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                                                            ABSTRACT 
 

In 2000, contributors to the formulation of the National Plan for Training 

Personnel to Serve Children with Blindness and Low Vision anticipated a severe shortage 

of direct service personnel as early as 2006 with an increasing negative impact on teacher 

numbers through the end of the decade. It is necessary to attract approximately 5,000 new 

teachers to the field to meet the needs of the ever-increasing population of students with 

visual impairments requiring specialized training.  

This study investigated the personality and background experiences of individuals 

who are attracted to work as educators with students with visual impairments. A sample 

of 132 teachers who had been trained at either the undergraduate or graduate level and 

were employed within their first five years as teachers with this specialization completed 

the Holland Self-Directed Search  (Form CP) and a Participant Profile form to ascertain 

the personality types and experiences of those new to the field.  

The study considered three variables: (1) gender, (2) race/ethnicity, (3) teacher 

training level and their association with Holland personality type (RIASEC). All three 

variables were weak predictors of the personality type of teachers of the visually 

impaired as indicated by Goodman and Kruskal’s tau. Results of the Holland Self-

Directed Search was a stronger measure of the personality type associated with becoming 

a teacher of students with visual impairments. The data related to the sample revealed 

that 65.2% of those responding identified themselves as Social type.  

Teachers identified how they became aware of the field prior to making a decision 

to enter a teacher-training program, what their reasons were for making a decision to 
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enter a training program to become a teacher of students with visual impairments, and 

which areas of their teaching experience differed from what they had expected prior to 

employment in the field. Limitations of the study, implications of the results for 

recruitment and retention of teachers of students with visual impairments, and 

recommendations for future research are provided.  
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                                                    CHAPTER 1 
 
                                                INTRODUCTION 

 

Special education teachers, including those who teach students with visual 

impairments, rank among the top three groups (math, science, and special education) in 

demand across the United States (Cortez, 2001).  Special Education News (1999) 

reported that since 1996 special education teachers have been in immediate demand by 

85% of United States public school districts. By 2000, the number of school districts in 

the country reporting a chronic shortage of special education teachers had risen to 98% 

(Boyer, 2000). Forty-five percent of secondary schools had job openings for special 

education teachers with approximately three-fourths of these schools indicating that they 

were having some level of difficulty filling these positions (Ingersoll, 2003).  

Employment figures for teachers and specialists working with students with visual 

impairments for 1999 showed 6,700 full-time equivalent (FTE) teachers and 1,300 FTE 

orientation and mobility instructors (Kirchner & Diament, 1999). The National Plan for 

Training Personnel to Serve Children with Blindness and Low Vision (NPTP), prepared 

in 2000, proposed that an 8:1 caseload would be a reasonable recommended average. 

Given such a caseload ratio, this would project the need for 11,700 teachers of students 

with visual impairments (TVIs) and an equal number of orientation and mobility 

specialists working within the field.  This number would require the recruiting and 

training of an additional 5,000 TVIs and a minimum of 10,000 orientation and mobility 

specialists to fill these positions. Contributors to the formulation of the National Plan 
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anticipate a severe shortage of direct service personnel as early as 2006 with an 

increasing negative impact on teacher numbers through the end of the decade. 

The characteristics of teachers who work specifically with students who are blind 

and visually impaired constitute the focus of this investigation. This investigation 

explores the internal and external aspects that attract individuals to a career in special 

education in the area of visual impairment. These aspects were identified through 

information gathered through interest inventory and a questionnaire completed by 

teachers currently employed as providers of direct service to school aged children with 

visual impairments. All participants surveyed were within the first five years of 

employment as teachers in the field. 

Background and Statement of Problem 

The demand for public elementary and secondary school teachers is predicted to 

grow over the next ten years. In 1984, there were approximately 2,380,000 teachers 

employed in the United States with the pool of teachers graduating each year from 

college and university programs falling 4% short of demand (Smith-Davis, 1984). While 

approximately 2,666,000 teachers were employed in public elementary and secondary 

schools in 1998 (Snyder, 1999; Yasin, 1999), the number of elementary and secondary 

school teachers is expected to increase by 1.1% annually to a total of 3.36 million by 

2008 (Gerald & Hussar, 1998). By 2013 the projected number of elementary and 

secondary teachers needed to staff our nation’s schools will be 3.6 million (NCES, 2003). 

Enrollment in grades K-8 has increased from almost 34.0 million in 1990 to 

approximately 38.4 million in 2000 (an increase of 13%) and is estimated to rise to 38.8 
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million in 2012. Enrollment in grades 9-12 has risen from 12.5 million in 1990 to about 

14.8 million in 2000 (an increase of 18%) and may rise to about 15.4 million by 2012 

(Gerald and Hussar, 2002). Given the projected increase in the number of school-aged 

children and the reported decline in the number of teachers entering the field, there will 

be a shortage of certified teachers available to work in classrooms across the United 

States.  

With the signing of the Federal No Child Left Behind Act of 2001 (Public Law 

107-110) on January 8, 2002, the need for qualified teachers has attracted new attention.  

Starting in the 2002-03 school year, schools that receive Title 1 money must hire only 

those teachers who meet each state’s definition for “highly qualified” teacher. One 

significant provision of No Child Left Behind (NCLB) is that all teachers, including those 

teaching special education, demonstrate that they meet the “highly qualified” standard by 

the close of the 2005-06 school year. “Highly qualified” means that a teacher of the core 

content curriculum possesses mastery of sufficient subject matter and skills to teach 

effectively in the teaching assignment as defined in the federal statute.  NCLB requires 

that special education teachers not only be fully certified in their field, but they must also 

meet separate subject-matter requirements for each of the core academic subjects they 

teach (Cortese, 2004). This additional requirement will add further stress to the dilemma 

of filling 200,000 new special education teachers to the field by 2009. Current university 

teacher training programs are capable of preparing only half that number (Education 

Week, 2004). Given this new directive, it is imperative that individuals best suited to 



   14
 

succeed in meeting the professional criteria set forth by the states be attracted to the field 

of education. 

            Teacher shortages have been particularly notable in the area of special education. 

The American Association of Employment in Education (AAEA) conducted a survey 

using a sample of current teacher preparation programs to report on the status of teacher 

supply and demand. Of the 63 teaching fields canvassed, 23.8% demonstrated a 

considerable shortage (Capa et al., 2003).  In the area of special education, the demand 

for teachers of students ages 6 to 21 increased by approximately 15% over the period of 

1987 to 1996 (Boe & Terhanian, 1998). The shortage of general education teachers 

averaged about 3.5% less than special education teachers (Boe, 1997). Boe attributes the 

chronic shortage of special education teachers to the annual demand for entering teacher 

hires at the 10% level versus 8% of the total demand in regular education. The number of 

graduates produced by teacher education programs constituted 50% of the demand to 

replace teachers in special education who were not fully certified in their positions as 

opposed to 86% in general education. Another contributing factor to the shortage of 

special education teachers was that 37% of those graduating in that field were already 

employed in teaching positions at the time of graduation compared to 18% of general 

education teachers. One trend that reduced the pool of special education teachers was a 

tendency to transfer to general education positions.  

            Teacher preparation programs for students with sensory impairments are not 

keeping pace with the population of students requiring such services. While the current 

demand for teachers of the deaf has increased in response to an approximate 30% 
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increase in the number of deaf students, the number of teachers being prepared to work 

with the deaf has remained relatively the same since 1990. Johnson (2003) reported 70 

institutions of higher learning in 34 states that offer undergraduate and graduate programs 

to prepare teachers of the deaf and hard of hearing. As of 2006 that number had increased 

to 72 with 17 programs offering undergraduate degrees, 36 programs offering graduate 

degrees, 16 programs offering both undergraduate and graduate degrees, and 3 programs 

offering teacher certifications only (Educational Enhancement for the Field of Deaf 

Education, 2006).  

            Similar trends in the growth of teacher preparation programs hold true for 

teachers of students with visual impairments. Surveys describing the personnel 

preparation programs for the training of teachers working with students with visual 

impairments monitor the changes that have occurred since 1987-88. As of 2002-03, there 

were 43 active university personnel preparation programs with 37 in public institutions of 

higher education and 6 in private institutions of higher education (Corn et al., 1997; Corn 

& Silberman, 1999; Silberman et al., 1989; Silberman et al., 2004). As of 2006, the 

number of teacher preparation programs had increased to 46 with 34 graduate and 12 

undergraduate programs being offered in 27 states (AERBVI, 2006). Program delivery 

models range from traditional on-campus programs to combinations of online and face-

to-face instruction.  

In 1998, the estimated number of students with visual impairments ranging from 

birth through 21 years of age receiving special education services was 93,600. Of this 

number, 32,700 were estimated as visually impaired only, 50,100 were estimated as 
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visually impaired with additional disabilities, and 10,800 were estimated as deafblind. 

For this period, 6,100 teachers of students with visual impairments, 600 teachers of the 

deafblind, and 1,300 orientation and mobility specialists were employed as professionals 

(Kirchner & Diament, 1999).  Given the 8:1 student to teacher ratio recommended by the 

NTPT, 11,700 teachers would be needed to educate students who were solely diagnosed 

with visual impairments, had additional disabilities, or were deaf-blind. The numbers of 

professionals prepared to teach within the field averaged 385 for the years of 1995 to 

1999 (Ferrell, 1999).  As of 1998 there would have been an estimated 43% shortfall of 

teachers to fill this need.  

One of the ten national goals related to the improvement of education to students 

with visual impairments (Huebner et al., 2004) identifies the preparation of a sufficient 

number of persons to educate these students. Goal 3 states: “Universities with a minimum 

of one full-time faculty member in the field of visual impairment will prepare a sufficient 

number of teachers and orientation and mobility (O&M) specialists for students with 

visual impairments to meet personnel needs throughout the country” (p. 8). Recruitment 

of individuals into the field of education for the blind is a key component of addressing 

the severe personnel shortage. The number of professionals entering the field has been 

approximately 400 per year (Ferrell, 1999). This number roughly offsets the number of 

professionals who annually exit the field due to attrition generally resulting from 

retirement. Kirchner and Diament (1999) reported that, of seventeen states surveyed, only 

four of the states had more than a cursory number with disabilities suggesting that the 
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field does not attract such individuals. As with the general field of education, the field of 

blindness is over-represented with white female teachers. 

NPTP states that “Ensuring an adequate supply of qualified professionals not only 

requires that current vacancies be filled, but also that an adequate number of 

professionals are attracted to the field of blindness and low vision so that caseloads are 

maintained at levels that provide adequate services…To enhance recruitment, efforts 

must be made to increase the attractiveness of careers educating students with blindness 

or low vision.” This study is designed to assist in identifying potential individuals for 

future employment based upon analysis of personality type and influences prior to 

entering the field.  

Purpose of the study 

The purpose of this study is the investigation of the personality and background 

experiences of individuals who are attracted to work as educators of students with visual 

impairments. Participants were drawn from across the United States and had completed 

accredited teacher training programs within the field.  There may be common experiences 

and personality types that draw individuals toward specific occupations and motivate 

them to pursue the training necessary to gain entry into the profession. For example, 

intrinsic or internal factors such as altruism and a desire to work with children contribute 

to undergraduate students’ pursuit of  degrees in education (Papanastasiou & 

Papanastasiou, 1997). These commonalities are identified within the context of Holland’s 

personality types (Holland, 1985).  
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This project focuses on the experiences and backgrounds of teachers of students 

with visual impairments employed in a variety of educational settings across the country. 

The purpose of the study is to gain an understanding of the specific personality types that 

are related to the selection of a career in special education working with students with 

visual impairments. One result of the study could be a set of recommendations for 

university training programs for recruitment of future educators through analysis of these 

experiences and personality types. Given the need for qualified teachers of students with 

visual impairments, it is important to identify potential recruits in this area. One of the 

recommended national strategies outlined within the National Agenda is to “develop a 

collaborative national recruitment program in conjunction with the Association for 

Education and Rehabilitation of the Blind and Visually Impaired” (p.19). There may be a 

method of early identification of potential teachers for prospective employment in the 

field based upon their personality types and incidents occurring during their lifetimes. 

There may also be ways to expose students within their early years of school to the 

activities and contacts identified by those individuals participating in the study that may 

impact the decision to become a teacher of students with visual impairments.  

Research Questions 

This investigation reports an analysis of interest inventories and questionnaires 

submitted by teachers currently employed in the field of special education working with 

students with visual impairments. Participants were selected based upon their knowledge 

and experience with the phenomena being studied and upon emerging study findings. 

Rubin and Rubin (1995) believe that individuals with similar backgrounds tend to 



   19
 

develop shared understandings that are communicated to others within a group and 

constitute their culture. 

The following questions were central in guiding this investigation: 

1. What were the most common experiences that brought about an awareness of 

the field of education in visual impairment for the responding teachers?  

2. What reasons do respondents identify for entering the field of education of 

students with visual impairments?  

3. What personality types, according to Holland’s Self-Directed Search Form 

CP, are most often associated with teachers of students with visual 

impairments? 

4. Is there a relationship between gender and personality types of TVIs as 

identified in the Self-Directed Search Form CP? 

5. Is there a relationship between race/ethnicity and personality types of TVIs as 

identified in the Self-Directed Search Form CP? 

6. Is there a relationship between degree level (undergraduate/graduate) and 

personality types of TVIs as identified in the Self-Directed Search Form CP? 

7. What differences do respondents express between their expectations prior to 

pursuing professional training and their experiences in their work as TVIs? 

The above research questions were developed with the assumption that one’s 

career tends to evolve as a result of the combined effects of inherited characteristics and 

the interests and competencies that emerge from the activities to which an individual is 

exposed (Holland, 1997).  
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Definition of Terms  

The following definitions are provided in reference to this investigation and are 

not intended to represent an all-encompassing definition of these terms.  

Career: A series of paid or unpaid occupations or jobs that one holds throughout 

his or her life (Sears, 1982) 

Career development: A lifelong process involving psychological, sociological, 

educational, economic, physical factors, as well as chance factors that interact to 

influence the career of the individual (Sears, 1982). 

External factors: Those factors influencing career participation that are 

outgrowths of the work situation including sociological influences and prestige and the 

economic aspects of the career choice (Isaacson & Brown, 2000). 

Internal factors: Those characteristics that are broadly shared with a larger 

number of individuals but contribute significantly to the uniqueness of the individual 

including gender, ethnic and cultural background, interests, and personality (Isaacson & 

Brown, 2000). 

Personality: Those enduring patterns of thought, feelings, and behavior that are 

expressed in different circumstances…The most prominent and well-understood 

components of personality are those that define individuals as consistently different in 

some ways from other individuals (Mannell & Kleiber, 1997).  
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                                                     CHAPTER 2 

                                    REVIEW OF THE LITERATURE 

This chapter contains a review of the theories developed over the past century that 

attempt to explain how individuals proceed in translating early life experiences, parental 

and societal influences, personal values and skills, and the individual psyche into their 

career choice. A number of theories have been postulated on career choice since the 

beginning of the 20th century. These theories range from the trait and factor theories of 

Super (1963) and Holland (1966), to the social learning theory of Krumboltz (1979), to 

the status attainment theory put forth by such notables as Blau and Duncan (1967). 

Tiedeman and O’Hara (1963) added the dimension of decision-making as it relates to 

continuously evolving differentiation and reintegration of the ego. It may be noted that a 

number of these theories are contemporary with both the Civil Rights and Women’s 

movements of the 1960s adding the aspect of women’s and minority career development. 

Questions have arisen as to the applicability and validity of such early theories for other 

than the male workforce.  

Secondly, the chapter includes a review of the literature related to the 

characteristics of general education teachers, special education teachers and, finally, 

teachers of students with visual impairments. Literature was chosen specifically for its 

identification of personality traits as they relate to performing the task of teaching. The 

literature also was selected to identify the motives that drive an individual to consider 

becoming a teacher and to remain within the field once hired.  
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Career Development Theory: A historical perspective 

As early as 1909 Parsons laid the foundation for trait and factor theory, also 

known as individuality theory of human nature, by outlining a three-tiered model for 

career guidance. This model included personal analysis, job analysis, and matching 

through scientific advising. Crucial to the adoption of such a theory was whether or not 

the principles underlying the theory were stable enough to be employed in the prediction 

of occupational behavior. Hogan, DeSoto, and Solano (1977) define traits as “enduring 

psychic and neurological structures located somewhere in the mind and nervous system.” 

Although traits are learned and possess a potential for change, they are considered to be 

relatively stable over time and can be measured both with validity and reliability. Factors 

differ from traits in that they constitute the characteristics required for job performance. 

The selection of one’s occupation results from an understanding between knowledge of 

one’s self and of the specific occupation (Chartrand, 1991). Parsons believed that 

matching one’s personal characteristics with the job requirements would increase the 

likelihood of job satisfaction and productivity. Instruments such as vocational interest 

inventories became a way of providing paper and pencil methods for such a matching to 

take place. 

            Bordin (1943) subsequently formulated a theory based on a psychoanalytic model 

involving ego identity and traits that emerge during psychosexual development. Bordin 

theorized that one’s involvement in work and career is grounded in the role of play in 

human activity. As the child engages in various play activities, an intrinsic satisfaction 

for specific aspects of those activities develops on the part of the individual. As Bordin 
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pointed out, each individual seeks out an experience of joy that contributes to a sense of 

wholeness. This experience extends to the type of work chosen. Throughout one’s life, 

the individual makes a series of career decisions based upon the need to create an ideal fit 

between self and work. The personal aspects of career development are formulated at an 

early age, with one’s personal development incorporating aspects of both the mother and 

the father.  At the same time, Bordin noted that the identity-building process, as it relates 

to career choice, is further shaped by the influences of extended family, cultural 

expectations, and even national needs. For example, the attraction of individuals to a 

specific occupation such as teaching may be the result of a public announcement that 

there is a shortage of personnel within that field. Finally, individuals are ultimately 

guided by personality factors to select specific careers. Bordin identified particular traits 

as present within occupational groups such as social workers who demonstrate empathy 

and acceptance, serve both as an agent and critic of society, and use words and verbal 

skills to redirect aggression. The presence of such traits may motivate an individual to 

pursue one occupation over another.  

          Following World War II, a new interest in personality theory arose with 

implications for education and vocational training. One of the strongest influences in 

vocational development at that time was Super (1953) who further investigated the role 

of self-concept as it related to vocational choice. One conclusion drawn by Super was 

that congruence between self-concept and other measures of similar traits such as self-

understanding would demonstrate a positive correlation with age in adolescence and the 

strength of certain needs. Super identified a set of three distinct stages that an individual 
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experiences in his or her attainment of a specific occupation: Exploration, Translation, 

and Implementation of the self-concept.  

Within the stage of Exploration the individual develops an awareness of how he 

or she is unique as well as similar to others. The person is constantly attuned to the 

nuances of his or her surroundings and evaluating his or her current behaviors in light of 

what is observed. One’s behavior may be modified to align more closely with the 

behaviors of others. Children at this stage may engage in role-playing activities such as 

playing doctor or teacher in order to experience what a particular job may be like. These 

experiences are somewhat limiting since they are based upon what the child directly 

observes. This type of play lacks the input of knowledge as to what level of training is 

required or what other job duties the worker might need to perform. Thus a child who 

plays teacher may be unaware of the level of preparation needed to present a lesson or the 

knowledge of various learning styles manifested by students in the classroom. Beyond 

these activities, the adolescent further tests reality through feedback on school 

coursework and involvement in extracurricular activities. This information is used to 

either strengthen or redirect career choice.  

During the Translation stage, the adolescent begins to identify adults who are 

engaged in a desired occupation. The adolescent is likely to be able to enumerate 

character traits of that adult in terms of likes and dislikes. The teacher is “fun”, “strict”, 

“artistic”, or “nice to be with.” The adolescent begins to match the characteristics of the 

adult with his or her own personality traits and to motivate him or her to consider that 

occupation as a possibility.  
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In the Implementation stage, the individual has completed the steps for entering 

into an occupation and begins to develop a group identity with that profession. The first 

teaching assignment signifies an educator’s entrance into his or her chosen field and 

affirms that the individual has made the right career choice.  

            For Super, the process of career choice reflects one’s self-concept. Super defines 

self-concept as “self percepts which have acquired meaning and which have been related 

to other self concepts. A self-concept is the individual’s picture of himself, the perceived 

self with accrued meanings” (p. 18). The occupational statements that one makes are 

considered to be an incorporation of the self-concept. Statements such as “I am going to 

be a teacher” or “I am good with children” will serve to motivate an individual to pursue 

a career that is compatible with those beliefs. Super discusses the role of congruence as it 

relates to compatibility between occupational self-talk and self-concept. His model 

allows for the possibility that there may be more than one occupation that exists as an 

implementation of the self-concept. The influence of the trait-factor approach has 

provided theorists with the ability to measure and clarify the components of the self-

concept thus allowing for the application of self-concept theory to vocational psychology.  

            Vocational choice has been viewed as falling along a developmental continuum 

much like that described by Piaget in the case of learning. Ginzberg, Ginsburg, Axelrad, 

and Herma (1951) postulated that vocational choice occurred during a process consisting 

of three stages: Fantasy, Tentative, and Realistic. The Fantasy stage occurs up until about 

ten to twelve years of age. During this time the child’s occupational choices are more 

arbitrary in nature and do not reflect a sense of reality. The child’s preferences for jobs 
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such as fire fighter, police officer, or astronaut demonstrate a lack of understanding of the 

duties and training required. At about the age of 12 the individual enters the Tentative 

stage in which he or she begins to question activities in terms of what he or she does well. 

There is a notion that some types of tasks are done more competently than others and that 

there is a sense of internal gratification over the performance of certain tasks.  

As the individual approaches 18 years of age he or she begins to differentiate 

between likes and dislikes and to apply societal and parental values to occupational 

choices during the Realistic stage. Feedback on the soundness of one’s vocational choice 

is received either through entry-level positions or college grades and coursework. While 

this developmental model seeks to provide an explanation as to what occurs within 

individuals as they move through childhood to the point in which a clear vocational 

choice is made, the model does not address the variables of preference, choice, and 

attainment; nor does it explain what occurs with older individuals (Osipow & Fitzgerald, 

1996). 

             Tiedeman and O’Hara  (1963) approached career choice as a function of the 

developing self. The self is in a constant state of flux, either expanding or contracting. 

During one’s lifetime, the individual will make decisions at points of discontinuity with 

the past; career choice is one of these decisions. The decision-making process for 

Tiedeman and O’Hara consists of a sequence of three steps: Exploration, Implementation, 

and Adjustment. The entire process involves movement from a disorganized view of 

occupations to a clearer understanding of the choices available and their inherent 

advantages and disadvantages. Based upon the information gleaned, the individual passes 
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through periods of doubt and must reevaluate the decision. Once the individual is 

employed, he or she must assume the purpose of that group.  Conflict may occur at this 

time as the individual attempts to align his or her self-concept with that of the group, in 

some cases trying to modify the group to provide more congruence. Eventually, the 

individual resolves this conflict and achieves integration. 

Career development models have examined the possible ways in which 

individuals proceed with determining occupational choices. Career theorists propose a 

number of philosophical assumptions as to how individuals choose a particular path. The 

result has been the generation of psychoanalytic, life-span, behaviorist, social-cognitive, 

humanistic, and biopsychological theories. Disagreement has occurred among theorists as 

to whether choices are primarily influenced by heredity or the environment, by our drive 

to draw upon our uniqueness or our commonalities, by our own initiative or reactions to 

outside stimuli, or by predetermination or the ability to exercise our free will.  Each 

theory presents both strengths and weaknesses in identifying factors that determine how 

individuals go about the task of selecting a career path.  

Holland’s Theory and its relevance to occupational choice 

Personality has been identified as an important factor in influencing vocational 

interests and choices. Seligman (1994) states, “The many studies conducted on the 

occupational distribution of personality types…make it clear that nearly all occupations 

have several characteristic personality types that are over represented, whereas others are 

under represented” (p. 152).  Individuals employed in the helping professions are likely 

to choose careers that are founded upon childhood experiences, beliefs and values, 
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personal and professional goals, and family and peer influence to serve others (Fischman 

et al., 2001).  The teaching profession may attract individuals who consider the 

educational field as a good “fit” and who wish to make a contribution to society and to 

work with young people (Young, 1995). Studies on both prospective teachers and those 

employed in the field show that the two main reasons for entering the field are the desire 

to work with young people (Brown, 1992; Serow et al., 1992; Thom, 1992) and the desire 

to make a contribution to society (Freidus, 1992; Goodlad, 1984; Richardson, 1988).  

There are a number of theoretical perspectives on personality that are centered on 

personality traits. Allport (1937), Cattell (1950), Eysenck (1967), and Goldberg (1993) 

have proposed models to address the rather stable patterns that individuals demonstrate in 

a variety of social and personal contexts. These models assume that traits are relatively 

stable over time, that traits tend to differ among individuals, that traits can influence 

behavior, and that these unique traits can be reliably measured.   

Holland expanded Parson’s trait and factor match by devising a typology of 

personality traits, aptitudes, interests, and occupations (Spokane, 1996). His theory drew 

from the models developed by others who considered traits to be an important component 

of occupational choice.  Holland introduced an environmental component to the trait and 

factor theory. He began his work in the late 1940s and early 1950s culminating in several 

revisions to his original theories and thus leading to his hypothesis (1985) that it is 

possible to categorize individuals into a finite number of types. He believed that one’s 

vocational interests are but a single aspect of what is commonly referred to as 

personality. The information gathered from vocational interest inventories is more than 
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the comparison of the traits of the individual completing the inventory with those 

employed in specific occupations; it is also the reflection of the individual’s self-concept, 

life goals, and originality. Although there is always an element of chance involved in 

career choice, it is most likely that one’s choice of occupation is an expression of 

personality. Holland also proposed that individuals respond to life situations in similar 

ways because they share common personality traits. When one attains congruence 

between personality and the work environment, that individual is more likely to have a 

sense of stability and satisfaction.  

           Holland based his theory on four basic assumptions.  He identified six specific 

types of persons within the workforce: Realistic, Investigative, Artistic, Social, 

Enterprising, and Conventional (RIASEC). For each of these six types of persons, there is 

a corresponding work environment of the same name. Holland believed that people seek 

out the work environment that allows them “to exercise their skills and abilities, express 

their attitudes and values, and take on agreeable problems and roles” (p. 4). He viewed 

behavior as the result of the interaction of personality and environment affecting 

occupational selection, job changes, and achievement in the workplace. Holland believed 

that the personality type of the parent has an influence on the personality type of the 

child. The types of activities present in the home, the materials and possessions, and 

relationships with others affect interests leading to personality traits. These personality 

traits ultimately contribute to the typology manifested within the work environment.  

Holland (1985) purported that one’s choice of vocation is an expression of one’s 

personality. When an individual chooses an occupation, he or she is acting on such 
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factors as motivation, ability, personality, and knowledge gained through experience. 

Holland believed that individuals within a certain profession such as teaching have 

similar personalities and histories of personal development. As a result of these 

similarities, there is the expectation that individuals will act with a certain level of 

predictability and will create interpersonal environments that reflect their common 

characteristics. An individual whose personality and environment are congruent is more 

likely to experience satisfaction and stability within the work setting than the individual 

who is not well matched.  

According to Holland’s theory, six personality types (RIASEC) emerge based on 

heredity, activities that one engages in throughout the formative years, one’s interests, the 

competencies that result from engaging in specific behaviors, and one’s dispositions 

toward life tasks. The home and school environment and the people within them will 

influence these five factors. The six personality types listed previously will direct one’s 

vocational choice to an area most compatible with his or her typology. Thus, a person 

with a Realistic personality type will seek out an environment that reinforces that type, 

i.e. a person with mechanical competencies will secure employment in an automobile 

maintenance department or in construction. Holland created the Self-Directed Search in 

1971 to provide career-related information for occupations and fields of study that most 

closely match the individual’s interests. As of 1999 over 24 million people have taken the 

Self-Directed Search as a way to clarify their occupational choices. It is one of the most 

widely used self-assessments within the field of career counseling (Bolles, 2006; Figler & 

Bolles, 1999). 
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Holland believed that teaching as an occupation is contained within the Social 

personality type. Holland thought that individuals who are attracted to the field of 

education perceive themselves as “liking to help others, understanding of others, having 

teaching ability, and lacking mechanical and scientific ability” (p. 16). Among the 

behavioral traits that such an individual would demonstrate as a Social type would be: 

cooperative, friendly, helpful, idealistic, persuasive, sociable, and tactful. When problem 

solving, the Social type will more likely depend upon emotions and feelings, as opposed 

to drawing from intellectual resources. Holland (1992) viewed each of the personality 

types as points on a hexagon, referring to them as General Occupational Themes (Figure 

1).  

 

                            Realistic                        Investigative 

   
               Conventional                                  Artistic 

 
                     Enterprising                        Social 

Figure 1. Holland’s Hexagonal Model (Holland, 1985).  

Realistic (R) typology is characterized by a preference for physical or mechanical 

activities. The work environment would focus on concrete, practical activities that would 

typically involve the use of machines and tools. Disciplines often associated with the 

Realistic type would be electrical engineering, carpentry, and military science.   

Investigative (I) typology is characterized by a preference for scientific activities. 

The work environment would emphasize the creation and use of knowledge through 
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investigation and problem solving. Disciplines that would be considered Investigative 

would be biology, mathematics, and economics. 

Artistic (A) typology is characterized by a preference for creative activities and 

emphasizes ambiguous, unstructured endeavors. The associated work environment would 

encourage the acquisition of innovative and creative competencies. Architecture, music, 

and theater are examples of the Artistic disciplines. 

Social (S) typology is characterized by a preference for service activities focusing 

on the healing or teaching of others. The work environment would emphasize the 

acquisition of interpersonal competencies. Disciplines included within the Social 

category would be nursing, special education, and political science. 

Enterprising (E) typology is characterized by a preference for leadership activities 

that reward popularity, self-confidence, and aggressiveness. The work environment is 

oriented towards personal or organizational goal attainment through leadership or 

manipulation. Enterprising disciplines include business, journalism, and computer 

science. 

Conventional (C) typology is characterized by a preference for clerical activities 

emphasizing a conventional outlook concerned with orderliness and routine. The work 

environment focuses on meeting requirements or needs through the use of machines or 

numerical computation. Examples of the Conventional disciplines would be accounting, 

office assistant, and data processing.  

Individuals who demonstrate a preference for the Social type are more attracted to 

environments in which they are training, teaching, or pursuing cooperative group 
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projects. These individuals seek an environment that allows them to develop inter-

personal skills, verbal abilities, and counseling and communication skills.  Kin Shing 

(1993) studied the correlation between personality type, verbal skills, and communication 

skills. His findings supported his hypothesis that a congruent person had higher verbal 

and better communication skills than the incongruent person related to student teachers 

with different levels of personality-environment congruency. High verbal skills and 

effective communication skills are characteristic of the Social type person. These 

individuals perceive themselves as idealistic, friendly, tactful, noncompetitive, 

cooperative, and possessing well-developed social skills. Others perceive Social types as 

being understanding, agreeable, helpful, and gregarious. Individuals within this type tend 

to place value on fairness, relationships, social change, and understanding. The career 

choices that would support this personality type would include counselor, social worker, 

teacher, clergy, personnel director, nurse, and speech pathologist.  

Holland’s theory of personal-environment fit has been in existence over the past 

40 years addressing both the psychological and sociological components related to 

vocational choice as well as that of a college major.  Using the Holland classification 

codes within the work environment, Reardon et al. (2001) reported the results of a 40-

year study of the frequency of each of the types as represented across occupations. The 

researchers observed that, when jobs were categorized as occupations, there has been 

little shift in the stability of the six kinds of work as expressed by their Holland codes.  

The Realistic area continues to lead both employment and occupational categories with 

the Artistic area constituting the smallest number of categories. The numbers of 
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occupations within the Realistic, Investigative, Artistic, and Conventional areas have 

remained relatively stable. There has been a slight decrease in the number of occupations 

within the Social area and an increase within the Enterprising area. The Social area leads 

the other five areas when identifying the 25 occupations demonstrating the greatest 

growth projections, high earnings, and low unemployment (Gottfredson & Holland, 

1996; Reardon et al., 2000). 

While Holland’s theory continues to be widely used and accepted, there are a 

number of authors who caution that career choice may involve more than simply 

matching one’s personality type to a corresponding work environment. Holland himself 

believed that his theory did not adequately address the career development process for 

women and specific racial and ethnic groups. He advised professionals applying his 

theory to consider that “age, gender, social class, physical assets or liabilities, educational 

level attained, intelligence, and influence” (p.12) may affect the successful application of 

his theory (Holland, 1985). Limitations to the practical application of the theory for 

women (Farmer et al., 1998; Savickas & Lent, 1994) and for non-White races (Watson et 

al., 1999; Wheeler, 1992) have been specifically identified for consideration. The 

external cross-cultural validity of Holland’s theory for workers in India (Leong et al., 

1998) suggested that “culture specific determinants of occupational choice should be 

studied as alternatives to the Western assumption of vocational interests being the 

primary determinants” (p. 453). 

Another point of consideration is that specific characteristics as defined by trait 

and factor theory may cross personality types. Stogdill (1948) analyzed more than 124 
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trait studies conducted between 1904 and 1947 identifying eight common leadership 

characteristics among the studies he reviewed. He determined that individuals do not 

emerge as leaders simply because they possess these traits, but rather the traits that 

leaders possess must be relevant to the situation in which he or she is functioning. 

Effective leaders have been identified as demonstrating a combination of task-related and 

team maintenance problem-solving approaches (Yuki et al., 1990) that may cross 

personality types.  Holland’s (1985) theory of occupational types has been suggested as a 

method for classifying teams according to their Holland type that are more responsive to 

specific leadership styles. Thus, Realistic and Conventional groups are more likely to 

respond to task-oriented and authoritarian leadership; Enterprising and Social teams 

respond best to process, interaction, and participation.  However, little attention has been 

given to what leadership style is best suited for Artistic or Investigating types (Hogan et 

al., 1994). Considering the demands of employees in the 21st century, specific roles 

required within a position in the workplace may result in a variety of Holland types 

identified that are suitable to perform those required functions.  

Characteristics of teachers as a profession 

There is little research related to what attracts an individual to become a teacher 

of visually impaired students. Since the research in this area is so sparse, it is necessary to 

begin with the elements that attract an individual to the field of education in general. 

Dodge (1943) described a successful teacher as one who is more at ease socially, more 

willing to assume responsibility, more sensitive to the opinions of others, and took more 

time in the decision-making process. Witty (1951) surveyed students who indicated that 



   36
 

traits of cooperation, democratic attitude, kindness and consideration, patience, personal 

appearance and pleasing manner, fairness and impartiality, flexibility, use of recognition 

and praise, and unusual proficiency in teaching marked an effective teacher.  

Super (1953) believed that an individual’s career path is determined by such 

factors as one’s socioeconomic level, one’s mental ability, personal characteristics, and 

the opportunities that one is exposed to early in life.  Roe (1956) found that individuals 

who chose teaching as a career were motivated to enter the field through their interest in 

children, interest in a particular subject matter, and security. Many of the individuals 

polled by Roe had had friends or relatives that were teachers. She identified teachers as 

more likely drawn from urban than rural areas. At the time of her writing, Roe 

ascertained that the fathers of teachers were more likely to come from business or skilled 

labor as opposed to coming from the professional fields of law or medicine.  

Wynn (1960) provided both a description of personal characteristics of teachers as 

well as demographic information. He found that approximately 75% of teachers were 

female and that two-thirds of this group were married. The median age for teachers at that 

time was 43 years for females and 35 years for males. Most of the individuals who 

entered teaching came from middle class parents. They tended to view teaching as a way 

of becoming upwardly mobile having come from families that were less well situated 

financially. At the time of his writing, four out of five teachers had attained a Bachelor’s 

degree and about one-fourth of the teachers held Master’s degrees. The average length of 

teaching at that time was 13 years with females tending to remain in the field longer than 

males. After 10 years of teaching, twice as many women remained in the field as men 
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(two-thirds compared to one-third). Teachers almost unanimously described their 

colleagues as cooperative and friendly. Wynn described teachers of special education as 

having affection for children with disabilities, demonstrating the qualities of patience, 

persistence, originality, and tolerance, and having a deep understanding of the nature of 

the disability.  

Grant and Murray (1999) surveyed teachers and found results similar to those of 

Wynn. The median age and percentage of women were virtually identical to those found 

almost 40 years earlier. Most individuals polled were now more likely to come from 

families of professionals, semiprofessionals, managers, and self-employed workers rather 

than the working class and farm families of the 1960s. The number of teachers holding 

Master’s degrees had risen from 25% to 56%. The reasons for choosing education as a 

profession had remained stable during this time with 66% saying that they liked working 

with children, 38% liking the inherent meaning and value of the career, 16% expressing 

interest in a specific subject area field, and 17% citing job security.  

In a sample of 53 pre-service teachers, 20% of those assessed were categorized as 

having a similar personality type on the Myers-Briggs Type Indicator (MBTI), a theory 

for explaining propensity or preferences toward favored or natural behaviors or abilities 

based on Jung’s (1971) theory of psychological type (Daugherty et al, 2003). Personality 

type refers to the psychological classification of different types of people as distinguished 

from their personality traits. The Myers-Briggs Type Indicator (MBTI) was developed as 

a result of Jung’s work in the area of personality type published in the early 1970s. The 

MBTI yields included four polar scales consisting of: 
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               Extroversion ---------------------------- Introversion 

               Sensing ----------------------------------- iNtuition 

               Thinking --------------------------------- Feeling 

               Judging ----------------------------------- Perceiving  

The resulting personality profile consists of the highest scores from each of the 

pairs of scores on Extroversion versus Introversion; Sensing versus Intuition; Thinking 

versus Feeling; and Judging versus Perceiving. Extroversion-Introversion refers to how 

individuals focus their attention or direct their energy, either outwardly or inwardly. The 

Sensing-iNtuition scale refers to how people prefer to process information. Decision-

making is reflected on the Thinking-Feeling scale while the Judgment-Perception scale 

relates to how people prefer to live. There are 16 personality types that emerge from the 

scoring of the MBTI such as INFP or ESTJ. Each of the 16 personality types possesses 

certain preferences including a preference for specific work environments (Isaacson & 

Brown, 2000; Peterson, 1995).  The number of teachers who scored within a similar 

personality type (Daugherty et al, 2003) is significant when one considers the probability 

of a 1 in 16 chance (6.25%) of classification within an MBTI personality type.  

A number of studies have attempted to identify characteristics of individuals who 

are attracted to general education. Daugherty et al. (2003) believed that personality style, 

motivation, and creative thought could be linked to self-reflection and provide possible 

indicators of pre-service teachers who would be effective in the classroom. This 

personality type was characterized as enthusiastic, imaginative, and intuitive, with a 

greater range of interests and abilities than any of the other fifteen clusters of the MBTI. 
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One particular factor in assessing teacher education candidates may be the creative 

construct as measured by the Torrance Tests of Creative Thinking (TTCT). Individuals 

with potential for becoming effective teachers scored higher than their peers on the 

constructs of fluency, flexibility, and originality. 

Wicklein and Rojewski (1995) investigated the relationship between 

psychological type and professional orientation among educators in the technology field 

of study. Individuals responding to the three-part questionnaire provided a distinct profile 

of personality and temperament types as described on the MBTI with a higher prevalence 

of ESTJ, ENTJ, ENFJ, and ISTJ (69%) than that of the general population. Both 

technology educators and the pre-service teachers surveyed by Daugherty et al (2003) 

demonstrated a higher percentage of ENFP personality types than their counterparts. 

Given these results, individuals attracted to education programs in technology will be 

those who prefer conceptual responses to problem solving, critical thinking, and 

creativity. There is some correlation between with MBTI and Holland typology, i.e. many 

people who prefer Judging also score high on Conventional, while Intuitives tend to 

prefer Artistic pursuits. The MBTI personality types identified in this study translate to 

the Artistic, Enterprising, and Social personality types described by Holland.  

A survey of 73 undergraduate therapeutic recreation majors (Jin & Austin, 2000) 

resulted in the identification of ESFJ as the most dominant personality type (24.7%), 

followed by ENFP (19.2%). The ESFJ type tends to be warm-hearted, socially 

gregarious, nurturing, and rule-bound. They tend to value stability, harmony, 

relationships, and pragmatics. They function best in work environments that provide 
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practical service to others and do not require them to learn theories. They prefer structure 

and organization within the workplace (Lore, 1998). Given the need for a significant 

number of teachers to enter the field of education, the question arises as to what type of 

individual identifies teaching as a potential career choice and then pursues this choice 

through a formal educational program.  

Individuals who chose physical education careers expressed a desire to work with 

others believing that their profession offered a valuable service to others (O’Bryant et al., 

2000). Prospective teachers stated a strong commitment to teaching, an enjoyment in 

working with children, and their own past sporting experiences as influencing them to 

pursue physical education instruction. Other instructional and educational experiences 

that influenced their entry into teaching included coaching experiences, personal training 

certification, and camp experiences. The most powerful reason for entering this field was  

a love of physical activity and a desire to work with children. Lack of initial support from 

family and friends was listed by a number of recruits into the field as a common 

experience. Those individuals who pursued a career in physical education shared similar 

beliefs about what they hoped to accomplish as a result of teaching in a school setting. 

They believed that they could serve as role models for a healthy, active lifestyle and 

could contribute to the development of the students’ self-esteem. It was important to them 

that they possessed a good understanding of their content beyond simply engaging in the 

activity. There was a desire to help students know about and appreciate the importance of 

physical activity on their daily lives.  
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Characteristics of special education teachers 

Identification of specific characteristics that distinguish special education 

professionals may serve to provide an empirical basis for future selection and training. In 

a survey of 209 students who were diagnosed with emotional and/or behavior disorders, 

African American students viewed teachers who were humorous, entertaining, relaxed, 

and caring as possessing desirable traits. The 31 Likert-type questions included in the 

survey reflected a characteristically feminine orientation that focused on intimacy, 

acceptance, cooperation, empathy, interpersonal connection, and a sense of community. 

One recommendation of the study was that researchers should be encouraged to assess 

similarities and differences among teachers that could impact teacher recruitment and 

training since there is little information regarding what the specific characteristics of 

successful teachers in this field would be (McIntyre & Battle, 1998). 

To determine if there was a personality type associated with working as an 

interpreter for the deaf, Blake (1995) surveyed 35 interpreters currently working in the 

field and 37 students enrolled in interpreting programs. Her results showed that the 

predominant type was INFJ for employed interpreters and ISFJ for students using the 

Myers Briggs Type Indicator. She postulated that the difference might be attributed to the 

students learning through their studies that interpreting required message analysis and 

processing skills, in addition to the manual skills needed. This requirement may have 

caused them to lose interest in the field and drop out of the program. Blake also thought 

that, since most college professors were Intuitive and not Sensing types, the lecture 

format for training might have contributed to the decision to discontinue the program 
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since the ISFJ personality type tends to want only the skill rather than the accompanying 

theory. The INFJ personality type identified as representative of employed interpreters is 

characterized by a desire to study complex concepts, an enjoyment for theory-oriented 

coursework, and feeling at home in academia. They tend to be intellectual, diligent, 

compassionate, and peace-loving. They seek careers that advance their humanistic ideals 

and engage their values. Special education teachers differ from the INFJ obtained by the 

interpreters surveyed in the Blake study in that these teachers are most commonly 

represented as ENFP who are seen as pursuing careers that are personally meaningful, 

allow for full self-expression, provide for a creative outlet, and contribute to others in 

some way (Lore, 1998).  

Characteristics of teachers of students with visual impairments 

This current investigation explores both the internal and external factors that 

influence an individual to pursue the education of students with visual impairments as a 

career. Studies addressing the reasons that professionals are attracted to work with 

individuals with visual impairments are limited. Given that the incidence of visual 

impairments constitutes only about 0.1% of the population of the United States (Wenger 

et al., 1996), the general population has little information about specific educational 

programs for these students compared to what is communicated about public school 

education as a whole.  

In a pilot study conducted in 2000, this researcher interviewed two teachers who 

were currently working with students with visual impairments. Each of them had been 

employed as a TVI for less than five years. One of them worked as an itinerant teacher 
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and the other was employed as a teacher within a residential school setting. Both 

individuals were reared in homes that valued education. Neither of the teachers had 

majored in education as an undergraduate. Both of them indicated an interest in working 

with children as to what attracted them to pursue an advanced degree in education. In 

addition to an interest in children, the themes of fairness and impartiality, interest in 

subject matter, concern for human welfare, student expectations, and job satisfaction 

were present for both of them. Both individuals had had contact with a professional 

working in the field prior to entering a teacher-training program. This experience 

appeared to be a key motivator for each of them.  One of the teachers expressed a need 

for more exposure to this field as a viable career choice for individuals. The concern was 

related to a lack of understanding as to what is involved in educating students with visual 

impairments and the need for trained teachers to deliver necessary services (Petrovay, 

2000).   

Hong et al. (2000) focused specifically on the factors that led individuals to 

pursue an educational program to prepare them to become teachers within the field. 

When asked how professionals first became aware of the occupation of working with 

students with visual impairments, 41.1% stated that contact with a professional provided 

them with information on the nature of the job requirements. 23.8% of those surveyed 

became aware of the profession through contact with a friend or acquaintance. These 

friends and acquaintances were not generally individuals with visual impairments. 

Another 15.3% were influenced as a result of reading books or journal articles related to 

the topic of visual impairment while the same number had volunteered prior to 
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considering entry into the field. Of those individuals surveyed, 12% cited their direct 

experience as a person with a visual impairment as a primary determinant of their career 

choice.  

The most prominent motivators for entering the field according to the 

aforementioned study were a desire to help others (60%), contact with professionals in 

the field (44.9%), interests in the methods used in working with people with visual 

impairments (43.5%), availability of tuition and stipends as an incentive for entering the 

field (27.7%), and contact with a family member or friend with a visual impairment 

(17.4%). Newer teachers with five or less years of experience responding to the survey 

were more likely to identify professional contact as the means by which they first learned 

about the field. While personal contacts serve as a major source of information for 

entering the field, 49% of all respondents reported multiple influences in terms of their 

awareness.  

Dignan (2003) surveyed persons employed in the field in an attempt to identify 

potential professionals. Of the nearly 400 responses to the survey, 68% were completed 

and returned by individuals working directly with children. The average number of years 

for employment in the field was 15 with a mode of 5 years. Those professionals 

submitting surveys identified factors that influenced them to enter the field. The most 

common response, other than an interest in working with children or adults with visual 

impairments, was that the individual liked teaching but did not want to work in a 

traditional setting or with a traditional population (16.5%). The next most commonly 

identified factors were the opinion that the field seemed intellectually stimulating or 
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challenging (12.1%), a desire for the individual to work in a helping profession (11.7%), 

and ready accessibility to a training program (10.9%). Availability of jobs (9.2%), 

knowing a family member or friend who had worked with individuals with visual 

impairments (4.2%), and interest in a medically-related profession (2.3%) were also listed 

as influencing factors. 

Knowledge of career opportunities and/or training in the field of visual 

impairments drew from a variety of sources according to Dignan’s survey. The majority 

of information (23.1%) came directly from a university or other training program. Two 

other sources of information were recruitment by a professional already working in the 

field (19.9%) and contact with an individual with a visual impairment outside of an 

educational setting (13.9%). Other individuals learned about the profession through 

friends or family members (9.8%), brochures (4.7%), and information made available 

through a website (1.2%).   

Variables affecting career choice related to becoming a teacher  

Gender. There are few, if any, studies that cite gender differences and personality 

in relationship to the choice to become a teacher of the visually impaired. Hong et al. 

(2000) found that males were more often motivated to enter the field through their desire 

to help others (67.0% vs. 59.0%), while females were more likely to be motivated by 

their interest in the methods employed in classroom instruction (46.3% vs. 31.8%). Males 

were also more likely to choose the profession based on contact with a professional 

working in the field (58.0% vs. 41.3%), as opposed to females who chose the profession 
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based on contact with a family member, friend, or acquaintance having a visual 

impairment (19.2% vs. 10.2%).  

A number of studies address the role that gender and personality type play in 

selecting education as a profession (Green & Weaver, 1992; Grogan, 1996; Smulyan, 

2004). While individuals are choosing to pursue careers in nontraditional occupations, i.e. 

males choosing to become kindergarten teachers and females choosing to become heavy 

machine operators, there is still a tendency for females to express preferences for 

occupations that involve social interaction and social service (Social) and males to more 

likely express preferences for occupations that involve the control and manipulation of 

concrete objects (Realistic). This pattern is reflected in a number of studies conducted 

with undergraduate students in both education and non-education programs (Chung & 

Harmon, 1994; Murray & Hall, 2001; Wilhelm, 2001). Societal norms may influence 

females to continue to enter the teaching profession since women are considered to 

possess traits that are compatible with their role as teachers. Among these traits are 

helper, warmth, emotionality, passivity, and deference as opposed to more male-oriented 

traits such as leader, ambitious, rational, active, and independent (Pavan, 1991; Yeakey et 

al., 1986). Women continue to constitute the majority of classroom teachers with 83% at 

the elementary level and 54% at the secondary level, while men dominate the position of 

principal with 58.9% at the elementary level and 86.2% at the secondary level (Henke et 

al., 1996).  Eccles (1994) suggests that, although males and females do not differ in the 

value they put on achievement in a job or in doing intellectual or creative work, women 

are more likely to place more value on “the importance of making occupational sacrifices 
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for one’s family and on the importance of having a job that allows one to help others and 

do something worthwhile for society” (p. 600). Women tend to enter the field of 

education because of their love of children, its social acceptance, and its opportunity to 

make a difference in the world through teaching. Teaching may also continue to attract 

women who believe that they have limited opportunities to pursue other fields (Pavan, 

1991).  

Males continue to be under-represented as teachers in what is a traditionally 

female-dominated occupation. Males are more likely to be discouraged from entering the 

field of education that is perceived as possessing lower status and salary (Chusmir, 1990). 

Men who express interest in or choose to become teachers may be at greater risk than 

women who enter the field to be unsupported or devalued for engaging in nontraditional 

behavior (Hayes, 1986; O’Neil, 1990). A male’s choice to become a teacher may be 

affected by factors such as the importance of masculine gender roles and vocational 

interests based upon early socialization experiences (Jome & Tokar, 1998). While male 

teachers may be expected to assume such roles as compensating for absent fathers, 

providing children with examples of males in a “nurturing role,” or providing alternate 

modes of teaching in the classroom, this may not be what is occurring in the classroom 

(Ashcraft & Sevier, 2006). At least half the men included in their study demonstrated a 

tendency to distance themselves from the nurturing behaviors typically associated with 

female teachers. Differences in how male teachers view themselves in the classroom may 

affect teaching behavior revealing that conceptions of masculine and feminine activities 

may be reflective of values. A disproportionate number of males leave the classroom to 
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pursue administrative positions as a way of attaining or retaining higher status within a 

low status profession (Kaestle, 1983).  

               Race/Ethnicity. For the purpose of this study, race and ethnicity were grouped 

within five categories identified through the United States Census Bureau. Within the 

category of race are included White, Black or African American, American Indian and 

Alaska Native, and Asian. Hispanic or Latino is considered to be an ethnicity as defined 

by the federal government for data collection and presentation purposes. These five 

categories are most often used for reporting purposes of such groups within the U.S. 

population. In 1993 White American teachers constituted 86% of those teaching special 

education, with 10% African American, 2% Hispanic, and 2% combined Asian American 

and Native American teachers within the same field. These teachers were employed in 

classrooms composed of 62.3% White, 20.1% African American, 14.5% Hispanic or 

Latino, 1.8% Asian, and 1.3% Native American demonstrating an imbalance in 

proportions between the race and ethnicity of special education teachers and their 

students (Smith-Davis & Billingsley, 1993). Statistics for ethnicity of public school 

teachers in 2003 showed that White teachers represent 83% of the teaching force in the 

United States (National Center for Education Statistics, 2006), which closely reflects 

their proportion (80.4% of the general population) as reported in the 2000 United States 

census. Eight percent of teachers included within these statistics were non-Hispanic 

Black, 6 percent were Hispanic, approximately 1 percent were non-Hispanic American 

Indian or Alaska Native, about 1 percent were non-Hispanic Asian, and less than 1 

percent were non-Hispanic Native Hawaiian or Other Pacific Islander.  By the year 2020, 
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the number of White Americans is projected to decline to 63% with other races and 

ethnicities increasing in numbers. Within these categories, Asian and Pacific Americans 

are expected to comprise 6% of the population; Hispanics or Latinos, 17%; African 

Americans, 13%; and Native Americans, 1% (Artiles et al., 2001)  

An analysis of the ethnicity of teachers of students with visual impairments 

employed in Texas revealed that, of the 804 teachers employed in 2005, 66 or 8.2% were 

non-White and, of the 744 teachers employed in 2006, 80 or 10.7% were non-White. The 

majority of teachers within the non-White category were concentrated in the urban and 

border areas of Texas with much fewer located in the rural areas which is the 

predominant center of population within the state (KC Dignan, personal communication, 

September 10, 2007).  

The motivation to enter and subsequently to continue within the profession of 

teaching has shown a decline among ethnic minorities. The Council for Exceptional 

Children (2001) reports that approximately 14% of students in special education teacher 

training programs are members of underrepresented minority groups with 64.7% of 

colleges and universities anticipating little change in these numbers. While 96% of high 

school students surveyed indicated that they believed that teaching is an important 

profession, only five percent of these same students selected teaching as a career choice 

(Newby et al, 1995).  Fewer than half of these students believed that it was important for 

persons of color to enter the field of education. To further compound the situation, the 

Milken Family Foundation (1999) conducted a nationwide poll and published a report 

that 55% of high school students surveyed report little or no interest at all in a career in 
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teaching. The students cited school safety as the main deterrent, followed by the poor 

image and lack of respect for teachers, and low salaries. The lack of interest in teaching 

among those high school students responding was more pronounced among African-

Americans (68%) and males (62%). Of those surveyed, only 14% of the students 

expressed “a great deal of interest” in becoming teachers. Figures from the 1997 ACT 

college entrance examination indicate that 9.7% of graduating seniors who took this test 

named education or teaching as their preferred occupational choice. By 2001 the figure 

had dropped to 9.2%, with incremental declines for each of the three prior years. The 

2000-2001 Occupational Outlook Handbook projected a significant increase in various 

teaching occupations by 2008 to more than one million new teaching positions with a 

continuing decline in an interest to pursue education as a viable career choice (ACT, 

2001). 

African American high school students were more likely to express an interest in 

becoming teachers compared to their Caucasian counterparts but were less likely to be 

encouraged by their teachers to enroll in a teacher preparation program (Gordon, 2002; 

Mack & Jackson, 1990; Sullivan & Dzubian, 1987). Over half of the persons from ethnic 

minorities who were currently employed as public school teachers and interviewed by 

Gordon indicated that the negative image and low status of teachers contributed to 

students of color choosing not to enter the field of teaching. The researcher also found 

that respect for teachers and for teaching as a profession tends to decrease among 

communities of color the longer the community has contact with the dominant 

mainstream culture. When asked to describe the traits of a good teacher within an urban 
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school setting, teachers responded that the person needed to be “dynamic, creative, 

caring, strong, patient, flexible, sensitive, and able to not only work with low-income kids 

but also understand their lives” (p.5). These traits correspond to what Holland would 

consider to be within the Social category for personality type. Newby et al. (1995) found 

no significant differences among the four ethnic groups surveyed as to their perceptions 

of being influenced by others to consider teaching as a career.  

In California while the percentage of teachers of color who enter the teaching 

field outnumbers that of their white counterparts (Green et al., 2005), these same teachers 

of color are more likely to leave the teaching profession after two years (Lauer, 2001). 

Green et al. conducted a study of 107 teachers who had completed the Cross-cultural 

Language and Academic Development (CLAD) or Bilingual Cross-cultural Language 

and Academic Development (BCLAD) certificates in California and found that most 

teachers initial teaching placements tend to match their characteristics and backgrounds.  

Teachers entering the field from diverse backgrounds tend to demonstrate a stronger 

commitment to multicultural teaching and social justice, while teachers from non-diverse 

backgrounds may enter the classroom with little knowledge of the impact of 

discrimination on learning (Pang & Sablan, 1998; Sleeter, 2001).  

              Training  degree level. Research addressing the effects of degree status (graduate 

versus undergraduate degree) related to personality type and career choice is rare. Several 

studies address the dynamics of the decision-making process (motivation) for 

undergraduates choosing either to enter or not enter the field of teaching after receiving 

their baccalaureate degree. For example, at the end of the 1998-99 school year, data 
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collected by the National Center for Educational Statistics (2001) through their Integrated 

Postsecondary Educational Data System (IPEDS) indicated that education degrees were 

conferred to 220,000 undergraduate and graduate students. However, data shows that 

only 86,000 of these graduates or 39% of potential new teachers were hired during the 

following school year.  Harms and Knobloch (2005) discovered that only 59% of 

qualified pre-service teachers surveyed in 2001 in agricultural education sought positions 

as teachers in that area. Of the 29 teachers surveyed by Harms and Knobloch, 24 

respondents (83%) stated that they planned to become teachers. The researchers 

identified intrinsic motives such as the desire to work with young people and the desire to 

contribute to society as to what attracted students to become teachers. Students within 

this category also tended to report positive experiences within their student teaching 

assignments. Those students who chose not to become teachers most often cited extrinsic 

motives such as salary and benefits, balance between career and personal time, and 

opportunities for advancement.  

Smart et al. (2006) discerned two distinctive patterns of student success. The first 

relates to the congruence assumption that presumes student success to be a function of the 

congruence or “fit” between a student’s personality type and a chosen academic 

environment. The second is the socialization assumption that assumes that student 

success is decided by the extent to which students learn distinctive patterns of attitudes, 

interests and abilities that are required of their academic environment regardless of the 

congruence between their personality types and their academic majors. Their findings 

concluded that students who majored in subjects congruent with personality types 
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categorized as Investigative, Artistic, and Enterprising grew in related abilities and 

interests throughout their educational experience. Students who were Social types 

(including education majors) who entered Social academic environments were shown to 

increase in their Social abilities and interests, but the increase was not at a statistically 

significant level. Their collective findings demonstrate that academic environments are a 

primary influence on what students learn in their studies. Teacher personality and job 

satisfaction within teaching positions were found to be significantly correlated in a 

number of studies across majors (Chapman & Lowther, 1982; Wiggins, 1976; Wiggins et 

al., 1983). 

Since personality types tend to be stable over time (Costa et al., 1984; Marth & 

Newman, 1993) and given the finite number of personality type categories identified by 

Holland, both undergraduate and graduate program students would be more likely to 

demonstrate the same personality types congruent with teaching. 

 Special education teacher retention and attrition 

              Five years of teaching experience was chosen as a criterion for participants’ 

inclusion in the study to reflect the time period when 20-50% of the six million certified 

teachers in the United States either leave the field or never enter the profession (Ingersoll 

& Smith, 2003; Lewis, 1998; Southworth, 2000; Special Education News, 2001). Of 

these numbers approximately 22% typically leave the classroom within their first three 

years of teaching with nearly one-half of newly hired teachers in urban areas leaving 

within that time period. Boe et al. (1999) reported that 25% of those completing special 

education teacher preparation programs never enter the workforce for that field.  While 
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the total yield (the number of teachers who actually become employed working with 

students) for White graduates of teacher preparation programs in 1987, 1990, and 1993 

was 82%, 74%, and 73% respectively, the total yield for non-White graduates for those 

same years was 41%, 55%, and 68%. Studies indicate that teacher attrition during this 

time is influenced by such factors as lack of reward and recognition for above average 

teaching performance, lack of parental support, retirement, discipline problems, 

inadequate support from administration, and low salary (Bagnaschi & Geraci, 2004; 

Southworth, 2000).  

Annual teacher turnover varies according to the main field of teaching with math, 

science, and elementary special education demonstrating the highest degree of turnover 

(Ingersoll, 2003). The number of teachers (11%) who leave the field of special education 

annually surpasses their general education counterparts (6%) with 5% of this number 

transferring to general education teaching positions and 6% leaving the teaching 

profession altogether (Boe et al., 1995). Special education teachers are more likely to 

leave the field before the age of 30 and after the age of 50 (Boe et al., 1997).  

The most common reasons for special educators leaving the field are stress related 

to the large amount of paperwork required, lack of administrative support, and a sense of 

isolation from other professionals (Gonzales, 1995; Green, 1993-94). Research supports 

that there is a correlation between attrition and level of administrative support. Teachers 

who perceive themselves as having positive support from administration are up to four 

times more likely to remain in their positions (Boe et al., 1999; George et al., 1995; 

Schnorr, 1995). One major obstacle facing state departments of education and 
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universities in the effectiveness of teacher retention programs is the lack of personnel 

databases to track teachers from the point of entering a teacher-training program to the 

time they decide to leave the classroom (Clements, 2001) 

Billingsley et al (1995) looked at a number of factors contributing to special 

education teachers planning to leave their positions in an urban district identifying 

paperwork as a major determinant for 60% of those surveyed. Westat, an employee-

owned research corporation, prepared a report in 2002 on a random sample of 1,333 

special education teachers including those who worked with students (ages 6-21) with 

visual impairments to reflect variation in the hours devoted to paperwork and teachers’ 

perceptions of the paperwork burden. They found that the typical special education 

teacher devoted five hours per week to administrative duties and paperwork (Mean = 

6.3). Teachers reportedly spent an average of two hours preparing IEPs and four hours 

tracking accompanying paperwork from other teachers. Special education teachers also 

spent an average of five hours per month maintaining behavior logs, two hours per month 

writing behavior intervention plans, and two hours per month completing functional 

behavior assessments, all of which are required paperwork within the field. Teachers in 

the study spent an average of 0.4 hours per week per student on administrative duties and 

paperwork. While the average special education teacher was provided with two days of 

class coverage and an additional 50 minutes per day as preparation time, 50% of those 

within the sample received no additional support to complete such duties. Fifty percent of 

teachers within their first three years of teaching reported that they did not have sufficient 

time to complete administrative duties and paperwork.  
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            A survey of 171 Directors of Special Education representing 35.3% of the special 

education administrators within the state of Texas public schools was completed to 

explore factors related to the recruitment of and overall need for qualified teachers of 

students with visual impairments. Results indicated a need for 229 TVIs in Texas school 

districts. While Texas maintains a significant collaborative statewide project for training 

and hiring highly qualified TVIs, more than 75% of the administrators responding 

indicated that such teachers were either very difficult or moderately difficult to find. 

Recruitment was most effective when it involved the identification of individuals within 

the district (“home-grown”) who were then offered the opportunity for training in the 

field. Newspaper advertising was considered to be the least effective way of attracting 

new teachers to the field  (Dignan, 2005).  

Bina (1982) reported on the teacher morale of 238 teachers of students with visual 

impairments representing ten states in the Rocky Mountain-High Plains region. Teachers 

included within the study provided direct service to students in a variety of settings: 

residential schools, resource rooms, itinerant programs, and special classrooms. Bina 

found that, while there were no significant differences among teachers in these settings, 

variables such as age, sex, educational levels, and total numbers of years of teaching 

experience showed significant differences between levels. While Bina did not present a 

breakdown of morale scores for specific numbers of years teaching, he did report that 

total morale scores increased in a positive direction as the number of years teaching 

increased. He also found that teachers in the 25-36 year age group had lower morale 

scores than older teachers. Women were more likely to demonstrate higher morale scores 



   57
 

than men and those with higher degree levels were more likely to score higher on morale. 

Eighty-seven percent of teachers within the low morale group seriously considered 

leaving their jobs as opposed to only seven percent of teachers in the high morale group. 

Among the ranked factors identified by the low morale group contributing to a 

consideration of leaving the field were lack of administrative support, low salary, feeling 

burned out, stressful days at work, and limited student progress.  

Once teachers have entered the field, retention becomes a critical concern in 

reducing the number of teachers who leave within their first five years of employment. 

The use of mentors to support new teachers in the field is one approach to retaining 

teachers (Inman & Marlow, 2004; The NEA Foundation, 1999). When teachers leave the 

field within their first three years of teaching, a district has already invested $7,000 to 

$10,000 in his or her training (Darling-Hammond, 2003). Mentoring provides new 

teachers with opportunities to share new ideas, observe effective teaching strategies, 

become familiar with the school curriculum, and reinforce ideologies. It serves to ensure 

that new teachers have access to the accumulated knowledge and experience of veteran 

teachers that can ultimately contribute to student success. While teacher-mentoring 

programs have been in existence for over thirty years, they have not been widely used 

(The NEA Foundation, 1999).  

The current study addresses areas that may provide insights related to experiences 

that teachers within their first five years of education of students with visual impairments 

have that may affect their decision to remain within the field.  
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                                                      CHAPTER 3 

                                                   METHODOLOGY 

Design  
 

This investigation is a descriptive study designed to identify the characteristics 

and experiences of professionals working with students with visual impairments. The 

goal of the study is to determine if there are more frequently occurring personality types 

associated with teachers of students with visual impairments and to identify similar 

experiences that would have influenced career choice among these teachers. A survey 

was used to collect data on personality type, gender, ethnicity, and graduate or 

undergraduate TVI training program level for individuals who met the criteria detailed in 

the study. The interest inventory used identified a personality type consisting of a lettered 

code that relates to specific occupations. A Participant Profile form was developed to 

gather demographic information and to identify the ways in which individuals became 

aware of the field, their reasons for entering the field, and the discrepancies between what 

individuals expected of their teaching experience prior to entering the field.  

This study is based on the theory underlying career choice developed by Holland 

(1959). Holland believed that individuals could be categorized as one of six personality 

types labeled Realistic – R , Investigative – I, Artistic – A, Social – S, Enterprising – E, 

or Conventional – C.  He proposed that there were six specific environments that 

corresponded to each of these six personality types and that individuals tended to seek out 

those environments that allowed them to exercise their skills and abilities, express their 

values and attitudes, and take on roles that were an extension of their personality type. 



   59
 

Holland subsequently developed an interest inventory that was self-administered and self-

scoring resulting in an occupational type using RIASEC ordering. The Self-Directed 

Search (SDS) Career Planning Form CP is a recent revision of the original 1971 edition 

modified in response to input from users in large organizations who believed that the 

original instrument was too lengthy and that a number of items were inconsistent with its 

usability within organizations of this size. The educational level of the sample population 

used to develop the Career Planning Form CP is higher than that of the general 

population (48.6%) and is believed to be similar to that of individuals working in 

organizations (Holland et al., 1997 p. 52).  

Research Questions 

The following research questions were considered in structuring this investigation: 

1. What were the most common experiences that brought about an awareness of 

the field of education in visual impairment for responding teachers? 

2. What reasons do respondents identify for entering the field of education of 

students with visual impairments?  

3. What personality types, according to Holland’s Self-Directed Search Form 

CP, are most often associated with teachers of students with visual 

impairments? 

4. Is there a relationship between gender and personality types of TVIs as 

identified in the Self-Directed Search Form CP? 

5. Is there a relationship between race/ethnicity and personality types of TVIs as 

identified in the Self-Directed Search Form CP? 
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6. Is there a relationship between the degree level (undergraduate/graduate) and 

personality types of TVIs as identified in the Self-Directed Search Form CP? 

7. What differences do respondents express between their expectations prior to 

pursuing professional training and their experiences in their work as TVIs? 

Participants and Recruitment 

            This study incorporated two sampling methods to draw qualified participants to 

the study. The first method was a self-selected sampling that consisted of volunteers who 

responded to an online posting (See Appendix B). The advantage of using this sampling 

technique is its capability of reaching a wide variety of participants. Based upon the 

approximately 400 teachers of the visually impaired exiting teacher preparation programs 

annually (Ferrell, 1999), the estimated number of teachers within this population over the 

five-year period (2002-2007) would be 2,000 TVIs.  

          A second sampling method known as snowballing was included in the study. The 

online posting contained a statement that asked professionals to share the announcement 

with any teachers whom they thought might qualify under the criteria presented. This 

type of sampling can be effective when members of a population are familiar with one 

another (List, 2002).  Potential participants were informed of the study through AER 

Division 17 (Personnel Preparation), teachers currently working in the field, Special 

Education program heads, and a posting in the American Printing House September, 

2007 electronic newsletter. The number of recipients for the combined postings and 

notifications ranged between five and six thousand professionals connected to the field 

who were provided with the criteria for inclusion in the study.  
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            Participants for this investigation were selected based on their willingness to 

complete the Self-Directed Search Form CP and the Participant Profile form through 

response to an advertisement on a number of posting sites including AERNet, Braille-N-

Teach, and NYSED. The request for participation in the study was disseminated over a 

four-month period from June 4 to October 6, 2007 to potential participants across the 

United States. AERNet is an online service general discussion list of the Association for 

Education and Rehabilitation of the Blind and Visually Impaired. The site is not limited 

to members of the Association. Postings generally relate to concerns of professionals 

working in a variety of roles within the field of special education. Braille-N-Teach is a 

list service administered by the California Department of Education's CSMT. Braille-N-

Teach is designed to help teachers of students with visual impairments, braille 

transcribers, advocates, and parents to share instructional materials and information 

quickly and freely.  NYSED is the New York State Education Department which 

maintains a list service for professionals working in the field of the education for 

individuals with visual impairments. Postings on AERNet and Braille-N-Speak were 

disseminated at the beginning of each of the four months of data collection.  

Participants for the completion of the Self-Directed Search Form CP were chosen 

based on a set of specific criteria. The participants were to be currently teaching (a TVI) 

in a setting that serves students with visual impairments, have a degree in the education 

of students with visual impairments, and be in their first five years of employment in the 

field. The qualification of five years of teaching experience was chosen to reflect the time 
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period when 30-50% of certified teachers either leave the field or never enter the 

profession (Southworth, 2000).  

A description of the criteria for participants was posted electronically and 

respondents were invited to participate based upon their eligibility. Of those teachers 

responding, 153 were determined to be eligible for the study. Once identified as such, the 

individuals were notified by email and asked to provide their mailing addresses.  All 

communication between potential participants and the researcher was conducted through 

email.  

Eligible participants received instructions for completing the Holland Self-

Directed Search Form CP, the Participant Profile form, and the Participant Consent form, 

and a hand-written self-addressed stamped envelope for materials to be returned to the 

researcher via mail. Those individuals eligible to complete the forms were contacted by 

email three weeks after mailing in those cases where the forms had not been received by 

the researcher. A final email reminder was sent to those who had not returned their 

packets three weeks prior to the deadline for participation.                                                              

Of the 153 packets mailed, 132 were returned for data analysis resulting in an 

86.2% return rate. A total of 21 packets were unreturned. In situations in which there was 

incomplete or missing information on the Participant Profile form, the researcher would 

email the teacher and inform him or her that the information had been omitted and 

request clarification. In cases in which the teacher did not respond or stated that he or she 

was unable or unwilling to respond to the specific item, the response was left blank and 

not included in the data analysis.  
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A tracking system was developed to monitor the return of the forms to the 

researcher. Each participant was assigned a three-digit code corresponding to the order 

the packet was received beginning with 001 and ending with 132. The codes were used to 

identify individuals anonymously throughout the study. 

Instrumentation 

             The Self-Directed Search Form CP. Each participant completed the Self-Directed 

Search Form CP, the SDS Assessment Booklet. The Self-Directed Search (SDS) is an 

interest inventory that may also be used to provide information about preferred working 

styles, values, and work environments (Holland, 1990). The SDS Form CP contains 66 

items regarding Activities (the personal involvement and potential that are characteristic 

of each type), 66 items regarding Competencies (an estimate of a person’s proficiencies 

and aptitudes), and 84 items regarding Careers or Occupations (a correlation with a 

variety of interest and personality variables). Form CP is generally used with individuals 

who have gone beyond a high school education. Internal consistency reliability 

coefficients were calculated for each of the section and summary scales for the Form CP 

items. The internal consistency reliability coefficient is a key factor when only one test 

administration occurs. Given the purpose of the instrument, it is important to have a 

homogenous set of items reflecting a unified underlying construct.  Internal consistency 

reliability coefficients for Form CP range from .69 to .86 for Activities, from .76 to .87 

for Competencies, and from .75 to .86 for Occupations (Holland et al., 1997 p. 51). A 

high-item correlation among the items is a result of the high reliability estimates (Crocker 

& Algina, 1986; DeVellis, 1991). 
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Although no specific information exists for the concurrent and predictive validity 

of the SDS Form CP, one can refer to the 1994 Edition of Form R for validity figures 

determined for that form. The 1994 Edition of Form R is the base assessment from which 

subsequent forms were derived. The concurrent validity of the SDS can be inferred from 

the percentage of a sample whose high-point code and one-letter aspiration or 

occupational code are in agreement (an individual who scores the resulting first letter, S 

for Social from the SDS is in agreement with the S correlating with his or her current 

position as a teacher). The “hit rates” for adults included within the 1994 sample were 

highest for females (55.70%) and males (48.53%) for College Major and decreased to 

females (40.10%) and males (38.00%) for Current Occupation (Holland et al., 1997 p. 

24).  The hit rate is expressed as a percentage equaling the total percentage of participants 

whose high-point code matches that of the first-letter code of either their current career 

aspiration or their current occupation. The concurrent validity for the 1994 version of the 

Self-Directed Search ranges from a 46.7% to a 76.0% hit rate. The predictive validity 

over a period of one to seven years ranges from 39.6% to 79.3% (Holland et al, 1997 p. 

27).   

The individual completing the interest inventory totals the number of Yes and No 

responses within the Activities, Competencies, and Careers sections of the booklet and 

writes the total number of Yes responses for each section within the box provided. The 

individual then transfers the numbers to accompanying scoring sheet and adds the 

numbers under the respective RIASEC columns. The column with the highest score 

becomes the first letter in the code followed by the two next highest numbers with their 
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corresponding letters. For example, if the three highest letter scores are S, E, and I, the 

Holland code would be SEI. Special education teachers are categorized as scoring within 

the SEC code (Gottfredson & Holland, 1996). For the purposes of this study, the Holland 

code for each individual was reported as a single letter reflecting the highest score for the 

six RIASEC categories.   

            Participant Profile form. Each individual completing the Self-Directed Search 

Form CP also received a Participant Profile form to complete and return for supplemental 

background information (See Appendix A). This form included questions regarding 

demographic information such as gender, ethnicity, disability (if applicable), number of 

years employed as a teacher of students with visual impairments, current job setting, and 

highest degree attained related to their VI certification. Three ordinal questions were 

included in the form allowing participants to rank their responses beginning with 1 as the 

most influential statement for that particular question. Since the list of responses was 

designed to be inclusive, a choice of “Other” was provided for each of the three 

questions. Respondents were given an opportunity to identify the experiences related to 

their first awareness of the field of education specific to teaching students with visual 

impairments using a rank order approach ranging from 1- 9 including “Other” from a list 

of possible experiences. Respondents then rank ordered their three top reasons for 

entering the field of special education working with students with visual impairments. 

Finally, individuals indicated how their actual experience in the classroom compared to 

their expectations prior to being employed using a list of 11 predetermined statements 

including “Other.” Respondents ranked each of the areas of discrepancy using the 
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statements provided and whether it occurred in a positive (greater than what the 

individual expected) or negative (less than what the individual expected) direction. For 

each of the three types of questions, additional space for comments was provided. A final 

section for General Comments was placed at the end of the Participant Profile form. 

Data Collection  
 

The data collection procedure was approved by the Human Subjects Office at the 

University of Arizona before the onset of the study.  Informed consent was reviewed 

prior to completion of the two forms provided (See Appendix C). Each individual was 

mailed a copy of the signed consent form with the original retained by the investigator. 

All documents were stored by the researcher in a locked cabinet during the duration of 

this study.  

             The Self-Directed Search Form CP. Since the Self-Directed Search is designed 

for the individual to self-score at the time it is administered, respondents could tally their 

responses and receive immediate feedback as to their resulting Holland code. Scoring 

was reviewed for accuracy by the researcher upon receipt of the SDS. The highest 

scoring letter (R, I, A, S, E, or C) was used as the basis for completing the cells of the 

contingency table for gender, race/ethnicity, and training level (undergraduate or 

graduate).  

            Participant Profile form. Qualified participants received a three-page Participant 

Profile form to complete and return with the Self-Directed Search booklet. Information 

from the Participant Profile form was compiled for descriptive purposes in terms of 

demographics and for delineating how the teachers first learned about the field, their 



   67
 

motivation for pursuing a career as a teacher of the visually impaired, and how their 

actual teaching experience matched their expectations prior to entering the field. The 

frequency data for all respondents were displayed in table form.  

Data Analysis 

             Self-Directed Search Form CP. Data from the Self-Directed Search Form CP was 

analyzed using the Goodman and Kruskal tau. Since the variables of gender, 

race/ethnicity, certification degree, and Holland personality type are measured on the 

same individuals and constitute nominal data, the Goodman and Kruskal tau was 

appropriate as a measure of the relationship between each of the variables. Tau is a 

directional measure of association with limits of zero (no association) and 1 (complete or 

perfect association). It indicates the strength of the relationship between the two variables 

of which at least one of which is nominal. It also permits us to predict or correctly guess 

the value of one variable when the value of the other is known. The following values are 

used as indicators of the strength of the association between the two variables: 

Table 1 

Meaning of Correlation between Two Variables using Tau  

                 Correlation                                    Interpretation                             
 
                                 <0.1                                                 Weak 

                           >0.1 but <0.2                                      Moderate 

                           >0.2 but <0.3                                Moderately Strong 

                                   >0.3                                               Strong 

________________________________________________________________________ 
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Three two-way contingency tables were used to examine the association between 

the dependent variable of single-letter Holland type and the independent variables of 

gender, race/ethnicity, and certification degree level. The data were analyzed using the 

Statistical Package for the Social Sciences (SPSS) 14.  

The directional associations for each of the three sets of variables would be as 

follows: 

            H0:  Gender and Holland personality type are unrelated in the population. 
H1:  Gender and Holland personality type are related in the population. 
 

H0:  Ethnicity and Holland personality type are unrelated in the population. 
H1:  Ethnicity and Holland personality type are related in the population. 
 

H0:   Certification degree and Holland personality type are unrelated in the         
population. 

H1:   Certification degree and Holland personality type are related in the       
population. 

 

Participant Profile form. Responses from the Participant Profile form were 

presented in table form representing the item and a tally and percent of participants who 

identified the item as significant. Data from the Participant Profile form were presented 

as charts reflecting the responses by gender, race/ethnicity, degree level, teaching 

longevity, and current job setting as they relate to how individuals first became aware of 

the field of education working with students with visual impairments, their reasons for 

entering the field, and changes in their expectations of their teaching experience once 

they began teaching. Comments made by participants were analyzed for patterns and 

themes and included when pertinent. Two categories were created by the researcher to 
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represent those elements related to teaching students with visual impairments that 

affected an individual’s choice to become a teacher or affected their beliefs about the 

profession once he or she began to teach. The category of Internal Factors reflects the 

values, interests, and preferences within the control of the individual, while the category 

of External Factors reflects outside influences and conditions outside the immediate 

control of the individual. All comments were considered for their anonymity with editing 

changes made by the researcher when the comment referred to a specific setting or 

experience that could be attributed to an identifiable teacher.                                                   
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                                                  CHAPTER 4 

                                                    RESULTS 

The purpose of this investigation was to identify personality types and 

background experiences of individuals who became teachers of students with visual 

impairments. The study included a national sample of 132 teachers of students with 

visual impairments within their first five years of employment in the field. Qualified 

teachers completed an interest assessment, provided specific demographic information, 

and answered questions about what attracted them initially to the field, why they chose to 

enter a teacher-training program, and how the realities of teaching compared with the 

expectations they had of the position prior to entering the field.  

This chapter contains the following sections: (a) demographic analysis, (b) results 

related to each of the seven research questions, and (c) summary of the overall results of 

the study. The Goodman and Kruskal tau was used to interpret the results of the three 

research questions about the relationship between the independent variables (gender, 

race/ethnicity, and training degree level) and the dependent variable of personality type. 

The remaining four research questions were addressed using nominal data reported as 

simple frequencies. All choices associated within the three questions were deemed by the 

researcher to be neutral in content. No one response choice offered to the participants was 

more heavily weighting in regards to its desirability or importance.  

Demographic analysis 

Demographic information was collected on each of the 132 respondents. Of the 

132 teachers of students with visual impairments who returned completed packets, 119 
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(90.2%) were female and 13 (9.8%) were male. The mean age of respondents was 38.71 

years with a range of 22 to 66 years. The distribution across race/ethnicity was White (n 

= 121 or 93.1%) and non-White (n = 9 or 6.9%). Of those in the non-White category, the 

following races and ethnicities were represented: Hispanic or Latino (n = 5 or 3.8%), 

Asian (n = 2 or1.5%), and African/African American (n = 2 or 1.5%). Nine respondents 

(6.8%) specified the presence of a disability. These disabilities included blindness and 

visual impairment (n=7), hearing impairment (n=1), and learning disability (n=1). 

Participants represented 37 (74%) of the states with California (17 respondents) and New 

York (15 respondents) constituting 20.9% of the sample. All five regions across the 

country were represented with teachers from the Northeast providing the largest portion 

of the sample (27.3%), followed by the West (25.0%), the Midwest and Southeast (18.9% 

each), and the Southwest (9.8%). 

               Participants provided information on the number of years employed as a teacher 

of the visually impaired, highest degree attained related to their VI certification, dual 

certification (Teachers of the Visually Impaired/Orientation and Mobility Specialists), 

additional teaching credentials, current job setting, and the percentage of time providing 

direct service to students. The mean number of years taught for teachers in the sample 

was 2.88 years. Teachers within their first year of teaching comprised the highest number 

of respondents (n = 34 or 25.7% of the sample). The number of teachers receiving 

undergraduate training in the field was 24 (18.2%) while 108 (81.8%) teachers received 

their training at the graduate degree level. Dually certified teachers (n = 34) constituted 

25.8% of those responding. Those teachers certified in additional subject areas accounted 



   72
 

for 65.15% of those teachers in the sample. The most common accompanying 

certifications included Elementary Education (30.2%), Special Education (25.6%), and 

both Elementary and Special Education (17.4%). Teachers were certified in subject areas 

such as Reading, Business, Math, Home Economics, Physical Education, Earth Science, 

Social Science, and Music. Special Education certificates included mild/moderate/severe 

disabilities, hearing impaired, behavior disorders, physically handicapped, learning 

disabilities, and emotional disturbance.  

Teachers in the sample (n=130) were almost evenly divided in their time 

allotment for providing direct instructional services in the two highest ranges (n = 52 or 

40.0% for 51-75% of the time spent vs. n = 51 or 39.2% for 76-100% of the time spent). 

The remainder of respondents indicated that they spent either 26-50% (n = 24 or 18.4%) 

or 0-25% (n = 3 or 2.3%) delivering direct instructional services to their students. (See 

Figure 2). (See Appendix D for complete detail on demographic tables).  

 

 

 

 

 

 

 

 

Figure 2. Percentage of time for direct instruction (N=132) 
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            The majority of teachers (n = 94 or 71.2%) were itinerant teachers, followed by 

18 (13.6.0%) listing “Other”, 11 (8.3%) indicating resource/self-contained classroom, and 

9 (6.8%) employed in specialized schools. (See Figure 3). The category of “Other” 

included positions as teachers in private state supported schools for the blind, as 

independent related service providers for vision services, outreach and short-term 

placements, early intervention program teachers, and service in multiple settings. 

71.2%

8.3% 6.8%
13.6%

Itinerant Self Contained./Resource Specialized Schools Other 
 

Figure 3. Distribution of teaching setting (N=132) 

 

Test of research questions 

            The purpose of this study was to determine if variables such as gender, 

race/ethnicity, and training degree level were associated with the six personality types 

described by Holland as they related to being a teacher of students with visual 

impairments and the experiences that teachers had before and after entering the field. 

            Research Question 1. What were the most common experiences that brought 

about an awareness of the field of education in visual impairment for the responding 
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teachers? Participants were asked to rank their choices of how they became aware of the 

field of education working with students with visual impairments. Eight specific choices 

were listed on the Participant Profile form along with a ninth choice of “Other.” The 

“Other” category allowed for participants to identify alternate reasons for becoming 

cognizant of the field. (Refer to Participant Profile Form in Appendix A).  The majority 

of choices were related to external factors that served as sources of awareness (contact 

with others, work-related assignments, and media communication). Internal factors 

included the personal experiences that an individual had as a person with a visual 

impairment and an interest in a particular adaptation for people with visual impairments 

such as Braille. Figure 4 represents the distribution of the first choice indicated as the 

source of information related to a career in the education of students with visual 

impairments.  
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Figure 4. Distribution of primary source of awareness of the field of working with 
students with visual impairments (%) (N=131) 
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            Participants choosing “Other” (52 responses) as one of their eight rankings as the 

source of awareness of the field were provided with space to describe their response. 

These responses were categorized by the researcher based upon their similarities in what 

contributed to their knowledge of working with individuals with visual impairments and 

reported as frequencies (See Appendix E, Table 2). While a number of categories appear 

to repeat the first eight choices provided on the Participant Profile form corresponding to 

this question, participants chose to select “Other” and further elaborate on this choice. 

For example, one teacher wrote, “I worked at the Perkins School for the blind…and 

totally loved the experience” for “Other” as opposed to including it under “A work-

related assignment.” Another teacher reported having met with the program director of 

the teacher preparation program in visual impairment during a counseling session rather 

than marking the statement, “Contact with a professional in the field.” 

             In the section under Comments for this question, 17 participants provided 

additional information about their early awareness of the field.  Their comments were 

categorized by theme and frequency of responses. (See Appendix E, Table 3). Their 

responses included references to direct classroom experience, college informational 

sessions, interest in Braille code, information from a parent regarding jobs as a TVI, and  

lack of satisfaction with personal vision services. Examples of these responses were: 

 
“I started out in special ed[ucation]. I had a blind professor that was in charge of 
the VI program. He encouraged me to try the program out. Other than that I was 
never exposed to VI students.” 
 
“I always knew I wanted to be a teacher but never had an interest in VI until my 
special education overview course that was part of my general education college 
curriculum. The VI section of that course totally intrigued me.” 
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“My son was born with a visual impairment. A friend put me in touch with an 
O&M teacher who told me about the program at NIU.” 

  

Research Question 2. What reasons do respondents identify for entering the field 

of education of students with visual impairments? Participants ranked their reasons for 

pursuing training as teachers of students with visual impairments. Twelve choices were 

listed on the Participant Profile form along with a thirteenth choice of “Other.” The 

“Other” category allowed for participants to identify alternate reasons for deciding to 

enter the field. One respondent did not answer this item. The distribution of the first 

choice indicated by respondents for enrolling in a teacher training program specific to the 

education of students with visual impairments is shown in Figure 5. External factors 

constituted the major influence on the reasons that individuals chose for training 

becoming teachers of students with visual impairments. These factors included contact 

with others, availability of financial assistance, having a student with a visual impairment 

assigned to their classroom, and information provided as part of a class in which the 

individual was enrolled. Internal factors included a desire to help others, a curiosity and 

attraction for the methods used in the educational programs, and a desire to work in a 

small class setting. 
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Figure 5. Distribution of primary reason for entering the field of education for students 
with visual impairments (%) (N=119) 
 

            The reason marked with the highest total across the three rankings was “Contact 

with professionals working in the field” (Ranking 1 = 27, Ranking 2 = 21, Ranking 3 = 

24, Total = 72). Among the comments made by those indicating this reason are: 

“The professionals that I knew were overworked but still showed such a passion   
and dedication. I wanted a job where I could work hard and enjoy every day.” 
 
“[….] was a friend to me during my special ed undergrad program and he and his 
wife recruited me into the program.” 
 

            “Asked to get my certification by supervisor.” 

The second most frequently indicated reason for entering the field was the desire 

to help others. This reason was ranked by 56 individuals (Ranking 1 = 23, Ranking 2 = 
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18, Ranking 3 = 15) as affecting their decision to become teachers. Their comments 

related to this reason were: 

“This position shifted my primary service population from adult to children. That 
was when I discovered that I really enjoyed working with kids. Becoming a TVI 
gave me more opportunity for direct service with kids rather than simply 
consulting with school teams.” 
 
“Desire to help learning through other senses” 

“I was a social worker previously. I definitely wanted to stay in a field that helped 
people.” 
 
The third most frequently indicated reason for entering the field was the interest 

in methods used in working with students with visual impairments. This reason was 

ranked by 50 individuals (Ranking 1 = 14, Ranking 2 = 23, Ranking 3 = 13) as 

motivating them to enter a training program. Their comments included: 

 
“I thought that learning Braille would be so cool. I was considering changing my 
job as a general ed teacher, thinking that I would become a reading specialist. But 
when I heard about becoming a TVI, I knew it was for me.” 

 
“To assist individuals who are blind to interface with technology enabling them to 
be more competitive with sighted peers.” 

 
“There are many reasons and things that drew me into this field. I have a passion  
for children w/disabilities and loved the ideas and methods for working with this 
particular group of students. Very interesting field with so much to learn and grow 
as a professional.” 
  

Participants choosing “Other” (28 responses) as the reason for entering the field 

were provided with space to specify what other factors contributed to their decision to 

become teachers of visually impaired students. These responses were categorized by 

theme and number of respondents. As in the first question related to how individuals 



   79
 

became aware of the field of working with individuals with visual impairments, a number 

of categories appear to repeat the first twelve choices provided on the Participant Profile 

form corresponding to this question.  

           In the section under Comments for this question, 18 participants chose to provide 

additional information related to their reasons for pursuing professional training to work 

with students with visual impairments. These comments were provided by teachers who 

wished to expand on the responses related to their rankings. Their comments were 

categorized by theme and frequency of responses. Among the comments expressed by 

teachers for entering a training program were: 

“My VI certification program was grant funded due to state teacher shortages and     
was of very minimal cost to me – added bonus and incentive to pursue VI!” 
 

         “As District-wide Mentor for 5 years prior, I’d watched general and special ed 
teachers driven away from children and individualized expression, and driven into 
paperwork and meeting global, generic achievement demands. I knew Itinerant 
TVIs worked with children on their needs – and individualized in 
strategies/techniques, independently” 
         
 “My own VI and my desire to identify and help individuals who have a similar eye    
condition.” 
 

              Research Question 3.  What personality types, according to Holland’s Self-

Directed Search Form CP, are most often associated with teachers of students with visual 

impairments? Each of the 132 participants completed and returned the SDS Self-Directed 

Search Form CP Assessment Booklet. Participants followed the instructions for circling 

the Activities, Competencies, and Careers that fit their individual interest patterns. Each 

participant was provided the opportunity to calculate his or her Holland code by totaling 

the scores for each of the three areas and entering the letter with the highest score. The 



   80
 

three highest scores were ranked by number and then translated to one of the six 

corresponding letters for that column. The highest occurring letter was used to identify 

one of the six types (RIASEC) for the purpose of this study. The proportion of teachers 

scoring within each of the six Holland personality types is shown in Figure 6.  

Realistic, 3.0% Investigative, 
5.3%

Artistic, 16.7%

Social, 65.2%

Enterprising, 
2.3%

Conventional, 
7.5%

 

Figure 6. Distribution of Holland Personality Types (n=132) 

 

             Research Question 4.    Is there a relationship between gender and personality 

types of TVIs as identified in the Self-Directed Search Form CP? The ratio of female to 

male teachers of visually impaired students within the sample was 9:1. For this sample, 

the 9:1 proportion of females to males was greater than the ratio of 3:1 in the general 

field of education (Grant & Murray, 1999). Figure 7 represents a simple bivariate cross-

tabulation with gender as the independent variable and personality type as the dependent 

variable. Column totals indicate that gender may be only somewhat useful in making a 

personality type prediction. The strength of the association between the two variables, i.e. 

the strength of influence or effect that the independent variable has on the dependent 
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variable, is .019 indicating a weak correlation with personality type. The null hypothesis 

that gender and Holland personality type are unrelated in the sample is rejected. 
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 Figure 7. Relationship between gender and Holland Personality Type (%) (N=132) 

             

 Research Question 5. Is there a relationship between race/ethnicity and 

personality types of TVIs as identified in the Self-Directed Search Form CP? Participants 

were asked to identify one of five ethnicities as identified in the U.S. census. Of the 132 

participants within the sample, 121 (90.2%) marked White, 5 (3.8%) marked Hispanic or 

Latino, 2 (1.5%) marked either African or African American, 2 (1.5%) marked either 

Native Hawaiian and other Pacific Islanders and Asian, and 2 (1.5%) elected not to mark 

any choice of ethnicity. The low response in Hispanic, African/African American, and 

Asian categories made it necessary to collapse responses into two categories, White (n = 

121) and non-White (n = 9) for data analysis. Table 8 represents a simple bivariate cross-

tabulation with race/ethnicity as the independent variable and personality type as the 

dependent variable. Column totals indicate that race/ethnicity is not useful in making a 
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personality type prediction. The strength of the association between the two variables of 

race/ethnicity and personality type as measured by tau, i.e. the strength of influence or 

effect that the independent variable has on the dependent variable, is .003 indicating a 

very weak association with personality type as the dependent variable. The null 

hypothesis that race/ethnicity and Holland personality type are unrelated is accepted in 

this sample. 
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Figure 8. Relationship between race/ethnicity and Holland Personality Type (%) 
(N=130) 
 

            Research Question 6. Is there a relationship between degree level 

(undergraduate/graduate) and personality types of TVIs as identified in the Self-Directed 

Search Form CP? Participants were asked to indicate the degree attained for training to 

become a teacher of students with visual impairments. All 132 participants responded to 

this statement with 24 (182%) marking Undergraduate and 108 (81.8%) marking 

Graduate. Figure 9 represents a simple bivariate cross-tabulation with degree level as the 

independent variable and personality type as the dependent variable. 
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Figure 9. Relationship between degree level and Holland Personality Type (%) (N=132) 

            

            The strength of the association between the type of degree and personality type is 

.025 indicating a weak association with personality type as the dependent variable. 

Therefore the null hypothesis that type of degree and Holland personality type are 

unrelated fails to be rejected in this sample. 

            

            Research Question 7. What differences do respondents express between their 

expectations prior to pursuing professional training and their experiences in their work as 

TVIs? Participants ranked a series of statements related to their expectations of their 

teaching experience prior to being employed as teachers of students with visual 

impairments, and what changes occurred in their expectations after they began to work in 

the field. Nine specific choices were listed on the Participant Profile along with a tenth 

choice of “Other.” The “Other” category allowed for participants to identify alternate 

reasons for deciding to enter the field. Teachers were instructed to mark all the statements 
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that applied using a 1 as the area with the greatest amount of discrepancy, 2 as the second 

area with the next greatest amount of discrepancy, etc. After each statement the 

respondent was to write + for greater than or – for less than what they had expected to 

once they began teaching. Consequently the first area selected could be ranked as greater 

than expected and the second area selected could be ranked as less than expected. Of the 

132 participants in the total sample, three teachers did not answer this question. Those 

included within the sample of 129 respondents completed the question in a variety of 

ways. The majority of respondents (n = 114) provided both numerical rankings and 

discrepancy reports of +/-. Seven teachers provided numerical rankings only, seven 

teachers provided either rankings or discrepancy reports of  +/-, and one teacher chose to 

only mark responses with discrepancy reports of +/-. Five teachers within the sample 

used multiple 1s and 2s across the choices as opposed to sequential rankings. The 

combination of selection variations allows for fluctuation across the rankings because 

there is not a one-to-one correspondence between rankings and discrepancies. Figure 10 

represents the distribution of the statements marked as 1 or the greatest amount of 

discrepancy between what teachers expected before they entered this field of teaching 

and what they experienced once they began to teach students with visual impairments.  

 

 



   85
 

8.3

0.0

3.5

4.1

5.5

7.6

7.6

9.0

17.2

17.9

19.3

0 5 10 15 20 25

Other

Benefits

Prof. Development

Salary

Knowledge of Laws

Funding

Peer Support

Curriculum

Admin. Support

Paperwork

Caseload

 
Figure10. Distribution of expectations and experiences of TVIs before and after entering 
the field (First ranked selections) (%)(N=145) 
 
 
            The choices made by participants reflect the effects of the external factors of the 

teaching position. Caseload, amount of paperwork, and support/understanding from 

administration constitute the three highest areas indicating the greatest amount of 

discrepancy experienced by new teachers marked with a 1 by respondents .  

             Participants were asked to indicate if the area was greater than (+) or less than (-) 

they expected. The three areas rated as less than expected (-) included support and 

understanding from administrators (n = 47), adequate funding for supplies and equipment 

n = 43), and availability of curriculum for subjects taught (n = 29). The three areas listed 

as being more than expected (+) include the amount of paperwork required (n = 71), the 

size of the teacher’s caseload (n = 47), support and understanding of peers (n = 46). 
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Three teachers marked specific areas with both a  +/- based upon ambiguous experiences 

within that area. Since the respondents indicated the change as an absolute, the degree of 

discrepancy was not provided. Figure 11 shows a comparison of teachers responding to 

differences in expectations for each of the nine statements marked with a 1. “Benefits” 

was not included since no teacher marked this area as a 1.   
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Figure l1. Differences among teachers in expectations before and after becoming a 
teacher of students with visual impairments 
 

                The direction of expectation (more/less) is not always associated with the level 

of satisfaction of the area indicated. For example, since 47 vs. 36 teachers marked 

“Support/ understanding from administrators” as a discrepancy indicating that it was less 

than what they expected; this would constitute “Dissatisfaction” for that area. A higher 

number of teachers (46 vs. 20) marked “Support/understanding from peers” as more than 
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what they expected prior to employment, constituting “Satisfaction” in that area. Only 

two areas surveyed, “Availability of professional development” and “Support/ 

understanding of peers,” were indicated as areas of satisfaction for those responding.  

              Teachers (n = 52) provided comments related to this area to further identify the 

nature of the discrepancies. Examples are provided in the relevant categories 

accompanied by either an S (Satisfaction) or D (Dissatisfaction) to reflect the thoughts 

and feelings of newly-hired teachers of students with visual impairments.  

Support/understanding from administrators  

“The biggest change that I saw was that I thought I would get more support from 
administration than I am getting. This has been the hardest part of the job for me.” 
(D) 

 
            “Coming from spec[ial] ed[ucation] (LD, mild)  I found much more empathy for         

students and greater collaboration from teachers and administration than in 
[my}previous teaching position.” (S) 

 
“In my first two teaching positions I encountered extremely low support from my 
administrative staff…In my current two postings I have very supportive 
administrators …The difference is outstanding and makes my work extremely        
rewarding.” (D/S) 

 
Amount of paperwork  

“There was more paperwork required than I was expecting which has been a 
negative and not enough time to do it and learn what to do, especially in my first 
year ‘learning curve’.” (D) 
 
“The paperwork consumes too much time.” (D) 

“Without a background in education or special education, you don’t get exposed 
to the paperwork until you are expected to complete it.” (D) 
 
“The paperwork requirements were exactly the same as those for learning and 
behavior disorders.” (S) 
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Size of caseload  

“Having a smaller case load as a new teacher would be helpful so that actually 
had time to learn all the paperwork required and to learn about the great deal of 
materials available.” (D) 
 
“My caseload in my first 3 years was much larger than I expected.” (D) 

“Students are sometimes underserved so that caseloads can remain unchanged.” 

(D) 

“I wasn’t prepared for all the severely multiply impaired students on my 
caseload.” (D) 
 
“I thought that my caseload would be ridiculous, but it has been manageable.” (S) 

Adequate funding for supplies and equipment  

“Funding for equipment is a constant problem.” (D) 

“I was surprised at the amount of funds available to us through our Regional 
Educational Service Center.” (S) 
 
”The materials center and District have been great with adequate funding for 
equipment.” (S) 
 

            A number of participants identified “Other” (18 responses) to describe how their 

expectations of their teaching experience changed once they began to work in the field. 

The findings within Table 2 are reported as statements made by each of the respondents, 

the order of ranking, and whether the statement was indicated with a +, a – or no 

discrepancy indicated. As in the first question related to how individuals became aware of 

the field of working with individuals with visual impairments, some categories appear to 

duplicate the first 12 choices provided on the Participant Profile form corresponding to 

this question.  
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Table 2 

Distribution of “Other” Responses for Directionality of Discrepancies Related to 
Expectations and Subsequent Experiences as TVIs 
 
      Ranking    Minus 

(less than 
expected) 

       Plus 
 (more than    
 expected)      

       No 
discrepancy  
  indicated       

Availability of textbooks in alternate form            1          X  

Students previous VI instruction           1          X  
Lack of professionals in the field           1        X   
A lot of politics involved           1        X   
Number of assistive devices available           1          X  
Parent expectations           1          X  
Support or understanding from classroom 
teachers 

          1        X   

Multiple disabilities of students           1             X 
Amount of actual direct instruction           1        X   
Range of student needs vs level of 
preparedness for broad range of needs 

          1           X        

Time available for instruction           2        X   
Miles driven as an itinerant teacher           2              X 
Organizing/coordinating  IEP team 
members’ schedules for meetings 

          2        X   

Variety of subjects teacher is responsible 
for across age range 

          2         X  

Appropriate accommodations and 
equivalent standards for success 

          3        X   

More students with disabilities than 
expected 

          4          X  

Amount of time tracking down books and 
supplies and the back pain associated with 
transferring supplies 

          5         X   

Amount of travel time for itinerant teachers           6          X  
Coordination with multiple educational 
teams 

         10               X 

 
                Participants provided 52 comments related to their experiences after being 

hired as teachers of students with visual impairments. Four teachers stated that they were 

aware of what to expect in other educational roles prior to being hired in their first 

position. These teachers had been employed as either general education or special 

education teachers before deciding to pursue training in the area of visual impairment. 
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This included knowledge of teacher salaries, experience working with students with 

multiple disabilities, and the amount of paperwork required. The level of support from 

school administrators was mentioned specifically by 16 teachers with five of them 

providing statements on the positive level of support they receive and ten of them 

pointing out the negative level of support provided. One teacher shared that his first two 

years of teaching involved an extremely low level of administrative support. After 

changing positions, he stated that he was now receiving very supportive administration 

that contributed to making his work extremely rewarding for him. Several teachers 

pointed out the lack of recognition for the Expanded Core Curriculum within their state 

that affects the quality of services delivered to students. The Expanded Core Curriculum 

(ECC) consists of the knowledge and skills including Independent Living Skills and 

Orientation and Mobility required by students with visual impairments as a result of their 

unique disability-specific needs. The ECC should be used as a framework for providing 

instruction and planning individual goals. 

Additional findings  

             Analysis of the percentage of teachers within each of the six Holland types 

reflects the diversity of distribution for each source of awareness of the field.  “Contact 

with a professional” and “contact with a family member or friend who was aware of the 

field” usually associated with Holland’s Social type occur in a higher percentage among 

those of the other five types as shown in Figure 12.  
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Figure 12. Distribution of personality types for awareness of the field of working with 
students with visual impairments (%) 
 
            The percentage of teachers who became aware of the field primarily through 

“Contact with a professional working in the field” based on personality type was higher 

for Realistic, Conventional, and Artistic than it was for Social. The experiences for this 

source of awareness ranged from being informed of opportunities in the field through 

colleagues to individual and group meetings with heads of teacher preparation programs. 

For the 26 teachers within the sample who indicated “Work-related Assignment” as their 

primary source of awareness of the field, a higher percentage of teachers scored as 

Enterprising and Realistic types than as Social. These teachers first became aware of the 

field through a variety of work-related experiences ranging from internships to having a 

student with a visual impairment enrolled in their general education classroom. “Contact 

with a family member or friend who was aware of the field” accounted for 17 of the 



   92
 

teachers within the sample with Investigative, Enterprising, and Artistic types 

representing a higher percentage than Social types.  

            The remaining choices identified by teachers within the sample were “Personal 

experience as a person with a visual impairment” for 12 teachers representing Social, 

Conventional, and Artistic types in that order based on percentage. High school or 

college assignments, volunteer work, news media, and books and journals were indicated 

by eight teachers with only Artistic (n=2) and Social (n=6) types indicating this as a 

primary source of awareness of the field.  

            As with the distribution of personality types across awareness of the field, the 

primary reason for entering the field reflects a diversity of types when comparing 

responses as a percentage of those scoring within the type (Figure 13). The distribution of 

choices for reasons for entering of the field of education for students with visual 

impairments across Holland personality types based on the first choice indicated shows 

that “Contact with professionals working in the field” applies to 27 teachers. Of this 

number Realistic, Enterprising, and Artistic represented a higher percentage of those 

responding within their type than Social, Investigative, and Conventional.  Teachers 

indicated that they were influenced to consider entering training programs through 

communication with professionals including teaching colleagues and heads of teacher 

training programs. The second most indicated reason for entering a teacher training 

program was a “Desire to help others” as noted by 23 teachers within the sample. Of this 

number, a greater percentage of those scoring as Enterprising, Investigative, 

Conventional reported this factor as contributing to their choice to become a teacher of 
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visually impaired students than did Social types. Given the characteristics of Social type, 

one would expect a higher percentage of teachers within that type to indicate this reason.  

“Contact with a family member or friend with a visual impairment” accounted for 16 

responses as the primary reason for choosing the field. Investigative, Conventional, 

Artistic, and Social ranked in that order by percentage based on their experience with 

someone with a visual impairment who they knew personally affected their decision to 

pursue this type of work. “Interest with the methods used in working with students with 

visual impairments” were noted by 14 teachers representing only Artistic and Social 

types as influencing them to enter a training program. Having a student with a visual 

impairment assigned to the teacher’s classroom affected four general education teachers 

all of whom were Social types and five special education teachers three of whom were 

Social types and one each scoring as an Artistic and Conventional type. Opportunities for 

professional development were indicated by eight teachers, six of whom were Social and 

two of which were Conventional.  
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Figure 13. Distribution of personality types for reasons for entering the field of working 
with students with visual impairments 
 
 

            Participants were given the opportunity to share general comments unrelated to 

any of the seven specific research questions as part of the Participant Profile form. No 

instructions were provided about the nature of the content of the comments. Thirty-one 

participants provided additional information about their experiences as beginning 
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teachers. There were 23 comments related to External Factors and 11 related to Internal 

Factors. Internal factors reflected positive statements about how the experience 

contributed to a personal sense of fulfillment, motivation, and expression of needs. 

External factors included conditions within the work setting reflecting both difficulties 

(not having the necessary equipment for their students, obtaining information about 

working with students with multiple disabilities, keeping up with what is expected in the 

Expanded Core Curriculum, and lack of administrative support) and successes 

(opportunities to collaborate with other professionals and working within a setting that is 

more individualized for students’ needs) for the teachers responding. Tables 3 and  4 

contain themes expressed by respondents for internal and external factors related to their 

experience as recently hired teachers in the field.  

Table 3 

Internal Factors Expressed by TVIs as General Comments 

                                          Internal Factors       Frequency         

 
Enjoyment of students and families  
Seeing new possibilities for students 
Attraction to field based on experiences with students with sports 
Closeness with other VI professionals 

            
            7 
            2 
            1 
            1 

 

 

 

 

 

 



   96
 

Table 4 

External Factors Expressed by TVIs as General Comments 

                                         External Factors   Frequency 

 
Influence of agency and supervisor 
Lack of knowledge by others about the role of the TVI 
Lack of proper equipment 
Salary 
Professional development 
       Insufficient 
       Sufficient 
Information and training on students with multiple disabilities 
Lack of cell phones for communication 
Lack of consistency with student discipline 
Lack of job security due to small caseload 
Insufficient training in Braille 
Lack of technical training 
Ample opportunities for teacher collaboration 
Positive effects of working in a residential school 
Flexible work schedule 
Transportation needs & others’ attitudes as a teacher with a visual imp. 

     
         3 
         3 
         2 
         2 
            
         2 
         1 
         1  
         1 
         1            
         1 
         1 
         1            
         1 
         1 
         1 
         1 

 

               While the desire to work with children, making a social contribution, enjoyment 

of teaching, and compatibility with other interests and activities are frequently identified 

as intrinsic motivations (internal factors) that serve as the source for the primary reason 

that pre-service teachers report for choosing teaching as a career (Organisation for 

Economic Cooperation and Development, 2005), the statements made by those teachers 

within the sample focused more on the external factors following their induction as 

teachers in the field. A number of statements related to external factors address 

deficiencies in either training (insufficient training in Braille, lack of technical training, 

lack of training regarding students with multiple impairments) or in providing the 
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materials deemed important for providing a quality education (lack of proper equipment). 

The disparity in the number of comments recorded within these two categories 

demonstrates the effect that external factors have on teachers within the first five years of 

employment in the field.  

 Summary of the Results 

            This study addressed seven specific research questions related to the contributing 

characteristics and experiences of teachers of visually impaired students employed within 

their first five years of teaching in the field. The study employed a combination of 

volunteer and snowball sampling.  A total of 153 teachers in the United States responded 

to online postings directly or were contacted by other professionals to participate in the 

study with 132 of the qualified 153 teachers (86.2%) returning the packets for analysis. 

The results are in nominal form (gender, race/ethnicity, training program level, and 

personality type) and descriptive form (how teachers were initially made aware of the 

field, why they chose to enter into a teacher training program, and how their expectations 

of being a teacher of visually impaired students differed from their actual experience 

once they were employed in their positions).  

             Because numerical values were assigned to all variables as codes, statistical 

analysis of the data is not possible. Goodman and Kruskal’s tau was the most appropriate 

approach to analyzing the data. The results of this analysis are primarily measures of 

association rather than statistical significance. There was a weak relationship between 

gender and personality type (.019) and training program level and personality type (.025), 
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while almost no relationship was found between race/ethnicity and personality type 

(.003).  

            The three most important influences for awareness of the field of teaching 

students with visual impairments were: contact with professional in the field (n = 29 or 

21.9%), a work-related assignment (n = 26 or 19.6 %), and contact with a family member 

or friend who was aware of the field (n =17 or 12.8%). The three most frequently 

identified reasons for entering a teacher training program within the field were: contact 

with professionals working in the field (n = 27 or 20.6%) followed by a desire to help 

others (n = 23 or 17.5%) and contact with a family member with a visual impairment (n = 

16 or 12.2%). The three most commonly identified areas that teachers indicated related to 

expectations about the field as compared to their experiences after entry into the field 

were: caseload (n = 28), amount of paperwork (n = 26), and support from administration 

(n = 25). The three areas listed as being less than expected included support and 

understanding from administrators (n = 47), adequate funding for supplies and equipment 

(n = 43), and availability of curriculum for subjects taught (n = 29). The three areas listed 

as being more than expected include the amount of paperwork required (n = 71), the size 

of the teacher’s caseload (n = 47), support and understanding of peers (n = 46). Of the six 

areas identified in the two categories of more and less expected above, support and 

understanding of peers is the only positive noted. Choices and comments made by the 

132 participants within the sample reflect both the internal and external factors that serve 

to influence people’s experiences.  
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                                                     CHAPTER 5 

                                                    DISCUSSION 

             The study was designed to identify the background experiences and personality 

types of individuals who choose to become teachers of students with visual impairments.  

The results of the study are discussed in relation to the seven research questions used to 

guide the investigation. One major area of discussion examines the strengths of the 

associations between the independent variables of gender, race/ethnicity, and training 

program level and the dependent variable of personality type as measured on the Holland 

Self-Directed Search – Form CP (1990). A second area of discussion considers the 

circumstances that prompted an awareness of careers in the education of students with 

visual impairments, the reasons for entering a teacher training program to work with 

these students, and the discrepancies between what teachers expected prior to accepting 

their first teaching position and their actual experience once they were employed in the 

field. The next section discusses the implications of the results for recruiting and 

retaining teachers based on the findings of the study. The fourth section focuses on the 

limitations of the study. The final section sets forth the conclusions drawn from the 

results of the study and suggests recommendations for future research.  

Discussion of research questions              

              Research Question 1. What were the most common experiences that brought 

about an awareness of the field of education in visual impairment for the responding 

teachers? As individuals consider their career options, they seek out opportunities to 

practice skills, talents, and work preferences. They may have experiences early on in their 
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lives that contribute to the choices they make related to the type of work in which they 

wish to engage (Holland, 1985). The most common experience involved contact with a 

professional, usually in the field of education of students with visual impairments. These 

professionals served in a variety of roles including professors, special education program 

directors, and classroom teachers.  

 Research Question 2. What reasons do respondents identify for entering the field 

of education of students with visual impairments? Having had exposure to what is 

involved in the field, teachers in this study made a decision to enter a training program to 

become a teacher of students with visual impairments. As with their earlier experiences 

that raised their awareness level of working with individuals with visual impairments, the 

effect that professionals working in the field had on their decision to enter a training 

program was foremost with those included in the study crossing all six personality types.   

 Research Question 3.  What personality types, according to Holland’s Self-

Directed Search Form CP, are most often associated with teachers of students with visual 

impairments? Holland (1985) proposed that teachers in special education tend to fall into 

the Social type. The majority of teachers who participated in the study scored as Social 

type (65.2%) on the Holland Self-Directed Search – Form CP (1990). Of this percentage 

46% of males and 67% of females in the sample were within this type. The proportion of 

individuals within the study who fall into Social type exceeds that of reports of 

distribution of types within the workforce. In 1980, 11% of men and 35% of women 

occupied Social-type occupations. By 1998 the percentage of women distributed among 

Social occupations had decreased to 27% (Jepsen & Hung, 2003). The results of the 
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current study suggest that teachers of students with visual impairments represent a higher 

proportion than Holland’s Social type within the general population. 

            Research Question 4.   Is there a relationship between gender and personality 

types of TVIs as identified in the Self-Directed Search Form CP? Holland’s (1985) 

prediction that teachers, in general, are most likely to fall into the Social type is borne out 

by the Holland codes reported by the sample. The results of the data collected from the 

132 participants responding show that 65.2% scored as Social types. Female respondents 

(n = 80) constituted 67.2% and male respondents (n = 6) constituted 46.2% within 

respective categories. Based on the results of the Goodman and Kruskal tau for the 

strength of the association between the two variables, this is a weak correlation. While 

both males and females within the sample include the highest proportion of Social types, 

knowledge of gender would allow one to predict personality type in this population only 

slightly more than not using the gender as a predictor at all. One way to use the 

information gathered from the sample might be to say that individuals of either gender 

who choose to become teachers of students with visual impairments are more likely to 

fall into Holland’s Social type. 

            Research Question 5. Is there a relationship between race/ethnicity and 

personality types of TVIs as identified in the Self-Directed Search Form CP? The 

Participant Profile allowed respondents to indicate one of five choices of ethnicity. Of the 

130 participants who marked one of the five choices, the majority (n = 121 or 93.1%) 

selected “White” with 9 teachers (6.9%) marking other choices. Goodman and Kruskal’s 

tau (.003) is so close to zero that there is no association between race/ethnicity and 
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personality type in stating that the former can be used to predict the latter for this 

population. Again, when one considers proportion of Social types within the two 

categories, those teachers within the “White” category score 64.5% Social type and 

teachers within the “non-White” category score 77.8% Social type for a total of 65.4% of 

the entire sample. This suggests that Social personality type may be weakly associated 

with race/ethnicity in identifying individuals who choose to become teachers of students 

with visual impairments. 

                Research Question 6. Is there a relationship between degree level 

(undergraduate/graduate) and personality types of TVIs as identified in the Self-Directed 

Search Form CP? Participants indicated on the Participant Profile form whether they had 

received their teacher training for this field at either the undergraduate or graduate level. 

All 132 respondents marked one of the two choices with graduate (n = 108 or 81.8%) 

outnumbering those who had been trained through an undergraduate program (n = 24 or 

18.2%). Of the 24 teachers trained within undergraduate programs, 20 or 83.3% scored 

on the Holland Self-Directed Search – Form CP as Social type compared to 66 or 61.1% 

of those teachers trained within graduate programs falling within this type. Again the 

results of Goodman and Kruskal’s tau (.025) show that there is only a weak association 

between degree program and personality type in stating that one can predict the 

personality type based on the level of degree program of the individual for this 

population. Since such a high number of participants scored as Social types within both 

groups (n = 86 or 65.2%), this information may serve to identify potential teachers of 

students with visual impairments independently of their training program level. 
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              Research Question 7. What differences do respondents express between their 

expectations prior to pursuing professional training and their experiences in their work as 

TVIs? Teachers were asked to rank the factors for which there would be the greatest 

sources of discrepancy in expectation before and after they began a teaching position. 

While the largest number of respondents marked “Caseload” (n = 28 as first choice and   

n = 76 for all respondents marking that item) as the area of greatest discrepancy for first 

choice, the area receiving the most overall rankings (1-9) was “Amount of paperwork”  

(n = 26 as first choice and n = 90 for all respondents marking that item).  “Support/ 

understanding from administration” was the second area receiving the most overall 

rankings (n = 25 as the first choice and n = 85 for all respondents marking that item).  

“Adequate funding for equipment and supplies” (n = 11 for first choice and n = 77 for all 

respondents marking that item) placed third overall as providing the greatest source of 

discrepancy for the choices provided. These findings support those cited in the Review of 

the Literature as sources of concern among newly-hired teachers that can affect a 

decision to remain in the field (Billingsley et al., 1995; Bina, 1982; Boe et al, 

1999;George et al., 1995).   

Implications of the findings 

            Teachers of students with visual impairments in the sample were primarily from 

the Social type (65.2%) as defined by Holland (1985) independent of gender, 

race/ethnicity, or training program level. Social type was identified in 65.2% participants 

across gender, 65.4% participants across race/ethnicity, and 65.2% participants across 
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training program level. This type accounts for approximately two-thirds of the sample for 

each of the three sets of data analyses.  

Earlier theories cited in the literature review about how individuals become aware 

of specific types of work (Ginzberg et al., 1951; Holland, 1985; Super, 1953) described 

experiences that individuals have throughout the formative stages of their careers. The 

initial awareness of potential occupations occurs early in life, beginning at about four 

years of age. The child observes activities within his or her environment and begins to 

engage in approximated behaviors that demonstrate a rudimentary understanding of what 

the work entails. Only one participant comment reflected experiences from this stage of 

life as it relates to an awareness of working with people with visual impairments. She 

stated that her grandparents lived next to the Anaheim Braille Institute which allowed her 

to observe students and teachers interacting in a variety of activities.  

A second set of awareness factors would emerge during adolescence (ages 12-18) 

when the individuals begin to assess their skills and competencies and relate them to 

specific occupations. Several respondents identified experience from this time in their 

lives. The experiences included working with students with visual impairments as part of 

a high school class “research” project, serving as a high school volunteer as a sports camp 

for children with visual impairments, as a nanny for a child with a visual impairment, and 

through a desire to teach music to children who were blind. Those teachers who provided 

comments on how they first became aware of the field predominantly shared experiences 

occurring after they had graduated from high school, the final stage along the career 
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development continuum in which the individual has done what is required to enter into a 

specific occupation and develops a group identity with that profession. 

Awareness of this specific field of education came primarily from contact with 

professionals who either were or had been employed as educators of students with visual 

impairments when the individual was enrolled in a university program or had already had 

some experience as a teacher. At the university level, experiences included information 

shared by college professors who were cognizant of training programs for teachers of the 

students with visual impairments as part of both group presentations and individual 

meetings. Individuals who were already working in the classroom became aware of the 

field in a number of ways. Their experiences included having co-workers suggest to them 

that they investigate work in other settings, having a student with a visual impairment 

assigned to their classroom, and working as a teaching assistant in a classroom with 

students with visual impairments. Other individuals indicated that they became aware of 

the field as a result of having children of their own with visual impairments. Another 

source of awareness came from the media in the form of advertisements, flyers, job 

postings, college handbooks, and through watching the movie, The Miracle Worker.  

Sources of awareness of the field of education focusing on students with visual 

impairments for teachers in the current study were similar to the findings of Hong et al. 

(2000). Contact with a professional in the field constituted the most often indicated 

experience for both samples for teachers within their first five years of employment. In 

2000 the second most common experience leading to an awareness of the field was 

through friends who were knowledgeable of the field. This was the third most often 
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identified experience within the current study. For the participants in the 2007 study, a 

work-related assignment served as a source of information regarding the occupation 

while volunteer work placed third for teachers surveyed in the Hong et al. study.  Both 

studies listed the news media as the least common experience leading to awareness of the 

field.  

Once individuals became aware of the field, the next step was to make a 

conscious decision to seek out and enroll in a teacher-training program to develop the 

skills and competencies needed to work effectively with children. As stated within the 

Literature Review, individuals employed in the helping professions tend to gravitate 

toward careers that are based upon childhood experiences, beliefs and values, personal 

and professional goals, and family and peer influence to serve others (Fischman et al., 

2001). Holland (1985) also believed that individuals would search for a work 

environment that allowed them to express their corresponding personality type leading to 

a greater sense of stability and satisfaction. One respondent in the study wrote that “while 

working as a 1:1 TA for a Blind “K[indergarten” student, things came naturally and the 

fit was perfect. “ 

The most common reason identified by individuals within the study sample for 

making a decision to enter a training program had to do with the influence of 

professionals in the field sharing their experience as to what the profession meant to 

them. This reason was particularly evident among Social types who cited how they 

learned about opportunities in the field through direct contact with professionals 

including relationships with the heads of a teacher training program and being 
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approached by a supervisor to pursue a teaching certificate in this specialty area. Other 

Social types identified the passion and dedication demonstrated by teachers in the field in 

spite of their heavy caseloads and their desire to work in the field as a result of this 

influence. These results are consistent with those found by Hong et al. (2000) who 

reported 50.5% of those teachers in the sample within their first five years of teaching 

indicating this as the second most identified reason for entering the field.  

The second most indicated reason for entering the field was a desire to help 

others. This response is consistent with what studies on both prospective teachers and 

those employed in the field report, that the two main reasons for entering the field are the 

desire to work with young people (Brown, 1992; Serow et al., 1992; Thom, 1992) and the 

desire to make a contribution to society (Freidus, 1992; Goodlad, 1984; Richardson, 

1988). Hong et al. (2000) cited this as the primary reason for 68.8% of those in the 

sample within their first five years of teaching for entering a teacher training program in 

the field.  

The third most indicated reason had to do with an interest in the methods used in 

working with students with visual impairments. These methods included Braille and 

assistive technology. While one might think that the Realistic personality type associated 

with concrete, practical activities typically involving the use of machines and tools would 

be represented by those indicating this choice, the 16 individuals who ranked this 

statement as their highest reason for entering the field were not primarily Realistic 

personality types.  Twelve were Social, three were Artistic, and only one was Realistic. 

Of the twelve Social types, only one had Realistic as her second code letter and one had 
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Realistic as her third code letter. Interest in methods may be interpreted by those within 

the Social type as a means for working with students to provide compensatory skills 

leading to greater accomplishments. As one teacher explained, “to assist individuals who 

are blind to interface with technology enabling them to be more competitive with sighted 

peers.” This reason for entering the field was identified as the third most frequent choice 

in the Hong et al. study (2000) by 45.2% of the respondents in their first five years of 

teaching.  

            As pointed out by Bordin (1943) individuals may choose to enter the teaching 

profession in response to a national shortage of educators. A number of respondents 

indicated that their decision to become teachers of students with visual impairments 

stemmed from the teacher shortage and the availability of job openings. One participant 

stated, “Although I hold several current general ed teaching certificates, there were no 

jobs available to me in these areas. Knowing that a shortage of TVIs existed across North 

America and having a certification requirement to acquire a Masters degree…I gambled 

on being able to complete the degree program in a timely manner and gain employment. 

Actually I was approached in my first semester of graduate study for my first job 

placement.” Similar situations were noted by six of the respondents in the study. 

             Once teachers had completed their programs and were subsequently hired to 

teach in one of a variety of work settings, they learned that there was a noticeable 

difference from what they had expected while in their training programs and the realities 

of working as a teacher on a daily basis. Teachers most often reported the amount of 

paperwork involved on their jobs served as the greatest source of discrepancy for them 
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indicating that it was more than they expected. They thought that completing paperwork 

had a direct effect on the amount of instructional time they could be spending with 

students. Some also believed that the amount of paperwork increased each year. There 

appeared to be a difference between teachers who were new to the field of teaching and 

those who had become teachers of students with visual impairments after other teaching 

experiences. While a number of new teachers to the field reported on the amount of 

paperwork in a somewhat negative light, those who had taught before did not rank it as 

high in discrepancy. One veteran teacher wrote, “The paperwork requirements are exactly 

the same as those for learning and behavior disorders… I started in a school that had a VI 

resource room for over 10 years so most of the teachers were accustomed to teaching 

students with visual impairments.”  

            The second greatest area of discrepancy was the level of support and 

understanding from school administration. Comments were reported in both positive and 

negative directions. This can be especially important for new teachers who would benefit 

from additional support as they learn to navigate through the school system. Among the 

comments made by those who chose to elaborate on what they had ranked with numbers, 

feelings ranged from a sense of isolation to total support. One teacher noted a difference 

in administrative support in the two positions held and expressed how the most recent 

supportive approach makes work extremely rewarding. Teachers referred to their 

disappointments in administrative staff who do not recognize the Expanded Core 

Curriculum (ECC) and to the general lack of information as to what is involved in their 

job duties. One teacher stated that the county in which she works seems to be uninvolved 
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in providing direct services to students in the ECC. She said that she feels overwhelmed 

in this area as a new teacher, but hopes to make a difference with the teachers’ and 

administrators’ outlook and expectations of her students. Other teachers reported that 

their administration overwhelmingly supportive of their teaching role.  

            Among the other areas indicated by teachers as being different from what they 

initially expected, they commented on their sense of isolation from other staff, lack of 

consistency and continuity between teachers working with the same students with visual 

impairments, and lack of knowledge or interest by general education teachers on the 

needs of students with visual impairments.  

           Participants were given an opportunity to voice general comments at the end of the 

Participant Profile form. The comments were a blend of successes and challenges faced 

by teachers within their first five years of employment in the field. Among the successes 

expressed by participants are the sense of self-satisfaction derived from working with 

students and their families, feeling supported by immediate supervisors, the number of 

professional development opportunities, having other professionals with whom to share 

ideas, and opportunities to use one’s creative talents to modify materials. The challenges 

shared by these teachers included the need for obtaining information to work with 

students with severe cognitive and motor disabilities, the low pay, feeling overwhelmed 

by being put in the position of “expert” in regard to having a strong knowledge base for 

working with students with visual impairments, and the long commutes to classes related 

to the teaching position. One teacher pointed out that she thought that she would have 

filled out the Self-Directed Search much differently when she was a high school student 
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that she would at 38. She believed that she is much more open to consider various skills 

than she was as a high school student who was being pushed through an academic 

program and pushed to continue in college/academia. This type of response reflects the 

importance that individuals responding to the study placed on sharing their initial 

experiences in the field.  

Implications for recruitment of teachers of students with visual impairments 

            A primary result of this study was the value of the information gathered to suggest 

methods for improving the way that professionals are recruited to become teachers of 

students with visual impairments and, once hired, to encourage greater numbers of them 

to remain in the field. It is important to note that this descriptive study conducted 

provided nominal data for the sample without establishing the efficacy of teachers who 

responded. The study did not include measures of teacher effectiveness related to their 

Holland personality types. Although the majority of teachers within the sample scored as 

Social type, simply focusing recruitment on individuals within the Social type as best 

suited to work with students with visual impairments could result in a lack of diversity 

that might affect the quality of teachers entering the field.  

            Reviewing the percentages of teachers within the six Holland personality types as 

related to first awareness of the field of education of students with visual impairments 

and their subsequent reason for enrolling in a teacher training program for this 

occupation, the responses to the statements provided in the Participant Profile form did 

not necessarily reflect what might be expected for what Holland described for the specific 

types. For example, Social types might be expected to experience their first awareness of 
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the field in a social context through either contact with a professional working in the field 

or contact with a family member or friend knowledgeable of the field. Results indicate 

that, of the five personality types who indicated “Contact with a Professional” as their 

first choice for entering the field, Social types (27%) placed third by percentage of those 

indicating this choice compared to the total number of teachers within that personality 

type. Teachers scoring as Realistic (66.7%) and Conventional (57.1%) types for this item 

were also made aware of the field through their personal contact with professionals. In 

the area of “Contact with a family member or friend who as aware of the field,” 17% of 

those within the Social type indicated this as a primary source of awareness compared to 

50% of Enterprising types, 50% of Investigative types, and 23.5% of Artistic types. The 

most reported source of awareness, and the only one indicated by all six personality 

types, was “a work-related assignment.” The use of books and journals and the news 

media as sources of awareness appeared to be least effective as ways to inform people of 

teaching opportunities in this field. 

            A review of the reasons for entering a training program indicated that experiences 

involving personal contact with either professionals or with family or friends with visual 

impairments was not exclusive to Social types as their primary explanation for this 

action. While “Contact with professionals working in the field” was reported as an 

influence by all six personality types, Social types (21.5%) placed fourth behind Realistic 

(50%), Enterprising (50%), and Artistic (25%) for this item. “Contact with a family 

member or friend with a visual impairment” was indicated by four of the personality 

types as their primary reason for entering a training program. Of those four types, 
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Investigative (33%), Conventional (25%), and Artistic (15%) demonstrated higher 

percentages than Social (11.3%). While “a desire to help others” ranked as the second 

most commonly identified reason for entering the field, it was not overly represented as 

the primary reason among Social types that would be characteristic of individuals 

according to Holland. Of the five personality types who marked this item as their first 

choice, Enterprising (50%), Investigative (50%), and Conventional (25%) demonstrated 

higher percentages than Social (19%) and Artistic (10%). Of the choices provided for this 

item, no personality type indicated “Benefits” as what attracted him or her as a primary 

reason to consider entering the field. 

            Given these results, an appeal to a specific personality type to consider becoming 

a teacher of students with visual impairments could indeed limit the diversity of those in 

the field. Results show that those choosing to participate in the study were most often 

from the Social type (n = 86 or 65.2%). Given the small sample size for Investigative (n = 

7), Realistic (n = 4), and Enterprising (n = 3) types, generalizations across types are 

limited since there is no supporting evidence that the percentages of types within the 

sample are truly representative of those within the actual population of teachers meeting 

the criteria for the study.  

Using the data from the study, recruitment efforts focusing on reaching teachers 

and paraprofessionals currently working in either general education or special education 

settings appears to be a venue for presenting information on programs specific to students 

with visual impairments. At the professional level, teachers who are currently working 

with general education students or with special education students outside the category of 
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those with visual impairments, could be made aware of this particular field in a variety of 

ways. Since a number of teachers indicated that their motivation to enter into a teacher 

training program came from having a student with a visual impairment in their classroom, 

these teachers could offer informational sharing sessions to teachers who have never had 

such an experience. This approach could help reduce anxiety among teachers when faced 

with having such a student assigned to their classroom. It would also place participating 

teachers of students with visual impairments in the role of colleague and mentor and not 

as the “expert” who only sees one student at a time. Teachers could also participate in a 

“Walk in my Shoes” Day in which general education, other special education teachers, 

and school administrators could job shadow teachers of students with visual impairments 

to learn what they do on their jobs. These suggestions would address comments that 

many of the teachers participating in the study noted as lack of understanding by 

administrators and peers as to what their job duties entailed. Programs such as the 

Pathways to Teaching Careers Program designed to attract paraprofessionals to enter the 

field should be considered as a way to develop “home-grown” teachers. The Committee 

on Education for the Council of the City of New York (2003) has proposed alternative 

channels for teacher recruitment that takes into account the classroom experiences that 

paraprofessionals have that would have practical application within teacher training 

programs.  

            Since “Contacts with a professional working in the field” constituted the most 

often indicated reason for entering the field and the second most reported experience that 

raised an awareness of the field, recruitment strategies should be encouraged that appeal 
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to all personality types beginning at an early age reflective of career development theory. 

Itinerant and resource room teachers of students with visual impairments could pair with 

teachers in the regular elementary classrooms (Grades K-8) to develop activities in which 

both groups could participate. In the case of residential school classes, this can involve 

classes of students alternating between residential and public school general education 

settings. Students could then become more familiar with different classroom 

environments and demystify what occurs within each of them. For students in grades four 

through eight, students from both groups could be actively involved in planning either 

academic or non-academic activities under the supervision of their teachers. During high 

school years (Grades 9-12), teachers of students with visual impairments could present at 

the high school career fair. Teachers could prepare videotaped presentations of what a 

typical day would be like for them. This approach would include working directly with 

students as well as participating in meetings and working with parents and other 

professionals. The inclusion of work tasks not involving direct student instruction would 

educate high school students as to the other aspects of the position not likely to be 

observed during the course of the school day. Students would be exposed to the 

communication and technical skills needed to perform effectively as a teacher. 

Demonstrations of the methods used by teachers of students with visual impairments to 

instruct their students (Braille, assistive technology, and tactile adaptations of materials) 

could capitalize on the response that teachers of students with visual impairments 

currently working in the field indicated that encouraged them to enter a teacher training 

program. Since many high schools now require their students to participate in community 
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service work as part of their graduation requirements, schools could also provide 

opportunities to volunteer as field trip escorts or classroom assistants for students with 

visual impairments. This would involve training general education students in the proper 

techniques for sighted guide, communicating instructions in non-visual terms, and 

activities of daily living prior to beginning the actual work with students with visual 

impairments.  

            Holland (1985) associated each of the six personality types with their 

corresponding work environments that allowed them to demonstrate skills most reflective 

of their personal needs and self-satisfaction. Based upon his theory, a specific focus on 

activities could provide a variety of opportunities for each of the personality types to 

explore. Realistic types can use their interest in mechanical devices to integrate a student 

into a home repair class and to explore the use of assistive devices such as the 

braillewriter and computer software that translates print to Braille. Investigative types can 

focus on improving teaching approaches using research methods or be attracted to the 

medical aspects of visual impairment to consider innovations for utilizing residual vision. 

Artistic types can work with students in the performing arts, publish articles on effective 

classroom programs, or create descriptive video scripts. Those individuals falling into the 

Social type could use their ability to interact with others to make a difference in how 

students with visual impairments perform in the classroom by developing ways to address 

social skills including verbal and nonverbal communication.   Enterprising types could 

focus on ways to improve the employment levels of those with visual impairments by 

assisting with vocational skill development or develop their leadership skills as 
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curriculum specialists or program supervisors. Individuals with Conventional personality 

types could work with students with visual impairments to develop their organizational 

skills or teach students to work with assistive technology. Although the sample did not 

represent the proportion of personality types found in the general population, comments 

provided by teachers within the non-Social types may demonstrate how their types are 

reflected in how they were attracted to become teachers of students with visual 

impairments. For example, one teacher (Realistic type) stated that he is a Morse code 

operator and that the similarities between Morse code and the Braille code were very 

attractive to him. An Artistic type teacher said that her first job in college was adapting 

materials for visually impaired students. These experiences may warrant consideration 

for recruiting teachers outside the Social type.  

             At the undergraduate and graduate college level, both teachers of students with 

visual impairments and the faculty of teacher preparation programs should be encouraged 

to present to students enrolled in classes that are part of the school’s education track. 

Students at the freshman and sophomore level would benefit from general information 

about this field prior to declaring education as a major. As a junior or senior, the student 

might be offered an independent study elective working with a teacher of students with 

visual impairments in available teaching settings. Five teachers within the study listed 

their experiences in a university class as their primary reason for choosing to enter the 

teacher training program.  

On the public level, the need for teachers of students with visually impairments 

could be advertised through public service announcements (PSAs) on television, radio, 
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and on the Internet. This approach could be particularly effective with adults over 40 who 

may be considering a career change involving doing more meaningful work in the 

community. Since many of these individuals consider the financial cost of entering a full-

time teacher-training program, options such as stipends, evening classes, and distance 

learning programs should be addressed within the PSAs.  

Based on the areas listed as sources of discrepancy for teachers once they began 

to work directly with students, there are number of ways in which teacher personnel 

training programs could address these areas. The first way would be to develop specific 

training modules designed to cover self-advocacy, caseload management, time 

management, communication skills, managing paperwork, and competencies related to 

policies and procedures at federal, state, and local levels. Pre-service teachers would have 

the opportunity to learn techniques for the most effective approaches to use in explaining 

their role and responsibilities to both administration and colleagues to foster support and 

understanding for the implementation of their program. This would include providing a 

rationale for the delivery of the Expanded Core Curriculum and its importance for 

students with visual impairments. Another module would be devoted to strategies for 

managing a caseload focusing on identifying the level and nature of specific services 

needed as identified in the Individual Education Plan (IEP) and determining ways of 

ensuring that skills being taught are reinforced when they are not providing direct 

instruction (Instructional Aides, direct assistance to the general education teacher, peer 

training). Pre-service teachers should learn how to communicate effectively in both oral 

and written form. This module should include learning active listening, responding to 
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differences in opinion, and learning to write reports clearly and concisely. A module 

addressing knowledge of policies and procedures can include an overview of those 

policies most commonly encountered by teachers of students with visual impairments 

(IEPs and 504 Plans at the Federal level, State guidelines for testing and academic 

standards, and local guidelines applying to specific school districts and schools). 

Secondly, teacher personnel training programs can partner with State Departments of 

Education to chart a course of continuous improvement for implementing the Expanded 

Core Curriculum and educating school administrators at all levels on best practice for 

integrating teachers of students with visual impairments into their school systems. 

Thirdly, there is a need for University teacher training personnel to work within each of 

the states to develop a data base to track teachers from the time they exit their training 

programs through their first five years of teaching. The data base should include 

demographic information as well as a listing of supportive resources made available to 

newly-hired teachers. These teachers should also submit an annual brief evaluation of 

their experience for each of the first five years they teach to determine what additional 

support he or she might need to remain in the field.  

            The results of this study indicate that male teachers constitute a disproportionate 

number of professionals in the field. The percentage of male teachers within the sample 

(n=9.8%) is reflective of the low incidence of male instructors at both the elementary and 

secondary level. The National Education Association (2003) reported that the ratio of 

males to females in teaching has steadily declined. Male teachers represent 9% of 

elementary teachers and 35% of secondary teachers. Among special education teachers 
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surveyed in Texas (Olivarez & Arnold, 2006), 15% were identified as male. Since this 

study identified the influence of a teacher as being the fourth most influential factor in 

deciding to become a teacher, the exposure to the roles and duties of a teacher of students 

with visual impairments could serve to attract more males to enter the field. Males could 

also be recruited into entry level positions such as teacher assistants and 

paraprofessionals and encouraged to pursue teacher training programs once they are 

aware of what the field has to offer.  

The proportion of teachers representing the non-White variable within the study 

poses challenges to the recruitment of a diverse teaching force to work with students with 

visual impairments. Special educators within their first three years of teaching indicated 

that they had relatively little (36%) or no (17%) interactions with students who were from 

differing cultural and linguistic backgrounds than their own during their teacher training 

programs and field-based experiences representing 65% of beginning teachers  

(Billingsley, 2000). Teachers who share cultural backgrounds similar to their students 

may promote improved student outcomes through their ability to communicate 

bilingually (Genzuk & Baca, 1998). Students from diverse cultural backgrounds may 

demonstrate differences in cognitive and learning styles from that of the majority culture 

leading to disparities in performance (Townsend, 2000). Effective recruitment methods 

for attracting a more diverse teaching force include using teachers of color within 

existing programs as recruiters; developing Speakers Bureaus composed of college 

faculty, special education teachers, and parents of special education minority students; 
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and high school courses leading to college credit to encourage minority students to 

consider enrollment at the college level (Yzquierdo et al, 2002).  

 Implications for the retention of teachers of students with visual impairments 

Another goal of this study was to investigate the experiences of teachers of 

students with visual impairments within their first five years of employment in the field 

since this is considered the time when significant attrition occurs across all areas of 

education. Studies show that there may be specific demographic variables that affect 

attrition. Age is a particularly consistent variable linking younger teachers to leaving the 

field than their older counterparts (Boe et al., 1997; Morvant et al., 1995). Gender (Miller 

et al., 1999; Cross & Billingsley, 1994) and race (Boe et al., 1997) were less likely to be 

linked to teacher attrition. Since 40 teachers (30.3%) within the current study sample are 

30 years of age or younger, age could be a factor in whether or not they remained in the 

field after five years. This may be particularly true when considering the challenges and 

frustrations faced as they began their teaching careers (lack of administrative support, 

isolation, being viewed as the “expert”, heavy caseloads, and the amount of paperwork 

required). Teachers who entered the field after 40 were less likely to report these 

frustrations since they were accustomed to or knowledgeable of their presence. 

Support and understanding from school administrators was ranked by 83 

participants as a discrepancy (47 receiving less support and 36 receiving more support) 

between what they had expected before entering the classroom and what they 

experienced once they became teachers. Teachers of students with visual impairments 

within the sample cited the need for administrative support to implement the Extended 
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Core Curriculum, to comply with the regulations outlined in IDEA, to have a clear 

understanding of the roles of the TVI, to apply standards of accountability for all teachers 

including TVIs within the District, and to practice equity in student disciplinary 

measures. Seitz (1994) pointed out that teachers who are new to the field must often 

contend with supervisors who lack information regarding guidelines or resources. 

Teachers within the sample of the current study also identified the level of collegial 

support they received as contributing to the difference between what they expected prior 

to being employed as teachers of students with visual impairments and what occurred 

once they began to teach. While school administrators can assist in providing a collegial 

atmosphere, there may be a more effective systemic approach to retaining teachers of 

students with visual impairments including educating and sensitizing general education 

teachers to the nature of what is involved in teaching students with visual impairments, 

especially those students with multiple disabilities. Schools being served by itinerant 

teachers can develop more effective ways to include such teachers in school activities and 

special programs. School administration and other sponsoring groups can include 

itinerant and resource room teachers in teacher recognition programs as a means of 

integrating them into school faculty. 

Amount of paperwork was ranked by 89 participants as a discrepancy (18 

reporting less paperwork and 71 reporting more paperwork) between what they had 

expected before entering the classroom and what they experienced once they became 

teachers. One of the major contributors to teacher overload is paperwork (Westling & 

Whitten, 1996; Billingsley et al., 1995). Given the number of teachers within the current 
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study sample who reported the amount of paperwork required as part of their job 

responsibilities, possible interventions are recommended that could assist in reducing the 

frustration associated with this task. Teachers within their first five years could be 

assigned smaller caseloads requiring less documentation. As teachers gain experience, 

their caseloads can be increased. Current studies show that, while special education 

teachers report the effect that their caseload has on their ability to complete paperwork, 

there is no empirical evidence to show that it contributes to teacher attrition (Brownell et 

al., 1994-1995; Schnorr, 1995). For new teachers the problem may be related to the 

amount of time needed to develop proficiency in preparing documentation rather than 

having too many students on their caseload.  In the case of additional time needed for 

data collection for documenting IEP progress and behavior intervention plans, 

paraprofessionals can be trained in data collection procedures. Teachers should also be 

provided with the necessary software and technological support for completing 

paperwork.  

Brown (2004) cited retention data for the state of Texas indicating that 19% of 

new teachers left their positions after the first year primarily due to lack of professional 

support. Her research emphasized the role that a mentor can have in making a difference 

in whether or not teachers of students with visual impairments remain in the field. 

Mentors can provide knowledge based upon their experience allowing new teachers to 

pose thought-provoking questions about the students on their caseload and effective ways 

of educating students with additional disabilities. These questions may involve writing 

IEPs, conducting learning media assessments, and report writing. Teachers new to the 
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field, especially those within their first year of teaching, may require a high degree of 

emotional support due to the increased level of stress in working with multiple levels of 

students and their self-perception of not achieving expectations (Seitz, 1994). Teachers 

who receive mentoring and administrative support are more likely to see their roles as 

manageable, to believe that they can adequately deliver services as identified in students’ 

IEPs, and trust that they can work with even the most difficult students (Billingsley, 

2000). 

New teachers require unencumbered time in their schedules to meet with mentors 

on a weekly basis to discuss issues of relevance to them. The program should be free of 

performance evaluation constraints. In the case where the teacher of students with visual 

impairments is separated by long distances from a potential mentor due to a shortage of 

qualified personnel, alternative methods of communication can be utilized. This could 

include telephone contact or teleconferencing. Participating mentors could be 

compensated for their time and efforts through financial incentives or release time.  

All of the aforementioned discussion of the importance of recruiting and retaining 

qualified teachers of students with visual impairments should be considered to increase 

the numbers of new teachers needed to educate students who require adaptations and 

accommodations to access educational programs. Each of these implications is subject to 

further extensive research as it relates to the findings of this study.  
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Limitations of the study  

            A number of limitations were identified within the study that may be considered 

for future replication of research in this area: 

Sample. The sample was drawn from a group of respondents to an online posting 

on sites designed to attract the interest of professionals working with individuals with 

visual impairments. When potential respondents contacted him,, the researcher followed 

up the request with personalized emails confirming the eligibility of the participants, 

clarifying questions about the information in the packet, seeking information that may 

have been omitted or improperly entered on the Participant Profile form, and generating 

reminders to complete and return the packets three weeks after being sent. These 

communications may have influenced the high return rate which may have been 

significantly lower had only the packets been sent with instructions for completion and 

return.  

The limitation of a volunteer sample is that the sampling is not a random 

representation of the population. Since those teachers who volunteer are indicating their 

willingness to participate based on the conditions of the study, there is no way to 

determine how they differ from those who did not respond. A question might arise as to 

whether Social types as defined by Holland are more likely to express an interest in 

participating in these types of research studies than the other five types. The ideal 

sample would have been a roster of all teachers of the visually impaired who met the 

three criteria for participation. Again, the limitation imposed by using this approach 

would have the nature of those teachers who chose to respond to be part of the study.  
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The representativeness of two of the variables, gender and race/ethnicity, within 

the sample does not represent the general population of teachers within their first five 

years of employment in the field. Demographics of teachers within the field of 

education show that approximately 75% are female (Wynn, 1960; Grant & Murray, 

1999). Female respondents constituted 90.2% of this study sample. The percentage of 

males and females for the current study represents a higher proportion of females 

compared to earlier studies.  

The proportion of race/ethnicities in the sample does not reflect that of the general 

population in the United States. Because specific information on ethnic composition of 

professionals working with students with visual impairments is not available for 

analysis, it is difficult to generalize the results of the study to the entire teaching 

population.  

Researcher bias. There may be sources of bias that stem from the research 

process itself. Once the theory had been identified by the researcher, there may have 

been a tendency to interpret data in terms of it, be on the look out for data that would 

confirm it, or even shape the data production process in ways that lead to error. This 

could have manifested itself in the development of the Participant Profile form through 

the questions asked or as a result of the way they are asked. The possibility of 

nonresponse error occurring whereby subjects included in the population fail to respond 

could also affect research results.  

Data collection. A number of potential participants requested to have the SDS 

Self-Directed Search assessment and the Participant Profile form electronically sent to 
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them. Because of the copyright restrictions on the Self-Directed Search, it was necessary 

to inform teachers requesting that format that the documents could only be completed in 

paper form sent through the mail. This may have eliminated a number of potential 

participants.  

            Data analysis. Because the study was conducted on a group which had already 

self-selected for occupation, the type of data analysis which could be utilized was limited. 

All data were reported in nominal form. The use of the Goodman and Kruskal tau does 

not allow the results to be generalized to the larger population of teachers of students 

with visual impairments who may have qualified for this study. Since it was not possible 

to determine the proportionate distribution of Holland types across this population, 

implications for retention and recruitment of teachers to the field may be affected.   

Suggestions for future research 

             1. Expansion of the three research questions related to awareness of the field, 

reasons for entering the field, and differences in the expectation and actual experiences in 

the field. The structure of each of these three questions provided ordinal data. Since the 

response choices were marked as ordinals, they did not require the participant to provide 

specific information on the nature of the choice, i.e. “volunteer work in the community” 

listed under awareness of the field did not require that the individual identify the nature 

of the volunteer experience (participant’s age at the time, description of the volunteer 

duties, duration of the volunteer experience). In response to the top three reasons for 

entering the field, “Contact with professionals working in the field” did not require 

respondents to describe when the interaction(s) occurred in their lives, what positions 
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these professionals held, and what the circumstances were for the contact. How 

expectations differed from actual experience could have yielded more depth to the topic 

had teachers listed such additional information as to the type of paperwork they found to 

be the most time consuming, the type of support and understanding they experienced with 

administrators, and the content of professional development they found to be helpful. 

While the options of “Other” and “Comments” provided a source of such additional 

information, a future study that focused on any one of these questions could provide 

additional information about what individuals experience in their career path to becoming 

teachers of students with visual impairments.  

            2. A qualitative study on the choice to become a teacher of the visually impaired. 

A second suggested associated research study would be a qualitative study involving 

teachers who were eligible under the three criteria of the current study. This might 

include a random sample of those teachers who participated in this study. A thematic 

analysis could be used to determine the presence of commonalities among teachers new 

to the field. This method typically produces a wealth of detailed data about a defined 

number of people and cases—data that need not fit into predetermined response choices 

that characterize most surveys or questionnaires. How individuals specifically approach 

the decision to become a teacher of students with visual impairments (process) becomes 

as important as the variables considered in a quantitative study.  

            3. Follow up study on the sample. Given that 20-50% of the six million certified 

teachers in the United States either leave the field or never enter the profession (Ingersoll 

& Smith, 2003; Lewis, 1998; Southworth, 2000) within the first five years of receiving 
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their teaching credentials, a recommended study would be to follow the 132 participants 

who were part of the current study to learn what the retention rate for this sample would 

be five years from the point of data collection. This concept could be expanded to 

compare the current participant sample with a second equal-sized randomly chosen 

sample that met the same eligibility requirements, but for some reason did not choose to 

volunteer for this study. The results of the study could help determine if the original 

sample was overly-representative of individuals who had a strong prior commitment to 

their career choice creating a bias in the research study results.  

            4. Differences in participants below and over the age of 40. There may be 

differences among teachers related to their reasons for entering the field and how they 

experience their work once hired. Since the current sample appeared to be equally 

divided between individuals below and over 40 years of age, data was analyzed for each 

of these two groups but not included within the scope of the study. There were some 

differences in responses. For example, teachers under 40 identified this interest in 

methods used as one of their top three reasons for entering the field in 32 cases, whereas 

teachers over 40 identified this in only 18 cases. Participants in the over 40 category may 

have different experiences because they have made a career change as compared with 

new entrants to the field of special education. This information may be useful in 

recruiting and retaining these teachers.   

            5. A study on current recruitment methods. A questionnaire can be designed to 

gather information on current recruitment methods, the effectiveness of these methods, 

and what methods could be developed and implemented based on the results of this 
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study. The questionnaire would be distributed to the heads of all professional preparation 

programs responsible for training teachers of students with visual impairments.  

           6. A study on teacher retention. A survey would be designed and sent to school 

administrators pertaining to issues such as paperwork, caseloads, administrative support, 

peer support, and professional development as they relate to teachers of students with 

visual impairments assigned to their schools. In addition to objective data such as 

numbers of students on the teacher’s caseload, the survey would capture approaches that 

administrators find to be effective in retaining these teachers as well as areas in need of 

improvement. The study would provide recommendations based on best practice for 

teacher retention.  

Although the current study has substantial limitations, it did provide initial data as 

to the experiences identified by teachers within the first five years of employment 

working with students with visual impairments. Because of the projected shortage of 

teachers due to such factors as retirement and career changes among current teachers, this 

topic area warrants further research with suggestions being made for how future studies 

could be conducted.  

A final comment made by one of the participants reflects the thinking of many 

participants regarding their careers: 

“I entered the field by accident, but I’m very glad I did. Any way we can get the 

word out that this is a great job will be a huge benefit to everyone – students, parents, 

teachers. Thanks for doing the research!” 
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                                                         APPENDIX A 
 

      Participant Profile 
 

Name ______________________________________________     DOB ____________ 
 

Address_________________________________________________________________ 
 
Email contact information __________________________________________________ 
 
Gender:    M      F                                                                             
 
Race/Ethnicity 
    ___ White 
    ___ African American 
    ___ American Indian or Alaskan Native 
    ___ Native Hawaiian and other Pacific Islanders and Asian 
    ___ Hispanic or Latino 
 
Disability (if applicable) ___________________________________________________ 
 
Number of years employed as a teacher of the visually impaired ____________________ 
 
Highest degree attained related to VI certification: 
     ___ Undergraduate 
     ___ Graduate 
 
Dually certified TVI/O&M?     Yes    No 
 
Additional teaching credentials held: __________________________________________ 
________________________________________________________________________ 
 
Current job setting (List number of years experience within each setting in the space 
provided. More than one setting may be marked.): 
     ___ Residential School 
     ___ Itinerant 
     ___ Resource and/or Self-Contained Classroom 
     ___ Other (type) _____________________________________________________ 
 
Percentage of time spent providing direct educational services to students: 
     ___  0 – 25% 
     ___  26 - 50% 
     ___  51 – 75% 
     ___  76 – 100% 
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How did you first become aware of the field of education working with students with 
visual impairments? Mark all that apply using a 1 as your most important reason, 2 as 
your second most important reason, etc. 
   ___ Volunteer work in the community 
   ___ A work-related assignment  
   ___ Books or journals 
   ___ News media (newspaper articles, television) 
   ___ Personal experience as a person with a visual impairment 
   ___ Contact with a professional working in the field 
   ___ A high school or college classroom assignment related to the field 
   ___ Contact with a family member or friend who was aware of the field 
   ___ Other (List) ________________________________________________________ 
Comments: ______________________________________________________________ 
________________________________________________________________________ 
 
 
 
 
 
 
What were your top three (3) reasons for entering the field of education working with 
students with visual impairments? Use a 1 as your most important reason, 2 as your 
second most important reason, and 3 as your third most important reason.  
     ___ Information gained while taking a university course prior to entering a training       

program for the education of students with visual impairments 
     ___ Contact with professionals working in the field 
     ___ Interest in the methods used in working with students with visual impairments 
     ___ Contact with a family member or friend with a visual impairment 
     ___ Availability of financial assistance to support attending school 
     ___ A desire to work in a small class setting 
     ___ Desire to help others 
     ___ Having a student with a visual impairment in my general education classroom 
     ___ Having a student with a visual impairment in my special education classroom 
     ___ The opportunity for collaboration and networking 
     ___ Opportunities for professional development 
     ___ Benefits (insurance, vacations, sick leave, etc.) 
    ___ Other (List) ________________________________________________________ 
Comments: ______________________________________________________________ 
________________________________________________________________________ 
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How did your expectations of your teaching experience change after you entered the 
field? Mark all that apply using a 1 as the area with the greatest amount of discrepancy, 2 
as the second area with the next greatest amount of discrepancy, etc. After each statement 
write + for greater than or – for less than what you had expected. 
   ___ Support or understanding from administrators ___ 
   ___ Amount of paperwork ___ 
   ___ Size of caseload ___  
   ___ Knowledge of Federal, State, and District laws and policies needed ___ 
   ___ Availability of professional development ___ 
   ___ Support or understanding from peers ___ 
   ___ Adequate funding for equipment and supplies ___ 
   ___ Teacher salary ___ 
   ___ Curriculum for subjects taught ___ 
   ___ Other (List) _________________________________________________________ 
 
Comments_______________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________ 
 
              
Additional comments ______________________________________________________ 
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________  
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 APPENDIX B 
 

On-line posting for participants 
 

 
Why did YOU become a teacher of visually impaired students? For my doctoral research, 
I want to discover what attracts people to teach visually impaired children. I’d like to 
include you in my study if you 

1. HAVE TAUGHT ONE TO FIVE YEARS AS A TEACHER OF THE 
BLIND/VISUALLY IMPAIRED 

2. received a college degree and teaching credential in visual impairment AND 
3. are currently teaching students who are blind/visually impaired.  

 
If you meet all three criteria, please contact me through this email address. I will send 
you some materials by mail to complete. The entire process will require about an hour of 
your time and will help us learn more about how people are recruited into the field.  
 
If you know of others who qualify for this study, please feel free to forward this 
information onto them. The more teachers who participate, the more valuable the study 
will be.   
 
 
 
 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
           



   135
 

    APPENDIX C 
 

                                                 Informed Consent 
 

                       Choosing to Become a Teacher of the Visually Impaired 
 
Introduction 
 
You are being invited to take part in a research study.  The information in this form is 
provided to help you decide whether or not to take part.  Study personnel will be available to 
answer your questions and provide additional information.  If you decide to take part in the 
study, you will be asked to sign this consent form.  A copy of this form will be given to you. 
 
What is the purpose of this research study? 
 
The purpose of this study is to investigate the personality and background experiences of 
individuals who are attracted to work as educators of students with visual impairments.  
 
Why are you being asked to participate? 
 
You are being invited because you meet the following criteria for inclusion in this research 
study: (1) you have received a degree from either an undergraduate or graduate program in the 
United States in teacher preparation for the blind/visually impaired, (2) you are currently 
teaching students who are blind/visually impaired, and (3) you are within your first five years 
as a teacher of the blind/visually impaired. 
 
How many people will be asked to participate in this study? 
 
Approximately 150 to 200 persons will be asked to participate in this study. 
 
What will happen during this study? 
 
Should you qualify as a participant in this research study, you will receive by mail two 
documents to complete: (1) The Holland Self-Directed Search – Form CP which is an interest 
inventory used to provide information about preferred working styles, values, and work 
environments and (2) a Participant Profile form requiring demographic information and 
checklist information regarding how you learned about this field and made a decision to 
pursue a career as a teacher of the blind/visually impaired. You will be asked to mail these 
documents back to the researcher for analysis. 
 
How long will I be in this study? 
 
About one hour’s time will be needed to complete this study. 
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Are there any risks to me? 
 
The things that you will be doing have little risk.  This study is anonymous so your name will 
not be linked to any of the information that you submit. If you find any question stressful or 
upsetting, you can stop participating immediately.   
 
Are there any benefits to me? 
 
While you may not receive any direct benefit from taking part in this study, the results  of the 
study will contribute to the field by providing information that will be valuable in recruiting 
potential teachers of the blind/visually impaired.  
 
Will there be any costs to me? 
 
Aside from your time, there are no costs for taking part in the study. 
 
Will I be paid to participate in the study? 
 
You will not be paid for your participation. 
 
Will video or audio recordings be made of me during the study? 
 
No. 
 
Will the information that is obtained from me be kept confidential? 
 
The only persons who will know that you participated in this study will be Principal 
Investigator, David Petrovay.  
 
Your records will be confidential. You will not be identified in any reports or publications 
resulting from the study.  It is possible that representatives of the Human Subjects Protection 
Program will want to review your information.  If that occurs, a copy of the information may 
be provided to them but your name will be removed before the information is released. 
 
All protocols will be destroyed within a year of completion of this research study. 
 
What if I am harmed by the study procedures? 
 
Should you experience what you consider to be any harmful effects during your participation 
in the completion of the required documents, you may withdraw from the research study by 
contacting David Petrovay at Dpetrovay1@aol.com.  
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May I change my mind about participating? 
 
Your participation in this study is voluntary.  You may decide to not begin or to stop the study 
at any time.   Also any new information discovered about the research will be provided to you. 
This information could affect your willingness to continue your participation. 
 
Whom can I contact for additional information? 
 
You can obtain further information about the research or voice concerns or complaints 
about the research by calling the Principal Investigator David Petrovay, Ph.D. Candidate 
(650)369-4951. If you have questions concerning your rights as a research participant, 
have general questions, concerns or complaints or would like to give input about the 
research and can’t reach the research team, or want to talk to someone other than the 
research team, you may call the University of Arizona Human Subjects Protection 
Program office at (520) 626-6721.  (If out of state use the toll-free number 1-866-278-
1455.) If you would like to contact the Human Subjects Protection Program by email, 
please use the following email address http://www.irb.arizona.edu/suggestions.php. 
 
Your Signature 
 
By signing this form, I affirm that I have read the information contained in the form, that the 
study has been explained to me, that my questions have been answered and that I agree to take 
part in this study.  I do not give up any of my legal rights by signing this form. 
 
__________________________________                           ________________________ 
Name (Printed)                                                                                       Date signed 
 
__________________________________                            ________________________ 
Participant’s Signature                                                                            Date signed 
 
Statement by person obtaining consent 
 
I certify that I have explained the research study to the person who has agreed to participate, 
and that he or she has been informed of the purpose, the procedures, the possible risks and 
potential benefits associated with participation in this study.  Any questions raised have been 
answered to the participant’s satisfaction. 
 
__________________________________ 
Name of study personnel 
 
__________________________________                              ________________________ 
Study personnel Signature                                                                         Date signed 
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                                                     APPENDIX D 
                                                    
                                                 DEMOGRAPHICS 

 
 

Table 1 
 
Respondent Gender 
 

                    Gender Frequency Percent Valid Percent 
Cumulative 

Percent 
 1 Male               13           9.8              9.8              9.8 
  2 Female             119         90.2            90.2          100.0 
     TOTAL             132       100.0          100.0  

 
 
Table 2 
 
Respondent Race/Ethnicity 
 
 
        Race/ethnicity 

    
    Frequency     

   
  Percent 

  
Valid percent 

   Cumulative    
       percent        

1 White 
2 African/African    
   American 
3 Native American or   
   Alaskan Native 
4 Native Hawaiian and 
   other Pacific Islanders 
   and Asian 
5 Hispanic or Latino 
   Missing 
   TOTAL 

        121 
 
          2 
           
          0 
 
 
          2 
          5 
          2 
        132 

     91.7 
 
       1.5 
           
          0 
 
 
        1.5 
        3.8 
        1.5 
    100.0 

      93.1 
 
        1.5 
            
           0 
 
 
         1.5 
         3.8 
     100.0 

          93.1 
 
          94.6 
           
          94.6 
 
 
          96.2 
        100.0 
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Table 3 
 
Respondent Disability 
 

  

Frequency Percent Valid 
Percent 

Cumulative 
Percent 

1  YES 9 6.8 6.8 6.8 
2  NO 123 93.2 93.2 100.0 

Valid 

TOTAL 132 100.0 100.0   
 
 
Table 4 
 
Mean age and mean years of teaching 
 
     Years     N   Minimum Maximum    Mean Std. Deviation 
Respondent Age 
Respondent Years  
Teaching 
Valid N (listwise) 

   132 
 
   132 

        22 
 
     <1.0 

      62 
 
     5.0 

    38.71 
 
      2.88 

     10.839 
 
        1.488 

 
 
Table 5  
 
Respondent Degree Level 
 
Degree level   Frequency  Percent Valid percent    Cumulative   

      percent 
1 Graduate degree 
2 Undergraduate degree 
   TOTAL 

       108 
         24 
       132 

    81.8 
    18.2 
  100.0 

        81.8 
        18.2 
      100.0 

         81.8 
       100.0 

 
 
Table 6  
 
Respondent with dual certification 
 
      Dual certification   Frequency Percent Valid percent     Cumulative  

       percent 
1 Yes 
2 No 
   TOTAL 

        34 
        98 
      132 

   25.8 
   74.2 
 100.0 

       25.8 
       74.2 
     100.0 

         25.8 
       100.0 
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Table 7 
 
Respondent’s job setting 
 
          Job setting   Frequency Percent Valid percent    Cumulative  

      percent 
1 Residential school 
2 Itinerant 
3 Resource/self contained 
   classroom 
4 Other 
   TOTAL 

         9 
       94 
 
       11 
       18 
     132 

    6.8 
  71.2 
 
    8.3 
  13.6 
100.0 

         6.8 
       71.2 
 
         8.3 
       13.6 
      100.0 

          6.8 
        78.0 
 
        86.4 
      100.0 

 
 
Table 8 
 
Percentage of time providing direct educational services to students 
 
Percentage of time spent 
        with students 

 Frequency  Percent Valid percent   Cumulative  
     percent 

      1      0-25% 
2 26-50% 
3 51-75% 
4 76-100% 

No response 
TOTAL 

        3 
      24 
      52 
      51 
        2 
    132 

    2.3 
  18.1 
  39.4 
  38.7 
    1.6 
100.0 

        2.3 
      18.5 
      40.0 
      39.3 
     100.0 

         2.3 
       20.7 
       60.7 
     100.0 
      

 
 
Table 9 
 
Distribution of teachers across regions 
 
          Region   Frequency  Percent Valid percent   Cumulative  

      percent 
1 West 
2 Southwest 
3 Midwest 
4 Southeast 
5 Northeast 
   TOTAL 

       33 
       13 
       25 
       25 
       36 
     132 

    25.0 
      9.8 
    18.9 
    18.9 
    27.3 
  100.0 

       25.0 
        9.8 
      18.9 
      18.9 
      27.3 
    100.0 

        25.0 
        34.8 
        53.8 
        72.7 
       100.0 
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West: WA, OR, CA, AK, HI, ID, MT, NV, UT, WY, CO 
 
Southwest: AZ, NM, OK, TX 
 
Midwest: SD, ND, NE, KS, MN, IA, MO, WI, IL, MI, IN, OH 
 
Southeast: AK, LA, KY, WV, VA, TN, SC, AL, MS, GA, FL 
 
Northeast: ME, NH, VT, MA, CT, RI, DE, NY, PA, NJ, MD 
 
 

Table 10 

Distribution of Respondent Personality Types 

Personality Type    Frequency       Percent Valid Percent   Cumulative        
Percent        

Realistic (R)           4         3.0         3.0          3.0 

 Investigative (I)              7                      5.3                      5.3                        8.3 
 

Artistic (A)                     22        16.7                    16.7                     25.0 
 

Social (S)            
                   

         86        65.2                    65.2                     90.2 

Enterprising (E)               3         2.3                        2.3                      92.5 
 

Conventional (C)          10               7.5                      7.5                    100.0 
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                                                      APPENDIX E 
 
               SOURCES OF AWARENESS, REASONS FOR ENTERING THE FIELD,  

                                   AND TEACHING EXPECTATIONS  

Table 1 
 
Frequency of rankings of sources of awareness of the field  
 
Source of awareness                                                    Rankings                                   
         of field                                                              (Frequency) 
    1    2    3    4    5    6  7-8 Total
Contact with professional 
in the field 

  29   53    8    2    1    0    0   93 

A work-related 
assignment  

  26     9    4    2    1    0    1   43 

Contact with family 
member or friend who 
was aware of the field 

  17     8    4    0    0    0    1   30 

Personal experience as a 
person with a visual 
impairment 

  12     4    4    0    0    0    0   20 

A high school or college 
classroom assignment 
related to the field 

    4     5    3 
 

   2    0    0    0   14 

Volunteer work     3     3     4    2    1   0    0   13 
Books or journals    1    0    5    2    1    1   0   10 
News media (Newspaper 
articles, television) 

   0    2    1    1    0    2   1     7 

Other   38    7    6    1    0    0   0    52 
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Table 2 
 
Distribution of “Other” Responses for Awareness of the Field of Working with Students 
with Visual Impairments 
 
                                                Responses Frequency
 
Contact with professionals in the field 
             Contact with Special Ed program directors and University professors 
             Contact with colleague working in the field 
Direct classroom experience 
              Having a student with a visual impairment in the classroom 
              O&M practicum observation 
Family member with a visual impairment 
Media communication 
               Newsletter 
               Job posting 
               Web site 
               College handbook 
               College campus fair 
High school or college volunteer/work experience 
                Internship/college job 
                High school class requiring assistance with VI students 
                High school volunteer at VI sports camp 
College informational session 
                 Learning about VI programs as an undergraduate 
                 University informational session 
Movie, The Miracle Worker 
Interest in the Braille code 
Needing a teaching certification 
Relatives proximity to Anaheim Braille Institute 

 
        
         8 
         4 
 
       10 
         1 
         8 
 
         2 
         2 
         1    
         1 
         1    
 
         4 
         1 
         1 
 
         2 
         1 
         2   
         1 
         1 
         1 
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Table 3 

Comments Related to Awareness of the Field  

                                                Experience Frequency
 
Direct classroom experience 
College informational session 
Contact with professionals working in the field 
Contact with family member of friend with a visual impairment 
Volunteer work experience 
Interest in Braille code 
Information from a parent regarding jobs as a TVI 
Job opening as a VI classroom aide 
Lack of satisfaction with personal vision services 

        
       5 
       3 
       2 
       2 
       1 
       1 
       1 
       1 
       1 
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Table 4 

Distribution of rankings for choosing to enter a teacher training program  

                            Reason   Ranking 1  Ranking 2   Ranking 3   Total  

Contact with professional working in 
field 

       27        21       24     72 

Desire to help others        23        18       15     56 

Contact with family member with 
visual impairment 

       16          5         6     27 

Interest in methods used in working 
with students with visual impairments 

       14         23        13     50 

Availability of financial assistance          8          17         21     46 
Opportunities for professional 
development 

         8            2           6     16 

Desire to work in a small class setting          7          16          13     36 

Having a student with a visual 
impairment in my special education 
class 

         5            4            3     12 

Information gained while taking a 
university course prior to entering a 
TVI training program 

         5          10            5     20 

Having a student with a visual 
impairment in my general education 
class 

         4            1            3       8 

The opportunity for collaboration and 
networking 

         2            4            5      11 

Benefits          0            3            2       5 

Other         12            7            9      28 
TOTAL        131         131        125  
 
 

 

 



   146
 

 

Table 5 

Distribution of “Other” responses for choosing to enter a teacher training program 
 
          Reasons for choosing to enter teacher training programs Frequency 
 
Availability of job openings 
Interest in the field of visual impairment 
Preference for the job setting 
Direct classroom experience 
Contact with individuals with experience in the field 
             Special Ed program directors and University professors 
             Family member or friend              
 Teaching techniques and methods 
             Braille 
             Assistive technology 
Benefits 
High school or college volunteer/work experience 
                Summer camp worker 
                Volunteer at school   
University informational session 
Personal experience 
Limited special education teaching certification programs 
Helping to meet the needs of all students 
Career change 

     
       7 
       3 
       3 
       2 
        
       2 
       2 
 
       2 
       2 
       2 
       
       1 
       1 
       2 
       2 
       1 
       1 
       1 

 
 
Table 6 

Comments related to reasons for entering a teacher training program  
 
                                       Experiences     Frequency 
 
Stipends and grants 
Attractiveness of the job setting 
Availability of job openings 
Passion and dedication 
Direct classroom experience 
Helping people 
Collaboration 
Learning new ways to reach students 

             
            7  
            3 
            2 
            2 
            1 
            1 
            1 
            1 
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Table 7 

Distribution of rankings  of difference in expectations prior to and after entering the field 

FACTORS                                                   RANKINGS 

     1     2     3     4     5    6    7     8    9     Total 

Caseload     28    23   10     5     0    3    4     1    2        76 

Amount of 
paperwork 

    26    31   19     4     2    2    3     2    1        90 

Support from 
administration 

    25    19   15     7     7    7    1    2    2        85 

Curriculum     13     7     6     9     6    4    2    2    6        55 

Peer Support     11   10     9    10     7    7    4    5    3        66 

Adequate 
funding for 
equipment 

    11   18   14    17     4    4    3    4    2       77 

Knowledge of 
laws 

     8    13   13     5     9     2     6    3    2       61 

Teacher 
salary 

     6    5   11     5     5     3     1    6    7       49 

Professional 
development 

     5    11   10     7     8     6    6    5    0       58 

Other 
 

   12     3    1     1     1     1    0    0    0       19 
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