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Chapter I
INTRODUCTION

The -problem of how to providé adequate educational services for

children with learning difficulties in rural areas is of growing concern

v

to educaters involved in ‘rural service delivery systems. The current.

emphasis placed on mainstreaming programs throughout the United States

and Canada casts an additional burden on rural educators. .Whil_e rural
school systems have traditionally left mildly handicapped learners in
regul‘ar classes, the progressive demands to ‘expand the services offered

to these children necessitate improved ways to respond to these rural

needs. The onus for providing better services to children with learning-

difficulties will remain primarily on the regular classroom teacher in
ruriél areas. What is needed, therefore, is an appropriate sysltem of
support to the regular classroom teacher which will fa}cil‘itate the best
possible learning environment for the child and which will optimally
utilize the available (and scarce) resour:'_ces. The resource teacher
model, in theory, is able to provide this much-needed support link in
rural service delivery systems, Resource teachers are already being
utilized in many rural school districts, and this study will look at
their impact on rural service delivery. ’

The resource teacher as defined in this study is a specialist with

cross-categorical (referring: to the many diverse labels applied to

"



e‘xceptional children) knowledge and competencies in the *¥ield of teaching
exceptional children. as x.Jsed in this study, the resource teacher is
operationally defined as "a certified teacher, a majér part of whose
responsibility is to work ‘in a collaborative, facilitative role with
regular classroc;m teachers”. The primarg,r furction of the resource
teacher is to-‘ work‘ directly with regular classroor'n teacher.s in a .
supportive role. The services which the -resoux':ce téaché; .'-‘provides
indirectly to studéents are :)ccasionally complemented by such direct
services to students as diagnosis and assessment, and diagnostic and
remedial teaching. The resource teacher may also provide consultation to
parents | and‘ to other professionals by means of case ‘conferences on
individual students or by means of sugge;tion's', for program development or
behavior modification. - The resource teacher, working primarily in a
collaboratiwe role with teachers and other professional personnel, is
able to determine the educational needs “of children with learning.
problems, and also is ablg te establish, prbvide or identify resources.r
within a system to meet those needs.

Resource . teachers are not a new educational phenomenon. Their
recent history can be briefly traced by locking at the ,rble played by the
remedial teacher. The remedial t_eache:f of the decade of the 1960"s dealt
with children who néither qualified for segregated special classes nor
fitted into regqular classes. The ‘remeéial teacher dealt with mildly

handicapped children at the interface between "regular" and "special"
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education. As the undesirable side effects of catégorical special
education camé into focus in the early 1970's and the méihstreaming

concept gained momeMum, a need was felt for better ways -of dealing with

mildly handicapped learners. The remedial teacher of the 1960's with

broadﬁ, general. knowlédge and experienée in dealing with mild learning
problems within the.. "reguiar" system was gradually replaced by "the
resource teacher who contlnued to deal w:.th similar problems bit in a
sanewhat more specialized way. With wvarious pseudonyms such as

consulting ‘teacher, clinical teacher, diagnostic-prescriptive teacher nand

‘so forth, the- resource teacher gradually became the "treatment interface

fac'lll-tator“ (Deno 1973} whose credlblllty 1n the "regular" system was

assured by -providing an important supportive service to. the regular

classroom teacher. \

In general, regular classroom teachers began to assume more of the

responsibility for mildly handicapped learners during the decade of the

1970's. The need for further training to enable them to deal more
effectively with exceptional children became obvious. In effect, this
became the responsibility of special education personnel such as the

\ . '
resource teacher. Thus, the resource teacher model evolved from that of

‘the remedial teacher as a result .of the mainstreaming movement and the

need to provide regular classroom teachers ‘\wyth support in dealing with
children with learning difficulties. - ®

For rural and/or isclated areas the problem of providing adequate
service delivery for children with learning difficulties 15 more complex

than for urban areas. Many urban school districts have a b;ogé spectrum

i
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of instructional and related professional support services as well as

local health and .social servicdes at their disposal. Few ,rural or
isoiatgd districts have these resources, hor is it likely that "these
districts will be able to provide many addﬂggpnal resources in the
foreseeable future. Among the problems-which these districts face are:
1) the vast distances between schools; 2) too few;students representing
each handicaﬁ to Jjustify separéte speéial education services for each
type of handicap; 3) lack of ancillary support services or community
agencies; 4).dif£E¢plty in recruiting and retaining cualified personnel;
and 5) lack of financiaigl resources (Chalfant, Van Dusen Pysh, and
Moultrie, 1977, p. 47). |
. In a study degigned to'identiﬁy the characteristics agd needs of
exceptional children.in rural aréas of california ({(Keogh, Lyon,'Becker,
Kucic aha Kucic, 1973), -a number of advantages and problems.in Broviding
services were deterﬁined. Among the more important probleﬁs encounﬁered )
were the high cosf of.séécial programs, and the difficulty of attracting
.highly qualified personnel (p.” 29). Although popuiation‘densities vary
frém orte rural area to anoéher, the cost of services to low-incidence
-exceptional children in iural areas is ‘always higher than the cost of-
providing similar serv&ces in érbaqbareas. ‘ . : ('
A natioﬁ-wide study sponsored by the Coﬁncil of Administrators of
Special Edgcation Research Committee, aimed at improving the delivery of
services to.hapdicapped children in rural and §parsé1y populated areas,.

identified a number of factors. which impede rural service . delivery

(Ondell, 1977) . Ondell (1977) was primarily'concerned with organizational



factors whbh limit or hinder service delivery, and she .specifies a number+
of these, namely, 1) a lack:of organizational readiness - this includes a

lack of complementary support services, preconceived role rigidity on the

'patt of teaching staff and the lack of commitment on the part of

administrators; 2) a lack of public awareness and concern; 3) lack of
_t,raineé personnel; 4) geographical limitations affecting transportation
and 5) lack of financial resources. While Ondell's s;:'udy went on ta
present a number of rural service delivery system models in use in
various parts of the United States _it- emphasized that t.he work was merely
a first effort in defining, in any compfehensive way, steps that can be
tak«;_'n to improve services.

Similar findings concerning the problems 'faced by rural special-
education service deliverj;r s ; s are, reported by a more recent study
(Helge, 1981} for ‘;[g/lﬂa(mzeg:ural Research and Personrnel Preparation
Project. This study investigated cultural, socioeconomic, geographic and
other factors which ir.npede rural districts in implementing the major
provisions of the BAmerican 1975 federal law, Public Law 94-142,
{Education for All Handicapped Children Act), nafnely, provision of the
least restrictive environment, due process procedure, individualized
education programs, and parent involvement | ‘for the ~education of
handicapped chfldren." Helge (1981) reported three primary hindering
factors for rural areas. They are: 1) teacher retention and Eecruitment
problems; 2) rural attitudinal problems and 3} problems based on rural

. . .
terrain. She reported that these problems are the result .of

tradition-bound rural environments and they were exacerbated by the



geographic and climatic demands of remote and isolated areas..(p. 515).
Although only 38% of the Uniﬁéﬂ States' state education agencies were
included in the study, all of those ‘which responfgied reported difficulties
in implementing the major provisions of PL 94-142. Difficulties in
staffing and ohgoing‘inservice eduéation for teachers were séen as the
most serious 'obstacles to providing full, appropriate services' to
handicapped_children in rural areas. State agency officials were aware
of the problems and were helping local educaticn agencies in developing
and implementing programs for the handicapped: Helge (198l) also noted
that state officials appeared Eo welcome assistance in their search for
better ways of dealing with the problems presented by rural service
delivery. Similar findings with respect to the .provision of special |
eéucation services to French speaking exceptional children in remote
areas of the Province of\$ntario, Canada are also reported (O'Reilly,
Bédard, Coté, Dow, Dostaler, "and McBurney, 1979). .

The use of some form of the special education teacher consultant to
the regular classroom teacher has been found to bg‘effectiﬁe in some
rural areas (Christie, McKenzie and Burdett, 1972: CASE'News}étter, 1977:
 McLeod, 1978; McLéod, Sanche and Bloom, 1979)." Merely .ladd;ng to the
' nﬁmber ofﬁspeéialized support st;ff for rural areas, even if that were
possible,  however, would not in itself guarantee the realization of
improved services tc” children with learning difficglties. Huéﬁér (Note
i, Appendix H) ;o;nts dut‘that staff, one of the integral elemenﬁs 6f'a
service, répresent. only .pétential service until delivery is achieved

Ehrough the interaction of the agent providing the service (producer) and



the recipient of the service (consumer).. Hurder maintains that a cam%n
mistake in the evaluation of human service systems is made ﬁhen it is
assumed that because a service has been made available, it Has in fact
.been delivered. When. the b;oducer of the service is a human being and
the consumer of the service is another human beir?g, there are a host of
interpersonél variables which can facilitate 61‘ block the delivery of
services (Tagiuri and Petrullo, 1958 in Sanche, 19725 . |

The relationships between -interpersonal variables and service
delivery have been investigated (Thomure, 1971; Sanche, '1972) and it has
been ;shown that some key components pertain to interpersonal perceptions
oé competence in the performance of specific tasks by the ";pecialist.
These studies and other related investigations (viz. :;Dyrch, 1974;
Otuyelu, 1976) have dealt mainly with data in the perCept‘Ual fields of
the producers and the' consumers of :serifice. In general, the findings
suggest that the pergeived rate of service delivery 'varies with the
perce’i.ved access to and availability of these services énd_ to the
perceived competence of the persons involved. These studies havé
provided . important theoretical foundations and the methodology for
further monitoring camplex components of service delivery.

The present stl.idy will investigate the service delivery process in
rural areas by examining further the relationship between the variables
pertaining to the availability of services, the attitudes of the service

producers and consumers concerning the acceptability of the services, and

the rate or amount of services actually delivered. The present study

will also investigate the relationship between certain organizational

-
s
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variables and the amount of services delivered when the resource teacher

_model is “used to provide services to children with learning difficulties

i.n rural areas. ‘These relationships will be studied within  the
conceptual framework developed by Hurder (Note 1) for the study of thé
delivery of services in health, education and social service settings.
In fapt, the primary purpose of the present study is to determine the
validity of the Hurder (I};ote 1) paradigm by investigating the working

relationships between the resource teacher and classroom teachers in the
LY .

delivery of services to exceptional children-in rural areas. The setting
for the present "study was the English rural schools of the Province of
Quebec which extensively employ resource teachers in the delivery of

services to exceptional children.



- o Chapter II

THEDR-Y and RELATED LITERATURE

Thé present study uses the Hurder (Note 1) model for the analysis

and description of service delivery as a frame of. reference within which -

to investigate the delivery of resource teacher services in rural areas.
The Hurder '(Note 1) model provides a conceptual framework far service
deliver,;lr and was originally developed as a means of relating components
or‘.f‘,service delivery for both program planning and program evaluation in
health, education and social servi]ces. ‘The present study uses the Hurder
(Note 1) model to evaluate the services provided by resource teachers to
classroam teachers in rural areas.

In the first part of the sections which follow, the resource

teacher model is described and its various applications in several rural.

areas is reviewed. The conceptual base of the Hurder (Note 1) paradigm
of service delivery is then presented followed by a review of several
studies which employ the model as a framework for the analysis and

description of the delivery of special education services.

Role of the Resource Teacher

Several models of resource teacher service delivery exist, and

although the names attached to the various models differ slightly, many‘
similarities can be seen. The concept is not a new one {Dunn, 1968;

Meyer, 1969), and the remedial teacher of the sixties performed some of

i)

w5



the functions of.the resource teacher model being studied. “fhe present
importance of the resource teacher concept developed after the negative
consequences of segregated speciél classes _beéame apparent (Hammill and
Wiederholt, 1978). | o r

The resource teacher is a broadly-based, trained specialist with
cross—catégorical knowledge and competencies (Harris and Mahar, 1975) who

deals directly with teachers in a consulting capacity and who niay offer

~direct services to chfldren, -parents and others as well.

Although some models may define consulting teacher and resource
teacher differently, as used i’aere the terms are inter.:changeable. The
resource teacher may be attached to a separate resource roorﬁ offering
cross-categorical or non-categorical services (McLeod ét al., 1979,
pp. 28, 29) to a specific group of children for a gix.;en period of time.
The resource teacher having a separate resource room may, however, take
referred children for as little as a few periods‘ a week for an indefinite
period of time. 'i‘he resource teacher who does not have access to a
separate resource room may deal directly with the child in the regular
classrooms, |

. In all instances, the resource teacher offers some form of direct
service to the child, Consultation with the reqular class teacher is
also a part of the role of the resource teacher. If the resource teacher
provides direct services to the child, then consultation with teachers
will provide an opportunity for the regular class teacher to receive
updated information on the child's progress. It will also permit the

resource teacher an ‘opportunity to receive information from the regular
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;:lass teacher corncerning any changes in the chi]id'_s_ behavior in the
‘regular class. The interaction between the resource teacher and the
regular class teacher is important in providing mohitoring of the child's
progréss and in adopting appropriate program modiﬁications as soon as
significant behavior cha.nges are noted. |
The tfesource teache'r plays an important role in ensuring that
various persons dealing with the child are/ coordinated in their efforts
to provide educational and other related services. ' Thus, the resource
teacher acts -as a "treatment interactio;1 facilitator" (Deno, 1973), ard
acts in a consultative way to enable the best possible service delivery.
A great deal of rol_e flexibility is needed, but at the same time the
resource teacher must frequently act as a trained specialist to detect

certain specific needs the child may have and bring ‘appropriate system

resources to bear an the child's problem.

Competencies of Resource Teachers

The competencies of resource teachers are comprised of two broad
Y . .
" kinds of skills - interpersonal relations skills' and diagnostic/
prescriptive knowieégé' and techniques. The consulting role of the
resource teacher includes both kinds c'>f skills,

The resource teacher's ' demonstrated competencies in proféssional_
~skills was shown to be a crucial factor in inspiring the confidence of

reqular classroom teachers (Otuyelu, 1976). Unless a classrcom teacher

has confidence in the resource teacher's ability to understand and deal
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with the -'pr'oblems .presented by excepticnal children, there can be no

basis for a good, mutually-suppértive consulting relationship between the

two.

These essential competencies are required of the diagnostic/

prescrlptlve teacher as outlined by Prouty and McGarry (1973):

... ability to

a)
b)

c)

d)
e)

f)

analyze correctly the behavior of adults and children;

utilize successfully informal teaching techniques and materials
to diagnose children's needs and capabilities;

create realistic, well-organlzed, easily-understood educational
prescriptions;

develop and maintain good rapport with teachers and principal;
work co-operatively with a range of other ancillary service
Spec1allsts-

engage in difficult and frustrating tasks over a long period of
time with minimal external support or reinforcement (pp. 51, 52).

In a study of the competencies of resource teachers Neely (1979)

identified a number of common themes or groupings of competencies as

perceived by university and college instructors of special education and

special education administrators in Nebraska:

1)
2)
3)
4)
5)
6)

diagnostic and assessment skills

knowledge of subject matter

instructional and teaching strategies
classroom management skills

curriculum skills and communication skills
community resource and referral skills

Neely also noted that special education resource teachers serve a

heterogenecus population and the requisite competencies apply to resource
teachers working with teachers of normal children as well as with

teachers of exceptional children. ) ) e

-r
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The role of the resource teacher is a complex oné, requiring a high
degree of specific knowledge and skills and the personal characteristics
necessary to work co-operatively in a consulting capacity with .other
professional personnel. The degree to which a resource teacher is able
to carry out ‘th\is assigned role and act ‘as a facilitator in bringing
resources to bear upon the special learning needs of exceptional children
in regular class settings will have a bearing_ on the services the child

receives. .

-
-

The Resource Teacher Model in Rural Areas

A number of rural areas have incorporated ‘some form 'of. the resource
téacher mo-éel into a service delivery model which is intended to provide
increased services for exceptional children. Some of these models will
now be described.briefly. |
_ The State of‘ Vermont has been using the consulting teacher model
for nearly a decade to help operationalize - reqular classroom approach
to special education (Fox, Egner, Paolucci, Perelman, and McKenzie,
1973). 1In this model, the consulting teacher assists and trains regular
class teachers to provide successful iearning experiéfﬁés to ‘children
with learning problems. The consulting teacher receives training in
prqcedur;es for individualizing instruction, preparing and adapting
materials to use with children having speéial learning needs, and
applying behaviéral techniques. The consulting teacher provides both .
direct serviées to children and, consultation with teachefs and parents.

The consulting teacher receives referrals from the classroom teacher and
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provides diagnostic and prescriptive techniques in establishing entry

level skills and in setting specific instructional objectives for " the
N - R

~: child. Further, the consulting teacher provides basic assistance in

'3”;.-training the regular class teacher in the identification of children with

learning problems.,

Follow-up consultation with the regular class teacher concerning

, the effectiveness of the individual program for the” child is also

provided by the consulting teacher. The model relies heavily upon the
use of behavioral techniques in dealing with children having learning
difficulties. : : J
It is assumed that regular class teachers will be willing to accept
- the interactive rele of the consulting teacher and it is further assumed
that system-wide change to accommodate mainstreaming principles can be
undertakeﬂ in this trainingtbaeed model. An evaluation of tgg.consulting
teacher program indicates that many regqular classroom teachers have
received inservice training in individuaiized instruction and applied
behavior analysis, and that improved child learning behaviors have
resuited. Further, it is reported that there has been a carryover effect
.ef the changed teaching methods to other non-handicapped learners. in
regular ciassroars. * Superintendents of schools showed enthusiastic‘
support for the program (Fox et al., 1973). 1In view of the fact that
Vermont 1is a rural, sparsely populated state," these results bear

particular significance to the present study.



In the State of Nebraska, a project was undertaken by Educationél
Service Unit No. 9 to provide basic system-wide éhénge in the. organization
of special .education (Chalfant et al., 1977). The special education N
‘service delivery system that was developeé included a ‘“"generalist"
resource teécher,‘ one who provided remediation ' to children and
consultation with teachers. Although this model assumes a school- based
resource teacher in a separate resource room, demographic considerations
may require such a resource‘te;:-her to‘be itinerant in the more rural of
sparsely populated districts of the state.

In this model,-the_ resource teachel-r receives referrals from regular
class teachers,‘ consults with the teacher, observes the child "in the
class setting and provides diagnostic and prescriptive services. 'i‘he
resource teacher then provides‘ foliow—up monitoring of pupil and teacher
progress. In some instances referrals ‘may' be made to a Learning.
Assistance Center, a district resource facility staffed by spécialists
who handle cases which the school is unable to deal wit.h effecti\;ely.
Support for the delivery system is provided by a Teacher Assistance"I‘eam,
a school-based referral screening committee consisting of the principal
and one or two teachers, which reviews any referrals made for specialist
help from cutside the school. )

In the State of New Mexico, a "methods and materials consultant
teacher" (M &.M) is part of a system-wide, "Fail—Save" delivery system
(Van Etten and Adamson, 1973). 1In this delivery system, a child
au‘t;omatically is‘ removed from a program which does not provide success
‘for him within a pre-determined period of time, The M & M

b3



16

.Consultant/‘reacher' consults with a referring teachar, observes the child's
classroom behavior, diagnoses academic and behavioral problems and
develops an appropriate individual educational plan or program (IEP).
The M & M consultant teacher also monitors the child's progress
thi:oughout the éfstem and trains bbth teachei: and parents to de?L with
the child. ‘ |

The services of the M & M consultant teacher are complemented by a
resource room teacher (RRT), a building-based teacher who receives
children on a short-term basis (maximum 90 days) for diagnostic teaching
in specific areas of the child's learning difficulty. Whereas the
resource room teacher provides specific intensive services to the child,
the M & M consultant teacher acts as a facilitator and coordinator with
the reqular class’ teacher, resource room teacher, .parents, child, and any
others involved in service delivéry. The sparsely populated nature of
the State of “New Mexico makes. this ‘model particularly relevant to the
present study. |

The consulting  teacher model used in certain districts of North
Dakota is part of a non-categorical service model which began in 1975.
An adaptation of the Diagnostic Prescriptive Teaching Model or (DPT -
Pfouty and McGarry, 1973), ‘it has been adapted for use in a rural
system. The mod% consists of eleven steps: referral, observation,
initial paren‘.i coqtact, referral conference, diagnostic teaching,
planning conference, educational plan summary, teacher/learning plan,

implementation, classroom teacher evaluation, and program evaluation and

recommendations (CT, 1977).

Ll
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'Thi§ consulting teacher model is expected to enable naiéétreaming
of most children Qith learning handicaps. fbcusing as_ it does on the
nmdificatioﬂ‘of or axﬂ?ﬁédation in a.reguiar class setting, this model
eﬁbhésiZes'that phe'responsibiliﬁy for any child rests with the regular
élass teaéhéf. S |

The usefuiness of the resource teacher model in rural special
+ -education service délivery in Canada has been investigated in the
) Saskatbén Region:.Special Services Project. One of -the questioné this
project 'answered was "Can effective special_ educational sérvices be
organized for the najqrity of children, within a regulqr school, using
the resource teacher model?" The response to this question indicated
that the resource teachef model is effective if tﬁere is teamwork among
the principal, cléss teachers and resource teachers (McLeod, August 1978).

The Saskatoon project was based on the SEECC (Stahdards for
Educators of Exceptional Children in Canada) model of special education
service délivery. A group of Canadian educators was brought together in
1971-72 by the Council for Exceptional Children in Canada, and they
developed the SEBECC model which provides for .three stages of teacher
preparation’ in dealing with educationally exceptional children. =The
first stage, "Level 1" preparation, should be achieved by all teachers,
and would equip them with some basic cémpetencies in identification,
diagnosis, and corrective teaching of these children. "Level 2"
preparation at a more advanced level would be provided either for another
teacher in the same school, or one who would act as an itinerant teacher

for a number of small rural schools. This resource



teacher would Ihave' acquired deeper diagnostic- and prescriptive
competencies. For children requiring specialized help beyond that
provided by teachers with "level 1 al_ld 2" training a further, more highly
specialized "Level 3" teaéher would provid‘e services at a regional
Learning Assietaﬁ:; Center, (LAC) simillar to the lAC's used in the State
of Nebraska (Chalfant et al., 1977).

In this teacher preparation model, resource teachers provide for
diagnosis, reneéiat'ion and. consultation within the regular ' school. "The
model as it has been developed at the University of Sas;katchev}an has'
become know as  the SEBCC model of sl;ecial educational service delivery
(McLeod, 1978). |

Although resource teachers .are an integral‘part of the SEBECC model
used in the Saskatoon Project, the Project its;alf inv_'éstigated a number
of que_stions related to providing guality spécial education in individuai
school units. Some of this related research contains implications for
the use of resource teacher services. -

One of these quest_io.ns §é-1:tains to whether contact with
e;iucat':ional];y handicapped children in regular' schools affects the
acceptance and knowledge of such children by the regular classroom
teacher., A study investigating this questi"on {Dickson, 1975, in Mcleod
" et al., 1979) indicated that physical proximity of handicapped children
is not enougr; to- guarantee their acceptance by regular teachers and that
Cit miglr?t indeed have an adverse effecf. Dickson's study concluded that

there was a need to employ systematic inservice programs in conjunction

with mainstfeaming arrangements and to evaluate their effectivéness in



conveying information and in changing attitudes about - handicapped
children. The- implications of Dickson's findings in terms of L:he resource
teacﬁer model are obvious. ff children with mcderate to sev‘;are
'“ handicapping conditions are added to the marginally handicapped who are
already found in small rufal schools it could be detrimental to all
concerned. On the other hand, if a-resource teacher could be used to
provide services directly to some of these students; and more 'ﬁbortantly,
to provide much needed information and support to the classroom teacher
it.mi!ght well provide a mitigating influence on a school in which teachefs
may feel less' than competent in dealing with ﬁhe needs of handicapped
children who have been thrust upon them as a result of a system-wide
mainsﬁreaming policy. ‘

A related study by Haverstock (1977) in Mcleod et al. (1979)
investigated the extent to which régular classroom teaéhers rely upon the
traditiopal model of referral to a multidiscip}inary team of coﬁsultants.
The teachers were asked how many children they had referred for consultant
advice, how many other children in- the class should have been referred
“but weren't, and in what sort of class they thought the children would
' best be served. Haverstock found that the number of referrals would have
doubled if all children viewed by the teachers as being in’I need of
services actually had been referred. Her findings suggested that more
referrals would have been ‘méde' by classroom teache.rs if 'they saw
referrals being acted upon more quickly by the consultants and if the

ensuing recommendations were more relevant to the regular classroom.- :Her

findings also provide an optimistic indication of the sense of
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professional responsibility of regular classroom teachers. While ot':hers '
—_— :
have ' suggested that.pgrE of the allure of segregated special classes is
that régular. teachers see such classes-as relieving them of students.with
serious learning difficulties (McLecd et al., 1979, p. 55) Haverstock's
findings indicate that with additional professional cc;npetencies and with
adequate and promptly available suppoft_ services, teachers are willing to
meet the challenge of the hard to teach. Further supp'ort for this
optimism concerning the willingness of regular class té€achers to assist
in the educational pr'ograrm:ing for most handicapped children has been
found (Hirshoren and Burton, 1979), but-a key elemeﬁt in tpe _successful

integration of  the handicapped child into regular class is that of

teacher attitude and the provision of backup services. Thus, for rural

\/échools at least, the resource teacher has an important role to play in

inservice training of regular teachers as well as in expertise in

diagnosis and programming skills which an individual teacher may lack.

4

A Paradigm for Description and Analysis of Service Delivery

In the present study service delivery is viewed in the conceptual
framewon.:k‘ elaborated by Hurder and Hurder (Note 3). P;ccording “to Hurderl ‘
and Hurder (Note 3} service delivery is the proceés of making service
available and acceptable to consumers, and it rests on two bngad
assumptions. The first assumption is that-se;vice may be developed but

not delivered, in which case it is designated as potential service to

. distinguish it from actualized service which has been accepted by the

consumer. ‘The second assumption is that service delivery is an

[}
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indépendent, entity and 1ts processes can be characterized and analyzed
separately i%fom ‘the processes of substantiye service. Thus, service
delivery is -part of the’ figure-ground in which substantive-service is a
more familiar figure. Failure t';d".distirguish between thel processes and
outcomes of service ‘_itrself_ and the processes. and outcomes of service
delivery has major impiicationg for program evaluation and is of prime
concern to the present study | 7

‘ ‘\Only the‘ host tentati—ve steps have been taken to describe t-he'l

]
delivery component of the service enterprise. It should be apparent that

_any attempt to treat the subject systematically is fraught with hazards,

in part because there is only a reCent awareness of the problem and

- .

systematic, formalized treatment of the service delivery compenent itself

is virtualiy non-existent.‘ Hurder and Hurder's (Note 3) paradigm
presents é concept of service delivery which may seem simpl.istic at first
glance, focusing as it does on a narrow segment of the service enterprise.
The larger ground from which the concept of servi;'ce delivery has been
abstracted is complex, and thus it may be useful to describe the Hurder
paradigm by presenting some basic definitions,‘ﬁ'f_o'rms and purposes, of
service, 'and objectives and criteria of delivery.

' WO major defin’itions used in the paradigm are those of service

delivery and service. Service delivery is defined as ... the process of ‘

making potenEia'l- service available and acceptable to.cor;sumers (Hurder,
. X ;-
Note 1, p. 2}. Hurder elaborates,on this definition by saying that it is

the process of making services both available and acceptable” to the
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cc‘m&'ner. Service is defined as:

"... a formal. social endeavor. in which specialized knowledge and
personnel are developed and utilized for purposes of induction,
maintenance and restoratiqn of essential human functions” ('Hurder, Note 1,
p. 1).

Service méy be further characterized in terms of a lifé cycle

containing two stages, a developmental stage and a utilization stage.

" ’'Service which is developed but not utilized is potential service, but the

complete discharge of the mission of any service undertaking (s effected

only when the ultimate delivery of the service-to the target population

or' individual has taken place. Hurder (Note 1, p. 2) refers 'to these
delivered services as actualized service.
Health, education and social services are generated from resources

of the society-—at;‘large in accordance with the priorities and interests

. of that society. Resources are limited, and the allocation of resources

among the various forms of service has significant implications on the
delivery component of the service. There are four forms pf service,
n.ame'lg-,\ promotion‘,\ prevention, rerr;ediation, and rehabilitation (Hurder
a:nd Hurder, Note 3, pp. 25-31). The purpose of promotion is to induce a
specified level of function, improving that which is already deemed
sat;is’factory or even exceilent. Preventio;'l has the purposé of
maintaining a specified level  of furction, while remediation and
rehabilitation aim at restoring; function to a more appropriate level or

developing'_canpensatory mechanisms to combat the effec_:ts' of disease,

disorder or disability.

—



In general temms, schools may deal with all fopr forms 6f service,
but regular classes tend to be ori'eg;ted _more towards promotion and
prevention, while special education focuses more on remediation and
‘rehabilitation.. The’concern of the present study is with remediation and
rehabilitation, the purpose of both being restoration of function.

Hurder’ ‘(N‘o'te 1) swggests that the objectives of deliyery can be
viewed as being upon a continuum, one end of which is énch:)red by the
administrative-programmatic (A-P) objgctive, and the other end anchored
by the clinical-prescriptive (C-P} objective. .The A-P objective is to
make a general clas‘s of service available to a general class or c;:ltegory
of consumer. The C-P objectiveﬁis to make a specific service or sequence -
of services available to an individual consumer (Hurder, Nc.)te l, p. 2).

In tems of the present study, the target poéulation or consumers, -
" are c'las:sroan teachers and children served by the producer, name‘ly the
resource teacher. The A-P olbjective would be to provide resource teacher
services to classroom teachers and children. The C-P objective would be
to make Ell specific 'se;.queme of services. available to a specific teacl'ier
or student.

Achievement of the A-P Dbjecti_ve is a necessal.;y prerequisite 'to
pursuit of the C-P objective., Specialized knowledge, in the form of
programs, personnel with specialized traininlg, supplies, facilities and
plar'ming must be  available £0 meet the needs of individl..lal consumers.
But, even if the A-P objective has béen met in this way, failure to

deliver the service to individual consumers will mean that the basic

purpose and reality of the service has not been achieved. Ip such a case
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the service was developed oniy to the level <;f potential service. Thus,
in Hurder's view the A-P. angi C-P objectives are distinct but inseparable,
interdependent aspects of service delivery. ‘

Hurder further suggests that in service enterprises which are lérgé
enough to permit-or require formal differentiation between administrative
and clinical responsibilities and personnel, measures of organizational
performance and accountahility for resource utilization are usually
focussed upon the A-P objective. Thus, measures‘ of performance and |
progress usually hinge upon consideratiQpS such as ntﬁber and type of
personnel deployed, introduction of new” programs. and organizational
innovations. It is only in smaller service enterprises that one finds
equal or é.\}en primary concern for progress measured-in terms of the C-P
objective. The service enterprise being investigated in -"tihe'—;i present
study is the small, rural school wherein both the A-P and C-P objectives
s;hould be visible.

To recapitulate briefly, Hurder defines delivery as the rprocess.of
placing elements o_f health, education and social services at the disposal
of a target population or individué}al in order to induce, maintain or
restore a desired level of furnction. .An evaluation of the extent to
which this process has i)een adgquately carried out must focus ’upon two
phases of the process. The first phase is accessibility of the service

and the second phase is “the definition and negotiation of the desired

state, hence the two criteria of delivery, access and disposition.
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Access and Disposition - the Two Criteria of Service Delivery

The first criterion, access to service, must be met before service
can be realized. The service must make contac( Qith ﬁhe consumer and the.,
measure of the probability of that contact 'is access. Access may be
limited or non-existant either at the-A-P level or at the C-P level., The
lack of lavailability of programs or continuity of programs for handicapped
children in the publi¢ school system is seen in the system gaps that
occur between pre-school and primary school, between elementary school
and high school and so on.. Access can also be limited by the amount of
time that is available for the producer of the service to interact with
the consumer of the service. Staff -ratios for supportive specialized
consulting services from a pupil personnel services team ﬁmay limit
contact to the point where th_e consumer has little more than a ‘random
possibility of obtaining needed services. In the case of small rural
schools, distance and other geographical factors seriously limit the
possibility of contact. It can hardly be ov.e‘relrphasized that méeting the
criterion of acceés with respect to individual handicapped children in
rural and isolated arey]:;resents many serious challenges. While it is
readily accepted that many of these children require a sustained,
integrated, and- comprehensive set of services‘over a lengthy period of
time, this is a proce;ss-gequiring complex organizationail procedures which
are lacking in most school district:.s. Further, precise knowledge about
the requisite organizational compo 's related to this aspect of service
deliver.:y is still primitive, fragmentary and generally unsatisfact:orf

Hurder and Hurder (Note 3, Chap. I, pp. 18-24). The present study will

investigate some of these elements impingimng upon access to service.
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, The criterion of disbosition pertains to the probability that the
available services are acceptaple, both to the producer and to the
consumer. The definition and specification of the desired level of
functioning is a ubiquitcus process of negotiation between the producer
and consumer of the service. At the level of the A-P objective, social
policy and ideological and philosophical considerations-may be important,
while at the C-P level the considerations may be more idiosyncratic. In
either case, disposition of a target population or individual to accept a .
service - invelves the most basic human and social values. Since the
values of both the producer and consumer are involved, the process is
peculiarly, coﬁtractual, consensual _and interpersonal in natﬁre {Hurder
and Hurder, Note 3, Chap. I, p. 24). Whereas measures of accéss pertain
to demographic, organizational and economic variables which are open to
‘quantification, measures ,of disposition are ﬁuch more obscure and
problematic, relating as they do to the ideology,” values and attitudes
"held by consumer and producer of éhe service.

In the Hurder (Note 1) paradigm, three system  components are
believed to be crucial to optimal service utilization (delivery). These
components are service related entities, namely, specialized knowledge,
specialized personnel and organization. In the Hurder definition of
service, knowledge a?d perscnnel are definitive attributes of service,
while ,organiza£ion is a metaservice entity which interacts with both
knowledée and personnel in providing and maintaining service in desired

relationships with consumers.
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Specialized Knowledge and Service Delivery

o : ] ) .-
“Th establishing a definition of specia%gd knowledge, Hurder angd
' . . " Y

. f .
Hurder (Note.3, Chap. II, p. 30} use a classification which” divides theé

totality . of knowledge dnto two categories: generally relevant and
A . . .
accessible knowledge, and role specific knowledge. The content of the

[
first category of knowledge is fixed by the society or group in which the

knowledge is imbedded, while the second ‘category contains specialized
knowledge resulting from the division of labour in that society. 1In
western technological societies in general, including the education
field, role specific knowledge is growing at a faster rate than general
knowledge. This phenomenon is evidenced in regular education by the
rapid growth of methodologies pertaining to various teaching disciplines.
.In special education this 'growth of role-specific specialized knowledge
is seen in the increasing. specialization in teaching and diagnos.tic
methodologies, innovative models, .and extensive data and expanded theory
pertaining to psychosocial processes of handicapped children.

The characteristics of the knowledge base of service whiciu are
relevant to the delivery of the service are those which affect the
probability that the service will meet the two criteria of delivery, that
is, access and dispositio'n. Access has been defined as the probability
that the service will make contact with the consumer and disposition has
been defined as the probability that the consumer will accept available

services. The content of specialized knowledge éertaining to the

criterion of access would include knowledge about personnél requisites,

/ -

~ i .
T
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the degree to which consumers can direc.tly utilize the knowledge, and the
reliability with which— the service activities can be specified and
described. The knowledge base of some service activities may generate a
technology which permits the use of personnel with relati\iely little
specialized training., An example of this could be the use of bgpévior
modification techniques by teachers as compared to the use of
psychoanalysis or psychotherapy by more highly specialized personnel.

Not only does the knowledge base influence the degree of training

required, but also it influences the staff ratio as well, thus affectingf—v

the criterion of access. Further, ﬁhe extent to which ‘_the knowledge base
allows the responsibility for knowledge application to devolve upon the
consumer is another dimension of access to service. The greater the
involvement of the consumer, the higher is the probability of access. An
example of high consumer involvement in education is the computer
assisted information programs which make use of current technological
innovations to increase contact between the producer and the -consumer of
a service. '

. According tc Hurder -and Hurder (Note 3, Chap. II, p. 40) “the
knowledge—linlked characteristic most bas’ic to achievement of. the
criterion ¢f access is the reliability with which the service activities
dictated by the knowledge base can be specified. The greater the
reliability with which theory, .methods and data derived from the
knowledge base can be specified, the greater the probability that the
consumer will make contact with the service. Insofar as thei:e may be

anmbiguities in deriving implications from the knowledge base, access.will

-
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be limited. This principle is evidenced in the widespread use of
standardized intelligence testing and achievement tesi;ing in schools
during the past decade. The methods: used were replicable, and the data’
obtained could be reliably } recorded, 'and communicated. On the other
hand, individualized instruétion is a technological innovation in which
there is ambiguity in derihving implications from the knowledge base, and
this reduces the probabiliﬁy of access.

If we assume that the criterion of access has been achieved, then
the interaction between the knowledge base and the attitudes, beliefs and
values of producer and consumer become important. The attitude of t;he
consumer toward the knowledge base itself may increase or reduce the
probability of acceptance, as well as the attitude the consumer may have
toward either the pg:-rsonnel involved or the organization of the service,
Likewise, the producer, ‘whether administrator or practitioner, may be

attracted or repelled by various elements of the service enterprise.

‘This attitudinal interface between consumer and producer with respect to

the knowlédge base may be reflected in concern cver its scientific status
(i.e. Is it based on the latest scientific findings?), its political

status (e.g. the nature-nurture controversy in I.Q. testing), or its

/
relative social value (i.e. Is it.worth thefti.me, effort and cost?).

! | -

S

Specialized Personnel and Service Delivery

Specialized personnel is the second major component identified by
Hurder and Hurder as a service delivery system variable. There are two

delivery relevant ways in which peréonnel may be designated as
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specialized (Note 3, Chap. II, pp. 32-54). The first pertains to the

nature and extent of the training reguired for membership in a class of
personnel (professional, technical, etcl) and the second pertains to the
nature of the task. Although the term specialized is customarily applied
to the incumbent, the qualities which make the individual apprqpriate to.
the task may or may ,not take .origin {1. tasAk“'éPpecific education or
training. Moreover,?the~ tasks' which an i 'ividual‘;nay be called upon to
perform may vary widely in their scepe and lexity.
The .distinction between administrat and practitioner provides
another useful dimension in Hurder's description and anaiysis of
personnel. The nature of the responsi_bilities of these two classes of
personnel can be characterized as centérind on responsibilities related

Y

to the pursuit of the two objectives of [service delive}y. The A-P

'

objective is to make a general class of sernvices av;ilable to a general
class of consumers, while‘ the C-P objective is to make Aa specific
sequence of services available tc an individual consumer. A given
individual may serve both as an édministrator and as a practitioner, for
example, a school principal in a small échool ma.y teach part-time; and a
praétitioner may serve part—tirﬁe as an administrator.ﬂ It is, however,
essential that the A-P objective be met before the C-P objective can be
pur‘sﬁed. .»Befg.r‘:e individual cconsumers can receive a service, facilities,
supplies, ékilis;" etc., must be available, |

’-I‘hl;s_, 't':he*‘practitioner must always devote some time to the A-P

objectiv:e and. must perform at least a minimun of administrative work.

‘There is nb caf\parable imperative that the administrator attend to the

C-P objective.” .
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Hurder and Hurder__posit three attributes of specializéd personnel
which have most rele{lénce to de‘live_ry of health, education and social
. services. These are role-specific knowledge,‘culture-specific components
of génerally relevant and accessible knowledge, and general and specific
personality characteristics of personnel (Note 3, Chap. II, p.54). Role-
speci.fic knowledge includes both objective cognitive components of
behavior and role-relevant feelirgs, attitudes and values. It is
associated with the command of specialized knowledge and skill which
common sense would say makes a "specialist". Culture-specific components

-~

of generally rg_levant and accessible .knowledge refers to rthe norms and -
rules of the specific culture or subculture in which the ‘p_er.sonnel is
providing the service. General and specific personality characteristics
is self-ex'planatory, and the concern in the present study is for those
personality characteristics which affect the processes of service
delivery. |

The criteria of access and disposition are ‘useful as means of
identifying aspects of specialized personnel which affect the processes
of service delivery. Qualities _of' specialized personnel which are
pertinent t;o.the access criteriorlx are those aspects which relate to the
availability and distribution of personnel. 1In this study, these‘ access
criteria have to do with the number of available resource teachers and
their physical and/or geographical proximity to the class teachers and
students to whom they provide a service. In general, the more role
specific knowledge requirg'd of a specialist, the fewer of SL]Ci’l personnel
will be available, and the lower the probability that the’Service will be

available to consumers.
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In terms of servicés provided to exceptional chiidren, .many school
districts provide a highly specialized pupil pers;)nnel services team
consisting of speech pathologist, psychologist, learning disabilities
diagnostician, health nurse, guidance counseior and so forth, The
availability of such personnel.presénts proplems ‘in rﬁost systems and in
rural areas the itinerant tg‘a}n approach is fraught with hardships in
meeting the criterion of ac‘ce,s.s to the consumer.

Havelock (1969) referred to this fundamental cost com}éonent in the

use of expert labor.

... it is important to recognize that service by
itself is likely to be an extremely expensive and
inefficient way to serve the consumer because it
means that expert labor, always in short subp;}'q, is
continuously tied up in tedious and redundant
interaction with the consumer population. If the -
expert practitioner performs service for the
consumer without passing on to the consumer
information (software) and tools (hardware) which
enable him to help himself, at least three
unfortunate consequences are 1likely: first, the
practitioner is overloaded because he has o serve
the same needs of the consumer over and over again;
second, his services become scarce, because of this
overload and expensive because they are scarce; and
third, the consumer 1s trained into an unhealthy
dependence on the practitioner instead oF '
developing his own capacity to seek out resources
and help himself. (pp. 8-21)

The resource teacher model provides a middle ground between the
more highly specialized team approach with its expert knowledge and the

general knwledge.of the classroom teacher. This would seem to respond to

"the three constraints which Havelock (1969) has underlined in that the

2

_ resource teacher acts as a link between the classroom teacher and the

specialists, encouraging the classroom teacher to accept more responsi-

ir
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bility' in the assessment and remediation of learning prﬁl_ey. By-acting
as a facilitator rather than as an expert practitioner, the resource
teacher not only increases the likelihood that children will Beq? better
served by the class teacher, but a'lso Jhe/she imr;e.e;ses the iikelihood

that class teachers will be more disposed to seeking and using the

available resource teacher services and the scarcer services of the-

support team of specialists.

Qualities of specialized personnel which pertain to the disposition

criterion are those aspects which influence the probability that the

consumer will accept the available services. "BAccording to Hurder and

Hurder the significént attributes are ‘"culture specific, generally

relevant and accessible "knowledge and personality characteristics of.

personnel™ (Note 3, Chap. 1II, ?;) 5?). These attributes -acquire
significance as they relate to the interaction betweel:m the consumer and
the producér. Where tiney_:e are significant differences betweén the
consumer a.nd the producer with respect to these attributes, lthen the

probability that the consumer will accept the services is’ lowered.

. L
In -rural areas the outsider is often viewed with sugpicion as a

result of a discrepant cultural background. If the outsider is a -

specialist, is seen as having expert knowledge, and has little
undefstanding .of local customs and lifestfles, then the likeliho-od ti'nat
any proferred services will be accepted is 1_owered. If this ’factor is
augmented by an aloof attitude on the part of the specialist then this
may be interpreted by the class teacher as arrogance or any of a number
of other undesirable qualities and the specialist’s effectivenesa:*. is

seriously reduced.

'

v
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In the case of resource tgachers in rﬁral areas, the model supposes
that the gesoﬁrce-teacher is seen as a support to the teacher and is
familiar with the attitudes and values of the community. In nan& cases,
the resource teacher is selected froﬁ among existing staff in small rural
schools and receives further inservice training while on staff (Mcleod et
al., 1979). This ought to increase . the likelihood that cléés teachers
will view the resource teacher in a more favorable light and thereby use
the services more effectively. ‘

The interplay between cultural knowledge and personality of both
the consumer and the producer may be manifested in one or more of three
phasés of the producer-consumer interaction process (Hurder and Hurder,
Note 3, Chap. II, pp. 60-68). The fi%?st phase is ohe of definition and
;;;BEiaéion of the consumer's needs and the producer's response to the
needs. In the segond phase, namely the operating phase, the producer
provides the service aﬁd -in_phase three the ~producef and consumer -
evaluate thg_outcanes of the service. If the consumer and producer are
free to act voluntarily, then the alternatives in éhases one and two are
either to continue to work together or to cease the interaction. In the
case of resource teacher ser;ices provided to class teachers the services
are not strictly prescribed by administrative edict and} since the
seFvices may be somewhat scarce, the interaction is voluntary to a large
degree. Thus, the criterion of disposition, in theory, is important in
resource teacherh service delivery - because of the cbntractual and
consepsual nature of the relationship between the producer (resource

teacher) and consumer (class teacher) of the service.

3
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Organization and Service Delivery

'Specia]-.ized knowledge and personn;el are the two major elements
which are placed at the disposal of a target populatibn or individual in

health, education and _ social services delivery. Organization is a

‘meta-service en{:ity which is the memns for placing knowledge and

personnel at the consumer's disposal. The. definitive task of service

delivery is the utilization and manipulation of knowledge, personnel and-

organization in order that the criteria (access and disposition) of

service delivery ‘be met (Huréier and Hufder, Note 3, Chap, II1I, p.l).

Organization is seen as both a social form or structure and as a
prbcess which enables the development and maintena?uce of a specifieg
éonfig‘ur_ation of resources (specialized knowledge .;md pérsonnel) in a
desired relationship to a specified configuration of consumer needs (Note
3‘,- Chap. III, p. 6). The end of the orgaﬁization is seen as the
relationship between organizational resources’ ;';md consumer need- and the
ends of service delivery itself are the:A-P and C-p objectivés. The form
or structure that the organization takes could be typified by describinc_;;
such things as its bureaucracy, line-staff relationships,l' and so forth.
The process of the. organization relates to its function and operational
style, In the Hurder paradigm, the process ’ccxnponent acts as an
operational link between the Piéu:c_:;at-xizat:ion's ends and its form or
structuré.

In terms of the delivery of services for exceptional children in
rural areas organizational factors play a key role. 'fhe availability of

services in rural areas may be seriously limited due to many natural
+* .

ey
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barriers. Distance, weather and terrain often impinge forcefully upon
the ability of the school district to provide/ even the most‘ minimal
services. ITﬁese barriers are sometimes overcome by administrativelf
placing additional resources in areas of greater ﬁérceived need. The
rural school distriét‘may compensate for a lack of local community health
and éoéial services by providing itinerant teams of specialists including-
amoné cheré; school nurse, speech pathologist, and psychologist.
Inevitably, however, the 'scarcity of human and financial resources
imposes seriousi; limiting forces on the rural system. ’ Whethef the
system is-rural or urban, however, organizational factors preéent a major
impact upon the éervice delivery process.

JThe factor which exerts most influence on organization for delivery
is the relative division of organizational resources between the A-P and
the 6—? objectives of delivery (Note 3, Chap. III, p. 16). Further, the
conditions which determine priorities among resource allocation are
determined by the form which the organization takes. If the organization
is primarily concerned with thé needs of the "average" consumer, then the
prdmotion and prevention forms of service are offered and the A-P
objective is emphasized. "Regular" classes provide an illustration of
this concept in education. If, however, th;-organization of a service is
primarily concerned with the remediation and rehabilitation forms of

-

service, as in the case of special education.services generally, then the

N

C-P objective must receive increased attention.
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Thus, inl rural 'schools, where chiidrer‘i with special needs are
integrated, for the most parf, into regular classes, both <A-P and C-P
objectives must be met and the individual ;:onsmner's needs have £o be met
in order for delivery to be effected. The collabora;:ive suppogi.:ive role
that the resource teacher enacts with respect to the class teacher
sﬁould, irm\;heory ’ facilitate- service delivery in the sense of the Hurder
paradigm, in that it brings the class teacher and resource teacher into
close contact in setting and meeting tﬁe C-P objective.

.'I’he extent to which the or:_:;anization aims tb meet the_A—P objective
or the C-P objective will be reflected in the resource allocation and
consumer/producer ratios for meeting the two objectives, This rat‘io is
norma{ ly greatest in promotion and prevention and smallest in remédiatidn
and rehabilitation service forms. This is evidenced in teacher-pupil’
ratios for regular class and special class as well as in class teacher

and specialist ratios.

Surmary

The foregoing overview has presented the Hurder (Note 1} paradigm
for description and analysis of service delivery in health, education and
social services. To sumnari_.ze briefly, service is seen as a formal
social enterprise in which specialized knowledge - and specialized
personnel are used for the purpose of induction, maintenance, and
restoration of human functions. g Service.s. are distinguished by. their
knowledge base, the specialized personnellbeing utilized, and by the

human functions at which the particular service may be aimed. The form

’
L
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" the service may take (promotion, prevention, ~ remediation. or

rehabilitation) is determined by the purpose at which the service is

aimed. .
TABLE 1
BASIC ELEMENTS OF THE HURDER PARADIGM
OF SERVICE DELIVERY
Process
Elements From To
Service Delivery " Potential *  Actualized
Stages Development Utilization
Objectives Administrative- Clinical-
i Programmatic (A-P) Prescriptive (C-P)
Criteria Availability (Access)  Acceptance (Dispostion) -
Variables ACCESS . DISPOSITION
~ Distance Interpersonal Relations
Staff Ratio Perceived Competence
Time of Personnel

Organizational Context - . '
1. Structure and Models used
2. Staff Commitment
3. Special Services Support

Table 1 may help to summarize the paradigm. A major assumption of
the paradigm is that'the céncept of service de;ivegy_' is distinguishable
from the concept of substanti\,;e sexvice. Service delivery is seen as a
dynamic process whereby elements of the service placed at the disposal of
a target population (potential service). become actualized only when the
intended recipient accepts them. The _process typically undergoes a
developmental stage in which planning occurs, followed by the utilization

N

phase.

3.
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The deliverability of a service is governed by two broad criteria,
namely, access (or, availability) and disposition (or, acceptability) .
qwo broad objectives of service delivery are seen, namely, the
adminiétrative-programmatic {or, A-P cbjective - to make a general kind
of service available to a general kind of consumer population} aéd the
clinical-prescriptive (or C-P objéctive - to a make a specific service
availa%le to a specific irdividual consumer). Althoﬁgh the two
objectives are complexly interrelated and interactive, achievement of the
A-P objective 1is a necessary prerequisite to pursuit of the C-P
objective. Service delivery_ invol&es the flow of service from the
producer to the consumer and until contact with the consumer has been
achieved service exists only as potential service.

Three service related‘entities are seen as playing crucial roles in
service delivery. These are, specialized knowledge and specialized
personnel, definitive attributes of service, and organization which is
seen as a meta-service entity which maintains services in desired
relationships with consumers. The careful study of these factors in
service delivery is necessary in order to ascertain the extent to which
each one facilitates or constrains the process of service delivery.

In the present study, resource teachers in rural school districts
are in the role of service producers and classroom teachers are in the
role of consumers of the service. Specialized knowledge refers to the
program and technology inhgrent in the resource teacher model within the
context of education in general. Specialized personnel refers to the

resource teacher, and organization refers to the resource teacher



delivery model set within the larger organizational context of the school
system, ilncluding structuré, staff commitment and the availability of

special support services. This study will investigate the interactive

o

and interdependent nature‘df these service entities as well as the part
- }

that each plays in the actualization of service delivery.

Findings of Studies Using the Hurder Paradigm

The late William Hurder developed this paradigm as paft of an
intended monograph at the University of 'Illinois at Urbana - Champaign
where he succeeded Samuel Kirk as Director of the Institute for Research
on Exceptional Children. The paradigm was an outgrowth of Hurder's
lifelong involvement and research into service delivery in the fields‘of
mental health and special education. Although most of his writings on
this topic remain unpublished, his work influenced a number of
re§earche;s at the University of Illinois and elsewhere in the field of
special education. Among the first to em?loy his paradigm was one of
Hurder's doctoral students, Robert Sanche. To date there 1is no
substantial published document on Hurder's work. What follows: is a
review of three studieg in the field of special education wl'}ich have been
guided by Hurder.'s work. |

Sanche (1972} derived a model from Hurder's work in a study of the
delivery of consultant services .to _téa‘chers of educable mentally retarded

children in the Joint County School System at Cedar Rapids, Towa.

/>
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‘Sanche (1972) investigated the relationship‘ between access and
dispositional variables and service delivery among 4 speéial education
consultants (service producers) and 73 teachers and 31 principals
(service consumers). Sanche genefated and tested 14 hypotheses using

* correlational techniques. Most of the hypotheses were derived from the
‘E;rder model. Wiéh respect to acéess variables Sanche found support for
hypothesized relatiénships between staff ratio and rate of service
delivery rithin the teaqhers' perceptual field, but not within the
consultants' perceptual field. Regarding the rel ionships between
dispositional bariables and rate of service delivery the correlational
data supported two of the hypotheses (teacher perceptions of th%-
consultants' interpersonal relétions and performahce). His data failed

' to find sdpﬁort for the hypothesized relationships between dispositional
vgriables and rate of service delivery within the consultants' perceptual
field, Sanche (1972) concluded that the results of the study supported
the utility of the Hurder (Note 1) model as a pafadigm within which to
study the relationship‘éetween elements of service delivery, especially
from the perspective of the consumers of services.

‘ Pyrcg .(1974) used the Hurder (Note 1) paradigm to stﬁdy the
resource room as a discrete mechanism for service delivery in the Special
Education program.of Lake County, Illinois. Pyrch examined the efficacy
of the model by assessing the impact of the attitudes of 110 reguléé
classroom teachers concerning specialized knowledge, and4 specia1i;ed

personnel on their perception of the rate of service delivery by
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14 resource room teachers, Pyrch generated and tested 18 hypotheses of
which 11"6‘ were based on the Hurder (Note 1) model. The data were analyzed
using s::.mple correlation techniques. . :

Pyrch (1974) tested three hypothesized r;alétionships pertaining to
access variables. Staff ratio, based on cbjective data, was not found& to
be significantly ‘related to the regular classroom teachers' perceived
rate of service delivéry, nor was a second access variable, time lapse
between service request and -service delivery. He did find, however, that
the perceived availability of the resource room teacher was si_gnificantly
related to the perceived rate of service delivery. |

Pyrch's findings supported the hypothesized relationships between
dispositional variables and the rate of service delivery. He found that
regular classroom teachers perceived a higher rate of service delivery

from resourc‘é/room teachers whom they perceived as personable. He also

found that teachers' attitudes toward the uniierl_ying corcepts pertaining

to resource room services were significantly related to perceived rates

of service delivery. That is, teaéhers who recognized the importance of
learning disabilities methods and techniques tended to think of resource
room services as being more effective.

Pyrch (1974) also -tested seven hypotheses within the perceptual
field of the resource room teacher. This part of his study dealt with
self-perceptions by the resource room teacher since they did not provide
services to the classroom teacher. Five 6f the hypothesized
relationships were parallel to hypotheses in the regular classroom

teacher perceptual field and were based o'n the Hurder (Note 1) model.
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1:yrch failed to obtain sﬁatistically significant correlations for any of
the seven hypotheses, a fact which he attributed to the failure of his
instrument adequately to discril;ﬁnate amorgy responses which showed little
variability. However, it should be pointed out that these hypotheses do
not. derive logically froﬁm the Hurder (Note l-) paradigm in that the
paradigm states that service flows from the producer to the consumer and
clearly asgumés the interactive nature of the relationship between the
two. This failure to respect that basic assumption would appear to
represent a fundamental limitation of the Pyrch (1974) study and may
account for the lack of siéﬁificant findings ‘within the relsource room
teacher pe.rceptual field.

Otuyelu's (1976) study proposed to determine what factors were
related to the gielivery of resource teachers' c.onsultant services and
whether the Hurder (Note 1) model could be L‘lsed in the evaluation‘obf
their delivery. He generated and tested six hypotheses basc_ed -on fhe‘
Hurder (Note 1) model using correlational techniques. Eighty-one regular.
classroom .teachers were asked to rate 9 resource teachers in the Rosthern
and Saskatoon E:ast rural school uﬁits (5200 students). with respect to
their interpersonal relations, their performance ar‘sd_. the amount of

services provided.. Otuyelu (1976) failed to. obtain support for predicted
reiationships'between the access variables, staff ratio and time lag, and
service delivery. He speculated that the lack of significant findings
with respect to staff ratio may have been the' result of low variability
in the sampie (from 1:6 to 1:12). Otuyelu (1976) failed _.t__o‘-‘_obtain

f
significant findings with respect to the predicted relationship between

!

J
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the dispositional variable interpersonal relations and service delivery,
however his results did support the predicted relationship concerning
perceptions of resource teacher performénce. Ctuyelu (1976) dealt
primarily with the perceptual field of the classroom teacher (service
consumer) and his. major finding was that perfomahce was the single
factor sign'ificantly related to the delivery of resource teacher services.
These studies, however, left some important quéstidns unanswered.
Sanc:he. (1972) and Pyrch (1974) investigated the relationship between
certain access variables and  service delivery posited by the Hurder
paradigm. = Sanche (1972) predicted that distance between the producer and
consumer of a service would be inversely related to the perceived rate of
service delivery. His findings failed to support the relationship with
respect to the perceptual field of the teacber or to that of the spe.ciak
education consultant.. He stated (p. 39) “that this result was most likely |
attributable to the fact tha£ the school system in which the study was
carried out had made considerable effort administratively to provide
equal access to consultant services, thereby reducing any anticipated
variabilit‘y. Pyrch (1974j carried out his study with school-based staff,
hence distance was not a factor. The present study is carried out in a
sparsely populated rural area covering an area approximately four times
the geographical size of the .system studied by Sanche (1972). 1In
addition, the sample selected for f:he present; study is administered under
four distinct Jjurisdictions with no ' administrative 1links other than
thiough the administrative directives__established by the provincial

ministry of education. Thus, greater variability in the present sample

with respect. to the access variable "distance" is anticipated.
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Sanchg (1972}, Pyrch (1974) and Otuyelu (1976) invesE}gated the
relationship between the access variable "staff ratio" and service .
delivery within the perceptual fie}d of the service consumer ({classroom
teacher). Sanche found the relationship to be significant while Pyrch's
findings aﬁd those of Otuyelu failed to substantiate a significant
relationship. Sanche also investigated the relationship between staff
ratio, and service delivery within the perceptual field of the service
p;qgucer kspeciél< education consultant). His findings failed to show
siéﬁf%icance, a fact which he attributed to the administrative structure
which attempted\ to ensure equal access to the special education
consultants by establishing variable staff ratios for each consultant.
In the presegt study the staff ratios of the four districts vary widely
thus an indication of the relationship between staff ratio and service
delivery suggesteq by the Hurder paradigm is anticipated.

Neither Sanche's (1972), Pyrch's (1974) nor Otuyelu's (1976)
findings were able to substantiate a signifiéant relationship between the
‘time lag for service delivery and the perceived rate of service
delivery. Time'iag is the lapse in time, between a consumer's (classroom
teacher) réquest for service and the producer's ({(consultant/resource room
teacher) fulfillment of the request. Since time lag would seem to be a
function of both distance and' staff ratio, it may well 'be that the lack
of a significant relationship between this variable and the rate of
service delivery in two of these studies (Sanche, 1972 and Pyrch, 19
can be attributed to the fact that distance and staff ratio were adminis-

tratively equalized across the districts studied. In the present study,
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as previously mentioned, no such adminis'trative attempt at equalization
is practised hence a greater variEbility is anticipated. —
Distance, staff ratio and time 4dag are three important variables
‘which pertain to the access to services. Pyrch (1974) studied another
general access variable "availability”, and fpund, as predicted on the
basis of the Hurder paradigm, that teachers p'-erceived a greater rate of
ser\;.ice delivery from those resource room teachers whom they perceived as
available when needed. The present study will investigate this general
access variable further by seeing whether the perceived availabii-ity of
the consumer (classr;)om teacher) to the producer (resource téacher) as
well as the availability of the producer to the cobsumer are
significantly related to the rate of service delivery as suggested by the

Hurder paradigm.

i

The Hurder paradigm predicted that once access to ‘services (or,
potential service) has been achieved, then the final determinant :of
service delivery is disposition. Disposition variables e. those
variables which pertain to the acceptabiiity or suitability of the
service as seen by the consumer as well as the producer of the service.

Sanché‘s (1972) findJ:.ngs ~confirmed the effects of certain
di;.spositional variables in the classroam teacher's faerceptual fi‘eld..
_ That is, he. found -tha/t a significant positive relationship existed
between "i;.he teacher's perception of "the consultant's ability in
interpersonal relations and the teacl"xe‘r's perception of the rate of

service defiVery. He also found that the teacher's perception.of the

consultant s performance, or ability to carry out the assigned functions,
‘ i \ .



ability  in interpersonal relations ‘and the consultant's percepticn of the
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was significantly related to the teacher's perception of the rate of .
service ‘delivery. These relationships remained significant when the k

h e .

effects of the access variables were removed. As mentioned’ above

(p. 44 supra) Otuyelu .(1976) obtained similar findings with respect to

_the performance variable.

Sanche (1972) found a significant positive relationship between the.

/

special ed%%:atign consultant's percéption of the class:j‘om teacher's

rate of service delivery. He also found a significant positive
relat|ionship betweer_m the special'education consultant's perception of the
classroom teacher's performance and the consultant's perception of the
rate of service delivery. sHowever, when .the effects' of the access
variables were removed in order to meet the requirerpents of the Hurder‘
paradigm, (see p. 26, above) the relationship between consultant
perceptions of service délivery and dispositional’ variables was no longer
significant. ‘

Pyrch's (1974) findings support those of Sanche (1972) with respect
to the ‘relat'fOnshJ".p between interpersonal relations and the rate of
service delivery within the perceptual field of the classroom teacher.
plrch's (1974) findings, however, failed to support the pr;edictions with
respect to the relat-i.onship between the criterion variable and the
téaqher's perception of the resource room teacher's competence, Or
ability' to carry out. certain functions pe;:'taining‘ to exceptional
childfen. Some of the competencies investigated by Py;ch (1974) are

similar to "performance" items investigat " sanche . It may
_‘ 1l te "perf " it i igated by Sanche (1972).



well be that the competencies of the resource room teachers in the Pyrch
(1974) study were seen as less important to the regular classroom
teachers because of the relatively minor role played by the resource room

teacher with respect to the classroom teachers themselves, The resource

_room teachers in his study primarily provided direct services to children

whereas the spécial education consultanta, studied by Sanche (1972).

provided services to teachers. It would therefore séem reasonable to

suégest that when the producer (resource teacher in the present study).

. provides service directly to a consumer (regular classroom teacher in the

present study) the attitude of the consumer toward -the prbducer‘s ability
to carry out his task would have a significant impact on the rate of
service delivery. Since a major part of the fesource teacher's role, in
the présent study, is torprovide services directly to teachers, it is
anticipated that the perceived competence of the resource teacher will
bear a significant positive relationship to the rate of service delibery.'

Thus, the link between service delivery and the access variables so
far is largely conceptual. One hypothesis of Sanche (1972) supports the
link ("Staff Ratio") and one hypothesis of Pyrch (1974) ("Availabilityﬁ),
but even "availability" defined by Pyrch (1974) might have -more

disposition components as operationally defined by Pyrch (1974). The

* link between service delivery and the disposition wvariable has been

supported in part by earlier studies, but as mentioned earlier, the
findings to date have presented some inconsistencies. The - lack of
success in sustaining the hypotheses  mentioned above may be due to

methodological. problems and sample selection rather than to theory.
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A . major element of the Hurder (Note 1) paradlgm which was not
examined directly by the earlier studies is the organization variable,
The Hurder~parad1gm suggests that organization is a meta-gservite entity
which encompasses and interacts with both access and dispositional
variables.. This effect can be inferred fr;n Sanche's (1972) findings
with respect to the relatlonshlp between staff ratio (an access varlable)
and the perceived@ rate of service delivery, as nentloned earller {Equal
access to the consultants had been administratlvely‘assured). Pyrch's
(i974) findings indicate that certain teacher attitudes {disposition
variable) towards resource room teacher services, such as;the attltude of
regular classromn teachers towards certain remedial reading technlques
used by the resource room teacher, are 51gn1f1cant1y related to the
perceived rate of service delivery. In this. example as well,
organization may be seen to act directly upon the variable. By means of
1nserv1ce training ‘a school district can provide its teachers with
information about remedial reading techniques. This in turn could dispel.
fears held by the classroom teacher about the resource teacher's remedial
methodologies and thereby 1mprove service delivery, P

The admlnlstratlve and organizationml problems faced by school
systems in rural ‘and sparsely.populated areas have been mentloned earller
(Pp. 4-6 supra) and include both physical and human factors. The impact

of some of these factors on rural service delivery within the context of

the Hurder (Nofe 1) paradigm is examined in an exploratory way in the
present study.,
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Hurd;er (Néte 1) has speculated that in larger organizations the A-P
objective (staff‘, program, etc) is emphasized whereas in smaller
organizations tl';e C-P objective (service to the individual‘ éonsumer)'
receives more emphasis. While larger systems would no doubt maintain
that they too are concerned yv;ith the actwal services received Ly
individual consumers, it is safe to say that the central office staff in
large organizations are less exposed to the individual consumer. 1In a
small rural school district, however, the individual consumer is more
likely to be personally known to the administrative staff and the actuai
services.delivered take on a much more direct, personal nature.

The present study will investigate the effect of the organization
variable on servicne,delivery_ as posited by the Huraer paradigm., Five
items in the Data Collection Instrument (DCI) ‘used in the present study
pertain to the organization of services for children with learning
difficulties., Two of these items concern the resource teacher model used
(see- DCI #27 and #28, Form A), one item concerns the support services
available (see DCI #29 Form A) .and two items concern the conmitnment by
lecal 'and district level administrators to the resource teacher program
(see DCI #30 and #31, “Form A). It is anticipated that the findings will
lend further suppdrt toc the Hurder paradigm by demonstrating a link
between certain organizational practices and the rate of service delivery
for exceptional children. ,

With the ex&ption of the Otuyelu (1976) study, the above-mentioned
studies were carried cut in relatively densely populated districts in the

States of Iowa and Illinois, The Joint County School System (JCSS)

v

*



studied by Sanche (1972) comprised a student enrollment in excess of
75,000 whereas the total student enrollment in the four districts‘
comprising the present study is legs than 8,00('; in an area about four
times as largé as that of thé JCSS. The JCSS consists of a number of
large, densely populated urban centred school districts:.l In sharp -
contrast the school districts comprising the __present study are much

smaller organizations each serving a large, rural, sparsely populated

area.

Purpose of the Study

" The primary purPOSe of the present study is to determine the
validity of the Hurder (Note- 1) paradigm by invest:igatJ'.ngK the working
relationships between the resource teacher and classroom teachers in the
delivery of services to exceptional children in rural Quebec.
~ "I'he étudy, will investigate further the relationship betweén access
variables, disposition variablss and service delivery p;osited by the

Hurder (Note 1) paradigm, The study will also investigate an additional.

element of the paradigm, namely, the organization variable influencing

service delivery.
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Hypotheses ‘ . )

Classroom Teachers' Perceptual Field

-4
-
In rural areas, there is a significant

negaﬁive relationship between
distance and teacher perceived rate of service delivery.

In rural areas, there is a significant positive relationship between
staff ratio and teacher peéceived rate of service delivery.

In rural areas, there is a significant negative relat%onship between
service delivefg time lag and teacher perceived' rate of service

delivery. - . ¥ '
In rural areas, there is a significant positive relationship between
teacher perceived availability of éhe resource teacher and teacher
perceived rate of service delivery.

In rural areas, there is a significant positive relationship between
teacher peérceptions of intgrpersonal relations and teacher perceived
rate of service delivery.

In rural areas, there is a significant positive relationship between
teacher perceptioné of performance and teacher perceived rate‘ of
service delivery.

In Yural areas, there-is a ;ignificant posipive relationship between

teacher perceptions of organization and teacher perceived rate of

service delivery.
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Resource Teachers' Perceptual Field

8.

10.

) lll

12.

13.

14.

In rural areas, there is a significant negative relationship between
distance and resource teacher perceived rate of service aeliﬁery.

In rural areas, there is a significant positive ;eiationship between
staff ratic and resource teacher perceived réte of service delivery.
In rural areas, there is a significant negative relationship between
service"delivery time lag and resource teacher perceived rate of
service delivery.

In rural areas, there is a significant positive relationshié between
resource teacher perceived availability of' the regular classroom
teacher and resource teacher perceived rate of service'delivery.

In rural areas, the;e is a significant positive relationship between
resource teacher perceptions of classroom teacher interpersonal

relations and resource teacher perceived rate of service delivery.

In rural areas, there is a significant positive relationship between

resource teacher pef&eptions of teacher performance and resource

teacher perceived rate of service delivery.
In rural areas, there is a significant positive relationship between
resource teacher perceptions of organization and resource teacher

perceived rate of service delivery.
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Operaticnal Definitions

Resource Teacher - a broadly-trained specialist and certified

teacher, a 2major part of whose responsibility is to work in a
collaborative facilitative role with regular classroom teachers.

Data Collection Instrument - A semantic differential scale adapted

and modified from Thomure (197)), Sanche (1972), Pyrch (1974), and used

to gather data fof the present study (See Appendix A).

Criterion Variables

Teacher Perception of Rate of Service Delivery - The sum of the

totals professional interactions between the resource teacher and the-

cl;ssroom teacher and children. This includés services at the classroom
teacher's request and at the resource teacher's initiative for the three
terms of the school Qear, as estimated by the classroom teacher. .That
is, the sum of all responses for items $32, 33, Form A. |

Resource Teacher Perception of Rate of Service Delivery -~ The sum of

the totals of profeésional interactions between the resource teacher and
the classroom. teacher and children. This includes services at the
classroom teacher's request and at ﬁhe resource teacher's initiative for
the three terms of the school year. These estimates by the resource
teacher are based on available logs kept by‘the resource teacher. The
_sum represents the total of %ll responses for items #32, 33,

Form A. Y



55

Access Variables

Distance - The time required to travel between the resource teacher's

principle office or iocation and tﬁe school in which service is being
.

rendered to the regular classroom teacher.

Staff ratio - Ratio of resource teachers to regular classroom

teachers.

Service delivery time lag - The time lag in -days between the time

that a request for resource teacher service was made by a reqular
classroom - teacher and thg time that the service was provided by the
resource teacher. Classroén; teacher perceptions of the time lag refer to
Form A, item 34 and resou'rce teacher perceptions of the time lag refer to

Form B, item 29 of the Data Collectién Instrument.

Availability - The perception that the teacher, or the resource

teacher, is always available for consultation when needed. Classroom
teacher perceptions of availability refer to Form A, item 26, and

. S
resource teacher perceptions of availability refer to Fomm B, item 26.

Disposition Variables

Teacher ﬁerceptions of Interpersonal Relations - Regular classroom

teacher ratings of resource teacher interpersonal relations (the average
. phy

_-of scores on Form A part 1, questions 1-10 of the data collection

instrument) .

Resource Teacher Perceptions of Interpersonal Relations - Resource
teacher ratings of the regular classroom teacher's interperscnal
relations (the average of scores on Form B, part 1, items 1-10 of the

data collecticn instrument).
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Teacher Perceptions of Performance - Regular classroom teacher

ratings of resource teacher competence in specific areas of knowledge and

in the performance of specific tasks (Form A, part 2, the average dfff?"

scores on questions 11-26 of the data collection instrument).

Resource Teacher Perceptions of Performance - R&ésource teacher

. ratings of the regular classroom teacher's competence in specific areas
of knowledge and in the performance of specific tasks (Form B, part 2,
~d ,
the average of scores on questions 11-26 of the data collection

instrument) .

Organization Variables

TEaéher Peréeptions of Organization - Regular classroom teacher
ratings of factors éertaining to the organization of programs and service
for children with learning‘difficulties in their own teaching situation
(tﬁéfaverage of scores on Form A, itéms 27-31 of the data collection

instrument) .

Resource Teacher Perceptions of Organization = Resource teachéf
ratings of factors pertaining to the otganization of ‘programs and
services for children with learning difficulties in the school of the
regular classroom teacher ‘being rated (the average of scores on Form B,

part 4, items 1-5 of the data collection instrument).

-
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CHAPTER ITT

RESEARCH METHODS

Population and Sample e

For purposes of the present study it wés'heceséary to select a
jurisdiction which was large enough to provide suitable numbers of rural
schools using the resource teacher model of service delivery. It was
also considered useful to have a jurisdiction large enough to obtain
districts with a variety of instructional and support services in order
to test the Hurder (Note 1) paradigm with respect to organizational
variables which‘might effect service delivery.

The jurisdiction selected was the Province of Quebec, Canada, in
which a provincial ministry of education provides services through 9
regional offices. The regional dﬁfices provide - liaison and
administrative support for a number of regional and local school boards
identified on a confessional basis as Roman Catholic or Protestant for
instructional purposes.

‘The Protestant school boards selected for the.present study provide
inétruction in the English language, for the most part, and constitute a
minority (less than 20%) of the province's population. More than half of
the English-speaking Protestant population 1lives on the Island L.“,Qf
Montreal and is served by three large urban school boards having student

populations (elementary and secondary) ranging from approximately 8,000
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to 40,000. The rest of the English, Protestant population lives off the~
Island of Montreal and, with the excgption of some schools within the
off-island netfbpolitan area close toHMontreal, ar;\widely.scattered in
small English-speaking_cdmmunities or in small pockets of English people
in larger French-speaking communities, Muchjof this population is rural
ard is situated in varying degrees of remotenéss and isolation with
respect to the ﬁajor urban centre of Montreal.

Of the fifteen Protestant school boards serving the needs of the
English-speaking minority off the Iéland of Montreal, all of them had
émall elementary rural schools within their jurisdictions. None of these
rural elementarylschools had more than 250 students. Of the 15 school

boards studied, five were identified as using the resource teacher model

of service delivery, and one of these was excluded from the study because

5

of the author's role in initiating and developing the model in that

district.

Three of the four school boards studied offered services té both
elementary ' and secondary level students, the fﬁurth beard oféering
elementary education only. The study was limited to the elementary level
and a total of five resource teachers were identified as meeting the
criteria. for resource teécher as defined in the present study. Two of
the. resource teachers were school-based and three were itinerant. In the
case of the itinerant resource teachefgr“two of theﬁ served in excess of
50lteachers each which would have made application of the DCI to all of
their teachers inqrdinately time consuming and demanding for the resource

teachers themselves. In those two cases, schools were selected by the
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A
special education administrator, taking into account the amount of time

needed for the study, constraints imposed b; teacher union and schocl
board relations in t;he wake of a particularly difficult period of labour
negotiations and other considerations of a i:ractical nature.

Seventy-two ciassroom teachers receiveé services from the 5
resource teachers, t';hus there were 72 possible classroom teacher ratings
of resource teachers and | 72 possible " rescurce teacher ratingls of

classroom teachers. Since only 5 resource teachers provided the 72

ratings of the classroom teachers, this could affect the outcomes ofarthe

v present study. It was assumed, nonetheless that resource teachers, who

worked closely with the classroom teachers, were able to rate them
A .

e

independently, thus providing for 72 independent resource teacher ratings

of classroom teachers.

Data Collection Instrument {(DCI)

" The Data -Collection Instrument (or, DCI) used in the present study
is a four }gart guestionnaire in which form A is provided for .clagsroom
teachers and form B for resource teachers (see Appendix A). Part I, 10
items, of both forms, measured perceptions of interpersonal/personal

'relafions; part II, 16 items, of both forms, measured perceptions of
competence- in the area of knowledge and performance of specific tasks;
part III of form A and par}: IV of form B, 5 items, measured perceptions
of factors in the organizations of programs and services; and part IV of

form A and part III of form B, consisted of 3 items pertaining to

estimates of the amount of services delivered and the time lag between
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service requéSt and delivery. Additional comments are invited from the -

respondents on a final page of the DCI.
The four parts of the DCI and the items contained in each part are
shown in T-able 2. The first two parts of the DCI have Ab‘een.adapted from

the Data Collection Instrument (jIhanure, 1971) used to measure

perceptions of supervi.sory behavior in a national sample of supervisors
of teachers of the deaf. These parts of the instrument developéd by
Thomure (1971) have been modified so és to include only thosg items which
are relevant to resource teachers as definedﬂ in the présent study.
Interpersonal/Personal characteristics items in part I have been used by
Sanche (1972) in a study of ‘consultant behavior as pe’r_ceived by teachers
of the educable mentally betarded and tlr':ese items were also used by Pyrch

(1974) in a study which investigated classroem teacher. attitudes toward

the resource room as a means of service delivery. The ten items in part

"I are'virtually unchanged from the Thomure (1971) instrument.

A

L
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TABLE 2
- DATA COLLECTION INSTRUMENT (DCI) LIST SHOWING SEC N AND ITEM CONTENT
. Interpersonal/Personal - Competence in kno&ledge areas
_(Part I, Forms A and B) ' : and performance of specific
n 5 tasks (Part II, Forms A and B)
1. Receptive Communication 1. Teaching Special Skills
2. Expressive Communication 2. Curriculum Development,
3. Sensitivity : Children with Learning
4. Receptivity to Change . . Difficulties
5. Flexibility 3.” Child Development, General
6. Self Confidence 4. Psycho-Social Development,
7. Réliability Children with Learning
8. Initiative . Difficulties
9. Enthusiasm . . 5. Diagnosis and Assessment
10. Creativity g of Learning Problems
y 6. Remediation of Emotional
Organization of :Programs Services for Problems
Children with Learning Difficulties 7. Remediation of Learning
(Part III, Form A; Part IV, Form B) . Problems 7
' 8. Planning )
1. Resource Teacher Role i 9. Thoroughness
2. Mainstreaming ’ 10. Communication, -
3. Support Services / Organizational
(Psychologist, etc.) , 11. Program Evaluation
4, MAdministrative Support, - 12, Comminity Relations.
School Level 13. parent Relationships
5. BAdministrative Support, _ 14. Classroom Cbservation
District Level C Activities
15. Consultations with
Sexrvice Delivery Teachers/Resource Teacher
(Part IV, Form A; Part III, Form B)
1, Services to Teachers Availability . ~
2. Services to Children {Part II, Item 26, Forms A
3. Service Delivery Time Lag and B)

* [
. »

A
A
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The second part of the instrument dealing with the perception of
canpetence: in specific areas of knowledge and in the performance of
specific tasks is modellpd after the Thomure (1971), Sanche (1972) and
Pyrch (1974) instruments, but a number of modifications were neces;;fy.
Since Thomure's (1971) instrument dealt with supervisors of teachers of
the deéf, térms such as "deaf" children were changed by Sanche (1972) to
"EMR" children and by “Pyrch (1974) to "handicapped" children. In the
present study, "children with learning difficulties" is us.éd. The term
“children with learni.ng difficulties" is ffalt to be more appropriate to
the broader classification of children having some form of special need,
: learm:.ng disability or handicap as ekggntered by the resourcé teacher
serving the needs of both “regular" and "special education" children and
class teachers. Further, since all of the rural schools studied have
vei:y little a;:Cess to a broad ramge of catfagorical speciall classes, the
term "children with learning difficulties" is more descriptive and
.inclusi\;e hence less confusing to the respondents.

In aédition to modifying specific terms to correspond to the rural
_resourcé teacher situation under investigation, it was also necessary to
modify the content of the items in order to reflect the nature of the
competencies of resource teachers. Thomure (1971) used 8 items referring
to "specific areas of knowledge possessed by the supervisor" and another
15 items referring to “"performance of specific tasks" (pp. 64 & 66), and
this division into "knowledge" and "performance" areas was also uéed by

Pyrch (1974)? Descriptions used to characterize the bi-polar adjectives

used in the scale, however, indicate that this distinction -between
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"knowledge" and "performance" may have been little more than semantic in
nature. For example, in the‘a;:ea' of "KNOWLEDGE", frequent use is made of
the description "demonstrates knowlgdge cf approaches (techniques,
etc.)". Sanche (1972) has resolved this matter By refefring to both
"knowledge" and "performance" ghnply as "PERFORMANCE" (Sanche 1972, p.58).
- In the present study the instrument is intended to reflect.the concept of
competencies required of classroom teachers, special education teachers
and resource teachers in teaching children with learn.ing difficulties.
These competencies must include both demonstrated knowledge and the
performance of specific pertinent tasks. 'I‘h‘us, the instrument used in
the present study combines the two concepts in part II, consisting of 16

items, referred 4o in 'Table 1 as Competence in knowledege areas and

performance of specific tasks..

The first eight items in this part are derived from the Thomure
(1971) instrument and ;vere also used by Pyrch (1974). Charges in the
woéding of poljr adjectives and ' changes in the descriptions o.f the
adjectives were made to render them more appropriate to the cpntext of
the preSent. study. These eight items. refer to a broad base of general_
knowled;ge requisite 't_o the instruction‘ of children with l‘earning
difficulties. In the DCI developed for the present.. study, the titles of . ‘

items 6 & 7 bhighlight remediation and item 5 highlights diagnosis and

assessment, both of which .are seen 'as important in resource teacher
competencies. A number of supervisory functions were included in the
Thomure (1971) and Sanche (1972) instruments which are not pertinent to

the resource teacher model in the present study, hence, "delegation of



duties", "staff participation in goal sett:i'.ng" and a number of similar
items were deleted.
L

The remaining items pertaining to competence in the 'present
T T

instrument were adapted from the Thomure (1971}, Sénche“".(l9'i"2’)~' and Pyrch

o -

(1974) instruments to reflect all of the méjor competencies of resource
teacher.:s suggested by the literéture.. The clusters of resource teacher
competencies derived_from current literature on - the subject by Neely
(1979) were c;arefully reviewed and compared with ‘the coﬁlkﬁetency iteﬁs in
Thomure (1971), Sanche (1972) and Pyrch (1974). Further, refinements to
the wording of items in the earlier instruments were made in order to
reflect the collaborative, tfac.ilitative- role of .the resource teacher.
Review of ‘the first draft of the instrument was made by 1)} resource
teacher; working in- rural areas and i)‘ special .education teacher
education personnel familiar with rural areas. While 'some minor
refinements to the w_ording of various items were suggested,' one. item
needed modification and emphasis. This item (DCI $422) pertained to
comunity- relations. While Thomure (1971) and sanche (1972) both
included items on "public x“@iations", it was the strong feeling of the -
knowledgeable rural educators consulted that ;’.n order for any rural
consuli:ant to be effective, a clear understaﬁding and respect for local
comunity needs and values is essential. Accordiﬁg to these sources and
the personal experience of the .author, the resource teacher in rural

areas must be seen by _those with whom he/she works as aware of and

sensitive to local needs and values, hence the wording of item #22.
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The part of the instrument dealing with organization of programs
ard services for children with learning difficulties contains five items

consideréd by the author to be important organizational factors in rural

resource teacher service delivery. PyrchL (1974) found significant

relationships between perE:eived rate, of service delivery and teacher
at'titur;ies' towards the role of the resource teacher, and mainstreaming.
Teacher attitudes, the provisioﬁ of backup services and administrative

support were found to be important organizational factors in resource

“teacher service delivery using the SEECC model in Saskatchewan (Mcleod et

al., 1979).

R .

The sca}e used in the DCI is a seven: point semantic differential

scale with bi-polar adjectives which identify extremes of judgment, each

point on the scale representing a level of intensity and direction of the
judgnent of the respondent (Osgood, Suci, and Tannebaum, 1969). Each

item contains a heading which "identifies the topic, bi-polar adjectives -

which indicate the appropriate logical extremes of opinion, and
descriptions wﬁich provide clarification of the extreme positions. The
response is indicated _in one of seven positions shown including a neutral
mid-point marked "N". Directions to the respondents include an
explanaition of the semantic differential scale and an example.

Thomure (1971) obtained reliability coeffic_ients of from -.713 to
.246 on the sub-§ectiops of his instrument, while Sanche (1972) obtained
ratings of .979 to .988 and Pyxch (1974) obtained ratings of .B47 to .940
on ;:ﬁé first two parts of the instrument (Interpersonal/Personal
Relations and 'P,erforrﬁan(‘:e) . These da£a are presented in Table 2 and are
based on.the Horst (1949) procedu;:e (Thomure_, 1971, pp 30; 72-73; SBanche,

-

1972, p. 44; Pyrch, 1974, p. 42).
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TABLE 3
» ‘ CbEFFICIENl‘S OF RELIABILITY E.OR' THE THOMURE DCI USING 'HORST PROCEDURE
| ' AS REFORTED BY THOMURE (1971), SANCHE (1972) .AND PYRCH (1974)
B Thomure @  Sanche P Pyrch © ;
Category ' Form A/Form B Form A/Form B >
I Interpersonal/Personal .924 .985  .987 940 847
II Command of Knowledge = = .713 ° not testéd .919  .858
III Performance of Administrative ,787 . _ not tested
Functions
.979  .988 ,
IV Performance of Direct .849 not tested

Supervisory Functions

Note: a) From "Supervisory behavior as perceived by academic teachers in
schools for deaf children" by F.E. Thomure, 1971, p. 30.
b) From "Eeiivery of consultant services as perceived by teachers
of the educable mentally retarded" by R.P. Sanche, 1972, :p. 44. L.
‘ c) From "Analysis of the'resource room as a discrete nechahism of
i : ) service delivery" by 0.S. Pyrch, 1974, p. 42.
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Because Part I (Form A & B) of the present DCI is virtually the same
as that of the Thomure ({1971) instrument and Part II (Form A & B)
contains most of Thomure's (1971} items with modifications to “the
descriptions given and added items to reflect the content of the resource
teacher functions, there is reason to believe that the instrument will be
reliable in the present context.

Content validity of the present DCI was assumed after preliminary
versions were submitted for critical rev%ew and suggestions to
knowledgeable; experienced educétors and teachers, as mentioned earlier
(p. 64 supra). Construct validity stems from the work of Thomure (1971),
Sanche (1972), Pyrch '(1974) and from the present study and is'evidenced
by the fact that the theoretical bases of the studies cited have been
supported through use of the instrument.

d

Data Collection Procedures

The first contact with school boards was used to determine whether
the resource teaqher model was beiné used in the delivéry of. services to
exceptional children. For each'Of the four school boards so identifiéd a
follow-up visit was made to the administrator }esponsible for special
education services in order to explain the purpose of the research and
obtain approval for the undertaking of the study within each jurisdiction.

This was followed by a formal request to senior administrators in cases

where this was advised by the special education administrator.
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A subsequent meeting was then held with the resource teacher in order
to describe the project and explain just how much of her time would be
involved in participating in the projet. Participation in the project
implied a consideralbe expenditure of time and effort by the resource
teachérs, and their good will and voluntary participation in the project
" were essential. The high level of interest and support for the project

shown by the resource teachers was reflected in the willingness with
which they undertook thé time-consuming task of completing the DCI's of
the séyeral teachers they were rating.

A DCI was distributed to each classroom teacher ; served by the
resource teacher by visiting the schools concerned, meeting the Principal
and, in several cases, meeting the teachers to briefly describe the
nature of the intended res'earch. _Letters to teachers and resource
teachers accompanied the DCI (see appendix D) and stamped, addressed
Uenvelopes were provided for the return of the DCI. |

Because the DCI was distributed to schools as late as the ‘third week
in June immediately prior to the summer break, it was anticipated that
same tea‘lcher:é"' mighﬁ not- have time to respond. Thus, in September, a
‘follow-up letter was sent to everyone whose regponse had not béén
received. This follow-up increased the rate of participation, and at the
same time revealed that mani} responses had fallen prey to a labour
dispute and subseguent problems in the postél service, the DCI's having
been posted but never received. ' Finally, data pertaining to _t-:he_’

qualifications, experience and age of each of the participants were

obtained by contacting the school boards. All data were then placed on
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master lists and entered as raw data using Wylbur semi-interactive

language on the computer terminals at the University of Ottawa.

I Y

Treatment of the Data

For purp&ses of scoring the first three parts of the- Data Cwllection
Instrument, Form A and Form B, the semantic differential scale was
transforined to numericalrvglues by assigning values of 1, 2, 3, 4, 5, 6,
and. 7 to the seven sfeps‘of each item. In each .case 1 was the value
assigned to the blank closest to the negative adjective and 7 was
assigned the blank closest to the positive.adjective. Each item in parts
I, II and III was sccred in this manner and the average for each of these
subsections was founé (I- interpersonal relations; II- pefformance;

III- organization).

SpPSS (Statiﬁtical Package for the Social Sciences) programs were used
in subjecting the data to correlational analysis (fearson Product Moment
Correlation) in testing hypofheses 1-14. Within the classroom teaqhers'
perceptual field (hypotheses 1-7) the criterion variable was teacher
perceived rate of service delivery, whereas within the resource teachers®
perceptual field (h§potheses 8-19) the criterion variable was resource
teacher perceived rate of service delivery. The access variables
distance and staff :atio were obtained from information gathered from the
central office of each school district. The aécess variables time lag

and availability were obtained from the responses to the DCI and

represent perceptual data of the respondents.
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In order to test hypoéheses 7 and 14 more fhlly, data concerning the
number of specialists in the‘pupil personnel services (PPS) staff were
obtained from the central offices of the school distriéts concerned.
These data were then entered and additional correlational analyses were
performed. All correlations were tested at the .05 level of significance.
Finally the data for Form A apq}form B were analysed separatély using

SPSS programs to establish the reliability of each form.

i,

1
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Returns

CHAPTER IV

- RESULTS and DISCUSSION

[

. 7

Every attempt was made in the preseﬁ@ study to obtain a high rate

of return. Given the geographic distribution of the schools, -labour

strife in the teaching ranks at the time and a postal strike, many

8
barriers had to be overcame.

Table A presents the number of regular

classroom teachers and resource teachers in the original sample and shows .

the rate of return.

TA%PE 4

RATE OF RESPONSE BY DISTRICT AND FORM USED

»

District

Form A

Classroom Teachers

-Sample

Size

16
12
13
31
72

No. of Useable
Responses

16
11

22
57

Rate

100%
67%
85%
71%
79%

Form B

Resource Teachers. -

No. of
Resource
Teachers

m o= = RN

No. of Ratings
of Classroom
Teachers

16
12
13
31
72

Rate

100%
"100%
100% -
100%
100%
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A good initial rate of retutn was realized, however a :follow-up
letter was sent aﬁa telephone calls were made to some of the schools.
This resulted in the diécovery that many of the missing forms had been
sent by tthteachers and subsequently lost in the mail. In one case all
of .the_ returns for one schgol (12 teachers) had been mailed in one
package and subsequently lost in the méii. In this case, a second
naiiing was made to the school concerned and the teachers consented to
£1il]l out the questionnaires a second time.

Of the 16 claséroomyteéchers' returns whiéh were not useébie, 13
were missing and three were returned iﬁéomplete with an explanation that
the resource teacher's services did not apply to their teaching situation. ‘
‘Thus a high rate of return from classroom teachers was realized (78%
usedble) . .

The 5 resource teachers completed questionnaires rating each of the
teachers (72 in all) to whom they provided services. Telephone célls
were mader to individual resource teachers to clarify any ambiguous
responses or to gather data on any missing responses. The rate of

useable returns from resource teachers was 100%.

Reliability of the Instrument

The reliabilitg of the Thomure (1971}, éanche (1972) and 'Pyrch.
(1974) data collection instruments has been ﬁentionéd earlier (p. 60).
Spearman-Brown split-half co-efficients were computed for Parts‘I; II and
III of Forms A and B to estimate the reliability of the scales. The

results are shown in Tahle 5.
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TABIE 5 - .

RELIABILITY OF THE THREE PARTS OF FORM A AND FORM B
OF THE DCI USED IN THIS STUDY

o K1

Form | ‘ T Spearman-Brown
) Split-half co-efficient

Form & @ (Classroom Teachers)

I ' 0.862
Ir 0.871
III1 ‘ 0.802
Form B b (Resource Teachers)
I , : : 0.924
II ' 0.883
IV * <. . 0.449 .
a) n=52 .
by n=72"

‘Part I of the DCI used 1n the present study was derived from Pa;:t I
of the"Ithure'_ (1971), Sanche (1972) and Pyrch (1974) instruments as
shown in Table 3, and the 'ol.atained co-efficients @reliability are
similar. Part II.of the DCI used in the _present study { been derived
from Parts II, III and IV of the Thomure (1971) instr nt, 4nd f.rom Part
IT of the Sanche (1972) and Pyrch (1974) instruments with the limitations

mentloned earller {pp. 55-60).

W

‘ The reliability of Part II of the DCI used in the present study '
also compares {:’avo;:ably with the reliability of the instruments used by -
the above-mentioned researchers. . ‘

Part III of Form A and Part IV of Fsm B of the DCI représsnt
organization items not covered by the above-mentioned investigators. The

co—éfficient- of reliability for Part III of Form A is within reasonable

limits, however the co-efficient of reliability for Part IV of Form B is



consistency within theé five items comprising the scale, These five items

considerably lower. Whereas Part III has a degree of reliability with

. the classroom teacher group (Form A), the reliability with the resource

. A} .
teacher, group (Form B) is too low and suggests a lack of internal

therefore will be reviewed individually in testing hypothesis 14,
bata for this study were analyzed from two separate perceptual

fields, namely, that of thé consumer of services (classroom teacher) and

that of the producer of sérvices (resource teacher). Hypotheses 1-7
pertain to.the perceptual .field of the classroom teacher and the data

were obtained- from classroom teacher respon;eé to Form A of the DCI.

}ﬁrpotheses 8-14 pertain to the perceptual field of the resource teacher

and the data were obtained from resource teacher responses to Form B of

the DCI. Means and standard deviations for each wvariable are appended

1

(Appendix G). e \

Classroom Teachers' Perceptual Field:

Results o " I ‘ ' s
Within the teachers perceptual field, hypolﬁl@?l -4 pertam to
access variables, hypotheses 5 and 6 pertain to dispositional varlables

and hypothesis 7 pert'ains to organization variables. TabI"e 6 provides a

‘breakdown of the results of the testing.

1. In rural areas, there i$ a significant negative relationship between
distance and teacher perceived rate of se;vice delivery.

- " Hypothesis 1 predlcts that «ass 4 1stance increases, the rate of

|. e N

serv1ce dellvery percelved by the t &Z:her decreases Distance - is

operationally Qefined as the time required to t:ravel between the resource ‘

o

4

v

~
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teacher's principle office and the school. concerned. The distance
variable was ranked in fopr categories: 1) school based; 2) less than 1
hour travel required; 3) 2-4 hours travel required; and 4) more than 4
hé)urs travel required. Thirty-two per cent of the cases fell into the
first category, 55% fell into the second category and 13% fell into the
third category. No cases fell in the fourth category. .

The perceived rate of service delivery variable was operationally
defined as the total of all professional interactions including services
both to teachers and to ‘students over the pericd of one year.

The obtained Pearson product-moment cor;elatién {(r=-0.371) was
significant at the .005 ;'Level. This indicates a significant negative
relationship between distance and the criterion variable, teacher
perceived rate of service delivery and the hypothesis is therefore
supported. r.

'ﬂ’tis/ result lends support to the Hurder paradigm where Sanche

~(1972) and  Pyrch (1974) failed to obtain significant findings. As

anticipated, the wider dispersal of resource teachers and classroom.

teachers enabled a more caﬁplete study of the distance variable.

2. In rural areas, there is a significant positive relationship between
staff ratio and teacher perceived rate of service delivery.

Hypothesis 2 ﬁredicts that as the ratio of resource teacher to
classroom teacher “increases, there is an increase in the rate of. service
delivery perceived'by the classroom teachéx’:. "I‘he obtained correlation
(r=0.511). ig. significant at the .0001 l;evel and thé hypo'ﬂaesis is

supported.



Sanche (1972) had similar findings whereas Pyrch (1974) failed to

obtain support for his hypothesis.

. ‘ |
3. In rural areas, there is-a significant negative relationship between
service delivery time lag and teacher percelved rate of service

delivery.

Hypothesis 3 predicts that as the lapse in time increases between a

request—'for service and its delivery, the perceived rate of service

delivery decreases. ‘
Perceived time lag was ranked in four intervals: 1) less than 1 day:

7 2)‘2—5 days; 3) 6-20 days; and 4) more than 20 days.

The obtained correlation (r=-0.214) was not significant at the 0.05

level. Although the corrglation is negative, the level of_ significance

does not permit acceptance.of the h¥pothesis. Sanche (1972) and Pyrph'

(1974) obtaineq similar results.
A more detailed analysis of the data was performed by breaking down

service delivery (the criterion variable) into 1) services provided to

the teacher and 2) services provided to children. (The obtained '

correlation between time lag and services provided to teachers (r=-0.369)

is significant at the .012 level, while the correlation between time lag

-
and services to children ig not significant. . .
| oAt '
A further breakdown of the criterien variable was performed by

o

selecting only services provided to teachers which they had -requested (as
opposed to services provided on the resource teacher's initiativefi The
obtained correlation between time }ag and service to teachers requested

by the teachers themselves (r=<0.387) is significant at the .008 level.
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That time lag in resource teacher services to children is not

significantly related to the teacher perceived rate of service delivery’ '

is not surprising if one keeps in mind the fact that the pri;nary role of
the resource. teacher in this study is to provide services to teachers.

e Finally, a i;reakdown of the criterion variable into services
pr;ovided in the first, second and third terms was performed. The
obtained correlations for the first (r=-0.333) and third (r=-0.279) terms
a?‘e sigﬁificant at. the .025 and .049 levels r'e"spectively. The obtained
correlation for the second term was not significant, )

Thus, although the test of the hypothesis \using the total of
resource teacher services delivered as the criterion variable fails to
support the hypothesis, rionetheless the trend of the data supports a

negative relationship, and, some components of the total services

delivered are significantly correlated with time lag.

4. In rural areas, there i{s a significant positive relationship
between teacher—perceived availability of the resource teacher and
teacher perceived raté of service delivery. o

Hypothesis 4 predicts that the more a ‘resource teacher is seen to
be available when needed, the greater is the perc:e.ived .irate of s;vice
delivery. Ava{:ilability as used here is a general accesé‘ varial?le which
&ncompasses both physical and human factors in one pefceptﬁél rating.

The obtai_ned cor;elation (r=0.275) is significant at the .03 level
"and the hypothesis is supported. This finding is similar to that of
Pyrch (1974).
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The Ffirst four hypotheses posit relatioﬁéhips ‘wifh respect to
access vériébles within the perceptual field_Bf the claséioom teachers.
The access variables distancé, staff ratio and availability indicate a
significant relationship with the rate of service delivery, while Eime
lag does not. A£ the same time, however, the acceés variable time lag is
lsaen to bear a significant relationshiplto importan; componeﬁts of the

criterion variable as posited by the Hurder paradigm.
A\

‘i

\

5. Tn rural areas, there is a significant positive relationship
between teacher perceptions of interpersonal relations and teacher
- perceived raterof service delivery. .. ;

Hypothesis 5 predicts a positive relationship between teacher
'Ception of resource teacher interpersonal telations“ﬁa dispositiéhal'
| @griable) and the criterion variable. The obtained éorrelation {(r=0.379)

is signi?icénh-a; the .004 iével and the'hypothesis is supported.
- This. Einding further confirms the findings of Sanche. (1972) and
X Pﬁrch (i974) both of whom obtained significant correlations between

classroom teacher perceptions of the resource teacher’s interpersonal

relations and the rate of service delivery.

6. In rural areas, there is a significant positive relationship
between teacher perceptions of performance and teacher perceived rate
of service delivery. '

Hypothesis 6 predicts a positive relationship between the resource
teacher's competence, in specific areas of knowledge -and ability to

perform certain tasks (a dispositional variable) and the criterion. The

correlation obtained (r=0.43) is significant at the. .00l level and th?/““//_
. : : . I~
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hypothesis is supported. Sanche (1972) found support for a significant
positive reiationship between teacher perceptions of consultant
performance and rate of service delivery {Sanche, 1972, p. 5).' Pyrch's

(1974) findings failed to support a similar hypothesis.

The relationship between disposition variables and _service,delivery‘

was investigated. by hypotheses 5 and 6. The results provide further
g

support for this element "of the . Hurder paradigm which posits that the

attitudes of the service consumer towards the service producer have a

bearing on service delivery. N

7. In rural areas, there is a significant positive relationship
between teacher perceptions of organization and teacher perceived rate
of service delivery. ’

Hypothesis 7 predicts - a pbsitiva(relationship between factors

relating to the organization of programs and services for children with
learning .difficulties and the criterion. The correlation obtained

(r=0.299) is significant at the ;02 level.

The organization variable consists of 5 factors thought to be-

il&rtant in the organization of programs and services fg\):ﬁ children wilth
learning difficulties in each school. ' The data represen‘t:, the classroom
teacher's psrcépt;i‘on of the ‘level of organization support, based ‘on the
seven point semantic differential scale used i: the LCI.

Earlier discussion (pp. 34-36) has indicated the relationship that

exists, in theory,” between organization and service delivery. Since other

researchers have not investigated this relationship, these findings are

" particularly useful as support for this element of the-Burder paradigm.

L

L)

\...-/.‘
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‘hdditional analysis of this relationship may be useful. Table 7
pfesents the correlations obtained -between thg ofganization variable and
various componenﬁs of the service delivery (criterion) variable. Except
for services delivered to children, organization correlates with the

criterion variable components at the .05 level or better and the

hypothesis is supporEfé)/’(

TABLE 7

CORRE[LATTONS BE'IWE:EN ORGANIZATION VARIABLE AND VARIOUS COMPONENTS
OF SERVICE DELIVERY: CLASSROOM TEACHERS' PERCEPTUAL FIELD

~ Service Delivery Component Correlation Significance
. : r p
Services delivered (total) 0.299 0.021
Services to teachers - 0.291 . 0.019
Services to children (total) 0.174 ‘ 0.125
Services to teachers at '
teachers' request 0.328 0.010
- Services to children at :
teacher's request 0.165 0.131
Services during first term 0.271 0.030
Services during second term . 0.245 ' 0.047
Services during third term 0.276 0.026 .
=47

The organization variable can be further analyzdd by breaking it down
into its individual items and obtaining correlations with the criterion

variable (Table 8).
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.. TABLE 8
(I)RRELATIONS BETWEEN ORGANIZATION I AND THE CRITERION
VBRIABLE: CLASSROOM TEACHERS' PE AL FIELD
i
Organization Items ”/ﬁate of Service Delivery
n / r p

1. Resource teacher role as 47 }  0.449 ' 0.001

stpport to classroom teacher. ‘ \
2. Mainstreaming as an important 47 0.276 - . 0.030

system cbjective ~ N : ‘
3. Specialist support services 47 -0.067 0.328

are available
4. School Principal supports 47 0.234 0.057

_ the resource teacher program

5. Regional administrator supports 49 0.194 0.096

the resource teacher program

Two of the items had significant positive correlations while - the
pemaining items were not significant. One item, however, is opéosite to
the direction hypothesized. Factual data for this item "availability of
support serives or pupil personnel services" were available and a further
testing of this _item using this factual d;ta obtains a correlation
{r=-~0.247) significaﬁt‘at the .047 level -(Table 9). This suggests that
teagberé? perceive a higher rate' of résource teacher service delivery

‘where special support services are fewer.

-

€
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TABLE 9

CORRELATIONS BETWEEN THE VARIOUS COMEONENTS OBgGERVICE DELIVERY
AND FACTUAL DATA ON AVAILABLE SUPPORT SERVICES (PPS):
" CLASSROOM TEACHERS' PERCEPTUAL FIELD

Service Delivery Component Available Support Services

. r p
Services delivered (total) -0.247 - .047
Services to teachers \_-0.126 - .190
Services to children (total} -0.293 .023
Services to teachers at ‘

teachers' request -0.168 .119
. -Services to children at 7
teacher's request -0.244 .047
services during first term -0.185 2102
Services during second term -0.283 .026
Services during third term -0.243 .045
n=47

’ .
Resource Teachers' Perceptual Field

w - Results
Hypotheses 8-14 pertain to the resource teachers' perceptual field.
Hypotheses 8-31 pertain to access variables, hypotheses 12 and 13 pertain to
disposition variables and hypothesis 14 pgrtains to the organization variable.” -
The criterion variable infall cases is the total number of professional
interactions between the resource teacher and classroom teachers and students
as estimated by the resourcé teacher. Table 10 presents a breakdown of the

results of the testing.

8. In rural areas, there is a significant negative relationship
between distance and resource teacher perceived rate of service

delivery.
R -
o Hypothesis 8 p‘dicts that there is a negative relationship between
distance and the rate of service delivery perceived by the resource

D
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teacher (criterion variable). The distance variable is ranked as for
hypothesis 1. The obtained correlation (r=-0.508) is siénificant at the
.000 level and the hypothesié is supported. The greater the distance

between the resource teacher's pminciﬁal office and the school, the less

is the resource teacher's perceived rate of service delivery to classroom
~ -

teachers.

»
& .

Sanche (1972) failed to obtain support for a similar hypothesis.
He statéd that the lack of relationship between access variables and the
consultant's perceivéd rate of service delivery had been anticipated, and
he reascned thaﬁ éqnal access to services had been administratively

assured (Sarche, 1972, p. 39).

9. In rural areas, there is a significant positive relationship
between staff ratilo and resource teacher perceived rate of service

delivery. " -

Hyp9thesis 9 predicts that as the ratic of resource teacher‘to
classroom teacher increases, there is an increase in rate. oﬁ‘ service’
deliver§ perceived by the resource teache;. .Thg staff ratios encountered
in ﬁhié-s£udy range from a high of q@lQﬁ%l resoUEie teacher'gerving 7
teachers) to a 10w‘of 0.01 (} resource teacher serving 99 teachers). The
correlatioﬁ‘obtained (r=0.732) is significant at the .000 level.and the
hypothesis is supported. Thus, resource teachers who provide services to
fewer classroom teachers perceive a higher rate-of services delivered to‘

those teachers.

v
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10. In rural areas, there is a significant negative relationship
between service delivery time lag and resource teacher perceived rate
of service delivery.

Hypothesis 10 predicts that as the lapse in time between a.request
for- service and its delivery increases, the rate of servjce delivery
perceivebd ‘b}; the resource teacher d_eci.jc;ases. If the average time lag for
the three terms of the school year is used, the obtained correlation
(r=-0.179) with the criterion variable is not significant .at the 0.05
level. "Further analysis of the time lag variable for each term of the
year reveaJls.that for the first term tﬁe obtained correlation (r=-0.141)
is not significant at the 0.05 level, for the second term the correlation
(r=-0.194) is not significant a;: thé 0.05.level .but for the third term
-the correlation (F-O.?‘.09)‘ﬂis~ significant at the 0.043 level‘. .Further
analysis using a boﬁlponent“of the criterion variable, “services delivered
to childr_en at the teacher.'"s request" ' reveals a correlation (r=-0.207)
f.significant at the .046 level, |

Thus it would seexﬁ reasonable to suggest that the relationship
between time lag and service delivery 15 not evident in the early part of
- the school year. BAs the year progresses, however, the relationship
between time lag and s_ervice delivery is more pronoynced, The obtained '
correlatiohs are ail negative and althounjh the significance level for the

S

first th-vol terms does not permit aceeptance of the hypothesis, the third
term results and the services deli:.rered to children provide evidence of a
relationship between time lag and _servi'ce deiivery. Sanche (1972} did
not find support for his time lag hypbtpesis, however he did not report

findings pertaining to services to children and teachers separately, nor

did he report the school terms separately. , : '
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11. In rural areas, there is a sigﬁificant positive relationship
between resource teacher perceived availability of the regular
classroom teacher and resource teacher percelved rate of service

dellvery.

Hypo}'.hesis .ll predicts  that the more available the regular
clasaroom teacher is when th& resource teachér neéds to consult with
him/her, the greater is the rate of services delivered as ‘seen by the
resource teacher'. -;I‘he obtained ;::otrelation (r=0.307) is significant at
the .004 .level and" the hypothesis\is aupported. Neither Sanche (1972) nor
Pyrch (1974) report findings pertaining to the relationship betwean the
classroom teacher's availability and service delivery from the producer's
perceﬁ)tual field. g

Bypotheses B—ll- éxamine the re-l‘ationship between access variables
an{serv'ice delivery within the peregeptual field of the produce; of the
servicé... _The hypotheses partaining to distance, staff ratic and
availaSility are supported while the hypothesis pertaining.to time lag
was not supported. In the case of distance and staff ratio the data
represent "actual" data, ﬁhereas the data for time lag, availability and
the criterian variable are from the perceptual- field of the resource
teacher. These results support the relat10nsh1p between access varlables
and service delivery w1th1n the producer's perceptual fleld as p051ted by

the Hurder (Note 1) paradigm.

0y
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" 12. In rural areas, there is a significant positive relationship

between resource teacher perceptions of classrocom- teacher
interpersonal relations and resource teagfer perceived rate of service
delivery. )

 Rypothesis 12 predicts a positive relationship -i::etween the way in

which the resource teacher sees the classroom teacher's interpersonal

skills as measured by the DCI and the crlterlon variable, The obtained
cor)':elatmn (r=0.303), is s:.gnlflcant at the 0.005 level and the
hy;xnthes‘is is supported. .

This f'inding‘ further -confirms Sanche's (1972) finding that the
interpersonal skills of the -teecher are eignificantly relatedu to service
éleiivery. :

B, R
13. In rural areas, there is a significant positive relationship

between resource teacher perceptions of teacher performance and

resource teacher perceived rate of service delivery.
y

Hypothesis 13 predicts that the greater the competence of the -
classroom teacher as seen by the re\s‘iei:rce t;eac':her, the greater the rate
of service delivery ‘as ‘seen by the “resource teacher. The obtained
correlation (r=0.174) is not significant at the 0.05 Eevel.

Further analy51s reveals that one of the perforrnance 1.tems, namely,
the -ability of the classroom teacher to prov1de useful m%rmatlon about
individual students. and program needs to the resource teacher (DCI, Foxfm
B, #25) is correleted (r=0.250) at the. .017 level of significance wi'th

' ,

the criterion variable. ‘Two other items, namely, the teacher's

campetence with respect to the psychosocial development of children

'(DCI, Form B, #14) and the teacher's coppetence with respect to teaching
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spec1a1 'skills (#11) obtained correldtions (r—o 212 and r=0.203} with

51gn1f1cance levels of .037. and .044 respectlvely. A% other items of

‘ghe performance scale have correlatlonevwhlch are p051t1ve;- although the

correlations _  were in ‘the 'hypothesized directions, they were not
v‘-\

i

statlstlcally 51gn1flcant
7 Hypotheses 12 and 13 pertaln to the dlsp051ton varlable within the .
perceptual fleld‘of the resource teacher. The relationship between the
iﬁterpersonal skills of the clessroom teacher and the rate of service
delivery is confirmed, whereas the relationship between the classroom

teacher's competence-or ability to perform certain tasks and the rate of

service delivery remains tentative.

14. In rural areas, there is_ a significant positive relationship
between resource teacher perceptions of organization and resource
teacher ‘Perceived rate of service delivery.

(
Hypothesis 14 predicts that there is a significant positive
relationship between certain factors in the organization of programs and

services for exceptional children and the criterion variable. Given the

~ lack of re11ab111ty of the organlzatlon scale for Form B reported earlier

'(p. 69) the hypothe51s was 'not tested using the total organization score,

but rather the scale was broken down and 1nd1v1dua1 1tems were tested.

An analysis of the 1nd1v1dual DCI items comprising the organlzation

‘'variable (Table 11) reveals that all items obtain correlations

significent‘ at the .01 level or better, however, two of the items

indicate a positive relationship'wherees the other three are negative.
[ .
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The strongest negative correlation obtained pertains to the availability
of specialized support services.
TABLE 11

QORRELATIONS BETWEEN ORGANIZATION ITEMS AND THE CRITERION
VARIABLE: RESOURCE TEACHERS' PERCEPTUAL FIELD

Organization Items (DCI) Rate of Service Delivery
. r P
1. Resource teacher role as 0.280 .009

support to classroom teacher

L 2. Mainstreaming-&s an important -0.452 .000

system objective

3. Specialist support services -0.799 .000
are available

_ 4. School Principal supports’ 0.461 .000

the resource teacher program

5. Regional administrator supperts. -0.335 ’ t.002
the resource teacher program .

n=72

The item pertai‘:ﬁg to support services was further Lested by using
factual data on available specialists and finding correletions ‘writh
components of the criterion variable. The obtained correlations are i
presented in Table 12 They are all negative and statistically
significant. - These finéings indicate a.serong negative—correlation and
suggest that resource teachers perceive a hlgher rate of service delivery
where there are fewer avallable support services.

Note that similar ‘results were obtained with respect to the

relationship between factual data on the provision of specialist services



|

91 -

+

and the criterion variable within the classroom teachers' E§rceptual
. ‘ v . -«
field (see Table 9).

_ ' ., TABLE 12

CORRELATIONS BETWEEN THE VARIOUS COMPONENTS OF SERVICE DELIVERY
AND FACTUAL DATA ON AVAILABLE SUPPORT SERVICES (PPS):
) RESOURCE TEACHERS' PERCEPTUAL FIELD

Service Delivery Component Available Support Services
o r p.
Services delivered \total) -0.482 .00
Services to teachers -0.344 . .002,
" Serviges to. children- -0.491 .000
Services to teachers at 2 -0.387- _.000
teachers' request ;
Services to children at -0.444 . .000
teacher's request ’
Services during first term -0.428 y .000
Services during second term -0.487 .000
Services during third term ~0.497 ~ .000

n=72

Thus, some organization factors are positively correlated with the
perceived rate of service delivery while others are negatively-correlated.

From thé stremgth of the correlatiorts obtained it is obvious. that

organizational factors are related to servige delivery.
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Discussion

Within the .perceptual field of the classroom teacher the findings
pertaining to the access variables distance, staff ratio and availability
\;ere all predicted by the Hurder (Note 1)’ paradigm. In the case of the
ocgss varlable time lag, althougl? a 'significant relationship w1th the
total resource teachei:‘ services delivered was not obtained, there -were
nonetheless significant findings with respect to services_ to toachers
themselves ahd to services provided to children at fhé teachers'
request. From the many positive comments towards resource te{&ﬁer
services made by classroom teachers, it io reascnable to suggest that the
teachers in this stﬁudy felt that the services provided to children at the
resource teacher's init_iative- were carried out effective?lry and that the
time lags.were reasonable in v.ijew, of the situation.

The findings pertaining to distance and availability corroborate
earlier findings by Sanche (197;2) and Pyrch (1974), respectively. The
ffr&_dings 'per‘%jéi}lirxg to staff rdtio provide support for the- paradigm
whereas neither Sanche ‘(1972) nor Pyrch (1974) found a significant
relationship. Neither of these  investigators obtained a significaht
relétionship with respect to t;.lme lag. It should be noted, hou;ever that
they did not re.port the brgakdown of services to teachers and services to
éhiidren.

The. findings pertalnlng to the dlsp051t10n varlables 1nterpersonal
relations and performance also were predlcted by the paradlgm. These
findings corroborate Sanche's (1972) ¥ results. The findings alsoc

corroborate Pyroh's {1974) results with respect to interpersonal

rela%l%’néwithin the perceptual field of the service produca%r—ﬂ



93"

Earlier investigators did. not study the ortjaniz‘ation variai:le- and / |
the present finding i support of the prediction of the Hurder (Note l)‘
" paradigm, adds another 1mportant element to the’ empir.ical base of the
model. _ .

Within .the perceptual field t_)f the resourse. 'teacher the - findings
pertaining ty distance, staff ratio and availability were all -prédicted
by the Hurder (Note 1) paradigm. With respect to ‘the acceés variable
‘time iag, some camponent, of the service delivery'[ criterion variable were
J':ng s;me—degree of f Jp?ﬁt to /bhj—s‘ :'lenent of
the paradigm. These findings prov1de 0‘urtlgerj suppowr the Hurder

s‘ignifica(f{ry related le

-,(Note‘ 1) paradigm where Sanche (leI2) did not obtain 51gn1f‘1¢ant".
results. His study was_ carried out in a much more _denselg_ populated
area, where'acce‘ss to services had been administratively eq\ﬁi: - thus

. effectively redticing the variability. The present study was carried out
in rural areas wplere access to services becomes a major adminlstrative

-

‘problem, having many real barriers which are not present in more dens )
populated areas. - o ' # x
The findings pertaining to the dispos tion varial';le, interpersonal
relations, were predicted by the Hurder (Note 1) paradigin andl .
corroborated by the findings of Sanche (1972). Thus, these findings
confirm thit';,tl'ig interpersonal skills of both the service consumer and

the service producer ape pOSit:Lvely related to the rate of services

del 1vered .

In- the case of the disposition § ariabl/e, performance, the present
v
study found no significant relationghip bétween the resource teacher's

perception of the classroom teacher's "'E:Cmpetence and the criterion

b
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“variable., Thus it may be that resource  teachers do not permit their
perception of the classroom teacher's competence to limit the service
they themselves provide to the teacher or to the children. There were
significant findings, ‘however, with respect to some of the performance

items, noteably those items which dealt with competencies pertaining to

their ability to work co-operatively with the resocurce teacher. Sanche
(197%)=f0und support for the paradigm is disposition variable in

the producer’ s perceptual fleld however his fmdmgs were not based on
the c'agrent measure of performance scales. .As a matter of fact, the
performance jtems are a satisfactory measure of resource teacher
competencies as seen by -the classroom teacher (supra pp. 79, 80) hewever,
the scele is not adequate in measuring salient competencies of classroom
teachers. )

Perplexing resul.tﬂs‘ were obtained Iwi_t:h respect to ‘the or.:gaﬁization

variable. wlth:m the perceptual field of the service producer. _The {tems

~ within the organlzatlon variable are all seen‘to be correlated with the -

criterion variable, but two of the items are positive predictions while
the other. three are negative. Nevertheless, they all provide support for
the element- 'of the Hurder (Note 1) paradigm which indicates that

organization is related to service delivery.

Wwithin the perceptual fields of both the classroom teacheérs and

resource teachers positive correlations were obtained between Both the
system's commitment and the local principal's support for the resource
teacher model and service delivery. 2

Actual data pertaining to the provision of _sbecial services support

' personnel further confirmed the signi_ficant negative relationship with
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the criterion ﬁariab;l.-e obtained us.ing perceptipal data within bgth the
classroom teachers' and the resource teach.ers' p_erceptu‘al fields. 1In the
rural -areas studied itinerant teams of special servi'ce's support staff
provided assistance to classroom teachers for t;_he' individual cases
referred to them.” The services of the itinerant team and the resource
teacher's services often overlap to some extent. Thus, ":vhen the
itirlerant-:'team was more available, i;lie resource teacher may have felt
less need to provide assistance. Given the séarcity‘ of any kind of
St.;ppqrt to"rura.l classroom teachers this result may merely chfirm that
the resource teacher assists where the need is gre/atest.

In general, these findings provide su;porf: for all elements of the
. Hu’rder‘ (Note 1) pax_:adigm. In the caée of access variables the link with
service delivery ié now clear, whereas.earlier studies foupd only éari:ial
support for the relationship. Il:l the case of dispositior'l variables these
findings provide additional confirmat.ic;n for t:.he relationship already
el4borated in earlier stu\riliies. - In the case of the orgaﬁization \}ériable,
the present‘fin‘dings suppof:t the relationship. posited by the Hurder (Note
1) paradigm, however the findings also suggest _that;. the organization
v'ari.able- ;:onsists of a complex array of factors of which the present
study providéslonly an exploratory analysis, ’ .

The present" study has found support for the relationship.between
access variables and service delivery where'earlie;r studies fell short of
doing so. This may s;.tggest that san\%' fundamental rural/urban differences
are, being touched' upon. Because of a scarcity of resources and the
barriers imposed’ by the environrr'\ent, I;Iany rural areas are. unable to

o ‘
assure equal access to those resources by administrative measures. The
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pre'sent studg would seem to indicate, ‘therefore, that these variables
-ought to be . carefully con51dered both in the planning and in the -
mplementatlon phases of rural educatlon for exceptional children.

For the rural areas studled whlch were ut:.l:.zmg the resoilrce
teacher model there have been many beneflts. In general the attltude of"
classrocm teachers toward all of the _resource teachers was very pOSJ.tlve

and was an indication of th_e extent to which the resource .teacher model [

represents‘a real and practical resource for rural special education. ~
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. perfdrmance (dispositional variables), part 3 provided scores for the
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P " CHAPTER V . .
CONCLUSTON
Summary L o .

The primary"purpose of the present study was to deterr_nine the

validity of the Hurder (Note 1) paradigm for service deliv y as a
theore#ical framework within which to examine the resource teachér model

in the administration of special education services in 'rurgl areas.’

Access (availability of the service), disposition (acceptabiTi-#f ~of the -

service) and ordanization varidbles were analyzed in relation to the

ﬁtéei\ied rate or amount of services provided by the service producer

. l:"” .. ' -t ° .

:'('resé)u'r:ce teacher) to the service consumer (classroom teacher).

. ' , * * ) . B N
‘Teachers ' in  rural ' school s&ystems " providing English language

S

educati'd(i in the Province of Québec"off the Island of Montreal, were '.

_ChOSen as the sample for this study because they work in large, rdial,

and 's'par‘sély populated areas having considerable service ‘d}:livery '
problems. -'Four out of. the five school districts in the Provinge wl‘]iCh
use the resource tfaacher. model were selectéd.

- A four par't questionnaire was administered to 5 resource teachers
ar'x_i to 72 classroom teachers to whom they provided servites., Parts 1 and
2 provided "scores for perceptions of interperscnal 'rela'tio_ns_, and
c')rganiza'tio.n variable, and part 4 proszided. data fo;: the criterion

variable, perceptions of rate of service delivery, as well as data

‘p’ertaining' to the time lapse (acgess variable) which occurs between _é
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request for service' and its d‘elivery. Cther data pertaining to staff

ratio and distance _{access variable) were oi:ta‘ined from the
gdministratl:ion_offices of the 'scl?ool districts.

- Fourteen hy‘éqtheses wére generated ar}d tested using simple
corrélational,,, techniques.”. Seven of these hypotheses "fell within the
i)érceptuél field of the rural classroom teacher and seven fgll within thg
-p.ercegtgal field of the gural resource ‘teachers'. '

The findings érovide supﬁort for most elements:of the Hurder (Note -

1) paradigm with respect to the rural classroom teachers' perceptual
field. Classroom tear;'hers perceived a higher rate .of service delivery
where distances from the resource teacher .were W ‘
ra{:ios ‘were. more favorable and where the resource—teacher was seen as -

i ’

more available (access,variables). Classroom "teachers also -pe:;ceived a
significantly higher rate of service delivery from resource teachers whom
they .perceived as personable and competent (_disposition variables), and

in schools where they felt greater organizational support (organization

v

variablesi". V- )
With re'sp;act to the rural resource teachers' pe’rcébtual field, 5 of

.the 7 hypot-:hesized rélationships- were confirmed by statistically

significant co'rrelatioﬁs. Resource teachefs ‘perceived a higher rat:e of x

service delivery where 'distance léet;wéen themselves apd the classroom

‘téachers was less, where they had fewer classroom teachers. to serve, and

'where they saw the classroom teacher as available for met}ng:’%
needed. They perceived time lag as affecting service delivery only in

‘the third term of the school year. Resource teachers perceived that they
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provid-ed a higher rate ‘of service delivery to classroom teachers whom
they saw as i::ersonable, however perceived competence of the classroom
teacher was not significantly related to the rate of service delivery.

Resource teachers perceived a higher rate of service delivery’ in
schools where the system was coa;mi'tted to-the model and where the .locc;l
principal supported them. However, the resource teachers perceiv.éd a
lower rate of service delivery where support services .were more
available, where. m&pstreaﬁim was “more established and where the.
regional special educétion administrator- provided s'tronger' suppo.rt.

Contributions of the present .study -are three-fold. Firstly, a

further elucidation of the Hurder (Note 1) 'paradigm has been provided.

" Secondly, the Hurder model has been appl'ied to the study of service

delivery :Ln rural and sparsely populated areas. Thirdly, evidence has
been found in support of the access cc)mponent of the Hurder model
Earlier studies based on urban samples did not provide support for thﬂe'
access factor in‘'the Hurder model and researchers ‘had speculated tha.::
ac'qiass to servicgs had been administratively equalizea. In additiqn, the:
effects 6f the orga-nization component have been eg;amined in .an

exploratory way and the evidence suggests that this factor 'is related to

service délivery as posited by the Hurder (Note 1) paradigm.

. [

anllcatlons for Admmlstratlve Practice
N
This study has prov1ded further support for the Hurder (Note 1)

paradigm as a conceptual framework within which to study elements of the
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service delivery process in education. The- organization variablé has
delivery process.™®

ihig study has,K addressed ftself to some of the more pressing
problems in the-provision of special education services. for children with
learning difficulties in rural areas. Thesé rural service delivery
problems have been stated by several researchers during the past decéde
or so (for example, Chalfant et al., 1977; Keogh et al., 1973; Ondell,

1977{ O'Reilly et al., 1979; Helge, 1981; ' Sanche, 1982). 'Wrile it is

not béing suggested that the resource teacher model of service delivery -

is a panacea for rural education. of exceptional children, the model does

seem to respond to many of the concerns raised 59_ these .recent

been added to the.list of elements siénificanfly related to thL service

investigators. The mo?el is based on current assumptions pertaining to.

rural service delivery (O'Reilly et al., 1979; Sa@che; 1982, pp. 9, 10)
in that/it is a training-based systems model which enables.mainstfeamiﬁg
to be practised in gural areas. This model further emphagises the need
for practical so}u}ions to .rﬁral problems ﬁéing loqai " staff and
respecting 1ocaf’conditions. Local teachers and resource teachers are

AN .
seen as the key figures in improving services to individual exceptional

- children in rural areas.

In addition to supporting the Hu (Note 1)} paradigh, these

 findings have “the following broad implifations for administrative
practice in rural education: .
1. Special education administrators will need to consider access

variables, dispositional variables, and organizational variables in

-

o

A
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the planning, implementation and evaluation of resource- teacher

services for rural areas.

-

. ‘ .
Funding bodies need to become more cognizant of the real

limitations faced by rural school di’str_i\%s, particularly distances
between sites and other factors contributing to time lég Cin
providing services. The rural school district is often faced with

these and other impediments in providing for minimum essential

services\for children with learning difficulties.

" Even wit’h-corrparabi&e staff ratios, rural school systems which use

itinerant resource. teachers face the restriction imposed by time

. lost due to travel. This factor needs to be carefully considered

by administrators when assigning the resource teacher's worl} load.

As a producer of services the resource teacher must be able to

' . 0
relate well tp classroom teachers. It is therefore incumbent upon

-

rural school districts to carefully consider this factor in

selecting staff. Consideration should also be given to providing

inservice '-.tr?':\'ining and staff development programs aimed at

improving relations between the resource teacher and class

teachers.- Further, tepcher preparation institutions would be
well—gdvised to inci praétical,- _apél‘ied .'courses in( human
relations and communications appropriate to rural resource teacher
training programs.

It may well be beyond the' ability of anATinerant resource teacher,
no matter how personable and competent, to provide effective

services to a .school in which the principal's support is weak, or,
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wh;;L the principal‘Witholds his support and negates the resource
teacher's efforts. Further, the delivery of services to an
individual teacher may be an impossible task for the resource.
teacher if the classroom teacher views the services negatively.
These facts must be constant reminders to resource teachers in
obduréte situations which seemingly defy positive self-appraisal.
It would also be well for the supervisors of reséurce teachers to
kégp such facts in ©proper perspective when 'nnnitoring and

evaluating the progress of any individual resource teacher.

Recommendations for Further Research

disposition, and organiz

delivéry. There

1.

3.

The present study investigated the relétionship of certain access,

¥On variables to rural resource teacher service

€ed for further research as follows:
There is a need to develop a broader understanding of the scope and

impact of the organization wvariable in service deliﬁery. In

 particular, those organizational factors which limit or hinder

-

rural service delivery need special attention.

There is'a need to develop hnd-standardize instruments capable of
objectively measuring the extent of actual services delivered in a
;arietg of eduéational settings. Such instruments need to provide
measurés.of service delivery qualitf as well as quantity.
There is a neeqd for furtheﬁ_study into the fundamental differences

between rural and urban educational service delivery for

exceptional children, That the bresent study obtained significant
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relationships between the access variables dist'a.née ahd time lag
where other studies did‘ not, may not be surprising when one takés
into account the variatibn encountered‘ in the staff ratios., It
does suggest, however, that access-}:elated problems may be
commonplace in rural areas. Further research and study is needed
to delineate the .scope and nature of access variables in rural
service delivery. ” *
Rural educators have'slhown a good deal of interest and creativity
in dealing with problems imposed l;y their environment. Some
adva;rlces have been maée in describing possible service delivery
els apprbpriatae for rural areas. More research and study is
r;eeded in \order to evaluate the usefulness and efficacy of these
models ﬁor)rural areas in general.
The pr(er)éent study has proviéed some evidenceA to indicate that in
those rural areas -wlr;ich utilize the resocurce teach'er service
delivery model, there may be-a diminished need for itinerant pupil
personnel service teams. In a time of ingreasing need and
decreasing financial resources,' further research __i.nt? this topic
could be beneficial in bot-:h human and fina;cial tt;ms.
There is need to determiné' whether resource teacher service
‘delivery to classroom teachers results in a concomitant improvement
to the servi::es that the children themselves receive from their
classroom teachers. The ultimate test; of any educational service
delivery model will be the real learning and" change felt by the .

children -reached. Mich further study and reséarch is needed ‘to

establish this link in the serv{ce delivery process.
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APPENDIX A
Data Collect‘ion Instrument

Form & - Clas.sr::’or_n Teachers

L]



DATA COLLECTION INSTRUMENT

FORM A

TO BE COMPLETED 3Y REGULAR CLASSROOM
- TEACHERS WHO ARE RATING THE FOLLOWING

RESOURCE TEACHER

NAME OF RESOURCE TEACHER BEING PATED

m
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Every numbersd {tem cantams a pair of adjectives on a 7- -sten scale
with 3 degress of intensity on each side.of a neutral point. The degrees
of intensity may be considered in the following terms: : .

Sharp N 3 - -'.:.-. .:.-. .:.-- .:....' .:... .:... . DU]IT

- , v (@) {3 N (&) (5)  (6)
(1) extremely sharp '(G)l extremely dill
(2) quite sharp (S) quite dull

(3) §1ightly sharp
(4) slightly dull
N neither sharp nor dull

Each scale a1so 'Includes a bmef explanation of ‘the adJecmves e
assist you 1n Jour Judgement.

|

EXAMPLE
+ (A) SCHOOL EMERGENCIES .
Effective e Tk : B : : - Ineffective
N
effectively meets emérgency ineffectively meets emergency
s1tuations _ . situat*lons

If you feeT that your resource teacher is extrmne'(y eftective in
meeting emergency situations you would mark as tollows: -

Effectﬁe R S S A _t o [naffective

If you feal that your resourca tesacher is slightly ineiTactive in
meeting emergency situations you would mark as follows:

Effective R A D T S S : ' 'I"ne‘ffect'ivé
. N —

Please- read each scale carsfully and make vour .

" judgement, But do not dwell on any one item. Your
‘comments are weiccme in the spaca provided at the
end of the scales.

Turn this page over' tn begin.
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(1)

(2}

(3)

(4)

(5)

of your resourca teacher.

COMMUNICATION (Recentive)

Receptive : s

- PART I Ttems 1 through 10 pertain to INTERPERSONAL/PERSONAL characteristics 113

Unrecantive

receptive to viewpoints,
criticisms ‘and .suggestions
of teachers

CGWU“ICATION' {Expressiva)

tak& 3 negative slant toward
the viewpoints, criticisms, and
suggestions of others

g

V}gue

communicates his.(her) ideas and
faslings in a vague, difficult-to-

: Coe ' Insensitive

insensitive to the individual neads
purposes and feelings of teachers;
finds it difficult to empathize

s Resistant

resistant to change, new concents,

Clear ' : : SR : :
h 'y
communicates his (her} ideas
and feelings in 2 clear,
understandable manner understand manner
SENSITIVITY
Sensitive . : : by :
: h
sensitive to the individual
needs, purposas, and faelings
of teachers ¢
with others
RECEPTIVITY (To Change)
Openminded : : T
) N
openminded o change, new
cancepts, ideas and innovations ideas and innovations
FLEXIBILITY
Flex{ble : R : :
. ‘ - ™y

Inflexible

flexible: aware that varied
approaches caihave common
goals; adapts o circumstancss,
being direct-indirect, firm-
permissive as the situation
warramts ' -

el

s -
inflexible: shows preferencz for
particular approaches or proczduras
regardless of appropriatzaness to
the sjtuatien
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(5)

()

L

(7}

(8)

>

" Effactive

SELF-CONFIDENCE

Self-Confident ' :

114

Unsure

has confidences in his. (_herl
ab111ty to do the job -

RELIABILITY

Reliable

LE)

‘unsure of himsalf (herself);

lacks salf-confidence -

Unre'l fable

relfable and dependable iid his .
(her) relationships with staff
members

INITIATIVE

e
e

inconsidtent in Ais Q‘tel"l :
reTationships with staff *.
members

effactively initiatas new jdeas

and apprvaches

ENTHUSTASM
Enthusi a:;t'I ¢ H

Ineffective

ineffectively initiates new
ideas and approaches;. or expects
teachers to always taka the

Jdnftiative

‘Apathetic

shows enthusiasm for his (her)
work

(10} CREATIVITY

'y
L4 ]

Creative

b

' shows apathy for his (her)

ot

work

e

T Noncreative

shows creat‘ivity: or'ig'ina'iit'},‘
imagination, willingness to
experiment, fluency of ideas

does not show creativity
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PART II: [tems 11 through 26_pertain to specific areas of kncwledge possessed

(11}

(12)

(13)

(14)

(15)

- by the resourte teacher being rated and to his (Rer) performance of
speci fic| tasks. o

TEACHING SPECIAL SKILLS - a“\

Effective - A : : Ineffective
N

demonstrates Rnowledge of the demonstratas 1imi tad kﬁcwledgé

approaches—or teaching special of the approaches faor teaching

skills {e.g. rozding, language, special skills to children with

auditory trainming) to children -

Tearning difficulties
with learning difficulties.

CURRICOLUM DE‘.’ELOPMENTl (Children With Learming Difficulties)

Effective . : : : : : : InefTective -
T

demonstratas Timited Xnowledge
of curritulum development

demonstratss knowledge of
curriculum development

CHILD DEVELOPMENT (General) .

'. - N -. B - - ' -
- - -

Competent - : N ¥ Incompetent

demonstratas Timitad knowl edge
of the general principies of
child growth and development

demonstratas knowTedge of the
general principlés of child
growth and davelopment

PSYCHO-SOCIAL UE*IELOPMENT‘(Chi'IHrén Mith Learning Difficulties)

Campetent R S - : et Incompetent
I

demonstrates knowiedge of the
manner in which a learning

problesr infTuences the psycho-
social davelopment of c¢hiTdran

demonstrataes Timitad knowliedge
of the manner in which a learning
problem inTluence the psycho-
'secial development of children

DIAGNOSIS AND ASSESSMENT OF LEARNING PROBLEMS

Effective R A A A T A T Tneffective

is effective in di aghos*ing--.
and assessing children's
Tearning proplems

is not effeqtive.in diagnosing
and assessing children's learming__
cliildren's Tearning problems

P



.

(18)

(17)

(18)

(19)

(20)

REMEDIATION OF FMOTIONAL PROBLEMS

-

, ] 16

L

Effactive : : _:

Inaeffective
N
demonstrates knowledge of the demonstratas 1imited knowledge of
approaches and tachniques for the approaches and techniques for
helping children with emotional helping children with emotwna]
probiems . probiemns
REMEDIATION OF LEARNING PROBLEMS ¢
Effective : : T e T - Ineffactive
N i
demonstrates knowledge of the ' demonstratas 1imited know1edge of
approaches and techniques for the approach and tachnique Tor
.helping & child with Tearning helping a child with Tearning
problems problens
BLANNING
Efficient H T : - : Inefficient
indicatas careful and efficient indicates difficulty in the
planning and budgating of time planning and budgeting o7 time
TRORQUGHNESS
Thaorough . ' : : T T : , Remiss
, N
fallows through on projects, ] does not.follow through on
assignments, pmb1ems etc. _ projects, assignments, probTems,
- ete.

COM&UNICM’ION (Oman-fzat-lona'l) v
Adsquate s s N : : : Inadequata

maintains adequata communication
with teachers concarning changes
in policy, practicas or procedures
relating to children with Tearning
diffHculties

does not maintain ccmmunication
concerning changes in p011c1,
oracticas or proc=dur.s



(21)

(22)

(23)

PROGRAM EVALUATION |

Effecti ve : :

- g 117

[neffactive

participates in evaluating
the instructional program

COMMUNITY RELATIONS

Competant ‘ e

.+

does not particiﬁate in evaluating
the instructional program

o -. Limited

N
demonstratas sansitivity to f :

the particular needs and ‘
values of the community

PARENT RELATIONSHIPS

(25)

Competent . RS- HAC I iy~ Limited
T e

demanstrates abiTity to advise demonstrates Timited ability to
and work with parents of chil- advisa and work with parents of
dren with learning difficulties children with 1earnjng diTficulties
CLASSROOM OBSERVATION ACTiVITIES'

Aware : : : : : : Unawars

N

aware of c¢lass and pupil - unaware o7 class and pupil progress
progress, curricuium areas | curriculum areas being covered, -and
being covered, and instruc- | instructional tachniques being used
- tional techniques being used -
CONSULTATIONS WITH TEACHERS Y

Effective - T : : : [neffective
- - N

demonstratss limitad sensitivity
to the particular neads and values
ot the community .

makes effective use of
information provided
pertaining to individual
students and program needs

does not make efTective use of
information provided :
pertaining o individual students
and program needs :
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» 18.
- )

AVAILABIWITY

Available S : : : . -Nof Available

L

resourcs féacher is’always _ rasgurca taacher is never'avai1abTe.d
available for consultation ’ for consultation or help when needed
ar help when needed r : -

A

o
X
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I[11: Items 27 through 31 pertain to factors in the QREGANIZATION of
- programs and sarvices for children with learning difficulties
in your school. Please respond to thesa itams in tarms of how
these {tems pertain directly to your teaching situation,

(27) RESQURCE TEACHER ROLE .
Totally agrea : : : T T - Totally disagrze
N
the resource tsacher serves as . thé resource tsacher does not serve
a2 major source of assistance in as 2 major source of assistance in
the appropriate appreaches and the appropriats approaches and -
tachniques to help teachers main- techniques to help teachers maintain
tain children with learning children with learning difficulties
difficulties in reaular class- . in regular classrcoms
rooms -
(28) MAINSTREMMING .
Totally agree : s : : : : Totally disagres
N R .
'maintaining children with learmning - mainfaining children with learning
difficulties in regular classrcoms difficulties 1A reguliar classrocms
is an important objective is NOT an important objective
(29) SUPPORT SERVICES (Psvchologist, Soeech Therapist, Counsellor, stc.)
Totally agree : : : : : T Tctai1y disagres
N ' .
thd services of specialists the servicas of specialists are
are” available for children - not available far childran whose
whcﬁg lfearning problems can- . ~° ' Tearning problems cannot be dealt
not be dealt with efTectively : with efTectively by the reqular
by the regular teacher and the ~ teacher and the resource taacher
" resource taac?er | :
~(30) ADMINISTRATIVE SUPPORT (Schaol Level)

.Tetally agree : : by T : : Tota?1y disagréé
. ‘ N P
the Prﬁhéﬁpa! supports the - the Principal does not supnort the

resource tesacher program resourcz t23cher grogram



—y

' 120
(31) ADMINISTRATIVE SUPPORT (District Level)

. ?

Totally agree : R 3 : Totally disagres
N “ :
. ' the district level admin- - _ the district level administrator
* . {strator responsible far responsible for special education
special education supports * does not suppert the resource
the resource taacher program teacher program
i
i .
] . '




PART IV: SERVICES DELIVERED 38Y: ' - ‘f:qt>-

' . h 2
(32) SERVICES TO TEACHERS.. .’ - - .

L ]

~  During the present school year, you may have recaived consultation
sarvices, either at your request or at his (her) ‘request from the per-
son whose name appears -above. S

Would you please estimate the number of times that you intar-
acted professicnally with him (her) during each quarter of the.
present school year-.and respond in the tabie below. If you did not

intaract pleasa enter zera (0). .
PERICD AT YOUR REQUEST ' " AT HIS (HER) REQUEST:
Sept. - Nov.
s
Dec. - Feb.
. March - May
(33) SERYICES TO CHILDREN ~S

During the present school year chfldren in your class may have
received services from the person whoss name &ppears above. Services
in this context means professicnal contact with a child either at
your request or at the request of thep;g;aﬁrce tzacher. Respond in

zer

the table telow. 1If no contact, ante o (0).

PERIOD NUMBERS'OF CHILDREN ' NUMBER OF CHIthEN AT
AT YOUR REQUEST REQUEST OF RESOURCE TEACHER

Sept. - Nov. ’ '

Dec. - Feb.

\) . r

March - May //)

(34) SERVICE OELIVYERY TIME LAG

When you requested the service, what was the average &ime lag in
days between the time of the request and the actual provision of -the
sarvice by the resource teacher.

DURATION SEPT. - NOV, DEC. - FE3.  MARCH - MAY
Lass than 1’day

2 - 5 days

6 - 20 days , o ;

_rlgre than 20 days




T

2

. COMMENTS: i

Please ,feel free to add any additional comments you have
concerning resource teacher services or ané other comments per-

taining to this research study. Thank you.

122
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APPENDIX B

-

Data Collection Instrument

Form B - Resource Teachers
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DATA™COTLECTION INSTRUMENT

-

FORM 8

PARTS I - III. ‘
TO BE COMPLETED BY RESOURCE TEACMER

WHEN RATING THE FOLLOWING CLASSROOM
TEACHER '

NAME OF CLASSROOM TEACHER BEING RATED -

124
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DIRECTIONS

[

-

Every numbered item contains a pair of adaectives on a 7-step scale
7 with 3 degrees of intensity on each side of a neutral point. The degrees
of 1ntens1ty may be considered in the following terms:

Sharp 1 : B R T fooDull
S M (2) (3) N (4 (58) 0 (e)

. (1) extremely sharp (6) extremely dull
o (2) quite sharp (5) quite dull
- (3) slightly sharp
(4) sTightly dull
N neither sharp nar dull

Each scale aiso includes a brief explanation of the adjectives to
assist you in your Judgement. <ﬂ\

) | ‘ EXAMPLE T

(A} SCHOOL EMERGENCIES

Effective . : ‘ : : : : Ineffactive

affectively meets _emergency _ 1neffect1ve1y meets eneruenCJ
situations situations

IT you feel that the classroom taacher whom you are rat1n? is extreme1z
effective in meeting emergency situations you would mark as follows:

.- Effective X 0 R - v lIneffective
o N

If you feel that this teacher is slightly ineffective in meefing
emergency situations yeu would mark as follows:

1

Effective - R e : IneTfecfive
1, - N

Pleasa--read each scale carefullv and make vour
""Jjuddement, but do not dwell on any one item. Your
comments are welcome in the space prov1aed at the

end of the scales.

Turn this page over to beging_
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' "PART I: Items 1 through 10 pertain to INTERPERSONAL/PERSONAL characteristics
= of theiﬁﬁcher you. are rat1ng

(1)  COMMUNICATION (Receotive)

Receptive : T P S - Unreceptive
. —' =4

5 recept1ve to v1ewpo1n$s, takes a negative slant toward

; ‘ ¢riticisms and suggestions the viewpoints, criticisms, and
of teachers suggestions of others

(2)  COMMUNICATION (Expressive) -

Clear . : : : : : : Yague
communicates his (her) ideas communicates his (her) ideas and
and feeélings in a clear, fealings ‘in a vaguwe, difficult-to-
understandable manner _understand manner

(3)  SENSITIVITY

-

Sensitive 3w : : S : : Insensifive .

, N ,
sensitive to the individual insensitive to the individual needs
needs, purposes, and. feelings purposes and feelings of teachers;
of teachers finds it difficult to empathize

i ; . - S ) with others

! " (8) RECEPTIVITY (Fo Change)

ol Openminded V : : : : T Resistant
E ) N :
) .
openminded to change: new resistant to change: new concepts,
\ _concepts, ideas- and innovations ideas and innovations

(5} FLEXIBILITY

’

v Flexible : :- : : : : Inflexible
. . - N -
i flexible: aware that varied . inflexible: shaws p?eference for
l approaches can have common particular'approaches or procedures
, v goals; adapts to circumstances, regardiess of appropriateness to
being direct-indirect, firm- the situation
| permissive as the situation
’ © warrants Q ] -
|
F
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(6) SELF-CONFIDENCE

Self-Confident

127

: : Unsure

has confidence Ia~his. (her) .

ability to do the job™

(.7) RELIABILITY

. Reliable : :

- unsure of himsalf (herself);

Tacks self-confidence

reliable and dependable in his
{her) relationships with staff

members .

(8) INITIATIVE

S Unreliable
inconsistent_in his (her)
relationships with staff .
members :

: Ineffective

Effective : :

effectively initiates new ideas

and approaches

Y
(9) ENTHUSTASM

/
/

ineffectively initiates new
ideas and approaches; or expects
teachers to always take the

initiative

1Y

. Apathetic

-:Enthusiastic

shows enthusiasm for his (her)

wark

(10Y CREATIVITY °

L X ]
449

Creative

(Y]

o
shows apathy for his (her)
work

d

: Noncreative -

‘;hc\vs creativity: originality,

imagination, willingness to

experiment, fluency of ideas

-~

-

. Y
does not show creativity
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FORM B:

PART

S

(12)

(13)

(14)

(15)

IT: Ttems 11 through 26 pertain to specific areas of know edgé
.. possessed by the teacher being rated, and,to his (Her]
performance of specific tasks. - ‘

o

TEACHING SPECIAL _SKILLS

Effective ; Ineffective
~demonstrates knowledge of the demonstrates 1imited knowledge
approaches for teaching special of the approaches for teaching
skills (e.g. reading, language, special skills to children with
auditory training) to children learning difficulties
"with learning difficulties )

CURRICULUM DEVELOPMENT (Children With Learning Difficulties)

Effective : : : : : : Ineffective
N

demonstrafés knowledge of ¢ demonstrates 1imited knowledge

curriculum development - of curricuium development

CHILD DEVELOPMENT (General)

éoﬁpetent : ; Incompetent
demonstrates knowledge of the demonstrates 1imited knowledge
general principles of child - of the general principles of
growth and development ¢hild growth and development

PSYCHO-SOCIAL DEVELOPMENT (Children With Learning:Difficulties)

Competent N : . : e : Incompetent
demonstrates knowledge of the demonstrates 1imited knowledge
manner in which a learning of the manner in which a learning
problem influences the psycho-. problem influence the psycho-
social development of children social development of children

DIAGNOSIS AND ASSESSMENT OF LEARNING PROBLEMS

Effective : : : s : Ineffective

. N : - ~
is effective in'qiagnosing is not effective in‘diagnosing
and assessing children's and assessing children's learning

Tearning problems : : children's learning problems
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(17)

(18)

(19)

(20)

REMEDIATION OF EMOTIONAL PROBLEMS

Effective Cot ,;z

129

Ineffective

4

demonstrates knowledge of the
approaches and techniques for
helping children with emottonal
prcb]ems

REMEDIATION OF LEARNING PROBLEMS

Effective t e :

demonstrates limited knowledge of
the approaches and techniques for
helping children with emotional
problems

-0

demonstrates knowledge of the
approaches and techniques for
helping 2 child with Tearning

" probiems

PLANNING

Ineffective

demonstrates limited knowledge of

the approach and technique for
helping a child with learning
probtems

Inefficient

Effictent- ©ox : :

indicatas careful and efficient
planning and budgeting of time

THORQUGHNESS -

Thorough

indicates difficulty in the = . ./
planning and budgeting of time,

.

Remiss

fallows through on projects,.
assigaments, probiems etc.

COMMUNICATION (Organizational)

does not follow through on

projects, ass1gnments problems,
etc.

Inadequata

Adeguate . :

maintains adequate ¢ommunication
with teachers concgrning changes
in policy, practices or procedures
relating to children with learning
difficul ties :

[

- does nog maintain communication

cancerning ¢hanges in policy, *

. practices or procedures
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(2t) PROGRAM EVALUATION

Effective : : : : : : Ineffective
particibates_in évaIuating . does not_particfpate in evaluating
the instructional program the instructional program
(22)  COMMUNITY RELATIONS =
Competen; : -1 v : : : : Limited
- . N ]
demonstr§tes égpsitivity to . demonstrates limited sensitivity
the particular needs and to the particular needs and values
values of the community ) of the community
(23) PARENT-RELATIONSHIPS . .
Competent - HEH R I :"; Limited
' N . .
i [g
. demonstrates ability to advise ™ ‘demonstrates limited ability to
and work with parents of chil- . advise and work with parents of
dren with learning difficulties children with learning difficulties
(24} CLASSROOM OBSERVATION ACTIVITIES/
Aware : : : : : : Unaware
N N .
aware of class and pupil unaware of class and pupil progress
progress, curriculum areas ’ curriculum areas being covered,-and
being covered, and instruc- instructional techniques being used
tional techniques being used
(25) COHSbfTATIONS'WITH>RESOURCE TEACHER
Effective : R : : : : : Ineffective
N :
provides useful information does not provide useful informatign
pertaining to individual pertaining to individual studentsL

students and program needs - and program needs

N [



T

(26) AVAILABILITY

Available

131

: ;. Not Available

teacher is alwavs avajlable
for consultation

y

teacher is never available for
censultation
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Items 27 through 30 pertain to the actual amount of SERVICES PROVIDED
by you to the teacher being rated.. Please refer to any data you may
have in logbooks, referral forms, etc. in .making your estimates.

(27) SERVICES TO TEACHER

During the present school year you have pnovided'service to
the teachers in the school(s) you visit. Service in this context
means professional consultation between you and the teacher either
at your request or at the teacher's request.

Please state or estimate the nthber of times youthad pro- ‘
fessional- consultation with this teacher during each quarter of ’
the school year and respond in the table below. If no contact,
enter zero (0).

PERIOD AT YOUR REQUEST AT TEACHER'S INITIATIVE

—Sept. - Nov. i
Dec. =~ Feb.
March - May ' e
(28) - SERVICES TO CHILDREN

L)
*

During the present school year you may have provided services
directly to children in this teacher's class. Services in this
context means professional contact with a child either at your

request or at the request of the teacher or other professional
person.

Please state or estimate the number of children from this
teacher's class with whom you had professional contact during
each quarter of the present school year. If no contact, enter

zero (0).

‘PERIOD ‘ NUMBER OF CHILDREN REQUESTED BY "
AT YOUR REQUEST REQUESTED BY TEACHERS OQTHER PROFESSIONAL

Sept. - Nov.

Dec. - Feb.

March - May
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(29) .

COMMENTS »
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SERVICE DELIVERY TIME LAG

When this teacher requested the service, what was the average
time lag in days between the time of the request and the actual
provision of the service by you.

DURATION SEPT. - NOV. DEC. - FEB. - MARCH - MAY
Less than 1 day ‘

2 ~ 5 days

6 - 20 days

more than 20 days

'TRAVEL TIME REQUIRED

Approximately how much time does it usually require for you
to travel from your principal office or location to this teacher's
school. . :

™

[] less than 1 hour [].2 - 4 hours ) 5 hours - 1 day
' : my office is in
1 2 - 3 days [} more than 3 days [ ] this teacher's
- - schools
) i:-:' ?‘a
R T
—~ . “”"_. ’
.:‘
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. miA COLLECTION INSTRUMENT
FORM B

PART IV.

TO BE COMPLETED ONCE ONLY BY THE .FOLLOWING
RESOURCE TEACHER '

134
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PART

(1)

-
ks

- {2)

(3)

ta)

-

Iy: Items 1 through 5 pertain to factors in the ORGANIZATION of
programs and services for children with Tearning difficulties.
in your school{s). Please respond to these items in terms of

 how these i{tems pertain directly to your resource teaching
- situation. B - -

RESOURCE TEACHER ROLE '

Total]y'agree : : : N": : T Totally disagree
the resqurce teacher serves as the resource teacher does not serve
a major source of assistance in as a major source of assistance in
the appropriate approaches and the appropriate approaches and
techniques to help teachers main- techniaques to help teachers maintain
tzin children with learning children with learning difficulties
difficulties in-regular class- in regular classrooms
rooms
\

MAINSTREAMING ‘ .
Totally égree - : : : I : Totally disagree

. g . N : ‘

maintaining children with learning main%aining children with learning
difficulties in regular classrooms difficulties in reqular c¢lassroams
is an important objective is HOT an important objectiiv

SUPPORT SERVfEES (Psychologist, Soeech Theraﬁist, Counsellor, etc.)f *

Totally agrea : : : T : Totally disagres
N .

the services of specialists - the sarvicaes of specialists are

are availahle for children not available for children whese

whose Tearning problems can- - learning problems cannot be dealt

not be dealt with.effectively with effectively by the reqular

by the regular teacher and the teacher and the resource teacher

resource teacher

ADMINISTRATIVE SUPPORT (School Level)

Totally agree : : : : : : Totally disagrae
N »

the Principal supports thew the Principal does not supnort the
resource teacher program resourcs taacher arogram
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” *(5) ADMINISTRATIVE SUPPORT (District Level)

Totally agree

Totally disagres

the district level admine
istrator responsible for
special education supports

. the resource teacher program

the district level administrator
responsible for special education
does not support the resourcs
teacher program
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APPENDIX C
Data Collection.Instrument

| Form C
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DATA COLLECTION INSTRUMENT FORMC- f

DIRECT DATA COLLECTICN PERTAINING TO RESOURCE TEACHERS. To be

gathered by intarview and fact finding f‘rom\Rhe central dlstrlct
of fice.

l. Name / Age / Sex -
2. Years of teaching experience

regular class

- special education class |
3. Total years of schooling = . \/
‘ ’ . i & -
4. Special Education courses taken -‘@’53

RERrLN
5. Other related course work (Eg. specialist certificate in- )
teaching others, counselling, psychology, etc.)

6.. School based or Itimerant ~

7. Number/size of schools serveq

8. umoer of teachers served ) (\
regular elementary classroom . K .
__ special education classroom A
ot/ er
9. Support Zerv'ices: p.sychologist, counsellor, . . ]

speech/hearing/language consultant

10. {Log bocks or other referral inforrnatmn relative to actual
services delivered.
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Letter to Classroom Teachers
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..UNIVERSITE DOTTAWA | UNIVERSITYOF OTTAWA

—————
OTTAWA ONTARIQ
CANADA KIN 6N5

FACULTE D'EDUCATION . FACULTY OF EDUCATION
"SCIENCES DE L'EDUCATION' EDUCATIONAL STUDIES

* : ' June, 1980
\ - | /

Dear o .

This letter is to request your cooperation in a study of the dellvery(/’/
of resource teacher services to classroom teachers in rural schools. The
study looks at the relationships which exist between classroom teachers and
the resource teachers who provide services to them. Some of the skills
required of resource teachers are investigated, as well as other organization
vari ables such as consulting’ services which may have a direct bearing on !
service delivery. The purposesof the study is to determine what is the most
appropriate system of support to give to classroom teachers so that they in
turn can provide the best possible learning environment for children with
learning difficulties. '

dFc1fically I am asking you to respond tc the attached Data
Collectidn Instrument, Form A, which looks at the following factors:

& . ) .
Part 1) interpersonal/personal charactepistics of
your resource teacher, , . .

Part 2) thﬁ.performance of your resource téa;her,

Part 3) the organization of programs and services
for children with learning difficulties in
your particular teaching situation, and |

- Part 4) the actual services rendered ‘to you or your
students by your resource teacher.

The number on the flap of the enclosed envelope and the first page of
the instrument identifies your school. When all completed forms have been
returned the number will be deleted. Analysis of the data will not identify
or compare schools, resource teachers or teachers. Please do not sign your
name to the instrument. I prefer that you remain anonymous.

Only those questionnaires which have been completed in full can be used
in this study. It should take no more than 10-15 minutes to complete the

instrument.:

.~
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1)
2)

| 3)

2

-

Encl:

e i A i i o ey Ty o renm o
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Read the instructions on page one of the instrument.

Complete Parts I, II and III indicating your impressions
on each item. It is not necessary or desirable to ponder
the meanings at length. First impressions are preferable
on each item.

Compléte’Part‘IV using your best estimate of the professional
interactions you had with your resource teacher during the
1979-80 school year.

Place the completed questionnaire in the enclosed, stamped,
self-addressed envelope and drop it in .the mail as soon as

possible.

I plan to be in your area within a week or two and will/g;;:\;:\;;y
schools for which complete returns have not been received.

L
‘§BUR ASSISTANCE. 1S NEEDED AND VERY MUCH APPRECIATED. MY THANKS
TO YOU IN ADVANCE.. -

Sincerely,

g P
- (Zm{a&%f%ﬂé
Campbedl McBurngy, %

René-Lamoureux Hall,
v University of OQOttawa,
Graduate Sgbdies in Education,
651 Cumberland Street
Box 110,
Ottawa, Ontario,

PR KIN 6NS

-~
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UNIVERSITE D'OTTAWA

FACULTE D'EDUCATION
SCIENCES DE L'EDUCATION

.4
Dear

¢ . ) 143

" UNIVERSITYOF OTTAWA

OTTAWA ONTARIO .
CANADA RIN 6NS

FACULTY OF EDUCATION
EDUCATIONAL STUDIES

September 10, 1980

Ay ) ’ —

In June 1980 I wrote to you requesting your participation in.a study
of the delivery of resource teacher services to classroom teachers in rural
schools. The study will determine ways in which resource teachers can best
help classroom teachers to provide the best p0551b1e learning env1ronment
for children with learning difficulties.

A good response has been received to date, in spite of xhe fact that
the questionnaires arrived at the schogls at the end of June in one of the

busijest times of the school year.

A response from every teacher, however,

will make the findings of the study.much more compiete and thus more reliable.

3

To date I have not received the questionnaires I sent yodf’ES-E\Hm
sending you a second one in the hope that you will take some of your time
to participate in this study. Your help in this study will be very much

appreciated. Thank you.

Encl:

CMcB/1p

Sincerely,

éﬁwwﬁﬂéﬁﬁ%/k;zwﬁzéﬂ

. Campbell McBurney,
Un1vers1§y of Ottawa
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SCIENCES DE L'EDUCATION June, 1980 EDUCATIONAL STUDIES
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Dear ;

I must apologize in advance for asking you to devote so much of your
time to my research. The purpose of the study is to determine what is the

‘most appropriate system of support to give to classroom teachers so that they
+in turn can provide the optimum learning enviromment for children with learning

difficulties. The resource teacher model seems to work well in rural areas and
the study looks at particular aspects of the working relationships between
resource teachers and the classroom teachers to whom they provide a service.
The results of this study will be made available to you when complete.

Attached are copies of the DATA COLLECTION INSTRUMENT FORM A (PARTS
I-III) for each of the classroom teachers for whom you provicle consultant
and/or other services. I have placed a gummed label on the front page of
each so that you will be able to see at a glance the name of each teacher
you are rating. When all of the booklets have been returned, I will remove
the front page and destroy it. The teacher being rated is unknown to me and
1 insist that anonymity be assured. '

PART IV of the DATA COLLECTION INSTRUMENT pertains to factors in the
organization of programme and services and this part is to be completed once
only by+ymu.

Pleate respond to every item on the data-gathering instrument. Only
fully completed forms can be used in the study.

I field-tested the questionnaire and found that after the initial one
on two, when you get used to the wording, it is possible to complete them in
about 5 minutes each. You may wish to complete forms for your teachers in
several separate groups in order to avoid fatigue.

../2
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INSTRUCTIONS:

1)' Please complete, in full, a separate DATA COLLECTION
INSTRUMENT, FORM B, PARTS I-III for each t%acher. )

2) If some items do not exactly fit the teacher - resource
teacher situation, please respond to them anyhow.

3) Respond to each item with your firq; impression. It
is not necessary or desirable to ponder the meanings
at length. '

4) Fill out PART IV once only.

5) Please do not consult the teacher or another resource

. " teacher or consultant while completing the forms.

6) When accurate data is not available for PART III, please
provide your best estimate.

7) " Please place all completed forms in the stampéd self-

Your co-operation and assistance in this study is much appreciated.

addressed envelopeés enclosed and drop them in the mail

as soon as possible. “\\

My sincere thanks to you in advance,

Encl: -

CMcB/1p

Sincerely,

Campbell McBurney
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MEANS AND STANDARD DEVIATIONS

Rater's Perceptual Field.
Classroom Teacher Resource Tedcher

3

Variables n X sd n, X sd
Distance 72 1.80 0.64 . 72 1.80 0.64
Staff Ratio 72 0.05 0.05 72 0.05 0,05-
Time Lag 17 2.14 0.89 72 2.15 0.51
Availability 52 6.02 1.29 72 561 1.64
Disposition . ]

. e~
Interpersonal
.Relations 53 -+ 6.24 0.67 72 5.12  1.52
Performance 52 5.97. 0.84 72 467, 1.35
Organization 53  5.51  0.94 72 6.25 1.35
Rate of Service )

Delivery , .

Total 47  36.79 58.03 72 36.69. 40.41
To Teachers 51  18.88 \31.91 72 20.57 25.95
To Children 47  16.85 36.52 52 16.13 21.50
First Term 49  11.71 17.17 72 12.04 13.38
Second Term 48 12.98 25.50 72 12.64 14.14
.Third Term 40  11.14 16.97 72 12.01 14.10

~f

-

Note: Distance and staff ratio are based on objective data.

A\
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The Work of the Late William Paul Hurder

William Paul Hurder's service delivery paradigm, which is analyzed in
the p;:esent study, was part of an intended monograph on the theory of
service delivery. The monograph itself was 'hever_ published, and the
references to it in the present study are tehen ‘from archival materials
held in the University Library at the Uhiversity of Illinois at
Urbana—Chami:aign. Although no atte'mpt is made here to provide a complete
biographicai or historical account of Hurder's life and work, a rfew brief
observations may help the reader better to understand the context of the
present study.

The Hurder paradlgm of service delivery in social systems was the
outgrowth of Hurder's llfelong involvement in the fields of mental health
research and consultation on the admmlstratlon ard planning for services
for the mentally’ retarded .

A native -of Evansville, Indiana, Hurder received .an_A.B. degree from

‘the University of Alabd&ma, a Ph.D. from Ohio State Unive sity, and M.D.

from ILouisiana State University. He taught and conducted research at
Chio State University and at Louisiana State University. He directed the

Louisiana State Department of Institutions and served as assistant and,

‘later, associate \director of the Southern Regional Education Board,

during which time he planned and conducted regional progralﬁs ¢f training
and research in mental health and mental retardation. He was appointed
as professor of special educafion and associate director of the Institute

for Research on Exceptional Children at the University of Illinois and

. later he succeeded Samuel Kirk as director of the Institute,



? \ ' 151

, His interest and expertise in the field of service aelivery in the

~mental health field are evidenced by the numerous appointments he

rec€ived to variocus bodies invesf:igating mental retardation problems.

Among the more notable were his appointment as Chairman of the Committee

on Coordination of the President's Panel on Mental Retardation (1961-63) 4
as principal invésti_gator of a federally funded study of Eurcpean
programs of development and. delivery of servic‘es to the mentally ill and
mentally retafded (1961), as principal investigator of fede'raliy funded

research into utilization and training of non-professional patient

personnel 'in mental institutions (1960-65), and as a member of the Task

Force on Organization, Administration and Financing of Services, for the
Joint Commission on Mental Health of Children (19_67—70). He received
numercus other appointments and provided pertinent consultation to

various study groups of the National Institute on Mental Health during

L

the period 1960-1970, = He was tpe author of many publiéhed articles, fnany
of which dealt with fh_e problems of planning, coordinating " and
implementing mentai. health services. - -

Although -Hurder's service delivery paradigm was in preparation for
publication in the forn'; of a the.oretical analysis of the deli\}ery' of
health, education and social services, His unti.me-ly death p}:ecluded their
full elaboration: He héd presenfed the theoretical framework during a

series of graduate seminars prior to his death and rough drafts and

seminar reports can be found in the archival material.

N

-
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The present study provides validation for the theoretical framework
of the Hurder paradigm applied to r?arc'h in special education in rural
areas and provided both a further “elucidation of the paradigm and an

examination of earlier research studies in special educatlon whlch used

.the paradigm as a conceptual base.
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A VALIDATION OF THE HURDER MODEL IN
RURAL RESOURCE TEACHER SERVICE DELIVERY
Campbell McBurney
University of Ottawa N

This study was designed to determine the validity‘ of the Hurder
paradigm for service delivery in social systems as a theoretical
franéwork within whiéh to examine elements of the resourﬁe teacher model
used in the administration of special education serﬁices in rural-areas.
The Hurder paradigm distinguishes the processes of service delivery from
service itself and assumes that the service delivery mandate has hot been
filled until the intended. recipient of the serv;ce {the consumer) has
accepted the service provided-by thé‘producer. Variables which relate to
the deliverability of services are ;;ceSS, or availability of the
service, disposition, or acceptability of the service, and’ organization,
which is seen as an entity which eﬁcompasses an_d irrrpinges' upon both
access and disposition factors. Service delivefy, therefore, is Seen‘és
a function of access, disposition and organization factors., This
conceptualﬁbase was used to eiamine the resource teacher model, presently
in use in many rural areas of Canada and the United States, aéﬂa means of
pfoviding increased support to classroom teachers in meeting the needs of
children with learning difficulties in regular and segregated classes.
The resource teacher (service producer) in this study refers to a broadly
trained specialist, a major part of whose responsibility is to work in a

collaborative, - facilitative role with classroom teachers™ (service



' ' ’ ‘ . 155

consumers). Two forms of a fouf par;t queétionnaire were administered to
five resource teachéééiifénd the seventy-two classroom teachers whor-n they
serggda in rural Quebec. Form A provided perceptual data on the classroom
teachers' perception of the res?qrce teacher's ability to relate to
teachers (interpersona.l relationé)f on the resource teacher's ability to
perform certain tasks related to teaching"_. exceptional children
{performance), "on the presence of certain organizational factors in
special education, service delivery in the schocl/district, and on the
perceived rate of services -delivered by the resource teacher. Form B

provided similar perceptual data from the resource teachers.

The relationships between the perceived rate of service delivery (the

criterion wvariable) and access, disposition and organization variables

were analyzed through the testi'ﬁg of 14 hypotheses, 7 of which weré

within the consumer's perceptual field, and 7 of which were within that.

of the procducer.. within the consumer's perceptual field four hypotheses

predicted . a s'ignificant /relationship between .access ‘(availability)

variables and the criterion vgr'iable {perceived rate of service

delivery) . Three of these hypotheses were ~supported. Cconsumers

&L(glassroom teachers) perceived a higher“wete of service delivery from
producers . (resource teachers) where the distance between them and the
produce{r was less, wheré¢ the staif ratio was more faverable and where
they felt that the producers were more available., Two hypotheses
predicted a significant relationship between the c:l:'iterion variable and
the difposition variable and both were supported. Consumers perceived

greater service delivery from producers whom they saw as more personable

+
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and. more competent. The hypothesis dealing with the organization

variable was supported indicat-'_ing that consmnélé perceived a higher rate
of service delivery where certain organizational factors were in’ greater
evidence’. ’ |

Seven sim;'._liar..'hypotheses relating to the producers' perceptual field
were ' éenerétéd and tested ‘as well. Three of 'the four hypotheses
concerning access variables were supported, indicating that the $ervice
producers _f)je:f:eived\that they providéﬂmoré services where the distance
was less, wheée they had fewer 'éonsumers to serve and where the'consumer
was more available. One of the hypotheses pertaining to the dispos‘ition
variable was support indicating that producers perceived 'greater
service delivery where the consumer was ':nore personable. \

Service producers, however, did hot perceive a higher rate of service
delivery where they saw the consumer as more competent. Some aspects of
organization were positiVely related to the criterion Qariable.

e. Hurder paradigm was supported as a concept;.ual framework within
‘ . - e

which to study special education serviceé delivery in rural areas. Some
\ i

broad implicefjons for administrative practice were highlighted, namély:
1) -that special~ _education administrators need to cénsider accéss,
disposition and organization variables in the plénning, implementation
and evaluation of resource teacher servicéé for rural areas; and 2) t;hat

-~

training, competence and personability of the resource teacher are key

" factors in utilization of the service.





