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The continuing educatLon of teachers has.always been of
ipterest to those connected with the schools. Today, because ¥

‘of declining enrolments, inte:est has turned to concern.
'Reducid mobility, whach creates a. fxxeg'static teaching’ popu—

latio is only one of the results which concern us. _Gone too
are the.days when we can rely on an 1nflﬁx of new and beginning

. teachers to’ xnhroduce alternative’ ideas into the school setting.

Nowu if change is t@ come about in the schools it must come
from thhxn.-, A .

It was thh this concern, among others, that the,Faculty of
Educatxog and the Department of Continuing Studxes sp0nsored the’

- conference, In-Service: A Means of Progress in Tough Times. To

be worthwhile, such a conference should not 6nly -draw upon che

best thinking in the field, but it should also proiide the means
for continuing study wi partxcular emphasis on local problems.
We obtained the best thinking by inviting to the conference key-

. note speakers who are regarded as ¥Yop people in in-service in

the western world.’ To concentrate on the more specific aspects
of the problem, g o ganxzed discussion groups centred around the
issues. emanating @f!he keynote presentatxons. Task groups
were also forme thch met befor€, during and after the conferent
and which were charged with examining certain crucial aspects of
in—service education in the province pf British Columbia.
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’
. .tedly be disappointed.

vi Praface . . .
. ) . N . -
. ) ‘ . 1 . .
This book brings together both a report of the proceedings
of the conference as well as the results of the deliberations
of the various task forces. The first five chapters are edited
versiohs'of the presentaions given by the keinote.speakers -
together with sélected responses from the pafielists and questions
The Eive chapters that follow represent the
labours of ‘the various task groups. S
Anyone expecting final answers from this report’ will undoub-.

There are no final answers. But éérhagﬁ

‘the areas of concern have been brought into somewhat sharper focus

and perhaps we can, through.these pages, re-examine the issues,
re-think the ?roblems ard re-livc some cf the highlights of the
conferance itself. ¢

‘

. © MARVIN WIDEEN
DAVID HOPKINS
. 4 vy PYE
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‘A NOTE ABOUT THE PROCEEU! S '

v
P

With the exception of the ‘paper by Rﬁyféolam and the

' reports of the various task forces, all othe}'mate:iel i;

n “this book is taken from tapes made whxle the'c
1n progress . '

onference was

BN

'In editing the tapes an effort waé made to preser
tHe qualxty of the spoken word since thxs qual'f' Beemed
,more in keeping with the vitality and sense of mxssxon that
many felt was generated by the conference itseli. Those
responsiEle for the final format of tHis. Qon hope th v
have succeeded; that the reader will be abie to reeaptu'
the spirit of the conference xn these pages.
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. * INTRODUCTION: v
GEORGE TVANY r .
[ .
+ /1 am quite delighted’this mofning to be able to kick off
this seminar because I feel that today we are tackling-a very
important area at this time in_ the history of education in
, - North Amen.ca- the area ‘of 6eclining enrolments’and insservice
’

X education . ) o . - ‘

/_ e feel that we have found a first- ra.te per"son to help us
get this thing on the rgad.: Brupe Joyce was' a \blleague of

‘ mine at 'X‘eachers College,'Cdlumb.xa Um.versxty fof some eJ.ght ‘oY

;o m.ne years. In those days:he used to arrive at conférences with’
hxa tenn:.s racquet. I'm not sur! wbether he is still daxng that‘
_But if he was as a‘xculate ‘on thes tenm.s courts as he was in.
fthet classrooms and seminars, I am sure that he probably played
.a mean game of t@nnxs Bruce has pad a varied unxversxty career,
rangxng from the Unjiversity of chlcago to 'reachers College,
Columbia Unx\%rsxty, to Stanford Um.versn:y, but perhaps’ he is
best known among, those of us gho consxder him a friend;, as
Director of the Agnes Russell Nursery school At Teachers
Cqllege, a posxuondr‘occupxed during a very productxve pen.od '
of his pareer, he generated the concept of models of teachirg

of which I am sure most Of us are aware. I ;hxnk,' perhaps,-we

need little else by way of amyintrpduction to a person who is
. very well known to us: Bruce Joyce, scholar.

- . . - 2 -
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. Tl‘;e ch&rge th,at I was giyen was té 1dent1fy and exphcate
els for m-se:v:.ce education i a way that would set them )
,‘om one another.‘ I have been labourxng away at -the task
q.on since the invitation came--December or something like
that--making notes and pullmg thmgs together and Q fc:»r:v(:h~ " h
e course of preparatxon, I. have had some . interestxng ‘experien~ °
* ces in schools that have effected a change in’ me, so I am now in

a state of transition about-what ought Zo be or mﬁht be models

.

M

of in- rvl.ce educatiorn.. So, 1nstead of doing what ‘I'xe been
asked to do, I'm ‘going to sHare my confusxon with you in Q\s
orderly a wayw#s I can. . - S

1 am 'c_wbmg to draw from a v;;iety of studies that I have >
worked on with other people.and conver"sétioﬁs with Lou Rubin and'*

‘ ‘others bver the years. " One was a preparatory study for a United
states National Survey of In-Service Education. While organ;lz ﬁg '
to do the :survey, we interviewed people in forty-one of the U {ited
States: teachers, school a&mn;strators and others; and lockad at

. about twc thousand items of literature - pertaxnxng to' in<gervice
dpcation from 1957-77. Lou knows the literature better than % do-
so ‘that’ he “knows "that going through it is like swmmung the sewers
of Paris--a wonderful expnrlence', We commissioned thirty or.forty
posxtxon papers on var:ois aspects of in-service educatfon, and so

Y . ’ “ﬁ ) -

- N 3,
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-4 ‘ ‘In-Service: - ﬁey Berepectives . e e ‘j

" on. Eoldouing that, we surveyed peoﬁle in several states rather

e intennely. teachers, higher ‘education folks, building adminis-

‘trators, and ‘a good mqny community meibers' views on us and wgrt
we ought to be doing for nurselvps‘ ’

- "About the same timek<ye engineered a study of pre-service
;teacher education throughout the United~States, sampling about
tuo hundred, of the 1, 480 higher education institutions that.

: -prepare teachera--a frightening experience. We also followed a

group of teachers for eeveraL-yeara, using a technique that Bén

- ,Harx and I had fiddled with, with the benefit, of Lee Shulman ang

.cthere at Stanford, about five years ago. We videotaped these
f'folks in the Classroom; played the tapes back to them¢ ahd asked
. them what they were thinking about their teaching;: what was going
*on ‘in their minds. And that, too, was an: arresting experiehce
in several ways. These were people wh were in the middle of a
very intensive staff development program, and we got to- know
~these teachers' patterns of thought and patterns of feeling wedd
enough to have, in a sense, a.case study of ‘what happens when, as
the year progresses, the children and theé'other forces that
impinge on the classroom begin to affect them.

Then, in the last few years we have been doing a serles of
case studies of whﬂt we call the ecology of staff development in
a var;ety of schools, which in the modern jargon would be
"ethnographic reconstructions " 'I asked George Spindler what
is the definition of an ecology and ecological study and he
said, "You, knou you have done an ecology when you are surprised "
_You keep askina questions until that point. We'd been asking
people details'ebout their lives and*what they do that ‘helps.
them qrow, “What do you do?", “"What happens to you that inhibits
your growth?” and that kind of thing. The variety has been
" fascinating. ; _ ' .

Just last week I talked to four teachers in a little school
north of Sacramento, California and the contrast between them was

just phenomendl They all work ,jn the same school. one which has
a good deal of money from a thing c#&lled the School. Improvement
.Program (about $35,000 that they can spend ‘on staff development

«

. . Ly -
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~aside from thexr use of. ;ﬁhbjfhtrie;'éé;V€Ees and ;orkshgpd and
unlveralty courses and to £ 'th)}{ Twd-of, the teachers in that
school have pgrtxcxpated in none oa the actxvxtxes gen rated by
that program at all amd’ as 1 probed 1hto their personal lives 1
found also that neither one has read-a book of any sort in three
yearsn‘ Tﬁex have not goné to a film in the last three years
either. They, play 30 sports, have .no partxcular outside social
life extept for a qhurch related actlvity in the case of one
person. As near as 1 can tjll, the staff development ecplogies
of those two peopie are absolutely morlbuﬂﬂ‘ The othér two
people were the opposxte extreme. 1t was )ust }ncredible to
talk with these people. Both were extremely actxve, they go to
‘the work&hops, they vxsxt eacly other, in/their’ classroo-ns. they
attend unxyersxty courses, they~take trxps, they play a -variety

v of spolts, they read voraciously, and so forth. All four people

EN

“apparently have the same job; they are living in about the same

‘place; the same environment exists; the same things hdve been®

dong in relation to what they.mxght do for themselves. and they
are about the’ sale age. and yet two people are pulling from
the envxroqment opportunities to qriz‘xn a varxety o; dxrethong,
hey are moving-themselves in every.‘way possible. And thHe other
two people appear ‘(you can never be fully sure--maybe their '
intq;;or llfe'pakeg up, for what we see visibly) to be running on
old fuel, almost absolutely. That kind of thing arrests you.

The staff development moudel in their ScthL':éqhireé a f
school/community ccuncil of community members, teachers,.andh&i
administrators (e¢x cffec«. ., provided them with money and the
dirdtion to "figure out a schooi 1mprovement plan; flgure out
a,direction for this place; put Wesourqes, things together dsing
your'newvreSOurces wiéh the old: ma}xng them fit together and
become coherent.” The school council is working like mad at
that proceésu, In the middle of the eAvxronment they have
created are, tyo pébple untouched by 1t and two people who are
toeched by 1 million other things anyway and two who are managinc
to stand aloof from the process. : . ‘
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If we évaIuated.thAEJQQgr?m, if we ask, "is it good or is
it bad," what it appears to do is to magnify what the active
people were ;T}eZdy doing for themselves and have no effect ‘what-
eder on the more ineft folks. So| to what extent can we say

" that that model”is a good dne, or hefped, or whatever? Shall we

say that We should'not have it unless it reaches everybody? And
where do we go with that? It ig really perplexing.

I believe that we have to ﬁo;e.Yrom an evaluation stance
which comes from a programm;tié pe;spective and'emphasizes activi-
ties and their effects—and one toward a rnnqzdera;ion 9f the

creations of Bnvironment and.how envirdn:- w f
=

very different habits and psychologice o

Now given Phat stance, how d £
—develppmgqt? We are in some dift for
two reasons. One is that staff d B L fiaa
until very recently. Lou Rubin and tour uther people

have been responsible for codifying the lite;ature and bringing
together the most abstract thought on the subject. l?hey are » - '
working from a thin base. Out of the twenty-five or twenty-six
huqdred items of literature that 1 know at this time, there are
probably not more than a dozen that look conceptually at the
field. Almost all the literature deals with speC1flC approaches
1n local sites. ("The South Humboldt Story.") There have only
been about thirty-five studies of training of 1in-service teachers
where there have been clear measures of hﬂ}cohes.(skxlls and~ so
forth)--only.a beginning has been made.

¢« At the same time, we have nine numbers of frames of i
refe¥ence that we have not sorted out and which weéh ?vér each
other in various ways. As I culled the literature over the last
few Mbn{ps, I saw four general kinds of focuses that are enuncia-
ted. * .

One is a Sbcietal focus from which the purpose of cfeating
better staff dé@elopment 1S to improve the society gradually by
providing for educational Professionals the environment to help
them stay alive, rejuvenate themselves, and therefore benef1t

¢hildren. This kind of Purpgse appears again and again in the

~
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literature. It i; not usually arquuxated in either of our
gountrfes in terms of national models of in-service equcation,
but in a gense there is an implication that we need to build
an environment for each of us that would benéfit the soliety
through our growth.

Second, I think of as a corporation-focused model, where
the corporation is the school district, county, state, or Pro-
vince, trying to build a system which will enable it to improve
itself systematidgily. I was a curriculum consultant'with the
Monigomery County in Maryland duriné most of the period I was

, at Columbia. For years and years and years, they have done.
five or six things that were to benefit the c9§por:tion. ’e.;s
hiring teachers for from two to t¥h weeks in the summer,-eithifis

to work in the experimental summer schnrris or té receiva direct
1n-servicCe training of somé sort or . ner. ‘They bnile th-*
into the corporatiorn. Second, classro.m teachers . at *tly
released on a rotating basls to work with others. The county,
conducts "needs asséessments” regularly to attempt to find out

what people think éhe; want; and in response to that they have
,generally made ‘abopt six hundred course and workshoé-offerings '
per year to about s1x thousand teachers, which means their entire
staff. During the period I was there, they developed what we
thougﬁt of as curriculum improvement staff development teams.' 1f
a school wanted to move towards team teaching, for example, we
weére able to pu€ together a summer school,4have the teachers

work with people who had been in team teaching,‘!”ﬂ then have
experienced trainers do into the schools with them. Do you get

a. sense of it? They have moved in a corporate fashion to build
vitalizing elements into the life of that institutien.

Montgomery County's purpose was td see that the people
working within their corporation would have continuoué oppor -
tunities for improving their skills, and that those opportunities
could be redirected as the school changed direction. So when
the “ne~ math” flew thrcugh Montgomery County, everybody took
workshog s it mathemat:ics because 1t was right there, built right

into the ballgame. “The, fefirected their energjy to make 1t happen.

ERIC
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&

. .
The third kind of program or focus of, staff development ig

‘on the school-improvement level. This approach is unit oriented,

the effort concentrates on the particular school and addresses

the needs of each faculty to build a coherent community that can’
improve the educational 1ife within that school. John Goodlad,

of the League of Cooperating :Schools, has taken this approach.
Generally speaking, Goodlad sees the principal of the school and
the administrative staff, as ‘the staff development leadefS. fTheir
job is to organize and. to generate the kinds of activities to

learn to implement that curriculum. So you have the unit opera-
ting as a little mini-corporate entity. Regardless of the wisdom
or lack of it of builh;ng people in‘this particular way, it is a
very clear approach. We are seeing this much more in the Uniged
States; the schdo) improvement program I mentioned earlier provides
California schools with the obliggtidn to do just what I am

talking about, including having )

Rty members on their boards:
an interesting concept. .

Finally, the fourth wone I see as the 1diosvn-
cratic foéd§&¥ This is th . universities generally
take. We do not usually ProOVINg pPortunity to work with us
45 a unit in a staff deGelopment“iy—-at least nct 1t we can help
it. University faculty and many teachers believe they aie respon
Sible for thetlr protessional development, are adequate miriors
of thelr souls, and can generate the activities necessary to grow
And some do and some don't, But’the orientati1on here focuses on
the idiosymcratic, on the 1ndividual human belny, and how that
individual can work to improve himself for his own benefit. And,
of gourse, eventually for the bengfit of the children.

So, SF% you with me on purposes? As people talk about staff
development some speak with a societal purpose, some with a cor-
porate Purposej; some with an orientation toward the educational
unit or the school, and some are thi1fiking of the individual
teacherg. Since, at present, we do not have in the literature s
way of sorting these out and i?eakxnc of them, you can find any

of them addressed by any modell that 1s articulated. vyou will

look at a model and see that 1t 1s guite attractive uynless you
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'happen to have corporate intentions, or you will gee one that
looks really great for the corporation but it doesn't have much
to offer th¢ individual because\ig;méihes them in the system.
One of our problems in sorting things out jis to decide "models
for what?". Our broadest view is that we want to build a staff
development system that will probably address all of chesé
purposes to some extent: help us grow as individuals, help us
grow as faculties, heélp us grow as a corporate entity, and help”
us refléct societal changes. ’

Now I am going to address models to those ﬁufposes as we go
aloﬁé, but I want to bring up another.smali problem firsﬁﬁ which
is language. In the literature, much of the lanquage is rhetorical,
so,éhat the specific models which are addressed aré not always )
easy to locate amid the purple language. The field is little
better. As we interview teachers, and ask, "What would you like
in the way of staff development?” the responses are most clear
and articulate at a governan“.;nd of level: "1 would like to
be involved," . o T ypu,éet t6d particular activities--as
skills do gm ' and 'how would you like r:o
=+«people qet‘quue an: aumble very rapidly. ine

when we ask,
acquire them?
language -1iffuses and becomes more varied at the same time,

There is an old legend called the Goldeé Mountain Fallacy.
Do you VnoQ ;hg Golden Mountain Fallacy? Those of you who
studiet symbolic ‘logic--I'm sure you'all have, everybody carries
a symbolic¢ logic book with them--well, the Golden Mountain
Fallacy 1s 1llustrated by the particular legend which deals with
a trgbe 1n a marine climate. The Lr}b; 18 sitting around the
beach one day, The womef arék 5oing the work and the men'are
.loafing around the fire in the.tradition of western socCiety. <
And while tﬁey are dolng this one of the men says, “You khdw\\
wouldn't it be .great if there was a mountain out there that was
filled with gold and we could just go out and get the gold; we
wouldn't have to work so hard Jdragging the wood over to ;he fire;
we¢ could jer orher people to do that for us." And people began
to talk more and more about the Jdesirdbility of the golden

mountain as tle genetrations passed And, of course, the legend
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be‘c‘ame embellished. - The mountain becamé described in more: .-
graphic detail and its location estimated more and more vividly.
Finally a~bold‘young leader said, "Let us go out ‘to the Golden
Mountain.™ And so they gathered all the young people from the
tribe, they got in their boats, they sailed out to sea., and r
were never heard from again.

The little parablé is meant to illustrate th;t as we Create
language we assume there is reality behind it other than in our
minds. Staff development is very much in that state-‘?a lot of
language with a very little bit of reality. ' *

I want to spend a little time recounting an excursion in
that direction that has influenced me very considerably. We had
been asked by the State of California to try and build a design
for evaluating staff develppment in that state. Particularly, the

evaluation was to deal with the initiatives from the dgral and

state levels that were to provide services to people. So, we
, ;

said to them, "Well, if we are.to build an evaluation design, it's
tdd be over what?” “Well,"” they sgiﬂ,»’it's to be over tPose ini-
tiatives, over those at&pmptslto provide resources."§ We ‘said,
"Well, how many of them are g -13A“d we found thfit o one im_
the State Department was sﬁMrﬁgny there were. 50 we m to

. -
spend apout four months trying to find out what they were. - We
are now yp to seventy-five.” There are seventy-five attempts in
that State, through legislative action, to provide resources
which we can use for staff _development. Some of these are what
we call agency-strengthening efforts. Those include, fb; example,
provision for re50urce‘center$ or teacher centers that can )
provide services to people. The second are what we call program-,
matic efforts in curriculum areas:; for example. metric education
has a little chunk of money to get us all to "think metric" and
if you think progress is slow here, come on down and watch how
slow it is there. Incradible. Anyway., it's to infuse metric’
content into the English system. ﬂé-also have ejforls such as
the Women's Equity Act whichbprovides #mall amoupts of resources
to try to help people learn to create sex-fair c¥assrooms. Third,

in some programs where pﬂoportions of the monies are allotted to

;-
s~ O
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‘ lta££ developments. enormus amounts of money are ing .poured”
&nto the provision of special education teachers, and a certain
proportion is to go to staff development. In the State of ~
california there is $1%100,000,000 that is to go into special
.edcation, and presumably one-tenth of that or '$110,000,000 is
supposed to go into staff‘'development That is 5pough for about
$600 per teacher “in .Califormia. .

Now, as we looked at those initiatives, we found a number
of problems. 6ne is that this last category--to provide that
so much goes to staff development--the fact ¥8, as near as we
can tell, almost none of that is in fact being spent for staff
development. Certainly individual teachers are not receiving

$600 worth of opportunity to learp to explore the handicgpped
< and 8o forth, as they are expected to. Some way or pther, the
mechanism has not been created that operates the program. .
And there are problems with the agency-building initiatives.
wWe looked at an initiative whef? a teacher center is provided
with $75,000 a year to provide services to three rural counties.
can you imagine that? We decided that that teacher centgr is
probably costing an enormous amount of money since it 1zrequ1red
' to coordinate with more than two hundred sixty agehcies,” and the
meetxngs that ‘they hold would consume more in timL investment
than the $75,000 that is being provided. As an initiative it
has probably lowerfd the level of staff development by taking
energy. ' - .

Mary of the programmatic efforts are also under- funded The *
women's Equity folk have $I55 000 with which to reach the 175,000
teachers in California. They have $1 a head to work with?

Hence, we have all these initiatives; some are well-funded,
some are not; some are administered so that the staff development
money doesn’'t get used as 1t should; some are too small to do
what they are asked to do, and some, as you will see shortly,.
have incredibly bad manageﬁfnt "JIn an effort to get a handle on
how we mxght evaluate thegy' wWe went out into the field and
visited a group of counties, school district&, and finally,
schools. And’the schools are where we want to 'see the payoff,

O
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There we begin to look at the lives of individual teachers in

the way I was describing earliex. 'We mpent hours, talking to

each peraon,&r l"’,t;o\ﬁnd Out what theéy do, what they don't
do; trying toksely i*@é.," detect any effect of all these *
o ¢ X "

initiatives and MheF@kheriinds of resources that have been

£ ?,‘:1’9 them grow; universities, county
ipprvisors, and so forth. We want to
take the life of efch #fdividual and see if we can detect such
things as: 'H?sts e Wghen's Equity Act reached you some way?~,
"Has that $1's worth téuched your shoulder?®, “Has, the local
teacher’ center got to yoj

?", "Do you have a warm re ationship
with the local university?”, "Daes the professor visit you
daily in your classroom coaching-you, helping you in other ways?"
In the course of these interviews we have ¢come up with a series -
of assumptions that are important to me at least, asllbtry to
fumble toward models; and they have a lot to do with the Golden
Mountain Fallacy. T

First, at present there is no ongoing, flowing, émoothly
operatinyg,” gtaff diévelopment organization in place in that state,
in the sense of‘broviding a rich ecology that makes self-growth
easy. And, as a result, most of the teachers in that state are
encaged in almost no formal staff developmﬁrt of a.sorg thati}
could b? expected to have an ‘impact on their classroom. fﬁere
is basically no ongoing system. What there are, as a result of
these various initiatives, are some ad hoc experiences that are.
strikingly good in various ways. Some of choae councils have
built really interesting programs. The Women's Equity Act has
had a wonderful impaét on a Eew schools where they have invested
a ﬁreut deal of enexgy. There are some Of the county supervisors
who h;ve really transformed a few schools. There are some places
where ggzchers are teaching each othe£ alternative ;pproaches to
teaching in a way that is "just peautiful to behold. But: these
are idiosyncratic and particularistic events; they are not part o
an ongoing stream that flows around the situation. The Women's
Equity .Act could re¢Rlly do a great deal with their $175,000 if
there was a great ongoing system iﬁ?b which they could pump it.

N
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But, as 1t is, they have to put on their bv'l"n.workahpps and tr)'(.
to reach People as best they can themselves.
Second, we have come to believe that both the formal and

i

.

©
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informal systems of the schools are vital to what happena to

individuals. The nocial system of the school is organic in

nature in that a11 parts affect the other parts, and little

differences can make a big difference. : I'll give you two exam-

~

ples: -at one high school, I interviewed two beginning teachexs,

a social studies teacher and a Eiologﬁteacher.
not we still have a few ﬁ?qinning tea

ers, but not many!)

are precious new people in our profession.

Mipve it or
: They "
In this particular o
high school, the new social studies woman also teaches home econo-

mics. She was hired because she had :a major in home economiics and
a minor in social studies and they were looking for somebody who °

cou],d £fill courses in both areas.
atudies courses (whi 8 he%
" course (in- Modlapﬂn Twhic

believe® that We actually have majors like-that, but we do. 1

is teaching in biology."

‘can't say somebody majored in macrame without blushing. The

‘Europeans may be right about us!) Anyhow, the new boy teacher '

% .Which kids do you suppose both of these folks have been
assigned to teach? The toughest kids--right?--the slowest

learners. They have both got

in their respective a*as,‘ T

there & long time, so they ga
teach. ich staff. Ln that s
Yes-~ ?of them. They dé n
the way, they think the princ
them. "How do you feel about
80 nice to me!!®" So far the
colleagues so thoroughly‘thcy

" Both of them have classes sch

chairman has his/her classes\
visited l‘ their leaders Th

\l room in that school every day

°

schedul

i

these people?”

the bottom sections academidally,
Le staff in that school has been
e the kids the hardest people to
thool has the migrating classroom?
bt even have an office yet. By .
kpal and staff are wonderful, to

, "Great, they are
bld staff have shafted their new
can't even see what has happened.

, and 'so they can't be

he is" in the school and not at an

~ .

S0 she is teaching four chal
minox). and the one home economics
hiwas her major 1Y 8111 can't

pduled the same .time the department

e principal does visit every class-
>rinc.

5
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" administrative meeting at the dlﬂtric; office (which is most

of the time). He visits every classroom, he goes. through qn\cj .
‘he does the morning rounds. You know whdt I mean? “Hello,
George, how we doin’ today?;, "looking good, kids, see you for
_softball this tfcernoon,' and so forth. No ope in the eighteen'
years he has been there can remember a conversation which he has
had with a teacher about teaching! None! Be has hEd to fire a
couple of teachers in the course ‘of the eighteeén years and hg
has done it by changing their assignments in ways that make life
impossible for them, not as a profeuional growth r.

I asked these two young- peopler’;

"Do you gc to workshops?"

And they said, "I am so txred at 4 o ciock in the afternoon,
and you asKk me if I go to a workshop?” .-

“Has a county or district supervisor worked with you?"

"Not recently.”

.

t

© "What do you know about che local teachers' qenter?”

'*ell, I've kind of heard about the’ TeACher Center, move-
ment . . ." and so forth.

"Do you take courses?”

*I think it/ will be three yeais before 1 get ovem the shock
of teaching and can take a courfe”. . and su on it goes. There
they are and thelrs.ccology 1s just magnificent. ¢ .

Four miies away lies a tiny little school which has only ter
teachers 1n it. It has been growing over the years and in_the
last twelve years has grown from four to ten classrooms. The
principal has been there during that whole period, and four
years ago when ﬁe became principal, everybody thought the school
was pretty much in the doldrums, that he was a weak fish, and
prob§b1y nothinmg would ever be accomplished. About the same

" time, however, there wandered up to the board of education a

local woman whose children had grown to adolescence. She had

taken a credential in librar} science whils she was bouncing

. her children on ﬁer knee and she took one course in multi-media ,

‘resource learning centers. She learned that course as if she
had sat through it with John Dewey and they had spent the inter-
s

N 1
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SRS --opulation centersg&/
unty officials feel tha il ' in:ghe pass makes Ii
assabie road most of the year,_‘hare ore they don't have

Anlyway, she came to the little board of education in this
littde [community afd said, "How would iou'liké to have a really
lti-media 1earn§ng resource center?' And they welit,

and said,v well, lady, it sounds like a great idea but -

-~

t have the money. And she ,said, Well suppose 1 were
e the money?” They said, "wWell, if you raise the money,
we'll g've you the room. She went off, got\__ggbody from the
c back\with $75,000 a /ear for three years. Now, how about v~
sthat' She\came to the board and said, "Now I've got the money ,
where's my I om?"éﬁell they did what they ‘should! They ant%xd

up and got her‘a r -

om”about half of the size &f this-one, full

of little nooks an& corpers. and she went to wbrk and built. ke
;

dickens of a cenber. Every ggacher 1in the school can send ]
kids to that cente&y, on call, any time. It you are wCrkxng
yr%h three reading ups and' You want to send One group into

that place, that is bkéy.

ou can send ten kids to the center.
a time! She ha Xids to teach themselves so

trouble at all £or her. She has ‘
one aide wﬁé is like a enfion of her arm--you can see her

think and the aide's hand moves., While I sat there, interviewing
her, kid after kid came into that place; she spoke to every child™ >

‘ *

disrupting the conversati

as they entered and every ild as they left, without Serlously
o 1th us. Every child that came near

a{@ touched in some way, somewhexelyln a pullln% in® kind of way.
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‘s a ﬁobr community.  Many kids are not read to at home.

So o pt purself two hundred sq;bcases. Half ef those &ult-

' . filléd with gassettes and fiim strips of stories that
are 051£ reading. Th¢ kids 8ign up for them and take them home.
There is a two-day wa for the kits. THe childreg are lined up
for thgn*’rhe other half of the kits are filled with_écience

and social studies materials and wh@tever, and little things she
calls inquiry kiés.; She meets with every teacher regularly, and
if you are teaching somethi#tg she Will build a.resourge unit for
y?u, whatever-yoﬁ wen&. She will tailor it to you, to the wayh
you want .to teach and al} that. The side effect of her being
there also has been ,that the tefichersd have begun to study their
currlculum and the o txons th are available in the curriculum
;reas. They bring consultants in who deSI with the alternadtive
approaches to reaqlng whén they select one they can send some-~
body to study thh the master for awhile begéuse she has manage&
to find other resources thatwwere sitting around sQméwhere. A
s They had a teacher who was failing last year, so they got a
person from the local teacher center to come 1n That person
took over the teacher S classroom. (The man was anaexperlenceq

teacher, workifng in a third grade and failing because of disciplir

*
problems. ) The person from the county center came in and spent

three weeks in the classtoom, reorganizing it with the teacher
watching, gradually turned the classroom back over to the teacher
but the teacher continued to fail. The reso ce teacher took ~
half the kids half of the time to lighten the load but at the ent
he did have' to leave teaching. But their chief &oncern (her's a&
the principal's) was that he felt pretty good about himself, and ,
that they had done what they could. Do you get the }eelxng of )
my-two Schools? The two ecologies? The one place is jumping and
everybody is. drawni in and the other place is a staff-development le
desert. | »

Now, as we've looked at schools SO0 closely we find that
1n1txat1¢es to change thimgs, fall on 1de1y differing systems
within each school. The School Improvement Program I mentioned

earlier fell on this little Elemencary school. The powers that
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,be were”saying, \y‘here ahall the school improvement ‘go in this
country?®, and our multi¥media lady @ad her hand there. to catch
the money. The other sch§ol had not even heard of the initiative.

Veryxhi\érescing . C ' -

Now, gi¢en tH 't‘, do you see what has happened to me? Last
year 1 had a get of peat little mbdels for staff development
and this yen;x Kave a11l this confusion; confusion 1;1 that it
seems that the things that make a difference in levels afe tiny
things that are magnified by the structure of each situation.
1f you afoe to bring a strong staff development effort-_ into that
secondary sch0Q1 wh i‘e: those two new teachers are being dealt
withs so meanly, you'd better go in with guns b1¥zing. Taking
vanything into the other place would be very easy becatmes they
are all working together. The ecologies are very differemt.
E Ad we build models of staff developmpntiffthey are going to
have to function in such a way that they Boost what I think of
as the ecological pro-acti‘yity of the environment of the _indivi-»‘
dual Bchool. What we have to do is learn how to make the school
more vital as a social systEm| and more ,able to reach out. The -
} good models of staff development thét'gmerge are probably not
all yoing to look like the ones with whicH most of us are fami-=
liar, which are\ largely governance anq de‘}‘ivery models. Our
best models are going to be ones t\hat chynge the way we live in
the %ocial system of our school, . . . .
. - 1 ware to-use the last few minutes to talk about constructing.
a Todel, Qo,uchini’;\on the reZéarch and some of the practical prob- T~
lems. ';"’E"’irs:t of all 1 want to sa; very quickly that most of our
T exi"s::ing modgls only’ address a,little piece of the staff devglop—
_'ment problem. Sam Yarger, .Ken Howey and I locked our minds
t'oéether into a little four-way structure, ®hat Sam calls the
Iron Cross, for logking at E'he dimensions of staf f-developnent:
we bélievq, governance, what we cal} structures Qr modes delivery
} problems: z:nd sublstan-ce or sub aniive problems. Most models
address only one dimension.\ Zollaborative governance models
¥ address_‘_governance Qefl enough but often do not touch/deliv y-

There wre a lot of d\%ery models floating around but most do

Q"
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" fot speak to substance. There wre also various models of ;uﬁ-

-tance, but most do not addxell _governance or/delivery. 1 oant
to talk very limply about what hnppcna if you begin to take
seriously building ‘a nodpl that addresses leveral dimensions
and then dig into the literature for a base. I am going to -
illustrate what happens if we go to research on’training and |
ask what traininq research says about how teachers acquire dif-
ferent kinds ot skills and strategies. . [
. Beverly Showers and I have just compléted a two-year effort
to examine reaearch on the 'ability of teachers to acquire teaching
nkilll and ‘strategies. § ’

The f}tst nessagé from that regearch is very positive:
teacﬁeru are qudertul Iggrnern. Nearly all teachers can acquiire
rew skills that "fine tune” their competence. They can also learn
a considerable repertoire of feaching strategies that are new to
them. ~ .

The sﬁLond measage‘is‘more sobering, but stil} pptimistﬁc:
in order to improve their skills and learn new approaches to
teachinq, teachers need certaih conditions=-conditions that. are
not common in most jn-service settings even when teachers particx-
pate in the- governance of those settinga .

The third message is also encouraging: fhe research paseA
reveals what conditions help teachers to learn. This ipformation

can be used to dﬁsign staff development activities for classrqpm

personnel. . ’ -~ . R

» ° ’ - ) 3
TWO PURPOSES OF TRAINING . ) /

,Improving our teaching can be focused on "tuning™ our
present skilis or on learning new (to us)®¥ays of teaching. When
tuning our skills, we try to become dore affirmative, involwe
students more, manage logistics more efficiently, ask moregpenetQ
ratiyg questions, indyce students to.be more productive, increase
the clarity and vividness of our lectures and illustrations, and
understand better the subject matter we teach. In short, we work
‘on our craft. Training oriented toward fine tuning consolidates
our competence and is likely to increas® our etfectivene93.

S~

—
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Mastering new teaching strateqie ;Br models and/or learning
)j'to put alternatfve currioulums in placdéis quite a dittercnt A
goai._ To master a new. approqch we neéﬁ ‘to ekplorc~and undcrltand R 4
its Qationale, develop the ability td carry out the new strategies, .
~“and master fresh Content.' . : ﬁé{:

v i Generally speaking,-'!ine tuning onr exinting approachca:‘ '

”uis eaaier than mastéring and’ 1mp1ementing new ones, because'the o o
“,na’nitudc of change is lmaller and less. complex. uhen we ‘change’ . e
- our repertoire, w& have .to learn '*o think dif!crently, to behave ' ‘

differently, and to help children adapt to and become com!ortable

‘with thc new approaches, 8o mastery of new technlques‘requires

more lntenaive traiﬁlng than doea the fine ‘tuning. . - . .

We. organized our anaiysiﬁ to, find out how:. various companents

of training contribute "to - learning. To do this we developed a

typology of "levels of impact of trkfning and’ another: for )

categorizing training components.. Then we askedothenquestion,' '; L
.~ "In the body of research on training, how'much does each kind of - T
" traiping component appear to contribute td each level of impact?’ R

. - N rd .
LEVELS OF TMPACT I S R

’ . . .

.

. Whether we teach ourselves or whether gye learn :rom a training
agent, the outcomes of treining can be clas$ffied 1nto several . I/_
levels of impact: awareness, the acquisitio of concepts or
organized knowledge, the learning of principles and skillg; -and
.the ability to prly those principles and skills in problem- L
solving activities. o ) LT u

kY &
Awanenesd. At the awarquqs level we realize the impoxtanﬂ
of an area and begin to focus om it. With, inductive teaching,

-

.- example, the road to competence begins with awareness of the J ;
nature of inductive teaching, its probable useg, and how it, fits
into the curriculum ’ T

Co;%gptd and Onganized Knowfedge. Concepts provide intellecw "
- tual cofffrol over relevant content. Essential to, “inductive teaching
are knowledge of inductive processes, how learners at various “1levels

of cognitive development respond to inductive teaching, and knowledgge
about concept formation. ¢ .

D Nt
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" Paéneiples and Skills, Principles and Bkilis are tool6 -
tqr action. ‘At this level we learn the akills of dnductiVe Lo
‘teaching how to help Btudenta collect data, organize it, and
build concepts and telt them. Re also acquire’'the skills for
adapting to ltudenta who diaplay varying levels of ability«to
think inductively and for QQaching them the akills they lack.
At this level there is potential for Lc;ion-—ue are aware of
‘the area, can, think ¢“¢c14v¢ly about it, and possess the ‘4kifls
.to act.

.

Application and Problem solving.t Finall;, we transfer the
concepts, principles, and skills to the classroom. We begin to
use the teaching strategy‘we have learned, ifitegrate it into‘our
style, and combine the strategy with the others .in our repertoire.

Only aftdr thia fourth level has been reached can we expect
impact on the education of children. Awareness alone is an
unsufficient condition. Organized knowledge that is not backed
up'by the acquisition of principles'and skills and the ability to
use them is likely to haye little effect.

(OHRONEMTS OF TRAINING

Most of the traindng literature consists of “investigations
in wnich training elements are combined in va;ious ways, whether
they are directed toward the fine tuning of styles or the
mastery of new approaches. From our analysis, we:were able to
identify a number of training components that have been studied
intensively. Alone and in combination, each of these training
components contributes to the impact of a training sequence or
activity~ (As we shall see, when used together, each has much
greater power than when they are used alone.) The major compo-
nents of training.in the studies we reviewed are: r\ ' \

1. Presentation of theoty or description of skill ’ E
¢or strateqy;

2. Modelling or demonstration of skills or models
of teaching;

t)r\
~0
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" methods. Petermining 1eve1§ of impact from single and combined

. The hypotheses are extrapolatxons derived from xnveetigetions

.

IS

-skills were acquxred and demonstrated. The" questxpn of transfer

“-Bruce- Joyce' w 2§

CRI ; oL ' c
3. -Prectice in sxmuleted end clessroom settinqs; ‘ ‘ e ",7*
‘4, Structured and open-ended feedback (provision : ‘ ‘

of 1ntormntion mbout”performance); . !f

.. 5. Coaching for application (Hends-on, 1h-c1eesroom

’ elistence with the’ transfer of skills and etreteg#es

in t? cleesroon)

N

" We analyzed moFe than two hundred studies 1n which researchers
1nveet1geted the effectiveness of verious kinds of treininé?a

treatments was difficult for seyeral reasLns.' Most training - .
studies were not designed to measure levels of impact on the )
1ncrementa1 velue of ‘each training component. Rather,’ research . .
questxons were generally focused on, differences betveen treatment
and comparxson groups.

Conclusions neerly alweys addressed the issue of whether -

at the classroom level was edd:essed in reletxvely few studies. f;
Nevertheless, we have’ developed working hypotheses regarding - '
expected 1evels of impact from the various traxning strategies.

that examined training elements for their impact on teacher
behaviour.. Although the conclusions here are- workxng hypotheses,
we believe they adequately represent the present stete of the . ‘ s
literature and that training programs can use them reliebly. '

No sxngle study uséﬁ all ‘training components and measured
effects at all levels of impact. However, the training litera- .
ture taken as a. whole provxdes information on many of the possible
combinations. For example, simulated practice has been studied
for its impact on skills development (Cruiékshank, 1968; Vlcek,
1966). Strugtured feedback has been compared to open-ended
feedback aud?selfrobservation (Tuckman, 1969; Saloman and
McDonald, 1970). -

Studies combining modelxng, practxqe, and feedback (Orme,
1966); presentation, practice, and feedback (Edwerds, 1975;




O

ERIC

Aruitoxt provided by Eic:

22 'In;service; <New'§egggectivee

..'

Hough, Lohuan, and Ober, 1969)1 presentation, modeling, practice,

--and feedbeck (Borq. 19753 Borq. Langer, and Kelley, 1971); and

Kallenbach 1969) have been heavily inveetigated with respect to -
skill acquilition and. transfer. '

-Although few studies: focused on coeching to application"
as Gﬂncelved'here. ‘several treatments included lengthy follow- .
up feedback efter initial training (and these methods geemed to -
result in greater tranl!er at the classroom level). Feldon and
Duncan (1978) demonstrated the power of observation, feedback,
and goal aetting to boost the effects of training, and Borg,
Langer, and Kelley (1971) found permanence of fine-tuning gkills
in a delayed post test after an initial training that included
presentation, modeling, practice, and feedback.

Is there a clear demarcation between fine tuning and new
repertoire?. Sometimes it was unclear if the focus of the study
was fine tuning of existing skills or redirection of teaching
style. Frequently, pretraining observations of teaching. were.
omitted from the training study, so the level of entry skills
was unknown However, we have applied several general rules of
thumb to distinquish the purpoees of -training, First, if pre-
service teachers were the subjects of training, we were most
1ike1y to label the training objective "new repertoire” than if
in-service teachers were the subjects- Second, training aimed
at questioning skills, discussion skills, question wait time,
attending to overlooked students, and positive reinforcement
of desirable student behaviour were generally &lassified "fine
tuning. It seemed reasonable to assume that these behaviours
reside in everyone's repertoire, including teachers and teacher

‘trainees. Thus, if training involved installation of a new

curriculum, instruction in inquiry’ strategies, or unusual
models of teaching that departed radically from the usual
recitation classroom process, the purpose of training was
assumed to be redirection of teaching style.

Was there an awareness of the need for addressing the
transfer question in the training research? Apparently, many
researchers are aware of the need to adpess transfer of learned

a
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.studies examining relationships between student learning and

teacher training have carefully monitored teacher behaviour
in the classroom to assure the implementation of new strategies
thought to influence student learning. rurthermore many
studies conclude with the observation that App11Cation of skills
in the classroom should be the subject of future research.

What is the power. of individual ¢omponents? Some eonpondnts
were studied’ intsnlively; othgrs were not. ‘We discovered no’

'studiea fn which presentation alone was the training strategy.

but it often appeared as a "control,” when it was invariably
aurpasaed by treatments including modeling, practice, or'feedback
components. Likewise, no studies were reviewed in which practice
alone constituted the tréeatment. -

.The evidence for modeling and feedback is the clearest.

Karan, Snow and McDonald (1971) demonstrated the efficacy of.

modeling for redirecting teacher behaviour, and Good and.Brophy
(1974) iliustrated the effectiveness of feedback in a poverful
one-shot -interview based on four months of cladsroom observation.

How conflicting were the findings? The reaults of training
studies are remarkably consistent. Teachers learn the knowledge
and concepts they are taught and can generally demonstrate new
Fkills and strategies if provided opportunities for any combina-
tion of modeling, practice, or feedback. “ '

was the level of impact always discernibile? The absence of
fine~grained analyses that examire all levels o impact for

individuals in a trajni program leaves many que tions unanswered,"

'for example, the percentage of trainees that achieved each level

of impact following training. For the purposes of thib' review,
we asﬁumed that skills had been acquired if teachers were
observed to exhibit the trained skills or strategies in peer
teaching, microteaching, or classroom settings. lf observations
occurred several months after completion of training and the

trained skills or strategies were in evidence, we assumed transfer
had been accomplished. Now, what-did we find? o

r
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EFFECTIVENESS OF COMPONENTS -é: A ' cl ) s

1. Presentation o{ Theory. The substance of théory com~
ponents is the rationale, theoretical base, and verbalfdéscrip;ion
of an appraoch" to teaching or a skill or inatructional technique.
Readings, lectures; films, and discussions are used to describe
the approach, its conceptual base and'potential uses. In many
higher education courses and in-setvice institites and workshops,
it is not uncommon for presentation of theory to be the' major and
in some cases the sole compokent of the training experience. ‘In
research it is frequently combined with one or more of the other
components.

Level of Impact. Either for tuning of style or mastery of
new approaches, presentation of theory can raise awareness of
. increased conceptual control of an area to some extent:. However,
¢ it is for relatively few teachers that it results in skill acqui-~
sition or the transfer of skills inéo the classroom situation
(although there are some people who;build and transfer skills
from theory presentations alone). bn'the other hand, wﬁen~the
presentation of theory is used in combination with the other
training components, it appears to boost conceptual control, 2\\__
skill development, and transfer. It is not ppwerfdl enough
alone to'achieve much impact beyond the awar,eht;ss level, but
when combined with the others, it is an important component.

2. Modeling or Demomstration. Modeling involves enactment
of the teaching skill or strategy either through a live demod-
stration with children or adults, or through television, film,
or other media. 1In a given training activity, a strategy or R
8kill can be modeled any number of times. Much of the literature
is flawed because only one or two demonstrations have been made '
of spme quite complex modeld of teaching, thus comprising rela-
tively weak treatments. T

Level 0§ Impact. Modeling Sppeara to have a considerable
effect on awareness and some’on knowledge. pemonstration alsc’

a
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increases the mastery‘of theory. We understand better what is
illustrated to us. A good many teacher§ can imitate demonstrated.
skills tairly readily and a number will transfer them to class-
room practice. However, tor most teachers modeling alone is

" unlikely to'result in the acquisition and transfer of akills .
unless it is accompanied by other components. Fairly-gogd 1eyels
of impact can be achieved through ‘the use of modelxng alone where
the tuning of style is involved, but for the mastery of new
approaches it, by itself, es not have great power for many
teachers. ‘All in all, research appears to indicate that modeling
is very [likely to be an important component’ of any training
program/aimed at acquisition of complex skills and their transfer
to the #1assroom situation. 4

d

3: Practice Undexr Simulated Conditions. Practice involves
trying 'out ¥ new skill or strategy. Simulated.conditions are
usually achieved by carrying ouE the p}actice either with peers
or. with small groups of children under circumstances which do
not require management of an entire cldss or larger group of
cnildkgn at the same time.

Levetko‘ ImpaC£ It is difficult to imagine practice with-
out prior awareness and knowledge; that is, we have to know what
‘it iB we are to practice. However, when awareness and knowledge
‘have been achieved, practice is a very efficient way of acquiring
skills arfd strategies whether related to the tuning of style or
the mastery of new approaches. Once a relatively high level of
skill has been achieved, a sigeable percentage of teachers will
begin to transier the skill into their instructional situations,
but this will not be true of all persons by any means, and it
is probable that the more complex and unfamjliar the skill or
strateqgy, the lowe; will be the level of transfer. All in all,
research supports common gense with respect‘to practice under
simulated fonditions. That is, it is an eiﬁrem 'E%Gectxve
way to deyelop competence in a wide variety.of classroom tech~

niques.

Q -~
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.. 4a. Stauctured Feedback, Strutturea feedhack involves
learning a system for dbsgrvipq

%ﬁhg beha&iour and provi-
aching by using the system.

:Pégﬁbackjéan be sglf-adniniqtdxéQ,fﬁ;Qyided by observers,/dy .

91%@0[P? peers and.coaches. It can be regular or occasional\ .

1t ¢an Ke combined with other compopents; which are organized

toward” the acquisition of specific’skills and strategies. That iy
s, 1£,c£n'be'dtrec€1y combined with practice and. a practice- -
feedback-practice-feedback sequencé can Sg'developed. Téken

alone, feedback can result in considerable awareness of’one'ﬁ
teaching behaviour and knowledge about alternatives. With.’

respect to the fine tuning of styles, it haa reasonable power'l

for acq%isition of skills and their transfer té the'class;pom' »
situation. For'example, if feedback is given about fatterns of

.}ewqrding and punishing, many teachers ‘will begin tofmbdify the

WAYS they reward and punish children. Similﬁrly, if feedback
1sbprovided about’ the kinds of qhestions asked‘in the classroom,
many téashers will ‘become more aware of their use of questions
and set goals for changes. ,in general these changes p;isist as
long as feedback continues to be provided and then styles gradu-
alﬁy shide back to;ard their original int. In other words,
féedback alone does no’ appear to profide Permanent changeg, but
regular and consistent\feedback is robably-nécessar if people_
are to make changes in very many areas of behayiour and maintaih
those changes. -

4b. Open-Endgd Fefdback. Unstructured feedback--that-is,
feedback consisting n informal Qiscussidn’following obser-
vation--has uneven impact. Some Persons appear to profit
considerably from it while many do not. It is most likely that
unstructured feedback best accomplishes an awareness of teaching
8style and as such can be very useful in p}oviding Sreadiness"
for more extensive and directed training activities. For example,
teachers might begin to observe one another informall} and
eggagetin general discussions about teaching behaviour an? then’
Proceed toward focused attempts at change. Modeling followed'by

C \

4
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eedback can be very_pqwgrful'ln achieving akill
development and . transfer. ’ '

oW

B 2 Coaching foayAPplication. When the other training °
compohentp are unedAlnicénbinatlon, thellevelg of 1q93s$§are
cohaide:qble.for most teachers up through the skill fé@i@d
whether the object is the tuning of 'style or the lgster§~5f
‘new approaches to learning. For example,. demonstration of
unfamiliar models of teaching or currjiculum approaches éombined
with-discussiona of theory and followWed by practice with struc-
tured ¢feedback reach the skill acquisiition level of impact with
nearly all (prbbablx nine out of ten)|teachers at the in-service

- or pre-gervice levels.  If consistent feedback is provided with

classroom practice, a good many, but hof all, will transfer

their skills into the teaching situation. For many others,
however,'di;ect §q§bhing oglhow to applj the new ékills {nd
models, appears t’obe,ngce,s'sary7 Coaching can be provided by
peers (other teachefs), sdﬁerviso?s, professors, curriculum .
consultants, or others thoroughly ‘familiar with the approaches.
Coaching for applicatién,involves helping teachers analyze the
content to be tauglt and the app;oach_to be taken, and making
very specif}b Elang to help theustudent adapt to the new teachinq

" approach. Y

5 -
COMBINATIONS AND COMPONENTS
. - L '
For maximum effectiveness of most in-service activities, it :
'ahpéa;s wisest to include several and perhaps all of the training

components we have listed {see, for example: Orme, 1966.) >

Where the fine tuning of style is the focus, modeling, practice
ounder simulated conditions, and practice in the classroom, !
onsiderable’

changes. Where the mastery of a new apprdach isfthe desired ~
outcome, presentations and discuisions of theor

‘and coaching
to applications are probably phecessary as well ‘If the theory

ted; pragtice is provided Ainder simulated condi
¢ .

<
®
Sa
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- dnd’ consistent feedBack, and- that practice is ;ollowed By
appl;cation in the classroom with coachxng and further feed-
",back. it is likely that the vast majority of teachers will be
able to expand their repertoire to the point .where'they can ‘
utilize»a wide variety of approaches to teaching and curriculum
“If any of these components are left out, the impact of tra;ning
will be weakened in the pense that fewer numbers of people
will pkogress to the tranafer level (which 1s-the-on1y level
that has kigfitﬁfant meaning for school improvement). The most
effective tra nﬁng activities, then, will be those that combine
“theory, modelin . practice, feedback, and coaching to application.
The ‘knowledge base seems firm enough that we can predict that
gf -those compqrcnts are in fact, combined in in-service programs,
we can-exgect the outcomes/to be considerable at:pl; levels.
" Now, let us take those coméonents and see what we can predict
on our o&feome levels. Let us have an in—serQice experience, a
good hefty one, superbly done, that only deals dith the theory; we
have j“lt discussed the theory of the approach. How many People
will transfer in the classrcom; will go through all those levels;
‘will become aware; get conceptual control; get ekill, and transfer
unto the classroom, do somethxng about 1t? Who thinks ten per-

,)$pht,° 5 fewe‘f us with that kind of experience pick up from that

&nd do anything? Well, you'd be right. .

NSWw let us have a beiter'workshop. Let us take discussions
of theory and also demonstrate the teachxng strategy--superbly.

Now how many people w111 transfer it to the classroom? It is
still less than ten percent after demonstration, as near as I can
tell, who will actually pick up the thing and use it. But
conceptual control will be. much better. We learn theory better
when we can see its.implications; if our workshop includes theory
and demonstration, our conceptual control will go up, bit we won't
have much effect on the transfer. Are you with me? . *

Now, 1etﬁs add practice: we present the theory, we demonstrate
the thing, and now we practise it. Teach each other--peer teaching-
teach each other micro~teaching and so forth. Now, how many will
use the new'approach? Who thinks it wtll be under twenty-five

° ) L o) . - o A o
: ¢ P » .
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,bdt étillfg minority. About one-quartey oi~US nd1 are fooling

, Bruce Joycei ,'25'.
percent?: uéll,'that is about right. A fév-mo;efvili use it,

)

aFound with the thing. - R v
.- Let us.add feedback. We will teach and co~teach others

» N [

. mith feedbnck, you v111 get a lxttle more, right? Bué'until
b go the whole gamut--theory, - demonstration, practice, feed—

'“back*and then. co-teach each other in the classroon--we do not

reach the point where the majority of us use nev skill or stra-

. tegy-aa a fpnctxonxng part of our repertoxre, as near as I can

tqll from the literature. Do you see the implic ions? WNow,
how many will if wejfrun the whole gamut? +I lectyre you -a ng~

° dynectics; we demonptrate it eight times; wé pragtise it .
ﬁmall groups, mit eedback; we iolioy each otnei in the class-
‘room and watch eac other do it. Now what percentage of us will

. QO-xt? How many hink it‘s.over ninety percent? ‘Well, that is
- the way it is. AJY of us, just about, master and atilize things

taught under..tho condxtxons. We, as teachers, are wonder £yl
learners. But 'y u thxnk, “Gee, some. people might ndt like it,
they may not us
they will have

it forever.” and- all that. That is true, but

he capability. 1In a communal kind of situation
it and nearlygeverybody will try the thing out
situation, particularly with the coaching going

they will enjo
in that kind o
on.
[

{

I don't fknow if you fully believe all this-—-I am not sure

1 fuily belibve it all--but what I am trying to do 4s Yyive you

a ‘sample of fan effort tourehch toward a modél that will address
only one tiny -piece gf the staff-development problem: that is|
what kind Hf training 8o we respond to in what ways? And the
implicati¢ns of just that excursion are something like this:

we can pyt on a series of workshops, on a series of clinical
experiences, and give some idea of what kinds of things we are
likely fo learn from them. If you see a workshop that has
lecturd and demonstrations only, Qhat do you kKnow about it?

You will only go to'thé awareness and to some extent the concep-
tual control level: university courses generally contain oniy !
thosé components. : On the other.hand,'one of the most wonderful

/ . . ’ . ’ 4
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experxments I have .seen was where pepple dropped theory out’ and
just paw the demonstration, practica and feedback. The perfor-’ _
m&i{e wAS, crummy, which was kind of nice. . We do have to know .

what we are doing. o ¢ ¢

Future.resea gn training should systematically address

the many ¢ ‘of the traiping components/levels p§ impact matrix
tha rently lack adequate datay An’ ‘emphasis’ off the etfects of”
'coaching to application' on “problem solvxng -awieh ching

.ldministeﬂhﬂ by other teachers, principals, Supex isors
'on-«should provide useful information not only on coach '

a training strategy but on, the relative effectiveness of vary %
training agents as well. 1if, in fact,‘coaching by peers proves’
to boost ‘the maghitude of -€lagsroom 1mp1ementation, an extremely
practical-apd poyerful training method can be added to the
aalready ‘tested strategxes -of theory presentatxon, modeling,
practice, and feedback. . . ,
. This is just an illustration of what can happen if we dig -
. into only one dimension of staff development and scrutinize the
research carefully. We be;in to develop a "partiallmodei"
that addresses one dxmensxon of the problem. «
Before I go, I want to tell you what the future w111 be
like. You are going to generate models for staff development )
that adequately address the creation of better kinds of social
ecologies within which-we can wogk and grow. I,b2lieve that
the payoff in models of staff development is not goinggto be so
much through training, studies of governance, and whatever, as

they are going to bé!in finding ways to'make the school a better
place to live and wo within thdt environment, staff develop-
.. ment 1n1tiatives,-whatevdr they are.in approaches, can fall on
fertile ground. In that funny little e1emen§ary school we gan
do almost anything we want because it is kind of a neat place.
I watched another school not far from there where the faculty -~
are divided against each other and there is no positive problem-
solving force. And think our mddels that are going to pay off
are going to be the ones that look at Ehoge kinds of problems
' carefully. I think, second, that we must become m9ré realistic

'
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~_in 1ook1ng at our literature and what we do know. “Although I, » j’,
as being p!rtly ficetious, .it would take me three or four hours S

to take you throughithat training &esearch adequately. 1 am )

- . convinced that most stuff devéiopment actxvxty can hardly affect “ !

3

us at all because we are violating the’ best we know about training.

For a teacher traxner seriously to offer a workahop and gxpect -
'--tranaier without providing the elementsnthat enable ug t learn .+

' ly foolish. : . : had

from whijh we can learn, the proper conditions, almos; any . .

‘n learn almost any gomplex teaching strategy and how.
tovuse it. One.of the things I am very.tired of is the complaint
that we are not very good learners, we are hard to change, we are
moge—backs, we -are burnt out, we do not nave the energy:to go
forward. _From the traxnxng research, 1 have found something quite
d;fferent. We are terrific learners. What ‘we have done to our=
selves xs create a staff, development ecology in whxch we very
rarely’ put together the elements we know we learn from. When
_teachers plan their own in-service, it just amazes me how quxckly
_ they plan the same workshops, the same approaches, ana so forth
. that they have'complaihed abbut. Very rarely do they say,d “Hey, .
a jlet’'s eaeh demonstrate quy best thing to the oth rson.”
‘ Let's start by_teaching edch other the thing we do best.'” Thae
)ust doesn't happen very Aften. we have all got take serlously.j”;
“ the conditions under whxch weslearn and put those together. Q‘éh‘
well., good luck. I hopg 1 haven't made it too rmuch worse
N than, it was when we started. George knew me well enough to think
things probably would gef worse, b%t at least, George, the other’
speakers will lpok- better. My function in a conference is to
start by leaving Yvu nowhere to go but up. -

O
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QUESTIONS AND/OR DISCUSSION: ¢ &
_ Ray> Botam: .
G 1'1] %ake two points, Bruce. First of all, l vere !om;x,

t gou Qutlined for 1n—serv1ce at the outset' ) youttalked
ocietal, corporation 1mprovement, unit, and 1diosyncrat1c
1’4 fike ‘to swpport t. e as-a way of looking at th).ngl
; ‘and I\a like to add a ’europeaz’;nnension. For example what has
eah happened at thé national level imr Brighin is that a‘’group has come
’ toqether to try and identify needs a those four- leveLs, national,
' local’» schools, and individual teacher, and then to Look at both
the- kind of. resourc:(?rémt would be necessary to meet the needs
80" identified, and #he sort of actw.iti‘es that would also be ngeded.
) Sozx fj.nd that’ sdm'et.hing that 1 want to give my support tos. This
] is”an approach which has found increasing fatvour in Burope. Per-y
haps, it's because it's easi’:r to adépt that kind of focus in - -
) relatively centralized systems, but I should say that even .in X
- England which ‘is’ pretty decentralized (in fact very often decen—
tralizatiol? qdne mad) we found this partxcular fomulauon helpful
*  The“dther aspect that I really was saying "Heqr"‘ "Hear!"
‘very heartily to 'is the notion of ecology of the school’and its
"importance. I .really do believe that unles3 we start from 'the
sc'i-nool anci look wkhin as it Were, and then start looking eut','
rather than what! too often-happens—-particularly on this side -
of the Atlantic——ptartiqg ;&:m the outside and lookinq in, then, ?
. *1 think all our in-service efforts and indeed much of the effort’ﬁi
. that we've made in, let's say currigulum development and dissemi-
nation, are ddomed to faiiure °* The working réality of sthools is
so complex; the prmcrpte‘—factor I always find is lpc of time, *
whi was ‘highlighted for me recently on a T.V. I{ m in Englanq
‘on Xe Covent Gardén Opera Co.', 'l;he cast said, "It%s a lovely e .
place from the outside where, the audience sits but inside what you
find is that it's incredibly tight--no space at all." Everybody °
agreed that what they needed more than anything else was more spHCe.
And I thought, now if; you aﬁked ariy teacher, anywhere 1n the world,

sz
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what he wantéd,.very rarely uould he nay 'space B Every teacher
= know uould aay 'Tine.‘ That is what I. need more of to do what
1 want’ to do." .And that 1- one of the thxnga that must be add:ésr

sed in looking &t the ecology of the school. : . A

1f ‘we move out ftou that--again a Europaan petlpective--l
think perhaps_ in s"‘ﬂﬁ" this. netion of ecology has bedn taken
‘more seriously than anywhere else. They quite exg}icitxy |a1d
o "We are a: social democratic country: }hﬂ schliools ought‘to be
locial democrxtic._ They adopt an _ideological stance in other
Hey ﬁhen’;aid, “Now let's addrgsé
1s, particular sitea,'particula}
communitien working with schoo}s, and see what the - implicatiops
of those are for che particular schools: at this time. They .
start,ltherefore, by saying, "How can we help the teachers in
tHese schools become what we think they ought co'bg. To that
,extent it's top down; nevertheless, it does start from their
= working reality.- So that's my second, "Hear'!® "Hear!'®" )
i have some doubts about the stress you fay upon the model
you offer at the end. I am skepting"iBéut.the ninety percent--
\*even_when you do the lot--because it seems to me what' we are

offering teachers, even with that much more sgghiaticated,

wordu. But havinq done that
_the needs of part1Cular

complex innovation. Tha€, howeve
it, when it comes down to it,
. part of that social system.

he individual teacher is a

In England..where wg've adopted
just th!’ kind of strategy, we still find that Pehaviour doesn't
significantly change. So, while it's clearly something one
would want to add?bssq and one would want to adopt rather than’
gome of’ the more primitive hings we do at present, I am not
confiden§ that it would a?ﬁr v? nihég? percent.

:

Responge: Michael Fullfan

1 thought that when Bruce first started off wf he story
and talked about the confusion he had encountered,”and told the

~ Btory of the four teachers--the two that hadn't read any books

)

b
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 and didn't’ dO anything, and the other, two who'had" taken advan-‘

tage of every. 1n-serv1ce opportunity they" ‘could-~that he was
going to go on and say tHat they'd followed up their tedaching: @
and found the two moribund teachers to be the most effective. i
But he wasn't that discouraging.

I hayve three reactions that are 1nterrelated.A The fifgﬁ“
one is réally a sense of agreement regarding the wastage of
time and energy in 1n—ser01ce education. It seems to me, from
the studies, and what. Bruce has gited, that one: form of progress

‘'would be to cut down,on the wasté -of 1n-aerv1ce education. That

would be a real accgmplishmant. SOmewhat related to that is
probably the’orientation people have now to in-service education
compared to ten years ago when new programs were introduced.
People have been hurt frequently and so are skeppdcal about
programs that come along. A great deal of pessimism also exists
that’ makes it e}fficult to work with those dood examples that '
do come along. I thin} that the whole theme of thé conference
with its implicit assumptioh that we need to increase dur effort
on in-service education, which all kinds of'ageﬁcies are now,
advocating, is one that we should look on skeptically in. terms
of whether it will lead, on balance, to a lot of wasted energy
or '‘productive energy.

The second point, which follows from that and ties in to
the last things that Bruce was talking about, is the need to
1deﬂtify and understand what makes good 1n-ser91ce work, I hope
the discuﬁsion groups and other speakers will try to-accomplish

. some of that by the end of the conference. We need to have *

criteria, to sort out the good and bad forms and to be able to
understand in both a conceptual and pracdtical way why certain
types of in-service education work and why hers do not. And
that will relate to things like the ecology of the schogl, the
role of individuala_in schools, ang somé of the things I waht
to deal with on Friday. -
And the last boin , which is, even if we do everything right

it is still to me a large problem. Because, we can have the
model that was described at the end-'gﬁe components of theory
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'nad d-uonltzation, practice, !eedbnck, lnd coaching-dvhich b ¢
agree vill ba &' succesgful model if poop}c would use it, but
"the problem is not so much formulating what would be a great
in-dervice modsl (I think that's part of the problem) hiit the

_‘othcr problem is that we would run into the realities of the
differing school systems that Bruce xeferred to in cbmparing

" those two -chools. 8o, even if we have this great model, or

a good model that makes a lot of sense and will work if ic's

tried, we are faced with the problem of being able to work
with ditferent school systems, many of which have no interest
and where it would ‘be impossible to get started. I think -*
'that's where we .are going to end up confronting the

,problcnl

Responss: Lou Rubdn

Well, I think we've been treated to vintage Joyce; a

truly first-rate presentation. The first srdument ig that
1n-service is a problem of consummate 1mportanCe which has

ohly come latterly to canada. The main thrust of the moJe-

ment started in the U.S. It 4Aid not start because we uuddenly
discovered that in-service was terribly important. It started

- because the pre-service market died out and it was only when
all of those dudes who were involved in pre-Pcrvice had nothing
to do.and got frantic because of the bloody pill; a bad meta-
phor but I'll let it go. Because of the pill we were wanting
for kids and because we wanted for kids the pre-service market

. died out and lots of people turhéd to in-service. Be that as
it may, it has yet, I think, to attract its true merit of atten-
tion. . , *

I'11 make you i'bropolitions I'11 walk the streets of

vancouver this afternoon and I'll pick one hundred teachers;
1'11 pick one hundred people on these criteria: 1) they have. a
university degree in anything; 2) they like kids; and 3) they
have some feeling for getting along with others. Phose are the
three characteristics 1'11 look for and then I'11 match that
pool of one hundred with anothar popu%ation of one hundred that

o
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. haa'i'tull'tegcher-irain;ng bfeparation prqgraﬁ from»Colﬁmbia,
or Harvard, or Yale or Berkeley or wheréver. And I'1l bet
‘you my shiny red séﬁﬁter that inside of three years you couldn't
tell one group from the other. .
Great teachers are not made at the University of Illinois,
or Stanford, they are made iR the eclopls and for that reason
4't'a awfully easy to overlook the consuﬁm@te importance of in-
service because it is the in-service aotivity that makes or
. " breaks a great teacher. Take-all of the talent in the world,

) Put it in an infertile gituation and you end up with a poor'
teacher. Take modest talent, and Put it in a very fertile_
environment, and you come closer to realizing its poteritial.

N The second point that’ Hruce made that I think ex remely}
- important, is that he said, "Let me tell you my problems and
let me make some suggestions as to how you .§o about formulaciﬁgA
a model.” ,And I want, parenthetically, to twit Ray Bolam. 1It.
is said that there will always be an England, and I am inclined
to think that there will always be.an ﬁngland because England
changes so0 damn slowly. Because, I}ve been playing some games
on my own, and I would be inclined to believe the ninety per-
cent figure. That may be our great debate of the forum these
three or four days: wheéher or -not ninety percent is the right
figure. Wwhile indeed we do have extraordinary difficulty gettinc
change into the classroom, it is that usage and feedback mecha-
nism which seems to make the difference. So, we'll have to_
push Professor Bolam a bi{ more as to why he feels that that
figure is overly optimistic. But the point I want to make
is that Joyce spoke, not of "po it my. way"; this is Joyce's
version of the good, the true and the beautiful. Rather he
said, “Here are some ways of going abogt it.” \I think that is

i

of great importance because it means that in one place you go
about it one way, and Xh another gituation, you go at it

d&nother. Victoria doesn't do it the way Vancouver does 1t;‘
there is room for great freedom, You know, they o;ce asked ”
-Michaelangelo, "How do you carve a horse?? And he said, “wﬂ& !
it's ver%/simple: iou take a block of marble, you look at it,
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nnd you cut avay tho part. :hu'- not s hone. . And that's all =

‘there is to {t." Now there is a great -églptor and & lousy

" teacher., In thal sense Joyce was saying, "Here is the way I

carve my horse.” I don't think it would work for all of us
bacause we don't all see blocks of marble in precisely the
same wsy. But those ingredients that he outlined, I think
are a valuable tool in devising other kinds of models that'do’
make for potent rather than impotent in-service.

I suppose the third thing that I would note is his
speakifig about the ease with which we make the shoddy appear
to be satisfactory. There is a fundamental premise of human
behaviour: {if you can survive something it's good enough,
and the inclination to make it better is not very powerful.

And we have survived an awful lot of very, very>bad in-service.
It goea on--it goes on all of the time-~it goes on almost
everywhere; and it goes on most of the time rather badly and
we are expert, not at makiny it better, but at camouflaging
its poorness. We are superb at decor, at covering up. I
think what Bruce was suggesting ia that perhaps too much of

our energy has gone intd{ the camouflage of somdthing which is
fundamentally irrational)and unpromising, and too little has
gone into the gearch for “able aiternativea that have genuine
promise. *

g

‘George lvanmy: .

1 would add cne little note to® the great debate. 1 also
tend to agree with Bruce that ability to change behaviour on
the kind of model that he outlined is damned near one hundred
percent. I remember Bruce providing external'brillianéa té
several doctoral gtudents in a models of-teaching project.

And, for whatever reascn, when you took groups of teachers and
ran them through that kind of training program, you could
produce almost any kind of prior-determined behaviour, perfectly.
(We also knew what happened to that behaviour when they got
abandoned and 1eit in normal schools.) But the idea of being
able to shape the behaviour perfectly so that it was understood

§ Co
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.. and skillfully demonstrated can be done through that kind of -

model. I think the difficulty is beyond that: ‘whether it

lasta, whether it can stfhd the kind of tests around it, -
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INTRODUCTION:
NAOMI HERSOM

You know, those of us who represent the university sometimes
feel the sting a4 little in a remark attributed to George Bernard
Shaw who commented that grandparents and children had a great
deal in common because they had a common enemy. I can only hope
parenthetically;, that we don't feel that way about our pre-service
and post-service activities at the universities.

However, to get to the task at hand, I am very pleased today
to be chairing this sessioa andlto be here dith you to hear our
distinguished speaker, Ray Bolam, who comes to us from the School
of Education at the Univeraity of Bristol, Ray hae been very‘
active in two areas that are related to the theme of this conferenc
the induction of teachers when they first start in the paofessien;~
and as his title indicates: 1n service education and training of
teachers. o ’

Ray has been very active ih England but his activities have

‘also extended to at least sixteen countries associaied with the

"

United Nations; he has consulted in the United States and so is
familiar with the North American scene; and he has also acted as
an advisor for the government of Pakistan. ' So, today, as he
addresses us he brings an international perspéctive and a wealth

Of experience. It is my pleasure to give you now, Ray Bolam.
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CHAPTER 2 ° .
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PRIORITIES IN INSET @

" AN INTERNATIONAL PERSPECTIVE

RAY BOLAM

INTRODUCTION

This paper has three broad aims: first, to disueq&nate
information about trends in recent[;hinking about INSET.,
(In~Service Education and Training), particularly amongst
0.E.C.D. member countries, outside Canada and America; second,
to give a brief account of a recent project which has been
given high priority in England; third to consider briefly some

“implications for INSET policy in any one country. ’

THE 0.E.C.D. PROJECT ON INSET

Even at the outset of the 'project, in 1975, it was very

clear that infb}med professional opinion in several 0.E.C:.D.
_ Member countries was virtually unanimogs in recommending that

a very high priority should be given to the expansion and improve- '
ment of in-service training as an investment in the future \"
quality of the teaching force. This agreement about the importance
of INSET had given rise in deveral Member countries to a detailed
copsideration of necessaary changes in its nature, scale, costs,
orEﬁnization and structure. v A

It was against this background that the U.S. National
Institute of Education (NIE) and the O.E.C.D. agreed to sponsor

41
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42  Priorlties in INSET i ‘
jointly international project on inhqvative approaches to
- ‘ INSET (s¢e Diagram 1), Reports were commiséioned from leading
teacHfr ducators in the following countries: ‘Australia; canada;
France; Germany and Switzerland; Japan; the Netherlands; Sweden;
United Kingdom; United States. A post seminar contribution from
“Ytaly was later added. Each report contained an outline of the
/:Zadional'context and the main features of INSET: seve;gl inten-
, sive studies of innovative approaches to INSET; conclusions on
the implications of the case studies fbr the future of INSET.
Tﬂese national reports were discussed at an internaéional seminar
which was held in Philadelphia, Pennsylvania from June 27th to
July 3rd, 1976. - -
. A8 the conclusion to this first phase of the project, a
synthesis report (Bolam, 1976) was produced and pridr; ies for
_Phase 2 follow-up activities were identiffed. 4n faat, Phase 2
‘of the project took two forms. First, in Phase 2A, as described
helow. - Second, in Phase 2B (which is funded by the parti%}pating
countries and not by NIE) a series of co-development activities
have been organized. These have taken the form of nationally
sponsored conferences, seminars and site visits for practitioners
and researchers. Phase 2A of thehprojecc will conclude with a
conference and general synthesis report, both of which will take
account of the Phase 2B ictivities, later in 1979. The Phase 2B
activities will continue on a group and bilateral basis as long
as the participants consider them worthwhile.

: 4 Seven major topic areas have emerged as priorities during

Phase 2 of the brojecc. Since they may 'reasonably be gaid to ’
reflect some of the main priorities of the participating countries,

they are presented briefly below in the form of a progress report.

© al The Contributipn of Adult Leanning Theonies and Practices
to INSET ; : :

The experience of péoviding learning opportunities for adults
outside the formal system of education and training has not yet
penetrated the teacher training and retraining world. Several key
topics were identified in the Phase 1 interim report:

3
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44 Priorities in INSET

i. The adaptation of the general knowledge base in

adult learning to the ppecific needs of INSET
progrumneu}tor teachers.

ii. The relationships petween continuing education,
personal development, incentives of various kinds
and career developments. i

1ii. The specific implications of the predominance of
women in the teaching profession. °

iv. The implications and possibilities of organizing
INSET for teachers alongside other *helping”

.~ professionals. :

This follow-up activity has involved the preparation of
several national reviews of literature and expeéience. The
gynthesiq report is being written byp‘Dean Corrigan, University
©of Vermont, U.S.A.

N b) The Role of the School in INSET

The Phase 1 interim report recorded general agreement that
the actual and potential role of the school in INSET ought to be
Aﬁggxplored and documented. This called for a careful analypié“gf
the conditions needed for the successful iqplementation of an
approach-which tries to respond to both teacher and the d;stem
Qeeds- The following topics were suggested for considerationi
i. The definition of and rationale for school-focused
training in the continuing training of teachers.
What characterize; schools which successfully operate
such approaches? —_—
ii. The role of the *peer-group” and the emergence-of ]
new training roles: ﬁrotessional tutoré, pedago-
gical advisers, research coordinators, consultants,
etc.; the specific roles and.traiﬁing needs of those
who facilitate school-focused INSET.
{ii. The characteristics and coordination of support
structures for effective school-focused training,
e.g. universities, colleges of education, research

laboratories. Because of rapidly developing interest
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in and experience of them, the role of teachers'

* centres in school-focused INSET would repay .

‘particular study.

iv. How can the effectiveness of school~-focused

INSET be evaluated? 1Is it cheaper than traditional

a p}oaches? How can it be incorporated in an award-
earing structure (e.g. M.Eds. and Ph.Ds)?

This activity has in many ways been the most significant of
all, not least because it has figured prominently in both follow-
up Phases. In Phase 2A several national case studies have been
writtem, with some emphasis on the role of teachers' centres;
the synthesis report will be prepared by Ken Hewey, University of
Minnesota, U.S.A. In Phase 2B, three international seminars have
taken place and each has involved working papers and a synthesis
report. The initiative for é%is Phase 2B activity has sprung to
a considerable ex?t from the Department of Education and Science
(England and wales] -which has also funded three major research and
development projects on school-focused INSET and publiBhed a
discusuion document for all sohools (Bolam (ed) 1978).

clfA The Evaluations cs(lysf?"

The Phase 1 interim report concluded that there was- general
agreement among resdarchers, administrators and teacher educators
about the urgent need for viable models and strategies for the-

. evaluation of INSET. \Tyese needs should be sgydied atqseveraf
levels:- \ !
;iv A critical re&iew'of the theory and p}actice of
’ i evaluation in INSET and related fields like curri-
culum and actidn research.
ii. The development‘of a comprehensive methodology for
large scale and.external evaluation of INSET pro-
grammes.
iii. The developrent of methodologies for formative and §
symmative evaluation,of courses and programmes which
can be easily administered internally by INSET
providing agencies.
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tv. The_1mprdV§m§nt”of.th6‘féqeprch-and information - /( ‘
- base at regianal and;;n&tlivon."ll 1@va_1s_"ao that the
Planning and implementatioR of INSET policies
can ‘be made more effective: . )
v. A gpgsideritioq of th relatiopshfp éf eva}uaéion s\
. to’the probléms of idéntifying. agreed aims fof
. _ {NS;T at the five main'nyatem-levela. . o
In Phase lA, severa)l national reports have been prepared
X {e.qg. United Kingdom, enmark, Swedlen and U(S.A.) and the
syntheas report will be writfen by Tom Fox, UniVersity of
Wisconsin -°Madisen. In Phage 2B, several seminars and inter-
project viliéationa Khave been organized in connection with the
evaluation of school-focusgd research projects in England, Sweden
and Denmark. INSET evaluation is' currently of considerable interes
in the U.K. (vide Elliott, 1977; nenaerq}ﬂ, 1978; Bolam, 1979).
d) New INSET Materials

) N
The Phh*e 1 interim report concluded that INSET providing
agencies and individuals have a central part to play in the %mprove
ment and development of effective INSET programmes, methods and
miterials. Three topic areas were identified for study:
i. whaélkinds of new INSET materials and approiches

exist in er countries, how effective are they
and to what extent can they be adapted for use -
elsevwhere? . . ~

e
ii. what types of teacher training programmes can be
developed that use, among other things, original

and/or adaptgd training materials, self-dirccted
r

and self-ggfec training. experiences, distance .
teachin . Performajce-based methods, agd
* applications of research findings to teaching ’

What problems must be regclvéq to make such a
.-~ training-programme functional?
iii. 1Is one type of Proggamme more effective than another
in changing teachers? Changing pupils? Changing
the organizatjonal structure of the school?

~° -
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. certainly in the u. K. juide Bolam, 1977, and Bolam et al, 1979)..

"«‘] . Coata and E‘ch¢¢nt UtLLLzajLon of. Reaouacga o e

¢

'!;'I In Pha-e 2A, two inter ational seminars’ have been or
lround thil.theme and heve yolved extensive ltudy of
materialn and media. An int rim report has been prepared by

: Cy Maiwell at oscn/cztu. . St e,

.""

el Rolz and Tma¢ning of Tcachza Tnalnzaa

v ’ :
The Phlne 1 interim report  concluded that it was ot.critical
inportence for trainers to be adequately equippcd in’ terms of

FRY

1 2
. -skills and materiala to carry out their ‘tasks; that a great-deul

. of relevant work was on-going in other countries; and there waa

a need to identity those apprgaches which are adaptable: and. gengra-

lizable to other settings. Two major themes for future study
‘were identi:ieq' es:. . B >

«, 1. A syrvey of existing knowledge ebout the training
) neeZe ‘of,” and current training programmés
principel teaeher trainers; thil would be
in ‘relation with the tindingn uﬂr a, b, c\apa a-:
above. . R BT W

i1 'The identification ‘of the merits of comprehensive. )
national strategies for tfeining teacher. treiners -
compere@ with ad hoc approaches :aimed” d‘ new ibles
,(e g. séhool-based. profeasionel tutora)?

‘In Phase 2A,. an interim report has been writfen' by 'Bill
Mulford of Canberra College of Advanced Education, Australia.
It may well be that further follow—up activities will’ emerge
since it is clear that this is of gonsidereble interest, ’

The Phase 1 interim report concluded thet there was a . '

pau ity of comparable information about existing INSET resourcés ¢
. §

and costs and that there was & clear need for a compereclve-(
'study of at least three main aspgcts *of this problem. A " 1
1. Methods and procedures for utiii21ng and providing
a”Ng{ for INSET at national, regional, local 'ihstitutiona}

*{and prog‘rdmme levels. - : ST ’

PYE -
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fff“'llA"Piibr}tion‘in xustr 'V_f St e
A § uethod- lnd pr0cedureo lor dalculating the col:r . e
W of INSET at these’ same five levals. - . i V'OL“;- ;}
‘nigi.”‘uethodl, procedurel and problemt of making 1ﬂter~ v
; o ‘national comparisons of INSET relourcel and costs '1;”
e ‘ ‘,at these five levels.. .. . N
) In'Phlle 2A, leveral nutional reportn have baen written‘.ﬁ
{e.g. Aultralia, Denmatk, sweden, France, U.K. and U 'S.A.) and.
a lyntholil roport is being prepared by Philip xuplan, an -
0.E.C. D.- cOnlultlnt. “There is no doubt that this is’ reguxded
. as both-an igportant and intgactably problemaeic aspect of
INSET. For example the D.E.S. in England has zbcent1y tried
to obtain. reliable coat data but has encounteﬂ‘ﬁ great diftiaulty

(D.E.B%, 1978). . L . _ '

- . . .
. gl PuattchatLOntand Govennance o oo
L ] v ’ ’ .
L During Phase 2B,- those engaged 1n the co-developmept work ..

concentrated on an Alpect of.the Phase 1 1nter1m report conce:n ng.
the extent to Which teachers and otfhers participate in decision ;
‘making about live key INSET ‘tasks: ' .
' i. Release and financing of teaghers. to unaertake Iﬁ%ET.‘
ii, COntent and methods of INSET\programfes and activities, N
;1{. Validation of INSET-awards. [ . S T
< Tiv, Accreditation and certificaéion related to INSET awards.
v. Co-ordination of INSET provision..
- An 1nternational seminar was organized and Norman Evana of
. the Cambridge Institute of Education will writé an 1nterim rgport
INSET governance is of central 1nterest in England and wales,
where the national Advisory Committde on the Supply and Trainihq v>'
of Teachers has recently produced“q discussion paper entitled,
'Sugqbated Functiong of Regxoﬂal Committee for Induction and In-’

- -

‘. Service Training-oﬁ“Teaghexs'.

" PROFESSTONAL TUTORS.AND PROFESSIONAL DEVELOPMENT: A NATIONAL CASE
stupy. : .

; C Vel
This section giVes a brief andvpnxttal account of attempts

in the U.K. to follow-up the James Report's recommendations that .

2
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| Professjonal tdlbr;}iho§1¢ be appointed in éach school as.a means
: pf'promoting pro!eﬁsiénél dgﬁglbpmént and school 1mprqygmeh£.

. .Some emphasis is given to the pilot ‘induction schemes because of
“their inhérent‘impprtance in the U.K. and becauge. other countries

(e.§. Australia : vide'%iuher. 1978 and the U.8.A. : vidé'uaqnonaidi

-1978)glrave expressed interest in them.

The problems of beginning teachers have been a matter for

concern in the’ United Kingdom for some timé. In 1972, the Jaimes
- . . . - A 13 '
Report (D.E.8), '1972) eoncluded: ‘

(Nofhing hah”imprélsed, or depreséeé} us more than the
. gross inadeqguacy ofqtheaesent arrangements for the B
probationary year, N

The committee based this conclusion on a comparison between the -

+ theory and actwality of probation and induction: -~

It is difficult to write in measured terms of the gap )
which here separates theory from practice. The theory .
is irreproachable. The young teacher, coming fresh from
college or.department of education, has been given some
of the basic skills. He now needs.practice under genial
‘and @xpert supervision to'develop those skills, to mature
his style, to.relate the theory he has ‘mastered to th
practice in which he is fnow involved. His college teachers
maintain a lively interest in him. His wise seniors in his
~first school introduce him, by  example and precept, to an
understanding of professional attitudes and to an appregia-
tion of what his particular school is, how it works, how
decisions are taken, how parents are involved. The specialist
' adviser of the L.E,A. helps him, introducing him to other
young people workiag in.similar fields, involving him in a
programme -of further training and consolidation. An enlight-
ened headmaster ‘ensures that both the weight and the charac-
ter of the timetable given ‘to the young teacher reflect the
-8pecial conditions of his first year of-salaried employment.
Such an account wduld probably surprise most of the proba-
tionary teachers who might read it. 'No doubt, practiceg
+ "vary and some L.E.A.8, schools and cGlleges are more conscien-
tious and successful than others.
Nevertheless, the characterization which follows
recognized by many a% uncomfortably near the truth.
probatﬁonary,tedcher, in fact, leaves his college on
last day of term:-and never hears of or from it again.
does the school to which. he goes ‘communicate with the.
college, even if difficulties arise. He isg pleasantly
received at his school (as would be any newly appointed *°
member of staff, whgther or not in a first appointment)
and introduced, formally or informally, to the ways of
‘the place. No one suggests to him that he is in a special
situation,,ﬁr entitled.to unusua} help. He may be invited

L]
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) A Ej..nez;a.jco attend a" tes party but will.probably S
s ¢ not'go.and, if-he does, that will be hia’ last meeting o
. with its officers br advisdra. He teaches a full time-
table .including one or two of the notoriously difficult
.. groups of pupilas.. No one goes near him in the mistaken .. .
belief that to do so would be to interfere with his -
professional integrity. At the end of the year he .
Téceives a& note informing him that the probation
has been satisfactorily completel, and he is n
. qualified teacher. -This gap between theory and
L reflects an equally' alarming gap between ‘the i
T, - - tion'of the probationary year by colleges and 4
o on the one' hand and schaols on the other. Colleg ightly
insist that a-profgesion 'should accept & major responsibility
“in incorporating its.own members and, in any case, they
cannot themselves do everything, and cannot produce a .
standard and universally valid form of training which will -
enable everyone to do everything everywhere. The schools
rightly insjst that "the system” does in fact ‘Présuppose
., that a new teacher is fully trained, and they are given
. " nelither resources nor encouragement to become effective
. o ’ partners in the training. -

A more detailed accbunc of this gap hetween'theérf and actuality
was proyided.hy a University of Bristol nationai sutvey offprobq—
tioner needs and induction procedures (Taylor and Dale, 1971),

to which ﬁhq James Committee referred.
. 1t 8hould bé remembered that the first year teacher's initial
training dill haye been one of broadly three types: a three-yeak
certificate course; a three-year certificate plus a B.Ed year; a

+

« three-year bachélor's course.plus a one-year postgraduate gﬁrtifi~
‘cate course. Thege three types are ill&strated in.piagram 2, 1¢°
should also be noted that the content of initial training is .
largely controlled by‘thé initial trainihg institutions, although
the ‘advent 'of the Council, for National Academic Awards (C.N.A.A,)

5 Ras ‘givep .a greater say to representatives of tﬁ? pxofession anq

- .the L.E.A.s; that initiql training has two purposes -‘Qigyer
education and pzofessional,training; and that'it incliudes from 4
ten; to twenty weeks éf unpaid but reasonibly realigtic practice
teaching. Within thja'cpntext, it was generally agreed that tye
problems Eaced\by teachers in their first year of service warrantec
separate attention because they wereldisti tive and different fron

the school pfagtice situation in the follow respects:
*i < N
~v
i l\— ’ !
. 5 .:.f ) "
/ v Yo g
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.a. .probationerl received a fu11 nalary, -
.7 b, provided thuy complated the probationnry period
A natilfuctorily they ‘had tenure for life; '
~ 7 .c. ‘they. had a full ‘teaching load; f‘

: f” N-2 they hld full reuponlibilicy for a clasl;

’ @. they received no lupervision from their ex-colleqe
] . and only minin&l supervision from their’ school;

© L they, received uncertain ‘Support from peers;

' "+ g.. their value orientation and rete&ence qroup vas'
bBased within-the sehool culture whereas as students
1t had been within the college culture;

. h. --they were committed to the same children, colleagues
and job for at leaat one year, probably lonqtr.

s . i. ™hey had a high and specific ‘commitment to | he'ir

g \nchool and pupils; . oo o
: J. “they had a very high exhaustion rate; . |

S . - .
4

‘K. their personal add ' social S;rcuMstances were often

o

N Hndergoinq considerable chapge. . h

i gram 2: The Structure of Teacher Education in the U. K.,<

N . LI . -

Initial Pre-service Education and Training
3 Year Certificate o 3 Year B.C./B.Sc.
codlege-based. University-baégd
Primary and - . ‘ ’ mainly .
Seécondary o 4 Secondary. N
‘Academic and - |. " .
“y - JProfessional. = : a R
i\ {20 weeks school . : : 11 Year P.G. C.E.
| practice. - N N -~ ‘(Professional). " ..
g ' D 10 weeks School -
. 1 Year B.EQ . | practice.’ )
- \ | college-based T
(Academic)

T T

. I' . J] L 2 s
, _One Year ‘of Probation afhd Indection ]

- - ‘\l’ -';

L T 40 (?) Years of INSET |

° - - 2
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Thc declining birth rate led to an over-supply of teecherl
but n).lo created the opportunity to improve the lot of the L
first year teacher, zxperimental pilet lchemee were funded by R
the Government: two authoritiee - Liverpool and Northumbevlend -
but longer term plans implementing’ improved induction errenge—
ments have been delayed by the beriod of economic restraint
since 1973. Neverthelell, there is support from both mhjor )
political parties for the policy ‘that a planned induction prog= -
gramme ‘should be available for 2ll new teachers and many 10ca1
education authorities (L. 2 A.s) are now developing their own
schemes. : -
To fecilitete these developmentn. the Dephrtment ‘of tducatiqn
and Science produced & booklet "Making Induction Work* (D.E.S.,
1978), and ielued it to all L E.A.8, based upon the experience
gpined in t\e pilot schemes.. The ‘three main features of these
Liverpool and Northumberland schemes were: z
a. _beginning teachers had-a reduced {75%) teaching load;
B. internal teacher tutors provided nchool-based induction
" training end support; - R
C. 'external professional centres (e.g..colieges and
teachers' centres) provided {nduction courses, - .
consultancy and resources.’' - -
The two schemes together with some "unsponsored” schemes in
other L.E.A.s, were evaluated by a team based in the universities
of Bristol, Liverpool and Nortnumbetland Two interim evaluation
reports were widely disseminated -(D.E. S., 1976 and 1977) and-
final reports are now available (David,. 1979; Mccabe,p1978
Bolam, Baker and McMahon, 1979). A summary of the main practicak'
recommendations arising\from this evaluation is appended to
this paper. . The Univ@fsity of Bristol School of Eduation has now
been funded until 1981 to disseminate these findings with. parti-
cular reference to the rode and training needs of the teacher
tutors. -
As a first step, a Resources Handbook for Tutors is being
compiled in an attempt to re-formulate the research findingg»in
a helpful and practical format. For instance, a chronological

. : [
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h;iuwo X of probntioncr nead-, .
. work .at Bristol (vide -rayiox and Bale, "1973; Bolam, 19733 will'
un%erpin the book's. structure. '
ltOOd within the chronology of the school yenr:-'

deviled trom nrlier reuatch

Its six ‘stages are best. undor-

_R.‘

: Pre-urvicl L 1. N Appointnent ahd placmnt
. IR ".q -c:\\"" 2a. Or{entation '
Autumn term - 2b, Orienta_tion
a ‘ ; 3. -Maptation
- T 7 4a. Assessment
' Spring term 5a. Development *,
Summer term ° 5b. Development - .-
) ’ 4b. Assessment ' R '
“ . 6. OVervlev. ’ . ’

" mént.

..

'rhe probationers, needs’ begin‘at the ti.n@ ‘of appoint— .
Following thin, og.entation to the routines and :

uy aoun v ?3 . :

<, procedures, of the schoo)l and'L.E;A. can take place duting
.o a, pre—service visit or during the first days and' weeks of
. " the autymf.term. The adaptatjon period, is one in which
B the probationer is coming to terms with, and reconciling.
" the . ‘frequently conflicting demands of the s¢hool, the -
, pupils, his own inclipations and the advice‘4iven in
. /initial training. 1In short, he ‘is formulating his own b Y
~+# " teaching style'in a particular context and to do 86 he
) needs. support ‘and encouragement. Towards.the end of the
autumn term, most L.E.A.s ask the head to complete a -
prcgress assessment form so that probationers at risk
: can be identified. 'From about Christmas onwards, most
-probationers have settled in and are ready for training
activities tb meet their ‘professional “development needs.
- . The final assessment form is usually completed towards
the end of the summer term and can be used to stimulate
an overview both of the.past year's experience and Jof
career and irf-service education and training opportunities
during the  second year and beyond.

1
-

a) The fu.tou.'a R&le .

. One Northumberland secondary tutor, (Wesencraft,!1976)
describing some of the practicalities of the job, says that as
a tutor she is involved in working with the timetable planner
to arrange the' necessary release time for probationers- welcoming
» the new teachers during their pre-service visits and coordinating
the briefing materiais given to them; organizing seminar groups

ERIC
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-giving a: weekly tutorial lellion to each

o

-

tor probationcrl An whicH’exparienced ueu allo participate;
robationer; arranging
visits to other -schools; and generally coordinating the . contribu--
tions of heads of depgrtment .nd other staff to the induction’ J
scheme, B
Naturally, the job differs lonevhat %h the primary school--
“for axamplo group seminars are 1e|l 1ik91y~~and the role of the
perip.tetic tutors. in the unsponsored schemes is even more differert
Hcvcver, all tutort have one problem in. common:® how .to provide
‘effective help vhieh is relevant to the needs of the probationers
-as a classroon. teacher. The evidence from the two rain sachemes

is that tutors have been reluctant to enter their probationers’
classrooms to observe them teaching even though it was part of

their job specitication, The two main reasons given are that -

. this might reducé the probationer to, the status of a student

teacher and that,, in most achools, there.is no tradition of
observing colleagues teaching. Of the many professional issues
railed by these findings, two are directly relevant to the
prepent theme: What indirect information about teaching can .
tuttrs obtain witheut going into. the claasroom? What approaches
are open to them it chy“go into the, claaaroom? o C .

The most satisfactory way of obtaining detailed and systematic
indirect information abowt probationers’ classroom work is td ask
the probationer for. a self-report which could take the form of

an oral account, a written account, or an audio-tape of a 1esson,‘
N A

supplemented by, lesson notes and examples of children’'s work.
Oﬁce the tutor does enter the Probationer's classroom Sevdral

broad options are open to him. He m simply sit at the back

and take no part in the proceedings; fje may move round the room.
talking to the children individually/ he may as3ist the probationer.
without actually teaching; he may engage in joint or team.;gaching
with the probationem .or he may take over the teaching entirely-

for a short period. Any of these may be useful fog\gprticular
purposes, but to be really effective they need to be grounded in

an appropriate-strategy. One such straéLgy is clinical supervision
and the best\ known account (Cpgan, 1973), identifies "eight crucial

.
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utepl in the cllnxcal supcrvision process. )
" 1. establi 1nq a good probatxoner-tutor relationship
80 that|the probationer 1s reasonably ready ‘to
_-accept advice based upon direct classroom observatxon.
2: 'joint planning of a essonvor teaching oequence;
. 3. joint planning &f the tntor 8 observation utrategy:
4. observation of teaching;
S. leparlte analysis- of the lesgon and record of
obse:vation'v
6. planning of the superyvision conference by the tutor;
7. the clinical upervision conference betweeén tutor
ind probationer;
8.. renewed plannipg of -the ‘next phase in the:light of
) this experience.

Howevcr, the. evaluation data indicate.that few pilot scheme
‘tutors adopted this approach, partly through lack of time, but'

mainly becausge they,ﬁere unfamilxar with xt and the underlying
8kills on which it depends. :

b} Tutaa Taaéning o .

» .- .
]

The pilot sCheme experience has made it possible to outline
the broad structurg and content of an effective tutor—training
scheme with reasonable confidenc It is clear _that a preparatory,
course, howavér'ég%irable, is nojgin'itsblf suffy nt; tutors
in the two main and several unsponsored schemes have indicated .
{;rmly that they also want on-going, in-service support and -
training hhiié they are carrying out their new roles. The content
6f the course will probaoly be aimed at. the three main attributes--
attitides; knowledge and skills--needed to.carry out the role.

The pilot scheme training efforts concentrated on attitudes and

knowiedge but- skills related to five key tasks have now been
identifieds ’

1. clinical supervision:
h M

2. micro-teaching;
3. interaction analysis; B ‘
4. inter-personal communication; . .
5. inhovation managemgrt. , [ ‘
J :

- - .

) »
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€] The Wider Context

Developments in induct;on are not, of course, tékinq plac;
in isolation. As implied in section 2b above, tﬁé‘ideasAouﬁlined :
in.the James Report and elsewhere {e.qg. ﬂbylé,;1973) about the’
need for. schools to develop their own in-service policies and
hroqramnnn and to appoint professional tutors with so-called .
triple-I responsibilities (initial, induction and in-service) to
coordinate thei; implementation have.caken rooé.' For example, ;

‘Baker, 1979a, has evaluated a scheme in Leeds which has adopted

a triple-I role for tutors and a research project is currently
underway in four L.E.A.s to evaluate the effectiveness of school-
generated INSET. The thinking behind this project is illustrated
by the following quotations from a widely disseminated p.E.S,
discussion paper (Bolam, (ed). 1978) .

INSET is a voluntary professional activity which
depends for its success upon the goodwill of teachers.
It is therefore vital that it should be relevant to staff
needs and of high quality. Too often in the past it )
has been thdught of only in terms of individual teachers,
attending courses which are designed “and provided by
outside agericies., This discussion paper, while recodhizing
the extremely ‘valuable contribution made by such courses,
sets them in the context of a wider -approach in which
teachers,and schools also plan their own INSET programmes

in the light of needs which they ha ntified.
Naturally this approach raj many estions and
some of these are asked in thé following ges. But the

fact that magy schools a;p/already moving in this direction
indicates that these questions can be answered. As a first
step to sharing ideas about this.approach this discussion
paper suggests four practical steps that any schoal can
take to plan its own ogramme : '
1. identify the main needs:;
2.. decide on and implement--the general programme;
3. evaluate the effectiveness of this genefal programme;
4. follow-up the ideas gained.

INSET needs can usefully be considered at three main
levels:
1. the needs of individual teachers:

f "2, the needs of functional groups within the school ;,

3. the needs of the schodl as a whole. ~
Staff also need information about the type of INSET
e;ailable. Outside courses, short™and long, award-bearing
oY not, Yilﬁ probably be uppermost in their minds and the
great value of such INSET should certainly not be under-
estimated. However the wide variety of options, bbth in
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‘_terms of courses nnd other nppronches, is worth strenainq,< .
.. as the following examples indicate:: -
.+ .1. A home economics teacher spends a day' in another ' Voot

"~ . school; to £ind out.about a new child-care course; el

"t :2. two deputy heads in very different primary schools

. rexchange “jobs for one ‘week to.broaden their experiencch;
3. al\args conprehensive ‘school timetable frees staff =~
. for\pne’ week. edch year to work on materiall prepnration
- with\thé resource centre coordinator; .
4.  two chlleagues in the same school syatematicnlly ob.ervc
' each qther, teaching-over a term and discuss . their :
oblervationl after each session; -
S. a group of comprehensive school staff: developing ‘a new
- .-integrated-studies curriculum invite a teachérs® centre
warden to coordinate a term-long school based course
involving outside speakers;
6. a college of education offers a. week-long course for
- primary schools for- four weeks. in succession. - Each of
four members of staff attend in turn thus ‘having a
similar experience. College staff foIlow-up by visiting

. the schools; :

7. two L.E.A, advisers-offer a. school-based course of eight

’ - Weekly sessions on-primary maths.  They spend.from 3. s

to 3.45 working with teachers in their classrooms and”.
from-450 to 5.30 in follow*up workshop/discussxon
sessions;

8. a university award-bearing course for a group of staff
from the same 8chool includes ‘a substantinl school-bnsed

component; . '
9. a school runs a conference on "Going Comprehensive” -
which begins on Friday morning, in school time,. and //
b ends on Saturday afternoon. Outside speakers include

a chief adviser, a comprehensive head and a university R
lecturer. As a result several working parties run through-
out the following year. .

A small but steadily growing number of L.E.A.s and schools

are adopting this approach and designating. staff with some form of
professional tutor responsibilities. oha such person has triple-I
responsibilities but in many schools these are split betiween two -

or more experienced staff. In Diagram 3.4, for example, a depdty
head coordinates the professional development programme and concenk
trates on that aspect aimed at experienced teachers. He.is assisted
by a tutor who looks after probatitners and student teachers. ' The

hool's professional development committee is chaired by the

\éiputy head, with the tutor actiné as secretary, and the member-
ship is made up of teachgr representatives, the L.E.A.'s general
adviser for the school, and ‘the liaison tutor from the college of
ecucation. » ’
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. CIearly che tu;or'n role here is very di£>h<;n: from the
' pllot lnduction schemes. Indeed, it is reasonable~to cdnqlude

that there is unlikely to be ngle model for the -tutor rolehl

It will vary’ according tgsseve facto:-? for example, whether -
- the school is primary or
. head chooses 'to define the job--for initial and/or induction.
- andfor in-service. Diagram 3 is designed to 111uscrate some ofs

‘ondary, amall or large and how the

the main poslible variantd and how these alter the tutor's tasks
and role-set. In turn, they also demonstrate the need for
different types of training for different types of tutor. -

PRIORITIES 1IN INSET: SOME INPLICATIONS
All seven of the themds govered in the 0.E.C.p. projects
are essentially to do with SET processes and procedures but,
of course, there are major stantive tasks and problems in ’
education to vhich-INSET may be expected to be relevant. The
Phase 1 interim report concluded that there was broad agreement
that INSET should be dxrected at several such key task areas:
ﬂhe curricular problems associated with the needs of ¢

the 13-16 age group;
b. the needs of spec1a1 school populationzl/:uch as

immigrant grcups, multi-ethnic cdﬁmuni es and dxs-
advantaged rural communities; )
c. the needs'associated with particular subjects, notabiy
science and mathematics, and student groups, notably
those with special educational needs (i.e. variants
oh the mainstreamxng problem) ; !
d. the new demands on’ teachers caused by the radically
changing nature of school-community relacionshxps e.g.
- relations betwéen education and working life
- renewed community demands for accountability
related to educational standards and assessment;

\\ e. the curricular and‘organi;acional consequences of

declining enrolments;

f. the strategic need.to provide adequate INSET £ *those
ith internal school management responsibili@e (Bolam,;"
978, p.46).

N, -

<o
e
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L Diagram 3 - Profeasxonal Development‘ in Secondary Schools-
‘ : Suggested Roles and -Procedures - . .
R ) ..
. 3.1 - Initial: Student’ Te‘achers . . -
'. ' Hea,d N - - — = = e - - __Education
v . I Lecturer -
; . TULOL o e = L gzadft:wfent“ Coliege R - .
' -1 pa 1 Liaison 1 ,
) _:_ _Class Tutor. | _ Subjeqt
v = 1 Teachers Lectuxe{
Stydent ' .
Teacher - /
. QHeads of - .
House/Year .
Other student teachers etc. “
probationers and staff ) -
.
d PR
“3.2 I‘nduction: Probationag Teachers _ )
Head ———— = ~=—+==——== college "
General - fw w - 'rutor- — =~ - = — Heads of 1 I 'lr.li‘:t:on
‘Adviser” | I Housesyear | .| i
A t : etc. i | I ¢
. : | - : : -l 1 L .college/ .
s ) R [N T
RAdvisers Probationaryl | -
BN Teacher .= =~=Colleagues Other
S, . .¢| INSET .
4 s 4 Agencies
3.3 . In-Service: Exgerxencéﬂ'{l‘e&chers . .
Head . ! - o |- —-\J——r-College
General_r. + == Tetor— = — — — —= Heads of 1 { gi:;:on T,
Adviser . | House/Year I
N - [} [ etc. College/
1 8] | P i L .Folytechnics
. | | . i staff
eubjc.ct -
. l Experienced Heads of .
— . INSET .
. [ E— Agencies '
13 M ‘

k)
E

.4

‘Possible 'Ré:les and Procedures

’

- —==-7
Head |’Pro fessional, |
’ = t mm i e
Deputy Headw __ PR L__lc_pm_e_n_ Coms tte_'
(Profcssional T~ R ) i .
Development) y'Ch‘ 1rperson R i | Y
IS - . — - =% Secretary .
wf . TUROT— - h%:aﬂ Representatives!
(Ini1ti1al’ anc
Induction) General Adviser ' .
. f‘ollege Liaison Tutor_‘
- / -
VIR o (&) . .
| 3 n, .'s‘
. . Y
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- “In ény one country it is 1xke1y ‘that Buch ‘tasks ana Problems
e -¥ill be accorded the highest prxoxlty for. INSET and those sélected

vill necellariyeflect the specif;c problems which are perceived
~ o ll being most essing. In the y,K. we began by identifyxng a

.-priority problem--how to ipprove theuinduction of beginning \:eachers

“but we very quickly encounterea Process issues: Probationers as
adult ‘learners; the rols’ of the school in the induction Probatiéners;

' the ‘fole of external agkncies, 1ike, teachexs' centres, univeuitiea,
- colleges and L.E.A. advisexa: «the need for appropria;e traxning
' methods ‘and materials; the raxning ‘needs’ of teacher tuton- and-,
_problema of co!tinq and evaluating the experimental schemes.
If wg are not to spend our - thne re- 1nvent1ng the wheel.in our '
+ various institutions and counu"’ies, the. process aspects-of INSET -

- must’ .receive adequate attention from funding bodxes and pelicy- -
makers. . This raises the question as ‘to how prioritxes are and
should be detetmined. Clearly, this is an aspect of INSET er-
nance and parti‘cipatxon which itgelf requxkes early strategié
attention. In the U.K.’ the trend appears to, be towards estap- ¢
kishin machinery an methods for the ;omulatpn of pnonties
at each level: in the stem:

- N .o
_ 1. the individual teacher. in consultation with"a C -
- professional tutor ;and within a school pOi&Cy S ‘
7. framework; -‘“‘3\% . .

2. the department or functional group, ip consultatxon i
with a professional tutor and the school's professxonal
\ development committee; ) . v
3. the schooI in dbnsultation thh the L.E.A. .adviser
and ‘the L.E.A. consulfative’ group for IﬁSET -
. v’ 4. area groups of sc.hool ¢ in consultatiod with L.E.A.

. advisers and consulthtlive groups; ~ : . C
5. A£he JL-E.A., dn consultation with its own corTS?tatiVQ'k g
group and, [.:.vbssxbly in future thh a regional ’ )

consultative group; 4 T, e
- 6. at national level, th D E.S, in- consu tation \aith
the Advisory Comn1t96e on the Supply anc. Trairipg 9{

Teachers
. s

139
N
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- Houever, tha underlying process problem is éo do with
Qchangei to identi!y the siqnificant characteristics o! e!fective v ;
* imPlsmentation and .the -conditions which make it podsible. In ° o
the SITE project for instance, we are exploring the ext’nt “to

XY

»

which lchpoll can“adopt a systematic and: rational approach to

' problem-solvinq, especially in relation to the forndlation of
INSET prioritisl. In the T.I.P.5. project we have examined the
reasons the actual?behaviours of teacher tutors then differ
from thsir job s?ecification in ‘important respects and what {t
is ‘that in!lusnce! their actua} béhaviour he complexity,
unp;edictability and irgationality of the.’;ane process are

often its most salient features. i : ' ]

Thus-in considering plans and priorities wk need to be ;

realistic in our publicly stated expectations and goals for

'INSET, not least because the Eommuﬂity‘and its politicians are
frequently unrealistip about such matterg. INSET is no panacea.

1t - cannot make much xmpactqpn the fundamental societal, cultural,,
political and econcmic constraints within which schoolsg and

teachers have to operate. Even more modést goals have to be :
formulated with caution. A recent paper By a Canadian.to a b
British audilncs gave a sombre warning about the lack of impact

made by research, theory and, by extension, training, upon the ~ .
behaviour of education administrators (Greenfield, 1978): he ,
might equally well have been talkinq about the ‘impact of teacher -~
educatidn. Perhaps our first pyiorify sh?uld be to £ind out

more aboyt what kind of know, ddge and referents experienced

teachers actually ause in their everyday protessional lives

O
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Lou Rubin: . ‘ .
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11 fouhd Professor Bolam'nkpuper extremely i;qtructive
and regretted that time caused him to curtdll it dnd’extract
but a few of the many interesting pdints. 1 aia miv? A . 5;
number of reactions.’ I think that most 6f the things that he
dwelt upon huve'geen experimented with in the United States,
but not nearly as thoroughly as Prcofessor Bolam describes tﬁem.'
In the experiments we have Played with, a contiderahje question
arbse’ as to what kind of training do you give the tytor. Are
they picked by virtue of Fheir nutﬁrul ubih&ty tolgélite? bo
they have some special dispensation from papal heavens?
‘Another problem that has given us éonside;aple difficulty
. 18 that it is very convenient and seduqtive to‘ﬁresume that all
teachers mature and devélop in the first y;ur at about the same
rate and in about the asame way, but that isnfb really the way
life is, as you will know better than I. The }irst year ‘I
taught, I had to pray that the kids would mind. I'a say, "Georg:
. 8it down",¢angd tﬁen 1'd sort of hold my bre&;hL because if he

didn't, I wouldn't know what to do. Many teachers, for example,
ma kg oht a lasson plan the first week, and they use it up the
first day. "Gee, I've gone through a whole book--what do I do
on Mohday.”, So, there are different kinds of dilemmas that
afflict teachers in their first year, and I was interested to
hear ysé say that you are more interehtéﬂ in'process than in
substantive coritent, because I think ﬁrocess is where it's at,
A . . .

.ﬁ;}§Q? t&ﬁgﬁﬁ@or is 1ndg?¢“a master of ill. trades at work.

T And that brings -up one other kins of dilepma! Teachers
are better at some things than others. Few teachers are really N
miracle persons at all things and teachers tend to do a great
deal of what they do very well; and very little of what they
80 badly. (That's the way I teach--it may be different with
the 6nes you have.)' Now, that being ahe Euse we have to ask,
"Do’ you select tutors on the basis ‘1 their all-around virtuositx
or do you have tutors who are selected because they are
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parti lgily adept at’ lesaon planning or very ?ood at student .
telatx hips,aor adept at markxng? Or would- you simply pick
nateach because he knows how .to hit a kid without leaving
a_mark op himZ There are all sorts of/criteria for determin*g
how you‘sadect the tutor and how they are deployed.
‘mhd then-gne last point which ha% to do ‘with the tutoring
procesa and, I suppoae ity gtems from the presumption that
L teachers have a kind of natural style that’'is embedded in
their own personpli;y ahq‘psyche‘ For exﬁmple, it seems to me
Mcer of tact and opvmus appagency that.both you (Bolam) ~
© &nd\I wguld be superb teabhsys. there is no quest;on‘ibout it.
' Now.-the questign is would- we then teach in the same way; would
you ‘do it in your sloﬂ( phlegmatic, taciturn, English, careful,
prydent, well- warkgd out way “‘or would you allow yourself a
go:éh~of Slamboyanc¢$ which i3 my style? And wh¥n you gb about
the process of tutoring tutees, {thdt's a nice slang) when you

Yoo,

tutor your' tntees. Bolam, to what extent do you defer to the
natural personality and the naturag characqerlsgxcs that may n
wltimately make for a very interestan dnid pqrsoﬁigge teacher?

Ray Bokam: . A 5 \ ’
: ) K ¢
Thanks. As 1 said, the tutors easentially are a random

choice. ' We really have no evidence as to how they should be -~

chosen. We can speculate. We got what, we go: and ‘the tutors

very often choose themselvés Sometimes, (as aome gynics say)

because there;.is a salary increment in it; sometimes as others

say because they want to make certain %hﬁt whatever goes on

they krfow abdut, anpd they don' "t ugnc any k1nd of sabgteuring

inside the schotl. After that, they begin to recogn&ze the
. potency of the role ard feel less threaggned by it. F& then
. " we began to speculate about how we would select-and gaxn we
) are up agaxnst a prob*am.

. "/.
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I feel partiédiar}y\piivireged to fEEIOQQEe you today to

Lou Rubin./ If you look at Lou's credgnqials,-cﬁ3y~xgglly\lodk
“1ike an aggregate of -all the accomplishments ‘of pedple'fﬁfggs
! L

He RN A

. has very extensije experience, not only in the post-secondary

system but also as a teacher in the high schools of California, .~
and as an administrator as well.. He has ;erved as a consultant
to il very prestigious organizations throughout the world; his
pub}ications cover some four pages of his vitae and include
several books; ;and he has very extensive involvement as an
editor of textbooks. At the present time he is editing three
‘books that are in press or have juét beer. completed. He has a.
two volumé handbook:on cuk¥riculum; a book emtitled "The Refo;-
mation of SChoolin@’and a third bcok, "Trends, Processes and
Pfescripcio#b in In-Service Education”. He his a Bachelor of A
Agts degree from San Fr§ncisco scate’College{ iﬁlmdsicblpgy;

a Master of Arts degree from the University of Ccalifornia,
Berkeley, in musicology; and hi% Ph.p. {s alsgp from Berkeley in
the field of curriculum. I am particularly delighted on your
b¢half to be able to welcome such an outstanding educator to
this session a?d to our university: Dr. Lou Rubin..
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I want to do several things fir&t before launching into
the topfc that has been selected. TFrom my point of view, it
has}peen an extraordinarily Successful and worihwhile confe-
rence thus far, and I 8ay that I suppose by way of indicating
that we tend to be rather cavalier in the United States. vYou
know, all good things_eithé} emanate from Poughkeepsie or
Pasadena or san Francisco or New York, and Cénada is a lovely -
"and gracious cousin but not_ the cenére Of the universe. 1If
\ii's'good, it's going to be born in the United Stake§ first,.
and I think that is quite hntrue, 1 have come away with an .
eénormous respect for Canadian education in general and for the
kind of .penetrating™insight that seems to go into your delibera-
tions, and I want to make that point.
turn directly to the topic at hand. Let me g
P at it by sigply pointing out that in-service, as Bruce a
Ray made clqar, is an incredibly complex and awesomely
. broad topic/ ana everything that we do in in-gservice has to

focus e T upon teachers' or administrators' attitudes, skills
or knowledge. There can be nothing else. Al1l in-service is
directed either toward the attitudes of the préctitioner or the
ékills or the knowledge base, an¥® those three cover an enormous
array of possibilities.- You could#offer in-service endlessly :

ﬁ . N 66u
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\ and never reacf\ the mfinity of what a true prpfessxonal ~ought a ,

.8 A

"to Rnow. In my own work (I have now done two books oﬁ the e
R topic) 1 have become increasingly concerned about the dollar '
cens traints upon in-service, about the time constraints, and.
also about the potential for self- -directed in-service, because
1 have lony been convinced that while there is indeed something®
to bg said f tutoring, as Ray made clear, much tVn also be
said about &mdiv?dual 8 capacity to grow.

So 1'm going t¢ descnS for you this morning a project

in which 1 am currently invgAved,” one which--of the several

things I' ye done 1n education--happens to illl me with a bit ﬁ
( more passion than most and-it does have to do with artxstry in
)%; teaching. 1 mean to describe it as an example of what might '
be termed "coincidental in-service", that kind of in-service
- that it self-admynhistered, that does not take substantial amounts
. of Ucllars--in his case it ddesn't take any--and that does not
take .extensivé quantities of :1mel.] ,. e K
Beyond that it is an approach to 1n- service that does
involve tne :ndividual, sL‘f-n.Axectz-(“ef‘ort-.to qrow And 1

descripe these, not so much ‘ause this case thag I am going ot

t3 sot befOre you is 1n Itselr elesant or brilliant or sophis-
tr1oated, but rather 1t serves as ar example of the kinds of
approachés that can be taken 1f you seek tu develop ih—serme
1n its broadest and most comprehensive form. Put another way:
21l in-service need not be a matter of 1nstitutes, workshops:e *.
clinizs, 3linic suypervision, seminars, etc. In-service cam
ocueur anywhere, an; time, at any place, under any cxrpumétances,

17 you take as a fundamental definition of in-service some
.

Pap e snce “hat causcs the ,ro(eqsxonal to geow in s\)me ‘way. -

2t ran be done on the golf course q_h well 8s 1n the’ lecture: :
anal. A '-an e doene 1n the Lé achers’ lounge as ‘well as 1in \
N . N .-

e fa, . .my coMbultant’s offg ane SU O

.

4.1 80, L0 LEACHING ANy art grr:. .-hanced, by ha;bpenscax?ce,
Lot SORSETILIVe SuTETerS ot vanford and four consecu-

crs at-Illinois, and that sfFould tell you \gpmething

wanaty right otf the Lat 1t ,‘@) know the ., any

@

O
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reauonably boherent person woukd have reversed 1:, buc '1.didn’ t. .

4 About that time 1 became intrigued with the fact that lots of
‘kids tended tO hate school; the sort Of Huckleberry Finn and
Tom §awyer myth; you're supposed to Bate_school. Fathers .
worry 4f their kids like school because it doesn't seem in the
Ameriénn“o:, tn your case the Canadian tradition. And I also

* was heavily concerned about teacher boredom. L

Because 1 had reached a kind of cogpluaion that highly

skilled, well-trained teachers struck by boredgm tended to

-turn off, to become alienated, and to functgoh at far less than

their optimum potential, I wondered what could be done to . R

counteract teacher boredom, and that caused, me’to look at some

classrooms. I then became interested in what could be done

with resé;ct to the intangibles qf'teaching, because 1 reasoned

- 'that artigtic teaching and that true artistry were more a matter

of intangibles than tangibles. For example, when we train pre-

service teachers, 90% of'the'training focusesﬁ_ei'ther on 'ie s

content to be taught or the method to be used, and one W 14

therefore presume that if you took two teachers, trained them

in precisely the same way, gave them exactly the same instruc-

txonal materials, and got chem to use precisely the same

teachxng methoéa, they would have two classrooms that would be

3 ’ @ VEry similar. But they don't. *'They are strikingly different

and obviously what accounts for 'thq difference is a matter of
(1? pgrsonaiity, atyle,‘technique, and 30 on.
And thus 1 became intergsted in what could be done tqQ -

*1) develop and ncfture a nagural style in teqchxng that allows >

the practitioner to exploiy particular'persondlity characterigtics
fthat are unique to theﬂin/x

dividual and provide great strength for
tgq;hiné, and 2) to somehow counterhtt what is today known as-
teache rburn-out® or. the teachers turning away from professional
commitment; the decline of passion in ‘teaching. '

" Aboyt the same time I was very interested -in the theatre
and I saw £it, or tried, I should say, to draw some principles
from theatre and from drama which might be imposed upotheaching
To reduce to its essence what I did, I simply, in those years

B
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'aE'S;anford and Illinois, invited some teachers to come play

games--it was completely vozﬁhtury--énd what I wanted the

teacher to do was to pivk something he or she wanted to ‘teach,
the twosies, the foursies, the parts‘'of spe ﬂ, the Civil ﬁar.
photosynthesis\ anythfng, I tﬁenwlinkeg th teacher with a v
préfessional in drama, with a graduate studcnt in the theatre.
with a beginning playwright who wanted some experience, Qr the

producer who was cemporarxly out of work. And the idea was N

i to getAthe two of these &1 their own way, under their own terms, 3

to creflte'with pizazz a seductive, evocative, creative, xmaginaﬁ\\ :5
tive way- of teaching what the teacher had chosen to teach. ¢ ’
.
Tg,give it a little

terms.

it of stfucture, I took four kinds of
They were meaningless, thex remained meaningless, but
“in Qur business you have to have a kxnd of jargon, so I asked
the teachers to do one of four thxngs

the use of dramatxc épisodes, or second,

to' concentrate exthet on
to concentrate on the
invention of some stagin deV*ces, or thxrd to engage in some
self-training in teachin or fourth,

as acting, to .concentrate

upon classroom mood or thg environment of the learning situation.
I will explain each’ of thete four in turn with an example so

that it makes some sense. tre qomenglature is not significant,
the conception behind the nomenclature is the thing.

By the use ot dramatic episodes, ! had in mind a teacher
ntion that would somehow drive home in some dramatic way, ‘the.
Jy:xfxcaﬂﬁe of a new unit to be taught; it was intended to be
2@ mechanism through which the teacher could provoke student-
inte;est. For example (and I'm now going to give.you some
examples tﬁat the teacﬁeré themselves created, in the process of‘
this series of expgriments): a sixth-grade teacher says to her

grade 6 class, "Look Kids, a man's driving down the road in a

, car and all of a sudden he sees a truck stop in front of him.

The truck driver gets out with a haseball bat, clobbers the

back of the truck a few times, gets back 1n, drives about Five
blocks,
And

. . ay
gets out with the bat, beats on the truck some more'™

the teacher says, “Class, the man 1n the ~car was just fascinated;

e tollows the tiuch (01 almost twp mlles tryl ‘to figure out
. B N

¢
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what the devil this truc Jriver is doing. And finally, in
exanperacion, the next tijge the truck ‘stopped, théj?an leaped
out of the car, ran.up tothe driver and said, ‘81 could’r
just ask You a question? I've been following you ndw for two
miles--why do you drive exactly five blocks, get out with a
baseball bat, hit your truck a few times and get back in?'
And the truck driver said, ‘'1t'sg Qéry 8imple. I have here a
two-ton truck, and I have inside three tons of canaries, so
' 1 must keep one ton in the ajr at all.times.'" And then the
teacher said to the class, "Is the trﬁck driver stupid or isn't.”
he?", and pretty soon a'bright sixth-grader says, "No, he's //
not stupid: you can transport three tons of canaries ln‘a two-
ton truck if you've got one ton in the agp at all trmes, but
it's a pretty dumb ‘way to move birds.

Well, you can take two positions: you can decide that
this is the long way around the pike, that dt takds away from
time on the task, and that 1t takes away from focus upon
direct instruction; or you can tak;/ﬂée posxtlon that the time
q‘ent in this little dramatxc evisdle does servq to 1induce av
little bit more student Lnvulvement . If nouthing else, at
dinner, when the father Says, “"What d1d yuu learn today 1n

school?”, the R1d4's ot goling e0 say, "Nouthing. He 's going
to say. "Aaay. a wman's arivin., down the road behind. . .- )

S0 we got the Senchers to lnvent, and I have to emphasize
agaln. and again, and agaln. that during the course of these
experlments<\1 qradu511y qplleéted a rather large bagful of
teacher-~invented, teacher created gimmicks, gadgets. And I'm
now working with about eighteen schools around the U.5., two
in Africa, one 1n Japan. But the point to be made is that "EF"
I take on a school, what they most would'like to have me do
is empty the good bag so they .can immediately glom onto all of
the gadgetry that other teachers have invénted. And 1 Stead-
fastly refuse to do that because what I want is for them to
create their own because, 1) the invention 1s much more lxkely
to be rel®vant and meaningful and Z) 1f they create 1t, there

w11l be a love atfalr with it that w11l last the whoule of thei:

i' '
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-::' carpers. .1 quess it whs Thorne Smith, who said that we-all

" adore: ahnwing one "another our- mud pies, and that is really quite
wont true."If I dan somehow get teachers to‘becomdflqtrigued e
' enough with the teaching act to 1nvent their own, then I'm in
far. better shape than if I eimply give_them the thinga that
- were created elsewhere. ‘
- ' The second let of gadgets were .known as staging devices
' and 'théy upeciflcally involve teaching gimmicks that were
designqd td help kids sustain those:aspects of learning that
'anolved dxudgery. A good deal of learning is hard wo?
memorization, drill, exercise, practise. These things aYe
}ncorporuted in'good teaching und~ﬁedxh1ng bat they tend to
Lreate boredom. And my hunch was that if you taught with
some skill, and some imagﬁQntion,.even the parts of speech
could be made to tuke on a rtain lustre. And 13was heayily
convinced that it was not tie tool, but the way the tood, is
used that makeés the difference. If you simply give a tea her .

-

q_method and the method is used bac:!ly,G you get ver& poor
results The u:e teachers who fre not very good at what
;hey do; and tl produce a poor amount Of learning--no matter
b&hat method you give them--and there are teachers who are
marvgllouslyﬁadept and who can take any method and cause

good things go happen. 1t is in this Sense that ‘gadgetry
designed-to ‘sustain drudgery can be very useful. .

As an illustration, the teacher wants her kids to practige.
computational skills, she wants them to add, \ubtructﬁ multigly
and hivide. So she gives the ehtire’ class $10,000.in
mythical money at the start of a semester. At the end of the
semestel a prize is given'to the studeht who accumulates the
gfeutést fortune. These kids work out of the daily stock
quotations, and they go home inythe afternoon and they read

he stock pages first and the f nnié;\second, because they;ve
come intensely interested. Suhday night a kid will say;,
conversationally, "I'm going to (sell U.S, Steel in the moxrning,"/
and his father says, "You're crazy,” and his mother says,

) "Harry, shu%\up, you put him on Westinghouse .and look what /////
‘ .

J
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'happeneq.y The. whole famiiy,gets'ih¥olved. All the teacher ’ﬁ'j;

.4 . does is invest 15 minutés a week - Mondéys, om 9:00 to 9:15,
but it all of .the elements of a game: itds competetive,
- it deals with money, ‘it's imaginative, and for ng it

works; 1t-get%‘t§e kids to wiggle their pencils and to use
their heads and to engage in computational devices.
Another teacher g

: ailong\hong and dance about

how there is no jusifice: he. worked his way ‘through school s
and now he is a h sc@l history teacher, and his young
~brother, who “yas methihg of a scoundrel, .dropped_out of

high achool,;i thg enth| grade. Hig younger brother speht'all

of his time 1ﬂ'the back of a‘ga£Age, banging away on a set -of
drums, and this teacher says, "While I was working my way

throqgh Simon Fraser University, and gétting my cred?ntia}s,

this kid brother of mine was just sitting there, and smoking

Pot, and banging on the drums. Then m& brother got a little

band together, and then they
got a job in that city, and
record, and then they made a

ayed in this city, and then they
hen prnetty sbon they made a

ther. Then all of a sudden

Hot ¢95'9f$an you imagine
don"yp knqy.'_hnyvay, they’ve
f«milglon copies, and my bYother, that tramp, is

they made the record called 'T
. what that is, or the ‘Zep Hot',
s0ld seve

. as . .
now lionaire. And he's sent me invitation to come see 3

néw home he's bgught--two swimmfhg pools——yog wouldn't
beflieve, one 70 degree water, ohe 66 fegree water. I had the
rst caviar of my life; And a bunch of men--grown men--

walking around in coats and tails and white ties serving the
/ people. And it just struck me as I was driving homf€ that

"

there is no justice in this world. I work so hardjand T give .
sa much of‘mysélf'to you for a salary of $18,000 a year and -
‘this beatnik, this no good junkie, lives fike that.

"Ard I got to thiﬁfing about the man, you know, glasds, this
man has an agent. Now the -agent, he doesn't play any trumentsu
% doesnt write the music, he dbest't even transport the
instruments; al] he does is find the jobs, and the hand does
the work. And this agent gets 10%. And‘I got to thinking, I‘'m

“ ﬁ> : . s
Ajgﬁn {g? -
u’»? . . o
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"+ your agent,-you couldn't 1 arn history without me. So from
. fow on, becaule 1£'a high time we had some justice 1n this

world, I,want my cqt ‘Therkfore, on Friday's test, I m taking
10M- You get 100--1'1}, take 10--you et 90. " You get 90, 1°11
take ﬁbintir you end up'with-g81." the kids 1mmediate1y
préteat. AndVOne says, 'Look as a matter of fact,vwhen you
explain it, it's worsa than when you don't. It gets harder.
when you explain 1t " The- teacher says, "Well, I don't:want
a thing .I'm ‘not entitled to; Yecause I do believe in justice&
I'11 tell you what, “it so happens that I have some examinltiong\
‘made cut for chaptdis which I haven't: taught yet. Any of yoy
smart guys that want to stydy ahead and teach yourself the
chapter, you can come in 4nd take the test and 1711 ¢Mve you
all the points. 1I° ¥l forego my 10 percent if you 11 teach it
to yuurselven N )

" Well, kids love a challeoge, ‘and there comes a rainy weekend, R

and just for the hell-of it, they take the textbpok home and
théy study a chaﬁ!ér and they come-in and they demand the test.
And ‘they take it, and they demand that they get the entire o

points. So he gives them the points and he laughs all the way

to the Faculty room because he has conned these kids into teaching
themselves. He recognizes that the teachers teach, but it is

the student who must do_the learning. And 1 could give you -

four dozen other exdm of devices of this sort which !eacﬁers
use £0 somehow make ih classroom milieu a little bit more

~attracthip with' respect to helpxng kxds sustain the tedium that

is attached.

k‘. Now, the' third 15 by far and away the most conspicuous o
failure of the four. 1 trieg on ‘several different occasions

in four five different ways, to give the®eachers some
trainipgsid acttng, The presqmpti;n being tha® if they were

a little bit more dramatic, that’ somehow they would incite ‘or
motivate the kids a bit mpre. And 1 should «say parenthetically
that we repeated again, and again, and again, that the whole
point of these devices was not.entertafnmeng. They were l’ter-‘

taining and they were stimulating, but the point of ;he ente4-

4
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taining and the stimulatihg was o 1nc¢—gaae studenit motivation. .
B 'A"nd “the ppiht of increased student motivation was to groauce .
i wétituqnt learning. °So the proof ‘of the pudding as‘-it\&ére, il

-‘J,ay ‘not “in the fact thhq the Xids Ilked the claesroom more,
but rathem‘t they were learn?.ng mdre. Because if they didn't

181 € 2 -
learn(\more, it then becaime pure sentertainment.. '

K]
'

The’,/teachigxg Ald‘tcting failed bec’susg many teachers ‘ g
resented 15: Sp;pe régarded 1t~ as a way of dgmonatrating to the
. world that teaching was ot _important; that it had to be dressed
. up. Others reversed it, they'd had the lead in their 3unio; or
¢ senior f\igh play, and they sort ‘of took actigfg Bo seriously %c‘;
" no teachin qk placey and all in all, it,wag of~11tt1e eff .
M will tell y}u of a celebrated experiment t?:d‘t‘in;kbs the poipt. .
R s})ortlyyal! fter my own stuff g8 going, a man named Fox
did7a.study at \the Umiversity of Georgia Medical School and
Rwhat he did was\§nd three actors who ‘were loaded to the gills
with charisma. ;ilel-j t S--paul Redford t’ypes;-P'a'ul
Newman, ‘Bob Red'fc‘ard,aia that it?,‘ (% watch different ‘atuff.)‘
And he r'igged for them three 1e?:t_u.res which thef delivered with
incredible style. - But these- lectures were totally devofdu of
substantive content; they Spwnded, good, but these three actors
delivered a series of- thr ! lectures in which they taught -
nothing. But they did it with tremendous vivacity and grace-+a
towering perforfnance. vA‘nd then, on the other gide ‘o{ the coi
this guy Fox went oub&.‘{;d looked long and ird to find ghree
legitimate physiciars whoi were pz‘actisinq

,.

ctors, but who were’
) - Doteworthy because of their dry, tasteless, coloufless, insipid,
. totally boring personalities. Apd thése three physicians also
delivered a sernils of &ree lectures in,which they taught a
tremendous émount of medicine. And then he a;ked théfse senior :
medical students at ther Ufliversity of Georgia which group
taught them the most, the actors or the doctors. @f courge
the students didp't know which ®as which; and you guessed right,
._thesé ’aénilﬁf ;nédig:al students thought that the actors, who in

- P

reality taught,them nothing, had taught them far more than the
S N -0
physicians. Which does seem to suggest that w

13 R ’

h§t ;«e call . - .
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packuging ' or wi\x:ﬁdreulng or 'stylema have dt. plac- -
1f ‘you, jul: tor a minute, let your mind dwell _upbn the: L R
4 'e}normous array “of lenﬂo:y .tinuli .with which-we bonbard ‘the : Co
‘uyoung in adxerf.uinq in televilion, and’ put. that againlt what © O,

can often 1mal be a ‘kind ot dull, hot vary axcitinq clanroom,
. you- beqin to- lee thnt there per)ups il scme - ToOm for a cobntri-

?
‘bution of thil sort to be made.’. . ° - ,
- Ip the fourth of the expezimenn‘ the;a were no nqdels “
given, But x tried &o get the teachers ‘to ucogniu that, to e

‘the student, some classrooms are attrdc:ive uaw, students have
judgment with respect to 'teuchera. 'rhey can’, ’
1- the most fun, Mr. Smith ;enp tho most joku,
ﬂndut, and M_n Damon ‘teaches uys the most, «

a spure senke
say, "Miss Jaone
Mr. White. is thp
but she's. the peanest." They can make these very sure, deft - -,
“kinds af Ju nts, and,I wanted the teachers \hnyly tO‘PrOd\M:‘JV
in‘whatever #ay they- thought reuonable and 1eq1t1mnee, a c1anroo-
that hud more‘nmbience,%more pizazz, that was more attractive-to
) the kids. And I got- the_teachers. to ﬁmembe: their own .c:}ool
duys, %0 remember that there wcre clusspl that thqy looked L
forward to. with _great anticipation, and. clnlsel they am:icipat d
‘uith dread f.hat "had nothing ta do with ‘the cdntent “to be taught:
1t#d to do with the’ generul feel of. the classroom. : 2
" You can prove that to yourself. Ask. yduraelf whq was . foe
: the greatest teacher you ever ha(f Think Back: from thg first
grade to the end of -the univereity graduate’ school,  and you can
. nentuy a great teacher., Then ask vyourlelf what quality made }
" " that teacher gregy and I w;ll bet it.was not method or knowledge \,_
of *\su ject, but it wu som 1ntungible--compasaiom ‘a sense f
humour, & sense of fuirness, the ability to muke dbstracc i .
" s"imple—‘éwhutever So it wasg in thisw sense thut we :ried to get, : .7

and are still “trying to.get, teachers to take seriouqu the
- mood or tane’ of a classroom. . v s
A very good reseéardher at Wayne State "rramed Jucob COonah

a betcer term He coined\ the term withitgess®; and he am_: b

’ haa spent a.lot of timK:bserving in cluasréoms and for vant £
at that. he would go irfto a great many clalnsroon:s and- the
. - ‘o - "

O
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teacher was "with it"; nhe'knei what. was‘going én; he would

walk- -to the. chalkbo@rd--haye her back to the clnsn--and say,

o 'Hillie' cut it out! And _you know, the kids were faucinnted-
;hay wodld look at the chalkbonrd .and wonder if she had mirrora
enbedded there This teacher was sensitive and tuned to what ;

5’{ "has” going on in the classroam. Other, tenchers‘are ,not "with it";

] a bomb goel off in the middle of the clnssroom and they say, D 1
“-‘,ﬁ "Who dropped his book?" It is in this jense that 1 am trying’

; ;‘h" to argue that what Coonan calls 'withi . can be cultivated.Y

» 'fﬂf-t Now, having given that kind of 1ntroduction, let me begin

) " "' to, make a series of general” assertions nbout nrtistry and’ T
- tenchinq and in-service., To restate the'major qase, it is my

convidtionuthnt large qunnEitied of 1n-servide ¢an be coincidental.
they can be school-focused, and take place during.the @chool day.
And anything’ that g}vqs you insight and allows- you to do what )
you“"do:-Petter is 1ﬁ-serv1ce andifkerefore, whacévet can be done .;f
by way ‘of raising insight, expectation, understandxng, while
. -. You are on thq job is very valunble coin. The point to be
' made is that anything that helps get tenchera :o perceLVe a better
way of doing something 1mproves their artxstry
v N The tenchers who came in had to make ohly one commxtment.
they could fuit.at will but only after: they had had 11 failures.
And I simply said, "There are the four modelp, here sare the
three exampled of each, those that I have juét nged ou.
Invent semething,aand if it faile, shrug it off aﬁ&\ another
one. If that fail have a drxnk, and try a thxrd‘ If the
third’failqy take 9% away for two weeks,.have two drinks and - ., ‘!
try a fourth." And they had to agree that they would wo:k
toward 11 failures (1 dpn t know where I picked that number, I
had to pick, 1t out of,;he top of my head it's one more than ..
° the commandments ma&bg I don't know). Eleven failures, and
then they cquld quxty Rell, no teacher has ever run a ;tr;ng
of 11 failures witho t getting success. And itlxs this success
which %sqls $+o0 begin thp process‘sf lifelqng, continuous growth'
in t?;ma ‘of, aelf irected, personal artistry. o

’ T PR : ‘ »

.
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A “’ ! -
[o Now, it 1% a deadly- tmnq.thd matte¥ of teagmng; and | -
‘there sre teachers who' thank Gog it is Priday, ana the:a are”

';teacherl who ‘hate -chool, and t Eta are univerlity protosqorn
‘who say Simon Fraser. voula be reat ‘place "if it weren't ‘for

the students. 'Noretheless, if e can somehow get teache{j to
£ind a measure o!«perlonal creative -atintaction in their
tcaching tasks, their commitnant goel ug,ve harply; their’
days. 50 Tdstery and there are teaclers who :{‘nUt thank God
it's’ Priday. “And thera are kids who don't whate lchool: they
rsally wish that touorrow‘wau Friday inltgad of Saturday cause
they want to see if the frog grows wings, “or "if the butterfly
drinks thevmllk, or whatever. They get intrigued with what is
going on. . . ~ . ' )

' 1t is this ability to somehow seduce the learner into the
magic of the.aubject matter that is one of ‘the marks of high
a:xistry. In a technicul sense, the kinds of ché?acterlsticu
€hut I.am after have to' do with 1) creativity, 2) perqeptioq,
and - 1) the use of imaginal powers.' These threa iﬁiributes are
deeply and heavily Blurited in the tyqxcal pre—sarvice/ln-aetvice
program. The great cardinal sin is dreated when dummies like

. myself go about the land aaying that thig is the best way to

teach that or that is the best way to teach this.’ There really
is no best way to teach anything. All's fair in love and war
and teaching. And if it works, it is golden: and if we can

_get teachers then to rekindie and rgédrrect their. imaginal

power they will begin to try/thirngs. If they try things and
they don't work and the teathers think analytically enough to
determine why they-don t work, then inaight occurs and théy
will invent some hore, and sooner or later they get a g&ctory,
a slight improvement in the way they do things. And creativity
is unllmited: All humans have it; it is just: that we are
trained to let it 1 fallow,

Twenty years 3@1 taught a course in ﬁigh school composi~-
tion and 1 was into"eatxvxty at the txme and 1 thought 1

would give these 1l0th graders an imaglnative assignment. .gg;{
. n ] \ -
.y : ' L
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-aid,_'l want you to write a composition and you have to deal

Qywith four themes in this compdi#tion.ﬁ Th!q compositidh Ras to’
) ) 1nc1ude royalty, religion‘:sex, and mystery, And I thoughc 3
<. : that chat was an imaginative aisﬂbamenc dhd Jthat it ‘would really
' cause them a lot of headiches. 1In about five minutes agirl = -
raided her hand and said, 'How 1ong does. it. have to be?"-~the
question that ,You always get.~ And 1 gaid, 'Well, ‘there is >
no lengthz if you can, cover those four themes in your compositxon,

you're throuqh. In about siﬂ.pinuces that’ girl tame up with @

a nina-word composition, ‘it read.as follow . "My God, the
Queen's pregnant--who did if?* And 1 was o liged'to giva her
’ an "A", ’

Now, that girl, if she went to a teecher-training institute
would, in all likelihood, have 1ost that magical, 1nnovativé,
creative sense of devilment and charm and_grace; and if we
are gyery lucky,. she m;ght have retained it. And thus artistry
fh tedching, is a matter of trying to recoup and rekindle- these ®
kinds o skills and attitudes that think are really part and

B4 parcel of all of our personalities.  The aseumption is that
the resurrection (a) teaches the teachequomething about
teaching and learning, (b) that its expression is very valuable ¥

. in terms of invoking higher teacher interest anqacounteracting
"burnout”,.and (c) that such efforts ‘to lmprove arclstzy make

,:K one a growing pzaccgtioner. . ! -

e -

We used to think that it was the young “teacher who needed

i in-seivice and was mogt interested in in—servxce,uand that it

s  was the o teacher who neither needed it mor was interested
1n it. Aﬁ? that's not frue. In‘one* of the earlier books that

1 diqg, Phlllp Jadkson wrote a chapter, I think he called it

“Teaching olda Dogs New, Tricks”, which slhowed that some of the

.« - most successful pa;ﬁicipants in in-service have been ¢t hers
who have been in their 30th year: they onQy?have twor more years
to go but they are caught up in it. afd they net'wery intrigued

) in want?ng to do whaexthey do well\

L)
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So pride in draftsmanship is tegfibly 1mportan£ in teaching

because all of ua “tend to be subje ed to the lure of working

at survival level,land survival level is not good enough to
turn you on. 1 am 1nv1ted to -‘this conference to give a
presentation. Well’, {t's a hQusy life--I've got a couple of |

' books going: I1've got oab hand>whacked up;, I ve got a.family:

\pzxde in craftsmanship/

I've gdt kids; tgare 8 qplf, I: gotta get back to that joiner
dnd finish that cabinet that I was working ‘on--there are lots
of thingq.to do,so the' question-is not how good a preserntation
can 1. make; che question is how good xs,good enough? You know,
if1 had spent a Week or two getting ready, I could have given

RS . Lou ubin 7{{

‘.

you a decent presentatxoﬂ&gbut they don t pay, enough for a - S 4

decent4presencac10n, so it has té good enough to get by; just
good enough 80 they'll say, "Well bgb}dm was great, Joyce was
fantastic, and Rubin wasn't bad. . Just as long as they don't
say, "Rubin was ‘terrible,” .I' ve\gbc it tade. Vast ndﬂbers of
teachers who GHJO{ tqpuro are heavily incliped to functxon at
that “level of performance--what is gdod enough to get thém by--
and they therefore lose the enormous joy 'that comes out of B
‘and resurrected. v ~ .
1 am going to stqp at thxs poxnt——I"m going td tell® youm
one stbry-—and then stop because, there may be some quesﬂlons.
Let me tell you thxs story about a university not far from &
here——th xversity §f British Columbia-~-which some years ago

. gave a Ph. \xn anchrOpology to one of its gradﬂgkes. And

o~

this grady ePhad the 960d fortune shortly after, recqxvxng his
degree e invxted to go to an anthropologica1 dlg 1n;o one
-of, the remote regxons of Borneo. -

erythxng weht swxmmxngly the flrst couple of'Ubeks,
but_ one n;xght n%r ‘the end of the seq;ond we{gy, t}us grﬁ ate
from U.B.C. wandered’a bit too far £¥om ¢ ~gamp gompound, ¢

darkness fell, and .this kid.couldn't. f;ng h1§ way back to the ¢

»

camp. And then he pachked and instead ot sltclng quxetly'
-3

on a Stump or some place where the nlght wOuld pass, he»

res . .

v

_That too, I thlnk, can also be rekxndled

£
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-uandered aimlessly all night long and when daybreak. finally

came, he was very, very concerned because he found himself

in very‘strange, and obviously very dangerous terrain. The

apprehension began to mount more and. more and then with great

Joy he saw a group of natives gathered around a riverbed and

he ran toward them, certain that they would help him find his

way back to the compound. Buc the nacives took one look ae-ﬂ

this dude froh U.B.Ce and immediately clapped him into a kind~
of crude bamboo prison. Then a great, heated debate went on
among the natives and finally the chief umndered over. to this
kid from U.B.C. and said, "Young man, as chey say in your
country, I have same good news and some bad news: The good

news is that I chanced to have been educated at Oxfo

your . congue and we can converse. But the bad news, ap‘
that we have been debating what to d%thh you--per
heard us argumg——qnd oup women folk have toncluded th
most l'xumane thing that we lcan @(9 for you i‘s shoot you,
' you see, young man, we- a;e m mxgration, we are m;:;vxng~

3

.

our summer campsites to Our winter campsxtes, a ve;y long andb -
R aifficult journey. we‘have barely enough fogd and wa$er for -;
sourselveg and there is.no way .th we are goxng to shakegit ..
@ with a foreigner, let aloné & wﬁi{;e-d ed oforeujner odr. . %
-women think that if-weé abardon’ you herg in thxs-hot Sroiliné .
sun without food and water, you'll, dxe\g needlessly aggnxzxng
"death. So, why don't you sort of -take a few momentu‘young fP
man--get your chougbcs:cogecher--x,.n gqt‘hy pistol arnd . o,
petform the deed and then we'll boqﬁ%go to~our respecn;ve ‘f*q [
: destinies." . e B T
And at that po\ht an assistaht chief walked ub to the
' chxef and'whispersd in his ear momentarxly» and the chief
turned back to this kxd, "By Jove, 1 d%d forget young man;
b_, . we have an ancient custom in our tribe, mnamely, that’ any man
coﬁmed to dea't_‘}_; sh;ll have .the rightI to be pu;: t hree
te {and 4radition Afs it that: it he successfully pgsses

these tests his life is spared. BJt B forewarn you, young man,
N " . e oA .
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that no .one, alas, no one, has #ver successfully pansed thele
. three’ tel&s. Nonetheless, the right shall be yourl.
“Now,” he said, "young man, over there at the edge of
our camp you will ‘see three'.small tents.  In the tiils tent
“there is a. goatakin fillea with two gallons of wine. You are
to go into that temt and consume ‘the entire contentl of the'
goatskin in one swallow, young man, without taking a breath.
-And if you manage that feat you may then en:ex the ‘second
" tent. And in the second tent we have a lion chained to a
stake.” The lion has a badly abcessed tooth——ygu are to remove
the tooth. And then young man, if miracle of niracles, you
should scmelow emerge from the second tent, in the third tent
‘we have one of our .loveliest younq idens engaged in some v
handicraft. And you should know g man that our womenfolk
‘take virginity'very,<very, very sérxously. You are to go
into that third tent and attempt to make love to that younzié
woman, if you think you ‘can.,™ i .
- Well, this «uy was not ‘a- stupid boy~-he wyas-a bright k;d--
" ‘:you don't give doctorates in anthropology to dummies at U B.C.,
v eand he saw_that it was hopeless, but there 1s something about
&he Univeraity of British Columbia thac is deeply involved,in.
o gutfsiness, in grit, in stick-to-itiveness. Professors say,
»'Always give it your‘best shot--never quit."” $b'the kid
remembered and he thought, 'Well it's hopeless but I ought
“to at least go down trying, so he hitched up* his pants, plowed
%pto the first tent d he came out in about three or four
mxnutes sort of stag ering and he burped and he glareq trium-
phantly at the chiefland the: chief simply pointed purposely
with his hand at the ‘Second tent, and the kid blinked, lowered
his head again, and again looked, burped one more time and

s P :ged into the second tent. He no sooner entered than there
" were hqman screams and animal screams and the earth shook and
the!ten{ quivered and the fur flew ‘and he came out in about 8ix
mxnutes, coverea from head to gbot with scratches and there was
a great gash under oné eye and a hUge rip in hxsatie, a great
. E . $ ) .
’A»“ B - © - .
» .
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+ gtii-in his side and a rip under his eye and he looked at the. )
chiet and he aaid, 'Now,' he says, 'where s that young wdman
with %he bad’ tooth?* ! :

Now the point of tha® story is”’to mgke it plain that 1t
is not enough to do the right thing; we’ have to do sthe ‘right
thing in the right order. - And these kinds Bf histrionic devices
that 1 have been lpeaking Ofy artistry, the. intangibles, are '
no substitute for the kinds of hardcore skills that Bolam and’
Joyce were referring' to earlier. They are no substitute for
f consummate knowledge of subjact. They are no substitute for
3 repertoire of good, solid teaching technique. And they are
no substitute far a rich familiarity with the nature of children.
But those things, although prerequxsite, are in themselves not
enough. And just as you can_put very good frostfhg on a bad
cake, you can also produce & very good cake and fail to frost
. LI § 2% The 1ntang1b1es 1n this sense hav¥ to come afterward;
’ _they gannot precede, But I stand with very strong conviction

that any teacher who wants to’ can get better, day-by-day and —

week-by-week. And that process of getting better can be

personallx rewardinQ and personally satisdng and that ig

the largest payoff because no one goes into teachi: for the

tll the

aanity test at that point--there are easier ways to make bucks.
In the last analysia. the satisfaction that comes and,

derives.from doing ‘what you do do well, }5 I think, a marketable

commodity, and can be tapped as a form-of motivation in

money . If you go into teaching for the money, you

in-service. We don't/have to do it all with .extra pay, time-
off, ipstitutes, graguate honours and so on. There is a .
proportion o incgntive and motivation to be had in the simple

D

; human desire to be-gdod at what we do. - 4
D /.
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‘students. and in every faculty I can find a few willing asses,

QUESTIONS AND/OR DiSCUSSION: .

‘Question: George Pedensen

. 1 don t think theae {8 much doubs in the m4nd6 of -oAt 06‘
we that thene ane ways, in gpcﬁg in which ounr teach¢qg could «be f f.‘%
improved if we ‘are pnepaaed to spend the‘tﬁ?nq;/ ox whatever &8 '
needed. VYou obu&oubly had \a nlcely Aelected Aample in this gnoup
of peop&e you fried to deal w¢th and pnebumably, the motivatdion
was _Yhere 2o become énvolved) but how in fact doea one try and
with the question of motivation? That's the basic problenm.
doubt. in my own mind that most of us, ourselves and people we
work with, could in fact do a-mych better job.

e

Response: Lou Rubin ) ~ 7

¥
That's a very penetrating question--and very well taken.
Most of the teachers that- I xnviteQ to part,xcipate, refused.
They just dn't need xt, had tenure, they yere getting along
well enoug Those who did start, some stayed, some dropped
Out-, Sqme dropped out and continued on their own, some Skopped
‘ot and Agandoned it. The only answer I cagh give is that very
wise teathers Wiw that "eek and ye shall receive". 'The
teachers who place high demands upon their students get more
‘than the teachers who place low demands. And teachers know
that high expectatxons are not always greeted thh annoyarnce_ by
highly committed teachers who really want to do what they are e
doing better. The rest of the faculty doesn't. And it is my
hope that by getting parts of the faculty started, and gattipg -
them goxng. I\can sopehow elevate wHpt is regarded as- acdié;able .
performance - b *
1 qan cite study after study after study which indicates . ot
that a given teacher adjusts his.or her teaching performance and
output of teachxng energy to what is g&pected in a given sc ool.
The teacher says, Last year I was at, the Green Street schdrl and
1. had/to WOrk‘tWLce as hard.” And you say, fWhy?' And Bhe says,
"1 don't know, they just work hard over there:;sover here they -
take it easy. There, they had to have lesson p}éns; here, we s
don’t’need lesson plans. There, we had to have monthly visits
r e
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"¢  ith ‘the. parents; here, it's not required.* - |, . N
. . P, o N N - . . . -
e T JIf can l‘omehou_r disturb complacency and create a mild
T '.-,‘,, :\)’qn.e'of ‘rsonal vdinsar_iafacuon_ri“ch peraonal output, that
ST g the only way I know of getting at. the ‘lack of incohtive - o
* . - !

. that hal—t:.ee_n_refbrfed gb. r Uniyersigies have 'a-sysi:em doing, =
_ C4 de's called. tenure and promotion; salary increase.” And the _
SR Lrules are cleay, ‘théy are -vé}y well known; you have to publish ¥
" or ybu perish; .4'you have 't‘é give service or you get, in trpuble;
! and you have /to achieve -Some~répute in your field. You are
only,ﬁorf.h t.lSunon Fraser what you Lare worth to another. school.
‘If they don't want you, we don’) Mant you either. Sé®whether
that's riqht or wrong, the namé{ o% the game'is clear and the
- s« ground rules are t;pelled out. Not so in teaching. You can
gurvivé for. a very long time without much output. 'In fact, one‘
of our great problems is that we have .survived so much very bad
. in—service'. . ' N

1 might make one Parenthetical observation. We.are now
ridihg on the crest of a wave-~1 speak’ particﬁlarly_ of,.iny own
country--ghere is tremendous interest in in-service because
test 3clo;$e§

R are down. And our congress, because we are in the
middle of a kind of neo-cohservative pqlitical scene, is willing
to spend mbney on in-service because it is convinced that money
spent on in-service will get'basicy skills UP.{ Now the basic
skills scores are going to go up, ‘not because of the in-ser@icé,
but because all across the Unitid States teachers are teé&hing
to the tests, just like they used to. And teachers are abandoming
all of those teaching,ob?eccives that aren't measured by testg~-
aesthetics,art education, humanistic education, affective educa-
tion--they are all being shunted aside so teachers can get test. -
scomes up; When those scores go up, and they went up dramatically
'chis spring and they will 9O\UP even more next spring, the wil-
lingness of the congress to spend money on in-service will dissipate
And if we cannot find some wiys of demonstrating high benefit

payoff between money invested in in~-service and better teaching

and therefore better learning, we are goipg to have very, very

great difficulty in the time to cohe. B ' .
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% Q’-‘Anq 8o for this reason it seems’ meJcenibly fmfortant.
to 4eal with tHe &estxon put rth _nal ely’how do*- you—;ipt:ite ' \‘
ina mo:}vate teachers to want to do bett r; And my feel‘in i, 0 \ ‘

r::-.l_: - that accountabil,ity is a Very good thing thé‘pe is nothing frong '-?i’.
B wtth’? aecountability, \The. question is to whom a® youl accour\table’ ..
 and what are, the criteria of accou;:tabilicy‘} E
-"!../ know, doe& move in pex;dular shifts and’ if I wq,r

‘aqo -1 would have talked about e,Open'“school abau_ affective, - j .

-
»

humam.itie kinda o!’ concerns. bt today. 'rhere sqnoc an open w
"' school in the Urh.tqd stfies. . They find an open school, they :
close it immeducely because it has fallen out of fashiof, it
is no lon in vogue. Once again thé British led us down the
o primfose yh—-solam did it to us agaxn-—the British Primary
Open School! . Look what it got us, lousy test scores. And now
we are in* trouble, and we are getting those test seores up by
good old-fashioned’ teaching‘to the test {tems. '.
) But that, too, will change. If yop happen .to | erested -
'1% affectxve, himanistic education, in- ‘open ‘;chdols& ot .'_m-»

despair. - Take your material, wrag.,,,\,t in; plas’h,ic, set i.{:..,'aside
: somewhex"e safely on’a shelf and wait about five yearq..‘%nd in
five years tfake it out and you-wgll be on the very Quhtfﬁg edge
of a boldp new movement, because there will be new edxton.als
" in the newspaper saying, tf kids can count, and they tan spell, ~
and they can read, but é%:hey lack an essential command of impor-

tant fife skillsy they don't value the right things, they lack

a sense of self—confldence and we have got to have a 'schdol
that teaches the whold child." That's when you move in. And
it's eom.ng back, I k d you not, and it won't be called progres-
J sive education, and t won't be called hun’nanist:.c education. .
But this is my third time around (I come by the grey hair

honestly) “and it is coming back.

. S
- Panel Responses:, } s ‘.
(;ay Bctam: ‘" ,
SRS ’
It's like ‘going into the lion's den. That was fantastic: A

Well, of course, one can, only echo and support what Lou is saying.

4 N .
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«To 1nject -excitemént and enthqpiasm in teacﬂing 1! really. what
" {t's all about and why' we camf in. How v ‘survive geodnﬁss
only knoet. . ' :

8
.

the: syllabué vp may coverea a rd of 1t, but he %ad’us ;y‘ N
rpafly bouncing and 1n conkeguence, I got top giades in that , :
pArticular class. But anybody caming in and observing him Lo
xeaching would, have said, *This guy really can't teach at alit™

In the same 1nst1tutxon, bhere was -another teacher who was the
most boring teacher ever,” but he took us through the syllabus,

he dictated mo#t” of his class notes—-and we got through the
grades,. we got through the exams And t think there is a lesson
here because the system we create is such that by and large, .
peop‘f like my history tg\cher don't g#t the rewards. (I'm not

. 8ure what. happened To him but I know the second guy gor a prxn-
cipalship.) - !

I

Fortunately, one of the things we’ve done in England whichv
you ought to remember. is that we're the people who got’ r1d of

grades, we're the people who got rid of .the 114, and WE at least
created the opportunity for primary chools to flourish. Now,
I'm always one, in fact, who knocks. he British primary school,
because I find that people come over with too high expectations
of it. But what it d1d do when we got rid of the 11+ (that - ‘l’
awful examination), "was to free teachers to be creative; it
enabled thosa who were capable of being c{eative, to be so.
:”Now, what I see over here in B.C. and certainly in various
parts_of the States; is this 1niquitous system of performance-
based testing. Not performance based here, but centralxzation
of various kinds. Centralized téhting, centralized requirements.
which are, 1n my mxnd, totally 1nappropr1ate ways of meeting R
totally 1eg1t1mate communxty demands. Now what those totally
inappropriate methods do 1sAto st1f1e and kill any kind of
'creativity On “the ,one hand we want to free peOple g& be

‘creative, on the other hand we've got to recdgnize that’ if we

- N .
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create syltéms of a certain kﬁ' we are bound to Kill them of f.;
J\‘I.Ongside that., a1 thmk we o relpember that in the real . "f'-_ .
A r1d not 311 of ua,~(and I'E;ure Loruewun t'uuggeating thi-‘hve T e
trall B creative and Exciting all tha time.  Mos life' -
‘\”'ﬁn.ndanes and re;)etitive. Hhai: we’ ve' thg to dp is t:%

kei. -
‘cettain, that the system 13 such that gt ).aast we enable people - -
lbe excit!.ng some o he t:hne/ t TR . ~®';f‘ i

ol

-3 - B
\ . » e

.L Rubin: o ) v % ‘v - “ o o
. . < pa# .

i - well ‘we d® have these aphorisms, "Hhe.r there h a \iul'

there is. a way” and) do on . It isn't quite that ‘easy, .but on». R ;_-"
the other hand} a few very sinrple things can lﬁake E-Y major aif- .- e
ference. For example. in ,the schodts whe{e -I ‘m Horking, I've ’ '.,-’
suggested that the principal forego ‘the usual facubty meetl.ng .o DR
and condyct the s§ at hand in memo ‘forxq so that there is "

time available for a t cher to demonstrate -some 'pithy, exc:.tx.ng hd

httle device that'he or &He hag’ invented- ‘and without - ‘the
. principal's blessing, of courge, soné Of. this stuff workn._' c .Q';
They tell'a story about” a quy who: was teachlng 8t Harvard B
;_ ‘ar somewhere and he camedmck after having uffercd -a heart !

. attack. * And his fnends ﬂmned:.ately said, George welcome -
back——it 8 great to have yOu——but take it easy,‘t‘hxs is your
first day back and don't go too hard. And as.a matter of $a t,_
you ought to skxp the Epculty meeting today because ;hey are :
ghastly and you go home and get some rest.” And ttu.s guy[

George says, ~Raw, I'm go;ng to the faculty meetlng As a £
matter of fagf, when I die, I most want to die.at a faculty
.meetxng, because the transition between llfg“and death will be
hardly perceptible.” So mnce",faculty meetings are groteaquely . v
. boring,'if you can get a principal to t’: K llttle bit of a

facult_y meeting time to champion tﬁese nds’ of devices and

.A' while 1 happen to be focussing on the excxtxng stuff, and thew ' ‘\ =
stuff that is desxgned to rnafce classrooms more stxmulating, . ﬁ
you could Just as easily demonstra-t.e a .nuts and bolts kind of
_device that Ray has 5quen for,. too The 1fnportance is in i N
rearly demanding -and reuarding superxor human perfomance, ) . -
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Queltion- -C'angc 'hduun & A ,." : e
: 1 don't know to Ohat utcnt qubu?o‘ thc aud,f.cncc aue
t.xpclu‘.cnclng the sort. of modeis: lwet of (nuntumof«tﬁu 1.
am kuu Ltou, and A2 has <to’ dd m.tk tk; ‘wond 'Lntanngtu' AL
‘of us, 1 sudpect would: cdcutqy g& qne 6r two pcopu ﬁu uhed
us to {htnk about who kad influenced us, and offen: they ane.®
people who don't get very mu\‘ucogugcd within
But how do you deal with tke question of uutangl.b
aw‘iu\zha} tkey exist in par¥icular people, we gan tiu.nhao‘ =
thou kind o4 teachers, but ?w useful 48 the canczp«t, “how, "fon
Mu.tancc, can people here use otr--u everyoune u(,tl.ngnou.t tkene
gou back to their uupectwe tnautuuon whether 'sit's 5% pu

.Ackaot dystem or a muveuoty, mtk theoappueugtun in ‘Iwn ‘

‘them of, Lou Rubin u an artist, " How’ can.that be tranilated’ Lnto
anyth.uug tku ia comnuucabte 2o otkeu peopu"
7z, wve o .. " -~

e "
Respons@: ~ “Lou Rubin _ .
! - N - . }

-1 don't know who it was that said pxeside}v don*t’ think.

v

) .:,.But.: we've got oahere than does! A very’' po;ent quqstion. .

- very thfeatening - And while my colleagues -have been kind to

Thik, &h;n}:, 1d be saidﬂ-some people are a good deal more
creatiiye than bthers, and creative bebaviour “for' - -some people is -+

-,

. speak of artistry,.each has to«o it in’his own way. There is"

v

gneﬂts of doing what he or s e 4
e wants t‘b do, a little bet er,

J\
(o)
Co
o

no queslion in my mind that--as I tried to 1nd1cate yegterday,

- Ray Bofnm could ‘make a_superb Presentation and do a fantastic

job rteaching, -and so ¢ou1d Mike, and ao could Bruce. we
; do'-it {n the saie way, but to the extent. that al¥.of *
d n;erasted in continually improving what we do, .pml'

done,.by hook or cro% to geét the ractitioner to valie: bhe

%Ayttu. C s
- We are

1% ‘I'm making a Plea for,’ it is anyth;&ng that car be *

s in whatever way . he ‘or ' "
nd the continuing arch : ’

«
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~

. for Bomething better does result in benefits, I think. There -
18 A teacher dear to my heart~-she teaches in # small town in .
‘Texas. She's got everything a great teacher needs, except
intelligence, knowledge of subject, and a basic understanding‘
of children's nature and child growth and development. She' 's
got a teaching ctedential reriod. she's feeble. But she's '
famous, she's celebrated in this town. .She's deeply beloved. .
And at the end of the first grading period, she'll call a great
hulking kid in and she'll say, "Jame}, "~-ghe teaches high achool
algebr@—-"James,eI called you 1n because yOu failed the first
‘quarter exam." And she looks at the role book, ‘And a tear comes
out of an eye. And she say8, "My hgavens I've never seen such
a terrible,score, and another tear comes out and she says, 'ic'
not your fault, James, it's my fault; I'm a rotten, just a
horrible algebra- tedcher; I've told the prlncipal a hundred times
I should be teaching poetry, he knows I majored in poetry, and
he makes me teach algebra. Now a shoulder begxns to quiver .
and she starts up--'The coach tells me you' re'a wonderful football
_ Player and he wants you to go to college and.play tight-fit
‘or left foot or whatever you play," and now she's sobbing and
qu1ver1ng, ‘and this adolescent boy. is very uncomfortable.
Here,kis this little.woman in her early s;xtxes, crying
because she's failed him and he gets uncomfortable. Pretty soon
he reaches over and tapping her on the shoulder and sayxng, 'Come.
on teach, .it wasn't your fault, it was my ﬁault, I didn't try
hard--you are,a really good algebra teacher, please stop crying
teaéh,”—-and he finally gets her calmed down and he gets out \
of there and there is no way he is going t6 go through that
again at the second quarter exam’. So come ‘the second )
quarter exam he finds an A student, buys a few cokes, gets a
_11tt1e tutoring of the kind that Bolam talked about, and gets
a B on ‘the second quarter tests. So, out Of infirmity this
teacher reqularly gets good results, and I don't advocate it
but I simply mean to suggest that if you keep hunting for ways,

somehow...

] T
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The panelists. this.afternbon repreaent collectively and

in Ivtdually, a trefmendous variety of expérience with 1n-serv1ce
edptation, and particularly with ways. in whxch 1nst1tutions at
various levels dan become more responsdve to lh-service education -
eds, '

The first Speaker, Bruce HcPherson, was at‘Boston Uhiversity
ull-time last year in addition to mqintalnxng a half-time

-posltion with the Harvard Graduate sthool of Education. And* as

if those two.things were not enough he has been .very centrally

In-Service Institute. Bruce is essentially:Speaklng today from
experxence gained at the.state and federal level 1n ‘the obsezg
vatlon’of\und partxclpation in in-seyvioce education. ¢
Our next speaker, Jack Loughton, spent a *umber of yeprs
&t Brandon University.' Brandon in ;ec nt yeara Has become. far

~

of that prov;nce
‘to the special needs ,of teachers and othe ps. Right in

the mlddle of everything wasg Jack, who was the dlrector of
specxal projects for the Brandon Unlver51ty More . recently,

he has been at. the Unxverslty of Calgary ‘where he is dqf;ning -
and developxng an emerglng role; a role once again focusxng- ;‘
‘very largely on 1n-serV1ce education. - ' “

The third of our speakers this:afternocon ie Richard Pearce
who is speaking on the sub]ect we have all been addressing, N .
that . is, local or- dlfferlng perspectlves on in-service educatxon.
Richard comes from the Unlversxty of vVicdteria where, as Dlrector
of Educatlon Ektension, he has the ;esponsibxlxty ‘for evqrything
including graduate, undergraduate, credit, non-credit, ckgged‘
unpackaged, semxnars and workshOps Richard's address ggll
‘bring the local penspectxves a lxttle closer ,to home

PR
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‘involved in the development and establlshment of the Hassaéhusetts .
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-It's good to be back at Simon Fraser. I want to thank ‘the
uni&e;sit& for' organizing’ this conference on in-gservige educafion .
and that_ié ﬁot_ju t pro forma ;hanks. In-serviffe.education is
developing at a rapid rate, ;specié 1y in the ﬂqﬁted-séates, and
as I°'11 téll you 1 ten:_in'MassicKGietts,,where we have developed | .
one ¢f the first state-wide systems of in-Service educ#tion.;;But
' ;éitigg hdve been left.st;ndinq. So I think™
hat'ySu are meeting’and talking abodt these

to do some thinking about them. In-service .
sting stage ;nd it reminds me; listening. to
ave been.goiﬁg‘bn in the small sessions and .
peakers, of what the little old Scottish lady »

ed to the librariap a‘dictionary she thought '

generally the univ

it is appropriate

the comments,that
hearing’tﬁe other
$£aid when she retur
was a ﬁovel: "Verr

interestin, but a‘wee bit disconngcied;"u -
*With wall the

ew ideas floating around in in-service education,
oh peaple ‘at state lévels and federal lgvels .
{(and 1 aﬁ'largely'sppaking now of what's: happening in tke'Unitédu—
State’s, but it is [alse applicable in Canada) tp do somqthing

about the comprehensive organization of in-service, . Today I will
be describing tuo.systéméxthat are by no means the only way that"-
in—se;v%ceAdan‘be orgaﬁized\bn a large scale systém. Nor‘will I
claim that. they are the best, even thbugh 1 hayg a stake in one

- . ’ ’ T : 92
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o ofhthem. T will eimply déseiibe’theleegte-wide aysf’hnéf in-.
4{ serviee education in Massachusgetts, and. very briefly,‘the ' '
A national systfm that -ig in Australia, and the reasdns I am
. talking about|these twa are because I live in Massachusetts
and helped to evolve that one; and two, LecauSe I also mué;
‘confess to the kind of expatriate chauvinism which claims the
good Rings and turns its back on the bad.
U 1de two systems have very significant similarities and
they both incorpqrate many of the operating principles you
“have/ been talking about hare in this-conference. What I will
. " at empc'to do is to describe the operation of each system; to

gjve you-a sense of how new ideas in in-service can work in a -

arge system, and also to give you some idea of whatl\he .

dvanceges and iimitations of each might'be. Two ogher aspects
‘f-ih-éérﬁiee 1 think are worth mentionipg: , the first is :

unding, | and the second is‘in-service education as a vital and
'importane medium of'gducationai reform. Most-other dimensions
of edueaiipﬁai feferm hgve'beep preempﬁed or hayelstopped'EAF-
pening.;vfhe'first thing that I will do is describe ‘the Magsh-
chusettq/system, the pringiple% on how it works; and how it is
fund%@.! I will then very briefly describe the Australian systém
and then conclude‘qith some observations and implicatipns_ﬁof
edyicational reform. '

-, 7 1 was connected with the Massachusetts Institute as a ~
consultant tq, the now Director of that Ifstitute and through‘
public hearings on the shape and direction it should take, we

tried to see that the Institute evolved in a reasonably démo-

cratic way. It started operation in September of” last year
+ -, (1978) and it embodies the following general prigciples, some
of which I think'will be fairly new to you as a state~wide .
system of in-service education.
1. The fifst_principle-is that in-service education
. . 15 radically different from Pre-service education.
i.f The second principle is that most effective in-
service ‘education programs are those with a high
degree of partfcip%nt controli this is one of the
post central a§pec{squ both of the systems I am

going to describe. : ’

- ) . <
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V '37 The third major prxncipIe chat 1n-serv1.ce ‘
education programs most beneficial to students.

are those that are designed prxmarily to 1mprove

the qualiey of Eeaching in an entire ‘school or
departmq-t of a school. Let me )uqt say a little
about that. What tbat means is that we very .
deliberately turn away from the 0ld model of
in-servlce educaticn--l'm talking now about how

it applies 1n the. United States—-which is-the
empﬁaain on the 1ndivxdual profeBsional development
of teachers. We have turned aqay fzom that and weﬁ
are working now with the idea of a/group of teachers
working together on common probleys. I will have a
"liktle more to say about. that: (aterx NS .
4. The fourth principle xnvolves putting fundxng and

power where those prxncxples lxe, and  that means'
that program d”cxsions on indservice educatxon
" are made locally, not in Ab

central office.
In Boston, where we have more. un ;
centre in the United States (there are saxty in Boston with
over‘! half a mxllxon unxve;sxty students) we found that in
planning this program we had about two sxgnxfxcant ideas from

fersxtxes than any other

those universities. They ‘had not changed their thinking about

in-service education’ they still consxdered it a’ variation on
pre- service education, nor had.

ey changed their mode of
delivery of in-service educatio

—— .

The Massachusetts Commxssioner

of Educgtion said that ‘the unLVersxtxes had mxssed the 1n-sery1ce

bus, or as a dean of a teachers

jcolldge said, in that peculxar

and private language that deans use when they are being quoted,
"we are in a response mode” . Damn right they are, and they ére
laxgely responding to partxcipant cqntrol of in-service educa;lon.

s an essential tenet of the Massachusetts Instxtute.

umes a capacxty among egucacors of various roles (not just
la;sroom teachers), a capacity tg work together and to plan

programs of in-service education Ehat are aimed at improving

the teaching and.learning at their school.

- It
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¥ The ¢onsent of administ;acbns is also necessary gbf tﬁe
Success'of the in-service ﬁ:ograﬁ:'the institute sees a key
role for administrators in ensuring that planned improvements
take place and that they aré sustained if.they are effective. -
'\ 4 mentioned ﬁhablwe turned away deliberately_from the model of
) in-service training which is the professional development of
Y the individual teacher, ‘and we are now operating on the ndtion
that a more pragmatic uni{ of éhange is' the school building or
departmentléf.a school. And so the institute only responds to
recnests for assistance that come from people in the schopf{builé
ding or department of a school who have an objective and-who plan to
meet that objective through an in-service program. In general
these groups include all or most of the staff who are directly
affected by the change thg program is designed to briné about.
These include all teachers, counsellors, administrators, para-
prdfeésionals, parents, sometimes even students (which is
unusual), all those whose activé support is needed to make ‘
those changes, since the success of the'proposed program must
have the key people in it or it won't be funded. Another key
_principle is that participation in in-service programs funded
by the institute must be voluntary. ) *
The best bureaucrétic response that we -had to a participant
control model was to decentrdlize decision-making 4o the local
. level, an;action which consciously embodies the strategy of
smallness of scale and modesty, and is important for two reasons.
Co First, the school bwilding or the department of a school is
the most pragmatic unit of change; \not school systems, or state
systems: we have used that.route-—itldoesn't work. And second,
al coptrol has been eroding steadily, we deliberately

decided fto turn and give some actual control of in-service back

- to tw€ teachers. I am speaking now about- American educatibn,
e one of the underlying traditions has been local control
chooling: some of you may be familiar with the enormous

number cf federal mandatgp that héve been impcsed {rom above

AR ]

on local scnool systems.
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96  Large Scale Systems of In-Service - ¢
We uere B18° pragmatic enouqh, at’least I thxnk we were
praqmatic enough to recognxze that the issues of credits,
academjc. credits, degrees, and all of the paraphenalia that
surrounds traditional xn-servzce had to be daglt with.
Teaclers are, as you all know, a&customed to doing xn-setvxce
. at a uhjversity, usually at night, and receiving academic
credit, salary increments, ang promot1on because of it. That .
is fine: but it has nothing to do with the state--it has
insteaq to do w ch the teacher and the school system. .And so
+ the state has no policy on it. -We do noc dxscourage it, nor
do we penalize anybody, . but xt is cercainly-not an eBsential
part of our in-service system.
Let me just briefly describe now "héw the institute works
xn the state-wide system. There are Six regional -centres xn L
Massachusetts. The institute in each regxon is a decenﬂralxzed
education department -which is coord

ted through a central

] office in Boston. Each region has a n¢il that is composed

o of a majorxty of classroom teachers wﬂt Ori e operations

. of the ,in-gervice institute, and they haye very real power.

' . The region also has what we call a 9-
employees.of the departmeng of educac‘o

rtvice team who are
wWe/had to search

, buth we ginally did

le for fulfilling

a whole variety of functions. They maintain a resource fiie

which they disseminate g§o all school systems, they let the

-Very hard to find anyone who was eligib
and they are now the team who are' respons

t school systems know about opportunxcxgﬁ‘and resources for .
in-service in their region; they are also charged with. deveIOpxng
pProductive’ new relationships among colleges, educathEEI colla-~
boratlves, school systems, and others concerned with ineservice
education. And fxnally, they are charged with making sure
that each school system has equal access tg orograms under the
institute.

I am sure you are dll familiar thh the efficient school

systems that are ready to go with a oroposal on your desk on

. Monday motﬁxng as soon as the new system starts and that you'
are jus @s familiar with those school systems who never, %yer,

N
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have any kmds ‘of in- ser\uce proqrams at all. Ppart of the
respons:.b:.lxty of .this. 1n-serv1ce team is to go into those
weaker school systems and to proselytize where necessary.

. Before a group is eligible for institute funds, they
must satisfy three basic requiremerits. ) The program that
they have evolVed must be desiqned to brlng about a speclf:.c

improvgme? in the instructional program or educatlonal
B £

\servi fered by a school department, ,%nd that improvement
mustz:clearly stated and agreed upon by all participants..
We call this the "no Mickey-Mouse clause". Enough people hmust
be willing fo participate ‘to ensure that the improvement will
occur. This is our attempt to,‘Pe pragﬂa§ic; to make surye that
this change will, in fact, occur. All of the people must be
involved who are necessary to make the program work.. As well,
the local school system must have committed itself to 1mp1e-
menting the program"s dbjectives; and that takes some forms of
funding, of providing space, of providing release time where it
is necessary, and so bn. As part of an effort to cut down the

bureaucratic red tape there 'is a one-Page appllcatlon form which

the group of teachers submit to the ip-service team, Once
that program has been approved, that"one—page document becomes
a formal letter of agreement, or contr#'t, which operates
between the department, the school system, and the group of
teachers. ,There is .no other bureaucratic red tape, none at .
all, 3just one single paqe'. ' -

To summarize this, let me describe to you how it woyld

work from the vantage point of the users, that is, the group

of teachers A group of teachers in a school bulldlng or
aepartment of a school. who have identified a common problem .
and who wish to solve that préblem with an in-service progran,”
would call the in- ser'vicé team in their region. The team
would visit and dlsck\l;s the program and if need be, hélp the
group compiete *he . nplication form. They would ““en check
that the prog- B ~ *ring about -'+ :~.-nge that is
required: tha- cweny et of the r.noipal zad the
school - » -t mes ¢~ . of people nec:- - (o bring

»
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. : o C about the pfoq;am and to-sugcainxﬂs are all voluntarily involved.
) ' Ifﬁkhenprogram‘sathfied chose.qui elines, it would.mOSt likely

be,funde¢. The team.would then supply that group of teachers
with a 1ist of consultants who are in the

esource file and #who
have expertise in the particular ‘area that [concerns the teachers.
By law, they must proyide at least thre€ cdnsultants; thoge
consultants can be, and often are, university people. (In Boston,
there are 1é§iops of uﬁemployed Ph:Ds prowling the streets,
- snatching erad from the hands of those who lhave jobs. The great
academic depression has hit Boston. There is a large pool of
pZopie highly ‘trained, enormously competent, willing to work, aq’
able to travel, and who are in fierce competition with the tradi-
tional dispensers of in-service education.) The team provides a
, list to’this group of teachers, §h€ pedchers choose who they ~° ,4'
want, the program beginsg, - and the institute pays the consultant
at 3 flat rate of $100 a gay> Sﬁms’of those consiltants, also -
- can come fromrwithin the schbdf%; some of thé best in-service K
educators we have are fellow teachérs in the school or in other r,
school systemg. Y oL ™~
For thése of 'you who are here from the United States, 1
want to ‘speak 4 little bit now about funding, and I aﬁolog;ze
for talking about th;s'iﬁ Canada but the way things are funded
in the United States is enormously compflicated. The major cost %
-of this program is simgly éayment for éonsultants, SO a typical
program wog;d cost about $1,500. This yeak in the institut
we-had Sd0,0Qp; next year we will have $600,000. A quantTm leap,
bug you can see from this that that is where the money in edu-
cation is goinq: and that kind of quantum ﬁeap is, I think,
something, that will contin“e to Tecur. This means thét in
Massachusetgf we have 400 programs that can be offered next year.
Most of the money for, in-service in the United States, as
some of you may know, comes attached to categorical funding;
the Federal Government gives big pots bf money fo¥ th;n;s like
“pecial education, occupationél educatibn, Title IVC'and:now
e new source of funds is Title Two, basdic skills. all these

have about 5% of the funds that have to be used for staff
I . . -
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\d/ Qlepmn‘ or; m’s'&x.v,ce—- -rhat has moStly .been used in “a
W,: ““Ctod "'BY. in - thed same way thalr. the gy evaluaﬂioh funds -

- V2 Qbe.& 05&d Wh\ ¢he ingtitute has done is to take all =
'e/ hﬂt maﬂe¥ and t“' 001 it ‘together under one ‘set Of guide~

ERRYIN " g m‘t any “\\sgrﬂce funds gpeht in the state would

Vo g ge#® the BVig,3ines of the institute, ghere is always

“Ch .22©  Those Yy, 4s annot become minqled you Cannot put .
\/ all go9ether in e pot; they have to be separately accounted -
1 :/ ¢ ¢N® 1ateSt  ;nd here is 3 catch 4g, the k‘ enact- -
. /' k“/ Vis Tiﬂle Two+ th that ‘gavs that the funds must become
fn/ MNea, 5° you b‘%k ‘the L. if you MiNgle them and you break
law if You don’ t  That g just one Of the exigencies of ) A
\t/ lg o £Und thifay Nevertheless, what ixagnens is that all . -
q“ ape PUT coqe‘hg in °he pot, and the money qo‘gs out~through »

v T e

\/ 1nst1c"te unde’ ) guigelines.. That was one problem in

d/ ng po% the, 108y pute was 9°1ng to be funded.?® , .. N
Thgre 2Te tW0 Qyppr Proplems; one 1S local, and. the other o
N faty gp?l - Follm\u,,a an gmbezzlement S&andal, eveXy cent o .
, b/’\ taty f¥Nds had Yy pe accounted for- We had secn Rrying to

v Yaly of this m\ gvice money outgdte th haﬁds of teachers,
A Ve Qo‘,id .not POYy,;cally do that. The second_problem Ve

lveg ¢M®  natur@l giscal constraintS Ocgurring acrosg America’ {
i/ tQrm% af‘DropEftV ¢a* F&lief, and other forms of P{blic .
W/ %t qyeting. (T suld pause to mention here that budget
t/htlng ca” hit 07y gsice ip ways that Yoﬁ\would not expect,
/ ) systOms in Myggachusetts are cutting Gn-service from 'y

A

/Q*t or e Ings, f,h&y sre Simply not offerjnhg in- ’;ervxce money
u/ e the Prfessure “E puddet cuts. and Yet, here we are, ”~ - -
/ h“txr’q the beqln ing B¢ the New Rde of In-Seryjce, without -

f\g rnote than 2 tE uOuUs hold on the Public imagination in ' '
: t/ arg,.! ~So. gi Vo _J’—‘h°se\k1nd‘ of C°"5tralh s, the yay we
AN Q“'\qe ¢nf €undind { to haye the 1n’Ser\uce téam in ajyregion,

/ Q“\mehd £9 the €%y 31 :0ftjce thac such’ana such a conSultant
. \b/‘ Mig gof Suck Mg guch a prO"rﬁm ANd tne cehtral office’

S/ ]q‘ tre Mney o8t pther ;gsues are also :nvolved in funding

a/ Somg, of them '5» nave 2lreadv occu"ed 1n these regions.

. ¥ -
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. One of the other features of ' our. fundlng paccern is that there .
"be a minimum tine elapae between when a group of teachers makes
a regqgst &or a program and u&en we give a decia1on on that )
uést, We try cg‘keep thla to a three to four week perxod, -
and so far we haVe'been succeabful But the point is, where
o * You are getting jockeying for position on 1n-§ervice amongat
: school committees, teachers' unions, departmenta of educanon '
R colleges and univeraitxea, coupled with a big fund1ng mess, it
. is very easy to lose sxght of the goals .of 1n—aerv1ce, that they
. -~ 'should’be to improve the teaching ang 1earn4ng in the school.
The 1nsci€uce'began operating in Septembér and we have a
lot of _programs still in process; we also haye a number of out-

you two,lmpresalons of how it jis working. Jone pragram in a .
Well-to-do suburb of Boston is funded with Ocdcupational Education
. fpnds, and the Purpose is to integrate computers ‘into vandus

aapects of . the school currlculum. ‘The whole school becomes ‘~ -
implicateq because the computer will be involved in the entifre
operation of the school hen the integration is over. 1In another .

. example, ip Cambridge. Massachuset€s, there is an elementary

‘s school with two.;?ograms in orocess. The f1rsé\gart involves
?eachers, Parents, teachers aids and administrators’ who are

established in their schools and expand them’as their kids' move

through chac school 1nto junior high 8cheols. The second-part

e of that program involves the developmeﬁc of a ﬁulci-cultural
currlculmn to go into that open classroonrln a junlor high
school, Evaluators 1 have spoken to on this program are unanimousg

" in their pralse for certain features of it. They say the .

partlclpant contzol and voluntary Nature of the Programs are the
most striking and exciting features of .all the programs they

- have seen. They make comments Such as, "there are no glazed eyes"
. at any of the sessions they saw; that chqze is always erdthusiasm;
{ +  that the teachers genuinely feel a k1nsh1p with these programs
S / and that they are doing . what they wanted, . M .
. * * o
¢ - ' . .ot
” . ) . . N Q:
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.~ .The teqchers fresnonso to the programs of the xnstitute
1nxt1a1[f was one of su{prxse. They were surprxsed that they*
o had to do the work o) orgaﬁxzing and pla&nlng of the programu

“15n t ‘that the- admlnxstrators job?" After they had evolved

those programs, however, and seen them underway, they felt
they had learned a lot from the p?oces°' and that they had
realf& clarxfxed what. it was they wanted, "'and consequently .
yere sat;sfxed with the pqurams they had acquired. The most
gratifying aspect of all this effort ic the numerous regquests
which were generated from the weak{r“school systems who are
now also qettxng a number of in- sor\xco programs. Part of the
reason they are applying, 1 thxnk is because of the fnoncompeti- .
tive aspec;- there is no eﬁormOUS investment of time, and for
'5chool-svatems that do ‘not have full- timeé career development
perconnel, that is very important. At the same tume they
are vettlnc equal access to the institute's program. ’ -
-When-we were planning this proaram wé knew lhat no other

stafe-wide Ssvstems like it were being planned in the United

.
States. Howevel, ye were delighted to learn that in Auscralxa N

a syster almost exacely the same had~been oneratang for five
vears, since 1973. " This systeh came about after the electxon

of the Whitlam qgcvernment who create! the Schools CommisSion
which provided massive amo:nts of feleral money for in-service
Programs.  Thg central roature of thie program 1 partxcipant
control of in-service: projrams, the' wanm 2z 1n ghe Nassachusetts
systefl. Proqrams are a:i sCnool-bases, and they focus on the

.
total group involved :in the work oFf tre school. .Another feature

Of the Australian system has to do w. - iwwaraphy.  As 1n Canada,
distances are of;ed EeNnCImMOUS bty J.HL;Y schools and one way
they have handled that problem is t ‘g, residential in-service
Programs for teachers which las' mn. '~ weexs and take place
;Lh’stoClilly—bullt ;n»sc#v.:a -1 STath Australia, well
5eyo%1 the reach of T.v., sFree =i 4 .y - 7:irse oy ,beginning
teachers w~hich Iuﬁtel elht we

PLo Lractegd rousghly 590, .

B i .
participants, and the total Cast € otne roaram per particlipant

was 55.01.“/ -
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'Ihe‘chairmén of the-guscrélian 5chools£c°mmfasion visited:
paz in Hanaacﬁ(;aécéa this'year. At about that time we were
havinq'dbupts about whether gome of the féatures of our gystem
would actually collapse into a hopeless jumble. We were
having doubts about whether participant-initiated control in-

) service programs would ever really work: we were doubting
whether a state bureaucracy would inevitably grind the idea
(which was one interlded to liberate teachers) into a fine san
‘cf impeding régqulations, middie level covert control, and
debilitating delays.. Further, we were worried about the capacity
of teachers, who had lond + mt undegy

s

he thumb, to respond

to the chéllenqes implics -service. The

1§

Australian chairman o + assured us that

in five years of op
feature that had ex.

program, the one
znd was now the
strongest part of thc adﬁbrxrtxcxpant initiation and
control of the programs. I think an important lesson can be
learned from their experience. . ! :
I would like to briefly mention asfew other(experxences
from the Australian system. The first is fhat in in-service
programs teachers have to be considered as adult learners who
require far different strategies of teaching and learning.
Second is that in-service, to be effective, requires and can
encourage a broad-based community 1nvolvement xhcludan parents,
business oeople, community, Leaders, professionals, workers in
other fields, and students. “Third, a stronger link is needed
between pre-service and in-service. Eina}Ly, there is a great
need to train in-perJ‘ce educators-since there are ngw modes
of response, different cohgtituencies to serve, and less formal
and traditional ways of proceeding. In Aqstralia\they accomp-
,}isped this by gundinq\f{om the Austrélian SchooLs Commission.
- I want to turn now to the implicattoq; of these systems
for educational reform, because when we look at it in a larger
context, that is what we are all involved in. It seems that
two basic kinds of educational reform have come down from the

- top, and 1 am speaking mainly of the American context. The

[
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f}rsc hdve'been éupgtantive reforms andvchanqes that have been
mandated reforms, such as special education, hilingual education,
occupational education, and sgo forth. These things have trans-
formed the schools. It has happened without much fanfare, but
schools are very different from ten years ago because of these
programs. The second kind of reform that’ comes down from on

high is the kind.I think we are describing in this system which
is a procedural rather than a substantive reform. There is no

i . . . .
.mandated.or guaranteed outcome, but there is a desired direction.

And I tigihk this is somewhat akin to the phenomenon of open
education in the sixties. There ig a clear ang hazardous weak~
ness to this kind of reform, and we should be alert to it; The
danger lies in simp putting ol wifle into new‘li_ttles. Services

are realigned, modes of deliverv are restructur fat ‘the
substantive issues to dc ..th school strycte. . ., power balances,
curricula, etc., are ti.. choorque RS ~he 1opearance
of change predominates over the prevai.in; i thu nditions.
Tﬁere 1s a danger, too, that in-service wiii becume the

domain eof fully professional interest groups such as universities
and colleges, and under the compellanrclaxm of their profes-
sionalism, control of i1n-gservice will qgradually Sl)P:aWdY from |
teachers. With the shrinkage of the clientele for teachers,

far veachers' colleges and universities, that pressure will only
become more intense.  Perhaps I can put 1t this way: the
prﬁcodnrdf-“hdnqe tn how 1n-service education 1s oraganized and
funded, which 1s a reform in and of 1ttself, setg up the conditions
for other kinds of reforms to take place 1n the school. The
Massachusetts system and the Anstrallan system havefmade these
sign:ficant procedural reforms. They erdpowered those previously
not empowered to control the terms and conditions of their own
tn-service professional tra;nan. They Ehanch the mode of
in-service, moved its focus from the university to-the schdol,
from the individual éeacher to a group of teachers, from the
exclusive concentration on credentialling and academic wredit

to' professional on-the-job training. They significantly altered

the funding of in-service, coordinated all i1n-service funds and

L1,

“
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.

"unified auidelines,band placed the power of funding decisions
at the local level, where decisions are overseen by a council
comprised of a majority of teachers. This represents a gigni-
ficant rebélancinq of forces.

The old mode of in-service diffused teachers' efforts

into sindularly pursuing their own interest, caréers, and

salary increments. For teachers this has often been productive,
but just as often it has been a treadmill which is in no way
related to the central business of a teacher's professional
growth. Teachers are forced to have in-service done to them,
rather than done for them, or by them. Time and energy is
often exploited by someone else's goals in the name of the N
asteacher’s own professional development. The climate around
schools these days can- hardly be described as reform-minded.

This is a very

i1t period for schooling and I do not
think there a BNy straws to clutch at. The new balance
of forces ucation and the systems I have desc-
ribed do
will folloW

responsive to

fﬁét Significant and substantive reforms
'}e making in-service education more
X 6 use it. Through teachers working to-
aether on common problems, sthe current laissez-faire, exploitive,
ind tragmented approach to in-service may finally break down.
Let me conclude on a conciliatory and hopeful note.
i.betl Shanker who 15 the President of the American Federation
-f Teachers, deplored what he called "the extremist rhet@ric
whith sugdests that teachers should control in-service education
anc¢ teachers' colleges should have no role". He foresaw the
bossxb1lity of teachers' centres and 1in-service programs becoming
"the meaninqless sharing among people, none of whom know anything"
Such an attack on the integrity of the teaching profession's
capabilities should nét have come from one of their nominal
leaders. Be that as 1t may, I think he is right at least abqQut
one thing. There is a role for teachers' colleges and univer-
slties, but 1t 1S no longer the old role: nor shoula it be. The
alchemy has chandged, and the power 15 shifting. What the

Australian and the Masaachusetts ,ostem have so far demonstrated

P
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. is that teachers can takevrqsponsgbility for,their-owﬁ 1niserv4cq,
and that they can choose responsibly from all of the .resources

avgilablé to them inside'the schools and outside the schools.
i Hdl ‘ \/ - n-
) i

Ive
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2. SOME INFORMAL THOUGHTS ON IN-SERVICE IMPLEMENTATIO
' AT A FACULTY OF EDUCATION

3

JACK LOUGHTON

Let me speak for just a few minutes about th7 melementption
of an in-service program from an xmplevencer [} viewpoint I'm
going to say some practical thinds ana“ you're gqinq to disagree
with some of them,al hope, and I ‘am encouraging/ you to corner
me before we both leave for our perspective de tinations when
this conference is over to discuss further s of the things
which I hope to bring to your atténtion in the next few minutes.
F;!Efgif all, in-service education can igorous weapon;
perhaps a bad word, but I'think it. is that. a weapon, for program
chapge in teacher educatigh. Good in-service, sooner or, later,
will provide a pomp‘ at model that wil} dramatically-affect
what ceacher education titutions offer as their pre-seryice
program. Nowg. . there are a lot o{Fdisclaimera abou{ the
fact. that w:m;an about a d:.ffex/ent t‘.t. group. differem
doals, different objectives, and so on.- But if you are a Drogram
implementer, who is responsible for in-service from the universi-
ties' point of view, and if what you, want is to provide good
teacher education, then the in-servjce program will affect what
dgoes on in the pre-service model. d I ‘hope to illustrate and
: operational characteristics
of a functional in-service design, from the point ot view of q\
program implementer «

In order to expedite my remlarks, and maybe to provide just

d-little rhetorical licence, {

saying sopething that's irrev

support this concept by citing sol

at means I can get away yith
ant, and perhaps even outrageons.
from time to time in terms of what you might believe) let me
cite a scenario that I think is go;ng to happen throughout ° -
Canada over the next several ‘vears
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‘Eirst, I-apoloqxze abOut thia coming from the iniveraity -
sides it 'seems that I am apologizing quite a lot these days'
for working at a university when it comes to in-services and I
think there's probably’a very good reason for that, given our

" record. But, anyway, let's take a person we will call Fred:
‘let's make him an Associate Profegsor; let's give him several
-ﬁears experience in a faculty. He's called into the Dean's *
office, &nd the Dean says to him, “"You know, Fred, three Years
ago at a faculty council meeting, this faculty endorsed unani-
mously the- princxple o

N ¢ understand that. And}
the commitsee on in-se
\the responsibility for

~-sexvice education.” Fred says, "Yes,

en the next thing we did was establish
And we referred to this committee
%study of the éelivery of effective
in-service programs to, o onstituent school divisions.®
"Right. And then what hapigned--NOTHING--right? Well, after
three committee meetings., faculty members .went ahead, did their
one-day workshops, received their honorariums, came back,
reported to each other what they had been up to, but in fact,
_vis-a-vis the regular proaoramming of the Faculty "of Education
not much else happened. So Fred, we are reallocating our
resources,” (that's the next term that comes up in such a
conversation) ®"and we are reallo ating some of our reqgular
resources toward the in-service program. And, Fred, you've
just been reallocated. You are now the implementer of our
new in-service program.” Well, if Fred's a good friend of the
Dean, there s some dialogue at that point about what the
alternatives might be if Fred doesn’t want to do that. As you
knqw,‘some of the alternatives are very clear and as you have
just heard, some of them are very real in Boston. And I'm :
surg, that this will be true throughout western Canada.
Anyway, Fred goes ahead and takes on the task of in-
servite implementer. What does he do? Well one’thing he
might do é;(call a colleague who is involved in this sort of
thxng, and say, "What am I going to do?" If it was me he
/} called, here are some of the things that I would suggest: \\first
.of all, I would offer condolences because he Kad, not a zero sum

O
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to sthrt from, but a rather negative thing. However, I would

Say tRhat the good news is that for whatewver reasons, in-service

is ih vogue and that tends to provide vehicles for doing’
wiﬁ"f sfhat we think is important ta do. The par , 1
thi, ;%\ nature of teacher in-service is that it has en
almbss S ban: ?; Program afterthought at thié poin€ for mos.

@ducation. Like God, . motherhood, etc., you rarely
stand up and say, "In-service'is bad.* why?
Basicallyf\ I think it jg because no one "gwns it,” no one has a
vested ifitarest, and no one sees it As a powerfu] ching-at this
éarticular point. Faculties of education have always done in-
service after the fact: it has never been a part of their central
function. \ . ) .

There are some things that are acceptable in in-service that
are not accepé?ble in pre-service.- One of them is that we tend
to listen in ir\-ser\}ice to the needs of the consumers. It ds |
acceptable for Example to acceptkneeds assessments in terms of
in-service Progr ing, while we rarely do that with the pre~serv
programs. 'ﬁpﬁ:w €n we say we do that with the pre-service, I am
ta\kihq about whag we do do, rather than what‘we should do.
Alright. so we do* that; we listen; we do needs/gssessments.

Secondly, we think it istmore acceptable tgtdefine learning
outcomes and to appiy these specific teaching and learning acti-
vities when we are talking about in-service. When we are tslking
about pre-service there is a long argument about academic freedom.
"bon't tell me what I;m going to teach 1in my course, I do that--
that's part of my rlghgs as a professor,” and so on. And that
leads me to the first of several personal biases that I'm going
to admit to. ~

In my opinion, we mySt reexamine the role of the professional
school and the faculty of education as a prqfessiogal school. If,
in fact, the faculty of education does not make a qualitative
contribution to the inStructional process of the schools” which
surround it, it does not have a reason for ekistence as a pro-
fessynal school;. it q“gte simply loses its reason to exist.

We could split it hp and parcel it out to pther sections of the

unlversity, aud Jet gy det abaAut 1ts busin

/
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Anh;;hebthird thing that'is happening with in-service is
that it seems legitimate to.plan cooperative procjum's,lcourses‘x‘,r
and delivery systems with people outside the ingtitution. 1In
other words, it is legitimate for' people in the faculty of
education to plan the in-service progray‘1hter-1nst1tutionally.

We pa} lip service to that kind of planﬁlng{with pre-
service as well. Over the last ten years I look at faculties '
of education throughout the western part of this country and

.

see very few demonstrative' examples of'Intei-institutibnal pro-
gram planning takin@place at the pre-service level. Maybe I
haven't' looked hard enough. : N .
So a8 a program implementer, and if I'm talking to Fred
now, this is the way I would counsel him.. Before aﬁything else,
he should make Buré that the notion of in-Service 15)1n fact a
clearly defined policy of the faculty. That is the fg‘t ‘thgﬁ
make sure that is in plaee. After you get involnd in the ae
'Iﬂhﬁ'!ltragaye 1mp1eﬁ;hfétigy of an in-service program you do
d( not want to have Col'administer by committee." The faculty's
responsibility is to set the policy--do they in fact endorse
in-service or not? If they do endorse in-service, then let's
get on with the job.
If we were to give Fred three or four quick guidelines, '\
this is what I would include among those guidelines. f
1. Your in-service program should directly reflect the
, R 7 in-service education needsras defined by practising
educators; not only teachers in classrooms (and.
that's certainly the largest single group)} but also
‘3 ‘ . other practising educators.
2. Thé effectiveness of the project, or the program,
should be defined in terms of enhancing the quality .
of instruction. 1In your mind the aim of that in- .
Service program must end up addressing the problem
of the quality ®of instruction, either in the school
system, or at tha.faCulty of education--either place.
3. Make.5ure“§enr planning function is done in a coopera-
tive manner.

\
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110 Thoughts on In-Service Implemdntatidn

Let me just speak about that for a minute. 1 think there
are two levels of a. comiittee 8tructure for good implementatior
of this gort. One is an advisory committee of chief decision-
makers of different organizatijons., If I was qblng to talk to
you about Calgary, we would include the chief superintendent
of the two gchool systems there, the dean of education, and
the presidents of the two locals of the teachers’ ‘association.
The selcond committee would be “an internal committee; irkxng

group' within the faculty but report;ng to the dean as a
committee.

's

In unxversitiel* have a little trouble diffvrentiating
between pollcy and administration. 1 guess I am not telllnq
vou things you have not experienced a hundred times:; that some-
times university folks tend ta.think that everything is~pblicy.
Having made policy there is a tendency to still want tq 40 back
anc review the administrative decisions that are mgde on a,
daily basis, and what we can end wp with is a certain amount of
srogram lnertla These committees establish policy but sﬂ%uld
av:id cdabbling in the administration of that potlticy.

4. Appoint a faculty member whose major responsibility
/ s the implementation ot the program. I think this

1s orie of the real problems in in-service, i.e. 3 the
tact that often we have not allocated to an lndlvldual
the admlnlstratilve respunslbllltx‘fcr in-service.

"fA the area of qoveznange the program implementer should
piuvide 1eadersh1p in 1ntrodug1rg a vrogram that provides both
crédit and varying course sizes 1n in-service. The cOncept
‘here i1s that it i1s crucial that the credit option be available
‘for the unlve}sity's activities in in-service. It becopes a -

~matter of program credibility that ln-service 1s agcepted as a
legitimate program, within the overall university setting.

Now, 1in my own view {and a lot of people do.not agree with
Me at this point) a program implementer should write proposals
seeking outside flnancLal'ghpport for your program. You should
1n fact "hustle” soft money And you'll say'to me, "But there
150n°t money, this 1s a tlme . testiaint!”  This 1s where we

4
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have the good news/bad news sltuation(}n xn-serVice. 1 think
the good news 15 thnt there will in fact be money - for in- Servxce.

ould be

y'an western
imertal
ack to

seventies, which was In vogue then and is now tapering offs, what
hdppened in western Canada was phenomenal in terms of soft money
funding. "I think the same thxng might happan in in-service.

d ere is one othex area'ﬁhat we shaquld just touch“on very *
briefly regarding 1mp1ementatxon strategy, ite., the establish-
ment of a working group between the university, the.teacheus'
association, and the peopie in the school divxsxoﬂs thaﬂ-ate -
most directly involved in the intservice function. How do you
decide "hO,Ebat is? One quideline is to find the person who
is close enough to policy to influence 1t, %uc q}osg eﬁouqh tc
design to dramatically 1nf1uence ‘that too. In the usual school
system it would be a classroom consultant in a suhject area.

At the university, hopefully, it would be the;?ppolntmcnt ot
this implemente:r who had acceds to the infl pee uf’pqurdm
policy ag well as to the desigrh of the progfpm. s 1ntdnal
lialsun groug will be tiuctal to tihe dellve System w#f th 1N
service model. )

Let Me glve yuu sevcaal examplea ul what they wmight d
1 have been involved just recently with a set of consultants
who have arranged for teachers'.release time crom their ‘class-
rooms during the day to do specific things and soecific courses.
These teachers are then traimed at the university by ‘people who
are both the vision end the university. They then return and,
in the best economy of scale tradxtxon,-do professxonal de&elop-
ment 1n their own school. So the school divisioOn peopie are able ¢
to releflse, or provxde"release time for people to involve them- N
selveg in that kind of in-service, and a real multiplier effect,

1f you like, can be yenerated from that sort of activity.
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Y and in high gear here so please
excuse me for doing it, but just ‘to say one Jast thing: 1

' Travellinq very quickl

‘§_think that in-service is‘a two-way street and I am working \

v

very hard at this moment 50 try to reach some consensus with

my coljeagues at the university thaft will define them as
consumers of in-service.

N
And I chink.&hat when that particular
objective 1s reached then the real notion of in-sefvice, that
is, “teachers sugplying reality checks for faculty members as to
what their garticu ;r expertise means .to the classroom”in 1979,
as yeil as#;hejkeverse, i;e.. practising what feachers can
13 contribu;e to the university classroom, then, the in-service

situatjon will ¥eet mdst of its objectives. : '
13 N N
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- “ AN SERVINPEOUCATION Ty BRITISK A
", 3., TN-SE oEPUCATION 1w BRITISH  COLUNBIA:
, . :( : A VIEQ FROM TyE H“K *

h ‘\ ’ 1 .
~ , - RICHARD PEARCE
N . " - . .

‘ 4 / It'ls been a v\ty fine exPerienc:'e fod4e to have been at
/‘l‘ copféence fOr  pe lage day and 3 Naff. Today I wantqto’
appy? SonstfA, s, COllaboration 3Ndfcommitment. I was
y! AT ”‘_’ld wis up i® My hand and S2Y that I think that I
f Y gy ¢fi® hand ty  mOSt yaluable reSOurce jn in-Service ;
\ “%tio,, in the Pyy,inCe of Britigh Colugpia:. it's not money,
‘hgd‘i'“e, it.\ tpe Pegple on this 1i;|r_. That ‘is a vexrxl
/ﬂm“li&ti‘ way of Yay309 What T think Of the implementation
/t of (S confeTy,e. Y e look at Bryce Joyce's paradign
//h 1ev§19 QF aws'®h s, Oncept controf-- acquired S‘Riu? and
/:q uti}naciorx Ang t¥ansger, I am alfeagy askind Myself, what
/t“\he fgfma‘}:’th“t we a:;e‘ going to eange in in thi5-~provil'.\,ce,
N the 10921 1e"°%. at BPe regional 1eVel, ang in instfrutions,
) ‘/h-%vi“q InzgerVly, 40P the line. ,HOW are we going to do
/Ql“? heTe hav¥ {0 several ‘good €9MVersations that have
\/a‘-nQ up ££Om som o ghe eakers’ and from some of the partici-

P,

L 3

ét" in eh® | day  as to what kinps of plansg we in B_ic,
ufle. ’ ’ . <.
x~\ The timge of s taly was “In-S€TVice Education in ‘\’
.t /niti'sh ¢l unmbjs; - a V3e¥ from the Hill"‘-: the involvement of .
DR "e;sici&s in i'\\se;\/ice educatjon angd the institutional ¢~ A
> /:n“l‘aiﬂts that & ‘_upi"erslit)(.experie"':es in entering intd '
. /Q‘\elﬁviﬂg' " and T u1d hopegthat we Would all be able tO
/n Mear,an‘ the e"gl‘,i"‘! migsion gr PUTboge Of universjties
k““"‘xmi °% now ﬂ‘\y a¥e constrained t° work in the field in

/Qntsh
),
/ d

,n‘ i N . e N
“¢ //-i“ﬁx‘viae educatly =~ One, the hirind mogel: if 2n institu-
/% g ¢°in My, iNto some form Of in-service training
Ty 8 - Nye [ i
/h \rag 3" Which Shoyr Tesources are 9Ping to pe made avaxr<b1e,
/7% oy 89 not hi, people to teach 3 full dourse load on |
ay, YO 4 N .
/ bu&kﬂf; then %yt thay in their SPare e. from the R
—(
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B ‘ ' .
-qoodneas of their hearts, they w111 go ouc and do sométhmg ..
useful in the prévince. The® Very time when pgople ‘aré neeqsgg
are the times wheh we have. to have péople on campus.
"P01nt number two:' yod have got to have recognition for

in- servlce work. If you look at the faculty handbook in many

institutions across this country, you are gqing to find that

promotion apd tenure Hocuments do not list . in- service anywhere

, hear as high as scholarly publication, evidence of gesearch,
and university teaching. Sopiehow we have got to find a way -
of‘askinq tnjversity personnel to do in-service education fo *
that it may be rendered in a scho%arly way and put into

.} refereed journals and made just as creditable a&& the type of

institutional research that does- go on. . e -

: In 157y Bruce Joyce wrote a paper and authored thh
several others the findings from a large serxqugr investi-
gationé with*™the faculty of education professor‘ as tp actually

, ) who Pﬁblisﬁe$ and who publishes what. And you, would be amazed
' that in the U.S. up to that point, tﬁe'averag refereed journal
publication of a faCulRy member in the u.S. in che Colleges of
Educatlon was one publication in three years- So, consxderlng
that” people hold up the idea that you have'got to publish’ to
survive, that is not a very good record.
The second aspect of this is that you have got to have a
“xxoxlty There has got to be a prlmrlty within the faculty
to be involved in in- servxc“pnd You cannot’ just take the
ileftovers. [t canrot be a maxgxn:l opéﬁﬁtxon When I talk
about in- Serv;ge I will use Bob Howsam, who 1s the Dean of"
Faculty at the Unlversxcy ofﬂggwston, who is a nadiarm, .
incidentally. His definitiol Bf 1n-servxce has to do with |
« " activities that are spopsoréd by, and initiated , school &
districts, in which the objective focusSes on an /individual,
or a group. to acquire a particular mode of education that
tney have chosen. It has nothing to do with the kind of
centinuing educazion for human beings, for teachers as people

or as elucatars in general. It has to do

with certain kinds of educational techniques.
3
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. The’ educltiOn extenltop o!!ice of our university came
. into being in tit1e, abeuc.-t ree weeks ago, "in essence a yeir
and a half ngo, when a vati y ‘of. "Ftedc" ve:e put together
,_'.'- undet oqo.mtnq' tcr ‘try and. iespond ‘and deal tationany with‘ ‘
thh inua of, :ln-letvice oducation. COupled ‘with' that in - v Ve
June’ of 1977, ehua univ.uities in this" province received _ :
.‘ thc oppontunity to apply tor- intetiot university ptogtam money, -
< L designed to provide polt-ncondaty -ervicel for ‘all the ron=
‘ utrapolitan comunitiu.' Well over a million and a. half
douau wn made availabla, providing that at the end of June’
. you could get your ptoponall back. to the gaztiCulaQ board, in
. Tless than ‘six weeks. With: aéventy-five pnrcent of yout !aculty
~‘-;, a11 over- the’ plad, with school diltricts not i seuiOn, those .
' proposals’h had .to . show neod‘l aueqsmen:, they had to show deter- ’
,'.‘ nination of’ lta!ting, bhty had, to give ‘!’BHA kinds of measutable
Outconl 'l'hat is. tho type o! lcena:io ac:lne of 4hesée. venturea
Z liave had, when it com- “to !unding in this province. In the '
last. year ‘and a hllt‘ “trom seven. COutlel ,o!f ‘canpls,. we now, ‘* T
have" !orty—onm fx:om a pge avious thitty-!ive non-ctedit uotkshop
programs, '\u dia opa hondted twency—tive thip year; and we have
" three qm(’luat:ew pxogtnml ot! campus.
.. Here I m very much remi of a ntory that 1 must give
credit for to Bill Drum!bnd at. univenity of Florida/who
- first told it.. it's an Aesop's !able and it iu an i,n-setvice
johe-' In the olden' dayl, .when men" vate anowed to have more
than one wife. a middle-&(nged gentlmmhad two wivel- ‘one
Y considetably 'b’idez than 'h¥ was, and one conuidetably ybunger.
1In tﬁe eveningl- W px:epua‘tiOn for hil tetitement.,, ‘
yOunget wife, viewing the gteyi.ng hair of her lpeb;e {
‘very sure that in combidg his hair she pulléd out ni those
hairs that were grey $0 that he would not age !alto: than she. _
And in the morning, the oldat vife, ptepating het husband fot )
the day, combing his hair nade ve:y sure that lhe puned Out
5% . &ll those nice, bright black hairs in order that he would age
>7 -along with her. And, in thne months\he was tatany bald.

2]
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The moral of the story is that if you give }ll chac'you

. have to everyone around you, pretty soon Qou will have nothing

left. And that is precisely what offices and agencies can get

‘_into when that kind of scenario. and those kinds of factors

impinge and the cry goes out for leadership and the models and
the methods of pProceeding. Obviously, if universities are

" going to take a role in anggsrvxce education, thEy have to be’
‘gelective. Now I do not .mean you just do every other school -

disﬁrict. ‘The model that you. ‘have got to use has ‘got to be
different from that old fofmat. But we can't even get into
each school dxstrzcc if asked, \\t alone regxons. It's like
the aftermath of a drought of twenty years; people are phoning
up and saying, “Can you give us some help?”, and they are a
little surpriaed sometimes at the, constraintg; that we are
now saying, “"We're out of gas"” , .
Collaboration is my next topic,: based on several programs_
in this province, not only at this . 1nst1tut‘bn, which has one

‘of the very interesting models of combining pre-service and

in-service wark (and I take my hat off to the people that
have worked with the .PDP program at S.F.U.), bBut also at the
University cf Victoria which has an ihternship program. We
have some forty-five to fifty secondary pre-service students

_in districts and the success of tHis 1atter program is based

on a collaborative model of a local advisotry committee. The
pre-service program oOperating on the island, and I will just
speak for my own, exxsts today because of school district
staff, local assocxatxon suppo:t, ptincipal, and sponsor
tpacher involvement, faculty associate resident living in the
dxstrxct all year, the intern, or the student himself, and

the trustees. Those people are represented on a local advisory
eoﬁmittee that cooperatxvely plan, and §hare the financxng,

the assessing, the implementation and the evaluation. It is
not a quick prdcess; 1t is slow. But it has a tremendously
higher.yielc than those projects that are mounted in the old
way.

v
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/On the 1n-lervice scene, the three field offices of the
‘ three univeruities have had some collaboration and there have
been a number oﬁ;regional meetings in which one or more of
the univexaities, together with groups of school distrxct .
" people, protcnlional development chaitpersons, school distrxctA
taff :esponnibl. for proteslional development, have all been
3nvolVed:' 1 see this kind of collahoration as 'a very -useful
- 7/ way of moving down ‘the road. . 3
’ I think there are two thinga 1 uould 1ike to 1eave you
* . with. Thomas Kuhn uses the word 'pa;hdigm‘- it means point’
' of view, the way you look at something, taking into account all
the factors, your perceptionp, biasea, 1nformation--rationa1
" or irrational--ands‘'so on. There is a paradigm about the stages
in the‘debelopment of a teacher. The teacher comes in after,
say, a B.A, or B.Sc., and takes a one-year prog;am'and,the
stages are as follows: first, "I wonder if 1 can-phygtcally'
. survive, for forty minutes in that classroom with those ‘thirty
people? Physically, can I do it, can I get the butterflzes
out of here, can I get the fog out of here, can I get out all
in one piece?" . Secondly, once a student begins to do that
and feels trepidation, is, "Can I do what my sponsor teacher, .
or my supervisor, calls teaching? Can I go through these
motions, can I conceptually handle that?" Until you have got
to that point, we don't find that the student turns his focus
from the teaching to the’ learning ‘an@ asks the question, I to
wonder what the pupils are learning and how do I determine
that?" There 'is a tremendous focus on ‘the self first and !
then when you have that down, then you start to look out. '
And the fourth comes after you know that you can teach, test,
lgok at learningy then the question is, "Well, is what I am
doing effectively appropriate‘within the curriculum; does '
it fit? Does it fit within the discipline area, does it fit
in terms of kindergarten through grade twelve?" ’

£

Once the person has gone into the in-service area, then
the problem changes a little bit to how can you sustain,
maintain, develop, extend and refine the commitment of the

-
.
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ihdividual to the profession? Several people that I have
talked with ;aid, first, "Can I survi&e?"_ Second, can they
perform the types of motions which people say are fairly
creditab;e in-sérvice? Third, .if that involves something

‘to do with the learner, something to do with the consumer,
how do-you know whdt is going on? The literatuxe is ‘full - .
of examples of programs which show no appreciabfe change in
éupillbehaviour or teacher behaviour as the result of the
program. ’And the guestion is, does that 4£an you change what
you are doing? Are there things that occur that you can't
measure? And there has been some good dialogue in the last
two days on some of those. '

I enjoyed very mugh the presentation this morning that
Lguis Rubin gave and having had a year of teachimng in California
‘myself before I took my last'two degrees at Oregon State and
returned to the province, I had the obportunity to work with a
number of U.S. educators. One of them, Ralph Tyler, wrote a
chapter in the recent book, at ieas; in the first edition of
Gage's Research in Teaching Handbook, about the mid—sixtieé,
and he says that Out'of a lot of studies ‘there axe four
characteristics 65 outstanding teachina that he can identify.
One is a thorough knowledge of the sUbject: Second is a care
or concern for the learner. Third is a desire and enthusiasm
to transmit that information, those attitudes, those values,
those skills. And fourth is a sense of humour. And then he
ends the article by saying, "But what human endeavour wouldn't
profit by having people that have those qualities?” They axe
not peculiar to teaching. And that brings me back to Rubin's
comment about taking one hundred people who have degrees and
who are interested in children and so on off the street,
putting them through a program, putting them in the schools
and not knowing the difference three years down the line;
indicating, as an elementary teacher in the Duncan area .
orce told me, “Well Richard, just wait 'til your people get
cut 1n the schools and we'll put them in harness and after
three years, we'll have théh where we want them".
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" a penny. and yow put it into the ‘canoce;
* penny intb the water of the swi

‘start to

1 SR ' ) ‘ , o
ﬂrhe mout 1n51uent1a1 force in the education profession

today exilts in the achoolA in. the building level, in that

environment Not in faculties of education, not -in other

T,arca-. A story that came out of our scignce education
.program ¥P -a. national atudy in the u.S.

take a canoe and you- floac it in a sw: g pool, and you . -
don t have any ripples at all, and ygu el sure the level of
the lwimminq pool, does it make any diff ence if you take
or if you put the
g-pool and let it go down
to the bottom and then look at”the change in the level of the
watery ) -

N

1 gave that problem to an 1ncroductory physical scxence
class in a college in the U S. and two hours later, when I.

‘was in the cafeteria, I found pPaper clips and all sorts of

11ct1e cream things floating around in coffee cups because I *

- had ‘'given them a problem that they had twenty four hours in

which to solve that they could not look up in any book. It

© . Was & “demand” kind of learnxng sityation, What does it

relate to? Right, density, specxfxc gravity; which comes out
of a physics unfé—ﬁhich is usually very dull. 1t dots not
have to be dull! The textbooks today in many science dreas
have forgotten something, that most of the people such as ?
Aristotle, Copernicus, or Galileo, or Newton, all were motivated;
they all had questions, they were all searching. You do not
find those things in a science book; you find the laws$ and the
prxncxples d the facts. What you have got to do is say, IS
"Hey, wait minute You have goc to ge$ Jback into. a situation
where you can confront the students with the phenomena. and allow
them to nerate those kinds of questions,. and then the macergals
gSiow from there, ° : .
I think with in-service work we have got a very, very fine
series of models that have been laid out here in the first day
and a half concerning some of the things that You do not do in
in-service, and some of the tHings that 1ndeed, you can asd.

I am most committed to chis concept and, Just to show you how

bl . .

Richard.Pearce. 119

s that if you ' 4.
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’ commxtted 1 am, neé: Tdes 1 leave for the iglands of Greece ¢

for a month's holxday so that 1 Can have a little bit of time
to reflect on what has been, for me, a very fine experlence.

§b, ‘on your behalf since we are talking about Brltish Columbia,
1 certaxnly hope . that you stay in the kitchen--it's hot--but k
1 hope you stay in the business.

" B X . v
~ U . : 'ir'
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. MARVIN WIDEEN

"ihas also carried throu
. princighls. " So then,
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wichael Fullan comes to us from The Ontarxo Institute_

~ for Studies in Education.

I could talk about th! fact that

he has been a consultant to an fndonesxan projec

talk about his work in curriculum evaluatxon, ‘and . could also
talk about his work.in wrxting several textbooks, or chapters‘
) of textbooks, but I think the thing that 1nterested us_most
about Hichael's work, and whﬂlwe invited him to this conference,
was the fact that he's done & great deal of work in curriculum
Npt only has he worked at
© produced SQme.very_in51

1mp’eménta*1on.

yesterda + We turn now to what 3n-servxce educatxon is all
and the' teacher within that
school It gives me a2 great deal of pleasure to introduce

about, the - school as a system,

Miclkael Fullan.

e

?

it conceptually and
tful works in that area,‘but Michaef
the activity with teachers and with-

rom the conceotualxzatxon of Ln—servxce

S
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SCHOOL BASED IN-SERVICE: HOW TO CREATE
AN HOSPITABLE ENVIRONMENT FOR NEW IDEAS

MICHAEL FULLAN
y

% am goinﬂ to talk this morning about the relationship
: betWeen curri;ulum development and implementation on the one

‘hand, and. in-service -or contxnuxng professional ‘development

on the other.

There are various ways in which I want to indicate ’

that I think’ that thxs is a central and fruitful focus for in-
service, and by the time we analyze why, I hope that it makes
“a great deal of specific sense. I will do this in four ways.

'The first area

I ybqld like to talk about is the question of

What seems to be Qﬁfectxve in-service education as well as some

of the negative and positive emerging criteria far in- -Service

. education itself. Then, second, I want to turn dxrect)y to

1mp1ementatlon

and discuss two questions: one, what %% mele—

Mmentation, what do people mean by it; and secondly, what are
some of the causes of it and what do these mean as r as in-

service educatxon is concerned. Then third, I would like to
give a couple of illustrations from some work I am doing on a
schoel-based 1n-servxce education report looking at what.is

happening 1n some parts of Canada--bdrt of an OECD project--
and talk about thkse in terms of s é of the criteria we've
been discussing An the first two prts. Fourth, I have some

comments abou

the implications for 'n-serv1¢e, drawing those?

out aglittle more directly from what comes out of the fert

three sections.

N
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L . - So, we look at in-service education itself.’ Bruce -Joyce

referred to several studiés that have been reviewcd, and I
won't: go‘xnto details of che review of this research other
than' to sum up che few quite common flndxngs that are now
fairly well known, but are important to put down as starting
.poxnts. The first practice, which is wxdespread though inef-
fective in in-service, is the one- -shot workshop. Your own

. blue paper in Br;tish Columbxa comments on this and shows‘that

the great proportion ‘of workshops terid to be of this one- -shot

re. Sécond, the fact that topxcs are frequently selected .
byisomeone ‘other than those for whom the in-service is
intended; and third, that there is virtually no follow-up of
the workshop in the sense of looking at the ideas and following
tﬂZm through for possible use. Fourth, and related to that,
is the fact that there is hardly any'evaluation; this, of
e, ¢course, would be of little value if you don't have follow-up.

¥

And fifth, the majority of problems seem to be somewhat atomistic,
involving oeople coming from differ®nt schools, gettxng together
as individuals and not deal;ng with two problems, one, not
1dentxfy1ng the differing needs that would-come out; but more
1mportant1y, from my point of view, not dealing with the social
systems in which those people find themselves when they return
either a school or school district. The factors at that

- W

ﬂ\if level are fa{ Tore important than the individual 1earniog that
comes out of the ‘experience.
To extend these in a more posgtive way, there are also
emerging criteria to indicaté what seems to make good in-service,
. .énd I want to start with these criteria in a way that indicatgs
that they are useful but not totally sufficient, and also some-
what deceptive to work with. Among these criteria are the
followxng six: first, that teachers have to have a major role
- in 1dentifying, plann;ng and designing their own 1n-serv1ce )
programs:; second, that collaboratxon in this desxgnxng is o
. Maecessary with some external resource personnel, for examplef'
the connectipn between tne teachers and, the district outgide’
the school; third, that the experience has to be intensive and&

-

!
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. °n9°1ngc ﬂking place over some period of time; fourth that - - .

" ‘téachers ‘£ind. ‘demonstration nodeln to be very helpflll in’

' lhoﬂing what the issues are. but t,requently these models are
'nluinqr iif.th, that telcherl 1earn best from otfer téachers---

" Both ideologically. and: practically, a lot of people were advo-

not. only leam £rcn other teachers, - but learn _best from other - Do
teachers; and sixth, that the school is a social lyitem and : /
the climate in the school between teachers as well as Hetween .- l
teacheis and princ{pu is the most critical factor “for uhetheﬁ
or not the in-service is going to wqu, with the sec0nd Jost -
critical factor being the climate and* lead rship in the
district. - . - "_V .-

We move from these to say t t althoug] they !Ound agreeable,
they sound ‘right, we find some’ p oblems in being able to work v
with them. To give some iuunti-atiOn from the implementation
1iteratur-, ‘let me cite the prob].em where it was advised and
vell—)moun that participation on ‘the part of teachers in curri-
culup development vu necessary for .effective implementation.

cating it, but the difficulties in doing it or understanding it
I _think are sr?wn by what: has happened in several provinces in .
canada; Ontarioc is the one I xnow best of course. There,
curriculum development was be:.ng done at the local districk
level. The provincial guidelines; esPecially two Or three
years ago, were general and th@ expgctation was that the school -
districts should do the curriculum development. A lot of
school districts had the resources and set up county~wide or
district-wide curriculum development committees, made up mainly
of teach_ers across the district. For some provinces it was
provi;:ce-wide to do this, or both. . The. assumption again was
f.hat you take these teachers and two things would emerge; one,
a mdre practical input or more meaningful input into what the
curriculum would be, and second, teachers would be more committed
to impl’ementing the curriculum because of this input,

Many of you know what happened from thit. You had a small
proportion of teachers working on these comitteell they spent

“all of their tine doing curriculum development, which was what




O

ERIC

Aruitoxt provided by Eic:

tation, I think we'll see more f}}%s'
it doesn’t work. I think. the same
.

- g - . -

"15 Sohool_Based -ih'-,s'e,vi'cg e . A

they ‘were asked to dq, then when the things were ready they i \7

_were given out ‘to the rest of the teachers. Any follow—up R

that was done indicated that there was very little imp}emen-

tation that mattered- it could have come from universities, T .
or f{om publishers, or from the Hinistry of Education,\or 3".
whatever. It just didn't wdrk. And a ‘lot of people !ere’ °
d;sappoxnted because they.sget it up on the basis of i i
teachetrs. 'aut when we talk in awfew m,

sons-why =~

education with the suggestion that teachers ifivolved in’
defining in ervice needs. It will not be _suffidienf for
Yeachers op/copmittees to gefine 1n—serv1ce needs for the

st of the teachers:; and we have to really look at that rela—
tionship much ‘more specifically. *~ - T

Let me turn then to the second major part of what I want

to talk about which focuses squarely on implementation itself. A
In BOpe ways this may seem a broader scope than perhaps :in- ‘
service conterns should be about, but it seems to ‘me that it
is fundamental to'an understandifig of what in-service should
do and how to plan it. It is fundamental to look at implemen- ’
tation in its full form. Let's start with the question, "What
is implementation?™ It is not a very magical diagram (Figure 1),_
but the first idea that although ,is now well-formulated, is
still difficult to work on, is that implementation has more thén

one dimension. /;::/590 long ago, impleﬁentation was a term
t

not even used; assumption was that you produced something"
good d it would automatically be followed up and used. The
next p was to put more emohaSis on the delivery and the

production of materials, what it focused on were dimensions

that were more tangible, like 'curriculum materials. These -~
were produced: they were used .in some cases, they were not

used in other cases. What I'm suggesting is that even when

they were used, they were only the tip of what implementation
really was. Similarly, with things like structure, organization
and many of the innovations--open- planoschool being the mogt
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" infamous one--the emphasi; was on gettinq a sﬁruk:turi 1nto

place, and-there was some assusiption that that was somehow
" going to lead to’ huplementation ‘What I am noat19 interested

) L
in and what 1 think is the obvious. connection between in= T
) aervice education and llplenentation is that uplenentation C

.stands or falls on’ whether pecple: do sa?ething; their roles,
behavior + knowledge, ahd undeutam;ing. What ggel on -in the .
,~#inds and ‘behaviors of teachers, to name one group,’ is most ’ A

central to curriculum; it is there, 1n those minda, that R N\-l
curriculum will stand or fall. o -,
o PIGURE ONE: WHAT 1S IMPLEMENTATION? . -, "
FIVE COMPONENTS OF IMPLEMENTATION ’
%
u L ¢ ) : . A
. STRUCTURE/ORGANIZATION v
. - v - N
v - . . .
- , , MATERIALS ~ T
‘TMPLEMENTATION ‘ L .
1S THE PUTTING ) N
INTO PRACTICE “ROLE/BEHAVIOR
OF ALL FIVE B — N
COMPONENYS : ' - : .
N : xuommz/uuuz;Mnc 0\
) ’ : _ ,
¢ % INTERNALIZATION .
N : (Commi tment)
A ( - - @
A . :
Y
. .
) . 3 ) T ' ’ '/'0 ,
I - . ! . 1:
R s . s -
4, . .
oo .
. 'S 3 .
- ‘e . PO
. LY 2
, 1 Q —~
< )
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I have started with these sas socxolog; 1 terms but some
related tem which are fairly e Ye, translate since Jthere
are. only a s‘rull number of dilfferentxemensxons.‘ 1f I ‘could
define role and’ kpovlledge and understandxng 1n more specific
\terms I would name perhaps three in addition to ‘materials..
.One would be teaehinq strategxes, an 1mportant area- that is"
associ\ted wi a particul'az cur::.culum, uhethu well defined
or not. A aecond, ‘connected to that but separate, would be
tha philosqphy or “conce ions, whether 1mo11c1t or stated nore
dxrectly, dhich comprige a major area of mportance. A third,
again.-sqparely in the area of role change and people's abilities,
involfes the varicus assumptions now made about evaluatibe

.8tudent testing diagnosis, ‘and planning. All these repreeent’
a tremendous number o£ skills, which, if used mecharucally or
naiveély can be very harmful. 1f we are preoccupxea in producinq
—materials and neglect worklng with- teachers to defxpe, teaching

Y strategies, philosophlcal concerns, or any of the ther aspects

., of changer #hén none of fhese ekills will- e’ used effectively.\é
e :

>

~*. " .So, on those grounds, I ghink that there are.two quite

R dxffea:ent assumptions we can make in appx;oach:.ng implementation. .

One a‘sumptxon is to get very Clear who is doing the aevelopmg'
whether the teachers are 1ovplved or not, and to clearly define
the change. and the teaching strategies, to Yollow up, give lots
o support \Td make sure it happens. N ‘\ ’
Theze islanother set of assumptions that oth r people
follow vwhich is: it is not desirable.te do that kind of speci-v
+fication, and even if it were desirable, )‘t is not possible
'because you really have to define it by situation; people have
to havemxons in their artistryfanyl in their ways ofs -
implementing, and have to develop tHfose. So that vers:.on of

]
" people thet 1 work with at OISE are- using ‘them in curriculum- :

. - imp mentatxon i's again looking at 1t from a more open-ended [
”»

point of vlew, trying to get varlatlons established and
developed within implementation with no necessary assumption
"that v;e are ta1k1ng about something that.is defined tn advance.
But sonfewhere along the 11ne I am sugges-t:.ng that thxq

v : Lo

RN . T

.,5")”
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duhuntnuon at looklng at’ huplemntltlon u nore tmn junt
quuuon of materials.’ 'rhat when wa look at. oehex ehinql '

1ike teaching ltntogieu; phnolophy. .valuatwn anucatioq-.

it becomes clear that those aspects are the onpl “that are .
going to Mave to be worked.out with psople who are in those =
lxtuationg. And i% thue are not sddresséd, then n/othing )

much will happen. Materials might, or juot as polsibly won't,
_get usil. 1f they get uleq, they" Hllleget used just as

mtoxnll and their u 11 not be consistent with what were

the 1ntontigpl of ghe mpl(untatiom those won't be clear.

POr example, yﬁu’éun take this framework and critique or analyze
any giv.n provincial guidelines or curriculum progect. We have
dono thie with the intermediate guidennu in om‘ano, which

are grade 7 to 10 guidelines. If you take a framework like
curriculuym diméniions and you look at:these guidelines, you

find .inadequate definition of what the teaching strategies are:
inaaequate provision for, looking at that aspect. Or you find

a mess. For example, in the first’ sixty pages of the inter-
mediate English guideline, something like two hundred sixty-

two teaching strategies are advocated at different places.

And immediately you read it through, you find thaé ybéu couldn't
possibly know what to do "
actually realize that

th them, 4na you wouldn't even

ey a there because they are scattered
about in differen ords. Secondly, when you analyze them
they appear to ;Ex?n.;lten;; they appear to be overwhelming,
something no ohe codld possibly use. More fundamentally, it
is not clear what their connection is to the objectivea or the
outcomrl in any relationship way. So, there are a 'lot of
queationl as to what these quidelines should be or even whether
they should be. RThe poipy’ I think, ia to begin to look at
these kinds of ghidelines, both in their own right on paper,
and how they qppiy o people, to try to define the behavioral
.change side of Ehings——the knowledge, understanding, aititudes,
skills, teaching strategies and so fort

The second Set of things I would 11w. to refer to has to

do with what we know about factors that cause implementation

&
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- to happen or not happen, if we: define 1mp1ementation as “the

putting into practice of’somethinq , whether that praccice is
defined at che provincial 1eve1 or by the teachers themselves.
Something i{s going to change in practice ‘it £mp1e15§tntion
happens.

1 was first talking about five spmponents of implementation
which wete: structure and organization was one, materills was
a second {(and those two 1 am saying are the most frequently
looked at, the most tangible), and the last three had to do
with P8091°; knowledge and understanding, role change, and
internqlizatxon attitude change. I, also talked about those in
different terms using curriculum that was evident Now what 1
want to do is aay."Okay, if implementation is something
happening on. this side, what do we know about the dynamics?*®

" I've’talked statically so far. Wh3€“do we know about the

dynamics of curriculum change in a set of factors? fTheré are
nine whichbl'll read and then talk very briefly about most
of them. K These can be seen in Figurélz.

Préﬁistof& is the first one; then distinction between
content and role change; next, the question of ,clarity of

goals and particularly of means; four, in-service training

“linked to implementation, five is meetings; six, local materdals

adaptation and availability: seven, administrative support;
and eight and nine are overload of changes and short time
lines (see Figure 2). .

' Let me say a few words about each of these and then move
on to how they might be connected. The prehistory is a set of
factors that peoplf have in their minds as a result of previous

experiences with curriculum in given situations. The more

‘negative experiences that teachers have had with previous imple-

mentation attempts,othe more °¥P‘°°1 or skepéical they will be
about the next one. SO you get a psychological history built
up that is tremendously cherful and also, by the way, f&irly
accurate. Nonetheless, when we want to do something of a
partxcular nature we are 1mmediately beset by this question of
the prehistory in the last ten years of efforts at change;

AN
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lnd onco you have described. thnt, everybody knows what 1t 1:,

i‘but Qtill we go ahead 1ntroduc1ng things as if it did not

exist. 8o you get the sane preduction of materials, the same
delivery, and the axpectation somshow that .omethinq is

going to be implemented. The prehiatory comea out “behind the
scenas, but nobody tries to contront it or recognize it as a
real explanation for what is likely to happen with a particular
new curriculum.

. N

FIGURE TWO: FACTORS RELATED TO (IN)EFFECTIVE IMPLEMENTAT ION

1. | PREHISTORY

2. | pistinction Between
CONTENT and ROLE
Change

als ans

4. | IN-SERVICE Training
LINKED to Implemen-

tation Problems

IMPLEMENTATION

5. |MEETINGS
Regu Tar/small
Group Meetings

2

6. |Local MATERIALS
ADAPTION ARD
AVAILABILITY

7. JADMINISTRATIVE SUPPORT
es0urces an

psychoeltgical)

8. |OVERLOAD of Changes
Expected to be
Implemented -

e

9. |TIME-LINE
Realistic Time-Line
For Implementation

v
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The' second point, a distinctiop between content and role
change, 1 moncioned in terms of implementation dimensions, )
but I also want to mentton it more in a process way. We find

v
that there is a preoccupation with content, with what the

‘objectives are, what the content of materials is, what the

testing might be, and a dilproportionace lack of emphasis on
role change. It is underitandable that that would happen
because content is tangible; it im easy. Role change is hard
and elusive. ! . .

The third cne, clarity of .goals and means 8 very crucial.
We have become a little more clear regarding objectives and
even now, we are testing outcomes. But a great lack of clarity
remains in what to do by way of implementation. How do you !
use an innovation’ in the clagsroom and knew that it is consistent
or worthwhile? And that clafity of innovation, I want to
suggest, is a process. It is ‘mot a question of clearly défining
in advance the objectives and the teéching strategies. ' It is
looking at this process of implementation in terms of whether
it is likely to lead to greater clarity on the part Of‘people
using something. And in the course of putting an imnovation
into practice, one becomes more aware of what that innovation
is about. It 1s not necessarily dxscovering somethihg that
was already'there in the first place; it is defining it in
practice. We .need to approach cuyrriculum change with the jidea
that something has to happen that will produce greater clarity
as a result of people implementing the 1nnovation.

In-service education, I just want to mention now and I
will come back to it more fully, is a fascinating problem
because the obvious approach is that there should be in-service
education attached to new curriculum implementation. The idea
of how difficult this is,”I think, and how much we have Zo look,
not at one factor at a time, but all of them together, shown
in the pa:t that says *link to implementation problem . Even
when there has been an attempt at in-service training, and I
have looked at several of these,’ for example the soclal studies
curriculum proj?Ct province-W\ide in Alberta, %ﬂat was analyzed
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§nd written.up by DowneY&Adhociateu and Ted Aoki, and several

pthers, and what happenedlgas a massive province-wide revision’
and production of social studies curriculums. . There were a lot
of teachers involved in this at the provincial level and the
regional level, and they produced something. They then had

all kinds of workshops across the,whole province with all the
teachers who would be affected, in order to demonstrate ;hat
this new curriculum was about and how to use it. What they had,
in effect, were pre¢-implementation in-sepvice workshops on a
wide scale., After that the assumption was that as a result of
that pre-ifiplementation work, ;ndivldual teachers would go
back and try out and use the material. And school districts,
with their consultants and their role to inplement change,
would insure that implementation would take place., You can
guess what would happen when the follow-up was done: namely,
very little. There were a very, very small percentage of
teachers whe were doing anything with that new curriculum

that resembled implementation, despite the fact that there

was a lot of effort put into the production and a lot of effort
put into the workshops. My point is, and there is quite a

lot of evidence about this, that there are two problems with
that kind of workshop. one is, that it is highly unlikely

that people will try the new curriculhm because of the confusions
and difficulties that I mentioned. Secondly, those péople who
do try it at that time of lnitial implementation when they have
the most specific questions and concerns and realize what it

is about and want to talk to somebody, it is at that very time,
that they are least likely to get in-service worksh0p3~~during
that first year of implementation. It'boulé have taken place
before and not at the time when it's really needed. Any
attention to the philosophy for example or conception under-
lying the new curriculum does not mean much at the workshop
level. No real understanding can come until somebody has
really worked through it.

- The second point ties into the problem that I mentioned

in critiquing the curriculum. what we find when we try to use

£
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something l}ke this, no matter how carefully it has been developed,
is that there are problems. And the pros;ems of implementation

. may be of two types: one, that there is something wrong with
“‘certain Qspects of the curricuium, it may not be specific
enough, but in other words, the problem lies in the curriculum
itself. A seconq type of problem would be where the problem .
doesn't lie in the curriculum, but rather where the teacher
doesn't really know how to use it'and is having difficulty with
knowing how things should be worked out. So you have e;ther
of these types of things, both of which are very critical.

They must be dealt with, I would say, duting the first six

months of imMplementation or more, whether it is a project focus,
like in-service education for curriculum guidelines,Aor something
that is a problem focus where the teachers are involved in
developing that curriculum.

The other points‘I‘ll be 2 li\&}e briefer about. Meetings
are an indicator of wﬁether implementat?on is likely to .be
happening: to the degree that people are getting together on a
small-group, particularly on, a.small-group basis, but in larger
groups as well. Similarly with local maéerials availability
and adaptation; and there is an interesting mixture here, I
think. On the one hand is the request from tEachers that »
there be better demonstratxon models of what it 1s that 1is.
supposed to be done with respect. to the availability and
clarity qf materials. On the other hand, and in some ways
contradictory to that, is that a lot of changes will require
some adaptation; either people will want to do something to
change the curriculum, or wilk want to specify it in terms
of thelr own siluation. Some of you may know the large Rand

' Change Agent Study 1in the U.8. which lovked at many districts
and programs which were federally sagnsored, in terms Of how
e

.
c?&ulum projects and other relat projects in education
wé¥e implemented, and they have suggested that mutual adapta- r

tion is the most fruitful approach. But whether we agree

with that or not. one of the things they found was that when

a Curricukum was taken "holus bolus”. and nothing was changed,
!
Vd
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‘that ét the;'wal not‘being'implemented 1n any significant way;

but if a curriqulﬁn was taken and changed, adapted, and people

did something with it dif?ﬁiently from the way it started out,
then implementation behaviors were happening.

The a&miniltrative support is something we could talk
about for several hours, and it is very complicated. We would
have to dividg it out into the school building level, particu-
larly the role of the prigcipal. and the school district level,
and perhaps the province: but in doing this, we would have to
delve into each of these in terms of their implications. But
tqe main implication I want to mention is general, and perhaps
1 could take the principal as an example, particularly at the
elementary school level. The administrative support would
have to be superimposed on the dimensions of implementation

" and would be the effective facilitation of planning and taking

into account all of the nine dynamics of curriculum change
-that I mentioned previously; not resolving them, but at least
addressing them; bein@ aware of them*#nd being ablle to work
with them. That is What 1

generally. And you see for example, the meaning of this and
some of the findings in the role of the principal. A lot of

mean by admihistrative support,

the findings have advocated the role of the printipal, particu-
larly at the elementary school, as crucial for facilitating

pr blocking change. And this is an example of tryihg to take
such a finding and working with it in a more complete way,
because something specific seems to underlie it that isn't
clear unless we get to a certain level. Sb, with the role

of the Principal for example, where we find that if a prfncipal
does not support something, it will not happen, except i a
small number of cases. And secondly, we find that in cgses
where the principal has only given verbal support to implemen-
tation it doesn't happen; becau‘e what seems to be required

is the kind of support that comes as a result of understanding
the sets of factors that I am talking about, and being able

to deal with them on both a psychological level with teachers,
andion a resource level of facilitation.
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So what is necessary, then, 'is a spécifiglﬂind\of ,
support; an active, direct kind of support or knowledge, or
interacéion, rather than just a general endprsement. And it
is that kind of something that I think we can spell out.
However, it is obvious in looking at different schools that
there are great differences from one school to the other as
some of our previous speakers have noted; the one school
where everything was happening and there was a great sense
of activity with people communicating and wbriing; and the
other which was very dull and moribund, which Brice was
referring to, where the principal who had been there for many
years, had not seen very much, and hardly ever dealt with
curricular issues--you know the old joke about when problems
are encountered and the teacher says to the principal, who
was Mr. Damien, "Well, this wouldn't have happened if Mr, pamien
were alive today.” v

I will Mow get to the eiqﬁth and ninth factors, and close
this off! They are interacting ones with the overload being
simg}y the, recognition that implemeptation involves a lot of
things that were not previously realized: that the expectation
for implementation by way of policy developiment ig overloaded
by the sheer number of changes that .we are expected to implément
successfully, if by implementacibn we mean the things that I
have been talking about. Similarly, the time-line which
compounds overload because there hasn't been a view previously
that 1mplementation is a process that perhaps starts at the
initial stage and develops over time, perhap§ a year or two or
more. For example, we often -get documents that "this guideline
will be implemented in our schools by September, '79." It is
that kind of thing which makes it impossible’' to deal with the
time-line and then ends up feeding back into the prehistory.
People then get discouraged when it can't be done; they lose
momentum, they forget about it, they don't try it because it
1s unrealistic, and there 15 no sense af development, of

implementation as a process.
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- Th;le agts of things.'then.'dke a broad framework,that 1
‘think is necessary for ahy in~service educgéion, And we are.
finding out that'implementltlon is incredibly complex. -You
all know Murphy's Law, which is “whatever cén go wrong, will
go wrong.® Well, the implementation v*rnlo; is that,Murphy
waa an optimist. But there are some guideline; for what to
do, and while this is really not a large discussion on
planning.for implementation, there are several sorts of
things which I would describe in two ways. One 18, if
implementation is being affected by these factors, then somehow !
we have to address them, or don't expect much 1mp1ementation.‘

Secondly; when we begin to 1ok at them together we get -an
understanding of how they hang together:; and why they hang
together provides some practical cqnceptualizétion for approaching
both implementation and in-service - education.

So, the third, the part of this implementation aréa 1 ";
would really like to 1ink into in-service more systematically,’
involves details of Lhat we seem to have learned by these sets
of thinga, and 1 will name eight which are somewhat repetitive,
but are really integ(:Fed around in-service and implemencat19n.

The first is that a lot more in-service training should be
specific; should be linked into a particular program, whether
that comes from the district or the school. Thenme should be
a focus on a particular program or a problem. second, and
related to that, there should be a Plan for change involving
groups of people, not training of individuals, put somehow
healing with groups’ in a Planned way, which may be more or
less structured, but whjch nonetheless is based on some R
agsumptions. Third, and something that obviously is.-a repetition, ;

is that in-service training- during the initial implementation .
will be very critical. A lot of studies that *have looked at

whether or not implementation is happening, say on { wide

scalg in a medium-sized school district, are findi;:\\pat when

there is a new curriculum attempted, even if you do everything * {
right, some implementation movements for the majority of teachers
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take something like two years. 1f it is a more compiex
Currlculum--interdxscipllnnry, or more fundamental change--
it will probnbly take something like three to five years.
Those are. 1 think, the realities of implementation and they
have many implications. The fourth is that the training
should be skill specific and concrete; demonstration\models,
practices, etc, Most of the one-shot workshops, even the
good ones, and conferences such as this, deal with the awareness
of doing something practical. That's ‘where the planning and
integration come in and one of the necessary ingredients in this
will be a skill-specific focus. Fifth, and this is, I think.
really critical, that the skill-specific focus won't be very
useful unless at some point the underlying conceptual clarity,
philosophy or whatever, is also deveipped One of the problems,
as wel move towards some more demonstraﬁ;on models and skill
gpecificity, is you can wind up Wxth a mechanxcal use of aomethxng
and do it well, %ug it won't be consistent, and it won't be
based on any underlying conceptual clarity? ‘Joyce has already
described the research and the five parts of the demonstration
models, and NQted that when the theory part was not addressed,
that nothing much Kappened despite having the other four. And
that 1s the kind of problem we face, that somehow we have to
have fairly specific demonstration models, and use those as a
means of drawing out the conceptual clarity and addressing it
_very significantly.
A lot of digcussion of in-service seems toO foc?on broad
structures and ocess, oOn the need for collaboratlo the need
fot 1dentifying in-servlce needs and such. I thxnk that, while
~this discussion’is useful, it does not get down to the program
level of planning something that is much more focused and
requires people to interact and work together over a period of
time.  And theése broad structures, that are advocating in-service
and large polic:ies, will not be very useful unless they are
linked at a more specific level. In each case, whether in a

school dlstrict or an 1ndividual school, the setup will be
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_a-uurent." Most of theé examples of active {n-service education

- that Iihear'abo%t involve elqg‘ptaty schools, not seéonda:y
schools, and there are great differences between those two sets
of schools. While I am not sure what all the differences are,
"1 do know that they are there and that the elementary schaols
have been more active than the secondary‘uchoola in general.
Let me just close on one 1ast point. The last one I
think, is to look at this in terms of resiatance to change.
Tﬁe kind of analysis that I have peen talking about is more
sociological than psych logicai or individualistic. 1t says
that people are no fesistant to change as social systems
are. And it says that a lot of things‘thac we have seen as
resistance to change are actual}y functioPs of the situations
that people are in. So, I think, if we are able to work in
this area, what we would be doing in effect, would be freeing
up a lot of-energy that is currently suppressed and working
with teachers in,a way that the sense of competence-and
satisfaction which comes out of artistry, or a Bpecific new
“gkill on some particular project, that that sense of com%etence
in activity will be the energizer. and we will discover in
doing that that resistance to change is not the problem.  Or
put 9nother way, :e will discover that we have more than
ehough to do with people who want* to participate than to worry
about the small minority who might not want to-

B
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OULSTIONS AND/OR .DISCUSSION: —

Speakina on evaluation of i{mptemenlation and some of the things
we might l;ok for,. wou mentioned evaluation of students. Could
vou addaess- that? .

Response: Michael Fullan

Thére may be two levels of evaluation. One might be around
in-gervice programs themselves--just how do we evaluate those--
and we'talked a bit about that in one of the task forces yeséer-
day. The evaluation pas té be sorted out in terms of what the
objectives are because some objectives are for some in-services
more than the awareness knowledge level; some are at the skill
level; and we need to differentiate between those and evaluate
them accordingly. ‘In implementation evaluation there are certainly
definite developments now which I hesitate to advocate because they
seem to require a lot of assumptions about how to use them. But
in terms of just defining what it is, there are people who have
developed measuring implementation dimensions along the lines which
I have suggested. Both are separate dimensions, measuring philo-
sophy and understanding, teaching strategies, evaluation, skills,
and working with students. And they also have measured them, not
only in these multi—componengF, but in leve‘g 80 each one could
vary separately: you might have a teacher who was very high on the
use of materials, and teaching strategies, and very low on philo-
sophies or objectives. These levels of wse also range from sort
of zero or non-use, to intermediate things, defiped in terms of
mechanical use, and then higher degrees of implementation which
define a more sophisticated or sel renewal use. There is quite
a valid and elabo;ate technology hq; has been developed to do
this.

In general I would say that the evaluation should focus on
gathering information about implementation activities, with the
teachers gathering that information, looking at it and working
with it. I think it is more impnrtant that the focus be there
than. say, at the beginning, at a systematic technology for



| " Michael Fullan 141
measuring it, because when peop}e get the‘}ystematic_toch;ology,
it can be misused and misunderstood and cause more problems than
it is worth, And I think, in fact I probably would not use .the
word evaluaflén except with a lot of qualifiers when 1 think of
.implementation behaviours, but there is no doubt that we can
focus on it and get clarity about what is happening and gather
information about what is happening and use that information
constructively, depending on the conditions.

Question:

1 gueas in Baitdsh Columbia the wave of in-senvice perhaps has
been caused, simplistically put, by the newd that we have not
"done good”, and we should do betten. 0f counse, the other M
sounce {3 the change, cunniculan change and othen changes, which
are by and lalﬁe seen ad emanating . from some centre, whethen it

is dyfnrict centre or provincial centre, on the Miniathy. "1

don'f want to make it a gloomy Friday, but 1 do have colleaquet
who have ‘taken ng paat in proghrams which were designkd in response
to their needs; whethen they be simgle-shot workshops, whether
they be wonkshop samorgasbonds on professional days, whe'then they
be aenied of wonkshops, even {f they ane held just down the hall
from them, somehow they juat don't came. Now we, as deadgners,
ane changed, encouraged, totd to deaign a program L0 somehow
encounage teachers o do betten and have cunniculum put into
place. Do you have any advice as to how we get the people whe
did notlattend previcusly to métend noJ?

Response: Bauce Joyce

I would like to turn the question just a bit and instead of
saying how can we get particular individuals to engage in parti-
cular ad hoc experiences, how can we build a climate where everyone
is experiencing regular personal growth in a variety of ways? See
what I mean? Whatever we do will be working against certain kinds
of traditions, flaws of the past, the places whére our enérgy
went. All through North America we had to devote most of the

energy for fifteen years simply to expansion. When 1 was first
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a teacher traxner,7everybody )3 t5uqht was hired, whether Ehey -
were any good or not. - D& you remember that time? we are them!
We arce beginning to -get to the txme where we've got to

dook at this whole ghing. 1t 100k§ like tough times in certain
ways, but we are beginning to have the lexspre--l see it as

. very positive--to begin to say, "Now, here we are folkg! How "
do we turn toward the building of a different kind of social
system?” N ! . ¢

oy In our surveys We find that almast all teachers report .
that almost all the help they got as they began to teach was
from other teachers. They also report thac they got almost no -,

. . help. Both of choSe things--do you get me? We don't want to
draw ghe wrong conclusions out of that, but’ that is pretty well
the way it has continued. An that isn't Qhere wé'va had our
investment. Our investment){z in us, Fhe organizers, university

folks, people in the federations, and so forth.

But now 1 would turn your question, to say, let's work On
theAbLusiness of helping au of us reflect on what we are doing;
on beginning to get an understanding gf how our school operates,
beginning to understand the conditions. And probably most of
the people who don't participate for example, do not have much
of an idea of what would help them to pgrticipace; nor do we.

You know, it would take a considerable amount of very careful

and gentle and non-defensive dialogue before we do begin to get &

some sense Of how you rea!h into this funny little world where

most of us got, more Of less by happenstance and unscreened, into

a job that was invented around 1830--really a peculiar job=--and

r . .
began ! turn it around in sOme way.

resgbnse: achae? Fu{ian -

I just wanted toO say a couple of things,’one part of it
which is really anather way of Saying we take the framework that
Bruce mentioned earlier--the theory, the demonstration models,

the practice, @ovaching, feedback, that ixﬁd of thing--apd apply °

1t to-€bmething like in-service. The deVelopment of a plan o
~ for in-service or particular workshop or even, a’ more elaBorate
. N
. . r
Y,
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' plas, is only the |

'_larﬁiy addreas the:
v growth. and so forth. g

o+ Bo,; we have to fwork at two things plmultaneounlyx
. 1n-lotv1c. ttlining ‘that 1; more 1ntegtnted alon
and !oltetinq a dovelopment of a concep
polh of staff development. That is one thirg:

o

—

an- prnctibe side of it; it doel ‘not, n.ﬂel°
darlylng lﬁlumptiOnn about 1n~aarv1ce and

-

pllnninq

g these ltnasx
tion underlying the put-
The second ¥h1ng

is that it is possible, it stems to me, to plnn syutamatic in-

service education around one or two ptojecta to’ begin with, say,

a project focus with a group of teachate,

started, which then would take 1nto a
1 was talking about.' And thitdly, although 1 ten

I als thinkaabout expectations.

- . When I think of doing something with anything as
as this, ‘or tackling something like inf
. think of finajly solving the problem ]

until there was a widespread i

given year ten percent or more af -the teach
actively doing something like this,

ﬂse..

in a soaial way would be really satisf

to bufﬁd on.

1

and ‘to ‘try to 'get that

—

ccount some of those thinga
d to be optimistic,

difficult

Lon, 1 would nevér -

that thos

r‘ally feeling *gatisfied

o tiink that if in any

in a aistrict were
¢ incremental gains

ying and, would be the things ~

) with f&ustration, simply because it is too big

Ray Bolam:’

~

\

1

If we try to do the whogg thing, we will go crazy

Voo

1'd like to use Mike's very impressive and ptovocatxve talk

to make a kind of general, if cautious critique fyom an inter-

national perspeqtlve

- speakers using Mike's presentation as a basis.
think what has been taken far too much of the
IGMatic is really highly poblematic and ‘that

1n°serv1ca educatxon and training.

1'd like to take lssue

with sevetal of the

First of all, I
time'me;e as unprob- -
is what we mean by

Tl thxnk Bruce started thxs off
on the rlght track-—I think maybe we got lost-- be was talking

qpout d1§ferent purposes and we’ ve tended to’ xgnngethxs categorkﬁs-

to, some extent.'
four purposes.
~system and individual needs.. I

N
P s O
"'h

1 summarxzed them into two, d

I would like tof remind you of my summary of his
1st1nguxsh1ng between

w111'come back to-thoseA n a moment.

=

.

+
F 4
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“ The other point 1 would like to. make ‘has really to do with
something 1 have mentioned in passing dhd ratherehesitantly,- It

_has to do with what 1. take to be a fairly deep structural ‘charac-

‘teristic in both Canada and North America; has to do with a top-
down philosophy, a manipulative philosphy which I want to highlight
first of all with reference to Bruce. McPherson's talk yesterday.

‘He seemed to me to be distinguishing, in a sense vglidly, between

traditional forms of in-service and then overemphasizing one ' .
aspect of it. He said, in a sense, that traditional methods had ’
failed; we don't w;nt them and we are qoing to concentrate on the”
school. And Mike was to somg exteny, highlighting that perspective
too, just now. To some extent, I y be bexng guilty as’one of
the consultants to the OECD project, for inviting Mike to contri~
hute on school focus) but I guess that in a sense thls is somethin
which is fairly uppermost in his thinking anyway, otherwise I
wouldn't -have done so. But let me Bay that we have shifﬁbd in

Enqland\vbry much from the notion of school focused in—servxce..

As least we have tried to. . ; e

14
. The book that 1 refer to in my Paper was going to ‘be called

-»School Focused ln-Service : eventually we dec1ded to call it "
"Making In-Service Work". And the idea of that was to leave thel
question open; GO leave s@ueral fhinés fairly ambiguous in the
title, But really to enable us to open up the question,"Work for
whom?" And it seems to me that there are two sets of clients
essentially, and as professionals we should not forget this
becadse it outs to the roots of what I regard as the professional

~of telaching. We were really sayxngf "Don t forget that teachers

have got to grow too."s 1 was delighted to hearnBruce make refe-
rence to that again now.

Nevertheless, 1 think that there is a danqer--I put it at

@
‘xts‘mgst charitable--that his way of. looking at effective in-

service could be interpreted .in behavioural terms. It could be

a3 sende in which 'effective” means when you have gone through al.
Lve stayes, 1ind then your bghaviour changes. At whose behest

1 want to ask? It seems tc me that there ‘i's a Xind of inherent

contradiction here; on the one hand petween the kind of self-
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. creating, |e1£ renewing. indi&!ual ‘teacher growing in his own ,
terms, ‘and” what 1 regard as the essense of professionality, and
that is knowledge. -

I nchooln aren't about knowledge, iE they are only ubout' '
trainfng and transmitting then I don't want to be a professional.. a -
I am interelted in knowledge, finally, and that's what it is
all about. So my point with respect ' to Bruce is that I think |
there'is a danger that his five stages will be misinterpreted ’)

’IO that we emphasize the behavtbural end one, You know, we geﬂ
feedback, etc. %tc. ﬁhaps it was, for me most dramatically ,
highlighted inm Lou's t&lk yesterday. I think somebody referred
to the "meta~-language” that Lou was using. That encapsulated
for me rather nicely the unease 1 felt. 'On the one hand I felt
enormously stimulated by it and I felt that he was addressing
iasues that I wanted addressinq, and the method that he was

'adopting in collecting the ‘data from teachers, from practitioners,
‘{ wanted to applaud. But nevertheless, it.did seem to me that
he was advocating what could be interpreted, in a,way, as essen-
tially a manipulative and dishonest technique. And, I think he
is open to the charge that the.style he was adopting yesterday

: cculd be interprcted}in that Way too..

. And to com in where I started, I think Mike, tbo, was
essentially ta}krng about guxdelines, about implementation,
We were talking about making things wprk and it seemed to me
‘that it was coming down on teachers -and teachers being required
to do thinés with no sense there of professional growth for
what I am regarding as important. It just seems tg me that
tha essence of the thing is why we are called in-service educa-~-
tion training; we have introduced education into that little
acronym--INsET--because we dxdn t want simply to be thinking
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which we could predict, if you are doing a masters “Gourse or a
doctorate, what is going to happen. There is no way in which
you c’uld get, in a sense, feedback and practice, becatse what
you are on is aﬂroad that could lead you agpolutely anywhere

.o o)
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'uiah to re’pond. Hho is firat?

' .about a'change or a desirable end, then all great leaders, all v
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“1t-il x| peraonal and a lelf-educative procesn that one’ ia enqaging

in ®wnd I do, think that is tinally what it ought to bevabout To -
the extent the vanious contributionl have contravened that: eahen-'

tial principle, 1 think I have to challenge. them,

.k - T co
It would surpriee me if the othér two keynote speaker! didn t
» . ‘ ':

Louds Rubin: ., S

Ifought to begin, Professor Bolam, by observing’that 1 aiaq
not cope here to be insulted! Hhat 1 advocated was, in amanner
of apeaking, certainly manipulation, but that is a peculiar word; .
it has a very pejorative connotation and is widely presumed to-.be p'
uomething which is dirty and clandestine and evil. 1t you definen'
manipulation to ‘mean the contrived deliberate effort to bring

successfyl administrators must by definition, manipulate. You do
what you can to bring about good things. Manipulation becomes - /
evil Only when it is used .to obtain undesirable ends; unworthy

' goals, or when it is used without the knowledge of the partici-

pants. So.1 would admit to manipulating, but I ®ould only say’ :
that I amAdOing God's ‘work an@ I'm going to get to heayén, just \
as fast as you are. : . '

Now, i‘EOO found Michael‘Fullan 's paper most provocative .
and worthwhile; I think there are. three things in particular f%?"}
that caught my fancy. ' It was heavy with content and implicatiOn."
The first is the very strong argument about'the logicil connective
tissue between curriculum and in-service. ﬁhd if you take -
Michael‘'s arguments and extend them to their fullest range,. what
it suggests is that you cannot really change the curriculum with-
out\carrying on in-servxce. And all good in-servicd ultimately
results in curricular improvement.  The two then are of ‘a piece
and they are closely related, and what that suggests is that you
can ‘do valuable and good inrserVLce while working on the currﬁ-

. ~
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culuu‘tnd‘you can- care about and catry on wonderfully effective
“in-service while dealing with the, curriculum. So we’ have really
a c,!oubde-.barrene.d opportunity. At least that is the way I '
'1nterpreted ‘Michael’ s arguments. He observed midway 1n his speech
that all good in-service, or a good deal of 1n-serv1ce should have
specific proqrnm-!ocua and ‘I wondered why he qualified it because
I think 1 Hould be willing to argue that all in-service must be |
directly related &o something that is part and parcel of the
nchpol'p objectives. It matters not whether you are 1nvolved in.~
artistry or extending the teachers knowledge base or trying to
show teachers different ways to test children.' All of these can
He related to something that is incorporated in the teacher's
'work days 1£ you don't do that I think you lack a central relevance.
:And withOut relevance we lose that prectyps opportunity” to encou-
rage teachers to do a better job of what they are doing., v
Ana I think today in ganada, as well as ip the United States,
the kind of_;oii taken by continqing-proloﬂged criticism like
fhat elegant comment y 1§u made a few moments ago about "we ain’t
f _dohé good”, well it's dquestionable. . Have we or haven't we 'done 7
~good . The press has been hostile. and all agout C;nada, 1
- .would suspect, there are teachers who have been alienated-by an

>

unloving, hateful kind of public, and for that reason, in-service
ought, among other things, to above all rekindle the teacher s
.sense of faith' And if you did nothing next week but encourage
teachers to do what they are doing--because what they are doxng .
is of consummate value--then I thxnk you would make a major step
in ‘the directf'n of shoring up efforts. Because if Bruce Joyce
_1nvents a'supeZb system for developing and delivering highly
: efficient 1n-service, you,gﬂenot presume that Just because Joyce,
can_show you how to make great teachers out of mediocre ones,
they

11, out of personal desire, want to be great. . It has so
do with\ that survival principle that I referred to yesterday.
and, then, finally, one last comment. At the moment I am
ith five state departments in the U.S.% each of whom
are involved in developing eﬁd drafting statewide in-service plane.
Last fall I wrote a monograph for the Council of States in School

working
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In-Servxce in which 1 uurveyed the most definitiVe~and dmag:native E
new program in the United Statcs Hhat is significant 13 that :
B none of chose replicace one another Thus, 1 wounld predict that
if you were to set about tomorrow morning in the ten . provincec of
Canada, and’ put your minds to the task of having each provinqe )
develop its own conception of good in—service, -there would bp some*
similarity, but thete would also bd ‘gome difference, and that -
difference,is very valuable coin. Because 1n—service does not_ v
lend itself to gquick fixes, sure cures, instant mircclesx ;ny ’
in-service objective can be accomplished in a variety of ways.
If it can be accomplished in a variety of ways, some ways must
be better than others but those which are best depend upon the -
. local context; the relationship with the university; the res ces |
inherent in Alberta as opposed to those a'vailable in Bntariooujnd
80 on. ' : . -
; o \ " Bnd 1 think it is signif1cant that Joyce is working on
models--he is blessed with a good mind and it has been sharply )
honed--but he is ‘not seeking to produce the Joyce prescription
for healthy xn-servxce Rather he is working on modelsu and
models are prototypes, ‘they are things which can be adapted and
modxfxed Therefore, it seems to me of consummate xmportance,

that you in Canada do not look exther to England or to. the °
Unxted‘States for salvatxon Fxrst,v we ain‘'t got, it"; second .
you can do-it better than we can., What you most need is a
Canadian methodology, a Canadian Philosophy of in-service; a

- Canadian system of in-sérvice that is precisely right for .
Canada. This is not to say that there are not rules, principlés, !
laws, premises, many of which have been illuminated by Professors
Bolam and Joyce. It is to say, rather, thac_Ehey need to be
sharply ggggitioned to the circumstances which prevail.
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: A NOTE ABOUT THE TASK FORCES = . :

_ N ‘Before the:con!'erence' began and long after it had ended,
the people ¥hose. names appear on the !6116\1?;:\9- pages met,
discussed, analyzed and.in' many cases agonized over the reports,
printed here. B L . B -
= "'Hd'gbezl of the vax‘igﬁi ‘task ‘groups wp’_ge"@mrged with

. narfowing their focus and concentrating dii five major aspacts
of" m-leév'i'gq gg\ical:_lox{‘;_f Purposes: and: Functiocns; ‘Responsibility

*. £OE In~Service deca'tipn in the Teachini- Profeasion in British

[ columbia; The Tedches ‘ana the School; Research and Evaluation;
" and finally, .Delivery Syatems. _Thedr. findings and recommenda- _
tions form the backbone' of this report. s "
. For after the speeches have been made, after the chuckles '
have died away, and the'-issuéi that so incensed or inspired us
have lost their impact, we are still faced with the various /
isageg that contbinue to afflict .the teaching profession. The
“people who accepted th responsibility for r'grappling with these
i8sues cover a wide speQtrum of educational. involvement; they
"include teachers, univeysWéy faculty, members of the Ministry, -
lay public, school trustees, the teachers' federations, and
students, ik

“To these dedicated people, all of us who are interested
in education in this province owe an enormous debt of thanks.

b~
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TASK FORCE REPORT:
' PURPOSES AND FUNCTIONS

v

N -

»

JOHN TRIVETT AND MEMBERS OF THE COMMITTEE

J
.

\

The folldwikng r;e;*:rt ref_leg:t's-the vie.ws of the memberas of

the task fogce on purposes a{ritr'funbt-i,on'a‘of"1n-§ew4ce‘pducuti°nfv

and sets out :anortant‘qu’idﬂlne_a fb';'-'futgré in-service. commit- B
ments which affect every level of education in the province.

TERMS | oo O

in \cirdgr to clear the wa
appled with the term "

for future }1§cusgion)/we firét"
ervice". While we saw that . some’
individually maintained activities could be called without’
prejudice, "caree enhancement”, we felt that '1n;se;vidé' \
should apply oniy to those educational activities having the
purpose of impfoving teaching and lea:niﬁq'in schools,

v

" HISTORICAL NOTES F 4

For much the same reason, we reviewed the history of in-
service, feeling that "purposes and functions® could only be
.inalyzed pProperly in the 1light of previous practice. At its
‘!ﬁost idealistic, teacher in-service was seen to ‘have ‘grown
Trom a recurring and increagingly perceived need on the part
of the public"a_gd professional educators alike to make a
significqn_t improvement in the quality of schooling. iIn

“
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practhe. hounver, 1n-le:v1ee vas seen -to fal1 -omcwhat aha%t
of thil lofty, althOugh certainly not’ unattatnable goal. ..

“Po this day much teucher in-service haa conlgated of
actiq;tion. 1n1t1ated. structured, and conﬂuctedxby parlonnel
uo:king outside the lchooln, without the teachers' allisgunce =
and without cnxcful proplanning of tha tsachern' neéds or
\' vilhul. gincrally by means of the *one lhot' worklhop. Nor
- hnvn most in-service piacticel linked what was being emphasized
_‘vith any of the llpoctl of balic research, or with what ocher )

educators have ldvocated And 1n the few cases where particular
research findings or thuorieu have been translated into practice,
no follow-through was attempted. ’

Most in-service practices today appear, to reflect the
traditionnl lchool prodhll which aims at improving life chances
for studsnts aftei they have left school, whether they go into
furthgr oducationul institutions or enter the working wyrld. 1In
"the course of these practices, teachers are often placed in. '
receptivs roles where they are expected to accept ideas and v
behaviour _prescriptions, not of their own making, which do
little to change the methods by which teachers 1nstruct. i}

Teacher in-service has been mainly a reaction to p bséres
of the world, the culture, the province, or local groups, rather
than as a means of encouraging leadership by educators. -It has,
been built on rather simple, discrete remedies, which no matter- ’
how sincarely done, make their value, their 1mp1ications, and
finallydtheir 1mport$nce largely questionable.

.

GENERAL PURPOSES ¢
. {

Our committee felt strongly that the time has come to ring
the curtain on the scenario deécribed above. In-service programs
must novbbegin to be directed towards helping improve our society
by emphasizing improvement in educational gonditions in the
achools. As educators we need to fulfill better those essential

- functions and strengths for whiqh.society created and has sus-
tained schools.
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Purporénfgﬁd.thnébsoﬂévl T Do

Today's challenges are more Semanding. than any. known
previously.. Cl 1ng envxronments,’s ciai and technological
variablol. :ovl nowledge of practical melementations
'he vayl in vh!ch chixdren and,adoxeacentn learn,
1nproved awareness regardlng subject nntter,

~ cannot be latilfied with thQOry alone. We must’ tranalate

theory into practico vhich can be verified during 1n-aerv1ce
and lubueqdhntly in the classroom Specificalty, 1n-ne:v1cef‘
proq:ans lhould enlure tha; teacherc have the'vays ‘and. means
of continually updating their communal leadership of.in-school

education, kindergarten through grade 12, in line with selected

‘'research, the teachers’ own classroom experience, and the
* needs of ‘our ‘sgeiety in an ever-changing shrinking world.

To achieve these goals, continuing professional educatxonl

must become a coumitment by all teachers, educators, and
admlnistrators over their‘entire careers. v

'
'\\'.

: PARTICULAR PURPOSES

In nnrrowino-the.general purposes of_teachef_in-service to
/more particular purposes, the commitftee isolated certain priori-
ties which were felt to comgfxse e very essentials of what we

should ask from in-service prograhs. ° .
Our overriding pridrity as educators is tg help studgnth

grow'into admirable individuals who have a sense of personal

worth, who operate harmOnxously thh others, and who are free

from any feelings of subservxence. This fundamental goal requires

certain skills that the educatxonal process must provide.
Ideally, students should achieve a mastery of language,,their

_own and others, a thorough knowledge of mathematics in all its .
forms, an understanding of history and geography as well as_of

the democratic customs of government and of the envxronment,
and finally, how all of them relate to the world communiky.
They should learn the basics of scientific understanding
without denial of ,other systems ofﬁ;hought and spirit.' They

should also be instructed in prevengive anlth education, in -

movement, art and literature. @

Al
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1f ve, as educatorl, are,able to devile ineservice programs

~

'thlt -lke more certain these' goals’ are reached, we will very
. likely -fulfill’ one last priority: the achievement by students .'
_"of respect, adliration, and_ contidance in the scﬂool lyltem
. from which th.y quﬁuu. '

e d
. . . L. PR "
I

.FUNCT!ONS

! N \ B

If ve aro ‘to pay more than 1ip-serviee to thp-goals out~
lined under “general® and 'partiCular' purpolesE/Certain

~

functions spedific to in-service must be recognized (and hopefully |

dilcha:qed).
“To be etfective, in-service must be linked, to the general .
e!torts o! the school and school districts; renpectinq the b

?

vgpltl involved to taxpayers, but at the same time PXOVidinil
i programs that are designed to have a beneficia; impact on all
" student activities. These programs should be based on the

predetermined needs of teachers in classrooms throuqh their
collahorative efforts with. school administrators, school boards,
teacher'associations, universities, and/government departments. <

" .To . do this, we should draw on the aerv‘ces ‘af interested, .

experienced teachers, admlnistratort, niversity personnel,
truatees others, and the programs should be school-based,
even if university and college cerpuaes are used for certain

In any. analysxs of the functions central to in-service,
we see the tgacher in the pivotal role; it is the teachers’
needs and wants that must be addressed béfore any effective
in-service can be said to have taken -place. , For this reason
in-service programs must place teachers in active roles,
working with studeénts, materials, ideas and behaviours, using:
children in classroon aettings. And whether the teacher
plays the role of stfident or leader, these programa must also,
at least in part, be held during the teacher s current wgrk
schedule.- ‘

v -
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,x~s‘s" ‘Purpoul nnd‘?u’nctions
“In giving priori.’ty attention to: .
"8 4 a)the teachzng/learning of " readinq, writing and
. / other euontiau of language; S
) b) thp teaching/.learning of mthematicg, 1eft T
., o ,relathely unexamined sxnce the *new math® push( )
' of the 1960°'s; . ., . i T : S
) the dilemmas arising from the lpread Oof the | . .
nunbexl of "1eu'n1ng diublqd students™; . ‘k S
problems of disruptive® bqhaviou: in sehoola: AR
ration must be made from an ever-increasing educa- + -
ture. . Howevcr, if the ‘pPrograms are to avoid both e

L] d)
program- pre
. tio'n‘a'l lite

urces is euential . C B -
Although( the —classroom teacher rem«p\.ms the‘hucleus around °
i, hich all, xn-servxce functions revolve, the‘se functions llust o
th“; not ‘be eitricted solely to. the teacher, should 1nc1ude as’
' particip nts,’ school dist‘:ict offx&als/z:;:ipalh superin—
.\ . rtemients, board members,d:onsultants. and coordinators. \A.ll
" these .groups must become aware of. wha\t is b%ng advocated and '.

R

done. LA

Fina.uy, the functxoning of 1n-se:vxct: needs ‘continuous :
cooperat;on from the um.versities and colleges who are respon- -
sib.le for pre-service traxning as well as from busihess and .7"
industry ifterests, teachers' organizations, and other\publxc/ .
groups.

RECOMMENDAT 0N |

&
TRe fact of fa],.l:.ng student enrolm bhrouglbb the .o N,
sdhool system shguld be sgen as a gz-eat pportun;ty fo: S
activities ¢hat. come under the heading of

S e .

Kol * Vel .

»
should inc¢clude, b’ix;’. not be restricted to,! the Q
necessary change of emphasis which such dechning enrolment - -

(SN
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naturally entaile: almoet certainly,-teachere w111 have to’ e

iqcept reallocation, either from one epepialization tb qnbther,»
/e trom one grade to another, without sacrificing lny of the
" aims toward improved quality outlined above. 'Lﬁ,—e'
rollowinq the lead of the In-Service Conference of May,
, 1979, Much could be done without 1nv01v!ng vast expenditures
of money. A" five year plan could, for example, be envisioned
as oq..outcome of the conference and of this report.
It is recommended, therefore, that the agencies supporting
" the con!erenée take continuini’gsaponeibil1ty for a cooperative
leap torvard in in-service
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CHAPTER 7

TASK FORCE REPORT:
. ARGE SCALE SYSTEMS: RESPONSIBILITY
FOR IN-SERVICE EDUCATION IN BRITISH

»

COLUMBIA " L
- / : 2
/ ALAN G. WHITNEY AND MEMBERS OF THE COMMITTEE %%
> N (-} V\
N S F

épr task group took the stance that the pure;se of in-
service education was to enhance the' personal and professional
growth of ‘educators at all levels so that they are able to
find more rewards in their careers, and ultimately bring about
an improved learring envxronment,\and a yxgher quality of '
oknstruction for children in schools. D

Similar recognitions of the purpose of in-gervice have
been made far years. Every school district in British Columbia
offxcxally had six days set aside for non-instructiopal use;
this has been reduced to four and some of these may be used
for purposes other thpn 1n service. Significant apounts of
money, too, are provided by school boards and the teadhers
federation for professxonal development. In addxtion, several
established mechanisms for in-service exist. )

in rec izing the current level of organization for
in-service ’:hm the province, the task force seemed unanimous

Tte opinion that abundant language had been created which

supported a myth that in-service was happénxng but no reality
was found to coincide with the rhetoric. In our view, the

160
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intended outcomea ‘of in-service are not huppening at present.
The'committee recognized that the extent ‘'of any such dlscrepancy
ﬁzun be empiricully determined but were unaware of any’ extensive 9
study hav{ been done; and at the same time recognizéd that
the area of research and evaluation was being considered by
] uﬁafher task force. . ' o .

N Tﬂ! nany differences noted in 1n service programs were i

i,

®seen as the result of many factors, among them the followan-
1. Almost every Ievniggf the system seems to undervalue, .
! or only vaguely recognxze»the neCe581ty for more
professional developmeht. T

2. In-service has become a political iéshe with several ol
influential groups doing battle, or xe:pftﬁ;f?hr T
legitimate influence of other groups. © ) T

3. The majority of the mechanisms used for in-service

inhibit reaching the oE?ectxves that are hel

especially where those objectives go beyond /making
educators aware of some idea; skills and ackion are
not well promoted by talkxng to people.

4. There is lxttle Or no recognition of the sharing of

respOnsxbllxty for- in-service and no coordination of
é@ in-service within the province. While there are
. several organizatio concerned with 1n-service, it
is difficult for each to Ee aware of what the others
are doing.

From a review gf bbth the ideas generated at the conference
and the vast body of literature'on in-service education and
change in schools, the task force matle certain assumptions on
which our recommendations were finally based.

e First: We saw that the type, extent, method and content, of
.. in-servlce education should be‘a matter which 1s the responsi-.
bility of the individual educator although he or sfe will still

receive outside input and may need to negotiate these issues

with some autHprity. Each individual should have the maximum
opportunity totbe 1nv01%ed in needs assessment, planning, and

action with regards to his or her own development; and such

O
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')

@nvolu%mént shéaid be éiyen'promin t priority‘nﬁt ﬁqderégkeﬁ
at' the end of a lonq day.' (‘ ) i .

Two: In the profession of teaching it is diffipult to
secparate perSonal_snd professional development. On the whole

f

‘téachers who have found ways of reaping personal rewards from

their teaching and, their lives are most likely to he the ones

who provide the best role models for children 4 who;ultimately

do the best job.
.

- “hreer Education is 4 complex field: teaching is a highry

t&chnical and personal enterprise; the wide range of skills .that
need to be employed may take a lifetime to galn. Some of these
sk1lls, such as the ability to establish a positive trust rela—
tionship between teachergand learner, may take a long txme to
lecarn and yet are.the moﬁt central to the teaching act. Wlthout
these central skills little real Intended learning occurs’, and
what does occur~is often overpowered by unintended contingencies.
However, since tpachers view the various skills involved in *
their proféssioy differently, they need the opportunity to

learn them in different orders, at different rates, and in
different ways.

Four: Since our socirety 1s a complex mosaic with each
communlty ;Joientmlly different from Lts\ nethb#, all manner
of variety becomes inevitable. The way to handle Variety in
any dfhan{zatxon is with variety (Ashbey's Law). We must
establish and maintain the means to express varaous stylesg,
Rhllosophies, emphases, opportunities, curric ., and alterna-
tives. This realization dces not negate tha ghe public
achoo ! CX1sts to prepare students for life 4n a democratic
80C.ety. and acknowiedges the nee? for a cOMMOn core of
knowlecge and values. However, 1: ‘iues suggest that surrounding
this core, there can and should bLe a wide range of options.

We fail students both when we, 2 not manage to do the c¢ore

rrrePm and whedsce 4o not provide enough options so that

they Can relate the gere to cthing that 1s real for them
peEQOnalLy. The "can™ 1n this statement depends both on content
and strategy. wWe rall to qet the best from teachgfg \:hen' we
: .
\ .
’ N
, ¥ ’



'*/5 ltata what ghey are to do beyond the -core; in 80 doinq péghaps
, we. take away their 0pportunity to be creaxive, to, do something
over which they can hive a real sense ®f ownership " ‘Maslow's
pook. Eupsychian Management (1965) has as its central thesis
'., that the very best can be expected from workers when thedr '°
humannels is given full play,

Five- There are some educators who h&be quit learning
about teaching and who need inspir tion, motivation, and .
incengives to help them get back 02 a learning path. While

we have enough data to recognxze that "top down" change is
oftén ineffi ient.andlineffective, this does not mean that
Apome part of the system cannot insist’ that éach member of the
profession have a'plan forgﬁérsonal and brofessional'develop-
ment and aéi on that plan. iﬁ:z:tional management &an be

trained to help in motivating those who ultimately must be
‘responsible to the system.*

Six: Educators may require or request assxstance xn
stablishing what their nbeds are, Partvof the in- servxce
rganization shoulﬂpze equxpped to deal with nefds assessment 4

at a more sophisticated level than by simply asking "What
lin—servicé fould you like to see?"

Seven: Mechanisms should be accessible to assist s
educators once they have asseSsed their needs and learning
styles. Without such accessibility to varioglialternative
ways of meeting perceived_needs, a potential energy barrxer
is erected between the need and the objective.ys Vv

Eight: Finally, assumptxons one through six.imply that
thepe are several levels at which the nged fto take jresponsi-
bility in in-gerviae education apply.

» .

v A
SOME MODELS FOR SHARINQ zn-suzvxce RfsPoNstxt,Irv(

N

The teacher ;1s a central Lomponent of a larger subs
"within a system.\ As such, teachers have several demands

b Placéd on them a;sbdn turn can make demands on other parts.

~

1
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one's immedut,a colleagues), the adminxsttatxve s\/stqin tﬁe

= prévince, ‘the teachan profession, whe universities, and the

" overall educational community represented by the bank of
literature on education.

"y

-

Overall Society ) ) ¢

Teaching
Profession

Community
and School District

Teacher —
. Educaﬂtion Unit

University

~ Faculties of - Ministry of Education
Education Overall Educational
3 Community -
“Figups 2 j
b
The educator is heavily Lnffuenced by all of these gub- R

systems, and generally his or ner needs are determined by
gxamining thé expﬂctatlons Jf these various groups. He or .
shc mayp also turr\ to these \arxous subsystems to help him
or© Rer in meecting these needs. At different times during
one's career some subsystem will be used to a greater extent
“than akhers, fo (-xample, using the "teacher, education component”
ext/r‘nsl‘lel" du,/znq pPre-service. and perhaps using thg school
and cellvaguey more €Xtensively yn 1n-service. A1l of these
sub-_.;,'srcms., owever, have a resp(,pslblllty for the personal
Al nro; u:.:.m(ul dL\elppmpnt of teachers. Of conrse, there
will be some who do not recogrilze their needs or who will not

bﬂ tura £ help even 1t they do; in this case the responsibility
lies 30 those surrounding that person, colleagues at first,

K tac s reone P ovhe Tierarchy of command, who can help the

FOLSUL e ttat he ©r she can vhuange . :
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rows 1n Fiqure One aré®an attempc ;o show that

'the edUcator hasg an. influence on each of these,groups, may

at aome time be 4 member of any of them, and in fact, that
all groups ‘have educators in them at any one time, Just as

' hiucatots respond to préssures f m any of these levels, all
1

vels need; to be reﬁponsive to pressures ,from teachers. v

It is useful to examine the right hand side of this
diagram closely: bgaically we find two componenta, a dxsttict
one and a provincial one. Whereas the ministry sets- %ut broaa ¢
curricular Jnidelines 1t does so within the influence og&;lf
the rest of the syscems, it can and-should have an thfluence )
on in-service, as wilL be déscribed later. The distrxct
component, ho*ever, Lﬁ morg complex. It 1nc1udés the school
board,. and central office authorities, the school administration,
colleagues, community and finally the 1ndxu¢dua1 teacher as well
as the collec ve body of teachers. ’

-

Provincial
lMlniStry of Education Component

Of courlgse alh of
these boxes jre influ- . lSchOoR,Board
enced Yy the left hand
side of our diagram.

s

School administration

The B.C.T.S. 1nuve%51— and Teachers with District
ties, and B.C.S.T.A., as local Communities Component

well as other interested r
Teacher - individual

agencies. and Collective body
-

Fféure 2" ,

Hopefﬁlly,the various boxes have some common phxlosophxcal
bonds.«and that thése bonds do not violate the assun ti1ons made
earlier about vhrlety and dxverslty. In our view thel most impor-
tant phxlosoph1cal bond was an acceptance of Jackson(s growth-
model for personal and professional developmeh{,

All levels of Figure One have -responsibilityx for in-segvice.
The\mlnxstry, the boards, and the teaching profe551on through

the B-C.T.F. have the fxnancxal comﬁ&{ment It is noted that

..

op N
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v

. a fact that often goes unrecbgnized.

N L ’ n
. ) 3 A . N ’

o . N )
large financial commitment to

teachers themselves also make
their own in-gervice, p:ofeséional, an: personal develOphent;

v

le ideally educators
plan for their own needs and take action to meet them, each
of these groups influences those needs through dialogue.

Although the teacher may be most’ influenced by colleagues
or the university, we /suggest that ultimately he or she will
negotiate a plan with an administrator such as the principal.
The ministry likely has only a peripheral affect on an indivi-
dual teacher but has a ta;k parallel to that of the ﬁ}incipal
in working with the board superintendents, who in {:rn are ’
negotiating with principals. All this is fundamentally at
the level of needs assessment.

At the level of meeting those needs any one of these
groups in Figure One may be, involved. What appears to be
needed primarily are guidelineg and mPchanisms so that there
1s a real likelihood 'of reaching a particular need. A two
hour workshop 1s not sufficient to help teachers improve their
inquiry teacdhing strategies, gain skills at valu® clarification,
or learn how to maxﬁstream their classrooms, although ik éhy
be long enough to gain an awarefness of whx these skills are
xﬁpoztant. We nedd to design strateqgies which recognize that
some Of these .hanqges take time and which are flexible enough
to fitinto the already crouwded schedule ot the educator.

At the level of meeting needs and at the léVel of communi-
cating negds, better xnteféction between the groups represented
1p Figure One 1s desirable. It would be useful if there were
some sort of a clearinghouse-~likely jusE a3 compuger bank--
which allowed any person within one of these groups to see
what other péople ;ere doing 1n different currighlar and geo-
"graphic areas.

Ideally, in establishing needs, and 1in considering his gr.
her 1nteraclxon with the district component, egch individual
Should be able to show that the goals of the school, district,
and province have Leen considered The school, 1p’ turn, will
have elaborated {hg wowmunity, d1stilct, and provineial yoals

’
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and should allo have considered the qoals of the overall educa-'}f.
tional community. _The distrigt will hayeé mhde dec1sions about.
the broader curriculum guide]’{nep scipulated by the mimstry, R
who recognlze and aupport in-service. educatlon, help -the public

( ®ee its necessity, and often serve ‘as part of a coordinating

and consultative agency for the development of in-service ’
programs. Some person in the d1strict (and in our view most
Iikely the school principal) will have the responsibility of
insuring that each® teacher has a plan, that the plan reflgcts
the various levels of goals (although it obviously could
reflect more than this) and that the te@r act upon that
plan. This: person would also negotiate with certain teachers . x
to encourage them to include’ ogher needs, and would also
encourage E{xe teacher who has slowed down in his or her pro-
fessional de elopment to take a mdre rquOnslble position.
Obvnously, tWis person needs the skills y; be able tc negotiate

in ‘a manne? 50 that change is not viewed
¢ ' g o ‘
RECOMMENDATIONS OF THE TASK FORCE =
N

s coefcive.

"PREAMBLE 1

Expectatxon to a Qarqe extent detelmines what happens
within subsystems, 5oth the expectation of a specific subsystem
.as well as the expectation placed on'it by othe subsystems.
ALl these affencies within the system Fust legitjimize all levels
of in-service ;n the eyes of s%flety, including helping the
public 3ée that personal growth is’part of professional growth

for a teacher.
v

RECOMMENDATION 1|

i\
a) Tha minxsa y should make public statements which show that
it supports, both financially and phxlosophxcaliy, personal and @?@
professional in servicé for teachers. ) ’ i

b) &chool Boafds should publicize their support for i1n-service
to the electorate.

") The B.C.T.F. and B.C.S.T.A. should pubuc/ze their xndxvx\
¢ dual roles in, and support for, in-service.

AR . gk | . !
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, the complexity of our society -
r to- meet educaticnal goals.

. o e
xfcmmznmnou 11 : ST

™
As ndted in assumption fi
demands a certaxn wvariety in org

es mentioned in Recommendatxon I neéd to

-validps@ the notion that 'only variety can\dqal with variety.”

rt therse agencies must help the public sLe that the

/;7ach ol shofld not be monolithxc, and that individual teaghers

cap Xnd nepd to _have individual philosophies, skills and

in-service, both in order to main¥ain their growth 'and to .
meet the individual needs of students. - -

PREAMBLE Imr

.The first der responsibility for professional'agh
personal growtfl lies awith the individual educator - see

assumption cne.
T A P

f \ L
RECOMMENDAT 10N zﬁ‘\ T i

a)-  Each educator sgou' “be responsible for having assessed o
his or her own needs for in-service, to have a developed plan
for m@bting theSE_need;, and to demonstrate that he or she is
taking action on these ﬁlans .
b) The school district should appoint a person with whom the
educator negotiates this plan, (probaply the sc | printipal
would negotiate with a teacher, the uperxntendent thh a ! .
pruncipal) and the school district of teachers federatxon should’
provide consultancy services for aiding teachers in needs
assessment, provide support for groups of teachers who have
common needs in order to help them meet these needs, and also
help individdals fxnd .or design mechanasms meet their more
speciflc needs. R

c) The school districts and the B.C:T.F. should have the

‘major responsxbxlxty to insure that each teacher has maxlmum

‘opportunity in assessxng and meeting his or her needs..

v I ¢ - @

»

, and thus will have differing needs for their own ////
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PREAMBLE TV . A .
.. . ool . ’ L. : ‘
Most people in maintaining personal and professional .
development nfed support mechanisms which usually operate at v
; , . N
the schooél level. \ ~ N : T
1 * ~ x - ! v N
;‘,nfcouusnmnou v . ‘ Ve o

a), Each staft should meet to decide on some professional .
. goals they hold}o’r their school and should coﬁider 1t5e1f = .

as.a support group for the individuals on the aff in [’ .

meeting their personal and group needs. . c‘\ v‘
by The plans in Recoﬁmendacion III and IV ne to be both

- short, mid,/ and long range; and within a scHGol, need to . -

reflect the broad diversity necessary fo meet a communn.y s -

needs. ' « .
L}

N : . [ »

PREAMBLE v : -

S N L
4 . Some sorts of in-service needs can be met using the, one-

shot, workshop model. Most, ‘hoyever", need extende? time <
commitments. Co L . ;
~ —
RECOMMENDAT!ON v T
a) There should be a broad diversity of mechanisms to meet ’ " )
: ir’\-serv* needs -since some skills can only bg developed over
time, with -theory, demonstration, practice, and feedback. 'I‘hle e

needs do not lend themselves to day blocking, nor to after- ‘
school workshops ' :
-b)  Each staff, and ,dxs:.rxct needs tc develop mechanlems far (
. allowing relgase tuﬁe for individuals who need to be unVOlveq y
in Eburses of the kind impl#d above. Th.\s needs ‘to be done
‘m such a way -that the schooliffg for the student is atfeCted )

mx.mma].ly. One such mechanism for example ‘would be the hiring

- of permanent district subst itutes.

r 4 . .

-

- (
’ [ 4
4
- . .
. .
. O
. . . - N
- N\ A)
. . - \ . .
N ' e A . N
A g ; . . i .
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Y

- PREAMBLE VI -~ . e T
. ) v : Ve Lo

We cannot afford “burn,out”, a state where a.teacher no * . -
- - . . T \ . Lo «°
& londer has the negessary energy for stud‘en;s:\ndr\‘\a'n';e ‘atford '

teachers who have lost a sense of efféctiveness in their o
B . ~ 1 N -

persond] ,dves. Some in~service needs to be available to helf R
. R 1 Y

suc?h people. It may mean.an organized program for helping the

overinvolied teacher bglance his or her personal and professional

~ . >
». 1ife, .or-in helping the ‘underiptolved teacher see how to become
. more effective. The 4/5 plan initiated by the Thunder Bay .
. - . .. " ) o Ay )
Ontario ‘School Districi, and in the process of being adopted P

by-the Vernon, B.C. School Board/as a 3-4-5 plan, was seen as a

ositive gtep if the plan can work so as not to ct teacherss
ks Y a N * e

pgnsion rights or sabbaticals. sAXYy' pldn which al: s steachers N

td move gw?y from teamtiing for a time with a minimal loss of ’ N

N6 10ss of pogition, and little cost to the taxpayer,

;z}-nq'that teachers may need the opportunity to enrich
D p > i N - . 4.
kN S¢ e, is a positive ‘plan. . [ .
< e P ve e S SN o <
. . . foet . . -
: recosmekoarron vl '
a o 2 ~

Those involved 1n needs assessment, and «in planning mecha-
nisms to meezﬂﬁve‘edsf:'and those 1nvolved in negotiating with
educators’ abou'tﬁheu needs and strategles, must recognlize a
broad spectrum of in-service actx’i'xﬁg}esA

: ' N o ’
VR(AMBLF"'{\';I T ’ . 2 \\ -
. . ) )

..

It wad :felr that if Recom’ndat}\on I to VIl~wefe tollowéd»' ‘
1t would de mieh tQ 1mprdve 1n-service in B.C., yet there Mo'ul-d
stlll exxx. the confusion géuse_d by the lack of coo%ii,nati‘on' S
between those .bodies providing service. quever, at present .

. . -
the bodkgs ptocviding 1n-seryvice are in the position of having

to quess at teacher needs rather than having “been involyed in

or,.informed atout reede asscssment .- F B P
N . ' DN
RY I . ~ . .

. ! -

O
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n . . ,~
Bach diltrict should have a person or.persons who are o S
—respdﬁlibrh for being 1n£urmed about what is happening with )
; respéct to in-service in thtt»g;strict Ana who are aware of o

what im nvailablo 1n the province .

rusAnaLe‘v111 ‘[ B - _ ) Y
NN SN KX . w
?hole involved -at the® delivery end, and thqse persons
re!errod to in’ Rocommendhtion VII ‘need access alsq to 1nfor-
tion about- what 15 going ‘'on 1n each district ‘and’ each
rriculum area, Such JCCQBI wpuld ‘keep redundancy to a

LA

RECOMMENDATION VIII

3

.

An in-service clearinghouse should be est blish ) .
either ‘the ministry, B.C.T.F. or the B~C SkT A. or j} 1nt1y . o .
by all three, to assist districts in.findxng ways to{help e ¥
individual teachers assess and meet needs; to aid'\

.grouping
.,teachers, perhaps across disgricts, for meeting these needs,
to help 1nform those involwed in delivery¢about what 1s and

qr

. will be happening; and to aid, researchers - Inm thxs day of

! computers, slch a clearinghousa could be a small*operation,“
‘easily accessible electronically from aeveral areas of the i
province, which would quickly provide up co—date 1nformatxon,
thrgggh an gcrosa-file system A . \.~ P

e . ’ b A J} . " ;
SUHMARY v oo .o
- \q . "L . 7 - "
P The recommendations above involve a model for human
° develop@ent which includes self assasdment (a process. that

may be - faciljtateg by .others), goal defiﬁ&tion and formulatxon,
as well as. how 1nd1v1dua1 deczs!ons aboqt goals may be reac¢hed. e

with administfrators and. the public concerning théir plans and
"o é?e actions ey are taking ‘™o pursue hhem « It assumes that

: -, . i
1y . %” \ . . L. S : .'f’- 3

¢

we
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every educatog at every level of experience and skill‘heeds to
- continue.tdgbe a learner énd to demonstrate thet he or ghe is Ty
! one, Such a model most closely resemble’s &'selftngeetion
model involving a defined contract. All levels of the. system
need ehcou*agement for such. a model to become effective.
. Four levels are, howeveri of paramount importance. .
L " The first concerns t?e Public, who need to be aware that
quality.education depequQ%ﬁgfﬁegucators who have a¥strong ' ¢
- ‘sense of ownership for what‘ﬁﬁppens in their.classrooms and
‘are coﬁmitted to a path of pergsonal and professional growth.
Such a conditien necessitates diversity in schooling if it ig '
to mirroe’the diversity which'e§§at§ in our society._.Teachers

are the second group

ho are of crgﬁiFal importance in this C
model. They must be encourageqd to direct their own development .
vand to,.see that it 43 their respongibility to do so; they also

\ must be cnc0urageé to take what actioms their plan entails.

The third level is :epreeenced by the Boards ‘and the Federation,
who need to enc0u£a§e mechanisms for.identifying and meeting
needs of individuqi educators/-bothff;nancially and philosophi-
‘Eally. ‘The fourth level is as yet hot-estqyiished. It is the
‘clearinghouse identifieqd in Recgmmendation VfII._

" This committee was Ehérged with the;responsibility to . ‘
lock at the overall system of in‘service. It adjourned its
dgljberations Leelin? that it had' met qné teSponsibilitx.-

. It shduld be pointed out that a committeé¥gsich as this, charged
as it gts to make xecommendations,’6055-65t operate }ﬁua
‘totally consensual framework even though there was more consen
than one would:predict, Rather, the ideas?in this report were
éharpened ei focused threugh active debate, then examined to

see Chag titey were consistent and noncontradictory. We now -
charge t

' se who struck these task forces with the responsi-

]
bility o&vseeing that this repott, ,and the reports of the four
other task forces, do pot lie dormant; to ensure that they . b
»
5&35@@** C%@pulabed to every level of the system in the hope that
§ o ia‘gig step wil! have been taken along the road to effective
. 1n-geérvice, N . ‘ *

% -
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TASK FORCE REPORT: - . , -
. . © RESEARCH AND EVALUATION® » . .
- - .

o '
TR

-

M N & -

TAN ANDREWS ANQ MEMBERS OF THE [OMMITTEE

The mandate of ou§ task force co to report on
crilical isSues and’ 4 to makelrecommendati
and evaluation QBQ: :
cqmmittee was . compnsed ‘of a wide range 23 educational represen- °
tatives we ‘Were able to unde;ﬁ?ke our task from a- diversified.’ _
. and baiamq,d pet;xtive.. ‘For this remwe fgel that our s
'recommendatiqng fvoided any partic bias and hope that - .
they will genera:é e,ﬂb 1t13e response from ald aeiegpteSNand L/E*iju
task’ fdrce dommittees m{olved I"n" the in-service’ confergnce.
At regular meehingsxpef :e, durinq,!and after the confe-°
jrence, we received, shared, and debatbd various iskues and
suggations that applied to"the :"eseazch and evalnq,s:!bn. studies
of 1n-serv1ce In- Qaﬁ?acular the committee compiled teviewedhl»'

idies 1n 1h-service Brogri Since our _

™

and sumarized all materials, data, and reéommendations accumu~ .

late}! from the mdxv;dual presentatxons, discussion groups,

and task force d'el:.berations‘ We felt this synthesizing

process to’ be most wo:tﬂwhxle since 1t ensured that 1nformation

and opinion generated’ By the conféx;e e delegates were the

bgsis ¢ our commbttee's, final recomm datxons ‘
lezgurally weé hope ,that this repoxt will be an 1nformat1veé

and practxca},*}l’ocgment for conference delegates. But we also

hope that the ideas: and %uggestions contafned 1n this report
vy y e : 176

. . ~
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will be shared bysschool district personnel, the B.C.T.F., -

and B:.C.S.T.A., university personnél, and the Ministry so

. “ < e
that potential research or evaluation studies in in-service
programming mdy be forthcoming from any or all of these

30\!{ Ces.

N

. . .~ ’

'Fiqally, we encourage the steering committee to expedite
or facilitate any action pased.on thg)recoﬁmendations in this
report where such action is. deemed appropriate. As a conse-.
quence we hdpe that our committée will have assisted the
conference steering committee in-reaching its two major goals
of.preparing and disseminating in-service proposals.

N :

OUTLINE OF REPORT: I

The written and verbal suggestions’'received by our task
force comuittee were extremely diversified. Nevertheless,

the gpecific issues and;recommendationslﬁpbhligid bysour . . -

éqpnittee appeared to fall into five major- categories of-

‘.. research and evaiua;ion in 1n-sérviceLprogkamming. - -
!

N
N

1. THE ASSESSMENT OF IN-SERVICE NEEDS:

3

This category was most fully subscribed by conference.
delegates. A separate focuqtbf our recommendation was
therefore developed. -

2

2. INAERVICE DELIVERY SYSTES:
This area was certainly the, most complex. ' The themes
of\ the other four task force committeei of the In-Service
Conference (Large Scale Systems, Delivery Systemss Purpose
ana'Functibns, User and Social Systems) have been assimi-
lated into this category in our report because the
J¥ecommendations for research and evaluation studies '
indicated mq?p'inberdependence among all four chemss.

*

r
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3. . ThE EFFECTS OF IN- S[RVICE PROGRAMS uron STUDE\ifptRFOEMANCE

o Our ‘commjittee felt. that special attentidn should be.
directed to the: pupils 'in the classroom since many delegates
stresased that we’ahould not lose sight of the very indivi-
duals whom in-service programming is ultimately to behefic.

4. In- SERV!CE CLI“ATE AND THE TEACHER v

k4 -
’ The attitudes of teachers cowurds in-service was a
constant theme of the in-gervice conference. Teacher
ownership of in-service, the ecology of teacher in-service,
and the reluctant in~service participant were all topics

that have been summarized under this title.
5. RESEARCH AND EVALUATION STUDIE® AS IN- SERV!CE PROGRAﬁ&ﬁNG v

. Our committee belxeves scrongly that if research and
evaluation studies are to be undertaken, more innovative
procedures must be considered. Our report suggests some

ways this innovation could be achieved.
. ¥

E*ch category of resear#and evaluation in in-service
’ programmxng has been analyzed and pre ted in a similar manner. .
. Fu:st the issue is stated and then clgfied where necessary.
A supportxng rationale is presented xndicatxng why this issue
has been especially addressed. Fxnélly, a set, of recommenaacions
is xdentxfled for consideration by both delegates and the
steerbng committee of the-in-service conference. These five
issues and support . -recommendations comprise the major content

of our feport.
\

1SSUES UND RECOMMENDAT I0NS : . » < ve

/,ISSUE.'I. THE ASSESSMENT OF IN-SERVICE NEEDS 5 "§
A~ large number of the conference delegates saw teacher -
\rﬂuds e being defined from "above" buc'acknowledged that
Fadl
. . )
5 .
-~ 1
- } - ¢ ['d
/ '(‘
A
. \:ﬁ‘ A} t rych
F -l e &
“ g - oot

O
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" certain’ -ituationn gave 1egitimacy to these externally l.lnposed

needs. Among then: the implementation of. 4 hew currigulum , Lt

with a' lubeequent ‘need: to u’pdate or acquire new skikls; changes_ R
. in dilttict‘ ninisg:y, ‘or university cert}.fication regulaticns.l- ,

fand £inally, new approaches | ot ing’ stylel as deemed néces- T

sary by princi aln"or district -taff, were all seen as .areas - - s

'where the. "top own' scenario would apply. What the delegatee v

.did not seé was ufficient xn-setvice -ntisfectorily direc:ed v
to teacher-’identi ed needs. BecAuse the varibur delegates .
felt that it was important for t‘enchers ‘to. play a major role '
in needs assessment,. they were’ in general agreement that these

" procedures be developed within each @istrict and thus allow . ‘ ’
teachers to acquire a sense of ownership over them, with ° |

district etaft acting as facilxtatqrs for such programs. This
senge of ownershxp was seen ‘as most important, . Some objections
%ete raised in making rfleds idéntificatYon the exclusive prero-
ative of the teachers and in certain cases, such as *the need A
to retrain teachers whose positions had been elimihated because
" of declining enrolments, distrxct staff were seen as the most
logical determiners of such need.
irne question of the financi’ng of in-service was also
raised and most delegates felt that, if through the action of
some agency, for example, B.C.T.F. a need was created which
“must be met through in-gervice, then that agency ought to
provide the in-service resources necessary to fill such a need: 7Y,

in consxdering our recommendations on this issue we

attempted to keep’ certain questions in mind,'.aquestions we feel
) .ﬁo be of paramount impoitance in any consideration of in- .

%erv:.ce needs In the tirst place, .if in-service ndeds ark(

to be examined from the po:.nt of view of students’ needs, how
N in fact, are these needs to be determined? ~Secondly, concerning '

thé teachers* roles;' do teachers know which personal and pro-

f'essionalﬂskills they need to improve; what ereﬁthe present or

are likely to be the Ruture comnutments or fopics which

concern teachers; and finally, how-can teachers' perceived:

. . -
.
’ Q ’
r e
.
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needs be translated xnto 1n-serv1ce programs and how can ,';
s+ 7.1 atténdancesat such proqrams be encou;aqed? ‘WNé must alao\\ O

ni .- tonsider howimuch 1nf1uence principals have on the - per--_k\_\‘ ("

. eived needs of ceachqrﬁ as well ad’exan’pe which’ minxstry ’

- deciaﬁ?ns result in teacher*needs which must be met by in- -
service A11 thesé ques!ibns and considerations become )

7 ‘_ critlcai xn the'light of an assessment of. 1n-aerv1ce ngeda
: The tollowxng recommendatiqnsvsummad}ze our review of theue

' 'Jrntservice needs. , - e d B
¥ : - .
scouuumnousa ' -
1. Explore pbs;zble cooperative pro:edures which would : :
) allow districts systematically to identify needs in ' "
' ‘the district. * . - . -

2. (a) 1Investigate the in-service. needs which result
from policy decisions made at Varxous levels of
. the educational hierarchy.
(b) ‘urge policy makers to atteﬂgt to identify the -
P ] in-service needs whxch.mxght result from their
) . . decisions. o o
S {(c) When an agency s polxcy decision clearls Ebsults
) in a‘need for xn-servxce, then the agency should
bé prepared to proyide 1n-servxce resources
necessary to satisfy the need. = *

.

" Assecs retraining needs for teacherh whose positions
may disappear through decliping enrolment,. h ,°
Ingtiate the development of a regular needs assessment
process to whxch all in-service agencxes would have
access. THis needs assessment could identify _what the

-~ content shoyld be, who should receive priérity of in-~

se;ff&e\support, who should consult in-service programs,

a where it should be conduCted (local, regional,

provxncxal)

. Y. investigate the effects of leveloning needs assessmept
h
grours whc would advise, discuss and disseminate infor-
matior tc didtricts, schools, or individual teachers when
. - . v N v
¢ - »
~_

i < o . . . .
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il ' complmzent ‘a mone cdmprehennve ﬁeMVery system
mtormation px )

am. Teachers‘&wi 1 ot reIpond ’
to needs asq,essme » ‘and 1nstrumehts un}.ess there

‘ exista in the minds. &f the teacherﬁ&a c0nceru

. 7 #bdut the 1aaue, & :'eceﬁ%ivxty to tr\e iss\xe,

a prior knouledge of th (psue. ' -

Ih any deefisiorn ;eg«lrding ul) assessment of tégecHers, ‘.

the proc ss musk .Be cledriy defxned the#mechém.smﬁ for. 1':1»:eq,t1r\g0

ewareness £ needs muat be fomanznd dxstrict stameust be
per‘ceived a facihtators or "servers” rather than eva'.l.uato‘zs,
and teache must ‘developA a sense of ownership over in-service.

ISSUE #2. IN-SERVICE DELIVERY SYSTEMS

FOrganizational syste:;\s and methodological systems ‘abound:
in this province. Some appear more efJectxve /and effxcxent
than others ;e empirical data to €

. #one system is not readily avaxlable
tical data is non xatent, or.. bega Se W
Jh&red Duplicat?ﬂ To¥" effon&
*pystematized examination of del‘ii_.re;:y

the claims of ,any

r because the empi-
has“nct Jeen adequately
xpen’ée followg, where no
i ﬁems aﬁc(.?ubsequent
gommunication “of results have occury d. & v .

A}l aspects of in-service deli_ve'::y\sy‘stems must be compre-
uhensivé‘ly examined and evaluated at various levels jncluding
bgth the organizational level an¢ the methodological one. At
the organiz'a‘tional level we must examine init‘iat.ion prgcedures
and. processes, as well as the plannmg, ‘evaluation and follow-
up stayes. The policies underlying these proce&ures must also
be evaluated and the f@ing of them clearly defined. On the <

methodological level we must consider such questxons as timing ;.

and location, modes_of- presentatxon or delivery as well as the &

models or types of in-service programmxng partxcu‘arly with

’regard to a cost/penefit, analysis. o .
The purposes and funct,xons of i1n-service programming must

requclted. T‘H assessment qroup model would’ i

also be clearly xdentifxed and made specific, particularly io ~ |

L S
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- ascertainxng uhecher the proqram is designed to 1qprove xeachihg

LT Bkllll, recraxn chers, insg;ate change, xmplement new curri- R
2ulum, develop 1kecal curtxcqium, or ary or all of thege." i

. _xz%guuzumnous L T SR N
£
: o 1’ Tiat all qapectq;of xnwaervxce delivery systcms be Y
'*-, *Efapséemagicallb And compx:ehaenaut‘&ly-vexamh‘lqzcl._l o
V. “.ZL That, research and evaluutibn questions pertiheﬂ? to
-Q. , , reco ndatlon 41 be conqxdered ' .The folldwxng is

, s suggescéd liac. ..
/ ’ N -

{a) Models a"In-Sqmvice’Pnagnamming ; A

% - 3

<

’ o i. Develop some Criteria as to what cohstitutes
’ E effectxve‘in-service systems,. purposes, evalua-
tion procedures,‘and compleﬂentary methods qnd
) '_":‘ - technique® fo; implementing 1n-serv1ce.~ V:
e, A . ii,)’ Conduct a review of the present in-service
i. .. : delivery systems used provxncxally and rev;ew.
) effective models implemented outside the
province. o .
" iii. conduct a longitudinal stud; of ‘the effects’ of *
different in-service program moddls and the
resulting change in teacher per fo nce and
teacher attitude, i.e., content, instruction, .
self-evaluation. ~ Gy
lv. Determine alternate ways of conducting in- ‘
- service speo‘fyxng the advantages, disadvan-

tages, and occasions when most appropriate,

o " €. §.. extended in-service course work, one day .

workshops. - L ; s

s ' : . ; =
. {b] Modes t§ In- SL@LLCQ Presentation

1. Examine the comparative”effectiveness of
AN d;fkerenc types of 1nstructxonal presentatlons
. wher conducting in-servifhe, e.g., demonstration,

- 4 v
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film/video, ieLf-mstxuction;l packages, etc.. PR )

conduct compargtiwa research or; the effects .

of lgandated :.n~aerv1ce vis-a-v;s vol}mt'ary

.. in-serwice. e - - _.i. .

y o SRR 8 ¢ X Ascertain, the long¥m results of conipulsory o
! vorklhopa on: teachers. pup:.ls,‘ school climate,

/_ torganizers,‘etc- f‘;* . - . S

. iv.V Learn whether a kjnds ‘of in-service programs
Vo >, can b¥ appropriately caonducted 'hun.n]a' school

e o~ ’ time -and detetmlne the costs, benefxts, etc. .

. v\_ . - as. vell a‘ f1nd vhich are more effective and ‘

LY : -what the criteria.are for decidinrr which pro-

3

) o gram cb implement.
. V. Detarmine the effect of distance §n large school
.* 7+ districts on ingservice; do -different’ districts
require different methods of in-gerviée delivery:;'
if so, which. are best: or are ' they district °,
'_ specific2 N . - C

o . v
- . - .. -

el Oagdnization,al Prodesses: * tritiatién of Th-Service -

- i, Who aie‘ﬁe main’ ¥nnovators of professxonal" e
bl b development practxces?

ii. who are the main orfganizers of m-%ervxce gevebop*
ment, px;actfces” R -

« (d) Evaluation . ' -
)v . Cs . L L]
p A review of evalua;:xon procedures (both fomatuﬁ/
) ’ and summauve) to pe used to adsess in-service pro-
qrams showing strengths and” weaknesses of present .

xnstruments as well Aas how frequently they are.

impl emenked ' . =

(%) Funding : ' ﬁ R v

r T 'rhe xnvestigauon of establishing a provincial v

L . . po]xcy stalement for the funding_of both u‘ §§rvice

-
s v 'S

' \ faoe ‘
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T . RV Cow _. o4 P v b
R . pr{ﬁ}rams and assoc:.ated n-service research .
. . s : propdsals as. they apply to school di;uicw- ':', o
U T Yoar e *-and pos’t‘ aecondary 1nst1tuuons - ;‘ e "".-' »l_"
S -'i'i.'A stsemxna n of tn-service funda . Which '_ )
. system of - uad:l.ng ‘provides for, thelbest .""‘- S
. Quality ;lrr-setvxce 'proqr@mung, ,centr&l T o
L office control ‘of fufds o decentralxzed P
T controi for schcol based px’oqrams?, B ‘*“ WL
R . , . e
CISSUE #3. THE EFFECTS OF 1. sEerCE mcuus Auv THE CONSE® .. "t
o QUENTIAL RELATIONSHIPS OF ST DENT PERFORMANCE  :~
- -‘As wsu AS STUDENT ATTITUDE . ° . - .
=% M % 1 . -

R . BT
The salient‘question must be asked:* Which contri.b‘%;es IR
most to sﬁudent learning, "curriculum materials" or "teaehi,ng s

-

methodo‘log;es" In: this ume of a rapid develop%nt of know~

ledge many parents are concerned about the:l.r chiﬁl?ens' perfor~ ’
mance snot only 4n ‘the classroon\ but 1ate§ in th*‘x‘eal' wokld .’

-"rhrough pParents continued questxoxung. a developméht and ucxlx- e -

. BY

zajon 6f a teaching pethod that'incorporqtes the multi-mdtel
em has bgen initidted. 'rh:.s system has become especxally ‘

i popular with the :.ntrogwtlbn of m*hstreaming of children

At

w1th special peeds;

¢ i . .
« %well yt-he development of. m;.nistry Prioritiesg m currx— . ’ . r
culym may have a range of\impact not ‘only on. & school distrlct ‘
but also. dn the classroom teacher. locally developed ‘r;cu’ium
quides‘may be of sdhe benefit to ‘the "teachef but whaq is the N

ultimate- 1mp&ct on the learning process. of sthe ch:.lg?

L

-Before.research can be st;rte‘ﬁ or outlmod. questions postgd . Y
hy sthe delegates to the In- Serv.lce Conference shou&d be cwsxdered M

;We must ask ourselves how we &an .evaluate whethet or not the ¢ )

Lp,stx.tutl.onal env:.rwnme,nt, generates motivatl.on ‘far personal .« |
grawth of the child. ~wé ust also, wonder wheche.\:, or to what,k .

extent, agsxtxve aéhanqe in teacher performance or’ -attltude - ’@
effects a subseque sitive change -in pugil pertormance or ,
atncude. and whe\i -service proqrams}

EEPS }

ve any effect on, &
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pupil attitude,’ aehieVement or attendanc . Ahd finally we must

. ask Hhether g.child 8 learning is confun d or enhanced by ‘a

‘ISSUE #4.

. varLety of glffegent teaching techniqueg. . . e
: e ’ ' .
nzcounenonrroys o . _ “ ,
. ¢ ‘ CT v \.
N :

Develop a research de-ign to compdre methode of in-"

'lervice relative to impact .on student - attitude.

behaviour‘,g\hievement and attendance in class. This’
deeign codld be achieved through longitudinal and

uhort ‘term sfudy. o '

Research on the implct of instructibnal media materiale
used in in-service should be pursued.

.An assessment of basic 8kills should be conducted .

pefore introducing new teaching methods &équired by
En-sefvice programs. This, assessment should be cqnducted
periodically, e.qg., test on 'Learning Style Inventory”
Research on the effect of local community involvement
in such areas as: . R . ¢

(a) Cirriculum development
(b} School and: community interchange of ideas on
in-gervice. ] E r B .

IN:SERVICE CLIMATE AND THE TEACHER

A . ’
“The attitudes and commitments of_ teachers, as well as the

general milieu in which they wérk, have a significant bearing -
on many aspects of im-service programming.

Although in-service programs may be directed to groups of

people, the -individual teacher is the primary consumer of such
programs., Teachers are the;direct'link between in-service and
the educatiqn of studente. The personal interests of teachers,
their pérceptions of educational reality, their attitude to
their work, their Job satisfaction, their need for personal
renewal, the amount of their direct input into in-service, as
well as manyﬂother personal Eactors, all have a hearing.on the
‘'way in which in-service education should be conducted.

. - : f.m'
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The climate of in-service Qithi schools or districts can
also -have a major ianUence on the sQCcess of in-service pro-
grams. Teachers who work in envitonments where participat1on
is encouraged, adequate resources are provided, and administ-
rative ntructures are designed to facxlxtate pérsonal. growth,
are more likely to be able to overcome pressures 'of time,
finances, dally'Iesaon preparations, and parental expectations.
In‘addition to the usual pressures of the profession,,'
declining enrolments currently bring unease to many educators.
As the teachxng populatxon becomes more static, the average
age of the teaching force increases, and adjustments in
‘teaching assignments become necessary, in-service education
must respond in new ways. The subject of retraining of
teachers will take on different tones in response ta tlese
pressures. . ) ' '

.

>*ho§e who conduct insservice prodrams must continue. tg,
reckon with personal and’ environmental factors. It is unlikely
that the benefits intended by even the most enlightened in-
servicz&grograms will accrue to s;uden€§\§:hthe teacher's
receptisfity is negatidely biased by his o er own life style, .
by the nonacceptance of change by colleagues, by diSCriminatory>
or inadequate funding, or any one of many other personal and

.

environmental factors.

.
r

e .RECOMMENDATTONS
N B
<. hesponsible groups such as school administrators,
“district staff and teachers’ assocxatxons should
adopt a consistently positive and encouragxng shance
toward in-service education so that Aa.climate condu-
cive to self-renewal and professional growth will be"
fostered. . . e
2. A compendium of weys in which. good at;ituées and
commitment to in-service education can be }ostered
. within schools and/or districts should be produced:
3. earch should be inifiated into the identification
of factors relating to teacher attitude and commitment
c S —cerom,, .

O
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P » .to in-service educatipn, and the_implicationg.pf )
.tnase tactﬁrs e ﬂ;iive;y aystg@i anq claéprqow}'.
performance. o & fchers, ahd students. .
. Investigation ternative styles of in-gervice
Y education .shoi§ #-u“ppdefiaken_éhat are most apprd-
‘l_ ‘' priate for lpﬁ§'tgtq teachers in a static population
where-roles may chdhée_quickly due1to'declin1ng
. en}plient.; B - i e : ;_, :
. 5. The pext 19~5erv1cé’ésﬁii;§nce'shou1d'emphasize» .
o éractical sessions. dealing with the teacher and the
climaté of in-service. d T _e
. . 4 . . ] .
Note The master of~Fea§hérg feeling 80 muchjpressure in ’
connection with the minimum tasks required to¢ do a good
. ’job in the classroom came, up over'aﬁd over again at;th?
"'N“éonfe{enc§. Tt will réquiré_a m&jor»;estrdcturing of
o approaches to in-service to overcome not just thg apathy
»  of ﬁheﬂ'unéomﬁittbd' tgacpétf'but'éven;the pé;céiyed ]

- Jinability of vigorous,, enthusiastit teachers to partici-
- pate in and‘effectively use the resu}ts-of;fh-service.
. - . . Y .

ISSUE 5. RESEARCH AND EVALUATION STUDIES AS
PROGRAMMING . . -

In-service should be considered as a meang of disseminating,

IN-SERVICE ©

.

current research in subject areas; for example, an;in—serviqe

prcgraﬁ on recent-researchlin art or science education could

sénsitize the p;actitioners in the schools to research. their °
.subjeqgt areas and hopefully motivate them to be. more réceptive
to the potential of research and evaluation stadgeéﬂ

Similarly, in-service pProgramming could be an important
vehicle for processing various types of rebearch.studies. A
cooperative Jenture undertaken by the teacher and thelresearehér.

" would allow an_equally vested dnterest..and commitment by both

partners. SubseQuently,“administraé&on'and finances could be

developed to assist researchers and teachers

to undertake coope-

rative research'activifies. This .approach of providing teachers



O

ERIC

Aruitoxt provided by Eic:

‘188 Researéh aﬂg Evaluaéipn3 . L.

\
(W
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v.

practice. The’ teac%ers uould then appreciate thl
research studies 'in 1n -service mxght have, ratne

'1nternaly
thén hkvef

could be set up to lead to universxty credxt or,'possibly,
professional deveiopment experlences prevxously *:t made
available. Résearchers meanwhile would become i olved in
claqubom practices and initiate publication of :&e ;esulgs
for both school use and personal credit.

Research money is available, but'many times it is t

‘difficult for téachers o locate and obtain. Collaboration

with district and unxversxty personnel would not ©nly lead

to the greater chance of acquiring these funds,’ blit also

the reééarch study would mere naﬁurally reflect the content;

perspectlve Df the school-based persdnnel. - .
In summary, we muét Stress that the sharing of reseaxch

and evaluation studies, projects, and Lnformatxon shouldqbe

consxdered as a major component of in-service pro ramming.

RECOMMfNDATTONS

1. The devélopment of a survey to give infgrmation on
o~ ' various suégestions and priorities teac
to be,importaﬁt for evaluation and/or r

. regarding their classroom, school or gi

2. A review and evaluation of districts’

ers believe *

for research studies, concerned with
research and field,study research. These studies  *

of evaluation studies. . °
. 3. The investigation by the Ministry of establishing a
-provincial poliéy for thé funding of both in-service
programs and associated in-service research proposals
for scpobl districts and post secondary institutions.

L /

»
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f. The developmenr of aA;atalogue thAt’ wauld describe

’ _the various 1nst1tutions, other fhan the Hinistry,
available to provide financial sfipport for programs
. : and research in 1n-service.
" 5. The establiahnent of a liaison contact in esach uni-

versity, who 'i8 informed about various research

studies, evaluation procedure
personnel who would £ac111
’districgs Jay have on t
« tion questions or pro

., and available xeaearch
te questions the school
Specific research or evalua-

O
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. CHAPTER 9
TASK FORCE REPORT:
‘ THE TEACHER AND THE SCHOOL. .
A.J. DAWSON AND HEMBERQ OF THE CORMITTEE 4
e, .

‘. N /

: He take 1§ as fundamental that the contxnued professxonal
development of \classroom teachers is the primary reason for any
in-service prog*am ' Professional ZpVelopment (Pro-D)'activities
which are designbd to have impact én the learning/teaching envi-
ronment mustl we\conten&, be tied directly to, the needs of

‘classroom teachers. Decisions as to what type of Pro-D activity

is to be held, the form it is to take, and the reasons for its
initiation mqst in the final instance be adjudicated by the

' teachers towatds whom the activity is directed. 1t is thh
.these thoughts 1n mind that we make the claim that a temporal

-

who must efféct chang

'hxerarchy does lexist for the planning, designing, implemen ing,

and evaluation %f any professional development program. Until
teachers have decided upon or agreed to the purposes and
functxdhs of any-P o-D enterprise, there is no point ‘in creatlng
dellvery systems,k

wever large or small, or in designing .
research and evalua ion models. _'

In one form or knother, all pro-p programs are hesigned
toinprove classroom Ypractice: Since it is classroom teachers

in classroom practice, it seems only

kreasonable—-xf not obVious--that unless teachers are committed

N
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to it, their Pro\D endefvours will be less than successful in
altering classroom Rractkice in any positive way. Given the

¢

. . 192
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very raal ‘constraints 6n monies, - txme, and energy, xt seems
ludicrous to design,.implement,.and evaluate Pro—D programs
in which teachers have not’ had direct ¢ trollfrom the.
beginning. ?

; This does not mean, however, that only teaghers must be
the initiators of Pro-D acitivities. 1Indeed, school boards
and - the Ministry have responsibilities for the quality of
education in British €olumbia schoola. Consequently, such
groups. do have the right to suggest alterations in school
Programs which . may requzre Pro-D ‘enterprises of some form in
order to put theae“cha jes intafaperation. +#Nénetheless, we

193

[ 4
would arque that i Egsxgxon of associated Pro-D activities 18 .-

very different from suggestions for such activities. Imposed
‘Pro-D activxtie@ have not been .characterized by glittering
success storiesL and we contend that part of the reason.}bt
this lack of sucqess is due to the very act of imposition,
rtainly, suggea ions for Pro~D should be made to the approp--
rinte teachers by \their school board and -the Ministry. oOnce.
made, however, the suggestion(should then be examxned by those
teachers towards W]

the suggestion was made, so that they,
the teachers, can dkcide .what purposes, if any, the suggested
ow it shbuld be delivered, and Hbw it
Once these decisions have been'made,Aand

Pro-D is to serve,
a should be evalu;ted.
one P&ssible decisio
a re]ection would of dourse have to be supported by reasoned ’

. i8 to reject the initial suggestion, {such

arguments) then, and oRly then, should deiivery systems, research
and evaluation models b brought into play.

),— =0ur maxn contention, then, is that all Pro-D activities
should be school focused
the purposes, form, and eValuation of the Pro-D function must

- be school based. - We acknoyledge the fact that xndividuals and
groups outside the school n, and do, lve the right td make
proposals regarding possibla Pro-D functions. Howe '~ e
would further contend that the final decisions ar -k
proposals must in our vie be\ school based. *hat =« e
ultimate decisions should be nﬂde by the sz ..!: ¢ &-s ~rhos
receiving the proposal.

&
Moreover, the [decision-making about .,
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194 The TeacHer and the ‘School ) o N :
. ’ : .. ) i - [ ]
We reject the argument that all Pro-D activities should
~either be schooleocused or school based. They should be
\ " both if the initial proposal comes from so?:ces external te =~ - .
the school, and school based if the proposal comes from.
; thhxn the school. Even in the case where the initiation
‘ comes from a dxstrlct office for a district-wide Pgo-D program, *
" the individual- schools in that district should havq&the ultxmate"
say as to if, how, when, where, and why such a program should
be| undertaken. If, for example, a schodl could .defend their
decision ndt to be part of such a profram because they already
aré dealing effectively with the concerns the proposed Pro-p
activity is designed to serve, then that schogl should be’
~al lowed to opt out of the program. Proposers of Pro-D activities

shquld not expect that all schools or all teachers necessarily - /'
,would benefxt from taking part in the proposed program, nor .;ﬁ‘

shobld they be offended wheh schools or teachers decline, Only
teachers are in a position to decide.if a proposéd Pro-D act vitﬁ
\ cafi |potentially be of use to tlem ;n :ﬁir clasiroﬁn’ pr;cti@i.
Obviously, a school cannot make ecision; it is the staff -
school which mékes decisions. Moreover, we would argue
in order to‘make informed decisions, school staffs should
insulate themselves from the xmmedxate community which they -
. Indeed, Joyce has reported (see his dxsgussxon, "In- '
ice: , New Perspectives on an old-Tesn in th&s book) that
schools which came closest to aé%xevxng equalxty—dxn.. _—
of numbers and impuvt--between the prafpssiobal staff \of
ool and the parents: of/the children attending the school

ted the greatest degree of success in their professional ¢ _i
opment activities.. It is true that Joy?e's ®esearch was, .
cted on so-called, "Community" schools, but we would ?
cture that similar results would be evident whether a
sch 0l was designated as 2 - ty” school or not. Whe ;
is important in ouy ¥x w «  dynamic dialogue between
the sfaff of a -hool and tr arents and children which they .
seqvexh In the ‘reality of the )veryday'bperation of a school,

weéirealize that 1t is’not easy to establish and haxntain such '

: ;o ,LJ
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- a dialoque, but it 13 our'gpigion that the ef t. is uorth the N
energy expended "For’ teachers to be able t& define clearly L
" some of their professional development needs ,.they have to be e
able to’ asce:tain the needa of . ‘the childzen with whom' they
vork- this requires at a ninimum a continuing dialogue vith i~ "
'-the childxen and. their patentl.r That dialoque cannot be majn-.
' tained or even developed “hen parents and teathers only talk
J/ at xeport cu'd interview tipe.
' T We hqve reservationlabonts‘fhe use of “need asses nts"
dﬁnationnaires as the primary means of ascertaining the ro-p
activities for teachers. Pj,zat. such assessments have swarmed
., across districts.like a plague ‘of tent, caterpillats, Setting -
) bacQ‘t vital growth to some future spn.ng. In our view, such
. asSessments Ao not allow for the dialogue X:Ween "and among
.. Pprofessionals which is esseptial for the creation of Pro-D ; ”
,prog'!uis Paper and’ pen€i1 questzonnaires are an extremely ’
. dubious means of provokxng dxscussion.~ .Second, though such
queationnaire may give some e€vidence asg to the dxstnct-w;de
‘Pro~D needs. ey usdylly do not allow for a schoo}’ staff. to - !
address their partxcular needs. We would therefore encourage
a)l(-emphnsis on .need assessment questionnaires, and propOst
- the alternative of school—based assessment. We realize tha

jistricts this schéol~hased assessment will necessitaté‘ *
a decent lxzatxon of Pro-D functions, but we semch decen~-
tralxzation s necessary, if the time, energies, and monies
spent on- Pro-~D are to be used more effectivelx than they have
been in the past.‘ Appendxx A of this ‘report is one éxample of
a possible Staff dg!mu.ttee constitutxon. .

While we realize that gome.of the points of view- progﬂ)sed\
heré are contra to current practice, we have- been able to
collect enough data which in total suggests that our proposals
are feasible. Appendxx B containhs’ th’e Pro~P policy an
pProcedures of the Kamloops school District, a Pro-D program
which is essentially schdol focused and school baseds” Although
vwe do not propose the Kamloops example as the model for Pro-p,
we do believe it is indicatjve of what is possible. " That is

i
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our, poxnt here, we: belreve .that % ‘our propoéalsofor a school ' 
ased and’ focused Pro-D orientatidn ard feasible, Such -
pr°4rams do exist and work well ) ‘ :

* , ' _'We hope that, if nothing else, these. repozts encourage

f,eachers cnﬂ‘theu schools to entertaxn the possibility of ,
devxaing aq& controllan tﬂexr own Pro-D activities, and in *
8o doxng, reapxng the benefits that should accrue to the

moSst xmportant members of the eQucatxonal enterprise, namely,
[ the chiidren.

”
o Ea

-

O
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PG BOUNDARY COMMUNITY SCHOOL  * ., .
e 'STAFF COMMITTEE CONSTITUTION | 3 N
~ I,. MARE-UP - RESPONSIBILITIES - RIGHTS : o
! 1. (a) ¥hia Staff committee shall consist of everyone who
- works as a.teacher, custodian or fa a supportive .
v, staff member at Boundary Community Schoel. : )

LA

tives Will sit on the Staff Committee.

Every Staff Committee member shall have one vote ‘on
evely issué br agenda item under’consideration by the Vs

(b) Two -Boundary Community School Councilllepresenta-

"staff comittee, A

The Principal shall not have power of véeto over. agenda N
items or Staff Committee decisions.

EverY month thesStaff fommittee shall qglect a StAff
co:E:thee Chairperson and a secretary from among its

me! rs8. \ v . '

A ' v
I1. EIAISON BETWEEN STAFF COMMITTEE - BOUNDARY COMMUNITY SCHOOL
- ASSSCIALION

ASSQCIATION - N.V,T,3. -*STUDENT COUNCIL - B.C.T.F. -~

1..

" “

SCHOOL  BOARD "ADMINTSTRATION - S.D. W44 TRUSTEES AND MINISTRY
OF EDUCATION. » :

The Staff Committee 'is the ;bpropriate group to receive
input from task committees and student cemmittees.
Therefore, all releyant minutes and informgtion from
su¢h committees must be made available to the Staff
Committee through the staff Committee Chairpérson.

» - ~ 3
TwO Representarives from the Staff Committee will sjt
on the Boundary Community School Adsociation Council.

‘ These two members will be elected from the Staff Committe

and serve a8 its representatives on the Association.
council. -Pertaining items and matters will be referred
to the two Lodies by the representatives, .

N.V.T.A. - B.C.T.F. items and business will ,bé referred
to and reported on by the Chief Delegate or N.V.T.A. -
B.C.T.F. repregentatives. . ’

school TruStee or School Board Administration matters
i1l be referped,’ for decision and information, to the
Staff Committee by the Principal or the designated
representativeg. o

Ministry of Educatién,}teﬁs and matters will bé referred
for decision and inforyation to the Staff Committee.

. .
111, MEETINGS:" o L
T T ———r ‘

. DN

¢

The Staff Commjittee meets weekly from 8:00 to 8:45 A.M.,
on a day chosen by staff Committee. Additional meetings

- pay be called at the discret&ga\of the Chairperson.
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—
e
V.

vI.

VII.

1

R )
The Teacher and the School

i

ot .

o L
HECHANICS OF OPERATION:

1.

Committee are two-fold:

Consensus and/or'mhjorityvvoeel .Decision® Of the Staff
- I

b
a) ‘To gather information

i}

(4 L]

. an

* b) "To decide upon 3 course of Staff 2ction

Once a school policy has been establiahedf
essential that all Staff Members 6upport it

The role of the administration is to facjfitate staff

Committee decisions.

STAFF COMMITTEE CONCERNS ;
1.

2.
3.

LI |

The educational Pfbcesses and Practices,

The use of school fpcilities;

it is

Examination of ideas and suggestions for che. ¥
the school and/or district in educationa)] >

Qh request, to'assist and support indivjge

Support e work of the local éssociation .
B.C.T:F. provide input to these governiiy .. ...

sional bodies,

Exploring any other matter of
of the School staff and parent

Act as a grievance task committee, gn requ€
matters dealing with principal's report on

MINUTES AND AGENDAS:
MINUTES AND AGENDAS

L.

The Agenda of the St3ff Committee will be distributeq

~

\

to cvery Staff Committee member one day pri

staff Meeting.
Minutes will be -distributed
following each meeting. .

. -
Agenda items submitted from
to the agenda if such jtems
pPossession one day prior to

COMMUNICATXONS'WXTH\STAFF:
Atk LA X

1

to the Staff at

the Staff will
are in the Chail
the meeting.

concern to Staff Members
s of the att@Ndarice area.

St, in
teachers.

Or to the

.lérgg‘:

be added

LPerson's

It is the responsibility of the Members of the staff
Committee to communicate their ideas, concefng, add

Opinions to the rest of the Staff at Staff Fommittee

Meetings.

1
{
A
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APPENDIX B " ey

KDTA PROFESSIONAL DEVELOPMENT POLICIES AND PROCEDURES 1978-79

That the general policy of decision-making at the user
level include the foldowing procedures:

1. That the Pro. D. chmiﬁtee set its budget on a
calendar-year basis. - :

2. That each school, specialist group, and co-ordinators'®
group submit an accounting for the previous year's
Pro. D. funds before FEBRUARY 1 of each year prior
, to the Pro. D. grants for the current calendar Year
being made. ~

(Accounting = expendituresgand income received by
the fund. This must include income §rom other
dounces such as BUTF grant, wonkshop registration
fees included, ete. This is to be done on the
KDTA form A. . ‘
Receipts = must be hept for a period not Less
than one year by the school, PSA, on individual
to be used in tZe event 0§ an audit.)

3. That graht payments be made to schools, b« and
co-ordinators as follows: (1) 6/10 of the yrant
soon after the receipt of school district grant
by the treasury (generally March) (2) 4/10 in
October. .

4. That the yearly grant to sdchools be based upon the
number of full-time-equivalent teachers on staff
on October 31 of the previous calendar year.

A

5. That for grant purposes, a school be defined as an
administrative unit supervised by one principal.

6. That an advance payment of grants for special
purposes be given only upon approval of the Pro. D.
Cbmmictee,ang the executive in consultation with
the treasurer. .

That the KDTA match the allocation of the board under
our existing contract. (Gen. Mtg. Sept. 20/77) :

That the March SRC meeting be authorized to determine
the distribution of the KDTA Professional Development
Budget for the calendar year. (AGM, 1978)

That for the 1978 calendar year, pfofessional develop-
ment funds be distributed on the following basis:

- 1. That the yearly grant to schools be a basic grant
of $250 per school plus a per capita grant of $29
per teacher. ¢

1 .
2. That expenses foria districtr professional day

approved by the KDTA be deducted from school per
capita funds to a maximum of $8 per teacher.
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10.
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Vo

.08

“\

3. That schools more than 16 km beyond Kamloops ,city .
- limits receive a supplementary grant of $5 per
teacher,
4. That district co-ordinators and special education

district staff receive a grant of $100 per capita.

5. Each specialist group be given an annual grant of
up to $200, upon submission of an application to
the Pro. D. Committee with a copy of their expen-
diture policies, and an accounting of expenditures
of previous funds.

6. That $2.30 per teacher be allocated to a district
project fund to be administered by the Pro. D.
Committee.

7. That either the staff representative (or an elected
chairperson) take on the responSibility for ’
administering the plan in committee with the staff
or the president of the specialist group as the
case may be. (AGM, 1973, 1977)

8. That individual fee-paying members
a school receive payment up to thg
per capita grant after submitting
receipts for Pro. D. expenseg

That the theme of any district-wid t"day
sessions scheduled by given priority WBols as
a.direct follow-up to assure maximum ben - from such
an enterprise. (AGM, 1976) N

That PSA, 1nterest groups, and school Pro. D. representa-
fives meet with the Pro. D. Committee in September and
Janua:y betore the September 15 and January 15 deadline’
dates for submitting Pro. D. plans to the school board
office. The purpose of such a meeting is to discuss
district priorities and to share information on district
professiuvnal development.

i
That the school board, all schools, PSAs, or interest‘
groups communicate their professional devebppment plans
to the KDTA office and resources centre, one month prior
to'the event, for publicat.on.

That copies of the requests to the school board for
official approval of non-instructional day closures
that are used for professional development purposes

be sent to the KDTA office. And that the relevant .
information derived by the Pro. D. Committee for these’
requests be published jn fcecus for the information of
all KDTA members, so that school-based conferences
could host other registrants if space 1s available.

¢

S
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10.A.09 In-the event that. schools, PSAs or interest.groups
- hosting a locally funded conference realizeja profit
of over $100 this profit be returned pro rata to
local participants.. Profits derived from non-local
funding may be disposed’with at the discretion of the
PSA, interest group, or school. These profits must
oY be noted on the annual accounting of Pro. D. funds.
10.A.10 That local teachers' associations, in co-operation
with school boards, provide in-service programs
designed specifically for the substitute teachers’
role. (SRC Dec. 2/74). . .-

Substitute Days Available for Teacher Release Time (during school
hours) * e o

A. Every school i allotted a number Of spbstitute days per
school year. 3 i

Administrators, at their discretion, allot these days to
individua} teachers for a variety of teasons arising during
the school year. For example, planning of a‘'school Program
in some curricular or extra-curricular area,, desigining a
school or class curriculum’project, attending a gompulsory
in~Bervice such as the "Y"’pool orientation, or attending
an in-service program that takes place duripg school hours.

In many cases, if it is for only a few_ jpteacher's

- class is. "covered” by an una bgrsonnel such
i another teacher on a sp o ssigned; teacher, the
X or an administrator. - - -
= e schools have a staff comm fteg'ﬂacidé on the ailocation
— of these days.

’ 3

B. There are also substitute days atlotted to djstrict staff
(directors, co-ordinators, etc.) for use, at their discretion,
for release time for a variety of reasons. For example,
orientation for the new reading program, attendance at a
conference that will have widespread (not solely personal)
benefit, work on a special curriculum project, personal
upgrading, etc. -

BN

oL
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TASK FORCE REPORESN: .1 ik
. N
IN-SERVICE EDUCATIBNGY, - .

by
¥

SN————

DELIVERY SYSTEMS-

JACK CRESSWELL AND MEMBERS OF THE COMMITTEE

The education of Practising teachers, or "in-seryice
education" as it ig known in the trade, is currently receiving
more attention than #t has at any period in recent education
history. The reasons for this increased interest are many,.
Perhaps foremost, is the appar;»t feeli*g;onaiﬁ?iparc of the

gﬂ.igc that the quality of education has .declined. This assump-

tion in tufn has led to changes in curriculum and ‘shifts in

‘8
Priorities, as-evidenced by the "back to the basicg" movement .

Declining school enrolments, too, have caused chénqes within
the system: teachers have become less mobiie; administrators
(:ddsnly ﬂave more free time; and funds potentially are more
available. Coupled with declining school enrolments we find:
a corresponding decliﬂe in university enrolment, especially in
teacher training which, in turn, causes university faculties
to look for OoPportunities outside their Particular field. And
finally, the increased ince;est in the education of practising

" teachers has Sprung from the realization that Pre-service

training does not adeqdately’equip the teacher to dea] withw
e-realities of the classroom.
Aside from the perennial public cry that “the schools are
not as good,as they used cé be," most 8& these trendg a?ﬁ
realizations are fairly recent. 1n order tq deal with them a
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varidty of schemes have been put into effect which aim at

involvinq teachers in'in-service activities designed to
im ové classroom instruction. R
. Although it must be remembered that.the delivery process’
is only a part of the whole question of in-serviceseducation
and therefore difficult to deal with as a discrete activity,
we nonetheless must .address the question, "what constitutes
good practice in the delivery of in-service education to .
teachers?”’ 1In order to gain some insights into the "answer®
to this Queg;ioﬁ, a series of smaller questions will be posed
and some agsumptions will be made which hopefully the reader ’
will find ;;z}h testing.

What is the overall goal of the in-service delivery process?

N

. ‘The entire 1n—se;vice‘education process is aimed at
improving what goes on inside -the clasu{ggm The overall
yoa1 orellh -
‘goal delivery process is to make available to the

" teacher (and administrato}s) activities which will result :
in changes in practice with the ultimate goal always being
increased learning on the part of the students.

What does thd delivery process ook Like?

4 -

Several attempts have been made to portray the delivery
system graphically. The variations are mainly in the terms
used and the amount Of detail included, while some disagreement
is also prevalent among pergons in the field as to Whether
evaluation is strictly part of the delivery process, ’

‘Most of the diagrams come out looking somewhat like this:

”(Given objective) .
, .
/

. /7 . .
¢ evaluating planning (mustering
o resources, putting
. following throuah ) programme togéther)
. N
. J ,ﬂ
img\gmentinq communicating
N 4,

P

.

+ }

O

ERIC

Aruitoxt provided by Eic:



°

» ‘ !

206 InLSfrVicu Education

. "1:;" . . -
7
Ts thene'n'aimitan{ty between delivery in-service education .and
‘ ] ! .
* , cldssroom teaching? (

' ) A
' It seem3 inescapable that the process ig tge same. Just as ¥
c#réfully planned material éoupled‘litq well executed teaching L
. has’ a better chance of "getting the message across,* so, too,

R ’

. . 1
does a well designed and carefully implemented in~serviqp Pro-
~. 7 gram. There is no mystique about what is~involved: ‘teachers
too must master all the stages of development which lead fo the

acquisit€6n of a hew skill.
of . . ) e

Are thene a variety of Levels within the process?
LS

Many educators have pointed to various levels that should
be mastered before any effective in~-service training can be -
said to have taken place. Bruce Joyce2 suggests four such levels;
(1) awa}eness, Oor the knowing about something, whether a new
Program, a new technique, a resource, etc; (2) undergtanding, S
Oor having a sound knowledge of the something; (3) skill acquisi-
tion, or being able to effectively demonstrate the something,
and (4) action, or the actual doing or using of ijt.
y “Roy Edelfelt‘s3 three levels sound very similar: (1) know-
ledge or skil}s one can verbalize orally or in writing;
) (2) performance which demonstrates that’knowledqge or skil; and

(3) a clear understanding of what one is doing and why.

T4 thexre any nefalionshep between melhode of deltvery and

levels of Leanning?

The relationship that does exist’ often goes uﬁrecognized.
Workshops of onf to two,ﬁours frequeqfly are unimplemented with
the apparent aim of changing what e participants,do in the
classroom; professional developmeq7éday sessions generally fall
into this category. The ineffeétiveness of this metho@/gf ‘be
Seen in how little transfer into action actually takes place
Ln classroom practice. Bruce Joy"v4 States that most "one-shot"
°1n~servxce sessions aée of this Presentation type and result

basically in a chaNge ot awarsness only. For a teacher to

P
v
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'incre;s his or her chances of actually using a new strategy,’
that tefcher must parcicipate in a sequence of’ meq!p‘c 3
ving Pfesentation of theory, damonstration, pra-
and coaching.

'

14 thene any'"best method" for ach&ev&ng 4n~‘
object4ve4’

A)lthdugh we gtill know thtle apout hew professional growth
actually takes place angd even,less about the relatxonshxp bﬁcween
. such growth and studené?learning, we.do know that Certain actir.
vities have a _high chance of generating Yis growth while others
work toward preventing it ever taking place. For xnstance, in-
service experience has a greater chance of being effectxve wheh
» teachers have a role in planning; when the ¢031 of the program
.is specific: when the group involved is small; when teachers
4 not only have contact with the resource person, but when that
resource person is ajgo a teacher; and when the ekperjence is
augmented by further involvement in the program through follow-
Yp sessions, feedback or other types of reinforcement. .
. On the other hand, little change'improfessiohél growth ’
will occur wh&

the topics are imposed from an outside BSurce,
"wien the expgrience is "one-shot™; when the participants come
from a wide variety of school backgrounds; when‘&o follow-up
takes plhcgﬁ and when’the oE]ectxve is perceived. as having no
relationship to the'larger goals of the. school or system.

What. 6actona Lnﬂluence change in the cfassnoom?

Change #fin’ the classroom Practice is a socxaffzatxon procesﬂ
it is a change‘i’//hat teachEIQ do, not simply. a‘%hange in the
materialq used. Like all forms of socxalxzat;on, the change
prOce::ﬁigglnfluenced by many factors: the environment (Bruce
Joyce's "ecology”) within which it-is (or is not) taking Place;
the teacher's attitude to change; the support or nOnSupport of
the principal and of the teacher's peers; the manner in which
t_he in—se‘rVJ.ce activ&

etc. . . ¢
. -
v N

]
o O
.
C

ies designed tg promote change are organized,
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18 it posadib ¢ 10 gencralgil aboutl the context fon in-serviéce
education? Ly - s )

Just §s-®each thing in & natural system is somehow inter- (
connected” "} and therefore af s all othe{’thxngs in the system,

S0 too with the contexts fof acher education. Some contexts
subsume OthePS. some overlap, but all affect each other to gome
degree or, at some,poxnt in tikhe. The contexts ftetnanﬁ. the i
provxnce, the school dxstrxct area growps of schools, individual
schools, or departments, as well &% within the context of func-
tional groups of teachers such as ia dxstrxctls learping assistance
teahéhers or the secondary mac'hemat‘ics' téhcherd. \ﬁshort in-
service education can tpke place anywhere those intenested ‘in it -

meet ﬁn a spirit of mutual enquxry an)d purpose
~

Is what goes on Lﬂ the cfassroom LLkQZg to be mone influenced beg
sehoot- centned than by distnict or previncial-baled programs?
. .
; .

Of necessity in-sefvice education nust take place in what-

.

ever context seems appropriate to the purposes of the program

being undertaken. It does seem to be true, however, that the

—_—

‘&arqer the scale ot ,the program, the more difficult 1t becomes

to achlevc results. There is evidence, fo; example, that

Pruqlamb run within and for individual schools have a qgreater

chance for success than thoSe trying to bring about district-

wlde change? School-based programs. are much more likely to

place the teacher in an-active role--helping to select ‘the topic

anpd time, a;rangé the sbace and program, and ih%luence.the

tholce of resource pPerson--than are programs operating on a

broader scale. Teacher attitudes are more 1}ke1y to be influenced

when the teachen is working cldsely wWitn his or her principal and

colleagues thhivn ‘a program that he @ she has had some #say about.
Other very tangible advantageS can be seen in the school -

based programS. .Such proqgrams move, the 1n-service session o

the scene of the action, making teacher attendance easier while

also allowing teachers to work with their colleagues And

perhaps just as linpurtantly, these programs recognlze that the

ERIC
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relationsh1p beEween a schodf's teachers and brincipal is critical,
. . . P :

&hile the clima within .the ‘district is of secondary importance.
fhey also, recoghize that $ﬁ11dyen are {taught by teachers in schools

‘and not by m{nistries ok districts. - . .

\

_WHow dre the in-service education nepds fop a schuol esgablished?”
. ) . .

. Certainly not by a Burvey of the whole district. As Bruce
. Joyce points out, “"each schooi has its own ecoldgy which differs
from school ‘to school within a small area”®, G\Also not by a
listing of what the teacters and’pr1nc1pa1 think the school need$
. but (according to Bill Taylor) by *"a professional assessment py
the statf of the school's pOsltlon and their own, reachlng agree-

f

ment on what is requxred, and planning how it will be achieveqd."
1s thene no place for dMetrict-based pregrams?

.At times it is Ciearly‘necessary'for distr}ct staff to
determine need and define the direction the systeny should cake;
In operating from a different pérspeccgve from c!!ssroom teacher$’
they are'able t stablish district’gaals and priprities'asbhell
as making reSOuEs available. ~Teachers and schools need jfo wcﬁ;)‘

~

in harmony with district staff and t§ recognize thelr compleme rary
and equally valid perspectives. '7

» -3 /‘
16 Ln—AenJg%z education 8 ac g@fd fen us, what's the-prcblem?
. ~ ~ ’ ®
. * oOne thing that makes teacheér in-service educatlon more

.difficply than teacher supeEQision or teacgher pre-service is the
p voluntary nature of the teacher's “participation. During pre-

« Service education, the .teacher is motxvated by, the requirement c°

-]
pa;s and by monetary invegtment. The motives  for becoming
3 "
involved in in-service education are far" less tangibl& and
probably more personal. e y -~ o

All three sléuat1ons—-pre service, supervision, and in- service~-
can be seén as threatening to the easily threatened”(as, unfor-
tunately, many teac‘ers are). The "threaqs during pre-service
are fairly obvious ("What if I can’'t con‘t_)l‘\j)he xids? whac if

O
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my. te€acher sponsor fails me? What will. iy fr'iends and family
'th;n.k if 1 don't make. it7"). supervision Tnvolves gimilar
. threats!("wWhat faults are be/ing spotted’? Does he think I'm a

¢

good teacher? Will I get a good repogt?"). + In-service educa-
tion ipvolv,es the threat Of chapggﬁ"sut 1 feel comfortable
with What I'm doing and it seems t& be working!"), and of
1mp¥Oving sEf&{g ("If I need to improve I must be deficient
now - If\llgo.co the workshop, I'll be admitting my weakness.™).
,% RewdTd, tebd, is a fac.t:or_}n both pre—SErviqq'(;ducatiOr: and ‘
teacher supervision. completion of pre-servgcé education is
- gewardéa'by certification. and §upervispf¥ personnel write
;;ositive reports, take s\_x_pporc}ie commengs, and recommend tenure.
The Pay-offs for P;rticipiting in in-servige-education are not -
so €asily pdinted out, - ’ ’ s

sIs metibdtion all that impontant? Anen't these professionals
ch""»l"’duni('ng with? .' \

Teachers are profesg$ionals and usually have a fairly clear
A N ) . 4

of what they are interested in and what they are not, what

scrte of thilngs ‘touch them ancd their 'ghildren and which do not,

what ls wbrth spending thelr time on and what 1s not. Motiva-

ti2y fei U3t reachers follows a fel! fwet afd where the programs
an b tle reSpu.cks are available, Lcm;).u‘!’; are mere likely to’
avity thpﬁSClQ@é’Of the chance to imbrove thelr skills ;nd hence 4
thes! o ful'l‘.\ldnf;‘u. ' . (

- * ’ "
andd

Snge ¢ thangy cae promofy toichenrT ommitmend Lo oin-
T seivder Cdweatoen? 3 ’ /\
. \ g §

Teacners are qenexal-ﬁ" mot‘i\'aze'i by those activities Whi}:h
theY consider signifjcant tc thelr classroom. It follows,
thefefore, that input from teachers at {ne olanning stage is
lm;,)ortanlc. This Can:con'SiSt of simply talkxn‘g’to some of the
reaClers wno will be participatine while the program is being.
gp;{“‘ued. Such ¢ dialoGde helps ensure .that_ the objectaives,

forMat, rime. ‘p}m:, etC. of the s5¢ss510n are acceptable to the
] . o . 3

3
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teachet d t! greby promotes theiz commltment to the operation,
uilding ommitment through 1nvo1vemént is vitai because’

i the in-service education activity 1§ organizedjﬁptally in ©-
) isolation’ from the teachers At will! be seeh as b 'Ionging to th.e
._organi:eru not R the fntended pnrtioipants. e

: . .
Why un't_ cammu:ment. by gnuolvu,nent. alwaya pwacuudr

- N i

y xt the persoﬁ'ﬁpatged with organizing ip—service education .
i ,achivitxea is .dqQing it’ aé a side-line operation with little _ )
“'time allotted to it, he or she i3 not likely to conSult,closely
with teqchers, a time—cpnsuming business involving a- lot of
1unch hours and after-School time.  0Ox,: if the "in-s ervice person
8 to the pressure to “get things go:lrng }uickly, the "~
on will be to follow ‘the bureaucratic central 'office
te which is' guaranteed to.- result in. the teachets §ee£nq
uthe act itxea as being "laid on® by "them" ﬁ

Which.- LA the mobt dLﬂ‘Lcutt gaoup to anolvz?

- [y

Probably ‘the veterarn teacher. ‘These . teachers us lly hﬁbe':f

no need for additional credentials, have grown qut ‘of "the survival‘-'

stage of teachxng dand, as a group, often see less’ reason to change

Experienced ‘teachers at the secondary 1eveIkaqe tradit ally
‘the most difficult to involve. As well as ‘the fadtors menti ed.
above,- they tend to work in xsolation from each other and teach
the ‘most adaptive group of studets:. . . , ) s

. What about attd dc changz?

< -

Change 1

”

ators see, no reason to 1earn or to change " All nhe workshbps in
the: world will simply bounce off reluctant partxcipants Af';tude

s

cult of all changes to achxeve

Does when the Aebzﬁpné ane hebd make any digfencnce?
s ¥r -

A . . 3
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Asking teachers (and‘adminiétgatorsi to attend ;n-serviée"
bduéatlon activities~only on their o6wn time, usually affer'school;
ls no~way to run a program am strengthens the cynic's- view that
1n~serV1ce educatlon is a side-line issue of low prior;ty. In
the same way, to assume-that change in classroom practice ﬁan'
be. brought about through xsolated on; -shot workshops without
follow-up, delivered on prOfe551oga1 development day, to ad hoc
groups of teachers from a wide variety of schools is naive.

. Roy Edelfelt has expressed his own feelihgs on this question:

The reasons for making in-service educatxon an v )
integral part of professional service are several . . .
Teaching (or admlnisteran) today is,too tiring
physically, emotionally, and 1ntelleccually to ‘
expect much from.add-on in-sexvice-courses and
workshops. Time tO6 do more thinking and planning,
time to interact with colleagues and consultants
provldes stimulation and variety. It also adds
the kind of freedom (and responsibility) to the
teacher's 'lifestyle that is characteristic of

. professional practice.8

whu &A there 80 2ittle 6o£low through agtca {n-senvice education

'Aea¢Lcn¢ 4

Follow-through to build upon or reinforce the ob)ectxves of
an -n‘servxce education activity 1§ probahly the most common
"missing link". The reasons véry but generally the omisslon is
the result of failure on the part of both teachers and organizers
to recoqnxgz that in-service edpcatxon sessions are supposed to
achieve something qﬁhervthaﬁ ﬁéruly having'teacherp attend ses-

slons. Follow-through is Viéél if the organizer is to ensure’
that the teacher understands what to do, knows how to use the
mdterlalsh and gets some coOaching, Support and feedback when he
or sha gries it out. Thxs aspect: of in-service has not been
suf‘igiently stressed. Of the various contexts for 1n~servxce
educatlon, the school-centred mode has the greatest potentxal
for systematic follow-through.

e

What atey¢ ~vafuateon?

] STy~ <~

Q L] i



- The reason assessment and evaluation are needed e
*-. is obvious.enough. There i% litt)e point .in' | ) LA

'putting effort and resources into activitigs'
.that don' t ‘work. 9

Despite - the obvxousness of tbis statementp>ltttie'rea1
cvaluation of in-service educanion activities takes' place apart
from 1nforma1 aueltionnaires asking the participants opinions -
of specific uessions or of resourc pe;sons. ) . ) }z .
< . Part of the reagon little evéﬁuation is ‘carried out is" \\\~\<
the difficulty of ioenti!ying chsnges in what teachers do 1n.a :

'cla!erOm and detexmining the source of the change. _Apart from
a few isolated small “scale cltnically-controlled experiments
aimed at limited changes ‘'in a specxfic teaching behaviour, Iittle

'"hard' evaluation seems to have been attempted. So many: inte;-

connected factors can be involved in teacher performance and
student 1earn1ng, that the ‘sheer complexity of the nature’ of
change mitigages against any real cause and effect kind of
v\"evaluation. For instance, a partxcular session 1nvo1vino the

a

~

learning of a teachan strategy mlght ‘so.enthuse one partlcular
- teacher for any humber. of reasons which‘may 1nvo1ve the persona—'
Tlity of that tedcher; that this enthusiasm itself bubbles over
into the ‘classroom with fairly predictable rqsultn for the -

students.. Another_teacher. fresh from the same session, but

one who is merely lukewarm about what has“been imparted and

who consequently only goes through the motions of the new tech-

n!.\;ues.,r may show equally pred!@@;hle results of another kind.

This is not to say that the “"new:

’

strategy should be classed a
£a11ure.' Not does it suggest that measurenent should not be '
) attempted. What it does suggest is that eva%uatxon of such a
~highly complex procedure as, say, a teaching strategy, in havxng

i to account for all the variety of factors that might 1mp1nge on
the system is only one measure of the success or failure of any
particular change.

o~

o
Which institutions are engaged i:/delivening in-sendice education?

The Ministry of Education,‘Science and Technology, school
districts, local teacher associations, the B.C.T.F. and univer-
sities are all variously involved. The amount of activity being

221
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initiated by each body varies from digtrict to district. Coor's

: L - . .4 .
dination amorng them tends to be absent or Minjimal, A

All the universities and the B.C,T.F, haye been active in

" the field as sources. of resource persons and, to a lesser extent,

a8 organizers of in-service education yithin ¢ 1 districts.

Most, often the universitieg' and the
people lead in-service sessions on Profes
usually fér ad hoc groups of teachers. from : wide variety ¢
schools. Trere is little chance of follow-Up due, not to lack

*of commitment by the university or E~C.T.F.‘bersonnel, but to

the manner in whjch these days are traditionally Organized.,,
Both institutions have helped districts (or, in some cases,

individual schools) to organize in-seryjce activities, but

this activity has been on a very limited basis, ~ \\ B

Wito should take the initdiative in dedigning prognams?

Prdbably the”great;st deficiency that mOst schools and
school districts experience in regard to in-Service education
is in finding someone to do the organizing, A few districts
have a member of district staff desighated as in-service coor-
dinator or professienal dévelépment COorcinator or whatever; in
several othar districts various members of district staff do
"some” in-service education. 1In too Many disStricts the respon-
sibility for organizing activities haS beer left with the . —
teacher assaciation's chaifperson whoSe efforts are often
hampered ty his or her being given little credibility or support
by those in authority, by having little or no training for the
task, and by having to attempt a complicated ang time-consuming
task while teachinq full-time.

Where sheuld the money come from?

In~service education celivery necd pot be enormousiy
expersive. In fact, smali-scaie Programs with )imited and
specific aoals can 3ain resulss wivheut hetrey expenditures.

/.
The funds that are neededq shouldﬁﬁfimarily come from the .

~r



. employer. the school ‘districe. ~cantr1butions from ‘the teachers"
association ensure anut ffom that body.

e A case can also be made for funding from the’ Mxnxstry who,
thrOugh a program of durriculum change and learning assessment,
are partly “causing” the need for increased 1n-sery;ce educa-
tion activity. . ' . <.

15 the Ministny makes funds fon Ln- Aenvtce education available,

who Ahould .(f.ecuve them' -
. . . [

It would seem louical éhat the agency charged with main-
‘taining angd 1mpro!}ng the quality of education and with implementing
curricular end other changes, i. e., the school district, should
receive any financial support that is, or becomes, available.

Can the pdieces needed for a whoté deliveny process be summanized

in pladin languagei . ] ~S I

, Simply put, what is required first is an assurance that
in-service education ig a priorxty of the administration: if :
it 1sn't forget it, but if it is then what is needed is:
i, Ssomebody to find out what other people want;
ii. some people willing to receive the delxvery,
iii. something to deliver;

iv, somebody to put the package together (this person
«must understand clearly the nature of the people
who will take delxvery and their purpo 8);

V. Someone to make the delivery:
vi. some means for communica;}ng that_dhe livery syster
exists and hbw it works;
vii. . somebody to‘select a time and place;
« viii, _Somebody to look after the operation; and :
ix. some money. to pay for it-all.

Pos tacnipt

We'are only at the beginning. We are only starting to
devise approaches to xn-service education. No one can say
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"with confidence whether the operatign has any 10ng-terh‘fd£ure

or whether it will go the way of the initial teachxng alph‘bet.
One chxng that has become apparent, however, is that the people
who are quietly and thoughtfully gounting small-scale programs

with limxted objectives and involving minimum ‘threat to their

colleagues are probably making the largest contributions -to the
field. s

4 . “

[
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