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In-service Education Within Schools: A Comparative Perspective

By
Bayoumi M. Dahawy
Faculty of Education - Suez Canal University
| Ismailia - Egypt
| visiting Scholar, Institute for Intermational stadies in Education,
School of Education, University of Pittsburgh, PA 15260
(Jaruary to June 1990)

ABSTRACT

There is a great need for better programs of in-service education,
according to the rapidly changing culture and its implications for curriculum
change, the contimuing increase in pupil involvements and mubers of
teachers, the need for improved school leadership and the ocontinmuous
additions to our knowledge in general and about children and youth and the
learning process in particular. Therefore, school basad in-sarvice training
sessions learning within one's own teaching environment would do much to help
encourage more teachers to adopt a more positive attitude to ragearing and
revitalizing teaching techniques.

. Jblem and Methodology:

, 1. What is the definition of in—service education and
why is it important?
2. How can the teacher education lavel be improved
, in-service educatiem?
3. How to raise the status of teaching profession?
4. To vhat extent can school play a vital role in in-
service education?

5. To what extent can Pgyptian schools bepefit from
English and American schools?

The Comparative Study of G. Bereday with its four stepe will be applied in
chis study.

Same of the Main Results:

1. The value and importance of Egyptian teachers® tasks toward
5 their profession.
t;'; 2. 'meadvantagesotthecver-popzlatimoftlntnadﬁmtomas
2 for "in-sexrvice educaticn.
'meusaormtimes'eoqaerticeasadvantagesform- v
service education.
y 4. The closed relaticnships between the teachers and other societal ¢
Y agencies.

.
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.
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In-Service Educatiocn Within sq)ools:
A Camparative Perspective

By
Baycumi M. Dahawy
Suaz Canal University
Ismailia-Egypt

visiting Scholar, Institute for Internmational studies in Education, School
of Education, University of Pittsburgh, PA 15260 (January to June 1990)

Introduction

According to Tomorrow's Teachers, the Holmes Group asks that the
education of teachers became more solid intellectually; that distinctions
between begimers and more competent teachers be recognized, entrance
standards into the profeasion be raised, and the education of teachers be
undartaken through active cooperation among universities and schools. Above
all, in their schools and classroons, teachers must exarci.%e a greater degree
of autonamy and professicnal leadership than they do now.

However, school is increasingly being seen in oountries as a major
initiator of and focus for in-service education of teachers. P. Perry in his
final conclusions of the Stockholm Conference on Strategies for School-
Focused support structure for teacher in change and innovation claimed that:
"he case has been cogently made that to ensure true implementation of
change. . .we must work with teachers in the place and in the situation where
change is taking place. The cfse is made with equal cogency that the school
building is the context in which all needs at all levels of the system
ultimately come together”...He also offered a definition: "School-focused
training is all the strategies employed by trainers and teachers in

p to direct training programs in such a way as to meet the
identified needs of the scgool and to raise the standards of teaching and
learning in the classroom.®

Therefore, the teacher’ is locked upon as one of the basic constituents
of the educational system, and must, therefore, be placed in focus when
considering the develomment and hetterment of the educational service being
rendered to students in the school. Inspired by this fact, the Egyptian
goverrment calls for re-emphasizing the attention paid to the preparation and
the professional career of the teacher, i.e., the importance to be lent not
only to pre-service education programs, but to the continued in-service
training programs for the development of teachers' professicnal canpetence.‘

Problem and Methodoloqy
In line with the goals and cbjectives of National Development and to

the social, cultural, and educational needs of the population, the goals of
education are the following:
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1. Planning a sound and stable educational policy for the
education of teachers with the aim of maeting the country's
needs and achieving the desired stability for teachers.

2. Responding to the requirements of new cammnities, meeting
the basic nead of the citizens there, achieving better
productive efficiency standards and applying sophisticated
tachnology.

3. Achieving life-long contimiing education through extending
the scope of education, multiplying its institutions and
attempting to remove barriers between formal and non-formal
education, while at the same time, providing citizens witl;
a variety of developing educational opportunities.
Tharefore, one of the main features of years three and four
of the Five-Year Educational Plan (1984-85 and 1985-86) was
that: upgrading the academic and professional performance
lavel of teachers through:

a. Re-considering the pre-service education programs, and

b. Contimuing an in-service development of teachers'
professional campetence.® '

over and above, the major persisting problems the Egyptian educational system
has been suffering from were identified through an extensive analysis of the
actual educational practices all over the country. The most crucial problems
had to do with financial resources, quality of education, lack of scientific
planning, cutdated curriculum, and poor teacher education. These problems,
as well as some others, have contributed to magnify the discrepancy between
the outputs of the educatior;al system and the socletal, econamic, and
cultural needs of the country.

o overcame these shortcamings in the system of education in Eqgypt,
deep studies should be held, taking into consideration the different societal
acpects from different dimensions.

The shortocoming of pre-service education for teachers has been examined
in interesting studics on the individual level® as well as on the group
level. Despite all of these efforts, there still needs to be more
‘examination to cope with the changes that occur within and without a society.

The main interest of this study is to deal with the second and major
part of teacher education, in-service education, mainly through schocls'
efforts at different level of schooling, with cooperation with other related
agencies and interested institutions, such as, educational directarates and
university colleges.

P . . haliRY

The Study's Assumptions and Quegtions:

To address this problem, this study planned to examine these
hypothesis:
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1. The level of teacher education might improve if in-service
. education programs take place within the school -envirorment.

2. Teachers might achieve some of their professional needs if
they take responsibility of up~raising their qualifications.

3. Teachers may achieve 1 and 2 if these schools beccme centers
of in-service education, and have free and reqular time for
attendance.

These hypotheses might transfer to these questions:

1. What is the definition of in-service education and why is
it importart?

2. How can the teacher level of education be improved through
in-service education programs?

3.. How can the status of the teaching profession be raised?

4. To what extent can school play a vital role in organizing
and administrating the in-service education prograns?

5.- To what extent can Egyptian schools, under their current
conditions, benefit from experiences in other societies?

To investigate these hypothesis .and to answer these questions, this study
would like to follow one of the conparative methodological approaches, George
Bereday's in particular.® Thig approach will suit this study for two
reasons. Thae first becaure of its nature as a case study, which is dea.ing
with one major society experience (U.5.A.). The second because of its nature
as a camparative study, dealirg with three different societies (U.S.A., U.K.,
and Egypt).

The main steps of this comparative education approach are:
a. Description ‘
b. Interpretation
c. Juxtaposition
d. Comparison
These four stepe and the background of the approach had been experimented

clearly in full detail by the author in a praviocus study.' Therefore, this
paper will not go sorward.

In the following pages, the study tries to test and answer its
hypotheses and questions.
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The Definition of In-Service Education

In-serxvice education is usually distinquished from pre-service
education simply by the time and sequence. It is not uncammon for in-
service education to be confused with supervision. This is understandable
since the term supervision itself is used with a great variety of meaning.
A distinction, however, needs to be drawn.

The range of supervision activities tends to be rather brvad, including
piolic relations, instructional materials development, curriculum
development, and evaluation of instruction. In-service education on the
other hand, is concerned with much more limited tasks, namely the development
of instructional staff members as professional practitioners, in such ways
as to have a reasonably direct impact upon the quality of instruction offered
in the school or college. It is the emphasis upon instruction which
separates supervision from many cther facets of the school operation, but it
is the emphasis on the development of instructional staff members as
practitioners which distinguishes in-service education from the larger
function of instructional supervision.

It's important, also, to distinguish programmatic efforts at staff
improvement from individual efforts for professicnal growth. This is not
intended to denigrate the importance of individual efforts, but to reflect
an emphasis on the crucial importance of planned programs if in-service needs
are to be met. Broadly defined, in-service education must include all
activities aimed at the improvement of professional staff members.'?

However, the meaning and function of in-service education are:

- In-service education is a process for change;

- Changes through in-service education take place in an
organizational context; :

- In-service education is a process for planned change; ard

- In-service education is one of several organizatjonal
changes and takes place through personal develogment. -

It is seen clearly, that in-service education is one of several means
for bringing about personal charges. Personal change is only one of the
several classes of planned change in organizations. Changes may be unplanned
as wa2ll as planned, and formal organizations such as schools and educational
directorates have both maintenance and change operations. In-service

eduzation, then, is defined as being for both change and maintenance, planned
and goal directad, rather than unplanned.

It should be apparent from the foreqgoing analysis that in-service
education is one of several scurces of change in organizations. A major
source of change comes through the use of authority. Some should suggest
that authority is an overused and somewhat ineffective means of getting
change, but the fact remains that all change in the organizaticn must take
into account authority relations. Furthermbre, some changes can be brought
about by use of authority alone. Changes in goals that may change the
organization in dramatic ways are clearly functions of authority.

e
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A final source of change, and thn one which involves in-service
education most directly, is that of personal development. Since individuals
carry out the tasks of the organization, all organizational changes depend
to scme extent on the willingness and ability of people to change their ways
of doing things. N

In an organization such as a school, where members aspire to
professional autoncmy and status, personal development is seen as everybody's
jcb. Members may feel a responsibility to meet their own needs either
individually or in small voluntary grcmps.“

The Importance of In-Sexrvice Education

The reasons for ir-service education hardly need reccaamting for they
have been widely described in the literature for more than thirty years. A
brief review brings to mind several points. Fundamentally, in-service
education programs are important for the following reasons:

1. Pre-service preparation of professicnal staff members is
rarely ideal and may be primarily an introduction to the
field rather than professional preparation as such.

2. Social and educational change makes current professional
practice cbsolete or relatively ineffective in a very short
period of time. This applies to methods and techniques,
tools and substantive knowledge itself.

3. Coordination and articulation of instructional practices
require changes in people. Even when each instructional
staff member is functioning at a highly professicnal level,
employing an optimum number of the most effactive practices,
such an instructicnal program might still be relatively
uncoordinated from subject to subject and poorly articulated
from year to year.

4. Other factors argue for in-service education activities of
rather diverse kinds. Morale can be stimulated and
maintained through in-service education, and is a
contribution to instruction in itself, even if :Lns‘rtructional
improvement of any dynamic kind does not occur.”

Moreover, Stephen Corey argues that there is a great need for a better
programs of in-service educaticn, according to the rapidly changing culture
and its implication for curriculuu change, the continuing increase in pupil
enrollments and mmbexrs of teachers, the need for improved school leadership,
the continuous additions to cur knowledge in general and particularly our
¥nowledge about children amd youth and the learning process. All, in
accumlation, mean that professional school people need to work continously
to keep abreast of what they must know and must be able to do. They need
help in thg form of carefully planned and creative programs of in-service
education.
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He also adds that the modern concept of in-service education, with its
heavy emphasis upon cooperative problem-solving, is in considerable degree
a result of changes in our ideas abcut human motivation and the way learning
occurs within an institutional setting. 1In-service education of school
persox;nelwhas always had as its objective the improvement of professional
behavior.

In the same volume, C. G. Hass stated that "the major reason for in-
service education is to promote the contimious improvement of the total
professional staff of the school system. All teachers, administrators, and
supervisors must constantly study in order to keep up with advances in
subject matter and in the theory and practice of teaching. Continuous in-
service education is needed to keep the profession abreast of new knowledge
and to realize creative abilities.

There are a mumber of facts and factors which make clear the need for
in-service education, such as

a. the contimiing cultural and social changes which create a
need for curriculum change,

b. pre-sexvice education cannot adequately prepare mambers of
the public school professional staff for their
responsibilities, .

c. increase in pupil enrollment,

4. the present and continuing increase in the mmber of
teachers, ‘ :

e. the present and continuing shortage of adequately prepared
teachers,

f. the present and continuing need for improved school leaders,

g the maintenance of familiarity with new knowledge and
subject matter, and

h.  the increased ekill in_providing for the individual
differences among pupils.®

Furthermore, J.C. Parker, in his Guidelines For In-Service Education,

presented an operatinsnal principle or a criterion which may consistently

direct or guide individual and group action in planning, organizing, and

conducting in-service education activities. These are:

1. People work as individuals and as members of groups on
problems that are significant to them.

2. The same pecple who work on problems formulate goals and
plan how they will work.
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3. Many opportunities are developad for people to rela
themselves to each other. :

4. Contirucus attention is given to individual and to group
problem-solving processes.

S. Atmosphere is created that is conducive to building mutual
respect, support, permissiveness, and creativeness.

6. Multiple and rich resources are made available and are used.

7. The simplest possible means are developed to move through
decisions to actions.

8. Constant encouragements are present to test and to try ideas
and plans in real situations.

9, Appraisal is made an integral part of in-sexrvice activities.

10. Continuous attention is given to the interrelationship of
different groups.

11. ° The facts of individual differences among members of each
. group are accepted arnd civilized.

12. Activities are related to pertinent aspects of the curx;éant
educational, cultural, political, and economic scenes.

_ In the following pages, we will examine the second, the thixd, and the
fourth questions which have been raised by this study in order to identify
the current problem. This would be done through the first and second steps
of George Beraday's approach of Comparative Education, mainly the area study
which include the description and interpretation steps.

To put those two steps into practice, a description of the issue of in-
sexrvice education in the United Kingdom and its specific initial conditions
will be addressed. Following that, the case of in-service education in the
United States of America through the sama procedures will be examined.

The school~is increasingly being seen in countries as a major initiator
of and focus for In-Service Education of Teachers (INSET). Perry (i977), in
his final conclusions of the Stockholm Conference on strategies for school-
focused support structure for teacher in change and innovaticn, claimed that
"the case has been cogently made that to ensure trua implementation of
change...we must work with teachers in the place and in the situation where
change is taking place. The case is made with equal cogency that the school
building is the context in which all needs at all levels of the systenm
ultimately come together." He also offered a definition: “School focused
training is all the strategies employed by trainers and teachers in

8
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p to direct training programeé in such a way as to meet the
identified needs of the scl’agol, and to raise the standards of teaching and
learning in the classrocm."

In the United Kingdom, a nationally distributed pamphlet suggested
saveral INSET methods of a less convantional kind:

1. A home econcmice teacher spends a day in ancther school to
find out about a new child-care coursae.

2. Two deputy heads in very different primary schools axcharxje
jobe for one waeak to broadan their experience.

- 3. A large canprehensive school timets'.ie frees staff for one
' weak each year to work on materi .s preparation with the
resource canter coordinator.

4. Two colleagues in the same school systematically observe
each other teaching over a term amd discuss their
cbearvations after each session.

5. A graup of ocamprehenmive school staff developing a new
integrated-studies curriculum invites a Teachers' Center
warden to coordinate a tem long school based course
involving outside speakers.

6. A collega of educaticn offers a week-long course for primary
schools for four weeks in succession. Each of four mambers
of staff attend in turn, thus having a similar experience.
College staff follow wp by visiting the schools.

7. Two Local Education Authority (LEA) advigors offer a school-
basad course of eight weakly sessions on prismaxy math, They
spend from 3-3,.45 working with teachers in their classrooms
and from 4-5.30 in follow up workshop/discussion sessions.

8. A univensity award-bearing course for a group of staff from
the sama school mcludu a mbstam:hl school~based
cmpment. .

9, A school runs a conference cn “Going Conprehansive” which -
begins on Friday moming, in school time, and ends on
Saturday afternocon. Outside speakers include a chief
advisor, a camprehensive head and a university lecturer.

As a result, levaralworkmgparueerunm:wg!wttm
following year. nl

However, secondary schools in several countries hava dosignated a
senior member of staff as the equivalent of a professional tutor. In the
United Kingdom, for instance, several local education authorities have
encouraged schools to develop thei_r own in-service policies and programs and
to appoint a professional tutor with respansibilities for initial induction

9
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and in-service training,? although in most schools these are split between
two or more experienced staff. Thus, in one seccndary school, a deputy head
co-ordinates the professicnal development program and concentrates on that
aspect aimed at experienced teachers. He is assisted by a less senior
colleague who looks after probationary teachers and student teachers. The
school's professional development committee is chaired by the deputy head,
with the tutor acting as secretary, and the merbership is made up of teacher
representatives, the LEA's general z?dvisor for the school, and the liaison
tutor from a college of education. Therefore, the British goverrmental
pamphlet already referred to the Department of Education and Science to
recamended schools inEnglanimﬂWalestodevisaanmSErpmgramfomsed
on the needs of individual taachaga, functional groups (e.g. departmental
terms) and the whole school staff.

Parhape the simplest way to summarize and clarify the nature of school
focusedINSEristocmpareaxﬂoontmstitwithmetwomostcamwn
alternatives: the long course and the ghort course.

The long course will include the in-service B. Ed., and the Advanced
Diploma in Education and M. Ed4. Characteristically such courses would:

a. ILast up to three years;

b.  Be located off the school site at a university or college
of higher education;

¢.  Be staffed by university or college lecture who would also
initiate and design them;

d. Be attended by individual teachers from different schiools;

e, Be aimed at meeting the prcfessional and, to same extant,
the personal educaticnal needs of-individual teachers;

f. Take place away fram the teachers' classrooms and schools
and thus in an off-the~jcb or course-embedded contaxt;

9.  Concentrate on conveying knowledge about theory, research
and subject disciplina; !

h. Use teaching methods 1ike lectures, tutorials and discussion
groupe;

i. Normally result in an academic award or accreditation which
would often be an aid to a salary increase or promotion;

I Rarely involve any follow up contacts at the end of the
course; and

k. Rarely be evaluated by the providing agency for impact upon
teaching performance or school c.‘na\rxge(.;5

10
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The short courses in thé United Kingdam include evening or weekend
conferences or courses of, say, ten weekly two~hour sessions on topics like
Primary Science, School  Management, and In-School  Evaluation.
Characteristically, such courses would

., A last for no mwore than one term of ten weeks;

b. Be located mainly, but not exclusively, off the school site
at ‘a teachers' center, 'rcollege of higher education or
university;

c. Ba staffed mainly by staff from this external center who
would normally initiate and design the course:

d. Ba attended mainly by individual teachers from different
schools, but sametimes by pairs or groups from the same
school ; ’

e. Be aimed at meeting the vocaticnal development needs of
individual teachers in the hope that this would improve
their work in school; '

f. Take place away from the teachers' classrooms and schools
and thus in an off-the-job and course embedded context;

g. Concentrate on practical knowledge and skills but at a
fairly high level of generality;

h. Use teaching methods like workshops, simulations and films
as well as lectures and discussion groups:

i, Sametimes lead to an accreditation which may be recognized
for promotion (but not salary) purposes;

3. Scmetimes involve follow-up visits by the course staff
to the teachers in their schools; axd

- k. Scmetimes be informally evaluated by the providing agency
for impact upon .teaching performance or school change.

The school focused INSET activities include staff conferences, and

follow-up activities, staff development programs and consultancy visits.
Characteristically, such activities would: N

a. Vary considerably in length but rarely extend beyond one
year; :

-
-

b. Be mainly school-based but sometimes take place off-site at
another school or a teachers' center, etc.;

c. Be staffed by teachers from the school and by external
advisors and invited contributors or consultants;

11
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d, Be initiated, and often designed, by the school in the light
of school and growp policies;

a. Eg attended by individuals, groupe, or the whole staff from
the school and scwetimes by cutsiders;

£, Be aimed at ths group and the whole staff (i.e. system)
davelopment needs of the school;

g. Scmetimes, but mrt usually, take place in the classrocm, or
sane other on~the-job or job-embeddsd context:

h. Concentrate on practical knowledge and skills of a job-
specific ard problem solving kind;

i,  Use experience-based "teaching® mathods like job rotation,
classroam cbeervaticn by peurs, visits to other schools and
organization development, as well as lectures, discussions,

£ilms, etc.:

3 Cnly rarely lead to any kind of award, accreditation, salary
increase or promotiocn; : P S

k.  Nommally involve follow-up work as an integral part of the
activity; and .

1, Scoetines be formally evaluated by school sty.t for impact
upen teaching periormance and school change.® -

, Having examined the school's role in in-service education in the United
Kingdom, with the emphasis of the different kinds of programé irt: by
the local authorities, whether long or short clursest ppograms,.'it is
inportant here tc examine the role played by the teacher ‘centers sn the

United Kingdem, concerning the same issus.

" British Teachers' Canters follow no set pattern and the precise rmber
of them is difficult to assess. Tha School's Council reckoned:thare were 544
in April 1977. The School’s Council for Curriculum‘and’Examinations;: set up
in 1964 as a national body with majority of - teachers cn:its governing
council and rain committees, encouraged the satting'uwp of "local teacher
cextz:gﬁ.- In Warking Paper No. 10, itmmqgeotﬂthatom@rs_ﬂmldbe
os hed _ S

"to.give teachers a setting within vhich navw objectives can be
‘discussed and defined, and nev ideas cn content and methods'in a
variety of subjects can bs aired...to contribute to the evaluation
of matarials before .are publighed and to"feed back cormants,
criticisms and suyg cns for improvement...[to keep teachers]
;nfomdabmtruomamwmntmmgm {so that)

12
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they can prepare themselves to appraise and modify, according to
their own estimation of individual and local need,athe materials
which may eventually become generally available."

Toward the end of the Working Paper, a statement, important to both the
history of the development of Teachers' Centers and to an understanding of
their present stage of development, urged that:

v...the native power should come primarily from local groups of
teoachers accessible to che ancther; {and] that there should be
effective and close collaboration between teachers and all those
who are able to offer close collaboration...that is, the support
serviced of Advisors, Inspectorate, and institutions of initial
training."

The variety of Teachers' Centers found in United Kingdom is a function of the
great diversity of structural patterns adopted by local education
authorities. For example, one local education authority (LFA) in the
Southeast of England, with a population of 1.25 million, has set up nine
Centers. These are located either in small, redundant schools, colleges of
further education and youth centers; or in suitable rocms made available in
schools themselves. In most cases, there is a comfortable lounge, work rocm,
small library, and audio-visual resource area. Eight of the nine centers
have a part-time warden, a practicing teacher who spends half of his/her day
i1 a school with a specific teaching commitment, the other half both visiting
other schools in his/her area (finding out what teachers want) and in the
center arranging programs, organizing ocourses, and possibly leading
discussion and development groups. The ninth center has not yet employed a
warden, This is because, imr his authority, the general policy has been to
leave a cammittee of local teachers to start things off, usually in temporary
accommodation, and if the need arises, then to step in and provide more
permanent premises and staff.

A second LEA, with a population of around half a million, has five
centers. One of them is newly purpose-built on the campus of a large (over
2000 pupils) secondary school; the others are located iIn premises
conveniently vacated and adaptable. Here, the wardens are full-time
appointments to the centers and have considerable status and freedom to do
what they assaes the teachars want and need.

A third 1EA, population just over one willion, has a much more
coordinated organizaticn. Its eleven centers are a combination of specialist
centers (for example, in educational technology) and general canters. The
wardens, often head teachers of primary schools, are head of departments in
secondary schools, are full~time teachers and run their cantexs after school
forvwhich they are paid extra. This authority has a schools council of its
own, modelled on the now defunct national Schools Council, and makes
available to all its schools the.termly programs of what is happening in
every center in the county.

During its existence, the national Schools Council had no authority
whatsoever over teachers and does not want it, but rather engages in

13
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stimilating and encouraging local developw%ﬂ: of Teachers' Centers and
curriculun development in Britain in g .

In the late seventies, calls for tha reform of the Council, and even
for its total abolition emanated from both labor and Conservative parties.
At the time, this was regarded as a measure of the success of the Council in
initiating and providing a forum and framework for grassroots and public
discussion of educational issues. However, these calls presaged the eventual
demise of the Schocla' Council. The decline of the Council and the general
contraction in the U.K. educational system during this period had a
deleterious effect on the Teachers' Centers movement. So, much of the future
work of Teachers' Centers depends on both a move toward school based in-

service ad%ci:ation arnd money being made available for in-service training
activities.

These genaral ard broad ideas about the Teachers' Centers in the United
Kingdom will be campared with the Teachers' Centers in the United States in
the following pages, and will be ready for the Egyptian experience to be used
ard t nefitted from according to their societal conditiaons.

Some American experience is relevant here. Describing some research
directed at in-service education, Rubin (1964) concluded:

"it was our belief that a schqol centered approach to professional
growth would necessitate an on-site agent, someone able to manage
the program of self-developments. Moreover, we felt, on the
basis of previous work, that the school principal could not serve
this function. The need to achieve stability amidst change
normally presents the building  administrator with a difficult
role conflict. Moreover, experience has led as to suspect that
one person cannot proficiently serve as the permanent changemaster
in a school. Caonsequently, in our study, a teacher selected by
his faculty colleagues and given special leadership training, was
used as the training- agent. The vresults were extremely
impresgive; in fact, that we now conjecture that_a practicing
teacher is the best possible trainer of teachers."™

Rubin and Howey (1976) gave examples of similar developments include
the in ction of school-based teacher educators in Houston, United

Statesg,™ and the proposals for a specific persomnel function and in-service
plans within Dutch Secondary schools.

Other examples of school-focused INSET display features of a more
centralized or managerial kind. The Montgomery County staff goverrment
program, for instance, is a district level scheme which is based
specific performance expectations for each teacher, and the Lincoln district

uses a variant on gna.nagement by objectives for its staff appraisal and
development schenme.
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A particular study was made of the actual and potentjal contribution of
Teachers' Canters to school-focused INSET in California.™ As Howey rightly
observes in his synthesis report, there is considerable diversity not only
between ocountries and cultures, but within ocountries in texms of those
structures and operations which are referred to as Teachers' Centers. He
goas on to argue that:

"while many Teacher Centers are school-focused in nature, others
are not. It is difficult to generaliize, but the differences
between some Teachers' Centers and other forms of in-service which
are specifically school-focused would include the following:

1. The primary focus in most Teacher Centers quite cbviously
is on teachers; while many school-focused in-service
endeavors tend to attend to the needs of all educational
and educational-related personnel in a school building.

2. The focus in many Teachers' Canters tend to be more on
individual teacher needs and interests, while in many
school-focused endeavors, there ig at least soma attention
to problems which are best attended to by the entire faculty
or close working groupe within that faculty.

3. Many Teachers' Centers have a district or regionmal focus;
they attend to the nseds of a mmber of schools. Other
forms of school-focused in-gervice ooncentrate their
energies more directly on individual scheols.

4. There is an effort in many Teachers! Centers to develop
better linkages and coordination between and amorg the
plethora of agants and agencies which are to same axtent
involved in the contiming education of teachers. In cther
forms of school~focused in-service, a variety of persons -
external to the school are called upcn, but the primary goal
is to attend to the needs of the vidual school and not
serve as a coordinating agency. C

However, itwmldbeagoodidaatommimmdwrs' Cantars in the
Uaited States in full detail. ’

Tea ' -

Over the past ten years, a nationwide group of American educators have
developed the idea of a small, informal, sometimes independent, 'sometimes
school district sponsored work places where elementary teachars tame on their
own, initiative, to work on curriculum for their own classrooms. - They work
with the help of practical-minded professors or master teachers and with each
other, largely in the spirit of colleagues exchanging rather than experts

_ Such programs are places where teachers come to work together, receive
instruction, or share self-instruction. But they also may be a staff of

15
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advisors, who go out to help teachers in their 8chools, working in the spirit
of finding teachers' own starting points for improvement. A number of
characteristics make these organizations different from conventional
programs:

1. They offer teachers fresh curriculum materials and/or lesson
ideas, emphasizing active, exploratory, frequently
individualized classroom work--not textbook or workbook
study.

2. These programs engage teachars in making their own
curriculum materials, building classroom apparatus, or
irvolve them in some entirely new learning pursuit of their
wnsoastomcquintﬂmviﬂxﬂmexpariemeorbaing
active, exploratory learners themeelves.

3. Teachers' Center instructors are themselves classroom
teachers, sharing their own practical, classroom davelopad
materials; or they are advisors~-formally classroom
teachers—who view their job as stimlating, supporting,
and extanding a teacher in his/her own directions of growth,
not implementing a new instructional model or strategy.

4. Attendance at Teachers' Center classes is voluntary--not
prescribed by the school district——or if indirectly required
(for instance, as a way to spend release time or to earn
advancement credits), programs offered are based on

teachers' expressions of tgeir own training needs and
several choices are offered.

Small In-service programe of this type for elementary school teachers grow
up almost spontaneously in locations in aill parts of the United States
becauseofthapressureauponelementarysdwolteachexstorefresh or even
re-learn their changes in schooling: the change in the curriculum with
diminutiﬁot;:eliﬂncaot)@tbooks, workbooks and lecture, and increase of
variety subject matter, learning style and learning pace; and the changes
in the classrocm population as a result of racial desegregation.

Teachers' Center practice is at a crossroads in the United States. The
practice to be initiated under the new federal funding has not emerged, and
the prospects for the existing, exparienced Centers to surviva and develop
are unclear. Schocl funds (allocated from local property taxes), are being
cut back in almost every locality; yet school pecple see no reduction in the
instructional and social problems Pupils bring to the classroom. State and

The new federal Teachers' Center program is one of those fashioned to
assist local schools, and it mandates local discretion in the design of
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Centers--such discretion to be exercised by each Center having a policy board
made up of lozal teachers and citizens, with teachers in the majority. In
the concern about democratic procedures for selecting representative policy
boards it will be unfortunate if teachers overlook the need to choose board
. members who exemplify commitment to thsir own professicnal growth as
teachers. In order to create and oversee a Teachers' Center, something more
is needed than a majority of properly representative teachers acting
independently from the school administration. They must act wisely. What
is learmmed is a Teachers' Certer——as distinguished as what is taught--is
largely controlled by what the participant teachers bring to the center.
They bring their own time, ingenuity, perseverance, their own teaching
successes to build on and share; their willingnass to risk learming somsthing
new and to pinpoint areas for their improvement. ‘Teachers who evidence
previous investment of this kind in their owm professional growth or local
curriculum development are needed on the Center's policy board. Only that
depth of experience can both generate an innovative program and verify its
relevance to CoO~WOrkers.

Another challenge for the implementation of the new Teachers' Center
legislation in the U.S. is the necessity to broaden the base of teachers
participating in the Center. Most of the experience with Centers has been
gained by educators who hold an in-sexvice concept of teachers' professicnal
growth rather than the social district's "delivery of skills."

However, many educators are confident that teacher participation can be
broadened by making it possible for teachers to attend during the work day.
Therefore, providing substitutes to take the place of teachers released from
the classroam to work in the Teachers' Center is an expense that few local
school boards seem likely to authorize at a time of declining budgets.

Howey, in his synthesis report within the Intermationsl Survey (1986),
argues that there is little doubt that Teachers' Centers have contributed to
in-service practice which is frequently school focused in nature. The

following eight characteristics might distinguish the formeé of Teachers'
Centers in the U.S.:

1. They are often governed collaboratively with greater amounts
of input from classroom teachers than ic typically found in
a non-teacher center program,

(8]
.

They usually have a 'place,' sometimes an entire building,

butoftenagmxpofrmwlmtninirgandmterials
development can occur.

3. Teachers are clearly the primary clients, although other
v types of education personnel often participate. -

4. They are devised to serve institutional needs as well as
individual needs, and in rare occasions even both.

S. Programs typically emphasize the improvement of teaching
skills and the development of curriculum materials.
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6. There appears to be a tendency for less informal instruction
with the sharing of participant expertise occurring
frequently (although there can ba considerable input from
outside consultants as well).

7. Persons responsible for Teachars' Centers are usually
motivated and possess a recognizable level of expertise.

8. Furding is often tentative and short-range teaclzoer canters
frequently live from hand-to-mouth, day to day.

Moreover, given the diversity of Teachers' Centers referred to above,
it may well be more productive to concentrate on identifying effective roles
and strategies for school-focused INSET by analyzing examples of good
practice, wherever these occur, ard then disseminating descriptions as well
as possible so that providing agencies of all types can adopt and adapt these
methods where appropriate. . : -

In the following pages, the study would like to show practical examples
from these Teachars' Centers in the United States in tha State of
Permsylvania. All three cencars described below have been developed in the
Pittsburgh Public Schools, though teachers from nearby districts participate
in the programs on an inter-district basis. These centers represent
different school levels.

This Center opened its doors in August of 1985. Teachers visiting the
centi:er have the opportunity to exparience professional revitalization during
a five-week p: . )

The center's program has thres basic cbjectives:

1. To demonstrate state-of-thae-art instructional curriculum and
school organizatidnal practices.

2. To revitalize teachers' subject knowledge, instructicnal
skills and professional attitudes.

3. To develop effective instructional leadership.
Visiting teachers experiance a three~phase process:

Phase One: Orientation and self-assessment cocur at the vigiting
teachers' home school. An interviewer from the center presents to the
visiting teacher the options available at the cenfer. Collectively they
develop goals ard select experiences necessary for goal achievement. This
self-assessment will be used in developing a five week plan at the center.

Phase Two: Direct involvement entails a five week experience at the
center. The visiting teacher experiences tha following main activities in

.18

GO
)

2




R

N I B 3 S

phase two: refinement of instructional skills, content area update, seminars
on child development, training seminars in School District initiatives, and
professional growth and develomment seminars. Visiting teachers review thelr
goals at the campletion of phase two.

FPhase Three Follow-Through involves returning to hame school and
applying knowledge gained through the staff development program. puring this
phase, the principal will continue to work closely with the teacher.

There are approximately 600 gtudents at the Teacher Center with a
variety of cultural and economic backgrounds. The Teacher Center program
is organized both to daevelop staff and, T ore importantly, to satisfy the
diverse educational needs of children. Th. resident staff is divided into

three groups:

1. Clinical Teachers, who take a leadership role in working with
visiting teachers to improve their teaching skills.

2. Development Demonstration Teachers who demonstrate
specific state-of-the-art instructional curriculum
innovation; and

3. Replacement Teachers who replace the visiting teachers
after much collaborative planning.

The resident teaching staff has the responsibility of modeling the highest
levels of instructional competence.

The roles played by each group, 2a description of the progranm, the
sources of funding, and a description of how feedback is used to refine and
amend the development plan are described in full detail in Appendix 1.

Greenwvay Middle School Teachers' Center
Through its unique programming, the Greenway Middle Teachers' Center
ssecﬁs to fmpm,'e the quality of teaching in all the district's 15 middle
ools, it:

1. Serves as the "model® middle school effectively delivering a
unicue program specifically geared to the unique needs of the
transient child (ages 11-14) and establishing the bond between
elementary and high school years.

2, Functions as a special staff development center to assist middle
school educators in refining the akills neaded to teach transient
youth. Teachers participate in specific classroom and clinical
experiences desigred to increase their skill levels.in such areas

v as: N : ot

a. Increasing the knowledge and applicaticn of effective
teaching skills, as defined by the Pittsburgh
lzesearch-based Instructional Supervisory Model

19




- V1LY

b. Increasing knowledge of the characteristics and needs
of the middle school child and the implications for
classrcanm instruction.

c. Increasing each participant's repertoire of teaching
strategies and classroom management technigues.

d. Providing curriculum and content updates.

3. Acts as a clearing house and pilot center for new and innovative
middle school programs before they are introduced on a system
wide basis.

4. Plans, implements, and monitors the involvement of parents,
visitors, and cammnity institutions in the Center's program in
order to pramcte cammmity acceptance of and participation in the
middle school program.

5. Provides opportunities for externship experiences at area
universities, within the cammunity, at other school sites,
and at business and industirial workplaces.

6. Folliows through with participants--after they return to
their home schools—-to monitor and assist them in applyirg
the Teachers' Center experience in their home classrooms.

Since midlle school teachers are organized at their hame schools intc
interdisciplinary teaching teams, members of each team atternd the center
together. During each cycle, approximately 20 teachers are selected from
niddle schools throughout the district to spend "mini-sabbaticals for five
weeks" as visiting teachers at Greenway. Each is assigned to a Clinical
Resident Teacher, who agsists in planning individualized center experiences
and acts as a clinical cbeerver and critic for the visitor's teaching skills
and actions. Other teachers on the Greenway staff serve as Developmental
Demonstration Teachers, who model effective teaching strategies in various
content areas. Replacement teachers are employed to teach the students of
visiting teachers while the latter attend to the center's staff development
program. ,

The Teacher Center program is conducted in three phases:

Phase One: Orientation and assessment is conducted at the hame school.
This includes development of preliminary Personal Action Plan establishing
individual goals to be accamplished during the CQnter stay.

-Phage Two: Direct Iinvolvement includes attendance of workshops,
seminars, and instruction in the PRISM, Effactive Teaching Skills Model,

classroam demonstration and practice, teaching clinics, externships, and
interdisciplinary team projects.

20
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Phase Three: Follow-Through involves continuing contact with the
visiting teachers after their return to the home classroom to encourage
implementation of the project planned at the center and development of other
interdisciplinary teaching units, to assist with the planning and
implementation of in-service workshops for other home school teachers; and
to offer peer cbservation and feedback.

A list of responsibilities of each group of teachers involved in the
Teachers' Center program, the interview assessment form, the guidelines for
externships, the personal action plan, the follow-through plan, and the time-
table of the five week program are included in Appendix 2.

Schenley High School Teachers' Center

This center opened in September, 1983, after a full 18 months of
development in which over 200 of the district's .secondary teachers,
supervisors, and administrators participated. Teachers in cohorts (groups)
of 50 from the district's other 11 secondary schools visited the center for
eight weeks during which thay participated in structwred experiences to
refine and expand their instructional skills, increase their sensitivity to
adolescent development, update their professional content knowledge, renew
themselves both perscnally and professionally, and follow through on the
experience at their home school.

The center was designed to encourage the improvement of teaching as a
profession through peer cbservation of instruction and attendance at seminars
and workshops on adolescent development conducted by both center resident
teachers and outside experts. Further, sessions were offered around subject
area content knowledge designed and conducted by the digtrict's staff
development team. ’

This experience proceeds through three phases:

Phase One: Orientation and self-assessment occurs at the hame school.
Puring orientation, members of the Teachers® Center staff visit with the
variety of options available at the center. The teachar reviews the goals
and experiences he feels are required for contimued professional growth. The
self-assessment is facilitated by teacher's principal in cooperation with the
center's coordinator whose responsibility is to serve as 1iaison between the
teacher's hane school and the center. This self-assessment forms the basis
for the teacher's development of his individual plan which he designs upon
arrival at the center.

Phase Two: Direct involvement occurs at the center over an eight-week
period. During the first two weeks of the cycle, teachers receive training
in PRISM (Pittsburgh kesearch-based Instructional Supervisory Model). This
modgl is based on research of good teaching and instructional® strategies
which should be used to provide the student vith every opportunity to leamn.
Theyr practice these effective teaching techniques in small group sessions
with their peers. High school teachers, for the first time in many years,
have an opportunity to look closely at the profession and exchange views
about teaching with their colleagues. Also during the first two weeke,
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introductory sessions on adolescent development are conducted by a clinical
psychologist and content area orientations are conducted by subject
specialists. N

During the next six weeks of the cycle, teachers decide how they will
divide their time among four areas. Thay can choose from over twanty
seminars on areas related to adolescent developmant. These seminars include
not only readings on the topic, but also a follow-up activity which teachers
take part. .

The second area involves reviewing and updating content area knowledge.
It calls for participation in over 35 hours of experiences related to the
teacher's content area as well as other subjects. These experiences,
designed by the content area specialists, address both current curriculum
trerdsintlmdistrictaswellasthoseofﬂmfuture. They span a broad
range from conputer literacy for educators to learning styles of learning
disabled students and forces teachers on the important areas of testing,
questioning, and critical thinking.

Teachers may select seminars related to their own personal and
professional anrichment. Many choosa sessions on adult developmental stages
or etress management. They might Jecide to develop an individual project in
cooperation with the director and spend a week pursuing a professicnal goal
they always had but for which time has not been available.

Most importantly and central to the experience, they work cooperatively
with a clinical resident teacher in the refinement and expansion of their
instructional skills. This model, pased on PRISM, calls for a clinical

this model, each visiting teacher may take part in up to two teaching
clinics, a group obeervation, analysis, and confererce led by a specially
trained clinical resident teacher.

: Follow~Through: the end of the 8-week experience,
teachers review their goals and enter the third phase of tha program, Follow-
Through. They return to their home school to apply the newly acquired skills
and knowledge. The teacher continues to receive support from the principal,
who, as the instructional leaderx, provides foedback in all aspects of
instructiocnal process. The School-Center coordinator takes an active role
in implanting the center experience into the visiting teacher‘'s home
classrocm.

The Teachers' Centeriaozganizedtoaocmodatemtorﬂythaprogram
for visiting teachers, but also, most importantly, for the 900 students,
gradwgtlmag!xlzwlweltte:itsdoorseadzday. Schenley students are
typical of urban students across the nation. These students are irvolved in
the general curriculum offered at other high schools in the district., In
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addition, students at the cantar may enroll in one of three magnet programs:
High Technology, Intexnational Studies, or Health Careers.

Schenley High School Students are instructed by the resident teachers who
waere chosen from among applicants and recruits from across the district.
Thesae applicants had to satisfy a variaety of criteria, cne of which was their
ability to effect student achievement. Once selected, they received and
continue to receive training in all aspects of the instructional model. A
center of 48 teachers on the staff are called replacement teachers. These
teachers are responsible for the instruction of the studants of visiting
teachers while they are at the center,

Administration of the center is under the direction of the principal
who is responsible for 211 programs within the center. The director works
cooperatively with the principal and is responsible for the on~going program
for visitingy teachers.

However, thae Schenley High School Teachers' Center, the only program of
its kind in the United States, is now recognized as an ambitious, dynamic,
evolving, and significant reply to the many national concerns about the
education of today's teenagers. It demonstrates that cne school district can
meet and exceed the demands for excellence in its schools by having teachers
update their skills and return to the classroom revitalized to teach.

The District Strategies for Building and Sustaining change in the
Professicnal Culture of Secondary Schools, including the backgr.und of the
Schenley High School Center, the program overview, the center of excellence
concept, and the application’forme of cbeervation and monthly summary report
are included in appendix 3.

A Comparative Poerspective:

Drawing on these cbearvations of in-service education within schools
in both the United Kingdam and the United States of America {mainly in
Pittsburgh, Pennsylvania), the following lessons can be learnad:

1. The in-sexrvice programs may be divided into two broad and

- overlapping catagories. First, those courses which have implications mainly

for the development of tha individual teacher's skills and resources which
do not involve directly any other teacher or the gencrsl policy of the
school. Second, those courses which imply decision-making involving more
than one teacher and which may have major implications for the policy of the
school as a whole. Thosé courses whose content cannot be applied to an
individual teaching s:tuation defined only by one teacher. Courses on
integrated studies, mixed ability teaching and compensatory education, for
example, must be shared if they are to be effective.

2. The study agreed with the arqument that claimed that we can no
longer expect the period of initial training to equip a new member of the
profession for all he is 1likely to encounter in the rapidly changing
educational scene. Therefore, schools must encourage adaptability and a

23




- Y17 -

willingnees to retrain. - There is still an unfortunate tendency ambm*st scme

teachers to regard those who attend in-service education courses as merely .

pramotion. Althoush pramotion is, of course, a perfectly proper incentive
to profeasional development, the mistake is to ses attendance on in-service
courseg only is invested in career progress and not as a response to a
particular professional need. It could ba that one of the reasons why some
regard in-service education in this respect is because they feel it has
manifestly failed to engage with real problems experienced in the real
teaching situations.

3. School-based in-service training sessions learning within cne's own
teaching enviranmment would do much to help encourage more teachers——and more
heads—to adcpt a mora positive attitude to regearing and revitalizing
teaching techniquas.

4. In-service education is an important procees of planned change in
the educational institutions, whether personal changes or develogment, which
is everyone's job within the school.

5. There are a mmber of important factors for the in-service
education within schools as a result of the cultural change, social change,
ppil enrclliment, mumber of teachers required, schnol ladar's style, and the
knowledge and subject matter requirements.

6. In-service education can take place in two ways, such as in long
and/or short courses, ucxistadin_tlwcasooftkmﬁnitodxingdm.

7. In both cases, the in-service education programe became ths main
responsibility of the Teachers' Centaer. The British Teachers' Canterz follow
. no sat patterm according to their function and tha diversity of their
structural patterns adopted by local education authorities. Mearmhile, there
are many sinilarities between the Taacuers' Canters in the U.S. case, because

of their certification of goals and cbjectives, and the power held by the .

Teachers! Union who are supporting i “‘"idnumllutmschoolhoard

8. thmmdcumpmidedmﬂwmofthnmiwbta*es
than the case of the United Kingdom, concsrning: training programs and their
goals and cbjectives; the teachers attendanca and the relationships hetween
the local education authority within the district and the Teachars® Center.

9. Mmmmotnmhlmmtfo&ﬁnmmzs'
Center in the U.S. than in n:gland, which is imaffective for its varieties
of training prograns.

Havingmmimdtheutwocaauofmmrios,thissmdywmldexpect
that it was possible to be able to answer the second, third, and fourth
qmstiom\hichhuvcbnanmisadbythisct\ﬁy

In the following paragraph, the answer to the fifth questicn, which is
deal:lngwithttmEgyptianbenefits from these two cases, will be addressed.
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Possible Benefits for Eqyvptian Schools

Although the Ministry of Education in Bgypt still adheres to the policy
line it made with regard to the need for preparation of teachers of all
levels, with its varieties of genaral, technical and teacher education at one
source, so that they are all pedagegically-qualified at university level;
this study still holds the position that the initial period of training {pre-
service) is not enough to equip those new members of the profession for all
they are 1likely to encounter in the rapidly changing educatianal
envirommental aspects..

Furthermore, despite the Ministry of Education's efforts to organize
in-sexvice training programs at the central level and at the level of
educational divectorates, there is a real need for school-based programs for
forming teachers of the various disciplines in all stages to help improve the
quality of their performance, and to keep them abreast of the nature of
curriculer programs and textbook contené - inges.

These programs of in-service eduz.. ~ m normally designed by the Head
quarter of Teaching Training Centers i: iyypt which are—according to the
available sources--seven centers to sevve 26 Governates with its several
educational administrations and dictoratgs, with a total of 22,660 schools,
263,073 classes and 11,106,389 students.

The final decision dbout in-service education programs, however, has
been taking cn the central levels without any contact with those interested
pecple (teachers) to meet their demands and professional requirements,
leading to carelessness or absence of these programs.

For how long will this way last in Egypt? The aurent study expects
toc long; and this will harm the Egyptian system of education as a whole.
Therefore, this study provides lessone from the two experiences of the United
Kingdom and the United States of America, taking into coneideration the
specific initial condition of the Egyptian society at the time being and in
the future. What can we learn fram this couparative study?

First, based on this study, the author believes that Bgypt has the most
imported resources in respect of human resources, whether teachers,
- engineers, doctors, economists, etc. Tha teaching forced out of these
specialists is a large and most important one in reality, although not in the
socio-economic status. To raise the socio—economic status by raising their
salary and promotion only is not enough, despite the fact that it is very
important. Thus, another aspect which is more important politically,
ecox{momically, socially, and spiritually is to change their attitudes toward
their caresr. -

v Secopd, out of those thousards of teactars (mcre than 500,000), a good
percentage believe in their career. Same are working, and sane of them are
already in retirement. These are the pecple whoan we should depend on to
create such Teachers' Centers within their schools so that they're available
to other colleagues in order to exchange their ideas amxd experienees, ard
also to learn what they are interested in within the teaching envirorment:
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not in other places like the Educational Directorate or other schools where
there is neither authority nor contact between those people who organize and
design the in-service programs and the participants from the teachers.

Thixd, with the econcmic situation and the social situation- together,
it might cause soma soma shortages or scme contradictions. But the study
suggests to start gradually by an alternative way of doing that. For
example, most of the administrative and professional leaders recognize that
the 18,000 science teachers and 16,500 mathematics teachars represent a
surplus over the Egyptian school requirements. Still, some weaknesses amorg
teachers in these two fields exist. For this reason, the Educational
Authority in Egypt may choose some schools as Teachers' Centers and employ
those excellent, full-experienced and skillful teachers for these centers,
and then invite other teachers to visit the centers and allow those experts
to visit schools to talk to their colleagues about their nesds and
requirements. In this way, they could share their programs within these
centers. )

For the other subjects which might have same shortages, such as
languages and technical subjects, there is a huge number of retired whom are
rich in exparience and gkill, and who are also willing to provide services
and advice to their colleagues with no charge, except to give them the will
to 1live. So, this way it might solve scme social aspects as well as the
econauic one. :

Fourth, according to the shortaces of school buildings, these suggested
Teachers' Centers should be located within existing schools. The experts
must have a teaching load to be.imvolved in the real teaching envirorment,
but not the same load as other teachers having no mentoring responsibilities.

Fifth, these Teachers' Centers should provide an in-service program for
the whole year. Each program depends on its length and aims on the
patticipating teachers! (participant) preferences and the experts' assessment
based cn thelr school visits and meetings with their peers. Also, these
centers differ accerding to the level of education (basic education, general
secondary education or technical secondary education) .

Sixth, these Teachers'’ Centers should be in very close cooperation with
the University College of Education, to benefit from them new ldeas, and to
be aware of the nature ardmecontextofthapm-sexviceprogmofteaqher
educaticn. Also, to be in good relation with the educational authority helps
with decision making in particular, and with other educational organizations,
these which should take care of the professional development such as th:
Ministry of Education, Educational Directorate and the Teacher's Union.

Seventh, these Teachers' Centers should be in contact with both the
internal as well as the external enviromment, particularly with parents and
the association, political organizaticn, econcmic organization, campercial,
social and other commmnity groups.
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