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ABSTRACT ‘
The means by which different delivery strategies can

be matched with or made to accommodate té different inservice goals
are discussed. A framework for assessing when one delivery strategy
is more appropriate than another is provided. The framework for
planning inservice delivery outlines distinct but complementary
strategies that focus upon three basic and related goals. The first
of these goals is to enhance adult cognltlve, intrapersonal, and
interpersonal development as it impinges upon teaching effectiveness.
The second is to alter environmental (school) conditions that impinge

" upon teaching effectiveness. The final goal is to improve teaching
effect iveness directly, especially by altering teacher instructional
behavior in.situ.: Teachers in this prograk engage in differernt forms
of inservice to achieve these different goals and select their goals
on the basis of their personal assessment of needs. Altermative
strategies for the delivery of inservice educatlon are con51dered
necessary to achieve a comprehensive program. (JD)
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., Overview

N Inservice education is a multifaceted complex endeavor. ‘In a recent

'article, Leonard Seaiy (l978) discusses the LaleidOScoﬂic nature of pro-

fessional development.; He notes that aspects of inservice such as governance

- . - P

¢ , _ : : \
.questions or matters of rewards and -incentives are=commonly focused on, but
: v :

‘ s . {
' the relations -among the vhrious dimensions of inservice rarely receive f

PR
’v‘

adequate attention. . Sealy concludes.by stating,. "The elements (of inservice

\

education) are obvious, and now we can proceed with the task of finding some |

¥..
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patterns. Beware of the person who says this 'is the way to do it." B

We will attempt to answer Sealy' s challenge to identlfy p0551ble relations

!\v

among the various dimensions of inservice educatlon. We will also heed hls K

. A ) :
: - o b
warning. The relationéhips explored here only begin to ex

[ FL R

st the existing

possibilities, Thus, we offer this amalysis as a‘catalyét for further
thought by those who are trying_to‘understand how nore coherent andjefféEtive
‘forms of'inserVice can be achvieved.'~ | V;Y 4 ."~? b ’

) In this Paper we illnstrate how differzht deltivery strateéies can be

matched with or made aﬁcommodative to different inservice goals. A'framework
for assessing when one delivety stnategy is more appropriate than another is

provided. This framework is debeloped through an examination of p0531ble'

interrelationships between dimensions of adult deVelopment, organizational

development, and pedagogiqal developﬁ%nto»'Put another way, different etrategies

are needegd if one wishes to ensure the psi%hological,well—being andAcontinUing

'

~
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- development of the teacher as a person and ‘the school as*a dynamic organization .
. Qxﬁv
L]

as well as altered instructlonal behavior.
Thus, the framework for blanning inservice delivery outlines distinct

»

but complementary strategies which ‘focus upon the folldVing related goals:

Y . - : 3 - ' ’ >
S .




1) enhancing adult cognitive, intra and interpersonal development
which impinge upon teaching effectiveness,

2) altering environmental (school) conditions which impinge upon

teaching effectiveness and,

:3) improving teaching effectiveness directly especially altering

teacher instructional behavior in situ.
Thus, teachers will engage in different forms of inservice to achieve these
different goals. Certainly, there'are times when what we call inservice
would apéropriately address one's personal, psychological development. The
reasoning here is that adults continue to develop along several dimensions
just as children and adélescents do. 'Development' is not something which
suddenly stops at age 18; adult devélopmgnt is a valid, if not fully
understood concept. It is also cleér’thét-oﬁe's 'stage' or 'ieyél! of moral
and cognitive‘dévelopment would ?ndeed affeét how one teache§ é;;ﬁ?t least,

Y

: préfers to teach. Since data suggests that not all adults, in?lﬁaing

N

teachers, naturally progress to 'higher stages’ of development, then it

¥ .
appears apprdpriate that well-conceived programs of inservice attempt at
times to further basic psychological development or at least assist teachers

with clearer insights into their basic patterns of thinking and belief

systems. Likewise it is easy to see that a variety of organizational factors

‘can considerably influence what teachers do. These factors can eit&er

enhance or constrain against effective teaching. The frequent lack of

-

transfer of teaching skills, obtained or practited*ib controlled settings,

to the more complex dynamic of the classroom amply illustrates our 1ack of

- - .

sensitivity to the power of organizational factors. '

In a recert survey.(Yarger, Howey, Joyce, 1978), it was clearly

kS
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documented that forms of inservice which addressed these two aboye concerns
were relatively infrequent. Less than 1 in 5 of the teachefs in this study '
engaged in inservice embedded in or related to onec's work situation on any
regular basis and eﬁen.fewer reported opportunities to pursue inservice
designed to enrich personal development. Even when inservice is provided
external to the school site with the intent to address siﬁe specific needs,
it is rarely accompanied by on-the-job follow-through. As few as 6 of
the teachers in one state reported that inse;vice follow-through was
regglarly provided. ‘It is not surprising then that only about 1 in 4
persons report that the inservice which they are involved with is consistently
éffective.
It was also clear from the study that teachers commonly perceive other
~ teachers as the most helpful instructors for inservice which is embedded
in the work situation. About two—thirdsrof‘the teachers in the studj report
this‘preference. It is likely that they hold this view because they rarely
seé anyone else on a continuing basis struggling with the realities of the
school envirbnment. However, while teachers may prefer other teachers to
assume l;édership within the school context since -they have the most
familiarity with it, there is little evidence that they fully understand the
complex sghool culture themselves or, if they do, fhat they know how to
improve 'it, gives rather ;bdurate and stéble school conditions over the years.
‘Teachers in the survey, for example, were queried with respect to a
numbef of possible arrangements for engaging in more inservice during the
‘school day. The great majority of teachers viewed every scheme which w;uld
free them periodicallyuauring the day to engage in inservice most favorably.‘

Yet, these same teachers reported that tﬁey rarely engaged in inservice at_
# .

N
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other than late afterncon and evening times or during the summer. Changes

& ) . ,
in the organization of the school to support such desired practice is simply

»

not a reality. Thus, we have an acknowledged desire on the one hand for

more inservice which will address personal and organizational concerns and
a documented 1ack(of adequate responses to these concerns on the other.

Adult Development (

'One can make a cogent argument that one's level or stage of basic

psychologiqél development predisposes to a large extent the wity one thinks
aboﬁt teaching or behaves as a teacher. A number of sgudies have indicéted
for e#ample, that individuals who are measured as having more abstract or
advanced abilities in the relational processing of information (higher
conceptual lévels) demonstrate greater behavioral flexibility, a wider

spectrum. of copying behaviors and\a greater tolerance for stress (Hunt, 1971). p

\ .
Certainly these latter attributes to some extent differentiate effective v

¢ Vs

and ineffective teaching especially in a dynamic and changing social system.

The inservice goal of adult cognitive development can be addressed using

David Hunt's theory of conceptual development (Moser & Sprinthall, 1971).

According to Hunt (1971) conceptual level refers to the degree of complexity -

-

of information processing and the degree of interpersonal maturity. The

degree of complexity of information processing is viewed on a continuum from
concrete, limited interaction with stimuli to abstract, adaptation within a

Interpersonal maturity is viewed on a continuum from

.

changing environment.
an immature, unsocialized stage to an autonomous, self-reliant stage.

Since low conceptual level individuals appear dependent on external

standards and concrete and categorical thinking, and since they are generally

less capable of generating their own concepts, a more highly structuyred



environment 1is desirable. ‘Converscly, high conceptual level individuals
are more capable of generating thelr own concepts and can integrate standards
on multiple levels. Therefore they require less structure from the instructor
or the material.

This theorectical framework provides a base‘by which adult cognitive
development may be confronted.

The University of Minnesota/St. Paul Public Schools Teacher Corps Cycle
XII conducted an‘inservice program utilizing a derivative of the Hunt model.
A basic goal was to enhance the cognitive development of indiQidual staff
members of the sit; school. The model used was develope& primarily by‘
Erickson and Eberhardy (1978). This developmental approach to inservice
‘incorporated the work of Jean Piaéet (cognitive development), Lawrence )
Kohlberg (moral development), Jane Loevi;ger (ego development), as well as
Hunt;(conceptual development). The model is based on the assumption that
good teachers are also good students of human development and eQen more
fundamentally that adult development can be promoted to highér leyelskof
complexity if proper conditions are set . Semimars, coursework, Qiscussion
gfoups, and materials such as books, films, and posters were provided to the
staff with the intent of enhancinglpﬂe cognitive‘déye%opment,of thé
individuals. 4 |

‘Other conceptions 6f,adult’development havé’potential applicgtion to
inservice programs as‘weli. For example, Fohlﬁerg (1966) and TuFiel (1966)-
discuss adult changes from the perSpebfive of moral development. . Chickering

(1969) addressed ego identity'gevelopment and Witlie T1977) identifies A

critical life issues. ’ CL



.teaching affectiveness.
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Organtzational Change
Altering environmental (school) conditions which impinge upon teacher
development can be effected via organizational development models.  The

theoretical constructs of Hersey and Blanchard (1977) allow onc to systema-

.

tically study the growth pattern and level of maturity of the organization.
Upon discerning 'the culture' of the school an appropriate leadership style
is adopted to increase the productivity of the staff. In this situational
leadership model, leaders such as key teachers might reduce their task
behavior and increase relationship behavior until the organizatiog reaches

a moderate level of maturity. Thus, as the organization moves to higher

v /

s

levels of maturity, it becomes app:opriété for leaders to decrease both task
behavior and relationship behavior. When an appropriate match between leader-

ship behavior and organizational maturity exists such factors as communication,
R

peer relations, and tapk orientation of the organization could all enhance

Another possible approach to confronting organizational development is -

N

the Cohcerns-Based Adoption Model (CBAM) developed by Hall (1975). The
CBAM focuses attention on the dynamicé of the individual 'innovation user'

within the organizational context. Two key dimensions of the innovation

d

userrare identified: 1) levels of use of the 1nnovétion ranging from non-use,’

orientation thru integration and renewal and, 2) stages of concern about the
. /

innovation ranging from awareness and informational thru collaboration and

refocusing. The underlying assumption of this model is that the adoption of
‘ b AN

‘innovations is a process rather than an event. Innovation users progress

in their knowledge regarqingithe innovation and their 35111 in using it as

. : Toe
well as progressing through stages in terms of feelingg andF@phcerns a?gut

\

N
*
7 v 1 - ]

2’
K

R ]
\

-
<
*a,

-



O

ERIC

A ruitoxt provided by ERic
.

/

the Innovation. Throupgh the assessments ()t teacher concerng a clearer under—
R N ]
standing of the extent to which the funovation is used, organizational

conditions can be altered accordingly and the actious of teachers int luenced.

Other models of organizational management exist as well. MceCrepor's

/
(1960) model stresses assumptions about human nature. Argyris (1971)

'includes interpersonal competence in his model and Herzbery (1966) discusses
notivation and hyglene factors.

Rcdag(lg_i_c__al Ch_:l__n&g

There are numerous approaches to altering teacher instructional behavior.
A common approach is a clinical supervision approach. Goldhammer (1969)

developed a prototype of clinical supervision consisting of the following
4

five stages; 1) preobservation conference, 2) observation, 3) analysis and

strategy, 4) supervision conference, and 5) post-conference analysis. This

scheme 1is specifically designed to alter instructional skills of teachers.
 Another framework for altering instructional skills has been developed

by Joyce and Weil (1978). They identify three major families of teaching whicﬁ

include social models, personal models and information-processing models.

They outiine alternative teachipg strategies such as inquiry lessons and

non~directive coufiseling approaches. Many other models ranging from micro-

5 .
teaching to competency-based approaches to teacher education are employed in

addressing teacher instructional behavior. ' "

,

Too often, however, inservice programs have identified only one type

of change (i.e. altering adult cognitive development or altering environmental

a

conditions or most likely altering instructional behavior), as,their goal
. _

and have met with varied dﬁgrees of success. The interrelationships of the

varioys goals and purposes of inserﬁ&ce\mustfbe considered first. ~ Figure 1
- . o - 3 -

¢
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diapgramatically shows the viatous intcersections of the aforcment ioned yoals,

FLGURE 1

Environmental
(School)
Conditions

Adult
Cognitive
Development

Teacher
Instructional
Behavior

It is obvious that the center portion.of the diagram represents the

N +
confluence of the three major types of desired change. It is also obvious

{

that each of these three goals or types of change can be addressed'indepén—
N _

dently, yet hopefully with an appreciation of the relationships with the
other dimensions of the total program. For example, ighthe cognitive

developtment of an individual was sufficiently enhanced so as to allow the

e

individual to accommodate greater levels of complexiﬁy; then a different
.,

i "~y

approach to altgr‘teacher instructional behavior would be appropriate as

well. ~ . -

- » | 10 .,
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Time  does not allow turther discussion ol the varfoons areas ol overlap
]

fdent (tied in Figure 1. R{{tllgt', the retadnding portfon of this paper will

exanlne each ot the three basic goal-types in terms of how various factty

of ifnaservice might be differcntiated to achicve these difterent goals,

Some Baslc Elcmvn’%s of Inscrvice !

The inservice literature s replete with discussions regarding the
assessment of needs, appropriate fnstructlonal formats to meet the needs,
incentives to ensure appropriate involvement, documentation and evaluation
efforts providing feedback to the variocus canstituents, governance structures,
and management schemata. All of these elements are integral to inservice

programing and how they are addressed is contingent upon the goals of the
< 1]

program.

,

The brief aforementioned examples indicate the diversity of the goals.

From the perspective of program development the various goals must be
>

approached via different modalities. The elements of inservice education
mentioned above (assessment of needs, instructional formats, incentivcs,
documentation/evaluation, governance, and management) are in many ways con-
tingent upon the goals of the program and indicate the way in which inservice
is to be implemented. For example, an inservice program stressing changes
in instructional or pedagogical behavior wopld attempt to ascertain\épecific

skills and the general skill level of the staff. Whereas an inservice pro-

gram attempting to alter the adult cognitive or intra- and interpeIsonal

development would attempt to ascertain the development level of individuals

and therefore conduct a radically different needs assessment. An inservice

ey

program directed at altering the environmental conditions of the school

1

which impiqge on the teacher would take yet another tact, an organizational

ERIC
| 11
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development approach to ansessdoe necdss Payare D provide s aomators ot
cxamining how approachen to ditteoent inservio e voals wonld vy to the
. -~

extent that each ot our three major variables are considerod.

FICGURE 2
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Environmental
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Change

Needs Assessment

4

The preceeding paragraph discussed the need for alternuative assessments
of need. Too often the structure and/or focus.of the nssossmontvmodcl/
instruments severely limit what 1is assessed. This process then becomes in
effect "the tail wagging the dog." Inservice goals should guide the type
of assessment conducted and it is likely a single type of assessment is
often'inadcquate to 6btain an adequate unersianding of inservice needs.

» Adult cognitive development, for example, has been assessed by using a

’

varicty of methods. Hunt's (1977) Paragraph Completion Method is a

e 14

‘7.1:; ‘ Nv



|

11“\ ) . -‘ 1‘

; relatively short (15 mlnutes) innocuous tool” by khleh cdnceptual compl¢x1ty
7y . N -
T may be assessed. A more comprehenslve batter/ of testS<(Kohlberg s moual

-~ v .
- _;'v_emmas, _I-lupt s paragrap‘%m}pletion gnethod fpr.conceptual complexity,
v . ! ‘ . .
, Loevinger s’ sentence stems, for ego developments etc.) may also be admipistered.
C o Or, a trained school psychologist interactlng 'on a regular basis with’ the |
,;j ‘staff in a variety of settings*cah informally appro§imatelthe‘COgnitiyewi
development of the individuals through observations. | < :
. " ‘ Envi%onmental conditions can be assessed using‘the CBAM’discussed

£

earlier. Needs could also be determlned upon conductlng managerial analysis
i

as outlined by Hersey and Blanchard. ) '\
Teacher instructional needs can be identified by a variety of systematic
* observation procedures, or a review of past training or specific perceived

competencies. Regardless of what type of assessment is used the major point
‘ A7

_here is captured by Houston et al. (1978):

A major task in needs assessment is the selection, modifica-
tion, or development of instruments appropriate for the data
to be collected. Two factors related to the task are
decisions regarding; 1) the variables associated with the
people, programs, and organizational structures which are the
' data sources for needs assessment; and 2) the instrument for-
mats approprlate for the specific information required (p. 207).

Instructional Format

2

5

Different goals often demand different instructional formats.

n

Altering adult cognitive developﬁenf, for example, demands a highly
- personalized format over a long period of time. It also mandates that a

firm thebretical framework of cognitivé development be provided to the

-

individuals and that specific relationships between the theory and their
. ' - ° 2 ' . é ]
personallprofeséio%aljlives be established. ' It is imperative that

opportunities,fdr ihtrospection;ana reflection as. well as action are

.yt
N

<
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- training to be provided. ‘Short term workshops, demonstration teaching and

provided. .

On the other hand, Ettempts‘to alter the environmental conditions of

-

the school often'emﬁloy inservice formats which address the group as a
. . . ] - ’

whole. Leadership étyles_énd organizational behavior ‘'is addressed by

. . _
Efbviding certain information and specific skills to the leaders of the

L '

organization. Thus inservic¢e is differentiated for peréons‘to assume

-

different roles. . The staff members collectibely\grapple with issues that
- ° A

affect the total school environment such as discipline procedures, aﬁd‘

scheduling. The content would call upon some theoretical perspective of
otganizatidnal management and employ a variety of problem-solving skills .
Alteriﬂg instructional behavior often célls‘for specific skill
gself-instructional training materials are common forméts employed. It is_
important to accurately address the skill level of individual staff

members. A clinical supervisidn model takes an individualized approach

‘whereas the Joyce & Weil method of teaching alternative instructipnél

strategied is best implemented using groups of individuals.” “Practice in

actual teaching-learning settings incorporating feedback from peers and

&

P

even students is also possible. s ; .</;:\

-
v

" Incentives .

Those involved in the different aspects of iﬁserviée;wili be ﬁotivatedA
to pargicipate for different reasons. Eéoﬁomic‘gains in. the confegtiéf
credits awarded;‘étipénds, or.salary,increases is a commqajtype of -
incentive.  Again, however, each of the three basicvdimensions seems to

. . ,

suggest additional logical benefits. For exampie, documentation of the

actual effects of increased teacher knowledge and skill in their classroom

14 ¢
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may be the most powerful reward for teachers~who attempted some new peda-

i

gogicalkstra;egy.and the mostrlikely incentive for further participation.
# ' .
‘ Aqtuai contextual iﬁprovements such as the alternation of the instructional

)

environment or improved working conditions may be the most powerful
inducements to engage in organizational development. CIf changes in tﬁe

school structure can enhance status and autonomy another powerful incentive

- >

exists. More visible psychological support, and greater self-awareness
¢ or an understanding that others are confronted with the same problems, seen
motivational factors which are most consonant with those who would engage

in altefing adult cognitive development.

Documentation and Evaluation'

It is readily apparent that documentation/evaluation models would
differ as well, based on the radically different yet interrelated goais,of

a comprehensive program of inservice. Teacher instructional behavior can
‘ ‘ p :

be readily observed and”evaluated on any number of dimensions. For

example, the Flanders $&ystem of interaction analysié can be used to determine
~ . - : - .

the amount and type of teacher verbal behavior. Galloways classification of
non-verbal behavior can be used to investigate yet another dimension of

- instructional behavior. _Quant{tatiye and psychometric analyses can best:

examine desired changes in knowlgdge or skill, The transfer of training

can beydocumeﬁtéd.. Pre-—pos£¥§§?luation designé, forfexamPle, deterﬁine‘

‘xk what was acqgiréd in a given insérvice program, to what ekten; matérials
ére'being used, and how_and to»what éxteqt behgviofﬂhas actuaily cPanéeﬁ
in the classroom. Quantitative analyses can also assist in compiling

demographic data to build staff préfiles gnd'resodtce banks.

Managerial analyses can examine the efficacy and appropriateness of

»

e+ 15



i

- 14 -
¢
{

the govefnanée‘and decisioﬁ—makiﬁg progesses. Are the leadership styles
\’\ . . ~ -
appropriate for-the mafﬂrity of the organization? . Are the Vapppopria;gﬂ

.. . ‘ . t~\ . i
individuals making the decisions? How are decisgons being made? Are roles,

responsibilitieé, goals,_égjeétives, énd'communication systems clear to all
constituents? Questions offthis nature can determine thé sigﬂificance and
impact of enviroqmental (schodi)Jconditions." |

Some changes in'adult cognitive deyglopment can“be ﬁeasured using written
instruments. Interviews, discu;sions and structured dialogue can afford an
gpportunity to examine multiple poihts of viEW and changing perceptions
can be/m#de more-public. The iméaét that these changes may haQe on the
students and. total ecology of the schoollis critical. Ethnographic analyses
can document the perceptions of the staff members regarding their own

Pl

growth, changes and innovations within the school, and their feeling

regardiné the students. \ | . .

»

Governance

s =

Collaborative decision-making processes are'likely in any comprehensive

+

inservice,program: However, specific goals of the inservice program’ may ¥

again call for differing dedision—making structures. There may be various

)

levels of governance ensuring that the various goals are‘attende% to. For
examplea‘ohe level of governance may be concerned with policy-making at tﬁ;
all-school level. 'This fesponsibility i; most appropriately vested. in an
elective body, chosen for the clearly identifigd‘function of @eciding about
matters which affect all'gersong in ;he-schooi community; nThe overall goals
of the prog}am'would Be set at this level. A second level of goveypance .

could address the. administration or management of the inservice ppégram. The

goals of organizational development are directly allied with this level of

16
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governance.
\

- A third level of governance relates directly to the teachers who are

impact;d by the inservice program. Although they are repreSented and
influence the other Ie;éls ofugovernénce, the teachers 'shape the inservice
" program at the level of impleméntation. The goals of(altering adult cég—f
nitive developmen; and pedagogical change are direcgly addressed at this
level.  If the individual staff members choose not to participate, to
alter the framework in some way, or to prematurély terminate an aétivity,

" the total program is influenced.

Management .

inservice programs, espécially comprehensive oneé, musﬁ be coordinated.
Var?yus role groups such as curriculum spé;ialists, ?&ministratérs, special
resource teacheré, team leadérs,‘department]chairperséns and staff must be
oréhestrated; At various times external parties such as professors; private
'bonsultants, community members; and state-~department representafiveq have to
be identified and utilized. Tﬁe conceptual. framework 6f a program such as
the one 'suggested here mﬁsé be articulated in order for the vast array of
cooperating indiv?ﬁuals to understand how they interface with the total
“program. Yet, once again, the séparate compqnents of the program may well

demand different types of management.

The manageﬁent of the adult cognitive development of the staf} may call
for a higﬂ relationéhip,"lgw task, non—-threatening leadership style. In
adéition, the management!would need to be sensitive.to the growth and
,dgveloﬁment of Lhe individual and provide psychological support to the staff.

A systematic, high task, structured management scheme may be most

productive in altering teacher instructional behavior. Offering direct

) g . .
, . o, T a \
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feedback of performance coupled with tangible rewards such as materials or

instrdctional supplies call for a formalized identifiable management plan.

i . -

' : Organizational change suggests a collective view of the individuals
within the school®*environment as well as external factors which impact the .-
organization. Grohp,dynamics and ‘social structures need to be addressed.

n
v

Again, the elggents of an inservice program are not discrete.
Governance strﬁctures in@luence management and instrﬁc;ioéal formats. Goals
- determine needs assessments. ’Needs assessmeﬁts in turn‘obViously determine
. instruc;ional foémats and appropriate incentive;. What can be employed as
incentives are in turn contréllea b} manégeﬁent and governance. Documéntation\
and evaluation are contingent upoé all of the elements and reciprocally all
of the elements are impacted by documentatio; and evaluation. It seems

essential that more systemic paradigms be provided for the explicati?P of

these interdependencies. P oo

Summary
Alternative stréiegies for the delivery of inservice educa;ion is

- necessary for comprehensive program renewal. Appropniaﬁe ana d;fﬁgrentiated
sgrategies can be matched or made accommodative to the interrelated goals
of the program. It is also evident that all facets of inservice education
are in need of alternative models which will facilitate meeting tﬁe
inservice'needs.of the school staff. wé have attempted to show:some
possible.relations amoﬁg tﬁe various dimensions of insefviée éaqpation. What

P

other options exist?
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