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ABSTRACT

. This study examines the stress levels, the nature of the
stressors, and the perceived degree of difficulty
encountered by 26 Trinidad and Tobago educators in
implementing consultative-—collaborative resource behaviours.
The 26 participants, part of the University of Manitoba -
Trinidad and Tobago Special Education Project, 1987-1991,
‘were trained in resource teacher behaviours and at the end
of the workshops were expected to start resource programs in
their schools.

It was hypothesized that as trainees implemented their
programs that the overall stress levels of the entire group
would increase, and that there would be a difference in the
Sstress levels of elementary and secondary participants. It
was also anticipated that the nature of the overall group's
stressors would change throughout the study. An increase in
the group's perceived degree of difficulty in implementing
resource behaviours was also hypothesized, and it was
anticipated that secondary trainees would experience greater
perceived degrees of difficulty in implementing resource
behaviours than would elementary trainees.

The study showed no significant differences in stress
levels in the overall group of trainees as they began to
implement their programs. Neither did it show any
significant differences in the degree of difficulty

perceived by the overall group as they implemented resource
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teacher behaviours. The secondary trainees, however, showed
both higher stress levels and higher perceived degrees of
difficulty in implementing resource teacher behaviours than
did the elementary trainees.

Participants in the study found parent—teacher
relations, time management and intrapersonal conflicts to be
areas of difficulty. They also experienced difficulty in
implementing both diagnostic and consultative—collaborative
behaviours. Finally, the amount of stress they evidenced did
not.seem to be a direct result of stressors in their
personal lives, but a result of job-related occurrences.

A number of implications for further study emerge from
this thesis. First of all, any further study should increase
the sample size, particularly at the secondary level.
Secondly, a simpler research design, using fewer groups is
recommended. Thirdly, any further studies should be
conducted by Trinidad and Tobago nationals to ensure on site
monitoring. Fourthly, the training emphasis in the existing
program should be re—-evaluated. Desired resource teacher
behaviours should be specified and required, with more
structure and administrative supports for resource teachers

built into the program.



CHAPTER ONE
Introduction
This chapter presents the objectives of the study, the

impact of Public Law 94-142 (1975) on special education
delivery services, the statement of the problem, the
research questions, the null hypotheses, limitations of the
study, educational significance, definition of terms, and
the organizational outline of the thesis.

The _objectives of the study

Teacher stress, focussing primarily on the stressors
affecting classroom teachers, has been the topic of
considerable research since 1980 ( e.g., Goodall and Brown,
1980; Cherkes and Fimian, 1982; Beasley, 1983; MclIntyre,
1983; Leach, 1984; Coldcott, 1985; Wallace and Kass, 1986).
While some researchers have chosen to compare the stress
levels of regular and special educators, they have included
in their samples only special educators working within self
contained classrooms (Johnson, Gold and Vickers, 1982:
Holland, 1982; Wheeler, 1982; Fimian and Santoro, 1981;
Jones, 1987).

This study examines the stress levels, the nature of the
stressors, and the perceived degree of difficulty
encountered by 26 Trinidad and Tobago educators, both
elementary and secondary, in implementing consultative—

collaborative resource teacher behaviours as taught in the



University of Manitoba - Trinidad and Tobago Special
Education Project Resource Teacher Program in 1989.

Impact of Public Law 94-142

With the advent of the mainstreaming thrust resulting
from Public Law 94-142 (1975) in the United States, and
similar legislation in Canada, the role of many classroom
teachers and special educators has changed considerably
(Bensky, Shaw, Gouse, Bates, Dixon and Beane, 1980; Poirier,
Goguen, and Leslie, 1988). Regular classroom teachers are
now intimately involved in mainstreaming special needs
students, a process made possible in part by a redefinition
of the role of the special educator. No longer in self
contained classrooms, many special educators are now
functiohing as resource teachers working within a
consultative collaborative framework with regular educators
to integrate previously segregated students (Freeze, Bravi
and Rampaul, 1989). A separate category of special educator,
the resource teacher, trained specifically for this role,
has also emerged (Harris and Schutz, 1686).

Similar changes in methods of delivery for special needs
students are taking place in Trinidad and Tobago (Rampaul,
McCluskey, McCorkell and Oxenham, 1987). The Ministry of
Education, attempting to meet the needs of both newly
mainstreamed children and those children experiencing
learning difficulties, is also moving away from the

traditional special education teacher model. In the belief
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that the consultative—collaborative resource teacher concept
presents one way of improving the quality of educational
programming for special needs children, they have been
engaged in the process of training selected elementary and
secondary classroom teachers to become resource teachers
working within a consultative-collaborative framework. This
in-service professional development project emerged from the
University of Manitoba - Trinidad and Tobago Special
Education Project (1987-1991).

=tatement of the problem

According to a 1984 Organization of American States
survey conducted in Trinidad and Tobago, 24% of the children
(or 40,771) were found to be low achieving and experiencing
sufficiently significant learning difficulties to warrant
special education services. A needs assessment in language
arts and mathematics, conducted at the junior secondary
level by the Trinidad and Tobago Ministry of Education
(1985), also revealed overwhelming weaknesses in students'
academic performance and teachers' professional competencies
- the latter finding borne out by a recent survey (Freeze
and Rampaul, 1989) revealing that only 19 per cent of
elementary and secondary teachers are university educated.
This same survey also revealed that both the administrators
and teachers surveved, agreed that "the most pronounced
weaknesses result from a combination of students' negative

attitudes and low motivation combined with teachers'



negative attitudes and inappropriate instructional
strategies” (Freeze and Rampaul, 1989). These same
administrators and teachers also agreed that Trinidad and
Tobago teachers were inadequately trained to work with
children who were low achieving, experiencing behavioural
and/or emotional difficulties, had visual, hearing or speech
impairments or who were mentally or physically handicapped.

The need for more appropriately qualified special
education personnel also gained prominence when the national
government of Trinidad and Tobago Fifteen Year Assessment of
Education (1968-1983) recommended the pursuit of an
educational policy aimed at creating educational
opportunities, with particular emphasis on sbecial
education, for all children (Ministry of Education, Republic
of Trinidad and Tobago, 1985). Emerging from these national
efforts, came the rationalization for a Special Education
Project designed to meet the needs of students experiencing
learning difficulties. The University of Manitoba - Trinidad
and Tobago Special Education Project, 1987-1991, was
subsequently designed and implemented in response to these
educational needs.

University of Manitoba - Trinidad and Tobago Special

Education Project (1987-1991)

The main objective of the University of Manitoba -
Trinidad Tobago Special Education project (1987-1991) was to

train educators, both in the mainstream and in special



schools, to make their intervention strategies more
appropriate and relevant for children experiencing learning
difficulties. In 1987, after the first workshop, it became
apparent that providing regular classroom and special
education teachers with the ability to diagnose and to
pPrescribe instruction to accommodate special needs children
in the mainstream was not enough; a teacher support system
within each school was also necessary (Rampaul et. al,
1987). Out of this recognition, the Resource Teacher
Training Program proposal emerged.
I ] Traini 5

The Resource Teacher Training Program, as stated
earlier, was designed to prepare regular elementary and
secondary classroom and special education teachers to work
as resource teachers within a consultative-collaborative
model. Working within this model, trainees were expected to
perform what are generally accepted as the three basic types
of services for students experiencing learning difficulties:
diagnosis, preparation and implementation of instructional
programs, and consultation and collaboration with teachers,
parents and educationally significant others (Weiderholt et.
al., 1983). Ideally, trainees were to assume full-time
resource positions within their schools; however, because of
financial restraints, two groups emerged at both elementary
and secondary levels. One group was confined to implementing

the resource concept within their own classrooms and



extending the concept in a limited way only throughout the
rest of the school, while the other group implemented on a

school-wide basis.

elationshi ol ement i

behaviours and stress levels

There is growing research evidence that special
educators functioning in a consultative-collaborative
framework are subject to stressors different from those of
either regular classroom teachers or special educators in
self contained classrooms (Bensky et. al,1980; Weiskopf,
1980; Holland, 1982; Raschke, Dedrick and DeVries, 1988:
Wallace, 1986). There is also growing evidence that there
are differences in role definition and demands made on
elementary and secondary resource teachers' time and
expertise. The resultant stress levels of secondary resource
teachers is an area left untouched by most of the research
which focusses primarily on special education at the
elementary level (Bachor and Crealock, 1986; Harris and
Schutz, 1986; D'Alonzo and Wiseman, 1978; Weiderholt et.
al., 1983).

Non work-related stress

One additional factor, the part played by non-work
related stress, was also.taken into account in this study.
Since stress consists of our inner reaction to events and
demands we can see that it has two primary sources: the

events and demands of our lives and our inner reaction to



them (Mills, J., 1982). These general life stressors can
result in irritability, illness, changes in sleeping
patterns and difficulties with concentration (Buckalew,
M.W., 1982). Such manifestations of general life Stress
could in turn, affect job performance. It therefore becomes
important for the purposes of this study to attempt to make
a distinction between work and non-work related stress.

In order to explore both work related and non-work
related stress levels of elementary and secondary trainees,
the nature of their stressors and their perceived degree of
difficulty in implementing resource teacher behaviours, this
study focussed on seven major research questions.

Research gquestions

1. Will thé stress levels of the trainees increase
as they attempt to implement a resource program in

~their schools?

2. Will there be a difference in stress levels between
the two groups, those trainees who implement the
resource teacher concept in their own classrooms
only, and those trainees who implement the resource
concept on a school-wide basis.

3. Will there be a relationship between stress levels
and the perceived degree of difficulty encountered
by both groups, in implementing resource teacher
behaviours as presented in the Resource Teacher

Training Program?



4. Will the nature of the trainees' stressors in both
groups change specifically in relationship to their
roles as resource teachers?

5. Will elementary and secondary trainees in both
groups exhibit differences in stress levels?

6. Will the perceived degree of difficulty encountered
by both groups in implementing resource teacher
behaviours, as presented in the Resource Teacher
Program, differ for elementary and secondary
trainees?

7. Will there be a relationship between non-job related
stress and job related stress as experienced by the
60 trainees?

Statement of the Hypotheses
To find the answers to the preceding research questions
'the study was designed to permit testing of the following
hypotheses:

1. As the 60 Resource Teacher Program Trainees begin
to practice resource teacher behaviours their
overall stress levels will increase significantly
as measured by pre and post-profiles using the
Wilson Stress Profile.

2. There will be a difference in stress levels as
measured by the Wilson Stress Profile between

trainees implementing resource teacher behaviours



on a school-wide basis, and trainees implementing
resource teacher behaviours in their own classrooms
only.

There will be a positive relationship between
stress levels and the perceived degree of
difficulty encountered by all trainees as they
attempt to implement resource behaviours. The
perceived degree of difficulty in implementing
resource teacher behaviours will increase from the
first administration of the Resource Teacher
Behaviour Scale in June, 1989, to the second
administration of the same instrument in

November, 1989.

The nature of the stressors experienced by all
trainees will change specifically in relationship
to their roles as resource teachers functioning in
a consultative-collaborative resource model.
Specifically, the trainees' stress levels under the
categories of Employee—employer relations, Teacher-
teacher relations, Time management, Parent-teacher
relations and Intrapersonal conflict, as measured
by the Wilson Stress Profile, will increase on the
post-profiles after they assume their resource
functions in their schools.

There will be a difference in stress levels between

secondary and elementary trainees as measured by
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the Wilson Stress Profile.

6. There will be a positive relationship between the
perceived degree of difficulty in implementing
resource teacher behaviours as measured by the
Resource Teacher Behaviour Scale, and the level,
elementary or secondary, at which these behaviours
are being implemented.

7. There will be a positive relationship between non-
job related stress as measured by the Holmes—Rahe
Social Readjustment Scale and levels of job related
stress as measured by the Wilson Stress Profile.

Limitations of the study
The limitations of the study, identified in Chapter
Three are as follows: Threats to internal validity (a)
history, (b) regression, (c) selection, and (d) mortality.
Specificity of variables is discussed as a threat to

external wvalidity.

Eq . | siqnifi

The eventual result of continual negative responses to
stress may be burnout, and there is no doubt that teacher
burnout ultimately affects children (Holland, 1982;
Weiskopf, 1980). In the case of resource teacher burnout,
not only are individual children affected but the entire
consultative-collaborative framework of mainstreaming is at
risk. Bensky et. al (1980), responding to such concerns in

their study of stress and the implications of Public Law 94-
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142, recommend changes in both pre and inservice programs, a
reconsideration of resource and special education teacher
caseload and preparation time, and an examination of school
systems. Others, expressing similar concerns, alsoc advocate
proactive as opposed to retroactive approaches to stress
reduction for special educators, recognizing
that stress among special educators is not a temporary
phenomenon that can be easily eliminated (Raschke et. al,
1988; Jones, 1987; Beasley, 1984; Holland, 1982; Goodall,
1980) .

The intent of the Resource Teacher Training Program., on
which this étudy is based, was to train teachers in
consultative—collaborative resource functions to provide
educationally supportive services to teachers and children.
It was anticipated that trainees would encounter
difficulties and possibly increased stress levels resulting
from their changing roles. If in fact there are stressors
specific to the role of resource teachers functionning in
consultative-collaborative resource models, then it becomes
imperative that resource teacher trainers identify these
stressors and address the specific needs of resource
teachers. This study is an attempt to do so.

The results of this particular study and further studies
attempting to identify stressors specific to resource
teachers functionning in consultative-collaborative

situations will have major implications for resource
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teacher training, on—going professional development and
systems approaches to mainstreaming (Olsen and Matuskey,
1982; Shaw, 1981; Bensky et. al, 1980).

Definition of terms

For the purposes of this study the following terms are

defined:

1. Resource program: any school operation in which a
~person (usually the resource teacher) has the
responsibility of providing supportive
educationally related services to students and/or
their teachers (Weiderholt, Hammill and Brown,

1983, p. 3)

2. Consultative-collaborative resource model: a
school operation providing direct support services
to classroom teachers. Direct support to individual
children is not provided over the long term in
either the regular classroom, special class or
resource room. Support is provided to the classroom
teacher working with all children in the regular
classroom to support classroom instruction (Freeze,
Bravi and Rampaul, 1989).

3. Pull-out model of resource delivery: a school
operation providing direct support services to
children. Children are provided with teaching
instruction by the resource teacher, usually within

a resource room setting away from the regular



13
classroom. Instruction may, or may not
support regular classroom instruction.
Common Entrance Examination: an examination written
at age 11+ by all children in Trinidad and Tobago,
the results of which determine post—-primary
placement. Those children scoring at the highest
end of the scale are placed in what are called
prestige schools, five year secondary institutions
available only to children receiving the highest
marks on the Common Entrance Examination. Children
who do relatively well but who do not score high
enough for entrance into prestige schools are
placed in other five year secondary institutions.
The remaining children are placed in three vear
junior secondary schools. Upon completion of their
three year program they are then eligible to write
the CXC examination defined below. Those children
who are deemed unable to write the Common Entrance,
or who score extremely low, enter a two year post-
Primary program leading to school leaving or
entrance to technical-vocational schools.
Caribbean External Examination (CXC): The CXC is
written by students who have completed a three
Year course of study and wish to complete their
final two vears of high school in a five vear

secondary school. Those students who do not score
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high enough to gain entrance to five year schools
may enter technical or vocational schools or enter
the work force.

Organization of the study

This study is organized into five chapters. Chapter One
discusses the objectives of the study, the impact of Public
Law 94-142 (1975) on special education delivery services,
the statement of the problem, the research questions, the
null hypotheses, the limitations of the study, the
educational significance of the study, definition of terms
and an organizational outline of the remainder of the
thesis.

Chapter Two contains a review of the literature related
to the study of resource teacher stress. Existing studies
are discussed under the following headings: stress levels
common to both regular and special educators; sources of
stress for resource or special education teachers working
within a consultative—-collaborative model; and differences
between elementary and secondary resource teachers.

Chapter Three describes the subjects, the instruments
used for data collection, the data collection procedures,
the research design and the limitations of the study.

Chapter Four states and discusses the research findings.
Each of the hypotheses is presented, followed by descriptive

and non-parametric analvses.
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Chapter Five gives an. overview of the study, conclusions
and proposes a number of recommendations for further

research.
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CHAPTER TWO
Literature Review

A review of the literature related to the study of
resource teacher stress is presented in this chapter.
Existing studies are discussed under the following headings:
stress.levels common to both regular and special educators;
sources of stress for resource or special education teachers
working within a consultative-collaborative model, i.e.
assessment, caseload, individualized education programs,
consultation and collaboration, mainstreaming difficulties,
role definition; and differences between elementary and
secondary resource teachers.

Stress levels common to both regular and special

educators

A number of studies attempting to identify various job
related factors causing stress for special educators, have
concluded that there is little or no difference in stress
factors for regular or special educators (Olsen and
Matuskey, 1982; Falck and Kilcoyne, 1985; Wheeler, 1982;
Beasley, 1983; Hudson and Meager, 1983) . Focussing on
special educators working within self contained classrooms
they have, however, included in their questionnaires very
few stress factors which relate directly to special
educators. One such study, focussing on self reported stress
factors of teachers of Specific Learning Disabled (SLD)

students, concludes that while there were job related
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factors producing stress in teachers of children with
specific learning disabilities, only one of the six sources
of stress, excessive paperwork, identified by their teacher
sample was not identified as stressful in earlier studies of
regular classroom teachers (Olsen and Matusky, 1982).

When we examine the questionnaire used in this study,
however, we see that it consists of thirty possible sources
of stress classified into three separate categories: stress
factors arising within the classroom, stress factors
originating from the education system, and stress factors
originating from the interaction of occupation and personal
life (Olson and Matuskey, 1982).

The result of the study, however, that only one stress
factor of teachers of children with specific learning
disabilities is different from those of regular classroom
teachers is not surprising when we look closely at the
questionnaire items. The first nine items, immediate factors
within the classroom, are not specific to special educators.
They include such stressors as pupil-teacher ratio, groups
of too wide an ability range and shortage of audiovisual
equipment - all stressors which any classroom teacher from
K-12 would experience.

The second group of stressors, factors within the
structure of the educational system also includes '"generic"”

classroom teacher stressors. They range from nonsupportive
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administration, lack of planning time, poor chances of
advancement, and compulsory staff meetings/committees. Only
one factor within this section of the questionnaire is
directly related to special education functions - the factor
of excessive paperwork (IEPs, etc.).

The third group of stressors, factors relating to
personal life, are again stressors that any educator faces -
demands on after-school time, inadequate salary, in-service
training-workshops requirements.

The results of the study show that five out of six of the
most highly ranked stressors for teachers of children with
specific learning disabilities match those identified by
other studies researching stress factors of regular
educators. Not surprisingly, the one factor identified by
teachers of students with specific learning disabilities as
the most stressful factor, excessive paperwork, was the only
factor on the survey specific to their roles as special
educators. The six highest stress factors, listed from

highest to lowest percentage of consensus are as follows:

1. excessive paperwork (IEPs etc.) 78%
2. inadequate salary 66.2%
3. discipline of students 62.7%
4. inadequate planning time 55%
5. student attitude 55%
6. pupil—teacher ratio 53.9%

While this study does not address the specific job
related stresses of teachers of children with specific
learning disabilities, it concludes that the majority of the

stress factors affecting regular educators and special
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educators, in this case teachers of children with specific
learning disabilities are the same.

Examining the variables common to educators who report a
high degree of stress, and attempting to dete}mine whether
or not special education personnel actually evidence more
stress and job related problems than other groups, Falck and
Kilkoyne (1985) report similar findings. Their results
support the hypotheses that special educators do not
experience more job dissatisfaction than other comparable
occupational groups, although they do report lower levels of
subjective well being when compared to normative groups.

Again, the items included in this survey were not
specific to the role of special educators. Five major areas
were included: work on the job (which included only general
areas such as challenge, sense of accomplishment and
creativity), present pay, opportunities for promotion,
supervision on the job and people on your present job. All
of these categories and the items included under each could
be generalized to regular teaching situations, indeed to a
wide variety of occupations unrelated to education itself.

Weiskopf (1980) recognizes the limitations of such
studies indicating that researchers need to determine and
evaluate which variables are most likely to produce burnout
symptoms among special educators. Taking six environmental
sources of stress - work overload, lack of perceived

success, amount of direct contact with children, staff/child
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ratio, program structure and responsibility for others, she
arplies them directly to teachers of eéxceptional children.

For example, in her discussion of work overload she
focusses on such factors as planning and implementing
individualized programs, consulting with and counselling
parents, and collaborating with regular educators. She
concludes that due to the heavy and varied workload, job
tension increases as job satisfaction decreases.

Summary of factors common to both regular and sSpecial

educators

Stressors of both regular and special educators, as
identified in existing studies - excessive paperwork,
inadequate salary, discipline of students, inadequate
planning time, student attitude, pupil-teacher ratio, non-
supportive administration, lack of planning time, program,
structure, staff-child ratio are Primarily "generic"
stressors applicable to all teachers. The results of these
studies conclude that there are no significant differences
in stress between the two groups. The one area in which
regular and special educators seem to show differences in
stress levels is in the area of excessive paperwork, an area
which affects special educators more than regular educators.

Weiskopf's (1980) application of these "generic"
stressors to teachers of exceptional children, however,
reveals stressors specific to resource and special education

functions. She identifies such factors as planning and
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implementing individualized education programs, consulting
and collaborating with parents and regular educators and
heavy caseload.

Both the more 'generic" sources of teacher stress and
the stress factors applicable to resource teachers and
special educators are taken into account in this study of
the 26 Trinidad and Tobago resource trainees.

Stress levels of resource or special education teachers

working within a consultative—collaborative model

Very little research examining stress and the role of
the resource or special education teacher working within a
consultative—collaborative framework has been conducted.
However, when we look carefully at existing studies and
areas that are pinpointed in reference textbooks for
resource teachers as potential sources of conflict, a
pattern of stressors emerges. They centre around the three
basic functions of the resource teacher: diagnosis,
preparation and implementation or instructional programs,
and consultation and collaboration with teachers, parents
and educationally significant others.

The following discussion of the three basic functions of
resource teachers in presented under six major headings:
assessment; caseload; individualized education programs
(IEPs); consultation and collaboration; mainstreaming

difficulties; and role definition.
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Asgegssment

Diagnosis and assessment, an extremely demanding task,
rates high on the list of stressors for resource room
teachers (Bensky et. al, 1980; Weiskopf, 1980:; Holland,
1982; Raschke et. al, 1988). While no reasons for these
findings are suggested, the complex nature of assessment,
the importance of relating it to instructional planning, the
fact that it is sometimes used for funding purposes, and to
categorize or label students could all be stress producing
factors for the resource teacher.

Caseload

High case load is an additional source of stress for
resource teachers (Weiskopf, 1980; Olsen and Matuskey, 1982;
Bensky et. al, 1980). Weiskopf, (1980) indicates that the
higher the ratio of resource students, the greater the
pPressure and emotional stress on resource teachers. Similar
findings are related by Olson and Matuskey (1982), and
Bensky et. al.(1980). High case load could also be tied into
assessment stresses. In order to fully assess a student's
strengths and weaknesses, it is necessary to use a variety
of techniques. Global assessment, including background
information, psychological testing and general ecological
data are conducted prior to sSpecific assessment. Specific
assessment including curriculum analysis, classroom
observation, work sample analysis and diagnostic testing

follow ( Bachor and Crealock, 1986). If a resource teacher's
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caseload is high, it becomes very difficult to conduct
adequate global and specific assessment on each and every
child within a reasonable timeline.

Timelines themselves are also cited as sources of stress
to resource teachers (Raschke et. al, 1988). Meeting
deadlines on assessment, instructional planning and
implementation of programs is a major Source of stress,

particularly when combined with large caseloads.

Individualized Education Programs (IEPs)

Individualizing instruction and planning and
implementing IEPs is another reported source of stress
( Raschke et. al. 1988; Holland, 1982; Weiskopf, 1980;
Fimian, 1986; Bensky et. al, 1980; Olsen and Matuskey, 1982;
Lawrenson and McKinnon, 1982.). Once again, caseload
contributes to stress in this area but in addition to
caseload, another factor, co-worker support and cooperation
in planning and implementing IEPs comes into play.
Uncooperative regular education teachers and lack of co-~-
worker support can greatly affect the stress levels of the
resource teacher (Holland, 1980; Raschke et. al, 1988).
Unless the classroom teacher is willing to cooperate in the
planning and implementation of individualized programs, the
whole assessment and planning process becomes pointless and
therefore a source of great frustration to the resource

teacher.
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Consultation and collaboration

As we move into the consultative-collaborative aspects
of the resource teacher's job, we find additional sources of
stress. Again there seems to be a lack of consideration of
multiple consultant responsibilities in determining
caseload and professional responsibilities (Harris and
Schutz, 1986). Consulting with parents in either cooperative
or adversarial situations, interpersonal problems with
regular teachers, frequent team meetings and meeting the
demands of the system all are significant sources of stress
(Raschke et. al, 1988; Weiskopf, 1980; Holland, 1982; Bensky
Aet. al, 1980).

Mainstreaming difficulties

Despite its merits, mainstreaming has caused problems
between resource teachers, "regular" teaching staff and
administrators untrained in special education (Harris and
Schutz, 1986). Resistance to mainstreaming on the part of
administrators and/or teaching staff, ranging from apathy
and passive resistance to verbal hostility and outright
refuéal to cooperate, are sometimes encountered (Weiderholt
et. al, 1983)5 Research suggests that lack of administrative
support 1s one of the strongest sources bf stress reported
by special educators (Cherniss, 1988; Fimian, Pierson and
McHardy, 1986; Johnson, Gold and Vickers, 1982; Zabel and

Zabel, 1981).
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Role definition

Two more significant predictors of sStress, role clarity
and the discrepancy between the resource teacher's
perception of role and the expectations of others, emerged
from a study of Public Law 94-142 and stress (Bensky et, al,
1980). Similar findings were noted in a study on actual and
desired role performance of high school learning disability
resource teachers (D'Alonzo and Wiseman, 1978). If the
resource teacher's role and the program objectives are not
clearly defined and presented to the staff as a whole, then
the program will not be successful (Weiderholt et. al,
1983).

Rifferences between elementary and secondary resource

teachers

Although much of what has been discussed so far applies
to both elementary and secondary resource teachers, there
are some basic differences in their role definition and the
School structures within which they operate (Bachor and
Crealock, 1986). It is important, therefore, to examine
these differences to determine whether or not there are
differences in levels of stress, stressors, and degree of
difficulty implementing resource teacher behaviours for
elementary and secondary school resource teachers.

First of all, the nature of the client is more complex;
adolescent needs are different from those of elementary

school children as are teacher expectations. In addition,
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specific discipline knowledge rather than skill development
is heavily emphasized and the organization and structure of
elementary and secondary schools differ greatly (Bachor and
Crealock, 1986). All of these differences place different
demands on the resource teacher's time and expertise and
present a variety of difficulties to be overcome.

At the secondary school level, there are usually larger
numbers of students and relatively few support personnel.
Therefore, caseload is frequently higher than at elementary
levels. Secondary school students, unlike elementary pupils
may have upwards of six different teachers per vear and so a
resource teacher must negotiate course modifications and
credits with individual subject teachers separately. The
consultative—collaborative aspect of the job thus takes on
highér proportions than at the elementary level and is
therefore possibly a greater source of stress (Bachor and
Crealock, 1986; Harris and Schutz, 1986).

Zigmond (1978) suggests that the secondary school
résource teacher, in addition to assessing and programming
effectively, is also faced with a host of indirect services
falling into the area of consultation-collaboration. These
include assessing the regular teacher's receptivity to
change; communicating effectively with other teachers:
analyzing the system under which they are working; analyzing
the teaching style of regular teachers; understanding the

content of curriculum well enough to suggest modifications
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or changes in presentation and evaluation; analyzing
textbooks; assuming the role of student édvocate;
communicating with parents and helping them to deal with
their expectations for their adolescent; and consulting with
community agencies which may be involved with the student.
While these responsibilities may also be part of an
"elementary resource teacher's role definition, at the
secondary level they become increasingly complex, in part
because of the nature of adolescents, and in part because of
the level of difficulty and specialization in specific
subject areas. One would assume that these complexities
might become stress producing factors.

Another difference noted between elementary and
secondary resource roles falls into the affective domain.
While elementary school resource teachers report feelings of
isolation and alienation within their staffs, because of the
size of secondary institutions and departmental organization
which does not occur in elementary schools, secondary
resource teachers may feel even.more cut off from needed
support and communication channels (Harris and Schutz,
1986) .

Summary

Based on the review of the literature, it would seem
that there may be differences in stress levels and the
nature of the stressors for regular classroom teachers and

resource and special education teachers functionning in the
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mainstream within a consultative—collaborative framework.
This study will therefore focus on stress levels and those
stressors, over and above 'generic'" teaching stressors,
experienced by the 26 Resource teacher trainees as they move
into more specialized functions within their schools. It
will also investigate whether or not there are differences
between elementary and secondary resource teachers in two
areas — stress levels and the perceived degree of the
difficulties encountered in implementing resource teacher

behaviour.
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CHAPTER THREE
Methodology

Chapter three describes the subjects, the instruments
used for data collection, data collection procedures,
research design, and limitations of the study.

Subjects

This study began in February, 1989, with sixty subjects,
all trainees selected proportionately from eight school
districts by the Trinidad and Tobago Ministry of Education.
All of them had previously attended the 1987-88 University
of Manitoba - Trinidad and Tobago Special Education
workshops. Based on excellence in a final workshop
assignment involving the implementation of special education
techniques in theilr schools, this group of 60 trainees was
chosen by a Ministry of Education panel to participate in
the Resource Teacher Training Program. Twenty-seven of the
trainees taught at the secondary level and thirty-three at
the elementary level. By the end of the study in November,
1989, however there were only 26 subjects remaining in the
study, 5 at the secondary level, and 21 at the elementary
level.

One possible explanation for the high mortality rate
among secondary subjects is that most of them were not
willing or able to engage in resource teacher activities in
their schools. Secondary school teachers in Trinidad and

Tobago are very content oriented, curriculum bound, and
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lecturing is their preferred way of teaching. Breaking away
from traditional methods of teaching and evaluating students
is problematic without administrative support and
encouragement. Unfortunately, very few secondary school
principals were involved in the administrators' component of
the University of Manitoba-Trinidad and Tobago Special
Education project and therefore many of the secondary school
trainees were without the kind of in-school supports
necessary to implement change.

Out of the original group of 33 elementary subjects 5
were promoted to administrative positions shortly after
their involvement in the program and therefore dropped out
of the study. Two of the elementary trainees also retired
from teaching during the progress of the study.

Instruments
Three instruments were used in this study: the Wilson Stress
Profile (1979), the Holmes—Rahe Social Readjustment Rating
Scale (1967), and the Resource Teacher Behaviour Scale
(1988).
The Wilson Stress Profile (1979)

The Wilson Stress Profile was designed to help teachers
more clearly define, on a self-scoring basis, areas and
frequency of stress. It contains 36 items divided into 9
categories: Student Behaviour; Employee/Administrator
Relations; Teacher/Teacher Relations; Parent/Teacher

Relations:; Time Management; Intrapersonal Conflicts;
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Physical Symptoms of Stress; Psychological Symptoms of
Stress; and Stress Management Techniques.

Respondents are asked to score items in terms of a
period of time rather than specific days, and to circle on a
1-5 point scale , ranging from “never'" to "very often', the
frequency of occurrence. Scores are numerically calculated
and graphed indicating low (1-8), medium (9-15), or high
(16—-20) stress levels in each of the 8 categories. Total
overall scores are numerically calculated and graphed by
totalling the scores from the 8 categories, resulting in
overall low (36-72), medium (73-108), or high (109-180)
stress levels.

This instrument was developed for use in a 1979 San
Diego County, California, study of regular and special
educators (Wilson, 1979). Wilson (1979) reported a mean
total score of 93.73 for all teachers involved in his 1879
study. He also found a test-retest reliability coefficient
of .68 and a rho value of .50 when the instrument was
correlated with the State Trait Anxiety Index for validity
purposes.

The Wilson Stress Profile for Teachers has subsequently
been used as a measure in other studies relating to teacher
stress. For example, it has been used in two studies
comparing stress levels of regular and special educators
(Beasley, 1984; Sutton and Huberty, 1984) and in a study

examining relationships between four teacher efficacy belief
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patterns and teachers' feelings of stress (Greenwood,
Olejnik and Parkay, 1990). It has also been cited in a
discussion of special education teacher burnout as an
appropriate instrument for measuring teacher stress, and was
used in a study of teacher stress and job satisfaction
(Marozas and May, 1988; Sutton and Huberty, 1984). An
adapted version of the scale was used by Kay-Cheng (1988) in
a study examining teacher attitudes towards responsibility
and teacher locus of control.

The Wilson Stress Profile was used in this study as a
pre and post—-test to measure the stress levels of the
trainees prior to and during the implementation of resource
programs in their schools.

Holmes—-Rahe Social Readjustment Rating Scale (1967)

The Holmes—Rahe Social Readjustment Rating Scale was
designed by a Dr. T. Holmes. M.D. (1967) to measure the
amount of stress occurring in the 'average'" person's life
over a twelve month period. It consists of 43 life events
ranging from the death of a spouse, a major change in
financial state to Christmas and minor violations of the
law. Life events are listed from 1 to 43 with each event
assigned a mean value from 100 to 11. Respondents are asked
to examine each life event in terms of whether or not it
applies to their life situation of the past vear. They are
then to assign themselves the given numerical score for each

applicable event and when they have completed the scale, to
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total their scores numerically. Composite scores under 150
indicate low stress levels, scores from 150-300 indicate
medium stress levels and scores over 300 indicate high
stress levels with a suggestion that the respondent scoring
in this range may in fact be at risk for stress related
illnesses.

Commonly administered in stress workshops, the Holmes-—
Rahe scale is used as part of the stress workshop materials
of the Manitoba Teacher's Society and the Department of
Fitness, Recreation and Sport, Government of Manitoba. It
has also been used in a number of studies related to stress.
In a study of psychosocial correlates of dropout and
achievement in an adult high school completion program
(Garrison, 1983) the Holmes— Rahe Scale was found to be the
"best significant" predictor of dropout. It was also used as
a measure in a study predicting success from non—-cognitive
variables (Blumberg, 1984). Two further studies, Mensh
(1983) and Linden (1984) used modified versions of the
.Social Readjustment Scale as their primary instrument to
determine the effects of life changes on academic
performance and physical and psychological well being. In
addition, a study on school leadership recommended the use
of the Holmes—Rahe Scale to help orient administrators to
common life stressors and their relative magnitude
(Huffstutter and Smith, 1989). It was also used in a cross

cultural study comparing cognitive appraisals and incident
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ratings of urban American Indians, Anglo—-Americans and
Hispanics (Pine, 1985). A final study assessed whether
accounting for variables in the scoring of the Social
Read justment Rating Scale would improve the predictive
validity of the inventory.

This instrument was used in this study to take into
account the possible effect of general life stressors on the
post—-test scores of the Wilson Stress Profile.

Resource Teacher Behawviour Scale (1989)

Since the exploration of resource teacher behaviours and
stress 1s a relatively new area, it was necessary to design
an original survey. This survey, the Resource Teacher
Behaviour Scale (1989), was developed from information
obtained from a review of the literature, the course content
of the Trinidad and Tobago Resource Teacher Training
Program, and discussions and interviews with practicing
Resource Teachers, both elementary and secondary. Fifteen
resource teachers and clinicians in Lord Selkirk School
Division #11, Selkirk, Manitoba, completed the survey and
made comments and suggestions on clarity, content and
format. This assured the author of the validity of the
instrument. Input into these three areas was also provided
by the University of Manitoba Department of Educational
Psychology. The scale was also piloted in Trinidad and
Tobago and further adjustments made where necessary.

Application of the Spearman rho showed a test re-—-test
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reliability coefficient of .36. The low number of subjects
and the small variation may account for these test re-test
reliability results.

The scale, comprised of 18 items, measures perceived
degrees of difficulty in implementing resource teacher
behaviours in the three major areas of resource teacher
responsibility: diagnosis and assessment; design and
implementation of IEPs; and consultation-collaboration.

The scale is self-scored, with respondents scoring
items on a 0-5 point scale in terms of frequency of
occurrence. O indicates that the stimulus does not apply
and 5 indicates that the behaviour occurs very often. Scores
in each of the three categories are numerically calculated
and graphed indicating high (19-30), medium (10-18), and low
(1-9) levels of difficulty implementing Resource Teacher
behaviours. Overall scores are numerically calculated by
totalling the scores from the three categories indicating
overall high (55-90), medium (37-54) or low (18-36) levels
of difficulty implementing resource teacher behaviours.

Procedure

The study began in Trinidad in February 1989, at the
beginning of the Resource Teacher Training Program.

The Wilson Stress Profile and the Holmes—Rahe Social
Readjustment Scale were group administered to the 60
trainees as pre-tests of stress levels prior to the

beginning of the training sessions.
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During the workshop, participants were exposed to the
Resource Teacher Concept, the detailed training objectives
and curricula of which are appended (Appendix 2). The
trainees were expected to start implementing their programs
in the second semester of school, immediately after the
first workshop was completed.

The Wilson Stress Profile and Holmes—Rahe Social
Readjustment Scale were readministered in a group setting in
June, 1989. The trainees were also asked to complete the
Resource Teacher Behaviour Scale at that point in time.

A further group administration of all three instruments
took place in November, 1989, so that stress levels and
implementation difficulties were recorded over both the
initial implementation stage and the stage at which the
concept was no longer new to the trainees. In addition, 5
trainees were interviewed as a followup to the second set of
post tests to discuss their stress levels and stressors in
depth. Additional trainees were also visited in their
schools.

Design

A pre—-post research design was used to examine the
effects of the Resource Teacher Training Program as measured
by the Wilson Stress Profile, the Holmes—Rahe Social
Read justment Scale and the Resource Teacher Behaviour Scale,
to determine whether or not there had been any changes in

the stress levels and perceived degrees of difficulty in
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implementing resource teacher behaviours, in the main group
of trainees. Inferential analysis was not applied to the
eight sub-groups, however, since no significant differences
were found in the main group of trainees. The Friedman two
way analysis of variance by ranks (one tailed) with a
significance level of p = .05 was used to test for
differences between pre and post tests of both the Wilson
Stress Profile and the Holmes—Rahe Social Adjustment Scale.
The Friedman test for k related samples is a method of
testing whether 3 or more matched sets of frequencies differ
significantly among themselves. The matching may be based on
the fact that the same subjects are used under different
conditions as is the case in this study.

b. The three different conditions are as follows:
1. Pre—-test February, 1989 |
ii. Post~test June, 1989
iii. Post—-test November, 1989
The eight subgroups were treated as independent
groups since they differed in size and composition. The most
appropriate test for measuring differences between pairs of
these eight sub—groups on both the Wilson Stress Profile and
the Resource Teacher Behaviour Scale was seen to be the
median test, which can be used to determine whether two
independent groups, not necessarily of the same size, differ
in central tendencies. As indicated earlier, however, this

test was not applied to any of the sub-groups for either
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instrument. The eight sub-groups were as follows:

Group 1 — Entire group N = 26
Group 2 - Elementary teachers N = 2
Group 3 - Secondary teachers N =5

Group 4 — Implementation of program in
own classroom only N = 11
Group 5 - School wide implementation of
program N =15
Group 6 - Classroom implementation only
Elementary N = 10
Group 7 — School wide implementation
Elementary N =11
Group 8 — Classroom implementation
Secondary N=1
Group 9 - School wide implementation
Secondary N = 4
3ince there were only two administerings of the Resource
Teacher Behaviour Scale, use of the Friedman test for k
related samples was not appropriate. Therefore, the Wilcoxin
matched pairs signed-ranks test was selected to test for
differences in magnitude and direction between the two
administerings of the Resource Teacher Behaviour Scale. The
Spearman rho was also applied to Conditions 1 and 2 of the
Resource Teacher Behaviour Scale to establish test re-test

reliability.



39
Descriptive statistics, including graphs and three

dimensional histographs to investigate possible reasons for
differences in stress levels and difficulties in
implementing resource teacher behaviours were also examined.
Since non-parametric measures were applied, the median was
used as the most appropriate measure of central tendency.

Diagrammatically the overall design can be represented

as follows:
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Limitations of the study

The results of this study should be viewed in context of
the following limitations.

Internal validity

Examining this study in light of the threats to
internal validity identified by Campbell and Stanley (1971).
cited in Gay (1987), a number of limitations become evident.

History

It is very difficult to control for history since there
is only one group of subjects involved. However, an attempt
to account for general life stressors, unrelated to job
performance, was included by the use of the Rahe-Holmes
Social Readjustment Scale (1967) as part of the
instrumentation.

Regression

Since the subjects were not randomly selected,
regression factors are not controlled for.

Selection

While only one main group i.e. the 26 trainees used in
this study, the main group itself is comprised of elementary
and secondary teachers, who in Trinidad differ greatly in
the quality and length of their training.

Mortality

There were originally 60 subjects involved in this

study - 27 secondary teachers and 33 elementary teachers. By
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the final round of testing in November, 1989, only 26
subjects remained — 5 secondary teachers and 21 elementary
teachers. The low number of secondary teachers remaining in
the study is a limiting factor and results must be viewed in
this light.

External validity

Specificity of variables

There are obvious limits to the generalizability of this
particular study. The University of Manitoba — Trinidad and
Tobago Ministry of Education's Resource Teacher Training
Program i1s unique in 1its educational, economic and cultural

settings.
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CHAPTER FOUR
Results and discussion of results
This chapter presents and discusses the research
findings. Each of the hypotheses is presented, followed by
descriptive and non-parametric analyses. Discussion of the
research findings follows.

Hypothesis 1

As the 26 Resource Teacher Program trainees begin

to practice resource teacher behaviours, their
overall stress levels will increase significantly as
measured by pre and post-profiles using the Wilson
Stress Profile. The pre-profile, administered in
February, 1989, will provide a baseline measurement
of the trainees' stress levels.

Descriptive analysis

Descriptive analysis reveals some variation in trainees'

overall stress levels.
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Fiqure 2, Wilson Stress Profile: Results of the three conditions.
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Analysis of Figure 2, showing individual totals on all

three conditions, shows the following:

1. Six of the subjects showed a steady decrease in
stress levels over the three conditions (Subjects 8,
12, 13, 16, 18, 25).

2. Four of the participants (Subjects 1,2,4,7) showed
an increase in stress levels over each successive
administration of the Wilson Stress Profile.

3. Three participants (Subjects 5, 21 and 24) showed a

drop in their stress levels under Condition II but
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an increase over both Conditions I and II in
Condition III.

Seven of the subjects (Subjects 3, 6, 9, 11, 14, 15,
19) showed a decrease in stress levels under
Condition II but an increase under Condition III.
The increase under Condition III did not reach the
same level shown under Condition I.
Ten subjects (cited in #3 and # 4 above) therefore
showed a decrease in stress levels under Condition
Il and a subsequent increase under Condition III.
Two subjects (Subjects 10 and 26) showed identical
stress levels under Conditions I and II, but a
decrease in stress levels under Condition III.
Three subjects (Subjects 20, 22, 23) showed an
increase in stress levels under Condition II but a
decrease under Condition III.
One subject (Subject 17) showed identical stress
levels under Conditions I and II and increase under
Condition III.

etric ana 1S

Application of the Friedman two analysis of variance by

ranks vielded a probability of .066 (Table 1). Since the p

was pre-set at .05, the null hypothesis was accepted.
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Iable 1
Friedman two-way analysis of variance results

Wilson Stress Profile Conditions I-II1I

Variable Rank sum daf Xr Probability Significance

Condition I 61.5 2 5.44 .066 B = > .05
Condition I1 45 .5

Condition III 49.0
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Discussion of research results of hvypothesis 1

There are a number of conclusions that might be drawn
from both the descriptive and inferential analyses of the
Wilson Stress Profile. First of all, one might conclude that
teachers implementing consultative—collaborative resource
programs in their schools do not experience any significant
increase in stress, therefore confirming existing research
that resource teachers do not experience greater stress
levels than do regular classroom teachers. However, a number
of factors surrounding the implementation of Resource
Teacher behaviours by the 26 participants suggest that this
conclusion may not be valid.

First of all, while the intent of the Resource Teacher
Program was to train participants to implement a
consultative-collaborative resource model in their schools,
this in fact did not happen. Resource Teacher Behaviour
Scale comments, interviews with five of the subjects and
four days of school visitations revealed that the majority
of those indicating that they were implementing on a school-
wide basis did so using a pull-out resource room model, in
many cases focussing almost entirely on reading skills. Five
of the trainees who were released from classroom
responsibilities to implement a resource room model of
service delivery, scheduled students into the resource room
at regular intervals. The five participants interviewed,

indicated that they operated, for the most part, in
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isolation from classroom teachers, designed their own
programs focussing on basic skills, and did not collaborate
with teachers to develop individualized education programs.
All five felt that they were to some degree viewed by
teachers as '"fixer uppers" not as partners working together
to improve children's skills in the classroom.

Those trainees trying to operate on a schoolwide model,
but not released from classroom responsibilities, also set
Up resource rooms and saw students on a pull-out basis
whenever their schedule permitted them to be freed from
classroom duties. In some cases, they also arranged for
other teachers to help students in the resource room during
lunch hour and before and after school. The commenﬁs made on
the Resource Teacher Behaviour Scale indicate, however, that
many of them found it impossible to run a resource program
under these conditions and therefore limited the kinds of
resource teacher behaviours in which they engaged. Very
little in the way of consultation and collaboration took
place.

For example, in two of the junior high schools, reading
tests were administered to the entire group of first vyear
students. Those students scoring at the low end of the scale
were scheduled into the resource room for help with basic
reading skills. The focus seemed to be on phonics and
literal comprehension with little, if any, work done on more

generic reading strategies. Little attempt was made to
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engage classroom teachers in dialogue as to the kinds and
levels of reading these first year students were expected to
perform on a daily basis in their regular classrooms.

When we look at the development of special education in
other countries, we see an evolution from hospital and
special school settings to regular classroom placement with
built in supports. The following model of service

alternatives is a good representation of special education

Figure 3. Service alternatives for exceptional students
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by teacher with regular support of consultant
or itinerant teacher

Resource room: individual program implemented

R%gsc'l;’:%ToDFN largely by resource room !eaiher. Child NU'\SFBER
AT EACH usually spends part of each day in S

LEVEL fesource room
Self-contained class in regular school:
individual program implemented by special
education teacher. Child spends all of
day in special class although he/she
may be integrated for some subjects

Climcal placement in special schoot:

v all students require special
program. Goals may include return
MUCH to reguiar school : FEW

Adapted from Bachor and Crealock (1986, p. 364).
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It has been only in the past ten vears that Canadian
educators have started to move towards a consultative-
collaborative resource model and away from self contained
classrooms and exclusively pull out resource models. For
example, adolescent special education students in Lord
Selkirk School Division, Selkirk, Manitoba, were in self-
contained classrooms until 1987-88 (Lord Selkirk School
Division #11, 1987). In Seven Oaks School Division,
Winnipeg, Manitoba, it has only been in the past school
vear, 1990-91, that a concerted effort has been made in
several elementary schools to move away from a pull-out
system towards a consultative-collaborative resocurce model
(Seven Oaks School Division #10, 1990). It is not surprising
therefore, that the Trinidad and Tobago special educators,
who were presented with a variety of resource service
delivery systems chose to operate with a pull-out model.

Perhaps another factor influencing trainees' practice is
the belief, not peculiar to these particular trainees, that
a resource program needs a resource room. Those participants
interviewed, and others who were visited in their schools
seemed to take particular pride in the actual physical space
they were allocated and had gone to great trouble to acguire
resource materiais for their rooms and to make them as
inviting as possible for students. The resource rooms
visited were well equipped, and contained many manipulative

materials unseen in regular classrooms. Many of the resource
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room teachers had involved parents and community
organizations in their programs. For example, one resource
teacher was able to provide a variety of services from
physicians, social agencies and businesses to her students.
Another was in the process of raising funds to equip her
room with a computer. To many of the trainees, therefore,
the resource room setting itself became an integral part of
their program.

Another explanation for the results of the descriptive
and non-parametric analyses of the Wilson Stress Profile may
be that the subjects did not significantly change the way
they were operating in their schools. As mentionned earlier
in this study, very little in the way of administrative
supports were built into the project. Trainees received
little in the way of enéouragement from either their
principals or school supervisors. In addition, there was
minimal accountability for their implementation of the
program. An independent evaluation of the project suggested
that an advisory body, mandated to supervise project
activities and provide input from all parties involved,
would have contributed positively to the success of the
project and to the trainees' attempts to implement their
school-based programs (Palmer, 1990). However, no such body
existed and trainees were basically left to develop their
programs in isolation.

Theoretically this isoclation should not have occcurred.
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An integral part of the project was the training of Trinidad
and Tobago co—-tutors, who visited Manitoba and took part in
the delivery of the Resource Teacher Program in Trinidad and
Tobago. The intent was that after the workshops were over,
they would, throughout the year, visit the trainees in their
schools and offer ongoing support and in-service training
sessions. This in fact did not hapren on a systematic basis.
Co—-tutors, for the most part., were unable to get release
time to make school visitations or to offer in—-service
training sessions. An additional complicating factor was
that many of the co—-tutors received their training at
institutions other than universities and the hierarchical
and centrally controlled educational system operating in
Trinidad and Tobago made it difficult for them to receive
in—school support and encouragement. There was no timely and
systematized guidance and direction provided from the
Special Education Unit, principals and school supervisors.

Taking into account all of these contextual factors, it

is not surprising that many of the trainees did not
substantially change their intervention practices and this

may have affected the outcome of the study.
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Hypothesis 2

There will be a difference in stress levels as
measured by the Wilson Stress Profile between
trainees implementing resource teacher behaviours
on a school-wide basis, and trainees implementing
resource teacher behaviours in their own
classrooms only.

Descriptive analysis

When we look at the descriptive statistics we see that
there is a difference in the stress levels of the two sub-
groups — those implementing resource teacher behaviours in
their own classroom (Group 4) and those implementing on a

school-wide basis (Group 5).
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Implementation of Resource Teacher
Behaviours by sub—groups.

Figure 4, Resource Teacher Behaviour Scale:

LN 1]

£O1

120

ELEMENTARY-OWN CLASSROOM
ELEMENTARY-SCHOOL W!DE

ENTIRE GROUPS
LEMENTARY

SECONDARY

OWN CLASSROOM

SCHOOLWIDE

CONDITION 2

~
(8

CONDITION }
CONDITION 3

2
W
O

LT}

g

s U O D T O o o]

S 6 R N N N N S AT RN ANV LR

<o L LU T T N O
Nho. AN S R R

9 L T T O O T O T
oon AN AR ORI TR R A AR

L6 A S I T
< -mo. A A Rk et ey

oe {1 N S g
o...o © BRSO E R ot e

1] R S ]
MW AR S R Rt e e

o I T O O
S6 ,A/////////.///////////////./,///////////////////A////////,

o6 IHHINIHANNINNIURUBINEInNnIm
ze S 5 AREAEEEAE R R O R R

8 M T O T I O O T T T
w. ooo AR A R R

8 2 3 L & hd

£3H0IE NVIOIW

SECONDARY-OWN CLASSROOM
SECONDARY-SCHOOLWIDE

S 6 7
SUB-GROUPS

4

- =~ NPT VO~

Figure 4 shows that those subjects implementing resource

teacher behaviours in their own classroom show higher stress

levels than those implementing on a schoolwide basis.

Non—-parametric analysis

Since the first alternate hypothesis was rejected

because no significant change in overall stress levels was

the planned statistical tests were not

established,

It is therefore not

performed on any of the subgroups.

possible to determine whether or not statistically
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significant differences exist between the stress levels of
those trainees implementing on a school-wide basis and those
trainees implementing in their own classrooms only.

Discussion of research results of hypothesis 2

As discussed earlier, the intent of the training program
was to have trainees implement a consultative collaborative
resource program on a school—-wide basis, if possible. It was
assumed that if trainees did so, they would be working with
an entire staff and that therefore their stress levels would
increase. Figure 4 shows that in fact the opposite happened.

The group implementing on a classroom only basis show
stress levels higher than those implementing on a schoolwide
basis. Both groups, however, show stress levels under
Condition III that are higher than either Condition I and
Il. One possible explanation for these results is that
implementing a resource program on a school-wide is less
stressful for teachers than implementing a resource program
within their own classrooms. This conclusion, however, is
not borne out by the literature which suggests that one of
the major stressors of resource teachers is the working out
of consultative-—collaborative relationships with other
teachers.

Another, moré likely explanation is that those teachers
operating schoolwide did not in fact fully operate on a
consultative-collaborative basis. In fact, according to

participant comments on the Resource Teacher Behaviour
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Scale, a large number of them did not implement many of the
resource teacher behaviours because of limited time and
Classroom responsibilities. For the most part they operated
reading labs with small groups of children timetabled into
the resource room. This kind of program structure could have
been a factor in their lowered stress levels.

Many of those teachers who operated on a classroom basis
only, were, because of their involvement in the program and
their resultant perceived expertise, assigned to classes
composed almost entirely of students exXperiencing learning
difficulties. One trainee reported being assigned a class of
29 students, ranging in age from 7 to 13. None of these
students was operating above a grade three reading level,
and several of them were still at the pre—primer stage. It
is not surprising that under these circumstances that the
Stress levels of teachers implementing resource teacher
behaviours in their own classrooms were higher than those
implementing on a schoolwide basis.

Hypothesis 3

There will be a positive relationship between

stress levels and the perceived degree of difficulty

encountered by all trainees as they attempt to

implement resource teacher behaviours as presented in

the Resource Teacher Program. The stress levels will be

measured by pre and post use of the Wilson Stress

Profile while the degree of difficulty in implementing
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resource teacher behaviours will be measured by two
post—-tests using the Resource Teacher Behaviour Scale.
The perceived degree of difficulty in implementing
resource teacher behaviours will increase from the
first administration of the Resource Teacher Behaviour
Scale in June, 1989, to the second administration of the
same instrument in November, 1989.

Descriptive analysis

Comparison of results of Wilson Stress Profile and

Resource Teacher Behaviour Scale

Tablé 2 compares stress levels and perceived degree of
difficulty as calculated using total individual scores from
both the Wilson Stress Profile post-tests (WSP), Conditions
IT and III, and the Resource Teacher Behaviour Scale (RTBS),
Conditions I and II, administered at the same time in June,

1989 and November, 1989,




lable 2

58

Comparison of perceived degree of difficulty (RTBS)

and stress levels (WSP)

RTBS WSP

June 1989 Low 4 4
Moderate 20 22

High 2 0

November 1989 Low 4 4
Medium 21 22

High 1 0

Table 2 reveals that the majority of respondents scored

within the moderate range on both the Wilson Stress Profile

and Resource Teacher Behaviour Scale under both Conditions 1

and II.

Descriptive statistics on results of Resource Teacher

Behaviour Scale Conditions I and II

Descriptive analysis of Figure 5 reveals some

interesting variations in the perceived degree of difficulty

encountered by trainees.
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Figure S. Resource Teacher Behaviour Scale:
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Examination of Figure 5 shows the following:

1. Twelve of the subjects showed an increase in the
perceived degree of difficulty encountered in
implementing resource teacher behaviours in Condition
II (Subjects 1,2,4,5,8,13,15,16,18,19,20,21)

2. Twelve of the subjects showed a decrease in the
perceived degree of difficulty in implementing
resource teacher behaviours in Condition II (Subjects

3,6,9,10,11,12,14,22,23,24,25,26)

3. Two of the subjects showed identical perceived
degrees of difficulty in Conditions I and II (7,17)

Descriptive analysis of the sub-sections of the Resource
Teacher Behaviour Scale also shows some variations in
resuits. Condition II resource teacher behaviours associated
Qith diagnosis and assessment score the highest. Under
Condition II, the medians for diagnosis and assessment
behaviours and consultation and collaboration behaviours are
identical. The third highest area of difficulty is
consultation and collaboration under Condition I. Planning
and implementation scores lowest on the scale.

Diagnosis and assessment behaviours show a decrease
under Condition II while consultation and collaboration
behaviours show'an increase under Condition II. Planning and
implementation behaviours also show an increase under

Condition II.
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Non—-parametric analysis

Non-parametric statistics were not used to determine a
relationship between the Wilson Stress Profile and the
Resource Teacher Behaviour Scale.

Application of the Wilcoxin signed ranks test to
Conditions I and II of the Resource Teacher Behaviour Scale,
yielded a probability of .808 (Table 3). Since the p was

pre—set at .05 the null hypothesis was accepted.
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Table 3

Wilcoxin signed ranks test results for

Resource Teacher Behaviour Scale Conditions I - II

Two sided probabilities

Condition I Condition I1I
Condition I 1.0
Condition 11 0.808 1.0
Probability Level of significance

.808 p=> .05
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Discussion of research findings for Hypothesis 3

Discussion comparing results of Wilson Stress Profile

and the results of the Resogrce Teacher Behaviour Scale.
When we compare the results of the Wilson Stress Profile
post-tests and the results of the two administerings of the
Resource Teacher Behaviour Scale (Table 2, p.58) we see that
subjects’ stress levels and perceived degree of difficulty
in implementing resource teacher behaviours are similar. In
February, 1989, both instruments register four subjects in
the low category, 20 subjects fall within the moderate range
on the Resource Teacher Behaviour Scale, and 22 fall within
the moderate range on the Wilson Stress Profile. Two
subjects fall within the high range on the Resource Teacher
Behaviour Scale with none in this category on the Wilson
Stress Profile. In November, 1989, four subjects register as
low on both of the instruments, 21 register as moderate on
the Resource Teacher Behaviour Scale, and 22 register as

moderate on the Wilson Stress Profile. Only one subject

registers as high on the Resource Teacher Behaviour Scale,
with no subjects in this category on the Wilson Stress

Profile.

Not only is the distribution of results similar but in
three out of four cases the subjects who register either as
low and moderate on one scale, register as either low or

moderate on the other.
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The breakdown, extrapolated from Figures 2 and 5 is as
follows:
1. Subject 2 scores within the low range under both
Conditions on both scales
2. Subject 12 scores as low on the RTBS under Condition
Il and low on the WSP under both conditions
3. Subject 22 registers as moderate in both scales in
June, 1989 and low on both scales in RTBS in November
1989.
These results, particularly in the low and moderate
range, suggest that there may be a relationship between
stresé'levels and perceived degree of difficulty in

implementing resource teacher behaviours.

Riscussion of research results of the Resource Teacher

Behaviour Scale Conditions I-11

Descriptive analysis of the research results of the
Resource Teacher Behaviour Scale shows some variations worth
examining ih detail. Twelve subjects showed a decrease over
Conditions I and II in their perceived level of difficulty
in implementing resource teacher behaviours. However, an
equal number, twelve subjects, showed an increase in their
perceived levels of difficulty. Two subjects remained at a
constant level under both Conditions I and I1I.

It is possible that the twelve who evidenced higher
perceived levels of difficulty in Condition I mastered well

the kinds of tasks required to function daily as resource
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teachers. Their perceived levels of difficulty therefore
dropped in Condition II. It is also possible, however, that
after initial attempts to implement resource teacher
behaviours, they found for a variety of reasons cited
earlier, that it was impossible to continue at the same
pace. Those twelve subjects who showed an increase in
perceived levels of difficulty over Conditions I and II may
have started slowly and as they increased their resource
teacher activities began to experience more difficulty in
implementing certain behaviours.

When we look at the three subsections of the Resource
Teacher Behaviour Scale on Figure 6 — diagnosis and
assessment, planning and implementation and consultation and
collaboration - we also see some variation in perceived

levels of difficulty.
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Figure 6. Resource Teacher Behaviour Scale:
Comparison by sub-sections

NN N N N S N

CONDITION |
CONDITION Il

LEGEND: A. Diagnosis and planning (1,2.4,6,9)
B. Planning and implementation (10,12,14,15,18)
C. Consultation and collaboration (3,8,11,13,16,17)
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Diagnosis and assessment emerge as providing the highest
level of perceived difficulty for the trainees. This result
reflects concerns voiced by trainees in all three workshops.
They felt competent to assess difficulties in some
curriculum areas, for example mathematics, but were very
uncertain in such areas as reading and writing. The decrease
in perceived levels of difficulty in Condition II could
reflect increased confidence gained through practice. On the
other hand, it may reflect a decrease in the kinds of
diagnostic and assessment functions they were able to
perform because of reasons cited earlier. Diagnosis and
assessment also rates high in the literature on the list of
resource teacher stressors (Bensky et. al., 1980; Weiskopf,
1980; Holland, 1982; Raschke et. al., 1988).

It is interesting that the teacher-teacher relations
subsection of the Wilson Stress Profile show the second
lowest source of stress for trainees and vet on the Resource
Teacher Behaviour Scale consultation-collaboration
activities rank second in terms of perceived degree of
difficulty. Perhaps this is because the gquestions on the
Wilson Stress Profile refer to more generic kinds of
teacher-teacher relations, while those on the Resource
Teacher Behaviour Scale are more germane to the kinds of
relationships resource teachers must develop with other
staff members in order to improve student learning. The

increase in perceived levels of difficulty in implementing
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consultative—collaborative behaviours evidenced over
Conditions I and Il suggest that perhaps trainees were more
involved with other teachers and their students as time
progressed.

The third subsection, planning and implementation,
scores the lowest on the Resource Teacher Behaviour Scale,
but trainees do show an increased level of perceived degree
of difficulty over Conditions I and II. Perhaps this
category scores lowest because in many cases trainees were
operating a pull out resource model and only dealing with
small groups of children at a time in a fairly structured
setting. Many of these teachers started setting up resource
rooms in March of 1989 and began offering resource services
on a small scale until June 1989. They would not have been
engaged in full scale resource programs until September
1989. The increase in perceived levels of difficulty in
implementing resource teacher behaviours could therefore be
explained by this timing of events. Those teachers who were
working within their own classroom with a group of special
needs students would not have been assigned their classes
until September, 1989, and so difficulties in planning and
implementation would not have shown up until Condition II.

Application of non-parametric statistics, the Wilcoxin
signed ranks test, to the Resource Teacher Behaviour Scale
found no significant difference in perceived degree of

difficulty in implementing resource teacher behaviours under
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Conditions I and II. Earlier discussions have touched on a
number of reasons which may have affected this outcome, two
of which probably had a major effect on these results -
limited implementation, and use of a pull out model as
opposed to a consultative collaborative model. The questions
on the Resource Teacher Behaviour Scale were designed to
measure consultative—collaborative behaviours. Participants
were asked to score on a scale of 0-5 the perceived degree
of difficulty they were experiencing in the implementation
of these behaviours. The 0, indicating not applicable, was
included to differentiate between elementary and secondary
behaviours. For example, timetabling difficulties should not
have affected elementary school trainees but should have
affected the functionning of secondary trainees. Analysis of
the questionnaires reveals, however, that respondents used
the 0 to indicate those behaviours which they were not
implementing and a number of 0 responses reveal certain
inconsistencies. For example, some subjects indicated, using
the 0 response, that they were not involved with other
teachers and yvyet further on in the gquestionnaire they
responded with answers other than 0 to consultation-
collaboration gquestions involving other teachers. Despite
the inconsistencies, however, the number of 0 responses
indicates that many of the trainees were not operating in a
consultative— collaborative mode, but a pull-out one, and

implemented only a limited number of resource teacher
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behaviours. The scale itself, although it reflects the kinds
of resource teacher behaviours that were presented in the
workshops, did not reflect the kinds of behaviours in which
the trainees were actually involved.

Hypothesgsis 4

The nature of the stressors experienced by the
trainees will change specifically in relationship to
their roles as resource teachers functionning in a
consultative—collaborative resource model.
Specifically, the trainees' stress levels under the
categories of Employee/Administrator relations,
Teacher/Teacher relations, Time Management,
Parent/Teacher Relations and Intraperscnal Conflict,
as measured by the Wilson Stress Profile for
Teachers, will increase on the post-profiles
after they assume their resource functions in
their sqhools. The pre-profile administered in
February, 1989, will serve as a baseline measurement
for stress levels in these five areas.

: s .

When we look at the descriptive statistics in Figure 7 we
see that three of the five categories anticipated as being
sources of stress — parent—teacher relations, time-
management and intrapersonal conflicts - emerge as the

three highest stressors on the Wilson Stress Profile. The
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other two categories, employee-administrator relations and

teacher-teacher relations present as low sources of stress.

Comparison

Figure 7. Wilson Stress Profile:
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Parent—teacher relations
The highest source of stress fell in the area of parent-
teacher relations, one of the sub-sections anticipated to be
a major source of stress. The highest possible score in each
category 1s 20 and as we can see on Figure 7, the median
score for this subsection was 15 under each of the three
conditions.
Time management
The subsection of the Wilson Stress Profile scoring the
next highest is time-management, with medians of 12 under
Condition I and 11.5 under both Conditions II and III. Time
management is also a factor cited by resource teachers in
North America as being a major source of stress (Raschke et.
al., 1988). It was anticipated in this study that stress
levels in this area would increase over the three
conditions. This was not the case, since in Conditions II
and III there was a drop in median from 12 to 11.5.
Intrapersonal conflicts
Intrapersonal conflicts emerged as the third highest
source of stress for participants, with a median of 12 under
Condition 1 and identical medians of 11 under Conditions II
and III.
Teacher—-teacher relations and employée—administrator
relations
Teacher—-teacher relations emerged as the second lowest

stressor under all three conditions with medians of 8 under
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Condition I, and 7 under both Conditions II and III.
Emplovyee—administrator relations emerged as the least
stressful section of the Wilson Stress Profile with medians
of 7 under Condition I and 6.5 under both Conditions II and
IIT.

Non—parametric analysis

Again, because no significant change in stress levels
was established, non—-parametric statistics were not applied
to the sub-sections of the Wilson Stress Profile.

Discussion of research results of Hypothesis 4

Parent-teacher relations

Interviews with 5 of the trainees and discussions with
trainees visited in a number of schools revealed that a
variety of factors surrounding parent—-teacher relations are
sources of stress. Accountability is an issue, with many
teachers feeling extremely apprehensive and frustrated about
ﬁigh parental expectations and low academic performance on
the part of students. Many parents blame the school system
in general, and teachers, in particular, for the high
failure rate. Much parental pressure is placed on teachers
to train students well enough to pass the Common Entrance
examinations written at age 11. Schools and teachers tend to
be evaluated according to the number of students who pass
the Common Entrance. Parents exert a great deal of pressure
for teachers to hold extra classes and provide tutorial

services for students who will be writing this exam. At the
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junior high school level, students write the CXC examination
for placement in senior secondary schools and similar
Pressures are placed on teachers by parents.

Societal factors also affect teacher relations with
parents. Many students come from relatively poor and
uneducated families who are unable to provide what teachers
feel are appropriate nurturing and learning conditions in
the home. Such problems as chemical abuse, primarily in the
form of alcohol abuse, high divorce rates, teenage pregnancy
and wife abuse are all factors reported by teachers as
affecting the learning potential of their students. One of
the dramas staged for entertainment by participants at the
end of one the workshops focussed on these problems and
showed how frustrated teachers feel at times.

Time management

Participants may have scored lower on this category
after the workshop sessions since much time was devoted to
presenting ways of organizing and using their time more
effectively. The higher median under Condition I, may result
from lack of training in planning and organizational
strategies prior to the workshop. Another possible but
unlikely explanation is that trainees did less work after
they began to implement resource programs in their schools
and therefore time management became less of a problem.

Intrapersonal conflicts

This category, which emerged as the third highest source
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of stress for trainees involved questions surrounding self
imposed demands, feelings of inadequacy in terms of job
performance, being able to express stress to those placing
demands on them and generally viewing teaching as a
stressful occupation.

One possible explanation of the higher median (12) under
Condition I could be that prior to the workshop participants
had not reflectively examined the kinds of stressors they
were placing on themselves. The lower medians under
Conditions II and III could be a result of opportunities
given in the workshop sessions to examine and develop
reasonable self expectations. Another possibility, is of
course, that trainees realized that they were unable to
fulfill all of the demands of implementing a resource
teacher program in their schools and did not attempt to do
s0.

Teacher—teacher relations

Teacher—teacher relations emerged as the second lowest
stressor on the Wilson Stress Profile. One possible
explanation of the low ranking of this sub-section and the
decrease in medians in Conditions Il and IIl is that the
relationships between these trainees and their colleagues
was extremely p&sitive to begin with and became even more
positive as they offered resource assistance to fellow
teachers' students. On the other hand, it could be explained

by what Lortie (1975) calls the egg—crate structure of
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schools, where teachers operate in virtual isolation from
each other. These results could also reflect that increased
involvement and the kinds of negotiation necessary to
implement a consultative-—collaborative resource model, which
the literature suggests are a source of stress to resource
teachers, did not take place.

Employee—administrator relations

This category emerged, in contradiction to the findings
of much of the research literature on teacher—-administrator
relations, as the lowest source of stress under all three
Conditions of the Wilson Stress Profile. A number of
explanations are possible. First of all, it may be that
these particular trainees had extremely positive working
relationships with their administrators. A number of the
participants interviewed indicated that this was in fact the
case. Others, however, indicated that their administrators
were not supportive and in many cases blocked any attempts
they made to implement programs in their schools.

A second explanation is also possible. Trinidad and
Tobago principals operate under a building management style
of leadership. They are reportedly unilateral in their
decision making and tend to be less supportive of those
teachers who do not support or comply with their directions.
A number of participants asked if the Ministry of Education
would be seeing the results of this study and expressed

concern that their particular responses would be identified.
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This fear could have caused them to downplay any conflicts
or stressors resulting from their relationships with their
administrators.

Why did the medians in this category drop after the
trainees had begun implementing their programs? One
possibility is that principals were extremely supportive and
encouraging. For some of the participants this was in fact
true. Others may have gained respect in the eyes of their
administrators due to their ihcreased levels of expertise.
Another factor could have been that the kinds of strategies
and methods of implementation taught in the workshop gave
participants increased skill in working with their
administrators, thus eliminating previous kinds of conflict.
It may be however, that the kinds of increased dialogue and
involvement with principals necessary to implement any new
program simply did not take place and therefore stress
levels did not increase.

Hypothegis 5
Secondary trainees will exhibit higher stress levels
than elementary trainees as measured by the two post
Wilson Stress Profiles.

Descriptive analysis

Examination of Figure 4 reveals that secondary trainees
exhibited higher stress levels with medians of 103, 95 and
90 under Conditions I-III, than did elementary trainees with

medians of 92, 85 and 90.
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Non—-parametric analysis

The results of the two subgroups concerned in this
hypothesis, secondary trainees and elementary trainees were
not compared non-parametrically because no significant
difference in stress levels was found in the overall group.

Discussion of research results of hypothesis 5

On the whole, secondary trainees experienced more
difficulties than elementary trainees. This result was
anticipated because of the more complex nature of secondary
timetabling, the number of teachers involved with each
student, the discrepancy between the level at which students
may be performing and are actually expected to perform and
the multiplicity of subject matter areas they are required
to take and master. However, it must be pointed out that
only five secondary teachers participated in this study with
the remaining 21 subjects working at the elementary level.
These results therefore must be seen in light of these
numbers and it does not seem appropriate to assume that the
results would have been the same had the two groups remained

closer in number.



Hypothesis 6

There will be a positive relationship between

the perceived degree of difficulty in implementing
resource teacher behaviours as measured by the
Resource Teacher Behaviour Scale, and the level,
elementary or secondary, at which these behaviours
are implemented.

Descriptive analvsis

Figure 8 compares the perceived degree of difficulty

experienced by the eight sub-groups in the study.
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Comparison

Figure 8. Resource Teacher Behaviour Scale:

by sub—-groups
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The following is a ranking from highest to lowest of the

degree of difficulty experienced by each of the sub-groups



1. Entire group
2. Secondary -
3. Secondary (school-wide) -

4. Secondary -

Elementary (own classroom)

Own classroom -

5. Entire group -
Elementary (own classroom)

6. Entire group -

Elementary -

7. Elementary -

School—-wide -

Secondary (own classroom) -

Secondary (school-wide) -

Elementary (school-wide) -

Own classroom -

8. School-wide -

9. Elementary (school-wide) -

Secondary (school-wide) -

Non—-parametric analysis

median 48
median
median 45
median 45
median 45

median 43

- median 43

median 42.

median

median 42

median 42

median 42

median 42

median 42

median 42

median 41

median 39

median 39

47.

42.

5

5

o]

Condition
Condition
Condition
Condition
Condition
Condition
Condition
Condition
Condition
Condition
Condition
Condition
Condition
Condition
Condition
Condition
Condition

Condition

81

II

II

11

I

II

II

I

II

II

Since no significant difference was found in the overall

group under Conditions I and II of the Resource Teacher

Behaviour Scale,

applied to any of the sub—-groups.

the planned statistical tests were not
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Discussion of research findings for Hypothesis 6

It is apparent from Figure 8 that the entire group of
secondary trainees and those secondary trainees implementing
resource teacher behaviours on a school-wide basis |
experienced greater perceived degrees of difficulty in
implementing resource teacher behaviours than did their
elementary counterparts. While this result was anticipated
in the study, once again the small number of secondary
trainees (5) makes it inappropriate to conclude that this
would have been the case had numbers of elementary and
secondary trainees been closer.

Hypothegig 7
There will be a positive relationship between non-job
related stress as measured by the Holmes—Rahe Social
Read justment Scale and levels of job related stress

as measured by the Wilson Stress Profiile.

Descript i lysi

Table 4 compares stress levels as measured on both the
Wilson Stress Profile (WSP) and the Holmes—Rahe Social Ref

adjustment Scale (HR) over Conditions I-I11.



Table 4
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Comparison of stress levels as measured by Holmes—Rahe
Social Readjustment Scale (HR) and Wilson Stress

Profile (WSP)

WSP
Condition I Low 24 5
Moderate 2 19
High 0 2
Condition II Low 26 4
Moderate 0 22
High 0 0
Condition III Low 20 4
Moderate 6 22
High 1 o

We can see from Table 4 that over Conditions I-III the

majority of subjects score .consistently within the low range

of stress on the Holmes—-Rahe Social Re-adjustment Scale.

Conversely, the majority of subjects score consistently

within the moderate range of stress under Conditions I-II1I

as measured by the Wilson Stress Profile.

Non—-parametric statistics

Application of the Friedman two—-way analysis of variance

by ranks to the Holmes—Rahe Social Re-adjustment Scale over
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Conditions I-II] vielded a probability of .055 assuming chi-
square distribution with 2 df (Table 5). Therefore, there
was no significant difference in stress levels throughout

the study as measured by this instrument.
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Table 5
Friedman two—way analysis of variance
Holmes—Rahe Social Readjustment Rating Scale

Conditions I-I1I1

Variable Rank sum Xr df Probability Significance
Condition I 62.0 5.79 2 .055 g = > .05
Condition II 46.5

Condition III 47 .5
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The Friedman two-way analysis of variance by ranks
applied to the Wilson Stress Profile (Table 1) as discussed
earlier, yvielded a p of .066 assuming chi-square
distribution of 2 df. Therefore, the null hypothesis was
accepted.

Discussion of research results for Hypothesis 7

Table 4 reveals that subjects consistently reveal lower
stress levels as measured on the Holmes—-Rahe Social
Re—-ad justment Scale which takes into account general life
stressors. Subjects score consistently higher on the Wilson
Stress Profile, which measures stressors related
specifically to teaching functions. This would suggest that
the stress levels evidenced on the Wilson Stress Profile are
a direct result of job related stress and are little
influenced by the general life stressors subjects were

experliencing during the time of the study.




87
CHAPTER FIVE
Conclusions and recommendations
This chapter presents an overview of the hypotheses and
results, presents conclusions and proposes a number of
recommendations for further research.
Summary of the hypotheses and results
It was hypothesized that as trainees implemented their
programs that the overall stress levels of the entire group
would increase, and that there would be a difference in the
stress levels of elementary and secondary participants. It
was also anticipated that the nature of the overall group's
stressors would change throughout the duration of the study.
An increase in the perceived degree of difficulty in
implementing resource teacher behaviours was also
hypothesized and secondary trainees were anticipated to
experience greater perceived degrees of difficulty in
implementing resource teacher behaviours than would
elementary trainees.

The results reveal no significant differences in the
stress levels of the overall group of trainees. Neither do
they indicate any significant differences in the overall
group's perceived degree of difficulty in implementing
resource teacher behaviours. Secondary trainees, however,
did show both higher stress levels and higher perceived
degrees of difficulty in implementing resource teacher

behaviours than did the elementary trainees.
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Descriptive analysis shows parent-teacher relations,
time management and intrapersonal conflicts to be areas of
difficulty. Difficulty was also experienced in implementing
‘both diagnostic and consultative-collaborative behaviours.
Descriptive analysis also reveals that the amount of stress
evidenced by participants did not seem to be a direct result
of personal life stressors, but a direct result of job-—
related events.

Conclusions

A number of factors, inherent in the nature of the
project and its locale, affected the outcome of this study.
First of all, the high mortality rate of secondary trainees
was not anticipated. In retrospect, it is obvious that a
number of factors tied in to the Trinidad and Tobago
secondary system, the focus on external exams, the
curriculum/content focus of teachers and the lack of built
in supports for resource teacher activity, were beyond the
control of the researcher. As a result, many of secondary
trainees seemed to be unable or unwilling to implement
resource teacher behaviours. In addition, the high mortality
rate at the secondary level made it impossible to determine
whether or not the remaining secondary resource teachers
experienced significantly greater stress, differences in
Stressors, or greater degrees of difficulty in implementing
resource teacher behaviours than did their elementary

counterparts. While the results suggest that this may in
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fact be the case, the difference in numbers between the two

groups was so great that such a conclusion is not warranted.

Secondly, it was assumed that the trainees would, for the

most part, implement a consultative-collaborative resource

model. They did not do so for the following reasons:

1.

Only five trainees were released from classroom
responsibilities to assume the role of resource
teacher within their schools. The rest of the
participants were not given release time to work with
students and teachers from other classrooms. Because
of limited time, most of the participants either
worked exclusively with their own students or operated
a pull-out model with students scheduled into the
resource room.

Many trainees identified their resource programs with
their resource rooms and preferred to work with small
groups of children scheduled into the resource room
for remedial help on a regular basis.

Administrative supports and accountability,
particularly at the secondary level were lacking.
Co—tutors were unable to obtain release time to meet
Wwith resource teacher trainees and to offer
suggestions and on-going in-servicing.

The Special Education Unit at the Ministry of
Education found it difficult to provide on—-going

guidance and direction, given their other
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extensive responsibilities.

6. Some trainees, because of their perceived "expertise"
were assigned entire classes of children with learning
difficulties and therefore found, because of their
classroom assignments, that it was impossible to
extend the resource concept beyond their own
classrooms.

Since it was assumed that trainees would implement
consultative-collaborative resource models, the instrument
used to measure ensuing resource teacher behaviours was
subsequently designed with specific consultative-
collaborative behaviours in mind. Since the majority of
resource programs implemented were pull-out in nature, there
was therefore a mis—match between the instrument used to
measure resource teacher behaviours and the actual
behaviours that were occurring.

It was also assumed that a local project director would
be appointed to provide ongoing monitoring and encouragement
to all school divisions to provide continual professional
development and help implement change (Rampaul, Freeze and
McCorkell, 1991). In response to these administrative
difficulties, an independent evaluation of the project
suggested that én advisory body, mandated to supervise
project activities and provide input from all parties
involved, would have contributed positively to the success

of the project and to the trainees' attempts to implement
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their school-based programs (Palmer, 1990). However, no such
body existed and trainees were basically left to develop
their programs in isolation.

Another mitigating factor in this study is the
educational focus on external examinations - the Common
Entrance and the CXC. Teachers are bound to a common
curriculum guide and such resource behaviours as
individualized instruction and small group assistance are
consequently more difficult to practice.

There are a number of lessons to be learned from the
stumbling blocks encountered in this study. It would seem
that secondary teachers, in particular, need support and
encouragement to implement changes in the system. The
curriculum/content focus versus individualization of
programs found in Trinidad and Tobago are also evident in
secondary schools in North America. In Manitoba, in
particular, implementing resource support at the secondary
level, is going to be increasingly difficult with the recent
move towards re-—implementing departmental examinations.

A positive administrative climate clearly affected the
performance of many of the resource trainees in this study.
Respect and value for their attempts were shown in concrete
terms — time off from classroom responsibilities, space
allocated, opportunities to provide professional development
for fellow staff members, and provision of materials. When

trainees felt that their attempts were not valued or
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recognized their enthusiasm waned in the face of large class
sizes, limited time and lack of materials. These factors
also affect the quality of resource programs, in fact all
teaching activities, not only in North America, but
throughout the world.

Resource trainees operating in large schools experienced
Problems specific to large case loads and isolation from
fellow staff members. As a result, they ended up engaging in
band-aid kinds of remedial activities. Large schools in
North America also pose problems of large case load.
isolation from staff members and lack of common resource
goals among staff. In fact, high case load ranks high on the
list of resource teacher stressors. The higher the ratio of
resource students, the greater pressure and emotional stress
on the teacher (Weiskopf, 1980).

Becommendations for further study

The stressors experienced by resource teachers operating
in a consultative—collaborative model is an area neglected
by researchers. Increasingly, school divisions, particularly
in North America, are moving away from self contained
classrooms and pull-out models of special education service
delivery to a more consultative—collaborative method of
service delivery. Existing research on the stressors
experienced by resource teachers, however limited it may be,
does suggest that resource teachers functionning in

consultative-collaborative resource models experience
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stressors different from those of regular classroom

teachers. The following recommendations are therefore put

forth:

1.

Studies to identify the specific stressors experienced by
resource teachers following consultative—collaborative
models of service delivery should be initiated. The
training emphasis in the existing program should be
re—evaluated.

Such studies should examine the stressors and related
resource behaviours of both elementary and secondary
resource teachers.

While quantitative research would provide useful
statistical information, qualitative research, using such
methods as interviews, observation, and journal keeping
on the part of participants, would vield far richer
information on the nature of the resource teacher's job,
the difficulties and successes encountered in operating a
consultative-collaborative model and the nature and
degree of the stressors experienced. Far more information
was yvielded in this study through interQiews and school

visitations than through the quantitative data collected.
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4. A further study with a larger sample, simpler research
design and more systematic administrative supports built
into the program is recommended. Such a study should be
conducted by a Trinidad and Tobago national in order to
ensure on site monitoring. Such a study should be simpler
in design, using fewer sub-groups. It should also specify

and require desired resource teacher behaviours.
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APPENDIX 1

Name Date

School District

STRESS PROFILE FOR TEACHERS

Instructions
The Wilson Stress Profile for Teachers is designed 10 help you more cisarly define. on 8 seif-scoring
basis. the areas and fraquency of vour stress. As you resd each item, svaluste the statement in terms

occurs Dy circiing the number that corremonds to the fraquency of occurrence. Do not read the stress
profite sconng sheet until atrer you have compieted items 1.36.

- Nevew

N Seidom

W Sometimes
Ofsen

' Very Often

Student Behavior
1. 1 Rave difficulty controlling myelass. .................. .. .. . . .o 4
2. | become impatient/sngry when My students do
POTCOWNSt [ aSk theM 1000 .. ... 1t 2 3 4 5
3 Lack of stugent motivation to learn
aftecys the progress of my students negatively ............ .. ... 1 2 3 4 5
4. My stuoenomekemyjodmresstul ... cevene 2 3 4 8
Towliems 1. €6
Employee/Adminntrator Relations
5 1 have difficulty in my working relationship
WLR My MMINSTRONS). L 1 2 3 4 s
6. My adminisirator makes dernands of me that
leannotmest ... 1t 2 3 4 3
7.1 !mlwumymfmlninmutmg
WILR Y BOMMNGSIIBION . . ..o .1 2 3 4
8. 1 fee! my saministrator does not approve of
MEOD 180, .o 1 2 3 4

Towiitems § 8 ____

. J

. " Stress Profile for Teachers. (C. Wilson. Copyright 1979. Reprintad by per-
mission.)




103

-

Teacher/Teacher Relations } j j g >‘
0. 1feet uoloredinmy ob (and i problems) .. .............ooeoeo . 1 2 3 ¢ s
10. 1 feel my feliow teachen think | am not doing
BR00d 10D . . . 1 2 3 4 s
1. Disagreementss with my fellow wachers ere »
DIODIEM 10r M. ... .. 1 2 3 4 s
12. 1 go1 oo little support from the teachers with
WM WK, . . it e e 1 2 3 ¢
Totalitems 9-92 _____
Parent/Teacher Reistions
13. Parents of my students sre & soures of
CONGEIN 1OF ME .. ... ittt et 1t 2 3 4 8
14. Parent’s disinterest in their child's
PErfOrMANCE 81 AChOO! CONCOrNE ME. . ... ..... ... euuneennnnnnnnn., 1t 2 3 ¢ 5
15 Hcdmvuuomu'umnmw&lmnotdo&ng
8 saustactory job of teaching theirchildren. ... ....................... 1 2 3 & s
16. The home environment of My SRIGENTS CONCMMS ME. . .................. 1 2 3 4«
Total ltems 13 .16
Time Management
17. 1 have 100 Much 6 do and NOT ENOUGh iME 10 GO it ................ .1 2 3 4
18. 1 have 10 take work home 10 COMOIW it . ........................... 12 3 4 8
19. | sm unabdle to keep up with correcting papers
NG OTheT IENOOI WOMK. . . ... ottt e 1 2 3 ¢ s
20. ! have ditficuity organizing my time in order
COMpIate WBBKS. . .. ... ... .. e 1 2 3 ¢4 8
Tows! ltems 17.20
intraperonsl Conflicn
21. 1 put mif-imposed demands on myseif to meet
heduled desdhings. . ....... ... ... e, 1 2 3 4 8
22. | think badly of mysif for not mesung the
CEmands Of My JOD .. .. ...t e, 1 2 3 4 &
23. 1 om unabie 10 expram my strem W thom who
DlaCe COMBNd ON ME . .....iieiiniiianar i ienneeinnennnns. t 2 3 4
24, Toaching is stromful 0r ME. .. ..oovineeen e, 1 J 4 8
Total iterns 21 - 24




Pryiicsl Symptorm of Strem ! i g !
25. The fraguency | experance sne or mors of then

WMOOMmS

ftormachaches. Seckeches, sineted disod premure, .

L Y R T e 1 2 3 ¢ 8
2. 1hadmy oD I MeOMY. ... . eseene. 1 2 3 4 8
27 1om e Y W NG BI MO OBY. . ..ot iiiiiieaaenenaen. ] 203 & $
78 1 eEDeTINCINGMOENSE ... .. .o iaeiiiiiiiiiiiiiiieiannnae.. 2 03 @ $

Total ftems 25 - 28

Prychologicail/Emotiensl Symptoms of Srem
29. 1 find myself complaining to Others. .. .................... cetennaes .1 2 3 4
3 tomtnmtrend ancl/or MM ANGrY. . .. ..., P eneene 1 2 3 4 8
31 Lworryabout MY B0 . . ... ceesareenaias 1 2 3 4 3
32. ) el OROTEEING BOOUL MY JOB . . . ..o ieene e weeersens 1t 2 3 ¢ 8

: Tows! lvems 29 - 32
Strens Mansgament Tachnigues
33 1 am unabie 8 use 80 etfective methed te manage

My S8 {SUCh @5 2207T190, FOAXILON WCMNQUIE, T} .....ceevenn.. .. 1 2 3 &
34, Strem mansgmnent wechnams would e vseful in

PeiDINg Me COPE wvTh The EBMaNdS Of MY JOD . . ...coeueennannannnnn... 1 2 3 4 8
35 1 am now using ene or more of the follewing to

reiieve my sUSS:

Slcohol, Srugn. yelling. Dlaming. withdrpwing, sating, SMOKINg . ... ........ 1.2 3 4
6. 1 feel poweriam 0 s0ive My GItfiCUIDSS. ... ... ..., e 1 2 3 4

Tota/ 1earns 33 - 38

104
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Nome Dsts
Schoo! Déstrict
SCORING SHEET
STARESS PROFILE FOR TEACHERS
fnatructions for Scoring
1. After you have completed items 1-36, total the scores in esch category and enter it in the corresponding
box on this page.
2. Plot your score on the dored line with an “X* and draw 8 line batween your scoring “X's"” so thet
8 clear profile of your stress evalustion is visible.
3. Add up ait your category sxcores and enter the number in the box after Totsl Overail Score. A score of
3672 is iow, 73-108 is moderate, snd 109-180 is high.
4. Check your level on the same line o1 sither low, moderate, or high.

STRESS PROFILE SCORES

Low

Moderate

High

Score

]
-

Stwudent Behavior
Employee/Adminsirator

Relations
Teacher/Teacher

Relstions D
Parenu/Teacher

Reistions Cj

Time Management
intrapersonal Conflicts
Physical Symptoms of

12345678

910 11 12 13 14 15

<

186 17 18 12 20

Stress
Prychological/Emotions!
Symptoms of Stress E
Stress Management
Techniques D
Total Overalt Score D

Low o

3%.-72

MO0 3e e
73-108

Figure 2.2 (Continued)

High
100 - 180
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Examine each of the following 1ife events in terms of whether or not 1t
applies your 1life of the past 12 months. If it does assisn yourself the mean
score on the line to the right. When vou have completed the Scale total
up your score at the bottom,

Life Event

1.

2.

3.

LR

5.

60

7.

8.

9-
’0.
11.
12-
13.
14,
15.
16.
17.
18.
19-
20.
21,
22.
23.
24,
a5,
26.
a7.
28.
29.
30.
31.
32.
33.
3“.
35.
36.
37.
38.
39.
.0.
K1,
.2.
43.

Death of spouse

Divorce

Marital separation from mte
Detention in Jail or other institution
Dsath of a close family member

Ma jor personal injury or illness
Marriage

Being fired at work

Marital reconciliation with mate
Retirement from work

Ma jor change in health/behavior of family member
Pregnancy ’

Sexual difficulties

Gainhing a new family memder

Ma jor business readjustment

Ma jor change in financial state

Death of a close friend

Changing to a different line of work

Ms jor change in the number of arguments with spouse
Taking on a mortgage greater than $10,000
Foreclosure on a mortgage or loan

Ma jor change in responsibilities at work

Son or daughter leaving home

In-law troudles

Outstanding personal achievement

Wife beginning or ceasing work outside the home
Beginning or ceasing forml schooling

Ma jor change in living conditions

Revision of personal habdits

Troubles with the boss

Ma jor change in working hours or conditions
(hange in residence

Changing to a new school

Ma jor change in type and/or amount of recreation
Ma jor change in church activities

Ma jor change in social activities

Taking on a mortgage or loan less than $10,000
Ma jor change in sleeping habits

Ma jor change in number of family get-togethers
Ma jor change in eating habits
Vacation

Christms

Minor viclations of the law

L

Total score

Mean Value

100
73
65
63
63
53

19
19
18
17
16
15
15
13
12
1"

Your Score

AR
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# Date
Elementary _______ Degree of implementation:
Secondary Own classroom

Schoolwide

RESOURCE TEACHER BEHAVIOUR SCALE

The Resource Teacher Behaviour Scale is designed to help you
more clearly define the areas and frequency of the difficulties
YOou are experiencing in the implementation of the Resource
teacher concept i1n your school. [t looks long, but contains only
18 items and should take only ten minutes to complete. As you
read each item, evaluate the statement in terms of a period of
time rather .than a specific occurence. Circle your answers, using
the space provided under each item for any comments you wish to

make.

1. I find that administering individual
diagnostic tests to determine which areas
of learning need remediation 1s a difficuit
task. e e

© Not applicable

— Never
w Sometimes

& Seldom

2. I find 1t difficult to determine
the cause of student learning

+ Frequently

o Often

difficulties. ceees 01 23 435

3. Persuading parents to allow their
children to be tested is not
easy for me.

4. I feel that I am unable to use a
task analysis approach in all

cee0s 01 2 3 45

curricular areas. oo 012 345




S.

10.

11.

I have difficulty understanding
curriculum at all levels in my
school well enough to suggest
modifications or changes in
presentation or evaluation.

Effectively using informal testing
techniques for diagnosing student

strengths and weaknessés presents

difficulties for me.

I have difficulty translating
test results into [EPs.

Working with parents to devise
instructional or behaviour
management programs that they
can use at home 1s a source of
concern for me

Analysing work samples to determine
error patterns is difficult for me.

I find it difficult to design
alternative instructional procedures
to fit a particular child's

learning style.

I find it hard to convince teachers
that not all students 1in their
classrooms are able to learn the
same things in the same length of
of time and in the same way.

© Not applicable

—~ Never
w Sometimes

& Seldom

108

+ Frequently

o Often



12.

13.

14,

15.

16.

17.

18.

COMMENTS: Please comment on any additional items or
concerns that may have been omitted that
affect your job as Resource teacher.

Meeting scheduled resource deadlines
ig difficult for me.

1 find it difficult to convince parents
that their child needs a modified program

Organizing my time in order to complete
tasks is a problem for me.

I find it difficult to keep up with
resource related paperwork.

I find that teachers would prefer
that I work with students
indidivually rather than helping
teachers to make changes within
their classrooms to accommodate
students' learning needs.

I find it difficult to persuade
teachers to use compensatory strategies
with students who are experiencing
learning difficulties.

The way students are timetabled makes
it difficult for me to run an erffective
resource program.

v
-
o
<
0
-yt
~—t
o)
[
«
&
o
2.
o

[ ]
. O
PYR o)
> -
v ¢
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1 2

)
v
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-
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v
o
o
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APPENDIX 2

THE RESOURCE TEACHER CONCEPT: AN OVERVIEW

Obiectives:

At the end of this session,the workshop participants should be able
to:

1. explain to teachers, children, administrators and parents
the benefits derived from a resource program.

2. trace the historical development of the resource concept.

3. describe variations in resource formats: differences and
commonalities, advantages and disadvantages.

4. explain the plaée of the resource program in the total
organization 6f the school.

Toplc oOutlipe:
1. a rationale for the development of a resource program.

2. an historical perspective on the growth and development of
resource programs.

3. a review of variations in resource programs.

4. a consideration of the resource program as a subsystem of ths=
school organization.

Seferences:

Bachor, D. & Crealock, C. 1986. Instructional Strategies for
Students With Special Needs. Scarborough, Ont.: Prentice Hall.

Harris, W.J. & Schutz, P.N.B. 1986. purce

Emumnmﬂwmmﬂmmm Columbus.:Merrill.

Wiederholt, J.L., Hammill, D.D. & Brown, V.L. 1983. The Resource

Teacher: A Guide to Effective Practices. 2nd. ed. Newton, Mass.:

Allyn & Bacon.
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OBJECTIVES
At the end of session #3 participants should be able to:

1. Outline and explain the role of the resource teacher

2. Outline and explain what basic knowledge, skills and
experience a resource teacher should have

3. Describe the referral process and design appropriate foras for
use in Trinidad and Tobago :

JOPIC QUTLINE

1. ROLE OF THE RESOURCE TEACHER (Harris and Schutz, 1986:;
Weiderholt, Hammill and Brown, 1983)
a.
i. assessing educational needs
it. diagnostic/prescriptive tutoring
fif. short term remediation and/or tutoring
iv. enrichaent
v. volunteer prograas

b. Consultation

if. conferencing

i{. preparing and iaplementing instructional
prograas

fii. consulting with administrators, teachers
parents and others regarding educational
matters concerning specific children

iv. monitoring progress

i. curriculua implementation
ii. sharing of methodology
fiil. sharing of materials

iv. vcoordination

2. RESOURCE TEACHER COMPETENCIES ( Harris and Schutz, 1986:
We iderholt, et. al, 1983)

. Personal qualities and experience

. Corriculum analysis

. Organizing and sanaging the learning eanvironaent

. Mobilizing resources

. Systea analysis

" Q00N
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3. THE REFERRAL PROCESS (Bachor and Crealock, 1986¢; Harris and
Schutz, 1986; Weiderholt et. al, 1983)
a. Criteria for referrals
b. Methods of referral
c. Designing referral forms

REFERENCES

Bachor, D., and Crealock, C. (1986). uctional strategies for
u ts with eci e . Scarborough, Ontario:
Prentice-Hall. . _
Harris , W.J., and Schutz, P. (1986). Ihe special education

resource program. Columbus, Ohio: Merrill.
Weiderholt, J.L., Hamnill, D., and Brown, V. (1983).

Ihe resource teacher. Boston: Allyn and Bacon.

ROLE OF TUE RESOURCE TPACUER

wswTatION

Lhe precess of sharing 1n-
{oermation and idess, of

warking with others an
/ decision-uaking \

- establishing program poals gn¢ sharing with
staff

pre-cefecral conlerences

clesscoem ebservation and {ollow-up can(erences
assessment conlerences

progran plaaning conlerences

®enitering progras iaplementation

disgnesis and prescription

enrichment /
\ With-
/ .. . p—— .
. \ Administraters (curriculom ond Discrict Supervisors)
~ Teachers
~ Parents/Cuscdiars
\ Stedents
Clinicrans

Community Crovps

L I T T B T

COLLABORATI OW

the process of tesecing
wilh one or aore [ T-1.71
in the same progres or

activigy \
- Corciculum 1mplicaentation l DIRELT Sesvice
- ®ethedology - shar:.g
- -u.q..i - sharing the provisien of educas-
~ curriculem integration tiensl disgnosis
= teaming to iaplement classroem/school prescriptive advice, or
progrons remedial wora
'.\ = coordination
\ - écmonstration {eaching | - diagnosis !
- enrichmeat ; - fececd heeprng J
- disgnecticl/prescript 1ve/tutoring
LIALE - shert-(erm Lul ot ing
Teacners - enricheent
Pacencs . - wolunteer pregram; ’
Adainistrators (Curriculum & Divieget
Supervigor) with:
Counselions ¢ Studencs
\ and othery
\\\ i
~ i v
N e
i -
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THE RESOURCE PROGRAM IN THE ELEMENTARY SCHOOL

Wednesday, July 13, 1988
Tuesday, July 12, 1988

Objectives:
At the end of the session,the workshop participants should be able

to:
1.

describe four organizatlonal models found in elementary
resource programs and the factors causing their differences.

describe the variations in functions of the resource teacher in
three elementary resource models and the strengths and
weaknesses of each model.

explain the 1m§act of the physical environment, materials and
human resources on the elementary resource model.

IQQLQ Qutline:

differentiation among elementary resource programs:

a target population

b program location

¢c. program function

d instructional orientatiion

functions of the elementary resource teacher:

assessment

direct instruction
consultation
collaboration
in-service training

OO0 w

three elementary resource models:

a. resource teacher
b. resource consultant
c teacher consultant

the physical environment and its impact on the elementary
resource program.

types of instructional materials appropriate for elementary
resource programs.

human resources and their influence on the elementary resource
program.
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SECWMRMR.

QRJIECTIVES

At the end of sessions 04-#6‘secondary participants
will be able to:

Identify the differences between elementary and secondary
resource prograas

. Describe adolescent needs and explain hov they f{apact on

approaches to secondary school prograaaing

Explain service alternatives for exceptional students at
the secondary level

. Describe and outline three major thrusts/approaches to

intervention for special needs students at the secondary
level: academic, vocational and life skills

S. Outline the procedures required to organize and manage a
resource progranm
TOPIC OUTLINE
1. W | oqra
(Bachor and Crealock, 1986; Harris and Schutz, 1986;
Weiderholt et. al, 1983)
a. Organization and structure
b. Training of regular educators
c. Training of resource teachers
d. Nature of adolescents
2. 0 ] 2
secondary level (Harris and Schutz, 1986; Newman and
Newman, 1986; Lloyd, 1985; McCorkell and Bilinski, 1987;
Saith and Payne, 1980)
a. Holistic view of adolescent needs - emotional, spiritual,
intellectual and physical
b. Developmental tasks of adolescence
c. Characteristics of adolescents with learning difficulties
d. Goals for adolescents with learning difficulties
3. Service models at the secondary level (Bachor and Crealock,

1986)
a. Regular classroos
b. Regular classroom/IEP
Regular classroon/IEP plus support
Resource room/lEP with direct service
Self contained class with some integration
Clinical placeaent

-0 Q0
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4. / v
secondary level (Masters and Mori, 1986)
a. Acadenic
b. Vocational
c. Lifeskills
5. anjz r (Harris and Schutz,
1986; Weiderholt et. al, 1983)
a. Preparing staff and parents
b. Resource room prograa within the school organization
c. Organization of space, materials and human resources
REFERENCES

Bachor, D., and Crealock. C. (1986).

for students with special needs. Scarborough, Ontario:

Prentice-Hall."

Harris, W., and Schutz, D. (1986). The specijal eduycation resource

program. Columbus, Ohio: Merrill.

Lloyd, M. (1985). Adolescence. New York: Harper and Row.
Masters, L., and Mori, A. (1986).

Jeaching secondary students
with mild learning and behaviour problems. Rockville, M.D.:

Aspen Systeas Corporation.

McCorkell, V., and Bilinski, V. (1987). A holistic view of
gdolescence. Unpublished manuscript.

Newman, B., and Newman, P. (1986). Ad ce v n
Columbus, Ohio: Merrill.

Smith, J., and Payne, J. (1980). Jeaching exceptional
adolescents. Columbus, Ohio: Merrill.
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PROGRAM THRUSTS AND APPROACHES TO INTERVENTIQN
AT THE SECONDARY LEVEL

(Masters and Mori, 1986)

{__ACADENIC | { vocatl_ouAtLJ LLIFE skiLLS]
. )
LSL’.E&{&_QMJ | CURRICULA | | CcurricuLA ]
I

TUTORIAL APPROACH|

) ,

“--JEASIC SKILLS REMEDIATION APPROACH

!
t
l. - - {COMPENSATORY APPROACH
l
(B

4§IBAI=§]E§ LEERQACH ]

\

[MOTIVATION]

IIESTRUCTIONAL METHODOLOGIES]
RIENTATION] |SKILL ORIENTATION]

SOCIAL SCIENCES LEARNING STRATEGIES
ENGLISH - SOCIAL SKILLS
GENERALIZATION { TRAINING
PRACTICES SCIENCE "R!hDING
. 1 VOCATIONAL - MATHEMATICS
{EVALUATION & FOLL09-01 LHRITI“G
{PRACTICES —SPEAKING
- SPELLING
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ASSESSMENT IN THE ELEMENTARY RESOURCE PROGRAM
Speclific Tools and Techniques

Monday, July 18, Wednesday, July 20, 1988

e ve

At the end of these sesslons partliclpants will:

1. have become familiar with a varliety of formal and informal
testing instruments.

2. have received information on a variety of techniques for
assessing student performance and progress.

3. have the prerequisite knowledge required to use the information
nbtained through testing and observation to prescribe and
remediate.

Topic Qutline:

1. test selection:

a. formal (norm referenced, criterion referenced)
b. informal (inventories, checklists, observation, interviews)

2. examination and critiquing of elementary assessment

Sk Y

instruments:

a Bader Reading and Language Inventorory (Bader, 1983).

o. Brigance Diagnostic Inventory for Early Childhood (Brigance
1981).

Diagnostic Spelling Test (Kottmayer, 1970).

KeyMath Diagnostic Arithmetic Test (Connolly, Nachtman, and
Pritchett, 1976).

Peabody Picture Vocabulary Test (Dunn and Dunn, 1981).

Test of Language Developm2nt (Newcomer and Hammill, 1977).
teacher designed asssessment (Mayer, 1987).

variety of checklists and inventories for language,
mathematics, reading and perceptual asssessment.

Qan
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Assezament References and Materials

Bachor, D., and Crealock, C. 1986. Instructional Strategies for
Students with Special Needs. Scarborough, Ont.: Prentice Hall.

Bader, L.S. 1983. Bader Reading and Language Inventory. New

York: Macmillan.

Brigance, A.M. 1977.
Skills. North Billerica, MA: Curriculum Research Assoclates.

Brigance, A.M. 1981. Brigance Diagnostic Inventory of Early
Childhood. North Billerica, MA: Curriculum Researach Associates.

Connolly, A., Nachtman, W., and Pritchett, E.M. 1976. KeyMath
Arithmetic Test. Circle Pines, MN.: American Guidance Services.

Dunn, L.M., and Dunn, L. 1981. Peabody Picture Vocabulary Test.

Circle Pines, MN.: American Guldance Services.

Dunn, L.M., and Markward, F.C. Jr. 1970. Peabody Individual
Achjevement Test. Circle Pines, MN.: American Guidance Services.

Harris, W., and schutz, P. 1986. The Special Education Resource
Program. Columbus, Ohio: Merrill.

- The Impact Box. 1974. San Rafael, CA.: Academic Therapy.

Kottmeyer, W. 1970. Diagnostic Spelling Test. New York:
McGraw-Hill.

Larsen, S.C.
Austin, TX.

-~

and Hammill,, D.D. 1983. Test of Written Langquage.

Pro-ed.

Larsen, S.C., and Hammill, D.D. 1976. Test of Written Spelling.
Austin, TX.: Pro-ed.

Mayer, R. 1987. Educational Psychology. Toronto: Little, Brown &
Co.

Newcomer, P.L., and Hammill, D.D. 1977. Test of Langquage
Development. Austin, TX.: Pro-ed.

Weiderholt, J.L., Hammill,D., & Brown, V. 1983. The Regource
Teacher. Boston: Allyn and Bacon.

wWepman, J.M. 1973. Auditory Discrimipation Test. Los Angeles:

Western Psychologlical Services.
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SECONDARY ASSESSMENT

OBJECT

By the end of sessjons #19, #20, and #25 secondary
participants will:

Have reviewed the decision-making/assessment model

2. Have become fariliar with a variety of formal testing
instruments '
3. Be able to use a variety of informal techniques for
diagnosing student performance and assessing student progress
4. Have reviewed the diagnostic/prescriptive principles of
mastery learning
S. Have the prerequisite knowledge to use diagnostic information
to develop instructional strategies and progranms
JOPIC QUTLINE
1. Review of decision-making/assessment model (Bachor and
Crealock, 1986; Harris and Schutz, 1986)
2. Formal s ent
a. Peabody Achievement Test (Dunn and Markward, 1970}
b. Test of Adolescent Language (Hammill, Brown, Larsen and
Weiderholt, 1980)
c. Test of Written Language (Larsen and Hammill, 1983)
d. Test of Written Spelling (Larsen and Hammill, 1976)
e. Test of Reading Comprehsnsion (Brown, Hammill and
Weiderholt, 1978)
3. a
a. Bader Reading and Language Inventory (Bader, 1983)
b. Brigance Diagnostic Inventory of Essential Skills
(Brigance, 1981)
c. variety of checklists and inventories for language,
mathematics, reading and perceptual sssessment
d. observation
e. interview
f. work saaples
g. teacher designed assessnent
4. Mastery learning

a. Bloom’s model
b. task analysis approach "o assessment
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REFERENCES

Bachor, D., and Crealock, C. (1986).
students with special peeds. Scarborough, Ontario:
Prentice-Hall.
Bader, L. (1983). Bader reading and language jnventory.
New York: MacMillan.
Brigance, A.M. (1981). v
North Billerica, MA: Curriculum Research Assoclates.
Dunn, L., and Marwvard, F. €1970).
Jest, Circle Pines, MN: American Guldance Services.
Hammill, D., Brown, V., and We iderholt, L. (1980).
Austin, TX: Pro-ed.

Test of adolescent lapguage.
Harris, W., and Schutz, P. (1986). The special education resSource

progran, Coluambus, Chio: Merrill.
The impact Pox, (1974) San Rafael, CA: Academic Therapy
Publications.

Larsen, S., and Hamnill, D. €1983). Jest of written languadge.
Austin, TX: Pro-ed.

Larsen, S., and Hamnill, D. €1976). Jest of written spelling. -
Austin, TX:-Pro-ed. . ) : .



121

INSTRUCTION IN THE RESOURCE PROGRAM: AN QVERVIEW

biectives:
At the end of this session,participants will be able to:

1. state the difference between regular classroom teaching and
resource teaching.

~o
.

discuss the role of the Indivicdualized Educational Plan (IEP)
as a process and as a product.

)
.

state the qualities of a good IEP.

4. have the prerequisite knowledge required to develop an IEP form
for indigenous use. '

5. describe the role of the resource teacher with respect to
instructional support in language arts and mathematics.

Toplic Outline:
i. the rcle of the resource preogqram in academic instruction.

2. the Decision Making Model applied to instruction.
3. the ronle of the IEP in the resource program:

a. he 1EP as a process.
b. the IEP as a product.

4. the resource teacher's role in the selection of instructiona.
strategies/materials for language arts and mathematice.

Referepnces:

Eachor, D. & Crealock, E. 1986. Instructional Strategjes fcr
Students With Speciai Needs. Scarktorough, Ont.: Prentice Halil.
Yarris, W.J. & Schutz, P.N.B. 1986. o 0 urce
Program: Rationale & Implementatilon. Columbus. :Merrill.

Wiederholt, J.L., Hammill, D.D. & Brown, V.L. 1983. The Reconurce
Teacher: A Guide to Effective Practices. 2nd. ed. Newton, Mass.:
Allyn & Bacon.
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Lovitt, T., (1980). Writing & Implementing an I.E.P, Belmont, CA.
Pitman Learning Inc.
Individualized Education Program*
Student __ _ __ ._ _ —  eiee— ._BinthDate  _ . StudentIDNo. . _ ____ _ .
School . .. i __._. Grade_. . _._ e+ -
{EP Conference Date —imciiemuw... Projected Review Date _ .. e
1. Statement of Current Educational Leve! 2. Annual Goals
ACADEMIC
ACHIEVEMENT
PSYCHOMOTOR
SKILLS
SELF-HELP
SKILLS
PREVOCATIONAL/
VOCATIONAL SKILLS
SOCIAL
ADAPTATION
OTHER
3. Short-Term Objectives
RELATED DATE DATE
GOAL INITIATED COMPLETED
4. Statement of Services 5. Dates of 6. Time in 7. Responsible
Services Programs Individuais
SPECIAL INSTRUCTIONAL
DESCRIPTION MEDIA/MATERIALS START END HOURS/WEEKS
8. Justification for Placement
9. Evaluation Plan
IEP Commuttee Members | hereby authorize placement of my child/ward in the
NAME POSITION programs and services listed above | understand that
this placement will be re-evaluated annually
: Parent/Guardian Signature Date

*Tne lEPIarm snown rare e igges
atrommndate a -mig - “omg ofe Sragram Partst 2 ang Vespecially wouid have 1o be erpanded Actiid s fully compieten i P
Danes 21 For' weg < 'orm <ge Companentsy of an IEP ‘0linwing i

GRreratiaycut andorgarzation only 310t ntenged for duphcahon purposes. asitciearty s ot largeengunits

S hkety tone epyerai
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Harris, W. J. & Schutz, P. N. B. (1986). The Special Education
Resource Program. Columbus: Merrill.

INDIVIDUALLIZED EIVCATION PROGRAM
Student: Marcus Field D.0.B.:_S/1/XX MAge: 8 Grade:__ 3
Teacher: Mrs. Paula Gagnon School:__Harold Elementary  District: 2
Parents: Mr. and Mrs. William Field Address: 12 Manor Rd., Blissville

Phone: _ _ 623-4353

e

Reason for referral and referral source (sutmary):

Marcus was referred by his teacher, Mrs. Gagnon, because of academic problems in
reading and spelling and difficulties with letter formation, size, and spacing on

lined paper.
Present levels of Educational Functioning
Summary of Asscssment Results
Test/Procedure . Date Examiner Summary of results
Wechsler Intelligence 10/10/x% Dr. H. Sanders, IQ 110
Scale for Children Psychologist
Revised (WISC-R)
Poahedy Individual 10/12/XX M:lanic Bowers, Below avg. performance in
Achicvement Test (PIAT) Resource roam reading recognition, reading
teacher camprehension, and spelling.

Avg. performance 1n math and
general information

Developmental Test of 10/12/XX Bowers WI age equivalent: 6-2
Visual-Motor Integration (1-8 year delay 1n develop-
(vMI) ment)
Gray Oral Reading Test 10/12/xXx Bowers Oral reading 2.1
(GORT) Camprehension 2.0
Listening capacity 3.0
Woodcock Reading Mastery 10/13/%x Bowers Independent level 1.3
Tests Instructional level 1.8
Frustration level 2.3
Classroum observation 10/8/xx Bowers Readiny and math sessions
(open-anecdotal) were obscrved. Marcus was

strugyling to keep up with
the reading and math groups.
He also was experiencing
difficulty in remaining on
task during seat work.

Summary of strengths " Sumary of weaknesses
Visual and auditory acuity are normal. Limited skills in readiny and spelling.
Enjoys art. Immature formation of letters and umproper
. 1s polite to adults. spacing.
Enjoys helping. Difficulties in memory and visual percep~
Does well in math in one-to-one situa- tion.
tions. Unable to perform well with independent
Is motivated in sociai studies and work tasks.
8cience. Nceds concrete, manipulative materials in
Acts very involved in group discussions. math.
Average intelligence and performance in Has difficulty in visual-motor integra-
general information. tion.

Gross and fine motor tasks are performed
well separately.
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Evaluating the IEP for Internal Consistency

The format of the 1EP provides a logical, step-by-step outline foe designing an
ceducational program for a handicapped student. The planning process is gnevei,p.
mental, proceeding systematically from specification of the student’s present levels
of functioning to the generation of annual goals and short-term objectives, Neverthe-
less, problems exist in the writing of IEPs.

Fig. 10-S 1EP checklist.

IF]P CHECKLIST

Presence of cssential IEP components:
1. Present levels statement.
2. 'Arin_ual goals.
3. Short-tcrm objectives.

Description of special education and related
services.

Projected dates of initiation and duration.

Objective criteria and schedule of evaluation.

~f intermal consistency:

Does the present levels statement reflect an
assessment plan related to the initial reason
for referral?

Are annual goals based on needs that have been
documented with assessment data?

Are short-term objectives logically derived
fraom annual goals?

Docs cach short-term objective contain be-
havioral descriptions, conditions, and criteria
for evaluation?

Can the annual goals and short-term objectives
be accamplished 1n the special education and
related scrvices described?

Are the special education and related services
described "least restrictive"?

Do the projected dates of initiation and dura-
tion of special education and related services
suggest a smooth transition fram the present
program?

Do the evaluation activities of each activity
support the projected date of campletion of
each annual goal?
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INDIVIDUAL INSTRUCTIONAL PLAN

Methods and Start of Date objective
Instructional objectives materials Teacher Evaluation procedure instruction achieved
After reading paragraphs Introduce and drill Bowers Measure progress and Nov. 15

wraitten at the 2.0, 2.5,
and 3.0 grade levels,
Marcus will answer
literal comprehensgion
questions with ca percent
accuracy.

words from the para-
graphs in 1solation
&& in context using:

* Basal reading
scries:

* Supplementary

series;

* Teacher-made work-

sheets;

» Educational games;
* A multisensory

approach.

graph right angwers
weekly on a chart.
Answer five campre-
hension questions
orally and ten in

writing (including
detail, main idea,




SECONDARY INSTRUCTION
Written Expression

OBJECTIVES

At the end of sessions #25 and #27, secondary participants will:

l‘

2.

8.

Be able to describe the stages in the development of ladguage
skills v

Have received an overview of writing characteristics of
adolescents with learning difficulties

Be familiar with methods of integrating writing across the
curriculum ‘

Have been given strategies for developing positive attitudes
towards writing

Be able to develop instructional procedures for written
expression within the regular classroon setting

Be able to describe the various stages in the writing process
and to explain the importance of each

Be familiar with writing strategies to build sentences and
paragraphs

Have exanined a variety of instructional materials in the are
of basic skills

TOPIC OUTLINE

1.

tages in the development cf lapnguage skjlls (Alley and

Deshler, 1979)

a. Experience

b. Listening

c. Speaking

d. Reading

e. Writing

f. Refinement of language usage

Wrj n haracte i 0 s ] wit

en
difficulties C(Alley and Deshler, 1979)
a. attitude
b. content
C. craft

Integrating writing across the curriculum (Weiderholt, Hammil
and Brown, 1983)
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4. Developin ng positive attitudes tovards writing (Alley and
Deshler, 1979)

5. hnumgmummr_zunumum (We iderholt

al, 1983)
a. creating an environment for writing
b. purpose
c. standards
d. audience
€. group story/essay writing
f. fluency

6. o
a. pre-writing activities
b. writing
c. editing
d. publication

7. (Alley and Deshler, 1979;

Bachor and Crealock, 1986; Weiderholt et al, 1983)
a. directed writing

b. sentence strategies

c. sentence combining

d. Kerrigan’s integrated model of composition

8. Examination of instructional materials

REFERENCES
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INSTRUCTION IN THE ELEMENTARY RESOURCE PROGRAM
Wednesday, July 20, 1988

Objectives:

At the end of this session particlipants will :

1. be able to describe the qualities of a variety of remedial
Instructional strategles in the areas of lanquage arts and
mathematics.

2. have received Information on a variety of instructional
materials in the areas of language arts and mathematics.

Topic OQutline:

1. procedures for the selection of strategies/materials related to
elementary students' individual needs as revealed through the
assessment process.

2. specific instructional strategies/materials related to
individual needs in language arts and mathematics:

a. academic remediation.
b. tutorial services (remedlal/curricular support).
€. In-class accommodation & compensatiory support.
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