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FOREWORD

THE TEACHER CENTER AND THE 1980S

. The teacher center, or some similar approach to inservice education--the
specific label used to represent it is not important--that involves all
teachers on a continuous basis and focuses on the ever-changing needs

of them and their students is absolutely essential if our public educa-
tional system is to remain strong and viable in the 1980s. The consepsus
anong rescarchers in education is that the most critical. factor in the -
entire process of schooling is the classroom teacher. These authoritiés
have considerable evidence to show that no improvement or innovation is
possible unless the teachers themselves are closely involved in its de-
velopment and implementation. Yet teachers have generally not been con-
sulted in the development and implementation of new programs and ap-
proaches. The same experts are almost unanimous in their conclusion
that teachers learn far more on the job than they do in formal education
courses. They ~rgue, in fact, that collectively, teachers themselves
are the major storehouse of knowledge about how teaching and learning
take place. Yet teachers for the most part continue to work in isola-
tion from one another and historically have had almosi no opportunity

to share their experiences and successes--their own ideas about- how to
improve the educational process.

Change is accelerating at an accelerating rate. The tlassroom is an
estimated two generations behind the cutting edges of knowledge--and
Lhe gap is daily widening. In some technological fields of study, the
bady of knowledge and practice can change entirely in as few as three
years: There is a great need to prcvide continuous training for all © .
educational personnel in order to keep abreast of these rapid changes.
Yet -there is no ongoing inservice program available to the nation's
teachers which has the capacity to respond quickly and specifically to
thesé accelerating changes. Our society and its governing agencies are
making incireasing demands upon the schools to deal with a growing array
LT public concerns, e.g., special education for the handicapped, voca-
tional education, career education, driver education, consumer education,
bilingual education, energy education, rutrition education, metric edu-
cation, environmental education, multicultural education, biomedical
education, global education, and over the next ten years, at least 100
more. Yet there is no established inservize education system that can
rapidly and effectively provide the kind vy c+off development that 18
needed to ensure the effective implementciion cf this growing list of

"eritical" nedds. , ' .

The teacher center has the capacity to respond strongly to each of these-
highly important challenges. There is now more~than_three year's exper-
ience with the national Teacher Centers Program to show some.of the ways
in which it can best be done. The Program's major mission is to estab-
lish centers which put teachers center stage, involving them more di-
rectly in their own contiruous renewa) &nd giving them the major respon-
sibility for "keeping up," for remaining professionally competent. One
of the conclusions we draw from the study is that given a chance to im-
prove their competerice, teachers will do just that, in droves. Funded

jv £



centers have had real problems meeting the demands for their services
and teachers have volunteered thousands of hours to help make programs
work. These centers draw primarily upon the teachers' expertise--up-
on their proven, practical classroom experience and their commitment
to service. They potentially link the successes of every classroom
with those of every other classroom. The centers help ensure that any
training or curriculum development program in which teachers become
involved will be introduced directly and immediately into their class-
rooms. Almost 50 percent of the activities of the teacher centers
studied, in fact, take place in the very schools in which the changes
and improvements- are expected to occur. The teacher center is a place
of continuous, almost around the clock, training and curriculum build-
ing. New instructional requirements or improvements can be dealt with
immediately. Materials are developed or modified on site--using shared
teacher expertise as well as that of other types of educational consult-
ants. : i

The report that follows tells more about how the teacher center has been
confronting these challenges than any other publication ever written
about teacher-centers. It demonstrates how, with a very modest-amount _
of federal money and an open, flexible Regulation, school systems can
Produce a very. responsive and beneficial local inservice program-that
might not have otherwise been started. It provides specific data about
how 37 of the federally-funded teacher centers have functioned. We feel
certain that few federal programs have produced so much reliable data
about their operation so early in their history--an especially remark-
able achievement in that the process was field initiated and entirely
voluntary. This introduction has used several of the findings to titil-
late the readers. There.is much more exciting stuff in the study. We
hope that you will read all of it and mark up its pages extensively. '
Share your pleasures and criticisms with the authors. Tell them and us
~how we can better present the information--how we can even more power-
fully tell the important teacher center story. Let us know which are
the most useful data--and which absolutely crucial questions we forgot
to ask. Feel free to use the information in this report in any way

- that you believe will be helpful to teacher centering. :

The national Teacher Centers Program staff is deeply appreciative of
the considerable effort put forth by Syracuse -University, the Syracuse
Area Teacher Center, and the 37 participating projects--especially the
teachers and policy boards in those centers--in carrying out this out-

- standing effort. They enthusiastically believe that- thorough documenta-
tion of their evolving projects would provide the best possible basis
for improving the quality of-teacher centers--and for showing others )
how teacher centers work. We espec¢ially thank Sam Yarger, Sally Mertens,
and their staff not only for this excellent report but for the seeming-
1y unending wisdom and energy which they have shown during their extra-
ordinary leadership in teacher center documentation nationwide.

¥ Allen A. Schmieder
Charles J. Lovett S
National Teacher Centers Office -
Washington, D. C. '
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Chapter I :
Introduction to the Study

Developing in the 1970's as an innovation jn teacher ihservice
educatiqn,lthe teacher center épproach was propelled by grass roots en-
thusiasm and leadership from many sources. Teacher centers emerged all
over'America-;as eafiy as 1974 it was estimated that 4500 had already
peen'estab]ished (Schmiedef'and Yarger, 1974). But in spite of a great
amount of interest and activity, when the fedéra] Teacher Centers Pro-
gfam was initially funded in 1978, there was very little information
available to guide the developm&nt of the,G] new projects. There
~were, as one expects with all innovatfons, numerous'testimonies by
advocates and also deta51ed descriptivé accounts by-people.who were
.opefatfng centers. But even considefed co]]ective]y, these accounts
do not provide a context for understanding how teacher centers work.
The purpose of thié study was, quite simp]y.t6 deve105'a solid informa-

tion base about_the federally funded teacher center projects, to begin
to close the 1nformatidn‘gap'bexWeen the high level of inteféét and
activity;in-thg.field and Qnderstanding‘thié new.approach.

This (eport,_the first of a series of periodical reports, presents
- information'whjch was collected between January 1, and'August 31, 1980
in 37 federal tegcher center<pfojéct§.which vo]untéeréd to participéte
: iﬁ.thé study. - The strategy.uSed‘to callect fhis'information on teacher
centers was the_stfuttufed telephone interview;.a total of 2474te1éF'

* phone interViews.Wefe cohductgd by trained.interviewers; Duripg\this
e%ght—month perigd, 190 policy board meetings,Were'documented,.the

utilization of 34 types of defined individualized services and resources
_ . o . :

.
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was recorded and 1659 group activities were completely described, Addi-

tionally, a questionnaire was used to gather structural information re-

garding the orgagization of each of the participating projects.

This informat on base ‘should be most useful to local projects in
better'plénninq/a d managing progkams for teachers. Additionally,
this information can be used to serve several other'important purposes

as well. It can be used to answer questions that are 1ikely to be

, .
~asked at.the federal level when future funding of the Program is con-

sidered and it may also have implications for the future modification
or'refinement of the Prograﬁ regulations. The data should also serve to
strengthen service from both the national office and the states. Further-

more, thé data should prove most helpful in dissemination effortﬁ(at all

levels--federal, State and local. 'Most importantly, this information

‘has the potenfia] of improving practices in" the inservice education of

P .

teachers. . ' ' S

Development qf the 6esign :
- This report is the CU1mination'of activitigs which have been coor-
dinated by the Syracuse Area Teacher Center and which began at the time
the first 6] projects were funded. In Septémbéf 1978, with representa-.

tion from groups with an interest in teacher centers, the Documentation '

' Norking'Group] was formed for the purpose of exploring possible ap-

proaches to gathering information on common dimensions from many diverse

projects. This group met six times to consider which areas of teacher

TThis group included Patricia Weiler from the American Federation of
Teachers, Donald McComb from the National Education Association, and
the Cluster coordinators--Patricia Kay (City University of New York),
Roberta Riley (University of North Carolina at Charlotte), Carolyn Fay
(Indianapolis City Schools), Richard Hersh (University of Oregong, '
Dwain Estes (Education Service Center Region 20, Texas), Joan McDonald
and Joseph Wardlaw (Vallejo, CA Unified School District). '
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center project structure and operation would be feasible and worthwhile -
to document across the many projects. ' -

‘The initial meetings of this group focused on delineating data
needs at the 1océl project level as well as those at the national Pro-“
gram level. Information priorities had to be considered as it became
apparent that choices would have to be made. Data could not be col-
lected which could be used to answer all potential que;tions about
the Teacher Centers Program and projects. In the winter of 1978, cri-
teria were established for determining the specific questions that
. would be the ultimate focus of this study (Mertens aﬁd Yarger, 1979).
Three categories of questions emerQEd.which met these criteria-—
bo]icy board meetings, program activities, staff sgrvices and resources.
These focus areas were conceptualized and described in such a way that
‘the data would be useful in developing and managing programs at the
Tocal project level. Furthermore, they were specifically defined so
that standard data could Be cb]lected across projects and statementé
about the Program, as a composite of separate projects, could be ma&e.

Oncé the three focu; areas were delineated, the Dccumentatjdn
Working Group and-the Syracuse staff shiftedktheir_primary attention
to ]ogis£ica1 matters. A field test was condytfedlto compare the rela-
" tive merits of two data-collection stﬁategjes—;the mailed questionnaire
“and the structured telephone interview. E}ght projeéts volunteered to
partifipate in an eight;week field test in the Spring of 1979. The
- telephone interview was found to be the preferred strategy both from‘

the perspective of the projects reporting data (ease and convenience)
\ . ’
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andrfrom the perspective of the Syracuse staff (accuracy and comp1eteness
of infornation ) (Yarger and Mertens, 1979). :

The larg2-scale study of the federally funded Teacher Centers Pro-
aram was initiated in the Fall of 1979. Thi; was done with the benefit
of raving a firm platform of experience developed during the first year
of the Programx In the first year it had been learned th;t no single
study could address any question that anyone might ask at any time
about the Teacher Center;,Proéram. But it was also learned that by
5Hnarrowing the scope and focusing on the mpst impdrtant areas,ua great .
deal dt va]uab]e-information could be acquired. Probably the most im-

portant discovery was that teacher center people cou]d communicate using

a common language. This represented a major step forward when one con-

. siders that each of the projects had deve]oped in response to locally

' def1ned needs and appeared to be un1que F1na11y, it was also ]earned
h that the quest1on1ng, wh1ch is poss1b1e in a te]ephone 1nterv1ew, :
‘ strengthens the se]f-report strategy to the €o1nt where data wh1ch ap—

j1
,pear to be very re11ab1e accurate and comp]ete can be gathered. The
one year's deve]opmenta] work culminated: in a design for the systematic
collection of a great amount of standard data within the constraints im-

posed by the very limited resources available to conduct this study.-

- .’ Rationale for the*Questions'
The spec1f1c quest1ons, eventua]]y targeted as the focus for th1s
study, weré the survivors of a list that 1n1t1a11y included we]] over
gne hundred questjons that had been posited by peop]e represent1ng

many different perspectives. Each suggested question was ana]yied

o
Lo
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with respecf to what it had in common with the other questions so that
clusters of interest could be identified. This process greatly re-

duced the initial list. Additionally, each question was examined with
respect to whether information could be collected accurately from each

participating project. Cbu]d the question be so precisely defined

that each project would be documenting the same thing? Finally, each

question was considered with.respect to respondent burden. Could it

be assumed that this type of information would be collected accurately

over a long period of time with the only resource available for data

collection being the cohtiﬁuing good will anq interest in each project?
A number of important questions about teacher centers did not

make it through.this'process. For exampTe, all questfons with;réspect

to Costs were eliminatéd. In the field test an effort had been made

- to collect cost data. But the information did not lend itself to ag-

gregation——itiwas definite]y'not'comp]ete and there was Tittle réasén

to be]ievé it was reliable. The field test participaﬁts reported that

. cost per teacher center function was just.too difficult to determine.

Additionally, whereas in some projecté there was a rendenéy‘to paint a
very cbst—éffeétive picture, in others there was a tendency to "over
cost’ a function, right dowﬁ to the pricé‘of_the.coffee.

SéVe}a] questions about pp]icy boards were also eliminated.. For

example, in" the field test an attempt had been'madelto collect informa-

~ tion regarding the involvement. of the various role groups in decision

"making. Not only was this‘information virtually inéccessib]e, there

was specific feedback that this area of guestioning was inappropriate

=N
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and might even be harmfu], i.e., collecting this information midht work
against the development of a sense of cohesiveness within policy boards.
The effort to record each agenda item was also elimipated after the
field test. This item was the biggest consumer of time in the tele-
phone interview and yielded a great deal of information that was im-
possible to aggregate in any meaningful way.

A number of other important questions about teacher centers were
ndt addressed by this study. A’'great number were eliminated as being
beyond the scope oﬁ the study--the resources simply were not available
to address every area of interest. Therefore,‘prierfties were deter—
mined . and the study was narrowly tdfgeted-dn po]iqy‘boerd operations

v

and the actuai.insékvice program_fdr teachers. ‘Additionally, a.number

- s -

of quest1ons re]ated to thesegpr1or|ty concerns were eliminated be-
‘cause there were d1ff1cu]t1es An e1ther co]]ect1ng or ana]yz1ng the
_data they required. On]y those quest1ons wh1ch were 1mportant, re-
lated to the pr1or1ty areas of concern, and cou]d y1e]d ne]1ab]e and
comp]ete 1nf0rmat10n were selected for study - e

Po]1cy Board Quest1ons

The p0]1cy board wh1ch has. been ca]]ed the centerp1ece of the
Teacher Centers Program, must by regu]at1on have ma30r1ty teacher. rep-‘~
resentat1on The po]1cy board is the structure for ensur1ng that
»teacher center clients have a voice in determining policy and in man--
aging the prOJects. The research question-is, Are teachers exerc151ng
their }ight to perticipetenfn projecx'decision making? Te thnineone

indicator of ‘teacher involvement in décision ‘making, attendance by
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role group; at policy beard meetings was documented. Additionally,
the decisions actually made by policy boards were documented., If

the teachers are participating, in what domains of decision making
are’they operating? The data elicited by these two queatioqs-éwho
attended? and, What did they decide?:-yie1ded information which

'should contribute greatly to developing an understandihg of how policy'
=boards operate..

Program Act1v1t1es Questions e

The. po]1cy board may indeed be the centerp1ece of the Program,
but the actua] programs for teachers are what centers are all about.
”If teachers are g1ven a mean1ngfu1 role in. superv1s1ng prOJects what
kinds of workshops, courses and seanars .are. offered7 In order to
answer th1s most 1Tportant quest1on, th1s study addressed several’ spe-.
cific quest1ons What content areas do the act1v1t1es focps on? What
instructional formats are used? Whoare the instri.s s or fac111tators7
, when do the act1v1t1es take p]ace7, and, - How 1ong do they 1ast7 Where
are they he]d? Who dec1ded to offer them7 and Why7 And very im-
portantly, Who part1c1pates 1n teacher center activities? and, Why?

Staff Serv1ce and Resource Questions

Th1s focus area emerged in direct response to feedback From Ppro-
ﬁJect d1rectors rather Tate in the process of deve]op1ng the design.
There was a concern that teacher centers prov1de ass1stance for
teachers wh1ch was not be1ng tapped by the quest1ons geared -to the

" more v1sib1e group act1v1t1es : Interv1ews with project d1rectors h1gh-

11ghted the need to deve]op procedures for collectang 1nformat1on about

S
o
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the suppert systems that teacher centers provide on an ongoing basis
for use by individual teachers. The study was therefore expanded to
elicit descriptions of the many services that teacher center staff
peop]e‘provide for individual teachers (e.g., consultations and demon-
strations) and also of the resources that are available for teachers
-to use without staff facilitation (e.g., make and take supplies and
production equipment). These descriptions in and of themselves pro-
vide valuable insight into a new form of teacher education. The
number of times teachers availed themselves-of each of these defined '
’_ services and resources was a]so:documented.
Simmary

The teather center is,d new approéch to the professional develop-~
ment of teachers. A]thodéh'teaehe? centers vary tremendously, they
~ share a common be]1ef that programs for . pract1c1ng teachers should re-
spond to the needs of teachers as teachers themse]ves perce1ve trem
It is th1s h1gh]y—focused be11ef that. d1st1ngu1shes teacher centers
~ from programs for pract1c1ng .teachers provided by schoo] d1str1cts
and colleges of educat1on Thi's 1s not to say that these 1nst1tut1onaf"
-approaches, wh1ch must address needs generated by many sources, do not
meet the se]f&perceived needs of .teachers. However, this correspond-zi
.ence s1mp]y-0ccurs less. frequent]y ~It is the dr1ve for re]evant,sl
:tred1b]e .and’ read1]y ava1]ab]e teacher 1nserv1ce wh1ch seems to have
prope]]ed the evo]ut?on of teacher centers in recent»yearsy

~ The 1mportance and va]ue of - teacher centers rece1ved recogn1t1on

4

-
~I
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with the approval-qf federal fhnding of.the Teacher Centers Program
in 1978. This Program onerationa]}ze& the most fundamentaf teacher
center belief by requiring that each project be supervised by a pol-
icy board with majority teacher representation. This study reflected
this Program thrust by deve]oping informatioh about policy board
6perations. Is the policy board a viable etructhre for involving
teachers in decision‘makinc about their own'inservice,programs?
Most importantly, assuming téachers'wi]] exercise an important role
in decision making, What types ot'programs reéu]t? These major
questions provided the orientation for this study. This report pre-
sents information- wh1ch should be va]uable to a]] those who have an in-

‘*terest in teacher 1nserv1ce educat1on
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Chapter I1I e

k]

Data Collection and Analysis Procedures

The 89 projects receiving funds from the Teacher Centers Program
1n 1979 were invited to participate 1n the study. Th1rty—seven pro-
jects volunteered to part1c1pate and each made a Lommjtment to collect
specific information according to standard procedures'in;three aneas:a
policy board meetings, group activities and seruices and resources.

Every four weeks each project reported data in a structured tele--
phone interview conducted by the Syracuse“project staff. ‘The data N

reported by the 37 projects (Appendix A) between Januar} and August .

1980 were aggregated and analyzed by the Syracuse project.

Training the Project Documentors
S1nce th1s study re]1ed on a se]f—report strategy, intensive tra1n-;
ing of at ]east one documentor in each prOJect was requ1red A tra1n1ng e
meeting was announced for the day fo]]ow1ng the Nat1ona] Program meet1ng
in Wash1ngton wh1ch had a]ready been schedu]ed for November, ]979 , Fortys Y
nine of the 89 projects accepted the 1nv1tat1on. W1th on]y a few excep-
'nt1ons those tra1ned as project: documentors were proaect d1rectors.

e

The, s1x hour tra1n1ng session was conducted by the pr1mary 1nvest1-

) '~gators and focused on c]ar1fy1ng the research quest1ons and pchedures

"V.jThese were a]so thorough]y exp]1cated in a documentat1on tra1n1ng manua]
L(Appehd1x B) Te]ephone 1nterv1ews were simulated so that the documen-.
:tors would -have an opportun1ty to pract1ce for the actua] commun1cat1on
of data to the Syracuse proaect | ‘

The sess1on also prov1ded training 1n var1ous data co]]ect10n pro-

cedures which cou]d be- used 1nterna]]y by the prOJect documentors 'ATL -

b

3
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though the study required thati each project document the same dimen-
sions cf teacher center functions and use the same units of counting,
there was no intent or effort tp'have each project use the same in-
ternal data collection procedures. For instance, although all projects
agreed to document attendance by role groups at policy board meetings,
no standard procedure was required to gather this information. Rather,
several different approaches were presented in the trainind session.
Project documentors could choose to use one of theSe.brocedures or any
_other whidh was appropriate in terms of efficiency and accuracy. This
was the daee with respect to each of the specific docuhentation queé»
tidns.- | | |

~Training ‘the Te]ehhohe Interviehere Y

Staff members fr0m the Syracuse prOJect were tra1ned to record

' .(dur1ng te]ephone 1nterv1ews) the 1nf0rmat1on co]]ected by each of thej

'prOJect documentors These 1nterv1ewers rece1ved essrnt1a]1y the same
tra1n1ng as’ the prOJect documentors but with much greater 1ntens1ty

'Whereas the proaect documentors on1y needed tra1n1ng in what to: docu-

¥

ment h0w to cn?lect and prepare 1nformat1on and how to part1c1pate 1n
'a_the 1nterv1°ws, the te]ephone 1nterv1ewers had/to be. tra1ned to ask
. quest1ons that wou]d e]1c1t comp]ete and accurate 1nformat10n They

part1cu1ar]y needed.1ntens1ve tra1n1ng in prob1ng techn1ques’ Al-

<t

vthough in most 1nstances ‘the 1nterv1ewers were tra1ned to record verb-

| at1m the 1nformat1on presented by the. prOJect documentors, they a]so _\

B

. _ had to be tra1ned to. probe terms wh1ch “have multiple or unﬁlear mean- .

/
“ g
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ings. For example, in discussing motivators "professional advance-
ment” in some projects neans (b2 salary credit is available for par-
ticipants but in others it wimply means that professional interest is
the motivating factor.
The'interviewers developed facility in understanding the fanguage
likely to be useddbywprojectVdocumentors by listening to tape record-
_'ings of interviews conducted in a field test. Once the 1ntéé9{éwe;§’
were comfortable with the process .and the substance of these inter: ¢
views they received training 1n record1ng 1nformat1on The inter~’
‘v1ewers spent many hours listening to the f1e]d test tapes and re-
cord1ng the targeted 1nformat1on The descr1pt1ons wr1tten by the‘
: 1nterv1ewers were then cowpared for congruence to those written by ‘the
1nterv1ewer tra1ners Before engag1ng ‘in data co]]ect1on, each 1nter-,‘

™ i

'v1ewer estab]1shed re]1ab1]1ty by perfect]y record1ng 1nformat1on from

o

three f1e]d test tapes that had not been used 1n "the tra1n1ng process

A]though“—he interviewers " ece1ved r1gorous training, there was

gl

concern that they may not have been tra1ned to understand all thn lan-

o

~  guage wh1ch ‘might be used by the prOJect documentors "The even greater :W

risk was that they m1ght record 1nformat1on pass1ve]y, 1 e., w1thout ‘

adequate prob1ng.~ Therefore once data co]]ect1on “From the 37 pro-

. :
jects began,each!1ntery1ew was tape recorded. This occurred with the

~

-consent of*“the project‘documentoré It was therefore possib]e for the
1nvest1gators to check the wr1tten records ‘with the actua] 1nterv1ews

. If any gaps or. poss1b]e confus1on were ev1dent the proaect documen-

~
AN
~.

\\\\tors were re1nterv1ewed to ensure c]ar1ty So, a]thouqh the 1nter-

vfewers were 1n1t1a]]y trained to” cr1ter1on, the 1nterv1ewer tra1n1ng
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was actually continuous throughout the data collection period.

Data Collection

It is important to underscore that project participation in this
study was totally voluntary. The project representatives were assured
that their participation in the Novenber training session in'no way -
committed them to thecstudy. Although participation in the training
was required for projects cooperating in the”study;;projectswcou]d
definitely choose, after training, not to participate. So as to emphas1ze
the voluntary nature of the study, the Syracuse staff d1d not 1n1t1ate
any contact w1th the- prOJects after the tra1n1ng meeting. PrOJects
were told that if they w1shed to become 1nvo]ved they shou]d 1nd1cate :

their comm1tnent by subm1tt1nq a]engthy, in- depth quest1onna1re, the

‘.

8

”One T1me On]y Report (Append1x C)-—1 e., they wou]d not be cons1dered

[N

as part1c1pants until the quest1onna1re was actua]]y rece1ved in Syra— ;

cuse. Seventeen of the* 49 trained prOJects subm1tted the1r reports

'and thereby expressed the1r comm1tment to the study w1th1n four weeks. -

of the tra1n1ng Another 13 prOJects joined w1th1n e1ght weeks. ¢uThe,
other seveh projects, wh1ch eventua]]y part1c1pated 1n'the study, suh— Al .
m1tted the1r One T1me Only Reports aver the course ‘of the next six

months Due to the staggered entry of the 37 proaects into" the study,~

more data were co]]ected from some prOJects than from others over he

\ e1ght month data collection per1od The data preSented in th1s report

'represent the six- -month equ1va1ent of 41 prOJects (247 prOJect re-

ports d1v1ded by 6 months).

4~Pr1or to the 1n1t1at1on ot data co]]eqtion; each project docu{;

at“J . ~’_H1 .
L=
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“mentor was interviewed-hy one’of the investigators to clarify details
of the One Time'On]y Report. This written Report and the follow-up
interview yijelded structural information which prpvided a context for
interpreting the data to be collected in the study. This interview
also provided an opportunity for the project documentors to question
the investigators with respect to any deta1ls of the study. Very
1mportant1y, it prov1ded an opportun1ty for the investigators and the-

»progect documentors to estab]1sh personal and profess1ona1 rapport.

nAdd1t1ona1]y, the 1nvest1oators deve]oped whatever special Togistical

arrangements would be requ1red to fac1]1tate the data co]]ect1on‘from
,tf}each‘project,ng.g.,'schedu]fng the telephone “interviews for reporting
- data: On the average, one hour was required to conduct these inter;.
views. - - a )
| The te]ephone 1nterv1ews for data co]]ectﬂon beqan one month
<after these 1ntroductory 1nterv1ews and were conducted hy two tra1ned
"1nterv1ewers Each proaect documentor was contacted by te]ephone on a
regular, pre determ1ned schedu]e Each 1nterv1ew was conducted accord—
,9 ing to pr0cedures for which both the prOJect documentors and the inter-
‘ ,v1ewers had been tra1ned They took an average ‘of 35 minutes to com- |
p]ete Each 1nterv1ew focused on project funct1ons in- the three tar-
get areas of th1s study--po]1cy board meet1ngs, group act1v1t1es,
"rstaff services and re50urces - ”‘ -
| Every effort was made to keep the periods of data col]ect1on
exact]y four weeks S0, thatzthe 1nterv1ews cou]d a]ways take place on ‘,‘

the same day_of the week But some f]uctuat1on was 1nev1tab1e A

v.SCh001 Vacat1ons, part1cu1ar1y summer, made it 1mposs1b1e to ma1nta1n
"

)
A~

.
Lo
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this strict schedule. Also problematic to the four-week schedule
were the special needs of certain projects. For example, a few pro-
‘ jects had an internal need to keep their records intact by months

rather,than'by equal four-week intervals. Most of the f]uctuations

from the schedule were minor and did not affect the design of the study.

The lesser amount of summer programm1ng was accounted for in the data

rana]ys1s by considering Ju]y and August as one data collection period.

e ,"D_ata Ana]ySi,S‘.,_

The investigators had thoroughly studied the data elicited by

the field test and had some expectations as to the nature of the data
mth1s study wou]d e]1c1t gut' they were also very-aware that, in the
'.e1ght week f1e]d ‘test conducted in only e1ght projects, the ful] '
range of teaéher act1thy had probab]y not been tapped Therefore,

'the 1nterv1ewers were tFained to- rec0rd the proaect reports verbat1m !
frather than by categorles of ant1c1pated response Th1s made a content
ana]ys1s of the data essent1a] Th1s 1n1t1a1 ana]ys1s of the data was .
de]1berate]y forestalled unt11 over 500 4escr1pt1ons of act1v1t1es, <

-

-'\00 po]1cy board meet1ngs and 30 d1fferent examp]es of serv1ces and

n

) resources had been recorded The ana]ys1s was then performed by the in-

vest1gators and the categor1es for data analysis. were gradually de~

ve]oped over a three- -month: per1od 1n Spr1ng, 1980.

Concurrent]y, the 1nvest1gators worked w1th a' consu]tant to de- -.

ve]op a computer program for ana]yz1ng the dataw The deve]opment of

the categor1es and the computer ‘program were comp]ementary ,The

R
&
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eventual product was a computer program deve]oned for the express
purpose of analyzing the data that had actually been collected from
teacher center projects. The advantage of engaging in the content
analysis concurrently with developing the computer program is that
any adjustments required for data treatment were made in the computer
program rather than in the definitions of the substantive categories
for data ana]yeis. |

Training the coders. S

" The data were coded for eventual computer ana1ysi§ by two coders

“trained by the investigators. The -training manual used is included

as Appendii D. After 26 hours of training a test of coder aéreement

was performed Theepercentage of agreement between coders in ana]yz1ng

the substance and. type of 21 po]1cy board dec1s1ons was— 83 percent.

: “The percentage of agreement~1n analyzing 53 activities across 12 qod1ng
o LR L ' S s - .
categories was-91.3 percent with a range of 79 percent (role group of

facilitator) to 98 percent (type of evaluation used) (Figurebl),

. - : . : : - . . : '
B u o .

Content focus, on instruction of children - : ) L - 81%

Content focus on professional development o o RN T 92%

Instructional process ST, S T . -90%

W[lere hed . -

‘, ) . S 92%7

When offered ‘ _ s S . 87%

Role group of fa?:ilitator . : c 79% .

Participation incentives . . ’ ‘ '97% -

" Method of announcezlent o ' : .‘ e S L 96%

' Eyaluation process ' . ' : . ; 98%

- Who decided to offer . : ' . 79%

- Why-activity was offered ) R . 83%

Number of participants by type ' ' o : » 91%

- . .10% - 20%  30%  40%  S0%  60%  70%  80%  90%  100%

15Y7:9
belit

N , .- :
‘ : o Figure 1. Percentage of coder agreement in-
S A . codin the act1v1t1es data.

ERIC' * oo+ + 0 7 = . coding
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It was not necessary to establish coder agreement in coding service and

resource data s1nce the only information considered was‘the number of

& N

times each was used (i.e., frequency counts).

<« T~

Data processing

The cod1ng began in Ju]y and was comp]eted in September “Alto-
~gether, the cod1ng took about 100 hours to complete. After computer
processing, .each of the 37 participating projects was immediately sent
a computer printout_of the data it had'contrjbuted_to‘this study. " In-

the three-month period which followed the distribution of the printouts,

. only one project reported‘any coding error. The error was a repeated
~error in one category and therefore was eas11y corrected W1th the ’

(assurance that the data were accurate, the 1nformat1on subm1tted by the

4

h““'37 proaects was aggregated. ,‘l~ . _ ‘_ Do L _a'

.r\L:

The data wisll be presented in the form of frequency counts, per- »
,centages, and where appropr1at s means, standard dev1at1ons, and med1ans{

V1sua1 1nspect1on of the data demonstrated frequent pos1t1ve skew1ng ;

p w1th great magn1tude In cases where th1s occurred, 1t 1s noted and :

.med1ans are emp]oyed as the most appropr1ate measure of centra1 tendency.

_ S Summary ‘,‘in
: Th1s study evo]ved from and is ref]ect1ve of the rea] wor]d of
“teacher centers The des1gn was deve]oped over a per1od of time w1th
essential input from peop]e actua]]y operat1ng teacher centers Th1s

o’ fud

approach to developing the des1gn was prescr1bed by the vo]unteer na--

A

ture of the part1c1pat1on However, a case can and probab]y shou]d be.

B3 r Ler v JCIN N & ¥ Lt . el
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\_ made that th1, approach is an exemp]ar for prepar1ng studies to re-

search teacher education, a field that is less than prec1se1y under-

Tg stood.-

-

T~ _Within. th1s context the pr1m=ry investigators developed -and

-~

1mp1emented\an 1ntens1ve training grogram for volunteer proaect docu-~
5

| menturs. The traimipg enabled the 37 field based data gatherers to -

procure'accurate~descrtpt?Ve\information focusing on;po1icy boards,

program act1v1t1es, and program se\V1ces and resources.. The proJects
reported data to the Syracuse proJect every ur weeks in structured
telephone 1nterv1ews conducted by tra1ned 1nterv1ewer ~A tota]ﬁof_ .
247 1nterv;ews were conducted. : Sf\\\\\f\\\*n C

" The te]ephone 1nterv1ewers were. trained to record the 1nformat1on

prov1ded by proaect documentors and to ensure that all the necessary
- 1nfdrmat1on was qathered S0 that data needs could be met. This fre-
quent1y~requ1red c]ar1f1cation and prob1ng‘quest:ons,rall-performed
| w1thout regard to a common "research" language.
F1na11y, .coders were tra1ned to trans]ate the spec1f1c data into
a format that was amenable for data process1ng and ana]ys1s. At this
transiat1on po1nt the prec1510n of 1anguage became 1mportant " and the
thoroughness of both the proaect documentors "and the telephone inter-

" viewers was tested, 5Tra1ned coders no matter how precise their

: sk111s, can perform 10 ‘better than the data that are available to

them. . ;$ .

This report wil1'pre§ent the data in a-descriptive"format. Ad-

te

o



- 'ditionaliy, summariesbwill be provided and inte;pretive statements wi]]

rbér%ade The last chapter-w111 assess the meaning of these data, and |

-;{f _.prov1de 1ns1ghts that the- 1nvest1gators have developed, not on]y as a
- re5u1t of ana]yz1ng the data, but also from work1ng w1th teacher cen-

-ters for the past two-and-one-ha]f years.

0,

D




Chapter III

- The-Policy Board

The.Teacher Centers"Preram was 1egis]ated and funded in recog-
nition of the need for specif{c resources for the professional de-
velopment of practicing teachers. A]thoughFeistritzer=(]980)'has
reoorted that 43 federal programs provide financial support for in-
service education, the Teacher Centers Program stands out in that
training teachers is its primary focus rather than.a means to achiey-
ing other goals. The Teacher Centers Program is unique in that it
suppi:rts the prem1se that funds shou]d.be spent to support programs
that address needs that teachersethemselres_nave identitied being im-
portant. The Program regulations operationa]izelthis oremise by re-
quiring that each project be supervised by a po]ic} board that has
majority teacher representat1on with lesser representation from schoo]
adm1n1strat1on and 1nst1tut1ons of higher education |

Th1s study was des1gned with a spec1a] interest in pﬁ\\cy boards
During the e1ght-month period of data co]]ect1on, ]90 policy board :
meetings were documented. The quest1on was asked, Do the po]1cy boards
provide an effective mechan1sm for 1nvo]v1ng teachers in dec1s1ons re-
garding their own profess1ona] deve]opment? Data were co]]ected with
respect to frequency of po]1cy board meet1ngs and attendance by role
group. .

‘The substance of 990 decisions made at ]90 po]1cy board meet1ngs
was recorded and analyzed. By regulation, po]1cy boards were given - .

superv1sory power," or the author1ty to set policy and determine ap-

propr1ate manager1a] act1v1t1es not proh1b1ted by state or local Taw. |

© 2
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This study gathered<information to examine how the concept of'super-
visory power is actua]fy being translated at the local project level.

The. po1nts of trans]at1on studied were the actual decisions made by

'
-

- the po]1cy boards : g .

Part1c1pat1on in Po11cy Boar Dec1s1on Making

Teachers enJoy much more than a s1mp1e‘ma30r1ty of membersh1p on _
policy boards (Tab]e E])s Across the proaects stud1ed 65 percent of
the po]1cy board members are teachers. _ A

The average‘po]1cy board- has 20. 9 members “Although schob] ad-
'min1strators are we11 represented w1th A mean membersh1p of 4.6,

o

teachers predonnnate w1th a mean membersh1p of 13 6 or with about a

c S

_three to one marg1n over:, adm1n1strators._ There tend to be more ele- -
:;}fimentary teacher members than e1ther secondary-or spec1a1 area teachers
and more centra] off1ce adm1n1strators than bu11d1ng pr]nc1pa]s
| The 1nvo]vement~0f h1gher educat1on 1nst1tut1ons is cons1derab1y

v

1ess than that of e1ther teachers~or schoo]iadm1n1strat1on The mean

) membersh1p for h1gher educat1on, 1 5, 1s on]y s11ght]y higher than that
of a]] the other const1tuenc1es:comb1ned These groups in comb1nat1on (e.qg.,
parents, paraprofess1onals and state educat1on representat1ves) con-
tr1bute on the average on]y 1 2 members to ‘the po]1cy anrd
- In on]y one prosect 1s the d1rector of the teacher center regarded

'as a vot1ng member of the po]1cy board ° However, teacher center staff .

_‘;are expected to attend pol1cy board meet1ngs 1n a]] but one prOJect

T 8.
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The chairperson_of the policy board: is in almost all projects a
classroom feacher.(Table E2). There are few exceptions. In one
| project a school adminiétrator chajrs the board; in another, the
higher educatidn representative is the chai%pe}sbn. This respon-
. sin]ity is shared by a teacher and a school édministr;tor in one pro-
= ject. One pz?ject does not have a chairperson but relies on
the director to convene and conduct the“meetings;
. Thirty-four of-thé;37 projects have established standing commit-
tees to facilitate policy board_procegses by addressing_Tong-term,
c]ear]y;defined purposes ~ The. typical policy board has 3.8 standing
conmttees (Table E3) Committees are most 11ke1y to bi established
to work on programm1ng--over 60 percent of the policy boards have at
"least -one standing committee for ghe.purpose of making program recom-
mendations (Table E4). 'Eight of the;pbliéy boards have more’tﬁan-oﬁg .
programming committee which deai with different aspeCfs of the program.
Also 1mportant are committees wh1ch dea] with budgets or finance. |
Over 45 percent of the po]1cy boards have this type of committee. 1In
a number of cases the budget committee has control over the funds that
support the p;ogramsithat'are offered. Forty pe}cent of the po]icy' '
ML ~ boards hévé conmittees for deé]ing with evaluation concerns. Another :,.
| 40 percent have committees estab]ishednto handle communications and
public-relations. . - |
Most policy boards meet once per month (Table E5). But a few boards

meet bi-morthly or every 3 months. In more tham half the projects re-




]easé'time fs available so that policy board members,can meet durihg
the school day (Tab]e EG); But, in fact, release time was not régu-
lér]y used fﬁr this purpose. Most of the;meetings,were held either .
after school (42.1%) or in the evening (27.4%). Only 30.5 percent

" of the meetings were held during the school day wheﬁ release time
would be reguired (Table E7). The average ﬁo]icy board meeting lasts
two hours and 30 minutes (Table ES8).

That teachers take an active role in policy boérq matters is sug-
-gested in the attendance data (fab]e E9). Although teachérs contrib-
ute 65.0 percent.of the membership, they contribute 71.6 percént of
the attendance at meetings; Put another way, of all the groups repre-
sented on policy boards, teachers are most consistent in their attend-

ance (Figure 2).

.

Figure 2. Policy board meetings: percent of
.. total attendance by role group.

Dy
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~The average total attendance at 190-po]igy~ooard meetingé wae
12.3 (Table £9). Teachers had a mean attendance of 8.8 members,, and
administrators had 2.1. Representation from higher education insti-
tutions and other groups averaged 0.8 and 0:6 regpectively.
Summary , . . ', -~y
Po{fcy boards are ratoer large governance: bodies with the average
board having about 20 voting members. The typica],po]icy-board is
composed of 13 teachers, four school district administrators, one
higher education representative and one'representative from one other
group, e.g., a parent., Additionally, io‘all but one_project,.teacoer
center staff are expected to attend policy board meetings.-." : |
fmegpolicy'board appears to be a viable structure for involving
‘ teacﬁers in'project decision making. Teachers enjoy more than simple
majority representation on' the policy ooardé Furthermore, teachers
are more likely to attend policy board meet1ngs ‘than representat1ves
from any other ro]e_group. Also important is the fact that, with only
a few exceptiohs, a classroom teaoher_servee as the po]ioy board chair-
person. | |
 Most po]1cy boards convene once per month after school or in the
evendng and meet for about two and one-half hours. Add1t1ona11y, with
only a few e§cept1ons, the_po]1cy boards:haye estab]%shéd,standing
.committeeé which meet régu]ar]y to address'c]ear1y defined purpoees

- Most policy boards seem to have recogn1zed that meeting for a coup]e

hours per month is s1mp1y not enough t1me for adequate proaect super-

o
o

~
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vision. The typical policy board has four standing committees and
these are most 11ke1y to have respons1b111ty for making recommendat1ons

regarding the actua1 program for teachers.

_ Focus of Policy Board Decisions

Dur1ng the data collection per1od, 190 po]1cy board meet1ngs were
| documented At these meetings 990 d1fferent dec1s1ons were made for
an average of 5.2 decisions per meeting (Tab]e’Elo). The greatest
number of these decisions, 40 percent, focused on proJect management
'concerns (Table E11). But policy boards also act1ve1y involved them-
selves in dec1s1ons regard1ng the program for ‘teacher center c11ents
One- th1rd of the dec1s1ons focused on the program offer1ngs and serv-
ices for teachers: Interest1ng]y, more than_one-quarter of the deci-

sions were concerned with internal policy board matters and operations.

Project‘Management Decisions | |

-» Project management deciSions are‘those which are required to
-operate‘the project These dec1s1ons should be considered prepotent
' to those which are made with respect to the actual program of offer--
ings and services. for,teacher center clients--there simply can be no

program if management concerns are not addressed Th1s 1mportance
was underscored by the fact that 40 percent of the dec1s1ons were 1n
W the management doma1n Four categories of management dec1s1ons were
identified: grants and other sources of support, personne], coord1na-

t1on/commun1cat1on and equ1rment, mater1als and facilities.

Moy
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Grants and other sources of support. Policy boards made more

decisions with respect to grante,and‘other sources of support than
with resbect to any other management concern. Thirteen percent of
al]}decisions focused on either soliciting and/or managing noney.
Examples of these decisions included-- '
e To submit a grant to the Teacher Center Exchange
e To transfer -$50,000 from "equ1pment" . ]1ne item to
“travel® and “outs1de consu]tants."'
e To: approve the resubm1ss1on proposal: -
* o To have the D1rector prepare a line 1tem budget for a]]
the d1fferent accounts.
e To give the D1rector the author1ty to negot1ate the
budget and to cut the budget where necessary
Policy boards reported 131ﬂdec1§1ons concerned with sol1citation or
" management of funds; of the;e;\gljghtlg-more-than"haif“were specific¢ -

[

aj]y related to the Teacher.bentere\ﬁrogram; But a con;iderable number,

only slightly less than ha]f"dea]t with fundTng from other sources;ﬂ”:fV'

such as the Teacher Center Exchange and T1t1e IVC (Tab]e E13) '
Personnel. »Us1ng frequency of dec1s1on mak1ng as an 1nd1cator of

~policy board pr1or1t1es personne] is a matter ‘that.closely fo]lows '

soliciting and manag1ng monies in 1mportance A]most 12 percent of .

-all. policy board dec1s1ons focused on prov1d1ng d1rect1on to and han-ydod

ag1ng peop]e paid for services to the_teacher centereprogecta-1n- ,

cluding full-time and part-time staff as well a§ putside cdnéujtants '

§
.k
-
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(Tabie E12)." Examples-of personnei decisions included--
! Q To finish Director's evaluation by the next meeting.
e To repJace the terminated staff member with contractual

consu]taﬁts o _ -

. 070 pay teachers who wark at the Center $5 an nour :

'ro To approve the staff requests for vacat1on t1me

'o To accept the po]1cy for teacher center staff compensa-
tory t1me _ o

Teacher center po]icy‘boards made a number of decisions in the area

/. of personnej. This suogests that teacher center projects are func-

,tioning in an area of decision making that has tradﬁtiona]]y been

t1ght1y contro]]ed by the 1nst1tut1ons, i.e., school d1str1cts and

1nst1tut1ons of higher education. ) ?\ |

u

Coord1nat1on/commun1cat1ons with other agencies-and institutions.

o

In® manag1ng their proaects po]1cy boards made a nUmber of dec1s1ons

1nstftut\ons (Table E12) These dec1s1ons addressed the c1rcumst'nces

''''''

under wh1ch\pro3ects m1ght 1n1t1ate or. respond to commun1cat1ons

A \ !
'spond to requests for cooperat1on:\_Examp1escof these dec1s1ons in-
| cluded-- o ‘

° To develop criteria for support1ng courses proposed to the

Center by co]]eges in the service area.
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- tendance of teacherslfrem outside the 'service area at
Center funct1ons

“n To share the cost of the Glasser workshop with the school
district. ' ’ |

® To provide 1ogistical'support fo; a doctoral student do-
ing a dissertation in the district. ) - )

¢ - e To talk to the state about using $5‘COO of the technical_'

-assistance money for p?OJect eva]uat1on

ggu1pment mater1a]s and facilities. Perhaps the most v1s1b]e

dec1s1ons po]1cy boards make dea] with estab11sh1ng and maintaining
the teacher center s1te - These dec1s1ons, however, are not numerous,
account1ng for on]y 5 percent of all. dec1s1ons N Examp]es 1nc1uded——
(] To deyelop a policy concerning an equipment use fee.
e To appoint a cbmmittee to purchase new materials.up to®
$3,500. o '
® To lease rather than buy a copigr:-

[

o To investigate the possibility of Obtaining a mobile upit.
ar N N N \

® To’buy a micro computer.

' S Suhma?x Policy boards are c]ear]y operat1ng in the area of pro-

E
°

Ject management Fprty percent of the policy board dec1s1ons were fo-
cused in this domain. ‘As depicted in Figure 3, most of the prOJect '
management dec1s1ons focused on €ither -soliciting/managing grants or
- peksonne]. A”number o decisions, however, were concerned witn ex-

tern 1_communjcations and facilities.

o
d
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Program for
Cilents 33% C

Project
Management
Decisions 402

Policy Board
Operations 9

Figure 3. Focus of policy board decisions
with respect to project management.

Program Decisions

Thirty-three percent of fhe decdsions focused on the program for

. teacher center clients (Teble E14). Five categories of'brogram‘deCi-

- sions were delineated: determination of the program, professional de-

ve1opment resources, travel, needs assessment and evaluation, and To-
gistigs of- programm1ng : . o

© . _
Determination of the program. Using number of decisions made as

an 1nd1cator of policy ‘board concern po11cy boards are c]ear]y in-
}ﬁ_terested in- dec1d1ng what the“orogram is going to be About\ten percent
of all decisions pertaified to. determ1nat10n of the Program (Tab]e E14).

Po11cy boards are concerned with the broad program goa]s and ‘are also

38
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involved in deciding the focus of‘spec1f1c offerings. Examp]ee 1nc1uded--
e To offer a-course, "Clinical Teaching."’ )
e To appo1nt a committee to plan a precision teaching c11n1c for
summer.
e To invest1géte the GATE pnegran
e To. 1dent1fy and ‘train a 1anguage arts resource team.’
. To ho]d,a/maaor conference on bas1c skjlls next Spr1ng

Profess1ona1 deve]opment resourges. Policy boards are also .involved

in decisions which neiate to opportunities and resources for individual |,
teachers. CleSe to 8 percent of all po]icy‘Qoard decisions regarded
the support or facilitation of teachers engaged in independent profes-
siona].deve]opment work (Table E14). Examples included--~" |
.o TO provide tuition reimbursenent@for three teachers taking
a university course on gifted chi]dren.n' | o
o To fund-the 20 mini-awards recommended_by committee.

é

.o To award a $35'§tipend to teachers who attend the main-
stream1ng conference A * '
. To ~adopt the policy that tuition re1mbursement will be® pro-
vided only if the teacher agreés to‘share what was learned.,

e To discontinue the mini-award program because qf'the budget E

>~

cut.
| Tkeve]. One might argue that travel decisions should .be subsumed .

under "professional development resonrces.“.iHoweven, because of their

o
LD
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¢
prevalence, travel decisions were' considered as a separate area of
t 1

decision making. Included in this eategory were all decisions made‘
w1th respect tp~trave1 for anyone connected w1th or served by the pro-
. ject for any reason. It is likely that po]icy boards made so ‘many
travel decisions (6.5%) because of budget 1mp11cat1ons (Tab]e E14).
Examples included--"
o.To send one teacher to the microcomputer conference.
® To set aside $1,500 for conference attendance '
° To send two peop]e to the Cluster meet1ng |
e To pay registration fees for teacners attending the Global
Education Conference.
e fd deny_the request.to support a project representatiye
at the Washdngton meeting.

: L
Needs assessment and eva]uation There was much 1ess policy board

~interest in th1s comb1ned category which tapped all decisions made w1th
frespect to any systemat1c data co]]ect1on on the project. Only 4 per-
cent of the decisicns were coded in th1s area of dec1s1onnmaking (Table
E14). Examp]es included-- o ' , . _ .
| . To cooperate w1th the Syracuse proaect in the Program: doc-
' umentat1on effort e — |
e To write gu1de11nes for gathering data from school super-
. intendents.. » _'< sy |
e To spend $5'000'for'eva1uation |
_o To review the process for needs assessment of the h1gh

-

school teachers

3




@ To accept the needs assessment survey form

_Logistics of programming Teacher center policy boards also make

i o
few dec1s1ons regarding the 1091st1cs of runn1ng programs., Only 4 per-

cent of the decisions were made with respect‘touhow the program offer-
ings would be implemented (Table E14). Examples included--
e To require teachers to pre-register for all courses and
workshops ‘
e To cont1nue programm1ng throughout the summer.
o}Tv hold an Open House October 1 from 4.00-7.00.
® To approve the lists Ef presentors presented by the.%
Direétor for-May workshops. ' -
e To change the dates. of thé'fi]m series
Obviously, many 1ogist1ca1 decis1ons are being made in connection with
f_offering programs for teachers. One can probab]y safely assume: that

4

these decisions are being made by teacher center staff or standing¥
-committees rather than by p011cy boards. JL _ ‘ ;. ,
| mmary. About one third of the po]1cy board dec1s1ons focused

on program deve]opment and delivery. As 111ustrated in F1gure 4 pol- .
icy boards are invelved:in determ1n1ng the pregram Po]1cy boards

also make a number of decisions to establish and a11ocate resources
which can be used by 1nd1v1dua1 teacher center c11ents These decisions -

are often re]ated to travel, Po]1cy boards are 1ess invelved 1n needs

assessment/eva]uat1on matters and the 1091st1cs of program de11very
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Policy Board
Operations
27%

Figurél4. Focus of bb]igy board decisions with
o respect to the program for clients.

P

Summary of Decision Areas

“Five decisions are made at the typical policy board meeting. It
is in making these decisions that poiicy boards are operationalizing
the concept'of supervisory pdwer: Policy boards are operating in two
distinct areas of project supervision: they are making decisions re- ;
_garqiﬁg prbject management as’ well a; the program for clients.

Policy boafds operate most frequentiy in the area of projeqt man-
agement; These'decisions should be considered prepotent to those .which

are made in respect to ‘the actual program of offerings and services

-
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for teacher ‘center c]ientgf-fhere'simpTy"Fén be no‘progfam.if'maﬁégel L
ﬁent concerns are not aadrgsse¢. Po]icy-boaqu arelvery active 16‘ ;
financial affairs, making a nhmbef of deciéions with regard t& either
soliciting or managing operétiona] funds. They make almost as many
decisions with regard to personnel matters. The ﬁigh level of activity
in these two areas, finance and personnel, suggests that bb]icy boards
have succeeded in working cooperatively with their host institutions.
Certainiy; if pp]icy.boards nad not been accepted by their granfees,

L this type of ‘decision making would not have been possible. .

In managing tﬁe projects, policy boards have also paid attention
to,communicating and coordihating with externgl groups and institutions.
This interest in iookiﬁgubeyOnd their own boundaries can on]y.help the
cénters_in the future as they work toward long-term acceptance and
support in their regions. | " |

‘Also with respect to proﬁect mgnégemeﬁt, 5611cy boards do not
appear to have become consumed with the detaf]s'of project housekeep-
ing. Wgre this the case one’wou]d have.excepted a number ofbdecisions-
related to the mginfenance of&tﬁé teacher center faci]ity; the most ~
visib!e dimension of project management. But only five perce;t of all
the decisions regarded physiéa] maintenance concerns. Policy boards
are définite]y much\ﬁore active in the areas of finance, personnel and
comﬁﬁnica;ions with external groups and institutions.

Po]igy boards make fewer decisians with reépect to the program
for clients thaﬁ,with regard to project'management.\'ln the program

area, policy boérdé hayé two definite interests. fhey are concerned

“

)
VS

A



-35-

.

“ 1._;&1th determ1n1ng'the program that will be offered. Also, po]icy"boards

focus on mon1tor1ng the resources for 1nd1v1dua1 profess1ona1 develop-
‘ment activ1t1es, particularly with regard to trave] |

Po]1cy ‘boards are far less active 1n addressing the 1og1st1cs
of programming. This suggests that the bulk of logistical decisions
are being made either by the teacher center staff or standing commit-
tees.

Thgre was also very little policy board activity with respect to
needs assessment and eVa]uqtion. Other data collected in this Study
(see Chapter V) suggest that, once:teacher center projects are funded,
needs assessment is continuous and engaged in by staff as they work
informally w1th teachers Thié may explain the lack of policy board
interest in more systematic needs assessments. U

The lack of policy board activity in evaluation is more puzzling.
The fact that”40-peﬁcent of the policy bnards have standing committees,
forAthe express purpose of add%essing eva]uatiop, would lead one to
infer that policy boards have a"priority on evafuation. 'But this in-
ference is not supported by the data on decisiops. Policy Boards
simply do not address eva]uét1on with any frequéncy. It may be that
evaluation has not become a serious month-to-month concern at policy
board meetings. It is known (see Chapter V) that.most of the separate
group activities are evaluated. Probably these activities are gen-
era]Ty positively received--cfeating the.sense that‘everything is .

going well. Systematic, long-term evaluation may not be an issue in
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the typicaifprojéct. Additionai]y, this -type of eva]uatioh probably
requires financial resources and expertisé that are not readily avail-
able -in the average p}oject.

Tyhes of Policy Board Decisions

As i]]uétrated by the examples presented, not ail policy board

decisions are of the same order. K’number were broad, sweeping deci-

[

sions with the potential of having a hajor and sustqining impact on
the direction and scope of the project. Of the 990 decisions ;eporfed
and analyzed, about 40 percent'were of th{s type and were categorized as
‘fpolicy/supervisory." An é]most equal number.of decisions were very
narfow, affecting oﬁ]y gnebinstance of project management or program
de]ivery. These were concerned Withowhat'might be considered day—to—‘;
- day busfnesél -matters and were categorized as "administrative."

The remaindgr_gf;the decisions (2023%) were "Prc;edura]," concerned
von]y with moving things a]onguand were almost exé]ugive]y made with |
respect to conducting policy board business meetings (Table E15). -

Policy/Supervisory:Decisions:

JFive different conventions were used to distipguish po]iéy/supéri
visory‘decisibns. One, decisions ﬁroviding guide]ihes wifhin which
specific fu#ure decisions-can be made were included, e.g., to provide
‘more programming re]aEed to the g;fted and ta]ehted. The second in-
-c]uded decisions concerned with isolated mafters of greatymagnitude,
e.P:, to spend $5000 of the technical assistance money fdrheva]uation.

, Three, decisions which were intended to set the direction of a project

i
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were included, e.g., to work with the district in app]y1ng for funds

under Title IVC. Four, dec1s1ons were 1nc]uded Wh1ch were 1mportant
and could be made only by ‘the officia]]y const1tuted nol1cy board,
e.g.,'Eo aud two more teacher members to thehpolicy board. And five,
included were decisions that were in the policy board's domain of in-
tef?st butvwere delegated, e.qg., to give-the~Director'the authority
to negotiate the budget and cut where necessary. | A'

About 40 percent of all decisions were in the po]1cy/superv1sory.
“ealm Most of these (22.4%) re]ated to project management Fewer
“were made in connect1on with program (8.8%) and po]1cy board matters
(7.9%) (Tab]e E16)." Examples of po]icy/superv1$ory decisions, related
to prOJect management 1nc]uded-- | o

e To subm1t a proposal to the Teacher Center-Echange (grants).

. To approve the resubmission proposa] for Teacher Centers Pro-

gram funding (grants)

“ a2

@ To-explore cooperation with fhe ]oca] Teachéer Corps prOJect
(coord1nat1on/commun1cat1on) '

e To add a media clerk position to the staff (personnel).

?olicy/supervisory decisions focused on prOJect management were
most likely to be made with regard to’ so]1c1t1ng or manag1ng grants
and Pther sources of support. Almost half (9. 7%) of the total number !
of po]1cy/superv1sory decisions were of this nature (Table E17).
Looked at from another perspective, when p011cy boards consider grants
and other sources of support they are most likely to be- considering

b
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these with regard to making policy or setting direction to the project.

Only about one-quarter of the decisions affecting grants and other

'sources of support werc not of the policy/supervisory type (Tab]e E19).

Decisions vegarding coordinating and communicating with external
groups and institutions were also more 1ike1y to be po]icy/supervisory
than administrative. 0f the total number of decisions focusing on
these'matters,'oVer'GO percent were po]icy/supervisory (Table E19).

Administrative Decisions

‘Policy‘boards functioned about as frequently in administrative
areas (40.3%) as they did in‘policy/supervisory domains of decision.
making (Table E15). But whereas po]icy/supervisory decisions tended
tovbe concentrated in'oniy'one focus area, project management the
administrative dec1sions were more even]y split. between project man-
agement (16 5%) and the program for c]ients (23.8%) (Tab]e E16).

Slightly more than half of the admintstrative decisions were made

: )
] o 'Y o v

with respect to the program (Table E16). These decisions weré pri-

marily directed-at either determining the program (6.8%) or cOnsider-

ing travel requests (6.2%) (Table E18). Of those decisions made to-

determine the program, almost twice as many were administrative (65%)
as were'policy/sopervisory (34%). The great majority (95.3%) of the

travel decisions were administrative. Although few decisions were

" made to determine the' logistics of programming, virtually all of,these‘¢

(94.6%) were administrative (Table E19). Examples of administrative

decisions dealing with the program included-- |

[N
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e To offer a,workshbp on learning disabilitdes (progfqm deter-
mination). |

- o To pay the.registration fees andwzravel expenses, up to $100
each, to support the attendance of two teachers at the con-
ference on multicultural education (tr&?el).

® To hold the six ;ession Mainstreaming course at Baker School
on Tuesday afternoons (logistics).

Slight]y'less than;half"of the~adm1nistra§ivg decisions (16.5%)

- were madg with respect to project'manégemént (Table E16). Within this - .
focus area, administrative decisions were most likely to be made con-
cerning personnel (6.0%), or with regard to equipment, materials andl
facilitiés¢(3.8%) (Table E17). . In personnel matters ‘there was just
about an e?en spjit between po]icy/supervisory (51.3%) and administra-
tive decisions (47.8%). Butjin considering facilities matters;'poliéy
boards made more than three yimes as many administrativé decisions
_(77.b%)1than they did policy/supervisdry (22.4%) (Tabi; E19). Examples -
of administrative decisidns‘dealing with project management included--

‘o To approve the Director's request for a vacation (persdnnel).

e To turn down thé superintendent's request for codberatio; in
paying the commencement speaker's $300 fee (coordination/conmi-
munication). | |

e To order\$400 worth of‘make and take supplies (faciiitfes).

Procedural/Other Decisions

Virtually all of the procedural decisions were madé'in conjunc-

tion with policy boardﬂoberations.. Nineteen percent of the 20'percent -

o
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were coﬁcerned with the actual mechanics of convening and - running pol-
icy board meétings (Table E16). Examples included--
| e To accept the minutes of the last meeting.

8 To consider the Committee recommendaffons at the next meeting.

e To invite all school administrators to the next meeting.

e To accept the Director's report on program activities.

Mogt (70.3%) of the decisions regarding policy boafd operations
were proéedﬁra]."Howevér, it should be‘pointéd out that policy boards
also made a number of po]icy/supervisoryadecis{ons regarding theif own
operations (Table E19). About 29fpeﬁcent of the policy board decisions

F'we?e of this type, e.g.,-- '
| To add two more teacher members te the policy board;
To accept the bylaws proposed by the Bylaws Committee.

Summary of Types bf Decisions

o Policy boards, in developing the speéiftcs of the concept of super- .
“visory powér. are dealing in the broad policy areas as well as concern-
ing themselves with[adhﬁnistrativeidetai]s. Although the percentage
of decisions madé of both types. is about 40 percent, it shoufd be empha-
sized that thesé~types of decisions are very different. Policy/super-
visory decisions are by definition much more powerful, with the poten-
tial of having a major and sustaining impact on the direction of the
project; | *
Po]icy/supervisory decisions are much more likely to be made with
.‘.respéct)to proﬁect'manaqément concerns than. they are with respect to
* the program for;clients. 'Policy/supekvisory dgcisions,mqst fre-

rd
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quently focus on so]iéiting or managing grahts} They are a}so often
chused on personnel and coordination and communicétioné_with external
groups and institutioné.

On the other hand, when policy boards are addressing the program
for clients they are more Tikely to make administrative decisioné.
Administrative decisions are most frequently made in determining the

. program, in considering travel requests and in logistical matters. _

‘ | This frequehcy data should be interpreted with the understanding

~that the potantial impact of each po]jcy/supervisory decision is far
‘greater than that of each administrative decision. Within this con- .
text, the dafa suggest that the policy bogrds'are having thg greatest  '
influence 1nﬂtﬁe areas of éo]iciting and managfng.grahts..-Additiopally,
bo]icy Bqards ake'also haVing strbng input in peksonne]'mattérs and in

coordinating and communicating with external groups and institutions.

Policy Bbard Actions

Regardless-of the particular‘fdéus'qf policy boa}d attention or _

. » -

+ of the type of decision being tonsidered, théYe is a limit to the typés
of potentiai action poTicy boards can take. Policy boards can decide
to do something, decide not to do something; de]égqpeﬂth? decision, or

"table a'decision fdr consideration in the future. Each of the 990
"decisfdns.wés analyzed with respect to the type o% action taken.

Affirmative decisions

Most issueé considered by policy boards are resolved in the af-

firmative. Eighty-five percent of the decisions were statements di-
4 ' PR - V
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recting or approving act1ln (Tab]e EZO) -
‘The great majority of decisions regard1ng po]1cy board operations
(23.7%) were affirmative (Tab]e E21). A1l but about 4 percent of these ‘
decisions were procedural (Table E26). An example of these decisions ~
"would be "to accept the minutes as amended.” In considering project
management and program decisions, pq]icy boards. tended to be more spe-
_ cific in their affirmative action. About one-fifth of all policy board
“decisions (19.6%) were approvals of requests or recommendations for
specific allocations of money (Tables E22 and E23)' As might be ex-
pected the greatest number (6. O%) of these decisions were w1th regard
to trave] requests (Table £23). A ' .
Regarding affirmative decisione to allocate money, there were more
administrative decisione than policy/supervisory decisions (Table E26).
(A money decisicn was regarded as "administrative" if an estimated $1QOO
\\\\ or less was at»isgﬂe.) Aboet two-thirds of the money decisions were ad-

\ ministrative. Expenditures of more than $1000 were considered policy/

<y

\\eupervisory because, given the low average level of funding, these
‘cou]d potentia]]y have a 1ong -term impact on a project One- third of
_a]] po]icy board decis1ons re]ated to moeny were of the policy/super-

" visory\type | : ‘

| De]egation : P
Nine percent of all policy. board decisions delegated responsibility
(Table E20). \\pf the 90 decisions to de]egate\ 20 (2. O%) were re]ated
to internal po]ic? board-matters (Table E21). An examp]e would be l‘to

‘appoint a committee to revise the po]icy board\bylaws " Fewer~de1ega-‘

i
L N . -
\ ‘l
l
il

=
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tions were madé‘in qealing with grants and ofher sources of support
(1.3%), personnsi @dttersv(l;ﬁ%),.and determinatibn of the program
(1.3%) (Tables £24 and E25).
. Palicy boards are almost as likely to delegate ﬁo]icy/superwisory
decistons (3.5%) as adninistFative (4.8%) (Table E26).

fion-affirmative dec1sions

Only 3.4 percent of the 990 dec1s1ons reported and analyzed were
dec:s1ons not to do someth1ng< But of these,_ a]most half were
* " decisions not to allocate money (Tab]e E20). .Ndn-affirmative decisions
were twice as 11kg]y to be made with regard to proaect management con-
cerns (part1cu1ar1y personnel and coord1nat10n/c0mmun1cat1on) than to
progréam concerns, (Tables E24 and E25). L1kew1se, non-affirmative
ﬁdecisions‘were tche'as likely to Be made wifh respect to po]iCx/super-
visory éoncerhs Eh%h to administrative (Téb]e E26)1' A composite ex--
.ample of a'non-affjrmatgve decisibnlwoqu be "to reject'the recommenda-
tion that a new full-time sfaff posifion (personnel) be'gdded at a -cost
(a]]o&aéion of money) of $15,000 (policy) per year to the project."

PR

Tabled decisions

0n1y 1.7 percent of all policy board decisions were to table con-

s1derat1on of a question (Tab]e E20) | #

Summary of policy board actions A o ! o,

More than four out of five issues put before policy boaHds are -

LY

decided in the affirmative About one- f1fth of the po]1cy board deci-

.sions were with respect to a]]ocat1ng ‘monies, part1cu1ar1y for trave]

o
&
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— "Q
S
These requests were a]most a]ways .approved.

Nine percent of the po]1cy board dec1s1ons<de1egated respons1b111ty,
usually to staff or comm1ttee. De]egat1ons were most oftén made in those
instances where an internal policy board matter was at issue.

Few non-affirmative decisions'were made and even tewer delibera-
“tions were tab]ed The frequenoy data for these actions are probably
conservat1ve--the possibility looms. that po]1cy boards have devetoped
informal procedures that have the effect of reJect1ng proposa]s or post-
poning decision mak1ng. For examp]e, a po]1cy board’member may sense
that an idea‘will not be approved and therefore does not introduce the
'item to the policy board for consideration fhese informa] processes
are s1mp1y~not\amenab1e to the data co]]ect1on strategy employed in’

th1s study Gather1ng 1nformat1on on the dynamics of non- aff1rmat1ve

‘decision making wou]d ideally include intensive on-site study.

Summary
7 Po]ioy‘boards were touted,Aright from the.beginning, as the center-"
©  piece of the IeacheriCenters Program. In 1ight‘ofethe fact that}po]icy
‘boards were vested:with the right to make "supervisory” decisions con-
cerndng personnel, program, budget, and other areas as well, it is im-
portant to have sone knouledge of how they operate..‘The data presented

\jn this chapter suggest that the decision to establish policy boards
was not m1sgu1ded ‘
Po]1cy boards tend to be large, and to meet month]y Most policy

boards have a committee structure, with program deve]opment and budget

a

o
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committees being mQFF;prevalent:=-Po]icy%boards‘heet-for approximately- ,} : f
two to threeohours on ‘each occasion. |

CS]ight]y less than 60 percent of the eligible members typically
attend each po]icy board meet1ng A]though teachers represent 6n1y
two-thirds of the membersh1p, they contribute over 70 percent of the
attendance. It would appear that policy boards are active and teachers

are clearly in . the maJor1ty.\ Ihe important question, however, is, Do

they accomplish anything? {

o

It wou]d appear from these data that teacher center policy boards
do, in fact, accomp11sh a great\deal vis- a -vis individual teacher center
projects. The typical teacher center policy boarh renders approximately
0f1ve dec1s10ns ‘per month. Two of these dec1s1ons fall 1nto what has been
' called. the policy/supervisory category These are decisions that have
_ the potential for an ongo:hg and long range effect-on project operations; 5
~ Two dec1510ns are also made in what has been cal]ed the adm1n1strat1ve
,category These dec1s1ons, although they may be very 1mportant, are
11m1ted in 1mpact when compared with p011cy/superv1sory dec1s1ons Fj-
nally, one procedura] decision is typ1ca11yamade at a po]1cy board meet-
-ing. In a1most eyery case, these decisions relate to, 1nterna1 policy”’
Aboard bus1ness, and although not 1mportant, are obviously necessary ;or
"~ the policy board td/;unct1on |
Approx1mate1y one-th1rd‘of.the decisions made relate to the program‘
; that emanates from the teacher center project. These decisions - tend

more o?tenbté be of the administrative than of the policy/supervisory

type. On the other hand, approximately 40 percent'ot the decisions are . oL

&
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" of the project management type and they fa]] more often in the p011cy/

: "=superv1sory category. Thus, project management, policy/supervisory .

A

“tion ofvpo]iqy boards by the majqrity of classroom teachers has. prob-

decisions are most 1ike1y‘to occur in the area of grants and other

“sources of income and personnel. Program, administrative decisions are
. most 1ikely to occur in the area of professional development resources
~and collaboration and communication with other agencies and/or institu-

“tions. There are a fair number of these types of decisions made in the

area of travel as well. .

| Curiously, most deci;%ons (éS%) made by policy boards are atfirma—
tive decisions to do'something. ;0ﬁ1y about five perceht of the deci—ﬁ
sions are decided non-affirmatively or tabled te the future. - \ E
_Approx1mate]y one decision in. ten de]egates respons1b111ty to e1ther a

subcommittee or to the teacher tenter d1rector or staff. It would ap-

pear from these data that the specter of party line or:role group domina- |

ab]yfnbt:oqcurred. Rather, it'is suspected that a_great deal of dis-

e

i cussion and informal communication occurs so that potentially disrup-
' tfve_tepics are not brought to the policy board for decision, while

. those that are broughtuto the policy board for decision have already

-~

"been discussed, with the interested part1es fairly certa1n of the out-

: come in the deciston mak1ng process.

What" do these data mean? First, it appears that teacher-center pol-
icy boards work. Furthermore, it appears that they are not disruptive,

ile. P they seem to have surv1ved quite well within both institutions

Jgf h1gher educat1on and 1oca1 educat1on agencies. Interestingly, policy
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boards have nbt chosen to "run" the program. Rather, they have con-
* tented themselves (perhaps wisely) Qith.meeting only two to three hours
iper month, and allowing the staff to operate the program within the
guiaejjnes and policy estéb]ished at policy board peetings. This would
seem not only logical, but also a sign of maturity, as most policy
. boards were eithe; highly influential or even the so]e source of se-
1ectin§‘staff members.
m If in fact po]iﬁy boards do work, and if in fact they make deci-
sjons thét;estaylﬁsh policy from which program.actiyities? services and
resources emanate, the question must be raised, Are teacher centers
diffefent? In the next two chapters, one can find the answer fo that
very important duestion. ‘Suffice it at this pbinf to note that the
activities as well as the services and resources thatﬁare typical of
f_;,,tea;cher\center; projects are definitely "atyﬁica]" when compared with
ne§r1y any other kind of inseryice or staff deQe]opment program for »

'practicing educaticn professionals.

Reference

Feistritzer, E. Report on Educational Persohhe]ﬂDevelopment. Washing-
ton: Feistritzer PubTications, 1980. -
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Chapter IV

Services and .Resources

Teachéf‘centers are adaressing the needs of individual :teachers
.through staff services ahd resources. Services are delivered through
" the skills that teacher cenfer staffers bring to the helping relation- |
ships they maintaiq with teachers, whereas résohrcesvare suppbrts avail-
'aQﬂe for teacher use Qith0ut staff facilitation. Services and resources
a#F alike in that they a;e re;dily accessib]e-~ﬁhéy are avaj]ab]e when'
and where teachers nee& them. .The teacher center staff is available to
provihe direct assistance to teachers, usually on short notice -and often
. right in c]aésrooms; whi]e resources are,fypically méde available in |
Edhvenient ]ocatiohs at hours teachers can use thgm. Additiéna]]y,
services and‘resources evo]vg in diréct Fesponse to what teachers in- -
" dicate they need. Staff servites, without any known exception, are
provided at the request of teéchers ana typiéq]]y evefy effort is made
to't;ilqr’the assistance to individua] teachérs. with_resoufces, usu-
ally a large coilection of materials and eqd}pment is provided, allow-
ing teachers té pick and choose what is most appropriate.

SéFvicés and resources are clearly jmportant in teacher centers.
In providing services and'resoufcqs, cenfers are addressing the "if
onlys" teachers soafrequently express. The tybica] project offers seven
diétinc£ services and resources (Tasﬁg F1). Six projects offer ten or
more: In the typical project; teacherg\ Vai]ed themselves of sérvjces,'
anh resources 34.6 fimes per month(Tab]Z\ng. During the eight-month>
data collection period, individual teacher uséfgf,services and re-

: : N ' '
sources was documented 55,628 times. The number of. times teachers were

.
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served fndividua]]y through services and resources was greater than
the 43,185 times they were served during the.same period through the

more visible group activities. ) ~

- v

Identifying and Describing Services and Resources
" Each project was asked in the One Time Only Report (Appendix €) -

to identify and describe each service and resource. This was often a

"difficult .task for project documentors since there was no existing

'1anguage for spec1f1ca11y commun1cat1ng the var1ous ways teachers re- _
[aY

ceive 1nd1v1dua11zed he1p through centers. It thus became very import-
ant to’ trans]ate statements such as "We make every effort to help
teachers any way we can," into observable events that could be counted

accurate]y. . : T, ' ) : ' .
Fd [N

a

Two rules were. used td help c1ar1fy the various serv1ces and re-
sources: 1) each. service and resource had to have a name; and 2),

. each had to be advert1sed That .is, each serv1cq and resource had to,
be so clearly defined and publicized that all teachers in the service
.area had rece1ved 1nformat1on as to what each was, and how each could
be used. These ru]es d1st1ngu1shed the ongo1ng: estab11shed services
and nqsources friom the spontaneous provision of 1nd1v1dua1 he1p A]—
though it is known that much he1p is spontaneous]y prov;ded when teachers
and teacher center staff happen to come into contatt, e.g., over coffee "
in the 1ounqe,/these 1nforma1 encounters ‘were not documented as "serv-
ices.",’Even though the content may indeed relate to professional mat-

ters, it is impossible to anticipate these encounters and .therefore it

is not possible to document these reliably. On the.other hand, if the
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staff has annouriced that it is available, for example, to provide materi-

1s development consultations and teachers know how to avail themselves

-y of this service, then the service can_be'deséribed as an’ongoing sup-
| nort aﬁd its usage can be s&stematica]]y‘documented.

In order to c0mp1ete the One Time Only Report, many projects had
to gb through é brocess of specifically defining, for the fjrst time,
their services and resources: CEach service and resource was labeled
and deseribed. For each, the prdjéct chumentor was also asked to

specify which staff person was responsible for it, howﬂteacheré knew

about it, under what conditions and for what purboEes it was available,

. . and how teacher use would'be documented. Details of each service and
L resource were further clarified in the first introductory telephone in-
terview.

In the 37.projects, a total of 258 distinct services and resources

~ were described.,wA content*ana]yéis of these examples delineated 34

| types of'sérviéés‘and resources*which were subsumed by‘four majof’cate-
gorie§. _Sihté tﬁere was no attempt to define thexservices and re-
soﬁrces with'uniTOfm specificity.acroés projects, some typés are mofe

.uspecific:fhan:otheré;"Fér exahpje; a numbgr of projects delineated

~ several types of specific consultations that staff is able to brovide,

e.g., curriculum déve]opment, materials development, demonstrations.

AN

In other projects, however;:the staff's availability to provide consul-
tations was defined onfy génera]]y ahd across -all areas. of assistance.
, , . \ .

In order to provide information fpat would be helpful in project

mAnagement, data were .collected accordiﬁg to the level of specificity

oy
%)
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each service and resource is made available and advertised in each
project. Buring the data collection period, several projects more
specifically defined thetr services and resources and this necessitated

the documentation of sub-types. For instance, in one project; staft

demonstrations are so well developed as a service and use is so fre-

S

quent, it was important to document two sub~ types of demonstrat1ons

- IS

- The computer analysis program was des1gned to process 1nformat1on at

L

the level it was reported by each prOJect and also to aggregate across

. ‘ Iz

pro1ects accord1ng to more genera] types. . _ /

Each of the 34 service and resource types will be examined in

detail.’ Ut1]1zat1on data are presented by qategory--ma*er1a] res ources/ |
/

/./

andAmonetary resources In 1ntﬂrpret1ng the data, it is. 1mportant /

/

equ1pment, consu]tat1ve staff serv1ces, facilitative staff serv1ces, .

to keep Ain m1nd that si nce some proaects began documenting saoner than/
others, more data are availab}e on soiae types than on others. Furthevﬁ
more,"d number of pro]ects de]1aeated add1t1ona1 serv1cos and resourc
~ during.the data co]lec?aun perlodﬂ Therefore, teevicer use of any pazf
ticular servire Gv ource must be cons1uered relative to- the amoudt
'_ ot data that is awailaole on that serv1ce or resource. ) 8 /
Tea\her usage of each type fo erV1ce and resource will be dis-
cussed w1th respect to tlf nunber of "data sonths,” determined by mu1#/
t1p1y1ng the number of prOJects”wh1ch offer a_part1cu]ar service -or
resOurce by the number of months thé type was documerited. The amount

of data available on the many typess varies greatly. The least amount

of data is available on "general staff consultations in schools;" the

B

@
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most is avai]abﬁe on “professigna] libraries." Less than one percent
| -of the data weré contributed by the fdrmerhwhereas ébbﬁt 12 perceqt'
were Eoniributéd by the latter, Average utilization of each.service/
resource type'Ber projeét per month was determined by &ividing the totél.
usage for eatp type by the number of déta months. sin?e examination
of ‘the data revealed that over half of the-distFibutions wefe positfve-
Ty skewed, med%ans are reported as'thé mosf appr&pkiate measure of

‘ cenffa] tendency.

o o

. Materiq]lRésources and .Equipment
Materials,r%sourqgs and eqUipmgnt are all thé §upports, exc]uﬁive
T éf monies, whiéh_é;e availabie for independent téécher;use: Utiliza-
tion tjpica]]y.occurs af the teacher centér‘duriﬁé hours coh&gﬁient to
teachers. A]thbugh teacher ceﬁter?staff certé}nly play}a key ro]é in
.cpordinating the use of ﬁateria]s and eqﬁipment, these are tyﬁica]]y
Organized.and made available in a way that téachers‘cgn dgé fhem with5
“out direct staff facj]itation. fhé‘provision'ofhmateria]s and equip-
mént is. clearly a teacher center priority. '0f the 258 services and
resthce§ provided by'the 37 projects, 40 perFenF.fall inmfhe;maierjals
an& equipment category. A1l but three (9i.9%) of ‘the projects proVide
at least one type of matéria]s or eqUipmenf. Thé typicaT'projetﬁ pro;
vides 2.8 types (Table F3), yet 40 percent of the hrojects offer .four
or mqre‘typesf‘ Materials and equipment were used 47.8 times per month
in tﬁe typical project.- Well over half (58.1%) of the total usage of

all teacher center services and resources was reported in this cate-
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gory (Table F2).

Professional lending library

The most common]y available resource is the profess1ona] lending

: 1ibrary About three quarters of the proaects prov1de a co]]ect1on of

' profess1ona] books and Journals at the center | Usage of the profes-

sional library was documented by more proaects over a longer period

of time than any other type of. serv1ce or. resource Th1s type was

“

documented for 12 percent of the data months Therefore, it is not

surprising that usage of the profess1ona] 11brary contr1buted greatly

"to the tota] usage of'serv1ces and - resources Dur1ng the-e1ght-month

\.
' data co]]ect1on per1od the professional 11brary was, used 6 520 t1mes_

\
and contr1buted l] 7 percent to the total ut111zat1o of a]] serv1ces

- and resources In the typ1ca1 proaect teachers used their 1end1ng

pr1v1]eges 19 times per month But ﬂt should be po1nt9d out that the -

D

.'7 1arge standard. dev1at1on (X = . 33.13 SQ = 58 1) suggésts thet in a number-

of proaects teachers used the Tibrary: much more frequent]y (Table F4).

Instruct1ona1 aids

i

In a number of projects (30%) there are co]]ect1ons of 1nstruct1ona1

aids which teachers can borrow for use in the1r own c]assrooms These

fa1ds 1nc]ude such commerc1a1 1tems as .games, curr1cu1um un1t k1ts, d1tto

masters, and 1earn1ng act1v1ty packages Usage of 1nstruct1ona] a1ds -
was documented for f1ve percent of the data months The 2‘958 dses of
th1s resource contr1buted 5.3% of. the total ut111zat1on of a]] services
and resources. In the typ1ca] project, these aids were use 20 times

per month. But, as with the profess1ona1-11brary,.there is muchavar1-

-

o
' ¢S
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ance among projects (X = 36.5; SD = 66.0). In a number of projects

instructional aids were used much more frequently (Table F4).

Production equipment ' .

Over half (54.]%) of the projectsuprovide equipmént teachers can
.use to make inStructional materiais; " The equipment is sometimes quite.
soph1st1cated (e 9.5 photography 1ab) and in some projects is quite “
spec1a112ed (e.g., badge maker). As onehmould expﬂct duplicators: are
usually available.’ Probab]y the most popular piece of equipment is the
laminator. One proaect ‘even has a poster size 1am1nator o
Product1on equ1pment is the most frequently used resource prov1ded
—_ by’ teacher centers--35 t1mes per month in the typ1ca1 project. Thelﬂ
| extreme]y large standard dev1at1on (X 76.8; SD = 197.1) 1nd1cates_%
.that, in a number of proaects, equipment is used over 200 times -per
~month. "Although equ1pment contr1buted on]y eight percent of the tota1}
_ data,ya]most 10,000 uses of 1t contr1buted about 18 percent of the :
total utilization of all services and resources (Tab]e F4)

v

“'Aud1ov1sua1 equipment

On]y ten’ percent of the proaects have aud1ov1sua] equ1pment which
teachers can borrow for classroom use. Th1s equipment. includes such
.1tems .as f11m str1p and movie progectors and tape. recorders This re-
source was documented for only 1.4 percent of the data months There- j

" fore, it is not surprising that usage of audiovisual equipment con-
tributed Tess_than’one’percent of the’total uti]dzation of seryices'and
resources. }n those projects where this equipment is'available, it was

‘used six times perumonth (Table fﬁ). | T :

(AN}
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Make and.take supplies

A numoer of centers take pride in the vast'array'of materials-they g
have assémojed for teacher use in creating their own.instructiOnal mater-’
ials. About one-third of the projects provide make and}take supp1ies;
Although data were reporteqﬁon"thjsdresource&formonlyr4.5*percent‘of
the data months, close to 9,000 uses’ of make and take supplies con—
tributed about 16 percent of the total'utilization data. In the typi-

~cal proaect teachers use make ana_takevsupp11es 25 times per month
There 1s, however, tremendous variation among proJects (X 122.4;
SD = 379.1). Some projects reported oyer 400 uses of make and take
_supplies per month (Table F4). | |
Recic]ab]es | | )

| ~ Nearly 40 percent of the projects sjstematica]]& scan their're-
g1ons for recyc]ab]es wh1ch are then brought together at the centers
for ‘teacher use "These castoffs come from a w1de var1ety of sources:
Many are contr1buted by teaChers But in most prOJects the teacher
center staff a]so makes regu]ar visits to area factor1es and other
bus1ness concerns for free mater1als Usage of recyc]ab]es was re-
ported for 4 5 percent of the data months and tota]ed 2 351 t1mes or
4.2 percent of the tota] ut111zatlon of a]] serv1ces and resources In'
the typ1ca1 proJect recyc]ab]es were used 11 t1mes per month.’ As w1th
most of the other resources there is much var?ance among proJects (X
32.2,.SD = 99.7). In’some proaec&s recyclables were psed more than
100 times per month (Table F4). J o - ' )

Local resource files

More_than one-quarter of the projects maintain fi]es-of community

e

U‘," . - / ¥
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pe9p1e who have indicated their wiflingnegs and availability to provide
assistance to teachérs in special areas of expertise. Aithough the .
teacher center stéff does_not brovide direct facilitation in Tinking
teachers with these resourceE, obviously a lot of~stéff time goes into
“orgéﬁizihg these files and keepihg the %nformatidn'current. This re-
source was documented for 3.5 percent of the data months, but its util-
ization contributed only 1.5 percent of the total usage of all services

and resources.” Where these resource files are available, they are used

an average of 19 times per month (Table F4).

-

Gpmputerﬁzéd {nformapjon systems
Two projects (5.4%) have computer tprmfna]s available for teacher
use. _Thkougﬁ thesé éérmina]s teachers can.access a rangé'of organized
information banks. Teachers cah also enter their -own su;ceésfdlxpréc-*
‘tices for access by other teachers. Lift]e infofmation,vleSS thsnﬁon :
peréent of the data months, is available on use of termfna]g. whg}e‘ L
they are available; cofputer- terminals were used nine times peﬁ'mdh£h o
.by.tgecheré doing their QWn seaf;hes for information-(Tab]g F4). N

- R

Teacher idea files

- -

_"‘

hTeécheF idea files are prpviaeq'by two prbjeCts (5.4%). ~One Qf, -

tﬁesé projecfs has deve]dpeqmafileéﬂjih seVérq] thousaﬁd/entries by‘
requiring each teacher who attends. a workshop-to submit ohé»igea to the ‘\‘
fgle as the "price" of admission. These collections of successful | \\

teacher practices were used 15 ti@es ﬁer month (Table F4).

100




Summary
Materials and equipment are the most prevalent ot all the sup-

" ports provided by teacher centers for individual teacher use and are
the most frequént]y used by teachers Over 40 percent of a]] the
seryice and resource ‘data were with respect to mater1als and equ1pment.
Usage of mater1a1s and equ1pment contr1buted 68.1 percent of the tota]
ut111zat1on of a]] services and resources. Hav1ng a well- equipped
center where _teachers can make instructional mater1als and can borrow
others is, c]ear]y important in over 90 percent of the teacher ‘center

\
_projects.

“The professional 1ibrany appears to be fundamental to .the.teacher
center‘faci]ityv About three- quarters of the centers have a profes-
J s1ona1 literature co]]ect1on Teachers s1gn out books und journals 19
"é times per month in the typical project. This f1gure however, is most
conservative in that lt does not includeé the number of ‘teachers who
drop into the center to browse and read but do not take advantage of

the 1end1ng pr1v11eges The professional 11brary is important. in set-

ting the tone and atmosphere ot the teacher center. It says to teachers,_ _

"Here is a place r1ch in resources where you can come even if you have
on]y a few m1nutes, tosit comfortab]y with a -cup of coffee and exp]ore
tﬁe latest mater1als " The chances of" your having an opportun1ty to dis-.
B cuss recent articles and new ideas with old and new friends is High. ".
S]1ght1y more than half of the proaects provide equipment teachers
.can use to make instructional materials. Almost all which do not have

<
* this equipmehit stated that_if more ‘money were available, this is the
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area which wou]d be developed. In those projeots_which do have pro-
duction equipment, it is the most heavily used resource. In some pro?'
Jects usage:runs as high as 200\t1mes per month. The ava11ab1]1ty of

everything that is needed for making materials in one convenient Toca-

o ‘tion is clearly a 1uxury‘for teachers. A150'o1ear1y appreciated by

teachers is having access to product1on‘equ1pment at times that are

conven1ent for-example, in the even1ng and on weekends.
~

, A]though a number of schoo] d1str1cts have production equ1pment
~it.is often d1str1buted among schoo]s and 1s often unava1]ab1e after
sehool hours Many teacher centers have prov1ded a service to schoo]
rZ1str1cts and teachers by pu111ng equ1pment together 1nto one 1ocat1on
. and making 1t ava11ab1e at conven1ent hours Th1s has been acconp11shed .
w1thout add1t1ona1 expense and equ1pment “that has not been used. previ-_
ous]y is now in regu]ar use - _
) ~ « About ha]f of the centers pro;;de mater1als that teachers can use
ifor making instructional materia]s These are either make and take
| subp]ies (32’4%) or recyclables (37.8%). Eight (21. 6%) of the projects
have both types of product1on mater1als ava11ab1e Usua]Jy materials
) are: prov1ded in conJunct1on w1th product1on equipment. When production
‘materials are prov1dedfthey are heavily used by teachers. A]thoughhonly
4.5 percent of the ava'iab]e data is“with-respect'to use of make and -
. take éhpbfiés, close tz 9,600 usesucontributed over 15 percent of the
total utilization of all services and resources. If_the use of re-

cyc]ab]es'(4.2%f is 1nc1uded,'this percentage of the total goes up to
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about 20 percent. - There is, of course, a tremendohs amount of.variahce
among projects. In a few projects the make and take lab is the very ’
heart of the teacher center around which the rest of the program re-
.volves. In these projects, average usage of materials is over 400
'timea_per'mdnth.
Several prdjects provide hore specialized resources for teachers
About one-third of the proaects have collections of 1nstruct1ona] a1ds

which teachers ‘may borrow for use in the classrooms. ‘These are used 20

z

times per month where they are avai]ab]e. About one—qUarter of the

. -

proqects have Tocal resource files which .are also used about 20 times
: ,’per'month.' Teacher idea files are not common (5.4%) buthwhere they

~ are-available they are used,about|]5 times per month ~ Computer ter-

-

minals are-not commonly available (5.4%) and they are not as frequent]y;

used as one m1ght expect, on]y n1ne times per month

“

A]most all. teacher centers prov1de some type of material resources

and equ1pment for teachers ‘}nasome proaects, a we]]—equ1pped;fac1]1ty
. 1srthe,core of the teacher.center program: In aJnumberbof projects,

" the teacher center facility is where teachers can'fjnd everything they

|
D
-t

. . e .
[ P

need in One location. The heavy utilization of material resourceS'and

equ1pment “indicates that teacher centers are meet1ng a need that 1s not

o be1ng met through other 1nst1tut1ons or channels. !

RN

Consultative Staff Services
The provision of each service and resource for individual teacher

‘use depehdé entirely of the teacher center staff. However, the role’ -

e
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staff plays vafiés accdrding to the tyﬁe of service or resource.
Although material resources and eguipment are -usually organized in .
such a way that they can be used without stéff facilitation, fhe staff
pTays a crucial role in establishing and maintaining the environment
that facilitates their use. In providing services, the staff plays a
much more direct role. Consultative staff servjcgs includes all.types
of established systems for providing direct, one;to—one staff assist-
ance to teachers. j

Over 80 percenf of the projects provide some type 6f consulta-
tive service. A]host half offer two or more (Table F3). About one-
quarter of the total utilization of services and resources was con-
tributed by consultative services. These were used an average of 40.1
times per month per project (Table F2).

Materijals development assistance

More than half of the times teachers received direct one-to-one

.assistance from teacher center staff it was in connection with the de- .
ve10pmént of instructional materials. Materials development assistance
is provided in only six (16.2%) of the projects and data are available
for only 1.6 percent of the data months. Yet, teacher uce (8,912 times)
of materials development assigtance contributed 16 percent of the total
utilization of all services and resources. In the projects where this

" service is available, it was used 139.5 times per month {Table F5);
There is tremendous varianée among these projects (X = 342.8; 5D =
553.8) and it is important to h{ghlight the fact that the high.étandard
deviation\exists primariiy because of the aciivity qf a single projeqt.
Th%s project operates- three fully-equipped materials centers, each

staffed with at least one full-time materis1s expert. Although this

o n

o
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project ‘is definitely atypical, it provides an example of the-appeal
that a well-equipped and staffed materials center holds for teachers.

General consultations

?ver 60 percent of the pkojects provide a general consultative
service. Staff is avéi]ab1e to work with teachers individually in
- any area of interest or- concern upon request. Data ere available on
.genera1 consultations for 8.8 percent of the data months%fteacher use
of fhese'consu1tations contributed 5.1 percent to the toéa] utiiiza-
tion»ef all services and resources (Tabie”FS) A]though these data
- are clearly imgortant in unde%stand1ng how teachers are served through
teacher centers, the frequendy data do not stand a]one These data
need to be examined with the/knowledge that these consu]tat1ons were
often 1ong term and quite 1ntens1ve In a number qffcases, a con-
_sultation with one teacher/spanned several months. Unfortunately, the
frequency data do not refLeCt this. For eiamp]e;;é one-hour materials
development consultation %nd a two-month consu];aiion, inveTQing¢six |
sessions with one teacher; were both counted as“&ne'teacheﬁ'use of
staff assistance, This if not to say the data afé'hot ‘helpful; but
it needs to .be understood\that the methodo]ogy d1d not capture the
1ntens1ty of utilization, \since only frequency counts werg recorded{

Teacher use of genera\ consultations tended to be gfeater in those -
projects where the staff‘is yailable at the center. Whereas 4} teach-
ers were served per month by projects (10. 8%f’providing consu]tatiohé'at

the center. 31 »::# served by projects (24. 3%) prov1d1ng consu]tat1ons
¥

in schools. Thi: ~ifference pr?eab]y re]ates to 'the fact that by having
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teachers come to the center, staff memhers do not. have to allow travel
time to schools and therefare have time to work with more individual
\\\\ teachers. Additionally, it is suspected that each on-site consulta-
\\tion is more intensive and requires more time, thereby reducing the
number of teachers that tpe staff is able tn serve. Inté}eéfﬁhg]y, .
in those projects which advertised consﬁltations most genera]]y,'
i.e., "at the center or in schoo]s,"-oh]y ten teachers per month used
them (Table Fs). This suggests the possibility that‘frequencylof
teacher‘use.may be re]atedifo the specificity of the advertised descrip-
tion of the service. If a consultative serve is described too gen-
erally, teachers may not know what to expect and therefore may‘be less
Tikely to wmake requests.
Theﬂlike]ihood of this beiné the case is buétressed'by the utiliza-
tion in%orﬁafion on -the specifically defined consultations. In addi- |
tion to materials development a§sistance, seven differeﬁf types of
specific consultations were.documented. Excluding the uti]izatioﬁ“data'
on ma%éria]s de&é]opment‘assistance, teachers received direct one-to-
~one staff assistance 5,186 times. About half of these weré general
consu]tatfons, but about half were cbnsu]tations in Qery narrowly de-
fined areas of assistance. Furthermore, teacher center directors have -
reported that, when a speéia]ized type of consultation has been deline-
ated and ad?ertised, it is teachers who have not been previously served’ '
. that usually make the requests. | “

&

Each of the specific types of consultative services will be ex-

\_I
boa




-63-

«

amined in the following section. Considered as a group theylgive more
specific information as to what the general consultations involve.

[t is probably safe to assume that the general consu]tations reflect
the same pattern as the specific consu]tat1ons with respect to purpose.
For example, the most frequently utilized spec1f1c,consu1tat1on type
was "fo]%ow.up on act1v1t1es:" Therefore, one can assume that in the
general consultations, this type of assistance is also most common.

=

Fo]]ow‘up on activities

a

This service, which makes tremendous @emands of the teacher center
. staff, occurred in only three (8.1%) proje&ts After a group activity
such as a workshop 1s offéred, the staff works with individual teachers
to trans]ate the general workshop ideas into spec1ﬁyc‘1deas for the
classroom. R specific examb]e of this §ervice would be a staff=person
going into a teacher's‘ciassroom, after a course on individualizing
1nstruction,vtd help the teacher organize learning centers. Although
this servfce is not commonly available in teacher centers, in those
centers where. it does exist, it is used an average of 38 times per

month. In other words, when it is offered, teachers use it (Table F5).

Teacher project consulfations

A number of teacher centers offer incentive awards to teachers to .
pursue 1ndependent ptojects. In six (16.2%) projects, teacher center
staff provides specific assistance to teachers working on these independent
projects. In delivering this service, a staff member acts as a con- .
sultant to the teacher's individual project. Often staff "is available '

right from the very beginning of the project, helping the teacher de- T

1y
¢
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‘ velop a plan. In those projects where this servfce is available, it
was used 12 times per month (Table F5).

Curriculum development assistance

In four projects (10.8%) staff is available to provide assistance
to teachers in developing, modifying or enriching’curricu1a for spe-
cific classrooms. For example, a teacher might receive staff help in
expanding the fifth grade hath program to provide more challenging
experiences for gifted students. Curriculum deve]meent assistance
was used 11 times per month in those projects where it is available
(Table F5).

. Demonstrations

»The availability of staﬁf to do classroom demonstrations is a
‘feﬁtqre in five (13.5%) projects. This service is used an average of
seven times.per month. In four of the projects the staff responds to
specific teacher requests for demonstrations. In the other project,
the demonstrations are related to project focus areas. For example, all
staff members might be available during the month of February to demon-
“stnate science‘induiry lessons (Table F5).

Clinical observations

Seven (18.9%) projects provide specific clinical help for teachers.
Three (8.1%) of these have staff available to do focused observations
of teachers in classroom settings. This is usually a three-step pro-
cess. F1rst the teacher and a staff member have a pre-observation
‘conference in w;\ch the purposes of the planned observation are deline-

ated and discussed. Then, the staff person carefu11y records what is
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observed. This vecord provides the basis for a post-obsarvation cbn-
ference focused on the congruence off what transpived vith what was
intended. Four (10.8%) projects previde a similar service but also
have videotape squipment for recordins tie teaching episode. In each
of the projects whick offer intensiww clinical help, about five teachers
are served per month (Table 5).

Teacher icader assistance

A number of projects emphasize providing opportunit%es for teachers
to he1b teachers. Efforts are made, for example, to use teachers as
workshoﬁ leaders. Three (8.1%) projects provide special assistance for
thése teacher ]eaders. Staff is available to help teachers in planning,
ofganiéing materials and in accomplishing all the other tasks involved
in offering workshops. Where this specific help is avai]ab]é, it is
used seven times per month (Table F5).

Summary

Most of the projects provide some .type of direct one-to-one assis-
tance to teachers. About three-quarters of the projects offer at least
one specifically focused consultative service. Additionally, over 60
percent provide broad]y-defined or general consultations. About 25
percent of the times teacheks were served individually through serv;
ices and resources, it was through cbnsd]tative services.

Materials development assistance stands out as being by far the

most frequently used consultative service. More than half of the

- times teachers were served directly through consultative services, it

was in the area of materials development. Where technical assistance

&

3
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in the production of instructional materials is provided, teachers
clearly take advantaye of it. Production materials and equipment are
heavily used when they are provided as a resource which teachers can
use independently of staff facilitation, 25 and 35 times per month
respectively. But in the six projects whfch have staff available to
provide expert assistance in'materia]s development, average'téachér
use jumps to over 100 times pef month.

Uti]izétioﬁ of other types of consultative services was about
evenly sp]it.between the general consultations and specific consuita—
tions. Both contributed about five percent to the total.uti]ization
of all services and resources. The existence of specific consulta-
tions is particularly important because it can be assumgd.thaf theée,
~considered as a group, define the nature of the general consultative
services. .

In providing c]assrdﬁm-;pécif;c followup on group'activities,
teacher centers are deTineéting a new dimension of inservice program-
ming. Although this service ha§ been speci?ica]]y advertised by only
three projects (8.1%), in these projects it is certainly being used,
38 times per month. This service is an exemplar of job-embedded prd—
fessional development. Teachers in groups are infroduced to new_‘
approathes and then individual asgistance is provided to 1mp]émeht
these in a wide range of classroom settings. This type of se;vice
requires particularly intensive ;taff invoTvement ahdAa high level of"

staff expertise. It is, however, one of the missing links in more

R -
RV,



traditional approaches to inservice:

Another missing link being addressed by teacher center; is in
the area of curriculum development. In most districts, tedchers are
éxpected‘to follow é standard district-wide curriculum. Typically,
however, teachers are provided little help in mod&fying and adjusting
this curriculum to meet the needs of children with vast differénces.

' Teacher center staff are providigg direct assistance to tgﬁchers in
developing specific classroom plans and procedUres which are consis-
tent with district goals. As with fbl]owﬁp on attivities, teacher
center staff assume a role not unlike thatbof a trans]ator.ﬁh

In providing demonstrations,'teacher_center staffvare providing
a service that many institution-based.ihservice educators approach
reluctantly. Willingness and ability to demonstrate in classrooms has probably
done much to stréngthen the credibility of teacher center staff.

In doing clinical observations, teacher center staff are engaging
in an activity that has been the domain of university professors and
school ‘'district administrators. But, the context is very different
and probably relates to staff credibility. Without any known excep-
tion, clinical observétiohs by teacher center staff have been initi-

- ated upon tea;her request and for a purpose §pecffied by the requesting
teacher. Teachers are invitihg tsdcher-c nter staff to help in spe-
cific pedagojica] matters. ‘

Teacher centefpStaff a}é also pJayingia very important role in
providing help to tgathers‘ﬁorking on individua] projects. .Providing

financial sUpportfto teachers to pursue independent projects is im-
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portant in itself. But buttressing this resource with stéff facilita-
tion can only strengthen the quality of these independent projects,
This is also the. case with the teacher leader assistance that
teacher center staff are providing. It is importgnt that:teachef .

' centers are capitalizing on theﬁekpertise of" classroom .teachers by
prdviding opportunities for them to lead activities for their col-
]eag?es. Yet, the quality ofqthfs 1q@dership can only be improved if-
teacher leaders are given'professiona] assistance along the way.

The priority teacher éeﬁte?s put on responsive in§ervice is be-
ing operationalized, to a large extent, through consultative serQiceé.
Additionally, the teacher center collegial spirit is best captured by
the data on consultative servites. The teacher center .staff is typ-
’jca]]y perceived as'we]]—seasqpéd professional teéchers who have a
primary intereét in‘he]pjng teachers and who are avai]ab]e and capable
or.providing difect assistance when and where it is needed by teacheré,
The number ‘of ‘akeas in which this help has been pkovided is staggerihg.
Regard]ess; it i% almost always‘directed at helping teachers deal

with the special circumstanceé embeaded in their teaching-assﬁgnmeﬁts.~

' »

Facilitative Staff Sérvices ‘ )

P ; ‘In pfoviaing faci]itative ’ izs, teacher ;éhtér staff:]ink in-
dividual teachers with appropriéte'resources,‘rather,thén provﬁde:direct
assistance. Facilitative services complement the consultative services
in operationalizing the responsiveness that characterizes teacher cen-
ters. Teacher center staff members provide direct assistance through

consuyltative services. If, however, the staff is unable to provide

o
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direct service, a facilitative role in finding appropriate resources
is ‘typically provided.

Facilitative services are provided by almost two-thirds (64.9%)
of the projects, and are used 1ess frequent]y‘than consultative serv-
‘ices. In those'projectsjwhere facilitative service is proVided,‘it
'is used 24.3 times per month as compared to 40.1 times for consulta-
tive services (Table Fz) . Data on facilitative services were col- ~
lected for 16.3 percent of the data months and the utilization of these
cqntributed aggut f] percent'fo the total for .all services andlresources.
General matching service

!

The typical project has only one facilitative service and it is

" most often a general matching serV{ce (Table F3). About 35 percent of
the prOJects offer this type of serv1ce which involves the teacher

»

center staff act1ng as brokers They advertise that if teachers call
or come into the tether center, there will be’staff évéi]ab]e to d
assist in finding whatever resources are needed. Datq’were avéi]ab]e
on this service fof.S.] percent of the data months. Usage of geneka]
matching §ervi ee_contributed 2.4 percent of the total ufi]ization of
all services a:é‘resources In prOJects where th1s service is ava11-
ab]e, it was used 11 times per month (Tab]e F6).

Hotlime S | o

| Five (13.5%) of the projects highlight the'priorjty p]aced.on'
immediate resbonse to teacher needs by dperating a telephone hotline.
Teachers can call the center to request center aseisiance in virtu-

ally any area of need. Where hotlines are available, they are used

S
o
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"12 times per month. But as.indicated by tﬁe extremely large standara
deviation (X = 68.2; SD = 309)'there is much vafiance among projects.
One project which maintains a‘24—hour answering service fontributed
greatly to the large standard deviation (Table F6).-

Mobile unit

Only two (5.4%) projects have a mobile unit for taking a wide
array of instructional an& pfoduction materials direc£1y~to schools
where teachers‘teagh. Bofh of these projects serve very rﬁra]'areas.
In serving 100 teachers ber month,.they appear to ?é meeting a very |

i

definite need (Table F6).

Y

Teacher‘matching .
.&Ofithe more épecific,type§.of faci]itative services offered,
teacher matching is the most common. About one-quarter of. the projects
will put a teacher wh6 needs help into contact with a teacher who is
‘able to provide it. In these'projects, an‘average'of.five teacher
~matches were facilitated per month (Table F6)§_

o

Computer search

o . Six {16.7%) projects have access to computer terminals which en-

A éb]e'stdff to do computer searches for ihdividua] teachers. This
éervice,_which brings a particularly: wide rande of resources to teach-
ers, was used an average of seven times per.moq;h (Tab]ebFG);

Q@

o - Instructional materials matgﬁigg

A]thdUgh pﬁﬁy.fhree (8.1%) projects documented the staff's spe- .
cific help tolteachers:in locating (and often delivering) specific"

.t




instructional materia]s.'this faci]itéfive service was well utilized,

13 times per month (Table F6).

Summarx‘

Although not as'common as consultative services, facilitative

-

service; are clearly important--they 1ink teachers*with resources that

are not readily available. They are espe¢ially important in servicing
. rural areas where many teechers may be some distance from the teacher

center facility. Facilitative services bring the&penter'and its re-

sources to the schools. Although a couple of;projecté have fully-

equipped mobile vans, it is moreftypica1~for center.respurces to .be .

brought to distant teachers in Ihe‘trunks of cars owned by teacher

\ center staff.

Vo Teacher match1ng tiff? part1cu]ar skill on the part of" teacher
\

\ center staff. First, teachers w1th special expert1se need to be

\

3

\ ident?ﬁied. Although this is somet1mes accompljshed by ash1hg teachers
to make ‘collegial recommendations or. to personally volunteer, it is

.more typical for the staff to engage in consultations with individual

~ ‘

feachers to help them identify thefh strengths. Staff must- a]so ‘en-

g?ge in consultations with request1ng teachers to 1dent1fy the exact .
nature of theqr needs. In short, :in order to_make successful matches
the staff must have detailed 1nformat1on on both the teache"s request- '
ing ass1stance and those prov1d1ng it. The staff must a]so hand]e the - -
]og1st1cs of mak1ng it possible for two teachers to work together ’

*Finding appropriate instructional materials for teachers is also

~a demanding task for teacher center staff. If a teacher knew exactly
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what was appropriate, a request for assistance you]d 6robab1y not be
made. The teacher center staff myst be skilled in translating gen-
eral requests into specific deliveries. fo brovide this service, the
staff must be very familiar not only with what materials are available
but also with the potentiai uses of the various materials.

Computer terminals, a§ a resource available for independent _
teacher use, were not as frequently used asbone would expect. Like-//
wise, they do not sppear to be gétting much use gven'when staff prq#
vides the sgrvice of performing a'c0mputer search. .Sjnce c6mputeﬁ
séarchés aré'so'quickTy-done, this is puzzling. Whéréas with virtu-
ally every other sefvice?and resource one is left with the question,
ﬂpw dqes the staff ever manage tovsgrve_so mahy teachers in this way?,
with the:computerized informatibn banks one must ask, Why aren't more
be?ng served? The gnly possip]e explanation s that téacheré have not
fdund-the product of compupéy searches to be particﬁ]ar]y helpful.
e Q.fhis, of course, raises“anbing question, Why not? Perhaps, the dif-

ficulty of accessing 3pp}opriate‘resources from information banks is

‘under-estimated. It'tékes skill and sometimes detective wo;E_to_get

usable informayion. This is—partiﬁularly true in eduéatioh computer 7
baﬁks which aré noxoridus for their lack of organization.and their
inclusion of ofteri misleading cross references. In order to optimize
the use of computerjzed info;ga;ion banks; ;n initial effort must be.h
made by experts in tﬁe field to Better 6rganize the information that is
o 'avai]éb]e. quthermore, educators need to be givén §pecjfi¢ training

o

in how to use computer terminals.  If this does not occur, it appears

* .) 81
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that the potential of computerized information will be short-circuited.

&

Monetary ReSoorces
About 70 peroent of the projects have money set aside to support
individuals %h specific types of professional development activities.
Typically, a project'provides one type of.financia] sUpport‘(Tablel
F3). Financia] support is_most oftenvused to pay substitutes so that
teachere may participate in professional deve]opment acttvities during
the schoo] day. Additionally, they are used in some cases to eupport
1ndependent proaects, travel to profess1ona1 meet1ngs, and tuition:
'for college courses. Without any known exception, proaects that pro-
vide financial support for 1nd1v1dua1 teachers do so within’ c]ear]y
spec1fjed parameters. Teachers are made aware of the type of support
that is available and the conditions-under which it can be used. They
“also know how to apply for it, as well as the eva]uat1on criteria that
will be employed. .
A]though data are available on monetary resources for 19.7 per—
| cent of the data months, the utilization of monetary resources con-
;tr1buted only 5.2 percent to the total use of a]] services and re-
sources (Tab]e F2). Clearly, monetary resources are not used as fre-
quent]y as other services and resources--only nine t1mes per month in
the typ1ca1 project.” It can be assumed that,there is not_much finan-
~cial support to be'distributed‘to_individua]s.
Subst1tutes . L B -

[>]

About half (48.6%) of"the projects: have set aside money -that can

Coe

v be useg to provide substitutes for teachers so that they can engage in

:w . <
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professional activities during the normal working day. In the typi-

cal projett?.SUbstitutes were provided 18 times per month (Table F7).

Usually substitutes are used to release teachers so they can engagé

in “independent activitieS: Release time is most often used to provide an
opportunity for teachers to spend an afternoon af:the teacher center
making instructional materials, or to engage'in individual consulta-
tions with ike teacher center staff. Release time a]so,fac%]itates
teaeher matching programs. It is important to note that re]ease time is
not commonly ised to free groups of teachers to participate in group
act1v1t1es (s=e Chapter V) he1d dur1ng the working day.

Incentive awards . /

A]thougr sver 40 percent of the projects have provisions “for

award1ng money to teachers to work on 1nd1v1dua1 projects, 1ncent.ve

awards are not frequently made. The average use js five times per

[

monti: {(Table F7). Typically, however, incentive awards are not granted

-

on a monthly bagis. Rather, the typical center considers all teacher

requests for financial 5upbort as a group, using a competitive process

ori an annual or semi-annual basis.

v

In sum, 588 incentive awards were granted. This number contrib-
uted 1.1 percent to the total-utiiization of all services and resovrces
(Table F7). "It is 1mportunt to note that in most instances the teacher

center staff is verx_Jnvo]ved in helping teachers with 1ncent1ve awards.

- Staff ass1stance was documented for 436, or almest 75 percent, of the

1ncent1ve awards (Tab]e F5) Therefore, in the great majority of cases,

4

-~ incentive awards have prﬁvided an epportunuty for teachers to take ad-
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.
\
\

vantage of the staff consuitative services, UDetatled Zata on ‘incen-

tive awards are not available. But there aopears to bz a tendency for
awards to be made tuv small groups of teachers\(two af three) rather

than to indiviudals working totally a]one; Tﬁere is also a'tendency

\

for the awards to be used for deve]opingfnew cdrricu]um materiai. . It
‘seems teachers are most likely to app]y for and oe gre: ncentive

awards if there is something needed for the c]assroom

Professional development fund- f \

\

' Slightly over one-thi: %) of the projectg have set aside
' money to support the zttendance uf teachers at profess1ona] conferences.
rSince use of thae@ funds contributed ]ess than one percent to the total
utilization of all services and resources, it can be assumed that
teacher centers have not allocated great amounts of money to these
funds {Tabie F7). Most proaects have estab]1shed qu1te r1gorous cri-
teria to guide the awarding of money for this purpose. Usua]]y a cen-
ter wii] not provide total support for a tedcher to atteod a profes-
sional meeting; more commonly the teacher must also contr#bute part of
the cost. Additionally, most centerSjrequire that teachers who use
maney for conference attendance must bring something back to the pro-
ject. For example, a teacher who receives partial supportato attend a
conference on programs for chi]dreo with Timited English soeaking abil-
ity would probably be expected to make reports and present some work-
_ shops after the conference. i
~

Co
RN
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Tuition reimbursement

Only five (13.5%) of the projects make any provisioe for directly
reimbursing teachers for tu1t1on pa1d to co]]eges Use of these reim-
bursement funds contributed 1ess than one percent to the tota] uf1112a—
tion of all services and resources (Table F7). These data support a
very conservative inte}pretation of the level of §upport teacher cen-
ters are providing to 1nd1v1dua]s 1nvo]ved in co]1ege course work These
data would ‘suggest that the cost of part1c1pat1ng in credit- bear1ng
course work is usually borne by the part1c1pan£e. Hoyever, it is known
that a number of teacher centers provide indirect support for college
course work. For example, about eight percent of the total ﬁumber.of
teacher center group activities could be participated in for college
credit (Table G30). The data in this study cannot be used to support
a definitive statement regarding the level of “support teacher éenters=
are providing for co]]ege course work. It is happeping. But questions
regarding to wrat extent and under what condifions need}to be specifie—
ally addressed by future studies. A
Summary

Although 70 percent of the projects have set aside monies which
individual'teachers'can .= for certain purpases, these monie% are not
frequently awarded. One can assume that there just isn't much to go
around. 0f all the t1mes individuals ava11ed themselves of services
and resources, only about five percent were related to monetary re-

1

sources.
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. The typical broject has set aside monies for only one purpose and
this is most 1ikely to be for substitutes or for incentive awa;ds. Sub-
stitutes are not commonly used to release teachers for group activities
held during the school day. Rather, substitutes are much more likely

to be used to free teachers so that they can work on independent pro-

~ jects. Incentive awards weie not frequently granted. But a teacher

who received an incentive award, typically not only received some money, "
but also received teacher center staff assistance on the project.
_Professional development funds and tuition reimbursements were

rarely used. The data raise particularly important questions about

~the type of support teacher centers are providing for college course

work.

Other. Serv1ces and Resources

Four other types of serv1ces and resources were 1dent1f1ed wh1ch

.could not be classified as examp]es of the four major categories thus

far presented. It is important to note that teacher use of these was
not considered in determining ;he téta] utilization figure.
Newsletter \ |

The teacher center newsletter is very important. A11 but four
projects regu]ar]y, usually once per month pub]1sh and d1str1“ute a

comprehens1ve listing of a]] teacher center activities (Tab]e F8).

These newsletters also often include articles written by teacher cen-

" ter-staff as well as teachers. 1It's probably safe to say that there is’

no cther inservice program for teachers that comes"plose to teacher

-

b/‘_\
v

’
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centers in establishing a regular and vitally mneeded communications
metwork. In the typical project, 1708 teachers receive a newsletter
once per month.

" Collegial drép-in -

In about one-quarter (24.3%) of the projects, teachers have an
iopen invitation to visit the teacher center. A teacher can expect
with some certainty that there will be a friendly suppqrtive atmo-
sphere, a pot of coffee brewing, and“comfortabie chairs for just
51tt1ng ‘and ta]king . In the typical project, the drop-in as a service/
resource, was used 52 5 times per month (Table F8). The very ]arge
:nstandard deViation 1ndicates that in more than a few orojects this number
- was 1n the hundreds " (If a person "dropped in" and then became- in-
voived in another serv1ce or resouyrce available at the center, this
was not counted as a use of "drop-in,“ but rather was documented as a
use of a specific resourcehand/or service.)

a7

Printing service

Four (10.8%) projects offer a printing service. The staff (often
a sesretary) will duplicate instructional materia]s for teachers. hiﬁ
the typica! pro;ect this service was used by teachers ten times
(Tabid2 F8). But the large standard deviation (X = 46.6; SD = 76.1) in-
dicates that there were a number of exceptions to the average.

state authorized textbook examination site

Two (5.4%) o7 iha projects were authorizedaas textbook examination
sites by the state education department. In states where a textbook
cxamination process exists tnis can be a-very important .service. J
There,were only 61 instances of this happening, yet the very existence =

»
Sy
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of the service exemplifies the ‘length that centers will go to provide

support fou their clients (Table F8).

Summary

.cher centers may be most clearly distinguished from other ap-
r . .tnes to inservice education by the priority that is placed on addres-
sing the needs of individual teachers. The 55,628 times that teachers

were served individually through services and resources was greater than

the 43,185 times they were served during the same period throogh the

more Yisib]e group-activities; ‘Two themes permeate the data on services

and resources. These theﬁes::responsiveness and co]]egia]ity--contribute
greatly to a definition of the teacher center approach to inservice edu—

cation. -

Teacher centers'provioe'an exemplary model for responsive inservice
programming. As will be reported in Chapter V, teacher centers are able
to deve]op and offer group activities based on what teachers view to be
important.. Most important]y, the "turn around" time between identifying
and responding to teacher-peroeived needs through group activities is
very short, typica]]y only a few weeks With services and resources,
the turn around time is typically even shorter often 1mmed1ate, and the

responses are specificatiy tailored to individual teacher needs. The

Jdmportant point is that a teacher with a need can receive assistance

" through services and resources even though other teachers may net have

the same rieed at the same time. The teaghor center is a vast storehouse
of profess1ona] expert1se and other sqpports that is conveniently lo-
cated and open when 1t can be used by Leachers need1ng it. The supports
that teachers are111ke1y to need are brouuhit together and organ1zed to

’d

optimize accéssibi]ity. A]] that is requ1red to tap into these services

O
L0 -
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ani« ¢ rces is teacher initiative.
. e ]

Based on the data collected- in this study, it can be said that
teacher initiative is alive and well. The utilization data on services
and resources confirm the fact that teachers will initiate professional
development experiences even though there are no obvious tangible in-
centives available. Teachers took advantage of the services and re-

" sources over 50,000 times in the absence of any tangible incentives--
teachers receive no credit tor engaging in professional development
through services and resources énd there are ﬁo salary advancements or
- stipends related to this type of work. Participation in services and
resources almost always oc@urs on teachers' own time, e.g., before or
after school-or during free periods. Clearly, however, teachers will
get involved if they pefceive that which is offered to be useful and
worthwhi]e. The data are consistent that supports for better téaching‘
and instruction are what teachers perceive as useful'and worthwhile.
For instance--

s Teachery need materﬁa]s and equipment” for producing instruc-
iitng] ngterials for use in their own classrooms. These
surniisg were taken:advantige of over 20,000 times in the
sy wtementh data collectiun period! - In the typical project
v se were used 30-40 times per month. But the except1ons
are notable. ‘A few projects have teachers coming in to -
produce materials cver 500 times per manth.

e Teachers appreciate expert help, especially as it relates
to developing materials. In the projects that have staff
available to help in materials development this assistance:
is used well over 100 times per month.

There are at least two lessons learned from these data. If there is a

commitment to:be responsive to- teacher needs, the first thinn one must -

do is to brwng together in one 1ocat1on a w1de range of prouuuction mater-

,
SO
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ials and equipment. Secondly, in order to optimize Qse of production
supplies, have a specialist with éxpertise in materials development
available to help teachers. The level and type of assistance teacher
centers are providing in the area of materials Aevelbpment suggests
that this is not being currentiy addreésed by any other dbproach to
providing .support to classroom teachers. |
Since teathers are vo]untafi]y initiating consultations with

téacher center staff it can be stated that these professional experi-
.ences are also a valued component of teachér center-prbgramming. For
instance-- | '. )

|
1

® Teschers initiate ‘consultations especially with respect to
improving instruction in.their classrooms. Consultative
services were used over 14,000 times during the data col-
lection period--in the typical project 40 times per month.
Teachers particularly want classroom followup on the large

- group activities and in developing classroom-specific cur=-
ricula. ' ' . -

- The teacher center staff is being heavily relied on and turned to by .

teachers for direct assistance fn instructional matters. Again, as
with the data on materials, the frequent uti]ization"of this type of -
rdvassional support suggests that it is not avai]ab]e through any other
i~service education program. The data Suggest that to deliver on a com-
mitment to provide useful and worthwhile assistance to teachers, it is
important to have full-time staff people who are perceived as competent
in addressing classroom-specific concerns.

There are two key dimensions to prcviding'responsiQe inservice for
teachers. First,}the content of the jnservice programming must be per-

ceived by teachers as being importaht. From the dqtg on services and
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resources ‘it has been learned that teachers will, on their own time,
“seek out opportunities to engage in brofessiona] deve]dpment experi-
ences if thesé relate to improving instruction in the classroom. P
Tangible incentives are not reduired to encourage teacher parficipa-
tion if teachers believe the experiences to be worthwhile and valu-
able. ,The second key dimension of responsi&e inservice regards de-
livery. The inservice opportunities must be accessible to teachers.
Teacher centers have excelled in bringiﬁg inservice to teachers.
" Teachers know that they can get almost immediate he]P wheneverfthéy
need it. A1l the services and resources the teacher center offers are
usually no more than a 15-minute drive br a phone call away. It is
importantlto highlight the obvious--the teacher center staff is crucial
in providing responsiveAﬁnserVice that is valuéd and is accessible. |
The theme of collegiality also permeateé all the data on services(
and resources. This theme cuts across virtually all the data collec-
tion areas. Teachers are naturally attracted toward a professional en-
vironment. For instance--

~

e Teachers "dropped in" to the typical center 52 times per
month. Teachers use the teacher center as a professional
check-in point, as a place where they can keep in touch
with other teachers. ’ :
Teachers are also naturally attracted toward professional assist-
ance in a collegial environment. Teacher center staffers are class-
room teachers by training and orientation. - Professional credibility
is not an issue; it is assumed. This enables teachers and the teacher

centerHStaff to relate Eollégially”as in a partrership. Teacher cen-

-~
»
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'fer staff in most cases'opekate with an “on call" stance. They com-
municate quite clearly that they are there if there is anything they
can do. If they cannot proVide direct assistance, there is the ex-
pectation thet they will find someone who can. For instance--

e Teacher eenfer staff faci]jtated teacher requests over
6,000 times during the data collection period. Most often

“this facilitation involved matching material or consulta-
tive resources not readily available through the teacher
center.

" Teachers are also naturally attracted to a place where it is known
other teachers are working on their own projects. The Ebpu]arity of
materials development areas certainly is related to teachers needing
to make instructional materials. But additiona]]y, one gets the sense
tﬁat there is an additional pull: teachers «re reasonably sure that if
they go to the center there w%]] be other teachers there;'as well as

»g{ierecher center staff, that will be eager to share and help each other.

“The teacher center, through services and resources; provides eppoftuni—

'ties fof teachers to‘work on independent p?ojects that are important -

" for indiVidga] purposes. But,>the atmosphere generated by teacher

centers is one of "We are all wdrking together:"

yeoy

) : ¢ LIS

O ) . : . c -
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' Chaptér v

Group Activities

. In addition to serving teachers individually through established
staff services and resources, teacher centers déve]op‘and provide pro-

grams designed to meet the common needs of groups of teachers. Dur-

A}

. ing the period of this study, 1658 group activitieé offe;ed by 37 . .

projectstwere documented. For the purposes of this study an "activity"--
‘ e is an advertised,“interactive event designed to bring to-
Qether a group of teachers for instrué%ion.
¢ has a clear beginning and a clear end. (In contrast to
services andqresources, an activity is not an ongoing,
estab]ighed project component.)
® is discernible, describable and has a ]abei; e.g., "sem-
inar," "“course," "workshop," "lecture series," "symposium."
;0 has a content foqyé,'e.g., “math skills;" "mainStréaming,"
“child deve]opﬁ;;;;" "levels of questioﬁing," "teacher
stress." o - |
e is supported fully or in part by the ﬁegcher centef’project.
Thus, not. included as program activities were events not convened for
instructional purposes. For example, b]anning méetings, nee&s assess-
ment meetings,.and "coffees" were not réganded as‘agtivities for the
purposes of docuﬁentation. A]sb not inc]udéd, although Fh§y may in-
deed relate to professional deve%opment; were unschedu]ea, spontaneous

interactions, e.g., a group of teachers deciding at lunch to get to--

gether after school to work on the new curriculum. ,These unannounced,

impromptu professional interactions are impassible to anticipate and | .
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thus impossible to document with reliability.
The'dooumented program activities covered a broad range of topics
) ;nd were characterized by different instructiona] processes.' There
. were examp]es of a]most every cunceivable type of program, ranging from
. two hour make and take ~orkshops to intensive eight- month curriculum
development projects. The topics ranged from 1nstruct1on of children
" in basic skills tq income tax preparat1on_for'teachers. - For each of
the activities, proiect documentors were traided:to provide information
with re§%ect to 15 differentkquestions Spanningfthe gamut from the
genesis of the actiyit},-i.e.,‘Why was the decision made to offer the
activitr?, to the COmpTetion-of:thé activity, i.e., How was it evalu-
ated? “ . |

Dato collection

’

It éhou]d be eophasized that in the telephone interview eéch ques-

t1on was asked wn the open- ended format‘ For examp]e project docu—
mentors were qsked to describe the 1nstruct1oha] format: The inter- .
viewers were tra1ned not to aotept without probing, responses such as,
"It was a workshop.“ Rather they were trained to~probe for comp]ete,;
inon—ambig , 1""orma5t1'on. In this example, they were trained to fot—
Tow up‘With the qaestion,\"what do.yEU hean_by ‘workshop'?" The re:
sponses to.the }011ow—up queotjons probing for_de?initiona1'é]arity
"were recorded by the interviewers and were-the basis for the data

analysis. This is important to underscore because the categories that

“

O]
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were used for'coding and ana]yzing\the data, rather than being im-
posed, em:rged from the actual activity descriptions.

)The importance of the telephone. interview in probing for complete,
non-ambiguous iqformation should br highlighted. It héd been Iearned’
in the field test that some of the language used by teacher center
péop]e has either a site-specific or regionafbmeaning. For?exqmp*é;
one project director offered’fhe following criterion for distinguishing
betw;en a "workshop" and a "seminar;" those abtivitieﬁ for elementary. ~
teachers are called "workshops" whereas those fér secondé}y teachers
are advertised as “semjnars.“ This is one examb]e of many which
necessitated probing beyond ]abe]s for complete descriptiohs. In
aggregating the data, many categories were used. These labels have
cbmmon 6egﬁing across projects, were used by‘trainea coders and con-
stitufe & precise ]énguagé for inservice education.

<

Data intepgretation

A]though frequencies (number of activities and the number of par-
ticipants) are reported for every descriptiye category, the interpreta-

. . : . . . .
tion is enhanced by: the use of "participant hours." Participant hours

are determined by multiplying the number of participants by the number .
of hours%the participants were actually engaged in an activity. Thus,

if ]O-teéchers took a course which met 15 times and each session was
L ! ? )

three hoLrs in length, this activity would geherate 450 participant
hours . A]fhough in many cases there is a direct relationship between
the numbér of activities, the number:-of participants and the number of

" participant hdurs, it is the many exceptions that make participant hours

“

~

. a valuable interpretive tool. ‘ ‘ K o /

AV
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The value of participant hours is demonstrated in the' following
example. Data were collected with respect to when activities were
convened'(Figure 5). Activities were most likely to be held after
school (35%), during the working day (27%),’or during a holiday (23%).
A better understandiqg of the influence of activity scheduling ié
éerived from'examining the participant d&taf Fully 43 percent of
a]] p;ople Qho-participated in teacher center group activities did
| so in act1v1t1es held dur1ng the work1ng day. On the other hand,
only 22 pertent of the tota] number of part1c1pants a%tended act1v1t1es
held afFer school and 19 p?rcent attended act1v1t1es,he1d on h011days.
Finally, a third perspectiig is p~~:'1ed {f one examines the garticigant
hour data. Although on]y 23 peyv Jf the activities weve he]d on
hol1 ays, and these involved less tnan 20 percent of the total number

of p rticipants, these activities generated the greatest number (37.5%),4

— of-the participant hours.

1aoe 1008 100%
an 0% . am
«n : om — ]
o v «% 43% % .
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1 1 : . 6% | 2 :
i N N . e
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et s¢hool during day hokday sRer schoct - during day hotdey sher schoot dxingdy - holday
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Fgaare 5. Time activitﬁes he]éf:threé types of data. -
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_ Any data analysis which relied only on frequency data for activy-
ities and participants wou]dtbe incomplete and could result in misin-
terp¥etation. For example, one might conclude, given that more teach-
ers attend activitie; duriﬁg the working day, that teacher center pro-
gramming could be best expgnded by offering more of these school day
activities. But this is only part of the picture. The participant
.hoﬁr data suggegt that programming might be best expanded by offering
a gfeafér number of infensive activities during periods when teachers
are totally free from instructional responsibilities, as they are when
fhey are on Vacafion.- A stronger interpretétion would begfhat there
is a need for balance in teacher center programming. The'shorf term
activities held during the working day are valuable in terms‘of reaching
the greatest number of teachers. But the activities held during vaca-
tions are valuable in terms of providing in-depth experiences.

//Qgga éna]ysisla1so invp]ved examination of central tendencies.
d?/gﬁg/gper 300 distributions studied, none approximated a normal curve.
Witﬁgﬁﬁiéxceptioh the distributions were posipive]y skewed. Since the
meaﬁs were consistently inflated by extreme cases, medians will be re-

“ported as' the most appropriate measure of central tendency. In all
cases’the medians are more conservative than the means. For example,
the median number of participants for activities held during the school
day is 18--definitely less, but probably more_typica], than the 4?2 par-
ticipants indicated by the mean (SD = 106.1). A few activities with

: 1argevattendance.had a dramggjc and distorting effect on the means, e.g.,

v

a Superintendents' Day for all teachers in a district (see Figure 6).

() Ty
[
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T T 4 T —T = T T
018 42 148 24 360 466
Medlan Mean +1SD +28D +38D +4SD

Figure 6. Mean and median number of partﬁcipants'_
' for activities held during the school day..
A more accurate description of the typical teacher center activity held
- during the working day 1sAprovided by tﬁé median--50 percent of the activ_
ities which were held during the school day had 18 participahts or less,

whereas 50 percent of the activities had more than 18.
2

Ciients Served Through Teacher‘CentervActivities

The 37 projects which particibated'in this eiéhtémoﬁth study com-
pleted 1658 activities, served over 43,000 teachers_énd generated close
to 280,000 participant hours. (Thié is the equivalent of thé Tevel of
activity that would be expectedcfroﬁ 41 projects over a six-inonth —
period or from 21 projects over 12 months.) A-typical p}oject compie%ed
five qctivities, served 98 clients and generated 567 pqrficipant hours
per month (Table G1): S n

Without a'doubt, the pf%mary clients of teacher center programming
are classroom teachers. Of the 43,185 people who participated in teach--

) _ : ' v }rd
Q ‘ JQ
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er center group activities, 80 percent were classroom teachers (Figure

7).

~
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Figure 7. Types of clients served through
. teacher center group activities.

Teachefs were involved in 95 percent of all activities (Table G2).
However, the focus on classroom teachers.was not to the exclusion of
other teacher center clients. Other clients were involved in about
one-quarter of the teacher center activities. Of the total number of
teacher center activities,lslpercent were focused exclusively on clients

other than classroom teachers (Table G3). Clients oihe?hthan cless-

“w
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room teachers most likely to be served by teacher centers are school
administrators and people from the community. Both the community and
administrators were represented in 11 percent of the total number of
teacher Eenter actjvities. Far less likely to be included were non-
professional schdol personﬁel (4%), e.g., paraprofessionals, and
certified non-1instructional personnel (2%), e.g., librarians. Of
particular note is the absence of programming for preservice teachers.
Preservice teachers participated in less than two.percent of the teacher

center activities (Table G4). The target of teacher center programming

is clearly the classroom teacher.

Content Focus of Activities ot

-~

Each activity descriptioﬁ was examined to determine the substan-

o ‘

tive focus: "What was the activity about?" Two majdr categories of
content fqéus emerged'from’the analysis of activity descriptions.
Almost three-quarters of the total numbgr of participant hours were
contributed by activities designed ta hé]p teachgrs de?e]op expertise
related to insﬁructidna] responsibilities in teaching assignments.
These activities were classified as having a content focus on the
instruction of children. About one-quarter of the participant hours
were produced by activi;ies having a focusxon the moFe general develop-
ment of teachers. Thesg_activities were designed to hé]p teacher§

develop in ways that transcend their day-to-day instructional respon-

sibilities (Table G5).
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Content focus on the instruction of chi]dfen

In the content analysis of this category, four dimensions were

identified--school curriculum, children with special needs, pedagogy

and specific client Q}oups. Egch actigity fbcuséd on the instruction .
of children was coded on each relevant dimension. Of the 1196 activ-
ities focused directly bn the instruction of.chi]dren, about two-thirds
were targeted on more than one dimension (Table G11). An example of an . .
éctivity coded on two dimensions would be “The Direct Instruction Ap-
proach to Teaching Spe]]ingh (pédagogy and school curricula).

Y
{ strengthening the pedagogical skills of

As depicted in Figure 8
teachers clearly stands out as a priority in teacher center programming
(Tabie G6). Almost 60 perceﬁt 6f the total number of participant hours
were contributed by activities designed to develop teacher ski | in
providing instruction (Example: l"Questioning Skills"). Pedagogy was
followed in emphaéis by activities focusinb on school curriculum, i.e.,
on the subject ﬁatter to be taught to children (Example: "Energy Con-
sérvation“). Over one-third of all participant hours were generated
by this kind of activity. The belief that.teachér centers are par-
ticularly valued because they tailor their activities to client needs
is supported by the fact that over 20 percent of all participant hours
were produced by activities targeted at the needs of specifically de-
fined teacher client gkoubs (Example: "English Teachers' Seminar"). A
number of activities, 14 percent, were directed at helping teachers

better understand and serve children who have been identified as need-

ing special attention (Example: "Mainstreaming”). Each of these--

10;
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_pedagogy, school curriculum, specific client groupé, and children with
special needs--will be examined in detail.
Pedagogy. Six types of activities fbcusing on bedagogy were
identified--instructional management, classroom management, materials™

presentation/development, understanding instruction or children, and
equipment/media. Activities concerned with instructional managément
clearly predominate. About one-fifth of all teacher_cénter activities
focused on developing teachers' skills, strategies and other how-to's
of instruction (Fxample: "Approaches to Individua]izing Instruction").
Activities of this type contributed over 20 percent.of the participant
hours. This is more than was contributed by any other type of activity
(Table G7).

With respect to number of participant hours, there was little
difference among four of the si. pedagogical types. It can be said
that about eqﬁa] emphasis is bein¢ given to classroom management,
ﬁateria]s presentatiﬁn/deve]opment, understanding children/instruction
and curriculum development. Abgut 10 rercent df the participant hours
were‘related to classroom management, to activities designed to help
teachers better understand and deal with social, personal, and emo-
tional issues in the classroom (Exampi»: "Imbroving Classroom Climate").
Another 8 percent of the hours Wére generated by activities designed
to help teachers se]ect, deVe]op or organize ingtructional m;terials
for uce in the classroom. These were n:imarily hands-on opportunities

for teachers to develop instructional materials for classroom use

AN
e
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(Example: "Learning Centers Make and Take Workshop"). Seven percent
focused on curriculum deve]opment. These were activities to help

" teachers develop.new curricula or, more typically, to extend, enrich
or modify existing curricula (Example: “"Developing Curricula-for - -
Gifted Children"). Also important to_teacher center programming are
activities designed to strengthen the foundations for providing instruc-
tion. These activities, classified as “understanding children and in-
struction," contributed six pércent of the participant hours (Example:
"Mastery_Learning-—A Theofy of Teaching"). Although most of thefactiv-
ities of this type were theoretical, many addfessed diagnostic or
evaluation skills (Example: "Analyzing Test Results").

In teacher center prdgramming much less attention is given to
helping teachers use equipmeﬁt or media in the classroom. Leés than.
two percent of the participant hours were contfibuted by thesé activ-
ities (Example: "Trouble Shooting Audiovisua]lEquipment“).

The most frequently offered activitfes addressed instructional.
management (19.2%). A close second in terms of frequency were méter-
jals presentation/deve]obment activities (16%). But the hateria]s_
activities generated proportionately less of the participant hours,
only about eight percent. Analysis of the medians reveals that al-
though both of these types of activities typicé]]y have about the séme

;number of participants, participants are engaged"for fewer hours in
the typical materia1s>ébt5vfty, | |

On the other hand, the classrcom management activities (6.8% of

to&g] number) generate proportionately more of the participant hours,

104
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about ten percent of the total. In looking at the medians, classroom

management activities stand out-as having the largest group size and

the greatest number of participant hours per activity. A_probable .

Héxp]anafion isbthaf these activities, e.g., “"Behavior Modification,"
have a more general apb]icabi]ity than other types of pedagogical
activities.. The disproportionately large standard deviation for the
number of participants (X = 27.3; SD = 42.6) also points to the dis-
tincf likelihood that the groups attending classroom management activ-

ities numbered well ovef 100 in a few cases.

School Curriculum. About 36 percent of all tHe activities were
directed ét improving‘teacheﬁ expertise in teacHTﬁﬁwﬁh‘ihe curricula
areas (Table G6). One-half of these activities focused on basic
skills, i.e., reading, basic computation and written communication
(Table G8). Basic skills contributed about 17 percent of the total
participant hours (Examp]e: "Reading Comprehension").. Activities fo-
cusing on other traditional areas of the school curriculum contributed
about nine percent of the hours. An activity such as "Science Experi-
ments" would be considered an example of this type>as would activities
addressing all other school subjects commpnly associated with and ac-
cepted as being within the purview of theischodl's traditional program.
Confributing slightly less than ten percent of the hours were the »
special ihterest areas. These are subjects‘of current or regional in-
terest which may or may not eventua]]y become adopted as standard éur-‘

ricular areas (Example: "Environmental Education"). Also coded as be-

1'12'
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ing of special interest were topics specified as being extensions of
the traditional curricula (Example: "Geology of the Coulee River Basin").
The typical school curriculum activity had about 14 participants.
There is a tendency for more participant hours to be associated with
activities focusing in the special interest areas than in either basic
skills or other traditional curricula areas. An insight into this is
provided~bywlookingmat the standard deviation (X = 40.3;.SD = 132.4)
“for the number of participants in special interest area activities.
This very large standard deviation suggests thét activities exploring
subjects of current or local interest are likely to be offered for
very large groups, often numbering over 100 participants.

Specific client groupé. About 29 percent of the total number of

activities focused on the needs of specific client groups (Table G6).
An activity was coded as having a specific client group focus if either
the advertisemeht was directed at a specific rd]e group or if all the
participants in an activity represented the same groub. Activities
were most Tikely (14.1%) to be targeted at elementary teachers. But
abdut eight percent were tgrgeted at secondary teachers (Table G9).

It is interesting to note that activities focusing on the needs
of specific sub-groups of elementary and secﬁndary teachers, e.g.,
primary teachers and tenth grade English teachers, generated more hours,
over four percent, than the other three groups targeted by teacher cen-
ter activities. The other groups--teachers from specialty areas, staff

of a specific school, and other education personnel--collectively con-

O ‘ » I ’ . 1:.)8 .
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tributed only three percent of the participant hours. ‘If an activity
is to be directed at the needs of a specifica11y defined client group,
it is most Tikely to be directed at the needs of classroom teachers,
particularly elementary teachers. |

Interestingly, although there were fewer activities directed at
secondary teachers than at elementary teachers, these typically gen-
erated froportionately more participant hours. There is a tendency
for the typical secondary activity to have a siightly smaller group
sizé but to_méef fqr a longer period of time.

Anothe; interesting finding is that moré naﬁroW]y targeted activ-
ities tend to generate fewer participant hours. Activities for ele-
mentary teachers had a median of 71 participant hours, but activities
for specific groups of elementary teachers had only 32.5 hours. The

same phenomenon is repeated for secondary teachers.

Children with speciaT needs.‘\Few activities (11%) were directed

at helping teachers better understand and serve children identified

. as needing special attention (Table G6). Those that do (4.3%) are most

1ikely to focus on the needs of handicapped children (Table. G10). These
are activities directed at helping chiidren who have been identified as
having bhysica], mental, motivational or emotional disadvantages (Ex-'-
ample: "Mainstreaming"). _ ;
’About‘three percent o‘ the participant hours were re]ated‘to help-
ing teachers ynderstand or work with gifted children, those who have
been identified as having e;gmplary skills and talents (Examp]g: "Teach~
ing Math Problem Solving to éifted Children"). ~Contributing about the

K-
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same percent of participant hours (2.6%) were activities dire;ted at
helping teachers understand and work with children of particular ethnic,
cultural or racié] backgrourds (Example: "Literacy Training for Bi-
lingual Students").

Receiving less attention in teqcher cehter programming were the
needs of children from poor families. Only 1.0 percent ofﬁthe par-
tiﬁipant hours were concerned with dealing with the needs of economically
disadvantaged children (Examp]ei "Language Arts Materials f6r Title I
qug#éms").

| vft should be‘noted that activities focused on the économica]]y
d1sadvantaged children, although not frequent]y offered, tend to in-.
;vo]ve more part1c1pants than do act1v1t1es focusing on children with
other special needs. On the other hand, activities aimed at the in-

/1

stcht1on of handicapped children tend to have smaller groups but to

4 . ‘ .

'megt for longer periods of time (Table G10).
/.

/ Contefit type of activities focused on the instruction of children.

Oﬁ]y about one-third of the activities focused on thé instruction of

e

#hi]dren were coded-on but one of the dimensions presented above (Ex- Yy
" ample: "Basic Computational Ski]]s"--schoo] curriculum). Activities

such as these generated 42 percent of the participant hours re]éted to
: 4
instruction of children (Table 611). ;, \
Almost two thirds of the act1v1t1es focused on .the 1nstruct1on of

/ .

childrén had more than one content target, i.e., they were coded on more
than one dimension. Activities with two content targets generated 38

percent of the participant hours (Example: "Computational Skills for
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Children with Learning Disabilities"--school curriculum and special needs
of children). Activities ceded on three dimensions generated over 18 per-
cent of the participant hours (Example: "Strategies of Teaching Reading
for Secondary Teachers"--pedagogy, curriculum,and specific client grotip).
The few examples of activities targeted on all four dimensions contrib-
uted only one percent of all the participant hours (Example: "Math
Learning Centers for Bilingual Students at Smith School"--curriculum,
pedagogy, children with special needs and sbecific client group).

There is 1ittle disparity in the median number of participants
involved in the different content types. But the disproportionately
large standard deviation (X = 29.2; SD = 80.95) fdr the number of par-
ticipants for one-dimensyonal activities suggests that, of the four
types, this type is most 1ikely to involve large groups. This may be
connected to a slight tendency for participant hours to increase as

- an activity becomes more specifically defined. A tentative explanation
might be that the more broadly conceived activities are more 1ikely to
be conducted at the awareness level for 1arggr groups than those that
are more speéifiéa]]y defined. |

The 21 specific content focus areaskwerg examined with respect fo
conténf type (Table G12). The activitieé most Tikely to have only one
dimensidn of content focus a11 fall iﬁ the pedagoéy category. 'Sevehty—
six percent of the classroom manageméntvactivities addressed no other
dimension of the instruction of children. Seventy percent of thosé

néoncerned with equipment/média; and 44 percent’bf those re]éfad to

und@rstandihg instruction/children were also undimensional. With

120
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those three exceptions pedagogical activities were more 1ikely to ad-
dress more than one dimension of the instruction of children. Forty-
four percent of these activities were targeted on two dimensions.
" Several content areaé stand out as being most 1fke1y to be re-

lated to more than two dimensions. About 42 percent of all activities
addressing basicvskills also addressed two other dimenéions (Exampie:
"Materials for Teaching Metrics in the Elementary School"--pedagogy,
' school curriculum, specific c]ients). Over 40 percent of those activ-
ities addressing curriculum development were also related to two other
dimensions (Example: "Extending the Math Curriculum fdr Gifted Child-
ren at the Elementary Level"--curriculum development, special needs of
children; specific clients). Activities targeted at elementary teach-
ers are 1ike1y (55.8%) to be targéted on three dimensions and over |
eight percent were targeted on four dimensions. o

Although only two percent of.the activities were targeted on four
dimenéions, analysis reveals an interesting finding. About ha]f'of'alll
the activities addreséing the needs of economica]1y.disadvahtaged'chi1dren
 were targeted on a]]}fbur dimensions. About 11 percent of the activitieS‘
directed at both gifted children and those’coming fr§m particular cui—
tural backgrounds were é]so targeted on all four dimensionsT

Content focus on the development of teachers

About Qne—quarﬁér of the total number of participant hours were
not d{rect]y reTated to improving the instruction of children (Table G5).
Rather, theseAactivities focused on"developihg teachers as professionals

;in ways that transcend their,day-to-day responsibilities in ciassrooms
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(14%) or on addressing teachers' personal interests (10%). Although
'it is assumed that all of these activities will eventually trans1ate
into improved instruction for children; the relationship is nowhere
near as direct 'as those which Have already peen-discussed above

(Figure 9). ‘

Development of teachers as professionals. About 14 percent of

all the particibant hours were related to the general development of
teachers as professiona1s(Tab1e G13).. The greatest number, 7.2 percent,
were concerned with mak1ng teachers aware of profess1ona1 ooportun1t1es
(Table G14). By far the most frequent- activity of this nature was an
orientation program to the teacher center itself. Although activities

of this type were quite common and ettracted large groups of participants,
they confributed only about two percent of the participant’hours._ These
activities were obviously. of short duration.

The greatest number of participant hours-in this tategory, 6.3
percent; were concentrated on helping teachers‘deve1op their notheach-
ing profess1ona1 skills. Th1s type of activity provides tra1n1ng
wh1ch is he]pfu] to. teachers in terms of fulfilling themselves profes-
siona]ly but not with respect to classroom teach1ng. Examp]es of this
would be training teachers how to be workshop leaders 1nateacher center
activities and training teachers to write grants. Activities of this
type typically are euite intenéive, generating a high number of par-
ticipant hours.. ’

| About Onefquarter of the participantﬂhburs in this category

[ 3
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dealt with professional issues and concerns that teachers face. An
example of these activities would be a seminar on teacher rights.

Less than one percent of thé participant hcurs were generated by activities
. concerned with general educational topics. These are so broadly de-

fined that the Tinkage to classrcom instruction is-almost abstract.

An example would be "Inequality in Education." Teacher centers simply

are not focusing heavily on this type of programﬁing.

Development of teachers as individuals. Less than ten percent

of the total number of participant hours were related to the.deve1op—

ment of teachers as individuals (Table G13). Within this sub-category

the most participant hours, 6.9 percent, were contributed by activities

targeted ét meeting the personal needs teachers might have (Example:

“Teacher Stress").. These were often large groub activities (Table G15).
Notable, because of the lack of attention given them by teacher

centers, are activities which would be considered peksona] enrichment

for teachers. Less than two percent were of Fhisrtypé (Example:

"Bread Béking"). A]so getting 1ittTé attentiqﬁ'from teaéher'cenfers |

~ are activities which are designed tO'ine teachers praétiéa] informa-

tion. About one percent of the activities were-concerned with such

things as incbme tax preparation fqz!téaéh§r§. B

Summary'of content focus

| . Teacher centers are demonstrating a high priority on-addressing

. the needs of’teéchers aé these re]éte to %nétrUCtjng children. jAbout
- three-qud%ters of the programming-addresséd thesé types of needs. The

focus was most often on improvihg pedagogical skills. Activities con-_ .

1
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cerned with instructional management contributed the greatest rumber,
over 20 percent, of participant hours. * It should be highlighted that
instructionalvmananement activities are usually targeted at a specific
curriculum area, special needs of children or needs of specific groups
of teachers. Less than 15 percent were general offerings such as
"Models of Teaching." Much more common were activjties such as "Using
the Distar Reading Curriculum."

Instructional management appears to be the number one priority in
teacher center programming. But a close second is the area of basic:
skills. About 17 percent of the total number of particinant hours were
related to this type of activity. Basic skill activities are definitely
most 1ikely (96%) to be offered wich respecﬁ(to instrucffonal manaQe;
ment; special'needs of children 6n speciffc client groups: Activities
_such as "Read1ng Comprehens1cn" are extreme]y rare. But activities.
such as "Improving the Read1ng Comprehens1on of Visually Impa1red Stu-
dents at the Secondary Level" are common.. '

Materia]s'presenfation/development actiVities"are common (1&%),
fo]]oW1ng right beh1nd instructional management (19.2%) and basic |
'sk1115 (17.9%). But these act1v1t1es generate re]at1ve1y fewer part1- ’
B c1pant houns; These act1v1t1es are typ1ca11y for sma]] groups and meet

| %or fen‘nouré «
On theJOtner hand .a1£hough c1assroomlmanagemenc activities were
“not at the top of the list in terms of - frequency of offer1ng, they gen-

erate re]at1ve1y more part1c1pant hours--they are 11ke1y to- be large

117
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group and meet for greater periods of time. Classroom management activ-
ities are, of all the types, most likely to have abroad general focus.
Three-quarters of these activities were not specifically related to a
special curriculum area, special needs of children or specific client
groups.

Activities addressing classroom management, the special interest
curricula areas and the special needs of econonicaiiy disadvantaged
children tended to invoive larger groups of participants than did
other activities. An explanation may be that these topics, when they
are offered, have a broad apoeai and/or are site-sperific priority con-
cerns. .Interestingly, although there were fewer activities targeted
' at secondary teachers, these tended to meet for longer pericds of time
than those aimed at e]ementary teachers.

On]y about one- quarter of the teacher center activities were not :
‘directly related to the instruction of children. Of those that were
_not, profeSSionaT awareness actiVities were most common. These typi-
cally invoTved but a few hours and.served Targe groups Activities ad—f
dressing persona] needs were also common. They aTso tended to be Targe

group activ1ties and of short duration ' Notab]e, because of their ab-,
| sence, were enrichment actiVities. Less than two percent of the activ- ~
'-ities were”of this_tyoe. -
Rationa]e for Activities
The promise of the Teacher Centers Program is to.prov1de inservice
orograms for teachers based on the needs of teachers as they themse]ves

perceive‘them. Is this promise being transTated into‘programs? "Are

113
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there mechanisms for delivering on this promise? Two specific ques-

~ tions were asked to explore the genesis of activities. Who actually
made the decision to offer each activity? Secondly, Why was the deci-
sion made?

The content analysis of the activity descriptions revealed eight
different sources of decisibn'making with respect to teacher center
programming (Tab]e G16). The teacher center director stands cut 1s
being most often responsible for making program decisicns; doing so
for almost 40-percent of the activities.. Teacher center staff, other
than the'director, made the decisions for another 28 pereent of the
activities. Therefore, the decision to offer almost 70 percent of the
~activities was made by either the teacher center director or other |
staff members. In short, the teacher'center professiOna1 staff ié
clearly important in terms of making f{nai deeisions -

Th:s is not to say that the po]1cy board‘is not |nv01ved 1n pro-
gram decisions. A]though the p011cy board made the’ f1na1 dec|s1on for
nn]y 33 bereent of the activities, these generated over onefquarter of J
all the partitipant hours. Addittbnally, another 10 pereent of the
> hours’ re]ated to act1v1t1es were cooperat1ve1y decided with the po]1cy |
_board Thus, the p011cy board was 1nv01ved in act1v1t1es w1th 37 -per-
,cent of the hours In contrast; although the teacrf* center staff
made more (70%) of the’ dec1s1ona, these act1v1t1es generated on]y about

.50 percent of the part1c1pant hours .(Table G16).
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About five percent of the participant hours were associated with
écti&ities that committees independently decided to offer. Another five
percent were related to activities the teacher center (i.e., staff,
policy board, or committee) decided to offer in conjunction with dis-
trict administrators. That school aistrict administration made the
decision to offer 16 activities across projects is interesting in that
this occurred at all. However, these contributed less than one percent
to the total hours.
| A better understanding of decision-making sources comes with look-
ing at the medians for participant hours. lHEPQ the patterns of in-
fluence COmeé through more clearly. The typical activity on which the
policy board made the fina]'decision produced over twicehas many par-
ticipant hours: as thdée geneféted.by any other dec{sioh_makér. A
rank;ordef¥hglof.tﬁe pé}éicipant hour{mediahé shows tﬁatAthe policy
board wdfking cooperatively Withvtheqteacher center directgf/staff/_
cdmmittée contributed the second‘highest'numbgr of paﬁgﬁcipant.hours.
On the other.hand, the teacher ééntek director and othér teacher center
staff made decisions for activities which generated the Towest number
of pé}ticipant'hours. In short, the professionaf staff makés @bst‘prq—
grqm de;fsions. But the poiicy board is'iike]y to bQ invo]Qed if large
groups of beop]e;and/dr long periods 6f time are involved (Table G]é).

“ Nhy wefé aCtivitieS‘dfferéd?  Here c]jeht request c]earTy ;tahds"
out as being'mosp 1mportaﬁt (Fighré ]0)." Oyer 35 percen% of the par-

ticipant hours wereiééherdtéd by activities teacheré asked for (Table
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G17). The most common pattern probably is a teacher, or a small group-
of teachers, going to the teacher center staff and asking that a par-
ticular type of activity be offered. The second greatest amount (15%)
of participant hours were generated by activities identified through
the formal needs assessment. It can be inferred that teacher center
staff also made many of the:fina1,decisions for activities identified
“in this manner. Aiso staff, typically on the basis of very informal
needs assessment, make recommendations that certain activities be of-
fered. This happened with regard to over 10 percent of the participant
hours. Thus, in relating the data on who made the decjsion to why it
~ was made, it can be conc]uded that the teacher center staff is very
1mportant in trans]at1ng the perce1ved needs of teachers 1nto programs.
Staff members re]y heav11y on unso11c1ted ‘teacher requests and also on.
. the formal needSvassessment Even in cases where the staff makes a
recommendat1on, it can be assumed w1th some certa1nty, that the recom- *
mendat1ons are- based on 1nforma1 needs assessments Staff people have :
.descr1bed th1s process as "wa1k1ng the ha]]s“ and "stay1ng 1n touch. "
About ten percent of the part1c1pant hours were related to act1v—'
1t1es school- d1str1cts requested Th1s often occurred where the dis-
-tr1ct had recogn1zed that the teacher center is an appropriate and ef-
fect1ve vehicle for asp1r1ng toward d1str1ct pr1or1t1es " For example,
a d1str1ct m1ght request a teacher center to organ1ze the inservice days.

The med1ans 1nd1cate that when the center offered an act1v1ty in response

to a district request the number of both part1c1pants “and part1c1pant
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hours was quite high (Table G17).
Almost nine_percent of the participant hours resulited from policy
board initiatives.  For examp]e, the policy board decided to move in a
direction not specified in the proposal. The medians show that these
activities are typica]]y small group but generate a large number of
participant hours meaning these are typica]}y long-term activities..
That teacher centers are'reaching out to work with other organiza-
tions in the education community is borne out by the>fact that about
eight percent of the hours were related to activities the teacher cen-
ter offered cooperatively with a unit other than the district. An ex-
amp]e of this would be the teacher center and Teacher Corps coming to-h
:gether to offer a‘sing1e activity. These-co]]aboratfve activities
. were often very large group events. The mean number of participants,
‘067 {S. D. = 182. 6) po1nts to this. | | |
Four percent of the ‘participant hours were from act1v1t1es that
Were offered based on the success of prior simi]ar-activities A
' }verbat1m examp]e 1s “"The workshop on. newspapers was so successful in
”the Fall that the d1rector dec1ded to offer it again in the Spring.’
Less than two percent of the part1c1pant hours were from act1v1t1es~
that were e1ther recommended by a committee or had come’ about because
a teacher had engaged 1n some kind of 1ndependent study that was then

~

shared in a group act1v1ty

Summar

The teacher center director and other staff make most of the

" _'-;; - 120
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decisions to offer activities. A]thOugh the policy board makes fewer
program decisions, these are likely to result in activities that
.generate more participant hours. A logical division of Tabor- seems

to have occurred in a number of projects with the policy board '
assuming the staff will make decisions regarding typical activities
but becoming more involved in decisions regarding longer term activ-
ities. It is probable that the .longer term activities are most costly
and therefore require more direct policy board involvement.

Most teacher center activities are offered because teachers ask
for them.- Interestingly, teacher requests that result in activities
are most often‘informa]. Thelteacher center staff plays a very;import-
ant ro]e.in trans]ating teacher reduests into_programs * Althqugh. the
formal needs assessments and project obJect1ves define the p rameters-
within wh1ch spec1f1c requests are cons1dered these seem not to deter-

mine specific actjvities. For example, the formal needs assessment
.might have revealed that~teachers desire information on using COmputers
1‘in;instruction However, the actual dec1s1on to offer a workshop on

'computer ass1sted 1nstruct1on in math in October at a certa1n schoo]

' ‘wou]d 11ke1y be 1n response to a- spec1f1c teacher request

Activity Processes
| Each.activity has a rationale and top%c that can usually be com-
municated. But, what«do people do whenithéy’Are brought together to . -
.'foéus on a topic? These processes are typically more d1ff1cu1t to |

commun1cate to descr1be Hav1ng learned in the f1e1d test that terms
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such as "seminar" and "workshop" have a wide range of meaning, these

genergl'labe1s were not used in documenting activity processes.

Rather, a number of specific questions were asked to develop some sense
.of what the activities invo]ved_from the perspective of the partici-

pants, i.e.; What eid it mean for a participant to be involved in a

epecific activity? 'b

Duration of Activities

_Over 4000 meetings were held in conjuﬁetion with the 1658 activ-

@ities'(Table'618). The median number of meetings pervactivity was only
oﬁe. éut the mean of 2.4 (SD = 0.57) suggests a bi-modal distribution;

.- that is, a number of activities met more than two or three times. ‘The

;‘typica1bmeeting ren about two-and-one-half hours (Tab]e G19).

: For each act1v1ty the span rf time between the f1rst and ]ast

Hmeet1ngs of the group was determined. Act1v1t1es which met on]y one
time predominate,'»The medianiof one meeting per actigity is high-

.- Tlighted by the‘fact thatrbetter_than two#thirds of all teacher center
1:~act{yitiesewere begﬁh and comp]etedtin the span of one dey (Table G20).
It_iS'ihpertant to note thqt-of'all tedcher“center'particibeeté, al-
_m6§£ éO percent are inge1ved in the oneftime; one;dayzactﬁvitiesx

,But although.the one-day ACtivitfeé predomtnete with respect to beth
freduency of offer%ng'and number of péfticipahts,,these activities con-

‘tribute d15proport1onate1y 11tt1e .to the total number of part1c1pant
hours. Only 37 percent of the-total number of hours were generated by
the_onejday act1v1t1es. The one-day act1v1t1es_are gﬂearly an import-

\'.,(.
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ant vehicle for reaching the greatest number of teacher center clients.
But these one-day activities should be appraised in_the context of
information that teacher centers are offering other types of develop-
ment experiences as Qe]]. ‘ |
The greatest bulk of participant hours were related to activities

that met from two'days:tonéne week and from two to four weeks. These
activities generated 24 percent and 21 percent of the hours respective-
ly and in combination nearly ha]f_of the participant hoﬁr;. Although
only about 17 percent of the participants were involved in these activ-
ities, thes» participants were obviously involved for greater periods
of time. It might be inferred that these experiences were quite in-
tensive since the number of contact hodrs were conéentrated into rela-
tively short periods of time.

| One-fifth of all activities met for a perigd of time extending be-
yond one month. Only about 5‘pereent of a]]Aparticipants were involved
in these more lengthy activities. Looking at thé means for the number
of participants, there is a tendency for the variation in group size
to decrease as the time span expands. The shorter term activitiés are
definitely more likely than the longer term activities to be large
group.

Duration types. There are certain conditions imposed on any activ-

ity by the number of hours and t{meé the participants meet. Obviously,

a one-time, two-hour experience is quite different from an experience
~

engaged in ten times for two hours each. Activities spanning differ-
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ent periods of time require different levels of involvement and com-
mitment from participants. From the perspective of a potential par-
ticipant it is quite a different'type of decision which ieads to at-
tending a two-hour meeting than that which leads to enrollment in 2
course that is going to meet 15 times over a period of four months.

It was not possible to delineate every possible combination of
three factors--number of hours, number of meetings, and span of time
from beginning to completion. But those most common in teacher center
programming were identified as duration types (Figure 11). Over 90 berr
cent of all activities were identified as being cne of nine types (Table
G21). By examining the frequency of teacher center activities and the
amount of participation with resnect to these duration types, it is
possible to derive a more thorough understanding 6f the variations in
- teacher center programming.

Almost 80 percent of all teacher center participants were in-
volved in the oﬁe—day act%vities. There was greater participation in
one-day activities which met for less than three hours (57.4%) tﬁan
in those that met for a longer period of time, typically all day
(21.2%). Eut it can be inferred that those who participated in the
Tonger (D7) activities had more intensive experiences than those that
participated in the shorter (Dy) one—day.activities.

Of the other seven types of activities, D3 activities involved
the greatest number of participants. This duration type includes all

~activities that met two, three, or four times in a period of less than
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Number Number of Span
of Hours _of

Meetings per Meeting ' Time
D, 1 1/2 - 3 1 day
02 1 31/2-91/2 ‘ 1 .day
D, 2 -4 1/2 - 9 1/2 2 - 6 days
Dy 2 -4 | ) _ 1/2 - 91/2 1 - 4 weeks °
Dg 2 -4 1/2 - 9 1/2 5 -16 weeks
Dg I5 -8 1/2 - 9 1/2 5 ; 8 weeks
D, 5-8 1/2 - 9 i/é _ 9 -40 weeks
Dg 9 -12 _ _ 1/2 - 9 1/2 4 - 8 weeks
Dg 9 -15 1/2 -9 1/2 ' 9 -20 weeks

Figure 11. Activities: nine duration types.
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one week. A common examp]e'was the~weekend retreat, typiqa]]y starting
on a“Friday evenfng after‘schoo] and continuing through the weekend
with conclusion on Sunday afternoon. ABbut\B percent of all partﬁci-
pants were involved in this type of programmihg. Given the short span
of time, the D3 activities should be regarded as quite intensive ex-
periences for participants. They generated almost as many participant
hours as the Dy and D2 activities.

About 5 percent of the activities were‘c]assified as Dgq. These
are actjvities that have as many as four meetings but these were spread
over a period of time ranging up to four weeks. The most common ex-
ample of this type was the short-term course which met once per week
for one month. These involved about three percent of the participants
and produced about four percent of the,hburs.

The Dg activities are like the Dg activities with respect to
‘number df meetings but they are spread over a greater period of time
ranging from five.to sixteen weeks. These are less concentrated ex-
periences. An example was a study group that met once per month during
the Fall semester. About one percent of the activities, participants
and hours fell into this category.

The Dg and Dy activities are alike in that they both meet more
than four but fewer than nine times. The difference in these two types
is in span of time. The meetings fn Dg activities are concentrated in‘
a period of time ranging from five to eight weeks whereas in the Dy

activities the meetings are spread out over a longer period of time
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‘1ranging from 9 to 40 weeks. An example of a.bs activify was a ]ecthre
series held once per week for ejght'weéké;yﬂAﬁrexamp]e of a Dy activity
was a curricﬁ]um developierit>group which met once per mdnth throughout
the school yeér.v Neijther of these types of activities were frequently
offered nor did fhey reach many of the teacher center participants. |

Also not common were Dg act%vities. These meet nine to twelve
times over a period of time ranging from four to eight weeks. An
example of this was a course which met three times per week during the
month of July. -

Dg‘activities also have many meétings, from nine to fifteen weeks,
but these are spread out over a greater period of time, from 9 to 20
weeks. An exampiebwas a éupport group which met eVery other week during
the Spring semester. These made up aboﬁt three percent of the total |
number of activities and involved abogt two percent of the participants.
But they generated about nine percent of the hours.

The Dy activities were the ”other".combinations of number of
meetings, hours and spans. Djp included only about niné percent of the
activities but there was an unexpectedly large loading on this type
for participant hours (27.3%). Examination of the Djg activity des-
cripfions revealed that most of these’Were‘summer activities that were
not captured by the nine.specifically defined types. Unfortunate]y; the
computer prcgram was based on a content analysis of the data which 06-

curred before summer activities had commenced. A number df these activities

identified by computer as D]0 had nine to twelve meetings over a period
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"~ of less than three weeks. A 1$rge proportion of the,participént"hours
generated by the "other" activities»rgf]ects the intensive 'summer pro-
gramming that occurred in some brojec@s.' Also, there were a number of
activities which had'five fo'ejght meétings in a period spanning five
aays fo four weeks. Most of these were short courses which mét five
times in a one month beriod. These were not picked up by“DG‘which had
Been’ihtended'to identify the shor%-term‘tourses.

Size of Groups

More than half the teacherlcenter activities addressed 15 or

fewer participaﬁts with a number (13.4%) of these addressing less
than six. A tgpical teacher center activity is definitely not a large

group event ;]able G22).

-

Close tp one-quarter ofall activities served medium size groups,

{

‘from_16 toJ?S participants. A smaller number, 17 percent, were larger
group evéngs, with participation ranging from 26 to 50. Only about

S$ix percgét of the activities could be classified aé very large .groups,
that is,/with more than 51 participants.

i
Instrucdtion/Facilitation

é]assroom teachers play anﬂimportant role in facilitating teacher
center programming for their coi]eagues. In a]mosf bne-quarter of all
he activities, the primary facilitator was a practicing classroom
./ teacher. The predominance of classroom teachers in teacher center pro-

-gramming is heightened when it is considered that teacher center staff

people provided the instruction in almost 30 percent of all activities.c
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It is known, from the background information provided by the 37 pro-
jects, that most teacher center staff people, with the exception of
the director, were classroom teachers immediately prior to assuming
staff positions with teacher centersQ So, in effect; more than one-half
of the activities were conducted by people whose primary role group
affiliation would be considered that of classroom teacher (Table G23).
A diétant second in terms of providing instruction were profes-
sors (11.4%). Lookingfat.the participant hours medians, it is clear
that professors are likely to be associated with the more intensive’
activities, e.g., credit bearing courses. Classroom teachers Ere more
Tikely to faciTitate shorter-term activities. d
Independent consultants, de%ined as experts who have_no:insti—
tutional role affiliation, were also 1ikeTy to be associated with

activities generating more participant hours. About eight percent of

the activitjes were facilitated by consultants. In comparison with

professors, the participant groupé were larger. The large standard

deviation for the number of participants (X = 44.9; SD = 131.8) in-

dicates that in a number of instances the groups were very large. So,

- whereas the participant hours associated with.activities conducted by

professors were 1ikely to be generated by long-term courses for medium

_ size gnouﬁs, the participant hours, associated with consu]tani—]ed

activities,were 1ikely to be generated by short-term activities for
very large size groups (Table G23). This is probably related to the fact

that many independent consultants are expensive out-of-town speakers.
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Teacher center directors facilitated less than eight percent of
all activities. It is known from interviews with directors that this
is much less than they had anticipated when they initially assumed
the role of director. Although most directors had anticipated their
primary function would be.running activities for teachers, their roles
have'évolved to have other primary reéppnsibi]ities, particularly
administrative. .

School administrators, for example, building principals and central
office staff, facilitated only about six percent of the activities.
Other_logal resource people, for example a scientist from the community,
instructed in about eight percent of the activities. Less frequently
involved in facilitation were professional teaching staff other than
classroom teachers e.g., reading speciaiist. They instructed in less -
than three percent of the activities (Table G23).

Almost one-third of all activities invo]vgd more than one instruc-
tor or facilitator. In most cases,'the facilitators were from -
the same role group. But in ten percenfvof the activities the facil-
itators were from different ro]evgfoups. It is intéresting to note
that when the facilitators were from different role groups, the number
of participants and hours were typically much greater than when the
facilitators were from-the same fo]e group. A probable eXbTanation would
be that when differént ro]e'groups are involved in facilitation, fhe
activity is 1ike1y to require more contact hours to allow input from

each of the facilitators (Table G24).
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Instructional Processes

The typicaT activity involved at least two different types of
experjences for the particibants. Verbal presentation by the‘instrUctor
was by far the most common means of facilitation (Table G25). }Pre-
sentatidns were made in 70 percent of the activities. Participants had
an opportunity to engage in a discussion in over half of the activities.
In a great number of cases presentation and discussion were in con-
junction with the same activity. | |

In almost ha]f of the activities there was an experiential com-
.'ponént to the activity. This was often related to materials develop- .
ment, but also included shch‘opportunities as videotaping, peer observa-
tion, field trips, or independent projects. Demonstrations Were offered
by the instructors in 38 percent of the activities. The greatest num-
ber of these had to do with materials devefopment'and they were 6ften
conducted in édnjunction with ancexperiential opportunity for partiéi-
pants to develop tﬁeir own materials. ‘Thefe were also a number of in- o
stances where the facilitator demonstrated speéific teaching'skillé and
strategies.

Media was used in only six percent of the activities; but it should
be noted fhat when media were involved; the activity was likely to gen-
Uerate a greater than average number of hours. An explanation'would be
_that if, for example, one is showing a film, more -time is required to
have a total ihstrucfiona] experiente.

Less than one percent of the acfivities-invo]ved concurrent ses-

sions. In these, the participants had multiple options and/or experi-

131



-123-

ences. Often these were conference-like, with teachers participating
in several different types of experiences. As wod]d be expected, the
activities with concurrent sessions, which typica]]y_invo]ved all the
processesﬂdelineated specifically above, attracted'large groups of
participants and generated an inordinately large number of participant
hours. '

Evaluation

In most projects a standard procedure is used for evaluating each
activity that is offered. Most common}y this is a written question-
naire. Standard procedures were used td'evaluate over 60 percent of
all activities (Table 626);

Fo]]owup_eva]uatidns_here done for only about three percent of the
activities. But in the few cases where this was done, the activities
generated é very high number of participant hSUrS.: It can be inferred
that followup is most likely to be a part of an activity if it has been
a long-term experience for the-participants. In looking-at tﬂe medians
for number of participants, it i§ clear that folTowup is likely to be
done when the group of,participants is relatively small. The mean
of 14 (S.D. = 6.5) indicates that'this.procedure is rarely used.for
'1arge group activities.

In about seven percent.of the activities an activity-specific
evaluation procedure was used. The pure example would be an ex-
amination given at the end of .the course. Like the followup procedures,
the activity-specific eVa]uétion procedures were most commonly -

done in the more intensive activities associated with a large number
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of participant hours.

The teacher center staff relied on eliciting informal verbal feed-
“back for four percent of the activities. This process was used in in-
stances where there tended to be larger groups (X = 37; SD = 67) and
%or activities that required few contact hours.

Fully one-quarter of the activities had no evaluation component.
But the typical non-evaluated activity generated very few participant
hours. With a mean of 38.2 (SD = ]08.9).1t can be inferred that it is
the'very large group, short-term activity fhat ¥s least likely to be
evaluated. |
Summarz

Over two-thirds of the activities involved no more than one»meeting,
These one-~time a;tivities attracted over three-quarters of all teacher
center participants. Next most important, in terms of frequency and
participaﬁts, were mﬁitip]e session activities spanning one week or
less. These involved about ten percent df the ﬁérticipants.

More than half the activities involved fewer than 15 participants.
Many (13.4%) involved less than six participants. The typical teacher
center activity is definitely not a large group event. |

u‘ More than half the activities are facilitated by either practicing
classroom teachers or teacher center staff whose primary role affilia-
tion is that of classroom teacher. Professors facilitated about 11 ﬁer-
" cent. Independent consultants, teachef_center directors, school admin-
istrators and local resoufce people each facilitated about eight percent

of the activities.
123
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The typical actiVity included a vgrba] presentation by the in-
structor and provision for group discussion. Demonstrafions, how-
ever, were common, particularly with respect to materials, as were
other experientia], hands-on experiences for participants.

_Most activities were evaluated through the use of a standard
procedure, typically a written questionnaire. About one-quarter of the
activities were not evaluated but these tended to be very large group

activities which met for short periods of time.

Participation Inducers

A cluster of questions was asked ;6 an effort to unde?sténd what
motivates teachers to participate in teacher center activities. Does
the way teachers are informed of activities have a bearing on whether
- or not they will participate? Does when an activity is offered make
~a difference? Is participation related to where an activity is of-
fered? And finally, do teachers find tangible incentives, such as
college credit,'powerfu] inducers? Assuming that téﬁcher centers
aspire to increase interest and participation in their prdgrams, these‘
data should provide valuable insight into how to design 1n§ervice so as

to optimize teacher participation.

Method of Announcement

With only four exceptions each of the 37 projects has a periodical
publication. Typically, these are distributed monthly and provfde a

‘complete listing of all teacher center activities to be offered in the

near future;“ These newsletters are by Tar the most frequently used
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1)

vehicle for advertisement, announcing over one-half of the activities.

About one-third of the q;tivities were announced through activity-
specific print matéria]. These materials included, for gxamp]e, fly- -
ers, brochures and posters. Often these materials were used to sup-
plement announcements previously made in the newsletter. Looking at
the medians, it caﬁ be seen that'activity-specific advertisement is
associated with activities with greater participation and participant
hours (Table Gé%s: - '

The use of district communication channels is interesting. Ex-
amples of these channels are.a district newsletter and the school
building public address system. These channels were used for only 11
percent of the activities. But over 20 percent of the total number of
participant hours were associated with activities advertised through
the district or school. Activities advertised in this way attracted
the largest group size and generated the most participant Qours.

‘ “Participanté were personally notified of upéoming events for 14
percent of the activities. Some personal contact methods were tele-
phone calls, letters and memos, as well as personal contact. Activities
advertised in this way generated over 10 percent of the participant ,
hours. This was most 1ikely to be used for activities of short durélil
tion. | |

Public media were‘used for only séven percent of the act-
jvities. Teacher centers do not rely heavily on media‘such as

television, radio and community newspaper announcements. However,

3
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when these methods are used, they tend to be associated with large group
activities.

Time Activities Convened

Activities weré,most likely to be held after school (35%), during
the working day (27%),Kor on school hd]idays other than weekends (23%).
Over 40 percent of thé/teacher center participants attended activitiés
offered du?jng the working day. However,.these activities generated
only 30 perégnt of the total number of barticipant hours.

More pa#ticipant hours were associated with activities held on
school holida E; Twenty-three peréént of the actiyities‘were held on
holidays but t\ey generated over 37 percent of the participant hours.
These are onip sly more intensive experiences for participants.

~¢A1though most activities (35%)-were held afpen school, these
were associated with only 16 percent of the participant hours. These
types af éctivities appear to be less intensive (Table G28).

No other times for ho]dingJactivities generated. more than 5 per-
_'cenp of the participant hours. These included activitiés hé]d in the
evening (5%),/and on weekends (5%)'. Slightly over three percent were
associated with activities which started during the school day and
continued into after-sthoolyhours} These all occurred in one project
which has made arrangements with the district to release teachers
during the last pér%od of.the SchooT day to begin afternoon profession-
- al development activities. The number of contact hours tends to be

. Q' : .
high under these conditions. Less than 2 percent of the activities
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started after school and continued into the evening.

Location of Activities

Activities are most 1ike1y to be held either at the teacher cen-
ter (55%) or a school (33%). Although more activities were held at
the teacher center, these attracted smaller groups of participants
for shorter periods of time than those He]d in a school. An interpreta-
tion would be that teachers find activities held in schools more con-
venient and/or that teacher center facilities are not iarge enough for
large groub activities (Table G29).

Only a few activities (2%) were held in district buildings other
than séhoo]s. But theée activities, held in facilities such as a dis-
trict's central office, tended to generate a large number of contact
hours. The same was true for the activities (3%) held on college
campuses. These sites seem to be used for the longer term or more
intensive activities. Community facilities such as libraries were
used infrequently (1.6%).

Available Tangible Incentives

For virtually every activity, "professional and/or personal in-
terest" was specified as being the reason mast participants attended.
This response, however, was probed for other possible activity features
which might have attracted some participants or encouraged them to
attend. If any tangible incentive were associated with an activity,

_ this was recorded as a possible inducer whether or not it was used by

teachers. For example, if the activity were approved for state recer-
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tification credit, then this was listed as an ircentive. But it is
important to underscore the fact that it is not known exactly how
many teachers received the benefit of the incentive. It is likely
that some participants already completed all requirements for re-
certification (Table G30).

Almost 40 percent of all teacher center activities did not have
any tangible incentive attached fo them. But since these activities
only generated 13 percent of the participant hours, it can be inferred
that incentives buttress professional interest in attracting teacher
participants (Figure 12).

The opportunity to participate in teacher center activities during
the working day appears to be a powerfu] mbtivator for teachers. Some-
times substitutes are provided. More often teachers participated during
their free period or lunch hour. Almost 20 percent of the activities
involved teaﬁhers during the working day, accounting for almost one-
quarter of the participants and generating over 23 percent of the
participant hours.

Almost ten percent of the activities were held on working days
but when schools were not in session. About 20 percent of those who
participated in center activities did so on these district/school

- inservice days. Clearly the very large group (X = 57.4; SD = 134.4)
activities are held on days when school is closed for inservice
(Table G30).
Only 12 percent of the activites could be engaged in for district

credit or a salary increment. Eight pefcent of the activities could

Q : ‘ -lizég
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School Closed ~ 11% Incentives Available No |
829 Tangible

— 70 Incentive

nanc .

Suppori 8% 1 8%

College Credit ) 25%

Attraction 3%

Client Release 23%

State Credit 12%

District Credit 18%

Other 12%

T T NSNS Y
0% 10% 20% 30% . B0% 90% K

Percent of Participation Hours

Figure 12. Incentives possibly motivating teacher
_participation in group activities.
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be engaged in for college credit, usually applicable toward a graduate
degree, and 7 percent for state credit, typically related to state
requirements. It should be emphasized that in many cases one activity
was offered for all three or two of these credit types. Thus one could
state with certainty that no more than 27 percent of the activities had
any kind of credit hours attached.

Activities offered for credit generated a greater proportion of
the partitipant hours than those without credit ( Table G30). Al-
'though.on]y about eight percent of the activities had college credit
attached, these produced about 25 percént of the participant hours.
Likewise, about 12 percent of the activities carried district credit,
but these produced 18 percent of the hours. The activities (6.8%)
for‘state credit generated 12 percent of the participant hours
(fiéure 12). |

Examination of the participant hour medians reveals that of the
three types of credit-bearing activities, the typical course for college
credit required mény more hours of participation than an activity for
schoel district credit. Activities for state credit were also 16nger
than those for district credit (Table G30).

In less than eight percent of the activities were participants
encouraged to attend with monetary incentives suéh as stipends or
reimbursement for travel expenses. When this was done it was for

small group, short-term activities.

About five percent of the activities had an added attrgetion.

140



-132-

What was called an attraction varied tremendr:usi < :9ss projects.
In some projects it was felt teachers attended Lecaise free instruc-
tional materials were distributed. In others, having a pot-luck
supper was considered an added_pené%it. A couple of activities were
cited as being particu]gny/?;Viting because they were held in a
colleague's home,,xf"f/

Inducer Types

ﬁ///”ﬁit was hypothesized that éach'activity has a drawing power that
cannot be totally explained by teacher interest in the activity's
announced toﬁic. It was suspected that three factors, in addition to
relevant content, are imbortant in inducing teacher participation.
These three factors--time of offering, location of meetings and
tangible incentives--were examined in combination with each other.
"Time" was considered as an inducing factor in activities held at the
most convenient time, éssumed to be during the working day. "Location"
was considered a positive factor for activities held either at é school .
or the teacher center. If an activity had any tangible incentive at-
tached to it, it was considered as having an inducing factor. It
was predicted thaf activities positive with respect to all three
factors would generate the most participant hours. ®

Four different inducer types were delineated on a continuum

ranging from no obvious external motivators to those with‘three (Table

G31). . Activities wiih no inducing factors were not rated positive

with respéct to time, location, or tangible incentive. An extreme ex-
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ample would be a non-credit bearing seminar held on a college campus on
a Saturday evening during Spring vacation. Interestingly, four percent
of the activities were of this type and they actually attracted over
2700 participants. That there were any activities in this category
that attracted any participants is noteworthy. :Although these
activities were not typically long term, they do stand out in
attracting an éverage of 35 participants. It can be inferred

that phese activities had particularly strong drawing power based on
the topic. A more typical example was an evening mainstreaming sym-
posium held at the district's central office.

ST1ightly less than one-quarter of thevactivities had one positive
inducing factor. A number of these were held at a schoo] or the center
(i.e., location as an-inducer) but after school and with no tangible
incentive. Acgivities with only one inducer generated about 20_percent
of the hours.

More than one-quarter of the activities had two positive inducers.
These activities, as predicted, produced proportionately more par-
ticipant hours (32.1%). A common example was an activity held at the
teacher center (i.e., 1ocafion as an inducer) for'co]]ege crédit (i.e.,:
tang}b]e incentive as inducer) but after school (i.e., time not posi-
tive). |

Over 40 percent of the activities were held during the working day

at either the center or a school ahd had some kind of tangible incen-
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. tive. These activities with three inducers involved about half of
all teacher center participants but they produced only 42 percent of
the hours (Table G31). The typical activity with three inducers was
more likely to be large group (X = 29.7; SD = 82.2) than the activities
with fewer inducers. An example likely to have large group participa-
tion was the ihservice day conference held during the working day
(i.e., time és an inducer) at a school (i.e., location as an incentive)
when schocl was net in session (i.e., tangible incentive as inducer).
A more frequent example of this type was a workshop held during the
working day (i.e., time) at a school (i.e., location) that teachers were
able to participate in because they had either a free period or sub-
stitutes were available (i.e., re]ease time as‘an inducer).:~u.,
Summar, : ‘ ‘ | ' f“l‘
Participation is clearly fe]ated to having a programiwhféh ad-
dresses a relevant topic. More topics emerged from teacher request
than from any other source, supporting the belief that teacher centers
should be responsive to teachers'néeds as they themselves perceive them.
But although relevant programming is definitely important in attracting
participants, it is well known that this by itself is not enough. As-
suming a number of offerings have about equal relevance, why is it that
some attract mofe participants than others? ‘
Method of advertising seems to be very important. A periodical
announcement vezhicle such as a newsletter is valuable. -.Participants

'anticipate this list of announcements of upcoming offerings. A compre-

I~
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hensive listing of current and future programs provides a context for
participant selection of activities. |

Activity-specific print materials are particularly important, °
probably serving to supplement the more comprehensive newsletters.
These  specific materials distributéd shqrt]y before an activity serve
as reminders to those planning to attend and additionally they prob-
ably attract some who hédn't previously planned-on attending.

Time is important. Téachgrs are more likely to attend if activ-
~ ities are held at convenient timeg. More teachers are likely to attend
activities held during normal working hours. Several provisions can be-
made to allow inservice during the day. Lunch time aétivities'are
popu]ar--teachers are there and they seem to like éctivities which are
brought to them at this fime. Secondary teachers seem to'be attracted
to activities that are held during their planning periods. .In the typ-
ical secondary school each period there are several teachers avai]gb]e
for inservice activities. A number of téachers can be served if the
same activity is repeated during several.djfferent periods. Providing
substitutes is clearly one way to carve out time for teacher inservice
but this can be costly. There is also mixed teqchér feeling on.this--
some teachers don't like to leave their classes for inservicé. That
the greatest percentage of participant hours was generated by activ-
jties held on holidays supports the notioh that teachers are highly
likely to participate when they Aré free from instructional respon-

sibilities.



-136-

The very common after school workshops should probably be closely
examined. It cannot be assumed that teachers are available for in;
‘service at this time. A]though after school activities were offered
frequently, they were not characterized by a high ratemof”participation.
Teacher centers might attract morelparticipants by offering.fewer activ-
ities but by offering them at times during the day when teachers are
periodically relieved from classroom duties or on vacation time when
teachers are téta]]y free from schoo]—re]atéd responsibi]ities}

Teachérs are also more likely to attend activities which are held
in locations cohvenient to where they work. Probab]y one of the most
attractive features of most teachefﬂceﬁfer programming is that teachers
don't have to travel great distances to attend. Possibly the most un-
attractive-offerings-are those he]d'after school at distant%1ocatiohs.

A]ﬂbst forty percent of the activities had no tangible in;entives
attached. But these genefated less than 20 percent of the participant
hours. Although over 30 percent of all clients participated in activ-
ities with no tangible incentives, teacher center staff should be
aware that teachers are not likely to participate in long-term act-
ivities under this condition. f

The availability of college credit appears to be very 1ﬁportant
in attracting participants to long-term activitfes. Also the avail-
ability of distfict and state credit also induces long-term participa-
tion.

Time, location.and tangible incentives are important in attracting

f
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participants. It was found that participation was directly related
to each of these factors independently and also in combination with

eachtother.

£

Summary

Before attempting to summarize the déta concerning group activ-
ities--a data pool that is very 1arge:—some perspective is necessar&.
Although group activifies ére considered by many to be.the backbcne of
inservice education, fhat notion has been cha]]enged within teacher cen-
fers. .Thus, as one thinks about what occurs in grdupiactiv?ties, it
should also be kept in mind that more teachers took advantage of in-
dividualized services and resources in teacher centers duriﬁg the period
of the study.than enrolled in group.activities. A]though group activ-
ities are very important, one must never forget this contextual féct.

As one wou]dAéxpect, the primary clients fn~teacher centers are
classroom teachers. However, administrators are a]sé being served, as
are non-teaching professionals and non-certified school staff. Only
preservi;e'teachers aprear to be receivfhg short shrift in teacher
center activities. “

Perhaps one reason that teacher centers have hot been as disruptive
within institutional settings as some had previously thought fhey would
be is that the content of their programs.is not only not radical, but
probably quite.ﬁonsistent with what other vested interest groups wou]d
suggest as important. Fu]]& 75 percent of the participant hours gen-
erated'in teacher center activities focused on improving instruction

for children. Interestingly, the primary focus was on'pgdagogy, i.e.,
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specific methods for interacting with children in instructional set-
tings. The second main area related to the instruction of'chi]dren
was curriculum, and basic skills was at the top of that list. Often,
in fact, curriculum and pedagogy were addressed in combination. Thus,
the typical content for teacher center activities is clearly not radi-
cal, and in fact suggests that when teachers afe given the autonomy

to develop their own inservice activities, they focus on content areas
that are very similar to what other groups would be 1ike]y to select.

Probably the most significant finding is that teachers like to
become involved in activities that deal with the development and pro-
duction of teacher-made materials. This could suggest that teachers
desire not to be the "slave" of textbook_pub]ishers, but in the past‘
have had little oppdrtunity to do anything about it. In fact, if one
analyzes the skills of your typical teacher training staff, whether it
be in a school district or on a university campus, one rarely finds
much expertise in»the.materialé déve]opment area.

One additional findjng concerning ;he content of teacher center
activities appears qgite important. Teacher centers did not focus near-
ly as many 6f the activities on helping chi]dren with special needs as
some might expect. In fact, only abdut 14 percent of the ﬁar$icibant
hours had that focus, and less than five percent of these
were in the area of helping téachers develop s£111s'to deal with handi-
capped youngsters. This suégests that mahy of the currenf inservice
initiatives; to help teachers deal with children who have special

needs, are addressing the needs of someone other than teachefs, i.e.,
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politicians, advocates, and bureaucrats.

| Approximately one-quarter of the participant hours were generated
by activities that did not focus on the instruction of children, but
rather on the personal or professional deveiopment of the teacher.

_ The great bulk of thgse activities focused on such topics as helping
teachers learn about dther opportunities, and developing non~teaching
professional skills such as skills for helping.colleagues learn, and
skills for grant writing. A very limited number of participant hours
were generéted by activities focusing on personal areas such as teacher

_ stress, or on what some hight consider. to be extraneous areas such as
cake baking and belly dancing. At any rate, for those who raise the
specter of teachers using the teacher center for noh-professiona]l
activities, tHese data offer Very Tittle support;

It was reported in Chapter III that teacher center policy boards
focus on policy, and to a great extent delegate the day:to-day dect: ‘
“sions to staff members. That findiﬁg is buttressed in the data con- .
cerning grohp activities. Although th single most important reasonﬂ

for offering an activity Was c]ipnt request,"the actual decision to
offer that activity is typically made by the teacher cénter directbr>
or other staff members. One might conclude that policy boards make
many of their most important decisions in_the personnel area,.i.e.,
careful selection of those.whO'are charged with the responsibi]ity for
being responsive to’ teacher needs.

©

Although ‘the instructional and facilitative processes used in

. . N .
teacher center activities are not startling (i.e., 1ecturedand‘discus-
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and
sion), there is what appears to be more experjentia] and hands on in
volvement than one typically finds in inservice programs. Interesting-(
1y, the great bulk of this hands on experience relates to the develop-
ment of materia1s for use with children in classrooms. Again, teacher
interest in materials gomes through. z

-One:of the most distinct facts concerning group activities is that
they tend not only to be very short, but they also tend to be very fo-
cused. In other words, teacheﬁF prefer specifically targeted and de-
fined activities that can be initiated and completed within a short

time span. They also prefer activities that serve lTimited numbers of

clients at any single time, i.e., the great bulk of teacher center
n

activities enroll less than 15 clients. Finally, and this is not a
stért]ing finding,'feachers prefer to enroll in activities that a}e
taught by a classroom teacher or those closely related to classroom in-
Struction. But the "traditional" inservice instructors are still being
used at moderately high degrees in teacher centers, i.z., college pro-
fessors, school administrators and other professional $taff, and out-
side consultants.

Oné‘of the important lessons to be learned from teacher center
activities is that teachers Tike, and respond to, high levels of com-
Tunication. “Teacher ;ehters send 6ut what some might thiﬁk to be inor-
dinate numbers ofcfﬁyers.and periodic newsletters. An analysis of
these data, however, suggests that the more specific and personal the
communicative agent, the more likely teachers are to attend.

Teachers appear to attend activities for a variety of reasons, the -
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most important pfobably being that the content provokes an interest in
them. Beyond fhat, however, the time of day is very important. An
analysis of these data can be misleading if One does not look carefully
at what they mean. Although the largest number of activities occurred
after school, these activities generated a disproportionately lower
number of participant hours than did‘those offered at other times. |
Add{tionally, convenient location and geographic accessibility is im-
portant to teachers——something that those who have had to wrestle with
campus parking problems have known_ for years. Finally, although tan-
gible incentives are important, the data Qathered,thus far in the.
——teacher centers_study -suggests that teachers are motivated to become
invo]yed in activities for something other than the trinkets that have
" s0 often been associatediwith teacher invo]&ement. Teachers do prefer
" tangible incentives for involvement in }ong—term, highly-intensive, -
or 19ng-duration activitigs. Théy do: not, however, requirelconcrete
rewa;d; for involvement in the.short-term, highly-focused activities
‘that character{zé teacher centers.

This study has gathered data concernihg teacher center policy boards,
ind%vidua]iZed services and resources, and group activities. A great
déa] has beenv1earneq)that éhou]d'aid not only those involved and.inter—
ested in teachez’éénters, but also those who have a more general inte}—
est in inservice teacher education. The next chapter wi]]-exp]bre the
meaning of some of the finding§@of this study and will speculate about

how these meanings might be'trans]éted into programmatic improvements.

-
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Chapter VI

Implications for Inservice Education

This study was about teacher centers. However, much has also
been 1e§rned that should prove helpful to both program developers and
researchers in the larger enterprise of inservice education. If teach-
er centers are, in fact, an organizational structure for inservice edu-
cation, then those things that have been learned from;teacher centers
ought to be useful in other approaches to helping professional educa-
tors enhance their skills. |

The implicatiohs presented in this chapter are based in data.
But the data;basgd implications have been supported by khow]edge gained
in informal observatioﬁs during the past two-and-one-half yéars, as well
as bysﬁfowiedgeiof the field of teacher education gained through years

of experience. g !

About Teacher Centers
This descriptive study, which relied on self report data, yielded
'information that is both re]iab]e and accurate, but does not provide

for the testing of theo?ﬁes\Qr for the generation of important new

—

principles. Rather, descriptive research attempts to "paint a picture"
of a pﬁenomenon. It éttempts to answer the question, What exists?
In\this instance, it attempts to provide baseline information about
teacher centers specifica]]y;qu inservice education in generé]; that
has not béen available in the past. It is important to look at the
qua1itatﬁve aspects of these data so that it will be possible to bet-
~ter understand the speculative nature of fhe implications for inservice

~ education that will be provided later. The findings presented below
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are viewed as important but not exhaustive.

Policy boards

e Teachers are taking an active role in policy board decision-
making meetings. Although they constitute only 64 percent
of the membership, they contribute 71 percent of the at-
tendance at meetings.

e Policy boards make more decisions with regard to managing
the project than they do with respect to program development
and implementation.

e Policy boards make about an equal number of policy decisions

'~ and administrative decisions. Policy decisions are more
likely to be made with respect to project management than
they are with respect to program development.

e Policy boards often act on the recommendations of standing .
commi ttees. The typical policy board has four standing com-
mittees and these are most 1ikely to be assigned responsi-
bilities with respect to program development and to budget.

Group activities

e Over 43,000 teachers participated for over 280,000 participant
hours in group activities offered by 37 projects. (This is
the equivalent of the level of part1c1pat1on that wou]d be
expected from 41 projects over a six-month period.)

- @ The typical project completes f1ve activities per month and -
serves 93 clients.

‘s [1ghty percent of the clients are classroom teachers.

o Developing teacher pedagogical skills is the primary concern
of teacher centers. Next in priority is developing teacher
knowledge in school curricular areas (basic skills is #1).

e Over one-quarter of the activities are narrowly focused to
meet the needs of sma]] groups of spec1f1ca]]y identified
mamem ;

. Teacher center staff make the dec1s1on to offer most of
the activities.’

e These decisions are typically made within the context of
project cbjectives, but in response to the specific re-
quests of individual teachers or small groups of teachers.
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Most of the activities meet only one time, but the greatest
number of participant hours are generated by activities
which meet more than once.

More than half of the activities were for small groups,
less than 15 participants.

Verbal presentation by an expert was by far the most common
means of instruction/facilitation. But in more than half
of the activities there was also a small group d1scuss1on
and/or an experiential component.

More .than 60 percent ‘of the activities were forma]]y eval-
uated.

Most activities were announced by newsletter. Those activ-
ities, however, that were announced by specific print mater-
ial, e.g., flyer, generated more participant hours.

Most activities were held after school and either at the
teacher center or in a school building. .

Almost 40 percent of all teacher center activities did not
have one tangible incentive for participation. They were
most often act1v1t1es that met only one or two times.

Tangible incentives, when they were used, were most likely
to be release time or. a credit of one type or another.

Services and resources 4 i

Teachers were served more times individually through estab-
lished services and resources (55,628) than through group

activities (43,185).

In the typ1ca] project, the staff provides direct individual-
ized service 40 times per month

Additionally, the staff matched 1nd1v1dua1 teachers with spe-
cific resources an average of 24 times per month. ‘

In the typical prOJect, an average of 48 teachers per month
took advantage of materials and equipment available at the
teacher center. :

On the average, about 9 teachers per month received some
kind of financial support from the teacher center to pursue
individual goals, e.g., release time, incentive awards.
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The data represent literally hundreds of facts that can be viewed
in“relationship to each other."igfggct, an attempt was made in the
past few chapters as well as in thevappendices to provide as much of
the information--as many of the facts--as was possible. It is on]yv
when one observes these facts, thinks about them, and attempts to re-
late them to otheﬁvfacts, as well as to other knowledge, that new

insights are developed 'and new understanding occurs.

Content from the Perspective of Classroom Teachers

The data gathered indicate_quite clearly that the substance,

'structure, delivery format, and other aspects of teacher center activ-

ities, services and resources are determined by those who receive
training, i.e., classroom teachers for the most part. No dne could

or wou]d claim that eéch and every activity, servite, or resource can
be linked directly to classroom teacher determination. Rather, in many
cases, fi]tefing mechanisms. such as cbmmittees and policy boards were
used, Whi]e in other éases formal needs assessment procedures were -
used. HoWever, a great number of the activities that occur in teacher
centers are Qirectiy reiated to client request, and the rest of the
program development is not far removed. THus,.one can thihk.about the

implications for inservice education by askihg the question, What do

* teachers view as the content priorities in inservice education?

Substance

Using teacher centers as a cutting edge for learning, one can build
a very strong case for heightened activity in ‘inservice programs that are
related to instructional materials development. One finds this perva-

sive in teacher centers. Many of the services, resources and experien-
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tial activities focused on providing skills in developing materials
that can be used in their classrooms with children. ATthough this may
not appear startling onvthe surface, anﬂinspection of the precis of
inservice programs that are developed in a number of institutions,
e.g., colleges, school districts, intermediate school districts, etc. ,
fevea] that scant attention is paid to this topic. Additionally, one
finds very few teacher educators who cite as a primary strength their
ability to.work with té;chers in the development of teacher-made in-
structional materials. Not only does thé need apparently exist for
inservice educators'td move in this direction, these data suggest that
perhaps.teachers are as frustrated with the curriculum and instructional
materials that are commercially available as are those who revile them
in the lTiterature.

Nearly 60 percent of the parficipant hours in teacher center activ-
ities were re]éted to the development of pedagogical skills. Thjs means
that teachers, when they have a voice, clearly ask for new and better
ways to 1nétruct chi]dfen in classrooms. This may sound like an ex-
pectéd findinglto some, while it may soﬁnd startling to others. How-

~ ever, when one peruses the 1nsérviéé offerings frequently made avail-
able to teachers; the deve]opmeﬁt of pedagogical skills certainly does
not constitdtg anywhefé near 60 percent of that list. It is also im-
portant to noté that, for the most. part, teachers are not 1oqkihg for
complex skills to be mastered. Rather, théy appear to be more inter-

ested in enhancing their repertoire of basic skills and techniques that
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have distinct implications for classroom practice. Thus, while teach-
ers wbu]d'not Tikely gravitate toward intense training programs on de-
veloping teaching skills for concept attainment and concept formation,
they would 1likely move rapidly iﬁto programs'aesigned to enhance their
already existing skills or to develop new skills for use with already
existing curricular areas, e.g., a WOrkshép on new games in phonics.
Most importantly, however, is that inservice sta*®f developers need

not devote a greaf deal of effort to tempting teaciiers with new and
exotic programs. Ratherv evidence fnpmvfhié study suggests-clearly
that a privary cencern for teaqhers in inservice'p%ograms is, in fact,
'thelenhancementyof skills for instructing children.

If one wants to deve)oﬁ imservice prog;ams that reflect teacher-
perceived neecds. one neéd not spend a gruat deal of time devaloping
pragcams that are designed tofhe]p teachers instruct children with
special needs. As wuntrue as that may njng, teacher center activities
were simply. not heavily focused on heiping teachers déVeiqp skills in
working wifh handicapped, gifted,.tu'tura11y different, or économica]]y
disadvantaged childien. Theré may he a variety,of reasoné\fdr this.

It is possible ‘that many tﬂgchers view good instruction as applicable

to ahy child. Addiiiona]ly,»there is the'possibiiity that teachers
view the special programs that are available for dea]ing'w{th handi- -
capped children in the c]aaﬁécam"td“be someone e]se'szneeds, i.e.; 
those who pronote the programz. Regardless, the facts cannot be denied.
1¥ Zracher perceived needs are to be reflected, tﬁére should be minimal

enphasis on deveipping skills to work with children having special needs.

1z6
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_ .o
It is probably not surprising that teachers will attend activ-

ities addressing classroom management. This type of programming is
not so prominent, however, as some might expect. While teachers are
 looking for new and better organizational structures for managing

~ classrooms, they are not beating down the doors for programs on dis-
ciplining children. One must be careful, however, not to misinter-
pret the message being delivered by teachers--although good management
skills are necessary, and although most teachers can use additional
training in this area, classrooms are not chaotic, and children are
not ouf of control.

| Finally, teachers still request programs that will help them de-
velop curriculum. Although closely related to the development of
~materials, curricu]uﬁ'deve]obment activities tend to extend over
greatef>periods of time. Teachers are interested in looking at that
whjch is taught, they aré interested in enhancihg the cyrricu]um that
is required, and at the same time they are interested’jn developing

. new curriculum areas. | |

The structure of content

It has been said that one can separate educators into two dis-

" tinct classes--those who attempt to render things complex, and those-
who aftempt tc simplify. If one can accept this diétinction; then
teachers clearly prefer inservice programs that attempt to reduce the '
complexity of the world they live in. Notable in the'teacher'centef
activities are contgnf offerings that-are high1y>ta?geted and focused,

of short duratioh,.énd often designed to help teachers master very



basic, éuick]y transferable classroom skills.

Some "teacher center watchers" were skeptical at the onset of the
Program that the content of teacher center activities would be narcis-
sistic, i.e., they would, to a disproportionate level, focus on the
personal aspects‘bf a teacher's life such as the stress of classrooms
or the effect of teaching on personality deve]opmént. This has simply
not occurred. Rather, if one uses the content of teacher center of-
ferings as a guide, then one must take the position that teachers are
much more interesteddinldoing their jbb well, and in learning héw
skills that will help them achigve this; Although there werebsome‘>
program activities relating to the personal needs of teachers, simpiy
étated,'they were few and far between. J

Other intérested oBservérs of teacher centers predicted a dﬁspro—
portionately high_%requeUCy,of what some mjght call "5}11y" activitiéz.
'Agdin,‘an gnalyéﬁsiofithe content of teacher center programs simply
does an supportlthis. To be‘sure, there wehg a few activities in the
”éakg decoratfng, rug'hooking; and bé]]y dancing" domain, but activ-
itiés‘of this naturélwere‘very rare, andfcannot, in any way, be'éon_
strued to_ref]ect.pejorétive1y on the qua]ity_of teacher perceived
néeds for inserviceledUCat{on. | |

In summary, probab]y the most‘important observation to be made
is that teachers a}e,'iqdeed, a very diverse group of professionals.
Generally, they perceive themselves to need basic He]p with the most
fundamental tasksiof teaching, and they prefer that content be broken ‘

into very specific and focused segments. The substantive needs of

-
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. teachers support a view of teachers as being interested in and serious
about their work, as well as being willing to put forth the effort to:
learn thjngs that are perceived to be potentially helpful in the tasks

of instructing children.

A

Insérvice De]%very from the Perspective of Classroom Teachers
Inservice educators have a great dea] to learn from teachers about
the delivery of their programs. If one accepts the "course" as the
standard de]ivéryzméchanism for inservice education, and adds to that
the conventional practice of workshops énd seminars, then teacher cen-
te; delivery formats are characterized by their diversity. In fact,
~ there is probably no aspect of teacher centers that so cTear]y pro-
vides a hallmark for distinction as does the creative de]iVery formats
that'have'emerged.‘
‘Individualized_insérvice

& .
If one were to set the goal of providing individualized, one-to-

one assistance to mahy'tgachers as a necessary characteristic of either
a university or s;hoo] based inservice program, the staff developers |
would say "“impossible." But it fs just this that has been a&hieved }n
teacher centers--and it has occurred;at a pace that is startlingh_ It
must be underscored that teachers actually received individual service
from* teacher centers in frequencies greater than they participated in
group activities. E

- If one accepts the notion that individualized inservice is very
labor intensive, then the'question must be raised concerning how

teacher centers were able to provide it at such a high Tlevel. This is

—
n
(S
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- a douB]y imﬁortant qugstion when one considers the very limited staff
(about 1% full-time staff members per.project) that are availabl@ for
program delivery. There were numerous instances of teacher centeg ‘
staff work;ng individué]]x with teachers to solve instructional.-prob-
lems and to help teachers develop new skills. Teacher cepfeké de-
ve]opéd other methods as well, methods that are very creative, and
appear to be very satisfying to clients. First, teacher center staff
(and sometimes thjs even included volunteers and secretaries) became
linking agents. Théy'worked toward helping teachers locate and make
contact with apﬁropriate and needed resources. These feﬁources may
have been human (another teacher), or they may have been‘materia] (a @ .
bsok or a set of instructional materials). Iﬁésome cases, they were

_ technological, involving computers. This ability to develop creative
-ways of linking teachers with needed resourceé-has become endemié tb )
teacher centers; and should proVide inservice educatorslwiﬁh a model
wbrth ému]ating.“

A second method used by teacher center staff to provide individua17
ized service to teachers is embedded in the concept of accessibility. |
Teacher centers strive to make resources available %n a manner that
‘optimizes opportunities for'use.“Examplesiof this tybe.df program de-
velopment can be found in materials and equipment éentefs that teachers
can visit and work in without direct involvement of teacher center staff.
In some cases, even money was made available. The important point is
that by branching®beyond the notion of pérson to person contact and

embracing the notions of Tinking teachers with resourcés and providing
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accessibi]ity to auto-instructional too]s, the concept of individua]—'
ized inservice for teachers has beeh greatly enhanced
It is possible to fiind some* of the ta]1smans of 1nd1v1dua]1zed

inservice 1n’group activities as we]]. Teacher centers tend to be

. character1zed by experiential activities--activities where teachers

become act1nf]y involved in their own deve]opment This active rather
than passive involvement in group act1v1t1es promotes persona] involve-
ment, not only with instructors and facilitators, but with colieagues
as well. When this occurs, one can observe a different type of in-
dividualized inservice. |

Overarching the approach to individualized inservice has been

the recognition of the importance of ambiance. Teacher centers;i

. whether 1ntent1ona] or not, accepted from the onset the need to pr0v1de

an 1nv1t1ng and secure environment where act1v1t1es were he]d and where

services and resources were pr0v1ded. Probably the single most Unport-

:‘u

ant concept underlying this_ambiance has-been the unconditional accep-

- tance of teachers and their-self perceived needs. For many teacheks,

a fe]]ow profess1ona] was say1ng for the first t1me, “Tell me what you :

- want, your needs are 1mportant to me. "

Hdpefu]]y, teacher educators will Took closély at the individual-

“ized teacher inservice that has emerged from-teacher center projects.

Even more hopefully, perhaps they'11 1eann fom these experiences.
Perhaps the more conventional and inStitutiona]ized'inservice pr@grams

will beg1n to emulate the best of teacher centers by pr0v1d1ng d1rect

_service to 1nd1v1dua] teachers.

’ N ’ . a
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Format

There appear to be thfee factors which characterize teachers cen-
ter activities that should provide jmportanty]essons for inservice
" educators. Succinctly, teachers p}gfer actiQities thét are bri?fsin
terms of the number of times Fhey meet, that are convenient, aéd are
designed for small numbérs of participénts. It.should also be re-
membered that teachers prefer specific and highly focused activities.
Interestingly, when these three characteristics are evident,)the need
~ for tangib]e.incentives drops significantly. - It's a]mosf as if teachers
believe that short; accessible, small grou;‘and nighly focused “inserv-
ice activities are designed for tﬁem, while long,. course-like activ-
ities aré someone %Jse's.idea concerning what they should he:z At ~
any rate, teachers will participafe readily in the shorter, to.:used
activities with little or no tangible incentive, while the longer
activities require one or more of the standard incentiVes such as
credit, release time, or stipend. |

There iS'C]early a place in inservice education for training activ-
‘5t}e§ that occur during fhe~workfng-day. Not only does this communi-
'cafe récpgnitiog of the importance of inservice education, but it also
has the marked benefit of providing the opportunity for inténsive
sfaf%‘deye]opment activities that.are- not possible in the moré standard
coursé and workshop formats. It is ndteWorthy that activities that are
designed.%o occur during the working day can-provide as much as six

hoursiof uninterrubted time for programs to occur. There is obviously

-an implication here for matching the complexity of content with the
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delivery format that has not been frequently recognized in the past.

Finally, and this also relates to intensity, there appears to be
a clear place for programming when, teachers ére not otherwise em-
ployed, such as summer and vacapibn programs. It is true that the
majority of teachers and the 1aFgest number of activities do not occur
during this'time However, when staff development needs are clearly
defined by teachers, and those needs are comp]ex then the summer and
other holiday type de11very format is often most appropriate. There
is a certain logic to th1s implication that is difficult to miss. It
is a]mbst impossible for teachers to find the time and energy to learn
highly sophisticated classroom skills when they meet only once péf
week for two houré or so after school. Thus, it is not surprising
that teachers ténd to reject this type of programming during the school
year, whether it ié in teacher centers or in other types of programs.
Yet, if the opportunity for 1Bng term and intense invo1vement is of-
fered when teacheré are totally free from c]assroom responsibilities,
a significant number of teachers become 1nvo1ved and are willing to
make the necessary comm1tments

Small points about delivery

F

Certain other factors related to the delivery of inservice programs ‘
for teachers have emerged - from this study of teacher centers. In some
cases they appear to be so obvious and s1mp1e as to be a]most not worth
mentioning, but when one analyzes the structure of the more conventional
types:of inservice programs, it is clear the need exists to refresh the

minds of those who work with teachers. First, staff development and
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inservice programs for teachers need a great deal of promotion. This
may relate to the perceived poor quality of inservice that has his-
torically existed. Regardless, promotion is related to the perceived
relevance and thus to the credibility of an inservice program. Teacher
centers have, in fact, become models of "PR," and they appear to have
become that way because they believe so strongly that the programs
that are being offered are worthy of note. Imagine if you can, the
]ike]ihood of a college or school district sending out colorful flyers
to tweﬂorgthree thousand teathers that are de;?gned not only to inform,
but also to excite those teachers about course offerings. It is not an
eesy thing to {hagine-—it hash)t‘happened thus far. However, that type
of promotional activity characterizes teacher centers, and it appears
to be well received in the fiéld.

“C]ose]& related to the neeg for promotional activity,_is the need
for- basic communicat{on. Teachers:have been attempting to communicate

to 1nserv1ce educators for years that it is difficult to learn about

1nserv1ce opportun1t1es that ex1st We]], it's entirely poss1b1e

L that teacher centers may have found the key to this basic need for

R}
commun1cat1on. To some, the teacher cénter mode of communication m1ght

v

appear to be overkill. However, it is doubtfu] that teachers view it -

‘that way.. Such mechan1sms as weekly or: month]y ca]endars, news]etters,"

regu]ar flyers, advert1sements and announcements in commerc1a] med1a,
and frequent meetings character1ze the teacher center approach to main-
taining two-way communication channels with the clients -that are being

served. Again, this type of approach to commnunication goes far beyond
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the twice or three times per year course bulletin, or the otticial
catalog of either a university or school based teacher education pro-
gram. It is recognized that underscering the need for public rela-
tions and communication may be underscoring the need for the obvious,
but it is also underscoring a need for activity that has not tradition-
ally existed in inserQice programs.

Teacher centers have also been characterized by their use of non-
traditonal instructors/facilitators. No one, including those who work
in teacher centers, denies the appropriateness of either professors or,
for example, subject matter coordinators in school districts as in-
service educators. Rather, teacher centers have simply expanded that
Tist in attempting to match the content of the inservice program with
the expertise of potential instructors. Thus, classroom teachers have
become involved as instructors at a very high level. However, the
diversity of instructors goes far beyond classroom teachers. District
-administrators have become involved, as have outside consultants. Lo-
cal community resources that have particular expertise are frequently
used in teacher centers.

FinS]]y; it is important to point out the need for accessibiliiy
of all kinds of programs for teachers. Program activities, services
or resources that are difficult to find and utilize will simply go
unused. = Professional libraries must be easy to get into, to use, to
borrow from, aﬁd the ambiance must :.» pleasant. Raw maFeria]s and
machines should be easily accessible, or they will be underused if

they are used at all. People, courses, whatever--all aspects of pro-

[N ol
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grams for teachers must be developed and implemented with an eye toward
a delivery format that is attractive and easily accessible to the pro-

gram clients.

About the Governance of Inservice Education
The governance dimension of.teacher centers is the most visible and

has received the most Eub1icity since the inception of the Program.
Thus, it is important to briefly review the realities of the govern-
_.énce structure established by the Teacher Centers Program.

| Teacher centers were not, in fact, set up to be run by teachers.
Rather, the teacher center policy board was established to provide for
nmore teacher infiuence than hasjhistofica11y been evident in any in-
service program. This was achieved+by requiring a majority ot class-
room teachers to be members of the policy board. However, members from
administration and from institutions of higher eddcatian were also mali-
dated. In essence, the teacher center policy board provided a new
forum for collaboration. This forum was fortified with the requirement
for teacher majority, and with the commitment of the grantee institu-
tion to allow policy board supervision to occur. Thus, although t=acher
center policy bcards were established to provide for much greater teach-
er influence, they did not encourage a radical usurption of power and
autnor:*y ~nat mamy had believed would occur. Finally, it must be noter
that teacher centers and teacher center poiicy boards are not part of
the 1nstitutionalized bureaucratic structure of either schoo1'distritt$
or institutions of higher education. This fact allows for creativity
and diversity to occu~, but the knife cuts both ways. Succinctly, be-

cause the required structure of teacher center policy boards does not

o6



appear to school administrators and school board members to have been
made in heaven, it is questionable at best whether the structure will
survive the termination of external support--an occurrence that must
inevitably hgppen.

Within this context, it is important to note that policy board
governance does, in fact, occur in teacher centers. Data from this
study demonstrate duite clearly that policy boards do make decisions,
do establish policy, do lead program deve]opment; and do so without
disrupting, in any noticeable way, the institutions in which they are
houged. This is important, perhaps remarkable, when one takes into
account that teacher center policy boards have maintained a fairly
strong and sometimes almost complete control over personnel and budget
matters within the programs. In all but a very few instances, the
school districts and colleges or universities that house teacher cen-
ters have been able to handle the supervisory power embedded within the
policy board with 1ittle or no difficulty. The implication is clear.

“The fear of relinquishing some aspects of control is probably much
worse than the actual effect. This point should be made repeatedly,
and should be thought seriously about by every teacher, teacher educa-
tor, and administrator who values the development of ongoing inservice
programs for teachers. The governance issue simply is not a major
stumb]ing“b1ock, and may even be a red herring in the discussions about
and planning for different kinds of inservice programs. Hopefully,
this point will remaih clear, and will transcend teacher centers pro-

grams so that others who become involved in developirg staff develop-

I ray
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ment or inservice programs for teachers can work toward a governance
system that promotes responsiveness to teachers without disrupting
the organizations in which they operate.

Governance boards, at least teacher center policy boards, appear
to mature quite quickly when given the authority to operate in specific
areas. Governance, it appears, it not a time consuming or even a per-
sonally consuming activity. Delegation to subcommittees and to staff
occurs. As long as the lines of communication are kept open, and
as long as the policy board maintains its fight to make final crucial
decisions, the ability to grant wide rahges of discretionary authority
is evident.

'By virtue of the fact that the policy boards were established to
guide programs and to direct policy, it is-not surprising that more
management decisions were made than program delivery decisions. In
other words, a logical differentiation of tasks emerged within the
governance process, and policy boards, which met on the average of
two to three hours per month, defined their tasks quite realistically.
Stated another way, a mature governance body that has actual authority
and power, is likely to work within the bounds of that authority, and
not to meddle with the roles of others who work in the project.

In the final analysis, policy boards may be most important sym-
bolically. One interesting and defensible analysis is that the early
decisions, those of direction, and particularly those related to per-
sonnel, are probably the most important decisions that governance

bodies make. Stated another way, it is likely that a competent direc-
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tor and staff can overcome the problems created by a disruptive and/or
non-productive policy boafd, but it is not likely that a well running
and coherent policy board can do much to improve programs if the per-
sonnel are not competent. Thus, once these early importanf decisions
are made, the role of the governance body (in this case the policy
board) may well be greatly reduced, and limited to overseeing and

- trouble shooting issues that emerge.

It is highly unlikely that the quality and quantity of the pro-
grams that have emérged in teacher centers arouﬁd the country can be
directly attributed to policy board activity. Rather, it is more
realistic to view the programs to be directly linked to the capabil-
ities of the staff, and to link the overall guidance and management of
the project to the policy board. It appears, in summary, that if we
have learned anything at all about the governance of inservice educa-
tion programs, we've learned that it is an overstated issue, one that
creates more problems in adversarial rhetoric than it does in program

development.

About Research of Inservice Education

This research pfoject was initiated in the Fall of 1979. The data
reported in this document were gathered between January 1 and August 31,
1980, and represent-37 teacher centers. At the time this report is be-
ing written, over 50 teucher centers are involved in the data gathering
process, and during the entire time of the project only one teacher cen-
ter has withdrawn. Not only do the principal investigators think they
have learned a great deal about teacher centers, but also about re-

/‘(
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search on inservice educatici.

The first, perhaps sc ¢bvious it need not be mentioned, is that
research on inservice ed:cation is de vacto fieid based research,
and typically will not withstand the imposition of a preconceived
design. . Rather) aﬁd this lesson was learned over time and in a most
fascinating manner, the design for a field sfudy must, in fact,
emerge. There is no question that the researchers must take the lead
in initiating the deve]opment of data gathering tools and in gaining
support from those wno will be involved, but it is not uncommon to
learn more about the phenomenon you are attempting to study as you,
in fact, are deve]opjng the methodology for studying it. Thus, the
process is almost cyé]ica], and the design development phase of a
field-based study on inservice education should probably take longer,’
and be more invo]veh than a design development process for a more
standard effort.

Another lesson was learned concerning the meaningfulness of the
variab]eshunder study. Succinctly, the variables under study, the
,method{fo; gathering data, the manner in whiéh data are reported, and

he language used to discuss results must make sense not only to the

Zesearcher, but alse to the data providers. It‘is very difficult to
solicit and maintain involvement in a research process that involves
data gathering on site by those involved in the process if, in fact,
there is not a strong commitment based on an understanding of the topic
of inquiry.

As researchers solicit support and active involvement in the re-

|
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search effort, it is often important to look for spinoff effects and,
more importantly, spinoff benefits that will help keep field projects
involved. For example, the lesson learned in this study was that the
process of gathering and organizing data and reporting it once per
month to the Syracuse project, provided the program director with a
very usable management tool. In essence, the director, in the procegs
of preparing for the monthly data gathering sessions, knew a great,
deal more about his/her project, felt more control, and felt more con-
fident when dealing with others about the project. Consequently, the
director came to value the research process for the increased competence
it provided him or her in the job, rather thar for ihe fact that it was
generating knowledge.

Finally, it was learned that field praétitioners in teacher edu-
cation do value reséarch, and will make the necessary commitment to be-
come involved, if the research makes sense to them, and if they have
some sense of ownership. Those who advocate field studies have been
sayfng this for years. It is rare, however, that the pheﬁomenon can
be experienced. One muét accept the fact that field involvement in
research is time consuming, is costly, and often demands methodo]og-
“ical compromises. Ho&ever, it is equally impoctént to recognize that
without sigﬁificant field involvement the resgérch project mfght not
occur, and even if it does, it will probéb]y suffe; the loss of ac-

curacy and completeness that only field practitioners can provide.

A Final Thought

This study was undertaken with several purposes in mind. One

b
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bbjective was to help teacher center projects obtain data that will
allow them to submit their twice-annual performance reports. Addi-
tionaily, there were strong pressures to provide information that
would serve those who work with teacher centers in the political do-
main. Additionally, professional curiosity was influential in di-
recting the study, allowing the researchers to ask basic questions
such as, "What are teacher centers like?"

One could probably provide other reasons for the initiation of
this study. There are, however, two overarching purposes that should
render this study an important contribution to the 11teratdre. First,
a methodology for studying inservice education was developed that has
the potential for'genera1izabi11ty. Secondly, a focused attempt was
made to gather baseline information about inservice education (in this
case teacher centers) that has not been available in the past. It is
difficult to suggest future directions for program development in
teacher education if one does not know where the field is at.‘ Hope-
fully, this study will begin to help program developers and 1nsefvice
researchers answer that question. In the final analysis, this study
and others like it that may emerge, will have to be measured by the
influence they have on training programs for teachers, and in the _

final analysis, upon educational programs for children.

“'lr)
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Claremont loacher Center
74 Yest Baseline Road
Clevemont, CA 91711

Docunentor: Janene Bruncett

Harin- Teacier Learning Co-
operative Center

1111 Les Gallinas Avenue

- San Rafael, CA 94903

"Documentor: Karen Kent

Santa (Clara County Educator's
Staff Development Consortium
100 Skyport Drive o
San Jose, CA 95011
Documentor: Jodi Servatius

Vallejo Teacher Center
211 Valle Vista
vallejo, CA 94590
Documentor: William Loudon

West Orange County Teacher Center

658 Lennox Street

Huntington Beach, CA 92647
Documentor: Anne Cameran

RISE Teacher Center
Halls Hill School
~Halls Hil1l Road
Colchester, CT 06415
Pocumentor: Chris Stevenson

West Hartford Teacher Center
Board of Education

. 211 Steele Road

lest Hartford, CT 06117
Documentor: Miriam McKenna

Atlanta Area Center for Teachers

3000 Flowers Road South.

Atlanta, GA 30341 _
Documentor: Howard Knopf

Gary Teacher Center
1430 West 23rd Avenue
Gary, IN 46402
Documentor: Sadie Shropshire

Indianapolis Teacher Center

1102 North lest Street
Indianapolis, IN 46202

‘ Documentor: Pat Gilliam

FMint Hills Teacher Center
Ogden Clementary School
Ogden, ¥S 66517
Decumentor:  Joyce Scammahorn

Teacher Renewal and Development
Center

307 South 25th Street

Paducah, KY 42001
Documentor: Juanita Jones

Mid-Coast Teacher Center

P.0. Box 860

Camden, Mainc - 04843
Documentor: Sally Vogel

Amherst Area Teacher Center

East Street School

Amherst, Mass. 01002
Documentor Merrita Hruska

French River Teacher Center
P.0. Box.476
Nortn Oxford, MA 01537
Documentor: Robert Richardson

Southwest and West Central TC

~ Southwest State-University

Marshall, MN 56258
Documentor: Bill Swope |

Staples Teacher Center
524 North 6th Street
Staples, MN 56479
Documentor: Rick Krueger

Teacher Center for Galiatin County
615 South 16th Street
Bozeman, MT 59715

Documentor: Linda Bardonner

Western Montana Teacher Center

818 Burlington B101

Missoula, MT~ 59801
Documentor: DBob Lukes

Manchester Teacher Center
1066 Hanover Street
Manchester, NH 03104

Documentor: Roberta Banfield
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Newark Teacher Center
131 13th Avenue
Newark, NJ 07103
Documentor: Rona Waller

Teacher Center of Ardsiey,
Greenburgh and Elmsford

475 West Hartsdale Avenue

Hartsdale, NY 10530
Documentor: Jackie Ecker

NYSUT/Hofstra Teacher Center
1000 Fulton Avenue

Hempstead, NY 11550

‘ Documentor: Barbara Scheer

Syracuse Area Teacher Center
400 Huntington Hall
150 Marshall Street
Syracuse, NY 13210

Documentor: Beth Sauerborn Ferris

SPEC Teacher Center

619 Wall Street

Albermarle, NC 28001
Documentor: Jean Owen

Wood County Teacher Center

Court House Square

Bowling Green, OH 43402
‘Documentor: James Robarge

UPDATE Teacher Center

215 East 12th

Stillwater, OK 74074
Documentor: Joye Butler

B.E.S.T. Teacher Center

200 Silver Lane’

Eugene, Oregon 97404 '
Documentor: - Cathy Method

Fhiladelphia Teacher Center

- 1816 Chestnut Street
Philadelphia, PA 19103

' Documentor: Jack Steinberg

Pittsburgh Area Teacher Center
Porter Hall 223 - g
Carnegie-Mellon University
Pittsburgh, PA 15213 ,
Documentor: Serena Jefferson
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#1 Teacher Center

2600 Barhamville Road

Columbia, SC 29204
Documentor: Jim Hockman

Cooperative Teacher Center
241 Forbes Avenue
Clarksville, TN 37040
Documentor: Patricia Eisenmann-
Donahue

Oak Ridge Teacher Center

200 Fairbanks Road

Oak Ridge, TN 37830
Documentor: Jinx Bohstedt

Moab Teacher Center Project
217 East Center
Moab, Utah 84532

Documentor: Barbara Ing

Washington West Resource Center

Box 172 N

Waitsfield, VT 05673
Documentor: Elan Stevens

Cowlitz Teacher Center

2000 Allan Street

Kelso, Washington 98626
Documentor: #Cathryn Smith

Great Rivers Teacher Center
Route 5, Box 342
Sparta, WI 54656

Documentor: Kathy Harmeyer
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INTRODUCTION

The U. S. educational system, evan with its ambition of proyiding
quality education for all of its citizens, is by far the best in the
worid. Even in the widely maligned area of reading achievement, e.qg.,
~a recent international comparison of nineteen of the world's most ad-
vanced nations showed this country to be number one. Yet Silverman
and other notable scholarly critics who have carefully studied American
education in recent years, have concluded that educators generally do
not do a cood job of articulating what goes on in' the system. Even .
——though it works--and usually very well--we do not know very much about
. now or why it works. Although we now have a substantive national store-
house of educational successes, we have a very poor recording of how it
was buiit. Until recently, the dilemma did not matter a great deal be-
cause educators--especially the major contributors to the storehouse,
the classroom teachers--did not have much chance to share their successes.
So whethe: or not they could effectively relate and build upon their edu-
cational experiences was of 1ittle importance. But with ths new emphasis
on the continuous renewal of all educators, the need to more effectively
draw upon the experience of outstanding teachers is a critical one. As
the direct sharing of classroom successes becomes an increasingly import-
ant approach in the inservice education of teachers, it is equally im-
portant that educators learn as much as possible =bout how this sharing
process works. Documentation is one approach to improving our knowledge
about how this process and other important parts of the complex American
educational enterprise. It is not evaluation; it is objective record
keeping. It is a very valuable management tooil.

The primary burpose of documentation in the Teacher Centers Program is

to help projects to better understand what is happening in their cen-
ters--to know better what works and doesn't work--to idantify and artic-
ulate successfui practices. Good documentation wil) provide a stronger
foundation for determining how to effect improvement in Teacher Centers
projects 2s well as supply more compiete and accurate centers informa-
tion for eaucational leaders and policymakers at the local, State, and
nationai ieveils. It will, most importantly, strengthen the "sharing of
succes: recarding now we best share successes."

ALLEN A. SCHMIEDER
CHARLES LOVETT

The Office of Teacher Centers
United States Office of Education
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PART I
TEACHER CENTERS PROGRAM DOCUMENTATION:
THE CONTEXT, BACKGROUND AND EXPECTATIONS

THE CONTEXT

The Teacher Centers Program has tremendyus potential for yielding
information that can be translated into programs which truly meet the
professional needs of teachers. There is also a parallel potential for
losing valuable information unless plans, backed up by commitment, are
made to ensure that information is collected and recor.2d. There is,
for instance, the real possibility that the Teacher Centers Program

;will be successful, yet possess limited information to explain the phe-
nomenon.

One important reason for documenting the Teacher Centers Program
is t> ensure tnat information is available to support the success that
is widely perceived by thoéé who are involved in the Program. There
is clearly a need to provide information to Teacher Centers Program o:-
ficials <o that they can explain the program to o*hers from a foundation
of knowledge. It ¢ essential to recognize that the long-term pros-
perity of any one Tlocal project is dependent on the substantiated success
of the Teacher Centers Program. It is important to emphasize this point
since it is very easy and natural for any one project to overlook this
consideration and to look at success only from the very limited per-
spective gf that project.

[t is within this con:ext that the documentation effort was con-
ceived. However, uanke most efforts to document federally-funded pro-

grams, the effort to document the Teacher Centers Program has been
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guided by the rule that all documentation activit::s must relate to the
development of information that will aid practitioners in operating
local projects. In other words, "showcase" approaches have been delib-
érate]y avoided. The emphasis, at all points, has been on obtaining
information that is useful in actual program deve]opment‘and implementa-
tion at the groject level. The strategy has been to develop processes
for projects to gather and share information. A continuocus check on fhe
perceived usefulness of documentation is built into this strategy in
tﬁat project participation is totally voluntary. Should fhe documenta-
tion effort ever stray from its primary purpose of helping projects, it
will becomeAimmediately obvious in that there will be a rapid dwindling

of participants.

THE BACKGROUND

A7l Teacher Centers projects are well aware of the emphasis on
sharing, since each project belongs to a Cluster group whi-n meets reg-
ularly tb discuss areas of common concern. ‘Each Cluster nas been very

IEffective in eéfab]ishing zn informal system for sharing inforrition
among its constituent projects. This is a most importani aspect of the
Teacher Centers documentation effort in that it is clearly tae =c3t im-
mediately responsive component.

Running péralle] to the Clustering activities has been a crui-
plementary effort to develop a more formal, standardiéed approacs to
documenting many different types of Teacher Centers projects. This com-

4 ponent, which has been coordinated by the Syracuse Area Teacher Center,
has also been gu%ded by the ruje that the information that is developed

should relate to project needs. In September, 1978, a Documentation

1 0
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Jdorking Groun™ was Tor~~d for the pdurpose of zxnloring nossible ap-
oroaches to formal documentation of Teacher Centers 2>-~‘2g¢is.  This
sroup met reqularly to consider wnich areas of teacnsr cznier D), eCsT
activity and function would te Teasible and worthwhile to documen- across
Teacher Centers projects. The early meetings o7 this group fccusead on
concentual matters, aé it immediataly became apparsnt that choices weould
nave to te made, i.e., not everything could be documented. In the Ninter
of 1979, the Syracuse staffi clarified the important concepts of a coc-
umentation effort considering both the data needs at the prcject level
as well as those at the national level.* Particular attention was given
to developing criteria for determining the specifics of the documenta-
tion agenda. |

Four documentation areas evolved *rom the 2fforts of 7311, 1372, and
dinter, 1979--"Policy Bcard Meetings." 'Program Activities,” "Staff Serv-
ices" and "Resources.” These documentation areas nave been ¢  aptual-
ized in such a way that the information collec*ed has the potenvial of
teind useful at the local project level. Furthermare. thev have been
Jefined inm such a way that information czn te =2llected in 2 standardi:zed
way across projects sc that generalizations can be made 3tout the national
Program. |

onge tne tours sohstantive areas of tne formal documentation ef€ort

were celineated, tne Do~umentation Working Group and the Syracuse stafs

“This group included Fatricia Weiler from the American Federation of Teacn-
ers, Donald McComb from the National Educaticn Association, and the Clus-
ter conrdinators--Patricia Kay (City University of MNew fork). Rctert:
Riley {University of North Caroiina at Chariotte). Carolyn Fay {Indian-
apclis City Schools), Riciiard Hersh (University of Oreqon). Dwain Estes
{Education Service Center Pegion 20, Tesas), Joan McDenaid and Joseoh
Adardiaw (Vallejo, CA Unified School District).

**Cee: Sally K. Mertens and Sam J. Yaraer, Documenting Success--A Guidebook
for Teacher Centers, Albany: New York State Zducation Cepartimen:t. 1970,

ERIC
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shifted their primary attention to logistical matters and addressed the
questicn, "Yhat is the best way to collect information in these %our
areas?" This culminated in a Field Test thch was designed to compare
the relative merits of two data-collection stratagies--the mailed ques-
tionnaire and the telephone intarview. Eight projects were involved in
the Fie]dvTest which was conducted in Spring, 1979. The talephore inter-
view was found to be the best strategy both from the perspective {ease and
convenience) of the project documentors and from the perspective {accur-
acy and completeness of information) of the Syracuse staff.=* :
From all views, the Field Test was successful. But the view that
i5 most important is that.of the'people who actually did the work in-
volved in formal documentation. Obviously, the Teacher Centers docu-
mentation, which is a voluntary endeavof, will only succeed if it is
perceived as helpful, and if it does not put an‘inordinate drain on pro-

ject resources. Thus, it is appropriate to state that Teacher Centers

O

documentation comes to you recommended by the project director% who par-
ticipated in the Field Test.

"Preparing for the interview forced me to make time for reflec-
tion. I discovered lots of things--Tor {nstance, we had not
adequately adverti-=d some of ocur services." .

Lirda Bardonne~. Gallatin County (MT) Teacher Center.

"It helped to bring together, into a unified documentation pro-
cedure, many record keeping devices we were already using. It
helped to clarify exactly what our program activities and sarv-
ices were " A

Wade Scherer ‘iashington West (VT) Resource Center.

"Documentation required us to take a better look at cur project
activities--made us better define what we were trying to do."
Bob Lukes, Western Montana Teacher Center.

*See: Sam J. Yarger and Sally XK. Mertens, "Documenting Teacher Centers--
Report of a Field Test," August, 1979. Available from the Ssracuse Area
Teacher Center. h ’

184




-175-

"I particularly like the idea of huving information about our
project compiled and returned to me in an easily understood
format. This will definitely help me fill out all my required
reports.”

Howard Knopf, Atlanta Area Center four Teachers.
“1 can put off written reports as 1ong as possible. Tne inter-
view forced me to be better organized and on a more regular
schedule. Things are less likely to pile up."

Sally Vogel, Mid-Coast (ME) TeacherCenter.
"I liked talkino about what we are doing rather than writing
about it. I really looked forward to the professional inter-
action.”

Jean Owen, Teacher Center of SPEC (NC).
"The documentation project has helped us to improve our internal

evaluation procedures."”
Sadie Shropshire, Gary (IN) Teacher Center.

EXPECTATIONS

A *hose who Darticipated>in the Field Test iearned, documentation
A& marv benefits--some of these were anticipated, but others weren't.
Y2 y0u, in your role oOf yject documentor, beqin your involvement in
tais forméi componént of Teacher Centers Program documentation, yéu
should carefully consider how your project might use the information
for refining and improving its own internal processes. On the other
hand, it should be clearly recognized that the Teacher Centers documen-
tation is not de;igned to accommodate all your project's potential data
neéds. Although the documentation strategy is verv nowerful, one shculc
not expect that it can generate information to a. each and every
specific question that might be asked. But the information that wf]] be
collected can be usad to address many are .S which are believed to be
areas of general interest and concern. A sampler of potential questions

which might be addressed would include--
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e What types of professional development activities do Teacher
Centers facilitate?
e What resources and services do Teacher Centers provide?

e Who do Teacher Centers serve? What is the influence of
Teacher Centers?

¢ How are Teacher Centers organized to provide professional
develooment activities, services and resources?

. wha; is the extent of teacher involvement in Teacher Can-
ters operations?

Information of this type is essential in deve]opiﬁg support at
both the project and Program lev::ls. Furthermore, solid informaZion
about the operation of Teacher Centers can be used to improve the reg-
ulations, ;o improve services from the national office and to improve
State technical assistance and dissemination efforts. Finally, any
professional who wishes to improve practice in the field of inservice

| teacher education can only profit frorm tre information cathered from this
documentation plan.

The special emphasis, however, has bt<en on developing a documenta-
tion strategy that_is useful to practitioners coerating Teacher Centers.
This emphasis might not be extremely obvious in the ;raining materials
that follow and which have a very nitty-gritty focus. With the training
forus squarely on the bits and pieces of documentation, it may be very
easy to ivse sight of the overall picture even though every effort has
been made to explain the necessary relationships.

In dev%1oping the dOCumGHEaiiC © .ining materials, definitions
became a paramount concern. Obviouély; a sEandarJizad system for ¢ol-
lecting data across projects depends on the commitment of all those

involved to use a common language. Although the lanquage which is de-
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lineated in the trainiﬁg materials may be different than that usad in
your project, the defihitions_are not arbitrary énd are the result of
intense developmental effort that occur%ed qver the period of a year
and involved many people with Teacher Centar axperience.

The training materials that follow are organized into four parts.
The first explains the logistics of the documentation plan. There are
two essential elements to the process: completion of a One-Time Only
Renort and participation in regularly scheduled telephone interviews.
The sacond part focuses on developing a detailed understanding of the
concepté related to preparing the One-Time Only Report, and the third
part emphasizes those related to prepéring for the telephone interviews.
In the last part, a synopsis of all the dochmentation concepts is pro-
vided in alphabetical form for ready reference.

A11 of those who have been involved in developing the vormal doc-
umentation plan are most excited by the prospects. It is sincerely
hoped that those new to the process will catch the enthusiasm which pro-

pelled the first year's developmental work.

L
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HOW IT WILL WORK
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PART II

"LOGISTICS OF TEACHER CENTERS DOCUMENTATION--
HOW IT WILL WORK

The documentation Field Test was conducted for the purpose of deter-
mining the most feasible brocess for collecting and recordiﬁg accurate
and standardized information from many different types_of:Teaéher Centers
projects. [t was found that the regﬁ]ar1y scheduled telephone interview,
conduczed by a trained intarviewer, yields the most reliable information
and is the most convenient data collection procedure. Therefore, central
to the logistics of Teacher Centers documeﬁtation is preparing project
documentors for the te]ephone interviews. Thué, "The Help Book" is

~designed to orientate project documentors to interview procedures as well
as to the substantive areas of Teacher Centers documentation.

Each.project documentor will first be asked to comp}ete a One-Time
Only Report wnich will provide information in those areas where project
information is fairly stable--"Staffing,’ "Policy Board,". "Facilities,”
established "Staff Services," and;“Resources.” This information will
provide the framework for the sugsequent reqular telephone interviews
and will pfovide the context far better understanding T2acnher (enters

ocerations. . o : -

">

Also, prior to the initiation of on-line Zata collection, each

-h

project documentor will be interviewed gy telephone ¢ CLgii v cetails
of nroject organization. Thisqlntroductory Interview will also orovide
an opportunity for the documentors to question the Syracuse staff with
respect to any details of documentation. .Very importantly, it will be
an opportunity for the Syracuée starf and each documentor %o establisn

o .
essional and oersonail rapport. Aaditicnally, the Syracuse staff

-

ore

O
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will develop whatever special logistical arrangements are required for
facilitating the data collection from each project, e.qg., scheduling
the regular telephone interviews.

It is anticipated that the Syracuse staff will be able to begin the
regularly scheduled interviews within one month afte;‘comp1etion of the
Introductory Interview. In each interview, project documentors will be
asked "o provide information on all activities that have been sponsored,
services and resources that have been provided, and Policy Board meet- )
ings that have been held. Additionally, any changes in the project
organization will be recorded. This information will be e]itited bn]y
for the time period that has been previously agreed upon by each pro-
Ject documentor and the Syracuse staff interviewer. In the first set of
interviews, the focus and emphasis will bé on fine-tuning. the logistical
procedures and the communication processes of the project documentors and
the Syracuse interviewers. »

If all goes as planned, each documentor and the Syracuse staff
should be well prepared and trained for regularly schedu]ed documenta-
tion within two months from the onset of the process. Each project doc-

antcer will know quite precisely when.the telephone interview will take
place (e:g;, Wednesday, January 9, at 10:30, and subsequently gvery thi}d
Wednesday at the same time), and will have had practice in gathering the
information néeded at the time of the interview. /

; Gradually, the emphasis should begin shifting from process and pro-
cedural concerns to an emphasis on improving the quality of information.
The Field Test experience hps led the Syracuse staff to believe that this

shift will probably occur sooner in some projects than in others. In
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other words, some patience may be required in moving toward the level of
precision desired in procedures and communication. If the Field Test
can be considered a good sample, the project documentor, in most in-
stances, can probably start looking forward to a "smooth" .process in
about the third round of iﬁterviews.
The tentative, start-up sequence then--
Phase 1
e Orientation to documentation procedures and data-collection areas.
o Completion of ONE-TIME ONLY REPORT.
Phase 2
e Introductory Interviews conducted by Syracuse staff.
o Establish schedule for subsequent on-line interviews.
Phase 3

® First round of scheduled interviews for current project informa-
tion to individualize and refine the process.

Phase 4 ¢

° Regu]af]y:schedu1ed interviews, typically monthly but in some
cases bi-monthly.

e Periodic aggregation of information co]]ected from, and for use
by, each project.

e Periodic aggregation of all information across projects to dev-
elop composite picture of the Teacher Centers Program.

The dggregation of each project's information will be comp]éted in
time f;'faci1itate the preparation of the Performance Reports. Each
project will receive a complete record of‘a11'project i~formation that
has peen recorded by the Syracuse. staff. Confidentiaffty will be're-v
spected at all times and in no instance wi:]l tﬁe Syracusé staff release

project information except to the project which provided the information.

S
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The Syracuse staff will pariodically aggregate the information from
gj]_thé narticipating projec: s in order to-deve1op a composite piéture
of the Teacher Centers Program. It is emphasized that, in developing
this composite, the confidentiality of each project will be ensured.

The Teacher Centers documentation effprt has the potential of dev-~
eloping informa;ion that each project will find useful for a broad rgngQ

of ourposes.* However, it must be underscored that this is a totally

voluntary endeavor : verv noint. Each pfoject must decide for itself
in what ways'it W the project information that is recorded by
the Syracuse sta"f. [or example, although the documentation areas have

been developed in such a way as to be compatib]g with and feed into many
of the required revorting forms, some projects may we]] decide not tp

use their aggregated information for these purposes. Aé another examp1§.
some projects may find that ﬁhe documentation infonnation'comp1emenfs
and/or supplements their internal eva]uétion procedures; in other 2rp-
Jects this may not oe the case at all. The Syracu;e staff is commiteed
to developing the best possib}e information in several areas of project
operations as a service available to each federally funded Teacher Centyr,
Each project must determine for itself now this infomation can best se

used.
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- PART III
THE ONE-TIME ONLY REPORT

The organizational information elicited by the One-Time Only Report
is essential in developing the context for collecting and understanding
information regdrding oroject fﬁnctions and activities. This ffrst report
is focused on projeét information that is quite stable and unlikely to
change over short periods of time. _

- Definitions and explanations are provided here to aid you in com-

‘ pleting the One-Time Only Report. At least half the difficulties in at-
| tempting to collect information from many different types of teacher cen-
ters are related to the imprecision of the new and evolving teacher cen-
ter language. As with any set of deffnitions, some may feel that these

are not totally qdequate. But, although some difficulties may still
eXist,‘the definitions are by no means arbitrary. They have evolved
through intensive developmental effort gver tﬁe period of one year and
have.been field-tested. In short, they are the best guide that is cur-
rently available and have been proven useable as well as useful.

Definitions will be presented here as they relate to the One-Time
Only Report format. For additional clarification, examples will be pre-
sentéd which reflect varying situations. Consider the definitions as
general rules and look to the examples %or guidance with respect -to

level of specificity.
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STAFF

For each statf nosition please indicate the tollowing detajls--

s title,

s primary role and tasks,

® Dercentage of time on Teacher Centers project, and
® previous job title and years in last position.

"Staff," within the context of the teacher center concept, has taken
on new and variable meanings which reflect the responsive and evoTutionary_‘
nature of teacher canters. Therefore, we must be ;arefu] to clarify even
this term, which in most other contexts has guite specific meaninag.

"Staff," for documentation purposes, includes--

e ail those who have an on-going occupational role with the
Teacher Centers project.

These sta¥f members may be either full- or part-:ime, and considered either
professional or non-professional. Central to tne definition is that these
people are permanently attached,to the Teacher Certers project. "Staff"
does not include those who work in another role capacity, even though they
may, on occasion, be retained for a specific, short—term.Teacher Centers
project purpose, e.g., a teacher who is paid for running a workshop after
school.

"Primary role and tasks" is concerned with what it is the staff per-
son(s) actually does. "Primary" has both temporal and priority dimen-
sions. It is important to know not only which tasks are most time con-
suming but also those which are of the highest priority. For example,
preparing the newsletter may be a primary task of an assistant director
yet only consume one day per month. On the other hand, another assist-
ant director may devote many hours to manning a materials distribution
center,.a task which may not have been specified in the formal job des-

cription. Still, in other instances, a particular task may be of the

(8 Weod
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highest priority and also be the most time-consuming.
So “primary role and tasks" includes--

e all those things that a staff person does which are time con-
suming and/or very important in terms of the project priorities.

"Primary role and tasks" may or-may not relate to the formal job descrip-
tion for any one position. For purposes of documentation, the focus is
on what each staff person is actually doing now that the teacher center
is funded and operating, rather than on those tasks which seemed import-
ant at the time the proposal was written or when staff was selected.
“Percentage of time on Teacher Cénters-project” should be relatively
easy to calculate assuming one has already de]jneated the population of
"staff" to permanent, long-term empfoyees.- |
“Previous job title and years in last position" may require scme
research. '"Previous" means immediately prior to assuming a positicn
with the fedéra]]y—fundéd Teacher Centers project. There will be no at-
g tempt to document the entire professional career of each person asso-

ciated with the project.

ZXWNEID
Tiile: Project Mrector
:
Pramari role and tasks: managemens o7 fudc
tion o7 exrendiltures; superviston o7 sza””
Pclioy Eeard; zcocordinaticn oF all rrefzssi
serviees, including reitaining eonsulionzs
Percevitace oF time on Tzaener Cfortsrs Zro 250%
Provious Joi titlz and uzars in lact Toat teacnar; F usre
TYLVTIT S
Jitier Assiarant Tzacner Center Jireeror
Frimary vole mid Tas48: redrconsille oy sreraticom oI MMzle ol
Tar2 Lo, Ineluding maintaining mazevials od rroviiing zesisc-
Zoe; rlacerment ond 3ureriision oI STudent teaoniers
Fryeenzaze o simg ot Teagener Jovzers troizoze TET
Frevious Cor title gnd uesrs i L3t roriciowmr rvradndTe STiSnT)
2 L2ars

¢
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EXAMPLE 3

Title: Secretary

Prinary role and tasks: clerical; processzs all requests for
delivery of materiais o varicus schoolas.

Percentaze of Zime on Teacher Centers proizer: 109%

Previous job title cnd years in last cosiition: secretary; § years.

&

EXAMPLE 4

Titla: Media Technician

Primary role and iasks: maintains all equipment; ccordingtes in-
ciassrcom vidzo-taping service; collecis materials Jor "Serounge
Center. '

Pereentace o time on T2acher (Centars sycigzt: 100%
Previous Jor +<i 3

Gl2 ond uears in LasSt 20: teacner aide; I year.

In providing descriptions of the varipus staff positions try to use
words which communicate as clearly as possible. For instance, before you
write down "runs Teacher Center" try to think out what this means in terms
of the most important and most time-consuming tasks. On the other hand,

* providing too many detai1$ will Eééult in data over-load. It is recog-
nized that the project documeqtdr is being asked to tread in a not-easily-
defined ﬁidd]e ground of specificity. But if there are communication dif-
ficulties, every effort will be made to resolve them in the first Intro-

ductory Interview.

O
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POLICY BOARD

Indicate the number of Policy Board members, voting and non-voting, by

role group--

e teachers

o school district administrators

® institutions 'of higher education
o Teacher Center star?t

“Policy Board" probably needs very little in terms of definition,

~ as the Teacher Centers Program requlations define that body quife spe-

cifically. "Voting members" are those who participate in the formal
decision making process. “Non-voting members" are those who serve bn
the Policy Board ex.officio; their input in Policy Board deliberations
is accepped, yet they do not have voting privi]egeF in the formal deci-
sion making process.

fRoTe group" means‘the primary professional éffi]iation of the indiv-
idual Policy Board members. Information will -be c611ected for four role
groups--teachers, district administrators, higher education personnel,
and Teacher Center staff. |

Classroom teachers K-6 should be counted as "elementary teachers ;"
teachers 7-12 should be counted as "secondary teachers." Vocational and
special education teachers should be identified separately. A1l biher,
teachers‘working in special areas should be counted as "other."
| Members representing the school district who have administrative
responsibilities for specific schoois‘should be;counted as "Building“
administrators. These would include such titles as "principal" and
"assistant principal." Administrators who have disﬁrict-wide.responsi-
bilities should be counted as "central office“‘adminisirators. These
would include such titles as ”cyriiculum 5upe}visor“ and ﬁinsefvjce -

coordinator.” - \

-l 98 ' ] /_,C-A._ :.
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Higher education members should be counted as “professors" unlass
they have specific administrative tif]es such as "Dean" or "Director of
Extension Services."

A11 Teacher Center staff members who attend Policy Board meetings
snould be counted as either "voting" or "non-voting" members.

"Other" categories ére provi&ed where clear distinctions cannot be
made.

Please provide the following Policy Board information--

professional role group of chairperson
schedule of reqular meetings

release time policy

process for developing agenda

standing committees

Professional role group of chairperson?

"Chairperson" is whoever is formally designated with regponsibiliﬁ?
for convening,anﬁ conducting Policy Board meetings. "Professional role
group" {s the pi?mary professional affiliation of the chairperson, for

'examp]e¢~teacher,vprofessor, certral of%ice staff, or Teacher Center

staff. ’

How often are regularly schedulad meetings convened?-

"Regularly scheduled" i< ©hé key concept in this question. How
oftén is the total Policy Board membersqtp convened according to a re-
established schedule? o
the First Morncay o egvery montn gt 7 PN
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How many times has the Policy Board met since rotification of intent

to fund?
As in the last question the focus here is on the number of reg-

ularly scheduled meetings planned for the total Policy Board membership.

Develop an estimate based .on the number of months since notification of
funding and the number of regular meetiﬂys‘per month.

EXAMPLE 8 : ‘

The Policy Board nas me: once per month (exeluding July and
August) since notificaiion ir August, 2878 for a totul of
12 meetings.

EXAMPLE 8 .

Our Policy Board meetings are Flexidly scheduled, approxzimately
every six weeks, by the Chairverson. I would say we have met

as a total group about 11 times since notification in July, 1378.

Is release time provided for teacher members?

“Release time" refers to the pra;ticé of providing\sub:titute teach-
ers to free teachers temporarily from classroom duties to participate in
Teacher Centers activities. Answer "yes“;if substitute teachers are pro-
vided so that teéchers can attend Policy Board méetings held during the
school day. |

What is the process for getting an item on the Policy Board agenda?

“Agenda" is a preannounced‘listing of business to be conducted at
the meeting. Although many Policy Boards function withouf the use of
agendas, for those that do, it is important to know how the agendas are
developed. | |

"Process"--what is it? How does an item df interest or concern
become an agenda item? Nhat'steps must be followed? Does the_Chajr-
perSpn or a stahdﬁng committee prepare the agenda? If so, how are pCc~

tential agenda items proposed to that person or group which develops



O
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the agenda? Some agendas may be developed through an informal process,

with

no préspecified steps that "must" be followed. In these cases,

it is 1mportant to know some of the 1nf0rma1 ways the agenda may be

deve]oped

What

ZXAMPLE 10 , R :

Cur Policy Board does not use a D“eanrounced agenda. At meetings
the Cnazrperson calls for "old business' and '"mew business.”
Roberts Rules of Order are Foilowed in conduciing the meeting.

SXAMPLIE 11

¥e have an Agenda Committee which meets two weeks rrior o every
Policy Board meeting to consider all writien agenda proposals
which have been receivecd since ine last meeiting. Each person
submitiing an agenda proposal is informed of the action icken. .

EXAMPLE 12 _

We use an agenda. But the process for developing it is quitz
informal. éAnyone who wants an item discussed merely notifies
the Chairpersbn. All items are accepted, abthouah scme may be .
delayed because of time considerations.

standing committees are there?

"Standing" committees are those sub-group§ of Policy Board members

which are designated to serve for a long-term and specific purpose(s).

They

are distinguished from "ad hoc" groups which are established, as

needs arise, to achieve short-term objectives.

EXAMPLE 13 -

My Policy Board has no standing committees.

EXAMPLE 14 ,
There cre five Standirg Fommtttees--'%aenaa, "Sudcet," "Pzr-
scnnzl, " "Program," "Vactazttes

b



-191-

! FACILITY | i

For each Teaéher Center facility please prévide brief description and

the following details-- :

N
e former useage
® current use
® how many schools served
® average travel time required
® hours of operation v

-

Getting a definitional handle on "facility" may be difficult in
that many facilities--in being responsive environments--are very short-
term in nature. Documentation will only be concerned wiih permanent,
intact faci]iiies. In considering whether or not yp&r project has a
"facility," the following definition may be helpful. "Faci]ity“ iﬁ-
cludes-- |

"o a bﬁi]ding(s), or room(s) that is exclusively associated with
the Teacher Centers project in that currently it serves no other
purpose.

® a mobile unit, such as media van, which is associated exclu-

sively with the Teacher Centers project.
Not included as"a "facility" is a room{s) or other space(s) which has
another primary USeégé‘ananhich is used only on occasion for teacher
center purposes. o

In‘pkoviding a brief degcription of the facility give whatever de-
tails wdu]d give one a genéral picture of what it Jooks like. It is not-
necessary'at this pbint to describe physica]'resourcés which are avail-
able; these will be delineated in another section of the report.

Many, and probably most, Teacher Ceq;ers projects are operating out
of space, which prior to federal funding, served another purpose. Simp]y
indicate what the space was‘knpwn‘as prior to being called a "Teacher'

fenter."

Information regarding how, or for what purposes,- the facility is

219
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used is most helpful in developing the p1cture of what it looks like.
Please indicate if there is space ava11ab1e for such purposes as——us1n§
equipment, making materials, professional library, curriculum 11brary,
videotaping, meetings, using computers, or lounging.

. There are threé details requested which are concerned with the
accessibility or availability of the facility. The first asks for
the "number of schools served." Count all those schools which are Pf--
ficially and currently within the service area. However, if it .is known
that realistically teachers from some of these schools never use the
facility, please indicate this as well. Th}s may very well be the case

-

if a facility officially serves a very large geographic area.

In defermining the "average travel time," only approximatiohs are
expected. In making an estimate, use the travel time in minutes that
is required with the most common means of transportation, to reach the
facility. Of cdurse the approximations will be bé;ed on your personal
knowledge of the service area--How many minutes would you allow-your-
self to make the trip from the facility to the school(s) in the service
area? If there are multiple schools in the service area, then cal-
_cu]ate the total number of travel minutes and divide by the number of
schools. |
In specifying the details of-"when the facility is operated," it is
important to provide only information with régard to regularly schedu]ed
~ hours.
| ZXAMPLZ 15 .
3riefly deseribe. Three adjoining rooms in a school.
Former primery useage. Classrooms in eZementary school,
Used for. Houses curriculwn library; specific space For materials

development and using equipment; includes teacher lounge area.
Jumber of schools served. Centrally Lceated to serv “ive scneols.

v
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“

dverage travgl time. Ranges from less than five minutes For
teachers in the school to 85 minutes for those teachers most
distant. I would estimate average travel time at about 15 min-
utes, '

When is site overated? Monday-Friday, 8 A.M. to & P.M.

EXAMPLE 16

Briefly deserite. Van--about 9x30 ft. of useable space.
Former vrimary useage. School bus. .

Used for. Taking curriculum and profzssional materials to
teachers. '"Make & Take' materials are available. Dark rocm.
Number of schools served. Five.

Average travel time. Not appliccble. On-sitz.

¥hen is site overated? Is regularly available at each schooi
one day per week, 9 A.M.-5 P.M. o




-194-

STAFF SERVICES

For each staff service please provide a brief description and the fol-

lowing information--

o title of staff person responsible for
e logistical details
e method of advertisement

“Staff Sefvices" are those human support systems which are reg-
ularly available over a Tong period of time and which are provided in an
organized manner. “Services" refers to the specific help that staff
members provide directly to individual teachers* (e.g., classroom con-

sultations). *“Services" also refers to specific help that staff members

~facilitate (e.g., matching teachers, computer searches).

"Services" includes--

e all organized staff support systems which are contihuous]y avail-
abie on an on-going basis over an extended period of time and are
publicly recognized as well-established program components.

Therefore, “Servfces" does not include the spontaneous provision of pro-i
fessional help to teachers. Although the importance of these informal
supports, that are available in many Teacher Centers projects, i§ fully
'recognized, they simply do not lend themﬁe]ves to documentation. Estab-
lished Staff Services can be distinguished from those that are not es-
tablished in that they nave a name (e.g:, "Hotline," "Computer Search

Service," “News]etter,“ “Demonstrations,” "C]assroom Advising," "Match-

ing Teachers") and teachers have information as to how they can avail

themselves of the service (i.e., service descriptions have been provided.. ..

to teachers in the service area).

_Many projects have the capability to, and do in fact, provide a

*"Teachers” will be used to refer to all eligible clients of Teacher Cen-
ters projects as specified in the Regulations.

RV R
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bruad range of services. However, sometimes these have not been de-
lineated and thus have not been advertised. Therefore, in some in-
stances, it may be necessary to more clearly delineate a staff service
if we are to document or to keep track of the service's utilization.

EXAMPLE 17

Title: Videotaping.

Briefly describe. Instructional Specialist videotapes pre-
arranged teaching episode. FEach taping session is preceded by a
sesston in which specific teaching plans are discussed by the
teacher and the specialist, and folliowed by a session in which
the teacher and specialist analyze the tape.

Staff person responsible. Instructional Specialist.

When and how is service available? Teacher calls Center cnd
makes appointment.

How do teachers know this service is aqvailable? Fyll deserip-
tion provided in monthly newsletter distributed to all teachers
in the service area.

EXAMPLE 18

Title: Newsletter. _

Briefly describe. Announcements and articles of professional
interest.

Staff person responsible. Assistant Director.

When _and how is service avatlable? Monthly. . Distribution by
mail. .

How do teachers know this service is avatlable? It comes to
them in their personal mailbozes.

EXAMPLE 19

Title: Matching Service. ' N ‘ .
Briefly describe. A file is kept on feachers able to provide
specific help. Release time is available so that "helping"
ceachers can assist those who request help. ‘

Staff person responsible. - Secretary. o

When and how is service available? Teachers request help by
calling the secretary who makes the "match." :

How do teachers know this service is available? "Orientation to
_ the Teacher Center™ program held in each service area school <n
September. Also described in weekly newsletter.

Fe
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EXAMPLE L0

Title: Advisory Service.

Bricfly deseribe. The Director and issistant lirector are avatlable
to consult with teachers either at the Center or in schools. Ihese
consultations cover a broad range .f needs but are usually with re-
spect to instructional matters. Sometimes, rather than providing
direct help, the staff members facilitate by linking teachers with
other sources of professional help.

Staff person responsible. Director and Assistant Director.

When and how 13 serviee available? Teacher calls Center and makes
appointment.

How do teachers know this service is available? WNewsletter and
through presentations by staff members at faculty meetings.

How will teacher use of the service be documented? Staff will record
number of consultations as separate entry in Datly Log Book. Each
appointment with a teacher is counted as a separate utilization of
this service.

EXAMPLE 21

Title: On-Site Consultations.

Briefly deseribe. Staff is available to work directly with teachers

in elassroom, v '

Staff person responsible. The four Instructional Consultants.

When and how 1S service available? The Instructional fonsultants serve
each school one day per week on a rotating schedule. #4ny teacher who -
desires consultatzon can schelule time with an Instructional Consultant
by contacting the schoal secretary.

How do teachers know this service is available? Newsletter and poster.
tn each school office. ' L
How will teacher use of the. service be documented? Instructional Con-
sultants keep record of who they work with.

FXAMPLE 2

Title: Drop -In Consultations.

Briefly describe. Staff available on Lnformal basis to COﬂSULt with
teachers at tne Teacher Center. c .

Staff person responoszp Director.

When and how 18 service avazLabZe° During Center rnours: Monday-'
Friday, 8:00-5:00. .
How do teachers know this service is available? Newsletter, word
of mouth plus ready availability of the. Direcror. ,
How will teacher use of the service be documevted? . Director keeps
record of one-to-one wcrk with teachers. Additionally, teachers, as
they leave the Center, indicdte on a checklist what they did while
they were there. :

2ot | '
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EXaMPLE 43
Title: Curriculum Development Jovsultations.
Briefly desertbe. PPOFQ&aLunlL staff works with teachers in developing

curriculum to meet special classroom needs.

Staff pverson responsible. Three Curriculum Specialists--one each in
the areas of Language Arts, Mathematics, Social Science.

When aid how is service available? By appointment with the Specialists.
Usually made by calling the Center.

How do teachers know this service is available? Newsletter, word of
mouth and school district "Bulletin.”

How will teacher use of the service be documented? Curriculwn Spe-
cialists keep activity Logs.

EXAMPLE 24

Title: Teacher Project Consultations.

Briefly describe. Site coordinators provide speczfic hedp to teachers
with respect to the Teacher Center incentive program. Th's includes
help in writing as well as in tmplementing individual projects.

Staff person responsible. Three site coordinators.

When and how is service available? During regular hours at each of
the three sites. Either by "drop in" or appointment.

How do teachers know this service is available? Newsletter. Twice a
year, when applications are being receivead, the site coordinators go

. door-to-door in schools advertising their availability to help in

developing mini-proposals. .
How will teacher use of the service be documented? Site coordinators
keep records of all teacher contacts.

EXAMPLE 25
Title: Materials Development Assistance.
BrzefZJ describe. “Materials Specialist available to give speczal

‘help in developing instructional materials.

Staff person responsible. Materials Specialist:
When and how is service available? Daily: 9:00-12:00 at Jamestown site,
1:00-4:00 at Springside. Teachers can drop in during these hours.

" How do teachers know this sevice is available? Newsletter. Very vis-

ible at the Center. Can't miss her. ,
How will teacher use of the service be documented? = "Teacher Sign-Out

“Sheet." This is posted by the door. “Teachers check what Services

and Resources they availed themselves of while at the Center.

EXAMPLE 26 ‘
Title: Clinical Observatioms.

Briefly describe. Teacher Speczalzsts are avazZabZe by appointment

'to observe teachers in the classroom and progzde specific feedback.

This sometimes involves videotaping.

Staff person respomsible. Two Teacher Speczalzsts.,

When and how is service avatlable? Teacher initiatés by caZZzng the
Center and making an appointment. The actual observation is always
preceded and followed by consultation. »

How do teachers know this service is avazZabZe’ Newsletter, word of
mouth., : '

How will teacher use of the serviée be documented’ The Specialists
keep records of their work with teachers. ’

208
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EXAMPLE 27

Title: Follow-Up.

Briefly describe. Each month the Center has a focus area, t.e., a
number of workshops related to the same topic. All staff members are
trained each month to provide in-classroom follow-up in the focus area.
The purpose is to help teachers relate the workshops to specific class-
room situations. :
Staff person responsible. Director, Assistant Director and the three
Instructional Specialists. '

When and how is service available? Only teachers who have participated
in the focus workshops are eligible. Teachers initiate appointments
with the staff. ' '

How do teachers know this service is available? The follow-up service
18 announced and described at each workshop. _

How will teacher use of the service be documented? Each staff person
keeps a datly log.

EXAMPLE 28

iTitle: "Teacher Leader" Assistance.

Briefly describe. We actively solicit teachers to present workshops.
All teachers who are interested are provided direct asstistance in pre-
paring for and actually conducting workshops.

Staff person responsible. The two Assistant Directors.

When and how is service available? At the mutual convenience of the
teacher leader and staff person.

How do teachers know “his service is available? Newsletters, faculty
presentations. It ie a Teacher Center policy that all teacher leaders _.
must work with a staff member in preparing to run workshops. '
How will teacher use of the service be documented? " The Assistant Dir-
ectors keep records of assistance provided in this area.

EXAMPLE 29 :

Title: Classroom Demonstrations.. : ,
Briefly deseribe. Upon teacher request staff members go into class-
rooms and demonstrate speczfic znstructzonal management skzZZs in
working with children.

-Staff person responsible. Three znstructzonal coordznators.

When and how is service available? By calling the Teacher Center.

How do teachers know this service is available? The last page of
every monthly newsletter has a complete deseription of all Teacher.
Center Services and Resources. _
How will teacher use of the service be documented? The coordinators
keep logs. '"Demonstrations" are a specific entry.

EXAMPLE 30

. Title: Materials/Equipment Matching.

‘Briefly deseribe. Staff links teachers with approprzate materials’
and/or equipment.

Staff personm responszble. Media coordinator and sedretary.

When and how i1s service available? Teachers call the Center with
their specific requests. ,

How do teachers know this service is avatilable? Word of mouth.
There is a display in all Teachers’ Rooms in the service area des-
eribing all the things available through the Center. '

How will teacher use of the service be documented? Staff members
record each sztch" they faczlztated

| 200 .
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EXAMPLE &1

Title: Corputer Search.

Briefly describe. Staff is able to search computerized information
banks for specifically relevent and appropriate resources.

Staff person responsible. Resource Clerk.

When and how is service available? Teachers call the Center or Fill in
"Request Form." . :

How do teachers know this service is available? Newsletter as well as
a one-time only publication called "How to Get the Most Out of Your
Teacher Center." '

How will teacher use of the service be documented? Clerk keeps track
of this. MNumber of teachers served and the number of accesses are
counted. In reporting to Syracuse we will only report the nwnber of
teachers served. Each time a teacher uses,the service will be counted
separately.

EXAMPLE 32

Title: Center-on-Wheels. ' :

Briefly describe. This is a van which visits each school for one-half
day per week. It is essentially outfitted for make-and-take. It also
carries instructional materials "on loan" from the Center to teachers
who have made specific requests. . ' ;

Staff person responsible. Instructional Materials Specialist.

When and how is_service available? .On site, one-half day per week
according to pre-announced .regular schedule. : 3
How do tegchers know this service is available? Can't miss it! Very
high profile operatiom.. - . - . :

How will teacher use of- the service be documented? Sign-out sheet in
the van. ‘Specialist keeps-track of deliveries made. :

EXAMPLE 33 :

Title: Delivery Service. .-

Briefly describe. Director delivers materials/equipment which teachers
have requested from the Genter. . '

Staff person respomsible. DireZtor. Co :
When and how is service available? On-site on a pre-announced schedule

- posted in each school office. : :

How do teachers know this service is available?: Word of mouth, riews-
lettér, director's personal contagts with teachers. Word travelled

" very fastion 'thig one. -Importance of this service can only.be under-

stood if one appreciates how rural and isolated we are.
How will teacher use of the .service be documented? Director counts
the number of teachers served in this way. ' : '

EXAMPLE 34
Title-: Hotline. . L _ )
Briefly describe. Twenty-four hour' telephone answering service which

‘records teacher requests-for materials and other assistance. -

Staff person responsible.. Seecretary. :
When and how 18 service available? ‘Just call the Center.
How do teachers know this servicée.is available? Newsletter.

- How will teacher use of. the “service be documented? Count number of

times teachers are facilitated.
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RESOURCES

For each resource please provide a brief description and the fo]]owing

information--

e title of staff person responsible for
e logistical details

e method of advertisement

e cost

"Resources" are the materials, equipment and monies available for
individual use, which are provided in an organized manner over a long

period of time. Often these (usually not money, however'] are available

at the teacher center facility or for use directly in:c sérooms‘ As
with "staff services," it is important that each r souyce have a name
so that documentation data can be recgrded regarding uti]ization. "Re-
sources" includes professionai deve]onment aids such as--Make and Take
Lab curr1cu1um library, equipment lending 11brary, dark room, Scrounge
Center, 1ncent1ve grants. Thus, "Resources" includes-- |
e -all materials, equ1pment and monies available for individual

use which are provided in an organized manner over a 1ong per-

iod of time. _ E
1There may be some ha1r sp11tt1ng here as the proaect documentor is try-
1ng to. d1st1ngu1sh between "Resources" and "Serv1ces “In other words,.
.an drb1trary dec1s1on may be required.: Take, for 1n<tance, “utf]ization_
of computers." 0n the one hand this is c1ear1y a piece of equipment |
and,. therefore, qualifies as a "Resource.” On_the other hand, use of the
- computer may depend entirely on the fadi]itative efforts of:a staff per-
~ son and therefore qualify as a "Serv1ce The”decision regarding which‘ﬁ
documentat1on category to use for count1ng, for examp1e computers shou1d
be based on its use. Cont1nu1ng with the examp1e, "ut111zat1on of com-

puters" might ‘rightfully be counted in both documentatjon categor1es.
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Teachers might have the skill to independently use the Teacher Center
computer ("Resource"). But also the staff might perform computer

searches ("Staff Service").

EXAMPLE 35
Title: Library.

Briefly describe: About 1,000 professional volumes; subscrzptzons
to 18 professional Journals .

Staff person responsible. Secretary

When and how available? Located in the Teacher Center which LS
open Monday through Friday, 9 A.M.-7 P.M. Lending privil-ges.
How do teachers know this is available? Highly visible paysteal
component of Teacher Center.

How much did it cost to establish and/or maintain? TInitial ex-
pense of about $5,000. Budgeted for $500 this yecr. ;

EXAMPLE 36

Title: Incentive Grants.

Briefly describe: Money avazlable to fund individual teazher pro-
Jeets not exceeding $100.

When and how available? Teachers submit proposals to Standing
Committee of Poligy Board.

Staff person responsible. Director.

How do teachers know this is available? Posters in each school.
How much did it cost to establish and/or maintain? 34,000 avail-
able this year.

EXAMPLE 2

Title: Equipment. )

Briefly describe. Laminator, thermofax, primary tupewrzuer,
compu.ter -terminal, VIR, dry mount press, kiln.
. Staff person resvonszble Resource Specialist.

When and how available? At Teacher Center.

How doteachers know this is available? Word of mouth

How much did it cost to establzcn and/or mazntazn7 Abouu 810, 000
anested thus far..

1

EXAMPLE 38
Title:r "Freebies.' ' : -
Briefly describe. EsseanaZZy a recyeling operation which in-

cludes just about every conceivable type of material contributed

by a wide range. of donors.
Staff person responsible:. Van ‘driver. .

When and how avatilable? Special processing and distribution room

at the Teacher Center. ‘ ' : -
How do teachers know this is available? . Listed monthly under
"Teacher Center Resources" in the newsletter. . .

How much d d it cost to establish and/or maintain? Zero!

Lo
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'{’7
Title. Lending Collection of Irnstructicnal Materials.
Brierily describe. Collection of many instructional aids which teachers
can use directly in the clussroom. Includes games, curriculwm enrich-
ment kits, supplementary workbooks, mmiy different series of ditto
masters as well as many manipulatives particularly in math.
Staff person responsible. Secre+ary
When and how available? Available in speczal section of the Center.
Teachers may borrow for one-week periods.
How do teachers know thzs 18 avgilable? Highly visible dzsplay_zn
the Center. :
How much did it cost to establish and/or maintain? No direct expendi-
ture. We pulled together many odds cnd ends which were scattered
throughout the district.
How will teacher use of'thﬂs rgsource be documented? Teachers must
sign out materials.

EXAMPLE 49

Title: HELPO.

Briefly describe. This is a computerized information system. We

have a terminal in the Center and access to five different information

systems. '

Staff person responsible. Director and Secretary. o

When and how available? Availdble during Center hours, Monday-Friday,
.9:00-5:00 and Saturday, 3:00-1:00. Workshops are held the first

Monday of every month to teach teachers.how to use the terminal and

the information systems. So far we have trained 110 teachers.

How do teachers know this is dvailable? Workshops are announced in +he

newsletter. :

How ruck did,it cost to establish and/or maintain? Termznal cost $1409.

How will teacher use. of this resource be documented? -Teachers must

sign in with the secretary before using the terminal.. =

t

EXAMPLE 41 -
Title: Only the Best Box. :
Briefly describz. This is a file drawer of teacher zdeas organtzed by

“grade level at the elementary level and by sulject area for secondary.
Staff rverson responsible. Secretary.’ - L
When and how available? Located.in Teacher Center. Available for usz
during regular hours. ; o
How do teachers know this is avazZabZe9 -Mostly word of mouth.

‘How ruch did it cost to establish and/or maintain? No direct expense.
"Admission" ig !charged" at every workshop, i.e., each participant is
asked to submit an idea .for the box. . ' -
How will teacher use of this resource be documented? Teachers sign
"Check Out'' sheet. The "Best Box" is a separate columm for checking.
Addztzonally, we have a testimontial posSter next to the box where
teachers make informal entries as to what ideas they think they might
try or have tried. w . =
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EXAMPLE 12

Title: Comnections Directory.

Briefly describe. This is a loose-leaf notebook of veople in the

cormunity who can be of special help to teachers, for example in

arranging special field trips or in providing speakers for classroom

projects. This is loose-leaf because we make a special effort to

keep the information current.

Staff person responsible. Director and Secretary.

When and how avatlable? Available during Center hours.

How do teachers know this is available? Newsletter. Additionally,

mary teachers know about it specifically because they have made a

recommendation.

How much did %t cost to establish and/or maintain? lNothing. We

tnitially started it by asking teachers to recommend community re-
sources they had found useful. We update by having the recommendation’

form a regular feature in the monthly newsletter.

How will teacher use of this resource be documented? This is quite
iffieult to get an accurate count on with respect to actual use

within any one report period. All we can provide is an estimate of

use. Teachers are asked to check the Sign-Out sheet by the door.

-

TEXAMPLE 43 o
Title: Audio-Visual Equipment. .
Briefly describe. Four tape recordzrs, two film projectors, three
slide tape machines, three VIR packs, five Language Masters. -
Staff person responsible. .M:dia clerk.
When and how available? Can be checked out for three-day periods.
flow do teachers know this is available? Newsletter.
How much did it cost to establish and/or maintain? All this is on
indefinite loan from the school district. We are providing a servicz
to the district and the teachers by handling the logistics of getting
this equipment in and out of elassrooms. - '
How will teacher use of this resource be dccumented? Media . .cler:
 keeps careful record of teacher use. Teachers must sign out equipment.

EXAMPLE <4 :

Title: Photography Lab. ,

Briefly describe. A fully-equipped darkroom for photographic rrocuc-
tion. e , : - . .

- Staff person responsible. “Assistant Director. : . :
When and how available? During Center hours.. Special arrangements
can also be made for using evenings and weekends. P
How do teachers know this is available? Newsletter, word of mauth.
Also, photography workshops aré standard in our programiing.

How much did it cost to establish and/or maintain? $3000. Plus we
have budgeted $500 for supplies this year. ) R
How will' teacher use of this resource be documented? Teachers sizi-
"Resource Log" and indicate whqt resource(s) they used.
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EXAMPLE 45

Title: Release T.me.

Briefly describe. Substitutes are available for teachers who wish
to participate in certain workshops offered during the school day
or to visit other classrooms during the day.

Staff person responsible. Policy Board Chairperson.

When _and how available? Teachers apply to the Policy Board for
release time. A standing committee screens all requests.

How do teachers know this is available? Newsletter. Every issue
explains necessary procedures.

How much did it cost to establish and/or maintain? $3000. Arrange-
ments have been made with the district to support 100 release days
this year.

How will teacher use of this resource be documented? Count of the
number of teachers who actually use release time during a report
period. .

EXAMPLE 46 ' -
Title: Professional Development Fund.
Briefly describe. Money available to support teacher participation
in activities offered by other institutions or groups. Can be used
to support travel out of the area, for example, to conferences.
Staff person responsible. Director.

. When and how available? Teachers must submit detatiled application
to the Policy Board which considers all requests over $100. A

’ gtandzng committee can make deczszons on requests for less than

100 .

How do teachers know this is available? Newsletter, word of mouth.
How much.did it cost to establish and/or maintain? $2000 this year.
How will teacher use of this resource be documented? Count of awards
made each report period. -

EXAMPLE 47
- Title: Tuition Reimbursement. -
" : Briefly describe. Money available to support teacher enroZZment in

‘courses offered through the U. of D. SchooZ of Education.
. Staff ‘person responsible. Director.

When and how availdble? Courses which carry tuttion reimbursement

are approved by the Policy Board. Teachers must pre-register and.
. establish need for the credit.

How do teachers know this is available? Semi-annual bulletin.

How much did it.cost to establish and/or maintain? $3000.

How will teacher use of thzs resource be documented7 Count of
“nuwnber of teachers that use. :

4(/
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SUMMARY

The One-Time Only Report was developed to provide a context for
collecting and uhderstanding information regarding project functions and
act%vities. It is focused on recording organizational data that is typ-
ically quite stable and unlikely-to change over short periods of time.
By contract,, the_regu]ar]ywscheduled telephone interviews are designed
to collect information on solicy Board meetings, project activities
and on uti]ization‘of staf% services and resources during set time
intervals; also, they will provide an opportunity to'update,vif neces-

: sary, the fert report. The One-Time Only Report and the regularly
scheduled {nterviews, thereforg, are designed to complement each other

as documentation processes.



_ PART IV
PREPARING FOR THE TELEPHONE INTERVIEWS
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PART 1V
PREPARING FOR THE TELEPHONE INTERVIEWS

It has beern found that the best way (both in terms of convenience
anq'oua]ity of data) to find out what is occurring in projects is to
call and ask. Project documentors will be called by a Syracuse staff
interyiewer on a regu]ér'schedu1e that has been designed for mutual
convenience. Typica]]y,_this will occur monthly, but in some oases
(pérticu]ar]y in multi-site projects)»a semi-monthly schedule may be
more appropriate. '

| The schedu]e will be developed’ by the prOJect documentor and the
Syracuse 1nterv1ewer in the first Introductory Interv1ew The docu—A
mentors w111 therefore know prec1se1y when they w111 be asked to provide
'certa1n 1nformat1on This section will de]jneate the areas of-quest1on-
ing wh1ch will be~covered by the interviewer for each te1ephone report
‘period [t will a]so orov1de some suggest1on$ for co]]ect1ng informa- -

t1on wh1ch will® be he]pfu] to prOJect documentors in prepar1ng for the

’ 1nterv1ews

A; with the OneaTihe_Only'Report;vit is importaht to esteb1ish a
common‘ienguage.so thététhe projeet dooumentor and te1ephone’inter-
:vieWer'can communicate with ease aho‘éocuracij Many of the terms shou]d
be quite clear by the t1me the One Time On]y Report and® Introductory
Interview :are completed. However, it shou]d be emphas1zed that a ”per
fectly c1ear and smooth” report w11] probab]y not‘be the norm on the
first round of‘1nterv1ew§. In fact, s ame project documentors may find
. the first 1nterview5 1ong,‘perhaps tedious, or even ereSperatingh This,
bin fact, was the case in a few of the Fie1qﬁTest'intervten$;"But in

¥
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the Field Test it was also found that once the initial pain was over,
project documentors began to look forward to the telephone reports. -
Hopefully, the guidés that are presented here will speed the aeve1op- -
mental process along. Definitions and suggestions will be presented in B
four areas of project documentaticn--"Policy Board Meetings," "Activ- |

ities," "Staff Services" and "Resources."

POLICY BOARD MEETING REPORT |

The One-Time Only Report hés been designed to elicit very important
information on Policy Board structure and organ%zation. It is also very
important to collect information on Policy Board processes. Both types
of informqtion_are essential in devejoping an understan&ing of the Policy
Beard, wHich was quite specifically delineated by the regulations and
which most clearly distinguishes the Teacher Centers Program from other
types of teacher centers. The Policy Board is the one e]ément that all
federally-funded teacher centers share. It is, therefore, paramount
that infbrqation'is obtained on this very importanf feature.

The big question is, Does the Po]icy‘Board provide an effective
mechanism for involving teachers iﬁ decisions regarding their own pro-
fessional development? This question,;of course', cannot be comé]ete]y
answered by the documentation strategy gpat;is being used. (An in-
tensive, on-site research effort would be required. ) Howéver, documen-
tation can prpvide first-generation data ‘that can be.ke1ated to the big-
ger issue. For example, In what areas of: decision making does the Pol-
icy Board operate?, and Who participates in the decision making? If
the Teacher Centers Program documentation succeeds in collecting good

Q

information in only these two areas, it will have made a major contribu-

R1D-
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tion to an understanding of the Program.

The fo]]owing Policy Board questions will be asked in the regularly-
échedu]ed telephone interviews:

» What'was the date and duration of the Policy Board meeting?’

e Who attended?

e What decisions were made?

What was the date and duration of the Policy Board meeting?

“Policy Board-meeting" refers only to those meetings that are sched-
, uled for~the total Policy Board membership to discuss teachervcenﬁer
businessth&nformation will not be requested for related committee
meetings, of for informal gatherings of Policy Board members. The data
requested. by this question, therefore, is quite easily obtained and in
-most instances the project documentor will be reporting on only one or
two meetings in each telephone interview. The docdmentor should simply
keep a record of when the Board met and how long the meeting was.

EXAMPLE 48 :
The Policy Board met on October 10th from 4:00 wuntil 5:30 P.M.
. \

Who attended?

Although. for projecf burpoées a#tendanée is probably taken by name,
the project_documentor wf]] be asked in the 1ntervjew to report qtténd—
ance information only with respect to role group. In the Field Test, it
was very difficult to get this 1nformation. This waé surprising since
it would apbear "attendance" would be very routine informézion; Obtain-
ing this informat%on might be simplified aﬁd facilitated if the broject

aocumentor were to develop a standardized form for recording attendance

at each meeting. A completed form might lgok sométhing like this--
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POLICY BOARD MEETING

Date: 77onember

Called to order: 3¢ F£ 2.
Adjourned: @£ 2m.
VOTING MEMBERS

Teachers

Margaret Loomis ~—
Betty Gray
Robert Smith
George Abbott «
Les Pursiano
Cindy Dailey
School District Administrators
-John Sauerborn
-Beth Snead -
Higher Education
Jack Weinstock ~
Marie Mungovan
Other -
Sister Mary Joseph »

- NON-VOTING MEMBERS
Jane Murray - Teacher Center Director v~
. Gene Jones - Research Associate

If a form such as this were available in multiple copies, it would
i .
seem an.easy task for someone to merely check off attendees at each meet-
ing. Then it would also be quite simple for the project documentor to
. calculate the totals by role groups in preparation for the telephone inter-

view.

EXAMPLE 42 . .

Eleven of the thirtezen members were rresent: 5 teachers, 2 acmin-

istrators, 1 higher education representative and 1 non-putlie

school representative. Two non-voting memibers, both Tecener Cen-

ter staff, were also present. Theose absent were I teacner and

1 nigher education representative.

What decisions were made?

Documentation will focus on recording the decisions made by the
Policy Board. Assuming conventional parﬁiamentary procedures were fol-
Towed (e.g., Roberts Rules of Order), "decisiohs" would be those mat-

ters voted on. However, it is already known that some Policy Boards “.

2z
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operate effectively without adhering to pariiamentary procedures. In
still other projects, Policy Boards use a combination of formal and
'%nforma1 pfocedures. Therefore, documentation cannot be based on any
“assumptions regarding standard operating procedures for decision-making.

The intent of this question is to determine the decision areas in
which the Policy Board operates. The documentation interviewer will
want to know what issues were put before the Policy Board for approval.
So “decision"lcan perhaps be best defined with respect to "approval"

rather than with respect to any particular approval procedure. What

items did the Pclicy Board approve? What items were presented that did
ndtvreceive Policy Board approval?

In some-projects the Policy Board is involved in almost all areas
of teacher center operation and the list of deciéions is likely to be
quite long. In other projects there is more differentiation and dele-
- gation of.decision-making responsibi]itieé to teacher center staff mem-
bers. The 1ist!of decisions made by Policy Boards in these projects is
1ike1y to be quite short and be focused on policy areas.

EXAMPLE 5¢
Dectsions made by the PoZLcy Board on November 1.
The Policy Board approved the following:
1. Teacher request to attend conference at teacher center
project cost of $200.
2. To advertise "media coordinator" staff posztzon
3. Parent group request to use teacher center Facility
for a meeting.
4. Teacher request for release time to visit another
classroom.
5. Teacher center director's request for $30 to buy
make-and-take materials.
6. - Assistant director's recommendation to explore pos-
sibility of offering a summer progran.
7. Motion to hire evaluation consultant.
8. give teachers' requests for mini grants, all under
50.
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9. Motion to achedule additional Policy Board meeting
this month to finisn considering this meeting's agenda.

The Policy Board did not approve the following:
1. Motion to establish committee to comsider and act on
mini-grant proposals jor less than $100.

EXAMPLE 51
The Policy Board met on October 18 and approved the Following:

1. Motion that a teacher can atiend no more than one
conference or other professional meeting per academic
year with teacher center financial support.

2. Director's recommendation that the Resource Coor-
dinator have "ecarte .blanche' in expending the $2, 000
remaining in the "supplies budget.

3. Motion to establish a standing committee to consider
all program cetivity proposals. This committee will

.meet twice per month with the Director and will make
program recommendations to the Policy Board.

4. Four of the mini-grant prO"OSaZS Ffor over
8200 whzch had been Yecommended by the ’thentzves
Committee. .

The blicu Board rejected the following:

- One mini-grant proposal that had been recommended by
_ the "Incentives Committee.!

As these examples demonstrate, not all Policy Boar& processes will
be recorded. ObQious]y, much occurs at almost every Policy Board meetf
ing that does not involve consideration of busiﬁess items that require
specifickapproval. But, if documentation can get a handle on what types
of decisions are being made by the Policy Board, much can be learned
which will help answer the big question regarding involvement in teacher
center decision-making. |

It is assumed that Policy Boards keep records of their proceedings,

usually in the form of chronological minutes. The interviewer certainly

will not be able to process or record the entire proceedings of any

meeting. It would be most helpful if, in preparing for the telephone

interview, the project documentor would organize the proceedings, focus-

21
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ing only on decisions. For example, the documentor might take the

—_—

minutes and underline all items that were apprcved using one color ink;
and all those that weren't using another. A more sophisticated ap-
proach would be to have the Policy Board secretary organize the minutes
by category, e.g., "reports," "proposals," "budget decisions," "non- |
budget decisions," etc.
These examples are.presented only as gqiéés and are in no way meant

to impose an arbitrary structure on the orQéhization of Policy Board
fetords. But perhaps tﬁey wj]] be helpful in suggesting ways the pro-

jéct documentor might go'about preparing for. the telephone interview.

PROGRAM ACTIVITIES REPORT
Teacher centers, as we a]i know, are Tiké]y,td‘be characterized by
the great variety of program activities they provide. One expectation
of the Teacher Centers Program is that new and different delivery mech-
anisms will be employed thén have been evident in programs of the past.
In each telephone ihterview the- project documentor will be asked to des-
"}\;}
center during the report period, typically during the preceding month.
Tne .following definitions may be helpful in distinguishing "Program
Activities" from the established "Staff Services" and "Resources" that
are available through the teacher center on an on-going basis. A "Pro-
gram Activity'"--
e is an advertised, interactive event designed to bring together
a group of teachers to engage in professional development.
® has a clear beginning and a clear end, i.e., it is not an on-
going, established component of the project, ;
e is discernible and describable; it has a label, e.g., sem-
inar," "course," "workshop," "lecture series,” "demonstration,"

"curriculum development project,"” "materials development work-
shop."

i ,')
- ~4
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® has a content focus, e.g., "math skills," "discib]ine,“ "main-
streaming," "levels of questioning," "teacher stress," "child
psychology."
e is supported fully or in part by the ‘teacher center project.
Not included as Program Activity, therefore, are events which are not
related to professional development. Thus, for example, planning meet-
ings,-Po{icy Board meetings and "coffees" are not regarded as Progrém
Activities for thelpurposes of documehtation. Also not included, al-
though they may relate to professional development, are unscheduled and
spontanebus interactions. The reason for this is that these profes-
sional intefactiohs are impossible to anticipate, and thus very dif-
ficult to record with any degree of certainty, e.g., a group of teachers
deciding at lunch to get together after school that day to discuss the

new curriculum.

Describe as fully as possib1§ each Program Activity that has been‘cqm—

pleted during the data collection period.

In each telephone iﬁterview the documenfor will be asked to des-
cribe the Program Activifies that have been comp1§ted in the report
period, usually in the last month. It is important.to note that a par-
ticular Program Activity will be documented only at its completion and
not before. So, fbr example, fhe ”cgrricu]um development project" which
meets regularly from Oclober throuéh April will not be documented in
October, November and the other repokt'periods, but only in May.

The project documentor shqu]d be prepared to provide a description

of each Program Activity completed during the specified repdrt period.

A complete description should--

2.5
. [
AU
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Tell what the Activity was. What was the title? What was the

structure or format of the event? or How was it experienced by the par-
ticipants?.

EXAMPLE 5° i
"Hainstreaming in the Elementary Gredes'" was a trzditional
course offered for university credit and instructed by a
college projessor. It met once per wez2k For “our months.

EXAMPLE 53

"The Newspaper irv Educ
different experts in t
of four lectures.

:tion' was a lecture series. Four
e area were featurzd in the series

S i‘

—‘XAJ’P i U ‘7
"Contemporary Problems ir Musie Zducaticn! vas a non-credit
seminar led by a musiec education professor. The sroup me:

once per week for 3 weeks.

EXAMPLE &5
© "Cardbeard Carpeniry' was a make and iake workshor which-uas
neld on three consecutive Saiurdcy momings. It was a nands-
on exzerience.

S

. "Reading in the Ccntent Areas" was a mini-conference which
took viace all day Scturday. Teachers could chocse From z
wide variety o] activities--ranging from hands-on develop-
mental activities to lectures bty two naticnally-reccg-
ized leaders in the field. Fublishing company r,,resenta—
tives were also available as regsources.

LXA“.LL 57 :

"Puppet Power" was « demonsiraiion. A classrocm teacher
used puppets to teach a spelling lLesson to a group of 15
third graders while 10 tecchers cbserved. Following tne
demenstratior. she and the observing teacners discussed tne
votential of using puppetry to achiegve insitructional zocls.

ZXAMPLE &R
"Back to Zasics' was an ater-dinner sceech by John Mcrgan

at a vot-luck supper atternded by 23 teachers and other s:iafs. .

EXAMPLE &0

"Potpcurri Workshor" was a tweo-iour sharing workshop. All
recipients of mini- -grants reportec cn their projects. There
were vine reports and-33 teachers zttended.

ERIC - | | - -

Aruitoxt provided by Eic:



-216-

Tell what the Activity was about. What was the content focus

of the Program Activity? Nhereas‘the first component of the descrip-
tion addresses the structure of the Activity, this‘tompdﬁeﬁt addresses

' tn2 substance. Both types of information may be quite easily inferred
from the title, as in some of the examples above. But where the content
focus is not directly related to the title, this information should be

specifically provided.

SXAMPLE %
SAAILE

"STRETCE" is an acronym Zor "Stratzgies For Training Regular
Zducators to Teach Children witn Zandicaps.”

EXAMPLE A1
"Zlasser Training" Focused on clas

(9]

rocrm management rrocedures.

EXAMPIE- 22

The Focus of the "Diocese Inservice Seminar" was cnild abuse.

Provide logistical details including information with respect to

where the Activity was held; aﬁd when--number of meetings, length of

meetings, Activity duration. This is nitty-gritty information which

often provides complementary information_regarding the type of profes-
siona} development experience. For %nstance, was it a long-term inten-
“sive experience? or a .short-term aWareness expekience? |
EXAMPLE 7 |

This was a ome-time workshop held after school in the Teacher
Cenier that lasted 30 minucze.

oy
DYAMPTT B
e et 12

This course was neld on campus. The grour met For one hour
cnee per week For 12 weeks.

R Tell who instructed or otherwise facilitated the Activity. This

may be difficult to get a handle on since many teacher center Activities
vary dramatically from the traditional didactic practice of "an instruc--

tor" teaching "instructees." Still it is very important to know who was

O

]ERJ!:‘ . . . o P

Aruitoxt provided by Eic:
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responsib]e for actua]]y'deiivering the Activity. That person's name
will not be'documented} rather details will be elicited regarding that
person's professional role group hnd/or other basis for expertise in a
giren area. Note that this.component of the Activity descr1pt1on focuses
on delivery rather than’, for example, on p1ann1ng. [f a committee has
been involved through all stages of the Activit& development and delivery,
try to identify the key person in the process.

SXAMPLE 4 f

The specker was a central of7ice sta
reputaiion in the “leld of leayming

EX4MPLE 78
Tre course was instructed >y = scilege Tsyencliocy Tro

.

EXAMPLE 27 , 4
There was vno real <instructor Focr the Poizourri morksnoy Buz

the tzacher center director wcs cleariy resvonszole Jor crzan-

tzing the activity ani acted as molercio:

g

‘3
S
[\¥]
e
<}
3¢
)

ames iorksnop" was run Sy c 2

? lagsroom teacher who
nas earmed a2 stronc loeal revutation as an

expert ir thiz zrac.

TXAMPIE £2 v
There was no instructor for this event as such. One =ezscher
suggested to thre s:"ff ne weuld 1ike to zei ciher tazoners
together to dzsc*SS'ervzronrerra’ ecucation. We acdvertised
"The Invircwmental Zlucation” Sharing Event;" Zut that was
tne exient of stal’ invelverent.

E [PLE 79 _ .
This orfering was conduezed by a teqn of thres alassrocr
tecchers.

Tell who attended. Documentation should include very basic in-

formation on the clients of teacher center programs. .It is important
to count the number of participants although it is recognized-that in

some instances only estimates’will be available.
"{.‘ '?.JB 72
The mainsirezmin

-
e
- .

R N PO -

Tifieen rariicirazed.
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EXAMPLE 72 .

It 13 difficult to say exactly how many teachers heard the
after-dinner speech since scmz teachers came only for the din-
" ner and others came only for the speech. I would guess about
50 teachers~-but there were too many people in motion ta De
absolutely sure. . ) :

Tell what types of incentives may have led teachers or dthers to

participéte in the Proaram Activity. Although in some instances the

reasons for participation hay be very obvious, in other instances the
reason(s) ma} have to be inferred by the oroject documentor. The doc-
umentor should report inferences with respect to intangible motivators
as well as report the obvious tangible incentives.

EXAMPLE 73
Eacn teceher received a $50 stivend jor participating.’

ZXAMFLE 7
Both university and school disirict credit were attached to
this offering.

EXAMPLE 74 . :

Substitutes were hired so teachers could use 'release time'
to participate. '

SXAMPLE 7% : .

Cne might guess that this offering, whicn was held at a near-

by retreat, was appealing because it addiiionaily providad c

travel and soctal opportunity.

EXAMPLE 77 . :

There were no ocbvicus incentives at =zil. I would have to say,
" therefore, that this was an event which gencrated very niga

professional inverest. Interest could be the only moiivazor.

EXAMPLE 72 -

This activity was o fered on "Inservice lay." Schoois uere
closed and teachers had to particivate in three professicnac
develorment activities which were crjered by the teacher
center in conjunction with tne scehool distriet.

1

EYAMPLE 7D
All activities, inecluding this one, which are o;f
the tececner centay have teen arrreoved as 17
State recerzification. -
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EXAMPLE 40
Thia activicy was ofjzred agaiw oecause of the strong
tive fzedback we received the finrgt sime we S feved L%
EXAMPLE 30
This aetivity was tre resuli o a new Policy Board initiative.

Tell who made the decision to offer this'Program Activity. Pro-

gram ideas may take various routes in the process of being translated
into Prdgram Activities. Individuals and groups take various roles,
formal and informal, in propelling these ideas. But at some point a
decision is made to offer the Activity. The project documentor should
"focus on the point of transition which can usual:y be recognized if it
is thought about. At what point did the emphaéis éhift from "should we
offer it?" to the logistics, or "how are we going t¢ offer it?" This
transition point is usually harkez by a very clear decision in the af-
firmative; a persdn or grdup says "Let's do it." |

EXAMPIE R7

The zeacher cerizar

Zireetor presented the idea tc the Policy
‘Board waicen &rrroved ir.

Four teac.ers simpily got tegethar and decided to oFfer the
o .
- v

They alvertised tnrougn the lewsleiiar,

Since hzs was speciied in tne grars, I would nare o say
sre deeision was made ty tne Foiicw Seard

The deeision to offer this was male Dy
tola the college professor zaac tne seas?
sponscr the actzv:tu 17 sne could.intere

Y
4

1
\1

caener center sva;] lecteiom.

N 201
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" Tell why the Activity was initiated, What conditions or pro-

cesses were related to the teacher center initiating this Activity?

" Activities do not just happen--there is always a context which pro-

- vides a rationa1é, or just1f1qaﬁion, for any paft1cu1af Actfv1ty.
Some Activities naturally f1ow"from certain local conditions; whereas
others are developed in response to new information or to changing cir-
cumsténcgs. ‘

EXAMPLE 80 .
A school staff asked the teacher center to offer this program.

EXAMPLE &1 |
The higher education representative on the Policy Board rec-
ommended - this activity. The activity was offered because the.

Policy Board accepted the recommendation.

EXAMPLE 62 s

An administrator gsked the Policy Board to consider the pro-
gram. The -school district offered to make provisions for
"release time." I

EXAMPLE 83 ‘ : _
This program activity was offered in response to an informal
teacher request.

EXAMPLE 4
Plans For this activity were delineated in the proposal.

EXAMPLE 85 . | :
The need for this activity was identified in analysis of the
formal needs assessment data. '

EXAMPLE 86

The -director had the idea and tested it out informally with
varicus teachers. The activity was offered based on highly
positive respomse to the suggestion.

EXAMPLE 87 : :
This activity was offered in response to a recommendation of
the "Program Planning" Subcormittee of the Policy Board.

ZXAMPLE 58

This district is very involved in implementing PL 94-142.
Thig activity was offered in support of this lav.

230
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Tell how the Program Activity was advertised. This is essential
information since ‘advertisement" he]bs distinguish Activities from
”non-aptivities“_for‘purposes of documentation. Documentation, at this
point, is limited to those events which ére pre-announced (but with
recognﬁtion that much méy occur that is not pre-announced--we just do
not know how to document these). Teachers may become aware, either
formally or informally, that a profeésional:development opportunity is
available to them.

EXAMPLE 3R
This activity was announced in the weekly newsletten.

EXAMPLE 97
Due to the short notice, a telephone committee was estabiished
to call potentially interested tzachers.

EXAMPLE 98
We announce everything through flyers which are posted on the.-
Teacher Center Announcement 3oard in every school.

EXAMPLE 33
This was anncunced by letter to each music tzacher.

EXAMPLE 100 ) ,
- This was put together quite quickly and depencad solely on
our highly effective and efficient word-of-mouth network.

Tell the process that was used for evaluating’ the Program Activ-

ity. It is important to note that the only concern here is process.

"The interviewer will make no attempt‘to gather information re]ating to

ithe perceived quality of the Activiﬁyf Rather, the project documentdr

should sihp]y deséribe the process fhat was used to determine if the
‘:tActivity was perteived as successful or va]uab]e.. The process might Be
\§\very informal or formal. The-point is the person(s) responsible for an
| Actiyityﬁa]most.a1Ways has some sense of whether it was a "hit" or

miss." What type of evaluative information was available for this
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Activity?

EXAMPLE 101
Straitght word-of-mouth.

EXAMPLE 170
Ve interviewad three teachers we thought were representative
of the group of partictpants.

EXAMPLE 103
Teachers were asked to fill out a standard questionnaire which
we developed and use for every activity.

EXAMPLE 104 ‘
The instructor met with sdme members of the class and dis-
cussed what had taken place and how it could be improved.

EXAMPLE 108§
We use a standard State evaluation form for every activity.

EXAMPLE 106
The partteipants took a test.

EXAMPLE 107 -
The teacher center asked each participant to provide a ncr-
rative evaluation.

Tell how much it cost. The project documentor will be asked to

provide cost data only with respect to direct and specific expenditures
for an Activity. In many instances, there will be nothing to réport
because it appears that many teacher center Activities are supported
by already employed staff and previously purchased materials and equip-
ment. Documentation will only be concerned with those expenses directly
incurred By a specific Activity. The conservative route is being fol-
lowed because the documentation strategy is simply not sophisticated
enough to deal with pro-rated and proportional costs.

EXAMPLE 108

The following expenses were specific to this Activity:

eonsultant Ffee - 3300

refreshments - 820

training materials - $45
reiease.time - $700
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EXAMPLE 109

The following expenditures were made in conjunction with
this Activity:

stipends - 3500

participant travel - 100

Thus a fully-detailed Activities Report for a completed Activity
will usually have ten components. Based on the Field Test experience,
it is recommended that i preparing for the telephone interview, the
project documentor think of these components as complementary parts of
& total description rather than as ten separate questions to be an-
swered. Both the open-ended and the specific question approaches were
tried out in the Fiald Test. When the interviewer used the ten ques-
tions to elicit the ccmponent information, the result was much repeti-
tion and tedium--particularly for the project documentor. However,
when the interviewer merely said "Can.you provide a description of the
Activity?" most of the component informatipn'was Spontaneously yet con-
cisely reported--almost naturally. If certain bits of information were
lacking in the conversation-like description, then the interviewer asked
appropriate questions. In other words, the information that the inter-
yiewer is attempting to record almost alwayS flowS quite naturally in
response to oﬁe general question and a barrage of specific questions is
not needea. The project documentor should try to think of the interview
as an opportunity to share with a person interested in what has occurred
and should'not be perceived as an interrogation or grilling.

On the other hand, the “interview is not the appropriate time for
the project documentor to engagefin‘free association. As a courtesy to

the interviewer, and with recognition that we are dealing in expensive
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1ong-distahce phone calls, the project dotumentor should have the needed
information readily available at the time of the interview. Each pro-
ject documentor will have to determine the best format for organizing
Ainformat;on for the interview. From the Field Test we know that getting
organized for the interview becomes easier the more one does it. We
also know from the Field Test that many personal styles of organizing
are likely to evolve.

The Field Test project documentors were {nterviewed to try to

determine how they prepared. One documentor went about this in an al-

"most formal way, developing a standard checklist that could be used for

each Program Activity. At the iﬁforma] extreme, another documentor
worked from a project file of activity announcement flyers with addi-
tional relevant information written in the margins. Still another worked
from a combination of -report forms that the project used for internal
recording purposes. In short, there are many ways for the projept doc-
umentor to get orgdﬁized to provide a vérba] description of a program
activity.* The documentor should use whatever organizationd] approach
makes the most sense, is easiest and is least time-consuming--é]] within

the context of the documentor's particular project.

STAFF SERVICES REPORT
"Staff Services" are the organized professional support systems that
are available over extended periods of time and are recognized as estab-
1ished program components. Since the details of each Staff Service will

be availabie in the One-Time Only Report,‘the project documentor will be

*See: Documenting Success for other ideas.

208
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asked only for utilization data in the telephone interview. Hence,

this part of the interview is much easier to prepare for than the Pro-

gram Activities Report.

The interviewer will already have information

with respect to structure and focus. The project documentor will only

need to be prepared to tell how many teachers avajled themselves of the

Staff Service during the repnort oeriod.

"e, . - S
UL UL T

TXAMPLE 1T

3 - : oy o P S a4
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Tve teacnsrs

EXaM2LE 117
Ten pairs of "heloing' teachers were
Matching Service.”

TXAMPLE (14
The Teacner Center starl;
Searcn.”
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ZXAMPLE 1D
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It should be noted that each of the above examples refers to a

Staff Service by name.

clear conceptualization of a Staff Service.

Naming is important with respect to the need

But additionally, it is

important within the context of the interview'for communication pur-

226
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poses. The interviewer will ask specifically for utilization of each



-226-

Staff Service by name. In the event that a new Service has been estab-
lished during a report period, the project 4oiumcvnor should be pre-
pared to provide a detailed description so <nat .i. Staff Service can
be added to the One-Time Only Report.

Although much less information will be elicited in the interview
for each Staff Service than for each Program Activity, the utilization
information may be more difficult for the project documentor to col-
lect. Whereas a project documentor may be able to'rely on already-
established record keeping systems or even memory to provide ActiQities
information, the documentor may have to make a special effort to collect
Staff Service utilization data. Th{s will be the case particularly
with respect to those Services which are de]i&ered very inforrally.

To facilitate the job of the documantor, it is highly recommended
that each staff member who 1§ responsible for providing a Service keep
a simple log. This is not difficult, nor is it time-consuming. But
it probably means establishing a new staff reporting system within  the
project that will provide the documentor with the utilization data that
will be needed in the interview.

It shouid be emphasized‘that the ddcumentor will only be expected
. to report tﬁe total number of teachers that used each Spaff Service.
For example, if there is a "Demonstration Service," it is only import-
ant to report the total number of demonstrations that were p;rformed

and not the nature or focus of each demonstration.

RESOURCES REPORT

"Resources" are the materials, equiﬁment and monies available for



-227-

feacher use which are provided in an organized manner over a 1dng period
of time. Since the details of each Resource will be available in the
One-Time Only Report, the project documentor will be asked only for
utilization data in the telephone interview. The documentor will only

need to be prepared to tell how many teachers used a Resource during

the report period. As with Staff Service Report, it is important that

each Resource have a name so as to facilitate communication in the

interview.
ExavPLe?119

Fifty-three teachers signed the log at the "Drop In Center”
durzng the last report period.

EXAMPLE 120
We funded 15 "Pet Projects" during the last month.

EXAMPLE 121

Ten teachers used the "Equipment Center."

"EXAMPLE 122

Thirteen teachers used the "Release Time Bank" for various
purposes.

EXAMPLE 123
o Fifty teachers signed books out of the "Library."

EXAMPLE 124
The 'Vedta Van" served about €0 teachers

EXAMPLE 125 :
Forty teachers helped themselves at the "Scrounge Center."

EXAMPLE 126
Tuenty teachers signed the log book at the "Materials Lab."

EXAMPLE 127
Three teachers used the "Travel Fund" for conference attendance.

As with‘the Staff Services Report, it may be necessary to estab-
lish an internal data system that will provide the project documentor
with Resource utilization data for the telephone interview. It may

even be more difficult since in many cases it may be netessaky to rely

223
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on Resource users voluntarily keeping track of théir own use of the
Pesources. However, every effort should be made to develop a system
for documenting this very important information. What iF someone asks
"How many are using that Media Laboratory that we put a lot of money
into?" Although it may be difficult to collect Resource utilization
information, particularly on those that are available in highly-person-
alized structures, this information is usually cfiticai in justifying

the continued existence of most Resources.

2on
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’ SYNOPSIS OF DEFINITIONS

The following short definitions may be helpful in documentation
communications.

Advertisement. An advance notice that a teacher centar Activity, Serv-
1ce or Resource is available. "Advertisement" is an essential criterion
for distinguishing a planned Activity, Service or Resource from those "
‘that are spontaneous. Only planned Activities, Services and Resources
will be documented.

Agehda. Preannounced listing of items to be discussed at Policy Board
meeting. _

- Average travel time. Estimate of minutes required to travel from ser-
vice area school to the teacher center facility using the most common
means of transpartation. For multiple schools, calculate the total
minutes and divide by the number of schools.

Building administrators. School district personnel with administrative
responsibility for a specific school.

Central office administrators. School district personnel with district-
wide responsibiTities.~ :

Documentor. Person responsible for organizing project data and for
participating in the telephone interview, -

- Elementary teachers. Classroom teachers, X-€.

Facility. Building room, mobile unit or other space associated

exc!us1ve1x with the Teacher Centers project.

Field test. Study completed in Spring, 1979 which examined feasibility
of the telephone interview as a documentation strategy. '

Higher education administrators. Higher education personnel who have
administrative titTes and responsibilities.

Interviewer. Syracuse Area Teacher Center staff member specifica]]y
trained in recording telephone interview data.

Introductory . interview, .In-depth telephone interview of documentor by-*
Syracuse staff interviewer with regard to organizational details; com-
pleted prior to initiation of regularly scheduled documéntation interviews.

Non-voting Policy Board members. Those who regularly attend Policy
Board meetings and are involved in deliberations yet have no role in
the formal decision making processes. :
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One-Time Only Report. Wr1tten report providing information with re-
spect to project organ1zat1on, supplemented by Introductory Interview;
must be completed prior to initiating regularly scheduled telephone
interviews.

Policy Board decisions. Those items which the Policy Board addresses
and wnich are either approved or disapproved.

Policy Board meeting. Official meeting which is scheduled for the
total Policy Board membership.

Primary role and tasks. Those staff tasks which ére of the highest
priority and/or are most time-consuming.

Professors. Higher education personnel with academic responsibilities.

Program Activity. An advertised interactive event designed to bring
together a group of teachers to engage in professional development.

Program Activity Report. ‘The project documentor will be asked to pro-
vide a detailed verbal description of each Program ACt1V1u/ completed
during the redort period.

Regularly scheduled. An event reoccurring according to a prearranced
timetable usually with uniform time intervals.

Release time. Provision of substitute teachers to free teachers tem-
porarily from classroom duties.

Resources. Materials, equipment and monies available for teacher use
which are provided in an organized manner over a lona period of- time.
Each organized system for making a resource available has a name.:
Role group. Primary professional career affiliation.

Secondary teachers. Classroom teachers, 7-12.

Staff A1l those who have an occupational role with the Teacher Centers
project, including full-time, part-time, profess1ona1 and non-professional
personnel.

Staff Services.. Professional support systems which are provided by
Teacher Centers personnel in an organized manner over a long period of
time and, therefore, are established components of the Teacher Centers
program. Each Staff Service has a name.

Standingﬁcommitteé. Sub-group of Policy Board designated to serve
- for a long term and for a specific purpose.
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.Jelephone Interview. Syracuse staff interviewer will telephone pro-
Ject documentor according to a mutually convenient and prearranged,
regular schedule for the Purpose of collecting information concerning
Policy Board Meetings, Activities, Staff Service and Resources.,

Utilization data. Information regarding how many teachers used avail-
abTe Start Services and Resources during a report perijod.
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Syracuse Area Teacher Center

ONE-TIME ONLY REPORTP:

{
4

~ (PROJECT)

(ADDRESS)

o

(DOCUMENTOR)

(TELEPHONE)

(DAY OF WEEK INTERVIEW PREFERRED)

(TIME OF DAY INTERVIEW PREFERRED)

245




STAFF POSITION #3:

(Title)

Primary role and tasks:

Percentage of time on Teacher Centers project:

Previdusujob title and years in last position:

STAFF POSITION #2:

(Title)

Primary role and tasks:

Percentage of time on Teacher Centers project:'

Previous job title and years in last position:
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STAFF POSITION #3:

(Title)

Primary role and tasks:

Percentage of time on Teacher Centers project:

Previous job title and years in last position:

STAFF POSITION #4:

(Title)
‘Primary role and tasks:

Percentage of time on Teacher Centers project:

Previous job title and years in last position:
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STAFF POSITION #5:

(Title)

Primary role and tasks:

o

‘Percentage of time on Teacher Centers project:

Previous job title and years in last position:

A3

STAFF POSITION #6:

(Titie)

Primary role and tasks:

¥

Percentage of time on Teacher Centers project:

Previous job title and years in last position:

Q ‘ 213
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POLICY BOARD

NUMBER OF POLICY BOARD MEMBERS DY .ROLE GROUP

TEACHERS
Elementary
Secondary
Special Education
Vocééiona1 Education
Other

" TOTAL TEACHERS

SCHOOL DISTRICT ADMINISTRATORS
Building
Central Office
Other o
TOTAL SCHOOL DISTRICT ADMINISTRATORS

HIGHER EDUCAfION PERSONMEL
Professors \
* Administrators
Other

TOTAL HIGHER EDUCATION PERSONNEL
TEACHER CENTER STAFF

OTHER (Tist):

Voting

TOTAL OTHER

210
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Non-Voting
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PROFESSIONAL ROLE GROUP OF CHAIRPERSON:

HOW OFTEN ARE REGULARLY SCHEDULED MEETINGS CONVENED?

HOW MANY TIMES HAS THE POLICY BOARD MET SINCE NOTIFICATION OF FUNDING?

IS RELEASE TIME PROVIDED FOR TEACHER MEMBERS?

" WHAT IS fHE PROCESS FOR GETTING AN ITEM ON THE POLICY BOARD AGENDA?

WHAT STANDING COMMITTEES ARE THERE?
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FACILITY(S)

TEACHER CENTER SITE #1:
: (Name)

- Briefly describe.

If converted space, former primary usage.

For what purposes is the facility used?

How many schools does this site serve?
_ Average travel time required to reach this site?

When is this site operated?

- TEACHER CENTER SITE #2:

(Name)

Briefly describe.

If conyeffed space, former primary usage.

For what purposes is the facility used?

How many schools does this site serve?

Average travel time required to reach this site?

3
"~ When is fﬁis site operated?
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~
L

TEACHER CENTER SITE #3;
(Nama)

Briefly describe.

I converted space, former primary usage.

For what purposes is the facility used?

How many schuols -does this site serve?

Average travel time required to reach this site? o

When is this site operated? '

f

-~

TEACHER CENTER'SITE #4:
' " (Mame)

Briefly describe. -

o

If converted space, former primary usage.

For what pu.poses is tﬁe'faci]ity used? _

How mary schools does this site serve?

Average travel time: reqrired to reach this site?

Wien is this site operate.?

,

[
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STAFF SLCRVICES

SERVICE AV

(Title)

Briefly describe.

Title of staff person(s) responsible for providing this service?

Vhen and how ig this service avai]éb]e?
How do teaghars know this service is available? .
- How will teacher use of tiis service be documented?
SERVICE #2+ .
(Title)
Briefly describe.
Title of staff person(é) responsible for providind’this service? <
\fhen and how is this service available?

How do teachers know this service is available?

How will teacher usc of this service be documented?

(o

27

-
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CSERVICE #3: _ B

(Title) )

Briefly describe.

Title of staff person(s) responsible for providing this service?

hen and how is this service available?

~How do teachers know this service is available?

How will teachar use of this service be doc_"Jmen’."f.‘? R S
"SERVICE #4: . e e e e e
, (Title)
- Briefly describe. . . e -

" Title of staff person(s) responsible for providing this service?

Mhen and how is this service availablez o

How do teaghers know this service is a

X

A
Sl 4

ailable?

How will teacher use of this service be documented?
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SERVICE #5:
(Title)

Briefly describe.

Title of staff person(s) responsible for providing this service?

When and how is this service available?

How do teachars know this sarvice is available? :

How wi]]»feacher use of this service be documented?

SERVICE #6:
(Title)

Briefly describe.

Title of staff pefson(s) responsible for pfoviding this service?

Hhen and how is this service available?

How do teachers know thisservice is available? e

- - —_— .- . e L e e e e = e a——— e

How will teacher use of this service be documented?

LA




“RESOURCE #1:

RESOUPCES -245-

Briefly describe.

Title of staff person(s) responsible for maintaining this resource? L

When and how is tRis resource available?

low do teachers know this resource is available? _

"How much did it cost to establish and/or maintain?

iow will teacher use of this resource be documented?

RESQURCE #2: .
' (Title)

| Briefly'describe.

——

Title of staff person(s) responsible for maintaining this resource?

Jan and how is this resource available?

How do teachers know this recsource is available?

How much did it'cost to éstab]ish and/or maintain?

How- will tecacher ‘use of this resource be documented?

258
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RESOURCE #3:

(T{L}e)

Briefly deséribc. .

—— e m e e 4ce e ——— e

Title of staff person(s) responsible for haintaining this resource? .

lhen and how is this resource available?

How do teachers know this resource is available?

L0

How much did it cost to establish and/or maintain?

tow will teacher use of this resource be documented?

RESOURCE #4:
(Title)

BriefTy describe.

Titﬂe‘of'staff person(s) responsible for maintaining this résource? FL

Yhen and th is this resource available? . _
How do teachers know this resource is available? e
How much did it cost to establish and/or maintain? e

How will teacher use of this resource be documented? L

2T
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RESOURCE #5:

(Title)

"Brief1y describe.

Title of staff person(s) responsible for maintaining this resource?

When and how is this resource available?

How do teachers know this resource is available?

How much did it cost to establish and/or maintain? _

How will teacher use of this ‘resource be documented?

RESOURCE #6:

(Tit]e)

Bfief]y describe.

Title of staff ‘person(s) responsib]é for maintaining this resource?

Nhen and how is this resource available?

How do teachers know this resource is available?

How much did it cost to establish and/or maintain?

How will teacher use of this resource be documented?

ol
.

)
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ADDITIONAL INFORMATION

Please provide us with any information which these questions have not
elicited and which you think would be helpful in developing a hetter
understanding o¥ your project's structure and organization. '

STAFF

" POLICY ECARD

Q70

Y




FACILITIES
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e

a .

SERVICES
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RESOURCES

OTHER

"THANK YOU'

201

A




Qo
ERIC

APPENDIX D

DATA CODING MANUAL
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ACTIVITIES

Content Focus: Ovérview of Opscan #1 - #7

Directions. Every Activity has a content focus. First decide upon the
appropriate major category. Although almost all Teacher Center Activi-
ties are designed to improve schooling for children, some have a more
direct relationship to this objective than others.

OpScan #1-#4: if the Activity is designed to help teachers in
meeting the needs of students.

Opscan #5-#6: if the activity is focused on the needs of
teachers and other clients but not needs of
teachers directly related to vworking with
students.

Opscan #7: if the Activity is not clearly related to
- meeting the instructional, professional or
personal needs of teachers; or if the
Activity addresses both QOpscan 1-4 and
Opscan '5-6. . '

You will use either Onscan #1-#4, or Opscan #£5-#6, or Opscan #7. You

will use only one of these three cdategories. The other two categories
will be Teft blank. N

Opscan #1-#4:Content Focus on Teaching Children in Schools
Directions. Content Focus "on teaching children in schools" can potentially
be coded on four dimensions. This Categorv is 4 opscan items,each item
representing one dimension. Code each dimension that-is relevant. But for
each dimension only one entry can be made.

Opscan 1: Curriculum " : - -

e if the focus is on subject matter to be taught
to children, ‘

enter one of the following:
A -“Basic Skills"

These are the survival skill areas, including reading,
math, verbal and written communication skills.
Examples include-- \

Reading Comprchension

Phonics

Writing (but not creative writing)
Metrics '

O A .
ERIC - | e
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£ - "Other Standard Program Areas"

These are the other subjects which are commonly
associated with and accepted as being within the
purview of the school's program. Examples include--

Montana History
Business Education
Creative lUriting

Arts (and Crafts)

Music :
Physical Education
Health

Social Studies workshop
Earth Science

C - "Spacial Interest"

These are subjects of current interest which may or

may not eventually become adopted as standard curricular
areas. Often they are specific extensions of the tradi-
tional curricula. Examples include--

Geology of the Coulee River Basin
Hopi culture

Collecting Oral History
Futuristics in the Classroom
Photography

Calligraphy

Aerospace Service Project
Computers

Nutrition

Careers in Atlanta

Mime

Solar Energy

Environmental Education

D - "Other"

Use this value if the focus is on school curriculum but
can not be accurately coded A, B, C above. For example--

Fall Enrichment Activities

- Onscan #2: Children with Special Needs

e if the focus is on helping teachers better
understand and serve children who have been
identified as needing special attenticn,

enter one of the following.




"Gifted"

These are children who are identificd as having
exenplary skills and talents. Examples include--

Teaching Math Problem Solving to Gifted Children
Providing for the Gifted at Home and School

"Handicapped"

These are children who have been identified as
having physical, mental, motivational or emotional
disadvantages. Exanples include--

Materials for Mainstreaming

Using Newspapers to Involve Reluctant Learners

Make and Take for Teachers of the Physically
Handicapped

Climate in the EMR Classroom

"Cultual Background"

These are children who come Trom particular ethnic,
racial or sex backgrounds. Examples include--

_ Breaking Down Sex Stereotypes
Foundations of Multi-Cultural Education
Martin Luther King Materials
Literary Training for Bilingual Students

"The Economically Disadvantaged"

These are children who come from financially
impoverished families. Examples include--

Language Arts for Title I Programs
Teacher Corps/Teacher Center
Conference on Basic Skills

"Other"

This code should be used for those Activities which
focus on even more specifically identified children
with special needs. Examples include--

Chi]dren of Divorce
Vorking with Children Abused at Home
Children with HWorking Mothers



Opscan 2:
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Pedaqoay

e if the focus is on helping teazners to relate to
children in an instructional setting.

ent.r one of th: elljwing

A

c

"Instructional Munagement"

These are Activities targeted at developing teachers'
repertoire and expertise. They focus on the skills,
strategies, methods and other "how tos" of instruction.
Examples include-- ‘

Learning Centers in the Middle School
Motivational Ideas for Primary Teachers
Math Reinforcement Activities
Synectics
Chisanbhop :
Individualized Instruction
- Using Role Playing
Mewspapers in the Classroom
Sqall Group Facilitation
Direct Instruction
Great Books Leadership Training
The Structured Approach to Improving Achievement

i
"Classroom Management"

These are Activities specifically targeted at helping
teachers deal with the issue of student behavior in
school. Examples include--

Styles of Management

Developing Respect in the Classroom
Assertive Discipline

Glasser Workshop

Using Masks to Improve Classroom Climate

"Materials" v

“These are Activities designed to help teachers select/
deveiop/organize instructional materials and other
materials for use in the classroom. Examples include--

Fad
Cardboard Carpentry
Reinforcement Materials for Math
Bulletin Boards that Teach
Make and Take

~ ’ 2‘..[’

s
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D "Understanding Instruction/Children"

These are Activities which are designed to develop the
basis or foundation for teacher decision making in the
classroom. They are usually theoretical (e.g., Horal
Development) but they may be skill-oriented {e.g.,
Analyzing Test Results). Included in this Category
are all Activities relating either to the diacnosis or
evaluation of instruction. Examples include--

Teacher Effectiveness

Mastery Learning: A Theory of Learning
Differentiated Styles of Teaching

Kohlberg's Theory of Moral Development

Classroom Diagnosis in Reading in the Content Area
Using Information from Informal Reading Inventories
Using the Results of Standardized Reading Tests
Mathophobia: Systems, Causes and Cures

Humanistic Education

Open Schools

E "Curriculum Development"

These are Activities designed to help teachers extend/ enrichy
rmodify existing curricula to fit specific classroom

- circumstances or to develop hew standard curricula.
Examples include-- .

Incorporating Innovative Ideas in the Curriculum
Curriculum for the Gifted
Integrating Art in the Curriculum

F "Equipment/Media"

These are Activities designed to help teachers use
equipment and media. Examples inc1ude-—

Cartooning

Trouble Shooting Audio Visual Equipment
- Telex: How to Use '
- Making Film Strips

Photography as a Teaching Aide

y

Use this value if the Activity addresses what teachers
do in classrooms but which cannot be accurately coded
with an above value. For example--

G "Other" - )

Making Optimal Use of Community Resources
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Onscan 4: Client Group

o if the focus is on meeting the special necds of a
particular group of Teacher Center participants,

enter one of the following

A

“Flementary"

These are Activities targets at teachers in grades
K-6. Examples include-- '

Language Arts Materials for the Primary Grades
"Secondary"

These are targeted at grades 7-12. 1f "middle school”
is specified, use this coding value. Examples include--

Clascyoom Manacement in the Senior High School
"Area/Speciality”

These are targeted at teachers from the sama specialty
area. Examples include--

Diagnostic skills for Teachers of Reading
"School Aszignment"

These are targeted at teachers who teach in the same
school building. Examples include--

Language Arts Curricuium at Seymour School
Team Approach to School Climate
(only one faculty invited to attend)
"Other Education Personnel™ A
These are Activities for people who work with children
in instructional settings but who are not certified
professionals. Examples include--

Paraprofessional Audiovisual VHorkshop
student teachers and Classyoom Management

"E]ementa}y Special Area/Grade"

This value should be used for activities directed at
jdentifiable groups of elementary teachers.

Fifth Grade Math Activities
Reading Readiness

205
,
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G "Scecondary Special Areg/CGrade”

Special Issues in Teaching Secondary Social Studies
Seminar for Teachers of [nglish
Skills for Teaching Foreign Languaqges

bt "Other"

Use this value if the Activity addresses the neceds of

a specifically identifieq_groups of teacher center

clients not Tisted aboved™

}
Combination: There will be few Activities that are "pure" instances
of "curriculum,” "Children with special necds," "pedagogy™ or "client
“group.”  Typically an Activity, with respect to "Teaching. Children,™
will be targeted on more than one dimension of content focus.
Exanples include--

L3
Developing Materials for Teaching Bilinoual Students (3,2)
Learning Styles of Bilingual Students (3,2
Elementary Math Activities {4.3,2)
Management of Elementary Classrcoms (3,4)
Slomentary Title I Math (2.4,
Reinforcement Strategies for Teaching Elementary
Math (3',4,]) '

Science Make and Take
Creative Strategies for Elementary Language Arts (3,4,1)
Elcrentary Math (4,1)
Methods for Teaching Algebra and Geonetry (3,4,1)
Developing Curriculum for the Gifted (3,2)

Fine paints with respect to Anscan 1-4

o Do not infer beyond the information available. Consider "Early
History -of Oxford." Vhile it would be appropriate to assume that
this Activity would relate fe the curricuium {Gigcan 1) in Oxford
schools, one should not i ciat the Activily focused gn helping
teachers teach (Opscani} atout Farly Oxford. ,

& On the other hand, don't adhere so strictly to the principle of

- non-inference that valuable information is tost. Consider e
"Children's Literature." The title would sugqest only coding
"Curriculum” (other traditional areas). But, if for example, under
"participants” it is recorded that 17 1ibrarians attended, then
please infer that this Activity was targeted at the special needs
of a particular group of clients ("Area/Specialty").

o There are many instances of make and take Activities which may
only appcar to have a "curriculum” fdcus if you only consider
the title, e.g., "Science Horkshop." But if the process is
described as being make and take, then you should infer that
there was a focus on "materials development” ("Pedagogy").

eg
N,
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o Hith respect to "Curriculum," use "basic skills" for reading,
writing, arithmetic and communication skills. 7This means that
most secondary curricula will be coded as "other traditional
areas".

e The use of "Learning Centers" is an instructional management
strategy and should be coded as such under "Pedagogy.” But
if the Activity is described ‘as having make and take as the
"process," then the Learning Center Activity should be coded
as "materials development."

o In a related aréa, code all "Cardboard Carpentry" Activities
as "materials development." : :

Opscan 5-6: Content Focus on the Development of Teachers and
Other Teacher Center Clients

Directions. UnlikeOpscan 1-4 , in Opscan 5-6 only one item should be

- coded. In other words, if you have decided that the Activity is focused

on the develcpment of teacher center clients, then you must indicate
whether it focuses on the "professional" or the “personaldimension.

Opscen 5: As Professionals

¢ if the focus is on helping teachers to develop
professionally in ways that transcend their day-
to-day instructional responsibilities in specific
teaching assignments,

enter one of the following
A "Awareness of Professional Opportunities"

These are often "motivational" and designed to provide
teachers with information with respect to available
opportunities for developing themselves in their current
roles. This category also includes those informational

- activities that could relate to career advancement with-
in education or to career change. Examples include--

Teacher Center Open House -

Informational Meeting: Activities, Services and
Resources offered by the Teacher Center

Teaching Opportunities Abroad

Career Options -

Putting Your Teaching Experience to Work in Private
Enterprise ‘

Financial Aid for Teachers Pursuing Graduate Studies

Needs Assessment Meeting - -

4



-259-

B “Non-Teaching Professional Skills"

These are focused on developing skills/knowledge useful
to teachers in functioning in the professional world
beyond the classroom. Examples include--

How to's of Grantsmanship

The ABCs of HNegotiating Contracts

How to get Published

Horkshop for Prospective Teacher Trainers
Awareness Training for Workshop Leaders
Horkshop on Needs Assessment for School Liaisons
Policy Board Training Meeting

C "Professional Issues and Concerns"

These are focused on developing better understanding of
the professional ‘environment in which tcachers teach.
Examples include-- :

The Socialization of Professional Educators
Improving the Teacher Image ‘

Teacher Evaluation

School Law

Teacher Rights and Responsibilities

D ‘"General Interest/Education”
These are activities which are concerned with education
but which are not related to the actual teaching of
children. They would be of potential interest not only
to teachers but to anyone who would be generally inter-
ested in education. Examples include--

Education and American Ideals
Israeli Education
The Future of Public Education
Inequality in Education
E. "Other"
For example--
Teacher Project Sharing Seminar

OPSCAM c:ﬁAs Individuals

o if the focus is on providing what might be called
"adult education" for tcachers,

enter égg_of the following




A

B
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"Personal"

These are focused on the emotional and/or attitudinal
dimensions. Examples include--

Improving Teacher Self-Concept

Teacher Stress and How tu Deal With It

Discipline Problems and Their Relationship to
Teacher Burnout S

A Prevention Model of Stress Management

Support Group for Teachers Changing Careers

Developing Teacher Self Awareness in the Classroom

Teacher Pevitalization '

"Practical"

These are typically informational and focused on helping
teachers deal with reality factors in living. Examples
include-- S

Estate Planning

Income Tax Preparation

Retirement Planning

How to Yrite a Resume :

Financial Aid Opportunities for Dependents of
Teachers

"Enyichment"

These are typically skill-building activities which would
be of potential interest tc adults irrespective of pro-

“fessional orientation. Examples include--

OPSCAM 7:

Directions.

Rug Making -

Cake Decorating
Belly Dancing
Basic Book Repair
Tennis,

Other Content Arca

This Content Focus'Cateoory is used only if an Activity can

rot be coded accurately as eitherOpscan 1-4 or Opscan 5-€.

Enter

A

"YOS"
Examples are few but would include--

Teacher Center Cirthday Party
Inservice Day for Stewart County

270
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"No" leave blank.

" Fine Point. The most common entry in this Category is likely to be
- multiple session Activities which address a number of unrelated con-
tent areas. But do not assume that all multiple session Activities
belong to this Category. For example, "Conference on the Gifted"

would be more appropriately coded as Opscan 2.

_OPSCAM &-15: Activity Process
Directions. Every Actiyity has a "process" and therefore must be
coded with respect toOpscan 8-15 This category 1is gOpscan entries
with each entry representing an independent Activity process.
Therefore, an Activity can be appropriately coded on more than one
dimension (i.e., more than one Opscan entry), '
Enter
A IlYes’"
if the process was used

leave blank

1if the process was not used.

Opscan 8: Didactic presentation

o if the Activity has involved one person giving
information to the group of participants.
Examples include--

There was a speaker.
It was a lecture.
Direct instruction was used.

Opscan 9: Shared presentation

e if more than one person presented information.
Examples include--

Five speakers shared their experiences with the
group.

It was a'panel discussion. ,

Each week a different resource person presented.

_273
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Opscan-10 Demonstration

© if the presenter(s) shows the group of participants.
how to do something. Examples include-- '

Showed how puppets could be used,to.teaCh spelling.
Showed how to facilitate small groups. '
Showed how to make cardboard furniture.

Opscan 11 Mediated .presentation

o if materials are either preéented or
e if materials are used to facilitate the presentation. .
Examples include--

Slide tape presentation
A film .

Videotape i :
Display of packaged materials
Worked with packaged materials

Opscan 12 . Interactive discussion

o if participants are encouraged and expected to
interact verbally. Examples include--

Question-Answer Period T
Idea Sharing

Group Process R e

Small "Working" Groib%

Informal Sharing

Opscan 13 Experiential

® if participants have opportunity and are expected
to be very actively involved (this implies intended
and more intense participant -involvement than any
other process format). Examples include-- :

Make and Take S
: Opportunity to Practice New Skills in
Peer-Teaching-
Videotaped Themselves and therv did
Group Analysis of the Tapes
Role-Playing ’ Lo
0 Hands On
3 : - Students worked on Independent Projects
' <

Opscan 14 Other

® if some other process was used. Examples include-~

3 ’ F

o }

’
-y -

G "4
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Orscan 15 Concurrent sessions

o if several of the above processes are used
simultaneously. txamples include--

It was a conference. Teachers could choose to
attend either the lecture or to participate
in role-playing session.

After dinner the participants met as three
different groups according to interest.

Fine Points with Respect to Opscan-8-15

e If more specific information is unavailable, it will be
assumed that

- "Workshop" involved “"interactive discussion,”

- "Course" involves both "presentation" and "discussion,"

- if an expert was the facilitator, there was a
"presentation” of information. :

e Ignore all codes,other than Opscanl5if the Activity involved

Opscan 16-17 Location and ¥hen

Dirggtions. This Category is 2.0pscan jtems and each Activity must be
coded with respect to each jtem. :

Opscan 16 Location
enter one of the following;
A Teacher Center
This is the facility primarily associated with the
Teacher Center project. It should not be used to
code spaces that are only used by the Teacher Center
on certain occassions.

B School

A building used primafi]y for the instruction of
children.

C Other District Site

Any space managed by a school or intermediate district
that is not used primarily for instruction. Examples
inciude-- :

" Central Office
Regional Service District Office
Staff Development Center

I's
27
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D Camipus Site

Any space managed by an institutier ~f higher
education in the area served by the project.

Community Facility

Any space that is generally parceived ©°  a
public facility. Examples include--

Women's Club
Science Center
Church

YMCA

Other

Examples include--
Frivate Home
Stonycreek Retreat

A Restaurant
A Horel

Opscan 17 Yhen

enter one of the following:

A

During Working Day

Use this code if the Activity was held at any time
whe e, under the regular schedule, a teacher could -
He expected to be working. Examples include--

Release time was available so that teachers
could attend.

This was held as part of the District Inservice
Day.

This activity was held during the after-school
faculty meeting. .

After School

- For Activities held after 3:00 in the afternoon

(but this is variable).

Evening

‘For Activities held after 6:00 p.m. any night

Monday through Thursday.
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D  Weekend

For Activities held anytime between Friday, after
school, and Sunday evening.

E Other Holiday

For Activities held on days when schools are not in
session other than weekends and inservice days.

F During Yorking Day/After Schoo!l

For Activities which start during the working day
but continue on after school.

G After School/Evening

For Activities which start after school and continue
into the evening.

H Other Combinations

For Activities that are some other comb1nat1on of
times (values 1-5). For example--

3 meetings were were held during the workind
day and the last session was a 2:day weekend
retreat at a conference center.

‘I  Other
For Activities held some othertime. For example--
before school started in the marning

Opscan 18-12 Role Groups Affiliation oflFaci]itator/lnstructor

Directions. This Cate¢s+ is 2 Opscan fitemsand each nctivity must
be coded with respect tu cach item. :

Opscan 18 Role Group Facilitator

e the primary professional affiliation of the
person who was most directly responsible for
the actual facilitetion or instruction.

enter one of the following




H
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Classroom Teacher -

A person whose primary professional identification is
derived from teaching children, including grade level
teachers as well-as subject area specialists.

Other Professional Staff

A person who is certificated as a teacher but who does
not have primary responsibilities instructing children.
Examples include--

School Nurse.
Librarian )
School Social Yorker
Counselor

Teacher Center Director

This is the one person who is officially designated as
the chief project manager.

Teacher Center Staff

“Any staff person other than the Director.

Professor

*A person whose primary responsibility is instructing
_in an institution of higher education.

Independent Consultant

A person with professional expertise whose primary
responsibilities and source of income are not connected
to an established educational institution.

School Administrator

A person whose primary responsibilities are in the

- area of building administration, staff supervision,

or coordination of district-level functions.

Local Resource Person

A person with expertise who is primarily engaged in
work not directly related to the education of children
and/or teachers. -

Other

A person whose role is not described 1-8 above.
For example--

State Education bepartment Administrator

2y
e ¢ .
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Opscan 19 Team Facilitation/Instruction
Enter one of the following values-

,\ "YES,"
if more than one person were involved in facilitating
the Activity and if these pecople were from the uie
role group. For example--

2 Classroom Teachers

B "Yes," 1
if more than one person were involved in facilitation
and if these people were frem different role groups.

For example--

The Teacher Center Director and

2 other staff pecple

Leave blank if there was a sinale facilitator.

iFine points with Respect to Opscan 19

® "Staff" will be considered plural. Therefore, this would
be considered "team facilitation/same role group."

® If the Director was listed as a si.ff person‘ihvo]véd,'
considered the Director as the "primary facilitator."

© I7 a rumber of role groups are involved and Teacher Center
staff is menticned, considerad "staff" as "Drimary."

gascar 2427 Available Incentives

Birectivns. Thic Category delineates the possible reasons people mey

have participatad in an Activity. TheCatedgory is 8 Opscan items and
each yos . must be coded, leave the'no’Responses blank.

tnter
p‘ l‘lYes,ll

if applicable




tor c¢ach

upscan 20

Opscan 21

Opscan 22

Opscan 23

Opscan 24
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of the Opscan items as follous -

School Pistrict Credit

o if the district provides support for individual
participants. Examples include--

Salary Advancement Credit
Professional Development Credit
Inservice Credit

College Credit

o if an institution of higher education awards credit
which can be applied toward a degree(s). Examples
include--

Graduate Credit
Master's Credit

State Credit

o if participation in the Activity meets a State
‘requirenent(s). Examples include--

Recertification Credit
Renewa] Credit

School Closed for Staff'Deve]obment

¢ if schools .are closed for the purpose of staff
development. Examples include--

Early Release of Students
Inservice Day
Superintendent's Day

Teacher and/or Other Client Release

o if schocls are in session, but there is a p.ovision
for frecing teachers Trom teaching or other professional
responsibilities fuz fhe -purpose of staff development.
Examples 1nc]ud :

Substitutes were provided

Instead of the Regular Faculty Meeting

Two Classes were supervised by one teacher
so that the ei’wr one could part1c1patc

Held during lunch hour

250
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Opscan 25 Financial Support

o if there is a financial incentive for individual
participants. For example--

Mileage was Reimbursed
Stipend

Tuition Reimbursement
Honorarium

VYouchers

Opscan 26 Added Attraction

e if there is a particularly attractive feature
embedded in the Activity. Examples include--

Free Dinner '

Held at a Conference Center in the Mountains
Door Prizes were given

Free Materials

Opscan 27 Other

o if there is a suggestion that participation was
requirad. Examples include-- _

Inservice Da§
Required as part of course

vine puiiiz with Respect t¢ jnscan pp.27

# "District Inservice" usually is "school closed for staff
development." Howsver, sometimes credit ("district credit"}
is also an incentive under this circumstance.

® "College credit" is often avaiiable in conjunction with
“financial support," i.e., the Teacher Center provides
financial help for participants:

o Incentives may be inferred from other Categories of
information. for example, "the Activity was held at a
resort" could be inferred to have an "added attr - tion."

Cbscan 28-33 Advertisement

Directions. This Category is 6 Opscdn itemsyith each item representing
a different type of advertising. '

Enter wpn for yes,
A "Yes," "
if the fype was used

) .

-leave blank

if the type was not used
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The Opscan items are as follows:

Opscan 28

Opscan 29

Opscan 30

Opscan 33

Teacher Center Publication

o if the announcement of the Activity appeared in a
publication which is distributed regutarly, such as--

lHeekly Newsletter
Monthly Calendar
Catalugue of Semester Offerings

Special Print Announcerwent

g if pv-'xnh:\r' announcomantc wars - distribyted especia'ﬂ 'l\’,

(SRS R PR}

for one Activity. Examples 1nc1ude——
Posters
Flyers
Bulletins

Diztrict Communication Channels

o if the announcement was made throujh # process
regularly used by the host district. Examples inciude--

District Newsletter

District Bulletin Boards

Notitication of ali building principa]s for
inclusicn in "Aancuncements® at faculty weetings

Personal Contact

o if a special effort was made to individualiy contact
potential participants. (This is typical for
Activities which are designed for a limited nunmber
and/or a very special type of participant).

Examp]ea include--

Called pcople we knew were intereste

Written invitation to th.s~ s - :uld not be
included in the first otfering '

Letters to target group

Announced in class

The Retreat was announced at the Po]lcy Board
meeting
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Opscan 3¢ Public Media
e if general community announcements were made.
For example--

Local Ncwspaper ‘
Television and Radio Announcaopents
Public Service Calendar

Opscan 33 Other

© if there is a requirement factor involved.
Examples include--

Announcement in Class
District Inservice Agenda

“Opscar.34-3¢  Evaluation Process

Directions. This Catecory is & Opscan items with each item representing

A different type of process for assessing the value of an Activity.

nte A for yes, leave blank for a "no" response

A IlYeSII

Opscan 34 Standard Procedire

¢ if the Activity was evaluated using a written
form that the Center uses routinely for all
Activities.

Opscan 35 Activity--Specific Procedures

e if a special procedure was used.  For example--
Instructor Designed Questionnaire
There was a test
Participants wvere interviewed

Opscan 36 Informal/Verbal

e if participants expressed their opinion verbally.
For example-~-

tord of Mouth
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Opscan 37 Follow-up Procedure - .

e if there was a process for saliciting purticipant.opinion
one month or more after the completion of the Activity.

Cpscan 38 Other

Opscan 39: Who Decided_to offer the Activity?

Directions. Opscan 39 is concerned with who made the decision to offer the Activity.

Opscan 39 Hho Decided (by role group)
eptef one of the following values:
A Teacher Center Director

The one persen whe is officially designated as the

chief project manager.

B Teacher Center Staff
If decision was made by staff porson other than
the Director. Also if the Director and the staff
Jjointly made the decision.

C Policy Board

IT this group had the final say with respect to
the specific Activity.

D Cormittee
I the activity is a result of a group of people
working together to develop and authorize certain
types of programming.

E District

If the Acfivity was approved by a District
supervisor/administrator

F Teachef Center Director and/or Staff and/or Committee
' in Combination with the Policy Board

If the decision was made by the Policy Board but with
the involvement of at least one of the following-~the
Director, the Staff, a Committee.
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G Teacher Center in Combination with the District
IT the decision was made by a district administrator/
supervisor with the involvement of at least one of the
following--the Director, the Staff, the Policy Board,
a Teacher Center Committee.

H Other Combination -- -

The Director and a Conmittee
The Staff and a Committee

I Othef The only example thus far is --
The instructor volunteered.
Opscan 40-41. Reason for Decision.
Directions. In most instances only dpscan 41 will be coded. Fnter the

appropriate letter A-J. But if the reason is "other" then you must enter
A for both Opscan 40 and 41.

Opscan 41: Reason for Decision

enter one of the following
A Formal Needs Assessmeﬁt

If a large-scale survey was used to generate ideas for
specitic activities.

B Project Objectivé
If project has/é specific commitment to offer this
activity or the activity is directly related to an
objective in the proposal. .
C Client Request , 2

If the activity evolved frow an idza of a potential

client. For example--

)

A teacher came to the Director and suggested.. .,
The faculty at Smith School requested...
"Informal Meeds Assessment" .
D Staff Recommendation
If the idea was generated by the Center Staff.

Commi ttee Recommendation

r

If idea was generated by a group charged with prograin
development responsibilities.

9
cc
3
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F Outgrowth of Larlier Offering
17, for exanple--

To accomodate the overflow from the fivst offering

The instructor has a strony reputation and & large
following
It went over so well the first time we offered it,

we ran -1t again
G District Priority Request

If the Activity relates to a particular necd or thrust
of tne District. For example--

It was a District Inservice Day. The district
asked 'the Teacher Center to help out by offering
this activity.

The District is under particular pressure Lo
implement the mainstreaming legislatlion.

tle had a special request from the Superintendent's
office.

The District is working hard toward developing a
curriculum for the Gifted. It was thought that
this effort could be best coordinated through
the Center.

The pr1nc1pa] asked us to do it.

ct+

H Policy Board Initiative

If the Policy Board has made a decision to move in
directions not previously specified in the proposal:

I Evolved from a Teacher Project

IT the Activity is an outgrowth of a teacher(s)
pursuing a special interest. For example--

A teacher, who was given a mini-award to
develop a unit for bilingual students,
suggested that we offer this Act1v1ty
She was the-facilitator. ,

We supported the attendance of this teacher/at

~a training session on this topic with the,
expectation that she would instruct this course
for the Teacher Center. i

The teacher asked for an opportunity to share

his expertise in the area. '

—

250
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J External Lpe tus/Support

This was offered in cooperation with the Teacnor
Covps project. : :

The Energy Conservation Council came to us and
suggested we combine oup resources to offer this
Activity. |

The Title IV project officer fromp the State capitlo]
initiated the jdea.

Qther Enter Opscan 40-"p® and Upscan 41-"A"
- The onf} example thus far js--
The instructor volunteered
,Emc:;ppjﬂzt_uimwﬂe ¢t to Opscan 40-4
o 1f more than one response is Given with respect to ”réason,ﬂ
- "client requésfm supércedes formal needs dssessment

‘project objectives

staff recormoandation

- Opscan units E through J supercede any Opscan units A through D,

JOpscan 42-47 EEIEiEiE?PtE

‘Directions.  This Category has 2 components. QOpscan 42-44  are uscd for

. coding the number of teacher participants. Obscan 45-47 are
used for coding the number of all other people 1in attendance,

- Opsean 42-44  Number of Teachers
.if the participants are regular full-time classroom teachers
engaged in instructing elementary or secondary stgdents,
including special education and vocalional education.
Enter the exact number through 999
Opscan 42 —'hundrcds
Opscan 43 - tens
Opscan 44" - ones
Opscan 45-47  Number of Others

if there are partiéipdnts other than classroom teachers
as defined above.

Enter;the exact number through 999
Opscan 45 - hundreds

Opscan 46 - tens
Opscan 47 - ones
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Fine paint with respect to Opscan 42 - 47 | \

n  Particular care should be exercised in enteving once and two
digit numerals. Watch out for the place value of cach” nmber.

Npscan 48-52i Type of Others

D1rcct1gg§ This Category is used to explain gpscan 45--47.
That is, it will only be coded if a number has been recorded for "Othﬁv
participants. Each of the 5 units represcents a different participant

role aroup.

Enter

A ll\'esll

You should enler A" 1or “yes% leave blank {or a "No" response.

Opscan 48 Certified hun—Toaching Professiona1 Personne]

0 if the j . ticipants were non-instructional/non- ndmwn1strut1ve
-~ professionals. Examples inciude --

Media Specialist
Librarian
Counselor -

Opscan 49 .MNon-Profe sional School Personnel

o - if the pakticipants were non-certificatedd. TFor exa wp]o -—
Teacher Aides
Bus drivers
Paraprofessionals
Opscan 50. Administrators

o if they serve in building or district-level admlnlotratlve
or. supervisory positions. Examples include --

Principal
Curriculum Director
Central Office Staff-

Opscan 51 Preservice Teachers

© if they-are Teachers-in-training. Examples inc]udc;-ﬁ'sﬁ

Student'teﬁchef
Intern I -

%
S
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" Opscan 52 Other

o if not teachers or others delineated above. [xamples
include -- :

Community people
Parents
Students

Onscan 53-53: Participation Details

Directions: This Category is 7 QOpscan entries and-hclds 3 different types
of information.

Opscan 53-54 - Number of Meetinas

Enter the exact number of times an Activity convened up to 99
Opscan 53 (tens) Opscan 54 (ones)
Opscan 55-56 - Length of Meetings

Enter the average length in half hours up to 9.5 hours. (If
meetings were -of different lengths, you must determine average. )
Round "up" if more than 15 minutes past last half hour.
Opscan 55 (hours) Cpscan 5€¢ (half-hours)
Opscan 57-59- Span ( of time elapsed between first and last meetings.)

Oobscan 57:
e if less than 7 days
enter exact number of days up to 6
o if 7 days or more

enter the number S (this is a cue to the computer
to scan Opscan 58-59.) .

Opscan 58:
© if more than 9 weeks. . Enter the number of tens

® if 9 weeks or less, leave blank. Enter exact number
in O7 .can 59. '

©¢ if 57 has been coded (less than 7 days), enter 5. This
cues the computer to read Opscan 57.

Opscan 59: Number of weeks up to 9.

e if more than 9 weeks enter the number of. tens in
Opscan 58 and number of Bnes in Opscan 59.

‘a - n v 289
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A one-day event

Opscan 57 1
’ 58 5
59  blank

A six-day event

Opscan 57 6
58 . 5
59  blank

A one week span

Opscah 57 9
58 blank
59 1

A nine week span
Opscan 57 9
58 blank
59 ¢

A 15 week span

Opscan 57 9
538 1
59 5

o
ES

-
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POLICY BOARD

Attendance at Meetings: Opscan A

Opscan 1-2: Meeting Number

Enter the exact meeting number using

Opscan 1 (tens)
Opscan 2 {(ones)

Note: The One Time Report provides the baseline nﬁmber. Each
subsequent meeting is numbered consecutively.

Opscan 3-4: Length of Meeting

Enter the length of the meeting to the nearest ha}f hour.

Opscan 3 (number of“who1e hours) -
Opscan' 4 (half hours:- either .0 or .5)

For example:
e 55 minute méetjng_:

Op 3 Enter 1
Op 4 Enter O

¢ 90 minute meeting

Op‘3 Enter 1
Op 4-Enter-5

e two hours éndy]S minute meeting

Op 3 Enter 2. . oL
Op 4<Enter 0 .

¢ two hours and 20 minute meeting -

"Op 3 Enter 2f
Op 4 Ente( 5

- Opscan 5: When Meeting Was Convened

Enter one of the following:

‘A During the school day
e if held during regular school hours

- - o5
.3 ~ i .,

!"_‘f?x
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B After school )
e if after schocl, usually after 3:00 in-the afternoon
C Evening —
o if after 6:00 p.m.
D Weekend B
e if on Saturday or Sunday or after 6:00 p.m. on a Friday
E Other holiday -
@ if held during extended school vacations, e.g., Spring break
F chér “ ' '
"¢ ‘if held at any time other than listed above

Opscan 6-7:  Number of Teachers Present
Enter exact number using

Op 6 (tens)
Op 7 (ones)

Opscan 8-9: Number of School Administrators Present
4’En§er exact number using

0Op 8 (tens)
Op 9 (ones)

Opscan 10-11: Number of Higher Educators Présent
Enter exact number using

Op 10 (tens)
~0p 11 (ones)

Opscan 12-13: Number of Teacher Center Staff (if voting members) Pfesent
Enter exact number using -

Op 12 (tens)
Op 13 (ones)

Opscan 14-15: Number o7 Uther Members Present
Enter exact number using _ '

Op 14 (tens)
Op 15 (ones)

Continue as above. There are 120 Opscan items to a page. Therefore, this
information can be recorded for eight policy board meetings. ’
But do not record this information for more than one project. Do not mix
-project data cn one Opscan sheet. .

2"11)

©“ Ay
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Committee Meetings: Opscan B

Opscan 1-2: Projecf Number

Enter the exact project number using

Opscan 1 (tens)
Opscan 2 (ones)

Opscan 3-4: (Cycle Number:

Enter the exact cycle number using

Op 3 (tens)
Op 4 (cnes)

Opscan 5-6: -Number of Standing Committees

Enter exact

Op 5 (tens)
Op 6. (ones)

Opsﬁan 7-8: Number of Committees Which Met During the Reporting Cycle
-Enter exact . ’

Op 7 (tens)
-Op 8 {(ones)

Continue as ahove. There are 120 Opscan items to a page. Therefore,
committee information can be recorded 15 times per page. Since the
project and cycle number are always referenced, you can mix project
data on this form.

Policy Board Decision: Opscan C-

/ Opscan 1-2: Meeting Number

Enter exactly

Op 1 (tens)
Op 2 (ones)

Opscan 3-4: Decision Number

Enter exactly

Op 3 (tens)
Op 4 (ones)

_‘Opscan 5-6: Substance of the Decision

Enter one of the following:
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Op 6 A Internal Policy Board Business

These are decisions which have impact only on the structure
or processes of the Policy Board itself. Examples include--

- To hold the next meeting on March 23
To accept the -minutes ’
To pay members mileage for attendance at Board meetings
To add two more teacher members to the Board | '
To have another meeting to review the resubmission proposa1'
To reject tHe proposal for changing the bylaws

To have the Director give a monthly budget report starting
next month ' , .

To éééept the Committee reports

To reimburse the Program Commi ttee members for expenses
they incurred

To discuss Clustering at the next meeting

Op 6 B Grants and Other Sources of Money

These are decisions -which have anything to do with soliciting
and/or managing any money. (Not included: decisions with re-

- spect to spending money; nor decisions with respect to income
from facilities or equipment; nor decisions with respect to
state technical assistance money). Examples include--

To submit a res=arch proposal to the Teacher Center Exchange
To appoint a committee to research future funding

To finish the Dial-a-Tutor grant ’

To approve the resubmission proposal

To develop a policy with respect to managing additiopal income . *

To transfer $10,000 from line item to travel and consultant
‘fFunds g _ :

To reconsider the fee structure and subsidies for teachers '
"To accept the budget request in the proposal

To have the Director prepare a line item budget for all
the accounts '

To define the’procedures for paying Dial-a-Tutor ;-

To give the Director the authority to negotiate the bud-
get and cut the budget where necessary
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Op 6 C Personnel

These are decisions which have anything to do with h1r1ng,
monitoring, paying all people who are paid for services to
the Center--including regular staff, and part-timers as
well as outside consultants. Examples include--

To accept the policy for compensacory time for Center staff
To finish the Director's evaluation by the next meeting

To replace the term1nated staff member with contractual
_consul tants '

To reimburse teachers who work part-time at the Centﬁr
$5 per hour

To give letters of intent to the staff for next year
To approve the Director's request for a vacation

To establish a pers,nnel committee to set up grievance
procedures .

To pay workshep leaders $25 per hour . ,
To write in the position of Program Analyst for next yea:"
To extend the budget for the secreth1a1 position from
10 months to 12 months

Op 6 D Equipment, Mater1als and Fa‘111t1es .

These are decisions which have to do w1th acquiring, outf1tt.ng,
or managing a teacher center site. Included are decisions with
respect to policies and procedures for use of the s1te equip-
ment and materials. Exenmles include--

To develop a policy «oncerning equ1pment’use fees
To charge teachers for laminating
“To appo1nt a commitfee to spend $3500 for materials .
~ To-lease rather,than buy the copier
" To order $60 worth of builetin board supplies
To buy a micro-computer
To estab11sh a new site a% State Street School in September
To 1nvest1gate the poss.b111ty of obtaining a mobile unit

Opscan 6 E Cooperation/Coordination/Communications

These are decisions which have anything to d¢ with initiating
contact with or responding to contacts from agencies (e.g.,

. other funded projects), institutions (e.g., school districts,

0o
>
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universities, and the State Education Department), or in-
‘dividuals not directly 1nvo]ved with the teacher center
Examples include-- -~

To develop a po11cy concern1ng outside courses proposed
to the center :

- To allow the D1rector to use d1scret1on in perm1tt1ng at-
“tendance of teachers from outside the service area

To work with the school district in applying for funds
under Title IV-C .

To have the DIrector d1scuss recert1f1cat1on credit with
the superintendent. :

To sp11t the cost of the G]aoser workshop with the district

. To’'deny the request -of the super1ntendent for $300 for a
"commencement speaker

{To provide: 1og1st1ca] support for a doctora] student do1ng
..oa d1ssertat1on in the district

To write ]eg1s]ators concerning the va]ue of the Teacher
Centers Program

- .fTo exp]ore the poss1b111ty of offer1ng co]]ege cred1t for
‘some offerings : e

To exp]ore cooperat1on with Teacher Corps
To put up a booth at the State Schoo1 Board convent1on
"_To deve]op an- Outreach component v :

" Opscan 6 F Other PrOJect Operat1on Dec1s|on

These . are’ decisions wh1ch cannot be coded Opscan 6A - Opscan
- 6E above,. ‘but’ -which c]ear]y have to do with managing or sus-
taining. the prOJect They are-not so specific," however, as

 to be related to directly’ offering program for c11ent‘

“(Opscan 66 - Opscan 7 AB) , N , .

Opscan 6 G Supports for C11ent Deve]opment

_These are decisions regarding ‘mechanisms or processes for the .
facilitation or support of clients part1c1pat1ng in. independent
profess1ona] deve]opment (Not inc¢luded: decisjons with re-
spect to travel, even in those instances where it is for the
purpose of profe;s.onal deve]opment See “travel.") Examples
1nc1ude-- - - . . o

To provide - tuition re1mbursement for three teachers tak1ng
the un1vers1ty course on the Gifted

200
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To approve the release time request for Policy Board mem-
, bers to attend the retreat

To discontinue the Mini-Award Program

To fund the 20 Curriculum Development Awards recommended
by the committee :

To give a $2 gift certificate to'teaehers for every 10
visits they make to the Center

To deve]op guidelines for the support of teachers who
engage in outside activities

.To award a '$35 stipend to-teachers who attend the Main-
.-streaming Conference which will be held on a Saturday
-To adopt the policy that tuition reimbursement will be

provided only if the teacher agrees to share that which
v_was ]earned e g., through a ser1es of workshops

Opscan 6 H Teacher Center Program Development

These are a]] decisions made with respect to the substance
of services, Resources and Activities to be offered by the
‘Center. Included are broad decisions concerning program
goals and objectives as .well as decisions concerning the
nature of specific prpgrams. Examples include-- -

To offer "clinical teaching" during Spring semester
. To set up a teacher exchange program
To hold a major conference on English next Spring
To have an Open House N
To approve the formation of a mainstreaming study group
To 1nvest1ga+e the GATE program -
_To do more work in the area of the gifted
To develop and train a ]anguage arts resource team

To include the current objectives. in the continuation
proposal

"To add parent/teacher commun1cat1ons as a third year ob-
jective

Opscan 6 I Teacher Center Program Logistics

These are decisions which have to do with how the program
offerings will be implemented or delivered. . (Not included:
decisions with regard to retaining a specific instructor.
See "personnel.") Examples include--
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[

To make the rule that teachers must register in advance
for all courses and workshops .

To change the dates. of the film series
To continue programming through the summer .
To hold an Open House on October 1 from 4:00 to 7:00 p.m.

To have the Director provide a course breakdown sheet
~ for all future workshops

To-approve the list of presenters suggested by the
Director '

To reduce the number of news]etters sent out

Opscan 5 A Needs Assessment and Evaluation -°

. These are decisions with respect to any planned data col-
lection on the teacher center. (Not included: decisions
with respect to the evaluation of. staff. See "personnel.")
Examples include--

»To participate in the Program Documentat1on
" To accept the needs assessment survey form

To write gu1de]1nes for gathering data from schoo] super-
. intendents

To spend $5000 of the $11000 state technical assistance
"money for eva]uat1on

"o review the process for needs assessment in the h1gh
school , _
- To aqcept-the budget and design for the evaluation‘pnoject‘

To -budget eva]uation at 4% of the total budget:

Opscan 5A and Opscan 6A Travel

These are decisions concerning travel for anyone connected

with or served by the project for any reason. Included are
decisions with respect: to any expenses incurred as a result
of participating in activities out of town. Examples-include--

To send a teacher traﬁner:to the Gazelle Institute meeting
- To send two people to the Cluster meeting

To pay the $50 registration fee for the teacher attendtng
the micro-computer conference

To deny the request for representation at the Nash1ngton
meeting :
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To pay cxpenses up to $700 for one teacher to attend the
Global Education Conference

~To set aside $1500 ‘for conference attendance |

Opscan 5A and 6B Other\Program Decisions.

These are decisions wh1ch are related to deve]op1ng or
- offering program but cannoG be coded Opscan 6G - Opscan

7A/6A above. . \ -
_ \

Opscan 7: Ré]ationship of the Decision to the Teacher Center“Grant'.:A
o Enter A R \ " '

e if the substance of the dec1s1on were spec1f1ca]]y re]ated
~ to submitting or managing - the Teacher Center grant Ex—
L amp]es include--" '\

-To ‘have another meet1ng to rev1ew the resubm1ss1on pro-
posa] R R t, _ :

To ‘approve the resubm1ss1on proposa] 355“;HJ- | f"“;; s .

To accept the budget request 1n the proposa] :'_
“To writein: the pos1t1on of Program Ana]yst for next

year B :
To 1nc]ude the current obJect1ves in. the cont]nuat1on
proposa] ,—,}:,. : . ~,»\. _ o
- To-add parent/teacher commun1cat1ons as. a th1rd year
obJect1ve _ : ,
~-To budget eva]uat1on at 4% of the tota1 budget
: Leave b]ank o T :1- ; — \~=- _' 2 .
@ if the dec1s1on were not spec1f1ca]1y re\ated to subm1tt1ng o
or manag1ng the Teacher Center grant ":\.

- "W

\),4/:. )

Opscan 8 ]3 Type of Dec1s1on F

. ercct1ons "Each dec1s1on must’ be coded as’ one:of" three types of”
decisions. If a "po]1cy/superv1sory" dec1s1on, use’' Opscan 8-9. If an :
~ "administrdtive" dec1s1on, use Opscan-. ]O 1] If a "g(ocedura]" dec1—_
's1on, use Opscan 12-13... : S -

Opscan 8-9 - PO]TC}’/Superwsory Dec1s1ons ‘;' \\ o

o if.. the dec1s1on puts the po]1cy board “on record" and has
- the potent1a] of hav1ng a‘.major: and/or susta1n1ng impact-
. .on, the direction: or 'scope” of* the program or the manage- ..
‘ment of _ the proaect Examp]es 1nc]ude—— : \ - R
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To accept the mini- awards guidelines

To. develop gu1de11nes for reimbursement for teachers
who engage in outside activities

To adopt the policy that tuition reimbursement ‘will
‘be provided only if the teacher agrees to share that
which was learned through a series of presentations |

.. To budget evaluation at 4% of the total budget

* @ if-the decision is concerned with a spec1f1c matter of
great magnitude or one likely to have a Tong-term effect.'
Examples 1nc1ude~- :

To refer the problem of program costs to the Pr gram
Committee; thére is an urgent need to reconsider the
fee structure for teacher subsidies. (SubSidies for
'teachers is.a'highly political area of decision mak1ng )

To. buy a micro-computer. (The cost of this item is
the "magnitude.” Any item that costs more than $1000 ¢
is an item of "magnitude.") - :

"To split the cost of the Glasser workshop with the
-district. (Glasser is expensive! Additionally, co-
operating with the district in financial ventures is
. operating in an area of political "magnitude."-. -

To provide logistical support for a doctoral student
. doing a dissertation in-the district. (The "magni-
tude" in this .is risky business. The center-is
" taking a chance that everything is going to go well.)

To write the state legislators concerning the value

~of Teacher -Centers. (The "magnitude" in this example

is not in terms of the potential impact of the deci-—

Siom. ‘Rather it.is an example of a "going on record"
_ decision that it is often importart for Po]1cy Boards
. .to.make.)

. To put up a booth at the State Schoo] Board convention.
" (The "magnitude" in. this example is:that this type of
-decision should not be made 1ndependent1y by the teacher
_ . center staff because of its importance in terms. of the
‘;fpub11c 1mage the Center -is projecting. )

_To g1ve a $2 g1ft cert1f1cate to teachers for every 10
-visits they. make 'to:the Center. - '("Magnitude" both with.
f,:respect to amount of money- involved over time and to

- the potent1a1 pub11c re]at10nS‘1mpact )

o 1f the. dec1s1on is ‘intended. to determ1ne the course or set
;! the d1rect1on of, the proaect Examp]es ‘include--
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To submit a research grant to the Teacher Center Ex-
change

To finish the Dial-a-Tutor grant

To write in the nosition of Program Analyst for next
year

To establish a new Teacher Center site at State Street
School

To work with the school district in applying for funds
under Title IV-C

To explore the possibility of offering college credit
for some Teacher Center offerings

To discontinue the Mini-Award Program
To set up a teacher exchange prograw
To investigate the GATE Program

To add $10,000 to the budget request to cover the new
"Enabling" focus area

e if the decision is one which only the officially constituted
Policy Beard can make and is important with respect to man-
aging the project or offering program. (Not included: deci-
sions which enly the Policy Board can make but which relate
only to Policy Board operations, e.g., approving the min-
utes. See "Procedural.") Examples include--

To add two more teacher members to the Policy Board
To approve the resubmission proposal
To accept the budget reqUESt in the proposal

To replace the term1nated staff member with contractual
consultants

To explore cooperat1on w1th Teacher Corps

e if the dec1s1on is important and clearly a Policy Board
matter but is .delegated. Examples include--

To give the Director the authority to negotiate the
- budget and to cut where necessary

g To appoint a committee to spend $3500 on new materials

To allow the Director to use discretion in permitting
attendance of teachers from-outside the service area

e
—

'Opscan 10-11  Administrative Decisions

e if the decision is important in”the day-to-day management
of the project, in the offering of program, or in managing

301
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the Policy Board. The decision typically affects only a
specific, single instance. Examples include--

To define the procedures for paying Dial-a-Tutor
To approve the Director's request for a vacation
To pay the workshop leader $75

To charge teachers for laminating

To order $60 worth of bulletin board supplies

To leasSe rather than rent the copier

To cut down on the number of monthly newsletters

To approve ‘the release time request for Policy Board
members so they can attend the retreat -

To approve the course "Clinical Teaching"
To have an Open House N

To change the date of the film series

To make the rule that teachers must preregister for
courses

To approve the list of persenters suggested by the
Director

_To send one teacher to the Micr0¥cohputer Conference.
(Note: expense under %1000.).

To hold the next Policy Board.méeting March 23

L 4

Opscan 12-13 Procedural Decisions '

o

e if the decision is concerned only with process and has
no effect on ehgger project management or program opera-
tions. Examples*include--

To accept the minutes
To approve the Committee: reports
To have elections next week
¢ if the decision cannot be coded as either "Policy/Super-
visory" or "Adm1n1strat1ve "
Opscan 8-13 Type of Act10n Taken |

Directions. There are 16 possible types of action that may be taken by
a Policy Board on each decision. The appropriate Opscan line is deter-
mined by the Type of Decision. The Opscan marking is determined by the

‘Type of Action., For "Policy/Supervisory" decisions use line 9 for single -

entry Act1ons, use lines 8 and 9 for double entry Actions. . For "Admin-

3.0
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istrative" decisions use line 11 for single entry Acti