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Abstract
This study was designed to determine the types of comminication and
assistance that should be provided to regular education teachers by the
resource teachers. This study also atterpted to determine if there was
any sipgnificance in the needs of regular education teachers vased on the
grade level, level of education, and/or sex of the respordents. An
open-ernded questionnaire was distributed to students enrolled in
graduate level classes at Pastem Illinois University in Charleston,
Illinois. Responses obtained from the questionnaire were used to
construct a second, rmltiple choice questionnaire. The questionmaire
analyzed three main areas (a) consultation, (b) materials, and (c)
assistance. Other topics which were included in the survey were
special equipment, individualized education programs, and staffings.
The second questiornaire was distributed to regular education
teachers in 6 counties in Central Illinois. The results indicatad that
regular education teachers were interested in learming about materials
used for helping students labeled learming disabled, and high interest/
low level readins materials. The repular education teachers indicated a
preference for verhal consultations while verbal and written
consultations combined wus provided as the second favorite choice,
The tezchers felt the most important change which should occur in
staffings wug for more corrunication to occur between all those
involved in the staffing. When the individualized education program
is developed for each student in the resource program, the regular
educators would like to be provided infornimution on the goals and
objectives which are specific to their subject area for the student
who is mainstreamed. The sex of the respordents revealed the most

significance at the .05 level and the .001 level for this survey.



A suggested communication tool was developed from the information
provided by the survey to help the regular education teachers and

the resource teachers commnicate more effectively.
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An Assessment of Commmication and Service Needs to be Provided

to the Regular Education Teacher by the Resource Teacher

Teachers and administrators in every area of education are
experiencing the thrust of Public Law 94-142. In attempting to place
students in the "least restrictive environment," a variety of
altermatives have been assessed (D'Alonzo, D'Alonzo, & Mauser, 1979).
The use of the self-contained special class (Sindelar & Deno, 1978) has
been a traditional setting for educating students labeled handicapped,
but in more recent years the emphasis has shifted to integrating these
students into the regular classrooms. Several altermatives have been
used to supplement the regular education program with the major
altermative being the resource room (Sindelar & Deno, 1978).

Rust, Miller, and Wilson (1978) described the resource room
program as an attempt to place learmers who are labeled handicapped
into the "mainstream" of education. For mainstreaming to be effective,
adequate commnication must exist between the regular education teachers
and the resource room teachers (Rust, Miller & Wilson, 1978).
Administrators would be naive to assume that simply changing the
students’' environment would be conducive to achievement (Rust, iiller,
& Wilson, 1978). Attitudes between the regular education teachers ard
the special education teachers and adequate support services can
contribute greatly to providing the best educatiornal altermative.

The shortcomings of the mainstreaming concept (Vandivier &
Vandivier, 1979) are the over-reliance on consultations by the resource
room teacher and inadequate special education instruction which carry

over-into the regular classroom. Due to over-crowding in many regular



classrooms, the regular education teacher must instruct according to

the average skill level of the group thus mmking individualized

teaching for a smll group of mainstreamed students very difficult.
Although teachers today are better able to teach a variety of
individuals (Vandivier & Vandivier, 1979) since the passage of Public
Law 94-142, regular education teachers often lack the appropriate skills
to help the students labeled handicapped. In the secondary education
realm, additional problems exist. For example, high school teachers
are generally trained for specific content areas and group instruction,
and students are expected to have independent reading skills by the time
the high school level is reached. Therefore, students labeled
exceptional are not provided the individualized instruction which is
necessary if they are to pass successfully the required graduation
requirements (Vandivier & Vardivier, 1979).

Characteristics of effective mainstreaming

Certain advantages have been given to support the resource room
concept. These benefits include keeping the student labeled
handicapped integrated with his or her frierds (D'Alonzo et al.., 1979;
Hammill, 1972), the cost of operating a resource room is less expensive
than the cost needed to maintain a self-contained classroom, children
labeled mildly handicapped can be serviced, in hope that, more severe
deficits that occur in later years may be prevented, and instead of
dealing with labels that students have been assigned previously, the
resource room program strives to serve the specific needs of each
student (D’Alonzo et al., 1979).

Vardivier and Vandivier (1979) state that mainstreaming can be



even more effective when (a) resource teachers are asked to serve a
moderate number of students, (b) regular meetings are held between
the regular education teachers and the resource teachers to discuss
the progress of students who are mminstreamed, and (c) regular
education teachers willingly consent to work with the students who are
mainstreared. For mainstreaming to be successful, research has shown
that commumication is a needed factor if regular education teachers
and special education teachers are to work closely together (Davis,
1982; Graham, Burdg, Hudson, & Carpenter, 1980; Harris & Mahar, 1975;
Jenkins & Mayhall, 1976; Johnson & Johnson, 1980; Jones, Gottlieb,
Guskin, & Yoshida, 1978; Speece & Nandell, 1980).

Responsibilities of the resource teacher

According to Cierian (1968), a list of duties performed by the
resource teacher includes such functions as (a) teaching in his or her
own classroom daily, (b) consulting with the classroom teachers before
and after school, (c) meeting with the regular education teachers to
assist with lesson planning and providing altematives for the
student who is mainstreamed, (d) observing in the regular classroom,
(e) discussing student progress with the regular education teachers
and parents, () screenirg students for placement and preparing
written evauluations for the students, and (g) providing inservice
training sessions on appropriate topics. The resource teacher should
be more jmowledgeable than the majority of teachers he or she serves.
By providing a variety of services, the resource teacher will be
viewed as an expert in the field of education (Leviton, 1978).

"Davis (1983) corducted a study to determine resource room



teachers perceptions of the skills they felt were most important and
necessary in order for the resource room program to be effective. A
questionnaire entitled the "Resource Teachers Survey (RTS)" (p. 596)
was developed arnd distributed to resource teachers in Mzine. The
questionnaire used a 5-point Likert-type rating scale with 1
representing a score of "not important™ and 5 being "extremely or most
important." The resource teachers were asked to rate 32 competencies or
skills which were needed to fulfill their duties as “effective resource
teachers”" (p. 596) based upon their own experiences as resource
teachers.

The results indicated that the top skill listed by the resource
teachers was their ability to teach basic academic skills. The
resource teachers felt the ability to handle stress related to their
teaching position was also highly important and necessary for an
effective resource room program. Other skills that the resource
teachers listed as important included, in order, commmication skills
with parents, behavior management techniques, and skills necessary to
consult effectively with the regular education teachers (Davis, 1983).

The importance of communication skills cannot be stressed enough
for the resource teacher since the major portion of special education
takes place in the regular education classroom where the resource
teacher takes on the duty of a consultant to the regular education
teacher (Newcomer, 1977). The initial contact between the resource
teacher and the regular education teachers may be the most crucial
(Safran, 1982). Effective commmication is helpful in establishing

rapport between the regular education teacher and the resource teacher



(Adamson, 1983). Resource teachers may unintentionally provide
inforvation about a student which ray lead the regular education
teacher to develop positive or negative attitudes about that student
(safran, 1982). Expectations by the regular education teacher can be
influenced by the type of backgrowxd information received and whether
the information is a stereotype of a label (Safran & Barcikowski, 1984).

In a study by Gickling and Theobald (1975), less than 15% of the
regular education teachers and secondary education teachers who
responded to a survey believed they possessed the skills needed to help
students labeled exceptional. For this reason, Vandivier ard Vardivier
(1979) have recommended that the regular education teachers and the
resource teachers must work closely together to develop a complete
program that can be utilized in the regular classroom. The resource
teachers ard the regular classroom teachers should include instructions
which complement each other. Isolated experiences in each setting may
confuse the student (Vandivier & Vandivier, 1979) ard present
competition between the regular education teacher and the resource
teacher. Both teachers should merge their ideas to obtain the best
educational results for the students being served (Stainback & Stainback,
1984).

Special education teachers ard regular education teachers often
have difficulty determining if a student should be referred for special
and/or related services such as speech or medical services. By
discussing information about the student, the resource teacher and the
regular education teacher can determine more accurately if the referral

is needed (Sabatino, 1972). One of the functions of the resource



teacher is to screen students who nay be eligible for special
education services. The resource teacher must be able to interpret the
results from the assessment tools to the regular education teacher in
terms which are understandable to the regular education teacher (Idol-
Maestas, 1981; Safran, 1982; Vance, 1979). Also, interaction between
both the resource teacher and the regular education teacher conceming
daily problems experienced by the student provides more of an
opportunity for problem solving to occur (Sabatino, 1972).

Resource teachers are often called upon to assist the regular
education teacher in reducing and remediating learning problems
experienced by students in the nminstream of education (Padfield, 1981;
Powell, 1981). The resource teacher should set a goal to increase the
skill level ard the positive attitudes of the regular education
teachers when they are dealing with the needs of students labeled
handicapped (Ozer, 1978). Although a survey by Davis (1983) indicated
that 25% of resource teachers felt demonstrating teaching skills was not
an important part of their job, other studies (Leviton, 1978; Padfield,
1981; Powell, 1981; Reger, 1972) have shown that resource teachers
should model teaching techniques to regular classroom teachers.

Resource teachers need to explain and provide examples of the
special education curriculum to the regular education teachers to
increase their knowledge of special education (Sabatino, 1972). The
resource teacher should also work closely with the regular education
teacher to develop proper teaching techniques to be used with the
student who is mainstreamed (Vandivier & Vandivier, 1979) ard to lerd

assistance in modifying materials to be used in the regular classroom



(Hayes, 1981; Leviton, 1978; Safran & Barcikowski, 1984). The resource
teacher may also be enlisted to help develop a joint behavior
managerent system (Safran & Barcikowski, 1984).

Consultant/support services

Special education program models take on many fonns and a variety
of methods have been utilized to develop interaction between the
resource teacher and the regular education teacher (Adamson, 1983).
When a student labeled hardicapped is mainstreamed, the intent is not
to have the student go through the education process alone (Weisgerber,
Dahl, & Appleby, 1981). To make the resource program effective, support
services mry be of value to the regular classroom teacher (Speece &
Mandell, 1980; Weisgerber et al., 1981).

Consultant services provided by the resource teacher are helpful
to keep the line of commmication open (Jenkins & Mayhall, 1973;
Speece & Mandell, 1980; Vandivier & Vandivier, 1979). By placing the
resource teacher into the role of a resource consultant, commmication
can occur and support services are provided to the regular education
teacher concerning the needs of students who are labeled handicapped.
A few of the duties of the resource teacher/consultant are to provide
information to the regular education teacher concerning the behavioral
and academic skills of the student and to provide recommendations for
successful mainstreaming of the students (Jenkins & Iayhall, 1973; Lilly
& Givens-Ogle, 1981; Neel, 1981; Nelson & Stevens, 1981; Safran, 1982;
Reynolds, 1978).

Speece and Mardell (1980) investigated the delivery of support

services to the regular classroom teacher from the resource teacher.



A list of 26 services, taken from the literature, was adopted into the
Irndex of Support Services. Tor each support service on the survey, two
sections were developed, importance and fyequency. Importance referred
to how ruch the regular education teacher felt this service was of value
to the mainstreaming of students diazgnosed as learning and behavioral
disordered. Five possible responses rargzed from "no value" to "vital."
The area of frequency was concermed with how often the resource teacher
provided these services. The six possible responses ranged from "not
provided" to "more than once per week."

A total of 228 regular elementary teachers who had students labeled
learning and/or behavior disordered and who were receiving resource
room assistance completed the survey. Under the category of importance,
teachers rated "attending parent conferences, providing remedial
instruction, meeting to discuss student progress, suggesting/supplying
mterials, and sharing inforrmation on student behavioral characteristics"
(Speece & Mandell, 1980, p. 51) as the most valued support services.

Sore services were not provided frequently, but they were provided
as often as necess@xy. Decause of this, eight items under the frequency
subgroup could not be wrlyzed appropriately for comparison. Only two
services that were listed as most irportant by the regular teachers
were also rated as being provided frequently. These two areas included
"remedial instruction in the resource room and inforral meetings on
student progress" (Speece & lardell, 1980, p. 51).

Speece and Erdell (1980) concluded that resource teachers were
not providing the support services that regular education teachers

expressed as being most important. Several reasons were provided by



Speece and Mandell (1980) explaining why resource teachers may not be
providing the necessary services to the regular education teachers (a)
class schedules provide only a limited amount of time which can be spent
planning lessons (b) resource teachers spend the majority of their time
providing instruction to students labeled handicapped, and (c) teacher
training programs for special education teachers focus on the education
of students labeled handicapped. Therefore, developing consultation
skills between teachers is not the major focus of education (Speece

& Mandell, 1980).

Indirest/direct service programs

Resource room programs may focus on two types of service rmodels,
either the direct or the indirect service model. The difference between
these two models is based on who provides the instruction to the student.
In the direct service model the student is provided instrictions
directly from the resource teacher. In the indirect service model the
student is provided instruction by the regular classroom teacher with
the assistance of a consulting resource teacher (Jenkins & lbyhall,
1973). The Granite School District in Salt lake City, Utah,
incorporated a resource program for the secondary level that used both
direct services ard irdirect services. The major emphasis of the
school district was to combine direct instruction and generalization
into the resource program. One component of the resource curriculum
was to help the students transfer new skills to the regular classroom
setting. Each day one of the goals was to observe the progress of
students who had been mainstreamed into the regular classroom (Adamson,
1983). In this particular program, “"tracking” described the support

services which corpplemented the direct instruction of the students in
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the areas of "basic tool and prevocational skills" (Adamson, 1983,

p- 71). These services were provided directly to the student in the
resource room setting, or indirectly to the student through the regular
classroom teacher (Adamson, 1983).

Indirect tracking services provided indirect help to the
student by working with the regular classroom teacher. The effectiveness
of the imdirect tracking service was highly dependent upon a quality
relationship between the resource teacher and the regular education
teacher. Regular education teachers were more willing to experiment
with new suggestions when a high level of rapport and trust was
developed with the resource room teacher (Adamson, 1983).

Direct tracking services were provided to help students complete
classwork and/or behave properly according to social norms. These
services were provided in the resource room, but these activities were
also necessary for students who were already in the regular classroom.
The students labeled as hardicapped were assisted in learming appropriate
behaviors because these behaviors related directly to lifelike
situations. Therefore, the application of this kmowledge could be
applied irmediately (Adamson, 1983).

Wixson (1980) studied various types of service models to determine
which model would serve the most students labeled learning and/or
behavior disordered without sacrificing the effectiveness of the
program. "“Assessment, programming, and instructioral services"

(p.116) for both a direct service resource program model and a two-

component resource program model which combined direct services
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and irndirect services in a resource room were commared. Wixson (1980)
theorized that the two-component resource program model would best
serve the needs of the students.

The study (Wixson, 1980) was conducted in seven resource rooms in
elementary school settings. Data were collected for both the direct
service model and the irdirect service model. The school year prior
to the study provided the data that were used for comparison for the
two programs. During the previous school year, the school district
provided only direct services in the special education program.

Students placed in the direct service program were assessed and the
educational program for those students were developed and carried out
in the resource room. Students placed in the indirect service program
were assessed and their educational programs were also developed by the
resource teacher. In contrast to the direct service program however,
the educational programs for the students in the indirect service
model were implemented in the regular classroom by the regular
education teacher.

Wixson (1980) discovered various reasons for referring students for
the direct ard indirect service models. Academic problems were sighted
as being the most frequent reason for referring students under the
direct service model and behavior disorders were the secord most
frequent reason for referral. The indirect service model found the
opposite to be true. Behavior problems were the first reason sighted
for referrals, with academic problems being the secord cause for
referral.

For this study, Vixson (1980) sought to distinguish which program,
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the direct service model or the indirect service model, accomplished
the most for the school year. The criteria for a successful program
included a recommendation to return the student into the regular
classroom full-time next year with the support service from the resource
teacher no longer being necessary. Each teacher who instructed the
student also had to indicate that the pupil's academic achievement
arnd/or behavior was satisfactory.

Success rates for this study (Wixson, 1980) indicated that 30
percent of the students in the direct service program model were
returmed to the regular classroom without support services amd 57
percent of the students in the indirect service program model were
returmed to the regular classroom without support services. Wixson
(1980) concluded from this study that a greater number of students
labeled learning and/or behavior disordered can be placed successfully
back into the regular classroom if the resource program includes both
the direct service program model and the indirect service program model
instead of using only the direct service program model.

In order for a two-component resource room service model to be
effective, many demards are placed on the resource teacher. He or she
must have expertise in the areas of "assessment, programming, and
instructional techniques" (Wixson, 1980, p. 123) Additionally, the
resource teacher must work effectively with other teachers. Wilson
(1980) stressed that the resource teacher should possess the needed
skills for effective commmication with other staff members and be able
to inétmct inservice training sessions. Overall, the resource teacher

mist be proficient in the area of public relations (Wixson, 1980).
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Another effective progxam, entitled "S.C.A.P.E. (Students Care
About Placement in Education)" (Ilorrill, 1979, p. 456), was conducted
in a middle school in Delaware. The program, which was a result of
Public Iaw 94-142, was developed to assist in mainstreaming students in
an effective manner. This program allowed students who were handicapped
to escape labels in the classroom, and it provided advantages to the
teachers by using the special education and the regular education
teachers in the same room. The resource teacher could devote more time
to assessing the learning; styles of each student in the class, and the
resource teacher could work directly with students who had been
minstreamed into the regular classroom. Both the regular education
teacher and the resource teacher instructed all the students which
helped reduce the stigra associated with students labeled exceptional
(llorrill, 1979).

The most important factor which contributed to the success of the
program (lorrill, 1979) was the communication between the regular
classroom teacher and the special education teacher. The shared
planning time involved discussing upcoming lessons, goals, materials,
and special needs of the student labeled handicapped. The regular
classroom teacher vas able to feel comfortable with the students who
were nuinstreared into the regular classroom because of the constant
communication.

Commmnication and the student labeled learmine disabled

The responsibilities which are most frequently designated for the
resource teacher of students labeled leaming disabled include

cormmunication and consultation services that are provided to the
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regular classroom teacher (Reynolds, 1978). White and Pryzwansky
(1982) examined the effects of consultation training for teachers of
students labeled learning disabled and fourd that repgular education
teachers rated the resource teachers as having more empathy when the
resource teacher had been trained in conmunication skills.

Because teachers of students labeled learming disabled are often
the only faculty members in a school building trained to provide
instruction to the students labeled handicapped, the role of the
resource teacher is that of a specialist. This mekes it very critical
that he or she serve as a consultant to other educators in the school
system (Vance, 1979). As these students are provided with direct
instruction from the regular education teachers, support services are
needed from the resource teacher (Safran & Barcikowski, 1984). The
resource teacher must discuss with the regular education teacher
characteristics that are unique to the student labeled learning
disabled and suggest techniques which will help the student adjust to
the rainstreaming process (hlcloughlin & Kelly, 1982).

Ozer (1978) devised a plarning process for students labeled
handicapped that incorporates the use ot both the resource teacher and
the regular classroon: teacher. The steps include stating the
objectives, stating the resources to be used in executing the objectives,
developing a plan for implementation of the objectives, and evaluation.
The emphasis of the plan is based on the experiences of the regular
education teacher and the resource teacher during the first two steps,
stating the objectives and resources. By consulting with each other for

these two steps, the impact of the plan may increase.
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Perceived time/actual time utilization

There is often a major difference in the amount of time teachers
believe they spend completing various tasks and the actual amount of
time spent completing the same task. Sargent (1981) collected data on
the “"percentage of time resource teachers spend on specified activities"
(p. 421). A survey was distributed to 132 resource teachers in five
states. The respondents were asked to estimate the amount of time
spent on each of 10 activities and then to estimate the amount of time
needed to performn each of the 10 activities sufficiently.

Trained observers spent two sessions observing each of 30
randomly selected teachers and collecting data which could be compared
to the estimated time provided by the respondents. By measuring the
resource teachers time by the time-sampling procedures, Sargent (1981)
discoved that 8.51% of the resource teachers time was spent consulting
with other staff members and 0% of the time was sperd conducting
inservice training sessions. Sargent (1981) also fournd that resource
teachers often had to interrupt their instructional time in order to
consult with other teachers. It was suggested that scheduling
conference times more carefully or adding personnel for consulting
purposes mey help eliminzte this waste of instructional time.

Respordents also indicated that providing inservice training
sessions to other staff members was included in their list of duties.
This study (Sargent, 1981) did not reveal any time being recorded for
providing inservice training sessions although resource teachers
estinated 1.25% of their time was spent in this area. This information

indicates that administrators may need to provide assistance to the
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resource teacher in order to include inservice training sessions in the
schools or this duty should be eliminated from the resource teachers
Job profile.

Evans (1980) developed three instruments to assess the percentage
of time that resource teachers spent performing various roles,
specifically that of a consultant, the attitudes of school persormel
towards a resource teacher in a consultant role, and the elements which
are necessary for successful consulting services. Personal data, the
amount of time engaged in actual consultation, and a questiommaire to
determine which factors respordents felt were essential for resource
teachers acting as consultants were distributed to resource teachers,
regular classroom teachers, and principals.

Resource teachers did not rate consultations as a priority role
with only 5% or less of their time being spent perfonmning this duty.
Regular classroom teachers, resource teachers, ard principals all
believed that the ideal amount of time spent consulting should
increase, however the actual time spent in consultation proved to be
only half of what the respordents believed it should be. Respondents
also indicated that they would be more willing to consult with resource
teachers who had obtained a raster's degree or a higher level of
education (Evans, 1980).

Evans (1981) also studied the perceptions of resource teachers,
regular education teachers and principals to determine what they
believed the role of the resource teacher should be and what they know
it actually is. Two hundred ard forty educators were selected "using

stratified random sampling® (p. 402) to participate in this study.
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The educators represented 3 school districts. In these districts
787 of the regular education teachers and 83% of the resource teachers
were female and 88% of the principals were mmle.

Evans (1981) developed an instrument to measure the subjects'
perceptions of the amount of time that resource teachers actually
participated in various teaching duties and the amount of time that
the subjects believed resource teachers should participate in the
various duties. The respondents were asked to provide this information
by supplying the percent of time needed for the following eight duties:
planning, diagnosis, instruction, assessment, communication, consulting,
clerical, miscellaneous. The survey was individually administered to
resource teachers, regular classroom teachers, and principals.

"An analysis of differences between and within actual and ideal
responses was performed for each of the eight roles for the total group
and between each educator pair for each of the eight roles” (Evans,
1981, p. 601). The results indicated that the differences between
actual time spent and desired time spent performing the first 4 roles
of planning, diagnosis, instruction, and assessment were insignificant,
but that the actual time spent and the desired time spent performing
the roles of commmnication, consultation, clerical, and miscellaneous
displayed significant dirferences. These findings indicated that
respondents favored more time to be utilized in the area of
commmication and consultation and less time used performing clerical
and miscellaneous duties. Classroom teachers also felt that less time
by the resource teacher should be spent in diagnosis and more should

be spent in commmnication. Classroom teachers, principals, and
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resource teachers all agreed that the amount of time allotted for
consulting should be doubled and the amount of time spent on clerical
and miscellaneous tasks should be cut in-half.

For the areas of assessment, consultation, ard miscellaneous
duties, the actusl time the resource teacher performed these roles ard
the perceived time indicated by all three groups showed no significance.
For the areas of planning and diagnosis, classroom teachers
overestimated the time necessary in fulfilling these tasks and
urderestirated the time necessary to complete instructional duties.

The principals' perceptions of these duties agreed closely to the
responses provided by the resource teachers except in the area of
clerical duties, which the principals underestimated in corparison to
the classroom teachers and the resource teachers.

The last two studies (Evans, 1980, 1981) indicate that classroom
teachers support the idea that resource teachers should increase the
amount of time spent in the role of commmication, although this is not
an indication that consultation should be the major focus of the special
education program. The responses to these two studies do suggest that
special education persormnel should be responsive to input from the
regular education teachers in order to implement effective programs for
students who are meinstreamed. Resource teachers who hold master's
degrees are also accepted more readily as a consultant by the regular
education teachers (Evans, 1980).

Effective consulting/consultant training model

If resource teachers are to increase commmication with other

school persomnel certain factors can be included in order to provide



an effective education plan for the student labeled handicapped.
Lilly (1971) expressed three major components that should be included
for resource teachers participating in a consulting resource teacher
progrem. Lilly believed that all students should rermin in the
rainstream for education and the resource teacher should support the

regular education teacher as he or she works with the student labeled
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handicapped. The regular education teacher should also handle learning

problems as they originmate.
If the resource teacher is strivirg to provide effective

consulting services to the regular education teacher, the rmmer in

which inforretion is presented is of importance. The approach that the

resource teacher erploys to provide infonmtion may effect the regular

education teacher's opinion of the student labeled handicapped which,
in tum, may effect the treatient of that student in the regular
classroom. The inforration provided by the resource teacher must
portray the student in a realistic maner if the regular education
teacher is to form an accurate opinion of the student (Safran, 1982).
To exam this idea, Safran (1982) randomly placed 68
regular education teachers into four experirental groups where
written narratives and videotape representations were used to depict
the following situations; "positive information-withdrawn behavior,
negative information-withdrawn behavior, positive information-acting-
out behavior, or negative informtion-acting-out behavior"” (p. 26).
The subjects read inforrmtion that was supposedly provided by a
resource teacher depicting a positive or negative portrayal of a

student. The subjects then watched a videotape which drarmtized the
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interactions between a 12-year-old student and one teacher. Some
videotapes illustrated the student as withdrawn while other videotapes
depicted an acting-out student.

After reading the narrative and viewing the videotape, each
teacher was given "the Regular Educator Expectancy Scale (REES)"
(Safran, 1982, p. 26) to complete. This scale was developed to
measure the expectations of the regular education teacher toward the
student labeled handicapped who had been placed into the regular
classroom. The Regular Educator Expectancy Scale provided the
researcher with three sections: informetion, behavior, interaction.

A "two-way analysis of variance was administered for each of the
three sections of the REES," (Safran, 1982, p. 28). The results
indicated that regular education teachers are concemed about
inappropriate acting-out behavior which students who are mainstreamed
my bring into the regular classroom. The results also indicated that
inforrmtion provided by the resource teacher about the student who is
minstreamed produces higher expectations by the regular education
teacher but regular education teachers expected the same success rates
for students who act-out and for students who are withdrawn. These
results indicate that the communication provided by the resource
teacher did not highly influence the regular education teachers'’
expectations after being exposed to a variety of behaviors (Safran,
1982).

To assist resource teachers of students labeled learning disabled
in developing consultation skills, Cohen and Safran (1981) developed a

training model comprised of two steps, microteaching and consultation.
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Stage one, microteaching, allowed inexperienced teachers to be
videotapsd while presenting a 10-minute lesson plan. After completing
the microteaching lesson, the subjects completed a self-evaluation on
their performance and the microteaching experience. The subjects
shared this information with consultants in order to initiate rapport.
The consultants were experienced teachers enrolled in advanced

classes for teaching students labeled learming disabled.

Stage two, consultation, consisted of a 20-minute consulting period
between the subjects and the consultants. The consultation centered
arourd the strengths and wealmesses of the microteaching experience
and the appropriateness of the lesson for the students labeled learming
disabled. The major goal of the consultation was for the subjects to
develop communication skills equivalent to those which should be
displayed by professionals in the area of education (Cohen & Safran,
1981).

During the consultation stage an instructor observed the
consultation process between the inexperienced teachers ard the
experienced teachers. Feedback was provided to the experienced
teachers on their ability to commuricate effectively with the
inexperienced teachers and on their ability to analyze lessons
appropriately. The instructor also assessed the experienced teachers'
ability to determine important aspects of the lesson and to present
suggestions in an encouraging and unbiased rammer. The strengths
and wealmesses of each participont could be determined and the need
for improvement could be stressed for various skills (Cohen & Safyan,
1981).
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This consultation model could be modified for inclusion in an
inservice training session. Because it provides realistic experiences,
this program provides teachers with an opportunity to practice
mainstreaming skills which can be transferred into "real" classroom
situations. By allowing teachers to experience both the role of the
inexperienced teacher and the experienced teacher, the participants
could acquire a better urderstanding of the consultant process (Cohen &
Safran, 1981).

Inservice training sessions

The resource teacher has many responsibilities which need to be
provided when successfully carrying out his or her role as the special
education specialist (Vance, 1979). However, it is not feasible for
teacher-training programs to educate enough teachers to handle all the
needs of students with specific learming problems. Only a limited
number of teachers can returm to universities each year in order
to broaden their education. For programs which are directed toward
helping students with specific learming problems to develop properly,
inservice training sessions need to be presented to educators in the

local schools (Vance, 1979).

The need for inservice training for regular education teachers
developed because of the frustrations the regular educators
experienced while attempting to educate the students who had been
mainstreamed into their classrooms (Carberry, Waxman, & McKain, 1981).
Therefore, one of the rajor services that can be provided by the
resource teacher is to provide inservice training sessions to the

regular education teachers (leviton, 1978; Powell, 1981). The



resource teacher who provides materials and techniques to the regular
classroom teacher is actually already providing an ongoing inservice
training program to these teachers (Reger, 1972).

Powell (1981) suggested various ways in which inservice training
can be provided to the regular classroom teachers. Inservice training
can be acconplished by "one-to-one instruction, small group instruction
ard modeling the procedures to be taught." (p. 185). The resource
teacher ray find it helpful to model the appropriate techniques for
the regular education teacher in the regular classroom. By placing
the resource teacher in the regular classroom, immediate feedback can
be provided to the regular education teacher (Powell, 1981). Regardless
of where or how the inservice training occurs, the rmin objective is
to help the regular education teacher cope with problems which may
arise in the regular classroom (Leviton, 1978).

Carberry et al., (1981) offered several suggestions that can be
helpful in providing an inservice training session that nuns smoothly.
Prior to the inservice training session, the presenter may wish to
provide all the teachers with a list of vocabulary words ard definitions
that are used by the resource teacher. The list might include terms
such as auditory processing, perceptual difficulty, and visual
discriminmation. During the inservice training session, the presenter
could provide concrete exanples of learning problems which are
characteristic of the specific hamdicap being discussed. The resource
teacher should also encourage the regular education teachers to provide
exanples of problems that students being nainstreamed might have

experienced.
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Carberry et al., (1981) concluded that the najor objectives of
inservice training programs were to make regular education teachers
more aware of the characteristics and problems experienced by students
with leaming problems, and to increase cormmunication between the
resource teacher and the regular education teachers conceming students
who have been mainstreamed. Teachers may have more empathy for the
student labeled handicapped if they participate in similated activities
specific to verious handicapping corditions. Substituting symbols for
letters of the alphabet and giving the teachers three minutes to leaxm
the new alphabet and have the teachers decipher words and sentences is
one example. This exercise allows the regular education teachers to
experience the frustration, anger, and confusion felt by the
student labeled leaming disabled who has been placed in the regular
classroom. laving the teachers write a message with the opposite hard
usually preferred is another activity. This provides an exariple of the
trouble experienced by a student with fine motor skills. 1In order to
provide an example of auditory figure ground, playing a taped lecture
with disturbing noises in the background and having the teachers tell
the main idea of the lecture is just one more task that could be used.
A group discussion ot the feelings experienced by the teachers during
each task and how they might deal more effectively with children is a
good culminating experience (Carberry et at., 1981).

The last topic of the workshop should consist of open-ended
questioning for the regular education teachers and the resource
teachers. Questions should deal with the responsibilities of each

teacher toward the student labeled exceptional, developing a system for
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communication between the teachers, problems which may arise due to
scheduling, and how to solve these problems. Other topics which should
be open to discussion include teachirg styles, learning styles of the
students, and grading procedures of the students who have been
rainstreamed into the regular classrooms. Each workshop should conclude
with an evaluation of the workshop. This may be accomplished by having
each teacher complete a rating scale (Carberry et al., 1981).

Attitudes toward inservice training, planmning, and programs

Resource room programs are considered the most appropriate
altemative for educating students labeled handicapped (Adams, 1982;
Leviton, 1978; Miller & Sabatino, 1978). The resource program would be
even more beneficial to the student if the regular education teachers
and the resource teachers agreed on the many aspects of education.
Gickling, Murphy, and Ikllory (1979) developed a survey to assess how
regular education teachers and resource teachers felt about inservice
training programs, cooperative planning, and resource programs. The
only teachers involved in this study were those who had displayed
positive attitudes for placirg students labeled handicapped into
regular classrooms.

The instrument that Gickling et al. (1979) applied consisted of an
"open-ended Delphi type questiormaire" (p. 443). This questionmaire
was given to regular and special education teachers. After the first
form was conpleted, this lnowledge was used to create a secord form
which involved forced choice answers. The questiomrmire included four
sections. These areas covered demographic information about the

teachers and the school system, the procedure in which inservices were
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selected, scheduling and planning time, and considerations dealing with
case loads ard placements. In the last three areas, teachers were asked
to supply suggestions that would help assist in mainstreaming. The
questionnaire was completed by 60 teachers and administrators in
Tennessee.

The educators ranked the questions numerically. These rankings
displayed the educators personal preference for each question. The
responses of special education teachers were scored independently from
the responses of the regular classroom teachers. The totals of each
statement were transformed into percentages to compare the responses
given by each group (Cickling et al., 1979).

In this study, Gickling et al. (1979) found that attitudes are very
important in the issue of special education. The results revealed that
although group inservice training was considered important by both
groups of educators, working on a one-to-one basis with each other
concerning a student would be a more effective type of ongoing
inservice. Both regular and special educators agreed on the appropriate
size of the case load and the amount of direct teaching involved for
each child. Both groups felt a conference time should occur between
them concerming the students, and both groups agreed that services
should be provided regularly to the students, preferably on a daily
basis. Both groups also felt that the regular curriculum program
should be used by both teachers in class, however, the special
educators may need to help modify materials (Gickling et al., 1979).

Problems experienced with the resource room program

Various problems may develop which may hinder the effectiveness of
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a resource program. One problem area deals with organizational
readiness. This refers to the "existance of a well developed need for
change, together with a positive attitude toward the resource concept"
(Harris, & Mahar, 1975), p- 96). A well trained resource teacher may
provide many services, but the help of supportive service combined with
a resource program will benefit the students more. For organizational
readiness to exist, educators and administrators must be wderstanding,
supportive, and cormmitted to the program (Harris & lMahar, 1975).

The second problem area is referred to by Harris and Fahar (1975)
as "system shock" (p. 97). "“System shock occurs when the delicate
balance of role functions and relationships within a system must be
readjusted to include a previously unfamiliar, undefined, and
potentially threatening role" (p. 97). An example of this would be
when a new resource teacher is added to a rural district where there
previously vas no resource teacher, the system must adjust.

A study done by llcLoughlin and Kelly (1982) indicated that the lack
of unclear role descriptions was a vital issue plaguing resource
programs. One indication of this role conflict was developed by a lack
of adequate time for vital functions such as individual planning,
consulting, and observing. Harris and Lbhar (1975) felt that good
public relations may help overcome these problems, and that
administrators and educators must know exactly what their roles are.

Harris and Mahar (1975) also discovered that interpersonal
characteristics may create problems. These problems were referred to
as "interpersoral roadblocks" (p. 98). Classroom teachers may be on the

defense concerming their teaching styles, and they may be wwilling to
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rove away from the same procedures they have used previously. Problems
also arise when the resource teacher presents ideas that show little or
no results. Some resource teachers have problems working closely with
the regular education teachers. Resource teachers must have a knowledge
of materials that can be used in the classroom and methods that can be
employed (Harris & Mahar, 1975).

Graham et al., (1980) evaluated the concept of resource rooms by
exumining the attitudes of educational personnel to mainstreaming. The
objectives of the study viere to determine the skill competency of the
regular teachers, the support from the resource room, and the
commumication between the resource and regular education teachers.
Twenty-three resource room teachers and 144 regular teachers
contributed as subjects for the study. Each regular education teacher
had at least one student who was diagnosed as being handicapped and
vas receiving services from a resource progran.

Two forms of an opinion instrument were designed for the study,
one form for the resource room teachers and one for the reguwlar
education teachers. Twenty-five Likert-type items were presented on
each form to assess the subject's attitudes toward mminstreaming. A
factor amalysis presented five factors on which to base the study.
These factors consisted of communication, attitudes on the
' effectiveness of miinstreaming, the cminstreaning skills possessed by
the regular teachers, the availability of the resource room for
assistance, and the perceptions of teachers concerming how appropriate
mainstreaming can be.

The results of this study (Graham et al., 1980) indicated that



resource room teachers ard regular education teachers agreed that the
resource room was available for assistance. Both groups believed that
rainstreaning was appropriate, however, both the regular education
teachers and the resource teachers agreed that the regular teachers
may not have the necessary skills to deal with students labeled
handicapped. Resource teachers stated that ample commmication existed
between themselves and the regular teachers. In contrast, the regular
teachers stressed that sufficient communication did not exist between
the two groups. Last, the resource teachers did not feel the students
labeled handicapped would show more academic gains in the mainstreamed
program.

NMeLoughlin and Kelly (1982) sought to identify problems
experienced by resource teachers and to present these problems in the
order of their importance. The five areas which were covered included
policy and procedure, attitudes, time, materials, and instructional
skills. To determine which areas presented problems for the resource
teachers a 35 item questionnaire was distributed to 89 resource
teachers. The subjects were asked to rute the degree of difficulty
experienced when dealing with certain aspects of the resource room
model. Respordents rated the items on the following 1 to 4 point scale.
"l=not at all a problem; 2=somewhat a problem; 3-usually a problem;
Y4=always a problem” (McLoughlin & Kelly, 1982, p. 59). The respondents
were also asked to list who would be most effective in solving the
problem. The choices included "teacher training institution, school
district, some other agency or person, more than one of these or none

of these" (p. 59). The teachers were also asked to complete demographic
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data stating their teaching area, teaching level, teaching experiences,
and teaching backgrowd.

Grard means were computed to show the degree of difficulty
experienced by the resource teacher for each of the five areas:
policy ard procedures, attitudes, time, materials, instructional skilis.
Analyses of variance were also performed on the five areas based on the
following demographic data: teaching type, teaching level, teaching
experience, teaching background. Teaching level, experience, and
backgrowd did not influence the ratings of these problem areas by the
resource teachers, but teachers of students labeled learming disabled
did feel a lack of materials which teachers of students labeled
educable mentally handicapped did not indicate (ifcloughlin & Kelly,
1982).

One area which presented a substantial problem for the subjects
of the survey was the policies and procedures for the resource room.
Teachers of students labeled educable mentally handicapped, more
experienced teachers, and teachers who had taught in a variety of
classroom settings questioned the procedure used to determine
eligibility of students for rminstreaming. LElementary resource teachers
were more conccrned with the muaber of students served in the classroom
as commred to resource teachers in the junior high school. Elementary
resource teachers felt there vas a problem with the number of students
they were asked to serve and the number that was penmitted by law.

The resource teachers agreed upon the problems presented in the
area of attitudes, however elementary teachers were more concerned about

the image their classes presented while secordary teachers were not as
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concermed. Secordary classes were seen as more suitable resource

room settings as compared to elementary classrooms because students who
leave to attend resource room programs were rmore noticed. Time also
presented many problems for the teachers. Teachers of students labeled
educable mentally handicapped had more of a problem finding time to
consult with other teaching professiorals than the teachers of students
labeled leaming disabled. Elementary resource teachers did not feel
that there was adequate time for planning, program writing, modifying
and selecting mterials and programs while the junior high resource
teachers did not feel this was as great a problem (lMcloughlin & Kelly,
1982).

A few significunt differences were found in the area of raterials
and instructioral skills. Teachers with regudar and special class
backgrourd and more experienced teachers revealed a lack of knowledge
concerning the regular classroom curriculum, which emy hinder the
placement of students who are labeled exceptional.

This study (Mcloughlin & Kelly, 1982) revealed problem areas which
rny be addressed by school districts. Local schools should look at the
policies and procedures used by the resource room, the criteria used
for rrinstreaming students labeled handicapped, the camcity of students
in the resource room, and the training of the staff to prepare them for
effective mainstreaming. Resource room teachers must help provide
positive attitudes toward the resource room and the sminstreaming
concept. This can be accomplished by inservice training sessions,
cormamicating with other members of the teaching staff, and providing

proficient resource programs. Teacher roles should be clarified to avoid



conflicts in the resource prog@yam. The resource teacher should have
adequate time to plan for each student, consult with others, axd
observe students in the regular classroom setting. Teacher roles
should be clearly defined and time must be provided for teachers to
performn the necessary tasks (McLoughlin & Kelly, 1982).

Solutions for effective mainstreaming

Resource room teachers wdertake many duties and responsibilities
and it is not easy to find the necessary time needed to add other
responsibilities to the list (Adamson, 1983). Due to class schedules,
daytime meetings for regular and resource teachers are impractical, and
teacher conference doys are usually filled with a wide variety of
topics which need to be covered (Vandivier & Vardivier, 1979). Resource
teachers need time to schedule three ngejor areas into an already busy
schedule. One area which should be included is consultation time with
the students who are mainstreamed and the reguldar classroom teachers,
and time to observe the performance of each student labeled exceptional
who has been placed in the reguar classroom. The curriculum in the
resource room must be changed to include daily survival sldlls and
behavioral skills which will be carried into regular classroom
situations, and finally, resource teachers also need to Wsuild a working
relationship with the regular education teachers based on trust to allow
effective consultation to occur (Adamson, 1983).

Finding extra time to observe students in the regular classroom
and to consult with the regular education teacher posses a serious
problem for the resource teacher who has no preparation period during

the school day (Adamson, 1983). One possible solution to this was
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suggested by Sabatino (1972). This solution evolved around the concept
of a "relief teacher" (p. 343). The relief teacher would relieve the
regular teacher or the special education teacher so that consultations
can take place between the two teachers. This idea would allow the
regqular teacher to visit the resource room, examine the students at
work, arnd learm teaching techniques that ray be of value to him or her
in the regquiar classroom. This idea also provides time for the resource
teacher to observe in the regular classroom.

Two solutions which helped rectifly the time conflict were used by
the Granite School District in Salt Iake City, Utah. The resource room
teachers were given an extra free period each day to carry out added
duties. Providing this extra free period helped to elirinate before
and after school meetings which might have created resentrent between
teachers or have been impossible to carry out. TIieeting times which were
scheduled during the school day were often easier to attend. During
the extra premaration period, resource teachers were able to consult
with regular education teachers, consult with students, observe students
who were rminstreaned, monitor student interaction, provide insight for
crisis intervention, and rmny other services which were not feasible
before, due to limited tire (Adanson, 1983).

Another solution (Adamson, 1983) was to select the students
labeled exceptioral who could be placed in a regular classroom full-time
if support services would still be provided. These students would not
have daily contact with the resource teacher but they would be able to
consult with the resource teacher in order to solve problems and when

instruction was needed on a short-term basis. These students would also



be served by indirect services which were provided through the regular
education teacher.

In order for the resource teachers in the Cranite School District
in Salt Lake City, Utah (Adamson, 1983) to include functional life
skills and behavioral skills in the resource program, a change was made
in the cwrriculwn. The resource room provided services to students only
in the areas of "reading, nath, language arts, functional life skills,
and behavioral skills" (p. 73). This change allowed the resource
teacher to help the students in the areas of "academic school swrvival
skills and behavioral skills” (p. 73).

Finding time to build rapport with the regular education teacher
vas accomplished in various ways (Adamson, 1983). Resource teachers
would try to meet with the reguwlar education teachers during coinciding
preparation periods. [ating in the faculty lounge or lunchroom was
helpful. The resource teacher sponsored extra curricular activities
jointly with the regular education teachers, took turns at supervisory
positions, and supported faculty events. The resource teacher made his
or her services lnown to the regular education teachers and was
available to provide the services.

Tips for successful support services/consultation

One of the best methods to determine what assistance is needed in
the regular classroom ard how to provide assistance is by observing in
the regular classroom. Observing in the regular classroom provides the
resource teacher with answers to questions such as how the regular
teacher manages class tire, how the students interact with the teacher,

and vice versa. When the resource teacher enters the regular
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classroom, the regular education teacher may be uncomfortable with an
observer in the room. Resource teachers should remember this is a
ratural response and certain safeguards can make the observation a smooth
process. One suggestion was to enter the room quietly and sit in an
inconspicuous location instead of making a "¢grand entrance.” It might
be helpful to talk to the classroom teacher and emphasize the positive
aspects of the regular educator's teaching style and the classroom
environment which were observed. Another suggestion involved having

the resource teacher observe the regular classroom often enough that the
regwlar education teacher and the class were no longer threatened by an
extra person in the room (iiontgorery, 1978).

If consultations between the regular education teacher and the
resource teacher are to be successful, the key is the ability to
cormunicate well. Idol-ihestas (1981) and lontgomery (1978) suegested
that commuication skills begin by being an active listener. Listenirg
exhibits an interest in the topic and respect for the other teacher
(Idol-lmestas, 1981). iontgomery (1978) stated that listening to the
regular education teacher hclped him or her to relieve frustration,
and it provided the resource teacher with valuable inforration
conceming the student's problems in the reguwlar classroom.

Various sugrestions could be provided to the resource teacher for
useful consultation to occur (a) translate terriinology into terms which
could be understood by other faculty members (Idol-lFhestas, 1981; Safran,
1982), and (b) stress that the wor) with the student would be a joint
effort using pronouns such as "we" not "I." The resource teacher nust

learm to be supportive of other teachers who may find the experience



of working with students who are mainstreamed very frustrating (Idol-
I'mestas, 1981).

Bauver (1975) suggested four steps that might also be helpful for
consultation purposes. First, a contract could be drawn between the
resource teacher and regular education teacher to explain the role of
each teacher involved in the student's education and the objectives to
be met. Second, both teachers should agree that they are willing to
vork together. The teachers must work to keep communication a
continual process, and last, agreement must be made concerming the
evaluwations and conclusion of the consulting service for each student.
The key to this idea (Bauer, 1975) involved establishing well-defined
rules ard dialopue in a continuous ranner.

To a great extent, rapport is contingent upon the personality of
the resource teacher with time, effort, and sincerity being key elenments
for building rapport. The resource teacher must have the ability to
become a sgood listener but refrain from being judgmental. He or she
st have the ability to help the regular education teacher solve
problems without lecturing, and the resource teacher should help the
regular education teacher to become confident in his or her work with
the student latxled harndicapped. The resource teacher should be as
willing to accept advice from the regular education teacher as he or
she is to offering advice (Adamson, 1983).

In order for resource teachers and regular education teachers to
vwork effectively together, training must be provided at the heart of
every educatiornl system. Universities which provide teacher training

programs should critique their proggams to determine how commumnication
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sidlls wre addressed in the curriculwi.  The @area of communication
and consultation should not be overlooked in order that both tecachers
and students rmey benefit more from the special education program
(Davis, 1983).

Although educators cannot deny the need for effective cortmunication
and support services for the regular education teachers, limited
research has been found to indicate exactly how the resource teacher can
best serve the reqular educators needs, and exactly what needs the
regular educators have. In view of the importance of this subject, the
present study served as an assessment of the needs of regular cducation
teachers by surveyin; regular educaion teachers to determine what
information they should receive from the special education teachers
to make ruinstreaming effective. The study also attempted to determine
if there was an siygificance in the needs of regular educiion teachers
based on the ;rade level, level of education, and/or sex of the
respondent.

Iiethod

cubjects and setting:

The subjects in this study were 307 reqular education teachers in
O counties in Central Illinois who returmed a survey. Regular education
teachers were defined as all teachers in the school systera except those
teaching in self-contained special education classes or resource room
wograns. The teachers represented grade levels lkirdergrurten through
high school with the following distribution: 30 ldndergarten teachers, 35
first grade teachers, 32 second grade teachers, 28 third grade teachers,

3 fourth grade teachers, 33 fifth grade teachers, 30 sixth grade



teachers, 39 seventh grade teachers, 30 eighth grade teachers, 91
high school teachers. The highest level of education achieved by 201
of the respordents was a bachelor's degree, 78 respondents had received
master's degrees, 96 resporndents had received master's degrees with
additioral education, 11 respordents had received specialist's degrees,
and 1 respondent had received a doctorate degree. O0f the participants
that completed the survey, 74.4¢ or 288 individuals were fermle and 25.6/
or 99 individuals were rmle.
Procedure

A pilot survey was developed from information taken from the
literature. This pilot survey contained open-ended questions which
were used to solicit informition from the respondents. This
inforration was included in the final survey. The pilot survey was
distributed to GO students who were currently enrolled in graduate
level education and educational foundation classes at Fasterm I1linois
University and who were currently teaching or qualified to teach.
These students were chosen as participants to provide social validation
to the study in the form of subjective evaluation. Kazdin (1982)
described subjective evaluation as "soliciting the opinions of others
who by expertise, consensus, or farmiliarity with the client are in a
position to judge or evaluate the behaviors in need of treatment”
(p. 21).

The subjects were instructed to respond to each item as
thoroughly as possible by writing their opinions ard attitudes in short
answer form. The responses to the questionnmaires were scored to

determine if similar responses were provided by several individuals.



The top responses for each question were formulated into new questions
for the firal survey.

Survey design.

A questionnaire containing 19 items concerming important
cormunication aspects between regular education teachers and resource
room teachers was developed from the inforrmtion obtained from the
pilot survey and distributed to 1554 teachers in the six county area.
The questions were developed to determine regular educators attitudes
toward the categories of materials, equipment, scheduling, consultation,
assistance and classroom mernagement, individualized education programs
and testing procedures. Responses to each question were in a
multiple-choice format with four to six responses provided for each
question. The responses were coded on computer answer sheets.

The coding section of the survey was used to represent demographic
data of each participant. These data included the subject area being
taught, grade level being taught, years of teaching experience, sex,
and the highest level of education achieved by each respondent.

An appropriate number of swrveys were distributed, by mail, to
each school in the six county area. FEnclosed in each envelope vas a
letter to the principal (see Apperdlix A) explaining the purpose of the
study, and the procedure to follow for distributing the survey. Fach
envelope contained enough surveys ard conputer answer sheets for each
regular education teacher in the school building.

The subjects were asked to complete the surveys and retwrm the
surveys to the rein office in their school. A pre-addressed, stamped

envelope with deadlines for the retum of the swrveys was provided to
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each school. The principals or office personnel were asked to mail only
the computer sheets at the end of the specified time in the returm
envelopes. A copy of this survey can be found in this study (see
Appendix B for the corplete survey).
Results

The response rate for the survey was 2W5. The data were analyzed
using the Statistical Package for the Social Sciences (SPSS) (lie,
Bent, & Hull, 1975). The categories that were analyzed by this survey,
according to the author, included materials, equipment, scheduling,
consultation, assistance and classroom ranagement, and individualized
education programs (IFP) and testing procedures. In order to detersaine
if these were the actual categories sammled, a factor amalysis vas
employed. In the factor analysis, the Varimax rotation vas used.

The categories which were developed for this survey were similar
to the results indicated by the factor analysis. Survey item numbers
7, 8, 9, 10, and 11 all dealt with the area of consultation according to
the factor analysis. The questions interded to cover the subgroup of
materials (items 1 and 2) were also grouped correctly. According to the
factor anslysis question 3, which the author categorized as equiprent,
also clustered with the area of raterials. The questions dealing with
assistance (items 14, 15, and 16) were also grouped correctly. The
questions for the subgroups that did not represent categories that
vere predetentniined for this survey were for the subgroup scheduling
and the subgroup individualized education programs and testing
procedures.

A frequency distribution was conpleted to sort the data from the

conputer answer sheets and assisted in determiniry; how the responses



4e

were distributed for each question. This information is provided in

Table 1.

Consultation

Teachers indicated a preference for verbal consultations while
verbal and written cohsultations corbined, provided the regular
education teachers second favorite choice. Uritten consultations
were the least desired type of commmication, although 11.4% of the
teachers did not have a preference. Teachers felt that consultations
with the resource teacher should occur when problems arise, although
consulting with the resource teachcr once a week was the second most
popular response.

¥hen a student is minstreamed into the regular classroom, the
regular education teachers would like the resource teacher to provide
suggestions concerming teaching techniques, provide esxamples of new
ideas, discuss the materials to be used, provide backgyound informmtion
about the students, and discuss what activities the student is working
on in the resource room. During conferences the regular education
teachers believed it is importunt to discuss the student's abilities,
progress, goals, discipline probleins, and attitudes in the regular
classroom.

The most appropriate time periods that regular education teachers
found to consult with resource teachers vere before school, after
school, and during prep periods. Prep periods were considered the most
appropriate time for consultations, and recess vas chosen as the most

inappropriate time for consultations to occur.



Legend
The following table depicts the results from the frequency
distribution. The percent of individuals selecting each response are

provided for each question on the survey.
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Table 1

Percentages of the Responses Obtained from the Survey

b3

No. Responses (%

Ttem No. 1 2 3 4 5 6

1 18.6 6.7 14.2 21.4 38.0
2 18.1 12.9 35.2 2.6 30.2
3 8.8 11.6 16.0 61.2
b 26.1  27.9 11.9 28.9 4.1
5 3.0 L6.5 14.7 4.9 2|
6 8 17.8 »l 0.5 0.3
7 2.1 b.9 7.8 L.y 5.2  70.0
8 L.y 6.2 9.6 1.8 2.6 71.6
9 b7.8 Ox5 39.3 11.4
10 198 152 19.6 42.9
11 23 J5d 5.4 4.7 40. 1
12 Ldiad 2.3 23.8 8.8 51.7
iy 10.3 . TR 30.5 11.9 8.3 b.1
14 L T ) X 8.5 9.0 b9 610
15 L.h  18.9 8.0 12.9 51.9
16 19.4 5.4 0.3 2.1 17:1 590
17 78 39.8 1.6 6.2 39.5
18 16.0 2hd 27.6 43,2 4.7

19 55.8  16.0 Prodl 2,1 g




[bterials

Regular education teachers indicated an interest in leaming about
a variety of materials that are used by the resource teacher. Regular
education teachers were least interested in mmterials used for fine
and gross motor skills, while materials used for helping students labeled
learming disabled were rated second for question one. The most common
response to question 2 was choice number five, "all of the above."

The largest percent of these teachers (35.1%) were most interested in
determining how to utilize materials in both the regular classroom ard
the resource room (question 2).

When using special prothetic equipment for students labeled
handicapped, regwar education teachers were interested in determining
if the students would be restricted from various activities due to the
equipment. The regular education teachers were also concermed about
helping the students with the devices, and becoming farmiliar with the
devices. The majority of teachers (61.2%) were interested in obtaining
information regarding each of the issues listed above.

Various amounts of’ time were spent by the regular education
teachers in planning interials and activities for regular students.

The rost prevalent response provided by 46.57% of the teachers was
6-10 hours per week, with 31¢5 of the teachers requiringz 1-5 hours per
week for plarming. In comparison, 73.1% of the regular education
teachers spent only 1-5 hours per week plarning raterials and activities
for the student with special needs in the regular classroom.

ssistance

Sixty-one percent of the regular education teachers indicated that
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assistance for all the choices pertaining to the various areas of
academic classwork (question 14) were of importance. The three areas

of assistance which were selected as most important by the regular
education teachers in order, were (a) having the resource teacher
explain the specific learming problems of each student, (b) one-on-one
tutoring for the student labeled exceptiorizl, and (c) being provided
with special materials which could be used when working with the students
labeled exceptional. Tifty-one percent of the regular education
teachers indicated that explaining the evaluation process of the

student in both the regular classroom and the resource room, providing a
grading criteria for the student, and receiving feedback on the student's
progress by the resource teacher were significant items. Also 51.7%

of the regular education teachers expressed a desire for the resource
teacher to observe the students in the regular classroom until both
teachers felt the student's progress vas acceptable.

Regular educators (5377) indicated that they desired assistance in
all the ereas listed under social skills and behavioral characteristics
(question 16). The regular educators indicated an interest in joint
counseling with the resource teacher and the student if behavior
problems arise. ‘The resular educators also desired inforration on the
kind(s) of behavior(s) which may be exhibited by the student who is
mainstreamed while he or she is in the regular classroom.

Individualized education program

An individualized education program is developed for each student
in special education. In order for the individualized education
program to be effective regular education teachers revealed that they

would like to be provided information on the goals and objectives which
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are specific to their subject area for the student who is mainstreamed.
The teachers also would like information on evaluating students, the
forms and materials used for writing the individualized education
program (IEP), and the whole process associated with staffings and the
writing of an individualized education program.

Teachers felt the most important change which should occur in
staffings was for more commmication to occur between all those
involved in the staffing. The second change, as expressed by the
regular education teachers, was for psychologists to use input from all
the teachers not just from psychological tests.

The final method of analysis involved cross tabulations. From
the information, conclusions can be drawn concerning what variables or
questions were nost important to each group of individuals. Cross
tabulations were conmputed based on the grode level taught by the
regular educators, the highest level of education achieved by the
regular educators, and the sex of the resporndents.

The grade level of the participents did not show significance
(p ».05) for the resmonses the individuals provided for the rajority
of questions on the survey. llowever, significance (p € .001) was
shown for question 1. Regular educators of grades kindergarten, 1, 2,
3, and 4 were interested in leaming about all of the responses
provided for question 1, while regular educators of fifth grade
through high school provided more specific responses. Fifth grade
teachers and seventh grade teachers were interested in high interest/
low level reading materials, while sixth grade teachers, eighth grade
teachers, and high school teachers indicated more interest in

materials used to enhsnce lanzuage skills and materials used with
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students labeled learning disabled.

Question 10 indicated signidficance for the grade level taught by
the educators at the .05 level. Teachers of grades kinderpgarten
through six scored "all of the above™ most often when determining the
participsnts of an effective consultation. Seventh grade, eighth grede,
and high school teachers also scored "all of the above" often.
llowever, seventh grade teachers indicated that small group consultations
which occurred with other teachers who were working with the student
labeled exceptional, were equally as important. Eighth grade teachers
felt consultations between the regular classroom teacher and the resource
teacher were nost effective, and high school teachers indicated that
consultations involving the classroom teacher, the special education
teacher, and the parents, and consultations between the classroom
teacher and the resource teacher were most irportant.

The level of education achieved by the respondents indicated
significance (p < .05) for question numbers 3, 7, and 14. Respondents
with specialist degrees and doctorate degrees were more interested in
beconing fariliar with prothetic devices and whether restrictions
would be placed on the students activities because of the devices,
while the respondents with bachelor's degrees and rmster's desxees
were also interested in helping the student manage the equipment.
Respondents with bachelor's degrees and raster's degrees selected the
response "all of the above" most often for question 7 while respondents
with specialist degrees were interested in having the resource teacher
discuss with them what he or she was vorking on with the student in the
resource room. The respondent with the doctorate degree vas most

interested in obtaining an overzll view of the student's attitudes
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and behaviors concerming school. Question 14 followed the pattem
previously established in questions 3 and 7. Imdividuals with bachelor's
degrees arxd master's degrees selected "all of the above" most often when
determining the types of assistance they were interested in for

academic class work of students who were rminstreamed. Individuals

with higher degrees of education were interested in explanations of the
student's specific leaming problems and being provided with special
materials.

The sex of the respondents revealed significance (p <.05) for
question numbers 2, 3, 8, 13, and 18, In question 2, 7 of the male
respondents were rost interested in determining what subject areas
special raterials could be used in while only 10/ of the female
resporyients felt this was most lmportant, and mmale respordents
selected the response "all of the above" for question 2 less frequently
than female respondents. Iiles (20l) indicated more interest in the
restrictions placed on students using prothetic devices than females
(13%) for question 3. When scheduling conferences with the resource
teacher (question 8), males (114%) felt it was more important to discuss
the student’s academic prozress in the regular classroom than fermles
t5:%). lowever, 7&% of the fermles selected "all of the above" for
question 8 while only 5%% of the rmles selected the response “"all of
the above." Tenrale respondents were more interested in specific
inservice training sessions (question 13) while males indicated being
nuch less interested in the topics provided in the survey than females.
A significant nurber of rale respondents (question 18) believed that
more communication should occur between all individuals involved in

staffings while fermle respondents irdicated that psychologists should
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use teacher input and psychological tests when placing students
labeled exceptional.

Question numbers 4 and 7 revealed significance at the .001 level.
Female respordents indicated that the most appropriate time to talk to
the resource teacher (question &) vas after school while rale respordents
indicated that prep periods were the most appropriate time to consult
with the resource teacher. lhen a student is rainstreamed into the
regular classroom (question ?7) male respordents indicated that being
provided with an overall view of the student's attitudes and behaviors
by the resource teacher was very important but this was not as
important to the fertle respondents. Fermle respordents (755%)
indicated that all of the responses for question 7 were of irmportance
while fewer rale respordents (57%%) indicated that all of the responses
vere of importance.

Discussion

For educational research to occur, volunteer subjects are needed.
The retum rate of 240 represents a moderate retum for this survey.
It has been noted that individuals who volunteer for survey research
represent a "blased scmple of the target population since volunteers
have been fowy in many studies to differ from nonvolunteers" (Eorg
& Gall, 1983, p. 251). Various characteristics have been associated
with volunteer subjects. i/hen volunteers are not required to meet
with the researcher, volunteers are likely to be more highly educated
than nonvolunteers, and fermales respond more to survey research than do
males (Borg & Gall, 1983). Almost 75% of the respordents to this
survey vere fenmle but this would appear logical since the majority

of educators in the public schools are femle.
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The response rate of surveys can Le improved by employing various
tactics. Volunteers often fear that they will be evaluated based on
the information they provide to the researcher (Borg & Gall, 1983).

The cover letter of this survey explicitly stated that the survey
contained no information which could be used to identify the respondent.
The researcher should zlso state the importance of the research (Borg

& Gall, 1983). The cover letter of the survey indicated, in the second
paragraph, the purpose of the study, but a more indepth appeal for
completing the survey might have generated more responses.

Borg and Gall (1983) suggested that volunteers should be informed
of the relevance of their participation in the research and how the
research can benefit others. The researcher should also try to find a
person who is fariliar to the individuals participatiry; in the sarple
so that person can make a direct appeal for volunteers (Borg & Gall,
1983). The researcher could contact each principal persomally and
explain the content of the survey and the irmortance of a substantial
retwn rate. By having each principal make a personal appeal to the
teachers in his or her building, the resecxrcher may receive more replies.

This swrvey was ruiled to the teachers during tho last month of the
school year. Tecause teachers are busy evaluating students, finishing
classwork, and preparing grades durirg; this time, this may not have
been the most appropriate time to conduct this research. A higher
retum rate may have occwrred if the survey had been sent at an earlier
tirme during the school year.

"Volunteers tend to be tetter educated than nonvolunteers”

(Boryz & Gall, 1983 , p. 252) ‘but the responses of this survey indicated

that regular educators feel a need to acquire more information on
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materials, activities, and instnictional techniques which can be used
with the students labeled exceptional. Inservice training sessions
which cover these topics could be incorporated into teacher workshop
days, and "make-it-and-take-it" workshops presented by creative teachers
miy be useful. The resource teacher in each school should have in his or
her possession an abundance of resource materials and references which
can be helpful in explaining where assistance can be found. By mmking
products ard information accessible to the regular education teacher, the
overall awareness of special education ray increase.

The mjority of regular educators stated that they spend between
1 ard 10 hourg per week planning lessons for students in the regular
classroom while the rejority of teachers spend only 1 to 5 hours
plannings lessons for the student who is rminstreamed in their classes.
One would assume, since the student labeled exceptional is placed in the
regdar classroom, the sae amount of planning time or more would be
necessary by the regular education teachers.

It is important to mow why these teachers spend less time
planning for the student who has been mainstreamed. This time difference
nay be an indicatlion of 1e-ular education teachers attitudes towaad
students labeled exceptionzl. If this is the case, it may be helpful
for teacher training institutes to increase students awereness during
undergraduate and graduate training towerd students labeled exceptional.
Fegular education teachers meyy believe the resource teacher is
supplenenting the regular education progran to such an extent that
additional planning is not necessary by the regular education teacher.
For this reason, resource teachers rust consult with the regular

education teachers regpularly to determine what assistance is needed.
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It may be simply helping the regular education teacher adapt materials
for use by the student who is rzinstreamed.

Teachers indicated a preference for verbal consultations over
written consultations. This contradicts the idea that educators are
knovn for writing notes to other teachers and slipping them into their
maj.lboxes or on their desks without any verbal contact. Resource
teachers should make a conscious effort to meet with teachers on a
requlsr basis and answer all requests in person. This not only will
provide for more comrmnication, but it will show the regular education
teachers that their thoughts, opinions, and ideas are of value to the
resource teacher. The information from the study has been utilized to
develop a suggested cortunication tool which will help the resource
teacher communicate more effectively with the regular education
teacner. The corfunication tool provides topics and information which
reqular education teachers indicated as being rost important when
cornpleting the survey. Included in the study is a copy of the
comrmnication tool (see Apperdix C).

Observing in the regular classroom is a task that very few resource
teachers con fit into @ busy schedule. liowever, over 5075 of the
repular education teachers e:gpressed a desire for the resource teacher
to observe the student who is minstreamed, in the regular classroom
witil both teachers feel the student's progress is satisfactory. By
observing in the resular classroom the resource teacher can acquire a
setter understanding of the learming style of the student and the
teaching style of the instructor. The resource teacuner ray notice
problems which can be remedied fast amd efficiently. Often an outside

person or an observer can find a solution to a problem thait an
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individual who is close to a situation will overlook.

Regular classroom teachers are of'ten unaware of the evaluation
process employed for students labeled exceptional. School districts
have different rules goverming the issuance of report cards and progress
reports for the students in special education programs. Iducators need
to try various vays of evaluating to determine which method is most
successful. Some school systems provide letter grades for students
while other school systems provide written narratives of the progress
achieved by the students. Repular education teachers and resource
teachers should beconic familiar with the policy of their school ard
provide feedback to each other when completing progress reports for the
students labeled exceptioral.

Pederal law rendates that an individualized education program
(I1P) be developed for each student in special education. In order
for each teacher to fulfill the requirements established for completing
the individualized education rrogram, the teachers rust understand the
process. Resource teachers should imke an effort to enlighten regular
education teachers on thic subject. Preprxe the repular education
teachers for the events which will occur durins a staffing and supply
terminology which may be used by various individuals who are present at
the staffing. After the staffing, the resource teacher should inquire
if the regular education teachers have any questions concermiry what
was discussed or decided at the staffiry;. ‘The resource teacher should
help the regular education teacher deterriine which goals and objectives
are specific to his or her content area and tlien provide follow-up
assistance when necessary.

Changes which should occur during staffings were selected by the



regular education teachers. Regular educators felt that more
communication should occur between individuals involved in the
staffings, and psychologists should also utilize inforration which is
provided by the teachers instead of relying solely on the results
obtained from assessments. These responses my signify that regular
educators do not believe enough input is provided by the teachers for
detemining appropriate placements for the students. If teachers

feel that their opinions are not inmportant during staffing procedures,
they rmy develop negative attitudes towwerd the whole iminstrearing
concept. Resource teachers should urge resular education teachers to
contribute inforvaition ard becore an integral part in the placement of
students labeled exceptional.

The present study covers only a smill portion of the information
needed to detenine what cormunication services and support services
should be provided to the regular education teachers by the resource
teacher. Additional research concerning topics presented in this study
my be warranted. Dy looldng at each area separately, for e:xauple,
rmaterials, more inforrmtion can be obtained and analyzed. I1f students
who are muinstreaned are to receive the mrodmum benefits from the
educational system, the resource teacher must provide the regular
education teacher with the support thot is necessary for effective

teaching.
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Appendix At
EASTERN LLLINOIS UNIVERSITY

CHARLESTON, 1.1 .NOLS 61920

Deapartment Of Speciat Education
(217) 581-5316

lay 7, 1985
Lemo: To the Princijpal

AS you lmow, since the passage of Puslic Law 94-142, the lducation
of All llndicapped Children Act, special education has becore a rajor
area 1 our educational systera. One of the rmin concepts of this law
includes serving students with special needs in the least restrictive
enviromient. One woy in which this has been accomplished is by
"tainstreaming” these students into the reyadar classrooris. Reseorch
hags shovn however, that for rminstrewdry; to be effective, adequate
cosrunication rust exist between the re ular education teachers and the
special educatioil teachers.

As a jraduate student at fasterm Illinois University, I an trying
to deteniine what inforrmtion the re;adar education teachers should
receive from the speciil education teachers to rule rrinstreiwdng rore
effective. Your cooperation in distributing the folloving surveys
can help in determining this irformation.

IPlease plice one survey =md corputer cnswer cheet in each teachers
uilvox (exeluding the specinl education teachers). It would be
helpful if the surveys could be returmed to the school office and sent
to me in the self-addressed stamped envelope which I have provided.

Please accept ry thanks in advance for taldngs your time to help
ne with 1y tliesis and in detenmining how to make minstreaming rore
effective. DIlease wall the surveys from your office 1o later than
lay 20, 1905.

Very truly yows,

Jacqueline liolt
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Appendiz B
EASTERN ILLINOIS UNIVERSITY

CHARLESTON. N0LINOIS OIH20

Department Of Special Education
(217)581-5316

April 20, 1935

Dear Collezgue:

As you know, since the passage of Public Law 94-142, the Education
of All iindicapped Children Act, special education hiu; vecome a rmjor
arca in our educational syster. One of the main concepts of this law
includes servirg students with specizl needs in the least restrictive
environieent. One way in which this has been accornplished is by
“roinctreaning” these students into the remidar classrooms. Research
has shovm however, that for rainstreandns to be eficctive, adequate
cormunication must exist between the regular education teuchers and the
special education teachers.

As a mraduate student at Iastern Illinois University, I aw tiying
to determine what infornration the regular education teachers should
receive from the special education teachers to emke mainstrearing more
effective. Your response to the following survey can help 1n
determining this information.

The followiry survey nelther contains nor asks for any infonmtion
that would identify you personally. These replies will become part of
ny rasters thesis, and by retuming; your survey to your school office,
it is not necessary for you to pay any postage.

Please accept ryy thonics 1n advance for taking your time to help
e with gy thesis @yl in determining how to redie meiinstreaming; riore
effective. Please return your surveys as soon ag possible, but no
later then iny 24, 1965.

Very tnuy yours,

g,a&}adéwu e/t d

Jacqueline llolt
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Please complete the following inforrmition in the CODLES section of the
computer answer sheet with a no. 2 pencil.

colum .ﬂl ;

colum B:

The major suwject area which you are presently teaching:

0--Flerentary, Kindergarten-grade 6
1——1\«’b.th

2--Science
}—lieadhng/Dkglis%Il?omign Langyuage
4--Social Studies/History
5--Physical rducation
6--Vocational Iducation
7--Business I'ducation
8--Art/imusic/Band

9--0ther

The yrasde level which you are presently teaching:

O--Kirderyruten

1--1st grade
2--2nd grade
3--3rd prade
h--tith {rade
5--5th gradce
6--6th «rade
7--7th gxade

&--0th prade
9--ligh School

colum C and D:  Years of teaching experience (e.g., 3 years of teaching

colwin [

colurm I

experience would be coded 03. 11 years of teaching
experience would be coded 11.)

Sex: 0O--Ferxile 1--lkgle

Highest level of education achieved:

O--Dachelor
1--lnsters
2--lasters +
3--Specialist
L—-Loctorate
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in the resource room sometimes use special materials. I

am most interested in learming about:

Fwhee

g

high interest/low level reading materials.

materials used for fine and gross motor skills.
materials used to ernhance language skills.

materials which are useful for helping students who are
labeled learming disabled.

all of the above.

¥/hen considering special materials, I am most interested in
determining:

1.

the purpose of the special raterials and a demonstration
of their use.

2. what subject areas the special materials can be used in.
3. how to coordinate the use of these rmaterials in both the
regular classroom and the special education classroom.
L, what testirg rmaterials are avzilable.
5. all of the above.
Students in special education sometimes use special equipment (e.g.,
prothetic devices, hearing aids, etc.). [f main concermn is:
1. becoming farmiliar with these devices.
2. how to help the student mmarnage his or her equipment.
3. whether there are restrictions on activities because of
the device.
4. all of the above.
The tire of the day which is rost appropriate for me to talk to the
resource room teacher about the students who are minstreamed is:
1. Dbefore school
<. after school
3. lunch hours
. prep periods
5. recess

The amount of time (per week) I usually spend in planning raterials/
activities for the resular student in my classroom is:

1.
2.
3.
4,
5

1-5 hours/week

6-10 hours/week

11-15 hours/weck

16-20 hours/week

more than 21 hours/week

The amount of time (per week) I usuzlly spend in planning
materials/activities for the student with special needs in my

classroom is:




1-5 hours/week

6-10 hours/week

11-15 hours/week

16-20 hours/week

more than 21 hours/week

N FWN =

7. Vhen a student with special needs is mainstreamed into my
classroomn, I would like the resource teacher to:

1. provide suggestions for improving ny teaching

technique (method).
2. inform me of new materials or strategies which may be
helpful to the student and when to use these techniques.
discuss with me what he or she is working on with the
student in the resource roon.
provide me with an overall view of the student's
attitudes and behaviors concemirg: school.
discuss the levels of materials which should be used.
all of the above.

o\wn Fow

3. When scheduling conferences with the resource teacher, I felt it is
most important to discuss:

1. the strengths and wealnesses of the student.

2. the student's academic performance (progress) in the
regular classroomn.

3. the objectives and goals which should be worked on.

L4, the behavior problems (discipline) of the student with
special needs in the regular classroom.

5. specific activities which are being worked on in the
regular classroom.

6. all of the above.

9. The type of consultation I prefer is:

verbal

varitten

verbal g written

I do not have a preference.

FLOMN -

10. The rost important type of consultation occurs:

1. Dbetween the classroom teacher and the resource teacher.

2. in smll groups, with other teachers who are working with
the student with special needs.

3. Dbetween the classroom teacher, the special education teacher,
and the parents.

4, all of the above.
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11. I would like consultations with the resource teachers:

wn W

daily

once a week

two times a week
once a month

when problems arise

12. I would like the special education teacher to observe the student
who 1is reinstreamed into my classroom:

LT F W -

once a week

two times a week

once a month

never

until both teachers feel comfortable with the progpress the
student with special needs is rmaking in the regular
classrooni.

13. The type of inservice training session I would be most interested in
to help me work more effectively with the students who are
radnstreamed would be:

Iy
2.
3

[Sa¥

(@

behavior ranagement technigues

instructional techriiques used for teaching students with
special needs.

how to adapt materials and create motivating activities for
the classroorn.

inservices dealing with a specific handicapping condition
or label (e.g., visually impaired, heering impaired,
leaming disabled, educable mentally harsicapped).
acceptance of the student with special needs by his or
her peers.

none of the above are of interest to ne.

14, Assistance T would lile the resource teacher to provide pertaining
to the academic classworl: of the student(s) who is mainstreamed

include:

d, -

o n+E w

explaining technigues or procedures I could include as
teaching strategies.

explaining the student's specific learning problen(s).
providing re with special materials (e.g., lower level
reading materials, adaptive rmterials, ctc.).

one-on-one tutoring for the student with specials needs.
providing assistance in specific academic areas (e.g.,
reading, writing).

all of the above.
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15. I would also like the resource teacher to assist me by:

1. explaining how the student is evaluated in the resource
room.

providing e with suggestions on how to evaluate the
student while he or she is in the regular classroom.
helping me determine how the student's perforrance

should be recorded on his or her report card.

providing me with feedback on the progress of the student.
all of the above.

w\viE W N

16. Assistance I would like the resource teacher to provide pertaining
to the social skills and behavioral characteristics of the
student(s) who 1s mainstreamed include;

1. providing me with information on the kind(s) of
behavior{s) to expect from the student while he or she is
in the regular classroom.

helping the student fit in with his or her peers.
implementing a behavior modification program in the
classroom.

a list of ideas or rewards which mey be reinforcing to
the student.

5. Joint counseling if behavior problems arise.

= Wi

17. An Individualized Zducation Program (IEP) is developed for each
student in special education. I would like inforration about:

the evaluation of the student (tests used).

the poals ard objectives which are specific to ny
subject area.

the forms and raterials used for writing an IIP.
the whole process of determining ard writing the
inforrmtion which is necessary for an IEP.

5. all of the above.

W N —

1£3. I would like to see this change occur in IEPs and staffing:

1. all teachiers who have the student should be required
to atterd.

the attitudes of the irdividuals atterding the
staffing.
3. the psycihologists should use input from all the
teachers not just psychological tests.
. more cormmamication should occur between all those involved.
5. staffingrs should occur more often.

o
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19. I feel it is important that:

students have input but not be present at the staffings.
students have input and be present at the staffings.
students have no input but be present at the staffings.
students have no input and should not be present at the
staffings.

FWUN -

Thank you for corpleting this survey. Please returm only the
computer answer shect to your school office.
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Apperdix C

Surrested compunication suidelines

‘This cormmunication tool, developed for use by the resource teacher,
provides suggestions for topics which should be discussed during verbal
consultations with the regular education teacher concerming students
who have been mainstreamed. The communication tool is divided into the °
four areas of (a) consultation, (b) materials, (c) assistance, ard
(d) miscellaneous items. The suggested topics listed under each heading

are ranked in order, accordirg to the responses provided for the study.
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Consultation

1. A student has been mainstreamed into the regular classroom. The
resource teacher should:

a. Inform the repgular education teacher of the activities the
student is working on in the resource room.

b. discuss with the regular education teacher the levels of
materials that are most appropriate for the student.

c. provide the regular education teacher with new materials and
strategies which may help the student.

d. provide the regular education teacher with information
regarding the student's attitude toward school and
behavior in school. This information should be provided in
a positive manner.

e. other

2. During conferences with the regular education teacher, the resource
teacher should:

a. discuss the objectives and goals of the student's
individualized education program (IEP).

b. discuss the student's academic and behavioral progress in the
regular classroon.

c. discuss the strengths and wealmesses of the student.

d. discuss the various activities which the student is working
on in the regular classroom.

e. other

3. Vhen scheduling conferences, the resource teacher should try (in
order of importance as ranked by the survey):

a. to have the regular classroom teacher and the parents attend.
b. to meet one-on-one witii the classroom teacher.

c. to meet in small groups, with other teachers who are
working with the student.

d. other

4. The resource teacher should determine if the regular education
teacher would like to meet for consultation:

a. when problems arise.
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4. (continued)
b. once a week.
c. once a month.
d. other
5. The resource teacher should detcrmine the time periods which are
most appropriate for the regular education teacher to meet for
consultations:
a. prep periods.
b. after school.

c. before school.

d. other

Lnterials
1. Reglar education teachers may need help selectiry; materials which
can be used with the students who are mainstreaned into their
classes. I[kterials which the resource teacher may provide include:
a. materials used with students labeled learming disabled.
b. high interest/low level reading raterials.
c. rmterials used to enhance language skills.
d. other

2. The resource teuciier should assist the regular education teacher in:

a. coordinating nuteriuls for use in both the regular
classroon ard the special education classrooin.

b. determining the purpose of the materiuls and demonstrating
their use.

c. detemining what subject areas the materials can be used in.
d. other

3. Students in special education muy use special eguiprment such as
prothetic devices and hearing aids. The resource teacher should:

a. discuss with the regular education teacher any restrictions
ard/or problems the student may experience because of the
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3. {continued)
a. (continued) equipment.
b. demonstrate the equipment for the regular education teacher
50 he or she will be able to assist the student with his or
her equiprent.

c. other

Assistance
1. Students in special education oftten have academic problems. The
resource teacher can be of assistance to the repular education
teacher by:
a. evplainin: the student's specific learming problem(s).

b. providing one-on-one tutoring for the student with special
needs.

c. providing special raterials such as high interest/lov: level
reading rmaterials and adaptive materials.

d. providing assistance in specific academic areas.
e. other
2. Ctudents is special education often have behavior prohlems and
probleris with social skills. 'The resource teacher can be of

assistance to the regular education teacher by:

a. providing information on the kind(s) of behavior(s) the
stulent ey exhibit while in the repular classroon.

b. providing joint counselinyr if behavior problers arise.

c. developing ard implementirg a prosgwm to help the wtudent
become socially accepted by his or her peers.

d. other

3. The evaluation of students labeled exceptional may differ from the
evaluation of other students in a school district. The resource
teacher should dectermine the differences and:

a. provide the remular education teacher with suggestions on how
to evaluate the student lubeled exceptional while he or she
iz in the resular classroom.

b. provide the regular education tezcher with inforrmation on
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3. (continued)
b. (continued) the progress of the student.

c. help the regular education teacher record the student's
performance on his or her report card, narrative, and/or

~ student file.

i WALw g

d. other

[.iscellancous

1. The resource teacher can deternmine a great deal of infonmation about
a student by observing the student in the regular classroom
setting. The resource teacher should determine if he or she can
observe in the re ular classroon:

a. until both teachers feel conmfortable with the progress the
student with special needs is meking in the repular classroom.

b. once a ronth.
C. once a weerxr.
d. other
2. An individualized education program (IFP) is developed for each
student in special education. Before a staffing the resource
teacher should determine if the regular education teacher is:
a. knowledgeable of the referral process.

b. aware of the individuals who will be present at the staffins.

c. Tfamiliar with the terminology which may be used during the
staffing.

d. other
3. The regular education teacher rmy need information concerning:

a. the goals and objectives on the individualized education
program (IEP) which are specific to his or her subject area.

b. the tests used when evaluating the student labeled exceptional.

c. the whole process of determinins and writing the information
which is necesszairy for an: imdividualized education program
(IEP).

d. other




14.

7J

Inservice training sessions which can be provided by the resource
teacher ray help the regular education teachers work more
effectively with the students who are mainstreamed. The types of
inservice training sessions which rmy be helpful are:

a'

those which provide instructional tectniques to be used for
teaching students with special needs.

those which help regular education teachers adapt and create
motivating activities for the classroom.

those which deal with specific hardicapping cornditions or
labels.

those which provide regular education teachers with
instructions for behavior rmnagement techniques.

other
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