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CHAPTER I 

INTRODUCTION 

The implementation of Public Law 94-142, The Education 

For All Handicapped Children Act of 1975 (42 Fed. Reg. 42474 

[1977]), has had dramatic effects on the delivery of special 

and regular education services, including physical education. 

Requirements, such as educating all handicapped children in 

the least restrictive environment, appropriate assessment, 

and development of individual education programs for all 

eligible handicapped students, have placed new demands and 

expectations on personnel in all education fields. 

With the exception of special education, few academic 

fields prepare teachers to provide educational services for 

handi capped individuals. The demand for increased special 

education services has resulted, therefore, in the urgent 

need to train or retrain regular educators to assist in the 

planning and implementing of individual education programs 

for handicapped students (Altschuld & Downhower, 1980; 

eyen , 1978; Warnat , 1978). 

Inservice teacher education (ISTE) is one of the most 

widely used methods for preparing personne l for the delivery 
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of services to the handicapped (Baker, 1979; Burrello & 

Baker, 1979; Hutson, 1979; Martin, 1980). Although not a 

new concept, this training mode is presently a priority at 

both the federal and state levels (42 Fed. Reg. 42492 

[197fl ; Reynolds, 1980; Texas Education Agency, 1979). At 

the federal level, approximately 26 million dollars out of 

a possible 55 million budgeted for training personnel to 

work with the handicapped was spent on ISTE during the 

1980-81 academic year (Martin, 1980). 

2 

Beyond the federal government•s traditionally strong 

r ole in ISTE (Feistritzer, 1979), Public Law 94-142 has 

mandated that each state develop and operationalize a 

comprehensive system of personnel development. Particular 

emphasis within this system of personnel development is 

placed upon extensive ISTE in the area of special education 

fo r regul ar educators (Altschuld & Downhower, 1980; Harvey, 

Saettler, & Ackerman, 1977; Schafer & McGough, 1977). 

I n light of the recent attention directed towards ISTE, 

s everal reoc curri n g i ssues must be res o lved in order to 

facilitate e f fe ctiv e a n d efficient comprehensive systems of 

pe rsonnel deve l opmen t at t he state and local levels. It is 

o f t en a r gued that most ISTE i s i n e ffective, irrelevant, and 

poorl plann ed (Mangieri & 1cWi l li arns , 19 76 ). Edel felt 

( 19 75) n ote d a lack of a broad defi niti v e s cheme for I STE. 



Some teacher educators have described the potential 

positive impact of ISTE (Beck, 1978; Edelfelt, 1977; Ryor, 

Shanker, & Sandefur, 1979), while others have criticized 
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its shortcomings (Ainsworth, 1976; Arends, Hersh, & Turner, 

1978; Brimm & Tollett, 1974). Areas of recognized concern 

which must be carefully analyzed prior to implementation of 

ISTE programs include: (a) terminology (Edelfelt & Johnson, 

19 75; Joyce, Howey, & Yarger, 1976; Yarger ~ 1979); (b) defi­

ni tions (Cruick shank, Lorish, & Thompson, 1979; Howey & 

Joyce, 1976) ; (c) owners h ip or governance (Ainsworth, 1976; 

Drummond, 1979); (d) purposes (Ryor , Shanker, & Sandefur, 

1979 ; Wood & Thompson, 1980); (e) individual versus group 

I STE (Beck , 197 8 ; Harr is, 1980; Hite & Howey, 1977); ( f ) 

techni ccl ass istance (Danie ls & O'Connell, 1976; Trohanis 

& J acks on, 19 80) ; {g) collaboration (Edel f elt, 1977; Howey 

& Joyc e , 1978 ; J oy ce & Showers, 19 80); and (h) evaluation 

(Altschul d & Downhower, 1980 ; ~utson, 1979; Kin g, 1977). 

The a r ea o f special education s e rvice delivery on which 

thi s study focuses is adapted physi cal educ a t i on. Thi s 

emphasis stems from .the fact tha t s peci a l educa ti on, as 

de fined i n Public Law 94 - 1 42 , in c ludes phys ical educ ation 

as a require d part of each handicapped student 's individua l 

education program ( 42 Fed . Re g . 424 80 [1977]) . 
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In recognition of the nationwide need to improve 

adapted physical education services for handicapped children 

and youth, the federal government has repeatedly included 

physical education as a training priority for which funding 

is available (Clelland, 1979; Dunn & Harris, 1979). Cur­

rently more federal monies in physical education personnel 

training are spent on ISTE than preservice projects. 

According to Hillman, Sayer, and King (1980), 41 of the 54 

physical education for the handicapped training grants 

awarded to colleges and universities were for ISTE of 

regular educators. 

Despite efforts to provide ISTE for physical educators, 

there exists a severe shortage of properly trained teachers 

(Bundschuh, Jackson, McLaughlin, & McLellan, 1980; Clelland, 

1979 ; Karper & Weiss, 1980). In Texas alone, it is esti­

mated that for each of the next 3 years, an _average of 

300 adapted physical education teachers will be needed 

(Texas Education Agency, 1980). Until colleges and univer-

sities can produce sufficient numbers of adapted physical 

educatior- specialists, public schools and agencies will have 

t o continue to train presently employed teachers for new 

roles , tasks, and competencies. It appears that ISTE is 

the most feasible and cost e ffective way to meet these 
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personnel needs (Dunn & Harris, 1979; Karper & Weiss, 1980; 

Siantz & Moore, 1978). 

In the past, ISTE in adapted physical education has 

often relied on workshops, ranging in length from 3 hours to 

2 days, in an attempt to prepare personnel (Bundschuh, 

Jackson, McLaughlin, & McLellan, 1980; Cowden, 1980; Winnick 

& Jansma, 1978) . Authorities in the field of ISTE question 

the impact of such short programs (Ainsworth, 1976; Hutson, 

1979; Siantz & Moore, 1977). If ISTE is to be effective 

and result in change in teacher performance, it must be 

planned and implemented cooperatively by persons conducting 

the training and those ultimately responsible for direct 

service delivery (Burrello & Baker,· 1979; Joyce, Ho~;.v-ey, & 

Yarger, 1976; Joyce & Showers, 1980). An ISTE model is 

needed to facilitate such cooperative, long-range planning 

for the immediate implementation of adapted physical 

education programs in public schools. 

Purpose of the Study 

The purpose of this study was to ameliorate existing 

deficiencies in publi~ school adapted physical education 

s ervice deli very through an ISTE approach utilizing ·the 

resources of three levels of agencies: (a) a regional 

e d ucation service center; (b) a university; and (c) local 

school districts . 
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Sta·t ·ement· ·of the· Problem 

The problem of the study was to design and field~test 

an interagency ISTE model for improved adapted physical 

education service delivery within the Region X Education 

Service Center area of Texas. The model included the fol­

lowing components: (a) needs assessment; (b) interagency 

planning; (c) formal inservice teacher education in adapted 

physical education; (d) adapted physical education service 

delivery to handicapped students; (e) on-site monitoring 

and individualized ISTE; and (f) model evaluation (see 

Figure 1) . Personnel from each of seven selected school 

districts received f ive all day sessions of formal ISTE in 

adapted physical education and a minimlli~ of four on-site 

monitoring visits (2 hours each) during which ISTE was 

individuali zed. 

The interagency ISTE model for improved adapted 

physical education service delivery was evaluated through 

both formative and surnmative techniques. Formative evalua­

tion focused on the service delivery component of the model. 

The Adapted Physical Education Service Delivery Monitoring 

Form was completed cooperatively by the investigator and 

trainee . Surnrnative evaluation entailed p re- and posttest 

administration of the Adapted Physical Education Service 

Delivery Knowledge T.est and pre- and posttest j ud ges • 
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Components of Model 

1. APE Needs 
Assessment 

2. Cooperative 
Interagency 
Planning 

). Formal 
APE ISTE 

4. APE 
Service 
Delivery 

5· On-Site Monitoring 
and Individualized 
ISTE 

6. Evaluation 
of Model 

COOPERATING AGENCIES 

Region X 
ESC 

LEAs Within 
Region X 

OSE Requirement and Priority 
TEA Requirement 
ESC and LEA Need 

Based on Expressed and Assumed Needs 
Designed to Meet All Requirements 
Appropriate Content and Delivery 

Conducted by Investigator 
Five Formal Sessions 

Implemented by Trainees (Subjects) 
Assisted by Investigator and ESC Consultant 
Monitored by Investigator and Judges 

Four Sessions 
Assist in APE Program Development 

and Implementation 
Formative Evaluation of Implementation 

Formative by Investigator (Knowledge) 
Summative by Investigator and Judges 

Figure 1. Adapted physical education interagency ISTE model. 
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ratings on the Adapted Physical Education Summative Status 

Scale. Based upon the findings, a conclusion was drawn 

concerning the effectiveness of the model in initiating 

a n d/or improving adapted physical education service 

delivery. 

Limitations of the Study 

The study was subject to the following limitations: 

1. The equivalent of 7 days of ISTE spaced over a 

4- month period. 

2. The 11 subjects selected to receive ISTE. 

8 

3 . The validity and reliability of the data collection 

ins t rume n t s . 

4 . The extent to which the investigator could control 

exte r n a l variables which could h ave affected field-testing 

of the i nte ragency ISTE model in adapted physical education. 

5 . The potential bias e xhibited by the investigator 

while judgi ng subjects service delivery. 

Hypo theses 

The following hypo theses were te s t e d at t he .05 level 

of signifi c ance : (a ) the r e is n o s ignifican t di f f eren c e 

be fore and after ISTE in trainee s • knowledge o f a d ap t e d 

phys ical education as measured by the Adapted Phys ica l 

Education Se rvice Delive ry Kn owledge Test and (b ) the r e is 
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no significant difference before and after the ISTE in 

quality of the trainees• service delivery as determined by 

judges• ratings on the Adapted Physical Education Summative 

Status Scale. 

De.fini tions and/or· Expl·an·ations of Te·rms 

For the purpose of clarification, the following defi­

nitions and/or explanations of terms -r.vere used in this 

study: 

Adapted Physical Educat~on service Del~very 

The process of providing handicapped students with 

physical education as part of their individual education 

program. This procedure included: (a) identifying students 

eligible for adapted physical education; (b) determining 

present level of motor performance; (c) developing the 

adapted physical education component of the individual 

education program; (d) designing the instructional program; 

(e) instructing the students; and (f) evaluating the 

adapted physical education program in order to determine 

its effectiveness. 

Motor P.ssessment 

Limited to motor ability as measured by the Project 

ACT IVE Motor Ability Tests -- Levels I and II (Vodola, 1978) 

and the Basic Movement Performance Profile (Fait , 1978). 



Adapt·ed Physical Education Component 
of the Individual Education Proaram 

That part of the handicapped student's individual 

education program which describes the specific adapted 

10 

physical education services he/she received. This component 

included, but was not limited to, the following: (a) present 

level of motor performance; (b) long-term goals and behav-

ioral objectives; (c) specific instructional strategies and 

materials utilized in delivery of adapted physical education 

services; and (d) criteria for determining whether the goals 

and objectives were attained. 

Inservice Teacher Education (ISTE) 

A planned program of learning opportunities afforded 

to staff me mbers of school districts and related agencies 

for purposes of improving performance in already held or 

assigned positions (Texas Education Agency, 1978). In this 

study trainees met together at the Region X Education 

Ser lice Center for 2 days in February, 2 days in Ularch, 

and 1 day in April . ~he purpose of ·this formal ISTE was 

to present the following content: (a) role and scope of 

adapted physical education ; (b) federal and state adapted 

physical education requirements and guidelines ; (c) adapted 

physical education as it relates to the Admissi on, Review, 

and Dismissal committee in local education agencies; (d) 

motor assess ent procedures; (e) development of the adapted 



11 

physical education component of the individual education 

program; and (f) strategies and techniques for instruction. 

After the first 2 days of formal ISTE, trainees began 

immediate application of knowledge by initiating an adapted 

physical education service delivery system in their school 

districts. To assist in the implementation of service 

delivery, the investigator visited each trainee in his/her 

own school setting four times during the 4-month experi­

mental period. 

Inservice Teacher Education Trainee 

A certified special and/or physical education teacher 

who was or would be responsible for providing adapted 

physical education services to handicapped students. 

Model 

A structure or construct which unifies and makes sense 

out of facts which are interrelated, interdependent, and/or 

assumed, thereby organizing these elements to produce an 

encompassing synthesis or generalization. Application of 

a model should produce measurable changes (Lockhart, 1972). 

-n this study, these potential measurable changes were in 

the status of adapted physical education service delivery 

in selected local education agencies. 
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Interagency Inservice· T·eache·r Education Model 

A model that utilizes resources from three levels of 

educational agencies: (a) an institution of higher educa­

tion; (b) an intermediate education unit; and (c) local 

education agencies and cooperatives. This model is illus­

trated in Figure 1. 

Formative (Process) Evaluat·ion 

An evaluatior. procedure concerned with monitoring the 

implementation of new strategies in order to gain contin­

uous feedback from those affected by the changes. It should 

allow for continuous adaptation of strategies and should 

help the planning of further implementation to ensure 

continuing responsiveness to emerging problems and needs 

(Baker, 1979). In this study, formative evaluation was 

performed by the investigator at the time of each on-site 

ISTE session and at the end of the experimental period. 

The Adapted Physical Education Service Delivery Monitoring 

Form was used to obtain formative evaluation data. 

SQ~ative (Outcome) Evaluation 

The process of assessing or judging the consequences of 

·mplementing a new strategy or program. The major criterion 

for assessing the outcome of a strategy or program is 

whe ther the actual state of affairs is closer to the 

des ired state of affairs than it ~as before the strategy or 



program was implemented (Baker, 1979). In this study, 

sumrnative evaluation entailed the use of two instruments: 

(a) Adapted Physical Education Service Delivery Knowledge 

Test--a 50-question test designed to measure knowledge 
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of ISTE trainees in the area of adapted physical education 

service delivery and (b) Adapted Physical Education 

Summative Status Scale--a 25-item scale designed to 

evaluate quality of adapted physical education service 

delivery by a teacher. Three judges administered this scale 

prior to and immediately after the experimental period. 



CHAPTER II 

REVIEW OF RELATED LITERATURE 

An extensive investigation of the literature in all 

areas of ISTE revealed that this study did not duplicate 

any past work. The scope of the investigation necessitated 

the review of ISTE literature in several fields. This 

chapter, therefore, contains a synthesis of literature from 

the following areas: (a) Inservice Teacher Education in 

General; (b) rnservice Teacher Education in Special Educa­

ti on; and (c) Inservice Teacher Education in Adapted Phys­

ical Education. 

Inservice Teacher Education in General 

Literature in the area of ISTE is voluminous. This 

section contains critiques of major contributions to the 

field which have important ·implications for planning, 

implementing, an d evaluating ISTE programs. 

Harris and Bessent (1969) presented an early text 

designed to assist supervisory practitioners in the develop­

~ent and implementation of IS TE programs. The need for such 

programs was based upon the following assumptions: 

14 
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(a) preservice preparation is rarely ideal and is primarily 

introductory in nature; (b) social and educational change 

render current practices obsolete or relatively ineffective 

in a short period of time; (c) coordination and articulation 

of instructional practices require changes in people; and 

(d) other factors such as staff morale stimulation and 

motivation are often neglected. 

Division of the text resulted in the coverage of three 

specific areas of ISTE: (a) development of a conceptual 

framework for programs in instructional areas and problems 

of program design; (b) procedures and techniques for 

employment of a laboratory training technique with teachers; 

and (c) selection of appropriate delivery activities. 

In cluded within the conceptual framework section of the 

text was a definition of ISTE. Inservice education 

. is concerned with ... planned activities for 

the development of instructional staff members as 

professional practitioners, in such ways as to have a 

reasonably direct impact upon the quality of instruc­

tion offered in the school or college. It emphasizes 

instruction for development of staff members and is 

distinguished from the larger function of instruc­

tional supervision. (Harris & Bessent, 1969, p. 2) 
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This definition served as a guide for understanding 

the four generalizations of ISTE proposed by Harris and 

Bessent. These themes included: (a) ISTE is a process 

for change; (b) changes through ISTE take place in an 

organized context; (c) ISTE is a process for planned 

change; and (d) ISTE is one of several organizational 

changes and takes place through personnel development. 

Emphasis was placed on the development of ISTE programs 

that do not suffer from the traditional problems of not 

relating programs to genuine needs of staff members, fail­

ure to select appropriate activities for program imple­

men tation, and attempting to implement programs with 

insufficient staff and other resources to assure effective-

ness . 

In conclusion, Harris and Bessent accentuated the 

importance of stating goals and performance-based objectives 

related to desired outcomes of ISTE programs. A variety of 

del ivery methods were detailed including: lecture, illus­

trated lecture, demonstration, observation, role-playing, 

and brainstorming . Each of these was assessed in relation 

to Nhether it contributed toward desired program outcomes 

on a continuum of objective levels including: knowledge, 

comprehension , application, s ynthesis, values, attitudes, 

and adjustment . 
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Brinun and Tollett ( 19 7 4) . conducted a study in Tennes­

see to det·ermine attitudes of teachers toward the types of 

ISTE they experienced. A sample of 646 teachers, represent­

ing each of the 147 school districts in the state, was used 

in the study. The opinions of respondents were recorded on 

a 34-item inventory which utilized a Likert-type scale. 

Results of the study indicated that the teachers had 

several areas of strong agreement regarding what they con­

sidered valuable ISTE. A statement regarding the need for 

individualized ISTE was agreed or strongly agreed with by 

89% of the respondents. Participation in graduate courses, 

research, travel, professional reading, and writing were 

viewed as acceptable methods of ISTE. Most of the ·teachers 

(90%) felt strongly that ISTE should improve classroom 

pe rformance of teachers. 

Weaknesses of present ISTE programs, as reported by 

these teachers, included: (a) lack of relevant programming; 

(b) inadequate planning; (c) need for clearly stated goals 

and objectives; and (d) insufficient planned follow-up. 

These shortcomings were highlighted by the fact that 44% 

of the teachers agreed with the statement that most ISTE 

programs are virtually useless and that 63 % agreed with the 

statement that most teachers do not like to attend ISTE. 
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Brinun and Tollett concl.uded their report with recom­

mendations for persons responsible for planning and 

implementing ISTE programs. Among these were: (a) indi­

vidual teacher needs should be determined; (b) specific 

goals and objectives should be formulated and follow-up 

activities planned to ensure attainment of these objectives; 

(c) teachers should assist in planning ISTE; and (d) 

emphasis should be placed on improving teacher performance 

in the classroom. 

Edelfelt and Johnson (1975) edited a text published by 

the National Education Association entitled Rethinking 

Inservice Education. The contributors included teacher 

organization staff members, university professors, state 

education department officials, superintendents of school 

districts, teachers, and staff development consultants. 

They were charged with ~he following tasks related to ISTE: 

(a) enhance capabilities and understanding of ISTE; (b) 

identify problems and issues related to ISTE; (c) reexamine 

and redefine its purposes; (d) examine roles and respon­

sibilities of various agencies; (e) identify promising new 

approaches and models; and (f) develop recommendations for 

improvement of ISTE. Edelfelt and Johnson defined ISTE as 

~~ any professional development activity that a teacher 

undertakes singly or with other teachers after receiving 
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her or his teaching certification and after beginning 

professional practice .. (p. 5). Additionally, two assump­

tions were presented in order to offer direction to the 

reformation of ISTE: (a) teacher organizations should exert 

initiative in reconceptualizing ISTE and (b) collaborative 

efforts should be undertaken in the reconceptualization of 

ISTE. 

The introductory chapter detailed the bleak status of 

present ISTE practices. It was noted that: (a) programs 

often do not help teachers improve their skills in instruc­

tion or become more adept at planning and organizing 

curriculum; (b) programs often focus on introducing new 

curriculums, improving existing programs, or following new 

fads or trends; (c) formal graduate work is largely divorced 

from the specifics of the teacher's job; (d) ISTE takes 

place on teachers• own time and frequently at their own 

expense; and (e) it is seldom based on teacher need and is 

often conducted in a manner that negates the principles of 

good teaching and learning. Despite these condemnations, 

the authors reported that teachers desire quality programs 

that remediate the discrepancy between what exists and what 

is needed . 

In a section of the report devoted to determining 

responsibilities of various agencies in designing ISTE, 
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Bottoms (1975) proposed that democratic procedures be 

utilized. Specific suggestions were offered for effective 

interaction among local school systems, state departments 

of education, institutions of higher education, and profes­

sional organizations. Educators should be encouraged to 

acquire competencies to implement activities directed 

toward specific needs of students and to improve their own 

goals of personal growth. The section on collaborative 

efforts concluded with mention of the ethical responsi­

bi lities of each agency to develop procedures necessary to 

offer input regarding ISTE decisions. Finally, it was 

recommended that the development of ISTE should be based on 

valid principles of management, planning, and learning. 

Edelfe lt and Johnson concluded their work by presenting 

a lengthy synopsis of recommendations designed to assist 

development of ISTE programs and stimulate further research 

in the area. Recommendations included: (a) ISTE should be 

planned collaboratively; (b) ISTE should be recognized as 

an essential element of the educational process; (c) ISTE 

should be based on personnel, school, and student needs; 

(d) ISTE should be interfaced with curriculum developmen t 

and instructional improvement; (e) ISTE should be planned 

locally by the people to be affected; (f) ISTE should be 

b uilt into the regular school day; (g) ISTE should be 
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field-based; (h) various incentives for participation 

should be explored; (i) ISTE should be individualized; and 

(j) a state support system should be developed to promote 

and support ISTE. 

A comprehensive series of nationwide studies investi­

gating various issues related to ISTE were undertaken 

through a cooperative venture between the National Teacher 

Corps and the National Center for Educational Statistics 

(Joyce, Howey & Yarger, 1976). The Project resulted in the 

publication of a series of five monographs containing a 

synthesis of data and information concerned with the 

complex aspects of ISTE (Brandt, Mesa, Nelson, March, Rubin, 

Ashworth, Brizzi, Whiteman, Joyce, Howey, & Byer, 1977; 

Joyce, Howey, & Yarger, 1976; Joyce, McNair, Diaz; & McKibbin, 

1976; Nicholson & Joyce, 1976; Yarger, Boyer, Howey, Weil, 

Pais, Warnat, Bhaerman, Luke, Darland, & Joyce, 1977) . 

. Sources of data used to complete the studies included: 

(a) existing related literature; (b) statements by experts 

concerning major issues involved in reconceiving ISTE; and 

( c) opinions of over 1,000 persons, including teachers, 

administrators, school board membe rs, community members, 

congressional representatives, state department of education 

officials, and higher education personnel. 
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Joyce et al. (1977) reported that despite great dissat-

isfaction with the present status of ISTE there may be as 

many as 250,000 persons who are engaged as instructors of 

ISTE in the United States. This figure represents an 8:1 

ratio among teachers and ISTE providers. The failure of 

ISTE could not be attributed, therefore, to lack of time 

and energy investments. Two major concerns were reported: 

(a) the varieties of training options needed to be interfaced 

closely with needs of teachers and school districts and (b) 

the problems related to optimal time and place of ISTE have 

n ot been solved. 

The first of these concerns, lack of structural inter­

facing, resulted from insufficient interaction between the 

four major dimens ions that linked to form the operating 

structure of ISTE. These critical dimensions or systems 

were: (a) governance system--composed of the decision 

making structures which legitimize activities and govern 

them ; (b) substantive system--composed of the content and 

p rocess of ISTE and pertains to what is learned and how it 

is learned ; (c) delive r y system--made up of incentives 

and includes motivation , access, and r e l e vance to the role 

of the individual professional; and (d) modal system-­

consisting of the forms of ISTE, ranging from sabbaticals 

aoroad to intensive on - site institutes. It was believed 



that if ISTE was to be truly effective, all of these 

subsystems must be jointly incorporated to create one 

concrete guiding structure. 
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Within the discussion of the substantive (content and 

process) subsystem, Joyce et al. (1967) noted that one-shot 

workshops or other limited ISTE activities did not ade­

quately prepare teachers to implement individual education 

programs for handicapped students. Additionally, the severe 

shortage of appropriately trained ISTE leaders in the field 

of special education was noted. Finally, the authors 

recommended that future thrusts should explore more effi­

cient and effective collaborative (linking) governance 

structures. 

Schneider (1976) developed an ISTE model for elementary 

teachers. Purposes of the investigation were to: (a) 

analyze the ISTE needs of a sample of 528 teachers and 

principals and (b) evaluate the effectiveness of the 

proposed ISTE model through the use of a 40-item Likert-

type scale . 

The model was based on a survey of literature in the 

fields of teacher education and ISTE. Three components 

were utilized: (a) input from the participants regarding 

thei r own perceived needs; (b) involvement of the partic­

ipants in all areas of planning, implementing, and 
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evaluating; and (c) continuity over time through the use 

of incentives, services of an ISTE specialist, and negoti­

ated contract provisions. 

The findings of a questionnaire revealed that teachers 

and principals indicated a positive response to student 

centered concerns and a negative response to classroom 

administrative concerns. Schneider concluded that: (a) 

ISTE activities planned solely by principals would probably 

be ineffective in meeting the needs of teachers; (b) a 

program which included the proposed components would consti­

tute a successful program; and (c) the proposed model could 

provide a framework for building and modifying programs to 

meet perceived needs of similar populations. 

~ - cLendon (1977) conducted a study to develop guidelines 

for providing direction to ISTE programming efforts spon­

sored by the Texas Education Agency. The investigation was 

designed to determine the extent of agreement on principles 

underlying effective ISTE programming existing among spe­

ci fic education groups in the state. Thirty principles 

regarding effective ISTE were identified, divided into four 

c lusters - planning, situational design, content, and 

support - and incorporated into a Delphi questionnaire 

dis tributed to 618 p o tential participants. Of this number, 

da ta provided by 299 teachers, principals , supervisors, 



education service center employees, and state education 

agency personnel were analyzed. 
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Results indicated that principles, positional groups, 

size of districts, and geographical areas had little effect 

on degree of consensus. Total agreement existed among all 

five groups of subjects with the exception of whether a 

change in teacher classroom performance skills or student 

learning should be the primary means of determining success­

ful ISTE programs. A high level of agreement was found on 

situational design while support received a lower level of 

agreement. The findings indicated that educators in Texas 

we re in agreement with 29 of 30 principles identified as 

underlying effective ISTE practices . . 

Zigarrni, Betz, and Jensen (1977) conducted a statewide 

study to determine teachers• attitudes toward and experi­

ences with ISTE. A secondary purpose was to examine teach­

ers• perceptions of the usefulness of various types of ISTE. 

Questionnaires were distributed to a random sample of 

teachers r epresenting all school districts in the state 

with a total of 1,239 responding. 

Types of ISTE were placed into five general categories: 

( a ) workshops , (b) college/university courses; (c) faculty 

meetings; (d) observation of and assistance from other 

teachers ; and (e) professional reading. Analysis of the 
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data revealed 1-day workshops and after school workshops 

were the most commonly used types of ISTE. These, however, 

were judged to be the least effective. The type of work­

shop viewed as most desirable was the 2-week intensive 

session. Respondents considered faculty meetings to be 

the least useful of all 21 types of ISTE, especially those 

planned solely by administrators. Although only one-third 

of the respondents had participated in observations of or 

assistance from other teachers, this method was judged as 

high ly useful. Other types of ISTE such as professional 

organization meetings and readings were rated as moderately 

bene ficial. 

The profile of desirable ISTE characteristics was 

h ighlighted by six components. Commonalities of preferred 

ISTE approaches were innovativeness, design in accordance 

with teac~er interests, opportunity for choice and personal­

ization, long-term experiences, peer teaching ~r teacher 

idea exchange, and shared ownership. Least desirable 

practi ces included sessions conducted by outside consultants 

unfamili ar with local situations, faculty meetings planned 

by administrators, presentations by educational sales­

pe rsons, and programs that lacked follow-up services. 

Bieber {1978) gathered and analyzed data concerning 

ISTE at the elementary s chool level in Washington State. 
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Emphasis was placed on five areas: (a) effect of school 

board policy statements on ISTE in local school districts; 

(b) coordination and decision making responsibilities; 

(c) program methods and times; (d) sources of funding; and 

(e) ISTE program criteria. Data were obtained from 357 

elementary school teachers, principals, and education 

service district personnel through an investigator-designed 

questionnaire. Chi-square statistics were used to analyze 

the data. 

Findings indicated that the importance of written 

statements of ISTE policy was related directly to the size 

of the district. Large districts had more definitive 

written policy statements. Coordination and decision 

making duties related to ISTE programs were usually under­

taken by central office personnel. The design of ISTE 

and time of participation often differed from those 

requested by teachers. Respondents pr~ferred individualized 

and small group training which occurred during released 

~ i me at the beginning of the school. Bieber concluded by 

s uggesting general criteria for successful conduct of ISTE 

p rograms: (a) flexible design; (b) teacher involvement; 

( c ) cooperative effort; (d) coordination and planning; (e) 

operation by objectives; (f) relevance to the participants; 

and (g) appropriate time for conduct. 



Fairall (1978) conducted a study for the purposes of 

devising an ISTE planning model and defining the term 

comprehensive inservice education for use in the El Paso, 

Texas Public Schools. In order to operationalize the 

investigation, two similar units of El Paso Public School 

administrators, counselors, and teachers were given the 
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t ask of constructing comprehensive long-range ISTE plans. 

Upon completion, the plans were sent to a random sample of 

educators in Texas who were requested to rate each on a 

Comprehensive Inservice Education Rating Scale. Three null 

hypotheses were proposed by Fairall: (a) there will be no 

significant differences in ratings for the plans given by 

educators in large, medium , or small . sized school districts 

and universities ; (b) there will be no significant difference 

in ratings for the plans given by superintendents, princi­

pals, directors, consultants, or university professors; and 

(c ) there will be n o significant difference in ratings of 

the plans developed through interactive processes and those 

developed through nominal group processes. 

Results of the study indicated a significant difference 

in ratings given by personnel in small school districts. No 

d ifferences were fou~d among various professions or the two 

development approaches. Fairall concluded that Texas educa­

tors appeared to possess similar thoughts concerning 



comprehensive ISTE plans; there even may be elements of 

idealism along with practical considerations because 

university professors and public school officials judged 

both plans equally acceptable. 
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Howey and Joyce (1978) analyzed four basic problems 

associated with the multidimensional process of ISTE. 

Thes e problem areas were labeled as: (a) conceptual; (b) 

legal-political-economical; (c) organizational-logistical; 

and (d) personal-psychological. Investigators indicated 

that the concept of ISTE has not been well articulated. 

This has resulted in a wide range of personal interpre­

tations. Hhile affirming that its major objective was 

improved instruction for students, the authors suggested 

·t l1e following categories of ISTE: (a) job-embedded; (b) 

job-related; (c) general professional; (d) career creden­

tial ; and (e) personal. It was found that this typology 

assisted in determining who should be ISTE instructors and 

who should finance various forms of ISTE. 

In relation to the legal-political-economic issue, 

there was a general plea for collaborative efforts among 

all potential contributors including taxpayers. It was 

n oted, however, that not all ISTE efforts required collab-

o rative governance methods . Critical issues which Howey 
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and Joyce considered detrimental to successful collabora­

tion included: (a) lack of skill in cooperative decision 

making; (b) vested interests inhibiting open communication; 

(c) lack of conceptual framework to organize parties effec­

tively; and (d) insufficient financial support for effective 

collaboration to develop. Legal issues, such as the imple­

mentati on of least restrictive environment concepts in 

Publi c Law 94-142, were also mentioned as examples of 

the ever increasing runount of legislative and judicial 

decisions which influence ISTE efforts. 

Structural-organizational modifications deemed 

necessary for contemporary ISTE programs included: (a) 

strategies which periodically released the teacher during 

the course of the instructional day to engage in some form 

of ISTE a~d (b) structural alterations in the relationship 

between school and nonschool personnel in order to make 

on-site staff development a reality. Howey and Joyce 

estimated that 75% of the teachers favored these strategies, 

but only 20 % had opportunities to participate. Job-embedded 

types of ISTE were judged to be highly desirable. 

Finally, the i mportance of involving individual teach­

ers in the determination of the outcomes of ISTE was noted. 
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The personal-psychological dimension of ISTE was believed 

critical because of the deteriorating school conditions and 

diminished esteem afforded the teaching profession. Teach­

ers should be encouraged to upgrade their knowledge and 

skills continually and to participate actively in planning 

for such improvement. 

Nur (1978) studied the concept of local decentrali­

zation in the area of ISTE. Experiences and attitudes of 

Jceachers and corrununi ·ty members from 25 communi ties across 

the United s ·tates were compared with those of 1, 825 

randomly selected teachers and 771 community members in the 

states of California and Georgia. Data \·rere collected 

through the use of a ~uestionnaire from the Inservice 

Teacher Education Concepts Project, sponsored by the 

National Center for Education Statistics and Teacher Corps 

(Howey et al., 1977). The structure of the ISTE program 

was a set of four interlocking systems: (a) governance; 

(b ) substantive; (c) delivery; and (d) modal. 

Results of the study indicated that collaborative 

governance was associated with increased ISTE activity. 

sub jects participating in the special cooperative progr~1 

h ad more opportuniti e s for collaboration and a wider range 

o f ISTE activities than did the California and Georgia 

g rou p s. The coopera tive program participants developed 
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more successful solutions to delivery problems and generated 

more varieties of substance and process than did the compar­

ison groups. 

The Texas Education Agency (1978) published a document 

entitled A Review of Inservice Education in Texas as a 

response to the staff development priority adopted by the 

Texas State Board of Education in 1976. Designed to assist 

in the development of a comprehensive method of planning 

ISTE, the document encompassed a detailed review of findings 

contained in three dissertations (Creekmur, 1977; Killough, 

1977; McClendon, 1977) conducted in the state of Texas 

concerned with ISTE practices. In addition, the compre­

hensive works of Lawrence (1974) and Joyce et al. (1977) 

were included along with an overall analysis by Harris. 

The Texas Education Agency (1978) also presented a 

definition of ISTE which contained three critical compo­

nents: (a) learning opportunities are afforded; (b) 

p urposes are defined and related to improving performances; 

and (c) planned programs provide assurance of account­

ability for predetermined outcomes. It was emphasized that 

the main thrust of ISTE should be for the improvement of 

learning opportunities for students. The Texas Education 

Agency r e commended, therefore, that ISTE be implemented 

acc ording to presumed relationships among the following: 



(a) staff needs; (b) training; (c) performance of staff; 

(d) instructional program; and (e) student learning. 
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Research findings were synthesized into the following 

six categories related to ISTE: (a) personnel; (b) situa­

tional design; (c) planning; (d) evaluation; (e) content; 

and (f) funding. Recommendations were presented within 

each of the categories and a valuable listing of principles 

underlying effective ISTE was included. These principles 

we re divided into four categories: (a) planning; (b) 

situational design; (c) content; and (d) support. The 

report concluded with recommendations for further study in 

the specific areas of evaluation, collaborative planning, 

incentives, and accurate needs assessment. 

Guskey (1979) studied the conditions under which ISTE 

changed teachers' attitudes and perceptions as well as their 

actual teaching behaviors. The main assumptions of the 

investigation were: . (a) that evidence of positive change 

in cognitive learning of students is a critical variable 

between inservice education and perceptual and behavioral 

change in teachers and (b) the degree of positive change 

in student cognitive learning determines the degree of 

perceptual and behavioral change in teachers. 

Subjects in the 5-month study were 98 public school 

~eachers who taught classes in 13 subject areas from grades 
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2 to 12. The basis for an ISTE program was mastery learn-

ing of instructional techniques; 30 of the subjects 

participated in the program. After completion of the 

training, 15 trainees taught two equivalent classes of 

students--a control group in which the teacher used 

instructional procedures previously employed and an experi­

mental class in which the teacher used newly acquired 

mastery learning instructional techniques. Cognitive 

learning outcomes of the students were determined by a 

comparison of the control and experimental groups. Pre­

inservice and post- implementation comparisons were made 

among teachers who obtained positive change in their 

students, teachers who obtained little or no change in 

their stu,ents' learning outcomes, teachers who partici­

pated in the ISTE but did not implement the new instruc­

tional techniques, and teachers who served as the control 

group . 

Multivariate statistical procedures revealed that the 

degree of positive change in student learning determined 

the degree of change in teachers' perceptions of respon­

s ibility for student learning, feelings of adequacy in 

teaching situations, and positive feelings toward teaching 

activities . These findings were not evidenced by teachers 

who did not experience positive change in their students' 
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cognitive learning, or among teachers who did not implement 

the new instructional techniques. Guskey concluded that 

ISTE experiences alone have little effect upon the percep­

tions or behaviors of experienced teachers. When teachers 

found that they had greater influence upon the learning of 

their students, however, these perceptual and behavioral 

changes were likely to result. 

Hewitt (1979) investigated perceptions of Michigan 

public school administrators (K-12) toward certain parts 

of ISTE. Research questions were designed and served as 

a basis for collecting data via a questionnaire sent to 

a stratified random sample of school administrators. 

Specific research questions designed by Hewitt included: 

(a) what are the perceptions of administrators with respect 

to the preferred ISTE delivery system; (b) what are the 

perceptions of administrators with respect to the preferred 

gove rnance structure of ISTE; (c) what are the perceptions 

of administrators with respect to other aspects of ISTE; 

and (d) are there any demographic factors which signif­

icantly affect perceptions of a defined group of admin­

istrators towards ISTE. 

Results of the data analysis revealed that the admin­

istrators desi r ed to be more involved on a cooperative 

bas is with teachers in the planning and delivery of ISTE. 
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Overall, administrators indicated that more ISTE was needed 

especially in the area of reading. Hewitt drew the follow-

ing conclusions from analysis of the perceptions of 

Michigan administrators towards ISTE: (a) teachers are the 

most important resource personnel for ISTE; (b) released 

time for teachers is the strongest incentive for teacher 

participation in ISTE; (c) ISTE costs are primarily borne 

by school districts; (d) teachers and administrators should 

oe the main participants in evaluation, goal setting, and 

decision making related to ISTE; (e) ISTE is in a state 

of fair health ; and (f) teachers do not receive too much 

ISTE . 

Payne (1979) conducted a study designed to develop, 

i mplement , and evaluate an individualized approach to ISTE. 

Design of the program was based on current trends which 

indicated that staff development activities, to be effec­

tive, must be based upon teacher needs and interests, be 

job-related, and have a supportive facilitative element. 

Evaluation information was desired at three levels (a ) 

that participants' attitudes toward ISTE and self-direction 

in learning would show a positive increase; (b) that 

participants would diagnose their own needs, design a 

lear ning plan, complete learning activities, and implement 

desi r ed change within their classrooms; and (c) that the 

I 



per-participant cost of the model would be cost efficient 

when compared with more traditional methods of staff 

development. 
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Implementation of the Individualized Staff Development 

Model took place in four elementary schools in Fulton 

County, Georgia, public school system. All subjects were 

pretested on attitudes towards ISTE and on independence in 

learning. Following explanation of the program, all 

volunteers were divided into two groups, control and treat­

ment. The treatment group participated in the ISTE program 

and t h e control group was given an opportunity to partici­

pate the following quarter. Participating teachers took 

part in the following six phases: (a) explanations and 

exercises in self-directed learning; (b) individual needs/ 

interests assessment; (c) problem definition and formula­

ti on of learning activities; (d) submission of a written 

learning contract; (e) completion of learning activities; 

and (f) evaluation and on-job assessment. 

Despite results indicating ineffectiveness of the ISTE 

p rogram in changing attitudes of participants toward ISTE 

or increasing subjects' self-direction in learning, evidence 

exi sted whi c h supported the management and quality control 

systems of the model. Cost analysis of the study demon­

strated tha t the per- participant cost of the ISTE program 
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was more efficient than traditional approaches. Payne 

concluded that individualized approaches to staff develop­

ment were feasible, operational, and a viable option for 

continued professional growth. 

Perez (1979) designed a study to compare centralized 

(district-based) and decentralized (school-based) ISTE 

programs with respect to the desirable program character­

istics, degree of teacher involvement, and job satisfaction. 

Utilizing t h e Nonte Carlo randomization technique, 125 

Texas public schools were selected yielding 1,400 poten­

tial respondents. Of the final 1,011 respondents, 886 were 

teachers. A questionnaire was administered by mail, 

requesting subjects to describe their respective ISTE 

p rograms and to indica·te their participation in decision 

making and their degree of freedom in making their own 

decisions regarding ISTE. Respondents were also requested 

to record the frequency of their administrators' involve­

ment in order to classify forms as centralized or decen- .­

tralized . 

Analysis of the data revealed that more than two­

thirds of the teachers wer e not consistently involved in 

p lanning or delivering ISTE . Over one-third of all 

r e s p ondents were not satisfied with the ISTE program being 

conducted and only one of every 12 teachers was enthusiastic 



about ISTE. From his findings Perez concluded that 

decentralized ISTE programs were almost non-existent. 
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Harris (1980) authored a comprehensive resource book 

for persons providing leadership in ISTE. Detailed and 

practical methods for planning, implementing, and evaluating 

programs for instructional staff development were presented. 

Guidelines for both group and individualized ISTE programs 

were reported with specific attention focused upon the 

proolems of designing experiences for increasing acceptance 

levels, knowledge, and instructional improvement among 

trainees . Harris directed more emphasis toward formally 

planned ISTE programs than informal workshop presentations. 

The text stressed the concept that ISTE existed primarily 

fo r the purp ose of serving teachers as a vehicle for 

improved personal performance. 

Harris emphasized the clear distinction between ISTE 

and other approaches to improvement of instruction. A 

dis cussion was provided which delineated specific char­

acteris tics of various me thods of facilitating instructional 

change including: (a) i mproving curriculum goals and obj ec ­

tives ; (b) improving instructional resources; (c) improving 

inst ructional tools; and (d) improving work conditions~ 

Earris (1980 ) offered the following definiti on of ISTE: 



Inservice teacher education is any planned program 

of learning opportunities afforded staff members of 

schools, colleges, or other educational agencies for 

purposes of improving the performance of the indi­

vidual in already assigned positions. (p. 21) 
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Harris' contribution was especially valuable because of 

topical coverage and refinement in the areas of ISTE 

program goals, performance objectives, activity-impact 

relationships , and longitudinal designs. Finally, the 

critical process of systematic evaluation was explored 

including construction, explanation, and interpretation of 

various instruments and techniques. 

Joslin (1980) conducted a meta-analysis of research 

evi dence related to ISTE in order to determine the efficacy 

of various ISTE practices. An attempt was made to answer 

the following research questions: (a) what are the varia­

bles associated with effective ISTE; (b) what patterns of 

variables increase the effectiveness of ISTE programs; 

(c) using a meta-analysis technique, can the overall effec­

tiveness of ISTE programs be measured; and (d) what find­

ings derived from a statistical review of the literature 

have implications for staff development. Information from 

1 3 7 r esearch reports published between 1965 and 1978 

y ielded 902 sets of data . These data represented a 
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sample of over 32,000 teachers who received ISTE treatment 

and approximately 15,000 control subjects. For the purposes 

of the study, the main unit of analysis was the effect size 

calculated for each set of data. This effect size was the 

difference between the means of the experimental and control 

groups measured in standard deviations of the control group. 

Results indicated that, in all types of ISTE treatment, 

the teacher scoring at the 50th percentile of the treatment 

group would be equivalent to a teacher at the 68th percen­

tile of the untreated group. ISTE programs shown to be 

particularly effective included: (a) programs planned to 

achieve concrete objectives related to subject matter 

content; (b) programs planned around highly structured 

formats such as training programs, minicourses, laboratory 

experiments, and institutes; (c) programs in which the 

participant engaged in self-instruction; (d) ISTE experi­

ences planned to take place within a local district either 

during the working day or after hours; and (e) programs 

planned around a treatment that had been field-tested or 

used extensively. Joslin (1980) concluded that ISTE was 

effective in changing teacher achievement, skills, and 

attitudes. Attempts to change students through teacher 

pa=ticipation in ISTE programs were, however, of question­

able effectiveness . 
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Special Education· Inservice Teacher Education 

The amount of ISTE literature in the field of special 

education has increased tremendously over the past 10 years. 

This has occurred largely as a result of state and federal 

mandates to provide comprehensive educational services to 

all eligible handicapped individuals. These charges have 

made it necessary to train and retrain teachers to provide 

educational services to exceptional students. It is likely 

that this trend will increase in the corning years as more 

and more emphasis is placed on developing comprehensive 

systems of personnel development as mandated by Public 

Law 94-142. 

Soloway (1974) investigated changes in reaction, know­

ledge, and attitudes toward mainstreaming which resulted 

from a special education ISTE program for 74 regular class­

room teachers (K-6) in the Santa Monica Unified School 

Distri ct in California. Participants, separated into 

experimental and control groups, were placed into subgroups. 

One subgroup possessed past experience in mainstreaming 

educable mentally retarded (EMR) and educationally handi­

capped (EH) students. The other subgroup had no such 

experience . 

The study was separated into two parts: (a) Experi­

mental condition 1 (E1) and (b) Experimental condition 2 
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(E2). In both E1 and E2, subjects were administered the 

EMR/EH Placement Survey and the Rucker-Gable Educational 

Programming Scale (Rucker & Gable, 1974). Experimental 

condition 1 was not, however, exposed to the special 

education ISTE program prior to completion of the depend­

ent measures. 

Results in regard to E1 revealed that regular teachers 

wi th no experience in integrating students exhibited more 

favorable attitudes toward integration than those teachers 

\vho possessed experience. It was found also that teachers 

who had more than two special education courses, without 

regard to past integration experience, felt more favorable 

toward integration than teachers without the coursework. 

In E2 , the participants in the special education ISTE pro­

gram revealed significantly more favorable reactions and 

attitudes toward integration of EMR and EH children than 

the control teachers who were not involved in ·the ISTE 

program . 

Boote (1976) investigated various aspects of special 

education ISTE programs for regular education teachers. 

Specific purposes of the study were: (a) to survey the 

nature of ISTE programs in special education utilized in 

the Philadelphia area; (b) to determine perceived needs of 

teache rs and principals for ISTE programs related to 
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mainstreaming; and (c) to determine what types of.programs 

would be most useful. A sample of 136 teachers and 50 

principals from randomly selected schools completed a 

questionnaire. 

Analysis of the respondents' answers revealed the 

following findings: (a) the mean estimates for ISTE were 

25.8 hours for regular education and 1.7 hours for special 

education; (b) programs were not highly structured; (c) the 

primary person responsible for planning and conducting the 

programs was the principal; (d) programs were mostly lecture 

in format; and (e) graduate courses were only a minor part 

of ISTE. 

Specific recommendations included: (a) equal alloca­

tion of time among the ISTE topics of teaching, identifi­

cation of exceptional students, resources, and behavior 

management; (b) variety of presentation me.thods to allow 

for practice, simulation, brainstorming, and other vehicles 

to enhance participation of trainees; and (c) distribution 

of emphasi s on handicapping conditions to include those 

needed by teachers. Finally, results indicated that prin­

cipals exhibited less desire to change current ISTE pro­

grams than teachers. 

Kuik (1976) studied the effects of ISTE on the atti­

t udes and behaviors of teachers involved in the development 
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of strategies for integrating handicapped children into 

regular classes. Subjects participating in the experimental 

project were 100 teachers from elementary and junior and 

senior high schools. Pre and post data were collected 

from a control group of 78 teachers from other schools 

within the same district. An instrument designed by the 

investigator was utilized to gather .pre and post ISTE -data. 

Analysis of the data revealed a significant difference 

at the end of the study between the two groups in knowledge 

of and attitudes toward alternative placements for handi­

capped children. Only one of the experimental subgroups 

did not demonstrate a significant improvement in knowledge 

of ~ti chigan's Mandatory Special Education Act in contrast 

to the control group which showed no gains in knowledge. 

Kiuk concluded that ISTE programs utilizing organizational 

development strategies and tactics, such as those in his 

study, can be an effective means of creating change in the 

knowledge of school personnel. 

Schorn (1976) conducted an investigation to determine 

if regular classroom teachers' attitudes concerning inte­

gration of handicapped children could be influenced by ISTE 

practicum experiences. A total of 49 regular classroom 

teachers from three South Carolina school districts partic­

ipated in the study. The practicum experiences consisted 
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of four formal visitations during one academic year at 

each subject's school. The consultations were structured 

around specific problems that individual subjects were 

encountering with exceptional children they taught. 

Emphasis during the individualized on-site visits was 

placed on assisting the teacher to identify and utilize 

resources and skills and to incorporate these into class­

room strategies with handicapped students. Schorn 

attempted to answer three research questions: (a) how have 

the ISTE practicurns affected teachers' attitudes toward 

exceptional students; (b) did the practicurns have differ­

ential effects in the three districts; and (c) under what 

conditions were the practicurns appropriate~ 

Attitude change was measured by the Rucker-Gable 

Educati onal Programming Scale (Rucker & Gable, 1974) which 

provided data on the subjects' attitudes toward, knowledge 

of, and appropriate placement for various types of handi­

capped students. All subjects, experimental and control, 

ere administered this inventory prior to and at the 

completion of the academic year. 

Schorn summarized the results in the following manner: 

(a) the practicurn contributed significantly to positive 

teacher attitude gains toward integrating emotionally 

disturbed students but not mentally retarde d children 



in the three schools; (b) in only one school did the 

attitudes toward moderately mentally handicapped students 

increase positively; and {c) a different outcome resulted 

from implementation of the practicum ISTE concept at each 

of the three schools. Findings of this study supported 

the potential of individualized on-site ISTE experiences. 
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Mathey (1977) designed and implemented a 2-day ISTE 

workshop for regular teachers (K-6) to investigate the 

effects of participation on attitudes toward and willing­

nes s to mainstream exceptional students into their class­

rooms. The main thrust of the workshop was related to 

sel f-feelings and disability characteristics and classifica­

tions of handicapping conditions. The subjects were 31 

teachers in an experimental group and 29 teachers in a 

control group, from Wayne County, Michigan. Data collec­

tion instruments used in this study were the Rucker-Gable 

Educational Programming Scale (Rucker & Gable, 1974) and 

the Data Survey (designed by the investigator) • 

Results of the study indicated that teachers partic­

ipating in the ISTE workshop demonstrated a significantly 

g reater willingness to integrate learning disabled, 

visually impaired, and hearing impaired children into 

classes than the control group. A greater acceptance of 



severely handicapped and mentally retarded children was 

revealed also on the part of the experimental teachers. 

Becker (1979) implemented a 5-week ISTE program (two 

~ hour sessions a week) with elementary school teachers to 

field-test a special education curriculum guide designed 
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to assist in the maintenance and integration of exceptional 

children into the regular classroom. Specifically, an 

attempt was made to answer two research questions: (a) will 

teachers participating in an ISTE program concerning inte­

gration of mildly handicapped children exhibit a more 

improved attitude toward rnainstreaming than teachers 

enrolled in an introductory special education class and (b) 

will inservice trainees improve their ability to identify 

student behaviors that are potential sources of learning 

strengths and weaknesses in young children. 

Results indicated that no significant differences 

existed in attitudes between t he control and experimental 

groups at the end of the study. Becker indicated, however, 

that qualitative questions revealed that the ISTE group was 

influenced positively by the activities involving acceptance 

and understanding of handicapped students. The findings 

regarding each group's ability to identify learning 

strengths and weaknesses revealed no significant difference 

between the groups . Experimental group teachers did feel, 
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however, that their ability improved in locating individual 

strengths and weaknesses in learning characteristics. 

Porterfield and Brown (1979) developed, implemented, 

and evaluated an ISTE program designed to aid teachers in 

special education in the compliance with certain mandates 

of Public Law 94-142. One hundred special education 

teachers participated in a pilot study to investigate 

potential design and implementation problems and to provide 

evidence for revision of the program. Pilot participants 

met for nine consecutive Saturdays and were presented 

content in five competency areas: (a) major provisions of 

Public Law 9 4-142; (b) assessment; (c) annual goals and 

short-term instructional objectives; (d) conferencing and 

consultation skills; and (e) resources for working with 

parents. Data collected following completion of the pilot 

project were used as a basis for developing the ISTE 

program used in the subsequent experimental research. 

The resulting experimental ISTE program, conducted 

over 3 consecutive days, was utilized with a sample of 185 

special education teachers. Following completion of the 

program, trainees expressed satisfaction with the ISTE 

program and showed positive increases in ratings of 

personal competency. In addition, examination o£ com­

pleted individual education programs , prior to and after 
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training, revealed a significant increase in the number of 

adequate ratings. 

Wood (1979) examined the attitudes of teachers toward 

exceptional children and the effects of three experimental 

special education ISTE programs. A total of 126 subjects 

from 3 school districts in Mississippi participated in 

1 of 3 experimental ISTE programs; (a) affective 

training; (b) cognitive training; and (c) placebo training. 

Attitudes were measured by a 7-point bipolar adjective 

scale. 

Analysis of the posttest data revealed that the most 

effective ISTE program for changing classroom teachers' 

attitudes was the affective workshop. It was revealed also 

that no significant difference was found between the cogni­

tive and placebo programs with regard to changes in atti­

tudes . Wood reported that anticipated assistance from a 

spec~al education resource teacher by a regular classroom 

instructor increased the likelihood of positive attitudes 

toward exceptional students. 

Rafford (1980) examined the impact of a special educa­

tion ISTE model on the attitudes of school personnel toward 

special education and central office personnel involved in 

special education ISTE. A secondary purpose of the study 

was to ascertain the model's impact on the awareness of 
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special education programming and knowledge of related 

laws and terminology. Subjects in the study were the 

elementary and secondary school teachers from .the Wayne­

Westland Corrununity School District in Indiana. The ISTE 

program content was presented through a series of sessions 

beginning in October, 1978, and concluding in February, 1979. 

Prior to the ISTE program, a 4-part questionnaire was given 

to the subjects. The questionnaire was designed to gather 

data related to the following research concerns: (a) will 

there be a significant improvement in the attitudes of 

school personnel toward mainstreaming as a result of the 

ISTE program and (b) will there be a significant increase 

in the awareness of building level personnel of available 

special education services and related knowledge as a 

result of the ISTE program. Upon completion of a 5-month 

ISTE program, the same test was administered to determine 

if any significant changes had occurred. 

Findings of the study included: (a) the only group 

of professionals who demonstrated a significant change in 

attitude toward special education were classroom teachers, 

and (b) the participating group as a whole revealed a 

significant improvement in awareness of terminology about 

the areas of least restrictive environment, educational 

placement and planning committees, and Section 504 of 
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Public Law 93-380, the Rehabilitation Act of 1973 (42 Fed. 

Reg . 2 2 6 7 6 [1 9 7 '?] ) . 

Adapted Physical Education Inservice Teacher Education 

The appearance of ISTE literature in the area of 

adapted physical education is a relatively new occurrence. 

With few exceptions, all reports of ISTE in physical educa­

tion are related directly to Public Law 94-142 mandates. 

The following synthesis of literature includes research as 

well as descriptions of on-going ISTE programs in adapted 

physical education. 

Harris (1977) investigated the extent to which physical 

education personnel in Oregon understood the intent of 

Puoli c Law 94-142 and how impact of compliance with the 

law was perceived. Harris also developed a set of compliance 

procedures and concept papers for physical education person-

nel whose responsiblity included serving handicapped indi-

viduals. The investigation was part of a larger statewide 

s~udy by the Oregon Department of Education; the study was 

~e signed to develop a set of procedures for recommended 

use by local school districts. Harris used a 12-item 

questionnaire to obtain the desired research information. 

mhe questionnaire was employed to solicit the following 

da ta: (a) personnel background information, including the 

status of ISTE received by individual subjects ; (b) knowledge 
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of the requirements of Public Law 94-142; and (c) beliefs 

regarding the impact of compliance with Public Law 94-142. 

Before and after field~testing the procedural package, data 

were collected from 120 subjects who provided or adminis­

tered physical education services including administrators, 

teachers, and counselors. Field~testing of the procedural 

package occurred in five selected regional school districts 

during the months of March and June of 1977. In addition 

to Harris, four consultants assisted in field-testing the 

procedural package in each district. Arrangements were made 

between the investigator and each school district for the 

provision of approximately 17 days of consultant time. 

Harris reported that a total of 99 (76%) questionnaires 

were returned on the pre-survey and 60 (46%) on the post­

survey. With regard to the requirements of P.L. 94-142, 

30 % of the subjects on the pre-survey and 42% on the post­

survey demonstrated knowledge. A total of 50% of the 

personnel answered 3 of the 6 knowledge items after 

t he experimental period. 

With regard to the impact of compliance with P.L. 

94-142 upon physical education programs in Oregon as per­

ceived by physical education personnel before implementa­

tion of the procedural package, most expressed a positive 

belief about compliance with the law for mildly handicapped 
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but were neutral for the severely handicapped. After 

implementation of the procedural package, school personnel 

in general believed that compliance with the provisions 

of P.L. 94-142 would have a beneficial effect when con­

sidering mildly handicapped students, but tended toward 

negative belief when considering the severely handicapped. 

The differences between the pre- and posttest perceptions 

concerning the impact of compliance with P.L. 94-142 for 

physical educators teaching different conditions (teaching 

mildly vs. severely handicapped) was not significant. Most 

of the administrators and counselors were knowledgeable of 

the intent of the law, whereas 40% or fewer physical educa­

tion and classroom teachers were knowledgeable. 

In conclusion, Harris stressed the need for intensive 

inservice training for physical education teachers if they 

are to become knowledgeable about P.L. 94-142 and develop 

more positive beliefs about its impact. The need for dis­

tri ct level adapted physical education specialists was noted 

in order to assist in assessment, development, implementa­

tion , and evaluation of IEPs, as well as to provide inser­

vice training for regular physi cal education personnel. 

Hillman (1978) reported the personnel preparation 

recommendations of a national advisor/ group composed of 

authorities in adapted physical education and therapeu~ic 



recreation. The paper summarized the results of a 2-day 

meeting in Washington, D.C., sponsored by the Bureau of 

Education for the Handicapped. Hillman noted that both 

personnel preparation and research were needed in order 

that services related to Public Law 94-142 be properly 

implemented. 
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Several specific guidelines for future ISTE in adapted 

physical education were presented. These included: (a) 

I STE for educational policy makers; (b) ISTE for instruc­

t ional personnel; (c) ISTE for community management per­

s onnel; (d) preparation of physical educators for rural 

areas; (e ) retraining and ISTE for trainers of teachers; 

and (f) I STE for paraprofessionals, volunteers, and parents. 

Jansma (1 97 8 ) presented evaluation information related 

to Proj e c t Outreach (Winnick & Jansma, 1978) , an ISTE 

p r ogr am designe d to provide trainees with competencies 

ne cess a ry t o implement t h e physical education mandates of 

Publ ic Law 94 - 14 2. A total of 64 physical education 

directors and teachers at tende d 1 of the 5 2-day I STE 

insti t utes during the period from July, 1977, to Fe b r uary , 

1978 . These programs we r e he ld in d i fferent geographic 

regions within New York Sta te : {a ) downstate; (b) capital 

district ; (c) central ; (d) southern tier; and (e ) western. 

Information was reported relati ve to the p a rt icip ants' 
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opinions of inservice education experience and attitude 

changes regarding physical education for the handicapped. 

In order to measure attitude change, the 26-item attitude 

inventory was administered to trainees prior to and follow­

ing participation. 

Analysis of the data revealed a very favorable rating 

by trainees for the inservice education experience. When 

such factors as •• selection of speakers", "quality of 

presentations", "topics selected", and "sequence of 

sessions" were considered, a grand mean rating of 6.12 

(7 high) was attained. Results also indicated that 

trainees• attitudes toward integrating handicapped students 

into regular physical education increased significantly 

( . 05) as a result of participation in Project Outreach. 

More importantly, a 4·- month follow-up administration of 

the attitude survey revealed that the significant positive 

attitude changes persisted. 

Jones (1978) investigated the current and desired 

status of preservice and inservice training in physical 

education for the handicapped in the state of Texas during 

the 1977-78 academic year . Findings relating to inservice 

training were oased on 100% return of questionnaires from 

the special education directors of the 20 regional educa­

tional service centers. 
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Jones reported that: (a) very little time was given 

to inservice training in physical education for the handi­

capped during the 1977-78 academic year; (b) training 

materials most often available for use through the education 

service centers were I CAN and Special Olympics; (c) special 

education directors had little knowledge of the physical 

education activities for the handicapped in the public 

schools; and (d) training in activities believed by adapted 

physical education authorities to be beneficial to the 

handicapped was often neglected. Jones stated that 95% 

of the special education directors in the education service 

centers voiced the opinion that there was a great need for 

ISTE in physical education for the handicapped. 

Jones concluded that there was a -severe discrepancy 

between the current and desired status with regard to ISTE 

for teachers of handicapped in the state of Texas. It was 

believed that training was not receiving the attention 

necessary to provide physical education services in 

accordance with Public Law 94-142 mandates, other state 

laws , and professional guidelines in physical education for 

the handicapped . 

Vodola (1978) published a monograph which described 

research studies based on Project ACTIVE (All Children 

Totally Involved Exercising ) . Competency-based teacher 



training in Project ACTIVE was examined to determine the 

extent to which it provided teachers with minimal skills, 

strategies, and attitudes necessary to initiate physical 

education programs designed to meet the needs of handi­

capped children. 
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During the 1973-74 school year 88 New Jersey teachers 

and paraprofessionals participated in 3 separate 

Project ACTIVE teacher training studies. The 3 pools 

of subjects were assigned to experimental and control 

groups . All subjects were pre- and posttested on a 25-

item scale designed to evaluate the attainment of Project 

ACTIVE implementation competencies. Experimental group 

subjects participated in either 10 or 6 4-hour ISTE 

sessions on consecutive Saturdays. Control subjects did 

not participate in the adapted physical education ISTE 

p rogram provided by the Project ACTIVE staff. 

Results of the 3 individual studies indicated that 

the experimental groups receiving Project ACTIVE comp~ 

tency-based training achieved scores that were significantly 

superior to the control groups in both the cognitive and 

psychomotor areas. Vodola concluded that: (a) participants 

in Project ACTIVE's training program demonstrated profi­

ciency in those skills, knowledges, and attitudes necessary 

to provide individualized-personalized physical education 
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programs for handicapped children, and (b) the competency­

based teacher training process was a viable means of 

providing trainees with skills necessary for organizing and 

administering a physical education program to students who 

exhibit a variety of disabilities. 

Bird and Gansender (1979) investigated the level of 

preparedness of 912 public school physical educators in 

Vi rginia to meet the physical education guidelines of 

Public Law 94-142. A 40% return of a questionnaire resulted 

in data from 137 elementary, 100 junior high, and 125 high 

school physical education teachers. In order to assess 

preparedness, questions were asked concerning: (a) educa­

tional attainment leve ls; (b) knowledge of handicapping 

conditions; (c ) competencies to perform various program 

related tasks ; and (d) training in physical education for 

the hand~capped. 

Data conce ring educational attainment reyealed that 

96% had earned undergraduate degrees; 26%, master•s degrees; 

3%, educational specialis t degrees ; a nd 40% had e arned 1 

to 3 credits of coursework corering physical education 

fo r the handicapped . Only 12% o f the g raduate level 

persons had earned 1 to 3 credits in physical educa-

tion for the handicapped . From 79% to 96% o f the respon­

dents had had nc practicum experiences in working with the 

h andicapped . 
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Knowledge of 26 handicapping conditions was measured 

by responses on self-rating items in reference to "nature 

a.11d causes" and 11 motor needs and tolerances 11 • Results 

indicated that over 70% of the physical educators had little 

or no knowledge of 5 conditions, over 50% had little or 

no knowledge of 9 conditions, and over 30% had little or 

no knowledge of 23 conditions. 

In relation to programming competencies, respondents 

were asked to rate their abilities to perform 24 tasks 

specifically related to planning, implementing, and 

evaluating physical education programs for the handicapped. 

The findings revealed that between 24% and 48% of the 

subjects had little or no ability to perform a given task. 

o task received more than 40% of its ratings in the good 

or excellent categories. It was found, however, that 

subjects rated their competence higher than their know­

ledge on both the nature and causes and the motor needs 

and tolerances of handicapping conditions. 

Bird and Gansender concluded that preservice and, more 

i mportantly , ISTE mus t be increased in order to provide 

physical educators wi th specific skills and knowledge 

necessary to plan and implement appropriate experiences in 

physical education for handicapped students~ In addition, 

the investigators indicated that considering 66% of their 



sample was trained out-of-state at the preservice level, 

it was reasonable to suggest that this general conclusion 

would apply to other states. 
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Clelland (1979) described the federal government 1 s 

involvement in the evolution of both preservice and inserv­

ice personnel training in adapted physical education since 

the passage of Public Law 90-170, the Mental Retardation 

amendments of 1967 (42 U.S.C. 2698-26986) ·. - This - act 

amended the 1ental Retardation Facilities and Community 

Mental Health Centers Construction Act of 1967 (42 u.s.c. 

2661 -269 86) . Title V of this 1967 act was entitled 

11 Training of Physical Educators and Recreation Personnel 

for 1entally Retarded and Other Handicapped Children 11
• 

The publication included several recommendations submitted 

by professional study groups during the 1970s supporting 

the need for adapted physical education ISTE and linkage 

projects between local education agencies, institutions of 

higher education, and others involved with physical educa­

tion service delivery . 

Hurley (1979) conducted a study to compare two methods 

of ISTE in diagnostic-prescriptive physical education for 

the handicapped utilizing the I Ch~ model and materials 

de signed by tfiessel , Vogel, Knowles, and Green (1976). One 

method, Intensive Inservice Training , consisted of a 1-day 
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workshop, 5~ to 6 hours in length, followed by 3 con-

sultant on-site visitations. The second method, Limited 

Inservice Training, was composed of a 2-hour orientation to 

diagnostic-prescriptive teaching with no follow-up consult­

ing. Physical and special education teachers (n = 40) from 

19 states in 3 regions of the country participated in 

the investigation. 

Each of the subjects in the 2 training methods 

implemented the I CAN model with severely handicapped 

children and youth for a total of 32 class periods. Data 

relating to the teachers• performance were obtained 

following implementation of the 32 periods through the use 

of 2 evaluation instruments. These instruments, the 

Component Mastery Test and the Summative status Eeport, 

me asured knowledge of the I CAN program and extent of each 

teacher's implementation, respectively. 

Analysis of the data revealed no significant differ-­

ences in mastery of content between trainees who partici­

pated in the two methods. No significant difference was 

found between special education and physical education 

teachers with regard to knowledge of the I CAN components 

as measured by the Component Mastery Test. A significant 

difference did exist between groups in actual implementa­

tion of the instructional program as measured by the 
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Summative Status Report. This difference favored subjects 

who received the Intensive Inservice Training. Those 

teachers who received consultant on-site follow-ups obtained 

significantly higher implementation ratings than those who 

did not. 

Spragens (1979) developed and evaluated a 1-day 

training session entitled Model for Inservice Workshop: 

Physical Education in the Least Restrictive Environment. 

The workshop was designed for training classroom, physical 

education, and special education teachers who were respon­

sible for planning and conducting physical education classes 

in which children with handicapping conditions were or would 

be assigned. 

Content presented at the workshop included information 

concerning requirements of Public Law 94-142, physical 

education curriculum areas, and specific activities appro­

priate for children with various handicapping conditions. 

The workshop placed emphasis upon proper implementation of 

the least restrictive environment concept in physical 

education . In addition, a practicum experience with handi­

capped children was included in order to highlight the 

importan ce of proper appraisal and prescriptive techniques 

in adapted physical education programming. 
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Eighty-five subjects from several school districts in 

three regions of Texas participated in the 1-day workshops 

during the 1978-79 academic year. Included among these 

participants were 16 classroom teachers, 18 physical educa­

tion aides, and 5 individuals of unknown responsibility. 

Evaluati on of the workshop was based on data derived from 

pre - and posttest administration of two instruments 

designed by Spragens. These measures were entitled Know­

ledge and Understanding Quiz and Opinions Mainstream Plan­

ning Inventory. Addi tionally, effectiveness of the model 

was judged by individuals with extensive ISTE training 

experience . 

Three hypotheses concerning the ISTE training model 

were examined, resulting in ·the following findings. The 

workshop model was judged effective for ISTE of teachers 

of rnainstrearned physical education by ISTE experts, ISTE 

trainers, and judges of models. Participation in the work­

shop significantly improved the knowledge of trainees about 

physical education activities for handicapped children as 

measured by the Knowledge and Understanding Quiz. The 

training resulted in attitude improvements of teachers 

toward handicapped students as measured by the Opinions 

ainstream Planning Inventory . Spragens concluded that it 

was possible to use a system-model approach to construct 
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an educational model for ISTE of persons delivering physical 

education, to use the model as a basis for workshops, and 

to evaluate it. 

Dunn and Harris (1979) edited a monograph which 

described several theoretical and practical methods of 

providing ISTE in the area of adapted physical education. 

Reports contained in the document were originally presented 

at a 2-day meeting held at the Oregon State University on 

June 15 and 16, 1978. The conference, entitled 11 Inservice 

Physi cal Education and Public Law 94-142 '', was designed to 

allow authorities in the area of adapted physical education 

to commun icate their strategies and ideas for the delivery 

of ISTE programs. Selected papers in the Dunn and Harris 

monograph are reviewed on the next few pages. 

Cooper and Churton (1979) ~resented a brief description 

and extensive evqluation information related to a physical 

education for the handicapped ISTE program developed at 

the University of Southern Mi ssissippi. The intent of the 

program was to field-test various ISTE delivery systems 

and eventually develop a model which would produce evidence 

of instructional program changes and improved motor perform­

ance on the part of exceptional children. Trainees partici­

p a ting in the program were special education t e achers i n 

t h e southern part of Mississippi . 
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Unlike several descriptions of existing ISTE programs 

in the area of physical education for the handicapped, the 

University of Southern Mississippi provided practical 

strategies necessary for proper implementation of a staff 

development plan in public schools. Included among these 

were: (a) paying travel and subsistence for teachers; 

(b) holding training during regular school days on released 

time; (c) contracting with public school administrators 

to ensure needed support over at least 1 year; (d) 

providing materials in the form of teacher kits; (e) 

implementing follow-up services for teachers; (f) requiring 

lesson plans and program implementation; and (g) making 

of regular university or continuing education unit credit 

a vailable. 

In addition, Cooper and Churton were greatly concerned 

with widespread acceptance of the belief that by exposing 

ISTE trainees to knowledge, skills, and understandings that 

somehow this competency was automatically acquired and 

resulted in improved programs offered to students. There­

fore, formal evaluation methodology, the Discrepancy Eval­

uation Model (Provus, 1971), w~s utilized to carefully design 

and evaluate each component of the proposed model. 

The design of the program necessitated three types of 

evaluation: (a) prestated evaluati on questions as part of 
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the Discrepancy Evaluation Model; (b) use of a Likert-type 

scale to measure teachers' _responses to delivery strategies 

used; and (c) teachers' reaction to various descriptions 

which have previously been identified to reflect positive 

or negative reactions to ISTE (Cooper & Churton, 1979). 

Analysis of the evaluation data led to the following 

conclusions: (a) more involvement on the part of adminis-

trators was necessary to promote support of the program at 

the local level; (b) teachers felt they learned more when 

they were involved in activity (lecture-demonstration­

activity-all integrated); (c) teachers indicated follow-up 

services to be essential to ISTE efforts; (d) specific 

knowledge in the designated areas was developed among 

trainees; (e) teachers responded very favorably to video­

taping of their programs and use of this as feedback and to 

promote discussions; (f) teachers suggested they receive 

ISTE hlaterials prior to the sessions for study of concepts 

to be cover~d; and (g) teachers indicated need for more 

in teraction among teachers (small group work and individual 

interactions with the program staff)o 

In conclusion, Cooper and Churton synthesized their 

evaluation data and formulated a definition of ISTE in 

phys ical education for the h andicapped. This definition 

states that ISTE is "a system of informing decision makers 
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and educating teachers in basic understandings and skills 

pertaining to planning, implementing, and evaluating a 

comprehensive adapted physical education program for schools 

in Mississippi" (p. 106). The key component which should 

be emphasized is evaluation, including follow-up services 

to insure proper implementation. 

DiRocco (1979) outlined general guidelines for devel­

oping a physical education for the handicapped ISTE model 

in public school districts. Current and anticipated factors 

such as implementation of Public Law 94-142, decreases in 

student enrollment, geographic considerations, negative 

attitudes of teachers, and unwillingness to enroll in 

graduate study were presented as rationale for the initia­

tion of local ISTE programs. DiRocco suggested that a model 

include the following components: (a) assessment tools 

employed to determine teacher needs; (b) resource materials 

to be utilized within the training program; (c) ISTE 

delivery strategies; and (d) subject material to be utilized 

within the training program. Emphasis within the model was 

placed upon maximizing attainment of individual needs. 

The needs assessment component of the model stressed 

the importance of evaluating each teacher's knowledge of 

handicapping conditions, its effect on motor performance, 

and i mplications in terms of physical education methods 
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and programs. Additional areas recommended for assessment 

were teachers' knowledge of state and federal legislation, 

local special education procedures, related services tech­

niques, behavior management strategies, and attitudes toward 

the handicapped. DiRocco suggested cooperative efforts 

between districts and teacher training institutions in 

designing these needs assessment instruments. 

Appropriate resource materials in the area of physical 

education for the handicapped was deemed an important 

component of the model. The availability and use of the 

following resources were recommended: (a) films of 

programs illustrating teaching methods, facilities, and 

equipment; (b) films depicting civil rights or attitudinal 

issues in terms of the handicapped; (c) textbooks and other 

printed materials; (d) motor assessment tools; and (e) 

agencies, associations, and individuals from which teachers 

could obtain information concerning the handicapped. 

Proper planning and implementation of delivery strat­

e gies was deemed the most important component of the ISTE 

model. Techniques suggested and explained included: (a) 

swmner institutes; (b) peer tutoring (team teaching); (c) 

individual programming; and (d) practicum experiences in 

s ituations where districts do not presently serve handi­

capped students in physical education. 
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Finally, curriculum content to be utilized within the 

ISTE was suggested. The following areas should be presented 

in detail: (a) handicapping conditions; (b) teaching 

techniques; (c) legal requirements; (d) facility and equip­

ment requirements and adaptations; (e) least restrictive 

environment concept; (f) role of recreational services; 

(g) accountability; and (h) the physical educator•s role in 

the educational placement and curriculum planning of each 

h andicapped student. 

Horgan (1979) described an ISTE model in physical 

education for the handi capped, Project Stop-Gap, developed 

at Temple University; it was implemented with teachers in 

s outheastern Pennsylvania. The model was viewed as a novel 

approach since it utilized cooperative efforts between local 

educational agencies and the University. 

ISTE sessions were designed to incorporate both theory 

and practical application in order to enable trainees to 

develop and implement a competency-based physical education 

program. The model \vas composed of 10 discrete curricular 

areas including mental retardation, early childhood, spe­

cific learning disability, hearing impaired, visually 

impaired, emotionally d isturbed, orthopedically handicapped, 

multi-handicapped, and other health impaired . Each of these 

curricular areas contained the following components: (a) 

entry level assessment; (b) didactic presentation ; 
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(c) practical application/demonstration; (d) discussion and 

debriefing; (e) practical application/mastery session; and 

(f) exit level assessment. 

The ISTE model operated in such a way that currently 

employed physical education teachers from participating 

local education agencies were able to receive graduate level 

university credit as a result of successful participation 

in the competency-based program. These local education 

agency trainees served as resource specialists for the 

project and, more importantly, developed and implemented 

the project's curriculum in their respective school settings. 

In addition to the collaborative efforts between the 

local educational agency personnel and Temple University 

faculty , Horgan noted the importance of an area ISTE curric­

ulum committee . This interdisciplinary advisory group 

included : (a) physical education teachers from the public 

schools; (b) parents of handicapped children; (c) a Temple 

University special educator; (d) an early childhood/pre­

school representative; and (e) three at-large representa­

tives chosen from any of the categories mentioned. 

Lange (1979) rendered an account of a physical educa­

tion for the handicapped ISTE program implemen~ed in rural 

areas of Idaho. Planning and implementation of the program 

were collaborative efforts among personnel from both the 
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University of Idaho and the Idaho State Department of 

Education, local education agency physical education and 

special education teachers, and out-of-state cons:ultants 

with expertise in the areas of adapted physical education 

and special education. Two general goals of the program 

were described: (a) to provide the greatest number of 

teachers possible with a minimum of foundational information 

relative to physical education for special education stu­

dents and (b) to initiate a more comprehensive plan of 

action for provision of appropriate physical education. 

Development of the ISTE program was comprised of three 

related phases: (a) a needs assessment conducted with all 

physical education and special education teachers in the 

state; (b) a special study institute in physical education 

for the handicapped organized to examine the initial needs 

assessment information; and (c) dissemination of a 

survey to determine specific content areas in which 

teachers felt they needed training and evaluation of the 

results . Implementation of the ISTE program in the rural 

state of Idaho necessitated the selection of seven sites 

in order to involve the largest number of teachers and 

limit travel inconvenience. A college or university 

facility was utilized at each of the sites for presentation 

purposes . In addition to the on-site programs throughout 
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the state, intensive summer institutes were offered to 

teachers at the University of Idaho. Content of the ISTE 

program, derived from needs expressed by the teachers and 

areas considered important by the project staff, included 

the following: (a) physical education programming as it 

relates to Public Law 94-142 requirements; (b) motor 

assessment procedures; (c) relationships between physical 

education and special education; (d) classroom management; 

(e) task analysis; (f) child study team concept; and (g) 

evaluation procedures. Project staff or outside consultants 

were selected to present the specific topic areas according 

to individual expertise. 

Objective evaluation data related to the ISTE program 

were limited to information regarding participant responses 

to the appropriateness and effectiveness of specific 

training sessions. Teachers were requested to provide the 

project staff with constructive feedback concerning topics 

and delivery methods for future workshops. Citing outcomes 

such as attendance by 240 teachers despite the rural popu­

lation distribution, opportunities for teachers to receive 

instruction from a variety of personnel without traveling 

excessive distances, and the active participation of handi­

capped students , administrators, parents, and aides, Lange 

subjectively deemed the rural ISTE model in adapted physical 

e ducation quite successful . 
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Loovis and Taylor (1979) presented a collaborative, 

field-based ISTE model to implement physical education 

services to handicapped students in parts of Illinois. The 

model described was guided by three underlying themes 

derived from an extensive review of literature concerned 

with ISTE methodology. These themes included: (a) federal, 

state, and local agencies are seeking ways to promote more 

efficient utilization of teachers and other resources for 

effectively dealing with pressing educational reform; 

(b) teachers are insisting that they be given the oppor­

tunity and freedom to be involved in deciding, planning, 

and implementing their own ISTE activities; and (c) there is 

a trend toward cooperative ISTE efforts which include 

pers ons from universities, school districts, and agencies 

sharing resources in a collaborative or consortium type of 

arrangement. 

In their ISTE approach, Loovis and Taylor involved the 

University of Illinois, a school district, and one school 

within the district which served only handicapped students. 

ISTE trainees included physical educators, regular education 

classroom teachers, special education teachers, and prin­

cipals . I mplementation of the model was designed in such 

a way that each principal received 50 hours of training and 

each teacher 125 hours. 
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Delivery of ISTE content was divided into 8 cycles, 

with the entire program lasting approximately 10 months. 

The model was designed so that each cycle's content built 

upon that of the previous one. Initially, the ISTE exper­

iences were classroom (lecture) oriented. Gradually, each 

cycle contained less formal classroom time and more field­

based work in the trainee's classroom. In an effort to 

utilize research findings related to effective ISTE, Loovis 

and Taylor incorporated the following principles into their 

delivery procedures; (a) ISTE experiences must increase the 

likelihood that teachers will become more independent rather 

than dependent; (b) continuing professional development 

e xperiences that provide repeated short-term learning 

e xperiences are preferable to single episodes; (c) ISTE 

p rograms should capitalize on teachers• abilities to teach 

one another; (d) most ISTE activities should take place in 

natural school settings; and (e) programs of continuing 

professional development should provide teachers with skills 

to accurately assess the quality of their teach~ng. 

The ISTE content was divided into two general catego­

ries. First, physical education concepts and activities 

required for students of all ages and handicapping condi­

t~ons were presented in detail £or regular classroom teach­

ers , special education teachers, and principals. Physical 
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educators received a review of this material. Secondly, 

the training included content material designed to provide 

trainees with the following competencies: (a) assessment 

and evaluation of physical and motor behavior of handicapped 

students and (b) development, implementation, and formative 

evaluation of physical education programs for handicapped 

students. It was desired that at the conclusion of the ISTE 

program each trainee would have acquired the knowledge and 

skills necessary to implement physical education to handi­

capped students in the least restrictive environment. 

Cowden (1980) designed, implemented, and evaluated a 

series of ISTE workshops in adapted physical education for 

publi c school administrators. The workshop content was 

developed to provide philosophical and motivational strat­

egies for program assessment and development, curriculum 

content components, and management and delivery systems 

fo r school district services in adapted and developmental 

physical education. Additionally, state and federal 

legislation was discussed to ensure that public school 

administrators were aware of requirements related to adapted 

and developmental physical education. Cowden placed 

emphasis on establishing realistic objectives and guide­

lines for facilitating role changes necessary for imple­

menting programs of adapted physical education. 
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Subjects participating in the study were 25 adminis-

trators from the Fort Bend Independent School District in 

south Texas. Administrators attended 3 sessions, 

totaling 9 hours. Immediately prior to and 4 weeks follow­

ing the workshop sessions, participants completed a 

questionnaire. This questionnaire, designed by the investi­

gator and entitled The Administrators' Opinion Survey, was 

constructed to gather information concerning present 

services and conditions, beliefs as to what constitutes 

ideal program implementation, and intent of the respond-

ent to i mplement. 

Results of the pre- and posttests were analyzed by a 

paired t test. A significant difference at the .01 level 

was found for the degree to which services/conditions 

existed . Despite an overall increase in posttest means, 

the t values for the degree of importance of adapted 

physical education and the strength of intent to implement 

adapted physical education programming were not significant 

(Q (. OS). 

Cowden noted several positive outcomes of the adminis­

trators1 ISTE program that could not be measured statisti­

cally . For examp le, following the co~pletion of the 

experimental period, it was decided by the administrative 

personnel to require physical education teachers to serve 
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on Admission, Review, and Dismissal committees. More 

noteworthy was a decision to employ an adapted physical 

education specialist in the district. Cowden concluded 

that the content and procedures developed for the ISTE of 

public school administrators in adapted physical education 

were appropriate. 

Hall (1980) described an adapted physical education 

ISTE model for college/university faculty members in regular 

physical education. The concept of the program, Project 

Infuse, was to incorporate content concerning handicapped 

children into existing required physical education courses 

at the undergraduate level. General physical education 

te acher preparation courses such as tests and measurement, 

growth and development, kinesiology, motor learning, exer­

cise physiology, and methods/curriculum were selected for 

the infusion of pertinent characteristics related to 

handi capped individuals. It was projected that through 

this generic undergraduate preparation, future physical 

education teachers would be able to meet the demands 

placed upon them in mainstream situations. 

Prior to infusing adapted physical education content, 

various concerns were addressed in formal planning sessions 

b etween the project staff and individual faculty members. 

Faculty members were provided with ISTE experiences in the 
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areas of: (a) legislation related to the education of 

handicapped children; (b) characteristics of specific 

handicapping conditions and implications for teaching 

physical education; and (c) research data in related educa­

tional domains concerning various exceptionalities and the 

practical implications of this knowledge base. Faculty 

ISTE was completed with a practical experience involving 

handicapped individuals. Further developmental assistance, 

as needed, was offered to each faculty member by a graduate 

ass istant and/or faculty member with Project Infuse. 

Implementation of Project Infuse content into the under­

gracuate courses was guided by the development of several 

competencies for regular physical education teachers working 

with handicapped students. Examples of these competencies 

included : (a) demonstrate knowledge and understanding of 

variations in physical growth and development; (b) demon­

str ate knowledge and understanding of physiological condi­

tions that may limit or restrict motor performance; and (c) 

demonstrate knowledge of variations in learning and motiva­

tion as they affect the acquisition of motor skills. 

Physi cal education fac~lty members selected appropriate 

competencies whi ch could be incorporated into their respec­

tive courses. Pr esentation of content to achieve the 

specific competencies was implemented in concentrated 

modules or, more preferably , throughout the cours e . 
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Stokes (1980) determined the current status of physical 

education for the handicapped in Louisiana as it related to 

requirements of Public Law 94-142. Personnel from 1,174 

public and private special education programs in the state 

contributed data. Additionally, ~information from 17 

universities and colleges was utilized in the study. 

The long-term goal of the investigation was to reme­

diate deficiencies or maintain current programming standards 

in physical education for the handicapped based on data 

obtained in the statewide needs assessment. Data were 

collected for the purpose of making judgments about the 

degree of agreement between what actually existed and what 

s hould be in existence as indicated by "pr.ogram intents". 

Results of the study were reported in the form of 13 

11 program intents 11 based on state and federal standards for 

the education of handicapped students, findings in relation 

to these intents, and corrective actions necessary to 

ameliorate existing deficiencies. Included among the 

11 p rograrn intents'' were the following: (a) percentage of 

s pecial education programs providing physical education 

f or the handicapped in accordance with the individual 

education program; (b) percentage of certified personnel 

providing physical education services to the handicapped; 

(c ) instruments utilized to evaluate students in physical 
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education; (d) physical education programs evaluating handi-

capped students based on progress made on short-term 

objectives in the individual education program; (e) aware­

ness of statutory requirements of Public Law 94-142 as -they 

relate to physical education programs for the handicapped; 

and (f) percentage of programs providing physical education 

services that received ISTE in adapted physical education 

and related areas. 

Results of the study had significance for ISTE of 

teachers responsible for providing physical education to 

handi capped students. It was found that 21% of the programs 

surveyed provided no physical education experiences to 

special education students. Personnel in only 68% of the 

physical education programs serving handicapped students 

evaluated student accomplishments according to progress 

made on short-term instructional objectives on the indi­

vidual education program. Only 42% of the local programs 

provided ISTE in the area of adapted physical education. 

Specific ISTE needs highlighted in the questionnaire 

responses we re: (a) individual education programs; (b) 

Public Law 94-142 mandates ; (c) evaluation techniques; (d) 

physical educati on activities for the handicapped; and (e) 

diagnostic-prescriptive teaching in physical education for 

the handi capped. Finally, it was revealed that Louisiana 
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did not have an official preservice training program in 

adapted or special physical education at any of its colleges 

or universities. Stokes concluded that ISTE for teachers 

in the area of adapted physical education appeared to be 

a priority area at the state level. 

Knowles (1981) studied the concerns of 15 physical 

education teachers in the Austin, Texas, area who partici­

pated in an individualized adapted physical education ISTE 

program. Subjects were exposed to a 7-week program 

designed to improve skills and knowledge necessary to 

individualize physical education for handicapped children. 

The ISTE program consisted of 7 formal 2~-hour group 

sessions and 4 individualized consultant visits. Content 

in the following areas was presented: (a) Public Law 94-142; 

(b) psychomotor assessment; (c) individual education program-

mi~g in physical education; · and (d) managing individualized 

instruction in the least restrictive environment in physical 

education. Training materials were adapted from the I CAN 

physical education curriculum program (Wessel et al., 1976). 

The 35-item Stage of Concern questionnaire (Hall, 

George, & Rutherford, 1977) was used to measure teachers' 

concerns about implementing innovative individualized 

physical education. This Likert-type scale provided infor­

~ation related to teachers' perceptions of innovative 
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changes which might directly affect them. The seven stages 

of concern included on the scale were: (a) awareness, (b) -

informational, (c) personal, (d) management, (e) consequence, 

(f) collaboration, and (g) refocusing. Each. subject com­

pleted the questionnaire prior to the first ISTE session 

and immediately after the last session. Knowles indicated 

that a hypothesized profile of concerns for nonusers of 

innovation would reveal highly intense scores in the 

awareness, informational, and personal stages with low 

intensity scores in the consequence, collaboration, and 

refocusing stages. Results of the investigation were 

presented in group and individual profiles. The pre- and 

posttest group profile revealed a pattern similar to 

the one hypothesized. Individual pre- and posttest 

profiles demonstrated varying results from teachers who 

s uccessfully implemented individualized programs to those 

who had no interest in the implementation of individualized 

adapted physical education. Knowles concluded that: (a) 

i mplementation of innovative ideas takes time and that the 

7 - week ISTE program may not have been long enough to affect 

total change; (b) ISTE programs must be structured indi­

vidually since all teachers adapted to change differently; 

and ( c) participation in an intensive adapted physical 
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education ISTE does not guarantee acceptance and implementa­

tion of innovative individualized service delivery. 



CHAPTER III 

PROCEDURES FOLLOWED IN THE DEVELOPMENT 

OF THE STUDY 

The intent of this study was to develop and field-test 

an interagency ISTE model designed to improve adapted 

physical education service delivery to handicapped students 

attending public schools. The procedures followed in the 

deve lopment of the study are delineated in this chapter 

under the following headings: Preliminary Procedures, 

Development of the ISTE Model, Development of Instruments, 

Selection of Subjects, Implcme~ntation of Model, Collection 

of Data , Treatment of Data, and Preparation of Final Repor·t. 

Preliminary Procedures 

Prior to the development and implementation of the 

interagency ISTE model in adapted physical education, the 

investigator surveyed, studied, and assimilated information 

related to the study from available documentary and human 

sources. A tentative outline was developed and subse­

quently presented in a dissertation committee meeting at 

the College of Health, Physical Education, and Recreation 

at Texas \voman ' s University, Den t<:?n, Texas. A copy of the 

revised and appro Ted outl.:.ne \vas filed in the form of a 
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Prospectus in the Office of the Provost of the Graduate 

School at the Texas Woman's University, Denton, Texas. 

The investigator applied for and received permission 
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to conduct the study from the Human Subjects Review Co~mit­

tee at the Texas Woman's University, Denton, Texas. Permis­

sion was obtained also from administrators at the Region X 

ESC, Richardson, Texas, and from special education admin­

istrators in selected LEAs who served as supervisors for 

the subjects. Finally, each subject reviewed the content 

and potential risks involved in the study and officially 

agreed to his/her participation in the investigation. 

Copies of letters of approval and a sample subject permis­

sion form appear in Appendix A. 

Development of the ISTE Model 

Information related to the development and implementa­

tion of ISTE models was studied. Materials initially 

reviewed concentrated upon methodology of ISTE in general. 

The works of Burrello and Baker (1979), Edelfelt (1975), 

Harris (1980), Hutson (1979), Joyce, Howey, and Yarger 

(1977), Texas Education Agen cy (19 78), and Yarger et al. 

(19 77) provided authoritative references related to 

general ISTE practices. 

Sources of information associated with ISTE in special 

education were examined also. The recent writings of 
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Al tschuld and Downhov;er ( 19 80) I Baker ( 19.79) I Burrello and 

Baker (1979), Harvey et al. (1977) I Martin (1980), Heyen 

(1978), Schafer and McGough (1977) 1 Siantz and Moore (1977), 

and Warnat (1978) were surveyed and synthesized. Much 

conceptual and structural repetition was noted between the 

practices of general and special education ISTE. 

The area of adapted physical education was the primary 

focus of this investigation. Reports of adapted physical 

education ISTE practices were therefore thoroughly inspec­

ted. These included published and unpublished accounts 

by Bundschuh et al. (1980), Clelland (1979), Cowden (1980), 

Dunn and Harris (1979), Hall (1980), Hurley (1979), Karper 

and Weiss (1980), Knowles (1981), Spragens (1979), Vodola 

(1978), and Winnick and Jansma (1978). Pertinent features 

related to governance, situational design, and content 

were analyzed and applied in the design of the proposed 

ISTE model . 

Authorities stress the importance of planned collab­

oration during all phases of ISTE (Baker, 1979; Edelfelt, 

1977; Howey & Joyce, 1978; Joyce & Showers, 1980; Yarger 

et al., 1977) . Particular attention, therefore, was given 

~o the processes of cooperative planning and needs assess­

ment in the development of the model. Both deductive and 

inductive processes were utilized in determining the 



components of the interagency ISTE model in adapted 

physical education. The components of the model included: 

(a) needs assessment, (b) interagency planning, (c) formal 

ISTE in adapted physical education, (d) adapted physical 

education service delivery to handicapped students, (e) 

on-site monitoring and individualized ISTE, and (f) model 

evaluation. A description of each of these components is 

located in Appendix B. 

Development of Instruments 

Evaluation is one of the most important aspects of 

ISTE (Altschuld & Downhower, 1980; Harris, 1980; Siantz 
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& Moore, 1977). Types of evaluation usually included 

within ISTE programs are formative and surnmative (Baker, 

1979) . The evaluation component of the interagency ISTE 

model in adapted physical education was structured to 

r e sult in constant feedback to the investigator. Evalua­

tion instruments were designed to determine the effective­

ness of the model through: (a) increased knowledge of 

subjects demonstrated in the area o f adapted physical 

education service delivery and (b) improved adapted 

physical education service delivery to handicapped students. 

The Adapted Physical Education Service Delivery Know­

ledge Test was developed by the investigator and reviewed 



by members of the dissertation committee. These persons 

were considered experts in the fields of adapted physical 

education and/or evaluation and, thus, capable of deter-

mining construct validity. After recommended structural 

and content revisions were completed, the knowledge test 

89 

was considered valid. Test-retest procedures were used to 

establish the reliability of the test. Administration of 

the test to 11 experienced adapted physical education 

practitioners resulted in a test-retest reliability coeffi-

cient of r = .89. This was calculated by the Spearman -s 

Rank Correlation technique. A copy of the test and the 

answer key are found in Appendix C. Included also are the 

raw data from the test-retest reliability study. 

The Adapted Physical Education Summative Status Scale 

was designed to assess the quality of adapted physical 

education service delivery by an ISTE trainee. This 

instrument was modeled after the one used in the Michigan 

State Un i versity I CAN project (Hurley, 1979) and, thus, 

was assumed to h a ve fa ce validity. The investigator, the 

ESC adapted physical education consultant, selected 

experienced practitioners in adapted physical education, 

and an expert in the area of adapted physical education at 

the university level worked cooperatively in adapting the 

_ichigan State i nstrument to the needs of the present 
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research project. A copy of the Adapted Physical Education 

Summative Status Scale appears in Appendix c. 

The Adapted Physical Education Service Delivery 

Monitoring Form, modeled after the Michigan State Univer­

sity I CAN project (Hurley, 1979), served as an informal 

formative evaluation tool. More detailed than the Adapted 

Physical Education Summative Status Scale, it allowed for 

cooperative evaluation by each subject and the investigator 

during on-site individualized ISTE sessions. A copy of 

this form appears in Appendix c. 

Selection of Subjects 

The cluster sampling technique was utilized in this 

study . Criteria established to govern the selection of 

subjects for inclusion in the study were: (a) each ISTE 

trainee must be a certified physical education and/or 

special education teacher and (b) each trainee must be 

presently implementing adapted physical education or 

h is/her scehdule could be arranged to allow such implementa­

tion . Subjects who participated in the study were required 

to attend all 5 of the formal ISTE sessions, implement 

adapted physical education services for 2 handicapped 

students in their school district for at least 60 minutes 

a week for 14 weeks, and participate in a min imum of 4 
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on-site individualized ISTE sessions. The subjects for 

this study were 11 teachers certified in either special 

education or physical education from LEAs within the Region 

X ESC area. A table describing the subjects . is located 

in Chapter IV. 

Implementation of Model 

The interagency ISTE model in adapted physical educa­

tion was composed of several interdependent components. 

The needs assessment component of the adapted physical 

education ISTE model was composed of informal data collec­

tion techniques. Telephone conversations and personal 

discussion with ESC and LEA special education, physical 

education, and adapted physical education personnel provided 

substantial evidence that physical education for handicapped 

students either did not exist or was not being properly 

implemented. The validity of this charge was established 

by numerous similar observations reported by the investi­

gator and the ESC adapted physical education consultant. 

The primary functions of the ESC consultant were, upon 

request, to provide diagnostic and direct services to LEAs. 

Considering the number of handicapped students in the ESC 

Region X area and the severe shortage of adapted physical 

educators , the demand for this consultant 1 s services would 

~eern ovenvhelming. The low level of awareness and/or 
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willingness to provide required adapted physical education 

services, however, kept requests for ESC consultant serv­

ices to a minimum. This overall service delivery discrep­

ancy between required state and federal mandates and 

existing conditions indicated a definite need for the inter­

agency ISTE model in adapted physical education. 

Individual meetings were then arranged by the inves­

tigator with administrative and direct service representa­

tives from the Region X ESC and supervisory personnel 

from the LEAs. The purpose of these meetings was to 

present the proposed interagency ISTE model in adapted 

physical education and to solicit constructive feedback 

for possible additions and/or modifications. 

A meeting was held initially with the representatives 

from Region X ESC. Cooperation from this agency was 

necessary to ensure the success of the project. In Texas 

these units provide most of the ISTE and technical assis­

tance available to LEAs. The model was presented and found 

acceptable with minor situational design modifications by 

the ESC personnel. Acceptance of the model included 

agreement to provide financial, manpower, material, and 

facility resources for the duration of the project. 

The investigator and ESC personnel then cooperatively 

identified LEAs who were in need of ISTE in adapted 
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physical education and were able to provide financial and 

manpower resources. A meeting was held with LEA super­

visory personnel in adapted physical education and special 

education. The proposed interagency ISTE model was 

accepted, and the LEA personnel agreed to identify teachers 

who would benefit from and were in need of ISTE in adapted 

physical education. The LEA personnel agreed also to 

provide financial support for the project. 

Initial planning and needs assessment were followed 

by completion of preparation for the formal ISTE sessions. 

The Region X ESC facility in Richardson, Texas, was 

selected as the site for the five formal sessions. Each 

of these sessions was 6 hours in length and comprised of 

a combination of lecture and participatory activities. 

These sessions took place on the following dates: 

February 26 and 27, March 26 and 27, and April 9, 1981. 

Detailed descriptions of these sessions appear in Appen­

dix E . 

The overall time schedule for the formal ISTE sessions 

was distributed rather than massed, thereby allowing 

presentation of new information which could be applied 

and tested in the field before more advanced content \·las 

introduced. Arrangement of the formal ISTE sessions over 

a 3-month period maximized the value of the on-site 



individualized sessions following each of the formal 

group meetings. 
/ 

Adapted physical education service delivery to 

handicapped students was initiated in each subject's 

teaching site immediately after the first 2-day ISTE 

session. Each trainee was responsible for providing 

services to 2 eligible students. Appropriate special 

education referral procedures were adhered to in this 

process. Service delivery began with an individual motor 

assessment to establish the student's present level of 

performance in the motor ability area. This diagnostic 
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information was then added to existing educational assess-

ment data for presentation at the Admission, Review, and 

Dismissal committee meeting. An official determination to 

provide adapted physical education services was made at 

this meeting. The adapted physical education component of 

the IEP was also finalized. 

Diagnostic-prescriptive teaching procedures, as 

advocated by Vodola (1978), were emphasized in the service 

delivery phase of the project. Content of the individual 

and/or small group (two to three) instructional sessions 

was directly related to strengths and weaknesses exhibited 

on the motor ability assessment. Each student received 

a minimum of 60 minutes of direct service in adapted 



physical education. This time was separated into two or 

three short instructional sessions. 
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The purpose of the informal on-site sessions was to 

assist each subject with problem areas. This assistance 

varied from solving conflicts with schedules to adminis­

tering motor assessment instruments to handicapped students. 

The diverse educational and experiential backgrounds of 

the subjects created a situation that made the on-site 

visitations one of the most critical components of the 

ISTE model. A schedule of these on-site visits is located 

in Appendix F . 

Collection of Data 

Formative and summative evaluation techniques were 

utilized to assess the effectiveness of the interagency 

ISTE model in adapted physical education. One primary 

concern was whether subjects would increase their know­

ledge of adapted physical education service delivery as 

a result of participation in the ISTE program. All subjects 

were , therefore, administered the Adapted Physical Education 

Se rvice Delivery Knowledge Test prior to the first formal 

ISTE session and immediately after the last meeting. 

&~othe r concern was whether subjects would improve their 

adapted physi cal education service delivery to handicapped 



students. All subjects were, therefore, administered 

the Adapted Physical Education Su~mative Status Scale 

on a pre- and posttest basis. This surr~ative evaluation 

scale was implemented by trained judges. 
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Judges selected to administer the Adapted Physical 

Education Surnmative Status Scale were persons with exten­

sive teaching and consulting experience in adapted physical 

education. Judges included a regional ESC adapted physical 

education consultant, a doctoral student in adapted physical 

education with public school and university teaching expe­

rience, and the investigator. All judges were thoroughly 

famil iar with the surnrnative scale prior to actual admin­

istration with the ISTE trainees. Trial testings were 

performed in order to obtain a high degree of objectivity 

with the scale. Specific questions related to certain 

items on the scale were discussed and clarified. 

The administration of the scale for research purposes 

took place during formal sessions. Subjects were notified 

by the investigator 3 to 4 days prior to pre- and posttest 

administration of the scale. Judges observed and inter­

viewed each subject for approximately ~ hour on each 

occasion . 

Formative evaluation was conducted throughout the 

entire ISTE program . The investigate~ and each trainee 



cooperatively reviewed and updated the Adapted Physical 

Education Service Delivery Monitoring Form during each 

on-site individualized ISTE session. Data related to 

these personalized evaluation forms are not presented 

herewithin. There is, however, a copy of this instru­

ment in Appendix c. 

Treatment of Data 

Data were analyzed with appropriate statistical 

tests following pre- and posttest administration of the 

Adapted Physical Education Service Delivery Knowledge 
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Test and the Adapted Physical Education Summative Status 

Scale. Descriptive statistics calculated included the 

range, mean, standard deviation, and standard error of the 

mean. The paired t-test (Glass & Stanley, 1970) was 

used to de t ermine significant pre- and posttest differ­

ences on the Adapted Physical Education Service Delivery 

Kn owledge Test. The nonparametric Wilcoxon matched-pairs 

signed-rank s test (Siegel, 1956) was utilized in order 

t o e xamine pre- a n d posttest group differences on the 

Ad apted Physical Education Summative Status Scale. The 

n onp arame tric Fri edman two-way analysis of variance by 

ran k s (Siegel, 195 6 ) was used to determine if significant 

v a riabil i t y existe d among the judges' rankings on the 

Adapted Phys ical Education Surnmative Status Scale. The 
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Kendall coefficient of concordance: W (Siegel, 1956) 

was used to examine agreement among the judges' rankings 

on the Adapted Physical Education Summative Status Scale. 

Preparation of Final Report 

The process followed in the development of the final 

written report included writing the chapters, submitting 

them to members of the dissertation committee for sugges­

tions and/or corrections, and revising each chapter in 

accordance with the recommendations of the committee. 

The results of the study were presented and interpreted, 

t he conclusion stated, and recommendations for further 

studies were . suggested. A bibliography and appendices 

we re included at the end of the report. 



CHAPTER IV 

FINDINGS OF THE STUDY 

The present study was initiated to develop and field­

test an interagency ISTE model for improved adapted phys­

ical education service delivery to handicapped students 

in public schools. The data collected and analyzed are 

described in this chapter. Information is presented 

under the following headings: Description of the Sub­

jects, Knowledge Concerning Adapted Physical Education 

Service Delivery, Quality of Adapted Physical Education 

Service Delivery, and Examination of the Hypotheses. 

Description of the Subjects 

The subjects in this study were four special educa­

tion and seven physical education teachers from public 

schools within the ESC - Region X area in Texas. Of these, 

three were men and eight were women. All subjects had 

earned bachelor's degrees in their respective teaching 

fields. Two physical educators and two special educators 

were in the process of completing graduate degrees in their 

area of teaching specialization while the investigation 

was in progress. The past training of the subjects· in 
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adapted physical education varied. Two of the physical 

educators had completed a 3-hour course in adapted phys­

ical education as undergraduates, and two others had 

received some ISTE (approximately 5 hours) in adapted 

physical education during the past 2 years. None of 

the special educators had taken formal course work in 

adapted physical education, but two had received some ISTE 

(approximately 4 hours) during the past 2 years. 

Data related to the subjects• ages and number of years 

experience accumulated in teaching were collected. Table 

1 presents these data. 

Analysis of Table 1 indicated that the mean age of 

the physical educators was 29.71 years, and the ages ranged 

from 27 to 36. The mean age of the special educators was 

33.75 years; the ages ranged from 31 to 36. Physical 

educators had a mean of 5.86 years of teaching experience, 

whereas special educators had a mean of 6.50 years of 

teaching experience. 



101 

Table 1 

Description of the Subjects by Ages and 

Years Teaching Experience 

Position n Range M SD SEM 
(min-max) 

Age 

Physical 7 9 29.71 3.45 1.30 
Educators (27-36) 

Special 4 5 33.75 2.22 1.11 
Educators (31-36) 

Teaching Experience 

Physical 7 8 5.86 2.61 .99 
Educators (3-11) 

Special 4 3 6.50 1.30 .65 
Educators (5-8) 

Knowledge Concerning Adapted 

Physical Education Service Delivery 

The first form of surnrnative evaluation utilized in 

this study was the administration of the Adapted Physical 

Education Service Delivery Knowledge Test to each subject 

prior to and immediately after the completion of the five 

formal ISTE sessions. Approximately 10 weeks elapsed 



between pre- and posttest administration. Table 2 is a 

presentation of the findings. 

Table 2 

Adapted Physical Education service Delivery 

Knowledge Test Pre- and Posttest Data 

Test n Range M SD SEM 
(min-max) 

Pretest 11 8 31.45 3.42 1.03 
( 2 7-3 5) 
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t 

4. 80* 

Posttest 11 18 37.91 5.63 1.70 
(27-45) 

Note. Highest possible score = 50. 

A study of Table 2 reveals a pretest mean of 31.45 

+ 1.03 with scores ranging from 27 to 35. Posttest scores 

ranged from 27-45 with a mean of 37.91 + 1.70. A paired 

t-test (Glass & Stanley, 1970) was utilized to determine if 

a significant difference existed between the pre- and post-

test means. Results indicated that subjects improved sig-

n ificantly in knowledge, ~(10) = 4.80, Q(.001. This 

served as evidence that the interagency ISTE model was an 

e ffective means of changing the knowledge of its partici-

p a n ts. 
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Quality o£ Adapted Physical Education Service Delivery 

The second form of summative evaluation utilized in 

this study was the pre- and posttest administration of the 

Adapted Physical Education Summative Status scale. This 

25-item Likert-type scale was completed by three judges 

who independently observed ISTE trainees in an adapted 

physical education setting before and after completion of 

ISTE training. Changes in teaching site assignments, class 

schedules, and the death of a handicapped child resulted in 

subject attrition; hence 9 rather than 11 subjects were 

administered the Adapted Physical Education Summative 

Status Scale. 

To test for potential differences among judges• 

rankings on the Adapted Physical Education Summative Status 

Scale, the Friedman two-way analysis of variance by ranks 

(Siegel, 1956) was ~erformed. Nonsignificant differences 

(J2 = . 0 5) were found on the pretest (Xr2 = .72) and on the 

2 posttest (Xr = .39). 

The Kendall coefficient of concordance: UJ (Siegel, 

1956) was used to determine the objectivity of judges• 

rankings on the Adapted Physical Education Summative Status 

Scale. Results revealed a pretest LJof .99, x2 (8) = 

23.76; £(.01. Analysis of the posttest rankings resulted 

in a (..U of .99, x2 (8) = 23. 76; 2< .01. These findings 

indicated a high degree of agreement among the judges in 
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evaluating the quality of adapted physical education service 

delivery received by handicapped children in this study. 

To determine if the interagency ISTE model was 

effective in improving the quality of adapted physical 

education to handicapped children, the pre- and posttest 

group rankings on the Adapted Physical Education Summative 

Status Scale were subjected to the Wilcoxon matched-pairs 

signed-ranks test (Siegel, 1956). The results of this 

a~alysis are given in Table 3. 

Table 3 

Adapted Physical Education Summative Status 

Scale Pre- and Posttest Data 

Test Pairs 

Pretest 9 

Post test 9 

Range 
(min-max) 

76 
(1-77) 

59 
(33-92) 

M 

18.48 24.54 

58.55 18.10 

Note. Highest possible score = 100. 

*p_ <. 01. 

SEM 

8.18 

6.03 

Inspection of Table 3 reveals a pretest mean of 

T 

00* 

18 . 48 + 8 .18; the scores range d from 1 to 77. This wide 

range resulted from the presence of one trainee who had had 
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past experience in adapted physical education service 

delivery. The next highest score on this pretest was 37. 

Posttest scores ranged from 33 to 92 with a mean of 

58.55 + 6.03. The standard deviations of 24.54 on the 

pretest and 18.10 on the posttest illustrated the high 

variability present among the subjects. 

Table 3 indicates that a statistically significant 

difference exists (T = .00, Q<.01) between the pre- and 

posttest judges' rankings on the Adapted Physical Education 

Surnmative Status Scale. As a group, the ISTE trainees 

significantly improved their adapted physical education 

service delivery to handicapped children. 

Examination of the Hypotheses 

The present study was undertaken to develop and 

field-test an interagency ISTE model for improved service 

del ivery in adapted physical education. This investigation 

was designed to examine the following hypotheses at the .05 

level of significance: 

1. There is no significant difference before anc 

after ISTE in trainees' knowledge of adapted physical 

education as measured by the Adapted Physical Education 

Service Del ivery Knowledge Test. REJECTED. 

2. There is no signifi cant difference before and 

after the ISTE in quality of the trainees' service delivery 



as measured by the Adapted Physical Education Surnmati.ve 

Status Scale. REJECTED. 
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CHAPTER V 

SUMMARY, CONCLUSION, AND RECOMMENDATIONS 

The availability and quality of educational services 

for handicapped individuals have increased substantially 

in recent years. Several distinct factors have contrib-

uted either directly or collaterally to this improved 

status. Notable among these forces has been the passage 

and subsequent implementation of Public Law 94-142, The 

Education For All Handicapped Children Act of 1975. 

Demands imposed upon the providers of special education 

servi ces at all levels as a consequence of Public Law 94-

142 have been extreme. New management systems such as 

Child Find (Texas Education Agency, 1978) and improved 

student referral procedures have led to increased special 

education enrollments in LEAs. As a result many special 

education programs, including adapted physical education, 

are understaffed or implemented by untrained personnel. 

This problem was anticipated by federal authorities when 

Public Law 94-142 was drafted. Included in its final 

mandates therefore was the requirement that each state 

deve lop and operationalize a comprehensive system of 

pe rsonnel development (42 Fed. Reg. 42492 [1977]). 
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Enactment of these systems was aimed at ameliorating the 

shortage of appropriately trained persons who could meet 

the educational needs of handicapped individuals. Most 

states and LEAs, however, still have an immediate, unmet 

need for special education teachers despite implementation 

of these comprehensive systems of personnel development. 

Required special education services to handicapped 

students in the area of adapted physical education have 

suffered also because of insufficient and untrained per­

sonnel. The inclusion of physical education as part of 

special education service delivery in Public Law 94-142 

created an immediate, and still unmet personnel preparation 

eme rgency. This problem was intensified by insufficient 

teache r training efforts in adapted physical education 

p rior to passage of Public Law 94-142. The urgent need 

for extensive adapted physical education training at 

b oth the preservice and inservice levels is well documented 

(Bi rd & Gansneder, 1979; Dunn & Harris, 1979; Hillman, 

1978 ; Winni ck & Jansma, 1978). 

Current state manpower projections specify that 300 

adapted physical educators will be needed each year for 

the next 3 years to meet demands in Texas (Texas Education 

Agency, 1980). It is reasonable to assume that existing 



college/university teacher training programs cannot 

adequately prepare such a large number of persons within 

the next 5 to 10 years; alternate methods of teacher 

training must be pursued. 
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The use of ISTE in adapted physical education has been 

recommended in an attempt to meet present personnel demands 

(Bundschuh et al., 1980; Hurley, 1979; Jones, 1978; Karper 

& Weiss, 1980; Spragens, 1979). Several widely disseminated 

programs have received marked acceptance and resulted in 

improved teaching practices in various areas of the country 

(Irrner, Odenkirk, & Glasenapp, 1979; Vodola, 1978; Wessel 

et al., 1976). Numerous other state and local ISTE programs 

h ave provided much needed assistance to teachers responsible 

for implementation of adapted physical education (Clelland, 

1979; Cooper & Churton, 1979; Cowden, 1980; Winnick & 

Jansma, 1978). The continued need for personnel training 

in the area of adapted physical education is evident 

despite the efforts of these ISTE programs. 

Development and implementation of operative ISTE 

programs require much planning (Harris, 1980; Mangieri & 

Williams, 1976; Pankratz, 1979). Efficient use of all 

accessible resources necessitates cooperative efforts. 

Quali ty ISTE programs along with preservice teacher 

preparation mus t be continually upgraded if adapted 



physical education services are to reach required and 

desirable standards. 
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The present study was undertaken to develop and field­

test an interagency ISTE model for improved adapted phys­

ical education service delivery to handicapped students. 

Cooperative planning took place in the Dallas, Texas, metro­

p lex and involved personnel representing an institution of 

h igher education, an ESC, and LEAs within the geographic 

boundaries of the ESC. Selected special education and 

physical education teachers from 7 LEAs within ESC 

region X of Texas participated in the 4-month study. Each 

of the 11 subjects attended 5 all-day formal ISTE sessions 

and were provided with at least 4 on-site individualized 

I STE visitations in their respective school settings. 

Subjects began implementation of adapted physical education 

services to handicapped students in their respective 

s ch ool districts after the second all-day formal ISTE 

session and were assisted with this implementation by the 

investi gator throughout the duration of the study. 

Data utilized to test the effectiveness of the ISTE 

model were collected through pre- and posttest administra­

t ion of t wo evaluat ion instruments. A 50-item multiple 

ch o i c e test was designed to measure subjects' knowledge of 

adapted phys ical e ducation s e rvice delivery. Validation 
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of the test was attained through expert evaluation. 

A test-retest reliability of rs = .89 was achieved upon 

administration to 11 experienced adapted physical educators. 

The Adapted Physical Education Service Delivery Knowledge 

Test as administered to the subjects in the study prior to 

and· immediately after completion of the formal ISTE sessions. 

Quality of adapted physical education service delivery 

offered to handicapped students was also assessed in the 

present study. A summative evaluation scale previously 

utilized (Hurley, 1979) was cooperatively modified for use 

in this study by the investigator, an ESC adapted physical 

education consultant, experienced adapted physical educa­

tion teachers, and a university level expert in the field. 

Trained judges administered this 25-item Adapted Physical 

Education Summative Status Scale individually to all 

subjects before and after participation in the exper­

imental adapted physical education ISTE program. 

Summary of the Findings 

The effectiveness of the adapted physical education 

interagency ISTE model was evaluated through formative 

and summative procedures. Hypotheses were developed, data 

collected, and statistical analyses were performed. The 

findings of the study are summarized here in relation to 

the hypotheses presented in Chapter I. 
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A paired t-test was used to analyze pre- and posttest 

data resulting from administration of the Adapted Physical 

Education Service Delivery Knowledge Test. Results of 

the analysis demonstrated that knowledge of adapted physical 

education service delivery possessed by trainees signifi­

cantly improved following participation in the experimental 

ISTE program, t(10) = 4.80, Q (.001. 

The Wilcoxon matched-pairs signed-ranks test was used 

to analyze pre- and posttest group rankings on the Adapted 

Physical Education Sumrnative Status Scale. Results of the 

analysis indicated that adapted physical education service 

delivery to handicapped students provided by the subjects 

significantly improved following participation in the 

experimental ISTE program, T = .00, P <.01, N=9. 

Discussion 

The present study was conducted to improve adapted 

physical education service delivery to handicapped students. 

The vehicle utilized to achieve this task was an experi­

mental interagency ISTE model in adapted physical education. 

Selected subjects were presented adapted physical educa­

tion content in both group and individualized ISTE 

sessions . Each subject then initiated adapted physical 

education service delivery in his/her school setting. The 

entire project was evaluated to determine its effectiveness. 
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The cooperative ISTE approach was selected by the 

investigator because of its theoretical soundness and 

practicality. Intermediate education agencies--the 

regional ESCs--are the primary agents involved in planning 

and implementing ISTE for LEAs in Texas. Regional ESC 

personnel were also acutely aware of specific ISTE needs 

of most LEAs within their areas. It was imperative, 

therefore, that the investigator coordinate his planning 

efforts with ESC personnel. 

Interagency collaboration was necessary also as a 

result of the underdeveloped conditions existing in most 

LEAs related to adapted physical education service delivery. 

The ESC personnel agreed with the investigator that a 

severe discrepancy existed between state mandated and 

existing programming conditions in adapted physical 

education. Most LEAs in Texas did not presently employ 

persons trained in adapted physical education. Never­

theless these districts were required to provide appropriate 

physical education services to eligible students. · As a 

result LEAs often relied upon an ESC adapted physical educa­

tion consultant to help provide direct services to handi­

capped children to meet the state's special education 

policies and proced11res. It appeared that the recommenda­

tions of the ESC consultant were improperly implemented 
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or totally disregarded. These circumstances provided a 

strong rationale for the comprehensive interagency model 

field-tested in this study. 

Implementation of the interagency model proved highly 

successful. With the presence of the ESC support, person­

nel from the LEAs were receptive to the ISTE model. Finan­

cial subsidy for teacher released ISTE time offered by the 

ESC proved to be a significant interagency advantage as 

d id the awarding of university course credit. 

Selection of subjects for this study was an important 

consideration. Only persons who would potentially bene­

f it and who were in need of training were selected since 

so much time and expense were demanded. These teachers 

were chosen by LEA administrators following the investi­

gator's initial presentation of the interagency ISTE 

p roposal. This sampling procedure presented a degree of 

b ias into the field-testing process, but LEA and ESC 

a dministrators were openly and honestly concerned about the 

c os t and time factors surrounding the investigation. 

Care f u l selection of the subjects also increased the proba­

b i l ity that all trainees would meet the ISTE requirements. 

The distributed, rather than massed delivery of ISTE 

content, p r oved to be very effici e nt. Pre sentation of ISTE 

c ontent ove r a 4-month span allowed trainees the 
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opportunity to incorporate new strategies in their school 

settings. Factors such as scheduling teacher released 

time and securing substitute teachers had to be resolved 

prior to program implementation. One ISTE delivery 

approach that was considered desirable for this study was 

to schedule weekly 3-hour group sessions. Travel time and 

teacher schedules, however, made this approach inappro­

priate. This supplementary delivery format would have been 

used had all teachers been located within 20 miles of the 

training site. 

One of the most beneficial aspects of the present 

study was the individualized on-site ISTE sessions. Most 

of the subjects expressed much satisfaction with this 

personalized and practical approach. These visits allowed 

the investigator to plan relevant and practical examples 

related to the adapted physical education ISTE content for 

the participants. The visits not only allowed constant 

monitoring of the trainees, but also stimulated much 

i nterest in adapted physical education among regular and 

special educational personnel. One positive outcome which 

occurred within the first 2 months of the project was the 

provision of two of the regular physical education teachers 

with scheduled adapted physical education periods. 
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Conclusion 

Based upon the findings of this study, it was con­

cluded that participation in an interagency adapted 

physical education ISTE model can improve knowledge in 

adapted physical education and quality of service delivery 

in adapted physical education over a 4-month period. The 

model can, therefore, be recorrunended for replication. 

Recommendations for Further Studies 

This study utilized a unique interagency ISTE approach 

to improve adapted physical education service delivery to 

handicapped students. The findings of the investigation 

provide evidence that further research is needed in the 

following areas: 

1. Planning and implementation of in-depth adapted 

physical education service delivery needs assessment in 

each of the 20 ESC areas in Texas. 

2. Longitudinal (at least one full school year) 

imp lementati on of the interagency ISTE model developed and 

utilized in this study with both experimental and control 

groups . 

3. Replication of the present study utilizing 

larger samples of either special education or physical 

educati on teachers, respectively. 



4. Development, implementation, and evaluation of 

an adapted physical education teacher renewal center for 

LEA, ESC, and college/university personnel. 
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5. Development and implementation of a statewide 

adapted physical education dissemination and ISTE network. 

6. A study in cooperation with the Texas Education 

Agency's Special Education Developmental Services unit 

designed to develop and field-test LEA and ESC adapted 

physical education service delivery monitoring procedures. 

7. Initiation of a long-term investigation to study 

the nature and impact of the annual adapted physical 

education manpower projections by the Texas Education 

Agency's Special Education Developmental Services Unit. 
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TEXAS WOMAN'S UNIV!RSITY 
aox 23717 TWG St~tion 

Denton, ~ex~s 7620~ 

HUMA~ SU3JECTS RSVrS~ CO~M!TTE£ 

Name of In·.r~s::iqator- =_£clrth T. 'T"V'r.!eson Center: I>"ntqp 

Address: P.O . Box 24142, 1\.JU Stacion Dilte :Febn•arv 4 1981 

Deneen TX 76204 

D car Garth T. .,.y;neson. 

':"our study ~n::..l::.led An Adapted ?!wsiql Education Se,..yic<> 

De Liverr Svscem Utilizing An Int <H·agency rnsetvic~ TralilJ,n<> l·'odel 

ha ~ b e dn reviewed ~ :! a c~~mictee of th~ Human Subjects ~eviaw 

C o ~mi~':e~ a nd it a~ ? ears to meet our ~equirements in r~gard 
to ?rot~c::.ion 0f th~ individu~l's rights. 

?lease ~~ rc~i~dad that both ::he University and the Dep 6 r:­
ment o~ He al th , ~d u ca ::.1on, a~d ~elfare regulations typically 
req ui re t ha t sia~atu res indicating informed c onsent be obtained 
!rom 11 hu~~n sub j ects i~ your studies. Th~se are to be fil ed 
wi::.h t ~e Hu~a~ Su ~ j ects Review Committee. An ~ exception to this 
requ i rement is note d be~cw. Furthermore, 3Ccorjing to D~~~ =e­
gu at i ons . another review by the Comrnictee i~ r~quired if your 
? C' Oj~ct change s . 

Any s?ecial p=ovi sions ?ercaini~g t o you= study are not ed 
:,el":J"": 

A ~ d ::.o L~:or~~d consent form: No medical Je~vice or com­
p d nslt.lo . ~ s ? r o vided t o subjects by th~ Un i versity as a 
re s ult of :r.j ~ry from ?articipatio~ ~n research. 

A~ ~ to in~ormed cons~~t form: I UnDEPSTAND THAT TH~ ~ET U ~ ~ 

0 ? :~Y qr C:ST IO .i ~l .\!?E CONSTITUT::S :·!Y Ui ~O?. :-tED CO~SE~I T TO ;..c-: 
T I~ T~IS ~SS~ArtCH . 

___ T h e f i 1 i :1 :; o f s L ·~ n at u r e s o f s u b j e c t s . .., i t h t he !i u man S t.: b j e ..: ': s 
Review =ommitt e e is not required. 

Other: 

cc: r a e· a ~ e Sc!1oo 1 
? ro j e ::~ Di =ec~ o = 

Dt =ector o f Sc~oo l o r 
C~ a~~an oE De~ c~e~t 

S i ncerely , 

~~~ 
C~ airm1r. , Suman Subje c ~ j 

Revie·,... Cor.~mittee 

ilt Den t o n 
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.;., . ., ..... 
Huftt- I 

t;DUCATION ShR\JIC~ ChNTt;R 

Rf;GION 10 

4{)() EJ'.ST S??.ING '/ALLEY. ?.0. oOX 1100. ~ICHA~OSCN. T:XAS lor.~O. ;..C 214 ~ll - ~)01 

Garth Tymeson 
Adapted Physical Educa tion 
Department of Physica l Education 
College of Health, ?hysical 

Education, and Recreation 
Texas Woman's University 
Austin, Texas 76204 

Dear ~ r. Tyrreson: 

February 16, 1981 

The S~ecial ~ducJtion Department, Education Service Center, Region 10, 
is pleased to accept the role of a participating agency in the project, 
"An Adapted ?hysical Education Ser•tice Celivery System Utilizing An 
InterJgency nservi ce Training 1·1ode l ". Our support of the project is 
predicated on .utual interest in addres~ing the recognized need to 
deve lop , implement and evaluate a service deliv ery model ~otentially 
replicable within the region. 

Mr. Randy Foederer, Regio n 10 Ad apted Physical Education Cons ultant, 
has been as~ed to sene as a pa rtic i;:Jating membe r in the i nteragency 
project and will repres~nt the Special Education Oepart~ent in this 
coope rative endeavor . '.le anticipate r~r. Foederer's involverrent to 
be of benefit and his pa rt ic i pation in the project is with our full 
knowledge and consent. 

\~ e look for,o~a rd to thi s opportunity to wo rk and learn together. 

Sincerely you rs , 
- .? , , /7 

~ ' - . L.- /{'C... . - · Lt.~._ ' ,..__~ }'- ' c.--p-..._/--..<..- ( 
rtie L-;6 Rine~d~oordinator 

DC~ 
Louis E. Gl over, Di reccor 
Special Education Cepartment 

EL R-LEG/am 
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Schools: 

Allen 

Anno 

Blue Ridge 

Celina 

Community 

Farmersville 

Frisco 

lovejoy 

Mel isse 

Princeton 

Prosp~r 

W yli e 

Collin County Co-Op Special Services 

Wylie ISO, Fiscal Agent 

P.O. BOX J90 

Garth Tymeson 

WYLI=. TEXAS 75098 

February 27, 1981 

Acapted Phy sical Education 
2epar tment of Phys i cal Education 
Texas \>ioman's University 
Denton, Texas 76204 

Dear Ga r th: 

PHONE 21J/442·2264 

This is to inform you that the six teachers, Annette Henderson, 
Jamie Barnes , Lin Grigsby, Jucy Carsey, Jamie ~oore , Carol Ma rtin, 
f rom Coll i n County Co-op have my permission as . ..,ell as the administrator 
from their school to partic ·pate in your study entitled "An f\.dapted 
Phys i cal Eduotion Service Delivery System Utilizing an i nteragency 
Inservi ... e Tra i ning ~·~odel" . 

DC : 1 n 

Thank you for all owing us to be pa rt icipants of the study. 

Sincere1y, 

J.;--V-rh~ ~Ju 
Dorothy Cl a,fjK 
Directo r 
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D·apartment of Special Education 

?ebruary 12, 1981 

.·lr . Garth Tymeson 
De~arcment of Physical Education 
Te;<as Wooan' s Unive -::- s ity 
Danton, TX 76204 

Dear Garth, 

rne purpose of this lettar is to se-::-ve as a letter of 
consent for teach ~-::-s in this departman~ to partic~pate 
in the T.W.U. - Adapted Physical Education project 
that you will be directing. 

I look forward to many exciting things cocing. from 
this projac: ~or my staff and the students we serve. 

Sincerely, 

t-~~.c.a Ca::- :we 11 
Directo~ . Special Education 

:1c: ;nlc 

GREENV1LLE LID:::P:::NDE~!T SCnCOL DIST2ICT 
P. 0 . Box 1022 

G~ee~ville, Texas 75401 
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(For.n E) 

Consent Form 
T~~~S WOMAN 'S UNIV~?SITY 

HU:-'..AN RESEARCH REVIE'il CO:-!!'>!ITTEE 

Tit:e of Project: 

Cons e~t to Act as a S~jec~ for Research anc Investigation: 

! have rec e~ved an oral descriptio~ of this study, including a fair 
ex? l a~a tion o: t he procedures and their ?Urpose, any associated 
discomfor~s or risks, and a description of the possible ber.efits. 
An o~fer ha s been made to me to answer nll ques~ions about the 
study . I und e rstand ~~at my name will not be used in any release 
of the data a nd ~hat I am free to wit~draw at any time. 

Signa~ure Date 

W~tness Da"ce 

Ce rti fica t ion by P e ~son Explaini~o the Study : 

This is to certify that I have fully i~=orrr.ed and explained to the 
a bov e n~~ed person a d escription of the listed elements of informed 
CO;-"~Sent. 

s~gnature Date 

i 

W~tness Date 
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DESCRIPTION OF MODEL COMPONENTS 

The components of the ISTE model are described 
individually in this section. Each of the components had 
to be independently operational and also interfaced effi­
ciently with all others. 

Needs Assessment 

The approach to needs assessment was informal and 
primarily involved small group discussion and decision 
making. The persons involved in this ISTE component were 
the investigator, the ESC adapted physical education 
consultant, ESC special education personnel, and LEA 
special education representatives. The purpose of the 
needs assessment was to determine the amount of discrepancy 
between existing and desired conditions relative to adapted 
physical education service delivery. The desired conditions 
we re based on the existing federal and state educational 
mandates which require the provision of physical education 
for all eligible handicapped students (42 Fed. Reg. 42480 
[1977]; Texas Education Agency, 1978). Discussion during 
the meeting devoted to needs assessment resulted in the 
accumulation of evidence that these services were being 
provided for only a small percentage of the target popula­
tion. 

Reasons provided for negligence included: (a) an 
overall unawareness of requirements related to adapted 
physical education; (b) insufficient teacher training in 
adapted physical education service delivery; (c) insuf­
fi cient numbers of teachers who possess adequate prepara­
tion to develop and implement adapted physical education 
services; (d) financial limitations to employing part- or 
fu ll-time specialists in adapted physical education; and 
(e ) conflicting priorities between regular physical educa­
tors who wished to expand physical education and athletic 
programs for ••normal•• children and special educators who 
believed that i mplementation of adapted physical education 
services s h ould be a priority. These conditions were 
divergent from the desired conditions and thus provided 
overwhelming evidence of the immediate need for improved 
adapted physical education service delivery. The training 
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of presently employed special education and physical educa­
tion teachers to perform new roles was determined to be 
the most cost effective and feasible method to initiate 
the needed services. 

Interagency Planning 

One of the most critical phases of the ISTE model was 
the cooperative planning among participating agencies. 
This planning was necessary in order to properly meet the 
needs and expectations of all participating groups and 
individuals. 

Planning was conducted initially between the investi­
gator and ESC special education and adapted physical educa­
tion personnel. The proposed model was presented to the 
ES C persons in a formal meeting. Specific ISTE content, 
activities, delivery methods, resources, and technical 
assistance deemed necessary for proper implementation were 
di scussed. Agency responsibilities and commitments such 
as teacher schedule flexibility, financial support, and 
release time requirements were explored also. 

Total support and cooperation on the part of the ESC 
we re necessary aspects of the model. These intermediate 
education agencies provide most of the ISTE and technical 
assistance to LEAs within their geographic boundaries. 
Prior to the implementation of this adapted physical 
education ISTE model, the ESC had provided only periodic 
1-day workshops to some of the participating school dis­
tricts. These sessions were, for the most part,to instill 
awareness with no planned followup. The ESC adapted 
physical education consultant also provided limited direct 
services to the LEAs in the form of individual motor 
assessments and adapted physical education individual 
education program development. Implementation of these 
programs was usually left to untrained personnel in either 
special education or physical education. It was noted also 
that these programs were often not implemented because of 
an inadequate numbe r of trained personnel. 

The ESC personnel accepted the proposed ISTE model 
for this study with minor modifications and additions. 
The original plan was to present the model to all special 
educati on directors within the ESC area and to select 
subjects from among those who were interested. The ESC 
personnel projected, however, that most of the LEAs would 
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desire participation in the project. This situation 
would result in a program that was too large to implement 
effectively and more importantly to monitor. It was 
decided therefore to select three LEAs and/or cooperatives 
who were in need of adapted physical education program 
development and who would be likely to agree to necessary 
commitments. A meeting was scheduled subsequently among 
the investigator, the ESC staff, and selected LEA personnel. 

The proposed ISTE model was accepted by the personnel 
who represented seven LEAs: Allen, Anna, Frisco, Greenville, 
McKinney, Princeton, and Prosper. Recommendations concern­
ing the scheduling of formal ISTE sessions were made and 
accepted. It was deemed appropriate to have the formal 
ISTE early in the spring semester in order to give the 
teachers a chance to implement the strategies. This also 
allowed for more on-site individualized ISTE. 

Minor ISTE content modifications were suggested and 
agreed upon with reference to coverage of special education 
programming procedures in the LEAs. Special education 
personnel believed that sufficient emphasis was not placed 
upon the need for a thorough knowledge of procedural 
activities regarding pupil referral and placement. This 
aspect of the ISTE was expanded to meet this request. 

Cooperative interagency planning continued throughout 
the duration of the project. Occasions arose when LEA 
special education and physical education personnel solicited 
future adapted physical education programming recommenda­
tions from the investigator and/or ESC consultant. This 
type of information sharing was almost nonexistent prior 
to implementation of the interagency model. 

Formal ISTE in Adapted Physical Education 

The ISTE delivery process used in this study was 
determined cooperatively by the investigator, the ESC 
personnel involved, and the LEA participants. Content of 
the adapted physical education program was organized into 
six distinct areas presented during five 6-hour formal ISTE 
sessions. The difficulty of providing released time and 
securing substitute teachers for the ISTE trainees 
necessitated that the sessions be presented in a 2-day, 
2 - day, 1-day format. Ea.ch of these formal session groupings 
was separated by a 3- or 4-week time span. This inter­
mi ttent schedule allowed for gradual implementation of 
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adapted physical education content and on-site visitations 
by the investigator. 

Adapted physical education content presented during 
the five formal sessions included: (a) role and scope 
of adapted physical education; (b) federal and state 
adapted physical education requirements and guidelines; 
( c) adapted physical education as it relates to the 
Admission, Review, and Dismissal (ARD) committee; (d) 
motor assessment procedures; (d) development of the adapted 
physical education component of the individual education 
program; and (f) strategies and techniques for instruction. 
A variety of presentation methods including lecture, demon­
stration, peer-teaching, brainst~rming, and observation 
were used. 

Role and Scope of Adapted Physical Education 

This segment of the ISTE content served as an intro­
duction and overview to contemporary adapted physical 
e ducation. The investigator briefly presented examples 
o f traditional programs of physical education for the handi­
capped such as medically oriented corrective physical 
education. Various other terms periodically used to 
describ e physical education for the handicapped (special, 
reme dial, developmental, and corrective) were discussed 
and clarified also. 

A discussion concerned with the present day comprehen­
sive adapted physical education curriculum was initiated. 
A comparison was made that illustrated the importance of a 
pla nne d sequence in adapted physical education similar 
t o that in regular physical education. Descriptions of 
a ppropriate activities in adapted physical education for 
p r es c h oolers through high school-aged students were 
presented to illustrate and emphasize the developmental 
nature of an appropriate program. Comments such as "all 
good p hysical education is adapted 11 were made in an 
a ttempt to stimulate discussion within the group. 

Finally the i mportance of establishing an adapted 
physical education service delivery system in each LEA was 
stressed . A sample special education referral process for 
adapte d phys ical e ducation was reviewed. Highlighted were 
featu r e s s uch as communication betwe en special education 
and a d apted physical e ducation personnel, management 
procedur es for i ndiv i dual pupil scheduling , referrals, 
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assessment, and individual education program development. 
The need for and benefits of multidisciplinary programming 
in special education were observed. The roles of related 
services such as occupational therapy, physical therapy, 
speech therapy, recreational therapy, med~cal services, 
and orientation and mobility were compared, and appropriate 
coordination of these was discussed. 

Federal and State Adapted Physical Education 
Requirements and Guidelines 

Information presented during this part of the ISTE 
content was drawn primarily from existing federal and 
state educational laws and policies. Federal mandates 
related to the provision of physical education for all 
eligible handicapped students were highlighted. The major 
source of these data was the final rules and regulations 
for the i mplementation of Public Law 94-142, The Education 
For All Handicapped Children Act of 1975 (42 Fed. Reg. 
42474 [197?]). Several pertinent sections of this document 
were presented on visual aids and handouts. Direct and 
indirect references to physical education were examined 
and discussed. 

Concepts of least restrictive environment and appro­
priate placements in both special education and physical 
education were presented. Careful decision making was 
high lighted as the key to proper implementation of the 
least restrictive environment concept in physical education. 
Several examples of inappropriate "mainstreaming" were 
presented along with questions and comments designed to 
stimulate participant discussion and reaction. 

State guidelines related to physical education for 
handi capped students were synthesized from a document 
formulated by the Texas Education Agency (1979) which 
guides the implementation of required special education 
services to handicapped students. The specific inclusion 
of physical education as a required subject for special 
education students was noted. Sections of this document 
which referred to physical education services were dis­
played by visual aids and presented to all trainees in the 
form of printed handouts. Terminology utilized in the 
state document was clarified and compared to that in the 
federal materials. 
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Adapted Physt·cal· Educa·ti ·on· as · it Rela·tes to the Referral 
Process· and ·the Admissi ·on·, : Review, · and Dismiss·aT eommi ttee 

Services to handicapped students in Texas are provided 
only after the proper procedures are followed. This method, 
known as the referral process, must be properly implemented 
if adapted physical education services are to be provided 
under the LEAs special education department (Texas Educa­
tion Agency, 1979). This procedure therefore was considered 
important content for the ISTE program. 

Specific procedures to follow in the referral process 
were presented in detail in a document distributed by the 
Texas Education Agency (1979). Several sections of the 
document were utilized, therefore, for presentation purposes 
during this phase of the ISTE program. Each stage of the 
referral process was discussed, and practice vignettes 
were analyzed. 

Particular emphasis was placed on the assessment 
phase of the referral process. The assessment of compe­
tencies in physical education was included in this part 
of the referral process. Trainees were shown the manda­
tory content that must be included in a report resulting 
from a total assessment in special education, including 
adapted physical education. 

Trainees were informed of the flow of information from 
the assessment committee to the Admission, Review, and 
Dismissal (ARD) committee. This committee is the decision 
making body in the educational placement of handicapped 
students. The role of the adapted physical educator, as a 
contributing member of this ARD committee, was disc-ussed. 
Demonstration and role playing activities were used to 
increase the exposure of the ISTE trainees to these 
procedures. Real life experiences of the investigator, the 
ESC adapted physical education consultant, and the ISTE 
t rainees were shared to emphasize _the i~portance of . this 
aspect of service delivery. A mock ARD committee meeting 
with an adapted physical education emphasis concluded this 
secti on of the training. 

Motor Assessment Procedures 

Placement in special education, including adapted 
physical education, should result following appropriate 
determination of need. Individual motor assessment, 
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implemented by properly tra~ned personnel, was the basis on 
which adapted physical education services were provided to 
handicapped children taught by trainees in this investi­
gation. In-depth coverage of motor assessment procedures 
and practices was underscored. 

The importance of a valid, reliable, and objective 
assessment instrument was stressed. Examples of appropri­
ate and inappropriate assessment instruments were presented. 
Specific motor assessment tests were demonstrated and 
explained. Trainees had opportunities to perform actual 
assessments on fellow teachers. Individualized assistance 
was provided to each ISTE trainee. 

Strategies for the implementation of individual and 
s mall group testing in adapted physical education were 
discussed. Visual aids and handouts were prepared and 
distributed to reinforce lecture material. Additional 
assistance, as noted farther on, was provided to each ISTE 
trainee in the area of motor assessment during the 
i ndividualized on-site visitations. 

De velopment of the Adapted Physical Education 
Component of the Individual Education Program 

Special education services provided to handicapped 
students must be stated in an individual education program 
( I EP). This IEP contains very specific information which 
g ui des the implementation of the student 1 s program. 
Spe cific components of an IEP are 

(a) present level of educational performance; (b) 
annual goals, including short-term instructional 
objectives; (c) specific special education and 
related services to be provided to the child, and 
the extent to which the child will be able to 
participate i n regular education programs; (d) 
projected dates and initiation of services and the 
anticipated duration of the serv ices; and (e) 
appropriate objective criteria and evaluation 
procedures and schedules for determining, on at least 
an annual basis, whether the short-term instructional 
objectives have been achieved. (42 Fed. Reg. 42491 
[}.97'fl) 

Since physical e ducation is included as part of special 
educati on in Public Law 94-142, an IEP must include the 
physi cal e ducation services to be received by the 
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handicapped student. Competency in the development of 
adapted physical education. components of IEPs was, there­
fore, considered an important part of the ISTE program. 
A sample of the adapted physical education IEP form used 
in this study appears at the end of this Appendix. 

Several group and individual ISTE activities were 
utilized to provide trainees with experiences in developing 
adapted physical education components of IEPs. The 
investigator initially provided trainees with a completed 
IEP in special education. Specific components of the IEP 
were studied. Then a completed adapted physical education 
component of an IEP was examined thoroughly. Visual aids 
and handouts were developed and used during this phase of 
the training. 

Activities designed to develop specific IEP compe­
tencies were broken into small tasks. Tasks such as inter­
preting motor assessment data, formulating long- and 
short-term goals and objectives, task analyzing gross motor 
task/activities, designing specific instructional activities, 
and evaluating individual pupil progress were taught through 
individual and group delivery methods. Sample vignettes 
of hypothetical situations in adapted physical education 
were used to reinforce lecture content. Peer-teaching 
and individualized assistance were offered to all ISTE 
trainees during this phase of the program. 

Strategies and Techniques for Instruction 

The vast array of individual differences among handi­
capped students in relation to motor performance usually 
requires modifications and/or total change of teaching 
techniques. This phase of the ISTE content concentrated 
on various teaching methods and strategies necessary to 
achieve maximum individualization of instruction in adapted 
physical education. 

Demonstration of the need for alternative and individ­
ualized teaching methods was highlighted by presentation 
of several factors which cause varied performance levels. 
Physical capacity, mental ability, behavioral characteris­
tics, program content, and environmental factors (equipment, 
facilities, and scheduling) were discussed. Their potential 
influences on learning and performance were demonstrated. 
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Emphasis was placed on the value of individualized 
instruction. An illustrat.ed comparison of the explan­
ation-demonstration teaching approach and the movement 
exploration and guided discovery types of teaching was 
provided for the ISTE trainees. Advantages and disadvan­
tages of both instructional approaches were discussed. 

Participatory activities were performed as reinforce­
ment during this session. Trainees were assigned a partner 
for the purposes of preparing and demonstrating various 
t eaching techniques. Pairs of trainees were given ~wo 
motor skills/activities which they incorporated into a 
mini-teaching session for the remaining teachers. Each 
teaching episode had to utilize a different method of 
instruction. Interaction and group sharing were stimulated 
by posing hypothetical situations to which the trainees 
responded. 

Outlines of the content presented in the formal 
sessions appear in Appendix E. The amount of time devoted 
t o each topic is indicated also. 

Adapted Physical Education Service 

Delivery to Handicapped Children 

I mmediately after the first 2 days . of formal ISTE, 
t rainees initiated service delivery in adapted physical 
educat ion within their local school districts. Each 
t rainee was required to work with at least 2 handicapped 
ch ildren for the duration of the project. An attempt was 
made to provide at least 60 minutes of individual and/or 
small g roup (2 to 3) instruction a week to these 
s t udents. This requirement was fulfilled by all but 2 of 
the 11 trainees. Scheduling problems, a death, and 
t e achin g assignment changes prohibited 2 of the trainees 
fr om i mplementing adapted physical education in their 
school settings. 

The i n vestigator and the ESC adapted physical educa­
ti on consultant made on-site visitations to each of the 
t r a inees within 1 week of the initial formal ISTE 2-day 
se s si on. The purpose of this visit was to provide any 
te c hni cal assistance that the trainees requested. It was 
foun d that scheduling for the physical education trainees 
wa s more of a problem than for the special education 
teachers. The special educators were able to adjust their 
routines more readily than the physical e ducators who were 
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virtually locked into fixed schedules. Meetings were 
conducted with supervisors, and schedules were adjusted to 
accommodate the additional teaching load. 

Assistance was provided also to adapted physical 
education ISTE trainees in establishing a service delivery 
system. The investigator assisted trainees in becoming 
familiar with the special education referral system in 
their particular district. Trainees then initiated service 
delivery by performing motor assessments on the students 
with whom they were working. A regular schedule was then 
planned whereby the students would receive adapted physical 
education. These services were documented on each student•s 
IEP. 

On-Site Monitoring and Individualized ISTE 

The major difference between this ISTE program and 
most of those previously reported in the adapted physical 
education literature was the presence of an active tech­
ni cal assistance component. This technical assistance took 
the form of monitoring and individualized ISTE activities. 
Each trainee was provided this assistance at least four 
times during the study. 

A routine was established for conducting the monitor­
ing and individualized ISTE sessions. The investigator 
notified each trainee at least 2 days prior to a sched­
uled visit. Trainees were requested to plan and implement 
a 15- to 20-minute teaching activity with their handicapped 
student(s). The investigator then observed this instruc­
tional session and provided feedback to the trainees. The 
trainees were requested also to share any additional 
problems and/or concerns they had related to the adapted 
physical education experience. 

The investigator and trainee jointly reviewed the 
Adapted Physical Education Service Delivery Monitoring 
For m following completion of the observed instructional 
activity. The investigator provided constructive feedback 
related to the specific activity. Common tasks performed 
during these individualized ISTE sessions were: (a) 
p rovide assistance with motor assessments; (b) demonstrate 
teaching activities with handicapped childre n; (c) guide 
the development of adapted physical education components 
o f I EPs; (d) assist in the selection of appropriate 
e qui pment an d teaching stat ions for adapted physical 



136 

education; (e) provide resource materials and information 
related to characteristics of various handicapping condi­
tions; (f) meet with special education and/or physical 
educatio~ personnel to discuss scheduling and programming 
alternat1ves to expedite efficient and effective adapted 
physical education service delivery; (g) suggest appropri­
a te physical education placements for handicapped children 
wh o were not receiving services; and (h) provide constant 
e ncouragement to the ISTE trainees. 

Model Evaluation 

Formative and summative techniques were utilized to 
e valuate the adapted physical education ISTE model used in 
this study. Formative evaluation was both formal and 
informal. Informal evaluation of each component was 
on-going and resulted in process modifications during cer­
tain stages of the program. For example, initial inter­
a gency planning between the investigator and the ESC 
personnel resulted in modification of the scope of the ISTE 
project. ESC personnel recommended that the project be 
l i mited to selected LEAs within region X. This suggestion 
was followed and resulted in a manageable, personalized, 
and effective project. Additional formative changes took 
p lace in the formal ISTE sessions. Requests from trainees 
ne cessitated the inclusion of lectures and demonstrations 
r e lated to various handicapping conditions and their 
influence on motor performance. 

Formal formative evaluation was conducted through 
a dministration of the Adapted Physical Education Service 
De livery Monitoring Form. This process took place during 
e a ch on-site monitoring and individualized ISTE session. 
Each trainee and the investigator discussed the results 
of this evaluation procedure immediately after the teacher 
c omple t ed his/h er adapted physical education lesson. 

Summative or product evaluation was performed in a 
ve ry forma l manner and on a set schedule. Pre- and 
posttest a dministration of the Adapted Physical Education 
Se r v ice Delivery Knowledge Test and pre- and posttest 
administration of the Adapted Physical Education Summative 
Status Scale provided summative evaluation information. 
Resul ts and recommendations related to these summative 
eva l uation techniques and instr~~ents are presented in 
Chapters I V and V, respectively. 
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Student · D.O.B. School/District ---------------- -------- ----------
Classification ________ ~Educational Placement ___ Teacher ____ __ 

Medical Concerns· --------------------------------------------------
Person performing APE assessment ___ --'Position __ Date 

Person developing APE component Position ____ Date 

Person implementing APE component Position_· ------------

Date APE services initiated Termination date __ __ ----------
APE services provided ____________________________________ __ 

Frequency of APE services (time and days per week) _______ _ 

Parti cipation in regular physical education ________________ _ 

Ge neral comme n ts concerning any aspect of APE programs_· __ _ 

I . Pr e sent Level of Performance 
Motor assessmen t Instruments Used ------------------------Rationale for use of instrument(s) ___________________ _ 
Result s: 

Competencies De f i ci en ci e s 

II . Annual Goals 
Date 1'. 

Da te 2'. 

Da te 3. 

Rat ionale for selection of goal ( s) 
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REGION X EDUCATION SERVICE CENTER/TEXAS WOMAN'S UNIVERSITY 

ADAPTED PHYSICAL EDUCATION INSERVICE TRAINING PROJECT 

Adapted Physical Education Service Delivery Know·ledge Test 

Directions: Please answer each of the following questions 
on the answer sheet which is provided. Read 
each question carefully and select the best 
answer. There is only one answer for each 
question. 

1. Which of the following statements best describes who 
should receive adapted physical education (_~E) 
services? 

A. Children in self-contained special education 
classes in public schools. 

B. Children declared handicapped by the Admission, 
Review, and Dismissal (ARD) Committee. 

C. Children who cannot benefit from participation 
in regular physical education. 

D. Children eligible for special education who are 
placed in a resource room. 

2 . Children with which handicapping conditions are 
least l i kely to be participating in APE? 

A. Severely emotionally disturbed. 
B. Moderately mentally retarded. 
c. Learning disabled. 
D. Orthopedically handicapped (Spina Bifida) . 

3 . What is the best description of APE? 

A. Program of physical activities for handicapped 
children which consists of physical, occupational, 
and corrective therapy. 

B. Program of physical activities which is completely 
different from the regular physical education 
curriculum. 

c. Program of developmental physical education 
activities designed to remediate specific weak­
nesses. 

D. Program of special olympics training and after 
school therape utic recreation. 
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4. Which of the following strategies would be most 
beneficial when organizing an APE program in a public 
school district? 

A. Requiring regular physical education teachers to 
integrate all handicapped students into their 
classes following district-wide screening. 

B. Integrating all mildly mentally retarded, learning 
disabled, and deaf children into regular physical 
education without screening. 

C. Scheduling physical education solely by age and 
handicap. 

D. Screening all children for physical competence and 
determining physical education placement according 
to individual needs. 

5. Which of the following educational settings is most 
likely to have a range of alternative placements in 
physical education? 

A. Residential school for the emotionally disturbed. 
B. State school for mentally handicapped. 
c. Children•s convalescent hospital. 
D. Public school district. 

6. Which of the following statements best describes a 
comprehensive APE program? 

A. Medically oriented exercise prescriptions in­
cluding special olympic training. 

B. Mainstream instruction for all handicapped students 
in regular physical education classes. 

C. Various placement alternatives in phys.ical educa­
tion based upon individual needs and interests. 

D. Separate instruction of all self-contained 
special education classes, twice a week, in a 
segregated setting. 

7. Which of the following services should not be included 
in a comprehensive APE program? 

A. Diagnosis and appraisal of motor competencies. 
B. Counseling and training for lifetime leisure/sport 

activities. 
c. Prescriptions for physical therapy and rehabilita­

tion programs. 
D. Implementation and evaluation of APE instruction. 
E. Opportunities to participate in regualr physical 

education. 



8. Which definition in the rules and regulations of 
Public Law 94-142 includes physical education? 

A. Nonacademic services. 
B. Related services. 
c. Special education. 
D. Free appropriate public education. 
E. Child-centered education process. 

9 . Which of the following components is not part of the 
definition of physical education in Public Law 
94-142? 

A. Physical and motor fitness. 
B. Therapeutic and remedial exercise. 
c. Fundamental motor skills and patterns. 
D. Skills in aquatics and dance. 
E. Skills in individual and group games. 

10 . According to Public Law 94-142, physical education 
services (specially designed if necessary) must be 
made available to whom? 

A. Handicapped children in self-contained classes. 
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B. Handicapped children receiving a free appropriate . 
public education. 

c. Handicapped children in mainstreamed educational 
settings. 

D. Handicapped children in resource room settings. 

11. According to the Texas Education Agency's Policies 
and Administrative Procedures for the Education of 
Handicapped Students, which skills must the compre­
hensive assessment of a student's learning competencies 
include? 

A. Math, reading, and prevocational skills. 
B. Language, intellectual, and physical educational 

skills. 
C. Language, physical, emotional/behavioral, socio­

logical, and intellectual skills. 
D. Academic, prevocational, and physical skills. 
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12. For whom does the curriculum format of the Basic 
Special Education Program include physical education? 

A. Handicapped students pre-kindergarten through 
completion of prescribed courses. 

B. Handicapped students from the ages of 6-22. 
C. Handicapped students from birth through completion 

of the elementary school curriculum. 
D. All handicapped students regardless of age. 
E. Handicapped students, pre-kindergarten through 

completion of prescribed courses, if placed in 
self-contained special education classes. 

1 3. All decisions regarding the educational program of a 
child referred for special education are made by 
which conunittee? 

A. Individual Assessment Committee. 
B. Admission, Review, and Dismissal Committee. 
C. Individual Education Program Committee. 
D. Referral Committee. 

14 . Excluding pregnant, auditorially, and visually 
handicapped students, what is the eligibility age 
range for receiving special education services in 
the state of Texas? 

A . 0-21. 
B. 5-21. 
c. 5-18. 
D . 3-18. 
E . 3-21. 

15 . What is the exception to Public Law 94-142, that each 
handicapped child must be afforded the opportunity 
to participate in the regular physical education 
program available to non-handicapped children? 

A. The child is in a self-contained special education 
class. 

B. The child receives physical therapy and/or recrea­
tion therapy services prescribed on the Individual 
Education Plan (IEP) . 

c. The school district does not have the funds 
available to employ an APE teacher. 

D. The child needs specially designed physical educa­
tion as prescribed on the IEP. 

E . The special education teacher provides APE services 
to the child. 



16. Which of the following includes determining the 
physical education (gross motor) characteristics 
of a child and reporting findings to the ARD 
committee? 

A. Individual assessment process. 
B. Individual education program. 
c. Diagnostic-prescriptive approach. 
D. Child find process. 

17. Which is not a purpose of the individual assessment 
process which occurs before the ARD Committee 
meeting? 
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A. To determine the presence of a disability which 
may be contributing to the student's educational 
needs. 

B. To determine long and short-term instructional 
objectives to be included on the child's IEP. 

C. To determine the presence of a significant 
educational need requiring special education 
instructional services. 

D. To identify specific learning competencies as 
well as instructional and related services. 

18. Which items should the APE referral report to the 
ARD Committee include? 

A. Specific short-term instructional objectives 
which are task analyzed. 

B. A completed APE component of the IEP. 
c. Statements of suggested instructional and/or 

learning strategies that could improve and/or 
maintain the student's present competencies. 

D. Suggested specific activities in APE and 
short-term instructional objectives to be 
implemented by the special education teacher. 

19. Parental permission must be obtained prior to which 
APE service delivery phase? 

A. Strenuous fitness training. 
B. Individualized-prescribed motor training. 
C. Individual assessment to determine APE eligibility. 
D. Three-month review of APE component of IEP. 



20. Which of the following criteria is most important 
when selecting an APE motor assessment instrument 
for the handicapped? 

A. Chronological age. 
B. IQ and academic skills. 
C. Physical development. 
D. Length and cost of instrument. 
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2 1. Gross body coordination, balance-postural orientation, 
eye-hand coordination, eye-hand accuracy, and eye-foot 
accuracy are measured by which of the following motor 
assessment instruments? 

A. Basic Movement Performance Profile. 
B. Project ACTIVE--Level I Physical Fitness. 
c. AAHPERD Health Related Physical Fitness Test. 
D. Project ACTIVE--Level II Motor Ability. 

22 . Which of the following components is not measured by 
the Project ACTIVE--Level II Motor Ability Test? 

A. Cardiovascular endurance. 
B. Eye-hand coordination. 
C. Balance-postural orientation. 
D. Gross body coordination. 

23 . Which of the following motor assessment instruments 
would be used for testing children with very low 
motor ability? 

A. Project ACTIVE--Level I Motor Ability. 
B. Project ACTIVE--Level II Physical Fitness. 
C. Project ACTIVE--Level III Motor Ability. 
D. Project ACTIVE--Level III Physical Fitness. 

24 . Which of t he following factors is least important when 
performing motor assessment in APE? 

A. Establishing rapport with the student. 
B. Providing motivation to elicit maximum performance. 
c. Selectin g the appropriate motor assessment 

instrument. 
D. Establishing long-term instructional goals. 
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25. Which of the following prescriptive motor activities 
would be most appropriate for a student who scored 
extremely low in gross body coordination? 

A. Walking and running through an obstacle course. 
B. Performing stunts in which the arms support the 

body weight. 
c. Tossing bean bags at a target. 
D. Propelling a scooter board with the arms. 

26. Which motor assessment instrument is recommended for 
ambulatory lower level retardates? 

A. Project ACTIVE Motor Ability--Level II. 
B. Brigance Motor Patterns Checklist. 
C. The Basic Movement Performance Profile. 
D. Project ACTIVE Motor Ability--Level I. 

27 . Which of the following is not a usual purpose of 
informal teacher observation of basic motor skills? 

A. To discover what a child is capable of doing. 
B. To assess the developmental stage of a skill. 
c. To provide a nonthreatening form of motor 

assessment. 
D. To compare performance to standardized norm 

tables. 

28 . If a motor assessment item measures what it purports 
to measure, it is said to be what? 

A. Objective. 
B. Valid. 
C. Feasible. 
D. Reliable. 

29 . vlhi ch of the following motor assessment ins.truments 
individually measures a variety of skills including: 
ascending/descending stairs, running , climbing, 
dodging, forward roll, carrying, hitting, and pulling? 

A. Project ACTIVE Motor Ability--Level II. 
B. AAHPERD Special Fitness Test for Mildly Retarded 

Persons. 
c. Basic Movement Performance Profile. 
D. Project ACTIVE Motor Ability--Level I. 



30. According to the Project ACTIVE Motor Ability-­
Level II assessment instrument, being able to touch 
a swinging ball on command demonstrates skill in 
which area? 

A. Eye-hand accuracy. 
B. Gross body coordination. 
C. Eye-hand coordination. 
D. Eye-hand visual discrimination. 

147 

31. Which of the following short-term objectives is most 
appropriate for implementing a long-term goal stating 
that the student will identify 10 parts of the 
body? 

A. The student will independently climb a four-step 
flight of stairs two of three times in less than 
10 seconds 

B. Upon request, the student will place a balloon 
behind, in front of, in back of, and to the side 
of the body. 

C. The student will successfully participate in a 
game of Simon Says. 

D. Upon request, the student will touch the knees, 
toes, elbows, shoulders, and legs with a balloon, 
run to a carpet square, and lie on the stomach. 

32. Which of the following annual goals would be most 
appropriate for a student who scored extremely low 
on the eye-hand coordination items assessed with the 
Project ACTIVE--Level II Motor Ability Test? 

A. The student will s4ccessfully catch a 10-inch 
ball, seven out of 10 times, when tossed from a 
distance of 10 feet • . 

B. The student will score a total of nine points on 
the eye-hand accuracy item of Project ACTIVE -­
Level II Motor Ability Test (three out of four 
times) . 

C. The student will successfully sort 30 marbles 
according to color and size in less than 1 
minute. 

D. The student will improve his ability to catch a 
tossed object. 
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33. When should the teacher perform a task analysis of a 
gross motor activity which a child would probably 
not master in its present instructional sequence? 

A. Prior to setting a long-term goal. 
B. Upon completion of the short-term instructional 

objective which contains the unmastered activity. 
C. During the initial assessment phase~ 
D. Immediately after setting the short-term instruc­

tional objective and prior to instruction. 

34. Which should be included in the APE component of the 
IEP? 

A. Schedule for meeting state education department 
time requirements in special education. 

B. Only the long-term goals for the students. 
c. Specific short-term instructional objectives. 
D. Physical and occupational therapy prescriptions 

and activities to be implemented by the APE teacher. 

35. Who must develop the IEP, including the APE component, 
in the Texas public schools? 

A. The Texas Education Agency•s Division of Special 
Services. 

B. The IEP Development Team in each district. 
c. The parents, principal, and special education 

director. 
D. The admission, Review, and Dismissal Committee. 
E. The Education Service Center APE consultant. 

36. Which is n ot a part of the APE component of the IEP? 

A. The child•s present level of gross motor per­
formance. 

B. Specific daily activities used to achieve the 
short-term instructional objectives. 

c. Annual goals and short- t erm instructional 
objectives. 

D. The schedule and criteria for evaluating each 
short-term instuctional objective. 



37. Which of the following would be an appropriate 
long-term goal in the area of gross motor ability? 
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A. Improve cardiovascular endurance in the 12-minute 
walk-run test. 

B. Perform 25 modified sit-ups in less than 2 
minutes. 

C. Improve eye-hand coordination skills. 
D. Walk in a heel-toe pattern on a 4" wide balance 

beam a distance of 10 feet. 

38. Which of the following APE annual goals would most 
likely be appropriate for a 7-year-old Down's 
Syndrome student? 

A. The student will increase participation in life­
time sports/leisure activities (i.e., basketball 
and tennis) . 

B. The student will independently complete 30 bent 
knee sit-ups in 30 seconds. 

C. The student will correctly identify five objects 
by color, four out of six times. 

D. The student will improve skill in two locomotor 
patterns. 

39 . Which of these activities would be best suited to an 
individualized APE class with ambulatory moderately 
mentally retarded children, ages 5-8. 

A. Exercises. 
B. Relays. 
C. Team games. 
D. Movement exploration. 

40 . What does individualized instruction in APE mean? 

A. Teaching each child on a one to one basis in APE. 
B. Letting each child choose his own activities for 

the day. 
c. Teaching APE to meet the needs of each child. 
D. Implementing an individualized lifetime sports 

curriculum in APE. 
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41. Which of the following stages of play would a child 
be in if he successfully participates in low organized 
games for a short period of time? 

A. Parallel. 
B. Team sport. 
c. Solitary. 
D. Cooperative. 

42 . Which piece of physical education equipment would 
most likely be used in APE to improve eye-hand 
coordination skills? 

A. Balance beam. 
B. Stretch ropes. 
C. Batting tee. 
D. Target toss. 
E. Scooter board. 

43 . Which motor development stage usua1ly appears first? 

A. Cruising. 
B. Hopping. 
C. Crawling. 
D. Creeping. 
E . Standing unaided. 

44 . Which step would likely appear first in a task 
analysis of eye-hand coordination skill? 

A. Propelling a large balloon into the air with a 
wand. 

B. Catching a tennis ball tossed from 10 feet. 
c. Hitting a large ball off a batting tee with a 

plastic bat. 
D. Stopping a slowly rolled ball while in a seated 

position. 
E. Tossing a small ball at a large target. 



45. Which type of practice schedule is best for learning 
a new motor skill? 

A. Several long practice sessions followed by no 
practice for a long period of time. 

B. Several long practice sessions every day. 
C. A short practice session once a week. 
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D. Short practice sessions spaced out over successive 
days. 

46. Which of the following situations describes a command 
teaching style? 

A. A room with playground equipment in which children 
can freely explore. 

B. An obstacle course in which children are encouraged 
to perform several activities of their own choice. 

c. An exercise circuit in which children must select 
five out of eight stations. 

D. A class in which each child performs specific 
activities following a demonstration by the 
teacher. 

47. Which of the following activities would be most 
appropriate for adolescent moderately mentally 
retarded individuals in APE? 

A. Official tennis and volleyball. 
B. Follow the leader with balloons and wands. 
c. Modified bowling, swimming, and other lifetime 

pursuits. 
D. Table games such as chess and knock hockey. 

48 . \'lhi ch of the following is not an important reason 
for providing enough equipment for each student in 
individualized APE? 

A. Each student has the opportunity to develop a 
greater variety of skills. 

B. Each student has an increased opportunity to 
learn manipulative skills. 

C. Each student must have his own piece of equipment 
in order to benefit from instruction. 

D. Each student has more opportunity to be active. 



49. Which of the following teaching stations would be 
most appropriate for teaching APE to emotionally 
disturbed students? 
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A. Well-traveled hallway for a change of environment. 
B. Outdoor playground with large open space. 
c. Small gymnasium or room with few distractions. 
D. Self-contained classroom where academics are 

taught simultaneously. 

50 . Which is an example of teaching a motor skill with an 
assistive device? 

A. Practicing eye-hand coordination with a batting 
tee. 

B. Using a scooter board for motivation and attention. 
c. Aiding a child with running by holding a rope 

or wand in your hand while it is held by the student. 
D. Providing candy or social praise for the perform­

ance of new motor skills. 
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Adapted Physical Education Service Delivery 

Knowledge Test Answer Key 

1. c 21. D 41. D 

2. c 22. A 42. c 

3. c 23. A 43. c 

4. D 24. D 44. D 

5. D 25. A 45. D 

6. c 26. c 46. D 

7. c 27. D 47. c 

8. c 28. B 48. c 

9. B 29. c 49. c 

10. B 30. c 50. c 

11. c 31. D 

12. A 32. D 

13. B 33. D 

14. E 34. c 

15. D 35. D 

16. A 36. B 

17. B 37. c 

18. c 38. D 

19. c 39. D 

20. c 40. c 
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Region X Education Service Center/Texas Woman's University 

Adapted Physical Education ISTE Project 

Adapted Physical Education Surnrnative Status Scale 

A. ~..PE Service Delivery: Preinstructional Considerations 

(All questions relate to APE status prior to initiation 

of ISTE project) 

1. APE training (course work 
and/or ISTE) 

2. Teaching experience in APE 

3. Opportunities for teaching 
APE in your work s ·etting 

4. Familiarity with current 
APE practices 

5. Participation in APE sched­
uling for special education 
students in work setting 

6. Participation in APE pro­
gram development in work 
setting 

7. Knowledge of ARD process 
for special education 
students 

8. Experiences with ARD process 
for special education 
students in relation to APE 

9. Knowledge of required in­
information in the APE 
component of an IEP 

10 . Involvement in development 
of APE component of IEPs 

Ranking 

0 1 2 3 4 

Low High 



11. Corrununication with other 
educational personnel 
regarding APE needs and 
service delivery 

12. Participation in implemen­
tation of APE components 
of IEPs 

B. APE Service Delivery: 

Instructional Considerations 

13. Appropriate special educa­
tion (ARD) procedures used 
in the provision of APE 
services 

14. Extent to which special 
education students have APE 
on their IEPs 

15. Extent to which APE component 
of IEP contains all required 
information 

16. Appropriateness of motor 
assessment instrument(s) 
used in APE 

17. Administration of motor 
assessment instruments 

18. Utilization of information 
derived from motor assess­
ment in APE 

19. Degree of evidence of 
instructional plan prior 
to APE instruction 
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Ranking 

0 2 3 4 



20 . Arrangement of instruc­
tional environment in APE 

21 . Degree of individualization 
of instruction in APE 

22. Motivation techniques used 
to improve APE instruction 
and/or motor perform·ance 

23 . Degree to which APE 
instruction is aimed at 
rernediating existing motor 
performance deficiencies 

24 . Use of available equipment 
and facilities in APE 
service delivery 

25 . APE instructional sequence 
in relation to developmental 
status of student(s) 

Summary/Comments: 
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Ranking 

0 1 2 3 4 
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Region X Education Service Center/Texas Woman's University 

Adapted Physical Education ISTE Project 

Adapted Physical Education Service Delivery Monitoring Form 

A. Adapted Physical Education 
Administrative Concerns 

Previous ISTE in APE 

Current APE programming by district 
special education or physical edu­
cation personnel 

Amount of APE planning and in­
structional time provided to ISTE 
trainee in his/her setting 

Is there evidence of communication 
between the APE teacher and other 
direct service/administrative 
personnel 

Has communication among the above 
resulted in positive APE program 
development and/or improvement 

Does scheduling in APE receive 
adequate attention 

Do scheduling procedures for APE 
services encompass specifics such 
as amount of time per week for 
each student 

Does each student receive APE at 
least three times per week for a 
min imum of" 60 minutes 

Do APE class sizes allow for imple­
mentation of appropriate instruc­
tional strategies 

Ranking 

0 1 2 3 

Low High 



Do adequate teaching stations 
exist for APE 

Is appropriate equipment available 
for APE 

Is there input into the individual 
assessment process from APE teacher· 

Is there APE input in the ARD 
committee meeting 

Are APE recommendations to the ARD 
committee meeting implemented 

Are paraprofessionals in APE, 
if present, properly trained and 
assigned 

B. APE Component of the Individ-
ual Education Program 
(Does IEP contain the following 
information related to APE 
service delivery) 

Parent permission to perform 
APE assessment 

Use of appropriate motor assess- · 
ment instrument(s) 

Proper presentation of present level 
of motor performance (competencies) 
including strengths and weaknesses 

Appropriate long-term goals based 
on present level of motor per­
formance 

Specific short-term instructional 
objectives based on long-term goals 

Sequential task analysis of short­
term instructional objectives 
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Ranking 

0 1. 2 3 



Special physical education ser­
vices and/or equipment necessary 
to deliver APE services (motiva­
tional strategies, teaching 
styles, student-teacher ratio, 
contraindicated activities, etc.) 

Justification for each service 

Amount of instructional time 
(days and times) and dates of 
initiation and duration of services 
in APE 

Statement concerning least restric­
tive environment alternatives in 
physical education for the student 

Schedule and criteria for evaluation 
of each objective 

Have appropriate reviews (updates) 
been performed in APE 

C. Direct Service (Instruction) 
in APE 

Is there evidence of organized unit 
plans for instruction 

Is the appropriate motor assess­
ment instrument used with each 
student 

Is the motor assessment instrument 
administered properly 

Is instruction oriented toward. 
achieving long term goals 

Are tasks taught and/or practiced 
in class related to short term 
instructional objectives 
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Ranking 

0 1 2 3 



Is instruction properly sequenced 
in relation to motor performance 
and social development levels 
of students 

Is equipment properly utilized 

Are facilities properly utilized 

Is instruction adequately individ­
ualized 

Are behavioral management tech­
niques used for improving motor 
performance and on-task time 

Is a variety of teaching methods 
used for instructional purposes 

Are students on task for most 
of the instructional time 

Summary/Comments: 
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Ranking 

0 1 2 3 
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Table A 

Adapted Physical Education Knowledge Test 

Pre- and Post test Scores 

Subject Pretest Posttest 

1 31 37 

2 28 36 

3 35 40 

4 27 40 

5 31 38 

6 35 39 

7 30 29 

8 27 27 

9 37 45 

10 31 44 

11 34 42 



Subject 

1 

2 

3 

4 

5 

6 

7 

8 

9 

Table C 

Adapted Physical Education Summative Status 

Scale Pre- and Posttest Judges' Rankings 
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Pretest Post test 

Judge Judge 

1 2 3 1 2 3 

1 1 1 34 33 34 

1 1 1 34 34 35 

22 22 22 61 67 59 

37 37 37 72 71 74 

7 7 7 59 60 56 

4 5 4 53 52 52 

5 5 5 58 55 52 

76 77 75 90 92 91 

13 13 13 68 67 69 



Sub ject 

1 

2 

3 

4 

5 

6 

7 

8 

9 

10 

11 

Table B 

Adapted Physical Education Knowledge Test 

Test-Retest Reliability Study Data 

Test 1 Test 2 

38 37 

46 47 

42 39 

45 43 

39 38 

41 45 

41 43 

46 46 

39 41 

38 38 

29 31 
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Region X ESC/Texas Woman's University 

Adapted Physical Education ISTE Project 

Thursday, February 26, 1981 

8 :30 - 9:00 Introductions and Overview of Project 

9:00 - 10:00 Paperwork and Details 

10 : 0 0 - 10:45 

10 :45 - 11:00 

11 : 00 - 12:00 

12 : 00 - 1:30 

1 : 30 - 2:30 

2:30 - 3:30 

Role and Scope of a Comprehensive APE 

Program 

Break 

Federal and State Requirements/Guidelines 

in Relation to APE 

Lunch 

APE as it Relates to the Admission, Review, 

and Dismissal Process 

Introduction to Motor Assessment Procedures, 

Diagnostic-Prescriptive Teaching in APE, 

Explanation of Motor Ability Components, 

Project Questions, Concerns, and Commitments 



Region X ESC/Texas Woman's University 

Adapted Physical Education ISTE Project 

Friday, February 27·, 1981 
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8:30 - 8:45 Collect Paperwork and Answer Questions 

8:45 - 9:45 Motor Assessment -Project ACTIVE Level II 

Demonstration and Explanation 

9:45 - 10:15 Practice Administration of Level II Test 

10 :15 - 10:30 Break 

10 :30 - 11:00 Motor Assessment -Project ACTIVE Level I 

Demonstration and Explanation 

11:00 - 12:00 Motor Assessment -Basic Movement Performance 

Profile 

12:00 - 1:30 Lunch 

1:30 - 2:00 Practice Assessment with Basic Movement 

Performance Profile 

2:00 - 2:30 Motor Assessment - Cumulative Pupil 

Assessment for Severely Handicapped 

2:30 - 3:30 Motor Development Principles and Basic 

Movement Patterns 



Region X ESC/Texas Woman's Un~versity 

Adapted Physical Education ISTE Project 
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Thursday, · M"arch 26, 1981 

8:30 - 9:00 Schedule for the Day and Review of Problems 

9:00 - 9:45 

9:45 - 10:15 

10:15 - 10:30 

10 :30 - 11:00 

11:00 - 12:00 

12:00 - 1:30 

1:30 - 2:00 

2:00 - 2:30 

2:30 - 2:45 

2:45 - 3:30 

Overcoming Initial APE Implementation Blocks 

Testing Procedures and Recommendations in APE 

Break 

Teaching Methods in APE 

APE Movie and Group Discussion 

Lunch 

Teaching Strategies in APE 

ARD Process in Special Education 

Break 

ARD Process in APE for LEAs and Cooperatives 



Region X ESC/Texas Wornan•s University 

Adapted Physical Education ISTE Project 

Friday/ March 27/ 1981 

8:30 - 9:00 Schedule for Day and Group Simulation 

Activity 

9:00 - 9:45 IEPs (Whole -Part -Whole Method) 

9:45 - 10:30 

10 :30 - 10:45 

10 :45 11:30 

Behavioral Objectives in APE 

Break 

Task Analysis in APE 

Group Task Analysis Activity 

Lunch 
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11 :30 - 12:00 

12 :00 - 1:30 

1 :30 - 2:30 Developing IEPs for your Students - Putting 

it all Together 

2:30 - 2:45 

2:45 - 3:30 

Break 

Simulated ARD Meeting with APE Focus 



Region X ESC/Texas Woman's University 

Adapted Physical Education ISTE Project 

Thursday, April 9, 1981 

8:30 - 8:45 Schedule for Day, Paperwork, Monitoring/ 

On-Site Visitations Concerns 
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8:45 - 9:15 Review Child-Centered Educational Process -

APE Implications 

9:15 - 10:15 Group Referral/ARD Activity, APE Program 

Development, and Sample Referral Forms 

10:15 - 10:30 Break 

10:30 11:00 IEP Development in APE - Individual Activity 

11:00 ·- 11:30 Motor Performance Implications of Spina 

Bifida and Cerebral Palsy 

11:30 - 12:00 Motor Performance Implications of Muscular 

Dystrophy, Deafness, and Blindness 

12 :00 - 1:15 Lunch 

1 :15 1:45 Motor Performance Implications of Mental 

Retardation and Learning Disabilities 

1 :4 5 - 2:30 Question and Answer (Discussion Session) 

2: 30 - 2:45 Break 

2: 45 - 3:15 Post Course Inventory 

3 : 15 - 3: 30 Evaluation an d Schedulin g On-Site Visits 
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ON-SITE MONITORING k~D INDIVIDUALIZED ISTE SCHEDULE 
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