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Abstract

The primary purpose of this research was to evaluate the efficacy of the distance
learning Commonwealth Special Education Endorsement Program (CSEEP) delivered by
Old Dominion University. The CSEEP program was designed to address economic and
geographic barriers confronting teachers seeking to complete requirements for
endorsement in special education, improve the quality of education teachers, help reduce
the shortage of fully licensed special education teachers, and increase teacher retention in
special education.

This evaluation was designed to assess program results, examine the effectiveness
of the program, and determine the impact on both the participants and the schools, and
identify ways to improve the program. Responses to various questionnaires and surveys
were analyzed. That analysis revealed that the number of teachers who had completed the
CSEEP program increased the number of special education certified teachers and
improved the services for students with special disabilities. Participating in the CSEEP
program helped teachers become experienced and well-trained in: (1) assessment of
student performance, (2) preparation and planning, (3) instruction, (4) teaching specific
content, (5) classroom management, and (6) collaboration. A high negative correlation
was found between participants’ satisfaction with level of preparation and additional
level of training perceived to be needed in the different practices. The data indicated that
the greater the level of preparation, the less additional training participants perceived they
needed in each task.

A significant correlation was found between how participants rated their level of

training and how mentors rated participants’ level of training in instructional practices.
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Ninety five percent of the participants indicated that coursework through CSEEP
increased their ability to provide effective classroom instruction. Also, 99% of the
participants who completed the program thought that the program increased the
likelihood that they would remain in the field of education. Implications of the results, as
well as suggestions for further research related to mentoring, school administrators, data

collection, supportive induction program, and a follow up study are discussed.
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CHAPTERI
INTRODUCTION AND OVERVIEW

Today, public education is facing enormous challenges. In response to a
technology-based economy and a rapidly changing society, schools are being asked to
meet higher academic standards than ever before and to educate the most diverse
student population in U.S. history (Darling-Hammond, 2000). The National
Commission on Teaching and America’s Future (1996) has emphasized that “every
school must be organized to support powerful teaching and learning. Every school
district must be able to find and keep good teachers. And every community must be
focused on preparing students to become competent citizens and workers in a pluralistic,
technological society” (p. 3).

If “powerful teaching and learning” is to take place for al/l students, special care
must be exercised on behalf of those students who have special needs, whether those
needs are physical, emotional, or cognitive. “Powerful teaching” includes teaching that
will help these students reach their highest potential as well as requiring teachers who
are qualified to instruct students with disabilities. Although there is considerable
evidence that the field of special education made great strides in the last quarter of the
20"™ century (Rosenberg, 1996), school systems continue to fall short of fulfilling the
goal of providing effective educational services to every student with a physical,
emotional, or cognitive disability. Rosenberg (1996) noted that all too many special

education programs fail to respond to the challenges of a growing population of students

with disabilities.
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To comply with government-mandated requirements that educational
opportunities be provided for students with disabilities, just as such opportunities are
provided for all other students (IDEA Amendments, 1997), school systems throughout
the country are struggling to hire licensed special educators. Efforts also are being made
to train general educators to accommodate students with disabilities, many of whom are
being taught in the regular classroom. However, there are many inconsistencies in the
quality of instruction; and, according to the Council for Exceptional Children (1998d),
“Many professional special educators find themselves working alongside individuals
who have been hired as special educators who do not meet professionally recognized
standards” (p. 1). The study was designed to evaluate a special government funded grant
program that addresses these issues.

The Challenges Confronting Special Education

The rapid changes in required services for students with disabilities affect the
roles and responsibilities of all educational personnel. These changes make continuous
training a necessity for special education teachers (Smith-Davis & Billingsley, 1993). In
addition to the constant training that special education teachers need, the shortage of
teachers who are endorsed fully in their main teaching assignment also must be
addressed (Boe, Cook, Bobbit, & Terhanian, 1998). As noted by Dozier (1997), “the
highest standards in the world, the best facilities, and the strongest accountability
measures will do little good if we do not have talented, dedicated, and well-prepared
teachers in every classroom. Our Nation’s goals in education will not be achieved
without the development of an excellent teacher workforce” (p. 1). That workforce

must include adequate numbers of teachers trained in special education.
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Numerous scholars have called attention to the shortage of fully endorsed special
education teachers, a shortage that exists both nationally and in the Commonwealth of
Virginia (Boe et al., 1998; Smith-Davis & Billingsley, 1993; U.S. Department of
Education, 1996). Teacher shortages affect the education that students with disabilities
are receiving and impact students’ educational success. Teachers who do not have the
background to work with different types of students or who were not provided with
special training needed to serve special education children may feel frustrated as well as
be less effective than trained teachers (Council for Exceptional Children, 1998c). The
barriers to full endorsement for most of the uncertified teachers in Virginia are both
geographic and economic. Many unendorsed teachers live in areas of the
Commonwealth far from colleges and universities where they could enroll in special
education preparation classes. In addition, the costs associated with completing full
endorsement are beyond the capacity of many teachers. Thus, even though many
teachers have completed some courses leading to endorsement, there remains a need for
additional affordable courses to be made available in locations convenient to those
teachers (Tonelson, Hager, Gable, & Baker, 1999). Thus, it is important to examine why
an insufficient number of teachers are endorsed to teach special education students.
Barriers to Endorsement

In addition to geographic and economic barriers, the quality and consistency of
an endorsement program are of vital importance in providing the needed education to
those who will serve the special education population (Smith-Davis & Billingsley,
1993). Overcoming the geographic and economic barriers to endorsement, along with

providing a high quality endorsement program, may help retain more teachers in the
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field of special education and reduce the number of present and future expected
vacancies (Smith-Davis & Billingsley, 1993).

The shortage of high quality teachers who are endorsed in special education
presents a major challenge in serving children with disabilities effectively. One way of
meeting this challenge has been to introduce an innovative program through distance
learning to make it possible for more teachers to obtain appropriate endorsement.
Through distance education, teachers can take special education courses they might not
be able to access otherwise (e.g., because no nearby institution of higher learning offers
the courses). Distance education also can be a solution for other teachers who cannot
afford the cost of leaving jobs to move to a campus for a traditional in-residence
education or who live too far away to commute to a university that offers certain desired
courses (Council for Exceptional Children, 1998b).

A way of addressing the quality issue is to provide mentoring services to
teachers as they begin to work in the area of special education. A mentoring component
has therefore been included in the Commonwealth Special Education Endorsement
Program (CSEEP). However, the efficacy of the CSEEP program, has not yet been
measured. To meet that need, the proposed study has been designed to develop and
implement an evaluation model for examining the effectiveness of this distance learning
special education endorsement program.

Supply and Demand for Special Education Teachers

The demand for special education teachers has grown at the same time that the

supply of endorsed teachers has decreased (Boe et al., 1998; Council for Exceptional

Children, 1995a; Darling-Hammond, 1997; Smith-Davis & Billingsley, 1993; U.S.
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Department of Education, 1996; U.S. Department of Education, 1998). Due to the
shortage of fully endorsed teachers, many of the positions are filled by teachers who are
not fully endorsed (U.S. Department of Education, 1998). Difficulty in filling the
projected vacancies is exacerbated by the attrition of teachers who move out of special
education into other fields. The loss of experienced endorsed special education teachers
far exceeds the gains from traditional sources of trained special education teachers, a
situation that may affect directly the education provided to students with disabilities
(U.S. Department of Education, 1996).

National trends. The U.S. Department of Education (1998) reports a gradual
growth in the number of teaching positions that opened nationally for teachers of
students aged 6-21 with disabilities. From the 1987-88 school year to the 1995-96
school year, demand for teachers of students in that age range increased by 15 percent,
from about 284,000 to about 328,000.

Many problems are associated with the imbalance between the supply and
demand of special education teachers. For example, there is a mounting need for special
education personnel at the same time that an inadequate number of teachers are entering
the field of special education (U.S. Department of Education, 1998). Furthermore,
attrition among special education teachers is a matter of concern (Brownell & Smith,
1993). Another problem is the insufficient supply of teachers with the particular
qualities sought by school districts (Boe et al., 1998). Special education teachers often
are expected to serve students with disabilities beyond the teachers’ area of

specialization (Rosenberg, 1996). The problem is further magnified by the fact that
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more students have become eligible for special education services due to an increase in
population (Council for Exceptional Children, 1995a).

State trends. Non-endorsed special education teachers are teachers who have
not specialized in special education or who have had little or no formal training in
special education methodology. Those teachers may be endorsed in some area other than
special education or may not hold an endorsement in any area. In the Commonwealth of
Virginia, the shortage of special education fully license teachers was 9.5 percent during
the 1993-94 school year. During the 1994-96 school years, the shortage had grown to
10.4 percent. The shortage declined between 1996-97 to 9.8 percent and increased again
between the 1997-99 school years (U.S. Department of Education, 1996; U.S.
Department of Education, 1997; U.S. Department of Education, 1998; U.S. Department
of Education, 1999).

The Office of Special Education Programs (OSEP), in the U.S. Department of
Education, has as one of its objectives a highly trained teacher workforce. To meet this
objective, a number of factors must be taken into account. Among them are (a) an
anticipated need to hire more than 2 million teachers over the next decade, (b) an
increasingly diverse student population —a diversity not reflected in the current teacher
workforce, and (c) accountability systems which are placing heavier demands on
teachers (U.S. Department of Education, 1999). This situation requires a solution in
order to make it possible for special education students to be taught by qualified
teachers who best can serve their needs. Addressing these challenges will require
changes in personnel recruitment, preservice and inservice preparation, and initiation of

new teachers into schools (U.S. Department of Education, 1999).
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In sum, at a time when more adequately trained special educators are needed, the
supply of newly prepared special education personnel is declining across the nation and
throughout the Commonwealth of Virginia (Lauritzen & Friedman, 1993). Indeed, the
Office of Special Education of the U.S. Department of Education estimates that as many
as 30% of all special educators may be teaching under emergency licensure, with little
or no preparation in special education (National Clearinghouse for Professions in
Special Education, 1993).

Importance of workforce quality was given heightened priority by the release of
data indicating that about a quarter of newly hired teachers lack the qualifications
required for their jobs (National Commission on Teaching and America’s Future, 1996).
Evidence suggests that inadequate teacher preparation is even more common among
special education teachers than in the general teacher workforce (U.S. Department of
Education, 1999). Increases in the number of emergency teaching licenses among
special education teachers attest to the difficulty school divisions are experiencing in
recruiting and in retaining qualified personnel (Council for Exceptional Children,
1995a; Smith-Davis & Billingsley, 1993).

One solution to the shortage of special education teachers is to provide a way for
those who are non-licensed teachers in special education to obtain endorsement. For
many teachers who face geographic barriers to endorsement or who do not have access
to quality courses, a fitting solution may be found in distance education.

Distance Education
The rapid development of technology, specifically the various forms of advanced

communication technology, provides educators with additional options for reaching new
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audiences in new ways (Florini, 1990; Halal & Liebowitz, 1994). Technological
advances also allow audiences to be in different places at different times. In an effort to
improve access to college courses and programs and to serve the educational needs of a
growing population, courses using advanced communication technology are being
delivered to students in various locations and are proving especially beneficial for
people who are not financially, physically, or geographically able to obtain traditional
education (Mclsaac & Gunawardena, 1996).

Gold, Russell, and Williams (1993) found that lack of endorsement, travel
distances, social and professional isolation, lack of training, and career opportunities
singly or collectively adversely affect the ability of rural school districts to recruit and
retain personnel to serve students with low incidence disabilities. Advanced technology
can bridge the gap between educational needs and full licensure for teachers of students
with disabilities. Technological developments open educational opportunity to more
learners and improve the quality of education to the adult population (Mclsaac &
Gunawardena, 1996; Moore, Cookson, Donaldson, & Quigley, 1990). Communication
technology allows universities to erase the boundaries of time and place and makes it
possible for both on-site and distance learners to interact with each other, their teachers,
and a vast array of information resources.

Emerging delivery technologies increase student and teacher access to learning
resources. Because distance learning programs are recorded and distributed to many
different sites, scholars can be made available to significantly larger numbers of
students. According to Niemi (1987), students choose to participate in distance

education rather than traditional instruction for reasons such as convenience and
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flexibility and because alternative educational paths are unavailable. Those students
possess unique needs, motivation, and professional goals (Mclsaac & Gunawardena,
1996).

For institutions that lack access to teachers of a particular subject as well as
students and populations who are unable to travel to meet with such teachers, distance
education can open many new opportunities. Distance education also can have benefits
for those who feel more comfortable with a program that allows for more flexibility and
control over the pace of leamming (Niemi, 1987). By having advanced technology
available, implementation of distance education appears to provide an answer to the
needs in the special education field. However, distance education alone cannot solve the
problems of recruiting and retaining special education teachers. Another strategy to help
address the scarcity of qualified personnel may lie in effective mentoring, which can
complement formal university courses and may be a factor in helping recruit and retain
special education teachers.

Mentoring and Special Education

In an examination of why special education teachers leave the field, Westling
and Whitten (1996) found numerous factors, including the stress and difficuities
beginning teachers face, lack of job satisfaction, and a lack of administrative support.
Such factors may be alleviated to a considerable extent by effective mentoring (Carter &
Francis, 2000; Kueker & Haensley, 1990). For example, well-prepared mentors can
serve as sounding boards for stressed teachers, listening to their concerns and guiding
them in wise decision-making. Such mentors can increase the job satisfaction of new

special education teachers by fostering a sense of partnership in a common endeavor
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increasing the likelihood that the new teachers will be less likely to feel overwhelmed
and alone. In addition, experienced mentors also can serve as advisers and advocates—
even bridge builders—between special education teachers and administrators, helping
such teachers gain greater administrative support. Thus, a strong mentoring program
may be a means of providing assistance and support to beginning teachers, as well as
equipping them with essential knowledge and skills needed for the challenges faced in
the classroom (Council for Exceptional Children, 2000; Marsal, 1997).

The first-year of teaching is one that most teachers find personally and
professionally threatening (Gibb & Welch, 1998; Grant & Zeichner, 1981; Huling-
Austin, 1992). New teachers have to perform their job effectively, but at the same time,
they need to learn how to do that job (Wildman, Niles, Magliaro, & McLaughlin, 1989).
No matter what preparation new teachers receive, some aspects of learning to teach can
be acquired only in the classroom. No college course can teach a new teacher how to
apply knowledge in making decisions about what to do in specific situations (Feiman-
Nemser, 1991). This is particularly true for teachers in special education, who often
teach in poorly equipped classrooms with a scarcity of essential supplies and resources.
Teachers also report that they have insufficient time to meet, plan, and collaborate with
specialists and other teachers (Cambone, Suarez, & Zambone, 1996). Within this reality,
teachers are expected to meet the special needs of students who are likely to differ
widely in skill level and ability. At the same time, teachers are expected to serve more
students than they can reasonably serve in the limited time frame allotted to them.
Teachers also are required to handle overwhelming amounts of paperwork (Council for

Exceptional Children, 2000; Schaughnessy & Siegel, 1997; Weiskopf, 1980) and
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implement systems for classroom organization, management, and discipline (Rosenberg,
Griffen, Kilgore, & Carpenter, 1997). Thus, these teachers not only face professional
challenges and difficulties, but also conditions that make retention in this field a
continuing and expensive issue.

According to Cambone et al. (1996), mentorship during the novice years can be
effective in providing sensitive guidance, confidence, and support to new teachers.
When implemented thoughtfully, a mentorship program can help to improve a teacher’s
productivity, satisfaction, and professional development, and encourage job retention, as
well as reduce stress and raise personal confidence. In studies on mentoring, Boyer
(1999), Gold (1999), and Serpell and Bozeman (1999) report a higher retention rate as
compared to programs without mentoring. Structured mentoring results in career
commitment of beginning teachers as well as in quality improvement of teaching
(Gaston & Jackson, 1998; Yosha, 1991). Mentorship programs can help teachers to
integrate and apply theory to practice, and gain clearer goals and skills for meeting those
goals (Cambone et al., 1996).

Without a doubt, the need to support new teachers is critical in light of increased
demands and pressures affecting the education profession (Debolt, 1991). Having
established a personal relationship, mentors can include context-specific training and
ongoing support, thereby aiding education students and beginning teachers to be more
confident and effective. Furthermore, successful mentoring programs may help in the
retention of a significant number of special education teachers who might otherwise
leave the profession in reaction to the difficulties faced in the first years of teaching

(Fideler & Haselkomn, 1999; Weis & Weis, 1999). It should be remembered that
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mentoring cannot substitute for the completion of the required university courses.
Mentorship programs only can address the issue of retention among those who are
already special education teachers and who might otherwise become discouraged about
continuing in the field. Such programs cannot in themselves provide the necessary
credentials needed by special education teachers seeking initial endorsement, although
they can provide supplementary assistance during the licensing process.

Teacher Shortages and Innovation

Teacher shortages in certain disciplines, combined with new licensure
requirements and a lack of adequate financial incentives, have contributed to the need to
find alternative methods of preparing teachers (Beare, 1989). Difficulty in increasing
on-campus courses to respond effectively to the need for more and better-trained
teachers has led to an increased emphasis on alternative ways to deliver course work.
Distance learning is one such alternative (Collins, 1997; Spooner, Spooner, Algozzine,
& Jordan, 1998). Technological advances associated with distance learning help bring
education to students, no matter where they are located, and help to meet the increasing
need for qualified educational personne! (Bork, 1995).

Special education in urban settings. The demographics, attitudes, values, and
economies of rural, suburban, and urban communities require differing skills and
capabilities on the part of teachers (Cummins, 1986). According to Kozleski, Sands, and
French (1993), the shortage of special education teachers and the related problems are
more severe in urban settings.

Darling-Hammond (1988) indicates that teacher vacancies are three times greater

in central cities than in suburban or rural districts and city districts employ more special
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education teachers who hold emergency licensure than do other districts. Some urban
schools report a turnover of their student population during a given academic year of as
much as 75% (Fowler & Goldberg, 1992). This turnover is one of many factors that put
ongoing stress on teachers, which contributes to high attrition among urban educators
(McNergney & Haberman, 1989), especially special education teachers. Not only is
burn-out high among special education teachers, but also many graduates of teacher
education programs are reluctant at the outset to teach in inner city schools with their
characteristic low-income and culturally-diverse populations (Howey, 2000; Joyce,
Yarger, Howey, Harbeck, & Kluwin, 1977).

As a result of these problematic situations—namely, burnout, attrition, and
reluctance by many to teach in inner-city schools—the responsibility of educating
students with complex needs often falls to teachers who lack the necessary special
education training (Kozleski et al., 1993). Clearly, recruitment and retention of special
education teachers in urban schools is a serious problem. The school districts defined as
“most urban” have the highest number of teachers on temporary teacher eligibility
certificates (Colorado Department of Education, 1991). In order to recruit and retain
special educators in urban environments, a traditional preparation program for urban
special education teachers is insufficient (Kozleski et al., 1993). Preservice preparation
must provide skills that assist teachers in gaining competencies in addressing issues
specific to the urban population and the issues urban dwellers face (Correa & Sindelar,
1993). This preparation for the urban situation should be in addition to the traditional
special education competencies in assessment, identification, program planning, family

involvement, professional standards, and instruction. Distance education that addresses
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these concerns can fill a great need in this regard; as it opens a path to endorsement in
special education that might otherwise not be traveled by many teachers serving urban
schools.

Special education in rural areas. As with urban education, distance education
can provide new opportunities to access information and enhance special education
learning in rural areas. Rural and remote school divisions also may have difficulty in
recruiting and retaining endorsed personnel, and in providing licensure programs for the
teachers who are teaching under emergency certificates. Such school divisions may
especially benefit from distance education (Gold et al., 1993; Helge, 1981). Without
distance education some rural teachers might not have access to needed training.
Technology makes available to school districts in rural areas opportunities to avail
themselves to the expertise of professionals in assessment and program development
(Howard, Mulligan, Knowlton, & Swall, 1992).

In summary, distance learning can be effective for learners in various locations
with many different needs. When efficiently and effectively planned and impiemented,
distance learning provides support for many educators, solves accessibility problems
raised by travel distances, helps alleviate social and professional isolation by opening
interaction among professionals across distances, and provides incentives that may help
retain teachers in special education, no matter in which setting they reside. Aware of the
potential of distance education to accomplish such outcomes, Old Dominion University
is one institution that has taken into account the varying needs of students in different
places and circumstances and has implemented a distance education program aimed

toward meeting those needs. It is called TELETECHNET.
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The TELETECHNET Program

TELETECHNET is the largest distance learning network of its kind in the
United States. Through this program, broadcast from Old Dominion University (ODU),
students can earn bachelor’s and master’s degrees from a fully accredited university
without leaving their areas of residence. The students gather at a community college or
other such designated location in the area where they reside, to receive instruction. Site
directors work to administer and support students and the program at the different
destinations (Old Dominion University, n.d.).

TELETECHNET was developed in response to a survey that revealed a
substantial need existed in Virginia for distance learning - especially for adult students,
who did not have access to higher education due to family, job, or other responsibilities
and life circumstances. Many adult students could not access traditional education,
because most colleges and universities have focused primarily upon meeting the needs
of the full time, residential student in both the scheduling of courses and admission
processes (Savage, Stanley, & Swart, 1999). To be successful, TELETECHNET
programs needed to be scheduled in the evenings and on week-ends, provide part-time
student status, and place emphasis upon providing student support services.

Special education is one of the areas that has been given particular attention in
the TELETECHNET outreach. In an effort to meet the needs that exist in the special
education field, Old Dominion University offers graduate telecourses leading to a
master’s degree in special education. Also, ODU offers a distance learning endorsement
program called the Commonweaith Special Education Endorsement Program (CSEEP)

which is funded through a grant from the Virginia Department of Education.
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The goal of the CSEEP program is to identify special education teachers who
currently hold a conditional license to teach students in the areas of emotional
disturbance (ED), learning disabilities (LD), and/or mental retardation (MR), and to
provide site-based college courses that meet the requirements for endorsement. From the
Norfolk campus, Old Dominion University broadcasts special education endorsement
course work in ED, LD, and MR to 33 community college sites located throughout the
Commonwealth (See Appendix C for Virginia TELETECHNET locations). The
instructors teach multiple classrooms and students at distant sites simultaneously. The
students are linked to the instructor during the broadcast via voice microphone and can
participate in class discussions, answer questions, and seek clarification on instruction.
Students have further access to faculty by means of telephone toll-free lines, voice mail,
and e-mail (Tonelson et al., 1999).

The Commonwealth Special Education Endorsement Program

The Commonwealth Special Education Endorsement Program (CSEEP) at Old
Dominion University, in collaboration with Virginia school systems, and the Virginia
Department of Education, was designed to provide appropriate preparation and high
quality curriculum for special education teachers in the Commonwealth of Virginia who
are not fully certified in special education. The program was initiated as a response to
the shortage of special education teachers botk nationally and statewide.

The chronic teacher-shortage problem encouraged some faculty in the Darden
College of Education at Old Dominion University to consider a long-term solution. The
long-term solution was determined to be a teacher-preparation program, designed to

train non-endorsed special education teachers in the appropriate knowledge, abilities,
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and skills needed to become effective special education teachers (Tonelson, Hager,
Gable, & Baker, 2000). Taking all these considerations into account, the CSEEP
training program set the following objectives: (a) identify special education teachers
who currently are teaching on waivers or conditional certificates; (b) utilize satellite
interactive technology and electronic communication to provide high quality, site-based
special education courses to identified individuals throughout the Commonwealth of
Virginia; (c) establish a collaborative relationship among Local Education Agencies
(LEAs) (school systems), the Virginia Department of Education (VDOE), and Old
Dominion University (ODU) in order to facilitate full endorsement for all special
education teachers; (d) create participant/mentor learning dyads within LEAs; (e)
conduct rigorous individual and program evaluation of all components of the CSEEP
project including overall success in providing full or additional endorsements for special
education teachers in Virginia; and (f) maintain a distance learning licensing program
upon expiration of external funding.

The program objectives were designed to address the severe shortage of special
education endorsed teachers by increasing the number of fully licensed, well-trained
special education teachers. Among these objectives, implementing a mentor program is
important for retaining teachers in the profession (Marsal, 1997).

The Commonwealth Special Education Endorsement Program (CSEEP) was
designed to address the geographic and economic barriers facing many students and
provide them with access to quality education in the field of special education.
(Tonelson et al., 1999). In order to participate in the program, students are required to

(a) be full-time employees of the Commonwealth of Virginia and presently teaching
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students with emotional disturbance, learning disabilities, and/or mental retardation and
(b) have a valid special education conditional license in one of the three specialties
listed. In addition, participants must have been recommended by the school division, a
state-operated program, or a private school in which they are employed, and, they will
be assigned a mentor by the school division. Any special education teacher who is able
to travel a short distance to one of these 33 sites can enroll in high quality, special
education courses leading to special education endorsement and/or Master’s Degree in
Education, with an emphasis in special education. Grant students are reimbursed for
80% of the cost associated with successful completion of appropriate courses.

Over the period of an academic year, a minimum of 12 courses is offered from
ODU to each of the distance learning sites across the Commonwealth. Each of these
courses specifically addresses one or more Virginia Department of Education (VDOE)
licensing requirements and is designed to be content-relevant to the needs of the
regional special education programs.

The CSEEP grant addresses problems teachers face when the need for additional
courses to complete endorsement and the cost of these courses create economic hardship
(Tonelson et al., 1999). For example, the reimbursement procedure lessens the financial
burden associated with obtaining full endorsement. Funding is offered for the equivalent
of 900 enrollments to courses per year. Full-time faculty or clinical adjunct faculty
members teach the courses from the ODU campus, assisted by graduate assistants. On-
site instructional support is provided to the students by a site coordinator, an assigned
mentor already endorsed in special education and other LEA personnel. In addition to

distance education broadcast courses, students have access to additional materials
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provided, as well as access to online web sites designed for the different courses. There
are web sites for each course, that provide course notes, presentations, resource guides,
and “hot links” to additional relevant information.

In sum, an awareness of the needs in the special education field has led to the
development of a site-based distance learning project (CSEEP) to provide endorsement
courses for special education teachers who are not fully licensed. The present study has
been undertaken to examine effectiveness of the program.

Statement of the Problem

A shortage of fully endorsed special education teachers exists nationwide as well
as in the Commonwealth of Virginia. Recognizing the severe shortage of special
education teachers and understanding the reasons for the shortage has led to the
implementation of a distance education program. The goal of the program is to endorse
special education teachers in the areas of emotional disturbance (ED), learning
disabilities (LD), and mental retardation (MR), as well as to encourage special education
teachers to remain in the profession. The purpose of this research was to evaluate the
distance learning endorsement program (CSEEP) for special education teachers who are
not fully endorsed in the Commonwealth of Virginia and to provide a comprehensive
evaluation of the program.

The CSEEP program was designed to address economic and geographic barriers
and provide access to quality courses in order to minimize teachers' attrition from the
special education field and to provide a path to licensure. Other CSEEP objectives were
to support beginning special education teachers through a strong mentoring program and

to provide distance learning courses.
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It was anticipated that results of the program evaluation would provide formative
and summative information on whether the program has achieved the stated goals as
well as help to make needed refinements in the distance learning program. Such
knowledge can be invaluable in assessing what has been accomplished in the past as
well as the potential such a program may in the future open alternative paths to special
education endorsement.

Purpose of the Study

The purpose of this study was to develop and implement an evaluation model in
order to examine the effectiveness of a special education endorsement program. The
impact on the program participants with regard to the knowledge and skills gained
through the program was examined. The level of satisfaction with the program, as
reported by participants, also was measured.

Areas of Assessment
The research focused on the following areas of assessment:
1. Impact of the program on grant participants’ learning in the ED, LD and MR areas,
as indicated by:
a. Participants’ satisfaction with course work,
b. Participants’ satisfaction with provided service,
c. Participants’ level of training in tasks related to the role and responsibilities in
the teaching and leaming process,
d. Usefulness of the mentoring to the participants’ training.

2. Impact of the program on schools as indicated by:
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a. Number of special education endorsed teachers in the Commonwealth of
Virginia, and
b. Participants’ rating of the importance of tasks.

Evaluation Questions
The following evaluation questions have been established:

1. Is there a correlation between participants’ satisfaction with level of preparation in
each task and between participants’ additional level of training needed in each task
in the different teaching assignments (in ED, LD, and MR)?

2. Is there a correlation between how participants rate their level of training in the
different tasks and how mentors rate participants’ level of training in each task?

3. Is there a difference in the amount of time teachers spent on each task, over time?

4. Is there a difference in how participants from different teaching assignments rate
importance of each task, before and after the program?

5. Is there a difference in how participants from different teaching assignments rate the
level of training in each task, before and after the program?

6. Is there a difference in how mentors rate the participants over the 3 trials for each
task?

Significance of the Study
The primary objective of this study was to evaluate a distance learning program
designed to provide endorsement for special education teachers. It was anticipated that

this study would (a) help to assess the program’s impact on teachers’ learning and (b)

add to the body of knowledge regarding recruitment and retention of teachers in the area

of special education. It is hoped that this comprehensive program evaluation data will
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assist program leaders in assessing the overall effectiveness of the program and
designing future programs as well.

The program evaluated is one of the largest distance education networks in the
country. Results of the study may serve as an incentive to implement a similar program
at other universities in states where special education teachers are in short supply. The
findings may also show the possibilities that such a program might provide for areas
where a shortage of endorsed special education teachers exists due to economic,
geographic, and personal factors have prevented teachers from taking further steps
toward endorsement. The interactive distance learning program opens a way to obtain
the desired education at a reasonable cost and convenient access.

Limitations of the Study

Several factors should be considered when interpreting the research findings.
Those factors may have influenced the effectiveness of the distance learning program in
special education. Distance learning is provided to 33 sites across the Commonwealth of
Virginia. Different sites might have received different levels of administrative and
technological support, with some site directors possibly giving more time and attention
to students than others. Furthermore, administrative issues in different sites may have
influenced the learning in each site differently. The type of relationship between
mentors and mentees could have contributed to differences in the usefulness and
satisfaction of the mentoring. This program was being implemented over several years;
and as the program progressed, mentors and instructors became more experienced. The

experience instructors and mentors gained as the program evolved might have had an
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effect on participants’ achievements and satisfaction. Finally, the findings rely in large
part on self-report data submitted by participants.

Although the design of this evaluation had limitations, the findings generated
from this study were intended to provide valuable information to program leaders in
assessing the overall effectiveness of the program. Findings in this study might be
applicable to other states and colleges as well, if adjustments are made to account for
the unique variables.

Definitions of Terms

For the purposes of this study, the following definitions were used throughout
the text:

Asynchronous instruction: an instructional approach made possible by computer-
based information technology that does not require physical and/or temporal presence,

or that teaching and learning occur at the same time.

Audioconferencing: interactive audio communications between individuals or

groups at three or more locations.

Beginning teacher: a teacher who has not taught before; a novice, usually one
who has just completed training to become a teacher (Huling-Austin, Odell, Ishler, Kay,

& Edelfelt, 1989).

Broadcasting: a radio wave communication service in which the transmissions
are intended for direct reception by a wide spectrum of receivers such as the general

public. Broadcast service may include voice, television, or data transmissions.
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Certification: a degree in special education, defined as graduation from a college
or university with a major or minor in special education that entitles the individual to
provincial or state certification to teach special education.

http://www .cec.sped.org/ps/gen.html

Conditional licensure: Special Education Conditional License means a three-
year, nonrenewable teaching license issued to an individual employed as a special
education teacher in a public school or a nonpublic special education school in Virginia
who does not hold the appropriate special education endorsement but meets the criteria
specified in 8 VAC 20-21-50 A 5. This conditional license is not applicable to
individuals employed as speech pathologists. (State Board of Education, 8 VAC 20-21-
10 et seq. Licensure Regulations for School Personnel, Statutory Authority: § 22.1-298

of the Code of Virginia). http://www.vbcps.k12.va.us/qglance.html

Distance education: the process of providing when a teacher and student(s) are

physically and or temporally separated, and technology is used to bridge the

instructional gap.
Distance learning: the desired outcome of distance education.

Endorsement: “‘an endorsement in special education is defined as the completion
of a sequence of courses provided by a college or university that entitles one to
provincial or state certification to teach special education.”

http://www cec.sped.org/ps/gen.html
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Induction: a transitional period in teacher education between pre-service
preparation and continuing professional development. During this time, assistance

and/or assessment may be provided for beginning teachers (Huling-Austin et al., 1989).

Hot link: in hypertext systems, such as the World Wide Web, a link is a
reference to another document. Such links are sometimes called hot links because

clicking on them takes the computer user immediately to a reference document.

Network: a set of computers interconnected so that they can communicate and

share information. Connected networks together form an internetwork.

Non-endorsed teachers: teachers who are not fully licensed in a particular area -

in this case, special education.

Satellite: an electronic retransmission device serving as a repeater, which is
normally placed in orbit above the Earth 1n a geosynchronous orbit (having a constant
position above one spot on the Earth) for the purpose of receiving and retransmitting

electromagnetic signals.

Support teacher: an experienced teacher who serves as a mentor, pilot teacher,

buddy teacher, helping teacher, coach, and advisor (Huling-Austin et al., 1989).

Synchronous instruction: instruction that is based on a fixed unit of time,
requiring that teacher and learner be at the same place at the same time, such as in
conventional college classes. A variation is used in distance education where the teacher
and learner have to show up at the same time but are not in the same place; instead they

communicate electronically.
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Video communications system: a telecommunications system with the capacity
to transmit video signals only from an origination site to a receiver site (one-way) or

between all sites (two-way).

Video conferencing: live or almost live video broadcasting from one location to

another to transport the visual image.

Summary

This chapter provided an overview of the current state of special education, both
nationally and in the Commonwealth of Virginia. There is a specific emphasis on the
shortage of licensed special education teachers, major reasons for the shortage, and the
importance of retention in the field. The chapter also provided an overview of
mentoring and its contribution toward reducing the shortage of special education
teachers. Distance education in general—and the Commonwealth Special Education
Endorsement Program (CSEEP) in particular—was discussed as an innovative solution
to the barriers that hinder the full endorsement of a significant number of special
education teachers. The following chapter will present the research of others who have

examined this issue.
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CHAPTERII
REVIEW OF RELATED LITERATURE

This chapter presents a review of relevant literature, which provides background
information on the research topics. In this review, topics that will be examined include:
(a) reasons for the shortage of special education teachers, (b) the contribution of
mentorship to retention of new special education teachers, and (c) the contribution of
distance education in helping to solve the shortage of endorsed special education
teachers.

Shortage of Special Education Teachers

A shortage of fully endorsed special education teachers exists, both nationally and
in the Commonwealth of Virginia. The shortage of fully endorsed teachers in the United
States during the 1996-97 school year was 27,933 (8.4%)). In the same school year, the
shortage of fully endorsed spevial education teachers in Virginia was approximately 1028
(9.8%). This shortage of fully endorsed special education teachers in Virginia grew to
approximately 1,505 or 13 percent of not fully licensed special education teachers, during
the 1998-89 school year (U.S. Department of Education, 1998).
Personal Obstacles

Many of the unendorsed teachers have not fulfilled endorsement requirements
because of a lack of interest or because they have made a deliberate choice not to seek
endorsement. Some have faced obstacles that have prevented them from fulfilling
endorsement requirements. Even though they may have only a conditional license, they
have been asked to teach special education because the need for special education

teachers in their school district is great and endorsed special education teachers are so
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few. Although these uncertified teachers are willing to serve in this capacity and might
even desire to obtain the required credentials, they cannot afford to leave their jobs to
become full-time students. In other words, many such teachers are not able to invest
either the time or money necessary to pursue the university courses required for special
education endorsement—especially, if a university that offers such courses is far away.
Work schedules, family obligations, and travel distance all serve to block their way,
preventing them from taking the traditional route to endorsement through on-campus
study, therefore, their professional training is incomplete.
Vacancies Left by Endorsed Special Education Teachers

Another factor that contributes to the shortage of endorsed special education
teachers is attrition. Many special education teachers who are endorsed leave special
education to follow a different career path or area of teaching. The increasing numbers of
special education students, the burgeoning amount of paperwork, and the required
compliance to various federal mandates, have caused many teachers to turn their backs on
special education. Inadequate salaries also have discouraged many teachers from
teaching. The situation is worse in some states than others. As one example, Chaika
(2000) reports extreme shortages of special education teachers in Alaska, with special
education comprising one-third of all teacher vacancies. One Alaska school
superintendent reported that many teachers who once taught special education are no
longer teaching in that field, preferring regular classroom assignments instead. According
to this superintendent, some of these teachers have kept their special education licensure
current, but likely would move elsewhere or leave teaching altogether if they were

required to teach special education classes. One of the ways Alaska is coping with the
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shortage of special education teachers is to provide waivers that allow students studying
to be special education teachers to begin teaching full-time before finishing their degrees.
Stress

Brownell (1997) has written that stress is a major factor affecting the motivation
of special education teachers and can lead to “alienation from the workplace,
absenteeism, and attrition” (p. 1). According to Brownell, both role overload and the lack
of autonomy in many schools tend to intensify the stress experienced in the special
education classroom. When the workload begins to feel unmanageable and the stress too
great, the teacher may decide to leave the field of special education.

Retention Strategies

Schorr (1994) has provided a list of “retention strategies”, that has been made
available on the World Wide Web by the Recruitment and Retention Project of Western
Oregon University’s Teaching Research Division to help school administrators find and
keep experienced special education teachers. The list includes welcoming new staff,
encouraging collegiality, providing assistance with work control, providing opportunities
for professional development, fostering achievement and rewarding it with recognition,
and most importantly, providing resources.

In a study of the effects of work-related variables on 658 special educators,
including 159 teachers of students with emotional disorders, Singh and Billingsley
(1996) found that workplace conditions, job satisfaction, and principal support had
positive effects on intent to stay in teaching; whereas, role-related problems had negative
effects on intent to stay in teaching. In a survey of 385 special and 313 general education

teachers in Virginia, researchers found that groups had similar perceptions of the support
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they received from their principals. The variables related to the workplace were better
predictors of how much principal support they perceived than were variables related to
demographic factors. Certain types of support (e.g., emotional, instrumental,
informational, or appraisal) significantly predicted the degree of the teachers’ job
satisfaction, school commitment, and personal health (Littrell, Billingsley, & Cross,
1994).

Further evidence of concern about recruitment and retention of qualified special
education teachers may be seen in a projected study commissioned by the Department of
Education, Office of Special Education Programs, with the draft analysis plan submitted
in August, 2000 (Carlson, Lee, Willig, & Kim-Sung, 2000). The research will be known
as the Study of Personnel Needs in Special Education (SPeNSE). The study is designed
to provide information on the quality of the workforce regionally and nationally. The
researchers will also ““explore ways to explain the quality of the workforce based on state
and local policies, preservice education, continuing professional development, and
working conditions.” The results and recommendations of the study are expected to help
in the recruitment and retention of qualified special education teachers at the national,
state, and local levels and provide direction for institutions of higher education as they
implement special education programs.

The combination of attrition, lack of endorsement, and too few new special
education teachers has created a serious problem for schools at a time when the education
of students with disabilities has become increasingly demanding. A major reason for this
increasing importance has been the enactment and expansion of national legislation

affecting special education.

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



31

Legislation Affecting Special Education

In 1973, federal regulations were adopted to enforce legislation to ensure
nondiscrimination on the basis of disability. These regulations were known as Section
504 of the Rehabilitation Act of 1973 (Etscheidt & Barlett, 1999). In 1975, the United
States Congress passed the Education for All Handicapped Children Act (Public Law 94-
142), which was renamed The Individuals with Disabilities Education Act (IDEA) in
1991. This legislation was a major force in initiating changes in the education of students
with disabilities in public schools (Gable & Hendrickson, 1997). President Clinton, at the
signing ceremony for an expanded version of IDEA enacted in 1997, emphasized that
there had been tremendous advances in education for students with disabilities between
1975 and the 1997 passage of the expanded version of the act (White House Press
Release, June 4, 1997.) Others have assessed that thousands of students with disabilities
have benefited from an education that would have been completely denied them without
the protection of the IDEA (Vohs & Landau, 1999), ensuring that children with
disabilities are educated *“to the maximum extent appropriate” [§ 1412(a)(5)(A)].

A new approach. The thinking behind the IDEA represented a critical shift in the
nation’s approach to the education of students with disabilities. Prior to the enactment of
P.L.94-192 in 1975, there were students with disabilities in public education whose
needs were not met (Zigmond, 2001). Parents and advocates of children with disabilities
had to devote tremendous effort and energy simply to gain access to public education.
For many students with disabilities, prior to 1975 legislation, education had consisted of

day-long sessions focused only on daily-living skills; for many others, a “watered-down”
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curriculum in segregated classrooms or schools was all that was offered (Vohs & Landau,
1999).

The Education for All Handicapped Children Act of 1975, 20 U.S.C. Sections
1400-1461, responded to the states' financial assistance requests for providing
educational opportunities to children with disabilities. This law clarified each school's
responsibility for providing these students with educational opportunities and access to
public schools. This legislation provided the framework and funding to assist states in
meeting their legal obligation to these children. Since the primary purpose of this law was
to assure the rights of children with disabilities to a “free and appropriate public
education” (FAPE), the law specified four major goals: (a) to assure that all children with
disabilities have access to a free, appropriate public education that emphasizes special
education and related services designed to meet their unique educational needs; (b) to
assure protection of the rights of children with disabilities and their parents or guardians;
(c) to assist states and localities to provide for the education of all children with
disabilities; and (d) to assess and assure the effectiveness of efforts to educate children
with disabilities (House Report 5 n.d; Education for All Handicapped Children Act,
1975).

Important amendments and guidelines. Concerns about the quality of education
for students with disabilities motivated Congress to add several important amendments to
IDEA in 1997 (Vohs & Landau, 1999). The expanded law provides funds to assist states
in the education of students with disabilities and to assume that these students receive an
individualized education program based on their unique needs in the least restrictive

environment possible. The IDEA 1997 legislation also provides guidelines for
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determining what related services are necessary and outlines procedures to verify that
these needs are adequately met.

Additionally, the law requires that public schools provide appropriate instruction
and supportive services to meet the educational, social, emotional, and vocational needs
of students with disabilities, regardless of the level or severity of their disability. To
qualify for special education services, a student must have a unique learning need that
differs from other similarly aged students. This need is individually determined through
an interdisciplinary assessment, and the education and services to be provided are
considered jointly by the child’s parents, teachers, and other school professionals, and the
students themselves as appropriate. Congress noted in the [DEA amendments of 1997,
“supporting high-quality, intensive professional development for all personnel working
with disabled children is a critical element for ensuring the effective education of these
children" (U.S. Department of Education, 1998, p. 116).

The 1997 Amendments to IDEA provide important new tools that parents,
students, educators, and advocates can use to ensure that all students with disabilities
receive high quality education. Among other provisions, the 1997 amendments
emphasize that students with disabilities must be given meaningful opportunities to
acquire skills and knowledge in the same subject (or curriculum) areas as all other
students; students with disabilities must be taught in ways that effectively address their
unique needs and that support their progress in the general curriculum; and, students with
disabilities must be included in state and district-wide assessments to ensure that they are
progressing in the general curriculum (Vohs & Landau, 1999). Congress emphasized the

critical importance of high expectations, maximum possible access to the general
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curriculum, and effective teaching that allows children with disabilities to meet the
challenging expectations that have been set for all students (Vohs & Landau, 1999).

The IDEA 1997 requires the re-evaluation of students with disabilities every three
years, but provides additional flexibility to school districts in meeting this requirement.
The IDEA 1997 now requires that Individualized Education Program (IEP) teams review
existing evaluation data of the child and, with the parents, determine if further testing is
necessary. The school must notify parents (as members of the team) if the [EP team
decides that further assessments are unnecessary. However, the parents can still request
additional testing. If the parents do request additional testing, the school must perform the
re-evaluation requested by parents (Vohs & Landau, 1999).

The IDEA 1997 (Individuals with Disabilities Education Act Amendments of
1997, 20 U.S.C. Section 1400 et seq.) emphasize that states and districts are required to
apply benefits of education reform to the education of students with disabilities. With
[DEA, parents and others concerned with the education of students with disabilities have
even greater legal authority to insist that their children receive real educational benefits
from their years in school (Vohs & Landau, 1999). The least restrictive environment
provisions of the Individuals with Disabilities Education Act require that children with
disabilities be educated in regular education classrooms unless “the nature and severity of
the disability is such that education in the regular classes with the supplementary aids and
services cannot be achieved satisfactorily” (Etscheidt & Barlett, 1999, p. 1). Prior court
decisions and the [IDEA 1997 require that individualized education program teams

discuss and consider a range of supplemental aids and services so that children benefit
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from educational programs in the least restrictive environment (Etscheidt & Barlett,
1999).

Zigmond (2001) regards the implementation of IDEA 97 with concern. In her
opinion, curmiculum and instruction designed for students with disabilities should include
unique skills and teaching methods and should be focused on the individual needs of each
student. It follows that licensure programs must take such needs into account and provide
teachers the requisite training.

Licensing and Endorsement Standards

The Council for Exceptional Children (CEC) is dedicated to ensuring that only
persons deemed qualified by having met state/provincial minimum standards are
employed as teachers, administrators, and related service providers for exceptional
individuals (1998a). Endorsement or licensing (Smith-Davis & Billingsley, 1993) is used
by state education agencies and other entities as a standard of minimal competence to
practice teaching (Sykes & Wilson, 1988) and as a public assurance of protection from
harm (Smith-Davis & Billingsley, 1993). The Council for Exceptional Children
recommends standardized endorsement requirements for special education teachers for
each state and province and makes sure that special education preparation programs align
themselves with CEC’s validated professional standards (Council for Exceptional
Children, 2000).

“As states make their licensing requirements more stringent (with the intent of
improving teacher quality and students' achievements), the supply of available teachers
may be reduced. Conversely, during periods of teacher shortage, states have eased

teacher licensure requirements to allow greater numbers of teachers to enter the work

Reproduced with permission of the copyright owner. Further reproduction prohibited without permission.



36

force” (Smith-Davis & Billingsley, 1993, p. 211). When licensure requirements are
eased, many of the committed professionals serving students with disabilities are teachers
who have not received adequate preparation for the job (Rosenberg, 1996). Thus,
licensure requirements have an important role in affecting both the number and quality of
special education teachers who are employed both nationally and in the Commonwealth
of Virginia.
National and Local Trends in Special Education Employment

The demand for teachers in public education relates to the number of teaching
positions that have been established and funded (Barro, 1992, as cited in Boe et al.,
1998). Because all states require that teaching positions be filled with fully endorsed
teachers (Andrews, Andrews, & Pape, 1996, as cited in Boe et al., 1998), the demand for
teachers ideally should match the supply of teachers who are fully endorsed. However,
according to the U.S. Office of Special Education Programs and the Council for
Exceptional Children, there is a scarcity of licensed teachers and demand for special
education teachers continues to grow (Boe et al., 1998; Council for Exceptional Children,
1995b; Smith-Davis & Billingsley, 1993; U.S. Department of Education, 1996; U.S.
Department of Education, 1998), For example, in 1994, more than 50 percent of schools
with vacancies in special education and other selected areas had difficulty filling the
positions (Darling-Hammond, 1997).

Why the need is growing. Experts cite several reasons for the rising need for
special education teachers: a higher demand for special education teachers than for
teachers in general education (Boe et al., 1998), an inadequate number of teachers who

enter special education (U.S. Department of Education, 1998), teacher attrition (Brownell
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& Smith, 1993), an insufficient supply of teachers with the qualities sought by school
districts (Boe et al., 1998), and a higher number of students who have become eligible for
special education services as the population has increased. According to Lauritzen and
Friedman (1993), the teacher in a family is often not the primary wage earner, which
makes it unlikely for a family to relocate where there is a need for teachers, and salary
levels make education less likely to attract primary wage eamers.

An overview of national trends. The U.S. Department of Education (1998) has
shown that the shortage of fully endorsed teachers has resulted in some positions being
filled by teachers who are not fully endorsed. This report, relying on statistics from
OSEP’s Data Analysis System (DANS), presents the following national trends in demand
for special education teachers and the shortage of special education teachers who are
fully endorsed:

1. There has been dramatic growth in the number of positions nationally for teachers of
students, aged 3-5 with disabilities. From 1987-88 to 1995-96, the number of teaching
positions increased by more than 100 percent from about 13,000 to about 27,000.

2. In contrast to the rapid growth in teacher demand for students aged 3-5, the growth in
the number of total teaching positions nationally for students aged 6-21 with
disabilities has been gradual. From 1987-88 to 1995-96, demand increased by 15
percent, as the need went from about 284,000 teachers to about 328,000.

3. Teaching positions in special and general education expanded by comparable
percentages from 1987-88 to 1995-96; therefore, the serious chronic shortage of
teachers in special education cannot be attributed to extraordinarily rapid expansion

of special education teaching positions in contrast to positions in general education.
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Evidence suggests that the number of graduates in special education teacher
preparation programs is much too low to satisfy the need for fully endorsed special
education teachers.

4. High teacher attrition affects the number of unfilled positions within a school, the
number of positions that are held by unqualified personnel, and the personnel costs of
filling vacant positions (Wald, 1998).

Tables 1 and 2 present the national trend of special education teachers employed and
needed to serve students with disabilities aged 3-21. Data in Table 1 consist of number of
teachers employed, teachers needed, and shortage for the years 1982 —1991.

Table 1

Special Education Teachers Employed and Needed To Serve Students Aged 3-21 With

Disabilities, 1982 -1991 (USA and Outlying Areas).

Year Teachers Employed  Teachers Needed Shortage

%
1982-83 263,374 285,012 7.6
1984-85 274,519 297,371 7.7
1986-87 296,196 322,994 8.3
1988-89 300,503 330,709 9.1
1989-90 304,626 333,728 8.7
1990-91 312,682 342,193 8.6

Data source: Council for Exceptional Children, 1994

The data in Table 2 present the number of teachers employed, the percentage of not
fully endorsed teachers and the number of vacant positions for the years 1992-93, 1994-

95, and 1996-97. Missing values are due to unavailable data.
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Table 2
Special Education Teachers Employed and Needed To Serve Students Aged 3-21 with
Disabilities, 1992-93, 1994-95, and 1996-98 (USA and Qutlying Areas).

Teachers Emploved

Year Fully certified  Not fully certified Not fully Certified%  Vacant positions
1992-93 18,997 2,209 10.4
1994-95 24,396 3,219 13 713
1996-97 22,644 2,710 10.7 538
1997-98 23,359 2,701 10.4 391

e 1B 18 508
Source: 16%, 18%, 20%, 22™ Annual Report to Congress, 1996-1998

The shortage of special education teachers employed increased gradually during
the years 1982-89. The shortage declined somewhat during 1989-91 but increased during
1992-93, remained high in the 1994-95 and declined during 1996-98 school years. This
same trend is presented for children and youth with disabilities aged 6-21 during the
years 1993-1999 statewide as shown in Table 3.

Table 3

Total Number of Teachers Employed and Vacant Funded Positions (Full-Time
Equivalency) for Children and Youth With Disabilities Aged 6-21, 1993-1999 (USA and
Outlying Areas).

Teachers Employed
Year Fully Certified Not fully certified Not fully certified %  Vacant positions

1993-94 310338 21054 6.4 3643 (1.1%)
1994-95 300024 26206 8 3756 (1.2%)
1995-96 298253 25845 8 3757 (1.2%)
1996-97 303,795 27,933 8.4 3,626 (1.1%)
1997-98 316,611 30,091 8.7 3,635 (1%)

Source: 18%, 19%, 207, 21%,22, Annual Report to Congress, 1996-1998
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For the first time, between 1993-94, the shortage of qualified special education
teachers declined. In this period, the number of vacant positions or those filled by
individuals who were not fully certified decreased. Fully certified teachers held 92.6
percent of the special education positions. Approximately 6 percent of the teachers were
employed on a conditional or emergency basis (U.S. Department of Education, 1996).

As a general trend, the number of personnel needed to serve students with
disabilities has grown along with the increase in the number of children with disabilities.
During the 1993-94 school year, the number of special education teachers employed to
serve children aged 6-21 increased 6.5 percent to 331,392, and the number of teachers
needed to fill vacant positions and positions that non-fully certified teachers were
holding, declined 4.4 percent to 24,697. This rate of not fully certified teachers increased
gradually and was 8.7 percent in the 1997-98 school years.

Projections of future needs nationally. According to the U.S. Department of
Labor, by the year 2005, between 594,161 and 648,131 special education teachers—a
growth of 66-81 percent—were projected to be needed as compared to the 358,137 who
were teaching students with disabilities in 1995 (Council for Exceptional Children,
1995b). At a time when more adequately trained special educators are desperately
needed, the number of new special education personnel is decreasing across the nation
and throughout the Commonwealth of Virginia (Lauritzen & Friedman, 1993). Indeed,
the Office of Special Education of the U.S. Department of Education states that a large
number of special educators are teaching under emergency licensure, with little or no
preparation in special education (National Clearinghouse for Professions in Special

Education, 1993). The increases in the number of emergency teaching licenses attest to
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the difficulty school divisions are experiencing in finding and in retaining qualified

personnel (Council for Exceptional Children, 1995b; Smith-Davis & Billingsley, 1993).
Trends in Virginia. This growing shortage of special education certified

teachers is a trend in Virginia, just as elsewhere. Table 4 presents data from annual

reports to Congress, U.S. Department of Education, over several years, which show this

trend.

Table 4

Total Number of Teachers Employed and Vacant Funded Positions (Full-Time

Equivalency) in Virginia for Children and Youth with Disabilities, aged 6-21, 1993-96.

Teachers Employed

Year Fully certified Not fully certified Not fully certified Vacant Positions
%

1993-94 7907 831 9.5 60

1994-95 8636 919 9.6 75

1695-96 8885 1028 10.4 62

1996-97 9501 1028 9.8 59

1997-98 * 9899 1124 10.2 51

1998-99 * 10038 1505 13

‘Source: 18%, 19%, 20%, 21* Annual Report to Congress, 1996-1998.

*Data for these school years were supplied by P. Raskopf, special eduation data manager,
Virginia Department of Education, in personal correspondence, May 31, 2000.

In the 1993-96 school years, the percentage of special education teachers without
endorsement in Virginia increased gradually. This trend is similar to that which existed in
the United States overall in the same school years, but the overall shortage consistently
exceeded the United States shortage in the same school years. In the Commonwealth of
Virginia, the shortage of special education qualified teachers was 9.5 percent during the

1993-94 school year. There was a gradual increase in the shortage of special education
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qualified teachers during 1994-96 school years to 10.4 percent. The shortage declined
between 1996-97 to 9.8 percent and increased between the 1997-99 school years.

What the shortage means is that noncertified teachers have to fill special
education teaching positions. Although they lack formal training in special education,
these noncertified teachers are nevertheless responsible for teaching Virginia’s children
and youth with disabilities as previously suggested. The shortage of certified special
education teachers is especially a problem for urban areas (Kozleski et al.,1993).
Special Education and the Urban Setting

According to Darling-Hammond (1988), teacher vacancies are three times higher
in central city districts than in suburban or rural districts. Also, urban areas tend to have
more special education teachers who hold emergency licensure than do other districts. In
her study on the first-year teaching experiences of urban teachers, Guyton (1994)
concludes that teaching in an urban setting is different from teaching in other settings and
that teachers must take into account this difference if they are to succeed in schools with
high numbers of students at-risk. Teachers need more education about developing the
social skills of students and more information about poverty as well as about ethnic
cultures in an increasingly diverse society. Urban teachers need even more opportunities
to get to know the parents of their students and these teachers need interpersonal skills
that will enable them to deal with rejection, discouragement, and frustration (Guyton,
1994). Stoddart’s findings (1993) show that alternative paths to teacher certification are
more likely than traditional paths to recruit successful urban school teachers. His findings
confirm the importance of trying to attract teachers with sensitivities to urban

multicultural environments to become special educators by facilitating alternative
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training routes. The demographics, attitudes, values, and economies of rural, suburban,
and urban communities require differing skills and capabilities on the part of teachers
(Cummins, 1986).

The importance of workforce quality was given heightened priority by the release
of data indicating that, overall, about a quarter of newly hired teachers lack the
qualifications required for their jobs, with 75% of urban districts hiring teachers who lack
proper credentials (National Commission on Teaching and America’s Future, 1996).
Several urban schools report a turnover of as many as three-fourths of their students
during an academic year (Fowler & Goldberg, 1992). The stress experienced by teachers
in such situations accounts in part for the high attrition rates among urban educators in
general (McNergney & Haberman, 1989) and special education teachers in particular.

Not only is stress and burnout high among the special education teachers in urban
areas, but also many graduates of teacher education programs hesitate to begin teaching
in inner city schools. Those students often express anxieties about high poverty rates of
students and the attendant problems, as well as uncertainties about how they might relate
to and meet the needs of culturally diverse populations (Howey, 2000; Joyce et al., 1977).
Thus, recruiting special education teachers for urban schools is a serious problem;
keeping them in these schools is an equally serious challenge. As a result, teachers who
lack preparation in special education may find themselves having to take responsibility
for teaching students who need services that these teachers cannot provide (Kozleski et
al., 1993).

The school districts that are considered most urban have more teachers with

temporary teacher eligibility certificates than do other school districts (Colorado
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Department of Education, 1991). In order to recruit and retain special educators in urban
environments, pre-service preparation must help teachers gain the knowledge and skills
necessary for dealing with issues unique to the urban environment. For such reasons,
many low-wealth urban districts with acute shortages are turning toward beginning
teacher induction programs to keep new teachers from abandoning the classroom (Weiss
& Weiss, 1999). But even before their first year of teaching, teachers must be prepared
for the urban setting at the university level.

Real life experiences. Kozleski et al. (1993) found that the interaction of theory
and practice early in teacher education programs enhances the capacity of interns to
develop expertise specifically suited to the urban classroom as opposed to the suburban
or rural classroom and meets the complex demands of urban education. As Correa and
Sindelar (1993) have indicated, the concentration of problems in urban schools calls for
more professional development efforts in special education in order to (a) decrease the
attrition rate of special education teachers and (b) reduce the number of teachers who are
hired under emergency licensure allowances. Solving the problems of urban special
education also can benefit rural and suburban special education schools in the future,
since the problems that now seem confined to cities can easily become the problems of
suburban and rural schools later on (Correa & Sindelar, 1993).

According to Boe et al. (1998), the most promising approaches to reducing the
shortage of fully endorsed special education teachers lie in expanded professional
development programs for employed teachers (especially for transitional teachers) who
have an interest in remaining in special education or in transferring to special education.

Boe et al. also suggest increasing the production number of graduates of teacher
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preparation programs in special education. Incentives could be strengthened for partly
endorsed teachers to qualify for full licensure and to become established in their teaching
assignments. Incentives also might be strengthened to attract general educators who are
fully endorsed in special education specialization; and, greater efforts must be made to
place teachers in assignments for which they are endorsed.

Virginia’s Commonwealth Special Education Endorsement Program

One attempt to resolve the shortage of special education teachers in Virginia is the
Commonwealth Special Education Endorsement Program (CSEEP) at Old Dominion
University in Norfolk, Virginia. CSEEP is a program that operates in collaboration with
Virginia school systems and the Virginia Department of Education. The program was
designed to provide high quality training for special education teachers who are not fully
endorsed in special education in the Commonwealth of Virginia.

This teacher-training program seeks first to identify special education teachers
who are teaching without full endorsement and have only conditional certificates or
waivers. These teachers then are provided with the opportunity to enroll in site-based
special education courses through satellite interactive technology, which ultimately leads
to full endorsement through a distance education-licensing program. An important
component of the program, in addition to the special education courses, is its emphasis on
mentoring (Tonelson et al., 1999).

Mentoring Programs

Mentoring can help new teachers face the challenges of the classroom. It can help

them know that others have faced the same or similar challenges before them and are

available to provide support and guidance. Education researchers agree that the first year
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of teaching is exceptionally demanding (Huling-Austin, 1992; Veenman, 1989). First-
year teaching experiences are powerful influences on teachers' practices and attitudes
throughout the remainder of their careers (Moir, 1999). Because of the importance and
complexity of beginning teachers’ experiences, their socialization into their chosen
profession has received increasing attention in educational research and reform (Huling-
Austin, 1990).

As teacher attrition statistics demonstrate, teachers are exiting the profession in
alarming numbers, taking with them a wealth of knowledge and experience
(Coppenhaver & Schaper, 1999). Approximately 15 percent of beginning teachers, some
of whom are the most academically talented, leave the profession during the first year of
teaching. An additional 10 percent to 15 percent leave after the second year, compared to
an overall nationwide attrition rate of 6 percent per year (Huling-Austin, 1990; Schlecty
& Vance, 1983). Although estimates vary, most researchers agree on an attrition rate of
about 30 percent in the first five years, with an astounding 50 percent in urban and
isolated rural areas (Danielson, 1999). Annual attrition rates reported for special
education teachers are approximately 9 percent to 10 percent (McKnab, 1995). The lack
of gradual, guided induction into teaching and the isolation that many beginning teachers
experience may cause them to develop undesirable coping mechanisms which impede
their effectiveness and diminish opportunities for meaningful student learning (Ganser,
Marchione, & Fleischmann, 1999). Some new teachers simply abandon the profession.
Teachers who leave the profession early in their careers contribute to a shortage of
qualified personnel. The effect is long-term as well as immediate. The continued loss of

teachers seriously drains expertise in a field in which experience is important (Turk,
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1999). Nationally, 60 percent of current teachers are eligible to retire in the next six
years, which will leave many classrooms in urgent need of qualified teachers.

Other factors that affect an increased demand for teachers are growing school
enrollments and state and national mandates to lower teacher-student ratios (Brighton,
1999). This need for teachers makes the high attrition rate among teachers entering the
profession appalling (Brighton, 1999). Therefore, a comprehensive mentoring program
could help beginning teachers alleviate the difficulties associated with the newly acquired
profession. According to a report of the National Commission on America’s Future
(1996), an investment in teacher quality needs to start at the earliest stages of a teacher’s
career and to continue throughout a professional lifetime. It is ironic that teachers in the
United States have more college education than their colleagues in many other countries,
but fewer opportunities to share expertise with other teachers in the crucial first years of
teaching (National Commission on America’s Future, 1996).

A mentoring program could increase beginning teachers’ opportunities to share
their expertise with other teachers. Brooks (1999) aisserts that the responsibilities of a
mentor are to (a) get invoived in solving specific problems about curriculum, instruction,
and relationships; (b) provide opportunities for classroom visits with feedback; (c)
express positive feelings about teaching and help the beginning teacher attain those same
feelings; (d) assist with the new teacher’s understanding and management of school
authority; (e) listen to daily concerns, progress, and questions; (f) serve as a source of
ideas; (g) be easily accessible, trustworthy, and understanding; (h) offer assistance on
classroom management; (i) demonstrate professional competence; (j) help expand the

beginning teacher’s repertoire of teaching strategies; (k) show awareness of, commitment
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to, and familiarity with the new teacher’s classroom; (1) schedule time willingly with the
beginning teacher; (m) provide a task-oriented focus established through a two-way
interchange about goals and procedures.

According to Kueker and Haensley (1990), mentorship provides an ideal
environment for teachers to pursue ideas creatively with the guidance and counsel of a
master teacher. However, mentorship programs must be implemented appropriately with
carefully developed mentorship training and adequate support for the ongoing process in
order to improve the effectiveness of induction-year teachers, assure quality instruction
for students, and increase the retention of those with professional promise. Authorities
assert that a well-designed mentoring program prepares teachers socially, emotionally,
and academically so that teachers can spend their first year focusing their attention on
teaching instead of surviving (Knudsen & Zapf, 1999). Thus, support, development, and
assessment are viewed as necessary components in a comprehensive system of
beginning-teacher induction program (Feiman-Nemser, Carver, Schwille, & Yusko,
1999).

Problems and Needs of Beginning Teachers

Teachers, teacher trainers, educational theoreticians, and researchers agree that
the first year experience is difficult for most teachers (Gibb & Welch, 1998; Grant &
Zeichner, 1981; Huling-Austin, 1988, 1992; Mcgaha & Lynn, 2000). As stated in the
Guidelines for Mentor Teacher Programs issued by the Virginia Department of Education
(2000): “The expectations that teachers will apply theoretical knowledge, develop
effective instructional strategies, meet individual student’s needs, incorporate changing

curriculum frameworks, develop high stakes assessment, integrate emerging technology,
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and remain sensitive to societal issues create a formidable challenge for beginning
teachers and public school districts” (p. 7). In many instances, these challenges are
difficult to meet with the preparation most of the beginning teachers have had.

Not every beginning teacher fulfills expectations or is able to meet challenges
effectively. Sometimes, beginning teachers are assigned to teach in a field in which they
are not endorsed. In other cases, those who appear qualified on paper have only minimal
actual classroom preparation (Huling-Austin, 1992). This is particularly true for teachers
in special education, who often need to teach in poorly equipped classrooms with limited
essential supplies and resources and who have insufficient time to meet, plan, and
collaborate with specialists and other teachers (Cambone et al., 1996). Within this reality,
teachers are expected to meet the diverse needs of their students who are likely to differ
widely in ability, serve more students than they can reasonably serve in the limited time
frame, and take care of an overwhelming amount of paperwork (Ganser, 1999;
Schaughnessy & Siegel, 1997; Weiskopf, 1980). Thus, those special education teachers
face not only professional difficuities, but also conditions that make retention in this field
a continuing and expensive issue. Besides the practical needs, beginning teachers have
strong emotional or support needs as they face the stresses of their new positicn: new
people, new job, and new roles (Ackley & Gall, 1992).

In an analysis of the learning-to-teach literature, Rosenberg and colleagues (1997)
found that beginning teachers have difficulties in (a) seeing how student differences
influence choice of pedagogy; (b) implementing systems for classroom organization,
management, and discipline; (c) establishing relationships with students and colleagues;

and (d) explaining content material in ways that students can understand. Even under
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optimal conditions, beginning teachers require attention and support. According to
Brighton (1999), the expectations and scope of the job overwhelm many novice teachers.
Novice teachers experience a disparity between their preparation and the expectations of
the job; many feel isolated and unsupported in their classrooms. Thus, a gap emerges
between their expectations and the realities of the job. The identification of this gap was a
major reason for the establishment of mentoring programs throughout the nation.

Growth of Mentoring Programs throughout the United States

Internships, induction programs, or other forms of mentoring help beginning
professionals to learn how to apply the knowledge and skills they acquired in their
university courses, how to acquire more advanced knowledge and skills, and how to
acculturate to their profession and work environment (CEC Guidelines, 1997). The goal
of mentoring is to develop strong professionals who are ready to join other educators in
fostering student success (Coppenhaver & Schaper, 1999). Mentoring is designed to
provide the beginning teacher with peer support to help cope with the daily challenges of
teaching. According to Odell and Ferraro (1992), the three goals of mentoring, are to
provide guidance and support, to promote professional development, and to increase
teachers’ retention in the profession.

Formal inentoring by an experienced professional in the same or similar role for
new and inexperienced teachers is a relatively recent trend (Gibb & Welch, 1998). Before
1980, only one state, Florida, had mandated an induction program (Feiman-Nemser et al.,
1999). The number of mentoring programs increased dramatically during the 1980s
(Ackley & Gall, 1992; Feiman-Nemser et al., 1999; Reiman & Edelfeit, 1990; Thies-

Sprinthall, 1986). By 1989, 31 states had adopted statewide mentoring, and 12 more
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states had district level programs (Wilder, 1992). Today, more states than ever before
offer mandating induction programs (Feiman-Nemser et al., 1999).

The U.S. Department of Education (1998) reports that 51 percent of teachers with
up to three years of teaching have participated in some form of induction activities. This
figure compares with a participation of only 16.5 percent for teachers with 20 or more
years of experience. Without assistance, many potentially good teachers become
discouraged and reduce their commitment to teaching to a survival level or abandon the
profession altogether (Huling-Austin, 1990).

In Virginia, the Education Accountability and Quality Enhancement Act (HB
2710 and SB 1145), enacted in 1999, mandates that a mentor be provided for every
beginning teacher as well as for experienced teachers whose performance was not
considered to be at an acceptable level. In June 2000, detailed guidelines for mentor
teacher programs were released (Virginia Department of Education, 2000).

Notwithstanding this mandate many schools have found that implementation of
mentoring programs is more problematic and challenging in urban settings (Pressly,
1999). Guyton (1994) has suggested particular areas that need to be addressed in such
settings. For example, teachers need more education about helping students who have
not had opportunities to develop social skills. Teachers also need information about
poverty and its impact on student leaming. The diversity of modern urban settings also
needs to be recognized, with teachers being provided with information, for example,
about various ethnic cultures (Guyton, 1994). Howey (2000) suggests improving and
extending urban teacher preparation into the first year(s) of teaching in order to support

and retain those teachers in the urban schools. Beginning teachers may be helped to
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reflect on the interaction between culture and teaching if they are provided with a
mentoring program that assists them with a clear definition of what they are expected to
do and provides them with feedback on how they are doing (Freiberg, Zbikowski, &
Ganser, 1994; Rothenberg & Gormley, 1997).

Council for Exceptional Children Standards for Entry into Professional Practice

Various organizations have recognized the role of mentoring. In 1989, the
Delegate Assembly of the Council for Exceptional Children (CEC) adopted standards for
entry into professional practice. Standard IV states that every new special education
professional should receive a minimum of a one-year mentorship at the beginning of
practice in a new role. The CEC Guidelines for Developing a Mentorship Program for
Beginning Special Education Teachers were adopted at the 1997 CEC Convention
(Marsal, 1997). The main goals of mentorship in special education are to improve the
quality of instruction for students with disabilities and to retain special educators in the
field. These goals may be accomplished by the facilitators’ addressing the following
purposes in the development of the mentorship (CEC Guidelines, 1997): (a) conveying
advanced knowledge and skills; (b) facilitating application of knowledge and skills; (c)
facilitating timely acculturation to the school climate; (d) reducing stress; (e) improving
job satisfaction, and (f) supporting professional induction.

For a mentorship program to be successful, CEC (1997) proposes the following
features: (a) purposes are stated clearly and assessable; (b) the mentor has volunteered;
(c) mentor training is provided prior to opening of the school year and throughout the
year; (d) there is a high level of interaction between the mentor and the mentee; () the

mentor has the same specialization as the mentee; (f) the mentee and the mentor have
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dependable and ready access to each other; (g) the mentorship relationship is guided by
mutual respect for professional views; and (h) time for interaction is provided.
Benefits of Mentoring Programs

As school systems are faced with mounting teacher shortages, there has been an
increased commitment to provide support mechanisms that address the difficulties of
beginning teachers (Rosenberg et al., 1997; Tonelson & Gable, in press). In response to
beginning teachers’ difficulties, Tonelson and Gable (in press) propose a systematic
approach to the supportive induction of special education teachers into the profession.
These authors suggest that beginning special education teachers undergo an induction
process over several years by being strategically placed in selected classrooms and given
on site support to aid them in becoming effective teachers. According to Tonelson and
Gable (in press) “This process can be accomplished through a cooperative college/public
school examination of the teacher preparation curriculum, selected use of co-teaching
demonstration models, bi-monthly professional seminars for preservice and inservice
personnel, and support provided by both administrators and mentor teachers at the
building level” (p. 8).

Mentoring provides teachers with the professional and emotional support they
need to successfully begin and continue their careers. Many authorities agree that all new
teachers should be assigned a skilled mentor. Effective mentors should be selected for
their outstanding teaching ability and be given the necessary training and time to work
with their new colleagues (CEC Guidelines, 1997).

The literature suggests that mentoring can help to increase faculty-student contact,

improve student development, and improve the quality of the educational experience.
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Swerdlick, Bardon, Silverstein, and Esquivel (as cited in Benner & Cagle, 1987)

developed a useful definition for professional application that includes the following key

elements:

1. Mentors are resources, sponsors, and transitional figures;

!\)

Mentors are the source of knowledge, advice, challenge, and support; and
3. Mentors represent the skill, knowledge, and success the students hope to obtain.

The mentoring guidelines emphasize the immeasurable value of “the expertise of
veterans to provide a clinical, real-world training process” for beginning teachers
(Virginia Department of Education, 2000, p. 7). These guidelines also emphasize the
benefits of mentoring to both the new teachers who are being guided and the mentors
who guide them. As stated in the Guidelines for Mentor Teacher Programs:

New teachers who are mentored receive higher ratings from their principals,

develop better planning skills, handle discipline problems more effectively,

conduct more productive classroom discussion, and remain in classrooms longer
than teachers who are simply left to “sink or swim.” Veteran teachers who serve
as mentors report increased professional revitalization, less isolation, greater
recognition, and a belief that they impact the profession more than teachers who
are not involved in mentoring new professionals (Virginia Department of

Education, 2000, p. 8).

Benefits reported of mentoring programs include providing teachers with practical
information and advice on handling problems (Marsal, 1997), increased self-confidence
and competence (Elliot, Dworet, & Harris, 1999), reduced attrition rates among new

teachers and improved teaching capabilities (Fidler & Haselkorn, 1999; Weis & Weis,
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1999). Huling-Austin (1988) states the following common goals of teacher induction and
concludes that there is data to support the hypothesis that induction programs are
successful in achieving those goals, namely, (a) improving teaching performance; (b)
increasing the retention of promising beginning teachers; (c) promoting the personal and
professional well being of beginning teachers; (d) satisfying mandated requirements
related to induction and licensure; and (e) transmitting the culture of the system to
beginning teachers. Marsal (1997) considers the support of beginning professionals
through a strong mentoring program utilizing the university and local district support that
views experienced teachers in the field as an important factor. Marsal further suggests
that these mentors must demonstrate competency and wisdom in the practice of teaching
as they interactively guide a beginning professional to use problem-solving and decision-
making skills.

Mentorship during the novice years appears to be an effective way to provide
sensitive guidance, confidence, and support to new teachers. When carefully
implemented, mentorship can help improve the teacher’s productivity, satisfaction, and
professional development and ensure job retention, as well as reduce stress and raise
personal confidence (Weis & Weis, 1999). Mentorship can help teachers strengthen and
improve student learning, master useful material, gain clearer goals, and develop new
skills to integrate and apply theory to practice (Cambone et al., 1996; Danielson, 1999).
Furthermore, according to Halford (1998), studies indicate that mentoring is financially
effective in reducing the teacher dropout rate and saving money on recruitment and hiring

new teachers.
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Research on Mentoring

The development of a strong mentoring program and the identification of special
education professionals who have the knowledge and skills to provide this mentoring is
an important goal. The use of experienced teachers to mentor new and newly transferred
teachers has been an effective means to help those teachers adjust and develop
professionally to the new environment (Saurino, 1999). Although mentoring has been
recommended for beginning special education teachers, the limited research that has been
conducted on mentoring programs for special educators is inconclusive (Serpell &
Bozeman, 1999; Whitaker, 2000). Research on teachers in general, however, indicates
that beginning teachers who had the continuous support of a skilled mentor are much
more likely to stay in the profession and much more likely to get beyond classroom
management concerns (Ackley & Gall, 1992; CEC Guidelines, 1997; Huling-Austin,
1988).

In a review of 17 studies on teacher induction programs, Huling-Austin (1988)
found that induction programs can be successful in improving teaching performance,
increasing the retention of beginning teachers and transmitting the culture of the school
system to beginning teachers. Furthermore, beginning teachers who have access to
intensive mentoring by expert colleagues are much less likely to leave teaching in the
early years. A number of Ohio districts, including Cincinnati, Columbus, and Toledo, as
well as Rochester, New York, have reduced attrition rates of beginning teachers by more
than two-thirds (often from levels exceeding 30 percent to rates of under 5 percent) by
providing mentors with enough time to coach the beginners in their first year on the job.

These young teachers not only stay in the profession at higher rates, but also become
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