (75 students with mild disabilities and 25 ssident
without disabilities) were included in the study. Each studeth disabilities participant met
the following criteria to be included in the study: (1) idieed and receiving services for
mild disabilities, as previously defined, (2) returned aeigparental form, and (3) returned
a signed student consent form.
The racial composition of the study’s participants wlidabilities consisted of the
following racial groups: African-American; European-Angan and Hispanic-American.

There were no students from the Asian-American etijaap due to so few Asian students
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assigned to special education. Table 8 below shows thegiaphics of the research
participants.

Prerequisites and ExclusionStudents were excluded from the study if they did not
have parental permission to participate or if theysehaot to participate. The settings for the
study were 10th grade language arts regular and special edudassrooms. If the teacher,
researcher, parent or student believed that a studen&srivolved in this study would be
best used for studying, or other methods of improving progreébatitlassroom
environment, then that student was not included in the stusigned informed consent
form detailing all procedures was required from both therpdfgppendix C) and student
(Appendix D) prior to the initiation of the study. Pareand students were given the choice
to withdraw or be excluded from the study at any time.

Teacher ParticipantsThe teachers invited to participate in the study welegtade
language arts teachers of students with and without disad8ieeking either the Special
Education Diploma, Technical/Career Preparatory Diplom@ollege Preparatory Diploma.
The teachers presented the survey as a planned lessorstaacted the students according
to the scale’s protocol. The researcher instructedetieher participants on proper procedure

on implementation of the survey prior to the teacpeesenting the survey to the students.
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Table 8
Race N Special Trecal College  Male Female LDS EBD OHI
Diploma Diploma Prep
African 30 12 17 1 23 7 17 6 2
American
European 38 6 24 8 24 14 24 1 -
American
Hispanic 28 10 17 1 17 11 23 2 -
American
Other 4 - 1 3 3 1 - - -

SLD=Specific Learning Disabilities; EBD=Emotional/Behaaibbisorders; OHI=Other Health Impaired
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Setting

The study was conducted at a high school located in adatgeban school district
in the Southeast. The high school included grades 9 throug@thézchool district has a
student population of approximately 151,000 students. The studyomndscted in selected
regular and special educatiorM@rade language arts classrooms. The average size of the
language arts college preparatory classroom was 23 stutieataverage size of the
technical language arts classroom was 35 students. Thgeawiza of the resource language

arts classroom was 6 students.
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Instructional Activities:

Day 1: The study commenced with the participating classteachers presenting
new information in the form of a lecture to all studeincluding students without
disabilities. This lecture explained the purpose of theysamd included the delivering of
parental and student consent forms to all students askigrithe classes. The students were
instructed to return signed forms within three days i thlected to participate. This process
approximately required thirty minutes of class time.

Day 2: After consent forms were collected, student®wemren two forms to complete in
class: (1) Student demographical survey and, (2) the AreC@edfrmination Scale Survey.
Students who elected not to participate were given theropficemaining in the classroom
involved in lesson-related assignment or to complete sasignment in other classroom.
Participating students were given instructions on how mapéete instrument and teachers
assisted students requiring assistance when needed. Uppletion of survey, students
returned both forms to teachers. Teachers themedduforms to department chairpersons,
who then returned the forms to the researcher. Thands® then collected the forms, and
began process of selection of participants prior tdyaisa A letter of appreciation was sent

to participating schools’ principals, chairpersons, tee;lsudents and parents
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Instruments

Participants were requested to complete a demographidgaqueste to glean basic
background information. The demographic questionnaire wasdogeekby the researcher.
Participants will be given a copy of the Adolescentsie of The Arc’s Self-Determination
Scale originally created by Wehmeyer (1995). Self-repost puaposely used in the design
of The Arc’s Self-Determination Scale (Wehmeyer, 1998)e Arc’s Self-Determination
Scale allows students with disabilities to voice tl@mn ideas and opinions about
themselves and their futur&@he term Self-Determination was defined by Field, Martin
Miller, Ward and Wehmeyer (1998) as: a combination of skihewledge, and beliefs that
enable a person to engage in goal-directed, self-reguiéonomous behavior. An
understanding of one’s strengths and limitations, togetitara belief of oneself as capable
and effective are essential to self-determination.eicting on the basis of these skills and
attitudes, individuals have greater ability to take cordfaheir lives and assume the role of
successful adults in our society (p. 2).

The Arc’s Self-Determination scale was originally deped and normed with 500
secondary school students with and without cognitive digabilvho attended school in
urban, rural, and suburban school districts of fiveed#ht states (Rasheed, 2005; Wehmeyer,
1995). The Arc’s Self-Determination scale was designdxzt ta self-report measure of self-
determination. It was designed for use by adolescentsdigiaibilities, and was especially
geared for students with mild mental retardation and leadhgabilities (Wehmeyer, 1995).
The Arc’s Self-Determination Scale is a 72 item seffart instrument with total scores
ranging from 0-148, with higher scores representing highelslevself determination

(Rasheed, 2005; Wehmeyer, 1995).
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The Arc’s Self-Determination Scale’s four primary dansaare:

(1) Autonomy reflects performance in self-care and géfenaly focused activities, such as
shopping, cleaning and cooking.

(2) Self-Regulation domain requires students to identgga in each of three major
transition areas (living, working and transportation), lestdhe steps they will need to take
to achieve each goal. Students are asked to identifyyifidnee planned for each of these
outcomes, and if so, if they have set goals and knbat wwill take to achieve these goals.
(3) Psychological Empowermenrgfers to the related constructs of locus of conseaif-
efficacy and outcome expectancy. These three conspumtgle an overall indicator of
perceived control.

(4) Self-Realization domain provides information on sgveomponents of self-realization,
including self-awareness, self-acceptance, self-confideetiegesteem and self-actualization.
The autonomy domain was divided into the two sub-domemsa Independence (Further
divided into two areas of Independence), (a) Personal @greamily Oriented Functions
and Interaction with the Environment.

(2) Choice or Acting on the Basis of PreferencesieBelInterests, and Abilities, (Further
divided into four areas), (a) Choice (Recreation andute)s (b) Community Involvement
(c) Post-School Direction and (d) Personal Expression.

The self-regulation domain was divided into the two subalog) (a) Inter-personal
cognitive problem solving, and (b) Goal setting and task pedocm

Items on the instrument were generated in each dbthedomain areas using two methods:
adapting questions from existing measures of the essemialateristics, if possible, and

author generated items (Wehmeyer, 1996).
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Reliability

In order to check for inter-rater reliability the eascher will select two raters to score
guestions from The Arc’s Self-Determination Scale. Thistake place prior to sending the
scale to the entire sample population. The ratdtpraictice scoring the Arc’s Self-
Determination Scale by scoring five surveys completed hyamly chosen students from
the sample of students that will be participating. Tha dall be compared using a point-by-
point comparison in agreements which will be divided byemgents and multiplied by 100
to compute a percentage. The same formula will be usedctdata inter-rater reliability
during all of The Arc’s Self-Determination Scale measufi@® calculate the inter-rater
reliability, the following equation will be used:

( Number of Agreements )
Number of Agreements + Disagreements X 100

After a competence level is obtained, tlseess will number the students and divide
them equally between the two scorers to be scored chailly. Both scorers will rate every
subsequent"5participant independently in order to determine the extewhich
satisfactory rater reliability will be sustained thghout the scoring process. If a discrepancy
in the scoring occurs, then measures will be rescorédebsesearcher and observer until
100% agreement is reached and then the data will be éntere
Construct Validity

Construct validity of The Arc’s Self-Determinationdgde was established by factor
analysis and discriminative validity. Wehmeyer facoalyzed the items for each sub-test
separately except for the Self-Regulation section wtéginot be factor analyzed due to the

open-ended responses for each item. For each ofrdeefdttor analyses, Wehmeyer was
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able to identify factors that were consistent witlub-domain that were used in creating the
sub-tests. Discriminative validity was establishedgighree different groups: students
without disabilities, students with learning disabilitiasg students with mental retardation.
Significant differences were found between the threems on total Arc scores. Post-hoc
analyses revealed significant differences between swdétfiout disabilities and students
with mental retardation, and students with learning disesiland students with mental
retardation. There were significant differences fer Amtonomy sub-test between students
without disabilities and students with mental retardatond between students with learning
disabilities and students with mental retardation. tReiSelf-Regulation sub-test, there were
significant differences between all three groups. RemRsychological Empowerment sub-
test, there were significant differences between stadeithout disabilities and students with
mental retardation, and for students with learning disesland students with mental
retardation. For the Self-Realization sub-test,ghegre significant differences between
students without disabilities and students with mentaldatamn, and students with learning
disabilities and students with mental retardation. ffésed for all scores was that students
without disabilities scored highest followed by students eairning disabilities and mental
retardation respectively. The scale’s internal consisteeliability was calculated using
Cronbach’s alpha for the entire measure with the gi@e of the Self-Regulation domain
which required open-ended questions and therefore did rebitéeif to such analyses.
Coefficient alpha for the entire scale was .90 (actoafe is .896); alpha for the Autonomy
domain was .90 (actual score is .898); alpha for the B&ygisal Empowerment domain

was .73; and alpha for the Self-Realization domain.62s
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The Self-Regulation section of The Arc’s Self-Deataration Scale consists of nine
(9) open-ended questions that cover two sub-domains, (Inser@rCognitive Problem
Solving & Goal-Setting and Task Performance). These gusstiere not be utilized in this
study.

The scale’s concurrent criterion-relateltidity was established by analyzing
relationships between The Arc’s Self-Determinationl&ead three conceptually related
measures: a global locus of control scale, a meas@®ademic achievement attributions,
and a self-efficacy scale (Carter et al, 2006). Locu®ofrol was measured using the Adult
version of the Nowicki-Strickland Internal-Exterr&tale (ANS-1E) (Nowicki & Duke,
1974). The negative relationship between The Arc’s Setéb@nation Scale and the Adult
version of the Norwicki-Strickland-Internal-Exterratale (ANS-IE) was explained by the
fact that the higher the score on the ANS-IE, theengxternal is the individual’s locus of
control orientation.

Attributions of academic achievement were meakhy the Intellectual Achievement
Responsibility Questionnaire (IARQ) (Crandall, Katkoys& Crandall, 1965). The | +
subscale indicates the degree to which students attributsubeess internally while the I -
subscale indicates the degree to which students intertiadizeacademic failure.

Self-Efficacy was measured using the Seliekfly Scale (SES) (Sherer, Maddox,
Mercadante, Prentice-Dunn, Jacobs, & Rogers, 1982).

Total and domain scores from The Arc’s Self-DetermomaBcale of students were
correlated with students’ scores from the above destmnteasures (Wehmeyer, 1995). The
table below provided the correlation coefficients. Allalues in the table were statistically

significant (p <.0001).
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Correlation Table for Arc Self-Determination Scale

*ANS-1E *IARQ *IARQ *IARQ  *SES
1+ 1- Total

Autonomy r=(-.16) 2% r=.17 r=0.20 r=.26
Self-Regulation r=(-.32) 8. r=.29 r=.29 r=.28
Psychological r=(-.27) r=.45 r=.25 r=.36 047
Empowerment
Self-Realization r=(-.27) =.p7 r=.30 r=.27 87.
Total r=(-.26) r=.32 r=.27 r=.29 r=.39

*ANS-IE= Adult version of the Norwicki-Strickland InterhExternal Scale
*ARQ= Intellectual Achievement Responsibility questiaire

* SES= Self-Efficacy Scale

According to Wehmeyer (1995), in and of themselves, saaifirelationships are

not particularly meaningful given the sample size. deev, most of the relationships are

moderate to strong (.25 to .5) and relationships are stroingasas one would predict (p.

110). These findings provided a picture of the level of trearrent criterion-related

validity of The Arc’s Self-Determination Scale.

Design

Analysis of variance (ANOVA) was used to compare defees in the Arc’s

measures between race and diploma selection group. iRiespie’ surveys were analyzed

using race and diploma selection as the common variébie analysis helped ensure that

the results of the survey were able to be generaléuttentire sample.
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Research Questions

Research question 1: For African-American, European-faneiand Hispanic-American
students with mild disabilities in a high school settinbat are theiArc Self-Determination
Scale (ASDSptal scores, and the thra&DSsub-domain scores of Autonomy,
Psychological Empowerment, and Self-Realization? D@see statistics will be used to
address research question number one usingtttestical Package and Social Science
(SPSS) computer program.

Research question 2: Are there significant differemcesl|f-determination scores of
students with mild disabilities based on race? (Afridamerican, European American and
Hispanic American) For this research question anabfsiariance (ANOVA) was used to
compare the diploma option selection using the Staidfackage and Social Science
(SPSS) computer program.

Research question 3: Are there significant differemcesl|f-determination scores of
students with mild disabilities based on diploma optidect®n? (Special Education
Diploma, Technical/Career Preparatory Diploma, andegellPreparatory Diploma)
Analysis of variance (ANOVA) was used to address thisae question using the
Statistical Package and Social Science (SPSS) compatgapr

Research question 4: Are there differences in selfHahgtation scores based on gender?
Analysis of variance (ANOVA) was used to address thisaeh question using the

Statistical Package and Social Science (SPSS) compatgapr
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CHAPTER 4
RESULTS

Introduction

This chapter presents the results of the study. The purpose of this study was to
determine and compare the self-determination levels of African-American, European-
American and Hispanic-American high school students with mild disabilltresArc’s Self-
Determination Scale (ASDS®)as administered to 100 high school students (75 students with
mild disabilities and 25 students without disabilities). The instrument used in this study was
The Arc’s Self-Determination Scale (ASDH)eASDS provided a total score as well as three
sub-domain scores of self-determination, Autonomy, Psychological Empowerment, and Self-
Realization. A fourth sub-domain, Self-Regulation, was not administered in this study.

Research Questions

1. For African-American, European-American and Hispanic-American students with
mild disabilities and Regular Education students in a high school setting, what are
their Arc Self-Determination Scale (ASD8gan total scores, and the thADS
sub-domain scores of Autonomy, Psychological Empowerment, and Self-Realization?

2. Are there significant differences in self-determination scores of students with mild
disabilities based on race? (African-American, European-American and Hispanic-
American)

3. Are there significant differences in self-determination scores of students with mild
disabilities based on diploma option selection? (Special Education Diploma,

Technical/Career Preparatory Diploma, and College Preparatory Diploma)
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4, Are there significant differences in Total self-deteration scores and the three sub-
domains of Autonomy, Psychological Empowerment, andedflization based on
gender?

Analysis of Research Questions

In the current study, four research questions were inatstidpased on the responses
of the above described sample to the Arc’'s Self-Deteation ScaleASDS)and the three
sub-domains of Autonomy, Psychological Empowerment, &ifd Bealization. For the
purposes of this study, the sub-domain of Self-Regulatianetincluded.

A series of one-way analysis of variance (ANOVA) wasducted for the four
measures (Total ASDS, Autonomy, Psychological Empowet,naed Self-Realization.
Research Questions One and Two

The following are the mean and standard deviation for gamlp’s TotalASDSscore
and each sub-domain score calculated bystagéistical Package and Social Science (SPSS)

computer program. These data are presented in Table 10
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Descriptive Statistics All Groups
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Total Autonomy Pyschological  Self -Realization
Empowerment

M SD M SD M SD M SD
African 108.9 1152 811 13.70 132 1.15 13.2 1.49
American
European 106.1 11.04 80.9 11.04 1268 13.2 1.08
American
Hispanic 106.7 10.84 80.3 10.51 .0 13.91 13.2 1.18
American
General 110.8 5.55 84.2 525 132 .93 13.5 1.05
Education

Research question two addresses differences in self-dieétion scores based on

race. (i.e. African American, European American, Higp American)

A one-way analysis of variance (ANOVA) was conductecdefach group on Total

ASDSscores and the three sub-domain scores of Autonomy, ¢tlegadal Empowerment,

and Self-Realization. Table 11 shows the results of thial ASDS scores which indicated

no significant differences among the groups based on race.
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Table 11

ANOVA for Group Autonomy

Source SS df MS F p
Between Groups 348.360 3 116.120 1.153 332
Within Groups 10470.880 96 170.

Total 10738.190 99

A one-way analysis of variance (ANOVA) was conductediersub-domain
Autonomy scores. The results indicated no significiférences among the groups based on
race. Table 12 shows the results.

Table 12

ANOVA for Group Autonomy

Source SS df MS F p
Between Groups 267.310 3 89.103 817 .488
Within Groups 10470.880 96 109.072

Total 10738.190 99

A one-way analysis of variance (ANOVA) was conductedtie sub-domain
Psychological Empowerment scores. The resultsaned no significant differences among

the groups based on race. Table 13 shows the results.
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Table 13

ANOVA for Group Psychological Empowerment

Source SS df MS F p
Between Groups 4. 240 3 1.413 1.623 .189
Within Groups 83.600 96 871

Total 10738.190 99

A one-way analysis of variance (ANOVA) was conductedlie sub-domain Self-
Realization scores. The results indicated no sigmfid#ferences among the groups based
on race. Table 14 shows the results.

Table 14

ANOVA for Group Self-Realization

Source SS df MS F p
Between Groups 1.550 3 517 352 .788
Within Groups 83.600 96 1.469

Total 10738.190 99
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Research Question Three

Are there significant differences in self-determinateores of students with mild
disabilities based on diploma option selection? ThHevahg are the mean and standard
deviation for each group’s TotAlSDSscore and each sub-domain score calculated by the
Statistical Package and Social Science (SR88iputer program. These data are presented
in Table 15.

Table 15

Descriptive Statistics for Diploma Options

Total Autonomy Pyschological  Self -Realization
Diploma Empowerment

M SD M SD M SD M SD
Special 105.7 13.85 78.2 1519 131 1.03 13.0 1.45
Education
Technical/ 1085 840 82.2 8.04 912..85 13.2 1.09
Career
College 1119 1640 84.8 1041 135 1.09 13.7 1.08
Prep

A one-way analysis of variance (ANOVA) was conductedriatal ASDS diploma
option scores and the three domains of Autonomy, Réygital Empowerment, and Self-
Realization. The ANOVA results for TotAlSDSscores indicated no significant difference.

Table 16 shows the results.
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Table 16

ANOVA for Total Diploma Options

Source SS df MS F p
Between Groups 343.877 2 221.456 1.724 184
Within Groups 10295.277 97 1356.

Total 10738.190 99

The results of the one-way analysis of variance QMA) for Autonomy scores
indicated no significant difference in diploma optsnores. Table 17 shows the results.
Table 17

ANOVA for Autonomy Diploma Options

Source SS df MS F p
Between Groups 442.913 2 221.456 2.087 .130
Within Groups 10295.277 97 106.137

Total 10738.190 99

The results of the one-way analysis of variandd@¥A) for Psychological
Empowerment scores revealed no significant differemckploma option scores. Table 18

shows the results.
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Table 18

ANOVA for Psychological Empowerment Diploma Options

Source SS df MS F p
Between Groups 4.023 2 2.011 2.328 .103
Within Groups 83.817 97 .864

Total 87.840 99

The results of the one-way analysis of variance QMA) for Self-Realizatiorscores
indicated no significant difference in diploma optsnores. Table 19 shows the results.
Table 19

ANOVA for Self-Realization Diploma Options

Source SS df MS F p
Between Groups 3.518 2 1.759 2.227 .298
Within Groups 139.072 97 1.434

Total 142.590 99

Research Question Four

A fourth research question was analyzed. Are theferdiices in Total self-
determination scores and the three sub-domains of Autgriésyghological Empowerment,
and Self-Realization based on gender? The followingh&renean and standard deviation for
each group’s TotadSDSscore and each sub-domain score calculated b§ttiistical

Package and Social Science (SP&SBhputer program. Table 20 shows the results.
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Descriptive Statistics for Gender
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Total Autonomy Psychological  Self -Realization
Empowerment
M SD M SD M SD M SD
Male 108.1 10.06 80.1 1166 13.1 .99 13.2 1.28
Female 110.7 .68 841 6.67 129 .84 13.5 1.00

A one-way ANOVA was conducted for TotaEDSgender scores and the three

domains of Autonomy, Psychological Empowerment, andSedflization. The ANOVA

results for TotaASDSscores indicated no significant difference betweelesrand females.

Table 21 shows the results.

Table 21

ANOVA for Gender Total

Source SS df MS p
Between Groups  337.472 1 337.472 3.416 .068
Within Groups 9680.568 98 98.781

Total 10018.040 99

The results of the one-way analysis of variandd@&A) for gender Autonomy

scores indicated no significant difference in diplomp#an scores. Table 22 shows the

results.
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Table 22

ANOVA for Gender Autonomy

Source SS df MS F p
Between Groups  346.043 1 346.043 3.263 .074
Within Groups  10392.568 98 a415.

Total 10738.190 99

The results of the one-way analysis of variandd@&/A) for gender Psychological
Empowerment scores indicated no significant differenaiploma option scores. Table 23
shows the results.

Table 23

ANOVA for Gender Psychological Empowerment

Source SS df MS F p
Between Groups .844 1 .844 951 332
Within Groups 86.996 98 .888

Total 87.840 99

The results of the one-way analysis of variandd@A/A) for gender Self-
Realization scores indicated no significant differeimcgiploma option scores. Table 24

shows the results.
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Table 24

ANOVA for Gendeself-Realization

Source SS df MS F p
Between Groups 2.497 1 2.497 1.747 .189
Within Groups 140.093 98 1.430
Total 142.590 99

Summary

The data presented above indicated no significantreiftees among the three
targeted racial groups, among the three diploma optiachbeimveen genders in To®REDS
and the three sub-domains (Autonomy, Psychological Empo&re, and Self-Realization)

scores. The following chapter will discuss the resofitthe study.
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CHAPTER 5
DISCUSSION
Introduction
The following chapter provides a summary of the studygaith summative and
evaluative statements regarding the data. Since theeeneesignificant differences among
the targeted groups, possible reasons will be discussagidcéssion of limitations will
continue in the overall evaluation of the study. Nexplications for the classroom will be
discussed. Finally, recommendations for future reseagdrding self-determination
instruction are presented.
This study was designed to determine and compare the seidfruleation skill levels of
African-American, European-American and Hispanic-Americggh school students with
mild disabilities. The study also determined and comparesdédifieletermination skill levels
based on diploma option selection. All the studentsptet®dThe Arc Self-Determination
Scale (ASDSAnd a demographic scale. The scale was administereel stuttents within
large groups. The data examiners were trained and used prackduwenducting the self-
determination survey as outlined in research on thedsédfrmination scale survey process
(Wehmeyer, 1995). The participants’ results forAlne Self-Determination Scale (ASDS)
and its’ three sub-domains of Autonomy, Psychologicap&nerment and Self-Realization
were analyzed and compared. The sub-domain of Self-Rigwleas not utilized in this

study.
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Summary of Results

The results of this study were informative with inforimaton the self-determination
skill level resulting from the administration of tharvey to high school students with mild
disabilities. Also determination and comparison of¢ék-determination skill levels among
students without disabilities were conducted. A further coispa of male and female self-
determination skills was also conducted which resultewisignificant differences. The
information obtained from the results can be applicablaest practices for implementing
self-determination education to high school students witth dnsabilities. Each research
guestion was evaluated in order to determine if any sumensifiétfements can be made after
data evaluation. The four research questions that werstigated were:

1. For African-American, European-American and Hispanicefican students with
mild disabilities in a high school setting, what am@rtiArc Self-Determination Scale
(ASDS) Total scores, and the three ASDS sub-domairesadrAutonomy,
Psychological Empowerment, and Self-Realization?

2. Are there significant differences in self-determinatsonres of students with
mild disabilities based on race? (Afridgamerican, European-American and
Hispanic-American)

3. Are there significant differences in self-detaration scores of students with
mild disabilities based on diploma optszlection (Special Education Diploma,
Technical/Career Preparatory Diploma and Collegpdratory Diploma)

4. Are there significant differences in sidtermination scores based on gender?
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The results of the study indicated no significant défifeees among the groups.
Therefore it is important to investigate possible causethé non-significant results. The
following are possible reasons there were no signifistatistical differences among the
targeted groups in this research.

First, one might want to look closer at the standatan of theArc Self-
Determination Scalesed in this study. It could reflect population bias, evenghat claims
participants from five states with diverse populations.é@mplethe Arc Self-
Determination Scalés a self-report measure, (Wehmeyer, 1995b; Wehmeyer &hKeil¢c
1995) designed to be used with adolescents with cognitivbilities, including mild mental
retardation and learning disabilities. Through this insemtnstudents can evaluate their own
beliefs about themselves and their self-determinationk wollaboratively with educators
and others to identify individual areas of strength amdtditions related to self-determination
goals and objectives, and self-assess progress in seffrdeation over time. The 72 item
scale was field-tested with 500 students from the st&fesxas, Virginia, Alabama,
Connecticut and Colorado, resulting in norms, reliabditg validity. The Scale, published
by the Council for Exceptional Children, was developed to angh@CE's assessment
battery (Brolin, 1995). Once items were identified farluision or generated by the authors, a
pilot version of the Scale was developed along withegjunds for implementation. This
version of the Scale was distributed to teachers wgnkith students with cognitive
disabilities in three states, Texas, Alabama andinvmg There were a total of 261
secondary-age students with cognitive disabilities inwblaethe pilot-test. Data collected

from these sites were subjected to factor analysis.
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All students were identified by their school districtcasrently receiving special
education services and had completed protocols fhendrc's Self-Determination Scale.
However, because of difficulties obtaining adequate cansarlease information from
schools in Texas and Alabama, information regarding stupntracial status or specific
disability category was not available for all studeStsidents from culturally and ethnically
diverse backgrounds were recruited as participants. &yaia, data on racial characteristics
were not available for all students, Age-related diffeesnvere more difficult to predict on
The Arc's Self-Determination Scademarily because essential elements of self-
determination show differential developmental pattefhe trend for all scores, total and
domain, was that students without disabilities scored bigfalowed by students with
learning disabilities and mental retardation, respectiviiyall cases the scores from
students with mental retardation were significantly défe¢ from students without
disabilities, as would be predicted. However, sco@s Btudents with learning disabilities
did not statistically differ from students without diddies in a number of areas. The sample
size for students without disabilities was too small 8¥to warrant conclusions based on
these results. It is probably true that for studentis learning disabilities multiple factors,
including a learning disability, account for problems witli-determination. These factors
include the total number of failure experiences, typdasistcoom setting, how much
autonomy they are allowed at home, and other factorsifwger, 1995)It appears that
more minority students should have been included; asweel students identified with
emotional/behaviorally disorders, specific learning digas and mild intellectual
disabilities. Perhaps the results would have been sigmifiteed a more inclusive population

been utilized.
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Further, the responses of students orAileeSelf-Determination Sca@/ehmeyer,
1995)may have been based on a belief system and not aetulibr, thus resulting in data
skewing. The norms are based on responst®etarc's Self-DeterminatioBcaleby 500
students (223 males, 210 females, 67 genders not known) dtarals in urban, suburban
and rural districts in five States (Texas, VirginiaaBdma, Connecticut, Colorado). All
students were identified by their school district asently receiving special education
services and had completed protocols ftbmArc's Self-Determination Scalelowever,
because of difficulties obtaining adequate consent toseledormation from schools in
Texas and Alabama, information regarding student age| status or specific disability
category was not available for all students. The $aoynsisted of students with and
without disabilities, including mental retardation, learrsiigpbilities, and emotional
disorders. Age of the participants ranged from 14 to 22. Btsil®m culturally and
ethnically diverse backgrounds were recruited as partigpdhe data on racial
characteristics were not available for all students.

Also, age-related differences are more difficult to mtedin The Arc's Self-
Determination ScaléWehmeyer, 1995), primarily because essential elemestdfof
determination show differential developmental patteifisese will be discussed after the
statistical analyses. These analyses were conductdtefgroup as a whole only for
students between the ages of 15 and 18. Too few studentdSwvarever, and since they
were all students with mental retardation, age relaiféztehces were confounded with
disability status. There were significant differencesveen groups based on age for total

scores. Scores progressed generally from lower to highsed on chronological age. Post-
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hoc analysis using Scheffe’s indicated differencabetO5 level between age 15 and ages
16 and 17.

Another factor the researcher did not consider wasdlationship between the
socioeconomic status (SES) of peers and individual adadgeaiievement. A study by
Caldas and Bankston (1997) investigated a variety of soomgi@phic factors while
controlling a student’s own SES. Student SES was measungsirigyparticipation in the
federal free/reduced lunch program as an indicator of postatus, and parental educational
and occupational background as a measure of family st&iaksThese measures were
aggregated to the school level to define the SES of theppeelation. The results indicated
that peer family social status does have a signifietiatt on individual academic
achievement, only slightly less than an individual’ sndamily status.

A further factor was the effects of disability labels students with disabilities.
Disability labels are assigned to students based orisedldssessments conducted by
professionals (IDEA, 2004). For Example, Margarita Bea@ornish (2003), investigated
the effect of the disability labels; learning disabist{&D) and emotional handicaps (EH), on
general education and special education teachers' wilbBsgoeefer students to gifted
programs. Referral differences between general educatid special education teachers
were also examined. Two hundred forty-seven teachers (1@saeducation teachers and
52 special education teachers) from one south Floridzosdistrict participated in this
study. Participants were randomly assigned to one eéttwnditions (no label, LD, EH) and
asked to read a vignette describing a gifted student. All itegevere identical except for
one statement added to the LD or EH group stating the $tbddra disability. After reading

the vignette, teachers completed a survey instrumehtsixitquestions regarding possible
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referral options. One of the six questions asked if theyld refer the student to their
school's gifted program. Teachers indicated their regsdmg circling one of four choices:
strongly agree, agree, disagreestrongly disagreeResponses to the gifted referral question
on the survey instrument served as the dependent varable.3 factorial analysis of
variance (ANOVA) was used to evaluate the main effettsbeled conditions (three levels),
teacher certification type (two levels), and the at#on between labeled condition and
teacher type. Results indicated that teachers wgndisantly influenced by the LD and EH
label when making referrals to gifted programs. Both spediacation and general education
teachers were much less willing to refer students wgahility labels to gifted programs
than identically described students with no disability laddditionally, when compared to
general education teachers, special education teachersasgiikely to refer a gifted
student, with or without disabilities, to a gifted program.

Rolison and Medway (1985) investigated the effects of prepadnce information
on classroom teachers’ expectations and attributionsttiolents labeled as learning disabled.
The study’s primary objective was to examine the effet{ga) student special education
label (no label, learning disabled or educable mentalfydet), (b) past performance pattern
(ascending or descending), and (c) previous participatigreicial education (no
participation, resource room, self-contained classroomgachers’ expectations regarding
future academic performance. It was expected that the im@nsive the prior special
education placement, the greater the stigma and Ihwduture expectations. Also
expectations would be greater for ascending than foeddstw performance. Participants
were 180 teachers enrolled in graduate level courses. Tiegzats were primarily white

females. The results indicated that teachers haverhegpectations for the student with
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ascending performance pattern and when the student vededdéarning disabled (or had no
label) than when the student was labeled mildly retaréedr special education
involvement did not influence expectancies.

Labels tend to have a negative impact on the reldtipretween teachers and
students with disabilities. Cook (2001) examined teaclagtisides toward their included
students with disabilities. The method used was to aaalgta collected from part of a
larger investigation regarding teachers’ attitudes towaet tincluded students with
disabilities. Participants were seventy inclusive clamsréeachers who nominated three
students to prompts corresponding with the attitudestathment, concern, indifference,
and rejection. Results were interpreted to inditadéteachers tend to form negative
different attitudes and expectations of their included stisdeith disabilities. It was
suggested that included students with disabilities arekaforigeceiving inappropriate
educational interactions. There is the possibility thstiudents don’t experience or feel that
teachers have confidence in their abilities as studems,students might develop poor
concept of themselves, resulting in lesser achievement.

Pre-test contamination may possibly have been a factbe non-significant results
of this study. The research on pre-test contaminatigdicates that pre-testing or prior
exposure to a measure may result in participants obtainimgssdifferent than if not
previously exposed (Rohs, 1999). It is difficult to ascertanat effects, if any, pre-test
contamination had on the present study. For example viggbExpectation Scales (BES)
research has concentrated upon psychometric propevtids,evidence for potential
operational advantages has been largely anecdotal {B8akineier, & Beatty, 1977). This

empirical study explored the operational value of BE& technique for identifying
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divergent rater-ratee perceptions of rate behavior frexyuand for facilitating subsequent
rate behavior change. Results indicated that rateesiped desired behaviors as occurring
more often than did raters. Behavior change was demtetstrath development and after
implementation of the BES. Such operational advantafB&S are argued as a crucial
factor in the choice of an organization’s performarm@aisal format. Training evaluation is
one of the most under-researched and neglected arewhisfrial/organizational
psychology. This study examined and discussed the neeghtbfeasibility of, utilizing
extended-control-group pretest designs in evaluatiomreseand reports a field application
of such a design in an organizational training context. difectiveness of a basic electricity
training program for telephone installer-repairmen waasueed, and the potential
contaminating effects of pre-testing were monitored. rékelts indicated that the training
was potentially effective, but that pre-test contanmmat were present. To identify the pre-
test effects, it was necessary to consider coniptexactions involving numerical aptitude
level, pre-testing and training. Pre-test exposure deprdssgubst-test performance of
trained subjects of medium and low numerical aptitudeevacilitating that of medium
level untrained subjects. Pre-test exposure had na effiesubjects scoring high in
numerical aptitude in either the trained or untrainediitmm.

Hill and Betz (2005) examined a common practice in soe@sanf program
evaluation, the retrospective pretest, and presentethneendations regarding its use. The
authors reviewed literature to emphasize first, that isidikely in both prospective and
retrospective ratings, and second, that under somanstances, retrospective pretests may
introduce greater bias than traditional pretests. THaasiexamined data from 100

participants who attended a family program at 15 siteecEéizes calculated from
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prospective ratings were compared with published effecs §iaen research trials of the
same program. Results supported the hypothesis that itewlsicdnparents were asked to
endorse socially desirable parenting behaviors resulte@ategrdiscrepancies between
prospective and retrospective ratings. The authors comtthde replacing traditional with
retrospective pretests does not eliminate bias. Theymeended traditional pretests for
examination of program effects and retrospective pgefestexamination of subjective
experiences of program-related change.
Advantages and Disadvantages of Self-Report Measures

There are advantages and disadvantages of using self+repoit measures in
research. Kaminer, Feinstein and Seifer (1995) focusedeamgiortance of accurate and
reliable assessment for proper psychiatric diagnasishé identification of diagnostic
subtypes in epidemic, genetic, and biologic studies, @nithé measurement of severity of
illness and treatment response. Serious problems arg@nerating reliable and valid
research assessments for affective disorders in ehilmind adolescents. The problems
include: (1) Selection of the content and format, includingice of symptoms or behaviors
assessed, calibration of the range of response, anidnth&ame being reported, and the
setting in which the information is being obtained; (2e8&@n of the informant(s) best
suited to provide this information (i.e., child, parent, teachurse, peer); (3) Determination
of the technique of administration so as to obtairhigbest quality of information (i.e.,
when, where, by whom, and both the length of time and degjreffort required by the
subject). It is also important that choice and compjexditthe language used to probe for the

information.
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An article by Taylor, Rosen, and Leiblum (1994) citederadvantages of using self-
report measures. They are (1) highly cost-efficient; (2bleswith a variety of populations
and experimental settings; and (3) well suited to evalaatnge of behaviors, experiences
and emotions of interest. The disadvantages of salidrepeasures are that (1) no self-report
measure encompasses the entire range of affective @yspkescribed in DSM-III-R; (2)
issues of compliance, the avoidance of denial or degtedtart, and anxiety about
revealing secrets or making mistakes compromise thesssassnt modalities to varying
degrees for different subjects; (3) Limitations in compreiion of items and reading ability
related to chronological and developmental age are wliffic make allowance for or
interpret precisely; and (4) the use of forced choitegmaies may simply answers or distort
the information obtained along particular choice sets.

Further, a study conducted by Huizinga and Elliot (1999), bronghiguestion the
reliability and validity of self-report measures. latlstudy it was determined that the
validity of African American males self-report isner than that for other groups, with
underreporting of behavior the most serious problem. The siladyconcluded that overall,
self-reported delinquency data are generally reliable and, \atpirical results suggest that
neither reliability nor validity is overwhelmingly Higand that should not be ignored when
using such data.

A study conducted by Marin, Gamba and Marin (1992) examined@ng@ared the
responses of European and Hispanic students. Resultsawvgrednsistent in showingpat
Hispanics prefer extreme responses to a greater éxsenhon-Hispanic Whites. In general,
Hispanics prefer to agreath a given item more than non-Hispanic Whites. Twaisicant

variables seem to affect the rate at which these nsgpstylesre chosen. First, the level of
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acculturation among Hispaniaffects the level of extreme and acquiescent respcostmt

as Hispanics acculturate they tend to choose these tiEsponse less frequently. The less
educated respondents (I#san 12 years of formal education) tend to make moreragtre
choices than the more highly educated (those with sit é&sa@condary education). This
finding could have possibly affected the scores of theatg students as the researcher did
not factor in acculturation.

The result that African American students with digaed scores were not
significantly lower than the other students with distabd appears to contradict the degree of
relevance placed on high self-determination skills givee disproportionately high number
of African Americans placed in special education (HosReschly, 2002). One would
expect that African American students with disabilitAesuld score lower than, if not both
groups, then at least European American students withilities, based on the high number
of African Americans in special education. Hosp and Rgq&@0l02) suggested that there
may be other factors which may effect the placeméAffrican American students in special
education. There may be underlying causes more comgeaxstimple allegations of racial
discrimination. That finding coincides with earliere&asch findings conducted by Dixon-
Floyd and Johnson (1997). That study concluded that SES andkiflsiperformance have
a relationship with placing students in special education.

Limitations of the Study

First, the results of the study provide a need for furthesstigation into the self-
determination skill level of African American, Europeamerican and Hispanic American
high school students with mild disabilities. Howevlere were some limitations to the

study and caution should be used when making comparisons andlgargestatements
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about the results. Since all the students who participatias study were from the same
school district, generalizing the results to studentls mild disabilities in other school
districts should only be done with caution. Furtherstiuely only involved high school
students with mild disabilities and the results mayhsotelevant for middle school or
elementary-aged students with mild disabilities.

A second limitation of the study is the fact that albbf the 18" grade students with
mild disabilities in the school district participatediir® research. Non-participants may have
different responses than participants, so caution shoulddewhen generalizing the results
to that specific population.

Third, the self-report nature of the study provides the piisgithat that student
participants may or may not truthfully respond to thestjaanaire. Therefore the possibility
exists that their reported behaviors may not completiselate with how the participants
actually respond in actual self-determination. The studeaisanswer “positive” in regards
to self-determination skills because it may lead to thesshrig more “normal’, or being
perceived as more “normal’”.

The fourth limitation is that ethnicity in the curtestudy was only among three
groups, African American, European American and Hispanicrisane students with mild
disabilities. This limitation was due to there being anfitsent number of participants with
mild disabilities in other racial or ethnic groups to meluded in the study. Therefore, any
generalization based on the results from the ratmli® comparison in regard to self-
determination skills must be limited to these three groups

The fifth limitation was the number of females e tstudy. Perhaps a study which

included an equal number of females and males might provigeedht results. Therefore
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any generalization regarding male and female self-datation skill level based on the
results of this study should be done with caution.

Implications for Practice

The results of this study suggested a need for furtheamdson the importance of
self-determination skills training on high school studevith disabilities. The findings of a
national survey (Wehmeyer, Agran & Hughes, 2000), of teatbpmions regarding the
value of self-determination and issues relating to teaddkillg indicated that a majority of
respondents believed that instruction in self-determinavasimportant.

The participants in this sample of high school studeitts mild disabilities scored
fairly well on theASDS Caution must be employed if inferring from this fimglithat this
population has little need for further training in self-detieation skills. In fact, the data
suggests that there may be pockets of high school studiémtsifd disabilities who might
benefit from further training in self-determination skillTheASDScould be used by
administrators and teachers of high school studenbsmilt disabilities, as a screening tool
to help identify students who might experience unexplaisademic problems that might be
remedied by self-determination skills training. The impaceaof teaching self-determination
has become an important component in the educatidoadrits with disabilities due to legal
initiatives (Carter, Lane, Pierson & Glaeser, 2006)e &bility to use self-determination
revolves around education in problem solving and goal settimgh positively impacts
students with disabilities’ academic performance. Iflevel of self-determination, as
measured by thASDS does not change over time, then perhaps that rsd@ation that
school administrators and policy-makers should provideenmstruction in self-

determination at the secondary level. This study suggedtsome high school students with
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mild disabilities could perhaps benefit from teacheranselors, and other professionals
who were trained to teach self-determination skilld &ere able to teach these skills to the
students who were identified by obtaining low scoresABBS

Implications for Future Research

This study expanded on the limited research in thedrsalf-determination skills.
There are several implications for future research v technical adequacy of self-
determination skill levels for students with mild disaigt. More studies are clearly needed
examining the validity and technical adequacy of the detiérmination skill levels of high
school students with disabilities. Students with mikhdilities are a heterogeneous
population with a plethora of unique characteristics amdlyssituations that may affect the
validity of the measures. Having additional studies wi#rggthen the position that self-
determination education can be utilized to accurately pottieself-determination skill
levels of high school students with mild disabilities.

In future research concerning high school students withargabilities and self-
determination skills, gender and grade point averages areamables that should perhaps
be studied (Sarver, 2000). Other possible variables forefuesearch might include: birth
order, single compared to two parent homes, and idehdfgability. These possible
variables might result in different results for studemith mild disabilities than the current
study.

In future research, one might conduct a follow-up studky eisample of high school
students with mild disabilities who scored high on tI®D&, and with a larger sample of
high school students with mild disabilities who scored towthe ASDS to investigate if the

instrument validly discriminates between these two grokpkow-up studies could be
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performed to determine if students with mild disabilitiewshored either high or low on the
ASDS were: 1) on track for graduation, 2) had signifigadifferent grade point averages.
Longitudinal studies could be conducted to determine if stadeith disabilities levels of
self-determination tend to change with academic succesgpromotion to next grade level
and then graduation.

In future research of self-determination, other seconsiargols should be
considered for study inclusion so that their high schinalesits with mild disabilities may
have the opportunity to participate. This would increbseaésearcher’s ability to make
generalizations that would apply to a larger populationgti bchool students with mild
disabilities. It might also allow the researchersmtestigate more deeply into the minority
ethnic variable if satisfactory numbers of Asian Aroani and Native American students
with mild disabilities were included as part of the larggmple.

One final recommendation is that students identifieti wibre than one mild
disability (co-morbidity) be considered for inclusiorfuture studies.

Conclusion

This study was designed to determine and compare the sedfrulehtion skills of
African American, European American, and Hispanic Anaaribigh school students with
mild disabilities. The findings from this study are tedaly new as the amount of research of
this topic has been limited. Hoffman and Field (1995) conddden an investigation that
self-determination is an emerging issue in the disghi#ld, especially in the transition from
school to work and in the community living movement. $teres of the self-determination
skill levels of high school students with mild disalelt may be useful as a source of

information in regards to diploma option selection asé means of understanding lack of
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academic progress. However the results of the saotbs study leave a myriad of
guestions. (1)Why were the scores of the African Amargtadents with disabilities, higher
than the other two groups of students with disabilityes more African American students
with disabilities were seeking the Special Educationda? (2) If Self-determination plays
a significant role in improving student outcomes in regay@gademic performance (Martin
et al, 2003), why do African American students with disaegdiachieve lower than
European American students with disabilities? (3) Howthardata from the self-
determination skill level measures be useful in determipiegreferral strategies and other
curriculum instructional interventions for students withd disabilities? (4) Why not teach
self-determination skills to all students with and withdisabilities, based on the fact that
there were no significant differences between theescof the two groups in this study?

It appears that more questions have been raised thanraddwethis research. Future
research should indeed focus on these issues with tiimatdtgoal of developing strategies

that will utilize self-determination education in a manttat will benefit all students.
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Appendix A

Arc Self-Determination Scale
Demographic Information Sheet

. Name:
. Ethnicity: African-American , European-American ,
Hispanic-American , Other

. Gender: M F

. Diploma Option: SPED___ Technical___ College Prep
. Grade

. Primary Disability:

. Regular Education:
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Appendix B
Components of he Arc’s Self-Determination Scale

Domain 1: Autonomy PwifPossible

Sub-Domain: Independence
Personal Care and Family Oriented Functions 18
Interactions with the Environment 12

Sub-Domain: Choice or Acting on Basis of Preferences, Beliefgse¥,and Abilities

Choice: Recreation and Leisure 18
Choice: Community Involvement 15
Choice: Post School Direction 18
Choice: Personal Expression 15

Total Possible Points for Autonomy Domain

Domain 2: Self-Reqgulation

Sub-Domain: Interpersonal Cognitive Problem Solving 12
Sub-Domain: Goal-Setting and Task Performance 9
Total Possible Points for Self-Regulation Domain 21
Domain 3: Psychological Empowerment 16
Domain 4: Self-Realization 15

Global (Total) Self-Determination Score 148
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Appendix C

PARENT CONSENT FORM

The University of Georgia

College of Education (Parent)
537 Aderhold Hall

Athens, GA 30602

706-542-4603; FAX 706-542-5348

Parental Permission Form

| agree to allow my child, , to participate in a research study titled, “Are
Self-Determination Skills Similar for African-AmericaEuropean-American, and Hispanic-American High
School Students with Mild Disabilities in Their Diplor@gption Selection?”, which is being conducted by
Earle Graham and Dr. Cecil Fore, from the Special Bawc®epartment at the University of Georgia (678-
407-5185).

The following points have been explained to me:

The purpose of this study is to determine and comparsethidetermination levels of African-American,
European-American, and Hispanic-American high school staddth mild disabilities in their diploma option
selection.

Participation: Participation is voluntary. | can refus@flow my child to participate and can withdraw myath
from participation without any penalty or loss of bersefiit which he or she is otherwise entitled. Evergifi¢
permission for my child to participate, he or she céumseeto participate and quit at any time. | can request to
have the results of the participation, to the extentititain be identified as my child’s, removed from the
research records or destroyed.

Benefits: There is no guaranteed benefit for partimpah this study.

Foreseeable Risks: The researchers do not foreseesksyo my child for participating in this study. It is
possible that my child may feel uncomfortable answgesiome of the research questions. Participants gan ski
any questions that they do not wish to answer. In addjamicipants can stop answering, or discontinuing
participation at any time. If my child experiences arsfrdiss as a result of your participation in this research,
you may contact the investigator or his advisor theocounseling referral, assistance, and resources.

Confidentiality: Any information that is obtained inncection with this study that can be identified with my
child will remain confidential unless required by law. Atgta containing individually identifying information
will be securely kept in a locked filing cabinet or passhprotected computer in the researcher’s office. After
analysis is complete, the researcher will removeimdiyidually identifying information from the data amdll
remove any of the links between my child’s name andebeits.

The researcher will answer any questions about tieares, now or during the course of the project, anchea
reached by telephone at: 678-478-5647. | may also contactdfesgor supervising the research, Dr. Cecil
Fore, Special Education Department at:

(678) 407-5185.
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* lunderstand the study procedures described above. My queilstivae been answered to my
satisfaction, and | agree to allow my child to taket ; this study. | have been given a copy of this
form to keep.

Name of Parent or Guardian Signature Date

Researcher’s Signature

Please sign both copies, keep one and return one tess@ cher.

Additional questions or problems regarding your child’etsgas a research participant should be addressed to
The Chairperson, Institutional Review Board, Universitysebrgia, 612 Boyd Graduate Studies Research
Center, Athens, Georgia 30602-7411; Telephone (706) 542-3199|| Addaess IRB@uga.edu
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Appendix D

The University of Georgia

College of Education (Student)
537 Aderhold Hall

Athens, GA 30602

706-542-4603; FAX 706-542-5348

Minor Assent Form

Dear Participant,

You are invited to participate in my research stitthdt “Are Self-Determination Skills
Similar for African-American, European-American angpénic-American High School
Students with Mild Disabilities in Their Diploma Opti&@election?” The project is intended
to determine and compare the self-determination skilts l&f African-American, European-
American and Hispanic-American high school students mitti disabilities in their diploma
option selection.

In this research project, you will be asked to corepetiemographic questionnaire and
the Adolescent Version of The Arc’s Self-Determinaticale. You will be asked to allow
the researchers to observe and record the resulise gtiestionnaire and instrument. The
guestionnaire and survey will take approximately 40-45 minuteswftyme.

Your participation in this project will not affegbur grades in school. | will not use your
name on any papers that | write about this project. | kmpétain information about the
effects of self-determination measurements that wlf lother students in the future. Finally,
while you may improve your self-determination skills assult of the self-determination
measures, there is no guaranteed benefit to participatibws research study.

If you decide to stop participating in this project, yoe free to do so at any time.

If you have any questions or concerns, you can alaskysne or my advisor, Dr Cecil
Fore at the following number: (678) 407-5185.

Sincerely,
Earle Graham

| understand the project described above. My questionsideareanswered and | agree to
participate in this project. | have received a copy offtimsn.

Signature of the Participant/Date
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DIRECTIONS:For each statement, please indicate your responsecbhygeitherl, 2, 3, or

4 after the statementHERE ARE NO RIGHT OR WRONG ANSWERS

Possible Answers

1=1DO NOT EVEN IF | HAVE THE CHANCE
2 =1DO SOMETIMES WHEN | HAVE THE CHANCE

3 =1DO MOST OF THE TIME | HAVE THE CHANCE

4 =1 DO EVERY TIME | HAVE THE CHANCE

1. I make my own meals or snacks.

2.

3.

N

(62

[o2]

7.

[oe]

[(e]

10

11.

12.

13.

14.

15.

16.

| care for my own clothes.

| do chores in my home.

I make friends with others.

| use the post office. |

. | deal with sales people at stores and restaurarits. 2

| listen to music that | like.

2

2

2

3

2

3

3

2

4

3

. | keep my appointments and meetings.

2

4

4

. | keep my own personal items together.

. | keep good personal care and grooming.

| am involved in school-related activities.

34

| plan weekend activities that | like to do.

8

4

2

. 1 do simple first-aid or medical care for myself.

2

P

p

4

2

2

43

| do free time activities based on my interests. 2

3

3

My friends and | choose activities that we warddo

3

43

3

4

4

3

2

4

4

| write letters, notes, or talk on the phone tanigeand family.

4

3

4

2
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18.
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| volunteer in things | am interestedin. 2 3 4

| go to restaurants that I like. | 2 3

Possible Answers

1=1DO NOT EVEN IF | HAVE THE CHANCE
2 =1 DO SOMETIMES WHEN | HAVE THE CHANCE
3 =1DO MOST OF THE TIME | HAVE THE CHANCE
4 =1 DO EVERY TIME | HAVE THE CHANCE

19

20.

21.

22.

23.

24,

25.

26.

27.

28.

29.

30.

31.

32.

| go to movies, concerts, and dances. I 32 4

I go shopping or spend time at shopping centers or mdlls.2 3 4

| take part in group activities. | 2 3 4

| do school and free time activities based on myecanéerests. | 2 3 4
| work on school work that will improve my careeapbes. | 2 3 4

| make long-range career plans. | 2 43

| work or have worked to earn money. I 3 4

I am in or have been in career job classes oniricai | 2 3 4

| have looked into job interests by visiting work sitetatiking to people in that job.
Il 2 3 4

| choose my clothes and the personal items lusgdagr | 2 3 4

| choose my own hairstyle. | 2 3 4

| choose gifts to give to family and friends. 2 3 4

| decorate myownroom. | 2 3 4

| choose how to spend my personal money. | 32 4
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DIRECTIONS For the next section, please respond by circling eitlear2 of the statement
with which you most agree.

Possible Answers:

First Answer =1
Second Answer = 2

33.

34.

35.

36.

37.

38.

39.

40.

42.

43.

44,

45,

46.

47.

| usually do what others want — 1
| tell others if they are doing something | don’t wendo — 2

| tell others when | have new or different ideas oniops — 1
| usually agree with other people’s opinionsdaas — 2

| usually agree with people when they tell me | cda’something — 1
| tell people when | think | can do something thai/ttell me | can’'t — 2

| tell people when they have hurt my feelings — 1
| am afraid to tell people when they have hurtfegjings — 2

| can make my own decisions — 1
Other people make decisions for me — 2

Trying hard at school doesn’'t do me much good — 1
Trying hard at school will help me get a good job — 2

| can get what | want by working hard — 1
| need good luck to get what | want — 2

It is no use to keep trying because that won't changesthiig
| keep trying even after | get something wrong — 2

| have the ability to do the job | want — 1
| cannot do what it takes to do the job | want — 2

| don’'t know how to make friends — 1
| know how to make friends — 2

| am able to work with others — 1
| cannot work well with others — 2

| do not make good choices — 1
| can make good choices — 2

If I have the ability, | will be able to get the job &nt — 1
| probably will not get the job | want even if | hate ability — 2

| will have a hard time making new friends — 1
| will be able to make new friends in new situatiers
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48. | will be able to work with others if | need to — 1
| will not be able to work with others if | neexl+t 2

49. My choices will not be honored — 1
| will be able to make choices that are impdrtame — 2

DIRECTIONSFor this last section, tell which of these stateimelescribes how you feel
about yourself._ THERE ARE NO RIGHT OR WRONG ANSWERS
Possible Answers:

Agree =1

Disagree= 2

Circle “1” if you agree with the statement or circle ‘iRYou disagree with the
statement.

50. I do NOT feel ashamed of any of my emotions. 4

51. | feel free to be angry at people | care for. 24

52. | can show my feelings even when people might seelme 2
53. I can like people even if | don't agree with theml1 2

54. | am afraid of doing things wrong. 1 2

55. It is better to be yourself than to be popular. 2

56. | am loved because | give love. 1 2

57. 1 know what | do best. 1 2

58. I don't accept my own limitations. 1 2

59. | feel | cannot do many things. 1 2

60. | like myself. 1 2

61. | am not an important person. 1 2

62. | know how to make up for my limitations. 1 2

63. Other people likeme. 1 2

64. | am confident in my own abilities. 1 2

The End. Thank You!ll
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