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This investigation is concerned with determining the

extent of inservice education provided for special education

personnel by the five pilot programs of Plan A. The two

methods of determining this involvement are a case study

of the pilot programs' inservice education and its relation-

ship to resource agencies such as the Texas Education Agency

and Regional Education Service Centers.

The purposes of this study include the following:

(1) determining the principles underlying the philosophy

formulated by school district personnel in regard to the

nature and purpose of inservice training for Plan A, (2)

identifying the nature, scope, and assessment of a three-

year period of inservice education for the pilot Plan A

programs, (3) identifying the successful components of

and the problems encountered during the three-year period

of inservice education, and (4) describing recommendations

for future inservice education.

Only the five pilot districts are described in the

case studies of Plan A programs. Data is reported in the

following sequence for each of the pilot districts:

background information; philosophy and goals; pre-, in-,

and post-service activities for 1970-1971, 1971-1972, and



proposals for inservice education for 1972-1973. Also

reported is information concerning the role of the Texas

Education Agency and the Regional Education Service Centers

in relationship to Plan A implementation and inservice

education.

Chapter I of this study includes an introduction,

statement of the problem, purposes of the study, definition

of terms, limitations of the study, procedures for collect-

ing data, and procedures for treating data. The review of

related literature, presented in Chapter II, is subdivided

into categories relating to the nature and scope of in-

service education; inservice education for supervisors and

administrators; inservice education for teachers, auxiliary

personnel and the community; pre-, in-, and post-service

education; forms of inservice education; research in in-

service education; and inservice training for special

education. Chapter III is devoted to a report of the pro-

cedures involved in the study. Included are the procedures

involved in the feasibility study, procedures for collecting

data, and procedures for treating the data. Chapter IV

consists of reporting each of the five selected case studies,

and the relationship of the districts involved to the Texas

Education Agency and Regional Education Service Centers.

Chapter V presents a composite of the findings from

all the case studies. The findings obtained in each case



study are summarized according to the following areas:

(1) background information about the pilot districts and

their selection for Plan A; (2) each district's philoso-

phy of and goals for education; (3) pre-, in-, and post-

service activities for 1970-1971, 1971-1972, and proposals

for 1972-1973; and (4) the roles of the Texas Education

Agency and Regional Education Service Centers to the Plan

A program. With special attention to each of these areas,

recommendations for future inservice education programs

are presented.
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CHAPTER I

INTRODUCTION

Preparation and training are influential factors in

promoting the success of educational programs. Personnel

who are cognizant of a program's purpose and potential

are more qualified to lend their total support to its

operation. Because periods of preparation and training

are so important, thought and care should be taken in

their planning.

Inservice education involves those periods of time

devoted to preparing, informing, and aiding personnel

for their job roles. The education periods may involve

teachers, aides, administrators, and parents directly

and/or indirectly. The inservice participants may be

grouped or individually assisted in their respective

target areas.

In teacher inservice education, emphasis is placed

on the abilities of the students with whom teachers will

be working. If the inservice education period is to be

valuable, attention must be given to the variety of

learning-teaching activities in which teachers and stu-

dents are involved. The schools have a tremendous role

1
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in providing inservice education which is beneficial to

teachers and administrators.

The State Board of Education holds as its intent,

that by the school year starting September, 1976, local

school districts operating under the Minimum Foundation

School Program Act which have approved special education

programs for exceptional children shall provide services

for pupils between the ages of three and twenty-one

years who are in special education. This would also

include services for handicapped pupils (10, p. 37).

Under the rules and regulations for special education,

which were approved by the State Commissioner of

Education, is the provision of inservice training for

special education personnel. The training is designed

to include methods for improved utilization of in-

structional materials, books, media, and other supplies

(12, p. 31). If the results of several training periods

are analyzed, the possibility for improved inservice

techniques is manifold.

This study was designed to report the results of

several training periods so that directors of future

programs could benefit their program implementation

from the findings. Detailed information concerning the

type and extent of inservice education for teachers em-

ployed under Plan A educational programs was provided.

The study also provided information concerning trends in
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inservice education for personnel under Plan A. Discussed

in the study were those problems encountered by the se-

lected school systems in developing their inservice

programs. When the information in this study was

consolidated, implications were drawn concerning the

problems, procedures, and merit involved in Plan A

inservice education.

Statement of the Problem

The problem of this investigation was that of

identifying and defining the inservice rationale, prac-

tices, and proposals of the five pilot Plan A inservice

programs for special education in Texas.

Purposes of the Study

The purposes of this study were:

1. To determine the principles underlying the

philosophy formulated by school district

personnel in regard to the nature and pur-

pose of inservice training for Plan A.

2. To ascertain the nature, scope, and

evaluation of past inservice training

periods in the five pilot programs of

Plan A.

3. To identify the problems encountered in

the pilot programs during past inservice

training periods.



4. To determine whether current Plan A

inservice practices have been influenced

by the results of past training programs.

5. To ascertain methods currently employed in

the planning and assessment of inservice

training in the selected Plan A programs.

6. To describe recommendations for the nature

and scope of future Plan A inservice train-

ing periods.

Background of the Study

Since its establishment in 1945, the Division of

Special Education has been dedicated to meeting the

needs of handicapped children. Between 1945 and 1965,

age limits have been extended, the number of units have

been increased, more effective teaching materials and

professional instruction personnel have been added,

transportation allotments for exceptional children have

been introduced, and expanded services have been made

available for mentally retarded, deaf-blind, emotionally

disturbed, and brain-injured children. Title VI of the

Elementary and Secondary Education Act of 1965 was passed

late in 1966 and funded to make federal funds available

to school districts' special education programs in the

various states. The great need for more widely expanded

services, additional teachers, and increased funds for
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appraisal, materials, transportation, and consultants

was revealed by an in-depth study by the Texas

Education Agency. Many additional statewide studies

which followed focused on the need to provide more

comprehensive services to special education students

throughout the state (11, p. 1).

Funds were provided directly to the State Department

of Education from 1967 ESEA, Title VI amendment. The

allocations were for the initiation, improvement, and

expansion of educational services to handicapped children.

Between 1967 and 1969, a wide variety of projects were

funded on a statewide basis or through the twenty

Education Service Centers. Pupil appraisal, staff

development, and new strategies were the priority areas

covered by these projects. By 1970, the number of

Texas special education units had increased by 580.

The accomplishments between 1945 and 1970 preceded Plan A

in the move toward services which dealt with more

comprehensive and individually applicable services to

exceptional children (11, pp. 1, 2).

The passage of Senate Bill 230 in 1969 was a major

catalyst to change. Prior to that time, limitations in

serving handicapped children comprehensively were derived

from the way in which state funds were allocated.

Generally, federal funds were channeled through the

Regional Education Service Centers. Money was allocated
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on the basis of the actual number of identified handi-

capped pupils according to their disability category.

These pupils had to be counted separately from the

districts' eligible ADA pupils in regular classroom

units; therefore, there was little flexibility allowed

in programming (11, p. 2).

The non-integrative, self-contained approach has

obvious hindrances. Certain types of handicapped children

make impressive gains in a normal classroom. Hostility

and prejudice arise when handicapped children are placed

in segregated classes. The emotional, social, and

educational growth of the pupils is affected by the

stigma of being a "special education pupil." Also, the

funding procedure placed undue emphasis on the child's

handicapping condition rather than his educational

needs (11, p. 2).

The 1969 Senate Bill 230 included many new services.

The age limit for all exceptional children was extended

to ages three through twenty-one; thus provision was

made for Early Childhood Education. The pilot program

for the emotionally disturbed gained statewide impetus.

The new category of Language and/or Learning Disabilities

was added. Funds were allocated for supportive pro-

fessional personnel and teacher aides. There was also

allocation of funds for appraisal services, materials,
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consultants, special seating, special communications

equipment, and transportation where needed (11, p. 3).

On the basis of this legislation, a new State Plan

was developed. The target date of September 1, 1976 was

set for full implementation of the comprehensive special

education program, Plan A. Allocation for Plan A

districts was designated on the basis of total number of

pupils in average daily attendance. Plan B allocations

would remain on the basis of the number of identified

handicapped pupils. For each 3,000 pupils in average

daily attendance, money for Plan A is allocated for

twenty special education teachers, seven aides, and

three supportive professional personnel. This freed

the school districts to determine their educational

needs and develop plans on how to use their resources.

The plan emphasizes the educational needs of children

and their integration into the regular classroom rather

than emphasizing the children's handicaps (11, pp. 3-4).

The school districts were enabled to determine and

meet their educational needs. This new flexibility offered

the districts a wide variety of supportive professional

personnel from which to choose: Special Education

Supervisors, Counselors and Visiting Teachers, Educational

Diagnosticians, School Psychologists, Associate School
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Psychologists, and Consultative Services Personnel. The

districts could hire these specialists in any combination

they deemed appropriate (11, p. 4).

New instructional arrangements were also made

available. Included were resource rooms in which in-

struction was given for a few periods a day, itinerant

special education teachers who instructed on more than

one campus, and diagnostic classes where students'

learning disabilities were diagnosed before the

students were assigned to specific programs. Education

Service Centers and Regional Education Service Centers

were used to complement the program (11, p. 4).

The multiplicity of instructional resources and the

school districts' responsibility for planning have opened

a new era of flexibility for special education in Texas.

School systems may now adapt more creatively the re-

sources to meet the needs of their exceptional children.

All Texas special education programs will be operating

under Plan A by the year 1976 (11, p. 5).

Project PRIME, Programmed Re-entry Into Mainstream

Education, is a monitoring system devised to observe and

evaluate the effectiveness of the comprehensive special

education programs. The primary aims of project PRIME

are to determine which handicapped children benefit from
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their integration into the regular classroom and to pin-

point the most successful conditions of integration. The

project will also be used to determine how handicapped

children are affected by those factors which lead to

social, emotional, and academic growth in normal children

(11, p. 6).

Project PRIME is the first study of its kind. It

links the United State Office of Education, The Texas

Education Agency, and local school districts in a

cooperative three-year research evaluation effort. The

administrative problems encountered by local districts

will be of main concern to the Texas Education Agency.

Nationwide expertise will be used to help resolve issues

regarding feasibility, design, and instrumentation and

in dealing with problems of test and measurement, sampling,

statistical analysis, and special education program

development (11, pp. 7-8).

Depending upon the continuation of funding, project

PRIME is anticipated to last for three years. It will

involve the observation and evaluation of twenty-three

state Plan A school districts. In order to enlarge the

sample, twenty Plan B districts will also be included

(11, p. 9).

The pilot programs of PRIME were selected for their

apparent readiness for Plan A and their representativeness
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in such areas as size, location, socio-economic status,

and racial composition. One hundred forty-four schools,

657 classes, and about 1,100 handicapped children were

randomly selected from grades three through five. The

randomization was to ensure diversity of race, handi-

capping conditions, and type of special education

programs in the evaluation. Considered for inclusion in

the study were only those emotionally disturbed, educable

mentally retarded, and language/learning disabled pupils

who were previously placed in self-contained classrooms

(11, p. 9).

Project PRIME will be divided into three phases.

Phase I, during the first year of the project, will be

to make extensive observations of integrated classroom

situations and collect descriptive data on such relevant

variables as students, classrooms, teachers, schools,

school districts, communities, and families. Testing

will be done to evaluate achievement, personal growth,

and social development. Questionnaires reflecting teacher

attitudes will be completed and studied. Phases II and

III will continue follow-up studies of the first year's

findings and programs. Emphasis will be placed on

drawing judgments concerning the relative effectiveness

of various treatment groups. These judgments will come

partly from approximately four distinct treatment groups
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and a no-treatment control group which will be analyzed

according to specified variables. Information will also

be gathered concerning the overall results of integrating

handicapped children into normal classrooms. Project

PRIME will afford local teachers, special education

directors, and other personnel greater knowledge, under-

standing, and confidence in the programs they are

developing to meet the particular needs of their school

district. PRIME will focus on the processes and products

of the new compensatory special education programs. The

results of this process/product paradigm will have direct

implications for the preservice and inservice training

programs for teachers. Future plans of the Texas

Education Agency and other states will derive immediate

and potential benefit from the project's results

(11, pp. 10-11). This study incorporated available

research results from PRIME which were relevant to Plan A

inservice training programs.

Significance of the Study

Plan A will be implemented into all Texas school

districts by 1976 (12, p. 29). Therefore, it is necessary

that districts begin preparing for the program. Those

districts which currently have Plan A as well as those

who will initiate it later need to begin educating their

personnel for total implementation of the program.
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Inservice training periods include materials and

activities which assist teachers and administrators.

Activities and workshops conducted should be aimed at

meeting the needs of those involved. "The impression

that teachers have of in-service training helps to determine

their participation" (2, p. x). For administrators, the

inservice program can assist them in meeting the challenges

and problems that confront their schools (3, n. p.).

Inservice training can be adapted to meet a multi-

tude of needs and philosophies. Some training periods

are conducted to solve specific problems (1, p. 7).

Teachers of exceptional children may require additional

or different training from that of the regular classroom

teacher. These special teachers must be trained for

special roles and for utilizing various resource material

and personnel (13, n. p.). The very nature of Plan A

will necessitate the understanding of the special needs of

exceptional, handicapped children. "There is a need for

increased study in the school setting, including an in-

vestigation of the personal interaction between teacher

and brain-injured pupils" (8, p. 74).

Training programs are of great importance to educators

and administrators. Inservice education programs are of

interest to most professional educators (7, p. 3).

These programs are reflective of the persons whom they
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involve. "Inservice programs are but symptoms of something

happening beneath the instructional surface" (9, p. 1).

Inservice education must provide for both the new and

experienced teacher. "The beginning teacher enters into a

strange and completely new situation" (6, p. 6). Success-

ful training periods are designed to meet the needs of all

involved.

It is frequently assumed that a teacher, simply
because she is a teacher, understands the nature
and needs of all children. It is all too often
assumed that a principal, supervisor, or admini-
strator, because of his experience and longer
contact with school problems, will be knowledge-
able in all matters pertaining to child growth
and development including those of the exceptional
child. Unfortunately, few teachers or admini-
strators in general education have any preservice
orientation to exceptional children, and their
contact with such children in an inservice basis
have been sporadic (4, pp. 111-112).

Inservice programs should be planned for and by those

who are involved in the educative process. "Personnel

of the state departments of education and of teacher-

education institutions, and administrators, supervisors,

and teachers of local school systems share jointly the

responsibility for the in-service education of teachers"

(5, p. 7).

This case study encompassed the five pilot Plan A

programs so that a three-year training span was included.

Information from the 1970-71 training period, from the

current training period, and proposals for the 1972-73
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period afforded the study greater significance. A

comprehensive description was made of each pilot training

program. Included were the nature and scope of the in-

service programs which were surveyed. The study also

identified the components which were deemed successful

or undesirable by participants in past and current in-

service programs. The more desirable ideas and activities

were included in the district's implications for future

inservice periods. By consolidating the information pro-

vided by the case study, other teachers, administrators,

school districts, and states could benefit from the ideas,

activities, and experience of the selected school districts.

Definition of Terms

To increase the clarity of this study, the following

definitions were established.

1. Plan A.--The Plan A program is composed of special

education programs and services for handicapped pupils be-

tween the ages of three and twenty-one years.

2. Mentally Retarded Children.--"'Mentally retarded

children' means children whose mental capacity is such

that they cannot be adequately educated in the regular

classes of the public schools without the provision of

special education services" (12, p. 4).
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3. Minimally Brain-Injured.--

Children who are normal or above in in-
telligence, but who have learning
difficulties directly attributable to
an organic defect caused by a neurological
condition, and who are unable to adjust to
or profit from a regular school program
without the provision of special education
services may be considered for a program
for minimally brain-injured children (12, p. 3).

4. Language and/or Learning Disabled Children.--

'Language and/or learning disabled children'
means children who are so deficient in the
acquisition of language and/or learning skills
including, but not limited to, the ability to
reason, think, speak, read, write, spell, or
to make mathematical calculations, as identi-
fied by educational and/or psychological
and/or medical diagnosis that they must be
provided special services for educational pro-
gress. The term 'language and/or learning
disabled children' shall also apply to children
diagnosed as having specific developmental
dyslexia (12, p. 6).

5. Speech Handicapped.--

Children who are speech handicapped are those
who have abnormality of speech calling adverse
attention to itself, impairing communication,
or causing maladjustment arising out of
problems with articulation, rhythm, voice,
and/or oral language (12, p. 6).

6. Unit.--"A unit in special education refers to

a group of exceptional children and the designated

teacher" (12, p. 37).

7. One-half Unit.--"One-half unit refers to that

unit which utilizes a teacher on a half-day basis, with a

minimum number of pupils specified" (12, p. 37).
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8. Combination Unit.-- T A combination unit refers to

that unit which combines two types of handicaps" (12, p. 37).

9. Cooperative Unit.--"A cooperative unit refers to

that unit which is formed through a cooperative agreement

between two or more adjoining districts when a minimum

number of eligible pupils are not present in any one

district" (12, p. 37).

10. Early Childhood Education Program.--"An early

childhood education program for exceptional children is

one which provides a planned developmental program for

young children who are of ages three through five on or

before September 1" (12, p. 43).

11. Early Childhood Education Pupil.--"Any child age

three through five years old who can be predicted to

experience academic failure upon enrollment in a regular

elementary program and who meets the eligibility

standards" (12, p. 44).

12. Self-Contained Special Education Class.--"A

self-contained special education class is one in which

pupils spend the major part of a day for instruction.

Pupils may be integrated into one or more regular classes

when appropriate" (12, p. 24).

13. Resource Special Education Class.--"A resource

special education class is a classroom teacher unit where

pupils may be assigned for one or more periods per day to

receive special instruction in various subjects" (12, p. 25).
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14. Helping Special Education Teacher.--"A helping

special education teacher is one who is assigned to

several classrooms and has a rotating schedule to assist

each teacher in providing individual and group instruction

to handicapped pupils" (12, p. 25).

15. Itinerant Special Education Teacher.--"An

itinerant special education teacher is one who provides

instructional programs to handicapped pupils on more

than one school campus" (12, p. 25).

16. Diagnostic Class.--"A diagnostic class is one

in which children may be placed for a period of time not

to exceed two months for a diagnosis of learning difficul-

ties so an educational prescription can be developed and

applied on other types of instructional settings"

(12, p. 25).

17. Diagnostic Teacher.--

The diagnostic teacher serves as the teacher
in a classroom for children who are "marginal
identification referrals;" that is, children
whose instructional needs are not obvious to
the screening committee and for whom compre-
hensive pupil appraisal may not seem to be
required; or for pupils for whom appraisal
recommendations have not been effective
(10, p. 23).

18. Special Education Coordinator.--

One who has teaching certification, full
certification in one or more areas of
special education and a minimum of three
years of teaching experience in special
education (12, p. 19).

19. Admission, Review, and Dismissal Committee.--"A

committee of not less than three professional staff members
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whose purposes are to determine the eligibility of all

exceptional children for original assignment, continued

enrollment, and termination of special education services"

(12, p. 18).

20. Appraisal.--

Appraisal is the assessment and diagnosis of

pupil characteristics of an educational,

sociological, physiological, and psychological
nature and the communication between the diag-

nostic source and the teacher. The goal of

appraisal is to prescribe behavioral and/or
instructional circumstances in order to bring

about desired changes in pupil achievement

and/or adjustment (12, p. 16).

21. Screening.--"Screening is a process through which

children are identified as needing special assistance

because of some problem" (12, p. 16).

22. Diagnosis.-- "Diagnosis is a description of the

handicapping condition with an implied prognosis" (12, p. 16).

23. Inservice Training.--"Inservice training is taken

to include all those courses and activities in which a

serving teacher may participate for the purpose of ex-

tending his professional knowledge, interest or skill"

(2, p. x).

24. PRIME.--Programmed Re-entry Into Mainstream

Education.--PRIME is a project designed for the observation

and evaluation of comprehensive special education programs.

It attempts to identify those handicapped students who bene-

fit from integration into the regular classroom and to dis-

cover whether those factors which lead to emotional, social,

and academic growth in normal children produce the same

effects in children who are handicapped.
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Limitations of the Study

The study was subject to the following limitations:

1. Only the five pilot programs of Plan A - Alamo

Heights, El Paso, Galveston, Haskell-Knox, and

Richardson were involved in the case study.

2. The case study only included results from the

1970-71 and 1971-72 inservice periods and

proposals for the 1972-73 period.

3. The case study emphasized the Early Childhood

and Elementary segments of Plan A.

4. No effort was made to interpret statistically

a comparison or contrast between the selected

inservice programs; however, research findings

were included when they revealed pertinent

information about special education inservice.

Basic Assumptions

It was assumed that the population selected for study

was representative of most of the school districts which

were incorporating the Plan A program. It was also

assumed that the persons interviewed provided information

representative of their school district.

Procedures for Collecting Data

Prior to preparing the proposal, the following

procedures were completed:
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1. A personal interview was held with the Director

of Program Evaluations for special education in

Austin, Texas in order to gain the acknowledge-

ment and support of the Texas Education Agency

in regard to the case study.

2. An intensive review of materials secured from

the Texas Education Agency was conducted for

increased knowledge and understanding of Plan A.

3. Interviews were held with teachers and adminis-

trators currently involved in Plan A in order

to formulate questionnaire items for use in the

study.

4. A sample questionnaire, employed by East Texas

University in evaluating the 1970-71 Richardson

Independent School District and their language/

learning disabilities segment of Plan A, was

obtained and studied to aid in the formulation

of questions used with the selected Plan A

pilot programs.

5. The director of special education of each

selected school district was contacted for in-

formation about the program and support of the

case study.

6. A selected panel of Plan A personnel and special

education teachers reviewed the proposed question-

naires to determine its relevancy and effective-

ness. (Appendices A and B).
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After the proposal was approved, information for the

case study was gathered from correspondence and personal

interviews with representative personnel from each of the

selected school districts. Background information about

each of the selected districts and their Plan A program

was collected from the Texas Education Agency and materials

provided by the pilot programs. Correspondence with

representative personnel included directors of special

education, resource teachers, principals, and aides. To

gain comprehensive information about the selected programs,

personal interviews were held with the directors of

special education for each selected district.

Procedures for Treating Data

All the data obtained was categorized and reported

for each of the selected programs. Presentation of the

findings were according to year, level (Early Childhood

or Elementary Education); pre-, in-, and post-service

activities, problems encountered; and proposals for

future training periods.

The descriptive material presented in this study

included:

1. The principles underlying the philosophy

formulated by school district personnel in

regard to the nature and purpose of inservice

training for Plan A.
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2. Data revealing the nature, scope, and evaluation

of past inservice training periods in the five

pilot programs of Plan A.

3. Identified problems encountered in the pilot

programs during the past inservice training

periods.

4. Those successful, past inservice practices which

have been incorporated into present inservice

programs.

5. Current methods of planning and assessing the

inservice training periods in selected Plan A

programs.

6. Recommendations and proposals for future training

periods.

Tables were employed when they enhanced or better

illustrated the pilot programs and their operations.

Also included in the study was information describing the

relationship of the Texas Education Agency and Regional

Education Service Centers to the Plan A program. Finally,

a summary of the study, conclusions, and recommendations

for future Plan A inservice education were made.
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CHAPTER II

REVIEW OF RELATED LITERATURE

Although the literature related to inservice

education for administrators and teachers was very compre-

hensive, this research study was limited to that literature

which was specifically related to describing the inservice

period and reporting the most recent trends in inservice

for special education. This chapter was subdivided into

three sections--Introduction; Inservice Education: Its

Nature and Scope; and Special Education Inservice.

Materials were selected for each category according to

the extent of related, comprehensive reporting.

Introduction

To insure the continued improvement of education,

there must be periods of absorption, evaluation, and

re-evaluation. The period of absorption includes educat-

ing teachers, administrators, and auxiliary personnel

about techniques, methods, and materials which they might

employ. It is during this time, that they receive

exemplary patterns and suggestions for coping with their

individually unique situations. Evaluation is designated

for reviewing past and suggested techniques and thefi

25
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effectiveness, thus benefitting educators from the ex-

periences of others. In re-evaluating, educators are more

critical and insistent that only suggestions pertinent to

designated areas of concentration be employed. Inservice

education encompasses the realm of absorption, evaluation,

and re-evaluation.

Inservice education is necessary for administrators,

teachers, and auxiliary personnel to grow professionally.

It is essential that this be a period of well-planned,

related training. It should be sequentially encompassing

and flexible to insure its value to all involved. "It is

just as logical as the program of instruction for the

pupils, it being impossible to conceive of pupil growth

without teacher growth" (27, p. 30).

The key to a successful inservice program is found in

its relevancy to the concurrent situation. Practices

must be examined to determine their worth. Inservice

should be a time for aiding educators in assessing their

past programs and formulating guidelines for future employ-

ment. "Teaching is learning, and much of it tends to be

repeated until it becomes habit" (17, p. 6). Therefore, it

is desirable to reinforce the positive, successful habits

and alter those deemed less desirable.

Inservice education is a continuing program. It has

designated areas such as pre-, in-, and post-service
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periods but in reality these periods overlap and inter-

relate to form a continuum.

Inservice training is taken to include all

those courses and activities in which a

serving teacher may participate for the

purpose of extending his professional
knowledge, interest or skill. Preparation

for a degree, diploma or other qualification

subsequent to initial training is included

within this definition (3, p. x).

The well-planned inservice program should involve faculty

members in developing purposes, activities, and methods

of evaluation. It should be based on the individual staff's

experience and training, the specific type of children in-

volved, the population and community, the status of

curriculum development in the district, and other such

components. The prime goal should be that of promoting

continuous professional growth and eliminating any

deficiencies (28, p. 92).

An excellent program of inservice education is planned,

conducted, and evaluated by all groups concerned with and

affected by its relevancy. Those concerned include adminis-

trators, supervisors, teachers, community leaders, and

auxiliary personnel. Leaders are selected democratically

in accordance with ability and merit (10, p. 10).

Eventually, planning involves other officers, committees,

professional organizations, colleges, governmental

specialists, and officials (12, p. 105).
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Inservice education is reflective of the individual

district, school, and faculty's philosophy. Intentionally

or unconsciously, every school system develops its own

particular philosophy. This philosophy may be stated

explicitly or implied through the feelings, 
attitudes

toward change and growth, and relationships among school

personnel (17, p. 57). Because there are no prescribed

formulas or patterns, it is natural for inservice to

vary from school district to school district. 
The de-

sired common ingredient is for continued improvement

in education (27, p. 38).

Inservice Education: Its Nature and Scope

The nature and scope of inservice education is

logically determined by the tasks for which participants

are being prepared. The educational system is such that

it is constantly undergoing change. Therefore, as the

needs of educators change, the needs for inservice

educations also change. It was during the second half of

the 1960's that considerable research was conducted in

the area of inservice education. During this time, a

number of model programs for teacher education were

developed and published (25, p. 119). Much was also done

to promote the incorporation of techniques for employing

educational media into the inservice periods (5).
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Areas of specification and concentration are now

incorporated into inservice education. The time is past

when inservice periods can be allowed to be general and

undirective. As society becomes more mechanized and

specialized, so does the educational system. Experience

guides those in charge of planning the inservice periods

to insure the relevancy of content to all participants.

Time is often wasted when educators are forced to attend

inservice which had not been planned with them in mind.

Opportunity should be provided for joint and individual

inservice sessions. Educators can benefit from those within

their specific area and grow in understanding from the ex-

periences of persons involved in other educational fields.

These sessions which integrate educators of varied skills

are conducive to fostering a more harmonious working

relationship among all levels of the educational system.

As industry, education has its divisions of labor. A

tremendous variety of skills are required for total

operation. Inservice education must be designed to meet

the unique demands of each participant. Included are

national, state, and local representations. These

representations may be visibly present or discreetly

underlying. For in all phases of the educational system,

it is the unity of interrelatedness and joint effort that

sets the wheels in motion and maintains operations.
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Too often, inservice education is taken to denote

only the involvement of teachers. Ideally, it is far more

encompassing. All levels within the educational system can

benefit from inservice education.

Inservice Education for Supervisors and Administrators

Supervisors and administrators are as greatly in need

of inservice programs which are relevant as are classroom

teachers. The inservice program for school administrators

should:

-Be directed especially to school superintendents
but help everyone with vital concern and important
responsibility in administration.

-Deal directly with problems confronting school
systems and school superintendents.

-Be planned cooperatively by the people receiving
the services and those providing them.

-Have sufficient depth and breadth to be of real
educational value for all involved.

-Deal with cause rather than symptoms of problems.
-Have continuity essential for professional growth.
-Be so financed that no school district or particular
individual is deprived of its benefits.

-Be clearly recognized and supported by school board
policy.

-Make use of a wide variety of resources.
-Be research oriented (11, n. p.).

Inservice education for administrators should also involve

techniques and suggestions for working with related educa-

tional personnel. This is necessary so that communication

among the educational levels is not broken. Understanding

is the key to success and interaction the door.
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Principals are intermediate personnel in that they are

between the ranks of supervisor and teacher. In their

roles as administrators, they are given leadership authority

but they must also be responsive aides to their employees.

Inservice education should be specialized for principals to

include their far reaching administrative duties and close

range operational tactics.

McPherson (15) conducted a study revealing the im-

portance of the principal's role. Trained to evaluate

teacher quality, a principal can be more greatly assured

of successful staffing. This is an area in which inservice

education can be beneficial to the principal's role.

"The central finding of the study was that the organi-

zation of Vesey Elementary School, particularly the

selection and induction of teachers in the months before

its opening, was related most significantly to the low

level of teacher turnover there" (15, p. 2). As the

principal works with his teachers, he gains in understanding

and capability.

If a principal were appointed early and encouraged
both to select a staff and provide for its train-
ing in advance of the opening of school, low
teacher turnover could be anticipated, at least
during the early years of operation of the school.
Teachers could be asked quite specifically to
share in the recruiting and selection process, in
the definition of purposes for the school, and in
the delineation of a plan to accomplish those
purposes (15, p. 3).



32

Low teacher turnover enables the principal to have more

specified inservice sessions. Greater emphasis can be

placed on past, existing, and anticipated areas of needed

concentration without elaborate and extensive induction

of new teachers. Attitudes and policies of existing

personnel can be highly influenced through quality

inservice (6, p. 319).

Inservice for Teachers, Auxiliary Personnel

And the Community

Teachers comprise the group most often visualized as

involved in inservice. Their inservice training is widely

varied and encompassing. "Since teachers in service will

possess in varying degrees a background of scholarship,

social understanding, and professional competence, in-service

education must take care of such gaps and lags as are

existent" (10, p. 15). There is tremendous need to make

inservice applicable to their teaching situation.

Teachers need to be exposed "to practical demon-

strations of the materials and the methodologies underlying

both materials and programs" (1, p. 13). Teachers need

assistance to help them solve problems unique to their

particular situation.

To increase the value of teacher inservice education,

some schools are experimenting with reduced work loads to

provide for more comprehensive training. White (9) has a
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study on the effects of reduced loads and intensive

inservice training upon the classroom behavior of be-

ginning elementary teachers. He found that during the

first two months of teaching, beginning teachers appear to

decline in quality of teaching performance and in atti-

tudes toward teaching. At the end of the first semester,

teachers in the study who had reduced loads were judged

to show substantial improvement; teachers with no load

reduction did not appear to improve. Load reduction did

not appear to be related to attitude change.

It was hypothesized that the intensive inservice

treatments may have contributed to an earlier improvement

in teaching performance. At the conclusion of the study,

there was no evidence to show that inservice treatment

groups were superior to those which had only received

reduced load treatment. It was concluded by the staff that

intensive inservice instruction contributes to early im-

provement in teaching performance. However, after the

first four months of school, the intensive quality of this

treatment may not be necessary. The twice-weekly inservice

treatments and 25 per cent load reduction appeared to con-

tribute to at least a 25 per cent improvement in teaching

improvement. It was concluded by the staff that as a

guideline for administering internship programs, the amount
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of treatment provided subjects in the study may be of value.

Conclusive evidence as to the effects of different amounts

of treatment were not provided by the study (9, pp. 7-8).

Teacher inservice education is of critical importance

because of continual employment turnover. "The need for

in-service education in teaching methods becomes increasing-

ly urgent as more and more former teachers who left the

profession some years ago re-enter the classrooms"

(8, p. 25). Inservice education also provides opportunity

for relating the multitude of educational philosophies held

by teachers from various age groups, schools, and backgrounds.

"Inservice education of teachers is not a panacea for all

weaknesses in the instructional program. It does recognize,

however, that the basic factor in improved instruction is

the teacher and back of the improved curriculum is the

human element" (20, p. 3). Characteristics of excellent

education of teachers in service include:

1. Ultimately it must contribute to the growth and
development of boys and girls and to the quality
of living in the community.

2. It emerges from the needs of the total school.
3. It is based upon long term plans with broadly

defined goals.
4. It is a democratic enterprise.
5. It is realistic and practical.
6. It maintains balance.
7. It contributes to well-rounded scholarship,

to professional competence, and to the social
understanding of all teachers in service.

8. It develops in teachers an awareness of the
values in resources and their own obligation
with respect to resource education.
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9. It coordinates the efforts of many individuals
and agencies.

10. It discovers and develops leaders.
11. It discovers, develops, and uses teachers with

special talents.

12. It promotes professional advancement.
13. It works toward the security of teachers.
14. It is continuous and provides for continuous

evaluation in the light of its purposes (10, p. 24).

The most effective, professional growth activities for

teachers include well-conceived purposes, carefully planned

procedures, and evaluative techniques. These components

must be present before inservice education can work to

serve the broad function of upgrading the teaching profession

(20, p. 3).

Inservice education should also include aides,

auxiliary personnel, and the community. Greater co-

operation, understanding, and support can be possible when

an attempt is made to inform them. Many negative attitudes

can be eradicated through inservice education.

Pre-, In-, and Post-Service Education

Inservice education is frequently subdivided into pre-,

in-, and post-service sessions. Preservice education is

that period of inservice education prior to the enrollment

of students for the school year or prior to the initial

position. During this period, much attention is devoted to

the orientation of new personnel, plans and guidelines for

the year are formulated and reviewed, and the results of
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last year's evaluations are examined. New students and

their parents are frequently involved in some phase of the

preservice period to promote ease of infiltration into the

educative mainstream. Preservice periods also involve the

community to gain support and approval of new programs and

proposals.

In its more explicit context, inservice denotes those

periods of training which occur during the school year.

These training sessions are vital in meeting the specific

needs of the individuals involved. Inservice education

provides aid for solving problems which are being and must

be faced. Theory is valuable during this period but prac-

ticality and relatedness are essential.

The post service period culminates the inservice

education activities. Personnel are involved in evaluative

and planning activities after the students' departure.

The post service period flows to the commencement of the

following preservice, thus creating a continuum of edu-

cational training.

There are numerous factors involved in inservice

education. Inservice education is characterized by un-

limited phases of resource and provisions for the inclusion

of varied groups throughout the calendar year. There are

a multitude of possible materials, techniques and activities
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which are employed. Among the possible activities for

inservice education are: classes and courses, institutes,

workshops, staff meetings, committee work, professional

reading, individual conferences, visits and demonstrations,

field trips, travel, camping, work experience, teacher

exchanges, and research (20, pp. 7-9). These activities

are incorporated into the pre-, in-, and post-service

periods.

One aspect of preservice education frequently used

is that of planning an orientation day program. Pre-

cautions should be taken to insure a successful, enjoyable,

orientation because starting to school for the first time

means a great deal to children. Orientation day is a

particularly important phase of the pre-school program.

It is designed to:

1. Help parents understand the school's program and
what the school is trying to do for the child.

2. Provide the child with a school-day experience.
3. Help the pre-schooler to adjust to school by

providing pleasant school experiences for him
(29, p. 85).

Forms of Inservice Education

Inservice education provides a variety of educational

exposures, many of which are short-term encounters. "The

purpose of most of these short-term encounters is to

provide the teacher with more knowledge about education

and teaching" (19, p. 49). One form of inservice education



38

is that of the group conference. Group conferences involve

a variety of inservice activities. An essential feature

of the group conference is that it provides the participants

with opportunities to question others and discuss those

ideas which are presented. Conferences bring groups

up-to-date on trends and problems relating to a specific

field. Though varied in form, they should be planned in

accordance to the needs and talents of the groups involved.

Group conferences can take the form of workshops or of

work-conferences (20, p. 7).

Workshops are moderate-sized groups in which each

member may have a problem to solve. Often, a teacher comes

with a problem area in mind or develops ideas as he works.

A skilled consultant assists groups with problems which are

representative of their closely related fields. Group dis-

cussions, conferences of the individual members with the

consultant and with each other, and independent work, allows

each member to define and work toward the solution of his

problem. Each teacher is able to benefit from the work

reports of the other members at the end of the workshop

(20, p. 7).

Another inservice activity is the work-conference which

places emphasis on individual participation in small group

activity. Each group concentrates on one aspect of a

question before the conference. Once each group has finished
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its work and evaluated both the work and the group pro-

cedures used, it reports its findings to the entire

conference so that participants may benefit from the work

of all groups (20, p. 7).

Some inservice education programs involve classes,

courses, and institutes. Many school districts work in

coordination with colleges and universities or other

learned organizations to provide more specialized and

direct in-depth learning episodes. Courses are taken on

release time or are tuition-based and rewarded with college

credit. Inservice education often includes staff meetings.

They are held frequently during the school year to discuss

ongoing programs and procedures and to evaluate accomplish-

ments. These meetings may involve total school faculties

or be restricted to specialized groups. Staff meetings

may be scheduled regularly or on the basis of need.

Committees are assigned various tasks for inservice

education. Some committees are appointed specifically

for planning inservice activities. Committees are

beneficial because of their flexibility and allowance for

group decision making.

Some school districts require their employees to do

a specified amount of professional reading as part of their

inservice education. These readings are for awareness and

applicability. Opportunity is often provided for in-

formation exchange among those participating.
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Administrators often schedule individual conferences

as part of their inservice education. During these periods,

the individual may freely discuss his special problems or

inquiries. These conferences may also include a group of

professionals working in a related area.

Visits, demonstrations, field trips, travel, camping,

work experience, and teacher exchange are all activities

designed for a sharing of experiences and knowledge. They

may involve large groups, small groups, or individuals.

These field experiences are often most beneficial because

they involve their participants actively.

The value of lectures is controversial. Lecturers

must be careful to plan their speeches to meet the needs

of the inservice participants and to allow for questioning

and exchange within the group.

The skillshop is another phase of inservice education.

"As a departure from the lecture method commonly used as

the principle procedure for imparting knowledge to teachers,

a skillshop relies upon teacher performance as the prime

instructional vehicle" (19, p. 50). There is only one

objective of the skillshop--to teach its participants de-

signated skills which they did not have before their

attendance in the skillshop (19, p. 51).

Another phase of some inservice programs is the incor-

poration of simulation exercises. These develop extended
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awareness of what could be done in the classroom situation

and provide actual practice in solving some of the problems.

Simulation experiences mirror how the educator looks, what

is effective, what is not, and what the difficulties are.

Direct observation of behavior is provided through taping

teaching techniques or simulation experiences (7, p. 59).

Research in Inservice Education

Carline (4, p. 104) has researched and re-examined the

training activities involved in inservice education. The

effects of training experienced teachers in analysis of

verbal behavior patterns was cited in the 1962 reports of

Flanders' research. He found perceptions of greater in-

dependence and self-direction during the first five weeks of

a nine-week program among the teachers participating in

the inservice training project. Compared with a control

group of contrasting treatment, teachers who were exposed

to instructors who frequently responded to their ideas

and opinions envisioned themselves as becoming more in-

dependent and having a greater measure of work output.

Carline (4, p. 104) cited a longer inservice study con-

ducted by Flanders which involved training for interaction

analysis. Also cited were the results of a 1961 study

by Storlie which measured twenty-five personality

variables in an attempt to relate teacher characteristics



42

to changed behavior as a function of inservice training.

The results did not show a strong relationship between

training, personality characteristics and changes in

behavior.

Carline (4, p. 104) examined other studies relating

to his re-evaluation of inservice education. A 1966

inservice study designed by Hill Was to investigate the

effects of learning interaction analysis on verbal teaching

behavior and to examine what effects training time and mode

of feedback had upon verbal behavior. He concluded that

there was an association between interaction analysis and

verbal behavior.

Also reviewed by Carline (4, p. 105) was a 1967 study

conducted by Brooks to test the hypothesis that a greater

change in classroom behavior would be demonstrated by

teachers who appraised their classroom interaction on

video tape than those who did not. Overall, the group

differences were not statistically significant at the .05

level and therefore the hypothesis was rejected. However,

he did conclude that self-appraisal was probably most

promising as an inservice technique for teachers who desire

to modify their classroom behavior.

Another study relating to inservice education was re-

viewed by Carline (4, p. 105). It involved two elementary
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schools, an experimental school in inservice and a control

school without inservice. Fourteen training variables were

examined. Five of the seven train-in programs to increase

verbal patterns were accepted. All seven of the train-out

programs to decrease verbal patterns were rejected. The

conclusions made regarding the teacher training variables

of this study were gathered from the twenty-three elementary

school teachers in the experimental group's building and

twenty elementary school teachers from the control group's

building. Conclusions were based on 232,200 tallies which

were recorded for the total sample during 186 hours of ob-

servations made by ten statistically reliable observers.

It was revealed by the study that an intensive inservice

training program could cause change.

Many attempts are continually being made to assess,

evaluate and improve inservice education. One program in

Idaho uses educational personnel development funds to

improve teacher and administrator inservice education by

developing "The Idaho Consortium." Established by the State

Board of Education, the Consortium operates through a force

of twenty-seven representatives from institutions of higher

education, the state education agency, and public and

private schools. Included in its ongoing projects are a

statewide coordinated training program for early childhood

education teachers, supplemented by follow-up programs in
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the public and private schools, and special training for

administrators, guidance counselors, teachers, and aides

(23, p. 10).

Adelman and Feshbach (2, p. 101) concluded that few

projects have attempted to develop approaches to inservice

education which have been designed to overcome conceptual

and methodological deficiencies in teacher education.

Unfortunately, while project content has changed, inservice

process has remained unaltered. Resulting are such process-

related defects as a lack of coordination and integration

among inservice activities and between pre- and in-service

phases, time and location inconveniences, failure to accom-

modate for the participants' individual differences and lack

of inservice which is related to the improvement of class-

room competency.

The report of Adelman and Feshbach (2, p. 101) involved

an experimental inservice project which was supported by

compensatory education funds and which attempted to over-

come some deficiencies by employing a novel process-model.

For the purposes of model-building, three major process

components were defined for identifying the process by

which a program participant could best learn the knowledge

he or she needed. The major components were formal

academic experience, practical experiences, and informal

experiences.
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Formal academic experiences include lectures, seminars,

individual study courses, taped presentations, and related

readings. Institutions of higher education guide most of

these experiences during the preservice phase. During the

inservice phase there are numerous lectures, conferences,

and special study institutes offered by state departments

and local school districts, parent and professional organi-

zations, and private enterprise which are in addition to

university and college sponsored activities. Such ex-

periences are sequenced and patterned with each other and

with practical experiences so that there is systematic

acquisition of knowledge and skill (2, pp. 101-102).

Practical experiences encompass actual and simulated

observational and participatory experiences including in-

ternships, micro-labs, student teaching and similar ex-

periences. The majority of such experiences are part of

a specific course, internship program or teaching assign-

ment during preservice. Practical experiences, as

academic experiences, which are part of formal inservice

teacher education programs are shaped by a variety of

individuals and groups. Practical experiences ideally

provide for an individual to see master demonstrations

and have appropriate supervised practice to facilitate the

acquisition of relevant competencies. Experiences range
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from brief visitation in a variety of settings to extended

placement in a single setting or relate to service, train-

ing, and/or research activities. It is desirable that

these practical experiences be structured to facilitate a

participant's efforts to learn. Guidelines point out how,

where, when, why, who and what to enable a person to focus

systematically on the learning procedures (2, p. 102).

Meetings and other types of group experiences are

another major component of teacher education programs,

that of informal experiences. Informal experiences range

from informational meetings to encounter groups. Such

experiences are designed to facilitate professional and

personal development and growth by greater interchange

among program participants and/or between participants

and their supervisors of instructors (2, p. 103).

An experimental process-model used the component of

practical experience as the focal point around which the

nature and scope were determined for the other two process

components. The entire process incorporated some positive

features of a comprehensive apprenticeship but avoided

such negative features as the subservient relationship and

limited focus on skill building which was often attributed

to such a model. Supervised practice provided opportunity

to observe craft performance by a master, have supervised

practice of what was learned, and repeat these procedures
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in cyclical fashion until the minimal level of competency

is reached and assured. To avoid such negative features,

the evolved inservice model stressed professional sharing

among peers (2, pp. 103-104).

The model helped teachers learn more potentially

effective procedures for program planning, implementation

and assessment through prescribed pairs of teacher-

consultants or mobile training teams which went from class-

room to classroom. If numerically available, the teams

trained all desiring or needing teachers in a given

district. If numerically limited, the team would work

with approximately three teachers in any given school.

These teachers were then utilized for training and demon-

stration purposes in spreading the ideas and procedures

used as inservice instructional objectives (2, p. 104).

This process of inservice teacher education consisted

of four overlapping steps which required from four to seven

weeks per cycle during which the teacher-consultant team

rotated among three teachers and provided more effective

teacher and pupil performance through their reasonably

comprehensive program. The four steps were: (1) demon-

stration and discussion lasting two to three weeks,

(2) practice for one to two weeks, (3) initial implemen-

tation for one or two weeks, and (4) follow-up. Teacher-

consultants worked with another staff member such as a
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reading specialist or administrator when using a "spread of

effect" to accomplish instructional objectives in schools

where they worked with only a few teachers. The individual

observed, practiced, discussed, and questioned to learn to

perform the functions of a facilitator. This individual

facilitated the inservice program for other teachers who

were released on a scheduled basis to observe in the

demonstration rooms after the teacher-consultants moved

on and began a new training cycle at another school. A

modified version of the four-step process was employed and

teachers in the school saw a demonstration by the classroom

teacher when the facilitator provided discussion and

learners' classrooms during the practice, initial imple-

mentation, and follow-up steps (2, p. 105).

The model's effectiveness was tested on three dis-

advantaged area elementary schools in the Los Angeles

Unified School District. In each school, the objective

was to employ the process-model in developing two to three

demonstration and training rooms which used the same model

to train other local teachers and school personnel.

Demonstrated skills were related to personalizing classroom

instruction and specializing remedial techniques and pro-

cedures for coping with students with behavior and/or

learning problems. Inservice focus was on helping the par-

ticipating teachers develop the minimal competencies for
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accomplishing these instructional objectives (2, pp. 105-

106).

Two teacher-consultants rotated sequentially over a

period of seven months among eight randomly 
selected

teachers and worked with each teacher in her classroom.

At the same time, the teacher-consultants worked with an

administrator or reading specialist who learned the

functions of a facilitator. The teacher-consultants

initiated teacher education programs in participating

schools as each classroom teacher achieved a level of

minimal competency (2, p. 106).

To evaluate the program's impact, a matched group of

eight teachers was chosen from the original list of

volunteers for the inservice teacher education program.

The impact of the program on the teachers, their students,

their school, and district was assessed. Dramatic changes

in procedures and environment were noted in the 
classroom

programs of participating teachers. In each classroom

tedious and boring activities were eliminated, a variety of

centers were established to foster and stimulate interest

in learning, each student had an individually designed

reading program, and the effectiveness of the educational

programs was substantially enhanced. Classroom programs

were designed to facilitate simultaneously an increase in

approach and a decrease in avoidance tendencies on the

part of the teacher and student. The teacher's job became
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one of providing a variety of alternative approaches 
and

allowing the student to pursue those learning 
activities

which he viewed as interesting, meaningful, 
worth the

effort, attainable through a reasonable amount of effort,

and appropriate to his developmental level, rate, style,

and current quantitative and qualitative performance

abilities. Students were reported to be improving their

reading skills, enjoying reading activities, and wanting

to read more often. Behavior problems during reading

disappeared and improvements were indicated 
in self-

directive, self-evaluative, and inter-student cooperative

behavior. Participating teachers indicated the reading

period was more of a pleasure for them and their students.

Participation in the program made many develop new per-

spectives of their role as a teacher, expanded goals of

the educational program, clarified procedures, and helped

them acquire those competencies necessary for fulfilling

such roles and goals. Principals reported that classrooms

of participating teachers were used more effectively 
to

improve the skills and morale of other teachers 
in the

participating schools and in other schools by 
using their

rooms for demonstration and training (2, p. 107).

A questionnaire regarding the project, was 
sent to

each teacher for research purposes. The teachers could

respond anonymously. Out of ninety-two teachers, sixty-

four returned the completed questionnaire. In addition

to the eight classrooms which were developed into

demonstration rooms, five other teachers altered their
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classrooms to include most of the same ideas. Twenty other

teachers adopted and/or adapted segments of demonstrated

procedures, and sixteen indicated plans for some of the

procedures' introduction the next year. When asked, "How

would you rate the project as an inservice training

program," these results were obtained:

Excellent 21 Below Average 1

Good 12 Poor 3

Above Average 6 Very Poor 0

Average 9 No Response 12

When asked "Would you like to participate in such a project

if one were offered again," forty-four responded yes,

twelve responded no, and eight gave no response (2, p. 107).

Teachers in the demonstration room did learn the

requisite skills and responded favorably to their new

reading program. Classrooms were used effectively as

training and demonstration resources for pre- and in-service

teacher education. The evolved model illustrated that

inservice could be personalized to accomodate individual

differences with regard to development, performance, and

motivation. Simultaneous introduction of complex classroom

procedures to all teachers in a school via lectures, work-

shops, and/or a few demonstrations was not proven

effective.

School districts can benefit by reallocating funds to

finance a process similar to the experimental model.

Other feasible and potentially more effective process-

models can provide alternatives to current approaches

for teacher education. New ways to stimulate the interest
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of state departments of education, institutions of higher

education, and/or school districts in planning, implement-

ing, and evaluating such approaches can be found

(2, pp. 108-109).

Caution should be taken in assessing the value of any

model or tenured inservice program.

There is no one best method of evaluating inservice

training or of giving credit for such training.

Many evaluative techniques are utilized: question-

naires, self-reports, observation. It is important,

however, that the idea of credit does not take

precedence over the desire for professional im-

provement (20, p. 16).

Inservice education should promote the continuous improve-

ment of a system's total professional staff. All teachers,

administrators, and supervisors should constantly study to

remain knowledgeable of the advances in subject matter and

a theory and practice of teaching. To keep the professionals

abreast of new knowledge and to release creative abilities,

there should be continuous inservice education (8, p. 13).

Special Education Inservice

As inservice education became a more integral part of

educational programs, there was increased need for re-

searching its purpose and effectiveness in regard to special

teaching areas. An area of concern was that of special

education inservice. Prior to 1950, most retarded or

handicapped persons were confined to their home or special
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education classes. It was increasingly apparent that a

new approach had to be explored to more quickly prepare

persons for the profession, to retain them for longer

periods of time, and to encourage continued professional

and personal growth (13, p. 117).

The current major thrust in special education is to

normalize education of the handicapped and to return more

of them to the main flow of education (16, p. 549). A

reality which must be faced is that this movement is being

met by the opposition of fearful teachers, administrators,

students, and parents.

Unless the teacher feels he can and should serve

the handicapped child in his classroom, he will be

unable to use his personal and collective bar-

gaining power to prevent the inclusion of the

different child in the "normal classroom" (16, p. 549).

Measures must be taken to educate all involved about the

importance of special education inservice.

In 1971, a three-judge federal panel in Philadelphia

made a landmark decision by declaring that all retarded

persons in the state between the ages of six and twenty-

one were entitled to a free, public program of training

and education in accordance to their capabilities. This

court ruling was one factor toward the beginning of a move

to force schools to provide a free public education for

all retarded children.
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Unless school systems across the nation move toward

compliance with the Pennsylvania decision, there will be

similar court tests. An immediate effect of the decision

will be that if it is enforced, Pennsylvania schools will

be required to start accepting retarded children at age

six instead of the current state-mandated age eight. It

will also be required that schools abolish the practice

of waiting lists for special education so that all retarded

children can be enrolled (24, p. 17).

Similar state programs necessitate the rapid develop-

ment of special education inservice programs.

With the rapidly changing complexion of special

education during the Sixties and the changes

predicted for the Seventies, inservice training

and professional skill improvement of various

sorts have become crucial to the maintenance

of adequate education for handicapped and

"special" children (14, p. 412).

Good inservice programs include: "(a) clearly stated

objectives, (b) carefully selected procedures and

techniques, (c) built-in feedback and evaluation for the

conference staff, and demonstrated concern for the in-

dividual" (14, p. 425).

Some inservice programs promote the use of resource

centers to aid special education teachers. These resource

centers have several clear characteristics. They are

primarily a service to teachers rather than children.
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For diagnosis and program development, children are enrolled

in the center for short periods of time. Children leave the

center with an educational package which is developed speci-

fically for them. Finally, the center's services are

available to all teachers who are experiencing problems

with children who are defined as mentally retarded, visually

handicapped, emotionally disturbed, deaf, speech impaired,

crippled, or otherwise health impaired (18, p. 71).

Leaders in special education were among the first to

push for abolishing the traditional self-contained class-

rooms for as many children as possible. They did so realiz-

ing there were no easy answers to the problem of educating

handicapped children. These leaders helped set the wheels

in motion for the improvement of special education inservice

(26, p. 3).

The Bureau of Educational Personnel Development, through

retaining programs, seeks to build the skills and confidence

of the regular teacher who finds herself confronted with a

hard-of-hearing child, one who is partially sighted, and

one or two emotionally disturbed in the midst of twenty-

five or thirty active, normal children. It joins with the

Bureau of Education for the Handicapped in many cooperative

advances.

Pennsylvania State University, in coordination with

the Bureau of Educational Personnel Development and the
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Bureau of Education for the Handicapped, provided a rather

remarkable teacher training van which toured the smaller

towns of Pennsylvania and brought a special college curricu-

lum to the teachers. The curriculum was developed under a

grant from the Bureau for the Education of the Handicapped.

The teacher-training component was supported by the Bureau

of Educational Personnel Development (26, p. 31).

The van parks in a convenient school yard and serves

first as the classroom for a three-hour credit survey course

in how to identify children with serious learning problems.

Teachers answer questions and get an instantaneous "Right"

or "Let's try that again" response from one of the van's

fifteen television monitors which are connected to a com-

puter at the university. If a teacher misses a question

because he has forgotten a basic principle of psychology

or anatomy which is important in understanding of a child's

emotional or physical problems, the computer runs a re-

fresher mini-course in understanding. This is completed

before continuing with the survey course itself. The van

is recycled to provide more advanced instruction on how to

cope with problems of children identified as handicapped

during the first training session before it goes on suc-

ceeding tours of the state.

State and local education agencies have continually

experimented with new methods to solve old problems. A
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five-year plan to transfer all handicapped children to

regular classrooms has been started in Texas. Houston has

been the first city to begin translating the plan into

action. Its teacher retraining programs have been supported

by personnel development funds for Special Education through

the Texas Education Agency to help make the transition

(26, p. 31). The staff developed a hot line for teachers

who needed help in a hurry. A first grade teacher in

Austin had a problem with a six year old boy who had

temper tantrums whenever he failed to get his way. She

had tried to ignore the almost daily incidents in which

the boy would throw himself across the classroom or hall-

way floor and lie there. She decided to put the hotline

to the test and received an ingenious suggestion from the

education personnel development staff.

The staff advised her to wear a bell around her wrist

and to ring it every fifteen minutes. The child earned

one point if the bell ring caught him being good. "Good"

meant remaining at his desk, lining up properly in the

cafeteria, and getting along with other children. The

child had four points at the end of the day which enabled

him to get to play with his favorite airplane for a few

minutes during class. The teacher indicated she found the

staff's service to be of great benefit (26, p. 31).
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In California, the Santa Monica Schools used a

modified approach of placing handicapped children in the

regular classrooms. Their approach was termed the "open

door" policy. Children were assigned to regular classrooms

when it appeared they could handle the work. They were

given a chance to return to less accelerated classes if

they began to feel pressured. Twenty per cent of the

pupils who advanced to regular classes remained there

during the first year of the experiment. To a great ex-

tent a teacher's tolerance and confidence determined

whether a given handicapped child succeeded or not in

the regular classroom (26, p. 33).

Inservice education was used in shaping teacher

attitudes toward the integration of handicapped children.

A questionnaire was administered to regular elementary 
class

teachers to determine what effects an integrative resource

room program had upon their attitudes toward the handi-

capped children involved. It was designed to elicit their

attitudes toward the integration of handicapped children

into the regular class, the children's potential for

academic and social adjustment, the teacher's teaching

competencies for these children, and the need for special

education training. Teachers in schools having an inte-

grative resource program comprised the experimental group

and teachers in schools with self-contained special

classes comprised the control group. The results indicated
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that the resource room program had only slight to moderate

effects on teachers' attitudes but raised questions con-

cerned with the feasibility of integrating educable

mentally retarded children into those regular school class-

rooms which utilized the conventional grade organizational

pattern (22).

Proctor (1967) investigated various classroom teachers'

attitudes toward integrating exceptional children into the

regular classroom and then related this to knowledge 
of and

experience with exceptional children. Special education

teachers were found to be more realistical and similar to

college professors in their attitudes toward integration.

A contrasting study by Combs and Harper stated that it was

the amount of experience rather than type which helps a

teacher achieve a more realistic attitude toward the educa-

tional placement of exceptional children. This study was

supported by Haring's (1958) idea that those orientations

designed to build knowledge and understanding about

children provided an effective approach to the improvement

of classroom integration for the exceptional child

(22, p. 678).

Special education inservice is necessary to provide

training for educators to help the five to twenty per cent

of children in public schools who have learning problems
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severe enough to merit modification of their school program.

Educators meet the needs of a portion of this population as

a result of programs developed for self-contained special

classes, resource rooms, and itinerant teachers. Many

school districts rely on their own inservice programs or

delay program development because of the severe shortage

of trained and experienced teachers.

One attempt to improve inservice education combined

inservice education and graduate study to combat the prob-

lems of a school district which had untrained teachers for

six years. The Board of Cooperative Educational Services

(BOCES) established the program in the first supervisory

district in Erie County, New York. The district's growing

special education program necessitated the implementation

of an inservice education program in order to maintain a

staff of trained teachers. Some of the problems involved

were:

(1) Teachers needed college graduate hours for

mandatory teacher certification.

(2) It was too exhausting to take both the weekly

inservice education program and also attend

the local college.

(3) Reimbursement to teachers for inservice efforts

would not necessarily follow these teachers if

they chose to change positions.
(4) The completion of a number of graduate courses

did not necessarily lead to noticeably improved

teaching performance (21, p. 635).

It was decided to combine inservice efforts with a local

college to provide more relevant experiences as well as

graduate credit.
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D'Youville College in Buffalo made its resources

available for the cooperative effort. There were two

planning committees involved. The main planning committee

involved one special education professor from D'Yousville,

two parents from the community and two language/learning

disabilities program supervisors from BOCES. A secondary

planning committee consisted of experienced and in-

experienced teachers. The main committee formulated

guidelines for the teacher education, outlined a master's

degree for appropriate certification and for a master's

degree in special education. The master's degree program

was composed of six separate phases which were broken into

interrelated competency units formulating a single uni-

fying theme. Then the competency units of Phase

I were transformed into behavioral teaching skills. Each

phase was accomplished in a single semester and was

equivalent to six hours of graduate study (21, pp. 635-6).

Replacing the traditional three-hour course were

competency units, sets, or clusters of related, specific

teacher skills. Such competency units as the one entitled

"General Classroom Organization and Structuring Techniques"

were broken down into specific behavioral skills which

were observed in the individual's actual professional per-

formance. Therefore, college instructors and classroom

teachers had a concrete baseline to judge whether or not
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the presented material transferred to actual teaching per-

formance. Skills outside the actual context of classroom

instruction were taught in too many courses. They needed

to be more related to the participants. The experimental

program used teachers possessing unique talents and skills

as guest lecturers and often held the lectures in that

teacher's classroom.

Written evaluations were made by all teachers after

each competency unit was completed (about five or six

sessions). One week after these written evaluations, a

volunteer committee of teachers met to summarize changes

that might improve the course. Tuition financed the pro-

gram and because local program supervisors shared the

duties of instructing the courses, no funds had to be

expended for additional personnel. Tuition charge

financed the program and kept down costs. The belief

that general principles and concepts could only be

learned by teaching specific instances of these concepts

was revealed by the program (21, p. 637).

Because education is an on-going process, there will

always be a need for inservice education. Those same

principles of learning, planning, and evaluation which are

considered best in schools and classrooms will also apply

to inservice programs. Evaluation must not be considered

for only long-term planning but must be considered in re-

lation to it. It will continuously occur as plans evolve
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and goals are defined. All phases of the inservice program

must be kept under constant evaluation in the light of aims

and objectives. The inservice education program must be

kept flexible so that changes can be made when the necessity

is indicated by evaluation results (10, p. 23).



CHAPTER BIBLIOGRAPHY

1. Adams, Anne, "Structure and Content of Inservice
Education Programs," Education, XCII (November-
December, 1971), 13-16.

2. Adelman, Howard S. and Seymour Feshbach, "An Experi-
mental Program of In-Service Teacher Education
in Disadvantaged Area Schools," Education, XCII
(September-October, 1971), 101-109.

3. Cane, Brian, In-Service Training, National Foundation
for Educa nal Research in England and Wales,
1969, v-x.

4. Carline, John L., "In-Service Training--Re-Examined,"
Journal of Research and Development in
Education, IV (Fall, 1970), 103-115.

5. deKieffer, Robert E. and Melissa H. de Kieffer, Media
Milestones in Teacher Trainin, The Educational
Media Council, Washington, D. C., 1970.

6. Department of Elementary School Principals, In-Service
Growth of School Personnel, National Education
As socia7ion, XXI ( July,1942), 319-320.

7. Gartner, Alan, "The Curriculum: Issues in Combining
Theory and Practice in Training Teacher Aides,"
Journal of Research and Development in Education,
V (Winter, 1972), 57,59.

8. Henry, Nelson B., editor, In-Service Education for
Teachers, Supervisors, and Administrators ,Fifty-
sixth Yearbook of the Naional Society for the
Study of Education, Chicago, The University of
Chicago Press, 1957, 7, 13, 25.

9. Hite, F. Herbert, Effects of Reduced Loads and Intensive
Inservice TrainingUpon the Classroom Behavior of
Beginning Elementary Teachers, A Research Summary
of Washington State University, Research Report
07-08 (October, 1966), 7.

64



65

10. , In-Service Education of Elementary

Teachers, Report of the Teacher Education Workshop
George Peabody College for Teachers, Nashville,
Tennessee, 1945, 7, 10, 15, 23-24.

11. , Inservice Programs for School Admini-

stration, produced by the Committee for the

Advancement of School Administration-American

Association of School Administrators, Washington,
D. C., 1966, n. p.

12. International Conference on Public Education, In-Service

Training for Primary Teachers, Geneva, 1962, 105.

13. Lavely, Carolyn D. and David E. Lema, "Preparation of

Teachers of the Trainable Mentally Retarded--An

Experimental Approach," Contemporary Education,
XLII (January, 1971), 117.

14. MacIntyre, Robert B., "Inservice Training Through Short
Term Conferences," Exceptional Children, XXXVIII,
(January, 1972), 412-415.

15. McPherson, R. Bruce, "Teacher Turnovers in the Inner-

City," Administrator's Notebook, XIX (December,
1970), 1-4.

16. Melcher, John W., "Some Questions from a School

Administrator," Exceptional Children, XXXVIII
(March, 1972), 547-551.

17. Moffitt, John Clifton, In-Service Education for Teachers,
The Center for Applied Research in Education, Inc.,

Washington, D. C., 1963, 6, 57.

18. Moss, James W., "Resource Centers for Teachers of

Handicapped Children," The Journal of Special
Education, V (Winter-Spring, 1971), 71.

19. Mowrer, Donald E., "The Skillshop for Teacher Inservice

Training," Educational Technology, XII (April,
1972), 49-51.

20. National Education Association, Inservice Education of

Teachers, Washington, D. C., Research Division--

National Education Association, 1966, 3, 7-9, 13,

16.



66

21. Rochford, Timothy and Richard Brennan, "A Performance
Criteria Approach to Teacher Preparation,"
Exceptional Children, XXXVIII (April, 1972),
634-639

22. Shotel, Jay R., Richard P. Iano, and James F.
McGettigan, "Teacher Attitudes Associated with
the Integration of Handicapped Children,"
Exceptional Children, XXXVIII (May, 1972),
677-683.

23. Smith, Ann Z., editor, Education Recaps, July, 1971, 10.

24. Smith, Ann Z., editor, Education Recaps, November, 1971,

25. Smith, B. Othaniel, Research in Teacher Education,
Englewood Cliffs, New Jersey, Prentice-Hall, Inc.,
1971, 119.

26. Smith, William L. "Ending the Isolation of the
Handicapped," American Education, VII (November,
1971), 29-32.

27. Spears, Harold, Curriculum Planning Through In-Service
Programs, Englewood Cliffs, New Jersey, Prentice-
Hall, Inc., 1957, 1, 30.

28. Unruh, Adolph and Harold E. Turner, Supervision for
Change and Innovation, Dallas, Texas, Houghton
Mifflin, 1970 , 91-92

29. Wey, Herbert W., Handbook for Principals, New York,
Schaum Publish Co., 1966, 85.



CHAPTER III

PROCEDURES

Four major activities were used to gather the data

for this study: a feasibility study, the development of

questionnaires, the collection of raw data, and a survey

of related programs.

Procedures Involved in the Feasibility Study

Plan A will be implemented into all Texas Schools by

1976. The success of each segment of the program will be

determined by how it is received and employed. A feasi-

bility study was conducted to determine the most valuable

component of the program and desired scope for benefitting

those schools which will implement the Plan A concept.

Several persons were initially contacted to determine

the feasibility of the study. First, personnel of two

school districts involved in Plan A were contacted to

ascertain their opinions of the proposed study's value.

Secondly, a workshop was attended where the Plan A program

and its implementation were discussed. Thirdly, the

director of programs and evaluation for the Texas Education

Agency was contacted by telephone to determine the feasi-

bility of a study involving the Plan A program. The

67
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conversation revealed a great need for limiting the study

to a well-defined component of Plan A. Emphasis was placed

on inservice education for program implementation.

Inservice education can affect a program's success or

failure.

The director of programs and evaluations at the Texas

Education Agency was personally visited in Austin to dis-

cuss the feasibility of studying the inservice component

of Plan A. Considering the five pilot programs, a more

in-depth study could be made by focusing on a three-year

period of involvement.

Consent for inclusion within the study was obtained

from each pilot program director. The letter stated the

purpose, scope, and activities to be involved. Consent

for participation in the study was obtained from all five

pilot program directors. The study was well underway; a

great deal of research was completed and a rudimentary

questionnaire formulated.

Procedures in the Development

of the Questionnaires

Turney and Robb (2) state that two advantages of the

interview are that it provides an opportunity to thoroughly

question certain areas of inquiry and it permits greater
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depth of response. Through the personal interview, a re-

searcher can collect personal information, attitudes,

percepts, or beliefs and probe for any needed information

(1). Since the purpose of this study was to survey the

inservice component of selected Plan A programs in Texas,

it was decided that personal interviews conducted in each

pilot area would furnish a more complete description of the

inservice programs.

A review of previous research in the area of Plan A

inservice disclosed many studies using various experimental

designs to test specific aspects of the Plan A program.

The avenue of personal interview had not been used to

gather extensive data from all the pilot programs on pre-,

in-, and post-service education.

In order to devise a questionnaire for use during the

personal interview, the literature for developing interview

materials was reviewed. Questionnaires related to past

Plan A studies were also reviewed to determine their content

relevancy to this study. An original questionnaire was

formulated so that a three-year coverage could be presented

for the selected programs' pre-, in-, and post-service

education. Some questions were derived from statements of

Plan A teachers and administrators. A panel of one special

education director, three principals, six Plan A teachers

and two Plan A aides reviewed the questionnaire before its

implementation.
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The questionnaire consisted of two forms. The first

form was a one-page inquiry designed to collect background

information about the school district and its community

components (Appendix A). This questionnaire was mailed

prior to the personal interview so that some knowledge about

the district could be gained before that time. The second

questionnaire form would be used during the interview. It

was sequenced in design so that the questions appeared in

succession for the interview. The first questions

solicited the same information requested in the background

questionnaire form. This was to insure content coverage

in case the information had not been obtained prior to the

personal interview.

The interview questionnaire was designed in a specific

sequence, the first area requested background information.

The second section of questions was designed to reveal

philosophies and beliefs held by personnel in the selected

programs in regard to Plan A, its inservice, and those

persons involved. The third section of questions was con-

cerned with the 1970-71 school year, the first year of

Plan A for the pilot programs. These questions encompassed

the pre-, in-, and post-service education periods.

Questions regarding the preservice period were designed to

reveal how, why, and when each pilot district was selected

and what plans and activities were made or scheduled during

that period. Other questions solicited the extent of the
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inclusion of consultants, administrators, teachers, student

teachers, aides, students, the community, and other groups

or organizations in preservice education and the imple-

mentation of Plan A. Inquiries were made about the nature,

form, and extent of activities for the various groups.

Through additional questioning, the method, extent, and

outcome of inservice assessment and evaluation were sought.

Inquiries on inservice and post service activities were

developed in a format similar to that of the preservice

period. Emphasis was placed on the post service period to

provide a more comprehensive view of the school year's

activities and culmination. Successful and unsuccessful

components of the year's activities were included.

The school year 1971-1972 provided the basis for the

next area of inquiry. Questions pertaining to pre-, in-,

and post-service periods were similar to those for the

preceding year. However, since this was the second year of

operation, inquiries were made to ascertain any changes

and the reasons for revisions.

Questions for the third year of operation, 1972-73,

ascertained the districts' proposals for future program

implementation. Questions were included to gain informa-

tion on any proposed changes in inservice practices as

well as the reasons for those changes.

To insure the soundness and relevancy of the question-

naire, a mock interview was conducted with a consultant
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trained in the areas of early childhood education and

special education. The interview was taped to provide

for re-evaluation and assessment of the questionnaire.

The trial interview proved to be extremely helpful.

It revealed an approximate time involvement as well as

valuable information concerning the questionnaire and its

employment. Even though the original questionnaire was

very complete it did not provide space in which the inter-

viewer could adequately record responses. Repetitious

questions were noted and later discarded when proven

unnecessary.

Taping the interview proved beneficial. Vocal clues

and tone quality were revealed which could be used to en-

hance the interview. Taping also allowed for a more

natural fluency during the entire period. Both parties

involved were more free to converse without disruptions

for recording data. The taped interview also provided an

excellent referral source.

Procedures for Collecting Data

Following approval of the study, a letter was sent to

the director of special education or equivalent admini-

strator in charge of Plan A for each of the five pilot

programs, to arrange for an interview date. Prior to the

appointment, the directors were contacted by telephone to

discuss the length and scope of the interview. Only the
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one-page background was mailed to each participant. The

questionnaire designed for use during the personal inter-

view was not sent prior to the visit. The information in-

cluded did not require in-depth research to answer; those

questions which would require numerical information or re-

search on the directors' part were included on the one-page

questionnaire which had been sent earlier.

Before each interview, the director was given a copy

of the questionnaire to be employed. This copy would be

retained for his future reference and permitted him to see

the sequence of inquiry. Permission was obtained to tape

each of the interview sessions. During and following the

interview, participants were encouraged to make any

additional comments they desired in order to provide a

more personalized and descriptive assemblage of data. To

insure reliability, participants were asked if any responses

would have been altered at a prior or later period of

questioning.

Additional personal interviews were held with admini-

strators from the Texas Education Agency and selected

education service centers. The information gathered was

used to enhance and further describe trends and activities

related to Plan A inservice.

Treatment of Data

Each taped interview was transcribed and produced in

triplicate--one form retained for reference, two forms sent
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to the participating director. Each director was requested

to review all statements recorded during the interview and

to make any additions or deletions desired. The director

was asked to return an approved copy for inclusion in the

study. A copy of the one-page background questionnaire

was also forwarded to each participant for his records.

The information collected was reported for each of

the selected Plan A programs. Also reported was information

about the related roles of the Texas State Education Agency

and the Regional Education Service Centers to Plan A

inservice and implementation. The results of treatment of

the data substantiated the summary, conclusions, and

recommendations given.
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CHAPTER IV

PRESENTATION OF FINDINGS

Research Methods Employed

Goals and objectives were repeatedly reviewed while

preparing and conducting the personal interviews to insure

maximum coverage of the data. Concentrated effort was made

to collect such an encompassing scope of information that

would facilitate an increased understanding of methods,

techniques, and problems involved in implementing the Plan

A program. Participants were contacted prior to the per-

sonal interview so that it would be more free flowing and

comprehensive.

Each of the case studies involving the pilot programs

of Plan A was designed to include interviews with the

director of special education or the administrator in the

district who was most knowledgeable about the Plan A pro-

gram. Interviews were also conducted with personnel from

the Texas Education Agency so that the state's involvement

in Plan A could be included. To extend the scope of the

case studies and to enhance the findings, interviews were
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held with personnel from Education Service Center XIII in

Austin. Supplementary information from the Texas Education

Agency and Education Service Center XIII complemented the

case studies.

Each of the interviews with representatives of the

pilot Plan A programs followed a sequential pattern of

questioning. During the interview, a patterned question-

naire was employed so that in-depth information could be

obtained for the three-year period.

Interviews with the Texas Education Agency and service

center personnel were open-ended. This was to provide for

a variety of questioning and the acquisition of any related

supplementary information. Of prime interest was the rela-

tionship of these agencies to the pilot Plan A programs.

To provide a reliable reference resource, in addition

to the interview questionnaire, each interview was tape

recorded. Transcribed copies of the interview were mailed

to directors of the participating Plan A programs to insure

the inclusion of all pertinent information needed for a

thorough study of their program.

Description of Each Pilot Program

Case studies have been made for each of the five pilot

programs of Plan A. Information was obtained from correspon-

dence, written questionnaire, and personal interview. The

reported information followed the same sequence as the
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questioning employed during the personal interview.

Tables revealed information provided by program directors

in the background questionnaires (Appendix A).

Alamo Heights Independent School District

Background information.--Alamo Heights Independent

School District is located in south Texas and is encompassed

by the City of San Antonio. The majority of community

members are middle-class Caucasian. Table I presents per-

centages for the district's racial composition.

TABLE I

PERCENTAGES OF RACIAL COMPOSITION FOR ALAMO
HEIGHTS INDEPENDENT SCHOOL DISTRICT

Race Percentage

Caucasian... ....................... 82.00%

Negro.... . . . . . . . . . . . -.-.-.- ....... 50%

Mexican-American . . . . . . . . . . . . ..... 17.00%

Other. .. ... . . . . . ......-.-.-.- . .. .-.-..-. .. 50%

The Director of Special Education for Alamo Heights

Independent School District was interviewed for the study.

It was revealed that the district was selected for its size

(Table II) rather than for race composition, socio-economic

level, or geographic location. Though within the realm of

middle-class, most of the community members could be classed
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as being in the upper middle socio-economical class.

However, it was the district's small size that warranted

its selection as a pilot Plan A program.

TABLE II

CATEGORICAL BREAKDOWN
FOR 1971-1972

Category

Total Population in School District.. .....
Number of Teachers .......................
Number of Students .........................
Number of Plan A and/or Resource Teachers. .
Number of Students in Plan A..... .0....*..
Number of Students in Early Childhood Education.
Number of Students in Kindergarten ..*.....
Number of Students in First Grade. .... ...
Number of Students in Second Grade........
Number of Students in Third Grade... .....
Number of Students in Fourth Grade.. ......
Number of Students in Fifth Grade.........
Number of Students in Sixth Grade.........
Number of Student Teachers Per Year,.......
Number of Colleges in School District,......
Number of High Schools .......... ..........
Number of Junior High Schools.. .........
Number of Elementary Schools ..............

Total

14 ,485
- 269
- 4,795
. 29
. 600
. 22
. 75
. 312
. 383
. 366
. 376
. 366
. 413
. 67
. 1
. 1
. 1
. 6

Of the district's total number of elementary schools, approxi-

mately 25 per cent are involved in team teaching, 50 per cent

are self-contained, 25 per cent are non-graded, and none are

multi-age or ability grouped.

The district has varied requirements for its personnel.

Elementary classroom teachers are required to have certifi-

cation and it is preferred that they also have a master's

degree. The basic requirement for a special education



80

teacher is full certification. Permits are issued but

deficiencies must be removed. Special education instruc-

tional aides must have high school equivalency or better

and training or experience in working with handicapped

children.

Philosophy and goals.--Alamo Heights Independent School

District has published a philosophy for educational change:

Philosophy towards encouragement for educational

change:
"In attempting to bring about change it is better

to fall flat on your face than to lean too far over
backwards. "--James Thurber

Such is the philosophy of the Alamo Heights
Independent School District regarding the encourage-

ment of change within our educational systems. We

encourage processes which we believe to be essential

to constructive change, and we encourage principals
and teachers to experiment with numerous processes

to determine their feasibility for effective and

meaningful intervention in the lives of children.

The principals and teachers are asked to fashion
new roles, norms, supports, and techniques for

education of students within their sphere of re-

sponsibility.
Our philosophy of educational change embraces

the movement away from many traditional concepts

toward more individualized and humanistic concepts

in the areas of curriculum content and methods,

the learning process, organizational arrangements,

the human role, and material aspects (1, p. 3).

Published statement has also been made regarding the school

board's attitude and support: " . ..In essence, the statement

was that educational change and improvements should move

on a broken front, rather than requiring all schools in the

district to move along to the same pace and along exactly
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the same lines" (1, p. 5). The district's philosophy has

created an administrative organization for change

(Figure 1).

The size of this district represents an advantage

in facilitating for change. Elementary School staffs

number thirty-five to forty-five, the Junior School

staff forty-five, and the High School staff ninety-
five. Each school has a principal and the secondary

schools have one or more assistant principals. The

secondary schools have the added assistance of

department heads. Such organizational size contri-

butes to closer working relationships between

teachers and administrators which enhances communi-

cation (1, p. 6).

Administrative changes made Plan A personnel an integral

part of organization (Figure 1).

BOARD

Superintendent
Business Manager Adminis- Adminis-

Assistant trative trative
Superintendent assistant assistant

(accounting (pupil)

Principal Principal Principal Principal Principal rincipal
Elementar Elementar Elementary Elementary elementary lementary

Special Education

Plan A

Figure 1--Administrative organizational chart.

The district's stated purposes of the comprehensive

special education program give goals for each exceptional
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child and the desired impact on the school system. The

goal for each exceptional child is:

A literate, alert, and stable citizenry is
fundamental to the substructure of an effectively
functioning democratic society. In realization
and acceptance of this fact, the overall goal of
educational services for each exceptional child
will have as its primary baseline, those in-
tellectual, academic, social, and vocational
skills that will enable the exceptional child
not only to realize his fullest potential but to
structure his development toward the acquisition
of those cognitive, affective, and psychomotor com-
petencies that will insure his maximum contribution
as a productive and reasoning citizen (1, p. 2).

In regard to the impact on the total educational services

of the school system, the district personnel have stated:

In the total task of serving the needs of the

exceptional child more effectively, numerous
benefits will accrue to the total school system.
This program will undoubtedly assist in developing
among special education teachers and staff consider-
able expertise in diagnosing learning problems and
prescribing educational remedies for them. Of
course, all instructional personnel are engaged in
this complex activity, and the district's intention
will be to facilitate the extension or adaption of
such procedures as they develop in this program
with the view of raising such skill levels among
all teachers (1, p. 2).

With its philosophy and goals in mind, the administrative

team has tied together the Plan A program to form an integra-

tive team effort. There is an organized plan of operations

from the referral to the appraisal period (Figure 2). Con-

tact must be kept within the structure to insure under-

standing of and unity in the education process. Being a

small district, Alamo Heights Independent School District

is kept more intact as a united system. Administrative

personnel remain more fully aware of total operations than
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if the system were a large one. It is important that each

personnel unit be kept informed of the entire program's

operations so that there will be greater efficiency and

continuity of implementation. Figure 2 provides a chart

of operations for referrals and appraisal within the Plan A

program.

Classroom Teacher

Adhoc
Crisis
Committee

Appraisal
Team
Support

I Helping
e1

CAMPUS SCREENING
Referring Teacher
Helping Teacher
Counselor
Diagnostic Teacher
Receiving; Special

Teacher
Principal

Collects
Coun-selor data needed
receive d for tailored
t. iald decisioninitial
referral_

_epor t o
Education

Diagnostic Center

Diagnostic Full
Teacher Appraisal Classroom Teacher

with Plan

Admission, Review, and Dismissal
Committee

School Psychologist, Chairman

Campus Screening Committee
Appropriate Appraisal Team Members

Director--Ex-Officio

Resource Teacher
or

Individualized Instructional Arrangement
Community Agencies

Contract Schools
Educational Prescription

Figure 2--Operational chart for referrals and appraisals.

I
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It is important that district personnel be cognizant of

the processes for referrals and appraisals if the system is

to operate efficiently. Chances for Plan A's success are

greatly enhanced through team effort. Goals and objectives

must be stated for each phase of the program. One very

important aspect is those goals set for handicapped children

in the early childhood program.

The overall long range goal of the Early
Childhood Program will be to provide a program
of sequential, developmental educational pro-
cedures for the exceptional child from age three

(3) to five (5).
Some educational procedures will have as

their primary purpose the development of the

skills generally exhibited by children who enjoy
success in the elementary grades. The acquisition

of these skills by the young exceptional child or
some compensatory mechanism when practicable may

serve to lessen or alleviate the trauma and lack

of success often experienced on entry to primary

grades (1, p. 33).

Another important aspect is the services provided by the

education service centers. Coordinated efforts of school

personnel with the center have resulted in planned

strategies for the selection and use of media and materials,

for staff development, and for consultative services such

as those that follow:

1. Computer based resource units (CBRU) for use

of classroom teachers, educational diagnosticians
and diagnostic teacher.

2. Selection, use, and evaluation of media and
materials.

3. SEIMC orientation as a phase of inservice
training.

4. Program evaluation, design and implementation.
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5. Consultative service in Early Childhood Program.
6. On-going inservice training for special education

administrators.
7. Workshop for educational diagnosticians and

material specialists (1, p. 8).

Alamo Heights Independent School District works with the

Region XX Education Service Center to complement its Plan A

program and receive advisory assistance.

Preservice: 1970-1971.--The superintendent of Alamo

Heights was informed, during the middle of May, 1970, that

the district had been selected as a pilot program for Plan A.

Guidelines were sent from the Texas Education Agency in

addition to some of their personnel to help implement the

program. The greatest support was for the area of Language/

Learning Disabilities.

It was requested that each of the pilot programs select

a target area for study. The request from the Texas

Education Agency was designed to see the effects of the

Plan A program on various age levels. Alamo Heights selected

the fifteen-year old child for its target area.

During its preservice period, the district was asso-

ciated with Trinity University in San Antonio, Texas. The

university was selected because of its availability and for

its services for Language/Learning Disabilities and

Emotional Disturbances (LLD and ED). During the school

year, the university conducted workshops for college credit.
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During May and June, plans were made for preservice

training by an advisory team consisting of the superinten-

dent, assistant superintendent, and a consultant from

Trinity University. Five days were devoted to preservice

training--two full days and three half days. During this

period, school personnel were divided into small groups

and professors from the cooperating university discussed

with each group, various topic areas concerned with the

Plan A program and the school's operations for the year.

Approximately seven of the total hours spent in preservice

were devoted to Plan A. For total preservice, administra-

tors were involved in four staff sessions in addition to

the previously mentioned five-day period. The four

sessions were each two and one-half hours long, thus consti-

tuting an additional ten hours of preservice training. In

addition, counselors were involved in ten hours of pre-

service. Training relating to Plan A involved: implemen-

tation of strategies, available service, and financial

implications. The appraisal process was also discussed.

The district has a trained school psychologist, counselors,

and diagnosticians who, except for very complicated cases,

do the appraisal work for the district.

Regular classroom teachers, Plan A and resource teachers

and aides were involved in the five-day period of preservice.

Student teachers were not involved but the district's

director stated that had they been available their inclusion
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would have been beneficial. Regular classroom teachers'

preservice included orientation to Plan A, exploring

available service to the entire program, and helping them

to understand their role. Plan A and resource teachers met

in large groups during preservice to expand the same areas

as had been covered for the regular classroom teacher.

Aides were included in the same twenty-five hour period;

however, the director concluded it would have been better to

have them involved in a more specialized period of their own.

On each campus, administrators met with the faculty and the

principal to jointly work out a scheduling of duties.

There was a culminating three-day retreat for teachers,

principals, and counselors. The retreat was held during

regular school days; substitute teachers were provided be-

cause the district had found teachers participated best

when they were given release time.

The preservice period was evaluated. There was a pre-

and post-questionnaire which anonymously involved the entire

faculty. They were completed at the end of the last session

and were representative of over a 90 per cent return. A

similar approach was used in evaluating the early childhood

segment of the program. The cooperating university rather

than the state agency aided in portions of the evaluation

of the preservice period.
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Problems were revealed concerning the preservice train-

ing period. The problems were that there was too large a

group size and a lack of preparation time. Ideally, there

should have also been increased opportunity for idea

exchange.

Participants considered segments of the preservice

period especially productive. These included the activities

which dealt with individual differences of learning problems

and small group discussions on two different days when each

training institution provided leadership. Group size of

twenty to twenty-five participants allowed for interaction.

Inservice: 1970-1971.--The director stated there

were ten inservice sessions of two and one-half hours each.

The first meeting was held on the first Monday in October.

This was about five weeks after the last period of pre-

service. Following, regular meetings were held the first

Monday of each month until the three-day retreat. The

director stated it might have been better to have the

first session three weeks after the last preservice meeting.

However, sometimes the new teachers had not had time to

adjust. In all, approximately twenty-five hours were

spent in inservice. The sessions were during school

and participants were given release time. Training was

provided for everyone; groups were varied in size and

personnel content; children were involved for demonstration
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purposes on four different occasions; and observations with

a clinic effect were provided.

Many groups in addition to administrators and teachers

were involved. The cooperating university conducted the

workshop except on two or three occasions when personnel

from the state agency also attended staff meetings. Aides

were included in the training as were student teachers who

attended sessions with their cooperating teachers. During

the culminating retreat and during two staff development

days there was opportunity for idea exchange and visitation.

Opportunity was provided for visiting the district's various

resource centers for Plan A and video tape machines were

purchased for each campus.

Segments of the post service were considered very

beneficial. The college courses which provided credit

were very worthwhile. It was also beneficial to have

competent consultants as were employed for the training

period. The culminating, three-day retreat was an integral

part of the inservice period. Trinity University aided

during its planning and during post service.

Post service: 1970-1971.--Plans for post service were

made by the administration with assistance of Trinity

University, the cooperating teacher-training institution.

The three day retreat was for inservice rather than post

service. During post service, refinement and redefinement

of terminology was involved.
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Preservice: 1971-1972.--During the June conference,

planning for the preservice period began. A stated des-

cription of the preservice was made.

Preservice training will include an orientation
to school operations and procedures, the relation-
ships which are expected to exist between aides
and others, and the duties to be performed by aides.

Preservice training will occur at both the
district level and at the local campus level.
There will be some sessions which all aides and
teacher-sponsors, as well as other interested
personnel, will attend. Further sessions will
be held in which teacher-sponsors will acquaint
their aides with local campus procedures and
personnel with whom the aide will be working
(2, p. 5).

The above description was specifically for aides but in-

cluded principles basic to the entire training period.

Having completed one of Plan A implementations, the

district was more prepared to meet the challenges to come.

The Alamo Heights Independent School District
looks forward to the continuing challenge of parti-
cipating in the Comprehensive Special Education
Program, Plan A. The staff, after a year's in-
volvement and experience, has developed a revised
proposal which we feel will give our program addi-
tional impetus toward our goals.

Last year, as we exercised our foresight and
looked forward to the future, we observed:
The bold, new venture of the Texas Education Agency
in special education may well result in new know-
ledge and new insight into the writing and imple-
mentations of personalized learning prescriptions
which may not only further the cause of Special
Education but offer the rest of us a giant step-up
in understanding as a natural by-product (1, n. p.).

Increased awareness and understanding based on the past

yearIs experiences benefitted the program's second year

of operations.
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Guidelines were provided by the agency and assistance

was provided by the cooperating university. Most of the

guidelines from the Texas Education Agency were in the

form of questions. Trinity University assisted in a manner

similar to the preceding year.

The equivalent of two days were spent in preservice.

All personnel spent the same amount of time. Administrative

training acquainted them with changes in procedures and

coordination consultation. Regular classroom teachers

remained on their own campuses and then subdivided into

smaller groups. Aides and some parent groups were also

included in preservice.

The preservice period was evaluated by use of a

questionnaire. Plan A personnel and regular classroom

teachers requested smaller groups, more demonstrations,

and more consultants who were knowledgeable in the field

of methods. The employment of consultants trained in

specific areas was one of the most successful components

of the preservice period.

Inservice: 1971-1972.--The first inservice session

was held the beginning of the second week after preservice.

The time span was deemed appropriate but rather soon for some

new teachers. There were monthly meetings of about two and

one-half hours each; there totaled twenty-four hours of

inservice. The training included self-improvement college
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courses which were selected by choice and which were designed

to assist. Most meetings were for separate groups. Idea

exchange and visitations were encouraged.

The Texas Education Agency and Trinity University

assisted during the inservice period. The Texas Education

Agency sent personnel to assist with inservice on two

occasions. Trinity offered college courses on its campus

to assist with inservice. The consultative help provided

and the demonstrations given were the most beneficial seg-

ments of the program.

Post service: 1971-1972.--The preliminary hearings on

inservice were held during the post service period. This

constituted the only post service activities.

Proposals for preservice: 1972-1973.--The director

anticipates that the Texas Education Agency will assist

during the five-day preservice program in August. Plans

for the preservice period were made during the last weeks

of the preceding April by an advisory committee including

principals and counselors. Some of the training sessions

will be devoted to general areas and some to individually

specified groups. Plan A personnel will be dealing with

specific categories of children and processes. Parent

groups, the Junior League, and volunteer groups will be

involved.
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Proposals for inservice: 1972-1973.--There will be

four work days in addition to the monthly meetings. The

first inservice session will be held the first Monday of

the month following preservice training. It is anticipated

that there will be assistance from the state agency.

Administrators will be involved in the revision of program

techniques. The entire inservice training period will

stress team decision making.

Proposals for post service: 1972-1973.--Post service

will be dedicated to reassessment and re-evaluation. It

will also be used to evaluate proposed revisions.

Additional comments by the director: Allocation for

personnel is of major concern to the district. Additional

personnel are needed to effectively operate a comprehensive

special education program. It is important to provide some

means for securing these needed professionals.

El Paso Independent School District

Background information.--El Paso Independent School

District is located in West Texas in El Paso. The Director

of Guidance and Special Education for the El Paso schools

was interviewed for the study. The district was selected to

act as a pilot program of Plan A because of its large popu-

lation of Mexican-American children.
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El Paso is the largest district among the five selected

as pilot Plan A programs. Table III gives a categorical

breakdown of its size. The district is characterized by

large Mexican-American and military populations.

TABLE III

CATEGORICAL BREAKDOWN
FOR 1971-1972

Category

Number of People in School District......
Number of School Employees
Number of Teachers
Number of Students
Number of Resource Rooms
Number of Students in Plan A
Number of Students in Early Childhood Education
Number of Students in Kindergarten
Number of Students in First Grade.. ......
Number of Students in Second Grade
Number of Students in Third Grade........
Number of Students in Fourth Grade
Number of Students in Fifth Grade.. .....
Number of Students in Sixth Grade........
Number of Student Teachers Per Year. .....
Number of Colleges . 0.. 0 .. ..a ..0 -
Number of Universities in District
Number of High Schools .... ... .
Number of Junior High Schools . ...... . .
Number of Elementary Schools . .. .

Total

205 ,574
4 ,394
2 ,841

61,684
86

3,888
32

1,715
5,307
5,293
5 ,334
5,369
5 , 318
5,353

407
1
1
8
1

49

Of the district's total number of elementary schools,

approximately 96 per cent are self-contained classrooms and

6 per cent are involved in team teaching.

There are varied requirements for employment within the

district. Regular classroom teachers are required to have

general certification. Plan A personnel are requested to

have special education certification. Aides are required to

have high school graduation or its equivalency.

. .
- .
. .
- -
. .
. .
. .
. .
. .
. .
. .
. .
. .
. .
. .
- -
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The organization of the El Paso Independent School

District adds to the unity of its personnel. Figure 3

provides an organizational chart.

CITIZENS
:EL: P!ASOINDEPENDENT SCHOOL DISTRICT

&OlA1eBOARD of TRUSTEES
School Attorney

SUPERINTENDENT-....Administrative
Assistant

Deputy Superintendenti

epu f Asst Comptroller Asst.
Supt. Supt IBusiness Supt.
Adm Instructio Manager Mexican-

American
Education

Director Director Administrative
Research Guidance Assistant
Eval. Spec. Ed. Instruction

Asst.
Supt.

Support
Service s

I Secondary Council Elementary Councill

(Einipals,

Teachers

Figure 3.--Organizational chart of El Paso Independent
School District showing position of the Director of Guidance
and Special Education.

The above organizational chart places emphasis on those

areas most closely associated with Plan A. The entire

organizational chart for the district is much more detailed

and comprehensive.

----- 
- I



96

Philosophy of the district.--An El Paso Independent

School District publication contains a written philosophy

which encourages educational change.

The Administration of the El Paso Independent

School District is cognizant of the necessity of
continuous, planned educational change. The

processes of change are essential in any institutional
domain and are elemental to improved educational

accomplishment; they must be balanced with logic and

prudence, however, to insure unification of effort

and centrality of purpose. The EPPS philosophy
provides for and expects constructive educational

change throughout the school district and is so

structured to promote awareness, development, and

implementation of new educational strategies.

Inasmuch as the student is the central con-

sideration as well as the rationale for the system's
existence, accurate communication is maintained to

gain this valuable input.
Educational change and innovation are prided

aspects of the district and shall continue to serve

as vehicle for betterment of education so long as

each proves its validity and constructiveness (5,
pp. 3-4).

A district as large as El Paso, which has an average daily

attendance of 56,000 students must be progressive in order

to meet the needs of all students involved.

Education Service Center XIX provides the district

with many services. For Plan A personnel, the center em-

ployees provide direct consultation, assist with evaluation,

provide materials, and provide the use of a library. Center

personnel also play an important part in school districts'

inservice. Education Service Center XIX assists one of the

first areas in Texas to be involved in such an extensive,

regional inservice training program. All of the schools in
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the region will combine their monies to have a computerized,

total inservice training program. The center also assists

the district by providing a materials van which is mobile

and designed to help both the regular and special education

classroom teachers.

Employees of the El Paso Independent School District

believe that the needs of all individuals within the system

must be met. The use of an education service center helps

to attain the goal of this philosophy. The district strives

to meet the individual needs of children by varying the

length and content of the school day. Certain handicapping

conditions merit shortened day periods. This is determined

through the discretion of consultants within the program.

Trainable mentally retarded children leave about two o'clock

each day and children with emotional disturbances are placed

on a half-day schedule. The district involves parents in

the decision of placing their children in various segments

of the special education program.

Preservice: 1970-1971.--As early as June of 1970,

officials of the district knew it would be a pilot program

of Plan A. An effort was made to inform the community

about the new program through newspapers, speeches, and

newsletters. The director, consultants, and some teachers

made plans for the preservice period.
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Most of the district's planning for preservice came

from within. Little written information was received

from the state agency in regard to the implementation of

Plan A. However, several people from the agency conferred

with the district's personnel. El Paso was not associated

with a cooperating teacher-training institution for its

inservice period.

Preservice activities were varied according to the

needs of the participants involved. Three days or about

twenty-one hours were spent in preservice training.

Principals met at a three-day meeting in June, 1970. This

was a lecture-workshop training period involving the

University of Texas. Evaluation of the program was informal.

Regular classroom teachers were not involved in Plan A

formal personnel training. Teachers were trained continuous-

ly during the year for various programs. Training combined

methods and included descriptions of Plan A, learning

disabilities, and workshops. Preservice did not include

arranging rooms and selecting equipment. Bulletin 711 from

the Texas Education Agency served as a guide for most of the

district's operations. The entire training consisted of

three days of preservice before the children came to campus.

Additional training was conducted on individual campuses.

Aides were required to attend all training sessions. There

were no community groups involved in the preservice training

periods. The preservice period was not formally evaluated.
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Inservice: 1970-1971.--The first inservice session was

held about one week after the last preservice session. The

district personnel stressed the need for continual training.

The majority of activities were demonstrations and presen-

tations of different types of equipment. Neither personnel

from the state agency nor a cooperating university assisted

with inservice activities. A series of workshops, totaling

approximately eight hours, were held. Bimonthly meetings

were held for question and answer meetings. Teachers were

provided the freedom to request opportunity for observing

teachers working in other school settings. This method

was substituted for the employment of video taped simulation

experiences. Memorial Park School was contracted with the

El Paso School District to provide more individualized

assistance for the district's trainable school children.

This was for additional special education for the handicapped.

Two segments of the inservice session were considered

beneficial by the director. There had been prior need for

learning about the experimental programs--acquisition of

this knowledge was very beneficial. It was also helpful to

see the variety of materials to be used in the program.

Post Service: 1970-1971.--The district did not provide

any post service training activities.
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Preservice: 1971-1972.--Planning for the preservice

period began in April of 1971. Money was funded for teachers

to participate in planning. Three days or approximately

twenty-seven hours were spent in preservice training. On

request, a consultant from the state agency assisted

different teachers. Preservice was given for regular and

special education teachers. Their training was a lecture-

workshop. The teachers were given the opportunity to

evaluate the workshops and approximately 99 per cent of

their suggestions were to be included in the programs which

followed. Preservice did not include a tentative scheduling

of duties for resource teachers; the period was designed for

participation and interaction. Administrators did not spend

any time in preservice education.

An informal questionnaire was used to evaluate the pre-

service period. A desire was expressed by participants for

more specialized training for working with specific handi-

capping conditions. Additional requests were made for the

incorporation of selected, practical, activities.

Inservice: 1971-1972.--The first inservice session was

held about one week after preservice. Three days of general

inservice education were provided. Other training was pro-

vided according to need. Region XIX hosted the sessions.

Neither the state agency nor a cooperating university

assisted. Weekly inservice was held for speech therapists,
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homebound teachers, and diagnosticians. Video taping was

used for some speech therapy training sessions. Resource

teachers had the freedom to observe in other resource

settings.

The inservice education period was informally evaluated.

The most beneficial segments were: public relations, use of

speech therapists, the invitation of quality speakers on

behavior modification, and the use of actual children in

demonstrations. For future programs, less time will be

devoted to administrative explanations about the program.

Post service.--Post service included only certain

components of the Plan A program. No teachers, the state

agency, nor a cooperating university were involved during

the post service activities. Diagnosticians and other

supportive personnel were involved in assessing the programs

for the year. There was continued evaluation during the

post service period.

Proposals for preservice: 1972-1973.--Plans for pre-

service were made in January of 1972. It is anticipated

that three, seven-hour days will be devoted to preservice

education. Principals will remain in their buildings;

training will include only special education personnel.

Preservice will not include duty scheduling. A region XIX

project will involve all the schools in the district and
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will enable the districts to invite different groups and

agencies to participate. Plans have not beem made to in-

corporate assistance from the state agency or a cooperating

university.

Proposals for inservice: 1972-1973.--One week will

be devoted to inservice education. Neither the state agency

nor a teacher-training institution will assist; however,

Region XIX will assist with inservice education. Consul-

tants, diagnosticians, and speech therapists will also meet

on a weekly basis. Resource teachers will have additional

training as needed.

Proposals for post service: 1972-1973.--Post service

will include courses for college credit to help teachers

to work with specific handicapping conditions. It will also

be used for evaluating the new inservice program. The new

program has thirty, one-hour blocks for a three-day period.

Personnel have selected from the thirty activities in rank

order. They will be given their top fifteen choices and

they will receive a computerized schedule before the closing

of the 1971-1972 school year. They will also receive in-

formation about the year's inservice. Workshops will be

provided in such areas as language disabilities, the

emotionally disturbed, and early childhood education.
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Galveston Independent School District

Background information. -- Galveston Independent School

District is located along the southeast coastline of Texas.

The majority of the community members are blue-collar

workers of lower-socio-economic level. The Assistant

Director of Instruction for Special Education for Galveston

Independent School District was interviewed for the study.

Table IV provides approximate percentages for the district's

racial composition.

TABLE IV

PERCENTAGES OF RACIAL COMPOSITION FOR
GALVESTON INDEPENDENT SCHOOL DISTRICT

Race Percentage

Caucasian. . . . . . . . . . . . . . . . . . . . . 40%

Negro. . . . . . . . . . . . . . . . . . . . . . . 40%

Mexican-American . . . . . . . . . . . . . . . . . 20%

The district was selected as a pilot Plan A program because

of its large percentage of Negro students.

Several organizational forms are used in the Galveston

elementary schools. Included are self-contained, non-graded,

ability grouped, and team taught arrangements. Some schools

employ a mixture of these techniques.

The district has varied requirements for its personnel.

Elementary classroom teachers are required to have elementary
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certification. Plan A and resource teachers must have some

kind of special education certificate or be eligible for

permit for special assignment. Aides must be literate and

it is preferred that they have some clerical skills and

have had some experience with working with children other

than their own.

Table V provides a categorical breakdown of the size

of the Galveston Independent School District.

TABLE V

CATEGORICAL BREAKDOWN
FOR 1971-1972

Category Total

Number of People in School District....0.....
Number of Teachers ...... ....-...-.-.-.-.-.-.
Number of Students ..0........ . ..-.-.-.-.-.

Number of Plan A and/or Resource Teachers. .

Number of Students in Plan A. ... ........

Number of Students in Early Childhood Education.

Number of Students in Kindergarten ....a....
Number of Students in First Grade......... ..

Number of Students in Second Grade........
Number of Students in Third Grade,........
Number of Students in Fourth Grade.. .....

Number of Students in Fifth Grade.........
Number of Students in Sixth Grade..........
Number of Student Teachers Per Year,.......

* .70 ,000
- - 600
* .12,000
. . 88
- - 2,400
. . 35
- - 600
*.- 1,000

1,000

- 1,000
- 1,000
0 1,000
..1,000

2

The district has about two student teachers in the special

education department per year.

Philosophy and goals.--Galveston Independent School

District personnel have published a philosophy of and goals

for Plan A.
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The Galveston Schools are committed to the philosophy
that each child is entitled to appropriate educational
opportunities, regardless of the individual child's
variance in the ability to learn. The Galveston
Schools seek to determine each child's abilities and
handicaps and provide appropriate programs so that
the child may better attain his potential educational
growth. It is the goal of the district that no ex-
ceptional child is denied a meaningful education.
The comprehensive special education program should
serve as a model to all other school programs in
the district in demonstrating that individualized
instruction is possible and also necessary. By

broadening the special education program, working
with more regular educators and providing exceptional
children with special services in the regular program,
the goal of focusing on the individual child should
be attained. Reasonable departure from self-containment
should do much to reduce the stigma attached to the
term Special Education (6, pp. 1-2).

These goals were written to assist in implementation of the

first year of the Plan A program.

The district personnel promote the inclusion of various

auxiliary groups and agencies in the education processes.

The Region IV Education Service Center provides materials,

workshops, demonstrations, consultation, and a course for

resource teachers. District personnel also emphasize the

importance of involving the community members whenever

possible.

The philosophy of district personnel is reflected in

administrative organization. Though complex in structure

the district works for unity of purpose and successful

implementation. Administrators encourage regular and

special education teachers to work together in meeting the

needs of handicapped children who are re-entering the main-

stream of education. Figure 4 illustrates how the special
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education component fits into the total organizational

pattern.

IGALVESTON COMMUNITY

(BOARD OF EDUCATION

SUPERINTENDENT OF SCHOOLS

E EDUCATIONAL SERVICES

ASSISTANT SUPERINTENDENT FOR ADMINISTRATION

DIRECTOR OF INSTRUCTION AND CURRICULUM

Assistant Director
of Instruction for
Federal Programs

Administrator
Early
Childhood

Center

Assistant
Administrator
Early
Childhood
Center

Lead Teacher

Assistant
Director of
Instruction

j Coordinator
Instructional
Materials

HConsultants

Part- Time
Consultant_

Assistant
Director for
Special
Education

Special
Education
Psychologist

Special
Education
Assistant
Psychologist

Special
Education
Consultants

Special Education
Counselor

Figure 4.--Organizational chart of Galveston Independent
School District emphasizing the Plan A component.
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The chart shows the hierarchy of positions associated with

the implementation of Plan A. These personnel would in

turn be directly responsible to the individual schools, to

the principals, to the teachers, and to the pupils involved.

Preservice: 1970-1971.--The superintendent of the

Galveston Independent School District was informed in May

of 1970 that the district had been selected as a pilot

program for Plan A. Following this acknowledgement, a

meeting with the board of school trustees was held to dis-

cuss the program and the use of various news media to

inform the community about the Plan A program.

The Texas Education Agency sent a policy statement about

the comprehensive program to assist with its implementation.

No one from the agency came to implement the program but

there were frequent visits by agency personnel to aid in

program development and to answer any questions which arose.

A specific teacher education institution was not se-

lected to be directly associated with the district during

preservice. However, the University of Houston provided

some assistance in course work and inservice. The district

used the University of Houston staff on occasion for con-

sultative purposes.

Plans for preservice were made during the summer of

1970. There was a three-week workshop for seven hours per

day during July and August. Approximately 105 hours were
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devoted to training. Administrators spent one day in

special education orientation and preservice. Regular

classroom teachers were involved for one day for orientation

through faculty meetings in their schools. Aides spent

one day in preservice to orient them in the Plan A program.

The community was not involved in any preservice activities.

The majority of preservice training included personnel

orientation to the new comprehensive special education

program. The district personnel did not implement the

total program the first year but began combining students

with various handicapping conditions for their education.

The great shift in emphasis to total, comprehensive special

education was not made until the following year. The pre-

service period was informally evaluated and all its com-

ponents were considered productive. The training for

resource personnel was considered to be a strength in the

program.

Inservice: 1970-1971.--Ten days were devoted to in-

service training. Monthly meetings for inservice education

were held after the preservice period. The various groups

of personnel met separately for their training. Activities

for inservice education included: lectures, some workshops,

methods and materials, and the writing of behavioral ob-

jectives. The Texas Education Agency did not aid in Plan A

inservice. The service center provided consultative
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assistance and the University of Houston aided in ongoing

inservice, diagnostic teaching, teacher certification, and

field study.

Special education personnel had inservice education

in addition to the ten day period previously mentioned.

They met every Friday and according to need. They were

mainly involved in writing behavioral objectives and making

educational plans. Administrators devoted an additional

total of four or five hours to Plan A inservice.

After each inservice program, a questionnaire was em-

ployed for evaluation. The director stated no specific

problems were encountered during the inservice period. He

considered the employment of video taping by special

education personnel beneficial.

Post service: 1970-1971.--One day was spent for post

service. The state agency nor a cooperating university

aided with post service activities. The period was devoted

to assessing the year's activities and planning for the

following postservice workshops to be held during the summer

of 1972.

Preservice: 1971-1972.--A two-day workshop was held

in preparation for the year. The planning was done by the

Assistant Director of Instruction for Special Education and

by a group of supportive personnel consisting of: a psy-

chologist, a speech therapist, a language/learning dis-

abilities consultant, elementary and secondary consultants,
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an early childhood consultant, and a consultant for children

with multiple handicaps.

Three seven-hour days were spent in preservice education

for administrators, special education personnel, regular

classroom teachers, and aides. The assistance of a co-

operating university was not employed. Texas Education

Agency personnel conversed with new teachers and special

education staff about the Plan A program.

Inservice: 1971-1972.--The first inservice session was

held about one month after the last preservice period.

Twenty full days were spent in special education inservice.

This included the ongoing sessions held for special edu-

cation personnel each Friday. Administrators, regular class-

room teachers, and aides spent ten days in inservice. In-

service education was conducted separately for the various

personnel groups. The activities were evaluated informally.

The director considered the workshops held each Friday

during the year as the most beneficial segments of inservice

education.

Post service: 1971-1972.--The cooperating university

assisted in a three-week workshop during post service.

Regular classroom teachers had one day devoted to evaluating

the year's activities during the post service period. The

remaining time was for personnel participating in the work-

shop. Counselors and reading specialist teachers were

included.
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Proposals for preservice: 1972-1973.--Preservice

education will be devoted to continued program implemen-

tation.

Programs for exceptional children, as defined

by and provided for in Senate Bill 230, 61st
Legislature, will be conducted in the Galveston

Schools in very much the same way as during the
1971-1972 school year, with the major improvement
being the decentralization of most services.

Attempts will be made to allow each school to
develop and operate its own Special Education

programs, within the legal framework, and with

central administrative support.

Each school's team for Special Education

programming will be composed of: the building
principal, counselor (regular of Special Education
professional support unit), lead Special Service
teacher, speech therapist, other Special Service

teachers, with support by the school nurse.

Screening, educational assessment, indepth

appraisal (excluding unusual cases), approval

for Special Education enrollment (Admission,
Review and Dismissal Committee), programming

and scheduling will be done to the extent possible

by each school's own team (7, p. 3).

Emphasis will be placed on the individual schools involved

adapting the plan to best suit their needs. The total

special education program will include eighty-nine in-

structional units, fourteen professional support units,

and twenty-nine aide units (7, p. 3).

A cooperating university will provide services during

the year. The total services have not been specified.

However, the director anticipates that the university staff

will provide consultation, course work, and aid in inservice

education. The district director does not anticipate any

assistance from the state agency.
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Preservice education will be devoted to setting the

stage for the year's operations. It will include a ten-

tative scheduling of duties for resource teachers. Aides

will be given special training for Plan A during a three-

day period.

Proposals for inservice: 1972-1973.--The first in-

service meeting will be held one month after the last

preservice session. Ten days will be devoted to inservice

education. The various specialists will meet together and

separately for different functions. These have not been

scheduled. Assistance from the state agency is not antici-

pated but the assistance of a cooperating university will

be employed.

Proposals for post service: 1972-1973.--Ample prepa-

ration must be made for the Plan A program so that there are

no "mysteries" about the program. There must be admini-

strative preparation prior to the program's implementation

if it is to be successful. Personnel must be cognizant

of the program's meaning and worth. A great deal of work

needs to be done to help the regular classroom teacher.

There have always been more handicapped children in the

regular classroom than there have been in the special

education classroom.
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Under Plan A, special education can address its

services to more handicapped children than it has in the

past. A principal should visit another principal in the

Plan A program. This would be most beneficial--talking

between peers is very important in promoting understanding.

Haskell-Knox Consortium

Background information.--Haskell-Knox Consortium is

located in west, central Texas and includes schools located

in the following towns and cities: Rochester, Rule,

Haskell, Paint Creek, Munday, Goree, Weinert, Knox City,

Benj amin, and 0' Brien. The maj ority of the community members

are blue collar Caucasians in the lower socio-economic level.

Table VI provides totals for the consortium's racial compo-

sition. The totals given are representative of the student

population included in the Consortium.

TABLE VI

RACIAL COMPOSITION OF
THE HASKELL-KNOX CONSORTIUM

Race Total

Caucasian.....................-.-...2,000

Negro... .. . ................... ...... 300

Mexican-American . . . . . . . ................... 750

Other. ... . .-...................---
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The consortium area includes rural and community members who

are closely associated with the occupations related to agri-

culture, oil, farming, and ranching.

Table VII provides a categorical breakdown for the

consortium.

TABLE VII

CATEGORICAL BREAKDOWN
FOR 1971-1972

Category Total

Number of People in Consortium District.....
Number of Teachers ..................-....
Number of Students ..........................
Number of Plan A and/or Resource Teachers. .
Number of Students in Plan A*..........

Number of Students in Early Childhood Education.
Number of Student Teachers Per Year.........
Number of Colleges in the Area
Number of Universities . .. *.
Number of High Schools . . . .
Number of Junior High Schools.
Number of Elementary Schools
Average Daily Attendance:

Rochester. ........
Rule. . ........
Haskell. . ....... .
Paint Creek. .......
Munday. . ...... . .
Goree. .......... -.
Weinert... ......
Knox City. ........
Benjamin... .......
O'Brien..........

. 11,000
- 250
.3, 000
. 28
. '475
. 70
* 5
. 1
- 2
- 10
. 10
- 10

- 211
- 336.9
. 817.95
- 92
. 580.66
. 184
. 92.1
- 418
- 89
- 141

The Director of Special Education for the Haskell-Knox

Consortium was interviewed for the study. The consortium

was selected as a pilot Plan A program because of the number

of small towns involved. The state agency personnel wanted

. . . . . . . . . .

. . . - - - - - - -

. . . . . . . . - -

. . . . . . . . . .

. . . . . . . . . .

. . - - - - . - - -

. - - - - - - - - -

. - - . - - - - - -
- - - - . - - - - -
. - - - - - - - - -
- - - - - - - - . .
. . . . - - - - - -
. . . - - - . - - -
. . . . . - - - - -
. - - - - - - - - -

.0
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to determine if several towns working together could imple-

ment the program. Table VI also provided figures revealing

the average daily attendance for each community or town in-

cluded. Of the schools in the consortium, approximately

10 per cent are non-graded and 90 per cent are ability

grouped.

The consortium has varied requirements for its

personnel. However, the main criterion is to employ the

person best-suited for the job. Aides are required to have

a high school equivalency and elementary teachers are hired

according to their qualifications for specific teaching

situations.

Philosophy and goals.--The Haskell-Knox Consortium

has published a philosophy of education. The philosophy

is reflective of all ten school systems involved in the

consortium program.

Although it is often difficult to achieve

agreement among school administrators as to

philosophy of education, the ten superintendents

involved in the Haskell-Knox Consortium agree that

the opportunity to learn should be available to
all children. There is a recognition that some

children have handicapping conditions which

necessitate special programs to enable them to

have opportunity to learn. It is the joint

opinion of these ten Haskell-Knox County

Administrators that neither special programs

nor the handicapping conditions of the students

should serve to completely separate the handicapped

child from his peers. The administration believes

that through cooperative planning and implementation

a comprehensive special education program can be

developed which will enable the handicapped children

of Haskell and Knox counties to take their places
in the main stream of American life and operate

adequately in all facets of society (8, n. p.).
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The consortium reflects its philosophy of education in its

goals for the Plan A program. These goals have been pub-

lished and are as follows:

What we are trying to do:

1. Change behavioral patterns so that the total
youth is acceptable.

2. Help children and youth to live with or over-
come their handicapping conditions.

3. Individualize your child's educational program

to progress with his abilities.
4. Provide extra services that are in addition to

the regular program.
5. Discover how your child learns best: listening,

seeing, feeling or a combination of these.

6. Build on your child's strengths and make him
feel better about himself.

7. Refine the educational process offering sincere

personal services to help solve relevant

problems in a practical way.
8. Make a new approach that will hopefully meet the

needs of a greater number of children and make

the number decrease through preventative

measures such as early screening.

9. Become an effective team that includes the parent,

the regular teacher, the school administration

and the entire community.

10. Effect a program that begins with early childhood
and has a follow-up beyond the youth's high school
age (9, n. p. ).

The consortium stresses community and parent involvement;

therefore, the goals have been directed toward those

persons most closely associated with the young children in

the area.

The organizational structure of the Haskell-Knox

Consortium is reflective of its unifying philosophy.
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ADVISORY BOARD

Director of

Special Education
E-I

Counselor-
Educational Supervisor
Diagnosticians

Teachers
of Early
Childhoo-d
Education_

Aide SI

Supervisor

Teachers of Teachers Speech Teachers

Secondary- (Vocational) Therapists of Home-
aged Excep- of Exceptional bound
tional Children_ ChildrenC

Figure 5.--Organizational Structure of the Haskell-
Knox Consortium Special Education program.

Through this administrative hiearchy, personnel within

the consortium are brought together under a unifying force.

Preservice: 1970-1971.--In late July of 1970, the

advisory board for the Haskell-Knox Consortium was informed

that the district had been selected as a pilot Plan A

program. The community members were informed about the

program through newspapers, a banquet for community leaders,

and through meetings held with various civic organizations

in the ten communities.

Teachers
of Elementary-
aged Excep-
tional Children]

LAides21
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Plans were made to accommodate the individual needs of

communities within the consortium. The hierarchy of the

Plan A program was: superintendent--principal or head

teacher (Haskell had two, Munday two, and Knox City one and

one-half), director, counselors, diagnosticians, resource

teachers, and aides. For Admission, Review, and Dismissal

(ARD) meetings, a screening committee had to be present.

This included: a principal, referring teacher, and one or

two supportive staff members or counselors. Haskell had its

own supportive staff members and the other communities had

to share two.

Guidelines were established to unify the role of

principal and/or superintendent in the ten communities.

His duties included: being chairman at ARD meetings, re-

ferring children for placement, scheduling children for

special education classes, and providing materials and

equipment.

Preservice education was devoted to preparing the staff

and community for implementation of the Plan A program. The

state agency sent guidelines for implementing the program

and a rough outline for the early childhood education

program. Representatives from the state agency came to

assist in program implementation, to aid in various group

activities, and to serve in an advisory capacity. For

preservice, the consortium was associated with two colleges

and two service centers. Two colleges, Abilene Christian
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College and Hardin-Simmons College, offered college credit

courses for personnel. The service centers, Region IX and

Region XIV, provided advisory services and aided in teacher

education. Region XIV provided the most direct services.

It offered weekly instruction for personnel.

Plans for preservice were made in July, 1970. One week

or forty hours were spent during the training period.

Regular classroom teachers spent one, eight-hour day in

preservice education. During the morning segment, repre-

sentatives from the state agency explained the Plan A

program. Participants spent the afternoon learning more

details about the program. Two special coordinators from

Region XIV briefed everyone on the program's and the

service center's purpose. Visiting consultants lectured

on various topics. One target area was that of appraisal.

The consortium selected the twelve year-old child as its

focal age level. Aides received their preservice education

with their teachers. Physicians, lawyers, mayors, and

other community members were invited to participate during

preservice activities; they discussed the program's im-

plementation.

Informal feedback from staff and school personnel

revealed various opinions about preservice education.

Administrators felt they needed to be more involved and

needed to learn more about scheduling procedures. Class-

room teachers requested additional time to discuss Plan A.
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Plan A personnel reported a need for more in-depth training.

Aides wanted to know more about their job roles. The

community members felt they had a good introduction to the

program but needed more follow-up. In general, the major

problem faced during the preservice education period was

that of finding qualified resource people who could come

out to the consortium area.

Inservice: 1970-1971.--The Haskell-Knox Consortium

refers to much of its teacher training or education as

staff development sessions. The staff development periods

were held each Friday from one to four in the afternoon.

The first session was held the first Friday in September.

Training was separate for the various personnel groups.

Resource consultants were employed during these periods to

talk with teachers about teacher-made materials and identi-

fying good materials. Representatives from the state agency

aided in some of the sessions. Cooperating universities

offered course work and help to teachers.

The director stated that approximately three times as

much inservice was provided Plan A personnel as was regular

personnel. This included trips to Abilene and Austin in

addition to monthly meetings. There was no inservice for

regular classroom teachers. Aides were not required to

attend Friday sessions. Each Friday, opportunity was

provided for administrators, teachers, and Plan A personnel
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across the consortium to discuss and share ideas. Super-

visors and counselors were free to visit various resource

centers within the consortium.

Informal evaluation revealed good and bad aspects of

the program. There was a shortage of aides available while

resource personnel were involved in Friday work sessions for

staff development. The use of trained consultants and the

sharing of ideas among teachers were the most beneficial

segments of the preservice period.

Post service: 1970-1971.--Post service planning was

a joint effort among supportive staff, the service centers,

and teachers. The service center provided invaluable

assistance in an advisory capacity during the post service

period. Most of the period was spent planning for the next

year's program.

Preservice: 1971-1972.--Planning for preservice con-

tinued through the preceding summer. The assistance of

Management Services Associates in Austin was employed.

Regular personnel spent one day for preservice--Plan A

personnel spent one week. Aides were trained with special

education personnel. Informal evaluation revealed that the

one day of preservice education for regular personnel was

definitely not long enough. It was also felt that the

community should be kept more informed about the program's

progress.
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Inservice: 1971-1972.--The first staff development

session was held September 15, 1971. Approximately forty-

five hours were spent in staff development. The state agency

did not assist with the inservice or staff development

sessions. Representatives from the cooperating university

and the two service centers led the workshops for staff

development.

The inservice period varied for different personnel

groups. Regular classroom teachers spent about one-third

as long in inservice as did Plan A personnel who spent about

forty-five hours. Special education personnel received

release session time for Plan A inservice but regular per-

sonnel did not. This caused some problems. The meetings

for inservice were rotated and held at various schools.

The director stated that this was not totally satisfactory

and the practice was discontinued.

Post service: 1971-1972.--Post service education was

planned for by the advisory council. It involved only

special education personnel. Neither the state agency nor

a cooperating university were involved during the training.

Post service was devoted to evaluating the past year's

activities and planning for future activities.

Preservice: 1972-1973.--Two, eight-hour days will be

spent for preservice. Training will be based on the theme

of "communication"; administrators want to open communication



123

among all personnel. Participation and active involvement

will be stressed during the preservice education period.

The period will emphasize learning about learning disabili-

ties which handicap children. The state agency will provide

consultative assistance and a cooperating university will

also help. The role of the cooperating university has not

been defined.

Inservice: 1972-1973.--There will be weekly inservice

for new personnel and bimonthly inservice for experienced

personnel. Experienced personnel will be involved approxi-

mately one-third as much as new personnel in inservice

education. New personnel will spend about forty-eight hours

in inservice education. There will be joint bimonthly meet-

ings for all personnel. Emphasis will be placed on these

joint meetings and opportunity will be provided for exchange

of ideas. The planning committee and advisory council hoped

that these meetings will open more channels of communication

within the consortium.

Post service: 1972-1973.--The post service period will

be devoted to evaluating activities and planning for future

program implementation. The state agency is anticipated to

provide advisory assistance. The advisory council hopes

that the majority of special education personnel will be

certified in their respective areas by the end of the post

service period.
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Additional Comments by the Director.--The Plan A

program has been beneficial for the rural co-op. It has

proven that a team of administrators can work together.

Plan A will open up other avenues of education for the

cooperatives. Other systems can learn by visiting programs

which are already implementing Plan A.

Richardson Independent School District

Background information.--Richardson Independent School

District is located in northeast Texas and is included in

the City of Dallas. The director stated that the majority

of community members are upper middle-class Caucasians.

Table VII gives percentages for the district's student

racial composition. The percentages are approximations

obtained from the background questionnaire (Appendix A).

TABLE VIII

PERCENTAGES OF RACIAL COMPOSITION FOR
RICHARDSON INDEPENDENT SCHOOL DISTRICT

Race Percentage

Caucasian . . . . . . . . . . . . . . . . . . . . 90%

Negro . . . . . . . . . . ........... ... .........5%

Mexican American . . . . . . . . . . . . . . . . 3%

Other ................ 2%

The Director of Special Programs for Richardson Independent

School District was interviewed for the study. The district
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was selected as a pilot Plan A program because of its large

percentage of Caucasians, its geographical location, and its

apparent readiness for the program.

Table IX provides a categorical breakdown of the size

of the Richardson Independent School District. Schools in

the district are involved in team teaching, non-gradedness,

and multi-age grouping. The system has a large number of

student teachers working in its schools each year.

Richardson administrators strive to provide them with as

much assistance as possible.

TABLE IX

CATEGORICAL BREAKDOWN
FOR 1971-1972

Category

Number of People in School District...... ...
Number of Teachers
Number of Students
Number of Plan A and/or Resource Teachers .
Number of Students in Plan A .. 0 ... 0 ..
Number of Students in Early Childhood Education
Number of Students in Kindergarten
Number of Students in First Grade .. .....
Number of Students in Second Grade
Number of Students in Third Grade .... ...
Number of Students in Fourth Grade... ....
Number of Students in Fifth Grade .......
Number of Students in Sixth Grade . ......
Number of Student Teachers Per Year.......
Number of Universities in District
Number of High Schools ... .... . .
Number of Junior High Schools ...........
Number of Elementaries ............

Total

.125,000

. 1,450

. 32,000
182

. 4,850

. 270

. 500
2,361

. 2,667

. 2,746

. 2,728

. 2,843
.2,667

. 215

. 1

. 4

. 8
26

The director stated that employees of the Richardson

Independent School District are carefully selected for

their positions.
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The district has varied requirements for its

personnel. By the end of the school year in August of 1972,

every teacher in the district must either have a master's

degree or be enrolled in a master's degree program. They

must complete six hours toward their master's degree

program every three years. Special education teachers

must complete six hours the first year in their area to

receive a special assignment permit. At the end of the

second year, the teacher must be fully certified to teach

during the third year. Full certification is two years of

service in a pilot project and twelve hours of college

credit in an area of specialization. Aides are required

to have high school equivalency.

Philosophy and goals.--The Richardson Independent

School District has published a brochure which states a

philosophy toward educational change.

Education is a process of continuous growth.

The school is concerned with the physical, mental,
emotional, and social growth of the individual.

The education provided by this school should be
within each pupil's limits of understanding. It

is essential that the individual student at the

time it is presented, should challenge the indi-

vidual, but not exceed the child's rate of develop-
ment.

Each child must feel that he belongs to a

group and that he is participating in and con-
tributing to that group. Each child, including
the superior, the handicapped, and the retarded,
has a right to feel that his teacher and fellow
students have confidence in him and are vitally
interested in his development. His confidence
can be strengthened through knowledge that he

can do something better than anyone else in the
group (13, n. p.).
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Published comment has also been made regarding the

districtIs attitude toward children with handicapping

conditions. "Extreme disabilities may be met by appropri-

ate adjustments in the curriculum and by remedial health

instruction and school health service" (13, n. p. ).

The philosophy held by district personnel makes the

special education program an integral component of the

total educative system. Figure 6 provides an admini-

strative organizational and responsibility chart for

special education personnel. Most Plan A operations within

the district are headed by the director of programs. He

is in charge of these administrators: appraisal coordina-

tor, language/learning disabilities coordinator, and the

special services coordinator. Figure 6 emphasizes the

sections of the special education department which pro-

vide services for children in early childhood education,

kindergarten, and the elementary grades. The early

childhood component of Plan A is directed by the special

services coordinator. Speech therapists and teachers

in integrated special services classrooms are also

directed by this coordinator. This hierarchy of delegation

is illustrated in Figure 6.
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Special Education

Director of Programs

Appraisal LLD Coordinator Special
Coordinator Elementary Services

Coordinator

Counselors Diagnostic Lead Teachers Lead Teachers
Consultants Elementary

Psychologists State Component Speech Early
Social Worker 6 year olds Therapists Childhood
Educational Resource Teachers

Diagnostician Teachers
Clinical Integrated LLD Teacher
Diagnostician Classrooms[Aides

Crisis Teacher Teacher Aides
Research and
Development Integrated

Nurse Special Services
Classrooms

Teacher Aides

Figure 6.--Administrative organizational and responsi-
bility chart.

Preservice: 1970-1971.--The Director of Programs for

Special Education was informed in June, 1970 that the

district had been selected as a pilot Plan A program. The

community members were informed about the new program

through a variety of media: (1) the View, a monthly pub-

lication of the district which was distributed to every tax-

payer; (2) two television programs on Channels 13 and 39;

(3) a series of articles in the Richardson Daily News; and
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(4) meetings of parent groups and other community organi-

zations. The Richardson Association for Children with

Learning Disabilities formed a team effort with district

personnel to promote understanding of the program.

The district was associated with the state agency and

a cooperating university during the preservice period. The

state agency provided guidelines for implementing the

program and sent personnel to aid teachers and administra-

tors with the overall program. East Texas State University,

the cooperating university, was primarily selected for

assistance in the area of language/learning disabilities.

The superintendent, assistant superintendent, director

of programs, and program coordinators, planned for preservice

during June, 1970. This was a three-day planning period.

Following this planning period, all administrative

personnel were involved in an eight-day retreat. This in-

cluded four days at the end of July and four days at the

beginning of August. These eight-hour days were spent

discussing Plan A implementation.

Ten days of preservice education were devoted to

Plan A. Preservice education included a general philosophy

of Plan A, recognition of disabilities, and methods for

modifying the curriculum. Through informal evaluation, it

was decided to work with small groups and individual

faculties during future training periods.
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Plan A personnel were involved in specialized preservice

activities. Personnel associated with language/learning

disabilities attended a class with East Texas State

University. Speech therapists concentrated on language

development and teachers of mentally retarded children be-

gan a college credit course at Texas Woman's University.

A team from the state agency came to help with pre-

service training for Plan A aides. The aides were not

involved with their teachers during this period. For the

future, district administrators paired them with a teacher

during their training sessions.

Special education administrators for the district met

with a representative from each school to discuss Plan A

implementation. These people communicated to school per-

sonnel and encouraged their staff to inform others in the

community of the program.

Inservice: 1970-1971.--The first inservice education

session came about forty days after the last day of pre-

service. In all, five days were devoted to preservice.

In addition, there were bimonthly meetings with each school

faculty to discuss Plan A implementation. Of the five days

devoted to Plan A inservice education, three involved par-

ticipants in their area of specialization and two involved

them as total faculties. When personnel met as an entire

district, most of the training was in the form of discussion



131

and a mock Admission, Review, and Dismissal Committee to

illustrate how it could be operated and to show how in-

struction could affect the overall learning of a child.

The training also defined the regular classroom teacher's

role and how it affected the role of others.

The state agency and a cooperating university aided

in inservice education. The state agency personnel assisted

in writing behavioral objectives and overall program imple-

mentation. The cooperating university assisted with a

behavior modification program and writing behavioral

objectives.

The inservice period was informally evaluated.

District personnel revealed a desire to observe in other

resource settings within the district. Principals were

encouraged to extend their roles during the inservice

education period. They considered those segments of in-

service in which personnel met in faculties were the most

beneficial.

Post service: 1970-1971.--Primarily, only special

education personnel were involved in post service education.

This period lasted two days or about sixteen hours. Regular

classroom teachers were not involved in post service.

Neither the state agency nor a cooperating university were

involved in the post service education period. The period

was devoted to evaluation of past activities and planning

for future implementation.
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Preservice: 1971-1972.--Planning began nine months

prior to the preservice period by a state agency representa-

tive, the assistant superintendent, the director of programs,

and the director's coordinator. The district was not

associated with a cooperating university during the pre-

service education period. Two days or approximately six-

teen hours were spent in the total preservice program for

Plan A. The time period was the same for administrators who

were more involved in working with the regular teacher and

forming a team approach to help the handicapped child. Plan

A preservice education involved describing children with

learning disabilities and handicapping conditions and pro-

viding programs for them.

Inservice: 1971-1972.--Plan A inservice was on an

informal basis. Individual faculties decided how much

time was spent. There was an average of three days for

total inservice and approximately forty-five hours for

Plan A personnel. Neither the state agency nor a cooperat-

ing university assisted.

Some new components of the program were introduced

during the inservice period. The district contracted to

have the special education program evaluated. Model re-

source rooms were established where teachers were free to

visit and observe operations during the year. Video taping

was employed primarily to aid in recognition of learning
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disabilities to explain behavior modification techniques,

to illustrate a model program committee, and to tape a

discussion of Plan A implementation which would later be

shown on television.

Post service: 1971-1972.--Approximately ten days were

spent for post service. Cooperating universities and

persons privately contracted worked to evaluate the program

and to plan for future implementation. A workshop was

held for eighty-five regular classroom teachers where they

could work with children who had learning and/or language

disabilities.

Preservice: 1972-1973.--Plans for preservice education

will be made as soon as evaluations from the preceding

school year are completed. Program implementation will be

dependent on the evaluations. Approximately two days will

be devoted to preservice education. It is undecided

whether or not there will be assistance from the state

agency or a cooperating university.

Inservice: 1972-1973.--Inservice education will also

be dependent upon the results of evaluative measures. The

director anticipates inservice during the first month of

school. Approximately five days will be spent in Plan A

inservice.
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Post service: 1971-1972.--Post service activities will

involve evaluating the program and planning for future im-

plementation. A cooperating university will help in post

service activities but assistance from the state agency

is not anticipated.

Additional comments by the director.--It is desirable

to have at least one year to plan for Plan A implementation.

This would be beneficial to all personnel involved. It is

also important to stress the team approach throughout the

program because it is very important in habilitating

children.

Resource Services for Plan A Personnel

Personnel of the five pilot Plan A programs incor-

porated the assistance of many resource groups during their

implementation of the compensatory special education pro-

gram. Two agencies which assisted with Plan A implemen-

tation were the Texas Education Agency and the Regional

Education Service Centers. The roles of these agencies

in regard to Plan A implementation and inservice education

were important to the overall program implementation by the

pilot districts.

The inclusion of the roles of these agencies was not

explicitly stated as a purpose of the study. However, the

importance of their relationship to Plan A programs merit

their inclusion. The information presented was obtained

from agency administrators.
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The Texas Education Agency: Its Role in Plan A

Implementation and Inservice Education

The Texas Education Agency provides many services to

districts involved in the comprehensive special education

program, Plan A. The agency assists with Plan A inservice

education and implementation. It serves as advisor,

director, and researcher for the overall Plan A program.

Development and Status of the Plan A Program.--A

legislative act entitled "Comprehensive Special Education

for Exceptional Children," Senate Bill 230, 61st Legislature,

Regular Session, authorized the creation of a comprehensive

special education program for exceptional children, Plan A.

The plan was adopted by the State Board of Education on

February, 1970, and revised on March, 1971.

A three-year plan for implementation of Plan A was

made. Five Plan A programs were approved and implemented

during the school year 1970-1971. Included were Galveston,

Richardson, Haskell-Knox, Counties Cooperative, El Paso,

and Alamo Heights. The first five Plan A programs were

continued during 1971-72 and the following twenty-four

programs were added: Laredo, Gregory-Portland, Bay City,

Columbia-Brazoria, Goose Creek, Pine Tree, Mount Pleasant,

Plano, Carrollton-Farmers Branch, Highland Park, Eagle

Mountain-Saginaw-Northwest, Birdville, Belton, Waco,

Bastrop Cooperative, Nolan County Cooperative, Brownwood,



136

San Angelo, Amarillo, SELCO (Slaton, Roosevelt, Cooper),

Ector County, Pecos-Barstow, San Antonio, and Cluster 5

(Region XX Cooperative-Uvalde). Thirty-four additional

programs were approved for implementation during the 1972-

73 school year (4, p. 1).

The Texas Council for Exceptional Children's "Shift

of Emphasis" committee co-chairman sent a questionnaire

to the superintendents or fiscal agents of the twenty-nine

Plan A programs to determine the 1971-1972 status of Plan A

in Texas. Twenty-one of the programs responded to the

questionnaire.

Responses to question 1 revealed information about

average daily attendance. The smallest report was Belton

Independent School District with 3,000 and the largest was

El Paso with 56,650 in average daily attendance. Answers

to questions 2, 3, 5, and 6 revealed a comparison of the

activation of instructional units, professional support

units, and aide units both prior to Plan A and during

Plan A. Before Plan A, there was a total of 683 in-

structional units. Under Plan A, there was a total of

1,323-1/2 units. The measured growth due to Plan A

was 549-1/2 instructional units. There were 53 professional

support units before Plan A and 183 professional support

units under Plan A. The measured growth due to Plan A

was 130 professional support units. Before Plan A the

participants reported a total of 102 aides and under Plan A

a total of 508 aides (4, pp. 2-3).
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Question 4 revealed those handicapping conditions

served by the twenty-one districts which reported infor-

mation. All twenty-one districts served children who were

educable mentally retarded (EMR), had language and/or

learning disabilities (LLD), and who were speech handi-

capped. Twenty of the districts served trainable mentally

retarded, and eighteen served emotionally disturbed and

orthopedically handicapped, seventeen of the districts

served minimally brain-injured, sixteen served auditorially

handicapped and pregnant students, fifteen served visually

handicapped, and twelve of the twenty-one districts served

multi-handicapped (4, p. 3).

Question 7 revealed that ten districts were contract-

ing services for their handicapped students. It was re-

ported that 124 children with handicapping conditions such

as TMR, ED, Physically Handicapped, Deaf, Multi-handicapped,

Visually Handicapped, and Preschool Deaf were being provided

services. These services were being contracted in twenty-

one private schools (4, p. 4).

Question 8 provided a list of representative services

of regional education service centers. The services in-

cluded: appraisal services--psychological testing, writing

of educational plans; preparation of the original appli-

cation and subsequent programs; consultants for inservice

and program evaluation, and materials; workshops--inservice
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workshops for teachers, aides and administrators; moral

support; and counseling. Other services included:

diagnosing; screening for language/learning disabilities;

summer programs for driver education; and extension courses

for on-going staff training and certification. Some dis-

tricts reported that the service centers provided few

services (4, p. 4).

Question 9 revealed the strengths of the Plan A

program. Stated as strengths of the program were:

1. The increased number of children being provided
special service.

2. The flexibility of instructional arrangements.

3. The multi-disciplinary approach to problems;
the multi-sensory techniques.

4. The opening of communication channels within

and between various disciplines.
5. Better adjustment, better self-image, more

self-confidence, and happier attitudes of

students integrated into mainstram education.
6. Community involvement and support of Plan A

philosophy.
7. The support provided to all classroom teachers.
8. Better instructional materials.

9. The addition of professional and paraprofessional
support personnel.

10. The support of Plan A total concept by school
boards and administrators.

11. Good teachers of exceptional children; good
professional support personnel.

12. The opening of previously closed curricular
offerings; pre-vocational, vocational, athletics,
music, art, etc.

13. Curricular changes to accommodate exceptional
children and their levels of functioning.

14. The Special Education counselors working with

parents for better communication with and
understanding of handicapped children.

15. A 16mm, 30-minute color film of Plan A.

16. Staff development, at both the local and support

level through consultative services.
17. Inservice programs for regular classroom teachers

and principals to help them understand exceptional
children.
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18. The opportunity provided for individualized
instruction and the re-entry of exceptional
children into mainstream education.

19. The principals' being in charge of programs

on their campuses.
20. The involvement and cooperation of ESC and

teacher training institutions.
21. The size of the district.
22. An effective referral and appraisal system

resulting in successful local screenings and

good educational plans.
23. The concept of decentralization of Special

Education services.

24. The total staff planning for the implementation

of Plan A.
25. The organization of the program.

26. The successful resource program.

27. The acceptance of the program and students by

many regular classroom teachers and principals.

28. The correlation of Special Education Title I
(remedial reading) and migrant programs

(4, pp. 4-6).

Question 10 revealed the reported weaknesses of the

Plan A program as:

1. Lack of adequate training for resource room

teachers and professional support personnel on

emergency certificates.
2. Lack of sufficient personnel to expand program.

3. Lack of teacher training institutions to provide

programs for diagnosticians and other supportive
personnel.

4. Inflexibility and lack of understanding on part
of administration in learning about exceptional
children so as to help implement change.

5. Insufficient time for total planning for imple-

mentation of Plan A.
6. Excessive time delay from referral to educational

plan.
7. Time spent by diagnostician in writing of educa-

tional plan.

8. Continual evaluation of target schools time
consuming.

9. Lack of physical facilities.

10. Scheduling difficult to effect.
11. Insufficient funds for special materials funds

and consultation services.

12. Reluctance to accept Plan A on part of regular

classroom teachers and administrators.
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13. Handicapping conditions too limiting.
14. Lack of good communication with administration

and regular teachers.
15. Lack of specific TEA guidelines--pupil accounting,

etc.
16. Difficulty securing adequate medical information.
17. Labeling according to handicapping condition for

administrative purposes.
18. Lack of total commitment of all professional

personnel.
19. Administrative arrangement in cooperative

unsatisfactory.
20. Lack of parental involvement and regular class-

room teacher involvement.
21. Needs of local children not being met, thus

necessitating contracting services.
22. Some special education teachers.
23. Correlation with regular classroom programs.
24. New personnel were not available until the

beginning of the school year (4, pp. 6-7).

The Role of the Texas Education Agency's Plan A

Coordinator.--The Texas Education Agency' s Plan A

Coordinator was interviewed personally to define services

provided the Plan A programs. It was during the start of

the 1970-1971 school year that the coordinator for Plan A

obtained a new position and relinquished the position of a

language/learning disabilities consultant. In September,

1970, the coordinator provided inservice programs for two

of the five pilot plan districts. The two programs in-

volved were El Paso and Haskell-Knox. In El Paso, the

coordinator worked strictly with the special education

staff about the Plan A concept and trying to "de-label"

the children; but allow the special education personnel

to see operations and strengths from which to operate.

FAMWMM
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The program at Haskell-Knox was a total faculty meeting

for all ten schools in the consortium. The coordinator

and a fellow agency employee presented a "four-inch brush

versus the two-inch" approach to the Plan A concept. The

first agency representative "painted" a very broad stroke

by providing a very broad overview of the program; the

coordinator "trimmed up" with the smaller brush and became

more specific on teacher, pupil, principal, home, com-

munity-type relationships.

During 1970-1971, the coordinator's role changed.

The position of Plan A coordinator was changed to chief

consultant for the Plan A and Language/Learning Disabilities

Programs and assistant director in the Plan A division. The

coordinator was then involved in three developmental pro-

grams--Early Childhood, Plan A, and Language/Learning

Disabilities. The coordinator's role remained basically

the same throughout the year and also for the 1972-73

school year.

In October, 1970, the coordinator scheduled two weeks

in which to visit each of the five pilot Plan A programs.

The coordinator visited in the classrooms and with the

teachers and discovered several reasons for a lack of

communication about job roles. School districts had a

tremendous appraisal process and varied psychological

testing. Many new roles for special education personnel
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were delegated during the visit. Special education

personnel could serve as resource teachers, helping

teachers, or a teacher in a self-contained classroom.

The coordinator reported that if the teacher did not have

an identified case at the beginning of the year, then that

teacher should be used as a diagnostic teacher. Another

possibility would be that of serving as a helping teacher.

The special education teacher could assist regular class-

room teachers with helping handicapped children.

During November, 1970, the coordinator did not visit

the districts but provided advice through correspondence.

During January and February, the coordinator assisted in

matching existing personnel units in the districts with

those that had been requested. The coordinator discovered

ways to prevent future imbalance of these personnel units.

Toward the end of the 1970-71 school year, the

coordinator revisited the pilot programs. This was not a

regulatory visit. It was to foster understanding and

assistance by the state agency in working with each indi-

vidual district. The coordinator served as advisor to

some of the districts.

During the summer, 1971, the coordinator did some in-

service workshops for various teacher training programs.

Richardson had an extended summer program for some of their

students and teachers. The coordinator visited the work-

shops and reported to participants about what had been
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successful and unsuccessful in the other participating

Plan programs.

During 1971-1972, phase I and II workshops were con-

ducted. Twenty-nine districts were included in the Plan A

program. The districts were divided into regional sections

called consortium areas. The consortium areas were com-

bined so that four two-day workshops served all twenty-nine

participating districts.

The workshop personnel were placed in role groups and

school groups. All the superintendents and curriculum

directors from the twenty-nine Plan A programs were in a

role group. The participants were encouraged to exchange

ideas freely. In school groups, each school was invited to

send a superintendent, a curriculum director, at least one

elementary principal, one secondary principal, and one

teacher for every ten school units. There was a minimum

of two teachers that could be sent and a maximum of one

per every ten school units. This averaged about eight or

nine persons per school district. These participants met

in their school groups with agency personnel to discuss

their concerns about the district. The original five

Plan A programs were not singled out.

Phase II meetings were for schools that would be

implementing Plan A during the 1972-1973 school year. A

three-day workshop was sponsored by the state agency.

Agency personnel reported the experiences of district
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personnel who had already implemented the Plan A program.

One activity involved two panels composed of practitioners

from the 1970-1971 or 1971-1972 Plan A programs. One panel

involved a superintendent, a secondary principal, and an

elementary principal; the other panel involved a psycholo-

gist or appraisal person, a teacher, and personnel who

were to implement the Plan A program later. Panel members

were carefully selected so that their global knowledge and

experiences with Plan A implementation would provide a

basis for answering the questions of personnel of future

Plan A districts. Questionnaires such as Appendix C were

given groups of superintendents and curriculum personnel,

special education directors and support personnel, princi-

pals and teachers, and individual school groups.

During September, 1971, the coordinator assisted with

inservice education. One meeting was for El Paso's special

education teachers. Two days were devoted to a more in-

depth description of the Plan A program. The coordinator

had an inservice workshop with Haskell-Knox personnel which

met as a total school faculty. Another inservice meeting

was held with all elementary teachers and special education

teachers in the Galveston Independent School District.

The coordinator also participated in an inservice workshop

involving all special education personnel in the Alamo

Heights Independent School District. The coordinator

assisted the twenty-four incoming Plan A districts.
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Changes have been made in the coordinator's role.

After August of 1972, the coordinator has limited partici-

pation in inservice education. The criteria established

were that the coordinator work only with total school

faculties and that those faculties be ones which had not

previously employed the coordinator. The coordinator re-

ported that state agency personnel are moving into more

highly defined roles. The coordinator is moving into a

much more functional administrative role. There are

twelve persons involved in Plan A administration.

There are six chief consultants and six consultants. A

chief consultant and a consultant have been assigned to

each of the six consortium areas. Beginning with the

1972-1973 school year, school contact with the coordinator

will be informal. The consortium consultants will provide

advisory assistance to the districts.

In conclusion, the coordinator pointed out that

criteria for selection of the five pilot Plan A programs had

been established. One factor was the district's readiness

for program implementation. The other five requirements

made by the State Board of Education were that one Plan A

be predominantly Mexican-American (El Paso), one be pre-

dominantly Black (Galveston), one be predominantly White

(Richardson), one had to have less than 5,000 students in

average daily attendance (Alamo Heights), and one had to be

a cooperative (Haskell-Knox).
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Project PRIME.--Project PRIME (Programmed Re-entry

Into Mainstream Education) is designed to observe and

evaluate the effectiveness of school districts which im-

plement the variety of flexible programs made possible by

Plan A. The project is aimed at determining which handi-

capped children can benefit from integration into the

regular classroom and to pinpoint the conditions under

which this integration is most successful. Other concerns

of the project include whether those factors which lead

to social, emotional, and academic growth in normal children

produce the same effects in handicapped children (3, p. 6).

It is hoped that Project PRIME will provide the answers

to many questions.

Specifically, some of the questions the project

hopes to answer are:

1. What are the effects on handicapped children

integrated into regular classes?

2. What is the effect on non-handicapped children

on the introduction of a handicapped child into

the classroom?

3. How does the classroom teacher react to this

integration of handicapped children?

4. What is the best way to allocate the special

teachers, resource personnel, and professional

staff resources in a school setting?

5. How does a continum of education services affect

the academic development of normal and handicapped

children?
6. How does teacher behavior in the classroom affect

the social, emotional, and academic development of

her students?

7. What is the effect of in-service training for

teachers on the social, emotional, and academic

growth of students? (3, p. 6)

Linking the United States Office of Education, the

Texas Education Agency, and local school districts in
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a cooperative three-year research evaluation effort, the

project is the first study of its kind. A $1,000,000 grant

contributed by the Bureau of Education for the Handicapped

funded the federal role the first year of the project. For

the same period, the Texas Education Agency's role will be

financed by a separate $110,000 grant authorized under the

federal Education of the Handicapped Act (3, p. 7).

Federal and state personnel will be involved in project

PRIME. Of major concern to the Bureau of Education for the

Handicapped experts will be collecting and evaluating data

obtained from the local school districts; this includes

school, classroom, and student variables. Personnel from

the Texas Education Agency will focus on administrative

problems encountered by local school districts, regional

educational service centers, and the state during the im-

plementation of the new comprehensive special education

programs. The Texas Education Agency will also be responsi-

ble for the collection of data involving the community and

school districts. Findings from state and federal efforts,

will hopefully lead to further knowledge and innovations

in special education in Texas and throughout the country

(3, p. 7).

In past years, many educators have recognized that

significant gains could be obtained from the integration

of certain types of handicapped children into regular

classrooms. However, there was not an exhaustive and
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valid research study on this subject. Most previous studies

failed to note the relationship between process and product

variables; relationships especially neglected were between

the actual approaches taken in the classroom and the

observable results in pupils' educational growth. Researchers

have made a minimum of classroom observation and have neg-

lected empirical data in favor of theoretical-philosophical

opinion (3, p. 7).

Project PRIME is designed to overcome the inadequacies

of past studies. There are four major aims of the PRIME

evaluation study. These include:

(a) A description of those factors both within and

outside the classroom which appear most rele-

vant to the prediction of successful outcomes.

(b) The development of specific instructional

programs to be used in the classroom (and of

other programs to be used with peer groups,

family groups, etc.).
(c) Methodologically sound experimentation with

promising "packages" (successful treatment

approahces).
(d) The evaluation of those variables within such

packages which account for their success (3, 8).

Project PRIME's magnitude and complexity necessitated

an intensive review of problems encountered in similar re-

search and evaluation efforts. These studies were reviewed

and provided useful information: the Coleman Equal

Educational Opportunity project, the Westinghouse Head Start

Evaluation, and the Sesame Street Evaluation. PRIME was a

unique study in contrast to those reviewed because it was

concerned with a state-wide program for the handicapped

(3, p. 8).
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Researchers anticipate that project PRIME will be of

benefit to many. The Texas Education Agency and the Bureau

for Education of the Handicapped will profit from the

project. Some of the benefits resulting from the project

will be the following:

1. The results will be used to evaluate the five-

year planning of goals, objectives, and
strategies of implementation for Special
Education in Texas.

2. The results will provide feedback for the Texas
Legislature for altering Senate Bill 230.

3. The results will help establish administrative

policy and guides for integrating handicapped
children into regular classes.

4. The results will provide pertinent information

to local education agencies for integrating
handicapped children into regular classes.

5. The results will have implications as regards the

pupil appraisal process.
6. The results from the process/product paradigm will

have direct implications for the pre-service and

in-service training programs for teachers.

7. The study and strategies employed can sensitize

professionals in other areas to the needs of

special education.

8. The data from the study will provide the field
with a data bank for use in future research at

low cost.
9. The study has potential for serving as a demon-

stration model for large-scale impact studies.

10. The study will produce instruments developed

specifically for handicapped children.
11. The results have potential for immediate and

wide adoption in other states (3, p. 11).

Researchers anticipate that these benefits will be only

a few of those resulting from the project.

Regional Education Service Centers:

Their Role in Plan A Implementation
And Inservice Education

Many educational service centers assist school districts

with the implementation of Plan A. A description of the
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activities and programs of the Region XIII Education Service

Center in Austin, Texas illustrates the service center role.

Services of the regional centers vary according to the needs

of the districts which they are serving.

Regional Educational Service Center XIII provides

services to counties in central Texas. Included in Region

XIII are the following counties: Llano, Burnet, Gillespie,

Blanco, Kendall, Comal, Hays, Travis, Williamson, Lee,

Bastrop, Fayette, Caldwell, Guadalupe, and Gonzales. A

total of twenty regional service centers are in operation

to provide services across the state.

A variety of personnel is employed by the various

service centers. Some employees perform a multitude of

job roles in order to assist the varied requests of dis-

tricts within the region. The center personnel stress

team effort as a unifying agency force.

Information about the Education Service Center XIII

was obtained from the Instructional Programs Director and

the Coordinator for Elementary Programs. Personal inter-

views were held with both agency representatives.

The early childhood component of the program is

under the division of Elementary Education for Handicapped.

The Coordinator of Elementary Programs is under the

direction of the Director of Special Education. The direc-

tor is also in charge of activities involving the coordina-

tors in the secondary programs and support services.
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Figure 7 illustrates the staffing pattern for the

department of Special Education at Education Service Center

XIII.

Executive Directori

Superintendents Coordinator, Evaluation
and Research

[mediaDirector Instruc- Director Director
ional Special Fiscal Affairs
ProgramsI Education and Data
Director Processing

Special Staff
Education Planner
Advisory
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Coordinator
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Education
for Handi-
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Pla Pla Voca- lan PLaD Early Pupil
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Figure 7.--Staffing pattern for Education Service Center

XIII Special Education.
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"Shift of Emphasis".--A wide array of instructional

alternatives to meet the needs of handicapped children in

Texas was provided in the new Texas State Plan. A system

was needed through which contingent problems could be identi-

fied and remediated throughout the entire educational com-

munity. A special project initiated by the Region XIII

Education Service Center was designed to answer this need.

This project was "Shift of Emphasis" (11, p. 3).

The Shift of Emphasis project was entitled "Training

of Educational Teams to Deal More Effectively with Handi-

capped Students in the Regular Classroom." This five-year

project was designed to provide regular classroom teachers,

special education teachers, principals, supervisors, coordi-

nators of special education and superintendents with those

skills which enabled them to provide more effective programs

for the handicapped children in regular classrooms. The

five-year goals for the Shift of Emphasis project are as

follows:

1. Effect rational, relevant, and responsible
change in the many facets of the school
system to allow for dynamic and innovative
programming for the handicapped.

2. Train leadership and instructional teams

that can be utilized to train additional
classroom teachers, school administrators,
and those involved in the educational
process.

3. Develop a training program model that
might demonstrate the efficiency of inte-
grating the handicapped into the
regular classroom system through new
organizational patterns and instructional
alternatives (12, p. 1).
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During the first year of the project, target school

districts were assisted in their move toward implementation

of maintaining handicapped children in regular classrooms.

This was achieved by developing mechanisms which provided

regular elementary education teachers with special methodo-

logy and techniques for teaching handicapped children in

the regular classrooms; which provided curriculum directors

and administrators, supervisors, and principals with new

skills and concepts in organizational models and methodology

for programming for the handicapped; and which provided

potential educational administrators with experiences which

enabled them to be administrators who were familiar with

the implementation of new educational practices relative

to educational programming for handicapped pupils. Leader-

ship and instructional teams within the target school

districts were trained to expedite this innovative program

for exceptional children (11, p. 3).

Personnel at the education service center stated

goals for the shift of emphasis in special education.

Goals for the first year included:

A. To develop positive, accepting attitudes

toward handicapped children by school
administrators, other instructional
leaders, and teachers.

B. To train classroom teachers in individualiz-
ing instruction for all children.

C. To provide supportive services for individualiz-
ing instruction.
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D. To provide training for administrators and other

instructional leaders (1) to increase knowledge
of handicapped children, and (2) to facilitate

acceptance and adoption of innovations in the

project.
E. To provide for active involvement of representa-

tives from the community in order to expedite

breaking through traditional barriers that inhibit

educational improvement and to increase accounta-

bility to students, patents, and professional

colleagues (12, pp. 48-9).

During the second year of operation, major attention

was directed toward improving the training model on each

of the twenty-nine project campuses through the training

of additional teachers on every campus and involving the

total project campus staff. By utilizing the skills of a

teacher team leader trained during the first year of the

project, the total project campus staff involvement was

achieved. Special education teachers on the project cam-

puses assumed new supportive roles outside the self-

contained classroom (11, p. 3).

The third year of the project, 1971-1972, focuses on

developing three demonstration schools which exemplify

alternative and innovative methods of programming for

handicapped children. The schools are selected from

existing project campuses. The project also provides for

the development of a training model for junior high school

teachers to discover ways of meeting the needs of the

handicapped in secondary schools. The project provides for

additional elementary teachers and principals from new
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campuses in existing districts to train for programming

the handicapped in the regular classroom. Finally, there

is a team from each of the twenty-seven project districts

which consists of a regular classroom teacher and a special

education specialist who receive training for developing

system-wide programs for teaching the handicapped in the

regular classroom (11, p. 4).

The target areas for the project include thirty-eight

counties in Central Texas which are served by Education

Service Centers, Regions III, XII, and XIII. The project

restricts its activities to the twenty-seven school dis-

tricts selected on the basis of their readiness for and

commitment to the philosophy and spirit of innovative

programming possibilities for exceptional children.

Education Service Center Region XIII is sponsor of the

project and continues to successfully initiate experimental

projects relating to classroom methodology and organizational

constructs. This supports the center personnel's belief

that certain handicapped pupils can be effectively educated

in regular class programs (11, p. 5).

New Directions in Special Programs for Special

Children.--A conference was sponsored by the Education

Service Center, Region XIII on November 30, December 1 and

2, 1971, to consider Special Programs for Special Children:

New Directions. There were more than one hundred partici-

pants. The participants came from local education agencies,
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colleges and universities, the Texas Education Agency, and

the Education Service Center. The variety of backgrounds

and training experiences represented by the participants

was appropriate for the presentations and discussions led

by three nationally recognized consultants trained in the

field of special education. The conference included

national concerns and trends, studying the innovative

models of special education programming which the consul-

tants had assisted in developing, and concerns from various

segments of special education which have direct effect

on many areas of regular education (10, p. 1).

There were several goals and objectives for the con-

ference. The goals included providing participants with

opportunities to develop an understanding of nationwide

trends in special education, receiving alternate models

for helping handicapped children, and fostering interaction

with participants at the local, state, and national levels

regarding the development of programs in special education.

When the conference was completed, directors hoped that the

participants would be able to:

-Verbalize information concerning national trends

as they relate to programming for handicapped
children;

-Describe the rationale for integrating handicapped

children into regular classroom;
-Identify four alternative roles of special education

teachers;
-List the strengths and weaknesses of the alternative

roles of special education teachers;

-Compare local programs with the model programs

described during the conference and evaluate the

training models to determine their relevance to
locally assessed needs;
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-The participants from colleges and universities

would be able to verbalize the relationship be-
tween the state and national movement in special

education programming and pre-service preparation

programs for regular and special education teachers

(10, p. 1).

Several conclusions were made from the formal and

informal discussions which took place during the conference.

It was concluded that most school systems were making

attempts to meet the demands and changes that were being

put forth.

There seems to be a new willingness and

commitment to change which is emerging

at all levels of public education, from
preschool through graduate education.

There are many, many innovative ideas which

have validity, and the central problem of

educators seems to be one of selection and

adaption of ideas to meet local needs

(10, p. 8).

In general, there was an excitement among special

and regular educators; there was a desire to find new ways

to work together to meet the needs of handicapped and regular

children. New staffing patterns, new systems of training

for teachers, individualization of instruction, new organi-

zational models for schools and school systems emerged

with such rapidity and strength that they could not be

ignored. The conference was beneficial in providing a wide

scope of content to educate the participants (10, p. 8).

Education service centers provide a variety of services

to districts implementing the comprehensive special edu-

cation programs. The preceding programs and projects are

two of the many projects which have been provided by
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Region XII Education Service Center. The centers adapt

their services to meet the needs of participating districts.
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CHAPTER V

SUMMARY, CONCLUSIONS, AND RECOMMENDATIONS

This investigation was a case study of inservice

education in the five pilot programs of Plan A special

education in Texas. This chapter includes a summary of

the methods and procedures used to obtain the data, a

review of the findings, conclusions, and recommendations

for future Plan A inservice education programs.

Summary of Methods and Procedures

A feasibility study was conducted prior to the case

study investigation to determine the most valuable com-

ponent of the Plan A program for those districts that

will begin implementation. Conferences with state and

local school district personnel revealed a need for re-

search in the area of inservice education. Utilizing the

five pilot programs of Plan A, an in-depth study was made

by focusing on a three-year period of involvement.

As an introduction to this study, information con-

cerning activities in the area of special education which

preceded Senate Bill 230 was presented. Also included

were results of the bill such as a comprehensive special

161
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education program, Plan A, and an evaluative research

study on programmed re-entry into mainstream education,

PRIME.

A thorough study of the related literature was made

with an emphasis on the reported studies related to special

education inservice. The report of related literature was

divided into sections dealing with the nature and scope

of inservice education; inservice education for supervisors

and administrators; inservice education for teachers,

auxiliary personnel and the community; pre-, in-, and

post-service education; research on inservice education;

and inservice education for special education personnel.

Procedures involved in the feasibility study, the development

of questionnaires, procedures for collecting the data, and

treatment of the data were reported. Questionnaires were

developed to insure a thorough collection of information.

Information provided in the study was obtained during

personal interviews with directors of special education for

each pilot district.

Review of the Findings

The purposes of the study were fulfilled through the

information reported in the study. Goals, philosophies,

and background information were provided to aid in

identifying the underlying philosophies of the person-

nel within each pilot district. A second purpose

of the study was to ascertain the nature, scope, and
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evaluation of past inservice training periods in the five

pilot programs of Plan A. This was accomplished by

studying the pre-, in-, and post-service education periods

of the pilot programs during 1970-1971, 1971-1972, and

proposals for 1972-1973. To accomplish a third purpose of

the study, information was reported that identified the

problems encountered in the pilot programs during each

training period. The study revealed that inservice

practices were influenced by the results of prior training

periods. This met another purpose of the study. Methods

of planning and assessing inservice training in the se-

lected Plan A programs were provided to accomplish a fifth

purpose of the study. Recommendations for the nature and

scope of future Plan A inservice training periods were 
made

in the study to accomplish its final purpose.

Reports were made on the five pilot programs of Plan A.

Data was reported in the following sequence for each of

the pilot districts: background information; philosophy

and goals; pre-, in-, and post-service activities for

1970-1971, 1971-1972, and proposals for 1972-1973.

BackFround Information, Philosophies,
and Goals

One purpose of this study was to determine the

principles underlying the philosophy formulated by district

personnel in regard to the nature and purpose of inservice
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training for Plan A. The philosophy held by district

personnel was reflective of the rationale used in their

selection as pilot Plan A programs. Rationale for select-

ing the five pilot Plan A programs included the district's

size, racial composition, and geographical location. One

program was selected because of its small number of pupils

in average daily attendance. A second program was selected

because it was a cooperative of several small communities.

A third was selected because of its large Negro pupil

population. A fourth was selected because of its predomi-

nantly Mexican-American pupil population and a fifth

district was selected because of a predominantly Anglo

population. Also included in the rationale for selection

was the district's apparent readiness for the comprehensive

special education program. All five of the district

directors were cognizant of the rationale in the selection

of their district as a pilot Plan A program.

Each district had a publication which indicated the

philosophy of district personnel. The district personnel's

goals, objectives, program organization and administrative

hierarchy were reflective of this philosophy toward the

comprehensive special education program. The philosophies

of all five Plan A pilot districts supported continuous educa-

tional growth, change, and innovation. Another component of

the philosophy was the right of each child to an education.

In their philosophies, the district personnel expressed
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recognition of the individual needs of children and the

necessity to humanize education.

Pre-, In-, and Post-Service Activities for
1970-1971

All five districts initiated planning for their in-

service education programs upon the notification of their

selection as a pilot program during the summer of 1970.

All five directors stated that a lack of adequate time

for planning the first year of implementation for Plan A

had been provided. All five of the districts received

services from the state agency, cooperating universities,

and regional education service centers. The pre-, in-,

and post-service activities for all of the pilot districts

emphasized describing the Plan A program, discussing methods

of implementation, and identifying the various handicapped

conditions encompassed by the program during its first

year of operation.

Pre-, In-, and Post-Service Activities for

1971-1972

Activities for pre-, in-, and post-service education

during the 1971-1972 school year were based, by all five

districts, on experiences of the 1970-1971 school year.

Planning for the year's inservice education was initiated

by district personnel during the preceding school months

and summer. The extent of inservice training was dependent

on the demands by personnel within each district. The
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districts were not as closely associated with the state

agency, cooperating universities, or education service

centers as they had been during the preceding year.

Emphasis was extended beyond the mere explanation of Plan A

and its implementation. Increased emphasis was placed on

behavior modification, types of handicapping conditions

and their recognition, and the writing of behavioral

objectives and prescriptions. Also emphasized were the

increasingly extended roles of special education personnel.

Pre-, In-, and Post-Service Activities for

1972-1973

The district personnel's proposals for the 1972-1973

school year were reflective of their experiences and activi-

ties during the preceding two years of their Plan A program

implementation. At the time of the research investigation,

the districts had not completed all of their plans for

inservice activities for the following year. The district

directors did reveal, however, that less time would be

spent during this inservice period than had been spent

during the last two school years.

Few of the district directors anticipated much assistance

from the state agency, cooperating universities, or educa-

tional service centers. Emphasis for the year's inservice

education is to be placed on assessing the district's pro-

gress in program implementation and reinforcing and extend-

ing past inservice education concerned with behavior
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modification, types of handicapping conditions and their

recognition, and the writing of behavioral objectives and

prescriptions.

Resource Services for Plan A Personnel

The inclusion of the roles of the Texas Education

Agency and Education Service Centers was not explicitly

stated as a purpose of the study. However, the importance

of their relationship to Plan A programs merit their in-

clusion as supplementary and complementary findings to

the case study.

The Texas Education Agency: Its Role in Plan A

Implementation and Inservice Education

Following the reports on each of the five pilot pro-

grams, information was reported concerning the relationship

of the Texas Education Agency to Plan A implementation and

inservice education. Three elements were emphasized--the

development of the Plan A program, the role of the Texas

Education Agency's Plan A coordinator, and Project PRIME.

The development of the Plan A program.--A legislative

act in Senate Bill 230 entitled, "Comprehensive Special

Education for Exceptional Children," authorized the creation

of the Plan A in Texas when it was adopted by the State

Board of Education on February 7, 1970. Plans for the five-

year implementation of Plan A were initiated by the selection

of five pilot districts incorporating the Plan A program.
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During the second year of the program, 1971-1972, twenty-

four new programs were added; and during the third year of

the program, 1972-1973, there were to be thirty-four

additional programs approved for implementation.

During the second year of implementation, the "Shift

of Emphasis" committee for the Texas Council for Excep-

tional Children cooperated with the Texas Education Agency

to identify the extent of progress that had been made in

program implementation. Information was collected through

the use of a questionnaire. The questionnaire was sent to

the superintendents of fiscal agents of the twenty-nine

programs involved during the second year of Plan A imple-

mentation. The weaknesses and strengths of the Plan A

program were two important aspects which were revealed.

The role of the Texas Education AgencyIs Plan A

Coordinator.--The Plan A Coordinator for the Texas Education

Agency was personally interviewed to define services pro-

vided to the Plan A programs. During the first year of

implementation, the coordinator was closely associated with

the pilot Plan A districts. He assisted them with inservice

education and explained the Plan A concept and its imple-

mentation. The coordinator assisted with workshops

sponsored by the state agency during the second year of

operation. The agency personnel attempted to assist parti-

cipants in the workshop by reporting the experiences of
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district personnel who had already implemented the Plan A

program.

The coordinator assisted with some inservice education

programs of school districts in their second year of imple-

mentation. Consultants have been added to assist with

Plan A implementation for the third year of operation. The

coordinator's role has shifted towards a more functional

administrative position. The consortium consultants were

added to provide additional state assistance to the Plan A

districts.

Project PRIME.--Project PRIME (Programmed Re-Entry

into Mainstream Education) was a three-year research study

designed to observe and evaluate the effectiveness of school

districts implementing the wide variety of flexible programs

made possible by Plan A. The project was aimed at deter-

mining which handicapped children could benefit from inte-

gration into the regular classroom and to pinpoint the

conditions under which this integration was most successful.

Other concerns of the project were whether those factors

which led to social, emotional, and academic growth in

normal children produced the same effects in handicapped

children.

Regional Education Service Centers: Their

Role in Plan A Implementation and Inservice
Education

There are twenty regional educational service centers

in Texas. Interviews with special education personnel at
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Education Service Center XIII in Austin, Texas provided

information about the role of these centers in relation

to the Plan A districts. Presented are two programs of

Education Service Center XIII which are directly related

to Plan A implementation and inservice education. The

programs are "Shift of Emphasis" and Special Programs

for Special Children: New Directions.

"Shift of Emphasis".--The title of "Training of

Educational Teams to Deal More Effectively with Handicapped

Students in Regular Classrooms," was an Education Service

Center XIII "Shift of Emphasis" project. The five-year

project was designed to provide regular classroom teachers,

special education teachers, principals, supervisors, co-

ordinators of special education and superintendents with

those skills which enabled them to provide more effective

programs for the handicapped children in regular classrooms.

During the first year of the project, target school districts

were assisted in their move toward implementation of the

concept of maintaining handicapped children in regular

classrooms. During the second year of operation, major

attention was directed at perfecting the training model at

each of the twenty-nine project campuses.

Additional teachers on every campus and the total

project campus staff were trained to assist in perfecting

the model training program. The third year of the project,
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1971-1972, administrators focused on developing three

demonstration schools which exemplified alternative and

innovative methods of programming for handicapped children.

During the remainder of the project, a continuation of

successfully initiating experimental projects relating to

classroom methodology and organizational constructs was

planned.

New directions in special programs for special

children.--A conference was sponsored by the Regional

Education Service Center XIII to consider Special Programs

for Special Children: New Directions. In general, center

personnel reported that there was an excitement among

special and regular educators and there was a desire to

find new ways to work together to meet the needs of handi-

capped and regular children. The conference provided

participants with knowledge of national concerns and

trends, studying the innovative models of special education

programming, and describing the various segments of special

education which affected regular education directly.

Conclusions

Within the limitations and scope of this study and

based on an analysis of the recommendations of authorities

and the data gathered, the following conclusions are made:

1. The pilot Plan A programs served as models for

succeeding Plan A programs.
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2. Most of the philosophies of the districts expressed

general beliefs about educational change rather than toward

comprehensive special education for 
re-entry into mainstream

education of handicapped children.

3. Personnel in the pilot Plan A programs needed

additional time to prepare for the orientation of Plan A

to their school districts.

4. The initiation of a new program such as Plan A

creates a vital function for inservice education 
which is

extensively fulfilled by resource agencies and 
personnel

than at subsequent stages of the program.

5. Programs that can be expected to be beneficial 
are

those whose orientation activities describe the program, 
its

implementation, the role of involved personnel and the 
needs

of students.

6. Orientation, during the second year, which extended

knowledge of Plan A, the students involved, and the personnel,

was helpful. It aided in increasing the implementation

success and fostering the understanding of those involved

in the five pilot programs.

7. Descriptions of Plan A programs implicitly lead to

the conclusion that Plan A inservice education can 
be

improved by a long-term, carefully pre-planned 
program which

would interface expertise from outside agencies with 
the

use of local resources.
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8. Adequate outside agency resources are available

for inservice orientation to Plan A. These same agencies

incorporate capabilities for contributing in specialized

ways to the continuing inservice program.

9. The results of project PRIME can provide greater

insight into the comprehensive special education concept;

however, it would be helpful to publish the results each

year rather than only at the end of the three-year period.

Recommendations

On the basis of the findings of this study, the follow-

ing recommendations are made:

1. Other areas in Texas initiating the comprehensive

special education approach should make certain that their

selected pilot programs are representative of succeeding

programs so that insight can be gained through implemen-

tation experiences.

2. Participating district personnel should state a

philosophy about the re-entry of handicapped children into

mainstream education in addition to one for general

education. The philosophy should be implemented.

3. Directors of pilot programs should be given ade-

quate time to prepare their staff and materials for program

implementation.
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4. Participating districts should seek resource

assistance during the orientation of their new program.

5. Inservice education programs should include acti-

vities which describe the new program and its implementation,

the role of involved personnel, and the needs of students

who will be involved.

6. Personnel in the pilot programs should continue

to employ resource services available to them for inservice

education, materials, and for advisory consultation.

7. Inservice education needs to be continued the

second year of new programs to extend knowledge and under-

standing of the program.

8. Program planning should be a continuous process

rather than a sporadic attempt to schedule activities.

9. Compensatory special education program personnel

need to employ the services and assistance of as many

resources as are available to successfully implement their

program.



APPENDIX A

BACKGROUND QUESTIONNAIRE

The following questions are designed to gather

background information about each of the pilot Plan A

programs.

1. What is the total
a. number of people in your school district?
b. number of teachers?
c. number of students?
d. number of Plan A and/or resource teachers?

e. number of students in Plan A?

f. number of students in Early Childhood Education?

g. number of students in first grade? second?

third? _fourth? _fifth? _sixth?
kindergarten?

h. number of student teachers working with your system

each year?
i. number of colleges in your district?

universities? high schools? junior

high schools? elementary schools?

2. The racial majority in our system is

a. Caucasian
b. Negro
c. Mexican-American
d. other

3. The majority of people in our school system come from

a. lower socio-economic level
b. lower middle
c. upper middle
d. middle
e. upper
f. other

4. Our system was selected by T. E. A. to be a pilot

program because (size, socio-economic level, race

composition, geographical location, other).
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5. On a scale from one to five, approximate ratings would
be: (five = highest level)
a. community involvement in school affairs
b. community involvement in teacher selection
c. P. T. A. involvement

6. What are your requirements for hiring
a. classroom teachers?

b. Plan A or resource teachers?

c. aides?
7. In our school system, these approximate percentages

(based on 100 per cent) would be representative of
our elementary schools
a. team teaching b. self-contained
c. non-graded d. ability grouped
e. multi-age f. _ other



APPENDIX B

CONDENSED INTERVIEW QUESTIONNAIRE

These questions or ones which are similar in content

will be used to secure pertinent information during

interviews with directors of special education in each

of the selected Plan A school districts.

I

BACKGROUND

1. What is the total number of people in your school
district?

2. What is the average level of socio-economic status?

3. Which race is in majority? Do you have percentages
available for all groups?

4. How many colleges and universities are in your

district?
5. How many high schools are in your district?
6. How many junior high schools are in your district?

7. How many elementary schools are in your district?
8. How many teachers (all levels) are employed by your

district?
9. How many students are enrolled in your district?

10. How many Plan A and/or resource teachers are employed

by your district?
11. How many students are included in the Plan A program?

12. How many students do you have in your Early Childhood
Program?

13. How many Plan A students are in first grade? second?

third? fourth? fifth? sixth?
14. From what source does the majority of your school

district's revenue come?
15. What is the most common occupation among the family

heads in your school district?
16. On a scale from one to five, how active would you

consider the community to be in regard to school
affairs?

17. How active is your P. T. A. program?
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18. Do they have any voice in the selection of classroom

or special teachers?

19. What are your requirements for classroom teachers?

20. What are your requirements for Plan A and resource

teachers?

21. What are your requirements for aides?

22. Does your school district work with student teachers?

How many a semester? A year?

23. What is the structure of your school district? What

administrative positions are filled?
24. What is the structure of your Plan A program? What

variety of teachers and resource personnel do you

employ?
25. Are most of your schools on a team-teaching, self-

contained, non-graded, ability-grouped or other plan?

Do you have the number of schools under each plan?

26. What rationale was used by T. E. A. in selecting your

school district as one of the pilot programs of

Plan A?

II

PHILOSOPHY OF PLAN A

1. Has your school system published a statement of

philosophy in regard to Plan A? If so, may I obtain
a copy?

2. Has your system attempted to define the Plan A

program? If so, at what definition did they arrive?

3. Did you feel that your school district and personnel

were "ready" for the Plan A concept? Why or why not?

4. What would the employees of your school system consider

a valid definition of special education?

5. Should all children attend public school?

6. What should be the rationale for placing a child in

Plan A?
7. Must all children attent school for the same time

period?
8. Does your system allow flexibility in the length as

well as the quality of the day?

9. What is the purpose of your A. R. D.?

10. Of what use is your Education Service Center?

11. Is it important to involve resource people and community

members in school planning and activities?
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1970-1971

PRESERVICE

1. What guidelines set forth from T. E. A. were employed?

2. Was anyone sent from the agency to provide assistance?

3. Were you associated with a college or university for

the initial planning period?

4. How and by whom was the university selected?

5. In what capacity was it designed to serve in regard

to your preservice training?

6. Who were the first persons in your district introduced

to Plan A?
7. By what method was this done?

8. How soon before the fall semester did preservice begin?

9. How many days did it encompass?

10. How many hours were spent each day?

11. What preservice training was allotted for those in 
ad-

ministrative positions?

12. How long did their preservice training last?

13. What techniques of training were employed--lecture,

demonstration, film?

14. Did the administrators voice any opinions of the

Plan A program at that time?

15. Were administrators trained to aid classroom teachers

who work with Plan A students?

16. If so, by what method and to what extent?

17. Were administrators trained to aid resource teachers,

aides, and other Plan A personnel?

18. If so, by what method?
19. Were those in administrative positions trained to

work with or aid children in the Plan A program? How?

20. Were administrators trained to work with parents? How?

21. How was the community prepared for Plan A?

22. How was the regular classroom teacher prepared for

Plan A?

23. What training was provided the Plan A personnel?

24. Were any preservice activities designated for aides

who would be working with Plan A students?

25. Were parents or the general community involved in

the preservice training period?

26. Were those student teachers who would be working with

Plan A students included in your preservice training

period?

27. Were any other individuals or groups involved?

28. Did preservice include arranging resource rooms and

selecting equipment?

29. What guidelines were followed?

30. Did preservice include a tentative scheduling of

duties for resource teachers?
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31. Were guidelines established for the selection of Plan

A students?
32. What were they? How were they established?

33. Were any other preservice activities included?

34. Did you attempt to make any formal evaluations of

your preservice training?

35. What did you receive in the form of informal feedback

from teachers and other personnel?

36. Did you encounter any specific problems in your

preservice training period?

37. How might they have been alleviated?

38. Did you consider any part of the preservice period

very productive or successful? What part? Why?

39. Did any one or any group request that part of the

preservice activities be discontinued?
40. Did T. E. A. aid in evaluating your preservice? Did

anyone else?

INSERVICE

41. How long after the last period of preservice did you

have the first inservice session?
42. Did the training combine administration, teachers,

resource, together, or did each meet separately?

43. Did T. E. A. or a cooperating university aid in any

part of your inservice training?

44. Did any groups have speakers and/or lectures for part

of their inservice? Which groups? How often?

45. How were the speakers selected? On what topics did
they lecture?

46. What response or feedback was there from the people

who heard the speeches?

47. Were any demonstrations given? What kind? To which

groups were they presented? Were any students

involved?
48. What other methods of training were employed?

49. How many days and hours were spent in inservice?

50. Was there opportunity for administrators, teachers,

and Plan A personnel across the district to discuss

and share ideas?

51. Was the use of a video tape employed?

52. Was opportunity provided for visiting the various

resource centers for Plan A?

53. What were the most beneficial segments of your

inservice training?
54. Did you encounter any problems? How were they

caused? How did you solve them?

55. Was it decided to omit (in future inservice periods)

any of the practices included in this inservice period?

56. Who made the plans for your post service period?
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POST SERVICE

57. Who were involved in your post service activities?

58. Were any formal methods of training presented?

59 . What measures were taken to evaluate the year' s

inservice activities?

60. How and by whom were plans made for the next preservice

period?
61. What role did T. E. A. or your cooperating university

play?
62. How long did the post service period last?

IV

1971-1972

PRESERVICE

1. What preservice activities will be carried over from

last year's preservice program?

2. Why was it decided to use those activities this year?

3. What new procedures and activities were incorporated

into this year's preservice activities?

4. Why were they included?

5. Which preservice activities were not selected this year,

but were used last year?
6. Why?
7. How many days were spent in inservice. Did it vary

among different groups in the system?

INSERVICE

8. What inservice activities were carried over from last

year's inservice training period?

9. Why was it decided to use those activities again this

year?
10. What new procedures and activities were incorporated

into this year's inservice activities?

11. Why were they included?
12. Which inservice activities were not selected this

year but were used last year?

13. Why?
14. How many days were spent in inservice? How many hours?

15. Did it vary among different groups in the system?
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POST SERVICE

16. Who were involved in your post service activities?

17. Will any formal methods of training be presented?

18. What measures will be taken to evaluate the year's

inservice activities?
19. How and by whom will plans be made for the following

preservice period?
20. What role will T. E. A. or your cooperating university

play?
21. How long will the post service period last?

V

1972-1973

PRESERVICE

1. What are your proposals for next year's preservice?

2. Will you incorporate any past activities?
3. Which activities will you modify?
4. What new activities do you plan to include?

INSERVICE

5. What are your proposals for next year's inservice?

6. Will you incorporate any past inservice activities?
7. Which activities will you modify?

8. What new activities do you plan to include?

POST SERVICE

9. What are your proposals for next year's post service?
10. Will you incorporate any past post service

activities?
11. Which activities will you modify?
12. What new activities do you plan to include?



APPENDIX C

DISCUSSION FORMAT

PLAN A SCHOOL WORKSHOPS

Guide for Individual School Groups

I. LEA picture

1. Number of students in district(s)
69-70
70-71
71-72

2. Number of special education students
69-70 % of total
70-71 % of total
71-72 % of total

3. Number of campuses
elementary_
middle or junior
high school

4. Number of regular class teachers
69-70
70-71
71-72

5. Number of special education teachers
69-70
70-71
71-72

6. Number of students needing appraisal
69-70
70-71
71-72

7. Number of students appraised but not being served

69-70
70-71
71-72
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II. Identification of children not attending your school

A. What attempts have you made to locate handicapped

children ages 3 to 21, who reside in your district,

but who are not now (or never have been) to (or in)

your school?

1. those at home

2. those in non-public schools (for handi-

capped, nursery, kindergarten, parochial)

3. those being served by other school districts

4. adult basic or continuing adult education

programs

B. What should be done in the future to locate these

children?
C. What are your responsibilities to children being

served by non-public schools?
D. How should "move in's" be handled?

III. Identification of children currently attending your

school

A. How did you do a "needs assessment" -prior to

entering the program and was this accurate?

1. In needs assessment, what was the general

design and what role did the following
personnel assume?

a. administrative personnel (regular

and special education)
b. principals
c. teachers (regular and special

education)

B. Is your present referral system efficient and

effective?

1. How can it be made more efficient and

effective?

C. Is the formal and informal appraisal structure

adequate for providing sound in-put to

educational planning for individual children?

1. How can it be refined to more adequately

describe the individual needs of a child
in regular and/or special education?

IV. Instructional Arrangements

A. How is your school currently structured

(instructional arrangements) in elementary

school? middle or junior school? high

school? post secondary school?
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1. How can this be made more effective?

B. How is your special education structured by

classes and services?

1. How can this be made more effective?

V. Staff Development

A. How did you determine the competencies of your

personnel?

1. How did this influence their placement

in the program?
2. How can these competencies be more

effectively utilized in future planning

for programming?
B. What determined the content of your pre-service

and inservice program for

1. Regular program personnel

2. Special Education personnel

C. What can be done in staff development 
activities

to insure greater proficiency and higher 
level

competencies for the total staff?

VI. Evaluation

A. Did your program describe goals and objectives

in measurable terms prior to its formal

activitation in the district?

1. If yes, how accurate were your objectives

for evaluating

a. classroom behaviors in regular program

b. classroom behaviors in special program

c. effect on retension between grade

levels

d. impact on drop-out population

e. increasing average daily attendance

2. If no, how are you justifying the impact

of this program on your total school

population?

B. Does your five-year planning document provide

enough flexibility for immediate and 
long range

re-planning, modification, or re-cycling?

1. How do you plan to create greater efficiency

in your five-year planning document?
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C. What specific evaluation information has 
caused

you to make major change for 1972-73 
in

l. identification of needs

2. identification of students

3. instructional arrangements

4. staff development
5. evaluation system
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