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the individual's performance of their job duties. Among the codes that occurred at the
Very High level were positive qualities or characteristics of teachers, experience-job and
access to social supports. Eighty total references were noted on the code related to
positive qualities or characteristics of teachers. Statements were coded using this
category when they included qualities that define resilient and successful teachers. In
general it was used when the participants expressed a positive outlook on how to
successfully intervene with students or an inherent trait or characteristic that assisted
them in performing their duties (Ex. Patient teachers and teachers that maintain a sense of
rational detachment, ability to organize and schedule, exposure to the setting prior to
taking the job. or enjoying a challenge). This code is exemplitied by statements such as
"I enjoy most working with the Kids the most. Um interacting with them,
watching them grow and just expand. Their possibilities... That is what I truly enjoy.
That's...Treally enjoy working with the kids outside of here too but that is part. pretty
much it. There is no...T don’t enjoy the, the stress put on by parents are your know

government or administration... 1 don’t enjoy that stuft but it is really the Kids that keep
me.”

Participants made frequent references to the importance of a sound connection with their
students. It was all too often described as the best part about their jobs. and their sole
reason for coming into work cach day. Other participants described their profession in
terms of a “chance to change people’s lives in a better way. The opportunity to make a
difference.™ Another example of resiliency was related to the following

“We adapt and overcome. Succeed. even with the discipline we succeed. but it's
Just makes it more difticult because we have to get more creative in motivating the kids

to. or making the kids want to work with rewards and what not. Sometimes what a kid
wants one day can. you know he doesn’t want the next.”
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potential relationships between these factors will be examined more thoroughly in the
tfollowing chapter.
Data Analysis Summary

The results of the data analysis revealed a very high number of stress codes
associated with district and campus level constructs. Moderate to very high numbers of
insulators of stress were noted in campus and classrcom/individual levels respectively.
FFor the purpose of this analysis the focus will be placed on those codes that occurred at
the Very High and High levels across the domains presented. As mentioned previously.
the higher the occurrence of coding references the more likely the themes are to hold
relevance to given areas (Stilmer, 2001). The number or frequency of references coded
within data set. add robustness to the inferences made. The following information will
focus the reader’s attention on the frequency of occurrence with contextual interpretation.
Contextual analysis or content interpretation is intended to begin the process of
attributing meaning to the associated frequency counts (Stilmer, 2001).

As the information in previous chapter illustrated. there appeared to be an inverse
relationship between the perceived pressures or stressors at the district level and that of
perceived individual or classroom level insulators. This relationship can be
conceptualized in terms of those things that are viewed as within and outside the control
of the individual. For example, when examining factors that individual decmed outside
their control. they would make mention to program guidelines and lack of curriculum

supports. One participant made it clear that the district demonstrated limited awareness
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or willingness to correct this issue. Although indicted through the data set as a High
concern issue, the participants either felt powerless to change the programming deficit or
were not interested in taking on such a huge project without the aid of financial
compensation. The perception of district level stressors as being Very High could also
relate to the participants limited knowledge on how to successfully navigate the system
effectively. For example. participants made several mentions of not being aware of who
was in charge of what programs or which person was the most appropriate one to contact
to assist them with a given issue. This ambiguity in process and procedure could have
also moderated the overall results obtained in this area.

In regard to the individual/classroom level insulators, the overwhelming themes
included statements related to attribution of responsibility, current and previous job
experiences and access to social supports. The teachers interviewed made frequent
statements regarding their passion for the profession. Indications of personal
responsibility for making positive changes in their classroom and for their students. was
also noted. This internalizing of problems appeared to promote initiative type statements
such as. “1'm the teacher and I am responsible for teaching my students.” Therefore. it
appears as if teaching professionals that are invested in assuring high quality education to
students are not as deterred by lack of district responsiveness to their needs. As this
statement infers. it appears as if attitude and perceived control to make change can
significantly impact upon the perceived level of insulation to stressors. However. it is

important to note that the Very High frequency of occurrences of codes in this area also
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appeared to be influenced by the overall professional experiences of the individual and
the access to social supports. Within the category of individual insulators, these two areas
emerged at Very High levels. Therefore. it appears as if perceived skill as a professional
and the ability to access supports in a social setting pliy a role in the overall insulating
factors at this level.

District Level Stress Codes

An examination of the District level stress codes yielded an overwhelming
pattern of training based. curriculum and systemic stressors. District stress codes were
endorsed within the focus of the participant statcments targeted district level issues such
as lack of relevant or applicable training for this specific sub-population of teachers. non-
responsiveness of district level personnel to the needs of the teachers and the perceived
impacts of district mandated paperwork on the workload of the staft. This broad area was
also used to reflect general statements of discontent regarding the manner in which
problems were addressed at the district level.

Four arcas of district level stress will be examined in the following section. The
data presented in table 1.9 reflects a Very High frequency of references associated with
the district level in-services that are not applicable and paperwork and legal requirements
that are overwhelming to staff. An absence of formalized programming or consistency in
the development of curriculum for self-contained classrooms and failure by district

personnel to adequately and accurately describe the self-contained programs during the
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hiring process, inconsistent or lack of feedback on district level procedures from
supervisory staff corresponded to the High level.

Lack of educational supports/relevant training. Within the context of this area
participants were cxceptionally verbal regarding their overall discontent. Although they
often gave the district praise for the provision of multiple opportunitics to attend in-
service trainings, they were generally unhappy with the quality or focus of the trainings.
One consistent theme related to the lack of applicability of the trainings that were being
provided. Participants frequently indicated that the majority of trainings appear to be
most relevant to general education staff or that they are required to attend the same
trainings year after year. Although the information was good, hearing it again did not add
any perceived benetit to their professional practice. Another participant indicated
dissatisfaction with being placed on an in-service “Track.” This created a situation where
they received training on only one content area. This was deemed as problematic due to
the fact that as a self-contained teacher you are responsible for teaching all subject areas.
This was again another example of disconnect between the needs of general educators
and that of this subpopulation of teachers. Other participants went as far as to say that
they felt as if they were completely forgotten in regards to ins-service activities. One
participant stated that it was almost as if they didn"t have a good fit for them. so they
were simply told to attend something that had seats available. These type of comments
appeared to reflect upon the general disconnect between the perceived needs of special

education self-contained tecachers and what was made available to them at the district
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level. It was clear through discussions with participants that their also appeared to be an
absence of an eftective feedback tool or process to address this area of stress.
Paperwork and legal requirement stress. A Very High frequency of references
was also noted in the area of paperwork and legal requirements. Participants made a
substantial number of statements regarding the pressures associated with record keeping
and assuring that their practices met with the legal letter of the law. The stress was often
compounded by ever changing guidelines and a lack of cohesive training and guideiines
for requirements. Many of the participants stated that they often feel overwhelmed by the
magnitude of paperwork that is generated for each student. The amounts of time that arc
required to prepare for and participate in Admission Review and Dismissal Committee
meetings for their students were viewed negatively. Participants frequently made
statements that reflected resentment regarding this aspect of their job. The time that they
spend on paperwork often interferes with provision of direct service to the students in
their classroom. One participant made mention to how the time spent on paperwork
instills a sense of guilt within her. Other participants described stress related to this arca
in terms of their own lack of organization skills. The participant continued by stating
how easily the paperwork can pile up and become overwhelming and unmanageable.
Another aspect of stress associated with paperwork and legal requirements that
emerged related to the ever changing nature of process. Many of the participants steted
frustration regarding the frequent changes and reinterpretations of the process by district

level staff. Often times. district staff will call teachers into meetings and tell them that
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they will have to add things to their documentation or stop doing things that they have
previously been told to do. The frustration is generally compounded by limited
information on why the process has changed or what benefit the changes may make to the
overall functioning of their students.

Lack of educational supports-curriculum. The absence of formalized
programming or consistent curriculum standards was noted to emerge 12 times
throughout the transcripts and therefore was categorized as High area of frustration and
stress for staff. Teachers not only indicated this to be a district wide issue, but also
expressed frustration that there did not appear to be ary district level efforts to correct
this particular issuc. The interviewees verbalized that they felt solely responsible for
creating and implementing self-contained curriculum. It is important to note that this was
a consistent source of frustration across programs and academic levels. Although there
was recognition on the part of the instructional staft that implementation was a part of
their perecived job duties, creation of program standards was viewed as outside of their
Job parameters. One teacher indicated that she would be willing to assist the district in
creating curriculum standards over the summer if compensation was provided. However.
trying to create curriculum during the course of a school year was identified as
overwhelming in lieu of other demands of the position. Other instructional stafT indicated
that they were not sure how this issue could be resolved. but they were clear as to what
they would like regarding curriculum. One teacher stated that she would like to see a

standardized set of academic materials in each of the self-contained classrooms and
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training on the appropriate usage of those materials. Other interviewee’s pointed out that
with the push toward inclusion, it becomes even more important to not only standardize
but align the self-contained curriculam wita that of the geaeral education setting. With
that in mind. the lessons being taught in self-contained classrooms should have the same
scope and sequence of that in the general educaticn seitings. This issue is highlighted in
the follow excerpt:

1 wish that xxxxx had a curriculum for special life skills classes. Because
building a curriculum is my weak point as far as...As far as my teaching goes. 1 don’t
know what to use. I'don’t have a lot of resources in my class. We are kind of a mish
mash of whatever people have given us.™
While itis viewed as stressful on the teachers to deal with this deficit, it also makes
transition into the general education setting for special education children much more of a
challenge. Other teachers viewed consistency of curriculum in terms of behavior
management techniques that are implemented uniformly across campuses.

Lack of supports or isolation from district staff. Lack of full disclosure
regarding the nature and scope of the self-contained position was also identified as a
significant source of stress for four out of the eight participants. Multiple interviewees
indicated that the district did not adequately prepare them for the academic and
behavioral challenges that they would be faced with in the self-contained classrooms.
One teacher went so far as to say that she felt deceived by the district.

Inconsistent or lack of feedback for district level staft was also identificd as a
stressor. Three of the eight teachers indicated poor or inconsistent feedback from district
level special education personnel as an arca of frustration. A review of the transcripts
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revealed multiple occurrences of unproductive or unclear communication regarding
procedural issues from supervisory staff. “Um, | feel like when I ask for something,. it
has to go through a hundred people and I never get an answer. | don’t know who to ask
for certain things. I don’t know where to go? There is not like a list of: These are people
that work in special ed. You ask this person about this stuff.” A lack of clear chain of
command was a common theme from the majority of the interviewees. They were
generally able to acknowledge that their campus had a district level supervisor. but felt
that this person did little to assist them with day to day procedural issues that emerge.
The interviewees often verbalized that they are on their own when attempting to resolve
complicated procedural issucs that arise. They ofien call their own behavior or practice
into question in the absence of clear feedback from administrators. Two of the eight
participants indicated concern over possible legal action by parents due to poor or no
guidance regarding policy and procedures for special needs students.
District Level Insulators

In the area of district level insulators, only access to educational support-training
emerged as a prominent code This area corresponded to the High frequency of
occurrences. Contained within this code were statements relating to adequate access to
training resources or aceess to training within the district. It is important to note that this
code was utilized whenever a participant made positive references to district level
trainings or availability of training opportunities. It is important to recognize that this

codes oceurrence was primarily high due to the opportunity for training and educational
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leave. However, the actual perceived benefit of this training is not reflected in this code.
This distinction is important in that it reflects upon the participant’s desire for and
acknowledgment that training is important. Examination of statements coded in this area
revealed that participants believed that opportunities for t-aining were abundant, but that
the district still had significant room for improvement. More specifically. the participants
believed that the focus of future trainings should be on effective behavioral and
instructional techniques that could be easily implemented in their classes.

Campus Level Stressors

Within the campus level, three coding areas comprised Very High to High
frequencies of occurrence. Participants made multiple references to negative or
unproductive support from administration and lack of collaboration with campus staft
and paraprofessionals as significant sources of stress. These thematic areas are reflected
in the table below.

Administrative support negative. A Very High number of references were noted
to emerge within this coding category. Items coded in this area reflected heavily upor
the individual participants overall dissatisfaction with the type or quantity of interactions
with their building level administrators. Coding within this area also reflected heavily
upon the participant’s limited feelings of connection and positive collaboration with their
administrators. It is also interesting to note that participants were generally aware of how
much poor leadership on the campus impacts overall campus climate and their ability as

professionals to successfully integrate students into the culture of the campus. Not only
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could negative administrative support lead to stress on the individual professional, but the
primary source of their stress was perceived inability to provide adequate service and
social experiences to their students. This was illustrated through statements such as the
administration or campus doesn’t invite us to assemblies or to participate in other campus
wide activities. This disconnection was directly attributed to lack of administrative
involvement in the self-contained classroom settings.

As this code was explored more deeply. the effects of negative administrative
support could also be observed in the participant’s diminished sensc of professionalism.
For example. multiple statements regarding feeling as if the administrator did not trust in
their abilities or feeling “*Micromanaged™ within their classroom was noted. Other
participants expressed the opposite end of this involvement spectrum. One participant
explained that they were introduced to their classroom setting and never saw the
administrator again that year. The over involvement or under involvement of
administrators in the day to day functioning of the self-contained classrooms suggest
there is a perceived zone of comfort that lies somewhere in the middle of these to
extremes. Self-contained teachers appear to want administrative involvement, but it must
be the right type and amount. In general, the teachers interviewed did not indicate the
presence of a feedback mechanism that could help to shape or alter the type or amount of
supports that were available to them from the campus level administration.

Lack of educational supports-collaboration. This code reflects heavily upon

statements related to limited or unproductive collaboration with other instruction
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personnel at the campus level. It could include but was not limited to limited access to
lesson plans or other instructional aides or poor overall communication related to the
educational needs of the self-contained students. The participants made multiple
references to the stressors associated with the educational inclusion process as a whole.
There comments ranged from general education staff not really wanting their students in
their classes or not knowing what their involvement should be, to a complete
disconnection of the general education from the special needs students and staff when in
the inclusion environment. Throughout the interviews there was a sense that general
education staff felt underprepared or unwilling to work collaboratively with other special
education teachers and students. There was an undertone of fear and uncertainty on the
part of the general education teachers regarding how best to integrate special needs
children in their classroom. If these issues were not addressed. it tended to lead to heavy
or sole reliance on paraprofessionals to provide instruction to the students when in the
general education setting. This parallel instruction or class within a class type
arrangement appears to run counter to the intent of the inclusionary instruction. [.ack of
training and education for the general education staff on the inclusion process may be one
of the causes for current state of the inclusion process being reported.

Paraprofessionals as a source of stress. Within the context of this code. stress
related to effective utilization of paraprofessional staff was explored. It was interesting to
note that the addition of aide support within the classroom was not always viewed as an

area of support. The participants explained that although they appreciate having access to
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paraprofessionals, the delineation of duties and overall team cohesion can at times be
problematic. Upon examination of the transcriptions data, participants frequently made
mention of having to be a manager of people. One participant went on to say that this
was an aspect of the job that she had not considered upon entry and at times it can be
difticult. An additional stressor was noted in having to balance the professional
relationships with the personal relationships that are formed through working in closc
quarters. It was viewed as a challenge to develop and maintain this balance over time.
The other key aspect of stress associated with paraprofessional staff was the
varying level of skills and experiences they bring to the position. Although most
paraprofessionals were viewed as trainable, some were viewed as a bad fit for the
position. Multiple references to differences in opinions or lack of follow through by the
Paraprofessionals on instructions were noted. This created an atmosphere of frustration
and distrust in the ability of the paraprofessional staff. One participant highlighted this
issue by indicating how crucial it is to be able to trust in the staft that you work with.
The solidarity of the team was viewed as paramount in the successful running of the
classroom. In the abscence of this trusts stress appears to be thec most salient by product.
A final aspect of stress associated with paraprofessional staft was related to high levels of
Job experience. One participant reported that it can be very stressful to come into the
class as a new teacher and work with paraprofessionals that have been in that classroor
for ten or fifteen years. The participant went on to say that because the paraprofessional

has been in the position so long. the students recognize the Para as the authority figure.
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This power differential can cause difficulty for the teacher in that the students may not
look to them for guidance or respond favorably to correction and disciplinary actions. 1t
was also interesting to note that within the context of this situation, the paraprofessional
may be unwilling to change or alter the manner in which they provide assistance in the
classroom. This can create a stylistic disconnect between how the teacher would like to
run the class and what the paraprofessional is willing to do to support this shift.
Campus Level Insulators

Two prominent areas of campus level supports emerged from the data set. They
included access to educational support-campus and paraprofessional support as an
insulator. Both arcas listed contained a frequency of references that corresponded to the
Very High level of occurrences. Access to educational support campus was coded when
participants indicated a heavy reliance on campus administrators and support staff
personnel to assist them in dealing effectively with challenging situations on campus.
These challenges could be academic or behavioral in nature. Reliance on support staff
personnel and campus level administrators was deemed as a significant area of potential
support. In the cases where the relationship between administrators. support staff and
teachers were viewed as strong and collaborative, the participant’s outlook appeared
positive. This positive outlook was demonstrated by participant statements such as my
administrator or support staff person is very responsive to my needs. will assist me with
challenging parents or students. provide guidance regarding iegal matters. ard is involved

with my students hut not over involved. Another interesting point that emerged from this
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sct of coded data related to the administrator and support staffs connection to the
students. Multiple teachers stated how meaningful it was when administrators
acknowledged them and their students as they transitioned from class to class and area to
arca within the building. They elaborated that when the administrators actually know my
students names and talk to them. it really affects me positively. These social exchanges in
combination with legal and behavioral support were the primary themes that emerged
throughout the coded reterences.

Classroom/Individual Level Stressors

The Classroom/Individual level of stressors focused on thematic content relating
to intrinsic or perceived characteristics of the individual as well as stressors associated
directly to the internal workings ot the classroom setting. These pressures could include
negative interactions with parents. feelings of inadequacy or ineffectiveness by the
teachers and a focus on stressors or pressures that may be outside of the staft’s ability to
change or alter. The following table provides a listing of the most frequently utilized
codes tor this arca (See Table 2.1).

Parent support negative. This code was endorsed when the participants made
mention of negative interactions with parents. There were two major themes that emerged
through the examination of this code. The first related to parent over involvement. There
were several variations on this theme. However. multiple participants made mention to
Stress associated with parents who never seem pleased with the instruction or work that is

being done with their child. There was a sense that no matter how hard one work with
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their child. nothing that the instructional staff can do will be viewed favorably. The
subtext often reflected feelings of helplessness. In conjunction with this theme, was the
notion of unrealistic expectations regarding student progress. At times, there is a
significant mismatch between the rate of progress the student is capable of and the
demanded levels of progress by the parents. This can often result in disagreements in
mecetings and an overall breakdown in the relationship between teacher and parental
units.

The second major thematic category revolved around parent under involvement.
Multiple references to parents that are unresponsive to teacher attempts to communicate
with them or parents indicating that they believe that educating their children is the sole
responsibility of the professionals. Substantial levels of frustration were associated with
the content in this arca. Participants often indicated that significant issues in the home
setting tend to undo the progress that the children make over the course of the school day.
One participant stated that it is almost as if teachers have to spend the majority of a day
putting the child back together due to the negative influences in the home setting. Parent
participation in the cducational process was deemed as essential and without it. progress
can be limited.

Qualities or characteristics of ineffective teachers. The source content
contained within this code related specifically to behaviors that may lead to increased
levels of stress. Failure to ask for assistance in instances where it would be warranted.

difficulty disconnecting from stresstul situations or inability to compartmentalize ones
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self from the stress of the job were exemplars of this cede. This area provided a window
into the thinking process of the professionals interviewed. Throughout the discussions
related to problem issues in the classroom multiple occurrences of inability to disconnect
from job related stressors emerged. The most common exam.ples revolved around an
inability by the professional to separate their work lives from their social lives. Examples
included teachers stating that they simply could not stop worrying about their children
over the summer and at the end of the school days. In combination with this worry,
indications of its negative impacts on their home lives were prevalent.

The second most common theme reported in the qualities or characteristics of
incftective teachers included worry about things that they had no control over. These
issucs included but were not limited to would their student’s parents treat them with
dignity and respect, would their students follow through on job aspirations in the future,
g0 to college, get involved in illegal activities. The negative implications of excessive
worry were again highlighted through reports of stress. impacts on home life activities
and relationships and physical manifestations of stress such as disturbances in sleep.

Performance failures. The arca of performance failures was characterized by
reports of stress regarding the lack of academic, social or emotional progress of the
students that were being served. It also encapsulated statements of shaken confidence by
teachers related to their inability to successfully change or intervene with their students.
The most prominent feature of this area revolved around failing to identifying the

techniques that “will change attitudes and behaviors.” The staff often reported that it is
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stressful for them, but it is also stressful for the student. The integrated stress experience
compounds the feelings of frustration between the student and teacher. The extreme
nature of the disabilities that are served through this program make it that much more
difficult to identity and consistently implement techniques that will bring about positive
change for students. One participant went as far as to say that the lack of progress and
performance tailures exemplified how difficult the position is and that “they (Teachers)
vacate because it is hard.” The lack of perceived ability to provide measurable benefits to
students was interlaced with statements relating to frustration by staft. They not only
mentioned the challenges of the students but their own personal struggles in identifying
strategies and techniques to could bring about positive change.
Classroom/Individual Level Insulators

The Classroom/Individual level insulators were intended to provide insight into
those strategies. resources and personal experiences and training that impact positively
upon the teacher. It also provided thematic content related to values and core beliefs of
teachers that impacted positive upon their outlook for themselves and their students.
There were three codes that emerged as occurring within the Very High range of
occurrence. Table 2.2 provides a listing of these codes.

Positive qualities or characteristics of teachers. This code was utilized when
participants made mention of personal factors related to resiliency, organizational skills,

ability to overcome obstacles. strength based assessments of students and ability to
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compartmentalize and maintain a sense of rational detachment in the face of crisis
situations. It also reflected an understanding of the psychosocial needs of their students.
Through analysis of the comments of the participants the concept of self-reliance.
compassion and honesty were among a few traits that teachers associated with effective
teachers. The idea of intuition and ability to read emerging crisis situations was also
expressed through the transcripts. More specifically, several participants indicated that it
is essential for teachers to trust their intuition and be able to “Think on their feet.” This
trust in ones training and experience was most prominent when teachers were discussing
response to crisis situations. One teacher indicated that students often engage in problem
behaviors to get a negative reaction from the teacher, and if you respond in that way the
situation will escalate. Through training and experience teachers can respond quickly
and cffectively in crisis moments.

A second theme that emerged from the area of positive qualities of teachers was
the importance of keeping their personal life separate from their professional life. This
reflected an understanding that there must be a balance between work and social
activitics. This ability to recognize the potential impacts of job related stressors and
compartmentalize these stressors was indicated as an asset.

A third theme that was present through the transcripts was belief in the children’s
ability to be successful and make progress through the educational program. Without fail
the participants explained that they are primarily in the education profession because they

love working with children and want to be a guiding influence on their lives. The idea of
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teachers enjoying the role of academic, social and emotional educators was also clearly
delineated through the coding process.

Experience-job. This code relates to the past job experiences that may directly or
indirectly influence an individual’s decision to r2main in their current job. This code
could include but was ot limited to negative experiences in another field that may have
pushed them to change positions, work in the private sector with disabled individuals.
previous teaching experiences and prior ye:rs of experier.ce in their current position. The
most salient examples involved statements of practical teaching experiences both in and
out of the public school setting. For example one participant began their career in a
Mother’s Day Out program, which provided support for students with disabilities to very
young children. Another pariicipant explained that she initially worked with students on
the autism spectrum and then decided to pursue a career in the field of teaching. A final
example revealed expesure to individuals with disabilities through the Special Olympics
program. T'he commonality among the exampies provided was that the individuals feit a
connertion to the population which guided them to the teaching field. It is also important
to note that as the individuals obtained certification they actively pursued special
education positions in self contained programs.

Access to social supports. interactions with others outside of the school setting
as a means of gaining clarity and advice regarding school related issues was coded vnder
access to social supports. It was generally utilized when participants made reference to

soliciting the advice of individuals that was deemed as valuable in sclving a presenting
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academic or behavioral challenge. The concepts presented in this code are embodied by
feelings of support by husbands, friends, family, church and significant others. One
participant discussed the importance of understanding family members in the followiné
quote “I mean it is very important. If he didn’t support me and understand why I do what
I do, it would be very hard. And (for) him to understand how hard my job is and what |
deal with.”™ As this quote illustrates the need for connection to a social network and
understanding by those individuals is of significant importance to teaching professionals.
In the absence of a solidified social network, the stress associated with position can be
viewed as unmanageable. It is important to note that multiple teachers described an
inherent barrier to social support. There were several participants that indicated that
reliance on friends that are also in the teaching field was deemed as more beneficial that
those not in the field of education. This disconnect appeared to be directly associated
with the non-teachers inability to understand the trials and tribulations of the education
field. Whereas, other teaching professionals that were also friends were described as
better able to relate to the concerns that were expressed to them. This is significant in
that a vast majority of the participant’s partners had either been in or currently practice in
the tield of educaticn.
Hypotheses
At the outset of this study four hypothesis were generated. They included:
¢ It is hypothesized that increased access to paraprofessional and

professional staff in both direct and indirect capacities will decrease
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overall levels of perceived stress and increase retention rates of highly
qualified teachers.

It is hypothesized that increased administrative support will reduce level;
of role ambiguity and increase retention rates of special education
teachers.

[t is hypothesized that salary and level of educational training will impact

upon the individual’s commitment to his/her current teaching position.

It initial intent of the study was also to obtain teacher perspectives on the following sub

questions:

In what ways, if any, does gender have an impact upon retention rates of
special education teachers?

In what ways, if any, does age play a role in reducing levels of stress and
effect retention rates?

In what ways, if any, does years of experience impact upon an individual’s

intention to remain in his/her current job?

Impact of Increased Paraprofessional and Other Professional Support

When examining the impacts of paraprofessional support there were two major

themes occurred throughout the course of the data. The majority of teachers felt strongly

that they could not implement their programs with integrity without access to

paraprofessional staff. The concept of teamwork and teaming was ripe through the

transcripts. Being able to function effectively as a cohesive unit with paraprofessionals
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was of exceptional importance to the staff. There were multiple examples provided that
indicated that reliance is preceded by trust, and this trust could only be developed by
open and honest communication with all parties. Other benefits associated to the |
paraprofessionals included their ability to provide direct instruction to the students after
the lesson is presented. This frees up the teacher to prepare for meetings and document
academic and behavioral progress of the student. Other benefits were the Para’s ability to
step in to work with students if a power struggle has ensued between the teacher and a
student. If these power struggles lead to crisis situations, the Paraprofessionals were also
noted to assist in the de-escalation process. Therefore, two basic insulating functions of
the Paraprofessionals included assistance in providing instructional and social/emotional
support to students and feelings of collaboration and trust by the teacher in the
paraprofessional abilities to provide the previously mentioned support. This second
category associates very heavily with the importance of effective collaboration and
teamwork within the self contained classroom environment.

Although paraprofessional staff was generally viewed as beneficial in the
cducational process, there were some stressors that emerged in regard to this human
resource. For example it was not sufficient to simpiy have a paraprofessional. The
individual that was in the role must be trained, willing to work collaboratively and most
importantly care about the students that are in the self-contained programs. It is
important to note that the experience of the paraprofessional was somewhat of a double

edged sword. Self-contained teachers need paraprofessionals with experience. However,
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stress can emerge when the paraprofessional’s number of years of experience exceeded
that of the teachers.

Although there was Very High levels oi support for the hypothesis fhat access (to
paraprofessionals impact positively upon retention and reduce overall perceived stress,
the results were mixed. It appears that this factor is moderated significantly by the
quality of the paraprofessional’s training and level of experience, as well as the teacher’s
level of training and expectations for the paraprofessional.

Administrative Support on Role Ambiguity and Increase Retention

Very High levels of support were obtained for this hypothesis. The code that
associated most closely with this hypothesis was that of access to educational support-
campus. Participants frequently reported feeling supported when administrators assumed
the role of assisting them with academic or behavioral challenges. Indications of a
positive and collaborative relationship between administrators, support staff and teachers
were associated with positive outlook toward their jobs. This positive outlook was
illustrated by statements such as my administrator or support staff person is very
responsive to my needs. will assist me with challenging parents or students, provide
guidance regarding legal matters, and is involved with my students but not over involved.
The administrator’s attempts to stay connected to the special needs students in this
instructional arrangement were also deemed as an area of support. Many times
throughout the transcripts it was explained how meaningful it was when administrators

acknowledged special educators and their students as they transitioned from class to class
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and area to area within the building. The positive effects of social encounters, legal and
behavioral support were the most salient themes that emerged throughout the coded
references. This connection with the administrative team on the campus appears to
substantially moderate the feelings of isolation that some sclf-contained teachers report.
Impacts of Salary

Thematic content related to the impact of salary was assessed through four codes.
Each code assessed varying facets of impact of monetary compensation on intent to
remain in or vacate the position. Medium to Low levels support was obtained that would
support the impact of salary on teacker’s intent to remain in the position. It is important
to note that many of the participants reported a general satisfaction with salary, but that
salary had no impact on their decision to remain in their current position. It is important
to note that the teachers became very impassioned when this topic of salary was
broached. Some teachers indicated that they would hope that salary or money would be
very low on the list of reasons why a person would join the teaching field.
Level of Educational Training

Formalized educational training was viewed as an essential component to the
participant’s current occupational choice. However it is important to note that they
generally placed higher levels of importance on direct work with students in building
their capacity to effect positive academic and behavioral change. Those individuals that
either obtained or were in process ol obtairing master levels degrees had a propensity to

discuss their desire to someday pursue alternative occupations within the field of
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education. For example three out of the four participants who obtained, or were in the
process of getting their Masters degrees indicated they would someday like to work in a
supervisory or district level curriculum position. Therefore some tentative ‘support wa;
obtained for the negative impacts of level of educational training on retention of
teachings in self-contained positions.
Demographic Variables as Stressors and Insulators

Questions related to age, gender, years of teaching experience and general
experiences with special needs students was examined to determine the possible impact
of these factors on teacher’s decision to remain in or vacate their current teaching
positions. Data related to the impacts of gender was also collected. Of the eight
participants interviewed, six were women and two were men.

Impacts of gender on retention. When attempting to address the question of
potential impacts of gender on retention rates of special education teachers the both

qualitative and quantitative data were considered. A Chi Square analyses comparing men
and woman on stressors and insulators was conducted, and the data were not statistically
significant (Xz =.65, df = 1, p = .42). Although it was not significant, it is important to
note that the average number of stressors reported by women was 15% greater than that
of men. This difference may be “clinically” significant (i.e., matter in the real world)
without being statistically significant. However, such conclusions would necessitate

further study.” It is also important to recognize that although the participants failed to
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respond directly to the question of the impact of age on retention, some tentative
conclusions can be made.

Table 9.

Average Stressors and Insulutors by Gender

Gender Stressors Insulators
Women 38 45
Men 23 36

As Table 9. illustrates, the weighted average number of reported stressors by
women was 15 points greater than that of the men. This could indicate a greater
awareness of stressors in the work place by women or perhaps a greater unwillingness by
men to report stressors in the workplace. The insulating factors revealed a 9% decrease in
reported number of insulators by the men. This suggests that men may access fewer
supports throughout their work day and outside the academic setting. It may also suggest
that women are more apt to ask for and accept supports when problems emerge. Although
questions related to the impact of gender on retention rates were posed, limited
information was obtained. The participants appeared to have difficulty conceptualizing a
potential link between gender and intent to remain in or vacate the position. This
suggests two possible explanations. The first is that the question was posed in a way that

was unclear to the participants, or that the participants may not believe that this factor
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impacts negatively on their decisions to remain or vacate the position. Therefore, only
tentative support was noted for this hypothesis.

Impact of age on retention. In order to obtain information on thé hypothesis
related to the impact of age on retention, both qualitative and quantitative data were
analyzed. Because of the strong correlation between age and years of experience, the two
hypothesis questions related to these factors were combined and the data was
synthesized.

Table 10.

Impacts of Age on Intent to Remain in or Vacate Positions

Occupational Aspiration Age Ranges
Codes
26-33 34-41 42-49 57+
Upward Mobility Positive 1
Upward Mobility Negative 3

Upward Mobility Lateral
Upward Mobility Exit

w N

OO W s
OO O W
OO OO

The information presented in Table 10. suggests that individuals in the age ranges
of 26-33 generated the highest frequency of occupational aspiration references. They
indicated the highest rates of negative, exit and laterai codes. This suggests a dichotomy
of thoughts related to professional mobility within this age range. Both the occupational
aspiration lateral and exit codes reflect upon leaving the self-contained teaching position.
While the occupational aspiration negative code reflects upon their contentment with

their current position with no intention to vacate. A review of the data indicated that this
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age range either expressed high levels of contentment or high levels of intent to vacate.
The 34-41 and 42 1o 49 groups had the greatest intent to vacate their positions for other
roles in education. As previously mentioned, the upward mobility positi‘ve code reflects
upon an individual’s intention on consideration to vacate their current position for a job
in administration or other non-classroom based settings in the future. It is important to
note that this occupational aspiration code appeared to have a positive impact on rates of
retention and attrition. When participants discussed moving into supervisory positions it
was generally with the caveat of the move being part of their mid-range to long range
goals. Aimost without exception they viewed the option to leave the classroom as
improving their overall outlook on their current job. It is important to note that the 57+
range failed to yield any quotes that related to occupational aspirations. There was orly
one individual in this age range and when asked the question related to how age might
impact upon retention, she simply shrugged her shoulders. laughed and said “O.K.” This
may indicate that it was something that she either has not thought about are chose not to
discuss further within the course of the interviews. In addition to the quantitative data.
and analysis of the quotes related to age were also reviewed. Throughout the transcripts,
younger teachers reported age as an asset in that they may be able to relate to the students
social preferences with great ease. One teacher stated,

“I have found that as a relatively younger teacher, I have found that my age has

been a benefit to me. I think that part of that is because the students see me as less like
the other adults in their lives.”
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The more mature teachers did acknowlz=dge a possible gap, but believed that it
had a minimal impact on their overall ability to form sound relationships with the
students. One participant stated “Age, as [ get older there is probably a g;clp. [ may not
relate. Anyone would say there is a gap between you and your student’s age. You can’t
fake it or deny it.” The participant went on to indicate that acceptance of the difference is
part of dealing effectively with it. Other associated information related to the impact of
age on retention included statements related to overall physical health and vitality. One
participant indicated that in order to remain in this type of instructional arrangement,
teachers have to have the stamina to keep pace with potentially assaultive and aggressive
students. It is also important to note that teachers with fewer years of experience tended
to rely more heavily on mentors and other more experienced team members to assist in
remediating challenging academic, systemic and behavioral issues. Age did not appear to
significantly impact upon the teacher’s feelings of isolation and recognition of the
importance of meeting with and dialoging with other professionals that also teach in self-
contained classrooms. Access to this type of support was universally viewed as a
support.

Based on the information obtained, only tentative conclusions can be drawn on
the impacts of age on retention. However. it is clear from this sampie that as individuals
age, increased thoughts of moving to administrative positions also increases. Another

tentative conclusion included that younger participants appear to have greater thoughts or
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intentions to exit the field for general education positions or positions outside of special

education self contained classes.
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CHAPTER V

DISCUSSION

Within the course of this chapter the overall findings of the research will be
presented. Supporting information from the literature will also be discussed in relations to
the overall findings. Next the contributions and implications to the literature of this
research study will also be addressed. The chapter will conclude with recommendations
for future research and a closing summary of the study.

When first conceptualizing this study, an extensive review of previous research
was conducted. [t was clear throughout the literature, that students in self-contained
special education classrooms pose a special set of challenges to educators due to physical.
emotional and mental challenges (Brownell, Smith, & Mcnellis, 1997). High levels of
attrition in the field of speciai education, niakes research in this area of particular
importance. Rates of attrition were noted to be as exceptionally high. One study placed
rates as high as one third of special ecucation t=achers leaving the profession within one
year. (George. George, Gersten, & Grosenick, 1995). Data obtained within the course of
this study supported the notion that younger teachers or teachers with fewer years of
experience tend to have occupational aspirations that may lead them to exit the field,
move to positions outside that of the self-contained classrooms or choose to work for a
few years and then pursue positions in the fields of administratioi.
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From the outset of this research study the intent was to analyze four broad factors
that may impact both positively and negatively upon self-contained special education
teacher’s intent to remain in or vacate their current teaching positions. These‘ factors
included access professional and paraprofessional staff, administrative support, materials
and supplies, perceived levels of stress and coping, level of educational training, and
salary. Factors related to age and gender were also addressed. The findings of this study
suggested that the three most prominent stressors included lack of relevant district based
training, adminisirative support and paperwork and legal challenges. The most prominent
insulators to job related challenges included access to campus based resources such as
administrators and other support staff, job experiences and a teacher’s strong belief that
they can make positive change for students with significant disabilities. It is important to
note that salary did not emerge as a significant stressors or insulator within this study.

The issue of relevant training within the district yielded significant levels of
overall discontent from special education self-coniained teachers. Without exception the
participants in this study indicated that training opportunities were plentiful. but often did
not apply to their teaching positions. They felt that the trainings were primarily geared
toward general education professionals or that the trainings that they receive were
repetitive and fail to provide new and useful information. This repetition may be
somewhat the result of new accountability standards requirements for teachers that force
districts to be somewhat more rigid in their offerings (Zabel & Zabel, 2001). As Zabel

and Zabel point out, nationally recognized standards do insure that certain facets of

114



teacher preparation are completed, but national standards may also hinder other types of
training that are also perceived as useful to the staff.

Lack of administrative support also emerged as a significant source of stress for
teachers in self contained classroonts. Participants in this study indicated significant
levels of dissatisfaction with administrators who did not trust in their teaching abilities,
failed to provide adequate support during challenging meetings with parents or failed to
successfully integrate their students into the culture of the campus (e.g., not invited to
assemblies, field trips, or to participate in school-wide activities, etc.), or to take an active
role in their classrooms (e.g., visits to the classroom, interacting with the students, calling
students by names. etc.). These emerging themes paralleled the work of Gersten and
colleagues (2001). Their study indicated that when administrative support is perceived as
low, stress levels of teachers tend to increase. With increase in stress job dissatisiaction
increases and level of job commitment decrease (Gersten et al., 2001). Therefore
significant levels of support were obtained for the impact of administrative support on an
individual’s decisions to vacate their teaching position.

Paperwork and legal challenges also emerged as a significant area of stress. As
the number of educational meetings for students increased, the demands on the teaching
staff to complete relevant forms also increased. Several teachers described it as a
“Necessary Hassle,” while others indicated it substantial detracted from their ability to
provide direct services to students. Participants also stated that because of the high

probability of legal reprisal, they often spend a vast majority of their days documenting
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their instructional practices. The stress associated with the clerical duties of special
education paperwork was previously reported in the work of Menlove and colleagues
(2001). Not only did he report paperwork to be a source of stress, but also an area where
paraprofessional support might be useful (Menlove et al., 2003).

In relation to insulators to the stress associated with self contained teaching
positions campus level supports were viewed as extremely important. Administrative
support, access to paraprofessional staff and strong belief that positive change can be
made with students were among the most prominent factors. Positive and collaborative
communication with the campus level administration was noted to be exceptionally
important to self-contained teachers. Being able to count on administrators to assist in
dealing with difficult parents and working through legal issues associated with special
education were two prominent features of a strong teacher administrator relationship.
Participants also highlighted the importance of being able to discuss classroom and
school based issues in a collaborative manner with administration.

The concept of collaborative problem solving and decision making was clearly
indicated in the literature as impacting positively upon levels of job commitment
(Rosenholtz, 1989). Perceive administrative support was also noted to be an incentive for
remaining in their position (Otto & Arnold, 2005). Moreover, when teachers perceived
administrative support as positive, they tended to report lower levels of role confusion
issues and decreased leve!s of overall stress (Gersten et al., 2001.). Finally, the

importance of inclusion of special education students in campus life was also indicated as

116



highly important. A supportive administration was defined by their ability to include and
acknowledge students with disabilities into the daily activities of the campus. It was
identified as crucial for administrators to know the children in self-contained‘classes., to
insure that special needs students had access to assemblies, field trips and other campus
events and feel welcome and accepted when attending those events. It is worth noting
that the campus administrator was viewed as the single most important person in
establishing a pesitive climate on each of the campuses. Based on the data collected in
this study, the level of administrative support does appear to impact upon an individual’s
decision to remain in or vacate a teaching position (Gersten et al., 2001).

Access to paraprofessional support did emerge as significant insulator or support
within the classroom setting. but the results also yielded something unexpected. Self-
contained teachers at times also viewed paraprofessionals as a significant source of stress.
There were multiple statements by teachers that related to difficulties managing
paraprofessionals and stress related to a lack of shared vision in how the class should be
run. Therefore, the perceived benefit of paraprofessionals in the classroom were
moderated by their ability to work collaboratively with the classroom teacher, have a
shared vision for how the classroom would be run, and the classroom teachers ability to
trust that instructional support would be carried out with integrity. The importance of the
having a shared vision was highlighted in the work of Weiskopf, who described increased
levels of stress upon individuals in terms of goal dissonance (1980). In short, dissonance

occurs when there is a mismatch between the teacher’s vision of how the class should be
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operated and how instructional services are actually being carried out for the benefit of
the student. Therefore, shared vision in method and mode of the provision of
instructional services is paramount.

When initially researching possible tactors that might impact positively on
retention rates, years of teaching experience did emerge as a potential insulating factor.
Although the research does point out that individuals with fewer years of teaching
experience tend to report the highest rate of job dissatisfaction and probability of vacating
their positions, it rnay not present the whole picture (Bureau of Labor Statistics, 2007;
Shreeve. Goetter, Norby. Griffith, Stueckle, Michele, & Midgley, 1986; Singer, 1992).
The studies reviewed failed to include relevant work experiences outside of the school
system. The current study seemed to suggest that previous job experiences can have a
positive impact on teachers enterirg into and remaining in self-contained positions. For
example. several participants stated emphatically, that if they had not held previously
held positions as classroom aides in self-contained classes, they would have not been
adequately prepared for the challenges of the setting. This is important in that experience
viewed more broadly may have greater salience to retention than that of a more narrow
view such as years of teaching experience. Another important experience factor related
to discontent with prior non-educational jobs and work with disabled individuals via day
care type settings.

This study aiso attempt to tap into internal attributes of teachers that seem

resilient to the pressures of the self-contained teaching positicn. This was done by asking
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each participant to list several characteristics are qualities that they felt were important
for self-contained teachers to possess. Some of the most frequently listed factors
included: an ability to stay organized, work collaboratively with classroom ahd campus
based personnel, be an advocate for children and most importantly be impassioned and
make connections with their student in order to assist them to learn, grow and thrive.

What is most interesting is how closely being an advocate for children and the
importance of relationships in the learning process related to research on resiliency to
burn out. One previously cited study indicated that teacher who were unable to foster
relationships or connections with the students they teach were very likely to experience
increased disciplinary issues with students and higher levels of stress that could lead to
burnout (Haberman, 2005).

Age and gender was also reviewed through the course of this study. Although no
significant differences between subjects were noted, some interesting data did emerge.
The youngest group of teachers indicated with greater frequency occupational aspirations
that did not include remaining in their current teaching positions. These finding appear to
closely resemble the findings of Miller, Brown, and Smith. Their study indicated that
younger teachers more frequently reported intent to leave their special education teaching
positions when compared to older individuals (Miller et al., 1999). However, what the
study failed to provide was information on where the individuals were exiting to. Within
this study, younger teachers most frequently reported that if they did leave, they would

pursue work outside of education or move into another special education or general
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education position. It is important to note that as individuals aged, they more frequently
reported intentions to move into a supervisory type position. It is also interesting to note
that the participant that fell in the oldest age range demographic reported no éccupationa!
aspirations. However, it is difficult to attribute any significant meaning to this portion of
the data due to the fact that only one individual made up this demographic. One note of
caution should be pointed out to the reader as they review this section of the data. There
is a very high correlation between years of experience and age. Therefore, the construct
of age may be less salient than years of experience (Olivarez & Arnold, 2006).

The impact of gender on retention was also examined. A Chi Square test of
significance was conducted, and failed to reveal any significant differences between
groups. However, it is important to note that the female group reported stressors
occurring at 15 points greater rates than that of the men. This could indicate a greater
awarencss of stressors in the work place by women or perhaps a greater unwillingness by
men to report stressors in the workplace. The research in this area is very limited.
However, these finding appear to be loosely related to higher levels of reported stress by
women and ditficulty compartmentalizing and depersonalizing from stress related factors
(Crane & Iwanicki, 1986). However, as noted previously. limited agreement on
biological factors associated with retention and attrition are prevalent in the literature.
The insulating factors revealed a 9 point decrease in reported number of insulators by the

men. This may also be tentatively related to a propensity by male individuals to
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compartmentalize from stress related factors and fail to acknowledge the possible impacts
of them (Crane & Iwanicki, 1986).

Salary was addressed in terms of its impact on an individual’s willingness to enter
into and remain in self-contained settings. The research was mixed on the impact of
salary on an individual’s commitment or intent to remain in a teaching position. Research
by Mark and Anderson (1985) indicated that as beginning salary increased the rate at
which teachers were retained also increased. However, the results of this study appear to
more closely resemble the results of Billingsley, Carlson, and Klein (2004), who found
no link between the variable of salary and an individual’s decision or intent to remain in a
position. The results of this study further correlate with their assumption that work
climate was more salient link to retention than Salary (Billingsley et al., 2004).

The implications of the identified factors related to attrition and retention suggest
that positive and effective collaboration are significant. The participants overali outlook
on the educational process appeared to relate most heavily to connections with
coworkers. administrators and other professionals. The teacher’s ability to trust in the
individuals that they work with was paramount in effeciive and efficient classroom
operation. One participant summed it up very eloquently by indicating that positive
relationships and respect from coworkers and colleagues tend to humanize the job that
they are charged with. I believe that this speaks volumes as to what the true needs are for
self-contained teachers. It’s not materials, it’s not salary or other monetary

compensation, it is the acknowledgment that their job is a challenging one, and that the
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students they work with deserve the same basic rights that all children have: To learn and
experience academic, social and emotional success.
Implications to the Field of Psychology

The provision of mental health services in schools tends to focus heavily on
meeting the educational and social-emotional needs of special education students
(Commissioners Rules of Texas, 2007). The results of the current study suggest that in
order to provide adequate service to students, support to classroom teachers is essential.
Although this is certainly not a new concept in the field of psychology, this study
provides a somewhat different perspective on the types of supports that are deemed
beneficial by self-contained special education teachers. As previously mentioned, the
perceived connection or relationship of the teacher and students to administrative and
support staff appears to be paramount in fostering a positive change for individuals in
self-contained classrooms. As school psychologists become more cognizant of types of
stressors that teachers are experiencing and the factors that are deemed to be insulating to
these stressors, they become better equipped to facilitate positive change for teachers. As
instructional staff experience greater perceived levels of support, they appear to be better
able to focus on providing quality instruction to their students. A secondary implication
may relate to the training needs of school psychologists. It has been the experience of
this practitioner that university training programs tend to focus heavily on assessment,
intervention design and implementation. Although these are crucial aspects of the school

psychology profession, they may not be sufficient to promote positive change within
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educational systems. Perhaps within the delivery of the consultation classes, it may be
prudent to include an increased focus on relationship factors and rapport building with
students and staff. It may also be necessary to more closely examine system-ybased
factors, such as the importance of administrative support and methods to promote
collaboration between special education and general education teachers and other district
level staff. These two factors seem to relate heavily to self-contained teachers perceived
ability to function successfully within their given educational settings.
Future Directions

The impacts of the insulators and stressors associated with retention and attrition
of self-contained teachers needs further investigation. The limitations of this study
provide suggestions for future research. For example, due to the homogeneous nature of
the sample and the participants’ resistance to directly answering questions related to the
impacts of age and gender on retention, limited insight was obtained on these factors.
This issue was compounded by the overall makeup with district from which the sample
was selected. As the demographic information from the human resources department
indicated, the makeup of the district is primarily White non-Hispanic women. So,
although the sample reflected favorably upon the chosen site for research, the research
has limited generalization to other districts that have dissimilar demographic make-ups.
Future studies should seek to obtain samples that contain greater diversity to more

adequately address the possible impacts of age and gender on retention and attrition.
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Although originally not proposed for this study, exploratory examination of the
impacts of gender via the use of a Chi Square results revealed non-significant results.
However, the percentage data obtain hint that there may indeed be a differenée that
would warrant further study. It was unexpected that the levels of difference between men
and women would be so high on stressors and low on insulators. This may suggest
differences in how each of the categories are perceived by gender or may hint at the
underlying manner in which the varying genders choose to cope with job stress. Future
research may want to include more interview questions related to gender differences and
probe more deeply regarding how each gender perceives stress and perceives available
coping strategies.

Other issues that arose during this study will hopefully provide insight into
potential issues for future research. For example, during the process of Member Checks,
there was only a 50% response rate to the emails that were sent out. Thus, perhaps a
better method of collecting validity data might be to obtain phone numbers from
participants and uvtilize emails as well as pho:« calls to obtain feedback. However, given
the busy nature of the participant’s jobs the proposed method may not yield
improvements in response rates.

Additionally, some participants were asked follow up questions to gain clarity on
their responses. Again only 50% of the participants responded by the second and third
requests. Consideration of multiple sources of contact such as email and phone should be

considered in future studies.
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Conclusion

This study revealed many potential stressors and insulators associated with self-

/
)

contained special education teaching positions. Although training needs emerged as a
significant factor in the perceptions of job related stress and insulation to those stressors,
it appears almost insignificant compared to the relationship variables. More specifically,
this study appeared to point squarely at how crucial relationships and open
communication with administration, professional support staff and paraprofessional can
be to self-contained teachers. These three resources emerged and remerged throughout
the interviews. Therefore, these factors should be viewed as no less than pivotal in
bolstering or hindering teacher’s pursuit of educational excellence for their students and

the development of a long, fruitful and satisfying occupational choice.
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SEMI-STRUCTURED INTERVIEW QUESTIONS

What is your educational background (Years of education, certifications, etc.)?
How long have you been employed as a special education teacher?

Have all of these years been working in self contained classrooms?

Tell me some of the reason that led you to your current occupational choice.
What are some of the things that you enjoy most about your current job?

What are some of the challenges that you experience during your work day?
When you think about the things that are most difficult for you, what resources do
you count on to help you to overcome these obstacles?

What roles do support staff play ir this type of instructional arrangement?

What resources do you wish you had access to but do not currently have?

What are the major barriers to you obtaining the resources that you feel you need?
What role does the administration on the campus play in assisting in your current
job duties?

Tell me a little about your opportunities for professional development in this
district?

How important are these professional development activities to you?

How much impact does your current salary have on your decision to remain in

your current teaching position?
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How would you rate the current level of stress associated with your job (High,
medium or low)?

How do think your current level of stress impacts your overall job performance?
What do you do to manage your stress levels?

How effective do you find your current stress-management strategies to be?
What are your occupational aspirations for the future?

Are there any other things that you wish we would have talked about that we
haven’t that are important issues to you regarding your job?

In education there is considerable discussion about effective ways to retain
teachers in self-contained classrooms. What are your opinions regarding this
issue?

Likewise, there is also a good deal of discussion on the number of teachers that
vacate self-contained teaching positions. What are you perspectives on these high
rates of attrition?

What other things do you wish we would have talked about that are important

issues to you regarding your job?
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Sir or Madam,

As part of my doctorial training at TWU, I am conducting research related to special
education self-contained classes. This evaluation is intended for research p;lrposes only
and will not be used to alter programming in the district. As part of this study, | am
required to interview staf{f members currently working as Life Skills, Preschool Programs
for Children with Disabilities and Social Adjustment Class teachers. This interview will
be approximately 30 minutes in lengti and wili be audio taped. The content of the audio
tape will be reviewed by the interviewer. Transcripts of the audio tapes will be reviewed
by the interviewer. Extreme care wiil be taken to assure confidentiality of all materials
collected. Upon completion of the course project audio will be erased. The interviewer
and course instructor will maintain copies of the transcripts.

By signing and returning the attached form you consent to having your voice audio-taped
and transcribed for the purposes of this project. As a participant in this study you have
the right to revoke consent at anytime. You also have the right to decline participation.

If you have any questions regarding participation in this study I can be contacted at (940)
369-1965 or (940) 369-2668.

Stephen Rousseau

TWU Doctoral Student
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TEXAS WOMAN’S UNIVERSITY
CONSENT TO PARTICIPATE IN RESEARCH

Title:  Attrition and Retention of Special Education Self-Contained Teachers: Should I |

Stay or Should I Go
Investigator: Stephen A. Rousscau..........coeceevevrieneenencnne. djnightside@hotmail.com 940/300-9330
Advisor: Kathy DeOrnellas, PhD .........ccoovivnenincinenene. kdeornellas@twu.edu 940/898-2315

Explanation and Purpose of the Research

You are being asked to participate in a research study for Mr. Rousseau’s dissertation at
Texas Woman’s University. The purpose of this research is to determine factors that may
impact upon your intent to remain in or vacate your current teaching position. You have
been asked to participate in this study because you are currently employed in a self-
contained special education teaching position (Ex. Social Adjustment Class, Life Skills
Class or Preschool Programs for Children with Disabilities.)

Description of Procedures

Prior to participating in this study, the principal investigator will review this informed
consent document with you. This review will be conducted in person, prior to collecting
any data from you. The consent process should take 15-20 minutes to complete. Asa
participant in this study you will be asked to spend one hour of your time in a face-to-
face interview with the researcher. The researcher will ask you questions related to your
reasons for choosing your current occupation, current job stressors, resources that you
access to assist in your current position and other factors that may impact upon your
intent to remain in or vacate your current teaching position. The location and time of the
interview will be determined via a private and collaborative conversation with you and
the researcher. To assist in protecting your privacy during this research your full name
will not be used during the interview process. Instead, a predetermined code name or set
of initials will be used during the interview. The interview will be audio taped, and then
transcribed. In order to be a participant in this study, you must be at least 18 years of age
or older and be currently employed as a special education self-contained teacher.

Potential Risks

The researcher will ack you questions about your current job responsibilities and stressors
associated with this position. The researcher will also ask you questions about the current
resources that you access to assist in performing your duties. Questions may also focus
on the resources that are currently unavailable that may positively impact upon your
intent to remain in your current position. One potential risk associated with this study
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includes potential discomfort associated with answering the posed questions. At any time
and for any reason during the course of this interview you may take breaks. You also
have the right as a participant to decline answering any or all of the questions. If you
experience any discomfort during this process, please inform the researcher. A list of
resources can be provided to you with the names of professionals that you may contact to
discuss your discomfort related to the proposed research.

A second potential risk relates to breaches in confidentiality. Confidentiality will be
protected to the extent that is allowed by law. In an effort to ensure confidentiality is
maintained, the following procedural safeguards will be put into place. All interviews
will be conducted in private at locations that are mutually agreed upon. Your name will
not be used during the interview process. A predetermined code name or coded set of
initials will be used during the interview. The consent forms, tapes and the transcripts
will be stored in a locked cabinet at the researcher’s home. The tapes and the written
transcripts will be shredded or deleted within 1 year after the study is completed. The
consent forms will be turned in to the Texas Woman’s University Institutional Review
board when the study is completed.

The researchers will, to the best of their abilities, try and prevent problems that could
arise because of this research. It is very important that you as a participant communicate
any concerns or discomfort to the researchers. At that time, the researcher will attempt to
assist you in resolving these issues. If the issues can’t be resolved, your rights as a
participant will be reviewed. It is important to note that Texas Woman’s University does
not provide medical services or financial assistance for injuries that might happen
because you are taking part in this research.

Participation and Benefits

Your involvement in this study is completely voluntary and you may withdraw from the
study at any time. The benefit of this study is to provide current and future special
education self-contained teachers with information that may improve their understanding
of factors related to retention and attrition.

Questions Regarding the Study

You will be given a copy of this signed and dated consent form to keep. If you have any
questions about the research study you should ask the researchers: their phone numbers
are at the top of this form. If you have questions about your rights as a participant in this
research or the way this study has been conducted. you may contact the Texas Woma_n's
University Office of Research and Sponsored Programs at 940-898-3378 or via e-mail at
IRB@twu.edu.
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Signature of Participant Date

*If you would like to know the results of this study tell us where you want them to be
sent:

Email:
or
Address:
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Coding Process
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Hypothesis from Prospectus
Based on information obtained in the literature review, this study will have the
following hypotheses:
1. It is hypothesized that increased access to paraprofessional and professional staft in
both direct and indirect capacities will decrease overall levels of perceived stress and
increase retention rates of highly qualified teachers.
2. It is hypothesized that increased administrative support will reduce levels of role
ambiguity and increase retention rates of special education teachers.
3. It is hypothesized that salary and level of educational training will impact upon the
individual’s commitment to his/her current teaching position.
The following research questions, which may extend the results of the main hypotheses,
will also be addressed:
In what ways, if any, does gender have an impact upon retention rates of special
education teachers?
In what ways, if any, does age play a role in reducing levels of stress and effect
retention rates?
In what ways, if any, does years of experience impact upon an individual’s
intention to remain in his/her current job?

Interview Questions Revised
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What is your educational background (Years of education, certifications, etc.)?
What is the highest degree you currently hold and in what field?

How long have you been employed as a special education teacher? /
Have all of these years been working in self contained classrooms?

Tell me some of the reason that led you to your current occupational choice.

How well did formalized or university instruction prepare you for your current

job?

Which do you feel is more important in being a successful Self-contained teacher:
Practical or formalized experiences?

What are some of the things that you enjoy most about your current job?

What are some of the challenges that you experience during your work day?
When you think about the things that are most difficult for you, what resources do
you count on to help you to overcome these obstacles?

What roles do support staff play in this type of instructional arrangement?

How important is the relationship between you and your paraprofessional staff?
What resources do you wish you had access to but do not currently have?

What are the major barriers to you obtaining the resources that you feel you need?
What are qualities associated with successful self-contained teachers?

Does lack of information or educational records on the children you serve

significantly impact your ability to provide adequate service?
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What role does the administration on the campus play in assisting in your current
job duties?

What does an ideal campus based administration look like? , ’
Tell me a little about your opportunities for professional development in this
district?

How important are these professional development activities to you?

How can the district or school system assist you in improving your overall job
performance?

How much impact does your current salary have on your decision to remain in
your current teaching position?

What perceived effects or impacts do culture or age play on successfully

performing your duties?

How would you rate the current level of stress associated with your job (High.

medium or low)? Why?

How do think your current level of stress impacts your overall job performance?
What do you do to manage your stress levels?

How effective do you find your current stress-management strategies to be?

What are your occupational aspirations for the future?
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In education there is considerable discussion about effective ways to retain
teachers in self-contained classrooms. What are your opinions regarding this
issue? ! ’
Likewise, there is also a good deal of discussion on the number of teachers that
vacate self-contained teaching positions. What are you perspectives on these high
rates of attrition?

What other things do you wish we would have talked about that are important

issues to you regarding your job?

Summary of Transcripts

Participant 1

Things teachers enjoy about their jobs as an insulator:

Witnessing educational and academic progress in students. The staff experience a
positive emotional reaction to students that demonstrate success.

Seeing potential in the students they work with.

Having other job opportunities available or perceptions of upward or lateral mobility.
Prior work experiences in districts that were not as supportive or unsuitable in some way.
Provides perspective and ability to compare and contrast district strengths and
weaknesses.

Resources relied on to overcome obstacles to providing service or coping with

stressors(Insulators)
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Inherent qualities/ traits

Patience

Teachers have to want to be around children that engage in extremely challenging
behaviors

They have to want to interact with children and build a relationship with them.
Teachers have to want to be around children that engage in extremely challenging
behaviors

Stress reduction techniques

Breathing techniques and counting to ten to deal with stress

Take short breaks outside of the classroom

Recognition and understanding that the instructional day may be amazing or a complete
disaster depending on the behaviors of the students.

Social supports

Utilize colleagues as sounding boards.

Reliance on mentors and other professional educators (Educators versus non educators as
social supports)

Access to the Employee Assistance Program.

Educational supports

Calling supervisors

Reliance on the internet to obtain resources.
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Reliance on the regional service center to provide ideas to help provide instruction to
students.
Reliance on paraprofessionals to assist in educating students.

Provides more one on one time to students.
Expressed believe that they could not do their jobs without paraprofessional assistance.
Understanding the chain of command and ability to effectively navigate the
administrative system.
Perceived levels of competence and confidence in professional abilities.
Administrators that are open and responsive to your needs (emotional or material)
Access to Professional developraent opportunities.
Regularly scheduled monthly meetings with other professionals teaching similar classes
in the district.
Stressors (district level and building level)
Lack of formalized/standardized curriculum
Use of out of pocket moneys to buy classroom resources.
Limited funding to attend out of district in-service trainings.
Potential for physical injury
Lack of useable/useful educational records on the students.
Too many adults in the classroom/lack of adequate space
Unclear expectaticns related to the type of instructional setting that instruction will be

provided in.
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LLack of administrative support/involvement
Negative interactions with administrator
Feelings of being criticized
Feeling unappreciated
Perceptions of demeaning to paraprofessional staff. Not respecting as
professionals
Mixed messages differing information from principals and assistant principals
What would an ideal administration look like:
Involved but not over involved.
Provide feedback that is constructive
Know and interact with self-contained students
Recognize the benefit of inclusion for special ed students, be an integral part of
the campus life/activities.
Open door policy and available to meet and address concerns that arise.
Paraprofessionals
Teachers find benefit in para’s only if they can work collaboratively with teacher
The importance of shared training opportunities to consolidate team thinking.
The importance of the relationship. Must be able to trust and be comfortable with the
para’s ability to provide appropriate services to students.
Important to view them as co-teachers.

Salary
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Little impact on decision to remain in the position but was a factor in entering the
position.

Work climate has a great impact than salary on the teachers decision to remain in
position.

Views of district level administration.

Positive view of the job that the Superintendent is doing as a factor impacting entry.
Perceives that district administration is working hard to promote a positive work climate
and competitive salaries.

Approachability of superintendents and assistant superintendents.

Participant 2

Insulators

Stress reduction techniques

Utilizing breathing techniques

Take breaks outside of the self-contained settings.
Crying

Just letting the days stressors go.

Try to find humor in the day’s events/positive outlook
Sccial Supports

Having a husband that also works in the field is helpful.

2777
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Practical experience is more important that formalized training.

Enjoys the challenge of working with the students.

Enjoys seeing skills emerge from the students.

Working collaboratively with professionals from varying disciplines

Time and resources to provide small group direct instruction to children.

Strong relationship with Paraprofessionals and ability to work collaboratively with them.
Compassionate, hard working, and willing to learn
Willing to work with and relate to children with disabilities(Wants to work rather
than needs a job)

An innate desire to want to work with students with disabilities.

Openness to learning new things.

Balance of power between teacher and student. Not trying to control students to meet

some internal need of the teacher.

Open communication with district level administration (Open contact with special

education director).

Occupational options ability to move into a supervisory position.

Solution focused in problem situations.

Overall desire to want to be in the position and want to work with a specific population of

children.

Stressors

Student behavioral challenges

152



Potential for physical injury(Biting)

Lack of observable or measurable student progress

Questioning ability to provide adequate service to students.

High numbers of students in the classroom

Lack of continuity of aide support from year to year. Loss of Aides that the teacher has a
strong working relationship with.

Inconsistent or lack of information from supervisors on procedural issues

Lack of district wide special education procedural guidelines.

Lack of applicable staff development.

Lack of campus administrative involvement and feedback.

Perceived inability to effectively comraunicate needs to supervisors/lack of supervisory
responsiveness.

What would an ideal administration look like:

Special education background

Transcript notes on hypothesis questions:

Lack of educational records not viewed as a significant stressor. (Thought: Students in
PPCD will not have much of an educational history to document. The impact of records
is likely to be greater as a student progresses through eiementary and middie and then
again drops off as they enter high school). Direct work with the child provides richer

more salient data.
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Salary does not impact upon her decision to remain.
No perceived negative impacts of her culture or age impacting upon her ability to provide

adequate service to students.

No perceived impacts of stress on job performance.

Participant 3

Insulators

Stress reduction techniques

Discuss challenges with colleagues

Lift weights/exercise

Perspective taking recognition that stress will pass(It’s not the end of the world). Rational
Detachment.

Positive self-talk

Feeling understood by other professionals

A willingness to accept children into your classroom even if your nurabers are high.
The ability to organize and schedule effectively.

Having the benefit of seeing and working in one of the self-contained classes prior to
starting a teaching position.

Social Supports

Talks to friends, aides, and family about work helps to process and generate solutions
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Talking to people that are in special education and education is perceived as more
beneficial in reducing stress than talking to non-educators
Mentor teachers
Student focused insulators
A desire to work with special needs children. A connection to this population.
Enjoys working directly with the students
Watching them grow academically and educationally
The ability to separate behaviors of the child with the personality of the child (Cranky
kids can be endearing).
Strong relationships with classroom staft and inclusion teachers.
Ability to rely on and trust the staff to execute instruction and provide academi-:
and behavioral support.
Creativity in motivating and disciplining children.
The ability to build and maintain a relationship with the student.
Motivated to learn, improve and overcome challenges.
Qualities of a supportive Administration
Trust in the teachers judgment
Allow the teacher the autonomy to run the class as they see fit.
Openness to discussing new ideas with the teacher.
Interact with the children in the self-contained classrooms.

Supportive in assisting with difficult parents.
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Perception of the importance of collaborative teaching and interactions with
paraprofessionals (Without them I would be a daycare) ' ’
District level supports(That would be helpful but are not in place)
More pay
Provide opportunities for perspective teachers to actually be in self-contained rooms prior
to taking the teaching role.
Establishing a bridge type class that is a hybrid of SAC and LS
Stressors
Working with difficult parents
Parents that are not satisfied regardless of how much progress that their child
made
Disinterest of parents in their child’s education/lack of responsiveness
Parents not responding to or returning necessary paperwork.
Paperwork/legal requirements
Constantly changing laws and requirements
Takes away for instructional time.
Administrative stressors
Lack of involvement
Inadequate or ineffective disciplinary contingencies for students.

District level administration:
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Failing to provide adequate notice related to new certifications or credentials that
are being required.
Failure to communicate effectively. , '
Perceived lack of acknowledgment of how difficult the job is in lieu of the
population.
Last minute requests in the middle of the school year for information.
Repetition of in-service trainings. No new information.
Excessive documentation for the TAKS-ALT
Student Stressors
Not wanting to work/behavioral
Bad moods
Having to cope with not providing adequate service to the class when one child
has a bad day and needs all my attention.
Feeling responsible for making sure everything is done to the letter of the law/IeP
Staff Stressors
Staff in a bad mood
Staff not wanting to work
Educational support stress
Lack of standardized program or curriculum for LS students
Provision of campus level in-services that do not apply to the students in this

setting.
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District level in-service emphasis on state level assessments that don’t really
measure anything of value.

A dearth of training opportunities that focus on real problems and potential
solutions for working with problem behaviors.

Lack of understanding at the district level that problems in LS are not the same as
SAC, ALS etc. Need for training specific to their setting.

Failure to communicate which training may or may not be available.

Limited availability of practical strategy type trainings.

State assessments

Dollar allotment per student is too low. Not enough money to send all self-
contained students to summer school.

More stringent requirements to get kids into summer programs.

Having to use own funds to purchase consumables.

Transcription notes

Thinks the salary is very good but would still do the job if he was independently wealthy.
Stress levels High at the beginning and middle of the year and low at the end of the year.
Occupational aspirations to be content with teaching.

Paperwork is difficult but not viewed as a stressor.

Opinion change: Initially thougkt the position wouid be easy but realized as time went

on how difficult it really was.
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Lack of educational records are viewed as an inconvenience but not a significant
stressors. The most salient information comes from working directly with the student.
Subject 4

High school life skills

Insulators

Stress reduction techniques:

Swimming, biking, watching TV and being with friends, happy hours to wind down.
Teacher perceptions of students

Drawn to helping profession because of community involvement with special needs
individuals.

Sense of fulfillment in working with sped chiidren.

Confidence in one’s ability to be a good teacher.

Importance of previous experience working in self-contained classes as a para.
Perspective on how the class works.

Educational supports

Reliance on paraprofessionals to assist in content areas that are viewed as weak by the
teacher.

Para’s also help with the behavioral management of the classroom

The relationship with paras is viewed as crucial.

Staffings with other professionals to prepare for difficult meetings.
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Stress reduction techniques

Social Supports : ’
Reliance on a mentor teacher. With decreasing reliance as more experience is gained.
Communicating with friends regarding problems that she is experiencing in the
classroom.

Time with friends and husband were deemed as paramount in dealing with stressors of
the job.

Student focused insulators

Seeing the children gain mastery of taught skills.

Qualities of a supportive Administration

District supports in place

Opportunities for in-service training

Feeling that the district wants you to be successful

District level supports (That would be helpful but are not in piace)

A standardized curriculum across the district for the Life Skills classrooms.
Standardized set of materials that would be in all classes.

Stressors

Lack of educational materials

Listed as a significant stressors. Materials don’t match up with needs of students.
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Working with difficult parents

Extended ARD meetings and dealing with parents that are dissatisfied with student
progress.

Mixed messages from campus based and district level administration (Special ed said |
was doing a good job, my administrator said | needed more help.)

Individuals are unprepared for what they are getting into. They need to be fully informed
about the position prior to taking the job.

Paperwork/legal requirements

Listed as a challenge and felt underprepared to deal with this aspect of the job.
Organizational skills were viewed as an area of deficit/challenge.

Worries about litigation

Too much paperwork

Administrative stressors

Not feeling supported

Lack of responsiveness to requests are needs

Poor communication

Feelings of diminished credibility and opinions not viewed as valuable.

Having to meet minimum requirements to be fully certified. Principal has to sign off after
a year of probationary service.

Feeling judged
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Student Stressors

Managing the children’s behavior

District level administration:

Difficulty navigating the system to get appropriate materials and supplies.

Ambiguity in knowing what special ed supervisor or staff is responsible for what
Ambiguity in knowing if things are being done correctly/lack of feedback

Limited training on the tools that they are to use in their jobs (Class/Bridge)

Lack of Special education basics training for new teachers.

Staff Stressors

Difficulty communicating needs and delineating responsibilities to paras.

Underprepared for weekly staff meetings.

Educational support stress

Transcription notes

Practical experience is viewed as more important than formalized training.

Interesting that individuals that are not pursuing higher level degrees believe that
practical is more important. Those pursuing higher ed degrees feel it’s more of a blending
of the two (Practical and formalized)

Qualities associated with an effective self-contained teacher. Patience and organization
Lack of educational records are not deemed to be a significant stressor. Direct work with

the student provides better information.
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Staff development 1s viewed as important. Greater focus should be played on providing
practical strategies that couid be implemented in the classroomns.

Currently the staff development activities don’t necessarily apply to them. - ’
Salary does not significantly impact upon her decision to remain in the position.
Perception that she will not remain in the position because of the high levels of stress.
Would like to pursue a master’s degree in library science.

Participant 5

High School SAC

Insulators

Ability to take a linear/analytic approach to dealing with behavioral challenges
Separates behavior from the child. Depersonalize

Formalized training did assist in providing the discipline necessary to do the job.
Practical experience gives you the skills necessary to have longevity in the field.
Ability to disconnect at the end of the day.

Shared beliefs and goals of all staff working with the students.

Reliance on personal skill-set, paraprofessional staff, district staff and administration.
Continuity of paraprofessional assistance. Predictability and dependability of staff.
Maintaining continuity of instructional service to students.

Recognition that stress is a part of the job and you are here for the students.

Stress management via exercise

Stability in the home setting and predictability of home life.
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Having people that you can talk to and that understand what you are going through.
Rational detachment, not taking things personally.

Let the data guide your decision making. , '
Stressors:

Working with the challenging behaviors of the students

Lack of ability to cont-ol all the variables that create problem behaviors.

Inability to inoculate children against the negative influences of the non-school settings.
Trying to safely integrate students into the mainstream settings

Difficulty building relationships with regular education staff

Getting regular education staff to accept and take ownership of special needs students
Managing students in crisis.

Lack of relevant staff development

Trying to navigate the system so that children can get the credits they need to graduate.
The challenge of supporting/teach 5 or more subjects across multiple grade levels.
Transcription notes

Entry into the field from the business world. Wanted to do semething productive as
opposed to contribute to the bottom line of a corporation. Didn’t want to be on the road.
Wanted to help to make a positive impact on the lives of children. Interest in learning
about Autism

Interesting in the Why’s or roots of behavior.

Drawn to the unpredictability of the job
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The importance of patience in dealing with students, thoroughness and intuition.

Ideal administration should care about children and have a foundation knowledge about
special education. ’
Secondaryr teachers have more of a focus on stress associated with teaching multiple
courses across grade levels. May associate to the increasing levels of specialization in
the curriculum as the students progress from elementary to secondary settings.

Mild perception of the importance of salary on decision to stay in the position.
Acceptance of culture gap in regards to age.

Aspirations to be in administration: occupational options are present. The very thing that
may keep the staff from burning out is the very thing that may make them vacate the
position. They have options???

Teachers leave because they were not a right fit for the job to begin with and they lacked
the discipline necessary to function effectively in the position.

Participant 6

Middle School SAC

Entry into position

Got alternatively certified and was searching for special education jobs.

Connection to the student population.

Insulators:

Enjoys the amount of one on one time that can be spent with students
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The ability to provide a more rounded education to students that meet both academic,
social and psychological needs.

Perspective that psychosocial needs must be met prior to children being ready and able to
learn academic content.

Perspective that the job is challenging

The ability to not let the behaviors of the students upset you. Rational detachment
(Unruffleable).

Even when the students exit the class there is a high need to stay attached to the students
and check on their progress.

An understanding that physical aggression is a part of the job and you have to have
enough control to not react or make a big deal out of the behavior (That stapler being
thrown at you is not about you.)

Having a plan and trusting your instincts related to handle crisis situations.

Establishing a strong relationship between the student and teacher is paramount.

Take time to get to know the students and foster a climate of mutual respect.
Recognizing the importance of getting to know students and allowing them to be a part of
the decision making process of classroom ruies.

Understanding the importance of practicing classroom procedures.

Culture can impact on your ability to relate, but recognizing that can assist in reaching

out to students to meet them where they are.

166



Age as an insulator in that teacher and student may have some similar social interests to
their students. They may have seen some of the same movies, L:eard some of the same
songs and understand age related social references. \ ’
Reliance on the para’s to assist in communicating with students, de-escalating students
and promoting a positive climate in the classroom.

The ability to organize and plan for completion of paperwork.

The ability of staff to stay emotionally invested in the job.

Administrators have provided assistance in de-escalating upset parents but are not overly
involved in the classroom process.

Seeing the students make academic and behavioral progress over the course of the year.
Accepting stress as a natural part of the job and recognizing that it comes out of your
compassion and caring for students.

Perceiving your job as contributing to the greater good of society.

Campus supports that are not in place that would be beneficial:

A good administration should be aware of the students in the class, their disabilities and
the supports they require to be successful.

Recognize the emotional stress that is placed on sped teachers.

Advocate for the teachers and assist in de-escalating angry/upset parents

An administration that is not over-involved but not hands off.

Open communication related to student and staff needs.

Opportunities to educate staff on the needs of special education students and teachers.
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District supports that are not in place that would be beneficial:

A complete set of lesson plans based on a standardized special ed curriculum.
Opportunities for Self-contained staff to dialogue regarding their jobs.

More practical strategies for educating students with emotional and behavioral challenges

during in-service meetings.

Stressors

Inability of regular education staff to relate to the stress of self-contained teachers jobs.
Feelings of isolation.

The emotional drain of upset parents and students.

Difficulty disconnecting from the stress of the jobs and perseverating on student needs
when outside of the school setting.

Even when the students exit the class there is a high need to stay attached to the students
and check on their progress.

Establishing guidelines, protocols and procedures for the para’s to follow to facilitate a
positive climate in the classroom.

Too high of a staff to student ratio

Too low a student to staff ratio

Being placed in a managerial role over the staff in the classroom. (It can be intimidating

if you haven’t had experience with this aspect of the profession).
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A new teacher having to work with para’s that have been entrenched in a classroom for
years.

Personal safety

The job demands that you have the ability to multitask (grading papers, therapeutic
conversation, providing lessons, etc.)

Lack of ownership of special needs students by regular education teacher during
inclusion times and beyond.

Educational stressors

Curriculum, cooperation and collaboration with general education professionals and
paperwork.

Lack of lesson plans for the students/no standardized curriculum.

Limited access to parallel materials that are being utilized in the general education classes
(Powerpoints, lessons, etc.)

Lack of open communication regarding lessons and how sped students will be integrated
or have access to general education materials and support.

Having to prep lesscans for 5 classes over 3 grace levels

Lack of appropriate/relevant staff development. The use of the track method of in-
service where all you get is indepth knowledge on one subject.

Incomplete records and panerwork are a stressor, but organizational skills and a desire to
do things the right way moderate the stress associated with this factor.

Transcription notes



Being aware of probability that extreme behaviors or going to occur is an consistent
insulator across subjects and a source of stress if it was not perceived as a potential part
of the job. x :
Practical experience viewed as more important. Formalized training provides you with
the best practice methods of how to handle things but instinct is more valuable in crisis
situations.

Salary is not viewed as a major impact on the participants decision to remain in the
position.

Age is looked at as a benefit: Younger teachers may focus more on their ability to relate
in terms of having some similar social interests to their students. They may have seen
some of the same movies, heard some of the same songs and understand age related
social references.

The reason why self-contained teachers leave is because they were initially unprepared
for the demands of the job and did not receive the support they needed to be effective in
the position.

The participant perceives her stress levels as high to medium. Also verbalized that it
could not ever be less than medium. It is not viewed as a significant impact on job
performance.

This participant did discuss occupational aspirztior.s for the futvre outside of the school
setting, but is not ready to contemplate an immediate change in profession. She wants to

stay in the trenches and can’t see herself in an office outside of the classroom.
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Districts should not try to retain teachers that are already burnt out.

It’s important to fully inform professionals about the nature and scope of the job prior to
accepting them to the positicn.

Participant 7

Insulators

Working as a team to educate students with special needs.

Perception that the job can make a positive difference in the lives of children and
families.

Reliance on para-professionals and support staff for emotional and practical supports.
Trust in your teams ability to fulfill the academic and behavioral needs of student.
Supportive administration that can step in and work with students as needed. lead gently
(Encouraging), be supportive to staff. If things are working don’t micromanage.

Seeing students be successful

The ability to build and maintain positive relationships with team members and students.
Stress reduction techniques

Sit in a quiet spot at home

Play with my dog

Have a glass of wine

Talk to my husband

And laugh and cry

Campus and district supports that are not available but that would be beneficial:
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A shower, washer and dryer

A full time Licensed Specialist in School Psychology

More opportunities to staff with other teachers in the SAC position. ' ’
Clerk to help with the paperwork

Stressors

Being able to identify what techniques or strategies will be effective in changing
challenging behaviors.

Feeling disconnected and isolated from regular education staff(Can’t be forthright about
what we do).

Physical and mental demands of the job.

Lack of positive adult role models for the students to interact with.

Lack of tangible reinforcers or consumables rewards for the students.

Barriers to students learning related to administrative changes in the way that service is
going to be provided to students (Re-allocation of resources).

Assuring that staff have a balance between professional practice and humor.

Excessive amounts of paperwork and liability associated with failing to do it completely
and correctly.

Non-supportive parents

Having to involve CPS or police

Inability to control the factors in the home settings that may be contributing to the

students behavioral issues.



Lack of continuity between home and school on dealing effectively with the child’s
issues.

Transcription notes l ,
Practical experience is viewed as more beneficial in dealing effectively with students.
Entry into the profession because of fascination with low incidence disorders such as
autism.

Substitute taught in the social adjustment class prior to taking the teaching position.
Could not meet the demands of the position without the support of classroom aides.
Barriers to getting the things that are needed: Time, money and a shortage of people who
understand the nature and scope of their student’s disabilities.

Staff development is abundant but not necessarily ideal. Would like staff development
that is outside the narrow scope of special education.

Salary doesn’t significantly impact upon the teacher’s decision to remain in the position.
Stress levels are viewed as high.

Stress impacts on the teacher’s overall level of patience.

Although missing paperwork can be a problem. It is not viewed as a significant stressor.
The most salient data comes from working with the student and getting to know their
needs.

Participant 8

PPCD

Insulators
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The ability to stay calm in crisis situations

Stress reduction techniques: Try to disconnect during the weekends, spend time with
friends, sleeping in on Saturdays. Social supports, church, family, friends.’ It is viewed as
more helpful to talk to other professionals in the field rather than people that are outside
the field of special education.

University training helped to develop the participants ability to organize and follow
through on things. It also instilled the importance of researching new and effective ways
to educate students.

Recognition that educating challenging students is a stepwise process and has to be
approached in an slow and incremental fashion.

Seeing kids grow and develop academically, socially and emotionally.

Reliance on other special education professionals to assist in explaining paperwork
Utilizing research, taking classes, books, talking to parents and the internet to find
information that can improve performance.

Sound relationship between para’s and teachers and fundamental trust.

Para’s stepping in to assist with students when paperwork becomes overwhelming.

The importance of developing a community and positive learning environment with the
para’s. Common goals.

Qualities of an effective self-contained teacher: A passion to work with children and
persistence

Acceptance of children for who they are.
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Administrative support: Administrators provide support in ARD meetings and providing
guidance on legal matters. Dealing with difficult parents.
District or building level resources that are currently not available that would be viewed
as beneficial
More technology, inservices on how to utilize the technology and improved
communication with the district administration.
An ideal campus administration is encouraging, involved and predictable
More staff to reduce the numbers of students per teacher in the classes.
Stressors
Behavioral challenges: Defiance and outbursts.
Paperwork is also a significant stressor takes away from the amount of time that can be
spent with the students.
Legal requirements are an area of concern
Dealing with difticult parents
Being the first individual to tell a parent that their child has a disability.
Effectively education students of differing disabilities.
Lack of effective communication with district staff.
Lack of educational records was viewed as a significant stressor.
Last minute special education meetings that appear unorganized and an inefficient use of
the teachers time.

Lack of notice that meetings will be held.
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Lack of communication, caseloads and differing opinions on how to proceed.

Transcription notes

Entry based on a love for children and encouraged by mother as an educator to be a
teacher. Encouraged by family friends that had special needs students to go into the field
of special education.

Effective teachers balance formalized training and practical experiences.

Para’s are viewed as instrumental in effectively running the program and adequately
educating students.

As the teacher realized the amount of time that was needed to effectively obtain needed
documentation she requested records earlier the following year.

Professional development is abundant but needs more focus on the real needs of the staft:
Technology and program training.

Salary effected the participants decision to come to this district but is not viewed as a
factor in retention.

Impacts of age and culture

Age impacts stamina you have to be able to keep up with the children.

Impacts of culture. The participant is aware that it has an impact but feels as if she could
effectively navigate cultural differences.

Occupational aspirations is to be an assistant principal. However. wants to remain in the

PPCD position for at least 5-10 years.
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Teachers leave when they feel overwhelmed and unsupported.

General conceptualizations after first read through of transcripts

Appears that most teachers did not initially intend to take the self contained teaching
position.

They were looking for jobs and that was the only one available.

Started as aides and moved to teaching position.

Campus administration is crucial. They need to know the children, help with inclusion

and provide support in dealing with difficult parents.

General Code Ideas

What do you enjoy?

Break down into kids, challenges, seeing educational progress, feelings of making a
difference, administrative appreciation.

What are stressors

Social emotional, developmental focus versus Academic focus is there a difference in
perception and burnout rates?

Awareness of difficulty disconnecting emotionally from the students at the end ot the
day.

Fostering a relationship with students.
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(Children expose their emotions much more readily in special needs classes)
Level of percieved connectedness with the students

Personal characteristics of teachers versus experience and training.

Perceived ability to project rational detachment.

Instinct versus practical or formalized knowledge.

Flexibility in teaching style versus pre-established norms.

Awareness of potential cultural effects versus low awareness

Age as it applies to relating to students and establishing rapport

Younger staff appeared to focus on their coolness versus older staff focusing on
providing their experiences to guide the students.

Leadership styles in the class: Directing, teaching, coaching paraprofessionals.
Conceptualization of role responsibilities of paraprofessionals

How are they viewed: Equals or Subordinates

Ability to delegate. If the child likes the para more than you than let them help the child.
No ego in education

Qualities of a good Self contaired teacher es it apglies to managing paraprofessionals.
Collaboration with general education teachers.

Administration needs to set up ccilaborative tezms that meet regularly to discuss
curriculum planning with sped.

Lack of carryover of general education curriculum in the sped classes. Lesson plans are

not shared.
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General ed teaching for the many

Special education teaching for the one!

Administration:

Do they understand the emotional impact of the job of self-contained teachers.
Recognition of a job that is above and beyond.

Administrative style: understanding/rigid. Sympathized with

Salary may impact entry but not likely to impact decision to stay.

Building relationships with teachers and communication

Participants stating that the position was the only one available for which they could be
employed or to get a year of teaching experience to meet requirements of full certification
versus probationary alternative cert route

Social supports appears to be the consistent variablz in insulating teachers from the
stressors of the job.

Depersonalize behaviors from the child.

Admitting the stressors and venting opportunities.

Coding revised

Classroom/individual Levei Insulators to Stress which may impact upon
resiliency/retention:

Culture and Age as an Insulator (CAI)

Associated Question: What perceived effects or impacts do culture or age play on

successfully performing your duties?
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Ex. Staff perceive the closeness or distance of their age or cultural background as a
benefit to relating to and establishing a connection with the student.

Performance Successes (PS)

Associated Question: What are some of the things that you enjoy most about your current
job?

Ex. Witnessing Educational progress (Academic, social or emotional)

Positive qualities or characteristics of teachers (PQT)

Associated Interview Question: What are qualities associated with successful self-
contained teachers?

Associated Interview Question: In education there is considerable discussion about
effective ways to retain teachers in self-contained classrooms. What are your opinions

regarding this issue?

Ex. Patient teachers and teachers that maintain a sense of rational detachment, ability to
organize and schedule, exposure to the setting prior to taking the job. Enjoys a challenge.
Understanding that psychosocial needs must be met prior to students being ready to learn.
Takes time to get to know the students

Positive Perceptional bias (PPB)

Associated Question: Tell me some of the reason that led you to your current

occupational choice.
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Ex. Perceiving the educational and social potential of the students they work with.
Previous positive community involvement with special needs students leading to sense of
fulfillment working with this population. Perceives the job as contributing to the greater
good of society. Fascination with low incidence disorders.

What do you do to manage your stress levels?

Implementation of Stress Reduction Techniques (SRT)

Ex. Breathing techniques, short breaks, drinking, crying, use of humor, trying to just let
things go, exercise, recognition that stress will pass, positive self talk.

Access to Social Supports (ATSS)

Ex. Reliance on Mentors, family friends, church and other professionals

Question: When you think about the things that are most difficult for you, what resources

do you count on to help you to overcome these obstacles?

Access to Educational Supports (ATES)

Associated Question What role does the administration on the campus play in assisting in
your current job duties?

Associated Question: What does an ideal campus based administration look like?
Associated Question: Which do you feel is more important in being a successful Self-

contained teacher: Practical or formalized experiences?
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Ex. Calling Supervisors, reliance on internet for resources, regional service centers for
professional development, paraprofessional assistance. Reliance on previous training
university and practical experiences. ' ’
Administrative Support-Positive (ASP)

Associated Question: What role does the administration on the campus play in assisting
in your current job duties?

Associated Question: What does an ideal campus based administration look like?

Ex. Administrators are open and clear communication, responsive and supportive to
emotional. physical and tangible needs. Know the students, the challenges of self-
contained classes and assist with difficult parents.

Occupational Aspirations/Upward mobility (OAUM)

Associated Question: What are your occupational aspirations for the future? (Teachers
with master’s degrees and administrative certifications tended to have a goal of
eventually moving out of the classroom settings)

Ex. Staff report a consolidated interest in taking a supervisory or administrative position
in the next 5-10 years. Feelings of having options beyond that of the classroom teaching
position appeared to moderate ability to manage stress.)

Para Professional Support as an Insulator (PPSI)

Associated Question: When you think about the things that are most difficult for you,

what resources do vou count on to help you to overcome these obstacles?
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Associated Question: What roles do support staff play in this type of instructional
arrangement?

Associated Question: How important is the relationship between you and your
paraprofessional staff?

Ex. Demonstrates compassion for the students, willing to learn and can relate to the
children. Not in the position just because they need a job. Works collaboratively with
teacher. Good balance of power between staff and teacher. Assisting in instruction and
behavior management.

Stressors

Culture and Age as a Stressors (CAS)

Associated Question: What perceived effects or impacts do culture or age play on
successfully performing your duties?

Ex. Staff perceive the closeness or distance of their age or cultural background as an

impediment to relating to and establishing a connection with the student.

Lack of Performance Successes (PS)

Associated Question: What are some of the challenges that you experience during your
work day?

Ex. Even in the presence of significant intervention behavioral and academic challenges
persist. Teacher’s competence and confidence is challenged.

Qualities or characteristics of teachers who burnout (QTB)
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Associated Question: Likewise, there is also a good deal of discussion on the number of
teachers that vacate self-contained teaching positions. What are you perspectives on these
high rates of attrition? » ’
Associated Question: What are some of the challenges that you experience during your
work day?

Ex. These are qualities reported by the teacher to lead to higher levels of perceived stress:
Inability to disconnect or compartmentalize from the job, worrying about variables that
are out of their control: Ie. What is occurring in the home setting that may be leading to
the current behaviors. Feeling of inability to successfully change or intervene with a
child. Lack of perceived ability to make educational or social progress with the student.
Lack of confidence and competence. (This may fit best in negative perceptual bias
category???)

Negative Perceptional bias (PPB)

Associated Question: How would you rate the current level of stress associated with your
job (High, medium or low)? Why? How do think your current level of stress impacts your
overall job performance?

Associated Question: What do you do to manage your stress levels?

Associated Question: How effective do you find your current stress-management

strategies to be?

Ex. Feelings unable to make progress with the student. inability to control behavioral

variables and setting events for students, inability to express competence in ones
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professional life, feelings that they are being set up for failure, feelings that the true
nature of the job was not adequately described to them. (Learned helplessness)
Ineffective Stress Reduction Techniques (ISRT) , ’
Associated Question: How effective do you find your current stress-management
strategies to be?
Associated Question: How would you rate the current level of stress associated with your
job (High, medium or low)? Why?
Associated Questions: How do think your current level of stress impacts your overall job
performance?
Associated Questions: What do you do to manage your stress levels?
Ex. No identified stress reduction strategies or verbalization that stress reduction
strategies are ineffective or inadequate.
Lack of Social Supports/Isolation (LSSI)

Associated Questions:_ How can the district or school system assist you in

improving your overall job performance?

Ex. Special education teachers feel misunderstood or isolated from other non-special ed

staff and administrators
Lack of Educational Supports or Consistency in Support (ATES)

Associated Questions: How can the district or school system assist you in improving your

overall job performance?
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Associated Question: Does lack of information or educational records on the children you
serve significantly impact your ability to provide adequate service?

Associated Questions: What resources do you wish you had access to but do not currently
have?

Associated Questions: What are the major barriers to you obtaining the resources that you
feel you need?

Ex. Lack of cohesions in the inclusion process. Regular education and special education
teachers work in parallel rather than collaboratively. Educational materials are not
provided to the staff and students that are part of the education of all students in regular
ed (Books, handouts, powerpoints, notes, lesson plans etc.) More stringent requirements
for students accessing programs. Inappropriateness of state assessments. Limited training
options for salient problems teachers are experiencing. Having to spend their personal
money for consumables.

Administrative Support-Negative (ASP)

Associated Questions: What role does the administration on the campus play in assisting
in your current job duties?

Associated Questions: What does an ideal campus based administration look like?

Ex. Receiving inconsistent or no information or advice from supervisors or administrators
on legal, ethical or practical matters. Poor communication, feeling mistrusted and

demoralized. Being over involved in the day to day running of the classroom. lack of
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constructive feedback and fai:s to work to inciude speciai needs students in the general
education setting. Inadequate or ineffective discipline contingencies.

Paraprofessionals as a Source of Stress (PPS)  ~ \ '
Associated Question: How important is the relationship between you and your
paraprofessional staftf?

Ex. Lack of a shared vision for the classroom model/difticulty working collaboratively,
Paraprofessionais that have been in the classroom longer than the teacher/power
differential/credibility issues, teacher takes on the role of a manager, difficulty effectively
allocating this human resource. Personality conflicts.

Potential for Physical Injury (PFPI)

Associated Questions: What are some of the challenges that you experience during your
work day?

Ex. Teachers having to deal with students who engage in assaultive and aggressive
behaviors.

Working with Difficult Parents (WWDP)

Associated Questions: What are some of the chalienges that you experience during your
work day?

Ex. Having to communicate with parents that are unhappy with their child’s educational
progress, grieving because they have just discovered they have a disability or are
otherwise unhappy with the communication between teacher and themselves)

Lack 6f District Level Guidelines/Procedures(LDLG)
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Associated question: How can the district or school system assist you in improving your
overall job performance?

Ex. Lack of standardized procedures and protocols for dealing with legal, ethical and
practical challenges. (Could also be administrative stressors???)

District Support Negative (DSN)

Associated question: Tell me a little about your opportunities for professional
development in this district?

Associated question: How important are these professional development activities to
you?

Associated question: How can the district or school system assist you in improving your
overall job performance?

Ex. No formal opportunities to staff with other professionals in the district that work in

similar positions. Lack of relevant staff development activities

Paperwork and Legal Requirement Stress (PLRS)

Associated question: What are some of the challenges that you experience during your
work day?

Ex. Staff indicate that paperwork is overwhelming. a hassle, fear legal reprisal for failing
to meet standards, frustration related to the fact that paperwork takes time away from the

students. Extended ARD meetings. Having to contact CPS or police
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APPENDIX D

Codebook
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ATTRITION AND RETENTION CONTENT ANALYSIS

Code

CATEGORIES for CODING ABSTRACTS

Insulaters
Definition or Rule

Caulture and Age as an
Insulator (CAD

Performance Successes

(PS)

Increased time with
Student(ITS)
Positive qualities or
characteristics of teachery
®QD

Implementation of Stress
Reduction Techniques
(SRD

Access to Social Supports
(ATSS)

Parent Support poitive
P

Access te Educational
Supports (ATES)

Updated 12/09/10

Culture or age as an insulator is endorsed if staff perceived the closeness or
distance of their age or cultural background s a benefit to relating to and
establishing a connection with the student.

Thas code relates to a participant experiencing educational

social or emotional) for their students. It relates to those “ .r

Specifically, umﬁmbwhmﬂ:hehmﬁ:map«mmlmm
to academmic, social/emotional gains of a student.

This code is utilized when a participant indicates that the increased staff to
student ratio udes educational or behavior benefit to students. Increased time

This categary includes statementt made by the interview in relation to qualities
that define resilient and saccessful teachers. Generally, a positive outiook on
how to successfully intervene with students or an inherent trait or charactenistic
that assists the teacher in performing her duties (Ex Patient teachers and
teachers that maintain a sense of rational detachment ability to orgamze and
schedule, exposure to the setting prior to takang the job. Enjoys a challenge.
Understanding that needs must be met pnior to students being ready
to lesmn, Never stop trying, learning or researching.

Stress management techmiques that are utilized by staff to cope with the
pressures of the job.

This code can be used when the participant reports intesacting with others
outside of school as a tool for gaining clanty regarding a situstion, seeking
advice to resolve a challenging situation at work of to otherwise talk through and
solicit advice regarding day to day work chellenges (Professional and Non-
Professionals).

Productive involvement and intesactions with parents. Interactions that result m
enhanced trust and confidence in the teachers ability to make positive change
with the student

Ths code is utilized when the interviewee descnbes accessing or interacting
with other professionals in and out of the disirict to assist in dealing effectively
with or resolving challenging sitvations Calling Supervisors, rehance on
internet for resources, regional service centers for professional development,
admnistration, paraprofessional asastance. Reliance on previous traiing
university and practical expesiences.
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-Access to Educational
Support-Individual (ATES-I)

-Access to Educational
Support-Material supplies
{ATES-MS)

-Access to Educational
Support-Campus (ATES-C)
Access to Educational Support

Supervisors (4TES-S)

Access to Educational S
Techunology (ATES-Tech)

Access to Educationsl Support

Training(ATES-Tr)

Salary Positive (SAL-P)

Salary Neautral (SAL-N)

Salary Entry (SAL-E)

Salary Negative (SAL-NEG)

Updated 12/09/10

Readily available access or support from,
teachers, mentors of relationships with previous
university teachers or advisors.

Readﬂylvuhblcmtochwoommmﬂx,
books, handouts, curmiculum materials

Reliance on campus administrators and support
staff personnel to asust with challenging
behaviors or provide academic or behavior
support.

Coatact with district level supervisors or
personnel to asaist in resolving 1ssues. Dastrict
level staff are perceived a3 approachable in
addressing concerns.

Utilization of district technology resources to
asgist in the performance of one’s duties.

Cm:pusbnedwtegmmlmmﬁx
activibes.

This code is utilized when the participants
indicates that salary 1s an incentive or mducement
to remam in the position.

This code is utihzed when participants indicated
satisfaction with salary, but that salary had no
impact on their decision to remain m their current
"
Thus code is utilized if participants indicate that
salary was an inducement to enter the position but
is not the primary reason they remain m the
-
cmrent salary or a desire for more money for the
position in which they work (Ex. More money
would be cool, we should get an additional
stipened, efc.)
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Occupational Aspiration:

0 onal Aspirati
AUpward mobility positive
{O4-Pj+

/Upward mobility regative
(04-N)

5 ion Aspiration
Lateral neutral(OA-1)
axit the fisld(OA-E)

Para Professional Support
as an Insulator (PPST)

Experience EX

-EX personal (EX-P)
EX University (EX-U)

EX- Job (EX-J)

Updated 12/09/10

This code relates to the participants mfent to remain in of vacate

Iniemeveesdumbeomllphmfmdrﬁmmung

moving fo a Supervisory position, administrative or other non-
classroom based setting.

Interviewee’s describe contentment with cwarent job and has no
plans to move out of the classroom based setting Ex Can’t see
myself in anocther position.

Indication of a position in the educational field that is mstructional
m nature such as general education.

The pasticipants indicate that they have a desire to leave the field of
education.

This code is used when the mferviewee describes positive attribuies
or attitudes toward the paraprofessional staff Ex The

1003l demonstrates compassion for the students, willmg
to leam and can relate to the children. Not in the position just
because they need a job. Works collsborstively with teacher. Good
balance of power between staff and teacher. Asisting in instruction
and behavior management
This code relates to the impact of personal, educational and job
expesiences which impact upon the interviewee 's perception of thesr
curvent position. Use ths code when blended expenences are
prominent Personal, University, Job). It can also relste to hands on
traiming as being beneficial
disabilities may have impacted upon their deasion to enter mio or
remain in thesr covent position.
The impact that formatized educational training or certifications
mxy have had on thesr decision to enter 1o or remam in thewr

o

The mpact of pervious job expenences that may have mmpacted

upan their decision to ender mdo of reman m their current position.
’lhcnbeponﬁvdyormgdwﬂy (Ex. They hated their previcus
job and begmn looking for 2 new position in special education.
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Culture and Age as
a Stressors (CAS)

Qualities/characteristics
Of imeffective teachess
(QTB)

Performance Failures (PF)

Ineffective Stress Redaction
Techniques (ISRT)

Lack of Social Supports
Isolation (L.5SI-C)

Lack of Secial Supports
/solation (LSSI-D)

Lack of Secial Sapports
solation (L.SSI-I)

Undated 12/09/10

Stressor Codies

Staff perceives the closenets or distance of their age or cultural
backgmmduni:wedinuﬂbrd:ﬁngbnﬂeﬂabﬁdﬁnga
comnection with the student Verbalizing a disconnect from the student
due to the difference or closeness in age. ‘ '

These are qualities reported by the teacher to lead to higher levels of
pexceived stress: Inabality to disconnect or compartmentalize from the
job, won’t ask for help, woerying about variables that are out of their
control: Je. What is occurming in the home setting that may be leading to
the current behaviors.

This code is used when the teacher reports lack of perceived ability to
make educational or social progress with the student The teachers
question their professional competence. Confidence is shaken and they
express feelings of mability to successfully change or mtervene with a
child

This code is used when the participants fiil to identify useful stress
management techniques or & imuted understanding of the impacts of
stress on their performance.

The code should be utilized when staff report a general disconnection
from other teachers or staff that are on therr campus. Ex_ I feel as if other
teachers don’t take ownership or acknowledge that they are responsible
for teaching mry students too. I don’t get mvited or scheduled for campus
events or functions.

The code should be utilized when staff report a general disconnection or
lack of mvolvement of district level staff or supervisors. Ex. My
SUpervisors never comes mto my classroom. I'm just on my own.
Sometimes they don’t even respond to my emails.

The code should be utilized when staff report a general discommection or
lack of support from family and fnends outside of the school system. Ex
My friends can’t even begin to understand the things that I deal with
durng the school day.




Lack of Educational Supperts
or Consistency in Sapport(LES)

-Lack of Educational Supports
Materials and Supplies(LES-MS)

-Lack of Educational Supports
Collaboration
(LES-C)

-Lack of Educational Supports/
Relevant Training(LES-T)

-Lack of Educational Supports/
Staff to student ratio(LES-SSK)

-Lack of Educational Supports/
Curriculum(LES-CUR)

Lack of Educatienal
Recards er history on Student
(LER)

Administrative Suppert-
Negative (ASN)

Updated 12/09/10

This code 1s utilized when participants repott a general lack of

consistency or support in providing educational services to students
Difficulty getting students into the programs they need. Staff are
requured to use assessments that are not relevant or appropriate for
students. Staff report having to spend their personal money for
consumables.

Interviewee reports that they do not have the matenials and
necessary to successfully complete thewr job (Books, handouts,
manipulatives, software, etc )

This code is utitized when stress regarding the inclusion process is
indicated. It can mclude difficulty collaborating effectively with regular
education teachers. Lack of cobesions i the inclusion process. Regular
education and special education teachers work m rather than
collaboratively. Educational materials are supphed by regular ed (Books,
handouts, powerpoints, notes, lesson plans eic.)

Utilized when the staff member indicates frustration regarding the type,
ty or quality of avaslable tran anities. Lamited traum

options for sahent problems teachers are expenencing Report being

undesprepared for the assigned job duties.

This code 1s used when participants mdicate stress associated with too

many studexts in the classroom or too many adults in a limited space.

This code is utilized when participants report that a lack of a
shndudazedotoolmvecunmﬂmnmfuamﬂ:prmnmof

services.

This code 1s utilized when partbapants report that lack of educational
records or history interferes with ther ability to adequately educate the
student.

msm&shmldhemedwhmthepmmpu specifically refers to a
negative of unproductive commumcation between themselves and an

admirustrator. For example: Receiving inconsistent or no mformation or
advice from supervisors or administrators on legal, ethical or practical
matters. Poor comnumication, feeling mistrusted and demoralized
Being over invoived in the day to day nmning of the classroom, lack of
constructive feedback and fails to wotk to include special needs students
in the general education setting. lnadequate or ineffective discipline
contingencies.
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Paraprofessionals as a
Source of Stress (PPS)

Parent Support Negative (PSN)

Potential for Physical Injury
(PFPT)

District Support Negative (DSN)

Paperwork and Legal
Requirement Stress (PLRS)

This code reflects upon a lack of s shared vision for the classroom
moedel/difficulty working collaboratively. It should also be used to
denote power differentials between the paraprofessionals and teachers.
Por example Para’s that have been in the classroom longer than the
teacher'power differential/credibality 1ssues. The code cam also be used m
mgndtostzmmmdwuhtudmswhommonthemleofa
manager (Ex. Difficulty effectively allocating this human resource.)
Personality conflicts between teachers and paras can also be endorsed
usimng this code.

lack of mvolvement, over-involvement or otherwise unproductive
mteractions with parents of students.

This code is used for mstances when teachers report having to deal with
students who engage in assaultive and aggressive behaviors.

Thiz code should be utilized when a inferviewee reports a lack of
effechive support from the district level. This support can encompass
broad program puidelines, lack of relevant staff development
opportunities or limited ability to staff with other professionals in the
district that work in similar positions. Lack of relevant staff development

Use this code when interviewees report that paperwork is overwhelming,
a hassle, creates fear legal reprisal for failing to meet standards,
frustration related to the fact that paperwork takes time away from the
stodents. This code should also mclude extended ARD meetings that

relate to paperwork/IEF 1ssues. Having to contact CPS or police.
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PSP, ATES-1, OA-P, OA-L OA-N, | LSSI-I, PSN, PFPI, LES-SSR,
EX-P, EX-U, EX-J, ITS, LER '

Campus ASP, ATESC, ATES Tr, OA.P, | DAL, PF,1S85IC, LES-MS, |
OAN, AL, PPSL ATES-MS, |LESC,LEST, ASN,PPS
ATESI

District ATES MS, ATESS, ATES-Tr, | OA-E LSSID, LES-MS, LEST,

OA-P,OA-L OA-N, ATES-TECH | DSN, PLRS, LES-CUR, LES-SSK
SAL-P, SAL-N, SAL-E, ATES-I

General OAP,OAN, ATES-MS, ATES1 | OAE, PF

Things that cross levels

Updated 12/09/10
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APPENDIX E

IRB Approval Letter
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