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: PROLOGUE , :

This report should be read with several qualifications borne
in mind. First, like the ciher reports in the project, it was
s , Written under conéiderable pressure of time. Second, apart from
- ) Caﬁe,Study 2, which was written by Mr. J. Porter, the repor; was
written by one person and, therefore, it inevitably represenfs a

partial and incomplete account; very helpful discussions and

consultations were held about the -chosen toﬁiCS and their treatment s
but in a field as diverse as this there will undoubtedly be differ~ '
ences of opinion about these. Third, much of the information was
derived from secondary'sources and here, too, omne is only too
conscious that a better informed’ judgement might well have led to
different conclusions. Fourth, because of shortage of time ‘and
space, the report deals only with England and Wales and not with

Scotland and Northern Ireland.

, -
1

R, Bolam,
Bristol, May 1976.
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SECTION I: , INTRODUCTION: THE NATIONAL CONTEXT - R

. 1. Background

The purpose of this report on the in-service education and training
(INSET) of teachers in England and Wales is twofold. First, to describe and

& critically analvse five major, significant and potentially adaptable imnovative

INSET practices; second, to relate these five case-studies to the national
INSET context and to explore some of their implications for the future of

: INSET nationally and 1nternat1onally. . 1
Although the report has been written at a time of great change and {
uncertainty, it is clear that a watershed has been reached in the development
of teacher training. As Dr. William Taylor, the Director of the Universit;
of London Institute of Education recently put it, 'the post-McNair era is
effectively at an end'. The post-war framework for teacher education fésulted from the
establishment of university-based Area Training Organisations (A.T.0.) following
the publication in 1944 of the McNair Report on teacher éducaticn. The latter
part of tha post-war period saw major developments, particularly in initial
training. The old two-year certificate course was abandoned in favour of a
miniw... three year course; the 19608 saw the rapid expansion in size of the
colleges of education to meet the national shortage of teachers, this period
alsc saw the introduction into the colleges of a four year Bachelor of Education
(B.Ed.) degree, validated by the universities.,
This pre—occupation with initial training left little time for any -

serious thought to be given to INSET. The system grew in a rather ad hoc
and. uncoordinated fashion until, by 1970, it was clear that, at the very least,
some rationalisation was called for. Since 1970 the reports, discussions,
proposals and changes have come thick and fast: we have had a parliamentary
Select Committee Inquiry, the A.T.O. Inguiries, the James Committee report,

¢ the pre-thite Paper coﬁsultations, the White Paper itself and both the concurrent
and subsequent contextual changes which are descyibed beloy.

] All of these activities stimulated a great deal of national discussion
in the profession, and more generally, about tencper education and this in
itself was a highly significant development. For perhaps the greates. single
difference between the pre and post 1979 climate of opinions is the widespread

recognition now accorded to the importance of INSET.

2
-

2. The James Report .

This cﬁangc is in no small mecasure due to the report of the Jafies
Commi~tee (Department of Education and Sci(.noe, 1972). wfxich referred'\’tq the
inductxon and 1n~servxce training of teachers as “the third cycle
”[ KC ﬁer Lducatlon which they defined as "the whole rdnge of aouvme& by -

" which teac teaal’m can extend thein pessonal mmo;z, devetop ﬂlW‘ b""éu“‘”‘u
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competende and Amprovéthein undenstanding of educationat punc,'éplu “and
techniqueb."“ The Comittee gave pride of place to the third cycle: "Much

0§ the angument.of this reponrt ,depe.nd& upon the proposals made for the

third cyele. To none of our necommendations do we attach greaten impontance
than to these, fon’ they determine a great, deal of the thinking' which underties
the nepont as a whofe." They explained'éhe importance they attach to INSET
in the folivwing terms: "A great weégfut 0f evidence submitted to this
Conntizttgé, orally and in wiiting, suggests that a much expanded and property
co-ondinated programme of in-service education and tuining s essential

2o the futwre strnength and development of the teaching piofession. We have
" been very much impnuéed'bg ZLhe unanimity with which a Large expansior of
dnrservice taining has been unged by the associations nepresenting not only ,
the teachens who would chthy benefit, but also the many dc“e,tewt agencies
who would have to providé the cownses, and the focal education authonities.
who, in farge measuwre, would have to foot the bill. The arguments in favour
0§ such an expansion are veny strong. 1t is sebf-evident that pre-service
education and Zraining, together with the probationary year, can be no more
fhan a foundation. 1In that initial period it is impossible to fotesee, Let
alone to pwvide 6on; all tne demands that may §all on the teaching profession
n future, on on individual members of it during theiX careers." Thus, the
James Committee was, in a very important sense, making recommendations which
reflected views which were aiready widely held but their report was so radical
and controversial that a much wider debate and hearing was given to the

" proposals than might otherwise have been the case.

3. The Pre-White Paper Situation

Following the James Report a great deal of national discussion and
consultation took place about it in the context of the projected Government
policy statement on education. As far as teacher training was concerned these
discussions focused on the James Report's proposals and alternatlves te them
There was general agreement that change was needed, though the unlversxtxes ‘
were perhaps the least convinced of this, and that the teacher training qpnt{nuuﬁA-
initial, induction and in-service (sometimes referred to mnemonically as the
triple~I continuum!) - provided a desirable £iamework of reference. What
then was the position at this time?

a. Initial Training

The posxtlon in initial teacher educatxon may be summarised by
I b ¢

reference to the following Table:~
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Student Teachers Admitted to Initial Training Couraés: October, 1972

(Source: Statistics of Education, 19f2) "
b=

Type of University | Colleges { Polytechnic| Other

Institution Departments | of Departments| (e.g. TOTAL
Type of of Education| of Technical
Course Education Education and Art)
One year postgraduate |. 5,134 5,128 96 - 10,358
Three and four year - 34,859 828 - 35,687
Other 150 2,146 i11 2,180 4,587

TOTAL ) 5,284 42,133 1,035 2,180 50,632

Almost 75Z of all student teachers were receiving their traiaing in colleges of
education and were taking mainly three year certificate or four year B.Ed. degree
courses. These colleges were almost completely 'monotechnic' (i.e. they dealt

only with student teachers) and their awards were validated by their local university.
About 207 had taken a three-year degree course at a university or pclytechnic and
were studying for a one-year postgraduate professional qualification. About half

of this group were in university departments of education and half in colleges of

education.

b. Induction Year

. Following their initial training, all beginning teachers are required to
complete a one-year probationary period of full-time teaching. This is supposed
to be an_induction period and is the responsibility of the schools and the local
edqutlon authorities. However, few of them have organised systematic or
scruchured induction schemes and generally, speaking, the initial training

1nst1tut10ns have played little part in any such schemes.

C. INSET.

INSET is less easy to describe and quantify. No agreed definition exists

and statistical data about INSET is woefully inadequate: the last comprehensive

survey was carried out ten yeﬁrs ago (see Cane, 1973); the latest D.E.S. figures
are for 1973 but these are, in any case, lacking in both detail and specific
' relevance. For our present purposes we may regard INSET as consisting of all

. -courses and training activities undertaken by qualified teachers, including
qrogationers, these may range froﬁ an evening or week~end conference at a

gl ichers' Centre to a full~time Masters or Doctoral prograime at a university.

wll Toxt Provided by ERIC
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It is up to individual teachers to decide whether or not they want
to attend an in-service training course, byt they can only obtain paid
release to attend a full-time course with the agreement of their employing
L.E.A. In 1972~73 about 3,000 teachers {or less than 1% of the overall
teaching force of 365,000) attended full-time courses lasting either one
term or one year. It is important to note that these figures exclude
both part~time and shorter courses. In 1970 the D.E.S. estimated that
about 5} million pounds was being spent on in-service training in England
and Wales as compared with about 80 million pounds on initial training.
The main providers of the longer courses are the universities and the
colleges of education. The main providers of the shorter ccurses are
the L.E.A. advisers, the L.E.A. teachers' centres and the universities.
The university-based Area Training Organisations have tried to coordinate
these various in—service activities but one measure of the difficulty
of doing so is Ehat in 1966-67 there were approximately 500 providing

agencies offering about 8,000 courses of all kindc.

<

The White Paper

In 1972 a government policy statement was issued in the form of
a White Paper, which proposed a substantial increase in both induction
and in-service education and training (Cmnd. 5174, 1972). The essence

of ~hese proposals was as féllows:-

a. INSET

i) All teachers to be entitled to release for INSET
for periods equivalent to one term in every seven

years of service (eventually one term in five years).

ii) A substantial expansion of in-service.training to
begin in the school year 1974-75 and thereafter to
continue progressively so as to reach the target
of 3% release by 1981.

iii) Local authorities and teachers' associations to
negotiate an agreed basis for release, beariué in
mind the need to strike a balance between the
needs of individual teachers and those of partic-

ular schools. 10 .

-

a




A
v} Opportunitiés to be preserved for some teachers
to attend courses of more than three monthsg'

duration.

b. Induction

i) Probationers to receive heip during their 2 -

induction year;

ii) probationers to be released for no. less than

one fifth of their time for in~service training;

iii)  their overall timetable to be lfghtgned to
three~quarters of a full teaching load;

iv) sufficient teachers to be made available to make .
this possible;
v) the profession to play a full part in induction;

vi) profesgional tutors to be appoig;ed in each school

and trained at the professional centres;

vii)  a network of professional centres to be established,
4based‘principa11y on existing training institutions

and teachers' centres:
bl

FJ
viii) a pilat scheme to be mounted in four areas with the
aim.of introducing a national scheme in the school
year 1975-76.
oy €. Coordination Machinexry
i) University~based A.T.0.s to be replaced by new
' . regional coordinating committees:
i‘ ii) A national Advisory Committee on the Supply and
. Training of Teachers to be established. .
3 . -
¥ ) These and other related proposals contained in the wﬁite Paper have been
| ' implemented to varying degrees. They, and some of the isspes faised,
form the substance of much of the rest of this Introduction and, indeed,
L of the report as a whole. The totality reorasents soLethxng of a

'seamless robe' and thus the order in which the recommendatxons and
issues are dealt with in the following pages mAy appear somewhat

Q .
IERJKZ' \arbxtrary. - 11 : .

. . - Y . -
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5. Congultative Machinery

At national level an Advisory Committee on the Supply and Training
of Teachers (ACSTT) has heen reconstituted. Its membership is drawn from
three main interest groups: the teachers' professional assoclations, the
ldcal education authorities and the INSET pxoviding agencies (e.g. colleges
of education and universities); the D.E.S. is also represented. This
committee's main task is to advise the Secretary of State on his 'central
nesponsibitities fon teachen supply and training'.

ACSTT has established e sub-committee on induction and in-servicg
training (INIST) which has now preduced several discussion papers and
reports on INSET needs and provision, on the role of colleées as providing
agencies, on the first year of the inductiom pilot schemes, and on o;erall
prioritiee in INSET. These ‘papers have been widely disseminated and have
formed the basis for discussions between L.E.A.s, teachers' associations,
INSET providing agencies and other interested groups at locﬁl, regionai
and national levels. These discussions in themselves represent a signif-

icant innovation in consultation and planning for a national INSET policy.

Currently being considered are two fundamentally different sets of
proposals on the reorganlsatlon of consultative and administrative machinery
for INSET at reglonaﬂ\level. It is generally agreed that there are three-
inter-relaied tasks to be taken into account when establishing such machinery.

These have come to be known as functions A, B and C:-

A. the promotion, coordination and supervision of INSET,
including induction, and the related professional centres

within the region;

B. the promotion, coordination and supervision of the dis-
tribution of initial teacher training courses, in
number and kind, among non-univercity institutions of

higher education;

.C. the coordination and provision of further and higher

education generally in the non-university sector.

The 1972 Government White Paper proposed re¢placing the existing
University-based Area Training Organisations (A.T.0.5) by Regional Committees
for Teacher Education (R.C.Cs.T.E.). These would be co~terminous with, but
independent of, the existing Regional Advisory Councils (B.A.C.s) which at
preaent ¢arry out function C. A. C.i:g .T. supported th1s proposal and the

-
M . { Vet s




. e o
‘recommendations that the R.C.Cs.T.E. should be responsible ifly for function K. S

However, the Coumcil for Local Educab1on Authorxtles (? +L.E.A.), wh1ch
speaks for all local educatlon authorltles, then made a counter prOposal that
the unxvers1ty A.T.O.s and the R.A.C.s for further education hould both be
replaced by single bodies called Further Education Advisory CoRFc11 for the
Regxong(F E.A.C.R.8). These would be respomsible for all three\ﬁuncclons;

i.e. they would: . - \ N

'consdider, promote, monitor and advise on the planning, coord-
Anation and development in the region of alf Levels and 4o S
0f gurther education outside the universities Ancluding the \. ‘
Amitial, induction and in-service training of teachens (whe,thbc :
provided in institutions maintained by L E.A.4 on those p'wud
by vebuntary bodies).' AN
C.L.E.A.'s counter proposal has met with consxderable OppOBltlon,\ ' (i
part1cu1ar1y from-the universities. The old A.T.0.s and the proposed R.d.Ca.T E.

vere essentlally trans-binary, i.e. representatlve of both university and\

public-sector institutions. The universities consider that F.E. A.C.R.s wo&%d-

mainly represent. ° public-sector: interests. They are éspeaially critical

of C.L.E.A.'s proposal that F.E.A.C.R.s should establish a sub-committee

'with terms of neference and membership on the Lines' of the proposed

R.C.Cs.T.E. because: ' ... a tuans-binary body, for which Andependence was

fcegfnded a8 gundamental, would be transformed into a second-Level commitiee

0§ a regional council u&ntcaay hesponsible 5on woak An the public secton'.

C.L.E.A.'s view is that the need to ratifnalise the arrangements must logxcally

point to the creation of a single, new‘\body, because the R. A.C 8 ought to

be abol1shed rather than modified, because two bodies would be ‘less efficient

. andjmqre expensive and beéause neither alone would attract a high lcVel
director of the sort needed. oot '

EQ : i The debate has now reached a stalemate after’ rangznﬁ verythdely ove:
A the lopg term 1mp11cat10ns for university autonomy, the need to.take accounc
of posszbie changes in both local government's flnancins and the: davolutzon
of certazn c¢entral government powers to regzanal nuthorztzea, nnd, fxnally,

the desirability of regional hodies at all. At pre:ent‘thg,g vernment‘hts
" not made a decision and the A.T.0.s have been invited to..carry. on pro. tem.

1 3 ! i
N
' » » €
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6.

C

: and thc Leatures of a cohexent system of- proviaxon. 14

It is likély that the ten or eleven regions envisaged as the units
for consultation and coordinatjon will be too large for certain purposes
and that sub~regional machinery will be necessary to facilitate, for example,
inter-L.E.A. consultation. in 4ny case, each local authority area will almost

certainly set up consultative machinery. Several L.E.A.s have already taken

" the iqitiative in doing this but; as yet, it is unclear how significan& are

- o ' . » .
the undoubted differences between. the constitutions and functions of these

- t
comilttees.
- -

Providing agencies are being encouraged to set up committees,

representing teacher and L.E.A. interests, to advise the institution's

' permanent academic staff about the relevance of their existing and projected

INSET courses. At school level heads .are being encouraged to consult with

staff about INSET needs and prov:.slog within the school and to establish an

"INSET committee where this seems appropnate. At presgent, although there is

no comprehensive information ava:.lable, it is probable that few providing

agencies and~schools have actually established this machinery.

Broad Aims of INSET

The INIST sub—committee suggested that the broad aim of INSET was
't enabfe a teacher to monitor and shape his professional development'.

It should enable teachers:-

", to develop their professional compe,tence, confidence and
. ne,ﬂevamt knowledge ;

b. to evatuate thein own work and attitudes in conjunction with
thein professional co!;?.eaguu in othm parts of the educaiion
service;

c. to develop eniteria which would help them to assess ::he,a own
teaching nofes 4in relation to a changed Aoue/ty for-wnich the
schools must equip xhu/:. pupils ;

d. to advance thw canerts."

The sub-committee's view was that the interests of other *groups,
particuiarly the schools, the local authorities dnd the providing agencies,
also had to be taken into accour;t. Tt therefore attempted to_identify, in
a non-prescriptive fashion, the INSET needs of teachers, schools and L.E.A.s

B
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_ 7. The Career Profile

The concept of a clreer prof.:.le for teachers was suggested as a guiding frame-
work, although it vas recognlsed that it would 'not precisely 44t the
A professional development 06 evory teacher'.

1. "A teachen §inst needs 1o be initiated success fully info his.
p professional careen in a specific school. The INDUCTION VEAR
will include a teachern's §inst INSET experience.

(=

2. ... there follows a period of perhaps some four to six yeans
when the young teacher needs to consolidate his profdessional
congidence by adding to his knowledge and developing his shills.
This 48 probably best achieved by a series of relatively shont
cowrses which are SPECIFIC in thein content and application.
Since teachers would wish to nelate fNSET ndertaken to the
work they ane immediately invofved with, a Zengthy period of
absence §hom school would be unhelpful and these specifically
focused counses would perhaps best be dealt with by a combin-
ation of shont periods of §ull-time study and mone extended
periods of part-time study..

3. After some five to eight years in the progession, there is

L the need for a teacher to reflect on his work to date and in .

" the Light of this evaluation to consider the direction of
his careen over the next gew years. 1§ this REORIENTATION
and refreshment is to be successful, a teacher will need to
distance himseld to some extent from the-immediate situation
An which he has been involved and his would seem an approp-

o nate time fon secondment fon at Lesst one term . . (this)-

i . cee cou!;d initiate a change in career direction ox canwun

‘ and enhdnce the du:ectwu Zo which a teacher was:atlready,

committed,

4. . Ithen) thete woubd seem to be the need for funther
Amtcu on.a part-time/{ull-time basis, somewhat similak in
o ' Length o the specific courses outlinea above, but different-
2 - - An.chuacter end higher in standand. These ADVANCED SEMINARS
co © should give feachens the opportunity to devetap specialist

o ' expefwwe. and know&edge.
Q. | 15




5. Before the mid-point in a teacher's careern, say, afier dwelve
o 2o {ifteen years in the profession, a numbenr of teachens wilt
need 2o re-equip them§elves in a majon way fon new and sub- v
. stantial nesponsibilities which will nequine of them Leader- S e
v ‘ ship and management in various gorms within the education L
sewice. 11 would be an appropriate time gon ADVANCED STUDIES
which could take a variely of 5onméf, nequining a substantial
period of nefease - at Least one tem and in some cases a yewr.
: Some teachens will not be undertaking more nesponsibilitied
- _ but wikt need a period of secondnent at this point in their
cancers to ne~assess thein existing ones.

6. White it is more difficult after the mid-career point o
discern broad nequinements it &8 pa'z.u,bze. 20 4dentify wo |
groups of teachens with distinet needs. A nelatively smal s . %

g‘ number of "middfe managens" and administhatons will need o
be prepared for what one might term TOP MANAGEMENT within
the education senvice and specific provision for them could o
be made at a nelatively small number of centres. There 48 "
also a mone substantial group cf teachers wgth Long senvice, ‘
perhaps in one school, who may not have, and pbbaébty'have, 7
never sought, prospects of advancement in ZLne prodession.

The major need of this group L8 fox REFRESHMENT, not necess-
arity within the setting of a formal counse. They need the
oppalvtunu‘.y 2o get away from school in onder Zo ae.plem&h
thein intellectual and cultunal neserves 0 that £o thz
qualitics of experience and stabildty which xhey an 1o

‘. Zhein teach/éng there may be added some new .Ln«twwt or
aenewed enthusiasm as xhay enten the Labte)t pa/d. as thwc
wew "

o
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f The Needs of Schools and L.E.A.S.

" profile wag undoubt:edly crude and arb:.trary md it wiu -no. doubt: be: mdified

to. be preacnpt:we .

Albngaide the needs of teachers, the paper set those of schools and
|
local autho:;tles

"Educational and Aouaz change makes new demands upon

. schooks, as upon Local education authonities, and Leads hea.dA
and teachers to neconsider the existing cuwvicubar and onga.n-
dsational patterns to make then more .appropriute to Lhe new
situation. This in twwn creates a nedd for a proghamme of
dtaff development so that the staff may acquine the Akifes
necessany to achieve the educational objectives they haua
gomubated o serve the children they teackh.

U7 Whiest some of these in-service training needs resubt from
changes oniginating externally, such as the neonganwatw;z of
secondany education in an anea, othexs arnise gnom mva«twn
within the school x,ueag; Examples of the fatier mght be the
adoption of vertical grouping in a primary schook, anci ina
secondary school Zhe Ainthoduction of some form of ubteglwted
studies on more substantial careens education provision.

. A staff development programme will be no Less necedsary
.§or a school in a nefatively ‘steady state' situation tc
. provide for such needs as the induction of new entrants to
zhe pfwﬁuéwn and of experienced teachens new to the school;
negneshment ‘and up-dating for Long-serving teachens; training
on funthen study £n meWon gon promoliorn on new nrespons-
£bitities in the school."

o

In the natzonwide discussions about the paper, the . career p::of:.la concept

'xhe c:iticism was mnly
directed .at its appareut: inflexibility and auppoud pteacrx.ptivenan. ’l‘he

attracted a lot of attentmn and some critieism.

e
*‘a‘

and elahorated to take. accoum: of thege critmuml‘ f.or exwple; ;lt lhbuld
be possible to div:.se aqveral, alternative profilen :c ind{eate _hcw ‘the ‘

careers of reasonably typical tgacﬁwrs generutu vtripus INSEI‘ ?uc&p. .
ever, the follow-up papar stressed that the papmﬁ *wis ::et:gz.nly, znot: intend d

: “
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9. INSET Provision N

This follow-up paper dealt with INSET provision and finance. Its
aim was td relate proyision to the needs of teachers, schools and L.E.A.s
jdentified in the first paper and to needs arising from regional and .

-

- national circumstances.

L.E.A. Provision

Most local education authorities provide INSET through two major
agencies: teachers' centres (see Case Study 4 ) and L.E.A. advisers. Most
L.E.A.s have teams of advisers and advisory teachers whose job it is to
advise the authority's teachers and schocls. The number and functions of
advisers vary considerably between authorities and as yet little systématic ?
data exists aboﬁf their work (cf. Bolam, Smith and Canter, forthcoming).
In general it can be said that the 2,000 or so advisers (no figures are
available for .advisory teachers) organise a great deal of INSET which a3
usually takes the form of evening meetings and day conferences on.practical
topics. Because their courses are usually short and do not carry any formal

awards, no statistics are kept about them. .

Colleges of Education o

In the past, colleges of education have concentrated predominantly

on the initial training of teachers. Indeed there is some evidence that
they were actively discouraged frém offering INSET by local authorities
who regarded the provision of INSET outside the universities as the respons-

ibility of their advisory teams and teachers' centres (cf. Hollins, 1973).

This situation is changing for three main reasons. First, the
drastically reduced demand for teachers in the system has led to a magsive a’*
over-supply of college lecturers which will be partially alleviated by the N
adoption of the government's policy of allowing 20% of college staff time v 7
to be taken up w1th INSET activities, including induction. Second, the

economic crxsls has led local authorities to recognise that the colleges
offer enormously valuable INSET resources in the form of accommodation

and equipment. Third, these first two reasons have led to & reassessment ' 'f§
of the potential contribution of college lecturers to INSET and a, sometimes X
grudging, recognition that this contribution.can be a valuable one. B

£ WY
"
“
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The cu;;;ht position is tZét\gplleges, and faculties of education in

the re-organised institutes of higher education, are actively seeking to
mount INSET courses which will'ensure that they are able to justify employing
207 of their staf# for this purpose. Case Study 2 deals in detail with some
of these issues. {At this point we may simply note that it is the longer,
award-bearing courses offered on a part-time basis which appear to offer
colleges the best way of achieQing viability for their INSET staffing com-
ponent. Hence, many colleges are currently preparing, and submitting to

the C.N.A.A. and local universities for validation, INSET courses at first
degree and advanced diploma level. Others are seeking to negotiate informal
'contracts’ with ne1ghbour1ng local authorities to ensure a reasonable and

continuing take-up of short courses (Hencke, 1976). )

c) Unive;sities
) The main contribution to INSET by uniVersities is in the provision of

award-bearing couises. The position in 1973, for example, is summarised in
the following table:~

Postgraduate Education Students in Universities in Great Britain: 1973

(Source: D.E.S. Statistics of Education, Vol. 6, 1973: Universities)

Full-time | Part-time

L)
"

314 1,183

Research work
for a higher degree

Other research work . 27 19

Taught courses

for a higher degree - 706 1,173
Taught courses A *

for other qualifications (not P”G C.E.) 2’305‘. 1,273
Total 3,352 | 3,648

* approximate figures only




In addition, however, most universities provide short courses of a more
directly practical kind. In a typical term in the lniversity of Bristol B
A.T.0., for eiample, the Further Professional Studies Division offers over
? . 50 cqufses varying from a one-day conference to several two-term, part-

time courses.

g d) The Department of Education and Science *

The D.E.S. makes three main types of contribution to INSET. Her
Majesty's Inspectorate, numbering about 500 across England and Wales,
influence schools and colleges during their regular visits through their
contributions to courses organised by other agencies. They themselves,

" also organise short courses, of approximately four to fourteen days' duration,
on a national and regional basis. In 1973, for example, they organised 118

such courses for primary and secondary schools attractxng over 6,000

qualified teachers as students. Thezr third main contribution is via the

courses organised jointly with the Unxversxty Area Training Organxsatxons.

A.T.0./D.E.S. Courses were initiated and funded by the D.E.S. in 1970
'to encourage provision of courses of a substantial nature Lo §4LL the gap
between the short counses of up 2o a weekjon 10 days ! dunation already
provided by many L.E.A.5 and A.T.0.s and the advanced cownses Leading to
formal qualifications'. The courses were to be hasically part-time. One
. suggested pattern was 'an initial cowuse of 5 to. 10 days gollowed by a
2 houn weekly session covering 2 school terms, ending with a summanisding
. congenence on a furthen full-time session'. According to Hammond, 1975,
H.M.I. and the seventeen universities involved organised 76 such courses
in 1973 and enrolled 3,373 students. The courses usually %gsted 80-90
hours and proved to be generally successful, although they did encounter
gsome problems of low enrolment ané high drop-out rates, mainly because
of the heavy time commitment involved and the lack of any accreditation
incentives. With the demise of the A.T.0.8 the future of these courses

is wmclear.

The following diagram summarises some of the idea; expressed above. )

It is taken from the second discussion paper on 'Prov1s10n and Finance' o

by the INIST sub-committee in which the diagram was 1ntroduced as follows‘ NN
182though the diagnam moves grom the smaller through to the Larger body it o

is not meant to represent a hienarchy of inatitutions; "small’ and 'focak! oy

are not to be uutmmexed as meaning 'Low-Level'. The purpose of the diagham )

"o 48 o dndicate the po:su.b!.e, functions and nebatéonships of each of the s
RIC . mnmwwm and administnative %o(a)fxm m!un the :totaz pa.tte{m b ‘ Y

i
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.30, INSET 'Costa and Pinances

The second INIST sub-committee paper on INSET outlined the financial . \
« position as follows:- '
‘"The cost of INSET may be lwganded as comp«uutg -

e T e,
8 o

L. the salanies of the teachens -neleased
ik, expenditure on the provision of courses
) : Ak, financial suppont to teachers (pagment of

) T Auition fees, thavelling and subsistence)
: Ay, expenditune on LEA advisony senvices and
3 ‘ LEA administrative costs.
i In zhe pltue.nt sdtuation the payment fon items (4), (4dd), (iv) and part of i
[4i) s met by Local education authonities. Each. authonity deternines within e‘f;'f
Ats overall nesowrces demived from Local rates and the government's aate N
dupport grant, what propontion shall be devoted to INSET and the d/.bilu.batéan '
of that sum among the various forms of INSET aatcudy C%tam eﬁemntd \ /4
of the expenditure {e.g. 75 per cent of the sakarnies of teachers seconded R
for fuel-time counses of four weeks on more) are af present shared among all
authonities through the expenditune poof 604 teacher mwwrg and advanced
gwither educdtion,
The cost of the provision of courses (agten takAng accoum: 05 Ancome drom
xuutwn fecs) As met” £n a number of ways:-
< Ao 4n unlversities, from general universdty funds d%éued Mom the UGC
quinquennial grants: decisions on the resowrces to be allooated £o
courses fon teachers are a matter fon the authonities of the individual-
tundversities;
S A dn voluntany (direet grant) institutions of hégher educwtwn, by tke.
DES a8 part of the cost of muntum’.ng Lhe Lnstitutions
Aid, in institutions maintained by fLocat education authonities, by the S
. malntaining authonlty, which £s able to change the costs of appzaved
cowrses Lasiing four weeks on mone full-iime [ox the equivalent An -
part-time) to the expenditure pool," .
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. msuffxczently relevant to the practical needs of schuolv' that un:.versitz

A

Incentives and Awardsg’

There are three main incentive‘fs for teachers to attend INSET courses . :

in the U.K.: the intrinsic merits of the course, academic awards and

jmproved career prospects. A fourth possible incentive - financial gain - ‘.
has generally not been a major factor. - .
L] b ’, A
Short courses, especially those rum by the L.E.A., offer;, neither ‘ <
financial gain nor academic award. They may, however, offer improved *

career prospects in two senses: the fact that a course has been attended
can be included in a teacher's curriculum vitae; attendance at L.E.A.
courses brings teacheérs into contact with L.E.A. advisers whom they may

perceive as being influential in the hunt for promotion.

Y

Longer, award—bearing couraes at universities, polytechnics and . ; \ -
colleges of education offer teachers the relatively tatigible gain of an \
academic award. Probably the most valued have been those offered by ~
universities but the situation is changing and the awards offered by
polytechnics and colleges in the form of their own certificates and

diplomas and degrees validated by the Council for National- Academic

3

Awards (C.N.A.A.) are becoming fncreasingly popular. Although the sit- :
uation in each university differs, most of them offer:' three sorts of )
award-bearing INSET courses : first, they offer a part-time Bachelor of \ ¥
Education (B.Ed.) degree to teachers with professional qualifications but

no first degree; second, they offer three levels of academic courses in

‘the form of the Advanced Diploma, requiring one year's full-time ox two
years' part-time study, the Master of Education 4(M.Ed.) degree, requiring ¢
one year s full~time or two years' part:-tlme study or research, lnd the

.

Doctor of Philosophy (Ph.D.), requiring a mini.unm of two years' full-tme Y
or three years part-time research; third, they offer furthex profess:.ons’
studies certificates for caurses, with a more practical, classroom '

onentatxon, which require one year 8 part-time study. . ) i ]

Very: few teachers have a Ph.D. but Advanced Diplomas and MEda. are
becoming mcreasmgly common. indeed many local mt:horxties now appear
to expect prospeccxve secondary heads to have &h H.Ed. desrea. , Two min N
criticisms have been made about university INSET eourses. that they sre "

autonomy has led to confusion about the nature and ltat\u of t:hc nunerqul
typu of ;ward offcred. At hough Furt;hur I’roﬁcanmu’l Studid“ ~coursu

,‘ .;.ui ‘n\‘ ey r \ > R
! R YIRS T L
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are partly designed to meet the first criticism, it is likely that poly-
technic and college provided INSFT courses will attract teachers and

R A e f o heean e e e A A er——n @ n . e P N

L.E.A.s if they are manzfestly pract:.cal arid of shorter durat:.on. The
second criticism coni?‘i*hues to have some validity: although some um.vers:.t:y
sta':f (e.g. Knowlson, 1974) have advccated ratzona]ézsat:.on of the award

structure, the gituation remains confused.

v

kSat:ififact;oty attendance at certain longer courses has provided the
only direct financial incentive for U.K. teachers: they can obtain one
extra salary increment (curréntly £120) for such attendance. Ho;vevet, this
is such a small amdunt that it is extremely unlikely to motivate teachers
to attend INSET courses. \

Contextual Developments

[
.

Current forecasts md:.cat:e a fall in pupil population during the
1980s and this haa led to a re-apprazsal of the demand for teachers during
the late 1970s and early 1980s. The government is now planning for a
t:eachir;g force of 453,000.in,1980, including 9,900 t°achers to cover the
development of release-based induction and m—serv:.ce training. The
consequence is that, outside the universities, t:he total size of the teacher
training system will be about 57,000 places, including 12,000 places for

induction and in-service training. The comparable figure for 1971-72 was “

about 114,000 and thus the size of the non-university teacher training
system will have to be halved over a fen.yea;: period.

The implications of these proposals for the colleges of education
in _particular are profound and far-reaching. "It is likely .that up to
30 of the 152 colleges will be closed and that up to 1,400 lectuters w:.ll
- face redundancy or re-training. Already, the closure of 17 collegear hu

\

~ been announceds N
v N . . A .

Smultnneously, the government has initiated a radxcal progrme of ’,-
reorgam.sing and merging the colleges to rata.onalile the use of thur
resources. When this reorganisation is completed there wi.ll probably be
only about 20 momotechnic colleges, with some 15,000 studeut:s, a furt:her -
15,000 students will be traingd in polyt:echnxcs vhich hi ave :lnco:pouted
some of the old colleges of education, about 30,000 utudentritili be '
tramed in mst:.tutes of }ug'ner education lnd Iibora‘l att:l co}.lexn which
i hqvc bun formed by vnr;mus sorts of narger between colhnl of ‘ducntzon,

- and’ colldjes of furthcr :duc.ltmn, lnd, ﬁﬁal*ly, aboub
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o debat:a abmm the itructute snd functions of the regional coordinatmn

«

5,000 prospective teachers will continue to be trained in university

departments of educstion. “

Major changes in the procedure for walidating awards are also ta‘king.
place: in future it is likely that the Council for National Academic Awards
(C.N.A.A.) will validate an increasing number of these. It ig also likely
that the Diploma in Higher Education will become a fairly“*cc;mqn feat.ure
of higher education. The two~year course leading to the Dip. H.E. award
will be available to prospective teachers but alsd to both students who
plan to take -up other careers and those who have not yet decided. It ought,
therefore, to provide a useful way for the colleges to diversify ::heir
student intake but it is not yet clear how attractive it will be to students

or how acceptable it will be to employers as a terminal qualification.

L]
~ »

These changes within teacher training and higher educatioéx have. ‘to be
seen againat a background of problems and of proposed. and actulal chnnges
on the broader educational, economic and pol:.t:.cal fronis. / S N

.
-",'»‘

First, as far as teachers in schools are concerned, the major implic-

ation of the projécted size of the teaching fotce in the 1980s is that\it o ‘:';,.'

will mean teacher unemployment and redundancy. Quahfzed tr.achera leaving
colleges are already finding it difficult to obtain a frx:st;{ teaching post’
and this situation will undoubtedly get worse. At “thg other end of the .
carcer scale, discussions are now being held between teacher unions and

the government about ways of introducing early retirement, with appropriate

compensation, for certain types of teacher.

Second, the whole issue of how local government should be flinanced
is currently being studied by a Royal Coimission. At present, the position
is that the government gives a block rate support grant to local authorities
and that it cannot earmark sums within that gramt for’particular purposes.
Thus, although central government claims to be ﬁkins enough money avail-
able to the local authorities to enable them to puy for teacher release
to attend INSET activities, they cannot compel the local authorities to
spend the money allocated in this way. If the payment of teacheru' salaxies
were, as has been proposad by some, to be made centrally then this situation
would be chauged.

Third, another Royal Comnission is also studying the whole problem

.o£ deVOlution of governmental powers to the regions. Inevita‘bly, the

. _
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machinery for INSET has become bound up with these wider issues. The variouT
proposals all have implications for further and higher education both in the
public (i.e. non~university) and university sectors and, therefore, for the

relationship between the two.

Fourth, and most important of all, there is the economic crisis. When

§ o e

the James Committee and White Paper proposals were first discussed, the
economic climate was such that the teacher supply projections could be
viewed opbi&istically‘and positively: there was enough mnney available to f
use the teacher surplus to introduce much needed improvements in induction :
and in-service and to base these on a 3% release of teachers. The Noyember}
1975, 0il crisis and the subsequent change in the economic climate trans— }
formed the situation into one in which public expenditure has had to be
drastically cut st both national and local levels: there has, therefore,
simply been no money available to introduce these changes. The present
proposal is that they should be introduced in 1977-78, economic circumstancés
permitting’ ‘ ) '

INSET Innovations®

[y

N,
Apart from the subjects of the five case studies therg‘are, of course,
numerous other INSET gFtivities ongoing at present. Seyeral of these might
easily have formed the basis of full-length case studies but, for reascons
of space limitations, one example only is described here: INSET for educ~

ational administration ‘and management.

In the U.K. the term 'administrator' has traditionally been restricted
to educationists working outside schools in L.E.A. offices etc. Headteachers
have resisted the idea that they are ddministrators and most of them con—

t1nue to teach even if, as in large\secondary schools, this is only possxble

for one or two hours each. week. The growth of large comprehen:ive secondary
schools with 100 or more teaching staff and numerous anc111l:y aides has,
however, led to a general acknowledgeumnt that the ndndnlstrative component
in the roles of heads, deput1es and departmental heads is a very nubstantxal
one. .This view is also now generally held about the roles of heads ‘and
deputy heads 1n primary schools. Conse uently the tgadltlonal oppos1t1on to
the idea of adm1n1strat1ve.tra1n1ng Pas crumbled rapidly in recent years

and there has been a burgeoning growth of training activity in this fie}d.

i

27




Tyt

/ . . . -

,/ Naturally, most of this t':‘r‘aining takes place in-service since it is

\ ajtﬁed at experienced staif. Current examples include the folloving. Since
"1967 Her:‘Hajesty'»s Inspectbrate have runia series of regional and natignal
COSMOS courses on secondary school manage,ment‘ (White, 1974). _Several local ‘
authorities now xun their own cot;rses: the Inner London Education Authority
has established a Primary Management Centre wh:.ch organ:.ses courses for
heads and deputy heads in primary schools; a consortium of local authorities
- has set up the North West’ Educational Management Centre at Padgate Co-llege
of Education, Warrington (Barry and Tye, 1972). A number of goiytechmcs.
have been designated as Regional Man&gement Centres and have established :
award-bearing courses: for exam;:le, Sheffield Polytechnic offers Diploma ‘

and Masters courses in Education Management Studies. A number of un:wensxt?es
also offer Diploma, Masters and Doctoral &uahflcatmons ds well as non-award-:r

bearing short courses in this f:.eld. examples here 'include 'the universities
" of Bristol, Cardiff, Glasgow, London, ‘Southampton andﬁ'§u3fex'. Television
programes have played a part in these developments: Taylor, 1973, was
responsible for three pioneering T.V. series; the Open University has
recently made a major contribution by prpduting two courses in 'the broad
field of administrative studies in'education (Fowler et al,, 1973; Houghton
et al., 1975). \ | ",

Educational management and administration is a ;articttlarly eclectic
field and this is evident in the different approaches which »app‘ear to have
been adopted in the courses mentioned above. G(eneralieatipnsp must iﬁevitably
be highly speculative, given the absence of hard evidence, ‘but the writer's
impression is that the polytechnic courses have tended to draw more heavily
upon experience and literature from industrial management; that university
courses have 'etxphasised social science theory; and that L.E.}lb rganised

. courses have drawn primarily upon practitioner exﬁeriéncel. As yet, little
directly relevant research work has been carried out though there has b'een‘\
some (e.g. Hilsum, 1972; Lyons, 1974; ﬁich&tdton, '19,73). '4Apatt' from the
Open University's contribution, the most :i‘gnigiqant’vdcvtlopmgt 'hu'blin,
the formation of the British Educational Administraticn S:c':‘d'ic'i:y’” (vide
Hughes, 1975, pp. 2-3). NE AP
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The. Case Studies .

~

'The casé studies which follow are of five innovations in INSET in
England and Wales, chosen to exemplify significant and potentially adaptable
approaches. As ‘indicated above, several other innovations might have been
chosen but were finally omitted mainly because it was congidered that.they
either had their origxns, or were at least as well developed, outs1de the U.K.

 . The first two case—stud1es ~ on the Teacher Induction Palot Schemea
Project and the developing INSET role of Colleges of ngher Edqoat;pn - BRRY
explote”responsés to national policy decisions. The third étu&y describes ”;le
some of the less we11 publzclsed aspeats of distance teachxng, and - ﬁ' .,;’,5‘
%8p8c1811y the Open UnLVer51ty, in INSET. The f1nal two case studles - on the
part piayed in INSET by local curriculum development agenczes, especxally teacherl
centres and on school focused INSET - each attembt to, explore and analyse the
ways in which a decentral1sed approach to INSET works out in ptactice“

s
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[’““——‘*—“CASB —STUDY-1: . THE-TEACHER INDUCTYON PILOT SCHEMES (T 1.P.S.) PROJECT
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1. Imtroduction

¢
The difficulties associated with the first year of teach:.ng have for

IOng been a matter for serious conmcern in the United Kingdom and several
government sponsored committees and research studies have pointed to the

. need for improved induction arrangements. Following the James Report and
the 1972 Government White Puper, "Education - a FrameRork for Expansion',

plans vere made to establish experimental induction schemes in five local
education authorities but, mainly for financial réasgt;s, only two authorities ~
Liverpool and Northumberland — were finally able to implement the ‘pilot
schemes. They began their preparatory work dunng the academic year 1973-74
and the September 1974 cohort of probatmnary teachers was the f:.rst: t:o

experience the new induction arrangements.

In broad outline, the two schemes fol}:owed the White Paper proposals,
interpreting these in the light of relevant sectioné of th‘é; James Report,
the Consultative Documents from the Department of Education and Science,
previous relevant research work (Taylor and Dale, 1971; Bolam, 1973) and,

most importantly, local circumstances and needs. Thus, both authorities

gave reduced teaching loads to probationers; teacher-tutors were appointed
and trained to help probationers within their 'schools; courses were
arranged for probationers at outside centres. The main difference between
the two schemes lay in these outside courses: Liverpool was able to establish
six professional centrus; Northumberland had no suitable teachers' centres
or colleges in which to establish such professional centres and, moreover,
for geographical reasons it made much greater use of residential block

o ., telease courses for probationers.

In Northumberland 218 probationers and 104 teachex-tutors were
appointed in 92 of the county's 243 schools, most of which were in the more
o heavily populated urban areas in the South-East of the countya* Thus, the
range was from a single probationer in a two-teacher sc-hool on the Cumbrm‘

¥

bordet t:o f:.fteen probatmners in a large urban high, school, Since
Nort:humberland was in the midst of re-organising its secondary education
on# t:htee-t:.er system, the probacmners came from t:[en typel of lchool.
In vaerpool 758 probationers and 370 teacher-tutou were appomt:ed in
339 of thé city's 352 schools - © .. . o IR




o Evaluation . -

]

1

A Two 1oca1 evaluators are based on the Universities of Liverpool and
‘ Newcastle. The University of Brigtol School of Education is responsible
for the national evaluation of these two governmenf:-funde@ schemes and
" also of several other interesting schemes which are being carried out by
}ti'xe L E.A.s8 conceyned without add:.tmnal government funding. The diff-
\ erences between the various schemes are such that a controlled experimental
,d‘engg vas not gossxble. The evaluation design for this action research
'proj_e‘ct i therefore based upon canpexative‘eaee-atudies of each L.E.A.'s
scheme uszng an evaluative research (Weiss, 1972) or 1I1um1nat1ve eval-
uatlon (Parlett and Hamlton,l 1972) approach.
As substantial a proﬂort:.on as poss:.ble of these separate case-

stud{es is based upon a commc 0 conceptual framewo}:k. The- pro;ect has been

conceptuahsed as an exercme ir the management of" the mplementatlon of a -
ccrmplex, natxonal innovation/ (Bolam, 19758, 1975b). As mdlcateq in ‘the Table
this maxp innovation contasz several complex sub~innovations each working
to different timetables and involving diferent change agents and target users.
Accordingly, the project's activities are being evaluated at five principal
levels: mnational, regional, local, professional centre and school.
The basic general criterion adopted to assess the success of the

schemes was that' of informed professional judgement: the views of those

involved were obtained through questionnaires. intensive interviews,

case~-studies and obsez'vation. In this way the evaluators have sained a
\ reagonably comprehensive and rehable piéture of the i‘ange of opuuona on
the scheme held by probationers, teachet—tutors » experienced- teachets, heads,
; ptofessmnal centxré staff, advisers and administrators. The evaluators also
adopted 2 common policy of coneentrat:.ng on the practical Lssues and problems :
of the schemes. ) ¢ ;‘ .
This report is based upon two earlier papers by Bolaum, 1976, end by
Bolam et al 1976. Three limitations on {ts scope ‘should fae noted. Fi'tt,
:u: eoncentrates on only two of the levels mentioned above“ thc centre and
school levels. Second, it deals almost entirely \uth the I.i\rerpool md
Northtmbethnd 8chemes. ’rhird, 1t covers only the first year, ef sehemes
'which are onsoing and have ) further year and a half to mm o




Major Levels and Components

; .: ]An

Papasees

]

of one probauoner

izevel No.{A. The Change Agent | B, The Innovation System |C, The Target'
System | . ... v .. ....] .. User System.
National 1.1] Minister + D.E.S. |National Scheme: Finance [The National System:
‘Administrators and Logistics Y LEAs{ profess:.ona.l
’ a.asocut:mn:, coll~-
. . eges; universities;
polytechnxc:, etc, .
1.2] Minister + HMI { National Scheme: The Nat:.onal System'-f% ‘
o Professional Aspects... | (as ai)ove) .. .’
2. Regional 2.1] Minister + D.E.S. | New Regional Co~ - The Natxonal Syst:emJ R
Administrators ordinating machinery.. . ! (as’ above) R
1 3. Local 3.1} LEA Administrator | Finance + Logistics Th_e‘?fla_i&; ],qca], )
Education of the whole Induction |politicians, admin-
Authority Scheme 1stratott, prof-
N , eas:umal .assoc~
‘ ntxons; schools'
= cqlleges, etc. - i’
) a :rr.«»(.w
3.2] LEA Adviser Professional aspects The LEA! pt%ﬁz{:-.-
for INSET ' | of the whole Induction ionai associafi ns}
Scheme schoolss coneges\
etc.
4. Professionall 4.1] Centre Creation of a new role: t_The p!l:ofessioml
Centre Coordinator professional centre centre and its
coordinator- catgc t area
° [ 4o . ‘
"4.2] Director of _Teacher tutor training A1l teacher tutors
i Training.Course/ programme in an|LEA '
Programme
4,3| Director of Induc- | Probationer induction All probationers.
' tion Course/ courses: outside . |in an{LBA i~
Programme school '
1 5. School 5.1] Head Probationer induction.. A11 staff in a
programme: inside school: lchool
J logistic aspects = . .. {..:: ,
5.2] - Teacher tutor Creation of -a new i:'o‘lé:n ALl ‘staff in PR =
teacher tutor - scﬁuol .
5.3 Teacher tutor - | Probationer in&untfibxif" 1A1.3. :obaci.oneu
courses; inside school: . in A ¢chool
- profeus‘ion’al gﬁi;dctq,. T S
5.4) Teacher tutor Profesgional indu;:txon ‘

5.5, One proﬁgti.o‘net '

creat?i’.‘on of & new roie. »

bagxﬂnrng t:eachet IR P
e, B ¥,

:?‘




~ ‘,,,ggln }:oth schemes the probationers and tutors were glven reduced
chxng ‘16“ads. "t:he ptobatxoners had a 75% teach:l.ng load and the t:utors

“most: probat:xoners vere gr.ven a half-—day for m-school induct::.on actxvit:.ea
and t:he '):emumng haIf.-days were accumulated and used for t:he block release
courses. In ‘szetpool, most: of the flrst tem 's. act:xvzt:.es wew achool-

based whereas most of terms two and three were g:.ven ovm to centre*based
caurses. Iu Rorthmberland the reduced teachmg. Ioad w&&\partaj unl;rly

¢ e
Wb o - L

vqlued by the hxgh achool probatxoners. In I.:.vgtpool, 902 qf the prob-

and markmg. A number of headteachers and advmers conuderedf ba{:, many

probat:,oners would have 1léft their schools had 1t not: been fox:, thg lzghcened
t:each:mg load’. "’ ‘ ' " R o

3 -

ve -

« - toe T

Thus, :Lnformed prqfessmnal opinion in the two mam schemea is
generally in favour of A reduced teaching load for probatx.oners. n Th:.s is
‘not to say, of course, that there were no dmadvantages oxr problems. In

1nfant: and first schools especxally, many probat:z.onera dlshked d:.sr ptmg

the:.r relatmnslup with their classes; the quahcy or. the prima‘:‘y supply
teachers :.s crucr.al -and it has proved d1£ficu1t to f:.nd replacement st:aff
of adequace quah.ty in some, primary schools; Lsmall aecondary schoola have
had part:.cular problems in finding spec:ahst ubject replacementa' the

January probationer entrants -¢aused dxffxcult.:. 8 because they ove:lapped o
for a8 part: of two scademic years, it was not & ways possxble to frge ‘both f \
tutor and probat:.oner at - the same time; it wu not clear how t:he release o

t’:’zm ghould be allocated t;htoughout ‘the year, some I.rverpool probatmners

s‘,‘

ui& .that their only :e’lease time during t;erm*two and, tht:ge ad’been. R ;
t:aken up wif:h external centrerbased courses; some schadla '
t:he releue t:me for mduct:x.cm’ but labelled t ai 'ftee

caming sqne misunderstmdiug amongst: expetieu’ce& ttdfﬁ md ‘a\'i:;e\ndeﬁcy £or
ptabnt:ioqtrs t:o 1ope chig ‘ér;é' !;ime to coye tetcher‘ 11;;/59“,:
‘E‘i; i 'wpa‘ax;'

\u c‘i ;‘.w’ “g\

tmgg \Cb\lt a
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Although slightly different formulae were used for calculating how
many additional staff should be allocated to schools with prebat:ionérs,
the cost of relegsing probationexs and tutors in both authorities was
approximately £1,000 per annum per probationer. As such, this was clearly
the most expensive single item in the schemes, accounting for the bulk of
the total costs. Before any final decisions are made on the worthvhileness
of this expenditure, account will be taken of poséible_ alternatives. For
example, there is some feeling in the two pilot areas that, for both |
professional and administrative reasors; the one and a quarter days
lightened teaching lcad could be reduced to one day with corresponding

financial savings.

Teacher~-Tutors and Induction Within the School

Apart from the reduced teaching loads for probationers, the most
significant innovation ir the two main pilot schems has been the intro-

duction of a teacher-tutor in each school and in large schools of more

than one teacher-tutor. In Nerthumberland, of‘ithe 104 tutors appointed,

under 10% were headteachers or deputy heads and they were paid a basic

i Sy g Jane F A 5 an Ky
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sum of £100 plus £20 per probatiomer up to a maximum of £200 for five o
probationers. Half a day per week was allocated for school-based act;i_x?ities
and the equivalent of the remainder of the induction time (i.e. half a day
per week) was used for block release courses. The exceptions were some
larger high schools which ran their own completely school~based programmes.
In Liverpool, of the 370 tutors, 46% were heads or deputies and they were
paid on a pro-rata scale to a maximm of £288 for six probationers. The '
first term was mainly given over to school-based activities and the spring
and summer terms to centre-based courses. In both authorities tutors

were released for other timetabled commitments on the basis of a quarter

of a day per probationer.

A

In general, the tutors have worked succeasfuny in. helpmg prob~

ationers to settle into b’herr Bchools more e“xly. Evzdence from
Northumberland, for exam;‘lg, indicated that over 70%. of pxobaei.oners
welcomed the idea of somagne being there spec:.f.ically t:;“ eip them, but
in both schemes second&ry Eprobatmners continue to consult the Ilud of
’Dcpu:tment for sgitf;aﬁst subject help. School*baacd acuvit;iel were
. h;ghly valued by almost 80% of the probatzonars m Liverpogl, and

) ', Nntﬁhmberiand because they vere perceived as 1med§,¢‘ ly i evant t;o
is fodividual ptoblms of.the p:obat:ionets. 3 4 ‘ '




Somewhat paradoxically, although school-based actiyities .were highly
. valued, there was considerable evidence that tutors were uncertain how
Why should ~
this be s0? Neither the James Report nor the White Paper gave any details
about the teacher-tutor role. Thus, when the Liverpool and Northumberland
Advisory Committees for the pilot schemes set ahout their task of advising
the tutor training programme organisers, they xeally had very little to
guide them. Inevigably, much of their early thihking and discussion dealt
vith such matters as the appointment and payment of tutors and relatively
B little detailed advice was provided for the 400 or so tutors in the two
areas, However, the Liw}erpool Advisory Committee did suggest that they

3 should assist 'the new. teacher, either directly or through\epecialiét

best to use the time, particularly as the year progressed.

colleagues, to develop effective teaching techniques in the classroom'

(Liverpool Education Committee, 1975, p. 11) and it also agread that: tut:ors
should be familiar with:-

'Formal and informal techniques for the analysis
of teaching and learning situations and for the
subsequent diagnosis of individual probationerg’
strengths and weaknesses.,'

and

'Techniques of counselling and group leadership.'
The Northumberland guidelines were roughly similar but, understandably,
. the job of filling in the details of this outline in both schemes was
left to the training course organisers and, ult:imate}y, to the tutors
themselves when they actually came to carry out their n%rolea. How,

then, did this work out in practice?

First, let us cons:.der briefly the t:rammg courses which were
organised for the tutors. It is worth recalling the climate of .opinion
On the one hand,. thg. H_a{:“iongl
Union of Teachers, 1973, argued that courses foi tutors should last fox
On the other hand, the National Association of

Schoolmasters, 1973, was doubtful about the need for any trsim.ng at mll.

in the teaching profession at-the time. -

- at least one month.

e

\if"‘i ' In the event, Liverpool organised a 10-day 'briefmg progttme cnci
A’lthpugh

(AN \

courses differed both between and within (e.g. for primary md aecondary

‘Northumberland ran a 5-day 'initial preparation' programa

tutors) the two schemes, one striking feature was common to all courses:
only a small proportion of the total time was given aver to truning 24

' rractxca in what we nay call aupervisi.on skins (Moahe:: and Purpel,ﬂ 1972).

.
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‘The vast majority of the Course Sessions dealt with eipiofaéoty

1scusgions of the tutor's role, lectures on such topics as probationers' L

Eeeds and external support agencies (e.g.” the Welfare Service) and visits .
Eo colleges of education. . , T - ; ;
| o ' K
,l What of the way tutors actually interpreted their role in action? . v
i The clinical supervision ftamewo:k is not directly applicable but it |
jdoes indicate certain key questions and issues which we may regard as

' indices of the extent to which tutors favoured and implemented the

supervisory role. The Liverpool evaluati?rv reports (Hill, 1974)" that over
two thirds of his. sample of 178 tutors saw their most important function

"as being 'to counsel, encourage, advise and reassure' :tlié‘ p,rdli”a"tioners. L
Y R About one fifth said it was 'helping with organisation, discipline, ‘
lesson planning, and generally fostering management skills in the class—
room', but not one ticked the following items:- ‘

'Observing and coxmnentmg upon the amount of
learning takmg place in the probationer's
classroom.'

) ) 'Jommg in with the probat:.oner in his room ‘
B in a teaching situation.'

e ‘ : 'Arrangmg for the probationer to observe me
. teaching.'

A

+Only four tutors saw their main job as:-

.« - 'Offering advice and guidance with teaching ' 5
techniques.' o

In Northumberland, the local evaluator discovered (McCabe, 1975) that

By probat:.oners generally disagreed with the statement:~ - -

:' , *  'Someone should watch you teach and dlscusa
: your performance with you.', ~

A 1

although high school probatloners were less mclmed to disagree than

) first and middle school probationers.

Intensive pilot interviews of over half the staff in seven schools
provided data which 1argefy corroborates these questionnaire “findings.
For example, at the end of the school year staff were intervxewd in one
prmary s¢hool m which the teachex-tutor was cléaxly both extreqely
consc:.eut:mus and competent. She had not, however, aither ob:erved her
probat:.oner teach or axranged for her to obsarve 2 conesgue teachzng.
But she did stress that she Helped her pro’bntiqnex to evalutte her own
'pexfom*nce during their regular and systematu‘. di:cﬁssion se:sxon each _u L

~}ionday ‘mornings~ - . : Sl e ‘

'z have ho set scheite; but I do t:ry :to; halp Y [

, ' hek to be clear. dbout her aims, how far she. o LT

achiavesf thei s and wbab, £ anyt;hmg; haé gone o T
wrong, ‘f L ST N

z‘? i v .
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The tutor poznted out that, whxle lhe coul d, in priéciple,vobtftie her
probationer teaching, ‘'...one does not want to intrude’. The probationer's
view was that/ having the tutor observe her would be '...like going back on
teaching practice', although she did say that she wouldn't nind regular
visits, ‘ . |

The tutor's views on arnanging for her prcbationer to observe either
herself or another senior colleague teaching were:-

. 'If she is having difficulties it may be =
necessary but it could lcause her to lose
standing w1th her own class. If nobody else
does, she i seen to be different.’

Another interviewee, this time an experxenced teacher, considered that

13 3 3 . » » !‘i: " .
"teaching is a personal thing and it is not desirable for a young teacher -

‘to copy an experienced colleague'. The oldest respondent in this school
was a man who was very supportive of the overall scheme; he thought that
both sorts of observation were best 'left out' because of the difficulties

they could cause.

Thus, although the reacher-tutor role was defined by the progrannm
organisers in a certain way, it is doubtful whether the role wds actually
implemented in this way. In considering this issue, we may usefully
distinguish between two major components in the teacher-tutor role by

placing them at opposite ends of a continuum:~

PASTORAL & 3  TRAINING

The pastoral component involves helping the probatioqgr with personal
(e.g. accommodation) and professiomal (e.g. information about school rules)
tasks and problems. The training component involves helping probationers
to improve their general pedagogical skills (e.g. classroom management)
and specialist subject skills (e.g. reading or physics). Thexe appears

to be fairly general agreement in the profession as’a whole and in the
pilot areas thatAthe pastoral component is a legitimate part of the
teacher-tutor role. Moreover, teachex-tutors Appeared to be cnphasising
this aspect of the role (although some are reluctant to carry out too

many peré%hal support activities) and frequently mentioned that Ehey want
to be first and foremost a friendly and supportive collelgues Hxll'
£indings, above, support this view. The training component, wmich many
regard as the raison d'@tre of the tutors' role (and which is. clo:ely
similar to the clinical supervision concept ment::.onad au;lier) vas defined

I
!
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i as -an explicit part of the role in the pilot areas. But, althc‘iuugﬁ the — o
tutors accepted that training was part of their role, they tended to ‘
'int:.erpre*t it in terms of discussions outside the classroom and they were,

) apparently, disinclined to employ classroom observation as the basi; for .
‘ it. The situation was clearly one in which tutors were allowed some

freedom to interpret their role. This was in part due to the fact that,

in a pilot scheme, some flexibility was essential. But t:he reluctance

of the Advisory Committees and of the teacher-tutors to grasp the trammg

nettle too explicitly probably also arises from certain strongly held

beliefs in the profession.

First, let us consider the response from the intexviewee above, wt_xich “" .
is a very significant one. She associated observation sessions ‘with her o
school practice experience as a student teacher. Thus, there is an impli- '
cation, echoed in the tone of the Liverpool Advisory Committee's role
specifiéatiou, that classroom observation is inevitably linked with assess-
ment, This is especially true where tutors are also heads and therefore
responsible for the probationary year assessment process. ’i’hi.s issue was
not a prominent one in Northumberland where only a small pr'opor't‘:ion of
teacher-tutors were heads. However, in Liverpool, where almost half the
tutors were heads or deputies, there was evidence to indicate that some o
probationers were reluctant to seek help from their tutor when the latter
is the head: 90% of those interviewed expressed this view. W'nere possibie,
heads should delegate teacher-tutor responsibilities to one of their senior
staff, ' '

Second, there is a clear suggestion, echéed in the repliqs of the
‘ teacher-tutor, that the probationer's profes‘sional status would be
diminished, especizlly since none of the other staff either obsexved
or was observed by colleagues, Obviousiy, ‘practices vary: in some
schools team teaching or an open plan. orgamsation create a climate in
which it is normal for teaghers to work alongsxde and obsetve each other
at work; in other schools the ultimate professional sin is €o enter a°
classroom in which a colleague is tea;:hing; in bgt;wéen there are @ whole
range of 'climates'. However, it has to be recognised that obsexvation L
of teaching and the clinical supervision model will be interpreted by many
teachers as a threat to their cherished classroom autonomy uﬁgl is, there-
fére, likely to be umacceptable to many of them. ’ ‘
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In the light of these two factors, it :’ia not really surprising that
the briefing and {)reéaution courses paid litf,tle attention to skill
‘training for tutors. But there are twoc:further ;eaaons related to the
inherent difficulties of trainir& in supervisory skills. The first
Teason is exemphfzed in the N.A.S. polzéy statemtxt, referred to earlier,
which reflects a fmdmntal disagreement about the’ vahdzty of the view
that there is anything especzally difficult about helpmg a probationer
which an ordinary, experienced t:gacher co,ileggue cannot lgandle. This is

often coupled with a lack of awareness of receht‘_deve“lbpmenta in teacher e

training methods. The second reason is that very few people actually S
posgsess the relevant training skills: it is hardly qurprisit;g that thése did
not figure prominently in the tutor .training courses since the number of

people in the country eg)e;ienced enough to mount a -sustainéd éraipin’g
‘ course in, 'saf, micré-teaching or interactiqn analysis skills (i.e. as .
_‘“f*"' opposed to giving a descriptive lecture) is 8o small. In ady case, ‘
: although micro~teaching and interaction anglysik ought to be components ‘ x
: . in a training course, their-ooncerns are too narrow for them to be T
» sufficient in themselves. The essence of the teaé?er—tutor s task is
b that he has to deal with the whole of a probat:zoner 8 experience in a BN ¢

»

| real life context.
3 - « //

,‘ Clinical supervision skills, with their focus on teaching content

50, o

as well 2¢ mathod and their recognition of the practical constraints

(e.g. the normal school timetable) within which tutors have to work, are

: essential. Yet g;mythza combination of training skills could be

improved upon. Idéﬁly, they wouuld be supplemented by micro-counselling PR
; training (Ivey and Rellin, 1974) and change agent training (Havelock and =~ .:
e " Havelock, 1973). L
5. Induction Outside the School o B
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. Northumbexrland has no form‘.lly designated profuuoncl centru but it
has used three local colleges of education, the Univeruity md its own - N o
teachers' centre and field study centres for ext:emal coursé:. These ha‘vl
consisted of termly, one-week block release cgurul and: hnlt-dly subject: . .
sessions for probatiomers in high and middle schooll. Li.varpool duignat:cd ‘
six professional centres in local colleges of educat:ion and’ it:s own:’ ’
tucherl' qent:m After t:hree, om-day “uionc ine tﬁa mtuui t:em, the .
probatmners a:t:ended centre-blud cournl f.ot ome day nc’h vuk,,during
the spriu; and - lmnr terms. Alt:hough the a::uct,u:e md %inin; M t:he
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" specialist subject topics. :

courses was different, the topics covered in both L.E.A.s were broadly

simiiar. Outline e;aﬁples of two of the Liverpool centre programmes are
given on the next page. Reading, thathematics, art and craft and physical ‘ , 1
education prove’d popular with primary probationers, while secondary prob- :

ationers recommended mixed ability teaching, the teacher and the law and

Although prebationers generdlly preferred school~based to centre-
based activities, nevertheless 602 of them valued t:t;e centres and 'the
ext:erﬁal courses because of the opportunity they provided for mesting : 1
and discussing with colieagues from other schools and for the resource N
facilities .;:hey offered. The termly block release courses were received
favourably in Northumberland: for example, ,4% of probationers who
atwtended the final block release courses said”that they would recommend
next year's probationers to attend a similar cour,se'. Liverpool part.:ic-
ipants have indicated a preference for full-day rather than half-dsy
release on the grounds that it means 1ess travelling time and less
disruption to the school timetable; this viei’l‘ was especially strang

among the secondary probationers. - . 4

Attendance at the primary courses was much higher than at the
gsecondary courses. Over 90% of primary probationers attended tl{e courses ,‘i
in both authorities; secondary probationers' attendance was’ mre\du.fficult
to quantify because of the many opt1onal courses offered but it was
generally much lower. All probationers fairly frequently said that the
Courses duplicated work they had pr'eviously done in college. Some
acknowledged that this was not necessarily bad since it was oftem useful :J
to look again at a topic in the light of their current school experience.
Others, however, cpnsidere& that the topics were irrelevant to tueir needs. {
Moreover, it seems clear that the style and methods adopted by some course ‘
lecturers, including some who were practising teachers, were inappropriate
as far as the probationers were concerned. It is, of coux‘se:, nc_{toriously

difficult: to generalise about responses to courses. For example, 70X of

-gecondary probationers in Livex:poci apparently preferred the 'Specialist'
to the 'General Professional’ part of their course-and regarded the
distinction itself as arbitrary and unhelpful. Yét the minority of prob-
ationers who had received a shorter period of professional training

(e.g. on FG.C. courses) or none at all (e.g. some maths and science

2 =" & duates) welcomed the professional courses. ‘There \,ias, and probably L
ERIC | .
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" always will be, dissatisfaction with partc or -the whole of some courses.

It is vitally mport:ant, therefora, that course organisers should be able
to obtain teedback to make reaaonable modifications in the short and longer
terms. Such modifications have been made for the current year's :courses

in the light of the evaluators' comments and the organisers' own monitoring
arrangements. ‘ ’

t

The most effective role for teacher—tutors in centre-based activities
is unclear at present. Ide.ally they would contribute to the courges ﬂut:, .
sincé the probationers would also be out of school at the 'same time, the
burden on the rest of the staff would be unacceptable. Ways are now being
sought to involve tutors in the course planning stage.

]

Conclusions

Two major, innovative pilot induction schemes have been successfully

‘introduced in an urban L.E.A., Liverpool, and a ruril L.E.A., Northumberland.

In both schemes, 752 of the probatiomers were positively in favouf-of a

plamed induction programme for next year's probationers; moreover, the

sosen 'r/:\i-g
o
¥

P

I

s
e
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informed, professional judgement of heads, teacher—-tutors and others % S

involved was- that the schemes were worthwhile, effective and to be

recommended. o

The most valudble single feature of the two schemes is, by general
agreement, the 25 reduced teaching load which cost approximately £1000
per probationer. The positive effects of the schemes include the following:
a majority of Northumberland headteachers thought that the probationers’
teaching perfcrmance had been improved by the scheme; Liverpool advisers
said they could identify and help probntionerjs 'at risk' more quickly than
hitherto; Northumberland heads said that the external courses helped to
improve their probationers' teaching performance while, in Liverpool, there
is evidence to suggest that absenteeism amongst probationers has been
reduced; in both authorities hcads con:idered that the scheme had assisted
the schools by easing the probationers® entry into, the profession and
there is evidence that many probationers are much better informed about
professional resources in the aréa. Finally, the organisers and evaluators ‘
of both schemes have remarked upon some unant;i\ci‘pa,ted outconies: that there
has been an ‘cpening-up' of schools, centres and cbllégis bectuse of the
interchange which the scheme has encouraged; that :uaﬂ’cr-fucon ‘hava

: thm&lvn experzenced some significant pnofuuonal develnpg\ent‘ and thst -
, ‘my nchooli have been atimuhtcd to look drnh at eheir o‘vcnn policim ‘
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The purpose of the ‘pilot schemes was to identify problems but,

significantly, criticism has been directed at particular features rather

than at the scheme in principle. In general, probationers have expressed

a strong preferance for school~based activities. The challenge to

induction scbeme organisers is to strike the right balance/ between school
\
., - and centre-based activities.

i ; The Goverument's original intention was to introduce a full, national :

9 induction scheme with 25% release for probationers in 1975~76. For

- fmancxal reasons this has been delayed and although the latpst official
. target date is 1977-78, this, too, will obviously depend .upon econouuc
circumstances. In the meantime, local authorities in England and Wales , 't
and Northern Ireland are making what improvements they can within their :
normal in~service budgets (Bolam>and Baker, 1975; Northern Ireland Council

for Educational Research, 1976).
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CASE STUDY NO. 2 - COLLEZGES OF HIGHER EDUCATION AND INSET

The Background

Following the James Report (D.E.S. 1972) on teacher educétiqn, the
establishment of Government policy (Cmmd. 5174, 1972) ~and the reduction

of teacher training places from 114,000 to 60,000 by 1980 the system of
teacher training has been substantially reorganised: half the training
places in futuré will be in polytechnic-type or university institutions,
leaving less than 30,000 places in institutions that have teacher
education as a major cpmmiiment. In these latter instituions a small
number will be monoteéhnic colleges of education, but training will in
the main be concentrated in&diversified instimtions. While polytechnics
and other colleges of further education will establish schools and
faculties to take responsibility for teacher education, the model(
discussed below refers to the new institutions that asre emerging from
the previous teacher education colleges in response to the Sovernment's
encouragement that “some colleges, either singly or joiﬁtly, should
develop over the period into major institutions of higher education
concentrating on the arts and human sciences, with'particular reference
to their application in teaching and other professions". )

" These new institutions are normally referred to as Colleges of
Higher Education. Rather more than half their places are likely to
continue to be devoted to initial and in-service teacher education and
allied professiaml preparation. It has been decided that ome-fifth of
all rheir teacher training places should be devoted to in-service
education and training. Such colleges, therefore, represent a major
resource for INSET. There are, however, a number of diffic¢ulties
associated with such a major shift in the colleges' monotechnic initial
training role to one that requires them to diversify into other forms
of higher education and to establish & substantial commitment to in-service
education and training. With regard to college policy and administration,
INSET has to be made a major priority. 1In view of the economic
difficulties facing education authorities, financing tends to be based
upon full-time students on taught courses, but the strategy for iq-aervice

education and training may require a very different deployment of staff

and finance. _¢///’—\\
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‘carried on rdlatzvely 1ndependent1y by" the college, INSET requives
;clogq co-operation on a regional basis with local education authorities,
teaéherk' associations, adbisory staff, other colleges and universities,
"1, teachers centres and schools. 1In additiom, close contact with such
bodxes .as the Schools Council and the Department of Education dnd Science
is required. Good communications between all the Yatlous partners of
' the enterprzse are essential. . This calls for sens&tive and flexible
Aadmznlstratxon in a situation where, as in Britain, t :eéiopai
mach;nery is still undec1ded. It is vital, therefoxe, to\ideotigy .
senior staff in the college and support staff who will be committed to
thé\developmﬁht of INSET. The internal college structure wili‘requ@re’

a budget for its activities and full access to the total resources of

SE the college. The college should also be seen as an institution that
A . establishes & close relationship between initial and in-service

E\'~ education and ;xalnznéz 2S,tbét it is, in fact, developing. teacher

. '  education as a contlnuous process. In additiom, it should show its

iq willingness to see its own staff profiting from in-service education
and training, as well as conducting research/and development activities
that directly confront issues of concern for the schools.

It is obvious that the reduction in the number of initial fraining
places provides spare capacity which can now be redeployed for INSET.
less obvious but possibly more critical is the effect of the massive
i reduction in new recruits upon the capacity for change, innovation and
V refreshment in what in the next fifteen years will be an aging .and
economically vulnerable teaching force. It is already clear that in
Britain the problem is not one of the total stock of teachers but of
the range, flexibility and appropriateness of those currently working

in school. At a time of falling birth~rate characterzstic of many
?1~* countries in the developed world, the objectives of iuagrvica c;o;ning
"have to include some of those normally carried by initial ér&ihiﬁgér
L in parti¢ular, this relates to the nz2ed to meet new~:oc1&1 and economic

S demands, as vell as to redefine approaches to teaching and leatning.
ﬂﬁfi Over the next few years, colleges will be establxlhing dxf@etent
ﬁil_ strategies to overcone problems in the way of successful developuent
- of INSET. The case study below is of one such college Bulmqraﬁoe‘

College of Bighet Education ~ which has attempted to wrestie with the
above problems sirice 1972. » ,x‘
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" 2. . Case study - Bulmershe College :of Higher 'Education

Bulmershe College, Reading, was established as a teacher education
college in purpose~built accommodation in 1964, and in 1972 had approximately
- 1,250 full-time teacher training students. The great méjority were taking \\
a Teacher's Certificate of the University of Reading, but some 70 were "
on the final year of a B.Ed. degree, and approximsaely 40 were follawxng
a Postgraduate Certificate of Education. A small number of teachers
‘were following an 1n-serg;ggynounse_bn_theﬁteaching-qfwmathemmtics~andn‘wfA-m»
:a few short courses on various aspects of -the cnrricﬁlﬁm.’ﬁ
. Currently, initial training courses have changed«kamatléally: 'all
students admitted to the college now pursue a Bachelor of Educatzon
‘degree over three o¢ four years and in 1977 there will be nearly 900
undergraduates; the college is independent from the UnxV3181ty for its
g undergraduate awards, which are validated by the national degree—grantxng
body, the Council for National Academic Awards. There are currently

120 postgraduate students, some 60 places are allocated for comunity and

; youth work courses, and it is interded to offer a further 50 places for
‘ social work training. Approximately 60 students are following a new BT
two~year higher education programme kmown as the Diploma of Higher Education, A
and it is proposed to offer a B.A. honours degree for up o 100 students
in September, 1976. Over 100 teachers are i;udylng full or part-:ime in
the college. The total number of students is roughly the same as in 1972,
but there has been a fundamental shift in direction following the concept , ;;
of three cycles proposed by the James Committee, producing a new inter- f
action between higher education, initial and in-service education and ~‘;
training. From the beginning, the college fully accepted the argument
F as expressed by the James Committee that "the best educatiog and training
' of teachers is that which is built upon and illuminated by a growing
maturity and experience. In-service training comprehends the whole
range of activities through which teachers can extend their personal .
education, develop their professional competence and‘improveftheir © o=
T understanding of educationdl principles and techniques." 1In additien,
o it was a&cepted that the initial training proposals in the college
depended for their force upon what was argued and recommended for in-
; 3 service training. Thus, the college's B.Ed. degree assumed the

o establishment of a pattern of continuing education and training of teachers. ‘ '}k-
U % 'Thus, the twin objectives of initial training were seen as being to -

o "equip the student to be as effective a teacher as possible in the first S
\f ,{assignment, and,to provxde him wlth.a basxs upon whxch\hza 1n—service

\)‘ ,: A J“ R . . '_ i
‘ gtta1n1ng ‘can be4methq&1cally built v L
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Public discussion has recently terided to separate INSET from the
question of initia]l training, and in some cases from induction.
However, if such a view dominates, in~service training and initial

training will both fail to realise their full potential. It will

be unsatisfactory for colleges to carry out initial training unlees
in thei; professional work they are also entrusted with some respomsibility ~f§
for the continuing education of teachers. Otherwise they will be unable ' :
to assess the value of their training for the 'early concerns® of the
teachers, and lack a base for the.continuous review and reappraisal of : ;};
the higher education and professional training courses offered to ‘
teachers at the initial stage. '

Within Bulzﬁershe College, therefore, five schools of study have

been established: a School of Professional Studies (concerned with
teacher education, training for community and youth work, social work, " i
etc.), a School of In-Service Education and Research gall forms of
in-service training, research and development), a School of Educational
Studies, a School of Humanities and a School of Environmental Studies.
Each school has a dean, each of whom is of equal standing with full
responsibility for the courses and:activities of the school. The 128
tutors in the college are all voting members of two schools of study,
and the majority assist in the teaching Qf courses in more than one
school. The School of In-Service Eduggf}on and Research works closely
with all the other schools but, in particular, with the School of
Professional Studies. The majority of tutors in the field of in-service
education will also be engaged in initial traininé. However, with
specific reference to INSET, the School of In-Service Educatlon and
Research has developed some major areas of actxvxty.

The College as a Resource Centre

The college has a major library and resource centre'plﬁs various
other facilities that are freely available to all serving teachers
in the region. In addition, the county's training agency for
comrunity and youth work was established at the éollégé*when the
initial training course for comnunity and youth workefi begdn in
1975, The college is (ne of the largest study centres iu the South
of England for ‘adults putsuxng Open Univeraity coursea,\gnd
discussions are well advanced with a view. to integrating Open
'Univers1ty students into a number of college cou“uea, pnrcxcularly
thoge which requzre the use of specxalist facilzties, 6uch a8 the o
crea;xve arts, languages, etc. Resources are therefo:e scaffad in‘f,:' N
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the evenings, at weekends and through the vacations. Such general

use requires support from the college as a whole, but it is

increasingly under the auspices of the School of In-Service Education

and Research. Inevitably there are some limitations upon the use
of the college as a resource centre because of the lack of the
necessary finance to enhance the provision and, in particular, to
cover additional staffing costs. However, much can be done within
existing /eéources, and certainly many institutions of higher
education could be mt;ch more fully used by the interested adult
with specific needs.

Curriculum Development and Imnovation

Although the simple availability of resources is important, one of
the major functions of a ccllege of higher education should be to
influence the educational activities going on within the region,
particularly in the schools. Bulmershe has a Regional Curriculum
Centre in the Humanities which is generously supported by finance
from the Schools Council in terms of materials and certain staffing
costs. It provides materials in all the humanities projects from

the major sources, and at the same time gives guidance in the -use

. and, development of the various curriculum matenals in schools.

This is a more specific aspect of the college as a resource centre,
but one that is inextricably -linked with human resources and the
establishment of a growing/number of skilled and experienced
teachers able to sustain curriculum innovation in schools and to
build new insights more appropriate and relevant for the needs of
a particular region. Such fegional carricuium centres are critical
if the substantial energy devoted to curriculum development is to
become diffused throughout the system. Diffusion, in fact, has
been one of the major missing links in curriculum reform, but
colleges and teachers' centres can now play a critical role in
such diffusion. The college is currently discussing the possibility
of establishing a curriculum centre for United States Studies,
vwhich forms part of one of its new undergraduate programmes.

In-service Courses

The In-Service School has the major responsibility for offering ,
award-bearing courses. A range of substantial one-term and one-

year courses is offered in fields such as the teaching of mathematics,
teaching of reading, Third World studies, ‘ursexry education and’
social biolqu."’ However, the majority of teachers in vErig,lzfnd: are
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still non-graduates, and a critical problem has been to enable

such teachers to achieve graduate status but at the same time ’
sexve their urgent needs as practising professionals. The

college now offers a C.N.A.A. B.Ed. honours degree for serving
teachers which is firmly based on the principle of a professional
degree, enabling teachers tc develop their profésgional competence
and broaden their perspective and knowledge of?éducation. Major
emphasis is placed upon the study of the school and the classroom,
utilising the teacher's own working situation as an integral part

of the course. Opportunities are also provided for the study of

the curriculum, its underlying theory, educational problems,
management in education, and the techniques and interpretation of
educational research. The programme is unit~based, allowing the
student to vary the length of the course to fit in with personal.
wvishes and circumstances. All teachers will be required at the
beginning of their course to undertake a reappraisal and evalsation
of classroom practice, and to engage in the process of personal and
group evaluation. Techniques such as micro-teaching, simulation
and interaction analysie will be introduced. Later, all students
will examine techniques for analysing curriculum materials for

use in school and establishing a basis for making decisions on

the curriculum. Curriculum work will include a sumamer school.
Finally, all students will similarly be expected to sfudy innovation
in the classroom through a practical workshop study based on the
teacher's own classroom and school. In view of the lack of a
centralised curriculum in the United Kingdom and the consequent
emphasis upon the individual teacher as a source for the development
of curriculum and teaching method, the college's in—service B.Ed.
programme is regarded as a critical, new initiative and a possible
model for the organisation and structuring of a variety of relevant
in-service programmes.

Although the in-service degree, aimed at non-graduate teachers,
remains one of the major awards offered by the college, there is
still room for high-level and specific adards concerned with
particular aspects of education. A particularly impoflant area
relates to the management of schools and the provision of management
courgses for heads and senior staff. Thus the collegg is now providing
a postgraduate-level Diploma in Management Studies in co-operation
with another college of higher education in the region which has
particular skills in the field of manaiement,ﬁ
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6. Induction . :

L The induction phase is the critical bridge between initial and

" in-service training. As such, colleges should be substanéﬁally

l involved, Given that the initial training is largely school-
based (as is the case at Bulmershe), tutors will already be in

‘ touch with beginning teachers through their regular contact with

. schools. The School of ITi-3ervice Education and Research has

already taken responsibility for all the new teachers appointed -

to Reading in the year 1974/75 on the basis of regular visits

as advisers., In addition, an informal and socially-oriented

seninar has been conductedby the college over the last seven

years. The college is moving increasingly to the assignment of e

specific tutors to a group of schools. Such tutors would also

be links for initial training, induction and in-service training.

Thus, the problem of variation in the number of inductees could

be accommodated.

7. Other forms of in-service support - a radical alternative

Avard-bearing courses for teachers must always be an important
provision of colleges and universities. On'the other hand,
shorter and more informal courses must be made available in order
to respond to more specific and urgent needs of schools in the
area. Such courses can be provided in a variety of ways, such as
~-~yorkshops, seminars, occasiomal lectures, etc. However, there is
now the possibilityign the United Kingdom of a radical extension of
in-service provision, not merely quantitatively but qualitatively.
As long ago as 1967, Robert Schaefer, Dean of the Teachers' College,
Columbia, called for the development of the school as a centre of
enquiry. Debate on teacher education has constantly referred to
the gap between teacher trainers and the schools. In-service
provision ig dominated by the 'course', and the removal of the
teacher from the scene of activities in the school maintains the
gag@?gtween theoty and practice. The contribution of colleges
for the solution of the growing problems of the schools will remsain
marginal, and Schaefer's vision of a school discovering new
knowledge and extending the impact of formal educative experience
in co-operation with higher education will remain unfulfilled.
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However, the Government's decision to establish a fifth of
the teacher education budget for in-service provision opens
up the possibilities of a radically new style of relationship
between colleges and schocls. At Bulmershe, following discussion
with teachers, local authority administrators and the D.E.S.,
schools will be asked to identify particular probi and needs,
and the college, through its School of In-Serviceﬁzcation and
Research, will attempt to assist in the solution of such problems
in co-operation with the school and other agencies. Basically
this will be a development of the practice of tutor attachment”
to groups of schools which is part of the syndicate gystem
through which the initial training is done, and which will have
arisen through the problem-oriented in-service B.Ed. However,
the intention of the new scheme is that schools and teachers should
see the college as a major resource bank containing people with
certain expertise and skills which can be unlocked and directed
in relation to issues which the schools themselves raise. Thus,
schools would establish a contract with the college, and tutors
would normally go into the school to work alongside teachers and
children as part of a co-operative enterprise. The commitment of
tutors would be substantial and ongoing, possibly over a number
of years. At this stage it is thought better to work at a deep
and prolonged level with a limited number of schools rather than
to spread the provision thinly on a 'visiting' basis. It is
envisaged that genuine colleagueship will arise only through a
close working partnership, in which it becomes obvious that no-one
has 'answers' to problems, but that shared insights and additional
effort can help to illuminate the igssues of teaching and learning.
It should be emphasised that such a strategy grows out of a
prolonged relationship with schools in a variety of ways,
including a long history of contributions from the teachers to
the initial training programmes in the college and their involvement
in the design and development of in-~service programmes. Ig%is
intended that the consultancy and project work of tutors in the
schools will be recognised by employing authorities as equivalent

to "teaching time' for salary purposes.
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l‘ 8. St:aff development
; Much of the most valuable in-service education and training

in schools will be operated within the school itself through

the informal learning network that is established between

teachers and by the more formal structure of discussions,

curriculum evaluations and team~teaching. As indicated above, '
it is hoped that the resources of the college, tlie courses

that are provided, and the activities of assigned tutors will
encourage such professional sélf—development by members of

the profession. On the other hand, the college must also be

seen to be pursuing a similar strategy. Teachers may demonstrate
a certain cynicism towards teacher educators who show enthusiasm
for in-service education and training as long as it is for others.
Thus, the School of In-Service Education and Research in a college
should pay particular attention to the development of the college
staff. This will relate not only to substantial courses of
secondment but also to a sharing of expertise within the college,

to the retraining of staff whose roles will have to change

substantially, to updating and to the acquirement of new skills, 1
such as those required by more school-based initial training. N
(Mosher and Purpel, 1972) Thus, schools should receive tutors
who are actively wishing to learn from them and are seeking to
keep the faith that good teaching requires continuous learning ‘
and that there is no overbearing 'authority' in the area of INSET.
The School of In~Service should have particular expertise in
assisting individual tutors to develop personal and professional ‘
skills through independent learning as well as by virtue of '
courses and access to other individuals. L

9. Research l

In spite of the fact that expenditure on educational research

%= in Britain has risen from an annual budget of some £200,000 in
1961 to well over £3,000,000 2t the present time, that sum still
represents an almost infinitesimal part of the education budget 1
and there is still a paucity of research findings that can be )
used to provide an adequate base for professiocnal decisions.
On the other hand, it is important to avoid too narroy. a definition
of useful research in the field of education. Much work in the

hunan and social sciences bears directly upon educational issues
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- and éhe logic of the in-service developments,referred to above is '
that’ more field-based and action research is needed than is liielf
to evolve. Some of the more promising d&Velopments are shose '
suggested by Stenhouse, 1975, who argues that "a research tradition '

which is accessible to teachers and which-fee&s'teaching’mnst be . .
g . created if education is to be significantly inproved” €?; 165).

‘ One way of achieving such a result is discussed by Porter, 1975,
- who refers to the importance attached by teachers to joining working
' groups which involve participants in'practical‘tr{alﬁ‘and experi-
mentation with methods, materials and ideas (p. 92). fhus, major
colleges should attempt to establish a research interest in relevant
and action-based projects, and these should include scrutiny of the .
curriculum and practices of the college itself as well. as of the L _' Ceq
X _ achools. S | : s
,’ At Bulmershe, the Department of Education and Science has
financed a major national research project into student choice g
in the context of institutional change. This is an increasingly
| ' important element in the ;pproach of the colleges, (vide Porter, ’
1971, p. 119). Major research projects draving external funding

are importent in that they require substantial reséarch expertise L
and resources. On the other hand, attention should be given to

enquiries into more specific issues fully involving teachers, such
as a recent enquiry carried out at the tollege into the teachxng of

'lenguage skills in'the bfihﬁf?“!choo T""Resonrceawoﬁnreceanch-unxts.~uuq e ST

1

in colleges should be used to support as many teacher 1n1t1ativeu o

as possible whére they concern enquiry or evaluation of ongoing

practice. The local dissemination of 'research no;es' can do much to
' encouiage more self-critical and professional attitudes both within .
college and within school. Thus, it is to be hoped that research
in the new colleges of higher education will have highly pragmatic
and specific outcomes with particular reference to the improvement
of the practice of education within the region.
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10. Conclusion,

The widespread cophitment t.o the development of in-service 1
education and training/in Engla&d is also reflected in many other
‘countries of the world, as evidenced by the XX&Vth UNESCO conference ' ' 1
on educa;ion in Se tember, 1975 (nglé and Portexr, forthcoming). ;
Unfortunately in edycation, agreement and support do’not always lead 1
to action and results. sservice educatiorn and training in Britain v
is threatened at the moment .the severity of the economic measures

that have to be taken into public expenditure, ‘and the uncertainty .
about the degree of priority to give to this particular development -

" over others that may be 'seen as more worthy. In such a situation it

is critical that teacher educators should see in—service as a key L

element in the process of making education more broadly available to a

sense, it is part of education permanente. The new colkeges of higher

wider range of people at different stages in their lives. In that
education are attempting to pioneer in a number of new fields, including
that of a more relevant and socially responsive higher education
curriculum and a more positive orientation towirds the commﬁnity. .

" The assumption of responsibility for in~service education and training ‘
fits.well into such a context, and the colleges could provide the ‘ 4
independent base for bringing into partnmership the diverse agencies |
involved. As the James Committee pointed out, "The establishment of

= such a planned partnership would be more productive of quality and

probably more cost-effective than any other measure proposed”". There
is thus the opportunity to discard the increasingly irrelevant teaching
funnels of the present, and help to establish the learning networks

needed for the future. ) .
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CASE STUDY 3  INSET AT A DISTANCE: THE OPEN UNIVERSITY

1. Introduction

The role of distance approaches to INSET is not one that has
been adequately documented, let alone researched, in the U.K.
Yet there have been a number of interesting developments in the
field of t.v. and radio broadcasting which deserve to be more widely
known and studied. The next two sub-sections deal briefly with
developazn:s which relate primarily to indirect modes of INSET via
programmes aimed ai pupils. The main body of the case study focuses
on the role of the Open University in providing INSET aimed more

directly 4t teachers.




The British Broadcasting Corpgration (B.B.C.) and the various Independent
Television Companies each broadcast numerous radio and t.v. programmes each

year. *

The B.B.C. in particular makes a very substantial contribution to indirect

it broadcasts about 70 radio and over 20 t.v. programmes to schools and colleges
throughout the U.K. In total about two and a half thousand different radio and

& t.v. broadcasts are provided by the B.B.C. each year for teachers to use in their

|

|
and direct INSET. In an average week of the three schools broadcasting terms , {
classrooms.

Meaningful data about teacners' use of broadcasts is difficult to obtain.
In 1968 a B.B.C. survey estimated that one or more radio series were used in
952 of primary schools and almost 757 of secondary schools; t.v. series werse

used in 627 of secondary schools, 67% of junior schools but in only 13% of

infant schools (mainly bdcause so few infant schools had t.v. sets at that time).

T T T T TR T T T T T T

Each year the B.B.C. sells about 12§ million copies of the supporting publicaticnms
for pupils and teachers to over 33,000 schools. These publications are provided
by the B,B.C. on a non-profit making basis: the aim is to produce and distribute
them at the lowest possible cost to schools.
Hayter, 1974,'carried out an evaluation study of the use of brdadcasts in
schools for the B.B.C. and I.T.V. in which he drew the following conclusions
about the value to teachers of broadcasts as an INSET experience.
"By using bwadeasts teachers nepont that they appreciate having access 2o
up-to-date ingommation, to cwwrent cwwricular developments and, in some cases,
| to the methods employed by other teachers who have been commissioned to assist
in the production of broadcast sendiey. That they*dn not aluways approve of the
i Last, nevenrtheless, indicates a critical consideration of methods of presentation.
| In these ways and because of the need and increased opportunity fon co-operative
| wothing in a school taking broadcasits, the nelative {solation 0§ a Zeachen '
[ in 2 classroom {8 reduced.”
"Rethinking on the part of teachers, individually and in ghoups, as 2o
' how they might best use broadcasts incrersdingly involved them in considerativn
04 the whole educative process within the classroom and within the school. As a
[ nesult, broadcast proghammes tended to be~ome - in widely varying ways - an
I integnal part of the cwwiculum: Zhein intrinsic vafues became more evident
| the mone thein planned use Led 0 widen gields of intoyest and activity. In &
F many cases this Led to a greater measurne of selection of programmes of which 4
} much more detailed and signiflcant use was consequently made. ‘
r Choosing educational material and deciding how Lt can be used most
| effectively aree impontant elements Ain both pre-service and in-servdce raining.
|
|
|

| gE kl‘C;ing broadeasts invofved both choices and decisions in a special way in «ghwt
i _chpm:tce 04 @ programme introduces Lo the classroom a 'Live' contributon

i




and contribution essentially difgerent from that resulting from the rest of
written and iLlustrative material, not necessanily more valuabfe but making
more immediate and more dynamic demands on the teacher who {8 controlling Lhe
teaching-Learning situation and guiding {ts development. Meeting these demands

© W U4s a taining in itself, as also i the appreciation of what the broadeaster

is doing and how best his effonts and those of the teacher can be jomed In
addition, the use of broadeasts by a teacher within the context of class aims
and school objectives, whether working individually on as a member of a Leam,
creates an in-senvice training sltuation within the school, the natuwat and

most effective centre fon it."
The B.B.C. also produces series of t.v. and radio broadcasts aimed

more directly at initial and in-service training. One notable series aimed to

help teachers to deal with the problems of the raising of the compulsory school
leaving age from 15 to 16. In 1974-75 a 10 programme series on the 'Middle
Years at School' was broadcast, dealing with some of the problems and issues
facing teachers'af\E£;)9 - 13 age group. One notable contribution by I.T.V.
was three series of programmes produced by\ﬁarlech Television. The first
explored the problem of innovation in education; the second dealt with the
problems faced by new teachers; the third examined the role of educational
theory and research. The exercise was based on school-based discussion groups
with group leaders (Taylor, 1973). Unfortunately these experimental efforts
have not been repeated for audience size and financial reasons.

»®

3. B.B.C. Local Radio

The B.B.C. has twenty local radio stations currently in operation. Each
station has a specialist education producer who is xesponsible for producing
education broadcasts, for children and adults, reflecting local needs. The
stations operate on a partnership basis: the B.B.C. provides broadcasting
time and skills; advisory panels of local educationists identify needs and
provide the teachers to devise and help to produce the programmes to meet
these needs. In 1974-75, for example, 130 teachers were gseconded by their

L.E.A.s to work with B.B.C. local radic producers. In this way the twenty

< gtations, in co-operation with local teachers, transmit about 140 series

EKC

Aruitoxt provided by Eic:

per term for schools.

A good example is B,B.C. Radio Newcastle. The education producer,
Cliff Kitney, is presenting nine programme series in the 1976 Summer Ternm
All nine series are produced in collaboration with local educationists. The
target audiences range from four year olds £o adults and the topics covered
include history, language development, trade unionism and women's liberation.
Previous years' output is housed in an archive library at the Pendower Hall
Ienchers Centre in Newcastle where it is aval.lable to local teachers.

4
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4, The Open University

~y
The Open University was establishec§ by Royal Charter in 1969 as 'an
independent and autonomous institution' authorised to confer its own degrees,
To date about 10,000 gtudents have graduated from the Open University and
some 55,000 students are currently working towards degrees and other
qualificzations. The Open University offers three programmes of study:‘

undergraduate, post—experience courses and post—graduate; the latter is a

research based degree and currently has about 300 students.

Undergraduates study for a credit-based degree at ordinary level
(six credits) and honours level (eight credits). A credit. is awarded on
completion of a one year course demanding about 400 study hours and a
maximum.of two such courses can be taken in one year. Students can, there-
fore, graduate in from three to eight years depending on how many courses
théy take eafh year and whether they aim for an ordinary or honours degree.
The courses are offered at four levels - foundation, second, third and
fourth - in six faculties: Arts, Social Sciences, Mathematics, Science,
Technology and Educational Studies. After the interdisc{plinary foundation

y

year, numerous course combinations are possible; there are over 90 course

options in 1976, for instance. )

There are over 5,000 students taking the fourteen post-experience
courses currently available, These are non-degree courses, varying in
length from five to ten months, but gome do carry credit within the degree
structure. They are designed for students who wish to extend their know—

ledge of a field related to their own career or in a completely new field.

5. Distance Teaching Methods

Most of the Open University student's time is spent at home working

EMC on correspondence material, watching television programmes and listening
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to radio broadcasts. They can attend local study centres for individual
and group tutorials and discussions or to see and hear broadcasts they may
have missed. Some courses require attendance at one week summer schools.
;'Students take self-administered tests and dv written assignments, marked
by local tutors, throughout the coufae. These are combined with a final

examination to obtain a credit.

It is commonly assumed that the television and radio broadcasts are
tne wost important feature of the Open University's teaching methods but
this is not so. As the following table demonstrates, the major part of‘a

student's time is spent working on printed material.

——

) TABLE 1 COURSE COMPONENTS

Approximate

ourse components 5 t response
C P ¢ tudent respon time spemt
(i) Printed material Systematic reading 65%

a) Correspondence texts
b) Set books

¢) Recommended reading .

(ii) Television and radio Regular viewing and 10%

a) Course broadcasts on television\ listening l

b) Course broadcasts on radio :
¢

(iii) Tuition and counselling Contact with tutors and 152

counsellors: attending study
centres; meeting other

b) 1Individual and group counselling students; attending summer
schools.

’ a) Individual and group tuition

w c) Summer schools

(iv) Assignments and assessments Doing practical work or 10Z
projects, doing written
work; taking examinations.

a) Practical experiments and self-
assessment

et e e

t b) Tutor-marked assignmenis

. ¢) Computer-marked assignments

!

‘ d) Examinations -

Y 1 . *
Y 59 (from Information Services Department, 1975)
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The Open University serves as a major providing agency for INSET in

A -
twe main ways: it offers a part—time in~service B.A. degree for the thousands

of teachers who only have a teaching certificate; it offers several post-

:
5
A

}ﬁ appeal of the Open University to teachers is evident from the following tables.

experience courses of direct professiondl relevant to teachers. The tremendous

Table 2 Applications for 0.U. Courses in 1975

Type of Applicant Number 4

- All types 49,550 { 100
e Teachers and lecturers | 11,901 | 24

<

Table 3 Teachers as an Approximate Percentage

of All Faculty Registrations :

Faculty . Appro;imate
Arts 31
Social Science © 26
{ Mathematics 35
i Science 28 ‘
' Technology 18 .
‘ . L Educational Studies 82 ' ;

The proportion of teachers applying for courses has dropped from 30% ;
in 1972 to 24X, as indicated in Table 2. It is thought that it will probably
settle at just under ome quarter. Table 3 indicates that, as one might
expect, teachers show a strong preférence for courses in the Educational-

Studies faculty. Table 4 provides a more detailéd breakdown of the

Q . # . N . )
"~ tegistrations within Educational Studies. e
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Table 4 Educational Studies Registrations 1975

Level Course 'ht:le. Registrations } Teachers
2 School and Society 1902 79

Personality growth and learning 1687 *~ 72
Language and learning ) 1500 - 14 :

{ v ’

i { The curriculum: context, ,' ;

§ \design and development i 1200 2 ,

t A‘ . . . s . . . T ' 1
Decision making in British g '

! education systems : 1074 ¢ 86 -

P T

; 3 Urban education 176 84

:

i Education, economy and politics 730 81

L]
~

The three level 2 courses with the lowest proportion of teachers on
them were 'Language and learning', 'Personality growth and learping' and
'School and Society', presumably because they had a more gemeral appeal to P
non-teachers. The remaining level 2 courses - 'The curriculum: context,
design and development' and ‘Decision making in British educatiom systems' -

have fewer overall takers and a higher proportion of teachers presumably

because of their more specialist appeal.

o

Post-Experience Courses '

The undergraduate courses are not designed as professional qualifications
and they cannot be regarded as being in the mainstream of INSET. The rationale
for the post-experience courses is quite different, = Accoxiding to Marshall,
1974, they: .

'have been wiitten specifically as "updating. nefreshenr, netiadining
on in-senvice” cowrses and have different. regubation and gee
stetune grom the underghaduste progiommes.

A rumber of L.E.A. education ofdicens, adv&éw,and*hmd-
teachers have been quick 10 see that Q.. counses 4n general and

» e




0.U. post-experience cowrses in particulan can open up

again the .in-service provision offered by an L.E.A. Many

wuld argue the ideal in-service situation is fon face-to-

face tuition to take place, particulanly where practical

activities are {ncluded. Vet the ideal is no use in L.E.A.8

where travel for in-service courses is hampered by poon

communication facilities, on by desperate teacher shontage. ‘
The Open University combination of comnrespondence text, TV

and radio material, togethen with tuition has undenichle

advantages in tenms of cost-effectiveness. '

The appeal of post-experience courses which are directly relevant to

teachers is demonstrated in the following table.

Table 5 Registrations for Selected Post-Experience Courses in 1975

The 'Reading Development' course was the first post-experience course

aimed specifically at teachers. An indication of its scope‘and content is

given in the following extract from Taylor's, 1973, introduction to the course.
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. All 2
Faculty Level Course title Registrations | Teachers .
A

+ Arts 3 War and Society 727 30
Social Science 2 New trends in geography 237 35
Science/Social Biological bases of
Science/Technology 2 behaviour 993 27
Technology 2 Systews behaviour 623 12
Technology/Science 2 Electromagnetics and ]

electronics 910 20 ‘
Educational 2 Reading developnent 1,777 79
Studi es 3 Methods of Educational

enquiry: an empirical 700 88

approach
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This course is concerned with improving standurds of reading. Waturally, one
coursc cannot cover the whole ficld of reading. We decided, therelore, to con-
centrate on the development of competence in the middle yvears of schooling. Here the
major concq'rns are to help children o develop their ability to lears threugh
reading and to enrich their experience through reading. ‘Thus, the course deals with
reading in every arca of the curriculumn. At the same time, our coeern through-
out the course to improve standards of reacling has led us 1o comsider nuny
additional ways in which schools inight provide a herter preparation for coping
with the rcading demands of the adult world.

A major aim of the course is to explore und to develop currentthinking about
the natire of reading and the reading prucess as a pre\iminary to discussing
improvements in the weaching of reading. In view of this, the course team has
tricd, wherever possible, to consider each theoretical issue in tenins of its prac-
tical implications for the reading curriculunt, The conrse examines how children
learn to rcad, and, following this stage, how opportunities nay be successively
provided within the curriculum for developing a wide variety of reading
interests and reading skills.

The course sceks to develop an undenstanding of the kinds of skills which may be
useful in helping the individual child to develop his strengths and overcome his
weaknesses. To this end, the course outlines methods ol helping children of all
ievels of ability, not just the less able. s o vesult of their study; we hope that
students will revise upwards their previous ideas abont the levels ol reading that
pupils can comlortably achieve il suitably motivated and given appropriate
opportunitics for development.

The course aims to stimulate the student to review his own role as an agent in
the teaching of rcading. If reading is important in every aspect of the cur-
riculum, then every teacner must be regarded as a teacher of reading. It is
intended, therefore, to develop awareness of an extended professional rois which

the teacher who has made a special study of reading may choosc to undertake
in relation 1o his colleagues and others concerned with the teaching of reading.

SoeAs e
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3.3 An outline of the course

Unit 1, Pérspectives in Reading, examines the naturc of reading and considers |
the importance of rcading both as a major clement in the educational process |

. . & ° l
and as a major tool in cveryday life. The unit also considers various aspects of |
the teachcer’s role within the wider professional context. |

Unit 2, Literature for Children, cxplorcs the value of reading litergture in general, 4
and discusses what is meant by literature for children, ‘The unit considers the
varicty of literature available for children, and how the teacher ean encourage i

them to read it.

Units 3 and 4, Reading Purposes, Comprehenian and the Use of (lontext, ave con-
cerned with the importance .o context at abl levels of reading activity. The
units examine how reading purposes provide 8 context for reading aud how
context cues can aid comprehension,

Units 5 and 6, Early Reading, ave intended 1o orovide olf students with an insigh
into sotnc of the factors involved in the early stages ol learning to read. The
units cxamine the carly and fundamental skills thab a child must gequire and
devclop in oscler to be able to read.

Unit 7, Develuping Your Own Reading, cxglores the progess of Reading-fac-

- Learning, drawing on the activitics in Unitg 1=6. The unit emphasizes self-
organization in rcading. ‘Three hours is set aside in this unit for studento de .
some preparatory work on the Student Workshep.

Units 8 and v, Printed Malia and the Reader, cosider the ratucegnd vacieyy of

printédd nuaterial. The units examine reaclability factors, the differences

between various kinds of texts and 1casons why texts avaitable to pupib shonld
. be varied and challenging.

Units 10 and 11, The Reuding Curriculum, sve concemed pith an exasminatien
of ways of planning for the development of reading within the cwrticutum in
the middle years of schooling.

Units 12 and 194, Individual Progress in Readirs, discuss huw the teachee can hclp )
both the individual child and small groups of children to make progiess in N

their reading by using a diagnostic teaching approach adapbed to the needs of
the individual child.

Unit 1 ;, Children with Special Problems, ains at help'ng the student to understand
the task facing the backwind reader, and to formulae some activities to help .
overcome it range of problens,

Units 15 and 16, The Student Workhap, involvesthe student in o niajor activity
in one of five areas abcady discussed in the course: chitdren's literature; e:nly
feading; developing pupils’ reading gkills: the reading curriculing; elildren
with special problems,

Unit 17, Revources for Reading. gives s brief review of the comsse The unit also
considers the major huinan and material césonrces that can be wilized to
improve 1eading standaids and recangiders the evbinded peofusional rle of
the teacher. .
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3.2 The approach of the course
(1) The student '

T This course is part of the Post-rxperience programme. This means that most

people studying the course will already have considerable experience in the
¢ . . . . ..

- educational ticld. We axpect that most students will he practising teachers,

and the vast majority in Jome way involved or interested in education.

The course teant, therelie, have produced o course that acknowledges. this

experience: The counse covers 8 very widerange of arcas in rrading and a wide

range of topies within those arcas, Because the raage ol'cxpz-ricﬁ;c of students

taking the course is so wide, parts of the course will be more relevant to some e

“ students than to others. This also applies to the level of treatment, so that some
parts of the comrse will be enare easy or more difficuit {ir some students.
Studi nts will need to use their emse judgement as te which areas they can read
through quickhy and which they will need to swdy intensively beeause they ars
anfimilim with either U content, level or approach. In the case of Units 4 *
and 6, for example, wuch of tae engleriad will he sccond nature to infant
teachers. Secondan teachers, on dee eher hand, wili probahly aut be familiae
with the carls stages of rmém;.aad so will needl 0] do more work on these
nnits, We hope bhateven stwents with » significant degice of expertise in
sarticular mpa wili lind some new matenal or e ideas in ench ounit of the
comse and un the aszociasted readings:

W) Theory and prat o
The theory moahe comse is geanad foe the mea pat, in that 1t censiders )
refcinzg at all age o abilics jeve®s Relating these genaal prindiples to specilic

* teaching situations is ditealt, However. we do provide vonereie illustrations
of applications or sudents to 3828, W e hope that by undentancling the |23 in-
ciples involved. and 8nglysing the dlwstrations provided m both trxt and
broadeast material, sindents will beskle to Yeargfze the bpowledgse and insights
gained 1o their own Situation \We hope that students will draw their own
unplications hom what they wead, see sad slen ty, and take the llustrations
of waching pactice as ponts of deparfare = not as blueprints,

. (i) New approuch

Inevitably, every teacher will cxpoet sometung ditterent from a course on
Reading Develapment. Hopeiully, the comse deals with what most puople
would regard as the major dreas of inteneas. I'he cinphasis of the course, cer-
tainly, will be anfamdiar to many seudeats. [ vakes eading as an integral part
of the enrriculum - potas ® sepatate subject, Reading is always examined in
terms of the initial anriculunn puepeses. Wass ol locating, sclecting and
ongnizing reading material ave sivessed. There is abo an cmphasis on the
diflerences in the hinds of reading undertaken for diflerent purposes and the
relationship of these 1o reading outcomes. The familiar concerns in teaching
reading are not neglected, howerer: they are viewed in a wider context.
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© be asked o select one. Each option consisits 0§ a majon ac/tuwty uwotvmg

 In the revised course, even move time will be spent on 'field work' options.

e , X

ey

Finally, it is worth stressing that ;istance teaching does not necessarily

mean that the students spend all their time on reading and writte;'work. ( ‘ J
"The Student Wonkshop offered in Units 15 and 16, p/ww.du an oppaiotunoty 1

for the stident to follow his on her particular field of internest in some

depth. These options are designed to prwovide a majon activity in appeying |

The theonetical principles discussed in the cownse 2o the pmo,aewz problems : .

faced by the student in developing chitdren's reading. :
The Workshop consists of five areas - on options - 04 wlu.ch you wilk o

A

practical wonk in the classnoom, Librany, clinie ok other appropriate place.”

One of these involves a substantial research activity in which the students
both learn research and data collection technique and then submit their éindings
to the course team for processing. The 0.U.s combination of comprehenPch
educational technology and large numbers of students spread across the

offers exciting opportunities for learning and researching at several levels,

INSET for Teacher Trainers.

One of the less publicised aspects of the 0.U. is its impact on

three groups of teacher trainers: course team members and consultants; local
tutors; other teacher trainers. N

0.U. course team members and consultants encounter a teaching/learning'
experience which is ‘extremely unusual in British institutions of higher

education. Most university lecturers have had no training or preparation

4
for their job, prepare their lectures without systematic consultation with

colleagues, deliver them.to an exclusively student audience and receive no

systematic feedback about them. The contrast with the 0.U. course team

approach could not be more distinct as can be clearly seen from the diagram,

(Information Services, 1973).
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The diagfam is largely self-explanatory but certain aspects of it
besr explication. The aim of the course team chairman, who is usually on
the permanent 0.U. staff, is to build up a team which includes the best
available academics in the country. Thus, course teams consist of internal
0.U. staff plus & group of external consultants from other universitiec and
institutions in the U.K. (and occasionally from abroad) whose expertise is
directly relevant to the course jn hand. Although the financial payments
are not high, he can usually expect to attract the external consultants he
wants becaugse of the 0.U.'s high reputation and because its publications are
very widely distributed and read. ;

The main task of the academic contributors is to write tﬁe correspondence
texts. A full course will normally consist of 32 units, each representing a

¢
week's work, bound in ten to fifteen volumes and sent to students at regular

programme. They receive written instructions about the way in which correspondence

texts should be written, these instructions in themselves are a significant
innovation in INSET for teacher trainers.

intervals throughout the course. The academic contributors work to a careful |
o Bach author's first task is to produce a synopsis outlining his umit or 67 1
|
l
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units; after consideration by the course team modifications are suggested in writing,




The author then produces a first draft which is similarly considered and
criticisgd by the course team. Next, he produces a revised draft which
has to be as complete and well presented as possible. This second draft
is aubjecged to more rigorous and extensive examination: it is de&elop—
hentally tested on small groups of students; it is sent for eriticism to

an external consultant who is a recognised expert in the field; in the

light of this developmental testing and external agsessment, the author

is then invited to discuss, and if necessary defend, his unit at & course

team meetiﬁg. He then produces his third draft which is discussed again
- by the course team. Finally, he hands over his final menuscript to the
course team editor. Thus, each author has to face criticism by his
academic peers and it ie by no means unknown for an author to be tactfully
asked to withdraw from a course team if his unit is, in the team's judge-

ment, unacceptable.

The academic contributors are also asked tQ identify suitable set
books, which students are expected to buy. Some set books are specially .
commissioned for the course. Others may be 'Readers' containing compil- -
ations of relevant journal articles which would otherwise not easily be

available; some of these articles, too, may be specially commissioned.

A second %ﬁjor group to be directly influenced by their participation
in 0.U. courses are the part-time tutors. The university employs about
5,000 pari~time staff as course tutors and counsellors across all six
faculties. Avbout 162 of them work as full-time lecturers in Colleges of
Education. However, 48% of the part-time tutors in the Educational
Studies faculty wovk in Colleges of Education. Each part-time tutor is
responsible for about 20 0.U. students. Tutors receive training in
their new role by attending working sessions about the course and by
reading a specially prepared manual 'Teaching by Correspondence in the
Open University'. Their job is to grade and comment on written assign~
ments, to hold face~to-face tutorials with groups of students at local

study centres and to be available for individual consultation. They

probably become more familiar with the course than any of the course

team members or students.




After all, they may act as tutor to the same course for four or five years;
v

they have to read all of the correspondence materials and set books, etc.;
finally, they have to mark assignments and discuss the course with adult
dtuden;s. Thus., part-time tutors receive direct INSET to carry out their
new role but they also experience indirect INSET by working intensively
vith the éourse.materials and students. In consequence, many Qf them

change their own teaching methods and materials within,their college and

university courses.

A similar indirect INSET experience is undergone.by other teacher

trainers. A unique feature of the\O.U.'s courses is that much of them
\

is open to everyone. 'Thus, all coilege, polytechnic and university
lecturers, who are not associated with the 0.U. but who are nevertheless
engaged in teaching in a related area, have easy access to televisiq&
and radio broadcasts and to the correspondence texts which they can
either buy for themsel;es or borrow from their institution's Iibrary.
Here, too, there is evidence, albeit impressionistic, that many such
lecturers have modified their own teaching as a result of this kind

N L]

of indirect 0.U. INSET.

Conclusions

The major factor to be considered in evaluating the relative

advantages of distance methods for INSET is costs. These are extremely

difficult to assess in comparison with conventional methods because of

’

the vastly different methods and target audiences.

Th~ cost to the student (i.e. the teacher) of ditect’and indirect
INSET provided by the B.B.C. and 1.T.V., via their schools and further
education .programmes, is negligible. However, both publ¥c systems,

and particularly the commercially based I.T.V., depend upon mass audiences
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FUL LUESL VIEDLLILY. oChool children oxier an acceptably large audience
or market but the potential audience gize for programmes aimed exclusivély
at teachers is too small, especially for I.T.V. Thus, indirect INSET

via schools broadcasts is feasible but direct INSET is not.

The Open University is viable with a much smaller audience because
broadcasting is only a minor part of its output and students pay fees
for each course they take. Obviously this mskes an Open University
INSET course much more expensive for students but they can obtain grants
‘from local authorities. In any case, the cost per student at the Open
University is only one third of the costs of a conventional university.
After the initial gapital investment has been made to produce the course,
substantial economies of scale begin to operate as the student numbers
grow. The Open University's relative costs could rise if, as some
people argue, it is now reaching the end of a honeymoon period: i.e.
part-time tutors will demand much higher fees and the institutione which
provide resourges and facilities for the Open Uniéersity may demand

higher fees too.

-
-

The main pedagogic aisadvantage of distance teaching methode is,
of course, that students and tutors do mot come into face to face contact
and that individual tuition is, therefore, out of the question. This
can be minimised, as it is at the Open Universit&, by holding summer
schools, having local counsellors and ensuring that draft courses are
developmentally tested, The criticism still remains valid, however,
and can only be finally couatered by setting this disadvantage against
the many advantages offered by distance teaching on Open University
lines. These include the substantially greater numbers of students
catered for in this way, the quality.of the materials which resul.s
and the opportunities the course team and local tutor system creates

for INSET for trainers.

7
’

In a very important sense the Open University mediwn is its most
significant message for the rest of the worid. The particular féatures
of the U.K. - for example, its compactness and the easy availability
throughout the country of a good public broadcasting system - make it
highly unlikely that an exactly similar approach would be anpropriate

for most other countries, But the principle of bringing together the

- best people and resources within a particular field and cooperatively

producing materials which are then available to the rest of the

country's educationists - this principle certainly is generalisable.
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Moreover, it is also generalisable to other levels of the U.K.
education system. In a recent report Venables, 1976, identified two

. vays in which the Open University could contribute to continuing

L
.

. education in general: it could collaborate with other institutioms
' (e.g. technical colleges) in the production of courses; and it could
o make a direct contribution by producing adult education and post
- . experience courses.
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Introduction

CASE STUDY 4: LOCAL CURRICULUM DEVELOPMENT AND INSET

An outstanding feature of the British educational system is the
amount of influence which teachers have over thé content of what they
teach. It is important to be clear that this is a matter of degree.
British schools are, of course, subject to powerful external constraints,
for instance the examination S8ystem, ‘parental expectations and employer
expectations, but individual teachers do, nevertheless, have a consid-~
erable degree of discretion over curriculum and pedagogy. In recent
years this has led to a great deal of interest in the possibilities of
local curriculum development and its implicatioms for INSET. This
case study discusses these igsues with particu%gr reference to the work

of teachers' centres, two curriculum development projects and the

Schools Council.



2. Teachers' Centres

Schools Council Working Paper No. 10, 1967, recoumended L.E.A.s to
set up teachers' centres with three main functions:
4} 'Zo give teachens a setting within which new objectives can
be discussed and defined, and new ideas on content and methods
in a varniety of subjects, can be aired.’
id)  'to contrnibute to the evaluation of (national projfect) materials
beogne they ane published and ..... (o) ..... Beedback comments, v
eniticisms and suggestions forn Lmprovement.’ . .
L) 120 heep teachens ..... informed about neseanch and development
in proghess ..... (s0 that) ..... they can prepare themselves
to appraise and Lo modify, according to thein own estimation
0§ individual and Local need, the materials which may eventually
become generally availadvle.'
The Working Paper concluded by outlining two basic principles of curriculum
development: " ..... §ust, tnat the motive power should come primanily §rom
Local groups of teachens accessible to one another, secondly, that there
should be effective and close collaboration between teachens and all those

who are able o offer cooperation”. In this latter conmtext, the Report had
earlier stressed the need for contributions from local education authorities, X
, universities and colleges of education because '"no Local centre can expect

2o be self-sufficient over tne whole field of cwuvricubum development".

Although a high proportion of these early centres were singlé subject -
because of their involvement with the Nuffield Science and yathematics
Projegts - most centres have now developed into_mnlti-auhjgct or general
centres for reasons of finance and accéssibility and because of recent moves

towards interdisciplinarity in schools. Only a very large local education

authority can afford to set up a comprehensive range of specialist centres.
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The Inner London Education Authority, for example, has forty centres, thirty
of them specialist centres (e.g. English, Mathematics, Science, Urban
Education) and ten covering the full subject range. Around the country as
a vwhole the specialist and the multi-subject centres vary a great deal in

. . . . )
terms of size and the scope of their activities.

. Enfield Teachers' Centre, in the London Borough of Enfield, is a
reasonatly typical centre. The warden, Harry Kahn, describes it as followg:-

"The/w are many ways Ln wiich one can explain what the Teachers' Centre
<4 and does. It 48 a place where in-service education and ewwricwlfum develop-
ment go on; it i8 a neutral meeting point forn all concerned with the wonk in
our schools - teachens with advisens, the newly quatigied with experienced
colfeagues, Headteachers with classroom practitioners, Primary teachers with
Secondany teachers, teachers at the chalkface with college Lectunens, it 4is
a place, the pluléozsophy 04§ which necognises the teachen as a professional
who needs to be supported in his progessional task of answering questions
gon himself and which does not consider him as an employee to be told what
to do and how to do it; and it is "of the teachens, (fun) by the teachenrs,
§or the teachens". ALL this can be summed up by saying that tie Centre's
function is to support teachers working in the London Borough o4 Engield's
8chools in everny way possible. 1%s success or Lack of success 44 dependent
on teachers tnemselves nealising the implication of the apostrophe in the
title 'Teachers' Centrne' and themselves ensuning that _tM Centre canries
out those gunctions which they nequine of it. 1In this nespect it i4 not

_Ammodes 2o say that since Lts inception in 1968 the Centre has met with a

considerable degree of success, but in an age of accelerating change it it
necognised that the Centre and the teachers it serves must contimually examine
and ne-examine (t§ funciions Lo ensure {ts continued nelevance 2o the
changing pattenn of the needs of the teachens working in .oun schools and
classnooms . :
° T4




In-senvice aativiiies encompass the entire spectum from strwuetured
in-service education cowwses to informal meetings of small groups of teachers
1o discuss mutual problems on initiate a plece of cuwwviicufum development.
They have in the past included a wide nange of workshop activities and
Lourses acnoss the whole nange of the cuwiicwlum and all age ranges 4in owr
schoots as well as wonking panties on: Ralsing the School Leaving Age,
Vecimal Cwwency and Metrication, The Role of the CLass Teacher in the
Practical Thaining of Student Teachenrs, "Leavens™' Conferences, The i'iddle

Yeans of Scrnooling and othen topics.

The mone structured activities are planned ty the Programme Sub-Committee
who annually send a questionnaire o eveny teacher in the Bo...gh to ascertain
the nequinements fon .the §ollowing year. Based on the neplies io these
questionnaines and othen suggestions, a termly proghamme is circulated to
all Schools publicising the term's activities. In addition in the Spring
Texm, an Ln{m&ive forntniyit 48 usuakly arranged to deal with a single topic
in depth. Recent exampfes 0f these have been Reading, Mathematics and
Science. A recent innovation is a 'Long Cownse' contimuing over /3 tewurs

at tne conclusdion 0f which a certificate {8 Lssued.

Maingy in the Summer Term of each Jear, a varniely of exiibitions are
onganised by the Programme Sub-Committee enabling teachers to view and

examine necent publications and equipment in various §Lelds.

Informal groups can; oy prion arrangement, meet at the Centre at any
time. Use of the Centre and participation in all activities is free tr all
teachers in the Bonough as are also all materials used as part of these
activities.

In addition 4o Centre-sponsoned activities, the advisers and officens

and teachen onganisations such as the Enfield Association of Remedial
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Teachers and the Engield Pastonal Association arvange meetingd and counses
which ane often sited at the Centre.

A varied programme of social activities is onganised by an active
Committee throughout the year. The Centre also houses a bar which is open
each Monday and Wednesday evening from 20.00 - 22.00 as well as when
required for special social occasions, all day couwrses, and othen occasional
events,

Teacherns and thein friends are weleome to come 2o the Centre on Monday
and Wednesday evenings when a variety 0f ingormal social activities are
available, nanging oven table tennis, darts, Bridge, Folk dancing, Bar Games

and television.

tach term o numben of occasional activities are atlso onganised which in
the past have .included Featune Fifms, a Guy Fawhes gongine Night fon teachers
and thein gamifies, Ceilidhs, Folk Song Evenings, Discos and Vuplicate
Bridge Towwnaments. ALE these events are open to teaghers, members o4
the tducation Depantment - Gfdicens and staff - and abl connected with the

Enfield €ducation Senvice and thein $rdends.

Tne Centre is also used from time to time by the Professional rssoclations,
gon thewr Committees and othen meetings, and by some of Lne supplementary
dervdces associated with education.’

Although it is difficult to generalise about the six hundred or so
British centres, nevertheless, a number of characceristic features are
identifiable. Typically, they aim to provide a local professional support
facility for all the teachers in their catchment area. They offer in-
service training courses, library, technological and reprographic resources,
information on national projects, local curriculum develop;éﬁt wbrkshops

and a social meeting place. Thoey are often located in converted schools
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Lot at general meetings., involvement with Schools Councif projects, warndens'

and occasionally in converted, large houses. They have a warden or leader
(sometimes part-time) and may also have a deputy warden, technical and
secretarial staff. They are funded by the local education authorities but
usually managed by a committee with teachers in a majority. Furthermore, they
each have a number of fairly common problems. Three important ones are
discussed below: the uncertain role of wardens, attendance at centres and

the distinctive features of curriculum development at local level.

Teachers' Centre Wardens

P, TN R LY e e ey

The status and role of the warden appear to present difficulties.
Ong recent survey makes it plain that most wardens were‘dissatisfied with
the confused salary situation and a single, national scale was suggested.
Some respoudents felt that the job lacked the necessary status and should

be comparable with an H.M.I. or adviser.

-

A small sample of wardens interviewed by Meredith, 1973, were sceptical

"

about the value of training. One thought that wardens " ..... picked up a

meetings and that sont of§ thing.". A8 far as background reading of research
etc. was concerned, he said " ..... there are anticles and models about
cwniculum development and group dynamics, one reads them but they are
stylised and theonetical and not particularly useful.”. The second warden
thought * ..... that teachers were suspicious of "academics” and gelL more
secwre with teachens Like themselves.'. The third did little theoretical
reading because he found it ' ..... Ancomprehensible on unhelpgul'. He, coo,
thought that meetings with otlier wardens and ' ..... foindng Ain discudsion

groups fon specific Annovations' were all helpful on-the-job experience for

the warden.




Not all wardens see their role and training needs in this way and the
professionalisation of wardens has led to a growing awareness éf the need
for training in a variety of skills. The wardens' national association
held its sixth national cohference in April, 1976, on the theme ‘School-
focused INSET'. Among the themes considered by the study groups were:~

'The role of the warden and his importance as a leader';

'Motivat{on and support of curriculum development groups',

'The role of the head in school-focused INSET'.

Attendance at Centres

The vast majority of teachers who regularly attend teachers' centre
activities appear to be from primary schools and this is naturally reflected
in the kind of activities mounted. The members of three national conferences
on teachers' centres discussed the reasons for this: 'Some speakens drew a
distinetion between the natuwre and needs o4 the two stages of education. The
very nature of class teaching 4in primeny schools forced the teacher to con-
s4ider the implications of new developments to the total cuwiiculum. The
appeal of the centre, both for {ts ne-training courses and as a place to
discuss developments with cofleagues, was strong. The secondany teacher,
on the other hand, was more Likely to be a subject specialist and, therefone,
Zo nave a strong tendency to think along ramrower subject Lines. One
speaker assented that the average secondany teacher had a guilt feeling
aoout tne total cwviiculun. Whatever tne neason, the secondany teachex,

An the opinion of many, did not recognise s0 easily the useful role of

the centre.'

In so far as this is an explanation of these differing actendance rates,
it is probably only & partial one. Evidence from other sources, both in the
United Kingdom and abroad, is virtually unanimous in pointing to the lower

attendance by secohdary teachers at in-service activities in general,
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including subject cours. . Thus it is not just curriculum development
activities which they are reluctant to attend. Wwhy this should be so is
mclear. We can only speculate that secondary teachers may feel more secure
within their subject disciplines, may receive support from departmental
colleagues, may experience in-sexvice training or carry out curriculum
development activities within their generally larger secondary school or
they may be more tired because of marking, preparation and extra-curricular

activities.

In any case, this problem has tc be set against the wider ome of low
attendance by all teachers at the centres. There are no completely reliable
data on this but at the three national conferences " ..... thete were
constant neferences to the small numbers of teachens already using.the
centnes" (Schools Council, 1967). These views were being expressed in the
early days of centres and things may have changed, although there appears
to be no published evidence of such an improvement. One centre, again
probably fairly typical, attracts about 20X of the teachers in irs area.

One possible explanation for low attendance is refuted by Bradley, 1974,
whose findings indicate that 952 of teachers who wanted to go to a teachers'
centre did have reasonable access to one, so the reason is apparently not
to do with the inaccessibility of centres. He also asked the teachers in
ﬁis sample where they would most like to do any in-service training. Women
were more likely than men to prefer either a teachers' centre (312 ::ﬁ92)
or a school (7% : 4%), whereas men wcre more likely to prefer ; university
or polytechnic base (42% : 30%). Secondary teachers were much more likely
than primary teachers (50% : 25%) to prefer a university or polytechnic,
Thus teachers' centres are facing particularly strong competition in trying
to attract men secondary teachers. The teachers in Bradley's sample were
most likely to go to a teachers' centre for non-award bearing day release

and other short courses, whereas they much preferred colleges of education,
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The three-conference report (Schools Council, 1970) was much less equivocal
in its description of the underlying rationale for a centre:
'The main concenn of centres wis with development wonk that was
Local. This was thein primany function: to make possible a neview
04§ existing cuwmnicula by groups of teacherns and to encaunage' attempts
by them Lo bring about changes. The othen functions mentioned in the
working papers - those of acting as a base for national projects and
as a centre dor the steadily increasing amount of Lin-service
training nequined - were also important, but they did not of them-
selves constitule a reason for the establishment of a teachenrs'

universities and polytechnics for ome term and other longer, award-ﬁearing
courses,
5. Teachers' centres and curriculum development
T v
The early pronouncements of the Schcols Council, 1967, laid great »
stress on teacher participation in the discussion and definition of new
ebjectives, although Working Paper 10 was somewhat ambiguous as to whether
the activities so described should be thought of as curriculum development,

centre for cwwiculum development.’

The conference itself apparently became locked in a fierce debate
about the difference between in-service training and curriculum development .
and about their relative importance. Some agreement was reached on the
following definition:
'"For a given area of fLearning, cwwriculum devefopment was the
proceds of defining the aims and the objectives of thein teaching,
the construction of methods and matenials Lo achies;e the objectives,
an assessment of thein effectiveness, and finally a feed-back o4 ' R
these nesults to foxm a new stanting-point for furthen study.
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In-4ervice thaining was essentially the impanting 0d the
nesults of successful cwwviculum development and the Kednforce-
ment of that success.’

\J Some participants were deeply sceptical about the e¥tent to which
teachers could be meaningfully involved in developing curricula when m\z.ny
were already overvwhelmed by external prsject changes. A second dizagreement
arose ! ..... over how precisely the difference bodween in-seriice aining

and cuvnicufum development worked in practice', since muck so-called in-

service training ' ..... consisted of active investigation by wonkshop

ghoups’ .

The deputy head of a primary school, Richards, 1972, concluded that

:\\-c?;ntres have been sugcessful in s;xpport:ing nationally developed projects
but ' ..... 40 genenal have nof got far with defining new objectives of

2hein own, devisding thein awn experimental procedures on develsping heir

own mini-cwvilcuda'. He thought that WOt:king Paper No. 10 underestimated

the complexities and difficulties of local curriculum development and eval-

uation, both of which, in his view, require wore time from tesachers than .

most are prepared to spend and a great deal of outside, expert hielp. More-

over, he continues, primary teachers don't 211 see curriculum development as
v their professional responsibility and prefer to leave it to their head.
) Thus, ;says Richaxrds, we shou'd be cautious in discussing the role of“teachers'
centres in 'nat{omuide cwiriculum innovation', the widespread 'primary school
nevolution' and, one -might add, the implication thst primary schocl teachers
are neceasarily engaged in curriculum developmeat éimply; bécause they attend

teachers' centres in relatively high numbexs.

‘ ’ g

One notable exception to the gcneralisation that teachers' centres have b
not been gufficieatly comcerned with curriculum development ié the work . of A

: T . ' 3’;'3":‘::
e g 81 «

< L
¢ . ;=
. R,

H




I

the North West Curriculum Development Project. According to its director,

4

Rudd (1975).

'"When the profect was Launched earty in 1967 few educationalists .....

/
had many clearty developed ideas as Zo how such centres might run .....'

The project consisted of é consortium of fifteen tezachers' centres and has
developed curricula for R.O.S.L.A: However, in this context we may consider
Rudd's question as the central one: 'Why should teachers take thein prog-
essional concerns to a Local teachens' centrne?’', since clearly no local
curriculum development can take piace without teacher, attendance and commit—
ment. Rudd writes:

'Shont in-servdce couwnses, exhibitions of teaching material on of

pupils' work, a negerence Library/resounce centre, a workshop for

making nceded apparatus - all are v@ble services gfor the

teacnens' centre Lo offen. 1t has been oun expenience, however,

that creative wonk in cwwiculum development provides much the

strnongest stimulus for schools' commitment to the work of teachers'

centnes.'
To achieve this commitment, Rudd identifies several pre-conditions. First,
that centres should work on tasks and problems that are of immediate signif-
icance and importance to teachers and schools; such tasks need not Be iarge
ones but it is important that the effort is successful. Second, that
adequate and appropriate resources must be provided and here he points to
the critically important role of the L.E.A. in ensuring not only that money
is given, but that enough discretion over its use is allowed to centres
and project teams to enable them to approach their development task without
any avoidable financial constraint on their planning. Third, that a humane
working climate in which, for example, open-mindedness and scepticism and

the expression of dissatisfaction with official policies can flourish in

reasonable security, is essential. Fourth, and perhaps most important in
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groups must be provided. “Here Rudd stresses the 'crweial nofe' of the
regionsl study group in supporting the local development work, particularly
in view of the relative inexperience of the centre leaders, all of whom were
nevw to newly created posts. This group of fifteen teachers' centre leaders
was, it is important to note, coordinated by Rudd in his capacity as
director, but from the Uniyersity of Manchester School of Education. Members
of the development panels for each subject area were, nonetheless, reluctant

to accept external advice and help: ‘

"Perhaps the most Lasting probfem with which the Nonth West Project
has struggled is zhat 04 making avaifable 1o development panels
the knowtedge, wisdom and skill which specialist educationists are
anxdous to place at panels' disposal. At an early stage in its
Lige tihe profect drew up and circulated extensive £ists of such
persons and institutions, Leaving 1o panels Mdvu the Ainit-
{ative fon seeking such suppont. 1t must be neponted that these
services have only very rarely been called for.'
Rudd regards the use of outside consultants as a éign of professional con-
fidence and maturity and reports that later on the panels did b \gin to seek
help from outsiders on an informal basis. Finally, Rudd points t\cY the need
for centres to have couwpetent professional leaders if local curricuium
development work is to succeed, and the consequent need for training prog-

rammes ot ceutre leaders. Rudd concludes that the best way of providing

these training programmes is through the cooperative work of university and

L.E.A. personnel. . - \




Two Curriculum Development Projects

Two recent projects are particularly interesting in relation to INSET
and local curriculum development. The first is the Geography 14-18 Project
which was funded by the Schools Council from 1969-1975 to initiate a prog-
ramme of curriculum developm nt for more able pupils in the 14~18 age range.
A key feature of this particular project was its grounding in a theory of
curriculum re~interpretation which led to less emphasis on materials 4
production of the usual kind but more emphasis on the production of exemplar
materials which the feacher was intended to adapt and develop in relation to
hig own particular situation. This situation was explicitly identified as a
curriculum social system and the project's strategy was to enable teachers
to become aware of the constraints and opportunities inherent in such systems
in order that they may sustain the curriculum renewal process both themselves
and in cooperation with colleagues and consultants frow their curriculum
social syétem. The Project Team also deveioped a comprehensive and system-
atic training and dissemination strategy based upon over a dozen consortia
in various parts of the country. 4 consortium consisted of all the geog~
raphy teachers from the cooperating schools ~ up to nine schools in one
consortium. These teachers met frequently and regularly to develop their
geography curricula, to devise appropriate examingiéon procedures in con-
sultation with the examination boards and generally to plan and sustain
the changes in relation to their own departments and schools. The consortia
were led by specifically appointed and paid coordinaﬁors, ali of whom

received special training in change agent techniques.

The second project is based on the Avon Resources for Learning Develop-
ment Unit. This Unit was set up in 1974 by the County of Avon local educ~
ation authority in association with the Department of Education and Science
and with the University of Bristol providing the evaluation. Its purpose A
is to promote and support the development of independent or resource~based
learning materials and strategies for secondary schools. The team consists
of a Director, Philip Waterhouse, his deputy, five subject editors and a
graphic designer: the subjects covered are English, French, Mathematics,

science and social studies. At present the team is working with over 60

schools.




Each subject editor works with an editorial board as follows:-

'A subject conference of interested teachens clanifies broad

aims and elects an editonial boand.

The editonial boarnd determines a framewonk of dideas within

which resources are Lo be produced, relying on the guidance "
0§ the conferences and on infomation provided by a survey

0f §inst yean work in schools.

The full Zime editon impLements the policies of the board, ‘
cheating units himself and helping teachens who wish to make ¢
contributions eithen as individuals on as members of working — ~
groups.’' ,

A key policy of the Unit is to encourage teacher control:-

'50 that teachens can determine the principles governing the "
sefection and organisation of the nesowrces, in addition to g
playing an active role, 4§ they wish, in the creaticon of the
hesounce units.’

The team is explicitlv committed to an INSET policy with four main
features:-

a. Conferences. Occasional conferences are held on a subject basis
to introduce local teachers to the project and its latest materials. For

instance, in Harch, 1976, sixty mathematics teachers attended a omne-day

could observe the materials being used by children.

. The Editorial Board. This acts as an INSET experience for its o

members {including the editnr), -5

~ T

c. The Writing Teams. The membership of these teams can be as high

as fifty teachers. They receive written guidence, critical comment and .

technical support from the project team.

d. Teachers in their Classrvoms. Project-team members visit those

teachers .who are carrying out developmental testing of materials and methods

and give advice on their use.

Several fundamental questions about INSET and local curriculum develop-
ment are raised by these ‘two projects. The first concerans the extent to N
which the projects are engaged in curricuium development: tha national ‘

Kid
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‘GEOgraphy project was in fact engaged in a radical curriculum revision but

this is much less true of the lecal Resources project. Somewhat paradoxically,
the pvational project was committed to a theory-based policy of promoting
curriculum development at the local and school levels and set out to identify
and equip teachers with the necessary skills; the local project, on the other

hand, is committed to a pragmatic policy of stimulating and supporting teacher-

initiated materials and strategies and regards curriculum development of a

more fundamental kind as the business of national projects. This in turn
raises the issue: what is meant by curriculum development? Just how fund-
amental and extensive a vhange has to be proposed for it to count? Finally,
the relative INSET merits of conventional and exemplar materials have to be
considered. How feasible is it to train teachers in general curriculum
éevelopment skills on the one hand, as the Geography project tried to do
with its exemplar materials and, on the other hand, as the Resources project

is dosng through its writing teams?

A National Policy?

A recent School Council, 1974, report recommended that project leaders
and teams should receive information and support to improve their dissem-
ination strategies; that the Council's overall information and dissemination
network should be strengthened and extended by increasing the number of
regional field officers, by encouraging the appointment of liaison officers
in colleges, universities and L.E.A.s and by exploring the viability of
Area Information Centres to parallel the Council's central Project Information
Centre. These Area Information Centres could/be located in colleges and
departments of education or larger teachers' centres. They would also be
encouraged to support in-service training activities, which in themselves
would in future be more carefully designed, to ensure that the projects'
ideas weve understood. The Report also recommends that colleges of education
or 'some other institution of higher educétion' could take on substantial
local responﬁibility for the after-care of particular projects when the
project teams; disband. Case Study 2 refers to the establishment of one such

[T

centre at Berkshire Coliege.

These dissemination and after-care procedures have important implic-
ations for INSET. Colleges, in particular, are exploring waye in Which
teacher involvement in dissemination activities can be incoxporated.into
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au award-bearing INSET structure. Nevertheless, project dissemination INSXT !
is not the same ss curriculum development based INSET but it is not always

/ clear vhat the distinctive character of each actuslly is.

The Schools Council's commitment to the support of local curriculun
¥ dcvcloMt is forcefully expressed in an unpublished policy statement by .
Programas Committee in February, 13975. Im this statement & coumendable ,,‘:
attempt was mede to define what precisely is meant by curriculum development
vhich is specifically local but many of %he cxamgfale: chosen reiate to the
davelopment or adaptation of national project materials. A major criterion
for the selection of local activities to be supported is thot they ' ... can-
be shown to have value for a wider audience'. But it nowhare comes to grips
with the dilemmas and issues asscciated with such local projects which were
discussed sbove. Moreover, it may be thought aignifican; that the 1973-74
Schools Council Report stated that £635,000 was to be spent that yesar on /
natic.el projects but gave no figure for local projects (£35.0Q0 would / “ ﬂ
probably be an ovar-estimite). L A

" The relatively small amount now being spent cn the strengtuening of /’
local curriculum development activities iun teachers® centres and elsewhere
is particularly disquieting. As we have seen, experience both at tuchen'/ ' .
centyes and from two curriculum devalopmant pro}ects indicates that the .
t:uk is an extremely difficult and complex one. Moreover, the adoption of
& local curriculum development approach, even within ths overall coniext
of a plm‘alist or mixed strategy whica includes central projects, hos
enorwous implications for INSET. As yet, these implications have hardly
degun to be identified let alone explored in texms of INSET prograswes.

¢ e
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CASE-STUDY 5: SCHOOL FOCUSED INSET
‘ A

1. Introduction

School-focused or school-~based INSET does not make an easy subject
for a case-study. By its very nature it is diffuse and difficult to document.
It has been a grasi-roots development and, as such, it is very much a creature
of the viagmatil, English tradition. However, although its growth has been
somewhat Topsy~like, it is possible to identify certain features and activities
which have stimulated and facilitaf®d it and certain theoretical perspectives
which have deepened our understanding of i%s effectiveness and potential,

Much of cge stimulus towards school~§ocused INSET has arisen from various
?srms of currigplum development within schools. A recent Schools Council, 1975,

report put it thus:’

2
»

"oor we want Lo highlight what we see as being the hey toncepts in oun report.
-Among the mosi dmpontant of these is the idea of the school as a centre of
cuwviculun develogment. We believe the improvement of the secondany-school
cwnieulum must resd upon an acknowfedgement of the central nofe of. the
teacher. ALL wonth-while proposals for cuwwiicubum change are put to the test
in classnooms and only come to fruition &f the practising teacher has the
hesounces, support, thaining and self-confidence Lo implement them. Teachens
are in a unique position o know and understand the needs of pupils and §rom
them should come the principal pressune fon increasingly effective programmes
of Zeaching and Learning. Because we see the development of the cwwriculum
and the self-development of the teacher as being inseparable, we call fox
vigorous programmed vf in-service education and school-bused cwwricwlum
development, both of which are essential Lif the teachens are to perfoum thein
role to the gubl."”

In general, British teachers have enough freedom\to be able to eﬁgage

in curriculum development within their own schools. Of course, even within
such minimum constraiuts teachers can realistically expect to develop only
parts of their curriculum. Frequently the part thzy can éoncentrate on has
to do with pedagogy, materials development and arrangements for grouping pupile
)and subjects. They rarely have the resources to cariy out fundamental
curriculum development; as in other countries, this task is left to national
and regiongl project teams. This incremental approach to currieculum development
at the 'grass-roots' has certainly led to some significant innovations and
t& sn awareness of the iwportance of in-servica training. For example, tie
widespread adoption of mixed ability teaching groups for younger e&mpieheuaive
scheol pupils created a need for in-service training which wag mot se both
‘local centret and within individual schocls {Relly, 1875).

~ 7This case-study looks in some detail at several INSEY approaches limked
. éith_#utriculum &gwéﬁopmeg&. It goes on to consider'oxgguikgiianai,chnngas
., "whidh heve spimulated INSET &nd ot thy role of soms extermal support sgencies.

;
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2. DBesource Centres

The development of school-based resource centres, particularly in
comprehensive schools, is probably the result of several other developments.-
in British education: first, the growing teacher commitment to alternative.
teaching methods inciuding independent learning; second, the adoption ‘of
mixed-ability teachiag groups, third, the rapid increase in the sheer
volume of curriculum deveiopment project materials on offer to schools;
fourth, the breakdowﬂ in subject boundaries and the move towards integratiom.

One of the pioneers in this field was Codsall Comprehensive Schdol .’
which devised its resources centre because national curriculum projects...

...oéten Left the teacher mone frustrated in that tie was unable o continue -
and develop the work in his own schook, thﬂough Lack of materials and -
facilities to be creative, and the oppontunities to use his neal professional oo
shilks. Moneover, profects wene Limited in their range of materials and time
fon development. The question was, and still is: Who taked oven? Ho area '
nesource centre capable of meeting this kind of need is yet avaifable. We
had no option but to 'go it alone'. -

We needed a stnong supportive service to enable teachers and pupa&b to
function at §ubl capacity. Teaching materials, equipment, ancilfaries, and ﬂ .
advice were necessarny. Stagf time had to be made available to provide an efficient
serwvice that would enable Learning materials not only Zo be brought or made
in school, but, mone impontant, to be effectively stoned and retrievable by ‘ .
chitdrnen and stad§, whatever thein Level of {nvolvement. Such decelopment and '
growth in a school inevitably meant that much re-thinking and re-trdining
had to be accomplished. Staff in some cases wenre being asked to neconsider
completely thein own skills, considen both materints and techniques being used e
' by thein colleagues, and often neject ideas that they had accepted for a Long ‘
time. Moneoven, new teachens to the school faced not only the nommakl problems
0f thein §inst appointment but concepts in Learning that had probably rarely
‘§igured in thein training. 1t 44 in this atmosphere of a nomplete teappraisal
0f owr teaching methods and propoen use of our expertise that we cheated and
devefoped the Codsall Resources Centre as a generative suppontive and on-going
agency within the context of a comprehensive school." (Holder and Hewton, £973)

Like most such centres, Codsall's was not purpose built; it was improvised
by adapting existing rooms and resources. Initially it consisted of the
library, a reprographic centre, an audio-visual aids centre and a teaching
materials evelopment workshop. Later on siudy cards and other flexible

1earning‘facilitiea were added and ancilliary staff were appointed.
Q ' ~ o, \
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: T The key featfn:e of the schemé in the context of ‘thia case-study
13 the way the-resource centre scmulated INSET.,
VIt 4s uéen«twt z:hmeﬂone..to give stafd as much op;oolz.tum,ty as possible

"2 be ac,uveey involved, enabling thém to think, plan and create thein

T TToune teaehmg_ma,twwu and £ea/zmng sitiations. We have given siagg the

-. o appowtwu,ty 2o work in the ceu,me, wofr.k?mg Zhe—systems, utab&ushwg the

' " capabilities 0% the neproghaphic equipment, Learning how to use audis-uizusl . _
handware and the stohage and netrsieval sysiems. Such in-service thaining can
onby be done.in the ﬁéchoot and theredore each week Zwo dembehs of staff are
heleased Mom thein twclung duties to follow a week's course in the centre,
Time is also provided fon ducuzswn 0§ the implications of the work of the

" Centrd, production of matefwws and oppan,tum/tceé 20 Zook at the work of °
othe/r. deve&opnanu in the school. Where 6110.66 have: particulan ideas to develop,
say Lo p/wduce tape./ALuie sequences,. Apeual 6au,&q,tceb and materials are
provided. Young teachers were mixed with mone experienced s2adf, and subject

, disedplines wene punposely paired Zo Look into possible commop problems on
~alnecus‘o,$ concern, Each tv[m the natune of counses changes, partly thnough ,
expenrience of what has been successful, on mueuawt on through Ata“
aeconmend&tc‘bm ‘ : -
, MosZ of the staff have yound the courses to be of immense value and they
are now 2 be con,unued varying in form and content to suit the general and
specific needs of depantments and individual members of stafd. We too fxom
the. Resources Centre side have gained much valuable advice grom stadd through
‘athu'/L construetive erniticism and analysis of our work. This two-day process
4 essential in cny healthy advisony senvice. This team we will have over
30 members of staff in our own in-service courses. By Easter of 1973 all
stagf will have had the opportunity to spend between 2§ days and 5 days in
the Centre. Most membens of stafd willf nave more than one course. Such

o ' helemse fon in-senvice training and matenial preparation 48 essential if
dnnovation 45 2o neally happen in schools.

 eseesThe past fwo years have seen well oven twv thirds of the staff actively
ivolved in the creation of thein own Leanning hesowrces. Such an involvement
has created an enthusiastic atmosphere with much interdisciplinany and inter~

o, depantmentaf diseussion op dteaching techriques and Leanning shills. The in-

- Ae)av&ce aining has facilitated dnnovation; and in tewms of technical

-upmwe, agraphic desdign and use of new Learning mhmque&, one ‘can

~ abwady dee obvious development and improvements. Moicouver, zhake has been a

tnomoucdnnt imanoate’ in the uarloty of teashing stufosr wiod. T4 ia mmuu,twna&&u
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genenating much thought among the stagf and devefoping a very heatthy
attitude towands educational thinking and cwwicutun development."

. Very few schools have explored the INSET opportunities of resource
centrez as thoroughly as this. Indeed, although there is mno direct evidence,
it seems lLikely thac only a minority of schools have established resource
centres. According to one recent study, the successful ones have grown
organically froﬁ within the schools {Beswick, 1975). The same study points
: to the need to review the development of resource centres in primary schools,

about which there is even less evidence.

’

3. Teacher Controlled Examinations

In the mid—-1960's a new examination - the Certificate of Secondary
Education (C.S.E.) — was introduced into Englanhd and Wales. The top
grade C.S.E. was intended to be comparable with a grade 6 pass in éhe
General Certificate of Education (G.C.E.) examination. At present C.S.E.
candidates number less than half those for G.C.E. but the C.S.E.'s
significance iies in the high degree of téacher control which it allows.
This is especially true of the Mode 3 system of examining.

The principal defining characteristic of a Mode 3 examination is
that the candidates' own teachers are responsible for assessing the work
done, subject to certain external moderating procedures. In practice
schools that opt for Mode 3 examinations also tend to devise their own
syllabuses apd to lay stress on course work. According fo one observer:
"... 10 oblige teachers %o work out fon themselves in pacfessionak grhoups

’. what shoutd be taught to what standard and with what appropriate forms of
assessment - this was a bold departure. The nesult in Rarge arneas of the
country has been a sfow but very potent intellectual renaidsance among
middLe-nanked and senion teachers of the average pupil." (Pearce, 1972, p.119]

It is importent to keep a sense of perspective: only 10% of
all C.S.E. subject entries are for Modes 2 and 3 - the innovative examining
modes. Nevertheless, the fact that such teachers do participate in

defining their own examinations and syllabuses is an important INSET experience.

4 : .
Some national curriculum projects have recognised this and have . 3

reacted accordingly. For example, the Geography 14 - 18 project adopted a

strategy of encoufaging participating schools to devise their own examinations.
in consultation with one G.C.E. Board. This gave the teachers and schools .
a powerful incentive to institutionalise the curriculum innovation and,

[]z\!: .n consequence, also encouraged continuing INSET for the teachers 1nv01ved.
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4. Qpen Plan Schools and Team Teaching

Although they have developed indupendently as innovative practices,
both open plan situations or schools and team teaching often occur together
in the U,K. Their implications for school-focussed INSET may, therefore,
conveniently be considered together. A report (Taylor, 1974) on a study

‘of team teaching in eighteen secondary schools describes:-
0

"o many instances whene the inclusion of youngen membens yiefded ‘
. poditive benedits; a clearer necognition on the part of senion
staff of difficubties congronting thein younger colleagues;
appreciation of the new ideas and {reshness of vision o such
\ feachw,- and ghowth of self-congidence in probationers and
others with only one on two yeans' teaching expenience. Mem-
bens of teams 80 mixed appeared often 2o have been able to
decept constructive eniticism on an impersonal Level, secwre
in the knowledge of their own value to the Zeam and sympa-
thetically ap#ﬁec&zﬁ.ue 04 the contribution of othens.’®
|

b The report goes on to instance several advantages of team teaching which

were not available in traditional approaches:-

'Several team membens assented that ad a dirnect result of
dnvefuvement in the shared-nesponsdibility entenrpnise, they had
come to necognize mone clearly the difficubties of the Langen
{s8ues of school orgarilization; and obsewens nepoated on Leams
whose members took excepiional pride in their work may well
have szemmed {rom a growing ability to see the team's work in
nelation 2o the Langern Life of the whole school commnity and
from thein increased commitment to this.

Anothen valued outeome of coblective wonk was establishment
of a common pool of ideas. Many of these were offered spon- <
Zaneously by members and many more wenre due 2o the sparking 044
of 4deas in Zeam discussions. Some schools even claimed that
the intenaction. of ideas developed inm team discussions whenre
membens had different speclalist interests provided a breadth
and depth of insight not neadily denived §nom departmental
meetings on grom other school committeed concerned with matiens
of eunnicubun, methods on resources. Teachers wonking alone
could not amss :»fuch a pool of Ldeas.

g9 0then qduwmgéé affected Leam members as {ndividuats.
hany teachens claimed that the standard of thein own tLeaching
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wes raised as a nesult of wonking closely with othw/rhue
attnibuted this advance partly to a wish to achieve pwrity of
contribution ['0ne feels on one's mettle'], and partly o a
sense of nesponsibitity to the team {'One cannoi Zet one's
cofleagues down').'

In the same report, data on team teaching in ten primary schoels,
five of which were open plan, are discussed. The teachers co1eideted that
the advantages of team teaching definitely outwelghed the dlsadvantages.
Specifically, 62% valued the 'mutual support' and 'end of classroom isol~
ation' and 43% valued the 'interaction of teachers' ideas and skills on

one another' (p. 127).

The conclusion vhich we may reasonably draw from these studies is ome
which is in accord with informed professional opinion in the U.K.: that
team teaching and open plan schools can act as very effective facilitators

of staff deveiopment within schools. o

, 5. Internal Pianning Procedures

Most of these internal INSET arrangements were and are ad hoc
but some schools have established more permanunt'machinery. The account
which follows is an outline-by Tony Jornson, Head of the Middle School,
of the curriculum developdent and INSET procedures at the Castle School

near Bristol, England.

"The policy at the school is that Cumricwlum change shall be a
continuing, ongoing process - noi sudden and major oceasional revolutions.
' The emphasis 45 on development not ciange. Centdin strategies are being
developed 10 facilitate this process.
1.’ Stagf Conferences -
2. Working Panty System
3. Facully System ’ ' . : o
4. The Resounce Centre’ L :
1. 1s fo stimbate d educate ALL staff) and it A8 uea.uy an m—aefwtce.
taining courae. Lt s felt 2o be far supziion to sending onre Zeacher on -
a shoxt couwnse els ¢. Its featuwres in fe:-
. Llead sessions grom outside speskers
b. Much oppontunity foxr ghoup d,.,AcuMwn -~

: El{fC‘ ¢. It 48 “Closed' and 1Sehook. bdi'ged', direated 2o £he - .. i
;’,('* — ) !‘le-m 06 gthﬁ cuﬂﬁ SQ&UOL. . 93 “ . ~ )f: f :




2, The £irns conference entitled 'Going Comprehensive' nresulted in
the establishment of Stagf wonking parnty groups to Look at the various
aspects of school Life - and 2o maintain the momentum of the confererice.
One of these 44 theﬁ Cuviiculum Development wonking party, which makes
visdits 2o other schools, holds frequent discussions, and gererally
does £ts'hcmework' on aspects of the school cwwriculum, regularly .7
making recommendations for cwuiiculum innovation. Its features include;-
a. Meaningful involvement of staff <n Cwwiculum Development,
participatic.s {n decision making.
b. Continuing analysis vf ever changing needs
c. Purely voluntary membership which i8 not nestricted to
high status Staff; probationers and nuw stagd are
encouraged to participate. :
. d. Useful teacher-education of those who are involved in
Ats deliberations

3. As a nesult of a wonking party recommendation Subjects have been
grouped togetrer in Faculty areas which provide fon co-operative Zeams
of staff working together. The school has adopted a faculty timetable
whereby whole year ghoups are prognummed together fon each faculty.
Team teaching approaches, subfect integration, Large group sessions, and
co-operative preparation of Learning matenials is facilitated by the
facutty system, and faculty meetings are timetabled. Faculty based .in- .
service mbténg,comu are planned. {
Mixed Ability Groups are used from Year ! Zo Year 5 in mosi subjects -
the, emphasis throughout is to develop individual Lesaning approaches,
shaneby At}ieaméng 48 nendored unnecessary. There are no ROSLA groups on
Aemedial classes - the absence of such ‘anii-school' delinquent groups
has produced a nemarkably quiet schoof atmosphere. Remedial help is .
tatened for by the Extra Teaching Centre thhough a mog;tamme of exraction.

Integrated counses are being encouraged in onden o provide for
over-fapping boundaries of knowledge, but also to increase teache/v.—pupot
contact time, and 'study in.depth’. :
4. The Cwvriculum Working Party necommended the development of a :
Resowree Centre and has continued Lo éwuthvt L8 ghowth to play a pant
in ongoeing cwmwum deve,eopment and ongouzg siaff deve&omwt nasowrce

-
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6. Staff Conferences

The use of stéff conferences at The Castle School illust

growing trend in the U.K.
_ education authority encourages the schools
for some form of staff conference o

neighbouring county of

At The Castle School, these conf

and have usually taken the form of guest gpeaker lectures and small discussion

groups.

school was going

the change in this way.

parties.

iveness of a coufexence which is based at the scheol
school stafi.

attendance dropped dramatically when th

As was pointe

The table below provides striking evidence of the

r alternative INSET activity.

rates a
In the County of Avon, for ‘example, the local

to cloge for two days each year

The

Wiltshire allows three days annually for this purpose,

erences have lasted for one to two days

d out above, the first conference arose because the
comprehensive and soue staff felt the need to prepare for
Subsequent conferences were plenned by the working
relative attract-

and is exclusively for

Over 90% of the staff attended two such conferences but their

was opened to staff from other schools.

Staff Coaferences: Summary

e venue was changed and the conference

% Attendance
Conference Topic Location Participants of Castle.
_School Staff
Going . . Castle School
1 Comprehensive Castle School Staff only 96%
. Mixed Ability : Open to other
2 Teaching Castle School school staff 60%
Mixed Ability Open to cther
3. Teaching Another school | o 4551 sraff 202
Current Trends , Castle School
4 in Education Castle School staff only 922




7.% Teacher Participation Procedures

The Castle School also exemplifies a groving awareness of the need
to establish consultative and participation procedures at the school level,
The head, Mr. C. J. Martin, has established systematic and well-tried
consultative machinery in the working parties mentioned above. Over a ’
three year period the number and titles of the working parties varied

as follows:-

‘ # Year 1 1. Middle School Curriculum

o

2. Lower School Curriculum
3. Organisation and Communications
4. Social and Pastoral Care

5. Links with primary schools and community

Year 2 1. Organisation and Curriculum
2. Social and Pastoral Care

3. Links with primary schools and cormunity

Year 3 1. Organisation and Communication
2. Curriculum
3. Social and Pastoral Care

4. Links with pPrimary schools and community

Participation takes various forms and relates to vwarious school
decision < eas (see Bolam and Pratt91976), in every case it is the head‘
who dec. :28 how much participation is permitted to staff. Most heads, for
example, are reluctant to relinquish control over, resource allocation
(cf. Briault, 1974) though some do so. For our present purposes we may /

8imply note that the act of participating in decision making is in itself

a powerful school~based INSET experience. -
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The idea of a school-based professional tuter camé to natioﬁal
prominence with thé James Report's recommendation that y -
. "Every schoct should have en its staff a 'progessional tutor' 2o
co-oadmwte second and third eyele work affecting the schoof and Zo be
" the Link betvem the school and othen agencies engaged in that work.
Whether the ptoﬂeuwnaz tuton were the head or dcpu,ty head, as might
-be-the ease 4n a* “small school on a. designated member 06 Zhe staff in a
Lolzgeln school, it would be unpofd:an,t fon ‘all teachw designated as prodessional

Lo be among the §inst 2o be admitted to thind cycle courses, 80
’ «tha't\-they could be trained for thwc new tasks. ' Among the responsibilities
0 a ﬂuwme tuton would be that of c,ompcung and maintaining a
Wnulg proghamme gon the staffiof” the schook, which would take account
, both of zhe eww:uw needs 06 the schoof and oﬂ the professional needs
& of the teachers."
The resﬁonse to this recommendation has varied considerably between
‘ L'l@,A.e and .between schools. In.the two funded induction pllot schemes in
;- Liverpool -and Northumberland, the teacher 5utor role was dehberately
} r:,esttlcte;i to the induction of beginning teachers. Th:.s was true of most .
’~ 6f the unfunded schemes too, but not in all of them.  In the Leeds scheme,
o " for -instance, the eight schools have each des:.gnated a teacher tutor to ¢
co-oxrdinate all three aspects of school~based tramz.ng, i.e. student
teachlng practice, probationer induction and INSET for experienced staff.

Other scicols have: not appomted a ﬁrofess:.onal tutor as such ) % L
but have taken up the James Counmttee 8 suggest:.on and re-defined the role
of one of the Deputy Head teachers. At Ashmead Comprehensive “School in
- Reading the headmaster, 'Peter Judge, dtew up the followmg job spec:.fication
"+ " for his 'Iraining Deputy Head" in May 1973:-

- "This {8 an entirely. new post in the schoot, dnd possibly in the U
' country. There will be extremely wide .4copéefon expeniment and development.
The job requires the ability to analyse the sthengths and weihnesses of B
stagg and provide support and naindng so that each membm oé Ata“ ean:

 fulgil his, potential 6w&£y and feek happy and content uwt}un zhe Achaoz. ‘
ku,ced neaponéx_bwm ' a:, w
!. Theeamgmuwg of teaching paacuce gox uudeu«t xeachm and - -
zhe setting up of any neceééwzy coinsetling 0§ Sueh' amdmu o
The forging of elode Links ww‘z Be)ckolww COLEege od Educa«twn

YA
A
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 of taining within an wutwtwu would be a deamabﬁe. qm&cm

3. The suponvision of probationany tenchens duning thein §ust o
year, including the setting up of induction cowrses and the . S
brieding and training of senion experienced texchors ug sindividual B
supervisons to new stafq. \ K
4. The anranging of cournses for existing Ashmead Aiia“ These
will need to be of a wide variety of subject matter, appnoach .and
dzmatwn. Some may be residential and it is expected boith the
 8chook's oim cottage and the Local au,thow:y’a centre could be
used gor this purpose.
5. The counselling of all siajf with problems {e.g. housing, o
health, discipline, ete.) and the Ammg up where appn.opua.te
0f.8uppont groups.
6. The arranging of all uzwmwa 60’& new appouwnenté, 3 -
consubtation with thé Head and heads of department where ., I
apmowwte : \ o
7. The induction of all new aniivals e. g. advice on houémg, T
‘timetable deteils, ete.). '
8. The introduction of negular job appraisal sessions and i‘he
training of senion stadf in thein use. _ .
9. The iegwlan appraisal: of .inter~-staff aomnum.ﬁwtwn aud
suggestions fon improvement (L.e. supervision of staff bwue.tm,
close consultation with Stagd Room Comittee, ete. ).
10. Luuoon with the Cuniculum Deue&opment Centre.
Rg;wwnants ‘ ! .

' The person appouu:ed will need 2o have had a wide and vinied
expenience of the educational wonld. Experience in indusiry on We,

Ry
¥
E a5, T

.
Rl
o

B e g R

 panticubanty in personnel, would be an added advantage. Candcda.tu Ahoatd

have held a management position previously and will need Lo p'wdacc
evidence of successful man-managemeat. Experience in mangmgicoauuw

b
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¥ levid.mg Lnﬂommtcon on 'Locat, negional and nawm twrining
appommeb {this includes sponsoring Segondment. drawing attentior 20
gmm coinses dnd conférences which seem relevant Lo individuals
on the: Stau, ,%mung new cowrses 2o Berkshine College and 2o the
- Are Tna.ming Oxgisation on wfmh Ashmead 4 nepfnuemted ) w.v. have. -
tm Secomhem approved for 1974/5, and over the year Mhmead teachens
Iw.w. wtendwd every type of training cowuse zocauy and at hegwnaz | s
e 1 and national Levels. ' ‘ : - ~ : |
Tt Use.of the Rmdmg cwmmuzum Development cenm. Tm i at
" Caverihan, and £ nighifully g centre for teachens, dependmg upon teackm o -
vau for its success. It is uwl by two Aahmead groups’ (Math& o
-and m&eu) and in the absence of a pexmanent (wdcn 45 being uoked \
after by the Aghmead Deputy Hoad [Training). Ue are happy to awu the wmz
¥ .| us€ of the Centre. | o
" _ Berhthire College. We use the College in many way& We mke .uté ‘ '
| Goutents on T.P. and some of us helo with projects cccasionitli &nthe .
. College. ﬂvw.e 04 our Staff have been taking an extennal B.Ed. thene this -
L vean. They new school of In-Seavice Training and Reseanch at Berkshire 4s
} ' offening suppert 2o one of Ashmend’'s cu/vnwu&m’deveiomwt projects, and
: /  iithe Edua.wwl. Technology vepamnent is Langely at our disposal. The
/ Library ¢an atso be wsed.” :

Aanging v.isits 20 other schools, colleges, ete., whexe auevant
ideas and nethoda are being used, or accomodaang visitors Zo see. what
we are -doing.

’ Stagd reference Libiary. We are cotlecting a rchge 05 pwéummz
‘books and papens, inctuding Schoots Council and othbr numch evx’.dence

. Suppont. We are developing a adition 5on tabmg ap- mosuuom!. oo
and welLfdre concerns. fon Stagd and mediating on theln bebalﬂ with the S R
’ L.EAand ozhu senvices. We sce stagf counéewmg as anupomnt ﬁunctwn S
‘ in a achool; - 3 : ,‘;”a”.fv

L mumwg mﬂom.twn wwund the Az:a“ on devuopnenu wbﬂun g
e pr’.w. szamust«s and Vean erup& Suppoumg AchooL i“ Alousum-
‘mm mu 1o identify and Mzm thein o m&wm, U
ethgn; et Asimead on elsewhene. We feel hat although 4clwa!.~bu¢d 1.8:T¢
sot investment, the school hat a duty 2o help msu 10! amﬂm thwc ‘
8. Ovvt Zhe put t}mez yww, m&:t pmmowna bt zh& u@oot m& o

g
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SR Ata“ io atqu.me Ahobu and devd.op app’gopuatdy ’. I L
' mmmg stafg appnopfuate tnaining contacts outside .the échoaz

on an informal basis. Owr connections with the colleges and other agencies
often make it possible for us Lo mnpouz.t peopi.e who. can help with SR
4peu64c iraining needs and arranging introductions and - 5ouow-up support, - . -
L ' Tlu,a co~altdmatmg function has been used quite extenswe&y in the past ~ -
w0 wa, and provides an essential Link be,meen Achoaz-bcued i'zwxm.ng and :

0 shilled people outside." . : ' PUR S R
e The pros and cons of in-service tra1n1ng commlttees 1n‘a11 but the ok

smallest schools are currently being considered 1n*the U.K. In this G
X, context it is 1nterest1ng to note that John Bull has now droppcd his ;

original plan of working through an in~service training’ comm;ttee becausd
he found’'it a clumsy and unnecessary procedure. He favours 1nVOIV1ng
colleagues with relevant interests®oxr skills as andwhen t:he need auses. _Thus

he 1nv1ted & colleague with counselling skills to chair. the probat1onnry
L
teacher &1scu3810n sessions. ' N e &

-

“This could lead to an arrangement which is algo being cons1dered

L

nationally, i.e. that some schools should have smail SESTE aeveIopment.Celns Yo

i,
with a deputy head as teamileader and respons1b111ty for experienced staff
INSET, a younger colleague to co-ordinate induction and a third to look

after school practice and student teachers. Such teams ‘may well:be viable ‘}‘
in large secondary schools though not in primary schqnis. '

9. External Support for School-Focused INSET e

«

|

The work of external support agencies in school~focused INSET is /
also d1ff1cu1t to descr1be because it, too goes largely _unrecorded and ’ ‘ {1'>
unstud1ed. The role of local education authorities and thelt adv1lory i |
staff is clearly of great 1mportance but we have no systemacxc ‘or . detaile& -

* 7 account of their work (vide Bolam, Smith and Canteér, forthcom;ns) Ah‘
; ' interesting use of the L.E A. INSET days, referred to above, to inform '
;5 * school ataffs about external support services is the Awon INSE progtagﬁﬂ
outlined overleaf. In his foreword to the.descrxptxve bnochure for Ceachers,
i the Chief Educxtion Cfficer for Avon, Derrick Willlamu, wtites L
. "This-in-service exercise Mealu new guumm—Avon. w1~’h¢~uwtiatwefoa
) the N LT, in arranging a. majon pubt&hw'”exhlbmon on. .tfiuedﬂuee day;, hag
" bean mtcl;ed by the Ed: mtwn Service pvag compﬁementany awué&up VM
2o u#uch ean be ccmbmed with visiting-the exhcb&twm teacb.m being. ahte .to
‘ dw.de mdependmug which pmmcum combwatwn of ac,t.wx.uea wou&l be 05
) qamweva&w:oﬂnm. : I v

2
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AVON EDUCATION SERVICE

IN-SERVICE PROGRAMME - L, 5, 6 MAY 1976

e 930 ar - 12 30 pm ’
\ ’ zpopm"“

5 00 pm

Members cf staff are ssked to- indfcate which of the services or pro;]eéts they wish

to visit during the morning and afternaon of the

The Brochure gives location and detail

£41n shows etc). It is envisaged that

In-Service day.

Exhibition and half ‘at two or more projects of interest.

Pleass complete thé form and return 2t to your HEAD TEACHER as soon as ponaible.

L -

|

s of each service or project (times of talks,
half the day will be spent at the Publishers

Pleass tick

Location

Project

an
9 304
12 30

]
200~

200

Harmah More Teachers' Centre
New Kingsley Rosad

n

"

L4

Central Health Clinic
Tower Hill

W

Holiday Inn, Old Market

Hardware (Bristol) Ltd
01d Bread Street

Resources for Learning
Deviopment Unit
Redoross Street

u

"Bristol Polytechnic .
Clanage Road, Bowsr Ashton
4]

Bristol Remedial Reading
Centre, 8 Clifton Hi1l

Oity Mussum, Queom/ Road

RE Resources Oentre
Creat George Street

Central Libraxy
Collegs Creen

¥

Communication skills in Early Childhood
(Schools Council)

Language Development Project
(Schools Council)

Geography 1L4-18 (Schools Council)

Geographi: for ths Young School Leaver
(Schools Council)

History 13-16 (Schools Council)

History,Geography,Social Science 8-13
(Schocls Council

Science 5-13 (Schools Council)
Science and Technology Centre
Music

Careors

Health Education Service

Health Educaticn 5-13 (Schools Council)
Educationdl Publishers Exhibition
Home Eoonomics Exhibition

RLDU .
Mathematics for the Majority
(8shools Council)

Dean Field Study Centre Exhibition

Schools Art Ssrvice <

Art and Craft 8s13 (Schools Council)
Remedial Reading Centre

Schools Museum Service
Religious Education Resources Csntre

Schools Iibrary Service

~

101a




A iwcdex nange of dupport agencies MSchoo& Council a\nd other profect
matum& and personnel have been brought together and ane du hed in this
baachwl.e. Even 4§ you §ind Lt impossible Zo 6md time 4n one dey to cover
akl which 45 of interest to you, then at Least ﬂws recond mizu be 0§ value
to you 6am futune reference. Every effort has been made to p&ou&&e something
of Anterest to every feacher whether in primary or ».'secanalzwgl schools. 1§ your
particulan needs have not been met, then please Let any of @ AdvﬁAony colleagues
know and T wougd welcome yowr suggesiions as 1o how th.%eﬂne d4 mg be met in
future. w

After the event T woutd appreciate your comments as x:o its u\cdue on
othousise. Constuuctive suggestions for gutwre deve,?_opmarm wouzd be- welceome,
No wm&m use of the in-service day eaunarked for cem‘/zauy org mea
would be planned without caredul consideration of the comnem 1%\:@( an
comsultation with interested ghoups, particularly the County In-Service
Education Professional Consuliative Group. )

The details of the ways in which each day is allocated Lo a p foular
_anea of the County were cirneulated in a Letter to head teachens on !g/th Decemben,
1975, These are Listed again eLsewhere in the brochure, 1 am AoMy\that i
the present ginancial climate it is not possible o pay thavelling on subsistence
expenses, but 1 hope that the zoning aviwingenents will ablow you o share and

co-ondinate yow. thansport with colleagues." ,

Each of Avon's 8,000 teachers was invited on one of three days and tha Coun@y s
500 schools were' allocated to one of three regional groups for this pu;pose.

This is not, of course, an example of school focused INSET as such bué

since many teachers attended in groups or departmental teams, various forms

of school-focused activities could, at best, arise from it. -

L.e.a. advisers, advisory teachers, media resources officers, étc.,

work with teachers and groups of staff in school settings but there are no

easily available ac;ounts of this work. Teachliers' centres also work in this
. way. For example,‘the Rachel MacMillap Teachers' Centre in Inner London has

embarked upon a series of experimental approaches to school-focused INSET and -
curriculunm development. The warden and his two assistants argue that INSET
should’support curriculum development where and when it is happening and that

the readiness of school staff to work in this way and the availability of a
'suitablekschool‘initiatad project is essential. One such actiﬁity involved

the staff group from a secondary school who were teaching 1ncegrated studies.

The I.L.E.A. agreed to treat the experiment as analogous to one of its INSET

'Longer Courses' and therefore provided appropriate finance, resources and

. staffing replacements. Unlike the usual 'Longer Course' » this app}dach did

not ogetave for a 31x~week ‘block of time but used half days, full days and
weak-cnds in o:der to avo:.d upset:tmg the school's tme!;ablmg toq nmch.

’\,&'.‘«!
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_ Approximately twenty staff from the first and second year integrated studies
tfm were involved, so timetabling was a major factor. Most of the

activities took place at the centre, althougu tkere were also vigits to

, t i

i~ other schools and sessions at the school itself. Although it is expected
- -that materials will be produced, the stated aim is to establish a system

whereby integrated studies can develop in a relatively self-sustaining way .
. in the school in future, The exercise sought assistance from an I.L'.E.A: &
5 Media Resources Officer and a librarian. It was originally intended that
an external consultant with appropriate experience, who could offer an , ‘
' " objective view of the work, might be involved on six or seven occasions | ‘\:fi;'

throughout but, in the event, the schéol« éroup rejected this idea.

. Universities are also developing work along similar lines. For example,

the University of Bristol School of Education has cooperated with local primary ‘
schools to mount;simi\far activities for gr;mps of 'sct”xoola. The ﬁdllofiring is N
a typial outline programme dealing with problems connected with the high L
proportion of armed services children in the two schools concerned: ‘ S

i The. Emotionally Disturbed Child: Causes  Tddwonth
-~ . and Tneatment (With Particutar Reference o i
the Role of he Temchonr) - | R
(A Schoot-Based Course) ) “

. Thme:‘;hazs been a tremendous amount of reseanch into the caitses
and treatrient of the emotionally disturbed child, and until recently,
this area has been negarded as the province of the speciafist. 12

\ i ghadually becoming recognised however,.Zhatl «t_h‘e class teacher 48 ’
B probably the key figire in the identification and reatment of the

. child who is showing problems of adfustment. Indeed, chifdren with
" emotional problems wilk tend to act: them out in the efasshoom, either
\ dinectly on indirectly through gailure in school work. ¥
\" » . “ LY

A one-day achool-based counse has been arranged -fox.the stadds
0f ,Qtaﬁendgﬁ!",wuwty‘ Infants' School, and Zouch C{buygggfflnﬁa‘nu‘;,sdwot,
Tidwonth, which will aim to deal with the special phoblems. which dome- .
. times condront them when leaching children from itinerant army families .
. A theonetical approach will be made fo the causes and Lreatment of -
onotlonal disonder and a practical one Lo the nole of the feachéx din
- the assessment and treatment of the problems. The cownse Wikl be given
- by D, Lawience, B.A., Educational Paychologisi, Somferset Education
»;.'sii ' » C'omee. . ,I \ ’ ‘

:
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© ., The University has also arranged longer term INSET activities for md:.v:Ldual

primary schools. The usual pattern here is for the: Un:.vers:.ty to advertise

the general school-based INSET facility in its termly bullet:.n.to schools.

A school may then make a general enquiry which 18 then clanfz.ed and

hardened~up in consultation with the Unwersmyy INS}}:T coordmator. The

following is an outline of one such programme:

4 *
L. AT

PRIMARY 3CHOOL MATHEMATICS

A Schoof-Based Counse

at

Cateott Prémany School, Buidguater'
Spring Term 1975 :

At the nequest of the head of Cateott Primary School,
Bridguater, a school-based course has been anranged fon members
of stajf of the school. 1In consultation with the staff it wes
decided that the sytlabus shaufd be congined to a mathematics
1shebeton’ based on Number throughout the primary schook -

(5 to 11 yeans), and the Fletcher (Ed.) s2nies 'Mathematics in

Schoofs' as these books ane used thnoughow; the school.

The pattenn gon each of the eight weehly meetings will

be as follows :-

3.0 - 3.45 p.m.

: 4.0 - 5.30 p.m.

Counse tutons:

Tutorns work in classnooms with teachens
and children.

Sessdon for tutons and stadd on the topic

of Nimber. The work centres around dis-
cussion of the material in the series and .
2his is supplemented by practical-discussion
poriods using stuictwred appw(a.tué.

J. L. Fox, Principal LeciMPJL An Mathematics, and

"W E. N&cke&s, Sendion Lectunen in Mathematics,

St. Luke's Colfege of Equn, Exeter.
' . !

|

i
} t

The varicus ways in which colleges of higher educat:.xon can provi e

external support for school-focused ‘INSET are -deséribed in cectmnu 6 'I
L of Case: Study 2, - A

. .
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External research project teams have also developed school-focused

Ford Teaching Project as follows:- ) . |

'To support classroom action neseasrch in the ares of Inquiny/

P

l

| .
' * - approaches. Elliott and Adelman, 1973, describe one of the aims of the ’
| Discovery methods by:

N ~ la) Creating Lhe beginrings of a shared tradition of thinking 1
' about teaching which would thanscend such estabfished !
educational 'frontiens’ as subject divisions, classrooms, ’

4chools, and the primary and secondary seetons.

With this in mind we set corporate nesearch tashs for oun.
Zeachens which we hoped would set their®situation specific
heflection within a wider context of mutual supponrt.

The faskhs we set were as (oLEows:-

()  To specify the natune of Inquiry/Discovery Leaching.

(i} To 4identify and diagnose the problems of mptawwtg
Inquiny/Discovery methods, and Lo explore the exze.x
2o which they can be ge.ne)wbued within the profect.

(k) To decide on stnategies aimed at nesolving problems,
test thein effectivencss, and explone the extent to
which they can be generalised.

We also esiablished, and have a Aesponsibility fon maintaining
and adapting, an organisaticnal 6nametmnk which would 6ac4,bcxaze
the execution of these tasks.

First, we got our tegcherns to agree o meet negularly in school-
based teams Lo compare and confrast experience.

Secondly, we asked head teachers . appodnt one member as ZLeanm
co-ondinaton, nesponsible for convening meetings, Ualson with e 3‘
us, and gupporting the team's wonk in the school generally. ) e
Third, we. axranged Yo schook teams Within easy heach of each e
other to meet negubarly at a nearby Teacher's Centre. These SRR
meetings axe convened by a Local adviser and we do not attend .
unless ‘{nvited, This enables teachens to eniticise our work S
. with them dreely and the adviser Lo repont problems which may -
not have been ained in our presence. Fourth, we have amranged
fon all the ‘teachets 4nvolved to meet three-témes during the
B0 years of the profect at 3-5 day aesidential wonkshops.'

’ . + " B ' X A )
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An account of th e project from three teachers who are gemerally supportive

. " and enthusiaétic about their involvement is given by Brown, Green and
L ! : g

oo Pols, 1975. -
- 10. A Rationale for School-Focused INSET

The developments described above were essentially grass-~roots
movenents. Although they may each be justifiable in .theoretical terms
as substantive 1nnovat1ons, most of them did not have improved INSET
as a major goal. The main exception is clearly the profesa1on81 tutor
role which represents a significant attempt to rationalise -INSET. Other.
attempts at formulating a rationalé have been made in response to these’
grass roots developments and using work on educational innovation as a
"source for & thegretical framework (Hoyle,.}é?S; Bolam, 1974, Eraut, 1972).
. ¥

‘ We may distinguish between two broad sources of INSETégeeds: the.
needs of ‘ndividual teachers and the needs of the education system. Yet
although the impetus for INSET has sprung from two principal sources,
one model of INSET has predominated. This model, whereby individual
teachers withdraw from their school to undexrgo tralnlng and then returm
to their school, is probably well suited to meeting the personal career
and education needs of individual teachers, though even this W1¥1 not
always be true. What is becoming increasingly obvious is that it is by
no means as well suited to meeting the needs of the education system at
its various levels since it ignores the problems facea by teachers when
they return.to school and seek to implement their new 1deas. Moreovef,
the rraditional INSET model is particularly inappropriate for helping
schools to become creative or problem-solving institutions. Taking thesé

assumptions as his starting point, Hoyle, 1973, advances four" propositions:=~

*

(i) that more .INSET should be linked with specific

school innovations;

(ii) that more INSET should focus on functioning
groups (e.g. a departmental team, the heads
‘A5f"d€§§ffﬁéﬁf*bf“a"wholetsta££r+’—-w"~v-~4-~~~. —

. kiii) that schools should establish their own staff

development programues;

(iv) that schools should receive support, 1nc1ud1ng
consultancy, for their staff deveiopment prog*‘
rammes from local profe:sxonal ccnéira.‘ ' :

. s H
e, . . ‘ l .
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) appropriate system context second, following ulatter, ,19]3, it is : ‘ \

- off the school site and may be provided by internal school resouroes o

‘-:Ilo‘yklfe 13 "n‘ot, of course ,> advocotﬁg’t;nat trﬁditiongi fo‘ruix of INSET R "g?]
(e’g. short courses,"Masters courses) should be Jettlsoped‘ merely thdt
the, balahce ghbould be redressed somewhat in favour of system-focused . &
approaches. The term system focused is here preferred to school~based R
for several reasons. F1rst, it hzghhghts the need to focus INSET

on xndzvuiuals, groups. and indeed'a whole school’ staff within the
mgortant .to recognise that system focused INSET may take place on or

or by e:gterna]: resources. Using a. developmeht of Glatter's framework
the table which follows attempts to classzfy many of the msnr approaches ‘

discussed .earlier and explore their links with tradxtlonai approache.s. .

£

Several points need to be made about the tabile by_ way of qualificatiou
and ojarifidation. Normal staff meetings and discussion groups have been ~oh
included even though INSET is not their prime purpose: it is assumed that - T ‘
these and sitilar activities could not reasonably be regarded as counting
agamst any individual teacher's regular entitlement to release. This K
could bé of pract:.cgl importance in the U.K.’when it becomea necessary
to identify INSET -activities which do qualify for and count against

release. RN

5 Several of the. activities described above can be categorised as
externally-prov1ded on-the~job INSET aimed at sub-groups and the whole
staff. Most of these; have certain distinct advantages over off-the-job
approaches but they are basically traditional in their use of outsiders
as trainers or lecturers. An alternative approach uses outsiders as
non-directive consultants (Havelock, 1969) but relatively little such ‘work
has been done in the U.K. There are, however, at least two.growth points.
First, there is a developing use of organisation development techniques.
. Second, the work of Richardson, 1973, has stimulated a great deal of . .
mterest in the apphcatxon of Tavxstock-style consultancy to achoola and
has led to a major follow-—up\progect. - g" ;

Finallx, it is worth sounding a note of caution’ about achool-focused ‘
INSET. As yet, it has not been evaluated in any tomprebennve ar systemt:.c

) ~enthusiastxc a‘bOut itibut there is a great deal oﬁ. t;onfunon about vhat .

fnhxon. Indeed as we have seen, it has hardly begua to be documehted and
descnbed. there is an urgent need for a survey. of gqod pr(ctxce to be
carried out. Frof ess:.onal op:.xuon throughout the country 18 generally .

4

u nctua‘lly mennt by schoal"focuaed or even achool—bued INSE!B, and the
:imifieance of this euthusiasm ig dx‘ﬁficult to aueu. o

"o - .
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A second reason for caution is the danger that it is being welcomed
and advocated for the wrong reasons. Some harassed l.e.a. adﬁinistrators
see it as a much cheaper way of providing INSET. Some heads appear to see
it as a way of ensuring that external staff, and particularly those frum
colleges of g&ucation, are excluded from INSET activities: this was one
reason for the professional associations' insistence that professional
tutors should be re-named teacher tutors for the pilot induction schemes.
Both of these views deserve to be taken se;iously and answered. School-
based INSET is almost certainly cheaper if it is restricted to internally-
provided, on-the-job activities but the use of off-the~job and externally-
provided activities adds considerably to the cost; but if it were to be so
restricted, then it would be extremely probahﬁy that the INSET needs of
the school wer: being given a hzgher prlorlty than the needs of individual
teachers. Any aptempt to exciude externaﬁ support staffj especlzlly
collegeﬁlecnqrers, from INSET is essentially misguided and short-sighted:
the challenge is to strike the right balance between internaily and

externally provided INSET, between theoretical and practical studies and

between school and individual needs. ‘The use of college staff, in some
. cases after re-tralnlng, is likely to be both professionally and economlcally

eggential to achleve thls balance.

]




SECTION 3: CONCLUSIONS
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1. INSET Innovations in a De~centralised Systeﬁo

-

In the preceding section, five case studies of innovative approaches .

to INSET 1n England and Wales have been presented and analysed, in the

Introducthy section the contextual framework,for these xnnOVatxons was

The purpnse of this final .section is to identify some of the

major issuee arising from the first two sections and to explore tnelr

implications for INSET policy here and elsewhere. , S

outlined.

-

-~ Taken together, the five case studxes and the contextual outline

hxghlxght one of the most characterxstxe yet mlsunderstood aspects of ? i
g

the educational system ;n the U. K.. 1ts decentrallsed nature. ‘Typxcally,

people from both inside and outside the British system descrzbe it in

terms like pragmatic, teacher-controlled and organici These terms do

accurately describe some important features which are exemplified in

The main claim for scnool-based or school~focused
tical

case studies 4 and 5.
INSET, for example, is that it is relevant to immediate, prac
se it is rooted in the school situation, because

problems and needs becau
'experts’ can be invited or

it is teacher—controlled and because outside
not. The actual content and methods of ,such school-based activities nay,
raditional; the schools' problemrsolving gechnology
thorities in the fotm of the L.E.A.

g on-in- school-

in practice, be very t

© may be unsophzstxcated, the outside au
and the D.E.S. may have little or mo notion of what is goin

r in zndxvxdual schools or across the L.E.A% ogg

Similarly, a major appeal of teachers' centrcs has .
practical

based trxaining eithe

‘country as a whole.
heen their flexibility and responsiveness to the 1mmedxate

needs of their clxen:s - the local teachers and, schools' T L

&

»

But this ‘is only ome part of the decentralisatlon 3tory. ~8imul-

taneously we have had the moves at natxonal ‘regional and locai levels
to promote and coordinate INSET according to some natxonal and; agreed o B
plan to deal with various problems “and needs. Thus, A G S5 T.T: and " A

INIST have been establxshed and have produced several éx;cuatxer;y;pg~ ‘
the K.C.Cs.T.E. are projectéd but havemet ma;or cbstac1e§“?12verar N
L.E.A.8 have established local INSET coordznat1ng~commiﬁtees' '

7.1.P.S. Project case study describes thxs approach rn actloh‘ﬂﬁ“

110°
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-

- projections has muted criticisms and objections. More disturbingly,

v
) -
-

nationally sponsored project to examine the feasibility of an induction

- scheme designed to h2lp new teachers and, incidentally, to reduce the

impact of a teacher surplus on the profession and the colleges of

education. The Open University's INSET activities may also be considered

., as falling within this pluralistic notion: it acts as a national

-

influence on professional behaviour.

The simplistic notiorn that Britain has a decentralised system
receives its biggest jolt from the example of the contraction of initial
teacher training generally and of the colleges of education in partic—
ular. There has been no question here of teacher-control or organic
‘development: control has been exercised by the government through the
D.E.S.; the changes have been traumatic for many of those involved. -

In general, the apparent incontravertibiljty of the statistical

the struggle for a contracting market has led to some novel and
extremely unpleasant competition between colleggs and between both
departments and individuals within colleges. Only recently have the
traditionally moderate Association for Teachers in Colleges and
Dgéartments of Edycation3(A.T.C.D.E.) and the more militant Association
for. Teachers in Technical Institutions (A.T.T.I.) joined forces in.

the National Association for Teachers in Further and Higﬁer Education
(N.A.T.F.H.E.) to make objectidns to specific developments and proposals.
One incidental outcome of the contraction of teacher training has been

the widespread criticism of manpower planning techniques ia education.

R
»

2
o

The Imp11catxnn9 of a Teacher Surplus

\

A ~

The most 1mportant feature of the present sltuatlon is undoubt-
edly the dramatically reduced demand for teachers. The consequentes )
of this stark fact ramify throughout the educatyon system but even now
it 18 not easy to grasp or think through all the implicatipns. The
most obvious consequences are "that teachers face unemplé?ment, that

colleges have to close or contract and that many college lecture.s

. face redundancy. However, the particular difficulties of newly

qualified teachers have implications for the induction proposals.
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Wheregs comprehensive schools have commonly hal from ten to
i;, twenty, and primary schools up to six or seven, probaticners each year,
in future most primary schools will have no probationers and most
secondary schools will probably have less than ten each year. This
is because there are far fewer vacancies which in turn is due to the

3

declifie in both the pupil population and the number of resignations

by experienced teachers. (Orte can only speculate why this latter
phenomenon should be occurring now but at least three factﬂrs could
be relevant: the general fear of unemployment; the increased relative
appeal of teaching following the recent substantial improvement in’
teachers' salaries; an increased tendency for married women to delay
having a family, particularly in a time of high inflation and
pnemployment.) )

_ )

Whatever the reasons, there are going to be far fewer — possibly.
two thirds fewer - first year teachers in future. Thls should mean -
that colleges can be more siﬁéctive in accepting studenfs,f;rovided
that the demand for places femainschigh, that schools can be more
selective in accepting new entrants, and that L.E.A.s can ensure that”
more probationers are placed in sympathetic schools. In short, this
should lead to an improvement in the quality of new entrants and in
the experiences they encounter during their first year. At the
1nd1V1dua1 level, this will probably make only a marginal difference:
individual probatloners will undoubtedly continue to need reasonably
', systematic help from sympathetic colleagues.

At the levels of the school, the professional centre and the L.E.A.,
hovever, there will be substantial differences. It will no longer Se
viable to mount lnductlon programmes exclusively for, probatloners as '
‘éhaa been done in the pilot schemes. The role of primary school - teacher
" tutor, for example, could hardly be Jﬁstlfled for oné or two probationers -
in one year if there were to be none over the next three or four years.
The role would, however, be vxable if it were extended to include &

responsibility for student teachers on school practlce and’ INSET for

experlenced teachers. Similar arguments hold good at professional centfe
and L.E.A. levels. the whole exterprlse makes much more loglstzc,
economxc and professxonal sense if the traln1ng act1V1ty~1s séen as a
continuum and, in particular, if induction is seen as the foundatxon

year, and an integral part, of INSET. Cu R ‘;ua

®w e

’
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Releasa for INSE‘I‘ is of central mpoztance both for its own sake
und for its mphcat:iorns for t;he sxtuatmn caused by the reduced demnnd
for 'taavhers. The Whlte Phper supported r.he James Comz:tee in proposzng
& 32 release for INSET, mciudmg mductmn, and all the pro;ecnons fot
gha_ future size of the teachmg ﬁotce ate based on the premxsa t:hat:
12,000 teachers m.ll ‘be neeéed to make thm posnble. As zwe have seen,
the* 252 reduced teachmg load for probatiopers was the most valued
futu!:e of the pilon induction acheme and there is general agreemnt: Do
that: release. is vxtauy :.mport:ant for INSET as a whole. o - : "_{ “‘.’,i-

o e - X . . .

In a siﬁuation of teacher éixiplixs, 31 teacher release for: INSEI‘

e

mcreue: t:he demand for teachers by 12 000 and thus reduces tetchea;’ v B
uneq:loyuent:. As far as the colleges of educatz;.op ar:e concetned,;it . “‘;

reduces the number of lecturer redundancxes by :.ncr;eas;ng the nunbex; ) ‘
of mitial training places and by makmg the vhole msn'r »exerb:.hm viaBle.

The latter point is espec:.ally important: at préuent: the colleges' task . o ,
of plamm*xg INSET courses to Justzfy the ret:ent;.on ‘oﬁ zoz staff n o St
J made doubly difficult because they cannot count on t:eachers bemg '
teleand to atteénd their courses. . . ‘,» '. oy

N e

""""

of che build-up towards 3z release but t:hxs must depend on st.he ,economm ,,» ‘
sitdation at the time. When tile Whu:e Paper vas. J.ssued the fig;res 'for
both teacher supply and the economy. were in t:he,,ascendant.. | In j::ilg '.'{ B
preunt economic cr.:.s:.s,:the problem facmg t:he govex;nment 13 c‘g’f:md .o
& way of ensuring that the 12,000 teachetn allocat:ed to mpleunt _the;r
INSP.‘L’ propouls are actually employed for thxs purpoie by the "lg\c?:ul‘.i

&uthorit:ies. 'Ihe present block rate support: gtant 3ystm allowu

Lo ?V§




4.  Rationalisation of INSET provision :
, - . 3

o Given the under1y1ng economzc crisis and the teacher surplus a

- key target over the next few years will be.the ratlonallsatlon oﬁ

resources for INSET. As far as providing agencies are concetned, this

is likely to involve them in a process of self-appraisal to establish
' ﬂi .. how best they can contribute to INSET. '

Some university schoals of education, for example, are already
T considering just what their distinctive, and possibly unique, role might {"’
be. Taylor, 1975, has posed the issues in the following terms:-

o
¢

1t might be helpful if we ginst Looked.at what we g
see ab distinetive in the nole of the umue}way in the o
improvement of teaching, and had some diseussion about
| the benedits and costs 0f focussing own hesourced moxe
" “ nanfwwty. Such distinetive elements include a major r{.;“;‘,
. investment in hesearch, a conmitinent o the oniticat g
' evaluation of the conventionak wisdom 0§ education,
‘the genenation and assessment of new practices and
ideas, access to high-quality work An the social éc&.enc_e& -,
and humanities and an ability to bring this to bear upon
educational problems, the facilities and expertise we '
have in educ&/t‘éng and thaining men and women gor special- o
ist and senion noles 4n the education service, considen-
i able greedom in cowrse planning and provision, and a
position of independence, vis a vis anploymg bodies and Lo
e T teachens' organisations. | K_ ’
Lo , : 14 universities aghee to accept some of the "cwvient A ‘
proposaks ok new patierns of hegdondk ongwwwtwn,k and
deaide 2o concentrate attention and hesouniced. upon ; "ahe .
advanced studfes and neseanch that corwtbtu/te thein mut ‘ g
S w&ng,twe contribution, will Zhis At)teng«then ok weskeit - Y
B the influence they night othousise hope £ have upon the C
‘ evolittion of educational ideas. and whiat. gou o, Ac}tdal. T
and Lectune room? - What Ressons are £o. e Leanat in. tlws . Lo
_nespect from experdenced in Scottand. and s0me o the. ’
COnmomeaf/th counthies? Af what poupt daeé xan attentpt

Se e o m TR




. to wiintain o majon wvoﬂvemewt An cowuse uw&cdazcon,

R M’ima&teachm education, m—bemu.e umng “and

o lcegwna.?. coondingtion Limit lw.thm zthan erhanice the
‘efhectiveneas of the university. conmbux:con? o g
the o.thm hand, mx,gh«t that conuébu.twn be, dwum&hed L
by a uuuwgneu 20 nand baz.k a‘.aa luzaddy ﬂlwmwthe. v

¢ onganisational and quasi-political. wvo£vement6: tha.f o

>

have chanacxwzed tha pou-McNm e)uz? TA 'Auch

o ’m,« ,\i,,‘ v <

- W !tk} A

concept. As soon as attempts were m;de to g:.ve instthtzonei ex?i-euion

to gghe ptofeauonal cent:re concept, t:wo broad ,types emerged. . Tl
t:ype siuply involved the desxgnauon of the whole or pttt of

\.M-, &

: of educdtion or" large teachers’ centre a8 a ptofesuonal ‘centre. In

N \‘r »

R 53
= 'I'ucheu' Centr?md several colleges oﬁ educmr.mn wereseach engnate

u profesnonal centres, The second t:ype mvolveq tl}e desfgnat:io .of‘_‘_
appropriate local or regzona}. resources as what maht; per be@the o

county were designhted as a professional cem::e,, The onsinal Ja

in terus“of atafthg, equ:.pment:, la.bfary faczlitzes etc; before ;Ehey

could be recognised as profess:.onal cent:res by t:he ;Sroject:ed‘: ARcsional

Coordznat:zng Comit:t:ees but thxs condartxon has now been droppe& -
nov far £rom clear what could or ought to constimte»a profeslionaf

”

t

llC éevelop mte or iess aibng preunt Imes, .
qcy ocm:‘ Ihus; ehey ui‘u grobab‘ly contmue» td




1' X provition of short courses, opportunities for small scale curriculum

IFERRRALRE NG

LSRR chree peoyle on - scale posts ana coordm;t;ed by‘ & &e t:”“‘h!&d* “Many

-

dwclopmnt, and d:.ssenunat:.on facilities for national curriculum
ptojectl. Ecanomic ptessures will probably lead to steps to tat:.onalise
" #nd cut-back on teachers' centre prov:.smnl Some smaller centres may be.
‘cloted, gome teachers' centre wardens may be made part-time teachers as
11. L.E.A. advisers w111 probably look mcreasmgly to teachers'
centtes as the natural base and outlet for 't:hen: INSET activities. .
Hxlea, 1975, identified three distinctive characteristics of teachers
céntress teacher control; smallness of size; and organic rather than
. centrally planned development. Taken togdther, the factors outlmed
. above could represent a sxgm.f:.qant change in these three frfundamental
characteristics. , ‘ o
- ‘ . .
Moving to the school level, the major INSET mnovat:.on proposed
by the Janmes Committee was the profess:.onal tut:m:. Lla the ofiic.:.al p:.lot
schemes they have been renamed Leacher? tutors and testtmted to 1nducci.on
but the other two aspects of the role ~ initial trainmg of student
teschers and in-service training of experienced teachers = are being tried
out in some 'unofficial’ schenes. The first thing to be said abdut. the
mplementation of this 1nnovat1ve role is that it has generaced 8 very
ptoguctn.ve debate about the problems of training probat::.oners and aboudt
the needs of the trainers themselves. Inmy view, this would not have ;
happened had a separate and novel role not been created and had, say,
heads or deputy heads smply been asked to take on the dut:.ei of a
hypot:het::,cal teacher tutor. The fact that over 500 teacher t.utors had
to be trained for this new role in the two p1lot areas has added a
significant and challengmg dimension to out understanding of Fhe pg:q?lqns
and opportunities presented by school*coo:dmat:ed 1n1.t:3.a1, in&u;;ﬁion and -

in-gervice training.

-

~Neverthe1ess, m t:he long r\m it may be better tc re-appra.ue the
problem by 8efining the staff deve}opment tasks vh:.ch need towﬁe done A
the school level and by identifying the people within the lch&”l who cm L
bast: caxry them out. 1t any -one pexson is gomg to be*“::espmuiblm.K fot
a)l three aspects of tHhe role, t,he.rs it will probably"be
deputy he ul lgvel. In a largg school, hcwevez:, one yexsop 'cqul‘ ;
pouibl.y do Juatxce to theae dut1es ahd tcarty a, 501 Eemhingllo i

' a schodl nq.ght establish a scaff development ﬁeam, cqn:mt:ipg £ t:s;o‘ or . ¢
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schools could extend their existing arrangements for staff development
along these lines, at little extra cost. The crucial step is the specific

allocation of duties within the' framework of an overall school staff '

. 1A ‘
development policy. -

.

' A second major issue at school level is which of the INSET activities

identified in the conclusion to the case s\tu‘dy should count against a
teacher's release quota. Internally prov:.ded INSET will usually have as'
its main aim ‘the improvement of the system (iee. the school) and as such
1t: should not, as 4 rule, involve much re-f;as‘e. or count against ent:.t:lement.
It should, however, be the profess:.onal r.esponsxb:,hty “of | jevery head and
school staff to ensure that it takes place within a coherent policy frame~
work. By extension, it _should also be the responsibility of every L.E.Ad
to ensure that its schools have such a paolicy. The main type of INSET
which sht;uld qualify for and count against entitlement to release will,
@:herefore, probably continue to be externally prov:.ded activities of a-
substantial nature i.e. one term full-time equ:.valent or more.

+
.

Flnally, the- contnbutxon of other agenc:.es and methods z.n INSET
is, at present, inadequately researched and their potential 1nadequate1y
- thought through. In particular, the role of distance teaching using

.

mass media ought to be more thoroughly explored and expleited.

i

5. Features of Good Provision

’ Although the conteut of INSET necessarily depends upon’a variety #
of paz:ticulax; local or specific factors, there is some agréetqex‘xt at

national level about*,.c_enta’i;l desirable features of good INSET provision.

At L.E.A. level, the following are considered desirable: the formylation .
.of & coherént L.E.A. policy on INSET, including induction; thela’ppointment
of a senior officer, usually an adviser, to coordmate the :.mplemencatz.on

of this pohcy, the adoption of 1dent:1f1ed INSET dp.ys ‘as a parr. oﬁ t:he,
pohcy. Similarly, at school level, the followmg features ate thought

to be desirable: the formulation of a coherent school IHSET pol:.cy, t:he

ap}minmnt of a «.oordmator, usually a deputy hend ox tetchpt t:ucor,

INBET days w:.thm t:h:.s policy.
ularly t:he colleges of educat:mn, thete u a t:rend t:amu:d

f‘~;




appoxnz:unt to the at:pff at a fairly senior level (e.g. dean of facull:y
oI deputy principal) to coordinate the college s INSET ptogz:o,me.

At national,.local and school level there is a need to clarify the
role of curriculum development im INSET. Im particular, the financial .o
~and logunc mphcatxons of the latest Schools Council policy have yet »

to be thought through. § . P
- t

6. Consultatxve and Planmng Procedures e

g

‘

’

[N

¢

t

One of the most sxgm.f:.cant: recent mnovat:.mns in the framework of
TNSET has been the establishment of consultative and planning machinery l o
to ensure cooperat:.on between the three main interest groups - L. E.A.8, s
providers and teachers, and to presexve. a balance between employer and

system needs on the one hand’, and professional and individual needs on '

the other liand.

At national level the ACSTT and INIST committees have been success=
fully established but the gituation at regional level has béen complicated

by related developments of a political nature. ,

Machmery at local level has.been established m an ad hoc fashion

and is made mor
smployers and providers.
rationalise and reach agreement on: .

a)

b)

At'. school hvel, certain heads have established staﬁf INSBT
co-ittus and. other Bchools w:.ll be encouraged t:o int:rcduci sone
ci-ih’x‘ or alternat:xve proceduté. IO - L ,'; Y

| : .,

}

!

!

e confusing because of\the dual role of Ls E.A.8 as
In the future it will probably be necessary to o

the. respectxve roles of L.E.A.S, provuﬁng agen_gxes nnd
teacher associations in relation to three main tasksi-
teacher telease, INSET provision and the coorq;mat:.on .

'

of INSET at local area level;

i

the respective functmns or powers (i.e. who hls exec~ - o
utive, pover and vho has adv1sory pover) Fﬁ'wt;he i:htee S

main interest groups n\ relatxon to chese thtee~main

€

a * » - ‘
-tasks. \ L ) L L “ o
N § - +

4

“ " 5, R
"o 5o ot

.
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7. ‘Philosophy of INSET ' .

’Until recently there had been very few attempts ‘to devise a
phxlosophy of INSET and INSET activities had therefore been.essencially
atheoretxcal in the sense that they were not rooted in any theory.

. However, since the James Report and the White Paper, discussions about
INSET have tended to d1st1ngulsh between two sets of needs =~ 1ndiv1dut1
| B <
e

(a) The Professional Development Approach -

-and system. |

As was argued in Case Sthdy 5," INSET has tended in the past to
consist primarily of externally provided, of f-the-job courses fox ¢
individual teachers. The 1mplic1t rationale for this approach was that
o INSET should be aimed first and foremost at the education and trt:ning
' of individual teachers and that the systam would necesaarzly benefxt

as a result. This stress on the 1mportance of the. profesuxonal develop-
ment of 1nd1v1duals finds its uﬁ%ﬁ?recent expression in the trxple I
t:aining contlnuum (initial, 1nduct10n and in-gervice) concept ard in
the first dxscussxon paper produced by the national INIST cqmnigtee
which outlined a career profile concept as the basis for INSET..

*

As yat there have been few published attempts to relate the

. professional development approgch to continuing o¥ !ecurrent,Education
for teachers. It has generally been assumed thnt.they are sinilar and
that there is no necessary conflict between an individual's persnnal
and préfeesional educational needs.

»

(b) The System Development Approach

.
3 »

The principal alternatrve to the professional development spproach
was ‘described briefly in the final part of. Caae Study 5 wherd Bbyle 8.
1973 arguments were outlined. The essentltls of thii“s&stem development

RN Ay

or system focused appr?ach are that INSET should focua on 3roupﬁ‘lnd ] .

innovations within ‘the school and ghould :eceive outn.dez :up\:«m::‘L nrmt,
1972, has descrxbed the way 1n whzch thxs can hnppen nnd le,’1975, hns

-."‘

The systen development gppronch is rootad ;n~a'ptnﬁicql.:%
"of innovat:ion which has perkmps baan m:&‘ cqgently ekbc“tq& by

e




.

k)

has to be nurtured and developed if effective inr'i‘or,vation is to, tike‘
“place. More recently these ideas have been developed in a Buropean
context in the C.E. R.I. 'Creativity of the School' Project.

The appeal and advantages of the system development or school~
focused approach in the U.K. are evident, ththhstax\dxgg t:he relatively
umophistzcated techniques which it currently employs. “‘Neverthelesa
there are dangers in overstressing it at the expense of professional
development, not least that it could lead to employer dominated INSEI.
The importance of striking the right balance between the two is there-

fore paramount.

»

INSET Trainers: Credibility and Training Needs /
One of qhe main reasons for the appeal of school-focused "INSET - ”

is because out:sxde experts frequently lack cred1b111ty with classroom
teachers and school-focused INSET appears to provide the ideal opportunity R
for excludmg them and including other teachers as course 1eccurers ete. S

This credibility gap exists to a greater oO¥ lesser extent with all

external trainers, including L.E.A. advisers, but it is w:.dest: of all

between teachers and college lecturers. The latter are mvar:.ably
labelled as 'remote’ and 'theoreticians' with little practical knowledge

of contemporas;y school situations. . : .. X L

How far these views are based ‘upon stereohyped thinking is
debatable but they are cercaiply widely held and have to be taken into :
account, particularly in a situation where many lecturers face. redundmcy. ,
Serious thought is, therefore, currently bea.ng given to ways of providins N
opportunities for college lecturers to renew their schiool teach:.ng exper—
jence and of enabling them to demonstrate their professional coupetenca, .

LN weld

fq: example in joint curnculu,x_n development ex%rglsis in sch::gls.

. There is, however, -a moxe general phenomenon whlch is. impOrtant't
there is cohsiderable ind:.rect and mpress:.omstic ev:.dence t:hw uchoolt \
“are taluctmt to seek external help or consult:ancy Qf .tny kind or to )
-ouse it if it is offered. (Th g, éha:actenstm is,y oﬁ course, ot
cxclunive to schools: university depautmenf:s of educltiom;, fot ins ance, ‘

are not noted for their readiness to seek external hel‘:when t:hey b
'upon major innovations?t) “Yet, alr.hough n: posea ma3or:practical C

. thsoxcﬁical pro&lem.s for those advogn:

- e ..
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'general, the introduction of ‘training the trainers'-courses is a

\with certain of che ‘U.Se Teacher Corps programmes could hardly be -

.‘training trainers at all levels of the system,

A ~attempts to evaluate INSET. The Teacher Inducciou prajcct is cxceptzennl
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are based outside the schools, there is little publighed evidence_that 1
these problems are being faced in training courses for externa1<£taineta. :
: ‘ A . R . 31
‘Until recently, there were, in fact, hardly any syscematlc ’ .
'training the trainers' programmes and, even now, they are few in
number. Many universities did see their, M.Ed. courses as a means of . -
INSET for college lecturers who wanted to teacﬁ on Bachelor of Education ' ol
courses; and the preparation’of courses for C.N.A.A, validation has ’ fé

ptbvi&ed‘a very powerful on-the~job training experience. But, in

post=1970 development. Eraut, 197@, describes a very carefully designed &
and piloted programme, but this is scillﬁiﬁéeptional. ‘Most advisers,
teachers' centre wardens, college lecturers and university lecturers
have received no such training although progtammes are being develope&i

-

However, even where chéy dd'éxist, training the trainer programmes
tend to rely upon tzaditional methods, The- early courses for ‘teacher
tutors in the L1verpool and Norchumberland pilot schemes; for instance,
made little use, of mlcro-teachxng or 1nteract10n analysxs. The contrast
aharper in this respect. Partly this lack of technologxcal sophxstxcation“
is due to & deep~seated scepticism on the part of teachers, heads and
advisers about the value of such training; in particular, lnxgxal or
preparatory traxnlng schemes are received dubiously. However, the
pilot schemes prqude a good example of the way practical experience
has led to a recogn{tion-of the usefulhess of on-the-~job training and
support for tutors and to the serious exploration of more effective
training techniques. It may well be that che U.K. is on the verge~o£
& widespread récognition of the importance nf effective programmes for

INSET Evaluation ahd,Research . R

-

To date there have been very few pub11thed accounts oﬁ tystemntzc

in tha: it had an evaluation' conponent builc in.from the ttart. Ihm .
problell cnconnee:ed by evgluators in, this fxeld “‘ﬁigf°'ﬁ1y :pqikinz._
Ver siuilan to those faced by curnlculum evaluators nndAactioh‘reuaardhcta.




Classicsl e;:perimental designs are usually inappropriate and the alter-

_ native evaluation strdtegies which have been devised tend to be crude

e and unsophisticated because of the problems inherent in the task. There .

is now some consensus ashout these problems and about the necessity to be

satisfied with alternative evaluatlon strategies (vide Parlett and . e
‘ Hamilton, 1972). e

Nevertheless, there is a clear and urgent need for reaeérch into _ \
the identification and improvement of INSET evaluation methodology at

two levels: o

a) for large scale and external evaluation by full-time regsearchers; . .

b) for smaller scale, internal evaluation by INSET providing agencies.

S Ko

With respect to (b), the twofold need is for simple and straight€orward
sethods which can be used by INSET practitioners for formative and Lo
suamative course evaluation and also for self-monitoring of the wprk RS =

of the providing agency itself.

There is, however, an even greater need for an improvement in - \-
the INSET research bnse at national 1eVe.1‘ at present there is a senous ,
lack of information and research about vitally important aspects of '
msar. Comprehensive” nat:.onal information about INSET is now ten years
old and, in consequence, dmproportxoxmte reliance has to be placed upon
sd hoc local and individual research. . Strategies 'and procedures will

soon have to be devised for the regular collection at national and ~

regional levels of the following sorts of survey datai-

a. Available Resoutces - staff (e.g. teacher advisers)

institutions (e.g. teachers' centres)

methods (e.g. simulation faterial) S

b. Ongoing Activities - especially ghort courses ‘ ; .

school-based ‘activities o,

distance teaching .

c. Evaluation Procedures . ' T
C d. Consultation and Planning Procedures e R S
SRS - e. Regearch and Development Activities - o

L £. Costs - ©

g. Teacher needs " o R T

[

- ta ¥

System needs : 122@ .. ) . o R
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More fundagentally, a national policy and strategy ought tc be
devised for the identification of INSET refearch needs and priorities,
perhaps under the following broad headings: <,

P . .
a. Information collection (of the sort outlined in (a) to (h) above);
b. Research and development. .

&

Exsmples of work-'falling under (b) could include a focus on training the
trainers; training of administrators; materials development; and training

for participation in decision making within schools. '

implications for Policy
S ]
o

All major sections of professional opinion in the U.K. are now
publicly committed to a policy of expansion and improvement of INSET,

incfhding,induction, broadly along the lines of the 1972 White Paper

proposals: the task is to find the means of implementing this policy.

The essentials of the task are clear. Central ngernment has
Tesponded poslc1ve1y to the teacner surp;us by agfee1n5 to 12,000 teachers
and 2023 of college staff being available for an INSET policy based upon
k) 4 annual.teacher release in 1981. 1If this policy is to be implemented,
local education authorities must feel able, and be prepared, to finance
both the release of 3% of their teaching force annually and the employment
of the necessary repfacement teachers., This, in turn, dépends'upoﬁ the
heads and teachers ‘in individual schools beitg ready to give this use of
teachers priority over, for exampleé, the reduc}ion of class sizes. The
fundamental obstacle is; therefore, one of monéy and professional attitudes,

+
?

Within this broad policy framework, certain other'major tasks

remain. An appropriate and adequate theory or philosophy of INSET has

. to be devised, discussed and agreed. It will have to strike\e balance

between individual and system needs and will probably give greater
epphasisjtc the latter. This may well be done, for example, through
school-focused approaches which are generally considered to be more
relevant than traditional eﬁéérnally provided, off-the-job\actiyitiea;
to offer greater scope for effective improvement in the system; aud,
finally, to:offer no setiousvthrea; to individual professional develop~-




ment; -approaches. Experience could lead to a change of view, however, o
.ar_ui;fo: +his and several other good reasons, a p}uralistic approach to
- INSET is désirable. - ) ' g

The main practical tasks ave to ensure that a rational and

efficient use-is-made of available resources, particularly in the

»'
providing agencxes. This, in turn, will require the establlshment of
appropriate planm.ng and consultative machmery at nat:.onal., regional;

sub-regional, local area, providing agency and school levels. ) .

& . } ‘ -~ W .o
A vitally important-ongoing and longer term task for these
planning bodies, particularly at national and regional levels, will be

to' establish appropriate procedures for collecting INSET data and deciding
on prior}ties for INSET research and development work.

¢~
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