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ABSTRACT 

While the dual role of the resource room teacher includes both 

direct services to exceptional children and indirect services in the 

form of consultation with regular classroom teachers, current practice 

suggests that consultation may be an underutilized role of the resource 

teacher. In order to investigate the consultant role of the resource 

teacher it was necessary to determine the extent to which consultation 

is actually implemented in Arizona and to identify factors which are 

related to its acceptance. Since classroom teachers, resource room 

teachers and principals are the three groups of educators most involved 

in the consultation process, their attitudes and characteristics were 

the focus for this study. 

Results of the research indicate that consultation occupies five 

percent or less of the resource room teacher's time; with the single ex

ception of miscellaneous activity, consultation is engaged in less 

frequently than any of the other roles of the resource room teacher. 

The actual extent of consultation is half the amount all three 

educator groups feel it ideally should be. Classroom teachers show the 

greatest support for increased utilization of the consultant role, while 

resource room teachers display the least interest in expanding that role 

for themselves. Many resource room teachers fail to support a consultant 

role due to a perceived professional inadequacy resulting from a lack of 

training. 

xi 
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Despite the fact that the great majority of resource room 

teachers do not feel adequately prepared for a consultant role, all 

three educator groups agree that the resource room teacher is the best 

professional to serve as the consultant to classroom teachers. Princi

pals and classroom teachers show greater acceptance for the implementa

tion of consultation within their school than do resource room teachers 

and they see fewer disadvantages associated with consultation than do 

the resource room teacher group. 

The higher her degree, the more likely the resource room teacher 

is to be called for consultation. Three other variables affect the ex

tent to which consultation is actually utilized: the number of credits 

in special education taken by the classroom teacher, whether the resource 

room teacher has standard teaching certification and district size. 

The implications of this study for resource room teachers, 

classroom teachers and principals are discussed. 



CHAPTER I 

INTRODUCTION 

Overview 

Because children In need of special education present a wide 

range of unique learning needs, it has become necessary to provide more 

than one type of special program for handicapped students. This prac

tice has been conceptualized as a continuum of special services (Deno 

1970; Reynolds 1962) designed to meet the unique needs of individual 

students. This continuum is represented by a hierarchy of options which 

ranges from the regular classroom (least restrictive) to hospital and 

treatment centers (most restrictive). Federal and state laws require 

that exceptional children be educated in the least restrictive environ

ment, that is, to the maximum extent appropriate, with children who are 

not handicapped. 

At the present time, the public schools are serving a greater 

number of handicapped children than ever before. These children repre

sent numerous types of exceptionalities and their degrees of involvement 

range from mild to severe. As severely and multiply handicapped children 

enter the public school system, their unique needs dictate extensive 

services and self-contained classroom placement. Children with more 

moderate deficiencies become candidates for resource room placement 

spending the greater portion of each school day in the regular classroom. 

In addition, many children with milder deficits not currently eligible 

1 



2 

for special education may not have need of or access to direct special 

services. As a consequence many regular class teachers will be required 

to meet the educational and social needs of exceptional children. 

Studies suggest that this is a task few regular teachers feel they are 

prepared to take on (Hewett and Watson 1975; Martin 1974). 

The implementation of the least restrictive environment concept 

requires that several placement options be available for handicapped 

children. Rather than fitting the child to the program, the school 

district must fit the program to the child (Gilhool 1975). In actual 

practice, however, a child in need of special services may face a limited 

selection of placement options: the regular classroom with itinerant 

services (such as speech correction), the resource room, part-time 

special classroom, and the self-contained classroom. Because special 

education program options are few, some children with learning and/or 

behavior deficits may be unnecessarily placed in a more restrictive 

environment than they require, while other children may not be con

sidered discrepant enough to reach the level of severity required by 

district placement guidelines. 

In order to provide support to regular classroom teachers and to 

ensure that exceptional children be correctly placed, the use of consul

tation services has been proposed (Martin 1974; Bergan and Tombari 1976). 

With consultation from the resource room teacher, the regular class 

teacher benefits since consultation services may enable the teacher to 

meet the needs of exceptional children in her classroom. The mildly 

handicapped child benefits since consultant services allow the student 

to remain in the regular classroom without the negative stigma of 
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placement in a special class. The resource room teacher benefits since 

consultant services permit the resource teacher to provide direct inter

vention to those children most in need of such services. And the entire 

staff may benefit because the result of consultation services is pro

fessional growth, staff development and team cooperation. Why then is 

consultation less prevalent in the schools than direct intervention 

(Reschly 1976)? 

The degree to which special education consultation services are 

being utilized in Arizona has not been documented. Since special educa

tors maintain that serving exceptional children in the least restrictive 

environment is both beneficial for the child and a practice which can be 

justified socially as well as morally, it seems essential to establish 

the degree to which consultation is actually being utilized. The extent 

to which consultation services are being employed in Arizona is one 

focus of this study. Besides clarification of the actual extent of 

consultant services in Arizona, we are also concerned with how much 

consultation educators would ideally like to see utilized in the schools. 

Resource room teachers, regular classroom teachers and principals each 

have expectations for what consultation should be and what they know 

it actually is. The question arises whether the perceptions of these 

three groups of educators are indeed the same or different. Further

more, if it is possible to document the extent to which consultation 

is presently being implemented, it may also be possible to identify 

those factors which affect its implementation. 
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Background for the Study 

This study's importance derives from two areas: (1) the con

ceptual issues relating to consultation including the current endorse

ment of less restrictive environments, some theoretical frameworks for 

considering administrative options and a delineation of the consultant 

role; and (2) the personnel roles related to the implementation of con

sultation including alternative consultation "specialist" roles, the 

role of the regular class teacher and the role of the principal. 

Conceptual Issues Relating 
to Consultation 

In order to examine the impetus for the current interest in 

consultation, it is necessary first to consider the conceptual issues 

relating to the consultant role. Instead of the term "mainstreaming," 

Council for Exceptional Children President Phillip Jones (1976) favors 

language which calls for serving handicapped children in the least 

restrictive environment. The concept of least restrictive alternative 

can be examined in two ways. First, state mandate and federal law re

quire that every child be placed in the least restrictive alternative 

appropriate to that child's individual needs. Secondly, within the 

framework known as the continuum or cascade of administrative services 

model, the least restrictive alternative with ancillary support is the 

regular classroom with consultation. 

Least Restrictive Environment. The concept of least restrictive 

environment has been consistently adopted in both legal adjudications 

and federal and state mandates. Recent "right to education" cases have 

advocated placement in regular public school classes with appropriate 
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supportive services as preferable to placement in special classes (Le-

Banks vs. Spears 1973; P.A.R.C. vs. Commonwealth of Pennsylvania 1972; 

Wolf vs. Legislature of the State of Utah 1969). The State of Arizona 

Conditions and Standards relating to the identification and placement 

of exceptional children has recommended that, to the extent practicable, 

handicapped children shall be educated in the regular̂ classroom (Arizona 

Special Education Conditions and Standards Relating to Identification 

and Placement 1975). Under Public Law 94-142, the Education for All 

Handicapped Children Act of 1975, handicapped children are to be educated, 

to the maximum extent appropriate, with children who are not handicapped. 

Further, the removal of handicapped children from the regular class 

environment "should occur only when the nature or severity of the handi

cap is such that education in the regular classes with the use of sup

plementary aids and services cannot be achieved satisfactorily" [Public 

Law 94-142 1975, Section 612(5)]. 

The United States Supreme Court has ruled that when an organiza

tion legitimately seeks to restrict a person's fundamental liberty, it 

must use the least restrictive alternative available (Educational Facili

ties Lab 1974). Among all alternatives within a general educational 

system, handicapped children should be placed where they can obtain the 

best education in the least restrictive setting. For the purposes of 

this study, least restrictive alternative is defined as the option 

within a continuum of alternative services which is least restrictive 

of the child's opportunity to be with nonhandicapped students while 

still meeting the child's individual needs. • 
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Theoretical Frameworks for Administrative Options. There is 

considerable agreement among special educators regarding the implementa

tion of the concept of least restrictive environment. Several authors 

have proposed conceptual frameworks for considering special education 

problems. These alternative delivery systems address the issue of how 

a wider range of individual differences can be accomodated in the public 

school system than i3 presently the case (Chaffin 1974). Deno's (1970) 

"cascade of services" model portrays special education as being in

separably linked to the general education system. Educational treatment 

is tailored to individual needs through a series of administrative op

tions providing a wide variety of services in a number of alternative 

settings. The levels of care and treatment in the cascade form a pro

gressive scale and can be used as a model for developing a total program 

to meet the unique needs of each school district. 

Reynold's (1962) trapezoidal model, much like Deno's, outlines 

ten levels of service forming a hierarchy which encompasses alternative 

placements from regular classrooms to hospitals and treatment centers. 

Maintaining a child in the regular classrom without any ancillary sup

port is the least restrictive level and residential placement is the 

most restrictive setting. The strategy of least restrictive placement 

presumes a hierarchy of administrative educational options. The objec

tive is to move the child through the levels of the continuum only as 

far as is necessary and to return the child to less restrictive place

ments as soon as it is feasible (see Figure 1). Across the broad base 

of the chart, the largest number of exceptional children, mainly those 

with minor deviations, are enrolled in regular classes. The gradual 
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SPECIAL EDUCATION PROGRAMS 

Hospitals and 
Treatment Centers 

Hospital School 

Residential School 

Special Day School 

Full-time special class 

Part-time special class 

Regular classroom plus 
resource room service 

Regular classroom with supplementary 
teaching or treatment 

Regular classroom with consultation* 

Most problems handled in regular classroom 

 ̂ Number of Cases  ̂

* This investigation will explore the consultative level of service 
delivery. 

Figure 1. Special Education Programs 

Source: Reynolds (1962) 
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narrowing of the model indicates the smaller numbers involved as programs 

become more specialized. The least restrictive option which utilizes 

ancillary support is specialist consultation with the regular classroom 

teacher. At this level of the model, general education continues to 

have central responsibility for children with learning and behavior 

problems while special educators serve as consultants to classroom 

teachers. 

It should be pointed out that while consultation with the regular 

classroom teacher is the least restrictive option, it can only be imple

mented under one of two conditions. Under the first condition, children 

who require consultation must be declared eligible for special education 

in order to be served with state and federal funds. Once the child is 

categorically labeled there are no restrictions on the manner in which 

services may be delivered. Under the second condition, a district 

could choose not to categorize children who require consultation ser

vices. In this case, the district must be prepared to assume the cost 

of such services. 

The Consultant Role. While the literature in Special Education 

is lacking in regard to a systematic examination of the consultant role, 

the field of school psychology has been a productive source of informa

tion. The development of consultation as a method of service delivery 

in the education of exceptional children has several advantages. Re

search has demonstrated that consultation reduces labeling and segrega

tion by maintaining children in the regular classroom (Lilly 1970; 

Martin 1974; Reschly 1976). Consultation also allows the resource room 

teacher to provide services to a greater number of children without 
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removing them from the regular classroom (Bergan and Tombari 1976; 

Meyers 1973; Parker 1975). Direct services permit special educators to 

reach a limited number of students resulting in unmet demands for 

special services, while consultation, as an indirect form of service 

delivery, multiplies the specialist's effectiveness and allows more 

children to benefit from the specialist's training. The knowledge and 

skills acquired by the regular teacher during consultation may transfer 

to similar problems with different children, diminishing the need for 

further consultation (Fox et al. 1973; Hammill and Wiederholt 1972; 

Tombari 1975). Teachers may generalize their newly acquired skills to 

children not eligible for special education. In addition, consultation 

frees the resource room teacher to provide direct services such as 

diagnosis, prescription and clinical teaching to those children most 

in need of direct intervention. 

The greatest benefit of consultation is its ability to reach 

large numbers of children with learning and behavior disorders and to 

bring about changes both in the classroom teacher's perception of the 

child and her ability to meet individual needs. These advantages re

sult from the very basis of consultation itself, the core of which re

quires that a consultant work directly with classroom teachers who, in 

turn, act as change agents for children (Tombari 1975). 

Consultation, as an innovative form of service delivery, is a 

matter of degree and not kind. Various types of consultative services 

have been provided by educators over the years (Reschly 1976). The 

recent interest in consultation is new only in the sense that consulta

tion would assume a major, rather than a subordinate, role. 
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For this study, consultation was defined as an indirect form of 

service delivery in which a consultant (resource room teacher) works 

with a consultee (regular class teacher) in regard to a client's 

(child's) problem or in an effort to improve the consultee's function

ing with clients. These clients are children not presently served in 

the resource room. Consultative activities might include observation 

of the child's behavior, recommendations to the teacher for classroom 

management, individual formal and informal evaluation, demonstration of 

methods and materials, etc. In this study, however, consultation does 

not include conferences with classroom teachers regarding mutual students, 

informal discussions, communication activities, etc. 

Summary. An examination of the conceptual issues relating to 

the consultant role suggests that: 

1. There is strong legislative and judicial support for the 

placement of exceptional children in the least restrictive 

environment. 

2. General agreement exists among special educators regarding 

the levels within the hierarchy of special services. 

3. For any child who may require special services, regular class

room placement with consultation is the least restrictive 

alternative. 

4. Despite the numerous advantages of consultation, it continues 

to be an underutilized form of service delivery. 
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Personnel Roles 

There has been more discussion regarding the "what" and "how" 

of consultation than there has been about "who" needs to be involved for 

consultative services to be successfully implemented. Consultation is, 

by its very definition, a cooperative effort. Consultant services are 

implemented within a school unit and as such require the support of all 

the educators within that unit. The educators most involved in the 

implementation of consultation are consultation specialists, classroom 

teachers and principals. 

Consultation Specialists. It has been proposed that a new or 

different kind of professional is needed to work with regular teachers 

to help them develop and carry out effective instructional programs for 

exceptional children within their regular classrooms(Deno 1973). This 

"special" educator would be trained to bridge the communication gap 

among professionals and act as the first line of defense against an ex

cessive reliance upon the placement of children with behavioral and 

learning problems into special education settings. Several new special

ist approaches have been developed. 

Proutty and McGarry (1973) suggest the role of diagnostic/ 

prescriptive teacher. This specialist would serve as an educational 

diagnostician and consultant to regular classroom teachers to meet the 

needs of children with problems in learning and/or behavior. In this 

general model, only a relatively small number of children with multiple 

or severe handicaps would be candidates for special class placement. 

The regular class teacher and the diagnostic/prescriptive teacher would 
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share a common responsibility to ensure an optimal educational ex

perience for each child. 

Buffmire (1973) advocates the "stratistician" model for diag

nosing educational problems and planning strategies to facilitate their 

solution. This model was developed to help teachers deal with handi

capped children in their regular classrooms. The main target of the 

stratistician is the regular class teacher. The stratistician's role 

is to help teachers help children and provide an active interaction 

between regular and special education. 

McKenzie et al. (1970) and Fox et al. (1973) have trained con

sulting teachers to assist regular classroom teachers to use behavior 

modification procedures in the regular classroom with children eligible 

for special education services. Diagnosis and remediation are under

taken by the child's teacher in her own classroom with the help of the 

consulting teacher. An experienced consulting teacher can assume re

sponsibility for as many as thirty-five eligible children who are func

tioning within the regular education program. 

The Schaumburg, Illinois School District successfully demon

strated that services for learning disabled children could be provided 

by psychoeducational diagnosticians. A considerable districtwide need 

for special services and an absence of trained specialists necessitated 

the involvement of "classroom teachers in remediation based upon the 

prescriptions written by the psychoeducational diagnostician after 

careful diagnostic evaluation" (McCarthy 1967). The needs of more 

children were met by this approach than had been possible through place

ment in resource room settings. 
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Lilly (1977) urges the creation of a special learning and be

havior problem (SLBP) specialist. Remediation would be based primarily 

on a functional analysis of the child's problem. SLBP teachers would 

provide not only direct instructional services, but indirect supportive 

services as well. The time presently spent in labeling children for 

categorical purposes could be applied to direct and indirect interven

tion of basic instructional problems. 

Some special educators see no need for the creation of new 

specialists to fulfill the role of consultant to regular class teachers. 

Nor do most school districts have the services of such a specialist 

available. Most schools, however, do have a resource room teacher."'" 

Arizona has estimated a need for twenty-three hundred resource room 

teachers in order to meet its full service goal (Arizona Annual Report 

of the Superintendent of Public Instruction 1975-76). At the present 

time, there are nearly fourteen-kwadr-ad special educators employed in re

source rooms throughout the state. The primary goal of the resource 

room teacher is to provide the kind of instructional support to both 

child and teacher that makes feasible the pupil's continued enrollment 

in the regular classroom. This goal is accomplished through direct 

instruction of children in the resource room and indirect instruction 

through consultation with the regular classroom teacher (Hammill and 

Wiederholt 1972; Jenkins and Mayhall 1976; Parker 1975). 

Glasser's (1969) research on school failure leads him to recom

mend that school specialists implement their programs within the regular 

1. For the purposes of this research the title "resource room 
teacher" is defined as a special education teacher providing services in 
the resource room. 
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classroom in cooperation with the classroom teacher and that the goal of 

special intervention be directed towards the child's ability to function 

more adequately within the regular classroom. Instead of the tradi

tional school approach to problems — to separate those in trouble from 

the system and treat them by specialists — he proposes changes which 

are feasible within the existing framework of the school. 

The resource room teacher can function with both students and 

the classroom teachers. Part of the resource room teacher's role is 

directed towards helping teachers develop the skills necessary to deal 

with handicapped children in their classroom. The result is a resource 

room teacher who functions as a teacher of teachers as well as a 

teacher of children. 

Regular Classroom Teacher Role. When the primary instructional 

program for exceptional children is carried out in the least restric

tive setting, special educators must function in the regular classroom. 

The nature and severity of the problem determines whether a child will 

receive direct or indirect services. This procedure requires the 

cooperation and coordination of a number of professionals within the 

educational system. 

As the states begin to implement mandatory legislation, special 

classes will need to be reorganized to accommodate new populations of 

more severely involved children. Regular classrooms will be required 

to find room for the less seriously handicapped students whom special 

education classes can no longer serve on a full-time basis (Haring 1973). 

In some areas of the country, special class services for such pupils 

simply do not exist; and in some areas where such services do exist, 
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trained staff and special programs are in short supply and waiting lists 

are lengthy (Bryen 1973). At any given time, a percentage of children 

are continuously at risk in the regular classroom, yet their level of 

performance may not be discrepant enough to reach the level of severity 

required for ancillary support (Lloyd, Sabatino and Miller 1977). 

Regular classroom teachers already have these children in their class

room and the average teacher can expect to encounter even more of these 

children each year. 

Most classroom teachers have had no formal training with handi

capped children (Martin 1974). As a consequence, few regular class 

teachers feel professionally competent to take on the task of educating 

handicapped students. Since the effective utilization of consultation 

requires considerable attitudinal and behavioral change on the part of 

both special and regular education personnel, researchers have examined 

the attitudes of teachers towards handicapped children and their will

ingness to use the services of a resource person. Buffmire (1973) re

ported that classroom teachers would be willing to accept two or three 

mildly retarded students into their class and consult with a resource 

person to facilitate their teaching with handicapped children. In a 

study on teacher attitudes towards the integration of handicapped stu

dents, the majority of elementary teachers felt that handicapped children 

would be better off in the regular program; however, they expressed con

cern that they could not meet the increased demands that would result 

from such integration (Hewett and Watson 1975). The National Advisory 

Council on Education Professions Development (1976) warns that court 

decisions and federal laws which call for teaching the handicapped in 
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the least restrictive environment may combine with shrinking school 

budgets to place all but the most severely involved students in the 

regular classroom without consideration of the impact on the classroom 

teacher. 

McGinty and Keogh (1975) found that most elementary teachers 

agreed on what knowledge was needed in order to teach exceptional 

children in the regular classroom; unfortunately, there was almost 

unanimous agreement that they did not possess such skills. Despite 

their willingness to work with handicapped students, it appears that 

many classroom teachers feel lacking in their ability to do so. 

Recent research has focused on teacher characteristics as they 

relate to teacher attitudes and practices. Characteristics such as sex 

and age of the teacher, whether the teacher holds professional or pro

visional certification and amount of formal professional training may 

bear upon the teacher's disposition towards educational practices. For 

example, studies indicate that there may be differences between male and 

female teachers in their educational practices. Parsons (1962) found 

that women teachers rated educational consultants as being more effective 

than did male teachers. Null and Spence (1973) reported that women 

teachers prefer male administrators and are more satisfied and coopera

tive when they have a male principal. 

The highest degree obtained and the amount of professional train

ing have been examined for their relationship to teacher behavior and 

attitude. Emans (1969) found that teachers with less formal education 

tend to hold more traditional educational values than did teachers with 

more formal education. Cunningham (1964) , in a study on team teaching, 
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reported that the most successful team members were the teachers who 

held the highest academic degrees. 

The age of the classroom teacher may also be an important factor. 

Younger teachers were found to be more accepting of counseling services 

in the elementary grades (Berben 1968). Parsons (1962) found that 

beginning teachers were heavily influenced in their teaching behavior 

by other teachers on the faculty. Claye (7.968) reported that the 

longer one teaches, the mofe one resents nonteaching duties. In a 

1969 study of teacher attitudes, Emans reported that older teachers 

tend to hold more traditional values than did younger teachers and are 

less inclined to accept educational innovation. 

In most states there are several types of teacher certification. 

Shuster (1955) examined the advantages and disadvantages of certifica

tion and reported that teachers with provisional certification were 

rated as deficient more often by their principals. In two separate 

studies, professionally certificated teachers with standard credentials 

were rated more highly in most areas of personal and professional compe

tence (Gerlock 1964; Lupone 1961). In a study on teaching difficulties, 

Cross (1955) found that beginning teachers working outside their field 

of certification were at a decided disadvantage in teaching effective

ness. 

In summary, it appears that teacher characteristics may be re

lated to acceptance of nontraditional practices, teaching effectiveness 

and teaching preferences. 

Principal Role. The school principal is often the most influen

tial person in the structure of the school. Her educational orientation, 
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administrative style, decision making patterns and relationship with the 

faculty affect all aspects of the school (Gallessich 1973) . If the 

principal favors mainstreaming children into the regular class program 

with appropriate supportive services, then as educational leader, the 

principal can help insure the success of resource room teacher consulta

tion. If the principal is nonsupportive, the chances of teacher ac

ceptance of that professional role are diminished. 

Payne and Murray (1974) examined the attitudes of elementary 

school building principals towards the placement of handicapped children 

into the regular classroom. Urban principals were found to be more 

reluctant to integrate handicapped children into regular school programs 

than were their suburban counterparts. Both groups of principals ranked 

inservice training as the number one need of regular teachers. The in-

service aspect of the consultant role may be of the highest priority. 

The fact that political, legislative and state educational policy 

may require the alteration of special education services in the schools 

does not necessarily convince the principal that it is the best for all 

concerned. The importance of the principal as a change-agent cannot be 

minimized. Administrative acceptance of the consultant role of the re

source room teacher appears to be an important factor in successfully 

maintaining handicapped children in the least restrictive alternative. 

Summary. An examination of the personnel roles relating to the 

implementation of consultation suggests that: 

1. The resource room teacher is the logical specialist to implement 

consultation services based on her professional expertise and 

daily availability. 
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2. Despite their willingness to work with handicapped students, 

many regular classroom teachers feel lacking in their ability 

to do so, 

3. The behaviors and attitudes of classroom teachers may be 

associated with their personal characteristics. 

4. The importance of the school principal in the successful 

adoption of resource room teacher consultation cannot be 

minimized. 

Summary 

An investigation of the consultant role of the resource room 

teacher suggests several issues: 

1. The information available about the conceptual bases of 

consultation advances a legal and moral imperative to implement services 

within as normal a classroom milieu as possible. There is some evidence 

that efforts are being made to develop a consulting specialist model, 

but at the present time, none of these specialist models have been 

widely adopted. Most school districts, however, do have a teacher 

certificated in special education on their faculty who functions in the 

role of resource room teacher. 

Arizona has estimated a need for twenty-three hundred resource 

room teachers in order to meet its full service goal. At the present 

time, there are nearly fourteen hundred resource room teachers employed 

in the state. This discrepancy suggests that there are a large number 

of exceptional children still in the regular classroom whose needs are, 

as yet, unmet. 
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A dual role of the resource room teacher includes both direct 

services to exceptional children and indirect services in the form of 

consultation with regular class teachers, but it appears that consulta

tion may be an underutilized form of service delivery. It is vital to 

determine the extent to which consultation is being implemented in Ari

zona and to identify factors which are related to its utilization. At 

the present time there are thousands of exceptional children not re

ceiving any special services; resource room teacher consultation may be 

one viable solution to resolve this situation. 

2. Traditionally, most special education has been provided out

side the realm of general education. The special educator has worked 

with a child in a special room or in some cases a separate building. 

Regular classroom teachers have often been relieved when that special 

child in their room was placed in special education. The principal has 

long been familiar with the traditional role of the special educator and 

has provided support for the specialist in the customary manner. The 

delicate balance of relationships within a school may undergo considerable 

change when resource room teacher consultation is introduced. The at

titudes and personal characteristics of classroom teachers, resource 

teachers and principals may be related to the degree to which consulta

tion is accepted by the school staff. 

Focus of the Study 

The preceding discussion suggests the need to gather first-hand 

information from the three groups of educators most involved in the con

sultation process: resource room teachers, regular classroom teachers 
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and principals. Each group has both its expectations for what the con

sultant role should be and what in fact they know it actually is. The 

following research questions were investigated: 

1. To what extent is resource room teacher consultation actually 

being implemented in Arizona? 

2. Do principals, regular classroom teachers and resource room 

teachers differ in what they think the consultant role should 

be and what they know it actually is? 

3. How well prepared does the resource room teacher feel to assume 

a consultant role? 

4. How receptive is the regular classroom teacher to consultation 

from the resource room teacher? 

5. Do principals support a consultant role for the resource room 

teacher? 

6. Which personal and attitudinal factors are related to the 

acceptance of the consultant role of the resource room teacher? 

Implications 

An analysis of the consultant role of the resource teacher elicits 

information from individuals whose perceptions about the role directly 

affect how the role is described and performed. If this study should 

document that consultation as a delivery of services option in the educa

tion of exceptional children has been underutilized and that specific 

factors may be related to its acceptance, implications can be drawn for 

both regular and special education. 
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1. Teacher training programs may need to emphasize preservice 

training for resource room teachers in both consultation 

skills and the effective utilization of consultation with 

regular educators who resist its adoption. 

2. Teacher training programs may need to provide preservice and 

inservice training for regular class teachers and principals 

in the study of exceptional children. School principals and 

regular educators need an awareness of the consultant role of 

the resource room teacher and the benefits of effective con

sultation services. School districts need to consider the con

gruence of the attitudes of the professionals involved in the 

implementation of consultant programs. 

3. Resource room teachers may be able to operate more effectively 

if they know exactly the role they must perform. Any dis

crepancy between their conception of the consultant role and 

what others expect of them can influence how effectively they 

work with other professionals. 



CHAPTER II 

METHODOLOGY 

In order to investigate the consultant role of the resource room 

teacher, three groups of educators in Arizona were interviewed using in

strumentation developed to assess attitudes and practices and collect 

base data. 

Population 

Conceptually, the population for this study includes all resource 

room teachers, regular classroom teachers and principals employed in 

public schools. The technical population, however, consisted of all 

resource room teachers, regular class teachers and principals in the 

state of Arizona. Although the sample was drawn from the group known 

as the technical population, the results of this study may also be use

ful to educators in other parts of the country who are involved with 

similar issues. 

Resource Room Teachers 

The resource room concept proposes a dual role for the resource 

room teacher as both the provider of direct services to exceptional 

children and of indirect services in the form of consultation to the 

regular classroom teacher (Hammill and Wiederholt 1972; Jenkins and May-

hall 1976; Parker 1975). In the literature and in their professional 

training, resource room teachers are led to believe that they will 
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function as more than "tutors" for handicapped children. It has not 

been documented whether, in actual practice, their expectation of a 

diversified role is contradicted by a narrowly defined one. For this 

reason, resource room teachers were included in this study. 

Classroom Teachers and Principals 

While the impetus for placing exceptional children in the least 

restrictive setting has come from special educators, parents, legis

lators and jurists, it is the regular education system which must 

respond and change. The introduction of resource room teacher con

sultation requires considerable attitudinal and behavioral changes on 

the part of regular educators. If the primary instructional program 

is to be carried out in the least restrictive setting, resource person

nel must function in the regular classroom. Consultation requires the 

cooperation and support of both regular classroom teachers and princi

pals. For this reason both regular classroom teachers and principals 

were included in this research. 

Sample 

Thirty-four school districts in Arizona were selected using 

stratified cluster random sampling. All elementary school districts 

in Arizona were rank ordered by size and divided into four homogeneous 

strata based on school district enrollment: (1) enrollment over 5,000; 

(2) enrollment 1,000-4,999; (3) enrollment 500-999; and (4) enrollment 

below 500. A sample of each of the four strata will be taken with two 

exceptions: 



1. The unique size of Tucson District One, with an enrollment of 

45,000 elementary students, dictated its inclusion as one of the 

districts selected from the top stratum. 

2. Districts with an enrollment of less than one-hundred fifty 

were not considered since many of these smaller districts may 

not have the services of a resource room teacher. 

A total of forty-eight elementary resource room teachers were 

randomly selected from the districts chosen from each stratum. From 

the same school as each of the forty-eight resource room teachers, three 

regular class teachers who share mutual students with the resource 

teacher were randomly selected. A total of one-hundred forty-four 

regular class teachers participated. The last forty-eight subjects 

were the principals of the schools represented in the study. 

A different sampling plan was used for each stratum. Economic 

considerations and the cultural heterogeneity of the larger districts 

precluded the sampling of only one school in each of the separate 

districts. From the top stratum, Stratum 1, (enrollment over 5,000) 

four clusters were selected — each cluster being one school district. 

From each cluster, three resource room teachers were randomly selected. 

A total of twelve resource teachers were chosen from this top stratum. 

From the second stratum, Stratum 2, (enrollment 1,000 - 4,999) six 

clusters were randomly selected — each cluster being one school dis

trict. Within each cluster, two resource room teachers were randomly 

chosen for a total of twelve resource teachers. From each of the two 

smaller strata, Stratum 3 and Stratum 4, (enrollment 500-999 and 
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enrollment below 500), twelve districts were randomly selected and one 

resource room teacher chosen from each of these districts. Thus, within 

each stratum, twelve resource teachers participated in this study. The 

principal and three classroom teachers were selected as part of a 

sampling unit with the resource room teacher. 

Instrumentation 

Three instruments were developed for use in this study: (1) a 

personal data sheet; (2) an instrument designed to measure the extent 

to which consultation is actually being implemented and the extent to 

which the three groups of respondents would like to see consultation 

implemented; and (3) an opinionnaire to identify variables which support 

or thwart the utilization of resource personnel in a consultative capac

ity. Data were collected on all instruments through individual inter

views . 

Personal Data Sheet 

This instrument elicited personal data for both sample descrip

tion and identification of factors which affect the implementation of 

consultation. The personal data sheet included information such as: 

sex and age of respondent, number of years in present position, highest 

degree earned, certificates held, etc. (see Appendix A). 

Actual Role-Ideal Role Instrument 

This two part instrument measured the respondent's perceptions 

of the extent to which resource personnel are actually being utilized as 

consultants to regular classroom teachers and the extent to which 
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subjects believe resource personnel should ideally be utilized as con

sultants. This instrument described the various role names and respon

sibilities performed by the resource room teacher (McLoughlin 1973). 

The respondents were asked to indicate the percentage of time that the 

resource room teacher actually spends fulfilling each role function 

(actual role) and the percentage of time the resource room teacher 

should spend fulfilling each role responsibility (ideal role). For the 

remainder of this paper, the word actual will be used to describe re

sponses to the actual role instrument although we realize these responses 

are an estimate of the respondents' perceptions (see Appendix B). 

Opinionnaire 

This instrument addressed factors which may help or hinder the 

resource room teacher's consultative role performance. This instrument 

was developed to determine: 

1. Which factors prevent consultation from being widely utilized. 

2. Who do respondents identify as the best "specialist" to imple

ment consultation. 

3. Whether regular classroom teachers show acceptance for resource 

room teacher consultation. 

4. Whether principals support the consultant role of the resource 

room teacher. 

5. Whether resource room teachers feel their university training 

prepared them to assume a consultant role; what was or might 

have been included in their professional training to prepare 

them for such a role. 
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6. What factors are identified as the advantages and disadvantages 

of resource room teacher consultation (see Appendix C). 

Procedure 

After the districts were randomly selected for inclusion in the 

study, each of the thirty-four district superintendents were contacted 

by telephone. The objectives of the study and the requirements for 

district participation were explained. If the district agreed to 

participate, one or more schools within the district were randomly 

selected. The principal in each of the forty-eight randomly selected 

schools was contacted by telephone and arrangements were made for the 

interviews. Each superintendent and principal received a written notice 

with the exact date and time agreed upon for the interview visit (see 

Appendix D). 

Three regular classroom teachers in each school were randomly 

chosen from among those classroom teachers in the school who had at 

least one student being served in the resource room. The principal in

formed the staff at a faculty meeting that an interviewer from The Uni

versity of Arizona would visit the school for a half day to interview 

several staff members. 

The three instruments were administered individually to forty-

eight resource room teachers, one-hundred forty-four regular classroom 

teachers and forty-eight principals. The questions were presented in 

person by the investigator to all respondents in the study. An inter

view format was necessitated by: (1) the requirement to ask fundamental 

questions in an open ended manner; (2) the need to assure a high response 
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rate; (3) the need to explain factual information; and (4) the advis

ability of using probes to expand on responses. Interviews, were con

ducted in such a way that respondents did not know that consultation 

was the focus of the research. The questions were not leading and re

spondents were encouraged to express problems as well as benefits asso

ciated with consultation. .Respondents also knew that the interviews 

were confidential. 

Data Analysis 

The six research questions stated at the conclusion of Chapter 1 

were addressed with analyses procedures described below. 

Extent of Resource Room Teacher 
Consultation in Arizona 

The extent to which resource room teacher consultation is actually 

being implemented was determined from the responses given by resource 

teachers on the actual role instrument. The percentage of resource room 

teacher consultation actually being utilized was tallied for each stratum, 

as well as for the total group of resource teachers, with the results 

being an estimate of the extent of the practice statewide. 

Principal, Classroom Teacher and Resource Room 
Teacher Judgment on Actual vs. Ideal Consultant Role 

An analysis of the differences between actual and ideal role was 

performed using a 2 x 3 (actual vs. ideal role; three types of personnel) 

design with a repeated measure on the role factor. Each school unit 

participating in this study included one resource room teacher, one 

principal and three classroom teachers. 
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In addition, for each of the forty-eight units, the variance was 

computed for the ideal percentages of consultant activity. This allowed 

a description of congruence (low variability among the three professional 

groups) within each school unit, an indication of the degree of shared 

viewpoint within each school regarding the ideal consultant role of the 

resource room teacher. 

Resource Room Teacher Attitude 
Towards the Consultant Role 

An opinionnaire utilized open-ended questioning to assess the 

resource room teacher's attitude towards her ability to assume a consult

ant role and the adequacy of her professional training to fulfill such a 

role. Resource room teacher acceptance of the consultant role was also 

determined by examining the percentage of time resource room teachers 

ideally allotted to consultant activity. These data will be presented 

in tables in Chapter III. 

Regular Classroom Teacher Acceptance 
of Resource Room Teacher Consultation 

An opinionnaire utilized open-ended questioning to assess class

room teachers* acceptance for consultation and to determine which factors 

influenced acceptance or lack of acceptance. Classroom teacher acceptance 

of the consultant role was also determined by examining the percentage 

of time classroom teachers ideally allot to consultant activity. These 

data will be presented in tables in Chapter III. 
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Principal Support for the 
Consultant Role 

An opinionnaire utilized open-ended questioning to assess 

principal support of resource teacher consultation and to determine 

which factors influenced the support or nonsupport of such a role. 

Principal support of the consultant role was also determined by 

examining the percentage of time principals ideally allotted to con

sultant activity. These data will also be presented in Chapter III. 

Personal and Attitudinal Factors 
Related to Acceptance of the Consultant Role 

The contribution of various factors to the amount of consulta

tion activity was obtained by analyzing the collective and separate ef

fects of such variables as sex and age of resource room teacher, highest 

degree held by resource room teacher, number of course credits in special 

education taken by classroom teachers, etc. The data were analyzed 

using multiple regression with the actual percentage of consultant 

activity (according to the resource room teachers in the study) as the 

criterion variable. Beta weights and the coefficient of determination 

2 (R ) were studied for an explanation of the relative importance of the 

several predictor variables (Kerlinger 1973). 



CHAPTER III 

RESULTS AND DISCUSSION 

Extent of Resource Room Teacher Consultation 
in Arizona; Research Question One 

The extent to which resource room teacher consultation is actually 

being implemented in Arizona was determined from the responses of 48 re

source teachers on the actual role-ideal role instrument. The percentage 

of actual consultation was examined in two ways — first for all resource 

teachers as a group, and then according to district enrollment (by 

stratum). 

Extent of Resource Room Teacher 
Consultation Statewide 

Respondents were asked to estimate the percentage of time the 

resource room teacher actually spends fulfilling each of eight role ac

tivities. Table 1 presents the percentage of resource room teacher 

consultant activity actually utilized in Arizona according to the re

source teachers who participated in this study. 

Eighty percent of these resource teachers saw consultation ac

tivity actually comprising five percent or less of their professional 

duties. Further, resource room teachers spend less time in consultation 

(Table 2) than in any of their other roles (with the single exception of 

miscellaneous activity). 

Extent of Resource Room Teacher Consultation According to Princi

pals, Classroom Teachers and Resource Room Teachers. Principals, 
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Table 1. Extent of Actual Resource Room Teacher Consultation Statewide 
According to Resource Room Teachers. 

Percentage of total time 
spent in consultation N Relative Frequency 

activity 

0.0 1 2.1 

1.0 7 14.6 

2.0 10 20.7 

2.5 1 2.1 

3.0 5 10.4 

4.0 3 6.3 

5.0 11 22.9 

10.0 7 14.6 

15.0 1 2.1 

20.0 _2 4.2 

r 48 100.0 

Table 2. Actual Percentages of All Resource Room Teacher Role Activity. 

Activity M s Median Mode Range 

Planning 5.9 3.6 5.0 5.0 1-15 

Diagnosis 6.5 4.1 5.3 10.0 0-15 

Instruction 56.5 16.1 50.5 50.0 30-90 

Assessment 6.5 5.0 5.0 5.0 1-30 

Communication 6.3 3.9 5.1 5.0 1-15 

Consultation 4.9 4.5 3.2 5.0 0-20 

Clerical 10.0 8.0 9.6 10.0 1-40 

Mis cellaneous 3.4 2.9 2.5 5.0 0-15 
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classroom teachers and resource room teachers concur In their perception 

of the consultant role of the resource teacher. Seventy-six percent of 

the classroom teachers and 73 percent of the principals believed re

source room teachers spend five percent or less of their time in con

sultation activity. Eighty percent of the resource room teachers would 

agree. Table 3 summarizes the statistics for actual percentage of re

source room teacher consultation according to these three groups of 

educators. A one way analysis of variance was performed to determine 

whether the three groups differed in their perception of the consultant 

role of the resource teacher; resource room teachers, classroom teachers 

and principals do not differ in their perception (Table 4). 

Extent of Resource Room Teacher Consultation by Stratum. There 

was agreement among educators in the four strata regarding the consultant 

role of the resource teacher (Table 5). The responses of the three edu

cator groups showed high agreement on the amount of time resource room 

teachers spend in the consultant role, regardless of district size. Re

source teachers in all four strata also agreed on the amount of time 

they spend in consultant activity (Table 6). 

Discussion. Resource room teacher consultation in Arizona ap

pears to constitute five percent or less of all resource teacher activity. 

There is considerable agreement among resource room teachers, regardless 

of district size, and among educators, regardless of professional group. 

Consultation takes place less frequently than any other professional 

function with the single exception of miscellaneous activity. 
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Table 3. Actual Percentage of Resource Room Teacher Consultation Ac
cording to Principals, Classroom Teachers and Resource 
Teachers. 

Groups N M s Median Mode Range 

Principals 48 5.9 5.7 4.9 5.0 0-35 

Classroom Teachers 144 5.3 3.6 4.9 5.0 0-20 

Resource Teachers 48 4.9 4.6 3.3 5.0 0-20 

240 5.4 4.3 4.9 

Table 4. Summary of ANOVA — Actual Percentage of Consultation by 
Educator Group. 

Source of Degrees of Sums of Mean 
Variation Freedom Squares Squares 

Between groups 2 2,351.67 1,175.83 .625 
(NS) 

Within (error) 237 445,000.00 1,881.25 

Total 239 



36 

Table 5. Actual Percentage of Resource Room Teacher Consultation by 
Stratum. 

Stratum N M s Median Mode Range 

1 60 5.9 3.9 4.9 5.0 0-20 

2 60 5.7 5.9 4.9 5.0 0-35 

3 60 4.9 2.8 4.9 5.0 0-20 

4 60 5.0 4.1 4.9 5.0 0-20 

Table 6. Extent of Resource Room Teacher Consultation by Stratum Ac
cording to Resource Room Teachers. 

Percentage of total Strata 
time spent in 12 
consultation 

0.0 0.0 0.0 8.3 0.0 

1.0 25.0 16.7 8.3 8.3 

2.0 8.3 25.0 33.3 16.7 

2.5 0.0 8.3 0.0 0.0 

3.0 8.3 16.7 0.0 16.7 

4.0 16.7 0.0 0.0 8.3 

5.0 25.0 16.7 16.8 33.4 

10.0 16.7 0.0 33.3 8.3 

15.0 0.0 8.3 0.0 0.0 

20.0 0.0 8.3 0.0 8.3 
100.0 100.0 100.0 100.0 

M 4.3 5.1 4.9 5.4 

s 3.1 6.0 4.0 5.1 
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Principal, Classroom Teacher and Resource Room 
Teacher Judgment on Actual vs. Ideal 

Consultant Role: Research Question Two 

Do principals, regular classroom teachers and resource room 

teachers differ in what they think the consultant role should be and 

what they actually know it is? A 2 x 3 design with repeated measures 

on the role factor was used. The first factor, consultant role, con

sisted of (1) actual role and (2) ideal role. The second factor, type 

of personnel, consisted of (1) regular classroom teachers, (2) resource 

room teachers, and (3) principals. The mean percentages by groups and 

by role appear in Table 7. 

The analysis of variance presented in Table 8 revealed that 

there is a difference between actual and ideal role, with strong support 

for more resource room teacher consultation (p _< .0001). There is no 

difference between the three educator groups and no interaction between 

educator type and ideal-actual consultant role. 

Discussion 

The significant roles factor in the analysis of variance shows 

that actual and ideal amounts of resource room teacher consultation dif

fer substantially. Data analysis showed that the extent of actual con

sultation is half the amount all three types of personnel feel it should 

be. 

Variance Within Each School Unit 

For each of the 48 schools the variance was computed for ideal 

percentage of consultant activity. Low variability within each school 

unit may be interpreted as indicating agreement among the three educator 



38 

Table 7. Mean Percentages of Consultant Activity; Two Roles by Three 
Groups. 

Groups Average 
Actual Ideal 

Classroom Teachers 5.32 11.01 8.17 

Resource Teachers 4.93 9.28 7.11 

Principals 5.91 11.16 8.53 

5.36 10.70 

Table 8. Summary of ANOVA for Research Question Two. 

Source of Degrees of Mean p Significance 
Variation Freedom Squares Level 

Between groups (G) 2 55.9616 .63.9 NS 
Error between 237 90.3990 

Within roles (R) 1 3416.0005 84.114 P 1 
R x G 2 16.1900 .399 NS 
Error within 237 40.6118 

TOTAL 479 



groups within that unit or as showing the degree of shared viewpoint 

within the school regarding the ideal consultant role of the resource 

teacher. Table 9 presents the mean and variance of the amount of ideal 

consultation within each of the 48 school units by stratum. 

Discussion 

School units with the largest means also have the largest 

variances. High means and high variances occur when one or more 

faculty members within a unit believe consultation is a highly desirable 

role and allot a very higji percentage of time ideally to that activity, 

while others on the staff do not assign such high percentages. This 

notion was verified by examining the two largest variances in stratum 

two — both the principal and resource room teacher in each of these 

units (both units were within the same school district) strongly support 

a consultant model for special education, while classroom teachers in 

these schools appear unaware of consultation. This is an example of 

strong but uneven support for resource room teacher consultation within 

a school unit and an indication of the lack of shared viewpoint among 

the staff within that school. It appears that the less time ideally 

allotted to consultation, the higher the level of agreement within a 

school unit. 

District size does not influence the variability in school units. 

The strata with the highest means also show the greatest variability. 
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Table 9. Ideal Percentage of Consultation within Each of the 48 School 
Units. 

Stratum 

1 2 3 4 

M 
2 s M 2 s M 

2 s M 
2 
s 

10.0 98.0 29.4 1038.8 15.2 111.3 17.4 629.0 

11.8 69.7 40.0 887.4 11.0 42.5 19.0 192.4 

11.0 67.6 9.2 138.3 11.0 30.0 16.0 142.6 

14.4 46.8 14.0 89.5 7.4 26.3 8.2 78.7 

5.0 36.0 7.6 23.8 11.8 23.7 8.8 69.7 

5.9 35.3 8.6 22.3 9.4 21.8 6.2 64.6 

10.4 32.3 13.6 17.3 9.2 18.2 8.3 54.9 

7.8 31.7 8.6 16.3 6.0 17.5 12.0 44.5 

6.2 27.3 6.0 14.5 9.0 17.4 6.8 33.8 

8.6 21.8 12.4 11.3 8.6 9.8 12.0 32.5 

5.6 10.8 7.5 3.2 8.0 7.5 5.0 25.0 

12.0 7.5 10.0 0.0 4.6 .8 6.8 24.2 

9.1 41.3 13.9 251.7 9.3 29.4 10.5 114.9 
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Resource Room Teacher Acceptance of the 
Consultant Role; Research Question Three 

How well prepared does the resource room teacher feel to meet 

the demands of the consultant role? This question was examined in four 

ways: (1) what is the attitude of resource teachers towards consulta

tion, (2) how do resource teachers assess their university training for 

a consultant role, (3) what do resource teachers see as the greatest 

barriers to more consultation and who do resource room teachers feel is 

the best professional to consult, and (4) what do resource teachers feel 

are the advantages and disadvantages of consultation. 

Profile of Resource Room Teachers 

Forty-eight resource room teachers in Arizona were interviewed. 

Based on the information gathered from this sample it is possible to 

draw some conclusions about the resource teacher population in Arizona. 

Seventy-one percent of the resource room teachers were between 23 and 29 

years of age; 90 percent were 38 or younger. Eighty-three percent were 

female; this figure was true for all of the four strata as well. Sixty-

three percent held only a bachelor's degree, 35 percent a master's 

degree and two percent an educational specialist's degree. In districts 

with an enrollment above 1,000 (strata one and two) half the resource 

teachers held graduate level degrees, while in the smaller districts 

(strata three and four) only one quarter of the resource room teachers 

had advanced degrees. 

Ninety-four percent of the resource teachers had been in their 

present position for less than four years; 80 percent had less than six 

years total experience as educators. By comparison 50 percent of the 
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classroom teachers had been in their present position four years or 

longer; 60 percent had ten or more years total experience. Table 10 

compares resource teachers and regular classroom teachers on profes

sional experience. The resource room teachers in this sample were, for 

the most part, young women who held a bachelor's degree and standard 

special education teaching certification. They had been in their present 

position for less than four years and their total teaching experience 

was less than six years. When compared with the classroom teachers, 

they appear to be both younger and less experienced as teachers. Thirty-

eight percent of these resource teachers had some regular classroom ex

perience prior to assuming the position of resource room teacher. 

Resource Room Teacher Attitude 
Towards Consultation 

Resource Room Teacher Acceptance of the Consultant Role. Re

source room teachers were asked how they felt about serving as consul

tants to the classroom teachers in their school. Table 11 summarizes 

their responses. Because this question was presented in an open-ended 

manner, responses varied considerably. Among resource room teachers who 

favored a consultant role, their motivation ranged from the matter of 

fact — "I consult because it is a part of my job." — to the idealis

tic — "My main goal is to develop a consultant model within this school." 

Resource room teachers supporting consultation could be viewed as two 

distinct groups. The first group enthusiastically favored resource room 

teacher consultation. They mentioned their desire to do more consulta

tion and recognized the challenge of the consultant role. The second 

group expressed tolerance or acceptance for such a role; consultation was 
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Table 10. Resource Room Teachers and Classroom Teachers; Professional 
Experience In Education. 

Educator Group 
Years in Present 

Position 
Total Years in 
Education 

Range Median Range Median 

Classroom Teachers 1-26 3.5 1-40 7.5 

Resource Teachers 1-9 1.5 1-15 3.5 

Table 11. Resource Room Teacher Attitude Towards Serving as Consultant 
to Classroom Teachers in their School. 

Attitude Towards  ̂ Adjusted 
Consultation Frequency 

Favors consultant role 23 48.3 

Does not favor consultant role 8 16.7 

Mixed feelings towards 
consultant role 17̂  35. Q 

48 100.0 
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described as a beneficial process for the staff as well as a necessity. 

This group felt they had to consult since they were the only profes

sionals available to do so. 

Of the resource teachers who did not support consultation, the 

majority gave insufficient training as their reason. They mentioned a 

general lack of self confidence and the need for further preparation 

in order to meet the demands of the consultant role. 

More than one-third of the resource teachers expressed mixed 

feelings towards resource room teacher consultation; nearly all felt 

they would enjoy consulting but under certain circumstances. Most felt 

fine about consultation but only when classroom teachers requested it, 

were willing to openly discuss the problem and follow through on the 

resource teacher's suggestions. It was also mentioned that consultation 

was beneficial as long as the resource room teacher had as much or more 

experience than the classroom teacher. A few resource teachers indi

cated a strong desire to consult but felt they lacked the background 

to make worthwhile suggestions. 

Ideal Consultant Role According to Resource Room Teachers. Re

source room teacher acceptance of the consultant role was also deter

mined by examining the percentage of time resource teachers would ideally 

allot to consultation activity (Table 12). Fifty-four percent of the 

resource room teachers would ideally allocate five percent or less of 

their time for consultation. This figure corresponds to the findings 

that 80 percent of these resource teachers actually spend five percent 

or less of their time in that role. There is little discrepancy between 
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Table 12. Ideal Percentage of Consultation Activity According to Re
source Room Teachers. 

Percentage of time ideally 
alloted to consultation N Relative Frequency 

0.0 2 4.2 

1.0 2 4.2 

2.0 2 4.2 

3.0 2 4.2 

4.0 3 6.2 

5.0 15 31.2 

7.0 3 6.2 

7.5 1 2.1 

9.0 2 4.2 

10.0 8 16.6 

15.0 5 10.4 

20.0 1 2.1 

50.0 1 2.1 

75.0 1 
48 

2.1 
100.0 
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how much consultation they actually engage in and how much they would 

ideally like to consult. 

There were no differences between strata on ideal percentage of 

consultant activity (Table 13). In the second stratum, the mean ideal 

percentage was affected by two very high percentages suggested by re

source teachers from a school district which strongly supports a con

sultant model for special education. If these two unusual scores were 

removed, the distribution in stratum two would be highly similar to the 

other three strata. District size does not appear to influence the 

amount of consultation resource room teachers would ideally utilize. 

Discussion. The extent to which resource room teachers accept 

the consultant role appears to be slight. More than half the resource 

teachers either oppose consultation or support it with serious misgivings. 

The small amount of time ideally allotted to consultation is in agree

ment with the low percentage of time actually spent in that role. The 

enrollment in the district made no differences in the amount of consulta

tion resource room teachers would ideally utilize; however, administra

tive support for a consultant model, as was found in Stratum 2, can 

alter the perception of the resource room teachers role. 

Assessment of University Training 

Resource Room Teacher Preparation for the Consultant Role. Re

source room teachers were asked if their university training had pre

pared them to assume a consultant role. The majority of resource 

teachers did not feel adequately prepared (Table 14). Eight-five per

cent of the resource room teachers did not feel prepared to consult. 
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Table 13. Ideal Percentage of Consultation According to Resource Room 
Teachers by Stratum. 

Stratum M s Median Mode Range 

1 5.3 3.7 5.0 5.0 0-10 

2 16.9 22.2 9.0 5.0 3-75 

3 6.0 3.9 5.0 5.0 0-15 

4 9.0 5.8 6.0 5.0 2-20 

Table 14. Resource Room Teacher Attitude Towards Professional 
Preparation for Consultation. 

Attitude Towards Professional  ̂ Adjusted 
Preparation Frequency 

I feel prepared to consult. 8 16.4 

I do not feel prepared to consult. 37 77.4 

I have mixed feelings. 3 6.2 

100.0 
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When these resource teachers were asked what might have been included as 

part of their training, responses fell into four main areas: (1) addi

tional coursework; (2) more practical experience with children; (3) 

more regular classroom experience in combination with additional course-

work; and (4) nothing since the ability to consult was mainly a question 

of personality. 

Resource teachers suggesting additional coursework wanted 

classes in consultation techniques, communication skills, specific 

diagnostic procedures, elementary curriculum, and/or setting up tutorial 

programs. It was highly stressed that a course in consultation tech

niques must include supervised field experience in conjunction with 

classwork. It was also proposed that classroom teachers be exposed, 

at either the preservice or inservice level, to the role of the resource 

teacher and the functions that role encompasses. 

Four resource teachers suggested the need for more practical ex

perience with children including longer student teaching assignments, 

full year practicums and earlier exposure in the schools, perhaps as 

early as the freshman year, and seven resource teachers specifically 

mentioned the need for experience implementing programs in the regular 

classroom, not just in one to one or small group situations. They felt 

they did not understand the kinds of problems which came up in the 

regular classroom and the techniques which could be used to meet regular 

program needs. 

Some resource teachers were unsure whether additional course-

work would help since the ability to consult was seen mainly as a 

"personality" issue. 
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Three resource teachers had mixed feelings about the adequacy 

of their professional preparation. One felt that some of her university 

training had been helpful but she still felt less than well prepared. 

Another resource teacher thought she was a good consultant because she 

communicated well with people and only partly because of her university 

training. A third resource teacher felt the resource teacher role was 

not yet clearly delineated. She felt there was room in the system for 

another role (i.e., a consultant role) but whether the resource teacher 

would fill that role depended on the job description and district policy. 

In general, she felt so unsure of where the role of the resource teacher 

was at the present time that she could not answer questions about the 

adequacy of her training. Several resource teachers alluded to con

fusion about the resource room teacher's role. 

Eight resource teachers felt their university training had ade

quately prepared them to assume a consultant role. Two resource teachers 

credited coursework in either consultation techniques, parent/teacher 

counseling or evaluation and prescription writing with their ability to 

meet the requirements of the consultant role. Four of these resource 

teachers reported that their program involved a great deal of practical 

experience including early field work, training in observation skills 

and an opportunity to discuss these outside experiences in the college 

classroom. One resource teacher felt the best way to learn was to 

teach and, in fact, he had taught various aspects of preschool program

ming as part of his professional preparation — an experience he de

scribed as no credit, low pay and high anxiety. The last resource 

teacher in this group praised the training she had received in a 
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noncategorical program to prepare resource room teachers which had a 

high teacher-student ratio and introduced the students to all aspects 

of special education, not just learning disabilities. 

Discussion. The great majority of resource teachers do not feel 

adequately prepared by their university training to assume a consultant 

role. Regardless of the adequacy of their preparation, resource teach

ers seem to agree that university training for consultation should in

clude either additional cousework or extensive practical experience, or 

a combination of both. Many resource teachers who did not favor a con

sultant role mentioned their lack of training and a feeling of profes

sional inadequacy; resource teachers who had mixed feelings towards the 

consultant role also alluded to their lack of background to make worth

while suggestions. It appears that inadequate professional preparation 

and experience may account for the reluctance of some resource teachers 

to support the consultant role. 

Barriers to Consultation and 
Best Professional to Consult 

Barriers to Consultation According to Resource Room Teachers. 

Resource teachers were asked what major factors prevented them from 

doing more consultation. Table 15 summarizes these results. According 

to resource teachers, problems arising with classroom teachers comprise 

nearly 40 percent of the barriers to consultation (classroom teacher un

responsiveness and classroom teacher "wants student in special educa

tion") . Lack of time on the part of one or more of the teachers ac

counted for another 40 percent. Several resource teachers felt there 

was inadequate administrative support for the consultant role. Lack of 
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Table 15. Barriers to Consultation According to Resource Room Teachers, 

Barriers to Consultation N 
Relative 
Frequency 

Classroom teacher unresponsive to 
peer consultation 14 29.2 

Resource teacher lacks time 10 20.7 

Lack of administrative support 6 12.5 

Resource and classroom teachers 
lack time 6 12.5 

Classroom teacher wants student 
in special education 5 10.4 

Resource teacher lacks training 2 4.2 

Classroom teacher lacks time 2 4.2 

Not resource teacher's job to 
consult 1 2.1 

Other consultation available 1 2.1 

Scheduling — no set time to consult _1 2.1 

48 100.0 
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time and lack of administrative support may reflect current state and 

federal regulations which require resource room teachers to serve only 

those categorically designated children eligible for special education 

funding for the handicapped. Resource teachers believe there would be 

more consultation but for barriers beyond their control. 

Best Professional to Consult According to Resource Room Teachers. 

Resource teachers were asked who the best professional is to fill the 

role of consultant in the school. Table 16 summarizes their responses. 

While a large group of resource teachers felt they were the best people, 

on the school staff to consult, there was also moderate support for a 

"different" type of specialist such as an educational specialist or a 

diagnostic-prescriptive teacher or for the school psychologist. These 

resource room teachers were concerned that the consultant have either 

specialized training or a different title — in other words, not just 

another teacher. 

Discussion. Resource teachers believe that time constraints and 

classroom teacher unresponsiveness are the barriers which most prevent 

more consultation; in their view the greatest time constraint is their 

own full schedule. Although resource teachers feel they are the best 

professional on the staff to consult, in actual practice, they engage 

in consultation only to a limited extent. 

Advantages and Disadvantages of Consultation 

Problems Associated with Resource Room Teacher Consultation. 

Resource teachers were asked to read a hypothetical example depicting 

consultation in practice (see Appendix C, Question 4). They were then 
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Table 16. Best Professional to Consult According to Resource Room 
Teachers. 

Best Professional to Consult N 
Relative 
Frequency 

Resource room teacher 22 45.8 

"Different" specialist 9 18.7 

School psychologist 6 12.5 

Team 5 10.4 

Depends on the problem 2 4.2 

Depends on the person(ality) 2 4.2 

Master classroom teacher 1 2.1 

Principal 2.1 

48 100.0 
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asked what problems, if any, this type of resource teacher consultation 

might create if it were implemented in their school (Table 17). 

Advantages Associated with Resource Room Teacher Consultation. 

Resource teachers were also asked what advantages, if any, might result 

from using resource room teacher consultation, as depicted in the 

example, in their school. Table 18 summarizes their responses. 

Discussion. Although one-fifth of the resource teachers believe 

consultation could be utilized without problems, the majority of resource 

room teachers feel the utilization of consultation, as depicted in the 

hypothetical example, might result in some disadvantages. Resource 

teachers suggest that the bulk of these problems originate with the 

classroom teachers in their school. 

Resource room teachers were able to see numerous advantages to 

using themselves as consultants. Most of these advantages were child-

centered (i.e., keeps the child in the regular classroom, reaches more 

children) or inservice-oriented (i.e., produces changes in the classroom 

teacher, inservice tool). After reading the hypothetical example de

scribing consultation in an elementary classroom, many resource teachers 

praised the notion as "ideal," "beautiful" and the like. Resource 

teachers seem to clearly like the idea of resource room teacher con

sultation, at least in theory. 

Classroom Teacher Attitude Towards 
Resource Room Teacher Consultation: 

Research Question Four 

How receptive is the regular classroom teacher to consultation 

from the resource room teacher? This question was examined in three 
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Table 17. Disadvantages of Resource Room Teacher Consultation According 
to Resource Teachers. 

Disadvantages 

No problems 

Resource teacher lacks time 

Classroom teacher wants student 
in special education 

Classroom teacher does not 
follow through 

Classroom teacher will not 
individual!ze 

Classroom teacher views as a 
threat 

Resource teacher must work 
directly with child somewhat 

District policy does not support 

Classroom teacher lacks time 

Resource teacher with "holier 
than thou" attitude 

Relative 
Frequency 

10 20.7 

8 16.7 

7 14.6 

7 14.6 

7 14.6 

3 6.2 

2 4.2 

1 2.1 

1 2.1 

1 2.1 

Classroom teacher feels resource 
teacher is not doing her job _1 

48 

2.1 

100.0 
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Table 18. Advantages of Besource Room Teacher Consviltation According to 
Resource Teachers. 

Advantages N 
Relative 
Frequency 

Keeps child in the regular classroom 13 27.1 

Reaches more children 9 18.7 

Produces changes in classroom teacher 8 16.7 

Prevents future problems 4 8.3 

Brings classroom and resource 
teachers together 3 6.2 

Inservice tool 3 6.2 

Resource teacher works directly 
with neediest 2 4.2 

Resource room used as a "resource" 2 4.2 

Eliminates behavior referrals 1 2.1 

Eliminates phasing back problems 1 2.1 

Reduces identification-diagnostic 
process 1 2.1 

No advantages __1 2.1 

48 100.0 
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ways: (1) will classroom teachers accept resource room teacher consulta

tion; (2) what do classroom teachers see as the greatest barriers to 

consultation; and (3) what do classroom teachers feel are the advantages 

and disadvantages of consultation. 

Profile of Classroom Teachers 

One-hundred forty-four regular classroom teachers in Arizona 

were interviewed. Seventy-nine percent of the classroom teachers were 

female. Classroom teachers ranged in age from 23 to 65, for an average 

age of 37 (the average age for resource room teachers was 27). Sixty-

five percent of the classroom teachers held only a bachelor's degree, 

32 percent a master's degree and one percent an educational specialist's 

degree, a distribution highly similar to the distribution of resource 

room teacher degrees. In the stratum with the largest districts, 67 

percent of the classroom teachers held graduate degrees, while in dis

tricts with enrollments below 5,000 (strata two, three and four), less 

than one-fourth held advanced degrees. 

Fifty-three percent of the classroom teachers had been in their 

present position for four years or more and 68 percent had six or more 

years total experience as educatorŝ  (By comparison, only six percent 

of all resource room teachers had been in their present position four 

years or more and 20 percent had six or more years total experience as 

educators.) 

Eighty-five percent of the classroom teachers held a standard 

elementary teaching certificate. The remainder held either basic or 
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provisional certification. (Only half the resource teachers held stan

dard teaching certification.) 

Half the classroom teachers had never taken a course in any 

aspect of special education. Of those who had, the average number of 

course hours in special education was seven credits. Sixty percent of 

all classroom teachers had one three credit course or less. 

The classroom teachers in this sample, in general, were women 

in their mid to late thirties who held a bachelor's degree in elementary 

education with standard teaching certification. In districts with the 

largest enrollment, it was likely these classroom teachers held a gradu

ate degree. They had been in their present position for at least four 

years and their total teaching experience exceeded five years. Although 

every classroom teacher in this study had at least one student regularly 

seen in the resource room, the majority had less than one three-credit 

course in any area of special education. 

Classroom Teacher Acceptance of 
Resource Room Teacher Consultation 

Classroom Teacher Requests for Consultation. Classroom teachers 

were asked whether they had ever requested the resource teacher to serve 

as a consultant to help with mild learning and/or behavior problems which 

may have arisen in their classroom. Table 19 summarizes their responses. 

The classroom teachers who had asked for consultation were motivated by 

practical concerns — "I had a problem and I wanted another opinion"; 

"No one else was available"; or "I have had no training in special educa

tion." Most classroom teachers who had requested consultation were 

seeking ideas, suggestions or materials; they mentioned either the 
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Table 19. Classroom Teacher Requests for Resource Room Teacher 
Consultation. 

Has Classroom Teacher Requested ... , 
Consultation from the Resource N _ 

Room Teacher Frequency 

Yes 97 67.4 

No 36 25.0 

Mixed 11 

144 

7.6 

100.0 



special training of the resource room teacher or the unique practical 

experience that came from working with problem children. It is inter

esting that classroom teachers allude to the special expertise and 

competencies of the resource room teacher, yet many resource teachers 

failed to support a consultant role due to their perceived professional 

inadequacy and lack of training. 

Of the classroom teachers who had never requested consultation, 

many mentioned that there was no need to. Children with more serious 

problems were being served in the resource room; working with children 

who had milder problems was the classroom teacher's responsibility. 

Three classroom teachers preferred to consult with other classroom 

teachers or the school psychologist, while two others felt the resource 

room teacher was too busy to bother her with consultation requests. 

Classroom teachers who expressed mixed feelings felt they had 

consulted with the resource room teacher but only informally. By "in

formal" they meant that consultation took place over coffee in the 

i teacher's lounge and follow through, if any, was casual. The concerns 

of this group focused on the protocol of consultation itself the com

munication skills involved and uncertainty about the resource room 

teacher's role. 

Ideal Consultant Role According to Classroom Teachers. Class

room teacher acceptance of the consultant role was also determined by 

examining the percentage of time classroom teachers would ideally allot 

to consultation activity (Table 20). 

While 64 percent of the classroom teachers would ideally allot 

10 percent or more of the resource teacher's time for consultation, only 
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Ideal Consultant Activity According to Classroom Teachers, 

of ideal 
activity 

N Relative Frequency 

7 4.8 

2 1.4 

3 2.1 

2 1.4 

2 1.4 

3 2.1 

26 18.1 

2 1.4 

3 2.1 

2 1.4 

44 30.6 

1 .7 

21 14.5 

1 .7 

2 1.4 

14 9.6 

1 .7 

3 2.1 

3 2.1 

1 .7 

1 .7 

144 100.0 
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33 percent of the resource room teachers would ideally allocate that 

amount (Table 21). 

Classroom teachers appear to be as accepting of consultation as 

are resource room teachers, if not actually more so. It is interesting 

that many resource room teachers suggested classroom teacher unrespon

siveness as the greatest barrier to more consultation; according to the 

classroom teachers in this study, that does not seem to be the case. 

Discussion. Classroom teacher acceptance of resource room 

teacher consultation is greater than resource room teacher acceptance 

of that role. More than two-thirds of the classroom teachers said they 

had requested consultation, yet resource room teachers agreed that five 

percent or less of their time was spent in the consultant role. If that 

percentage of classroom teachers has requested consultation, this figure 

would surely have to be higher than five percent. It is possible that 

the consultation classroom teachers refer to involved either a one case 

experience or informal consultation. Or it may reflect their positive 

attitude towards consultation rather than its actual usage. 

Barriers to Consultation and 
Best Professional to Consult 

Barriers to Consultation According to Classroom Teachers. Class

room teachers were asked what factors most prevented more consultation 

from being utilized. Table 22 summarizes these results. Time con

straints account for nearly two-thirds of the barriers suggested by 

classroom teachers. Twelve classroom teachers felt there might be more 

consultation if elementary teachers had planning periods or a scheduled 

time each week for the resource room teacher and classroom teacher to 



63 

Table 21. Ideal Percentage of Consultation According to Resource Room 
Teachers and Classroom Teachers. 

Educator Group M s Median Mode Range 

Resource teachers 9.3 12.3 5.2 5.0 0-75 

Classroom teachers 11.0 8.1 9.9 10.0 0-60 

Table 22. Barriers to Consultation According to Classroom Teachers. 

Barriers to consultation N Relative 
Frequency 

Resource and classroom teacher 
lack time 29 20.1 

Classroom teacher lacks time 26 18.1 

Resource teacher lacks time 23 16.0 

Classroom teacher unresponsive 
to consultation 19 13.2 

Scheduling — no set time to 
consult 12 8.3 

Lack of administrative support 10 6.8 

New idea 8 5.6 

Resource teacher lacks training 7 4.9 

Lack of communication among staff 5 3.5 

There is enough consultation 2 1.4 

Not resource teacher's job to consult 2 1.4 

Classroom teacher wants student in 
special education 1 .7 

144 100.0 



meet. Resource teachers reported that classroom teacher unresponsive

ness and the desire to remove problem students from the regular class

room were heavy contributors to limited consultation; classroom teachers 

did not agree. 

A small group of classroom teachers felt the whole idea of con

sultation was novel; it had never occurred to them that consultation 

might be available. None of the resource teachers had suggested this 

as a barrier to consultation. Despite the limited extent of consulta

tion, lack of awareness of the consultant role does not appear to be an 

important deterrent. 

Best Professional to Consult According to Classroom Teachers. 

Classroom teachers were asked who the best professional is to fill the 

role of consultant in the school. Table 23 summarizes their responses. 

There was high agreement between classroom teachers and resource 

room teachers that the resource teacher was the best member on the 

school staff to consult. Classroom teachers and resource room teachers 

equally endorsed a "different" type of specialist, although classroom 

teachers suggested the school psychologist somewhat more than resource 

teachers did. 

Discussion. Classroom teachers believe that a lack of time is 

the barrier which most prevents more consultation; classroom teachers 

feel that both resource room teachers and classroom teachers lack time 

to consult but classroom teachers are busier. Both resource and class

room teachers agree that the resource room teacher is the best profes

sional on the staff to assume the consultant role. 
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Table 23. Best Professional to Fill the Consultant Role According to 
Classroom Teachers. 

Best professional to consult Relative 
Frequency 

Resource room teacher 67 46.4 

School psychologist 29 20.1 

"Different" specialist 26 18.1 

Depends on the problem 8 5.6 

Team 6 4.2 

Depends on the person(ality) 5 3.5 

Master classroom teacher 2 1.4 

Remedial reading teacher 1 .7 

144 100.0 
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Advantages and Disadvantages of Consultation 

Problems Associated with Resource Room Teacher Consultation. 

Classroom teachers were asked to read a hypothetical example depicting 

resource room teacher consultation in practice (see Appendix C — Ques

tion 4). They were then asked what problems, if any, this type of con

sultation might create if it were implemented in their school (Table 24). 

The two problems suggested most frequently were: (1) lack of time to 

individualize, and (2) classroom teacher resentment. Over 40 percent 

of the classroom teachers could see consultation successfully utilized 

in their school without problems. 

Advantages Associated with Consultation. Classroom teachers 

were-also asked what advantages, if any, might result from using con

sultation in their school. Table 25 summarizes these results. 

Discussion. Classroom teachers see fewer problems associated 

with consultation than do resource teachers. Classroom teachers sug

gest time constraints and classroom teacher resentment as the biggest 

disadvantages. It is interesting that many classroom teachers who men

tioned classroom teacher resentment were quick to add that they were not 

necessarily referring to themselves but to other teachers on the staff. 

There is some lack of agreement between classroom teachers and resource 

room teachers regarding the disadvantages of consultation. 

Resource room teachers may be surprised to learn that classroom 

teachers welcome the extra assistance which consultation would provide. 

Classroom teachers propose advantages that are both child centered and 

classroom teacher centered. It appears that classroom teachers are 
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Table 24. Disadvantages of Resource Room Teacher Consultation According 
to Classroom Teachers. 

Disadvantages N 
Relative 
Frequency 

No disadvantages 60 41.6 

Lack of time to individualize 24 16.7 

Classroom teacher resentment 24 16.7 

Classroom teacher lacks time 10 6.9 

Classroom and resource teachers 
lack time 7 4.8 

Resource teacher needs to work-
directly with child 6 4.2 

Classroom teacher does not follow 
through 3 2.1 

Resource teacher lacks time 2 1.4 

New idea — hard to get started 2 1.4 

Both teachers must agree to consult 2 1.4 

Parent problems 2 1.4 

Classroom teacher wants student 
in special education 1 0.7 

Peer acceptance in regular classroom 1 0.7 

144 100.0 
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Table 25. Advantages of Resource Room Teacher Consultation According 
to Classroom Teachers. 

Advantages N 
Relative 
Frequency 

Extra help for classroom teachers 46 31.9 

Keeps child in regular classroom 32 22.2 

More children get more help 28 19.5 

Uses ideas of two professionals 19 13.2 

Produces changes in classroom 
teacher 6 4.2 

No advantages 5 3.5 

Spinoff 4 2.7 

More immediate help 3 2.1 

Resource teacher works directly 
with most needy 1 0.7 

144 100.0 



willing to consult with a resource room teacher to facilitate their 

teaching with problem students. 

Principal Attitude Towards Resource 
Room Teacher Consultation: 
Research Question Five 

Do principals support a consultant role for the resource room 

teacher? This question was examined in three ways: (1) do principals 

accept resource teacher consultation, (2) what do principals see as the 

greatest barriers to consultation and who do principals feel is the 

best professional to consult, and (3) what do principals feel are the 

advantages and disadvantages of consultation. 

Profile of Principals 

Forty-eight principals in Arizona were interviewed. Ninety-two 

percent of the principals were male. There was one woman principal in 

each of the two largest strata, two women principals in the third 

stratum and no woman administrators in the smallest districts. By con

trast, 79 percent of the classroom teachers and 83 percent of the re

source teachers were female. Principals ranged in age from 27 to 64, 

for an average age of 47, while the averages for resource room teachers 

and classroom teachers respectively were 27 and 37. Two percent of 

the principals held only a bachelor's degree, 83 percent a master's 

degree, 10 percent an educational specialist degree and four percent 

a doctorate. Ninety-eigjit percent of the principals had completed at 

least one graduate degree while the same could be said for only 34 per

cent of the classroom teachers and 38 percent of the resource room 

teachers. 
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Principals had been employed in their present position from one 

to 25 years, for an average of four years. The mode of this distribution 

was one year. Eleven principals (22 percent) had been in their present 

position less than one year. The principals had between five and 31 

years total experience as educators, for an average of 25 years. Ninety-

six percent of the principals held a standard administrative certificate. 

Fifty-six percent of the principals had never taken a course in any area 

of special education* Of those who had, the average number of course 

hours in special education was eigjit credits. 

The principals in this sample tended to be men in their mid to 

late forties who held an advanced degree with standard administrative 

certification. They had been in their present position for at least 

four years and their total experience in education averaged 25 years. 

Although every principal in this study had administrative responsibility 

for at least one special education classroom, more than half had never 

taken a course in any area of special education. 

Principal Acceptance of Resource 
Boom Teacher Consultation 

Principal Attitude Towards Consultation. Principals were asked 

how they felt about the resource room teacher in their school serving as 

a consultant to classroom teachers. Table 26 summarizes their responses. 

Among the principals who favored resource teacher consultation, the 

basis for their view was primarily child centered — "The child gets 

more help through consultation" — or teacher centered — "The classroom 

teacher and resource teacher are working together towards the same goal." 

Many mentioned either the special training of the resource teacher or 
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Table 26. Principal Attitude Towards Resource Room Teacher Consultation. 

Acceptance of resource  ̂ Relative 
teacher consultation Frequency 

Favorable 29 60.4 

Unfavorable 6 12.5 

Mixed acceptance 13 

48 

27.1 

100.0 
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her familiarity with special problems. The classroom teachers in this 

study held similar beliefs. 

Of the principals who expressed unfavorable attitudes towards 

consultation, many mentioned that consultation was not the resource 

room teacher's job. They felt that consulting, in addition to the re

source teacher's other duties spread her effectiv iiess too thin and 

placed an additional burden on the classroom teacher. One principal 

believed resource room teachers were not adequately trained to assume 

a consultant role. 

Principals who held mixed feelings were, in general, favorably 

disposed towards consultation should some other condition be satisfied, 

such as the classroom teacher initiating the contact or the resource 

teacher not having a "holier than thou" attitude. Some felt the need 

for more resource teachers if a consultation model were to be imple

mented. Others felt that consultation activity was fine, as long as 

it was not the resource teacher's main role. 

Ideal Consultant Role According to Principals. Principal ac

ceptance of the consultant role was also determined by examining the 

percentage of time principals would ideally allot to consultation (Table 

27). Nearly half the principals would ideally allot 10 percent or more 

of the resource teacher's time for consultation. By comparison, 64 per

cent of the classroom teachers and 33 percent of the resource room 

teachers felt resource teachers should consult 10 percent or more of 

the time. Classroom teachers, as a group, were the most receptive to 

resource teacher consultation, followed by principals and resource 

room teachers in that order. Table 28 presents a comparsion of ideal 



73 

Table 27. Ideal Consultant Activity According to Principals. 

Ideal percentage  ̂ Relative 
of consultation Frequency 

0.0 2 4.2 

1.0 4 8.3 

2.0 3 6.3 

3.0 1 2.1 

4.0 2 4.2 

5.0 9 18.7 

7.0 1 2.1 

7.5 1 2.1 

8.0 2 4.2 

10.0 10 20.7 

13.0 1 2.1 

15.0 8 16.6 

20.0 1 2.1 

40.0 1 2.1 

70.0 1 2.1 

76.0 _1 2.1 

48 100.0 
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Table'28. Ideal Percentage of Consultation According to Principals, 
Classroom Teachers and Resource Room Teachers. 

Educator group M s Median Mode Range 

Classroom teachers 11.0 8.1 9.9 10.0 0-60 

Principals 11.0 14.7 8.0 10.0 0-76 

Resource teachers 9.3 12.3 5.2 5.0 0-75 



percentage of consultation according to principals, classroom teachers 

and resource teachers. The differences between groups were analyzed by 

a one way analysis of variance. The results indicate no differences 

between the three educator levels (F = .5383, df = 2,237). 

Discussion. Principal acceptance for resource teacher consulta

tion is greater than resource room teacher acceptance of that role. 

Principals recognize the benefits for both the individual child and the 

staff. Although some resource room teachers feel there is a lack of 

administrative support, principal acceptance of the consultant role 

indicates that those resource teachers may be mistaken. 

Barriers to Consultation and 
Best Professional to Consult 

Barriers to Consultation According to Principals. Principals 

were asked what factors most prevented more consultation from being 

utilized. Table 29 summarizes these results. Principals, in agreement 

with classroom teachers, suggested that lack of teacher time prevented 

more consultation taking place. Two principals also mentioned funding 

as a constraint; the present identification system in Arizona requires 

placement in some special education category in order to be eligible 

for federal or state support. There are no restrictions, however, on 

the manner in which services may be delivered. Only one principal 

agreed with resource room teachers that there was a lack of administra

tive support for consultation. 

Best Professional to Consult According to Principals. Principals 

were asked who the best professional is in the school to fill the role 

of consultant (Table 30). The largest group of principals felt the 
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Table 29. Barriers to Consultation According to Principals. 

Barriers to consultation N 
Relative 
Frequency 

Resource and classroom teachers 
lack time 9 18.7 

Classroom teacher unresponsive 8 16.6 

Resource teacher lacks time 6 12.5 

Classroom teacher lacks time 6 12.5 

Resource room teacher lacks 
training 3 6.2 

Scheduling — no set time to 
consult 3 6.2 

New idea 2 4.2 

Not resource teacher's job to 
consult 2 4.2 

Classroom teacher wants student 
in special education 2 4.2 

Other consultation available 2 4.2 

Funding — identification process 2 4.2 

There is enough consultation 1 2.1 

Lack of communication 1 2.1 

Lack of administrative support _1 2.1 

48 100.0 
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Table 30. Best Professional to Fill the Consultant Role According to 
Principals. 

Professional N Relative 
Frequency 

Resource room teacher 20 41.6 

"Different" specialist 9 18.7 

School psychologist 7 14.6 

Depends on the person(ality) 4 8.3 

Depends on problem 2 4.2 

Team 2 4.2 

Principal 1 2.1 

Master classroom teacher 1 2.1 

All special educators 1 2.1 

Director of special education _JL 2.1 

48 100.0 
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resource room teacher was the best member on the school staff to con

sult. There was high agreement with resource teachers and classroom 

teachers on this question. 

Discussion. Principals suggested time constraints and, to a 

lesser degree, classroom teacher unresponsiveness as obstacles to the 

greater utilization of consultation. Both classroom teachers and re

source room teachers would agree. Principals do not feel that lack of 

administrative support is a problem, although resource teachers seem to 

feel it is. Principals, in agreement with both classroom teachers and 

resource teachers, feel the resource room teacher is the best profes

sional to consult. Principals' support is consistent with their ac

ceptance of resource teacher consultation and the amount of time they 

ideally allot to the consultant role. During the interviews a few 

principals expressed opposition towards resource room teacher consulta

tion, but for the most part, lack of principal support is not a 

serious deterrent. 

Advantages and Disadvantages 
of Consultation 

Problems Associated with Resource Room Teacher Consultation. 

Principals were asked to read a hypothetical example depicting consulta

tion in practice (see Appendix C — Question 4). They were then asked 

what problems, if any, this type of consultation might create if it 

were implemented in their school (Table 31). 

Over 40 percent of the principals (and 40 percent of the regular 

classroom teachers) agreed that consultation could be successfully 

utilized in their school without problems, while the same could be said 
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Table 31. Disadvantages of Resource Room Teacher Consultation According 
to Principals. 

Disadvantages N 
Relative 
Frequency 

No disadvantages 20 41.6 

Classroom teacher resentment 9 18.7 

Resource teacher needs to work 
directly with the child somewhat 3 6.2 

Classroom teacher wants student 
in special education 3 6.2 

Resource teacher lacks training 2 4.2 

Resource teacher lacks time 2 4.2 

"Normal" children in classroom 
ignored 2 4.2 

Overreferral to resource teacher 2 4.2 

New idea — hard to get started 1 2.1 

Funding 1 2.1 

Lack of time to individualize 1 2.1 

Parent problems 1 2.1 

Classroom teacher must initiate _1 2.1 

48 100.0 
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for only 21 percent of the resource room teachers. The only disadvan

tage recognized by a considerable percentage of principals was classroom 

teacher unresponsiveness to consultation from a peer. In this regard, 

both regular classroom teachers and resource room teachers saw consulta

tion posing a threat to classroom teachers. 

Advantages Associated with Consultation. Principals were also 

asked what advantages, if any, might result from using consultation in 

their school. Table 32 summarizes these results. 

Principals felt the greatest advantages of consultation were for 

the benefit of the children involved. More children, especially children 

considered borderline, would receive more attention and children with 

milder deficits could be maintained in the classroom without the neces

sity of disability labeling. The latter, of course, is not possible 

when funding comes from federal and state sources. Principals also 

recognized the benefits for the classroom teacher. 

Discussion. Classroom teachers and principals see fewer problems 

associated with consultation than do resource room teachers. Principals 

believe the greatest disadvantage may be classroom teacher resentment 

towards the consultant. Unlike resource room teachers and regular class

room teachers, principals do not believe time constraints present serious 

problems. 

Principals see the advantages of consultation as both child cen

tered and classroom teacher centered. It appears that principals are 

aware of the advantages to be gained from using the resource room 

teacher more fully in the consultant role. 
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Table 32. Advantages of Resource Room Teacher Consultation According 
to Principals. 

Advantages N Relative 
Frequency 

More children get more help 11 22.8 

Keeps child in regular classroom 11 22.8 

Extra help for classroom teacher 6 12.5 

For the advantage of the child 5 10.4 

Spinoff 3 6.3 

Utilizes dual role of resource 
teacher fully 3 6.3 

Resource teacher works with neediest 3 6.3 

No advantages 3 6.3 

Uses ideas of two professionals 1 2.1 

More immediate help 1 2.1 

Classroom teacher cannot dump 
problems _1 2.1 

48 100.0 
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A Comparison of Resource Room Teachers, 
Principals and Classroom Teachers: 
Barriers to Consultation and Best 

Professional to Consult 

This comparison is a composite of some of the results from re

search questions three, four and five. In order for consultation to be 

successfully implemented, it is necessary that staff members cooperate 

and communicate with each other. In fact, communication is the very 

essence of consultation. Principals, regular classroom teachers and 

resource room teachers agree that the resource teacher is the best pro

fessional to fill the consultant role. However, there is some disagree

ment among educators as to why consultation is not being utilized more 

fully. Table 33 examines the barriers to consultation suggested by 

principals, classroom teachers and resource room teachers. 

Lack of time on the part of one or more of the professionals in

volved in the consultation process, and classroom teacher unresponsive

ness to peer consultation were most often suggested by all three groups. 

Principals, in agreement with classroom teachers, felt a lack of time on 

the part of both resource and classroom teachers was the greatest obsta

cle. Regular class teachers thought they had less time for consultation 

than did resource teachers, while the opposite was said by resource 

room teachers. Resource teachers felt classroom teacher unresponsive

ness was a greater problem than either principals or classroom teachers 

thought it to be. Resource teachers reported that there was a lack of 

administrative support for the consultant role, but principals disagreed. 

Resource room teachers believe that a lack of administrative 

support and classroom teacher unresponsiveness prevent the greater 
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Table 33. Barriers to Consultation According to Principals, Classroom 
Teachers and Resource Room Teachers. 

_  .  i  _  n j j - i  C l a s s r o o m  R e s o u r c e  
Barriers to consultation Principals „ . „ , r Teachers Teachers 

Resource and classroom 
teachers lack time 

Classroom teacher unre
sponsive 

Resource teacher lacks time 

Classroom teacher lacks time 

Resource teacher lacks 
training 

Scheduling — no set time 

New idea 

Not resource teacher's job 

Classroom teacher wants 
student out 

Other consultation available 

Funding — identification 
process 

Enough consultation 

Lack of communication 

Lack of administrative 
support 

18.7 20.1 12.5 

16.6 13.2 29.2 

12.5 16.0 20.7 

12.5 18.1 4.2 

6.2 4.9 4.2 

6.2 8.3 2.1 

4.2 5.6 0.0 

4.2 1.4 2.1 

4.2 0.7 10.4 

4.2 0.0 2.1 

4.2 0.0 0.0 

2.1 1.4 0.0 

2.1 3.5 0.0 

2.1 6.8 12.5 

100.0 100.0 100.0 



utilization of consultation, but both regular classroom teachers and 

principals want more consultation than is presently the case and both 

would allot more time to consultation activity than would resource room 

teachers. 

There was high agreement among principals, regular classroom 

teachers and resource room teachers in their support of the resource 

room teacher to fill the consultant role (Table 34). 

The support all three groups of educators indicated for school 

psychologists and "different" specialists was based on the assumption 

that a unique title might give credibility to the consultant and remove 

the threat of peer consultation. 

Demographic, Personal and Attitudinal Factors 
Related to Acceptance of the Consultant Role; 

Research Question Six 

Which personal and attitudinal factors are related to the ac

ceptance of the consultant role of the resource room teacher? The data 

were analyzed using multiple regression with actual percentage of con

sultant activity, according to resource room teachers, as the criterion 

variable. Initially 10 predictor variables were selected based on re

lated research presented in Chapter I: age of resource room teacher, 

sex of resource room teacher, resource room teacher's total years in 

education, whether the resource room teacher had regular classroom ex

perience, whether the resource teacher had standard teaching certifica

tion, whether the resource room teacher had a master's degree, mean 

classroom teacher special education credits per school, number of credits 
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Table 34. Best Professional to Consult According to Principals, Class
room Teachers and Resource Room Teachers. 

Best to Consult Principals 
Classroom Resource 
Teachers Teachers 

Resource room teacher 

"Different" specialist 

School psychologist 

Depends on person(ality) 

Team 

Depends on problem 

Master classroom teacher 

Principal 

All special educators 

Director of special 
education 

Remedial reading teacher 

41.6 

18.7 

14.6 

8.3 

4.2 

4.2 

2.1 

2.1 

2.1 

2.1 

0 .0  

46.4 

18.1 

20.1 

3.5 

4.2 

5.6 

1.4 

0.0  

0 .0  

0 .0  

0.7 

45.8 

18.7 

12.5 

4.2 

10.4 

4.2 

2.1 

2.1 

0 . 0  

0 . 0  

0 .0  

100.0 100.0 100.0 
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in special education taken by principals, size of the district, and 

size of the school. 

The Multiple R using these 10 predictor variables was .558 

(p _< .08). However, there were three indications that a subset of 

predictors might have almost as high a composite validity as the total 

group of tea predictors: 

1. In some variables a large standard error of the nonstandardized 

regression coefficient indicated that variability within those 

predictors might mitigate against substantial prediction by 

those variables; 

2. Beta weights close to zero; .and 

3. Extremely low increments in R manifested through negligible 

2 
R change (Table 35). 

On the basis of these indicators, the six least promising pre

dictors were removed from the analysis. The four variables retained 

were: mean classroom teacher special education credits per school 

(variable 1), size of district (variable 2), whether the resource room 

teacher had a master's degree (variable 3), and whether the resource 

room teacher had standard teaching certification in special education 

(variable 4). The removal of six variables resulted in very little 

information loss and increased precision of measurement (Table 36). 

The multiple correlation coefficient between actual percent of 

resource room teacher consultation and the four predictor variables was 

.553 (p _< .003). The regression weights are presented in Figure 2. 



Table 35. Ten Variables in the Regression Equation. 

Variable 
Nonstandardized 

Regression 
Coefficient 

Standard Beta R Significance 
Error Weight Change Level 

Age 

Sex 

Total years 

Classroom experience 

Standard certif. 

Master's degree 

Mean classroom teacher 
special education credits 

Principal special educa
tion credits 

District size 

School size 

- 5.138 

.175 

.120 

.286 

- 2.395 

5.169 

.334 

47.111 

.866 

- .563 

.162 

1.885 

.276 

1.427 

1.431 

1.665 

.181 

8.977 

.703 

1.743 

-.092 

.014 

.133 

.030 

-.265 

.547 

.239 

.008 

.214 

-.054 

.013 

.022 

.003 

.001 

.003 

.186 

.064 

.011 

.006 
* 

.014 

.753 

.926 

.666 

.842 

.102 

.004 

.073 

.958 

.225 

.749 



Table 36. Four Variables in the Regression Equation. 

Variable 
Nonstandardlzed 
Regression 
Coefficient 

Standard 
Error 

Beta 
Weight 

R 
Change 

Significance 
Level 

Sp. Ed. Credit 

Size of Dist. 

Master's Degree 

Standard Certif. 

.334 

.699 

5.216 

-2.081 

.182 

.535 

1.3A6 

1.266 

.239 

.173 

.552 

-.230 

.053 

.006 

.242 

.004 

.073 

.198 

.001 

.107 
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Table 37 presents the intercorrelations among these four 

predictor variables and the criterion variable. 

There was some colinearity between master's degree and standard 

special education certification but this was expected since teachers 

with graduate degrees generally have standard teaching certification. 

The degree of colinearity in this correlation matrix was not enough to 

produce biased and unstable regression weights, so should not have 

affected the analysis to any degree. 

Discussion 

The higher the degree held by the resource room teacher (variable 

3), the more likely she is to be called for consultation. The variable 

"resource room teacher's total number of years in education" was removed 

after the first analysis since its contribution to the criterion after 

the highest degree variable was entered was negligible. We may specu

late that it is not the resource room teacher's length of professional 

experience but rather her level of education which contributes to the 

amount of time she spends in the consultant role. 

The multiple correlation coefficient (R) was significant beyond 

the .003 level. Taken together, these four variables — mean classroom 

teacher credits in special education, size of district, whether the re

source room teacher has a master's degree, and whether the resource room 

teacher has standard teaching certification — have a significant effect 

on the extent to which consultation is actually utilized. 
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Table 37. Correlation Matrix for Four Predictors and Criterion. 

Variable 
Sp. Ed. Size of Master's Standard 
Credits District Degree Certif. 

Size of Dist. .130 

Master's Degree -.105 -.253 

Standard Certif. -.187 -.075 .392 

Criterion .246 .081 .393 -.071 



CHAPTER IV 

CONCLUSIONS AND IMPLICATIONS 

Conclusions 

The conclusions that may be drawn from this study are organized 

below in the same order in which the research questions were originally 

posed. 

Extent of Resource Room Teacher 
Consultation in Arizona 

1. In Arizona consultation occupies five percent or less of 

the resource room teacher's time. There is considerable agreement about 

this figure among resource room teachers, regardless of district size, 

and among educators, regardless of professional group. 

2. Consultation activity is engaged in less frequently than it 

any other professional activity with the single exception of miscel

laneous activity. Within the 48 schools in this study, consultation 

activity does not have parity with the resource room teacher's other 

roles. 

Principal, Classroom Teacher and 
Resource Room Teacher Judgment on 
Actual vs. Ideal Consultant Role 

1. There is a difference between actual percentage and ideal 

percentage of resource room teacher consultation across all three levels 

of educator type. Presently the extent of consultation is half the 

amount all three educator groups feel it should be. This is not to say, 

92 
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however, that there was support for consultant activity becoming the re

source room teacher's primary role; rather, this result suggests that 

educators, regardless of their professional group, recognize the need to 

utilize resource room personnel more fully in a consultative capacity. 

2. In general, schools with the largest mean ideal percentage 

of consultation also have the largest variance, regardless of district 

size. The less time ideally allotted to consultation, the higher the 

level of agreement between stable members within a school unit. 

Resource Room Teacher, Classroom Teacher 
and Principal Attitude Towards Resource 
Room Teacher Consultation 

1. Principals, classroom teachers and resource room teachers 

generally agree on the extent to which consultation should ideally be 

utilized. However, examination of the three distributions of ideal 

percentage of consultation shows that two-thirds of classroom teachers, 

half of principals and one-third of resource room teachers would ideally 

allot 10 percent or more of the resource teacher's time to the consultant 

role. Classroom teachers show the greatest support for increased utiliza

tion of the consultant role, while resource room teachers display the 

least interest in expanding that role for themselves. 

2. Principals, classroom teachers and resource room teachers 

agree that the resource room teacher is the best professional to assume 

the consultant role. Moderate support for a school psychologist or 

educational specialist in that role appears to be based on the belief 

that a different title or status might give the consultant more credi

bility or remove the threat of peer consultation. 
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3. The extent to which classroom teachers and principals accept 

a consultant role for the resource room teacher is greater than the ex

tent to which resource teachers accept a consultant role for themselves. 

Principals and regular classroom teachers frequently alluded to the re

source room teacher's special training and unique practical experience 

based on her work with problem children; yet many resource room teachers 

fail to support a consultant role for themselves due to perceived pro

fessional inadequacy resulting from a lack of training in consultation 

skills and/or experience. In fact, the great majority of resource room 

teachers do not feel adequately prepared by their university training to 

assume a consultant role. 

4. Principals and classroom teachers see fewer disadvantages 

associated with resource teacher consultation than do resource room 

teachers. All three groups recognize that the implementation of consulta

tion may pose a threat to some classroom teachers but resource room 

teachers suggest that the bulk of the problems originate with the class

room teachers in their school. All three educator groups are aware of 

the advantages to be gained for both the child and the classroom teacher. 

Resource room teachers may be interested to learn that classroom teachers 

welcome the extra assistance which consultation provides. Classroom 

teachers are willing to consult with a resource room teacher to facil

itate their teaching with problem students; principals are aware of the 

advantages, to be gained from using the resource room teacher more fully 

in a consultant role. 

5. Resource room teachers blame problems arising with principals 

and classroom teachers for the underutilization of consultation. Resource 
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teachers suggest that classroom teachers and principals may say they 

support consultation but accepting it in theory and acting on it in 

practice were two different issues. The results of this study suggest 

that this may not be the case. Classroom teachers and principals knew 

the interviews were administered with respect for strict confidentiality. 

They did not know that consultant activity was the focus of the research 

since the initial questiora concerned all the roles of the resource room 

teacher equally. The questions were not leading, and respondents were 

encouraged to express the problenB as well as the benefits associated 

with consultation. There is no reason to believe that principals and 

classroom teachers were not honestly expressing their attitude towards 

the consultant role of the resource room teacher. 

The results show that principals and regular classroom teachers 

would ideally allot more of the resource room teacher's time to the con

sultant role than is presently the case; they agreed that the resource 

« , 
room teacher was the best professional to assume the consultant role; 

they showed greater acceptance for the implementation of consultation 

within their school than did resource room teachers, and they saw fewer 

disadvantages associated with consultation than did the resource room 

teacher group. It may well be that communication problems among educa

tors and confusion about the resource room teacher role itself are very 

important barriers preventing the greater utilization of consultation. 

Factors Related to the Acceptance 
of the Consultant Role 

1. It is not the resource room teacher's length of professional 

experience but rather her level of education which contributes to the 
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amount of time she spends in the consultant role; the higher her degree, 

the more likely she is to be called for consultation. Resource room 

teachers, in comparison with regular classroom teachers, are both 

younger and less experienced as teachers, while the proportion of grad

uate degrees is approximately the same for both groups. It appears that 

resource room teachers are unnecessarily concerned about their limited 

years of experience but are correct in assessing their lack of profes

sional training. A master's degree may be necessary to give the re

source room teacher additional credibility and to provide her with the 

skills to function confidently and competently in the consultant role. 

2. Three other variables affect the extent to which consultation 

is actually utilized: the number of credits in special education taken 

by the classroom teacher, whether the resource room teacher has standard 

special education teaching certification, and district size. Although 

all the classroom teachers in this study had at least one student regu

larly seen in the resource room, half the classroom teachers had never 

taken a course in any aspect of special education. There is some sup

port for coursework in special education to be included in the prepara

tion of the elementary classroom teachers. 

Half the resource room teachers hold standard special education 

teaching certification. This means that fifty percent are teaching with 

less than the 18 hours of coursework in special education needed for 

standard special education certification. Since the resource room 

teacher's level of training contributes to the amount of time she spends 

in the consultant role, it should be no surprise to see the limited ex

tent to which consultation is presentlŷ utilized in Arizona. 
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In districts with enrollments over 1,000, half the resource room 

teachers hold graduate degrees, while in the smaller districts only one 

quarter hold advanced degrees. In general, the larger districts have 

the double advantage of geographic desirability and university acces

sibility. Although this suggests that more consultation should be seen 

in the larger districts, this does not appear to be the case. 

Implications 

If the actual extent of consultation is half the amount princi

pals, regular classroom teachers and resource room teachers feel it 

should be and all three agree that the resource room teacher is the best 

professional to assume the consultant role, what must be done to insure 

that consultation becomes a more fully utilized form of service delivery? 

Communication problems and misperceptions cannot be resolved by placing 

the responsibility for the limited extent of resource room teacher con

sultation elsewhere. 

Although the question of categorical funding is beyond the scope 

of this research, it should be mentioned that children who require con

sultation need a categorical label in order to be declared eligible for 

special education and served with state and federal funds. However, 

PL 94-142 places no restrictions on the manner in which services may 

be delivered. The statute requires only that a continuum of alternative 

placements be available and that supplementary services, such as re

source room instruction, be provided in conjunction with regular class

room placement. Further, under these rules, each child's individualized 
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education program must include the specific services required by that 

child, whether or not the district has such services available. 

The least restrictive environment provisions of the Act are 

limited by requirements for categorical funding. Children with the 

mildest deficits, who could best be served through consultation services, 

can be difficult to categorize and can suffer from unnecessary labeling. 

Yet to be eligible for services in even the least restrictive alterna

tive requires categorical labels. If consultation services are to be 

widely used and the least restrictive environment provision is to become 

fully implemented, the eligibility restraints related to categorical 

funding must first be resolved. 

Within the framework of this research, several suggestions may 

be considered: 

1. There is a need for greater professional training for special 

education teachers employed in resource room settings: additional course-

work in consultation techniques, interpersonal skills and parent/teacher 

counseling methods in conjunction with abundant and early exposure to 

children with and without special problems. In fact, there may be a 

need for training a£ resource room teachers. More stringent educational 

requirements may be necessary for minimum certification to function as a 

resource room teacher. The rigorous and practical program for speech 

clinician training, which combines 30 hours of coursework beyond the 

bachelor's degree with extensive practical experience, may be an ap

propriate model for resource room teacher trainers to consider. 

2. The placement of exceptional children in less restrictive 

settings appears to be a trend and not a fad. Classroom teachers will 
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continue to have "special" students functioning within their classroom 

for the greater part of each school day. Apparently classroom teachers 

recognize this reality and are willing to consult with resource room 

teachers to facilitate their teaching with these students. Consultation 

may be the most effective form of inservice that is available in the 

schools today. In addition, a minimum of 6 hours of coursework in 

special education should be a required component in the preservice 

training of all elementary classroom teachers. 

3. The principals are administratively responsible for at least 

one special education classroom. Principals support a more active con

sultant role for the resource room teacher and, as the chief administra

tive officer of their school, they can facilitate its implementation by: 

(1) working with the staff to develop procedures for consultation re

quests, (2) writing job descriptions which clearly delineate the roles 

and responsibilities of each member on the professional staff, and (3) 

providing release time for classroom teachers and resource room teachers 

to regularly confer. 

Future Research 

The consultant role of the resource room teacher has many facets. 

This research was primarily concerned with the classroom teacher as the 

consultee. Parents, other staff members and the children themselves are 

all potential clients in the consultation process. Further research 

with these populations is essential for a fuller understanding of the 

consultant role. 
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There is considerable confusion at the present time over the re

source room teacher role itself. Who are the clients of the resource 

room teacher? What are her primary responsibilities? How much flex

ibility is there within the resource room teacher role? Has the title 

"resource room teacher" become as ambiguous a term as "learning dis

ability"? These issues need to be investigated further. 

It appears that resource room teachers do not feel adequately 

prepared to assume a consultant role. How adequately prepared do they 

feel to assume an instructional role, or a diagnostic role, or any other 

of their professional responsibilities? At the present time in Arizona, 

the greatest number of special education jobs are in resource room set

tings. Whether the personnel in resource room teacher roles were trained 

for resource room teaching at all is unclear. 

Finally, there is no research to suggest that one delivery 

system is stronger than another. Although the resource room has become 

the major mode of service delivery to exceptional children there is 

little empirical support to document its effectiveness. 



APPENDIX A 

TEACHER AND PRINCIPAL PERSONAL DATA SHEETS 

Teacher Personal Data Sheet 

1. Age 

2. Sex M F 

3. What degree(s) do you hold? For which fields? 

4. What certification(s) do you hold? 

5. How long have you been employed in your present position? 

6. Other teaching experience in years and by area? 

7. For classroom teachers: What coursework have you had in special 
education? 
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Principal Personal Data Sheet 

1. Age 

2. Sex M F 

3. Size of school 

4. Size of district 

5. What degree(s) do you hold? For which fields? 

6. What certification(s) do you hold? 

7. How long have you been employed in your present position? 

8. Other teaching experience in years and by area? 

9. Have you had coursework in special education? 



APPENDIX B 

ACTUAL ROLE/IDEAL ROLE INSTRUMENT 

Part I 

(Narrative of Interviewer): 

I'd like you to read this page thoroughly before you begin to 

work. As you know the resource room teacher has many responsibilities. 

Listed on this page are some roles and functions which are associated 

with the position of the resource room teacher. After you have looked 

at all the items, indicate the percentage of time the resource room 

teacher at your school actually spends fulfilling each of these respon

sibilities. Try to answer to the best of your knowledge. It may be 

necessary for you to make a guessing estimate. Your total percentage 

should be 100%. The resource room teacher at your school may not per

form all the roles and functions listed on this page. As a starting 

point, you may want to write in a zero by all the items which do not 

apply. Then try to estimate the percentage of time spent in each of 

the remaining areas of responsibility. 

Part II 

(Narrative of Interviewer): 

On the previous page you were asked to indicate to the best of 

your knowledge what percentage of time the resource room teacher at your 

school actually spends in several areas of professional activity. Now 

we are interested in what your ideal would be. On this page are listed 
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the same roles and functions presented before. After you have read all 

these activities, indicate the percentage of time the resource room 

teacher at your school should spend fulfilling each of these responsi

bilities . In other words, how would you like to see the resource room 

teacher spend her time? Your total percentage should be 100%. You may 

want to write in a zero by all the items which you feel do not apply. 

You may then indicate the percentage of time you would like to see spent 

in each of the remaining areas of responsibility. 

Role Instrument 

1. Planning Activities; Screening new referrals; ob
taining information on students; observing in regular 
classroom; selecting and ordering materials; staffings. % 

2. " Diagnostic Activities: The administration, scoring 
and interpretation of testing procedures; making 
educational plans based on the findings; writing 
up case reports. 

3. Instructional Activities; Providing direct instruc
tion in a particular skill (academic, language, per
ceptual skills); tutoring; supervising aides in 
teaching activities. 

4. Assessing Activities; Retesting; continuous measure
ment; reevaluating the student's program. 

5. Communication Activities: Interpreting test results 
to teachers, parents and administrators; supplying 
materials to classroom teachers; parent conferences; 
conferences with classroom teachers regarding mutual 
students; inservice training. 

6. Consultation Activities: Acting in a consultative 
capacity when mild learning and/or behavior problems 
arise in the regular classroom: helping the class
room teacher implement programs for individual 
students in the regular classroom. 

7. Clerical Activities: Keeping daily work folders up 
to date; making materials; making out reports and 
periodic evaluations; correcting papers. 
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8. Miscellaneous Activities: School chores such as 
playground duty, faculty meetings, etc. 

TOTAL 100 % 



APPENDIX C 

OPINIONNAIRE 

1. The interviewer briefly explains that there are different types of 
service delivery options available for exceptional children and there 
is a difference between direct and indirect service. The interviewer 
asks the respondent to indicate the reason, if any, that most prevents 
the resource room teacher from providing more indirect, that is con
sultation, service. The subjects were read these choices: 

Lack of time (resource room teacher) 

Lack of time (classroom teacher) 

Resource teacher lacks training _in consultation skills 

Teacher consultation is really not a part of the resource 
room teacher's job 

Lack of administrative support 

Regular class teacher may be unresponsive to peer 
consultation 

Other (indicate) 

2. If consultation were available in your school to assist classroom 
teachers with mild problems (learning and/or behavior) which may 
arise in the classroom, what type of professional do you feel would 
best fill this consultant role? 

School psychologist 

Resource room teacher 

Different type of specialist such as an educational 
specialist or a diagnostic-prescriptive teacher 

Other (indicate) 

3. a. For classroom teachers: As a classroom teacher, have you ever 
asked the resource room teacher to serve as a consultant to 
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help you with mild learning or behavior problems which may 
arise in your classroom? Why or why not? 

b. For principals: As a principal, how do you feel about the re
source room teacher serving as a consultant to the classroom 
teacher? Why? 

c. For resource room teachers: As a resource room teacher, how do 
you feel about serving as a consultant to the classroom teachers 
in your school? Do you feel that your university training pre
pared you to assume the consultant role? What might have been 
included as a part of your training to better prepare you for 
this role? 

4. I would like you to read a short passage that describes one way in 
which the resource teacher and classroom teacher can work with ex
ceptional children. Then I will ask you to respond to what you 
have read. 

There are 29 students in the third grade class. Three of 
these students have learning problems such as mild mental retarda
tion and learning disabilities. These learning problems require 
that these three students go to the resource room for one hour 
each day. A fourth student in this third grade classroom has not 
been making the kind of academic progress expected; furthermore, 
this child has attention span problems. The third grade teacher 
refers this student for resource help. The resource teacher reviews 
the student's records, observes the child in the regular classroom 
and examines recent papers and achievement tests. On the basis of 
this review, the resource teacher suggests that the regular class 
teacher continue to work with this child while receiving consulta
tion from the resource room teacher. 

The resource teacher helps the third grade teacher to evaluate 
the child's performance level, set goals, and implement an in
dividualized program to increase attention span and to improve 
weak academic areas. The third grade teacher periodically con
sults with the resource teacher and continues to implement the 
plan and measure behavior change. At no time does the resource 
teacher work directly with this student, rather the resource 
teacher works indirectly with the classroom teacher who carries 
out the entire program. 

a. If this type of consultation were implemented in your school, 
do you see it creating any problems? 

b. If this type of consultation were implemented in your school, 
do you see it having any advantages? 



APPENDIX D 

LETTER SENT TO PARTICIPATING 
DISTRICTS AND SCHOOLS 

Date 

Dear 

I would like to thank you for allowing us to include your 
(school) (district) in our statewide research project. In regard 
to our telephone conversation, an interviewer will be in your (school) 
(district) on at 

(month) (date) 
(a.m.) (p.m.). 

(time) 

The interviewer will conduct thirty minute interview with the 
resource room teacher, the principal and three classsroom teachers. 
We would appreciate it if you would inform your staff of our visit. 
Every effort will be made to minimize disruptions in the school 
schedule. 

Should you have any questions, please contact me at The Uni
versity of Arizona, Department of Special Education, 884-3214. 

Again, thank you for consenting to participate in this project. 

Sincerely, 

Susan Evans 
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