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| Preface:

The problem of lag in the fntroduction of research find-
ings at the operational level s not unique to educatfion.
However, most resecarchers would agree that the lag in education
fs greater than in other enterprises.

Thos« responsible for directing educetional rescurces, as
t they relate to inservice education, are interested in data
which will enable them to make more adequate decisfons in the
allocation ¢f resources. Thus, the questfons "What varfables
) appear f{mportant in changing traditional fnservice trafning '
procedures?® The focus of the question is on two critfcal '
elements. One is the human equation involving teachere already
in service. The second element relates to varfables affecting :
change in inservice training procedures which implies changes

ifn the behavior of teachers and ultimately the complex teaching-
learning equation.

! ' - The report which follows s an attempt to fdentify vari-
ables affecting chan?c ifn inservice teacher education. The
report does not provide answers or proposais. The effort fs
essentially a review of |fterature published during the last
twenty years. Fugitive documents and unpubl ished reports and
papers were also reviewed. The report focuses on "what fs"

as well as those elements of historfcal naturs which contribute
to the establishment of a "critical distance”™ so necessary {n
planning for change.

The data collection process, concerning veriables affect-
ing change In fnservice teacher education, utlflfzed numerous

sources in conducting a search of the lfterature. Among the
sources utfljzed weres '

1. DATRIX (Dfrect Access to Reference Information)

2. SRI8 (8chool Research Information Service)

3. DDC (Defense Documentation Center)

: : 4, ERIC (Including RIE, Research fn Educatfon and
g ClJE, Current Index %o Journsls fn Education)

i | 5. ERIC (Computer 8earch, Morth Carolina 8cfence and
i Technoiogy Research Center)

6. 8tandard Reference Documents such ass
(a) The Education Index
(b) Resoarch S8tudies fn Education (Phi Dalts Kapps)

(¢) The Review of Educational Research
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(d) Encyclopedia of Educational Research
(e) International Encyclopedfis of the Social 8cienices

(f) Educatfon Documents Index, Vol. I and II

Te Biblio?raphioa of pubff‘shed works on change and
fnservice education

.8+ Personai corréopondence

The general procedure utflfized §n: the selectfion of materfal
for the review of !{iterature portainim? to varfables affecting
c:anqe in inservice teacher educatfion included thz following
phases:

1. Organfzation w

2. Data Collection

3. Analysis

4, Synthesis and delimitation

5. Organfzation and preparation of the report

Numerous individuals were fnvolved during the several
phases. Among thcse making significant contributions were
Wil J. Smith and Frederfck Zeller of the Division of Social
and Economic Deveiopment of West Virginla Unfversity. The
general structure of the !!iorature seairch and severa! areas
of the search were contriuted by 8mith and Zeller. In additfion,
they contributed scignificantly to the reference sources located
in the appendix of the report.

- The reference staff of the Wast Virginfa Unfversity
Librarfes provided constant assistance. Among those making
significant contributions weres Clifford C. Hamrfck,

Barbara J. Mertins, Florence A, Taylor and Jennfe L. Cushard.
Mr. Robert L. Murphy, specfalist In docunient searches and
engineering librarfan aided the project by organizing requests
and obtaining required computer searches.

The report is organized in several main sections including
a general review of the topic, a state of the art report,
reports of selected research, selected variables, the change
process with sub topics fdentifying critical factore such as
resfstance to change, change theory, the communfcation process,
time, learning, environment, maintenance of change, the
question of facilitaters and inhibitors and change agents.

The final section addresses the question of evaluation,
considered by many to be one of the most critical varfables
affecting change in inservice teacher_education.

4
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. The report has been Iimited in scope by design and con-
tract. To afd those who desfre more information in greater
?re?dzhdand depth, a selected reference section has been

ncluded.

Hopefully the report will provide a basis for the
fdentification of thoge varfables which wiil afd efforts
of fnservice teacher educatfon to be more efficient and

economfcal.
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Varfables AIfectinq Change
n
Inservice Teacher Education

Paul ¥, DeVore.
wWest Virginfia Unfversity

1. Introduction:

! ' Inservice educatfon progreans of the mid-nineteenth
century provided the beginnings of the preservice programs
of today. The goals, missfons and ob jectives of the early
years of teacher educatfon were far different than those
of today. A review of the history of teacher educatfon
provides a perspective of a movement {'rom the basfc educa-

L ‘ tion of teachers with I{ttle Tormal eciucatfon, to the
highly complex system of today staffed largely by college
graduates. :

[ The interrelationship botween education and socfal
: : change §s atriking and places inservice educatfonal pro-
grams in perspective. When & society fs in a stage of
rapfd and constant change, educatfon §is concefved as a
factor of change and challenge. And the critical varfable
fn the change process is the teacher. If educational pro-
— grams are to be changed, then the personnal of the system
T——must be changed. If educatfon fs to serve the constantly

changiing-eocial milieu, we must reaifze the problem is
scefal and psy:zhological fn nature &nd of significant con-
sequeiices,

Unfortunately, as John Goodlud reminds us, education
fs probably the on!ly lar?o-ocale enterprise that does not
provide for the systematic updating of the skflls and
abflities of fts emplioyees. Teachers are generally on
thefr own In updating thefr skillis with Ifttie in thefr
preservice backgrouad to prepare them for contfinual learn-
fng and growth.

When inservice programs are offered they are¢ generally
deoi?ned by administrators. Interpretation of the research
findings by O'Hanlon and others suggests that teachers find
most programs inadequate for their needs.

Preservice education, regardliess of quality or length,
no lenger suffices in view of the radical changes which have
been and will probably continue to intervene.

Not only do teachers fTind fnservice programs {nadequate
but research seems to verify this conclusion. Typical of
the roports was one by Kennedy (p. 84) which states: "The
obvious conclusfon emanating from this research effort

6
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was that the effectiveness of inservice fnstructional
programs could not be veriffed on the basfis of criterfon
barfable analysfs.® Thus the study reported "no signi=
fcant difference.” The question surfaces agains "what
variables affect change in fnservice teacher educatfon?®
(S8ex also Miles, p. 169)

Most of the lfterature on fnservice teacher education
does not deal with varfables in a research mode. In fact,
as rroted fn the NEA Research Dfivisfon's report on fnservice
teacher educatfon, prior to 1953 most of the lfiterature
wag largely opinfon and recommendatfon. (p. 3)

One can conclude that there has been lfttle substantive
research on inservice teacher education. There is a vast
Ifterature on "how to do ft® but lfttie research and evalu-
atfon to note whether "ft did do ft."

The emphasis fn inservice teacher educatfon and
educztfon §fn general has been on "doing something®™ with
fattih something "good"” would accrue. The determination
of those varfables which make a differance is an extremely
difficult task. Yet, as Rubin (p. 3) reminds us, "Educa-
tors fn the last analysis must be responsible vor their
own utrengths and weaknesses."

One conclusfon reached fn the review of I|{terature
concerning fnsearvice teacher education 2nd change s that
the varfables fnvolved concern the behavior of indfividuals
fn a socfal=-psychological environment. A second conclusfon
reached concerns the change process. The Yarfables related
to altering traditicnal inservice teacher nducatfion programs
are the same or simflar to those of any other social organi-
zatfon that enga?es in change. Therefore,!the body of
Ifterature to which many leading educatfonal change agents
refer are those studfes Iin sirategies of change and the
chang process ftself. It 1s fn this body of |{terature,

_ fnciuding case studies of bureaucratic structures by

Elting Morison, Barnett, Bennis, Chin, Gefs and others,
that the significant criterfon varfables vwili be located.
A major portfon of the report which follows c¢oncerns
lfterature devoted to the change process.

Buskin, fn his review of inservice training, states
that §f measurable change in both teacher and student f{s
desfred far more must be known sbout such training. The
Ifterature review and analysis focuses on thieg goal.

Purpose of Inservice nings

It seems necessary to provide a review of the purpose
or purposes of inservice teachér trainfng or education as
'} ??eo to determine which varfiables relating to change are
va d. ’ '

7




There are two interesting observations about the
purpose of inservice training. Asher (p. 1-2) notes that
"historfcaily fnservice education was invented to correct
serfous deficiencies in pre-service education.® As pre-~
service training developed fnto professional college prep=-
aratfon, the concept of fnservice educatfon shifted to
the function of training and retraining the teacher eas
a means of remaining current with the most recent fnnova- |
tfons in educatfon, science and technology. The second |
observatfon, fn addition to the change fn emphasis in |
fnservice programs, is that there is a great dfversity
of purpose in programs today., This diversity increasess
the matrix of potentfal varfables affecting change unless
there are certain constants which can be fdentified not
only fn offerings but in the change process ftself. The
present gearch provides information Indicating the posaf-
bilfty there are constants and certain sslected principles
related to change, '

The purpose of inservice varfies according to answers
to questions such as: Which teachers are to be trained?;
What is to be taught?; Is the training for specialfzed
units?; Is it for retraining?; Is 1t additional training?;
or Is it for upgrading and preparation for snother posftion?
(UNESCO p, 27=-28)

There are many different levels of professionals
within the educatfonal organfization today fncluding para- |
professicnal, associate teacher, staff teacher, senfor .
teacher and master teacher. Each individual at each level
has different needs., Thus, the purpose varfes from indi-
vidual to individual, from level to level and from school
to school. (Stfliwell, p. 44

The prime purpose of fnservice training according
to several studisy, (UNESCO3 Kielty; and Westby-Gfbson),
fs to change educatfonal practfce but most fmportantly
to upgrade and fmprove classroom fnstruction.

Kielty fdentifies a series of specific purposes or
outcomes of fnservice training for those fnvolved in adult
educatfon such ass the development of a greater depth of
understanding of the basic principles that underlfe good
classroom instruction and performance, §ncreased awareness
of specific skills which might enhance the teaching tech-
nfques utflfized for the teaching of specific content and
& broader underetandin? of the characteristics, general
background and way of [ife of the studente that the teacher
will be teaching. No mentfon is made of the criterfa for
measuring the attafnment of these or the preceding goals.,

lIdentified in several references is the statement
that the intent of inservice educatfon is to change

8




instructional practices or conditions by changing people.
(Harris) Other proponents and researchers state that "the
need for fnservice teacher tratning is brought about when
changes fntroduced fn currfculum and fnstruction are go far-
reaching that teachers cannot cope with them without
retraining.” (wallen, p. 45)

The majority of the writers state or fmply that profes-
sfonal growth activities are most effective when they include
well concefved purposes as well as carefully planned procedures
and evaluative technfques. The questfon raised in a number
of reports fnvestigating inservice teacher education concerned
the questfon: "Who determines the purpose?® Apparently this
fs a critical varfable. It will be discussed later in the
report,

In addition to the general statement of purpose noted
above,.a number of specific purposes for inservice education
have been fdentified. (N.E.A. Research Diviston, p. 4=5)

1. The nex teacher,
2, The teacher undertaking a new type or level of work.

3. Refresher courses for teachers returning to the
classroom after an absence of some Years.

4, Promotion of continuous improvement of teaching
and teachers,

5. Provide a means for teachers to keep up with the
advances in the theory and practice of teaching.

6. Provide a means of upgrading %eachers fn selected
.8ubject matter and content,

7. Provide a means to attafin basfc curricular changes,
approaches to tnstruction and the total learning
conditions of the school.

8. As a means of coordinating the total educational
effort by staff, admintstration and the community.

Other purposes may include improvement of specific compe=
tencies, increasing knowledge in new or emerging areas of
science, technology, social sciences and the theory of instruc-
tfon, reducing new knowledge and theory to practice, converting
professionals tratned and experienced in other areas or fields,
upgrading the skil!s and techniques of those who have regressed
in their area of teaching, upgrading the competencies of teachers
who have been inadequately prepared and providing training in
the uttlfzation of paraprofessfonals and others. (katz, p. 883)

9




Selected Perceptions:

How one views the purposes of inservice education deter-
mines the criterfon varfable for evaluation and assessment
and also determines evaluation technfques. Amfidon (p. 257)
concefves of inservice trafning as a problem=solving process
which explores new ways of teaching, new meterfals that can
be used, new content that can be covcred, and new ways of
helping the teacher control his own behavior for professional
purposes.

Amfidon belfeves that inservice programs should be con-
tinuous and not a single shot taken at the beginning of the
year. This implfes continuous assessment and evaluatfon and
the fdentfification of new or alternative varfables. The time
frame s differant and the goals are different.

The concept of inservice educatfon as s process for change,
specifically planned change, s stated by Hnrrig (p. 15«16)
as a generalfzatfon for %nalysis of inservice programs. Harris
also structures his fnquiry on the pasfe that inservice educa-
tion takes place fn an organizatfonal context. Organfzatfonal
changes, Harrfs notes, take place through persornel development.

The question of who is responsible for personnel develop-
ment s a key fssue in the |fterature of inservice education.
The lfterature supports the conclusfon that there is a rather
direct relatfionship between the type of ingservice program
provided and the success of the program. The sfgnificant
varfable §s apparentiy teacher fnvolvement.

Types of lnsgervice Programss

One writer in discussing inservice programs stated they
are carrfed on in multftudinous ways. It could also be safid
that fnservice programs range from buzz sessfons to team teack-
fng. The lfterature seems to support the probabiifity that
there are as many approaches to inservice teacher educatfion
as there are fndividuals invclved in preparing and offering
fnservice work.

With few excaptions, the validity of type and procedure
has not been reszarched. The concern for and research related
to types of inservice programs seems to be on & continuum
ranging from administrator-MEA sponsored programs with lfttle
or no evaluaticn or assessment through teacher desfigned pro=-
grams, college or unfversity programs to natfonal curricular
projects and specfally cesigned programs attempting to fdentify
critical elements in the change procoass.

Many programs are developed around themes such as
"individual §zing instruction®, "improving the mental health
of ;gg>claesroom'or "teaching for creativity.” (Amidon,
Pe
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Ordinarfly the I{terature supports the contention of
Bhaerman (p. 2) that most inservice programs are not based
on a totel educationz! philosophy. In fact, the question
of "what to teach”™ and "why" 18 large!y absent from discussfons
of Inservice educational programs. Most programs originate
from the administrative suite and are concerned with the
operational mode of the educational enterprise. The philosophy
generally advanced is that it {s the {ndividual teeacher's
responsibility to maintain professional level competency and
] to adapt to new {ninovations.

Most reports on inservice programs cite the negative
response of teachers, 8everal reasons are given for this
action, which are fairly typical of the !{terature and
fdentify several possible variables,

1. lInappropriate activities--gselected withcut regard
for purposes to be achieved,

2. Inappropriate purposes--a failure to relate in-
service programs to the genuine neecds of staff
participants.

3. Lack of skillis among program planners and directors
who design and conduct fnstructional improvement
efforts. ‘

Typical of the type of inservice activities pianned by

a central source and dependent on the initiative of the teacher
in attaining an improvement in {nstruction ares :

1. One-week orientation perfods prior to the opening
of school.

2, 8ummer workshops.

3. Bullding a pruofessfonal Iibrary.

4. Regularly scheduled faculty meetings.

5. Teacher committees on currfculum development.
6. Communtty surveys.

7. Faculty committees studying schooi oroblems,

8. Teachers visiting classes of other teachers.

9. 8peciai Induction programs for new teachers.

10. 8mall study groups working on curriculum.
(NEA RES. DIV. pp 12=-13)

11
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The NEA provides, from other studies, a comprehensive
list of activities typical of areas considered to be relfated
to inservice. Included ares extension courses, summer school,
correspondence courses, institutes, conferences, workshops,
staff meetings, committee work, professfonal reading, indfvidual
conferences, vigsits and demonstrations, field trips, travel,
camping, work experfence, teacher exchange, research, profes-
sfonal writing, professional association work, culturai
experfences and community organfzatfon work. (p. 7)

The Natfonral Schools Project (willfams, p. 41) utilfzed
teachers in the planning and encouraged them to generate and
field test their own innovative ideas fn carrying out the
project model. Thus we discover that the type of inservice
program offered wil! depend to a large extent on where it
originates. This becomes a critical variable in changing
tradfitional inservice tazacher education. If one views in-
gservice education only by type and attempts to identify critical
change varfables within types it 18 doubtful {f the proper
questfons will be fdentiffed. Amfdon (p. 256) suggests that
there are two important questions that can be asked of any

. fnservice training program, regardiess of {ts origins, emphasis

or peint of view.

1. Will teachers be acting differently as teachers in
the classroom as a direct resuit of the inservice
trafning?

2. If there are chafnges in the behavior of the teacher
has the quality of instructfon really improved or
fs it just different?

In the fdentification of variables affecting change in
fngservice teacher education, questions such as these probe
the essentfal elements. For instance, the educatfonal estab-
Ifshment has for years operated Friday evening and Saturday
morning courses for full-time teachers who commute from their
home area to a colilege or univergsity some distance away.
Examination of this type of inservice credit and degree
oriented inservice program on the basis of the above questfions
provides insight as to why consfderation of planned programs
with buflt in evaluation fs crucfal §if change s desired.

Current Practice--Assumptions:

The varfables in the inservice equation can be grouped
fnto a number of broad categorfes including human facters,
change, learning and the socfal environment. How each of
these areas interrefate and which varfables are most critical
fn changing traditional inservice programs wiil depend upon
one's assumptions about each and assumptions about the total
matrix. The design of the inservice program and the utfifza-
tion of resources is altered {f it is concluded that the

12




first two years of a teacher's experience are the most crucial.
Rubin (p. 4) belfeves this to be so based upon his research.
He belfeves that it fe during this perfod that attitudes and
belfefs are shaped and the basic characterfstics of the teach-
fng style estab!fshed. This same research provided evidence
suggesting:

e-sothat teachers cannot learn to teach until
they begin to work with children who are learning;
ft is In these first fnteractions that a funda-
mental sense of purpose and method s born.

Although the content of most fnservice programs s deter-
mined by adminfistrators, Edmonds (p. 35) belfeves the teacher
fe the source of content., Edmonds would support Rubin's
conclusfons and place emphasis on developing programs which
provide the means for an indfvidual to grow and develop
fnsight so he can fdentify progressively his competency
needs. Edmonds then assumes that this s best accomp!lished
::tar teachers enter service and can come only with educa~"

one

Present practice stressee that in a professional Iife
intellifgent training assumes fintellectual training. There
seems to be support for the position that "a program which
gseeks to develop a particular teaching skill ought, at the
same time, to incorporate the related theoretical fdeas.”
(Rubin, p. 11) :

In additfion to integrating theory and practice other
varfables concern the integration of three components of the
teaching=learning equation, namely, knowledge of subject,
knowledge of teaching method, and knowledge of child. The
research seems to provide evidence that inservice training
programs should not be attempted unliess they are well planned,
comprehensive and fntegrated programs with specific fdenti?i-
able ob jectives.

Also, it §s possible to relate other assumptions which
alter the problem of identifying varfables. Filanders {ncluded
severa! assumptions i{n his project which provide a base for
designing fnservice programs. Flanders assumed:

1. Only a teacher can change his own behavior.
2. Changes can occur in teaching method.

3« No one pattern of teaching can be adopted
unfversally by all teachers.

4, The most effective environment for change
allows for freedom of people to express their
feel ings and fdeas, encourages self direction
and s free of coercfion.

13




One basfc assumption stressed by numerous researchers
fn the field of change and inservice teacher education fs that
the processes of inservice education are fundamental to pro-
ducing change in education. 1In additicn, Edmonds (p. 17) and
others belfeve that the significant element is "personal growth"
on the part of those involved in the educational enterprise.
Almost ali who make this assumption also assume that fnservice
teacher educatfcn §fs a teaching=-learning process and would
support Bradford's conciusfon, based on present research and
experience with nrocesses of learning and changings

1. That the teaching=learning process is a human
transaction involving the teacher, learner and
learning group fn a set of dynamic relatfonships.
Teaching s a human reiatfional problem....The
relatfonships among learners and between teacher
and learners have a great deal to do with the
uitimate learninge.

2. That the tar?ot of educatfion is change and growth
ifn the fndfvidua! and his behavior; and thus in
his worids, This fs a deeper and broader gcal than
cognitive learning only.

Why inservice programs do not change and why they do
not provide change can be understood when one reviews some
of the assumptions people hold about change. Lavisky reviewed
these and founds

1¢ eceeepeople contend that a good product or a good
fdea will succeed on {ts own meritseecc...that {f
a research report shows a better way of reaching
an educational objective, that teachers will
automatically tread the new path. Experfence
shows otherwisec.

 2¢ eesspeople belfeve change is linear in nature,
that 13, that it proceeds in stages from research
to development to tryout, to adoption, to utfilfza=
tion. Change is not !{inear.

3. eceothe belfef that when someone fe successfui in
getting an educational fnnovation adopted the Job
fs complete==that no further action s required.

Lavisky (p. 5) advises observers of the inservice traine
fng scene to "look into the classrooms and you will find
teachers who, only a year or so ago, were singing the prafses
of T=-Groups, Human Relatfons Sessione, and so forth, but now
they have reverted to their old behaviors.”

The {dea that traditional inservice programs can be changed
by "doing something different® is challenged by Amidon's

14
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assumptions, (p. 260) 1In fact, the task becomes highly com-.
plex and requires a high level of fntellectual effort. Amidon
belfevee the following assumptions are largely fgnored in
current inservice training activities.

1¢ ececefdeas about teaching and learntng must be
organiz:d into conce?to mh}ch htv; noa:ingh:n
terms of over: bveha . deas about teac ng
which cani§{ e rolafes to overt actions are
lees Ifkely to maintain a consistent meaning
when the talking stops and the teaching starts.

2. eesesconcepts about teaching and learning become
useful to the extent that they can be applfed
personafly. Concepts about teaching must
ultimately be coordinated with one’s own be-
havior. Concepts about pupfl behavior must
ultimately be appifed to one's own clase,
Concepts about how to use fnatructional materials
must ultimately be explored in one's own classe
Froom.

3¢ eeceoinsight tnto principies of effective teaching
comes about through personal fnquiry, Teaching
must be seen as a serfes of acts which occur with
the passage of time, Instentaneous decisions
muet be made which have immediate consequences.
Teachers can learn to recognize decisfon points,
tc become aware of mgee alternatives, to predict
consequences accurately a higher proportion of
the time, ard to develop plans for control{fing
their own authority,

anﬂ.l

Change and fnnovation are terms used intorchangoably in
educational Ifterature pertaining to fnservice education,
Innovation is a more inclusive term, for it 18 possible to
have change wifthout fnnovation but not fnnovatfon without
change. The questfon rafged fn the present Ifterature review
would seem to put more emphasfs on fnnovation, However, in
keeping with the use of the terms in the Ifterature both terms
will bz yged depending on their use fn the Ifterature cited.

The question of the present |fterature search is to
fdentify those varfables which affect chan e or innovation
in ingervice teacher education, both posit vely and ne atively.
As Gefs (p. 3) notes, the record fs bleak. In his review of
the Ifiterature on educatfonal fnnovation he developed some
generalfzations which provide insight as to where to look
for the critfcal varfables,
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ceesThe history of educatfons! irnnovation, as we

read it was dismal. It was marked by disappointment,
disillusionment and despair, both on the part of the
fnnovators and those for whom the innovatione were
intended. Repeatedly, under quite different conditions,
}n:ovationo were introduced only to fail a short time
ater. .

Geia®' second generalization provides a perspective which
points the direction toward areas of potentiaily critical
varfables. Geis notes that his team came away from thelir
ngtudy of innovation with the distinct {mpression that the
school was, at best, an unhappy recipfent of {nnovations,
at worst, a highly conservative burcaucracy resistant to change
and 'intensely' passive.”

The interesting observation by Gels, however, is that the
process "was, for the most part, a |inear system; changes
began in 8chools of Education iu curriculum development proj-
ects or in special denonotrut‘on programs and flowed to the
school." Studies of change, innovation and {nvention have,
however, stated emphatically that chanrge and {nnovation do
not occur in a |inear mode. ' The problem seems to be that
educators think and plan in linear modes. When the programs
failed to produce charnge most program planners shifted to
another plan without dbtorulnlag why change did not take place.
Bennis (p. 42) states that a deficiency in existing theories
of social change s that they tend to be weak {n describing
and sxplaining the variables of the situation which are subject
to manipulation. Severa! researchers have attempted to identify
varfables and elements subject to change. Westby-Gibson (p. 3)
in discussing the subject reminds us that schools are formal
organizations and can be changed in two wayss by chln?lng their
structures and by chunglng their personnel. Edmonds (p. 12)
bel {eves the elements of the schoo! program which can be

changed ares (1) the purposes of the schoolj (2) the physical
environment; (3) the quality and quantity of {nstructional
materials; (4) the content of the curriculumg (5) the organiza-

tional framework of the school; and (6) the performance and
behavior of the professional staff. Edmonds continues his
discussion by reminding us that the critical varfable is the
fndividual. He notes: -

Educaticnal change is fundamentally dependent upon
change in people's attitudos, undcrotundlng. skills
and behevior. The chenges shich occur in terms of
bufldings, fnstructional materials, schoo! organiza-
tion, curriculum content, operational proceeses and
schoo! purposes are in reality but manifestations

of change in the persons raspongible for those
elements of programming. (p. 16)
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I7.

State of the Art:

During the last decade or so much effort has been
extznded to determine the best procedures for inservice
teacher educatfon. This research effort has been supported
zimost totally by the Unfted States Office of Education.

This effort by the U.8.0.E. has made a major contribu-
tion toward answering questions about fnservice teacher
education. The summaries which fol low are samples of
the recearch effort and provide some measure of the state
of the art. In general, the comments and siatements
have been reported in several research studfes.

Most research studfes on fnservice teacher education
conclude that when changes occur they are the result of
a continuing program of training. Amfdon (p. 261) dis-
covered that "opportunities for applying new insights
immediately In the classrocm and for obtaining feedback
about one's behavior were Tound to be helpful.” The appli=-
catfon phase of most studies seemed to incur the most
diffifculty. Mackfe and Christiansen found that the research
to application process never has been properiy developed
for the psychology of learning for instance. They belfeve
the reasons are traceable in large part to the research
philosophies of experimental psychologists as well as
the fact that potential users have been refuctant to riake
:?od:ffort necessary to realize the benefits of the research

ndinges.

Among the many efforts directed toward the concern

of inservice teacher education, none fs probably more
directly related to the present search than the study
done by Rubin. MHis project attempted to find relation-
ships among some of the more fmportant variablee which
might affect teacher growth. Rubin®s findings corrcborate
with Amfidon's, particularly with reference to the time
varfable. It was found that although "teachers are more
:;:e:t{vetuhen the¥ hav: alternati;e :t;:togio: w{th'

c o teach a given leseson, ea 0 ese stra 8
must be acquired systematically nd ?EcE must be por?ogtgd
Eﬁrouiﬁ cumulative practice. (aﬁﬁin, Pe -

Wilifams designed an inservice program to sensitize
teachers to new materfals, knowledge and strategies for
use in the classroom to systematically plan and develop
creative thinkin'. The project involved an attempt to
apply research findings by adepting them to regular clase-
room practices. The evidence presented found the teachers
did benefit from the training.

Change of teacher attitudes and behavior was also
reported by Butts in his work with science teachers. As
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was noted previously behavior and attitude are closely cor-
related. Interestingly But@s reported that previous teaching

exper { ence and school location appeared to be unrelated to
attitude change.

On the other side of the ledger, the CERL] program on
training those who function as trainers in continuing education
reported that the hypothesis that the training program effected
behavioral changes enabling the participants to effectively
function as Specfalists In Continuing Education could nefther
be categoricaily accepted or rejected.

Perloff'’s study of the NDEA Summer Institute Program sup-
ports the previous reported research in relatfion to the time
varfabfe. 8he reports "that it is is probably unrealistic,
and perhaps even unfair, to expect programe of the length,
scope, and nature of summer fnstitutes to make sweeping, radical
and {mmediate changes in the participants' knowledge, attitudes,
and teaching practices.” Other research reports the necesssity
of involving the entira school when teaching practices are
altered. Perloff fdentifies several additional varfables in
her recommendations derived from the study and, according to,
her, applicable to all educationa! development programe. In
surmary they ares

1. Training programs must always be sensitive to the
fnterests and needs of the participants. It was
noted that data from Project I enabled the reseurchers
to state unequivocally thrat the educational objac-
tives and interests of teachers were at varfance
with those of faculty members and directors of the
fnstitrtes,

Perloff belfeves this underscores a critfcal varfable
affecting change in fnservice teacher educatfon programs,
namely, the fmportance of fncluding participants in all pro-
gram planning and development stages. '

2. Trainfing programs should be relevant to 2 major
and significant part of what the participants
themselves teach. -1t was concluded that topics
which were esoteric, highly speciaifized or too
remote from the usual school curriculum were a
wvaste of time, effort and money.

3« The training should be practical in orfentation.
By this the researchore meant that it fs fmportant
to develop a varfety of materials which can he
readily used by the partfcipants in teaching,
during training or when they return to their
classrooms, .
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This finding supports the applicution to practice vari-
able fdentified also by Amidon among nthers.

Research has also been done with reference to variables
related to school size and inservice teacher education. Appar-
ently larger schools do 1 more adequate Job of {nservice teacher
education than do smai! schools. The most inadequate inservice
programs occur in sm=il secondary schools.

Good inservice teacher education programs on a continuing
basis outside of on=going research studies and curriculum proj-
ects are the exception. Flanders (p. 137) notes thats

vesoln rare instances, which are magnificent
excéptions, the improvement of instruction becomes
an |ntograi part of the teacher's professional
world, a regularly scheduled activity with support
and resources provided by the administration.

Flanders concluded after several years of working on a
project designed to help teachers change their behavior "that
educators have not really come to grips with the problem of
helping teachers change their methods of instruction.” Some
of the variables with which designers of f{nservice programs _
must be concerned were identified during the course of Flanders'
research. He found that learning new idoas about tsaching
evokes emotional reactions and shifts in attitudes. A program
which recognizes this factor, plans for it and permits changes
within the program to accomodate these elements will be more
likely to produce desired changes in teacher behavior.

Consistency of method between the inservice program and
the teacher's classroom must be maintained. Flanders states
that "Investigating how teachers can create more independence
in their own classrooms under a relatively rigid pattern of

s inservice instructor dominance creates an inconsistency which
@ will interfere with lezrning.”

A number of researchers stressed the need for inservice
programs to provide a balance between theory and practice
and the verification of theory in practice. Rubin and Flanders
both support this principle. Flanders believas inservice
training programs can provide conceptual and procedural tools
necessary for teachers to experiment with their own teaching
methods Wwhiie Rubin ds!ieves that teaching competence in-
volves, among other thin?o, knowl edge of the {deas which are
to be taught. The intellectual element is apparentiy a primary
:;ctor in succsssful ly applying new teaching practices and

QeoTYye.

; It programs of inservice teacher educaticn are to be
successful in improving teacher competency, Rubin (p. 5)

19

e e e




15

found that fn addition to the knowledge of the fdeas which
are to be tau?ht, that the teacher must attain & mastery of

teaching tactics which are most successful together with a

:alld ozetem of belfefs about what the child {8 Ifke and what
e can do.

Other reaeairch provides evidence that wholfstic, school
based, total staff involvement type¢ fnservice programs are
most effective. Several studies, including Rubin's, found
that teachers make excellent trasnoro of teachers.

Flanagan's review of the Euclid English Demonstration
Project reports with respect to fnservice programs thats

1. The real work must be done within the depart-
ments. Outside experts are only temporary.

2. Ultimately the individual teacher must commit
himself,

3. There must be a supportive environment within
the departiwent for {ndividuals fnitfating change.

4. Leadership fe necessary, particularly in the
fmprovement of the curricula.

5. B8upport by the adminfistration is essential.

One varfable noted throu?hout the |fterature on fneervice
teacher educatfon, particularly {n those programs where evaiuae
tion was a strong component, was the finding that the more
precisely a training objective was stated, the greater the
probabiifity the program would succeed.

In general, it can be concluded that most {nservice educa=
tion {s at best loosely structured, without specific goals and
operated on experfence rather than research. Evaluation and
assessment play minor roles fn the typical fnservice offering.
The individual differences which educators discuss so frequently
are ordinarily fgnored fn the design of {nservice programs.

The present review of the |iterature provided no reference
of any depth concerning personnef serving as trafners. One
report noted that unfversity personnel were poorfy prepared
to serve as trainers while administrators and supervisors
eolgg? had the time necessary to devote to training. (Buskin,
Pe

The great divergence of needs among teachere, schools
and communities fe a growing renlization among educators
planning inservice programs. Several attsmpts to meet the
?ront varfety of teaching conditions i{s under investigation

n several pilot programs. The ad hoec contractual system
for Teachers in the Technologies (s an example. (Cohn)
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II11. B8elected Approaches-~-Orgenizations

Research and program reports describing results of in-
service teacher education programs meke two points clear and
ifn so doing fdentify two Interrelated varfables, namely,
philosophy of educatfion and organfizational structure. These
are In addition to varfables discussed previously including
factors such ass continuity of programs over time, resources
allocsted to the effort, teacher participation in program
) planning operation and evaluation and the specification of
fnservice obJectives in measurable torms directed toward the
ifmprovemant of fhstruction.

~ One conclusfon can be stated with considerable finalfity
If it is desired to change traditional inservice teacher
education programs, then the organizaifon structures must
be altered to promote the proposed changes. Introducing
new programs into old organi{zational structures interjects
the element of failure from the beginning.

It is also obvious from the research, program reports
and other references concerning changs that change can be
planned or unplanned. 8Some organfizatfons sre structured
for planned change; others are structured to maintain the
organizaticn and its programs.

Ofrectly related to organizational structure and change
fs the element of program and educationa! philosophy. These
elements determine the types of programs offered, who plans
the programs, the role of teachers, adminfistrators and others
in the plann‘n and operation of an fnservice program and,
among other things, the purposes and goals of inservice
programs. Focus on the issue is provided by Geis. (p. 7)

It would seem that a system which is said to be
devoted to developing In children problem-solving
behaviors, creativity, and imagination should
{tself exhibit these activities. It should be

a place In which exploration is a way of |{ife,

a place in which ¢ch ifs recognized as charac-
teristic of life 1tseif. From an instructional
point of view, then, the educational {institudton
should be the site of {nnovation.

Current litesrature in the area of cybernetics and systems
provides some fnsight fnto organizations. Thomas in his dis-
cussfon of decisfon making and organizations reminds us that
school systems, as well as all organizational systems, are so

£ :
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structured that any change in the performance of one part

of the systen will have some effect on the performance of
other parts of the system. He notes that "just as human
beings develop ways of receiving the worid that help them

to cope with the situations in which they find themselves,

so do organfzations learn to look at their world in ways that
help them better to understand the forces that are constrain-
fng them.® Thomas also statess

Certain characteristics of organfzational behavior
seem to impede the learning of new ways of lookin?
at :he relevant aspects of the organfzational environ-
ment. .

How are inservice programs organized and what affect
does organfzational structure have upon program, goals, and
the improvement of instructfon? Asher (p. 13) classified
inservice programs into three categorfes fn his review. They
weres (1) the centralfized approach, (2) the decantralfzed
approach and (3) the centrally coordinated approach. There
are many varfations, of course, to these gross categories.

The research on fnservice teacher educatfon supports
Asher's conclusion that in "the centralfzed approach the
central office dominates the fnservice activities and gfves
Iittlie attention to the psychology of change, thereby fgnoring
a body of research which suggests that ind v’duale are more
Ifkely to change when they work on problems significant to
them and when they share i{n the problem solving decision.”
(Asher, p. 13)

The evidence is on the decentral fzed approach if concern
fs with change of the instructional program through inservice
education. When the decentralized approach wae used, Asher
reports that changes as the result of inservice programs
fncludeds new guides and courses fn subject areass improved
services to students; better student achfevemsnt; revised ru-
porting systems; improved practices in teaching, grouping
and long=range planning. Alsc noted were improvements fn
professional attfitudes, better understanding of chiidren, more
exchinge of f{deas between teachers and a closer cooperation
of faculties.

The decentralized approach is not without direction and
Kielty remiiis us that it is essential to have an organiza-
tion which not only accomodates the human factors in planning
and operating the fnservice pro'raa but accomodates the many
details which are purely mechanfcal, but csrry important
fmplications for the success of the inservice program.

What is needed fs a concern for the whole as well as the
parts. The following diagrams provide an overview of some of
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the structural relatfonships which have been fdentified in
the area of fnservice educatfon. The focus §s on organiza-
tion and the conclusion by Westby=Gibson that sciiools, as
formal organfzatfions, can be changed fn two wayss by chang-
fng their structures and by changing their personnel.

Evaluatfon

Pre=-
Planning

Resources

Figure 1 Kielty

Purposes

Characteristics
Ingervice
Training Format
Program
Planning

Program
Content

Bessent, p. 16

Figure 11

l
THE ORGANIZATIONAL CONTEXT FOR IN-8ERVICE

THE FORMAL ORGANIZATION
|

—
Organfzatfonal Organiéztional
Mafntenance Change |

Y —y
Unplanned Change Planned Change
\ y ] §
Physfcal Rule Qtructural Functfonal Personnei
Change Change Change Change Change
Repl!;ement Roac!ignment In-;:Lvice
Education
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8chools as formal organizations can be changed in two
wayss by changing their structures and by changing their
personiie!. Jacob W. Getzels and Herbert A. Thelen (1960)
proposed a framework for the study of the school :as a social
system that appears relevant here and is {llustrated by the
foliowing diagram. B

Figure 111 ’ | Weetby=-Gibson, p. 3

A MODEL FOR CHANGE

Institution ——Role —-~ Expectations — Goal
The School as
a Soclal Group —— Climate Intentions
System
Behavior

Individual — Personality —— Needs
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1V. Selected Variabless

Inservice programs can focus on any single part of
the educational enterprise or they can fnvoive entire
cities, counties or regions such as is exemplified by
the Title I Project in Louisville, Kentucky. The wholistic
approach, utfilfzes outside forces (federal money, consuls-
ants and other elements externzl to the on-going system),
i together with attempts to evaluate and structure the §n-
service program on ke basfs of performance objectives,

) Ninety percent of all teaching personnel will

" demonstrate increased sensitivity t: the nuances
of teacher-pupfil interaction as measured by the
gaine on pre-to-post test scores on the Pupfil
Percection of Class Perfod {nstrument.

This procedure interjects numerous new varfables
which will directly affect in some way the question ofs
"How do we change traditional finservice teacher educa-
tion programs?” There are, of course, other variables,
already cited, which must be part of the program if it
fs to succeed. To date the evidence is not in.

Not all schools can approach the question of in-
gervice teacher education as has Loufeville and other
large educatforal units. 8mall schools do not have the
rescurces in personnel required to opsrate, without out-
side help, successful inservice programs. O'Hanlon (p. 10)
suggests that one way of expanding the small schools®
resources s through a number of small schocls banding
together for inservice functions. As Morrigson reminds
us, the necessity for an “"outside force" as a catalyst
for change i3 vital. In the case of small schools the
varfable may be legislation, federal programs, state
programs or the development of training centers which
focus on emall school!l inservice teacher education.

Almost all research reports stress the function
of evaluation in promoting planned change. This fe
probably one of the key varfables and has been incor-
porated into all of Calffornfa’s Title I Programs.
Each program must have a mesns to evaluates

1. specific achievement goals for students and

2. m::7?romont of the fmprovement of teacher
s 8.

Although evaluation §s an fmportant tool in the
change processa, it is seldom utflifzed except in a
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superficial fashion. Reports in the literature state that .
the fssue s many times one of personnel. The expertise is

Iacklng. Reiated to this factor is the faflure to build :
evaluatfon into the project or program as an integral phase

of the total operatfion. In several reports it was noted

that evaluation was omitted because of cost factors and time.

The emphasis changed from one of research and evaluation to

one of doing and action.

The design and format of inservice programs affects
the change process. White (p. 13) notes it is possible to
desfgn an f{nservice program which will answer the need of
classroom teachers to become acquainted with programs (new
currfcula) and their philosophfee. The implication fs that
one or the other will not bring about change.

Another varfable pertains to the question of whether
teachers wi!l gain as much from an inservice program fn a
local setting as from a similar one on a college campus.

Currfculum projects have baen utilifized to alter clase~
room practices and as a fcymat for inservice education programs.
White cites the fact that currfcula have been developed in the
mathematics ard sciences by cooperatln? groups of academicians,
psychologiste and teachers. The question rafsed fss

es208ince these curricula have been developed for
on2 primary reason=~change in classroom practice=~=
ft §s of interest to ask to what extent are these
programs capabie of inftiating change?

White concludes that an ineffective teacher will not
suddenly become effectfve with the adoption of new curric-
ulum materfals. Currfculum may be considered, then, to be
an input to inservice teacher education programs but not a
varfable which alone would function to change traditional
fnservice teacher educatfon programs as is evidenced by the
adoption record of new curricular programs.

wedtby-slbson (p. 76) confirms this point of view and !
states that in their inservice programe they will contfnue f
to use the curricuium as a basis. _ !

The question of attitude fs constant throughout the
fnservice Iiterature and relatas to sesveral areas of the :
inservice equation fncluding the philosophy of teaching. e
Apparently, if fnservice programs are to be changed to en-
hance their impact, the questions of attitudes, belfefs, :
philosephy and other similar questions must be entertained. ‘
A number of researchers and inservice educators have con- :
cluded that teachers with regative attitudes and resentment
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toward fnservice education should not be forced to partici=
pate. Westby-Gibson states that the negative attitudes were
damaging to others who were eager to jearn and participate.

As a result, they have not conducted a program, since dis-
covery of this element, which includes teachers who &re requfred
to take the program. Throughout the |fterature on fnservice
education and change the fnvolvement of the fndividual, together
with freedom of chofce, seems to be a sfgnificant varfable,

Correlatad with the volunteer or freedom of chofce el ement
are criter!a utflfzed by researchers and fnservice workers in
the selection of schools. With both factors, freedom of chofce
and school selectfon, the concern {s with varfables which are
known to fncrease the possibilfity of euccess. The basic prin-
ciple of operation s to start the fnservice or change program
when and where the att{tude towaid change is positive. Shanlon
reports that in the selection of schools for the IPI program

(Individual!y Prescribed Instruction) they fnsisted on the
following criterfas

1 Administrative commitment
2., Teacher commitment
3. Participation in the research
4. Retraining of administrators and teachers
5. Unfqueness of the sftuation
Other factors externa! to inservice teacher education
programs which alter or affect the internal components and
thus the possibiiity of changing the traditional fnservice
program have been reported py Wallen. (p. 75) They are:
1. The nature of the community in which a school
fs located and the pressures and values within
the communtity 2s well as its resources,

2. the policies of the school district,

3. the nature of a particular school, f{ts goals,
resources and adminfistrative srrangements,

4. the personal style and characteristice of the
teachers {ivo!ved and

5. the nature of the student population,

It is obvious from the Iiterature that the question of
changing traditional fnservice teacher education programe s

2
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interrelsted with many subtie and difficult to comprehend
varfables involving people and organfizations. For instance,
Wallen (p. 48) Iists the foilowing questions as being
critical In the selection of schools and teachers for

the expenditure of inservice funds and rescurces. Each
eate?ory and cach question fdentifies a varfable to be
considered in attaining change in fnservice education.

1¢ Climate and support from the adminfstration.

Can and will the district provide r;!gaegd
time for the teachers if it is requirea as
a part of the pattern?

*To what extent does the principal commit
his time to attend the in-service sessions?

*What effort, within Iimitations of his
financfal resources, will the principai
make to secure needed Materfale?

*To what extent will teachers bé permitted
to assumne new roles as disseminators when
this means absence from the classraom?

*What avenueg of communfcation will the
principal set up for providing fnformation
for other teachers in the school who are
fnterested in the project?

*Will the teacher from a given schooil be the
only one from his buflding, or will there
be a cluster of teachers?

*To what extent is the district conmitted

to other fnnovations that may require Vunds
and the time of both teachors tnd district
office personnel?

*Did the school meet the program's need for
bal??c; fn the socio-economic level of the
pupfls

2. The teacher's attitude, continuity of service and
rapport with fellow teachers.

*Ta what extent s the teacher challenged by
new fdeas? (Teachers who were committed to
their oresent method of teaching or teachers
who consistently rejected new ideas were
not consfdered for the fnservice program.)
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°To what extent may we expect continuity of
service from the teacher?

sWhat is the teacher's rapport with her
fellow teachers?

The question of teacher preparation {s evidently a
factor related to change. Willfams (p. 42) found 1t was
difficult to get all teachers to change strategies of teach-
ifng and be willing and flexible to innovate. He found that
most teachers were well informed about stereotyped methods,
scope and sequence, and subject matter content, but that
few were adequately prepared in the more scholarly approaches
of productive and diver?ent thinking, the involved concepts
regarding a child's varfous intellectual abflfities, and
current research on conceptuzl levels of thinking among
young children. Each of these elements identifles a barrier

to changing the traditional inscrvice teacher education
program, .
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Ve The Change Process--Backqrounds

One fundamental conclusion reached during the review of
Iiterature relating to varfables affecting change {n inaervice
; teacher education was that education profession, as a whole,

i has very Ifttle insight into the process of change. Further-
| more, the most significant word fn the equation {s change.

i ' Therefore, the remaining portion of the |fterature rev]ew

; will be concerned with the change process as a means of

- ; establishing the more significant varfables concerning the

i - question of changing traditional fnservice teacher education
| . programs,
i

All experiences alter, in some way, the behavior of
individuals. However, most researchers would support Gels
fn his contentfon that the goa! {s not just any change but
systematic, progressive, cumulative change which results in
, progress in attaining better and botter systems of {nstruce-
| , tion. (p. 9) The term discussed earlier, namely, innovation,
best fits this definition. Innovation refers to deliberate
or specific change and involves an individual, group, institu-
tion of culture functionally incorporating a concept, attitude
or tool that had not been incorporated before. (Bhola, p. 8)

r

Many discipliines are concerned with change and the change
process, However, it 18 generally agreed that an inclusive
model of the change process or a general theory of change
does not exist. Westby-Gibson belfeves that change tr educe-
tion has been a random process with most of the research

directed to the conteqt of change and not the processes of
change. (p. 15)

Morison (p. 7) would disagree and states that much of

his research and reflection has been spent on four distfinct
parts of the processs

1. The condition of things at the point of origin
of any mechanfical change,

2, ‘the character of the primary agents of change,
3. the nature of the reiistance to change and

4. the meane to facilitate general acccuodation
to the changes fntroduced.

In his study Morison narrated the processes involved at
each stage clearly and succinctly. 8tudents of educational
change can benefit from the analytical historfical approach
and the case study method. The process of change, as described
by Morfson in his study of bureaucracies, directs attention to

Q 9
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a possible fallacy in the thlnkln? of educational change
proponents., It {s a question of {nnovation and the accep-
tance of the fnnovation. These appear to be two distinct
phenomena according to Barnett (p. 202=3) which have
different determinants. Thus the proposal! by educators

that teachers become innovators, change agents and receptors
of innovations all at the same time fs difficult to accept
on the basis of the evidence preeented by Morison and Barnett.
Barnett reminds us that the jssue of whether to accept an
fnnovation or not confronts many more people than does the
question of whether to create or not.

Change as a process takes place within given environ-
ments which have various configurations or goclal unite.
Bhola (p. 8) fdentifies four configuratfons each of which
fmplies varfables affecting change.

1« Individual

2. Group
3« Institutfion
4., Culture.

Of all the researchers concerned with educatfonal chan?o,
Bhoia is perhaps the most precise in cetting forth the condf-
tions which must exfst before it can be stated that an fnnovation
has been incorporated into an educational system. This incor-
poration Bhola calls diffusion, which together with his analysis
of ata?ee and definftions correiates closely with the concepts
of Morison and Barnett. Dif@asion is defined as:

seeothe process involving informatfon consumption,
socfal interaction, andiGehavioral change through
which an fnnovation fs incorporated into a cone
figuration, tending toward a socfo=psychologically
stable and integrated relationship with the cognitfve-
affective-motor structure of that configuration. (p. 9)

Bhola states that total diffusion oecurs after the
service and support stage and wnen the fncorporation of the
fnnovation has become rewarding and « mafntenance sub=system
has become a part of the system,

There does appesar tc be a hierarchy in the change process
which fs8 associated with the degree or 1ecve! of change required.
Chin suggested in 1964 that there were five levels.

1, substitution

2. alteration
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3. perturbatfons and varfations
4, restructuring and
5. value orfentation change.

We thus:have the suggestion that the change process does
; have structure and that rfigor can be attained to assess change,

; : Varfables assocfated with changing traditfonal fnservfce teacher
; % educatfon programs are jocated at each level of the process.
| : The question of attaining change which will meet Bhola's test
fnvolves another significant varfable which fs the Process of
communfcatfon and interpersonal relatfons. Bhola reminds us
of a rather simplistic yet profound corcept.

In the last analysis, the question always domes down
to the particular relations between two fndividuals,
the donor or carrier of an fdea, for whom ft f8 more
or less habftual, and a potentia! recefver or adopter,
: for whom it fs more or less alfen. ldea transference
| requires some means of ggmmun!ga*igq between a person
; who already has the fdea Tn questTon and anuther

| person who fs to be made acquainted with ft. (p. 291)

; Those concerned with changing traditfional fnservice teacher
i education programs must consider the fssua of knowl edge level

{ on the part of teachers and those responsible for the change

i process. Throughout history, as Morfson's studies remind us,
P no man ordinarfly could get out very far aieud of the state
of the art or the exfsting thresholds of existing knowledge.
It would also be necessary, §if fnservice programs were to
meet Bhola's test of diffusion, to be reminded of Morfson's
conclusfon that there 13 not much profit for the state of one
art to attain a cons!derable advance unless the state of other
related arts supports a general! forward movement.

Many fnservice teacher educatfon programs operate on the
same myths about change that lay people hold. MecCielland

(pe 5) has examined eeveral of these myths and discussed them
fn three propositions.

Proposition #1s A good product will gucceed on fts
own meriis or stated differently, "Information §s
sufficient for change.”

In relatfon to thts proposition McCie!land reviawed the
efforts of the Technology Information Program undertaken by
the Natfonal Aeronautics and Space Adminfistration. The program
distributed informatfon about {nnovations and developments «
accruing through the gpace effort with the {dea Amer{ can
busfiness and fndustry would use them and thereby prove the
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concept of "spinoff® from the space effort. The program was
well financed and, according to McClel iand, elegantly organtzed.
There have been three evaluations of the dissemination and
ut.fifzatfon effort., The conciusion reached by all three was,

as reported by McClelland, pitiful,

Proposition #2: The introduction of an fnnovation
8§ a Tinal act, and no further attention fs required.

The questfon of maintenance of change iz at fssue in
this proposftion and Ts related d rectly to Bhola's concept

of diffusfon and the creatfcn of a sub~system for the fnnova-
tfon. The maintenance varfable §s another part of the change
process, the fmportance of which is summar{zed by McClelland,

Obviously, a plan for maintenance and feedback fs
essentfal- {f the planned change fs to perslst.
Trafning afds and devices are today gathering dust
in storerooms throughout the country. Teachers and
Tanaggre have reverted to thefr former practices.
Pe 5

Proposftion %2: There fs an order!y process from
research to development to use. First, the scientist
dfscovers and then verifies a fact or principle about
a natural phenomena, perhaps defining the relatfion-
ship among a set of varfiables. Then the technologist

deveiops ways to use this {nformatfon in order to get
things done. Finally, the development {g put to use.

Studies of the process of change definitely reJect the
linear model. Innovatfon and change generally occur in a
network fashfon with much movement back and forth between
research, development and use. Morfson's statement about

:oving too far in front of the state of the art appliszs
ere. :

Educatfonal change and fnservice programe designed to
promote change have largely fgnored the information already
avaflable on change. Inservice pro?rams are still desfgned
which attempt to obtafin change and innovation through geveral
Iimited and doomed to faflure practices.,

1. Innovatfons composed of materfals produced
outside the schoo! and unceremonfously impdsed
upon it with a minimum amount of preparation,
especially of the teachers.,

2, Demonstratfons! Innovatfons. Expert teachers
or advocates of a partfcular method or technfque f
show teachers, often captive audiences of teachers, :
how to perform. The method fe ready made and
fmposed upon the system., :
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.3« Innovation by Expertise. 8pecially trained
peopla are made avaflable, Audfo=-visual
experts, currfculum experts and other spec-
falfats are placed next to or occasfonally
fn the school. (Gefis, p. 3=4)

The varfable, which at this stage stands out most clearly,
is the lack of knowledge about the change process by educators
together with the lack of properly prepared change agents or
professionals who can function effectiveiy in atding the educa-
tional enterprise in the improvement of fnstructfon through
the adoption of selected and proven fnnovatfions.

Resfstance to Change:

It is a rather widely held opinfon that teachers, many of
whom are characterized by their submissfon to authority,
formalfsm and rigid and stereotyped thinking, are also hostile
to educational change or to everything that seems to them un-
usual. Research into change does not substantfate this point
of view. In fact, Rubin (p. 20=21) believes that we have
greatly overestimatea the tsacher's psychologfcal resistance
to change. From his research Rubin concludes:

Given a legitimate objective, adequate opportunity
and good reason to achfeve it, teachers seem to
respond with unsuspected eagerness.

Some individuals accept change, some reject ft. The
question rafsed by Barnett §fs: "What attitudinal bfases
characterfze the acceptor as contrasted with the rejector
when all the other varfables of the acceptance sftuatfion
are held constant?" (p. 378) The question fs why some peopée
accept change and others reject ft. Are attitudes the criti-
cal varfable? Do the attfitudes of personnel toward inservice
educatfon create a barrfer to the success of the program?
Factors such as indifference, negativism, resfstance lack
of intereat, complacency, or inertia have been singled out
as limiting efforts at growth through inservice techniques.
(NoEvo Ras. D'Vo, Pe 11)

Resfuotance to change may be a myth as Rubin suggests.
It may also be real in the real world of education as Geis
contends. As Gefs structures the question of teach resi{s-
tance to change he sees it as reﬂnted to the reward structure
of the fnatftutfon of educatfon,

eeeoWhy should she change? why should she adopt
the fnnovation? What does it cost her and what
does she gain? To rely upon the natural triumph
of the goodness of the fnnovation over the teacher's,
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the student's, and the schooi's existing sets of
rewards and punishments s to foredcom effective
fnnovatfon, (p. 6)

There fs apparentiy a psychological equf!fbrium each .,
individual attempts to maintain unless the benefits of hig
present state are less than satisfactory from his frame of
reference. Unless there is dissidence within his environ-
ment, the fndividual will eiect to mafntain his present
state. Barnett (p. 378) offers two hypotheses which provide
ahbase from which to anafyze the question of resfstance to
change. ,

1e osecan individual will not accept a novelty
uniess fn his opinfon it satfsfies a want
better than some exfsting means at his dis-
posal.s.ssthe thesis 18 that a novelty has
less appeal for those who are enjoying the
benefits of fts functional alternatfve than
for those who are not.

2. secothere are bfologfcal determinants for
the lack of satfisfaction that §s character-
fstic of individuales who are predisposed to
accept a substitute for some accustomed fdea,
and that these determinants result from the
fnterplay and adjustment of an fndfvidual®s
conception of himse!{ and the events of his
l1ife history. «c..the ezsentfal point is that
prople develop taestes and preferences under
the influence of partficular experfences, and
these orfentations are signfficant for the
acceptance or rejectfon of new fdeas. (p. 379)

Barnett provides a framework for determining those
indfviduals who are more receptive to change. However,
there §s the real worid of the teacher where fnsecurfity
and resfstance tc fnnovation does exist. When the teacher's
world fs fnvaded by Sutsfders mandating a change from the
old and famfilfar teaching procedures and content to new pro-
cedures and content, there fs considerable insecurity.
Teachers are threatened. However, Gefs maintains that the
threat s selective and that there are new roles for the
teachers new alternatives and rewards which are iic% part
of every change model,

ssesTO the extent that the teacher §s an audfo-

- visual device she s doomed by the development of
more efficient and more sophiestficated hardware.
To the extent that she is a refnforcer dispenser
on a random deifvery scheduie she s threatened
today not only by theorfes of fnstructfion and
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learning but by new approaches to chiid deveiop=-
ment and maturatfon. In an fnnovative system a
teacher could pursue many other roles; she could
help design, develop, try out and evaluate large
and smeil scale fnnovatfions. 8he could assume a
E more dignified and, I think, more rewarding
| : position as manager of, and fnvestigator of,
a student |earning. (Gefs, p. 7)

} : How can the educatfona! establfishment encourage fnnova- |
; tion In the inservice teacher education programs? What modes |

, ; of operation would decrease resistance to change and enhance |
i fnnovatfon? McClelland reports scme fnteresting observations

on research in this area. 1In a study by Ross it was found

that school teachers acquired most of thefr fdeas outsfde

thefr communities. The evidence seems to support the point

of view that dissemination is facilftated when potentfal

frnovators are among those who travel. They are more cosmo=-

politan rather than local. The "localfte" is more resfstant
to change,

: It was also found that those individuals who "move freely"

; among regearch, development and use activities were more fnno-

a vative. These individuals ?onerally belonged to more formal
organizations and had more {nformal friendship, discussfon and
advice networks. (McClelland, p, 11) ~

Individuals in the latter cato?ory apparent!y have adopted
a posftive attitude toward change simflar to what 8chon calls
the "meta~-ethic." Schon describes the meta-ethfc as an ethfc
for change, for enquiry, for discovery. It is an ethic of
change==a set of principles for change., The meta-ethic is
internalized and in order to be effectfve has a reality for
those fndividuals adopting ft. (Schon, p. 204)

There are other barrfers to change which concern other
factors besfdes individuals. For instance, Christie fsolated
three varfables affecting change from data collected from 65
school board members, 16 super ntendents, 16 principals and
358 teachers fn 16 Southern Calfifornfa School Districts. His
dependent varfable was "rate of adoptfon of educatlional fnno=-
vatfons.” Three varfables explafned F7% of the varfations

fn the rate of district adoption of fnnovatfons. The three
varfables weres

1¢ esecboard concaption of community attitude
toward fnnovation,

2. conflict over responsibiiity for determining
educatfional polfcy, and

3« expendfture,
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Each one of the foregoing has implfcations for those
proposing changes in traditioral fnservice teachei' education
programse. Add the data from Christie's study relating to the
total educational structure to that of Gefs, Rubin, McClelland
and others concerning the fndividual and his environment and
the "varfable matrix" becomes quite complex. The solutfon
I{es apparently in the development of thecries of change and

.the preparatfon of {ndividuale who can comprehend and operate
the change process. Absent from almost all the |fterature
on fnservice teacher educatfon are dfscussfons on the need
for a centralfzing force, a director of the change process.
Moat change takes place without a plan, without a dfrection
and with many unprepared people at all levels attempting to
direct the multiple operations without orchestration. '

The Chaiige Processs

There are a number of ways of viewing changec. In simple
terms change ranges on a continuum from unplanned to planned,
The questfon of variables as they relate to change thus becomes
one of fdentifying the type or nature of change contemplated.
If there is a systematic planned program of fnservice educa-
tion with specific goals which s to be fncorporated fn place
of present traditional systems of inservice education the
nature of the varfables involved can be more accurately fdenti=
fied than if the change is merely a substitution of one
fnservice program for another.

Change fs always occurringe The question s what type
and in what directfon, Most educators writing about change
are concerned with pianned change which fs one of three broad
categorfes of change, namely, imftation, selective contact
change and directed contact change. The latter is defined
by McClelland (p. 4) ass

a delfberate and collaborative proceée fnvolving
an agent of change and a clfent system.

Planned change of course fnvolves control and fnterventfon.
It requires a high level of knowledge about the phenomena that
fs being controlled and planned. Many indfviduals are greatly
concerned about planned change, change models and change agents.
Bhola (p. 5) believes that planned change must be accepted fn

all sectors of our socfal and economic |ife and for the follow=
fng reason. .

escefit seeks to maximize the social returns of our
systems and does not necessarfly damage the indfvidual
aiid his right to self=fulfiliment within a better,
more productive socfal systems It very often improves
the chances of such fulfiliment.
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The fdentfification and recognition of planned change
and th> clfient gystem 18 a new phenomena for many educatorss
a new tool which enables them to more successfully carry out
thefr nissfon of fmprovement of Instructfon. Planned change
and the study of change procesges have made educators aware
of ortfons in programs and actions. As Robert Chin reminds
us fn the discussfon of his developmental model, actions
become strategic rather than tactfcal. It §s a dffference
between appropriate action and reactfon. It s a difference
between controllfng your environment and befng controlled by
the environment, as was early man. Planned change adds to

one's gecurfity and changes uncertainty into a risk component
which is predictablg;

Chin belfeves that the. developmental model has advantages
for the practitiéner because ft provides a set of expectations
about the future of the clfent-system. Chin supports his
developmental! mode! by statings

By clarifying his thoughts and refining his obser-
vatfons about directfon, atates in the developmental
process, forms of progressfon, and forces causing
these events to occur over a perfod of time, the
practitioner develops a time perspective which goes
far beyond that of the here-and-now analysis of a
system-model. (p. 211)

Planned change, change directed toward agreed upon goals
fn educatfonal or other systems fnvolvds not only the contfnuum
noted previously but levels in ascending order of difficulty,
the most recognized of which s Robert Chin's hierarchy of
five levelss (1) Substitutfon, (2) Alteratfon, (3) Perturba-
tfons and Varfatfons, (4) Restructuring and (55 Value
Orfentatfon. Each level would have different varfables.

For fnstance subatitution s merely the change of one element
for another gsuch as a new route for a fire drill whereas
value orfentatfon would {nvolve changes assocfated with none
graded schools, individually prescribed fnstruction, year
around school! and others.

Those who study change, fnnovation invention and develop-
ment generally, at some point fn their discussfons, state as
thefr goal one of "dealing with all sftuatfons in !§fe more
reasonably and more effectively than hitherto.” One approach
developed @s a model for change and problem solving fs described
by Zwichy. (p. 273) 1It is called the morphological approach
and g desfgned to "make possible the clear recognition of
those fatal aberratfons of the human mind which must be over-
come if we are ever to bufld a sound worid.® A morphologfical
study impifes a study of the problem and all fts related
parts. It s an attempt to desfign a procedure which fsolates
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the essentfial elements. Zwichy offers the following steps
as an example of the procedure. Note that the first step fs b
an attempt at precfisfon which has been fdentified previously

as a varfable fn the change process.

First Step. The problem which is to be solved must
be formulated exactly.

S8econd Step. All of the parameters which might enter
fnto the solution of the given problem(s)
must be localfzed and characterfzed,

Third Step. The morphological box or multidimensfonal
matrix which contains all of the solutfons
of a given problem §is constructed.,

Fourth Step. All of the solutions which are contafined
in the morphological box are closely
analyzed and evaluated with reepect
to the purpogses wkich are to be achfeved,

Fifth 8tep. The best solutfons are being selected
and carrfed out, provided the necessary
means are avaflable. The study of means
fs approached in the same manner.

In addftfon to proposed models such as Chin's and Zwichy's,
among others, studies by scholars such as Morfson provide
information which is helpful in understanding the change process
and in the fdentification of varfablee. Morfison has attempted
to fdentify how change occurs in a bureaucratic system with
established procedures and hierarchfies such as governmental
bureaus and agencfes. Summarizing his points Morison found:

1. Change occurred in part by chance. However, ihe
also discovered that the fdea or fnnovation
entered an environment that contained all the
esgentfal elements for change including "a mind
prepared to recognize the possibility of change.”

2. The basic elements of the fdea (technical detalls
such as overhead projectors, behavioral objec-
tives, team teaching, etc.) were put fnto the
enviroiiment by other men, men interested in these
specific areas for varfous reasons.

3. The varfous elements necessary to create the
change were brought into successful combinatfon
by mindes not interested.in the devices, instru-
ments or technfques themselves, but in what they
could do with theme These men were interested
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ifn change, overtly and consciousiy, as a
means of improving the status quo. There-
fore, a varfable which enters into the
question of educatfonal change is the need
to recognfize that change is not only hier-
archical in terms of type but alsc in terms
of personnel. : '

4, Resistance to the Change Process. Those who
oppose change, according to Morfson, are
moved by three consfderatfionst

(a) honest disbelfef in the dramatic but
substantfal claims of the new process,

(b) protectfon of the existing operatfonal
procedures, devices and instruments
wi:h which they fdentify themselves,
an

(c) mafntenance of the exfisting socfety
-and socfal environment with which they
are fdentified.

5. GCutsfide Assistance. Morfson found that in
governmental bureaus and agencies that the
deadlock between those who sought change and
those who sought to retain things as they
were was broken only by an appeal to superfior
force removed from and unidenti{fied with the
mores, conventions and devices of the sub-
society.

Other studfies, such as those by Rogers, have identified
varfables which operate on the rate of diffusfion of an f{dea,
procedure or fnnovation. It has been found that the {nnova-
tifon itself has an effect on the rate of diffusfon. The
greater the difference between the present and proposed the

slower the diffusfon. Other varfables fdentiffed by Rogers
weres

1. Communfcatione-=the transfer of {deas from source
| to recelver.

2. B8ocfal System==the members of the system who,
individually or collectively, make decisfons
to accept or reject a given ‘nnovation.

3« Time==this varfable concerns the time it takes
the "client® or recefver of the fnnovation to
travel the majestic route from awareness of
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the fnnovation, tb the arousaf of interest,
to an evajuation of the fdea, through an

actual trfial to arrive finally at adoption
or rejectfion,

The developmental mode! of Chin afds in understanding
the change process, particularly the concepts of diffusfion
and maintenance, both of which occur over time. The realifza-
tion that change and fnnovation fnvolve people, values,
attftudes, time and the allocatfon of resources enables

one to answer the questfon, "Why don't we do it differentiy?",
much more adequately.,

The studfes of Mort and Cornel! provide informatfon
which fndicates it took fifty years for complete diffusfon
of fnnovatfons such as the kindergarten and more than fff-
teen years elapsed before 3% of the natfon's achools adopted

the change. The question fs: Why the time lag? What vari-
ables are operating?

Althou?h the change process is not {incar, as discussed
befare, it is helpful to analyze the process of diffusion,
fncifuding adoption, to gain a better understanding of the
stages and concomftant varfables fnvoived. Gilife (p. 12),

fn his study of the Diffusion of Knowledge, Research Findfngs
and Innovative Practices fn Educatienal Ingtitutfons, out-
lfned four basfc elements fnvofved fn the process of spreading
a new fdea from fts source to fts potential ugers., They are:

1« the new fdea or practice,

2. f{ts communication from the orfginator to potentfal
users of the fnnovatfon,

3. spreading it to fndividuals within a given social
system, and ,

4, the diffusfion of the fdea or practice over a
perfod of time.

Gilife states that the uitimate goal of diffusing a new

{dea or practice 8 to have it adopted by fts fntended con-
sumers. He defines adoption ass

i
the decfisfon to continue the full use of the
fnnovatfon.

The adoption process, when anafyzed, apparently contains
five steps.

1. Become aiare of the {nnovation

2. Develiop an finterest fn the possibility of
utflizing 1t
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3. Evaluate it fn terms of its usefulness to him
and the possibilfity of using it in his practices

4. Conduct a trial! or test of the fnnovation
5. Incorporate the invehtion on a permanent basfis.

Rogers fdentified the "nature of an fnnovatfon” as an
fmportant varfable in the diffusfon process, Gillfe cites
the nature of the fnncvation also as a varfable during the
adoption process. It is at this stage, according to Gillfe,
that the receptor considers the relatfonship of the fnnova-

tion to his own mode of opsration. Among the questions asked
ares -'ij«»‘\

1. I8 the new fdea or practice superfor to what it
fs designed to supersede?

2. 1Is it reasonably consistent with the potential
adopter's past experfences and exieting vaiues?

3. 1Is it relatively simple to understand and fmple-
ment? ,

4. Can the results of implementing the fnnovation
spread to others with relative ease?

Each of tha above questions relates to varfables in the
question of changing traditfonal fnservice teacher education
programs. In additfon, we find again the critical role played
by fndividuals within the socfal matrix. Gillfe fdentifies
them as "opinfon leaders.” They are the persons within the
gystem to whom others turn for advice and informatfon on a
frequent basfs. Gfillfe found the influence of "opinfon
leaders™ was most effectfve fn the following sftuations.

1o At the evaluation stage of the adoption process.

2. #3%* adopters. Relatively late adopters are more
nfluenced by opinfan leaders than early adopters.

3. Atmga?hgrg* gggg;*;lg*x. Opinfon leaders yfield
& maximum intTluence In those situatfions where there
is an atmoephere of uncertainty. In these cases
"the personal touch” may be the deciding factor.

The change theory, fdentified by Bhola, asupports the
idea that the significant varfables §n the change process
concern individuals. Bhola calls his theory a configura-
tional theory because the emphasis ig on patterns or
relatfonships between fnnovators or adapters rather than
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upon the socfal unfts themselves. It {s the interactfon
which relates individuals to other individuals, groups,
fnstitutions or cultures. It was in these contexts that
opinfon leaders play a significant role. :
Gillfe has fdentified several varfables which relate
to educatfonal fnstitutfons and change strategy. Several

e of the varfables relate to the research of others such as
- Rogers.

1. The Innovation. The fnnovatfon should be
modifTlTed Trom its orfginal form so ft blends
fr. with the cultural! values and past experi-
ences 0f those persons who are expected to
make the adoption.

2. Opinfon Leaders, The opifnfon leaders must
e accurately ldentified and won.over to
belfeving that the fnnovatfon {s important
to the tnstitution and fts members.

3. Users and Adopters. The intended users of
the Innovatfon must understand clearly the
nature of the innovation and apprecfate the
need for {ts incorporatfon.

Gillfe elaborates on pofnt number three and fdentifies
a hidden varfable concerning the maintenance of change. He
notes that the user stage f8 a very critical time since {t
fs many times unclear whether the fnnovation was accepted
by the members because they saw a need for it or because
they felt it would be easfer to passively accept ft for use
without actually belfaving in fts value.

4. Purpose of Innovation. It must be clear to the
ntended consumers that one of the chief under-
lying purposes of the innovation {s to enhance

the competence of the institutional members.

5. S8Socfal n ncegs. The socfal consequences
associatea with the adoption of the innovation
should be carefully antficipated. 8ocfal conse-
quences that might be undesirable should be
prevented or minimized by thoughtful planning.
(Gilife, p. 14=15)

There are two ways to evaluate the changes produced by
-programs based on the suggestions of Gillte, Bhola and others.
They concern rate and direction with the latter being the
more difffcult Tactor with which to deal. Rate is in esssence
a measurement of the effectiveness of a given mix of varfables




fn producing change. The directfon of educational change
involves value orlentations which fn the final analysis may
determine whether there will be change or not. There are,
of course, value questions with respect to rate also but
the level of concern §8 not as high,

; Gfven the fact that the questfons of rate and direction
; are not at fssue, what other varfables affect change? Earller
it was noted that the characteristics of the fnnovation fteelr
affected change. Some of the more basic characteristics of -
T fnnovations which affect charge are !fisted from Rogers' work
S and fncludes

1. %gmgaratlve Adyantages the degree to which an
nnovation s perceivad as better than that
which s supersedes. Comparatfve advantage can

be expressed in guch terms as economics, prestige,
or convenlence to clfent.

2. mpatibilftys the dégreo to which an fnnovation
8 consistent with the existing values and past
experfences of the clifente.

3. Divisibilitys the degree to which an fnnovation
may be adop*ed on a |limited basfs, A divisible
innovatfon could be adopted by part of the school
system, by one or more teachers, for a given
time perfod or fn some other divisfon. The :
esgsentfal point is not to create an all or nothing
sftuation, ‘

4, Complexftys the degree of difffculty fn compre-
hensTon and use of the fnnovation. If a high
level of trafining §s required it must be buflt
Into the developmental model of the change
process,

Other factors affecting the change process have been
cited by McClelland fn his analysis of Niehoff's work (p. 7
Varfables relating to the culture, the receptors and the
change agent are listed.

1. Amount of Behavioral ?h!ﬂi;_ﬂlaﬂéﬁlﬂ' Innovations
chosen tor incorporatio”. shoulia be compatible with
the cultural patterns ¢f the recipient group. This
means that the amount of new behavior which must

be accepted, and the amount of old behavior which
must be given up, will be minimal.

2. gggiEient Nggdgi Innovations should be selected
wiich meat exisiing or felt needs, preferably
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those which the recfipfents have trfied to
solve through thefr own effortse.

3. Reward Structure: Innovations should be
selected which provide practical benefits
as percefved by the recipients, usually by
fmproving thefr economic posfitione.

4, Local Cultural Patterns:s The strategy of

Tntroduction will Tnvolve adapting to and

working through the local cultural patterns,
pa;tlcularly the patterns of local leader=-
ship.

5. Communfcatfont The change agent or innovator
must establish an efficient two=way flow of
fnformatione.

6. Involvement: Recipfients must be fnvolved in
the Introductfon process through full partici-
pation.

7. Flexible Strateqies:s The change agent fs
fiexibie In his strategies altering them to
meet unforeseen cfrcumstances.

8. Patterns of Maintenance: The change agent
establishes patterns of maintenance among
the recipfents so the fnnovations can be
continued when his influence s withdrawn.

The change process fnvolving new behavior patterns and
new or altered values may be considered as essentfally a
re-educative process. Kurt Lewin discusses the change pro-
cesses fnvolved at this level and provides some insights
fnto the nature of the process thereby fdentifying varfables
requirfng attention §f change s to be attafned.

In his analysfis of this process Lewin maintains that
the changfng of values §s not and cannot be only a ratfional
process. He cites the fact that lectures and other abstract
methods of transmitting knowledge are of lfittie avail In
changing values, belfefs and behavior.

The change process affects an fndividual in several
wayss (1) his cognitfve structure, including all his facts,
concepts, beliefs and expectatfons, (2) his values, including
both his attractfons and aversfons to groups and group stan-
dards, his feelfngs fn regard to status dfifferences, and his
reactions to sources of approval or disapproval and (3) his
motoric action which fnvolves the individual's control over
his physical and socfal movements.

49




- not sufffce to rectify false perception.

Y S

Lewin stresses that socfal actfon is "gteered” by an
fndfvidual®s perceptfons which are a function of facts and
values. How a person percefves himself in his percefved
surroundings determines socfal actfon according to Lewin.
His premise for inservice educatfon or any change model
would be a function of changfing an fndfvidual's socfal
perceptfon. Change would take place to the degree that
socfal perception was changed.

Lewin's work acknowledges the fact that ft fs a myth
to belfeve that fndividuals will change or adopt new methods
or procedures {f they only possess the facts or correct
knowl edge. Correct knowledge, according to Lewin, does

The perceptions of individuals which provide a day=by-
day pattern of lfving, fncluding fncorrect stereotypes, is
the same as attempting to functfon with fncorrect concedts
fn the physfcal or technologfical worlde Changing the im-

proper stereotypes requires, in Lewin's framework, planned
experfencese.

The problem of planned change, based on ratfonal pro-
cesses with emphasis on the cognitive elements, has sfgnificant
shortcomings §f Lewin's analyses are correct. In addftfon,
his generalfzation has implications for the questfons "Why
wasn't the change permanent?" His generalfzatfon statess
"Changes in sentiments do not necessarfly follow changes fn
cognfitive structure."

The questfon can be raised about the ethfical varfables
fnvolved fn the change process if the time element s examfned.
Many programs have attempted change utfiifizing time perfods
too short to accomplish the goal. Lewin places the problem
fn perspective fn his statement about the acceptance of new
values and group belongingness. As stated previouslys “A
change §n conduct presupposes that new facts and values have
been percefved." However, this does not guarantee that change
will take piace. Lewin maintains that a change fn the "culture®
of the individual s required; that the change or re-educatfon
process accomplishes nothing If the "fndfividual becomes a
margfinal man between the old and new system of values." Thus,
programs which "only begin" the re-educative or change process
and never complete the task are gufity of leaving indfviduals
fn zones of confusfon and with fncongruous and §inconsfistent
patterns of behavior. In fact, Lewin maintains that not only
fs nothing worthwhil2 accomplfshed but there are other dangers
fnvolved as well for those who do not understand the change
process and do not plan the re-educative process carefully.

For fnstance, Lewin notes that an individual who fs
forcibly moved from his own to another country, with a
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different culture, 1s llkely to meet the new set of values
with hostility. He further states that this hostility occurs
when an {ndividual is made a subject of re-education against
his will. The basis of the observation is the comparison of
voluntary and involuntary migratfon from one culture to another.
The implications for those engaged in the change process are
significant, particularly in {dentifying and obtaining the
, cooperation of "opinion leaders." "Opinion leaders" are

- generally socially active within a given culture. Lewin

- believes that those individuals who are soclally inclined

o or less self=centered will offer stronger resistances to

re-education because they are more firmly anchored in the

old systems It is the incongruity between the insistence

on freedom of acceptance of a new {dea, value or procedure,

the strength of the belfef and value system and the need for

: outside assistance In the change process that brings Lewin

L to state the dilemma In the form of a question.,

How can free acceptance of & new system oy values
: be brought about {f the gersin who 18 to be educated
; is, In the nature of thinge, likely to be hostile to
| ' the new values and loyal to the old?

; Based on the foregoing analysis, wnat varfables are

§ operating that can be {dentified and accounted for in the

: change process? There are several which Lewin believes to

; be essentfal {n understanding the process. First, he main-
; _tains, in the planning of change, methods and procedures

i which seek to change a person's values and belfefs {tem by

: {tem In a loglical procedure cannot succeed. He recommende

| a "step by step" approach of gradual change from hosti!ity
to friendiiness In regard to the new system as a whole,
rather than the conversion of the individual onz peint at

a time, The first priority in the change process, therefore,
would be changing an individual from hostilfty, to open-
mindedness, to friendliness of the new “cuiture® as a whole.

This can best be done In Lewin's framework through the
3 creation of an in-group. This I8 a group fn which the members
feel belongingness. The use of the "{n=group,® together with
the establ{shment of a strong "we feeling," greatly enhances
the "step by step®™ process and the change to the new culture.

The function of the "in-group" and the "we feeling" is
important. In summary, Lewin would maintains

|

E esssin=grouping makes understandabie why compiete
; acceptance of previously rejected facts can be

f achieved best through the discovery of these facts
| by the group members themselves. ....an individual
i will believe facts he himself has discovered In

{
{
'
A

the same way that he believes In himself or in
his group.
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and finallys

eeeelt can be surmised that the extent to which
gsocfal research s transliated fnto socfal action
depends on the degree to which those who carry
out this actfon are made a part of the fact-
finding on which the actfon §s to be based,

Creating an atmosphere for change §s the central theme
of Bradford's analysis of the change process and fs supportfve
of Lewin's conclusfons about the need for the "{n-group® and

the securfty fTactor. Bradford belfeves that unti! the thoughts,

feelings, and behavior needing change are brought to the surface
for the indfividual and made publfc to those helping him, there
fs Ifttle lfkelfhood of learning or change. In order to attain
this surfacing of belfefs, values, and behavior, a climate must
be estabifshed which reduces threat and defensfveness and pro-
vides emotfonal support while the learners undergo the difficult
process of changing patterns of thought and behavior.

: The question of the cognitive aspect was dfccussed pre-~
viously and given a reduced priority. However, Bradford notes
that information seeking and recefving factors are essentfal
and states:  "Knowledge from a varfety of sources fs vital to
the learning process."

Feedback s another varfable introduced by Bradford.
Upon analysfs it becomes clear that feedback i8 an on-going
evaluatfon and assessment process which expands the commonly
held concept that one learns by doing. Bradford concludes
we do not learn by doing. He makes his pofnt by statings

We learn by doing under conditions fn which relevant,
accurate and acceptable reactfons which we are able

to use get through to us. ...Increasingly, it fs
clear that the concept of feedback has fmportant mean=~
fng for the educatfonal process.

The fntegration of new knowledge into new behavior patterns
can be based on the ahove perception. New modes of thinkin?;
dofng and acting are accrued over time through experimentation
and practice sftuatfons. 8oth learning and re=learning take
time. And 1t §s fmportant to remember that the step by step
process i3 fncremental over time. It fs a developmental pro-
cesg, It cannot be mandated. Therefore, {f traditional
practices of fnservica tcacher educatfon are to be changed,
one conclusfon can be made. It will take time.

Not only will §t take time but there must be a payoff.

Just because some people beljeve others should change does
not make change acceptable. If the goal §s the fmprovement

'8




of fnstructfon, as s so often stated, the questfon about
change can stfll be askeds "Why should the teacher change?"

The Change Process~Communfcatfons

Permcating the entire dfscussfon of change are several
slgnificant elements essentfal to the change process. One
Is communfcatfon. The success of the change process is related
to the adequacy of the communicatfon processes, The develop~
ment of openness, security, accuracy of perceptions and
assessment procedures cannot take place without appropriate
communfcations,

Bhola mafntains that the diffusion of an fnnovation will
be determined by the utflfzatfon of resources such as "influence
resources” which are directly related to the Ifnkage of the

fnnovator and adaptor through some communfcatfon or fnteractfon
pattern,

The communicatfion factor becomes more of a problem, as
?oes fnservice teacher educatfon, when Dague's observation
8 studfed,

eeesA major problem encountered by local school
districts today §s the difffculty that faculty
members. have fn working together. This is largely
due to the fact that teachers trafned at various
universities have divergent viewpoints regarding
philosophfes of educatfon and the process of educa-
tfon. Add to this divergent character of educational
back?rounds the mobiffty factor of teachers, we .can
realize why a continuous fnservice educational! pro-

gram s an essentfal part of any well functioning
school system. {p. 1)

The establishment of fnterpersonal relations and good
communfcatfon among and between fndividuals and groups is a
problem that has recefved very lfittle attention. In fact,
educatfon may have been fnfatuated with a learning theory
model when many fndfcators direct attentfon to a communfica-
tion model as having more validity in the attafnment of the
goals and objJectives of the educatfonal process.

- Interpersonal communficatfon described by 8chon, (p. 210)
as, "what is happening between us ncw," s a significant factor
fn change, Schon calle it a "powerful lever.” He notess

Reference to "what is happeniny between us now" fs
apt to provoke embarrassed silence, c¢r, {f there

fs power present, a sense of risk and danger. It
fs, nevertheless, a direct route to that sense of

interpersonal security which is so importan 1o
radica gngva%lo & . ;

*f{talfcs added
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Jhe Change Process--Conditfons Necessary for Learnina and Changes

Although a number of the condftions necessary for learning
and change have already been stated or implfed, ft seems neces=

sary to elaborate on several and direct attentfon to some new
.ones,

The frequency of mention of the principle that the fn-
gservice program which is well concefved will make "the learning
rocess the focus of organfzatfonal efforts desfgned to serve
%he needs and purposes of fndfvidual teachers, "establfishes it

as a central varfable from which others derfve.

The learning environment fs a part of the learning process
equatfon as are other factors. Edmonds (p. 34) lists the follow=
fng as befng "those aspects of learning® which affect what §s
able to be achfeved toward a teacher's personal growth.

1. Physfical Environment-=~This ranges on a contfnuum from
very fnformal and non-structured to highly formal and struc-
tured. The selectfon of the appropriate environmental desfgn
for a gfven activity and goal s the fssue.

2., Indfvidual Perceptions of Others: How a person per-
cefves their colleagues Influences thelr receptivity to learning.
The fmportance of "feedback" to the change process has already
been discussed. Rubin reminds us that next to self- critfcism,
criticifem by a trusted peer scems to be most easfly tolerated
by teachers. (p. 19) The "fn-group® factor fs actfve here
also. Westby-Gibson concludes that fnservice educatfon programs

should be made up predominantly of those who are ready for
change. (ps 14)

35« Individual Perceptions of Selfs How one views himself
fnfluences nis perception of what is gofng on around him. As

Edmonds explains (p. 34), a teacher fs most !fkely, at [east
fn beginning programs, to fdentify external school needs in
areas with which he 18 qufite knowledgeable. To expand this
perception requires re~educatfon.

4, Functions and Roless A person's positfon within the
educational structure holide certafn significance fn the manner
fn which he percefves himself in relatfon to the fssuee fn-
volved. There §s a stratification of roies with given perimeters
assfgned efther formally or fnformally. Certain functions such
as budget currfculum, discipline, Inftfating of change and others
belong to certain people. These perceptions Iimit change and

hinder learning. Therefore, structure of organfzations fg a
varfable, '

Previously it was noted that Rogers consfdered the char-
acterfstics of the fnnovation to be a factor in the dfffusfon
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of fnnovatfons. Although this §s a significant variable fn
the change process, other conditions are of greater signif-
fcance according to Bhola. (p. 7) He concludess

esesCharacteristics of an fnnovatfon were not
%rimary fn determining the probabflfty of the

| ffusion of an innovatfon. The more important

: factor was the avaflabilfity of resources of skills,
o personnel, mategial angfinr:ugnce wizhdboth fnno=-
| : vators and adopters. a e neede esources
- were avaflable and deployed, the adoptlion of ia-u
Tnnovation could be achieved for an indiyfidual,
groug, organization or culture, in due course of

me ., %

J

£l

=

The person toward which the fnservice fssue s most often
directed, namely, the teacher, brings to the sftuatfon certain
fixed factors which require attentfon if change s to accrue.
Among those condftfons which teachers bring with them as reported
by Flanders (p. 136) and others ares

1. the lack of a sense of experimentatfon with regard
to thefr own behavior,

i 2, Ilimfted skills for exploring different verbal
| patterns in the classroom due to a lack of con-
z cepts that deal with behavior,

? 3. Ilimited tools for gathering informatfon system-
atfcally and

4, lack of time to develop, understand and use
data-gathering tools.

Implfed in the above conditfons, selected by Flanders,
; fs a concept of the functfon of a teacher fn the educatfonal
enterprise. Inservice programs reflect directly the percep-
tfons of administrators, teachers and others of the role of
the teacher, Change the fnternal and external perceptfons
of the teacher fn the socfal environment of the educatfonal
enterprise and you change the fnservice program as well as
the nature of the conditions affecting learning and change.

For fnstarice, an entire new set of varfables fs fntro=-

| duced fnto the finservice teacher educatfon equatfon when
Flanders (p. 136) suggests that teachers become self-dfrecting

analysts of thefr own and the students' behavior. Flanders

belfeves teachers needs {1) new concepts as tools for think-

fng about thefr behavior and the consequences of thefir behavior,

(2) procedures for quantifying these concepts in practical

classroom sftuations, (3) practice in using these concepts

{

o
! #f{talfcs writer's
i
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fn thefr own classroom to analyze behavior, (4) a research
ocrfentatfon attained through participation fn cairrying out
experiments desfgned by others and (5) participatfion in fnde-
pendent, self-directed fnquiry fn which one's own behavior
and the reactions of pupfls are the object of fnquiry.

The presupposftions fnvolved fn the above condftfons
affect directly the varfables related to changing fnservice
teacher educatfon. The underlyfng assumptions and thefr
Implfcatfons establfsh conditfons which place more responsf-
bilfty on the teacher becoming a self-directing agent of
change without the supporting system consfdered so vital by
other researchers. There are relationships however. Bessent
(po 17) summarfzes some of the conditions nacessary for
effective anc efffcfent learnfng. Peopie learn be“ters

(a) when they are actively fnvolved fn the learn-
fng process--when they do somethfng rather than
having something done to them,

(b) when there §s fmmedfate feedback to the consc-
quences of thefr behavior, . ~

(c) when the learning activity §s percefved to
possess face valfdity; that s, to be relevant
to thefr important concerns,

(d) when they are interested in, and enthusfastic
about, the learning activity,

(e) when thefr reactfons to the iearning actfivity
are refnforced by the reactfons of others, and

(f) when the learning activity is carefully desfgned
to accomplish clearly concefved purposes. .

The Process of Change--Environmental Factorss

This sub-sectfon could be entitied the “ecology of
educatlonal change" since it deals with the cybernetfc system
of the educatfonal enterprise and all the sectfonal, geograph=
fcal, personal and polftfcal varfables fnvol ved.

It s evident immedfately, when one begins a study of
change, that the fnformatfon and knowledge of any consequence
avaflable on the questfon of environment §s !i{mfited. Many
writers mentfon environment. Few have anything to contribute
except to recognfze ft as an fmportant varfable. 8ome have
recognized the great varfety of teaching conditfons through-
out the natfon and conclude that these varfatfons usually mean
thag)one procedure will succeed and another will fafl. (Rubin,
P.

02
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Others, such as Bhola, have attempted to develop theories
and formulas with which to conceptualize the envirenment and
accept 1t as a factor in any {nnovation or change process.

The present study confirms Bhola's contention that environment
is wholly neglected in most tnnovation models. Rubin (p. 17)
in his work reports that those he calied "faciiftators" had

a hunch that the environment in which the teacher operates

is of greater Influence on his desire to improve professfonaliy
than any of the other variables testede The effectiveness of
resources {s affected by the environment within which {nnovators
and adopters exist according to Bhola. (p. 7) He believes the
environment has the potential to multiply the effectiveness

of resources or neutralize them resulting in expenditura of
resources with no gains in diffusfon.

The work of Bhola on the question of environment is perhaps
the most substantive. He points out that hardly any attempts
have been made to measure social environment. Furthermore, a
precise definition of the environment was not available as a
base for measurement, prediction and explanation of human and
gsocial characteristics in the change and diffusfon. process.

In thelr research Bhola defined environment as:

comprising physical, social and intellectual
conditions and forces that impinge continuously
on a configuration. 1In the casa of an f{nd{vidual
ft will Include a range of environments from the
most immediate social interactions to the more
remote cultural and institutional forces. (p. 13)

Bhola explains the diffusion of an {innovation as a "funce
tion of the relationship between the fnftiator from a class of
such fnitfators and the target from a class of such targets;
the extent and nature of |inkage betweer and within configura-
tions; the environment in which the configurations are located;
and the resources of both the fnitiator and targetl configura-
tion. There are, therefore, five elements in the equatfon:

1. Diffusion (0)

2. Configurational Relationships (C)
(a) iInitiator (1)
(b) target (J)

3. Linkage (L)

4, Environment (B)

5. Resources (R)

09d
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Diffusfon can then be explained as a functfon as follows:

O a f(CLER) (p. 8)

Further explanatfon of the theory is provided by classify=
fng environments ass

1. Instantaneous environments.
(subjectfve and objectfve)

2. Persistent-subjective environments.
(This ifmplfes there are as many
environments as there are fndividuals)

3. Persfistent-objective environments.

In the analysis of the environment Bhola developed a
matrix from which to conceptualfize the environment. He sees
the concept of environment involving two dimensions-=-the
objectfve=subjective and the fnstantaneous-persistent. The
following matrix provides a visual presentatfon of the {dea.

Four Components of Environment
Sub jective Objective
Instantaneous 1 2

Persistent 3 : 4

Bholu belfeves "ft i1s the persistent-objective environ=-
ment which will, wholly or fn part, supply the ecofogy of an
innovatfon." Whether the environment will be supportive, -
neutral or inhibiting will depend, according to the theory,
on the net component of the forces fn the environment acting
on the fnnovatfon.

The Change Process--Chanae Agentss

Throughout the Ifterature on inservice teacher educatfon,
innovatfon and the change process, suggestions are made that
what 8 required to improve the process is a person known as
a "chaige agent."” Most Ifterature does not define the role
of this person beyond recognizing that specfal talents and
knowledge are required and that problems exfst between the
development of a process of fnnovatfon and the acceptance and
practice. Some wrfiters call the new role in educatfon a
professfonal fnnovator. It §fs observed that rersonnel at
the county and state levels of Public Educatfon largely con-
fine thefr role to regulation and neglect the advocatfon of
change. Those that do engage in the change agent role usually -
serve Intermittently or as a transient.

oA
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The typical public school teacher or administrator does
not possess the research skills nor the habits of scholarship
to do the Job. (Lavisky, p. 6)

The question of the utilfzation of change agents within
the system of education fs often raised from a moral! or ethical
posture. The questione of planned change, individual freedom
and choice are fssues brought forth by many when the role
of change agent s discussed. One way of viewing the structure
within which the change agent would operate as well as placing

the questfons In perspective 13 the point of view expressed
by Bhola. (p. 5)

eeeefnnovators and change agents should be enabled
to work for fnnovatfon diffusfon as long as they
are competent, are using thelir socfal skills for
common good, have been assigned to thefr ro!cs by
the people themsel ves through known democratic
procedures and can be removed from those positions
again through establ{ished processes; and as long
as Indfviduals, or groups have the freedom not to

consume the fnnovatfon or change offered and made
avallable,#

The change agent fulfflls a role within society of pro-
viding a Ifnk between the innovator and the acceptor. Barnett
(p. 295) reminds us that it s common practice today for
professional fnventors to relinquish their advocacy to"pro-
fessfonal surrogates." They leave the advoeacy of thefr
innovations to representatives who are specfalists {n this !

flfeld. The proposal {s that the ffeld of educatfon adopt
this practfce.

It may have advantages. Morfson (p. 39) discusses the
concept of "identfificatfon” {n his analysis of fnnovation
diffusfon. He found that indfviduals play many roles; some
{dentify themselves with their creatfons and obtafn satfs-
factfon from the thln? ftself, a satisfaction which interferes
with their thinking efther about the use of the defects of
thefr innovation; some fdentify themselves with a settled
way of I{fe they fnherfted or accepted and find saiisfaction
in attempting to maintain that way of Iife unchanged; and
others identify themselves as rebellfous spirfits, nen of the
insurgent cast of mind, and obtain their satisfactfon from
the act of revolt ftself. 3 ’

Each of these categories of peopie identify with a
partfcular concept, convention or attitude each of which is,
according to Morfson, a powerful barrfer to change. The role
of the change agent s to alter the perceptfions of each
indfvidual.

*{talfcs added
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In the area of educatfon, the research spells out rather
clearly (Rowe, p. 12) the role fdentification problem. It
was found that teachers and principals not only focus on
different difffculties fnnovatfons present; they often hold
conflicting views. It s suggested that the role of the
change agent would be to examine the content of the conflicts
and determine means to reduce them through alternatfive actfons.
If Morison's assessment §s correct, the task of the change
agent would be to enlarge the "sphere of fdentification” of
both the teachers and principats from the part (thefr world
and fts concerns) to the whole (the fmprovement of instructfon
fn their school system). Rowe's analysis, which concurs with
Morfson's perceptfons, states that teachers focus primarfly
on factors related to belfef systems, learning environments,
management of classes and other simflar factors while admin-
fstrators concentrate mainly on knowledge, content, physical
environment, lack of equipment and space. Figure IV provides
a visual perspective of the relatfons determined by Rowe.

The Change Process-~Facf|ftators and Inhibftorss

Although the field of inservice teacher educatfon has
not reached that stage where a body of research exfists from
which to make definftive decisions, there does exfst an on=-
going body of practice which fdentiffes procedures which
facilftate the effort as well as those which inhibit the
effort. Whether definfitive answers will ever be avaflable
fs questfonable unless the attempt is to devise an fnservice
structure which 1s externally stable and internally flexfible
and adaptable to change. To be more prescriptive fn a field
concerned with as many varfed problems, programs, and people
would be presumptfous.

Programs which have been successful have utflized some
or all of the following practfices, among others, to some
degree.

One practice which seems mandatory if change {s desired
fs to change the planning of fnservice programs by adminfstra-
tive personnel only to teachers or to a cooperatfive effort.
The most successful programs are those that derfve content and
procedures from teacher needs. Furthermore, the more success-
ful programs have been those which were not only cooperatfvely
planned but planned for a perfod of three to five years.

Closely allfed with direct involvement in the planning
by the teacher §s the varfable called meaningful relatfonships.
It has been found that the best practice, based on the obJec-
tive to change behavior in the classroom, 18 to relate the
inservice program to what §s going on in the classroom.

a0
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The fnvolvement of the fndividuai; the meeting of his
needs through indfividualfzing fnstructfon and directing atten-
tion to those individuals who express fnterest in change,
combine practfces focusing on the fndfvidual which, according
to research reports and other data, fncrease the effectiveness
of fnservice programs. Meeting these criterfa requires a
flexible program and assessment and evaluatfon procedures
based on fndfvidual teacher growth as measured by thefr stu-
dents' achfevement. The focus of fnservice programs utflifzing
these criterfa s fn the classroon.

Another practfce which has facflitated fnservice programs
and fncreased thefr effectiveness is the use of outstanding
classroom teachers to conduct fnservice programs for other
teachers, 38tated or fmplfed fn all programs using this prac=-

tice is the development of trafining programs for teachers
assuming the new role. .

There fs disagreement on whether trafnfing programs should
be compulsory or not. The practfce utflfzed geems to be related
to the type of inservice program with some evidence that volun~
tary participation -has the greatest potential for the long=
term, well planned fnservice program.

All of the above facflftators, {f adopted, would require
modffication of traditfonal fnservice programs., If modiffca=-
tfons are denfed, what fnformatfon do we have which will
facfilitate change fn program at the operatfonal level? Lavisky
(pe 10-11) reports on an analysfs made by the Human Resources
Research Organfzatfon relating to adoptfon of thefr products
and/or processes by the Unfted States. Army. They found the
following factors or varfables to be fmportant.

1« Iimeliness. The product fflled a recognfzed

nstructional gap; it was relevant to a planned
or on~gofng revisfon.

2. Command Intgrgst. There was a strong opera=-
tional command interest, fncluding that of a
subordinate command. To put ft another way,
there was strong fnterest at both the manage=-
ment and workfng levels.

3+« Product gngin*g;in?. The end-product was a plug=-
in item, specifically engineered for a given
sftuatfon, requiring Ifttle effort to adopt 1t

to the operatfonal setting and requiring Ifttle
Army effort.

4. Concreteness. A materfal ftem, such as a come
plete jesson plan, program of fnstructfon, or a
trafning device with a user handbook, was
provided.
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5. Zelitgetst (for want of a better term).
Some other service, forelgn army, or civilian
institution had accepted the product or a
similar one.

6. Personal Interest. An undividual officer or
group of officers assoclated with HUMRRO
became convinced of the worth of the product
and were willing to serve as forceful and
dogged proponents.

Each of the above has implicatfons for the field of in-
gservice teacher education whether one is attempting to change
the over all approach to inservice education as generally
practiced or to alter the Internal practices of present on-
going programs.

The field of curriculum innovation has been studied and
there are certain conditions which have facil{tated the intro=-
duction of new curricula. A number of the conditions appear
obvious, yet may be overlooked by many concerned with the
change process. Some of the conditions included:

1. People==highly intelligent with differentiated
and specialized roles.

2., Reward Structure--individual recognition was
possible.

3. Problem=-precisely defined and Iimited In scope.

4, Resources--physical faci{lities, materials and
equipment were avallable as required and/or
produced as needed.

5, Communication-=personnet-were well !nformed
about similar developments elsewhere.

6. Application to Practice--curriculum was tried
out, altered and Improved until it met the
objectives.

There is evidence that the intellectual and knowledge
level of a teacher is a factor in the change process in
particular areas such as in the sciences and the technol=-
ogies. White (p. 18) reports that the amount of previous
science training appeared to be a significant contributor
to the effect of the teacher education program and that
an extensive knowledge base provides a greater potential
for change. Two factors may be involved in the latter
premise. One, the more knowledgeable teacher is probably
on the forefront of his field and two, because of this,
{s more secure.
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There are certain techniques which facflftate charge,
One 18 the concept of "feedback" which relates to the theory
of refnforcement. Programs which utflfzed "feedback" techniques
and focused on precision fn spelling out objectives greatly
facllftated the overall goal of the fnservice program. The use
of "feedback" presupposes the development of objectives for
the program. How else can the "feedback" concept be utflfzed
whether by self-analysis, fellow-fnstructor analysis, student
analysfs, teacher-educator analysis or a specfal assessment
and evaluatfon team. As Rubin reminds uss: "To Improve teach~

ing (or an fnservice teacher-educatfon program) it is necessary
to analyze performance." (p. 5) ‘

The experfence of those attempting to fdentify and state
problems and to fdentify and state objJectives fndicates a
major problem area which efther facftlitates or fnhibits the
change of inservice programs depending on how well these two
problems are carrfed out. It fs the rare teacher or teacher
educator who can state a problem accurately and succinctly,
It 18 also the rare teacher or teacher educator who can state
an objective accurately and precisely in performance terms.
However, all "feedback," evaluatfon, assessment and change
depend on these functfons being carrfed out at a high level
of sophistication. It 1s fnteresting to note that Robertson
found that the process of writing behavioral objectives at
all cognitive and affective levels seems to bring about more
change in teacher methods than did trafning fn classroom
observation systems., Thus, ft may be that change in fnservice
teacher educatfon programs could be enhanced by focusing
attention on problem fdentification and the delineatfon of
highly precise performance object!ves.

Geis would support the problem solving approach as befing
a sfgnificant facflftator in bringfng about change. He notess

The problem=solving routine provides the occasfon

- for the teacher to engage fn a number of skills
outside of those that have been traditionally hers.
Thus, she engages §n explicating fnstructfonal
problems, suggesting evaluatfve techniques, design-
fng and executing solutfons for problems, and

~adapting and adjusting particular solutfons to
fndividual students. (p. 11)

There are a number of varfables which can tnhibft change.
Of the many researches which reported faflure in attaining
change Gross' study fs most informatfve., His study was an
attempt to fsolate the factors that f§nhibit and those that

facilftate the Implementation phase of the process of planned

organfzational change., The study was made of an fnnovatione=
the radical redefinftion of the role of the teacher=--which
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was fntroduced fnto a small elementary schowl fn a lower. class
urban area. The implementation fajled. Some of the factors
the implementatfon of proposed organfzatforul changes must
take fnto account according to Gross ares

1. staff resfistance,

2., the clarfty of the fnnovation,

3. f{individual or group abflfty to perform ft,

4, exfistence of necessary materfals and resources and

" 5. the compatibflfty of organfzatfonal condfitions
with the fnnovation. _

Gross also found that resistance to the fnnovatfon may
emerge after the introduction and this resfstance can vary
over the perfod of time implementatfon efforts are befng made,

Others such as McClelland (pe 8) cite tnhibitors to

fnnovation or diffusion as befng assocfated with such factors
ass

1. the diffuseness of the goals,

2. knowledge and skfll §n the teaching professfon
to "engineer® fnnovations, ,

3. lack of evaluation and feedback which are related
t? precisfon fn the statement of goals and objec~
tives.

4, human factors. (Attfitudes of retfcence, suspfcion
and fear on the part of educators. WVulnerability
of the school system to powerful fnfluences such
as parents, school boards and power elftes in the
comnunity), and ‘

5. management and funding problems.

Rubin'e research found that the school principal was by
far the greatest fnfluence on the staff's personality. (p. 18)
Gross (p. 259) found that one of the major causes for the
fnabfl ity of many school systems to -demonstrate posfitive
educatfonal effects from their attempts to instftute educa-
tfonal change could be attrfbuted to "the truncated versfon
of the change process held by thefr adminfstrators." Further=-
more, Gefs ?p. 6) states that when an fnnovaticn {s adopted,
regardless of why, it usually leads to troubles because
sufficifent provisfon has not been made for continuing support,
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for financing, and more fmportantiy, for training teachers
in how to uce and how to avoid misusing the innovation which
in 1tself would fnhibft {ts acceptance.

Lavisky (p. 6=7) reviews other factors supportfve of
and fn additfon to those already mentioned. He cites cost,
the conservation of the educational establishment, faflure
of the adopting agency to adopt the fnnovation specifically
to fit fts own sftuation, and the necessary commitment to
alter the behavior of school personnel, among others: In
the same report factors which inh{bited adoption of fnnova=-
tions and the utilfzation of research completed by a private
- firm for the U. S, Army were noted. They includeds (1) Poor

communication, (2) Lack of Timeliness, (3) Nature of the
Change (too drastic orF couldn't be adapted to present proce=-
dures), (4) Lack of Command Support, (5) Cost (no way of
funding), (6) Lack of Engineering Capabfiity (personnei
necessary to translate research or innovation into opera-
tional terms and content did not e¢xist), (7) Policy Protlem
(lack of a doctrine under which to fit the new or Improved
training or operatfonal capability}, (8) Insufficfent Sales-
manship, and (9) Tradition (the product was percefved to
attack current practices, fndividual competence, "sacred
cows,” tradition, or long accepted doctrine). (p. 10)
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Evaluation:

The most powerful tool and the most sfanificant varfable
for affecting change fn tradfitfonal fnservice teacher educa-
tion programs fs the vague, difffcult to define, complex
problem plagued, phenomena known as evaluatfon. The level
of sophfistication of this area of education fs very primftitve.
The tools are crude and the gskill of the practitioners !imfted. '
Yet, unless the state of the art of evaluation fs advanced, ‘
together with the state of the art of supporting areas, the
possibilfity of fnitfating, supporting and sustafning planned
change fn fnservice teacher educatfon is fmpossihble. This
fs true because a salfent but Ifttle recognfzed factor is
fnvolved. Without evaluatfon it {s fmpossible to determine

the array of other varfables that fn toto affect a given
fnservice program.

Basfc to the question of fnservice teacher education
and evaluation fs the fssue of educatfonal philosophy. The
concept of evaluatfon reats on the assumptfon that there fs
something that can be measured, assessed, compared or assfgned
a value. When one compares, he compares a given actfon, ob-
Ject or event to a given staridard. The standard s based on
a previously gelected criterfa. If the questfion concerns
instructfon, the ultimate question §s based on a given phflos-
ophy of educatfon. A gfven philosophy presupposes certafn

agsgumptions which provide a base for the missfon, goals and
objectfves of educatfon.

Unless the philosophy of a given educatfonal program,
together with the assumptions of the program, s precisely
stated, it §s tmpossible to engage the questfons of change
or evaluatfon. For one thing, it would be fmpossiblz to
answer the questfon, "Change from what?' It would also be
fmpossible to answer the fo!lowing questions.

1. What change shall be made and why?
2. Who and what shali be changed and why?
35« When will the change take place and why?

4. How will the change be inftfated, accomp | fshed,
mafntafned and assessed and why?

The questfors of whether change §s possible or not or
whether it can be accomplfshed in a given time perfod are
frrelevant questfions when compared to what change and In
what dfrectfon. The present review of the lfterature on
varfables affectfng change fn traditfonal fnservice teacher
educatfon programs can conclude only that the questions of
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the philosophy, direction, content and purpose of education
have not been answered. This leaves educators with evaluation
and statistical techniques rather than processes and programs,

How educators can expect to evaluate thelr efforts or
have them evaluated adequately by others without a clear state=-
ment of purpose is a mystery. It is apparently accepted as
standard practice in the day to day fieid operation that it
doesn't make any difference which trail you choose If you
really don't know where you intend to go. ' .

The "{f-then" equation ajids In focusfng attention on
the issue.” If the goal of inservice teacher education is
to affect the quality of instruction within the educaticnal
enterprise then educators must seek information about the
best strategles for effecting change both in the structure

of inservice education and In the nature of the inservice
process.

It has been conceded for some time that teachers can
undergo intensive inservice training designed to change
attitudes in the classroom and to increase understanding of
the problems of ch!ldren and be totally unaffected according
to Buskin.' (p. 22) He reports that the U.S.0.E. spent
nearly $9,000,000.00 in 1968 for inservice training of teachers
under Title I with iittle evidence to show that the training
ultimately pald off In improved learning for students. A
federal task force stated that the major problem was lack of
proper evaluation. Yet, designing and implementing adequate

evaluatfion programs has been found to be difficult to carry
out.

The question remains after reading similar reports, "What
were they trying to evaluate?" The studies reported by Buskin
and others reinforce the fundamental! tenent that evaluation
cannot be "after the fact," whether concern is with changing
total programs or individuals within programs, Evaluation
must be an on-going, day-to-day process. This {s true because

"everything is in process and nothing stays still."

The evaluation process can add to both security and
insecurity. Without evaluation there is less freedom, less
control of one's situation and greater insecurity unless the
process of rationalization, supported by myths and operational
modes based on stereotypes, is used. Without a "knowledge of
where we are" we opt for being controlled by the situation
rather than controlling the situation. One's actions become
purpogseful and efficient when he is aware of what his actions
actually do. The development of this awareness is an {mportant
tactor in the evaluation process, particularly for educators
concerned with people and behavior.
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The concept of evaluatfon rests on the principle of feed-
back. The goal s control, Contro! fs a functfon of accéurate
and precise fnformatfon. What informatfion and when §s a
question of objectives. Thus, if 1t is desired to change
traditfonal fnservice teacher educatfon programs for the
purpose of improving the qualfity of the instructfonal process,
then the first task is to state the mfssfon, goals and objec-

ves of the educatfonal process in precise performance terms.
At fssue, of course, §s whether educators and the publfc are
willing to establish pre-determined, specific goals for fn-
service feacher educatfon programs based upon precisely stated
philosophies, missfons, goals and objectives of their educa-
tfonal and fnstructfonal programs. If they are then it fs
possible to change traditfonal fnservice teacher educatfon

programs to attain these goals and thereby improve the qualfty
of fnstruction.

, S8uccess s not possfble fmmedfately but at least the
varfable fs fdentiffed and the professfon can engage fn -the
process of attafining evaluation precisfon by successfve
approximatfons.
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Summary s

The questfion rafsed by this study cannot assume change
was not and s not occurring in inservice teacher educatfion
programs. Change is occurring and will continue to occur.
The question concerned changing traditional f{nservice teacher
education programs for the purpose of improving the quality
of instruction. The need was to determine those varfables
which affect change, They have been listed and dfscussed
in several contexts and it is not necessary to provide a
compendfum at this time,

Rather than a review of what has already been safd it
seems appropriate to state in as brfef a form as possible some
of the more elemental observations which are Jjudged to be
fmportant to the questifon.

Change {s always occurring. The questfon is: What type
and in what direction. Planned change is posgsible and is a
desfrable goal. We know we can attain change., We also know
there is a large gap between theory and practice which is

usual in the day-to-day world but in the case of change both
elements are weak,

We know that present day inservice teacher educatfon
Programs produce little change which affects the quality of
instruction. We know that one of the reasons is that the
programs are not evaluated. And we know that programs without
precisely stated objectives are next to fmpossible to evaluate.
In fact, evaluations of programs without performance obJectives
are largely subjective exercises fn futfifty.

We know much more about change and the change procecs
than most educators are willing to admit. It almost appears
they are reluctant to use the tools avajlable to them for
engaging the question.

We know that the varjables affecting change fnvolve
diverse elements such ass philosophy, peepie, programs,
performance, places, practices, projections, precisfon prac-
titfoners and planning, to name a few. We know that the
process of change is complex. We know that {t requires
knowledge and skfll of a high order to direct planned change.

We know that many of the varfables ielate to the diversity
of goals fn education, the lack of a structure within the
educatfonal establishment to plan and manage change including
the preparation and training of such specfalists as those

‘required for qualfty control, the evaluators.,
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We know it will be necessary to create specifal organfza-
t;ons to service functions such as change, evaluation and
training. School systems are not equipped to handle these
functions themselves.

There are many suggestions and recoiimendations that could
be made with respect to changing inservice teacher education.
In fact, there are lists ranging from four or five items to
twenty or more. Some are more critical variables than others.

If a decisfon is made by the Unfted States Office of
Eduzatfon, a glven state department of education, county school
system or other political entity with direction and control
over education to change inservice teacher educatfon, then
actfon devoted to the following varfables s in order.

1. The formulatlion of precise, long-term develop=-
mental plans.

2. The development of specfalists including managers,
change agents and evaluation specialists.

3. Establishment of programs for the study of the
change process, including research and evaluation.

4, Commit funding sources to fong=term ventures so
the critical variables of resources and fol low=-up
can come finto play.

5. Structure all phases of the program so there {s
direct involvement of teachers in the process..

6. Design the efforts so the focus of attention is
directed from the part to the whole.

7. Create an "outside force" such as Training Centers
with the long-term task of engaging the problem
of Improvement fn the quality of instruction with
particular attention to the Tirst two years of a
teacher's tenure.

Finally, a solution to the reward structure in education
must be found for personnel at all levels. This is important
because: In the last analysis it 18 people who change pro-
grams. The questfon iss "Why should they?"
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vIII, ' SOME REFLECTIONS
Wil J. Smith and Frederick A. Zeller

Introduction:

Changes in inservice teacher education appear to be
widely desired at this time by professional educators and
by an important segment of the lay publice The feeling
ifs widespread that the quality of the output of education
s substantially below acceptable levels in a technologi=-
cally orfented society.

Although probably an overeimplification, there appears
to be a consensus that the failure of society to more
effectively manage contemporary events 18, in large degree,
attributable to the fact that today's people are confronted
by a massive explosion of social and physical knowledge.
This new knowledge is unfolding at rates far {n excess of
the abil ity of traditional education to pass it on to the
young. Hence, there §is thought to be great need to expend
resources to provide for the lifelong educaticn of teachers
in order to give them the means of keeping abreast of
intellectual developments and the use of new educational
technology. Conventional programs of preservice education
cannot be expected to meet these needs. Preservice programs
are, in some cases, described as producing products which
are obsolete before the production proceas is complete.

Whether or not this is a realistic view of the state
of the art In inservice education {8 another question, It
could be suggested that our society has transferred an
increasingly large number of socfal functions to the educa-
tion institution (for example, the eradication of poverty
and the implementation of equal educational opportunity
policy-=the right of al! to quality education) and that
education is, In a sense, being blamed for the fallure of
other institutions to deal meaningfully with evolving and
emerging social problems. In addition, it could be argued
that education, for one or -more 1'easons, has lost its power
to contribute to social growth as in the past. Its advocates
and proponents are struggling to discover ways of halting
the decline of {ts social influence.

Ideally, any investigation of change variables would
have focused upon an examination of the results of empirical
studies of fnservice education and behavioral change. In
attempting to determine change varfables this would have
been most advantageous in that the goals and results of

-alternative programs could have heen compared relative to

gsome measurement or starting point, However, for the most
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part, this has not been done. There appears to be a diver-
gfty of well discussed views about the specific goals of
educatfon, but precfous Ifttle agreement about the goals

of fnservice educatfon. In additfon, there s even less
empirfcal evidence as to fts effects. (Benjamin, p. 1)

Thus, most of the views cited can at best be labeled
as fmpressfonfstic, or perhaps are conclusfons based on stated
or unstated value Jjudgements. Nevertheless, it is belfeved
that a review of the Ifterature, supplemented somewhat by
an attenuated analysis 8 a useful procedure for generating
hypotheses which can be empirically fnvestigated fn the

future when it is possible to control for specified educa-
tfonal goals. '

Conceptual Model s

Behavioral change is most Ifkely to occur as the result
of complex relatfonships fnvolving the actors whose behavior
fs of primary concern (fn this case the primary and secondary
teachers), the environment fn which they are actfng (made
up of school adminfstrators, publfc opinfon, students, other
teachers, etc.), and the fntensity of the relatfonship between
the actors and the environment (f.e., the qualfty and quan=
tity of the relatfonship between the actors and the environment).
Several examples of dimensfons of these broad classes of
varfables might be useful.

If there 8 an urgency for teachers to change their
professfonal behavior they will be more apt to change it than
ff there §8 no urgency to change. In turn, their perceptfon
of the need to change will vary with such factors ass (1) the
presence or absence of internal{zed needs to keep pace with
changes fn educatfonal technology, (2) keeping the fnstftutfon
of education in line with their own and socfety's changing
expectations of it, (3) the opportunities for change and,

(5) the types of socfal and economic rewards related to change.
In turn, these varfables fnteract with each other. For
example, If fncome and professfonal status encourage change,
there are more lfikely to be greater opportunftfes for change
and a hfigher value placed upon it by teachers.

While these examples are complicated enough, they sug-
gest that the behavioral change of teachers is related only
to varfables which operate within the education fnstitutfon.
To the extent this s true they do not fllustrate reality
for many teachers fn the professfon at any gfven pofint in
time., To cite only one example. If participation in in-
service education s strongly rewarded and non-participatfon
severely sanctfoned, then an individual®s calculatfon of
the value of meaningful change, as an educator, may finclude
estimates of the returns to be had from alternative employment,
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Or 1t might affect his tenacity In insisting on specific
ifnservice programs which may or may not have anything to
do with the particular goals being sought in a school dis-
trict by the policy-makers in the district.

Thus, viewed abstractly, the success or fallure of
attemptzs to change traditional inservice teacher education
programs depend upon a wide variety of variables, including
the individual teacher as a professional, the school system
in toto, the community, and the state of alternative labor
markets in which the teacher is most !i{kely to become a
competitive participant. Unless these and other variables
can be controlled, the reasons for the success or fallure
of any given inservice education program cannot be known
precisely.

On the other hand, the state of soctety (by definition)
usually approximates equilibrium. Therefore, certain trends
should be operable and observable as tendencies by astute
students of society, whether or not they are using method-
ology which clearly reveals the detalls of social action.
While one might not want to pay too much attention to the
details of a literature based on less than reasonably ade~-
quate hypothetical specification of relationships of varfables
as well as statistical measurement, that l{terature ought to
reveal broad trends and lend itself to Insightful {nferences.

It is recognized that the conceptual model presented
in the following is quite sketchy. However, {t should be
helpful in revealing the types of variables moast Iikely to
be {dentified and the use to be made of them.

Needs of the Teachers for Inservice Educations

As one would expect, the extent to which teachers feel
a need for inservice educatfon {s thought to be significantly
related to their acceptance of new programs. However, it
was found that teachers perceive such needs for different
reasons. Obviously, this may call for quite different kinds
of programs and different methods of selecting participants
to become invoived in these programse.

There are numerous references in the literature to the
need for new programs to change the output of the educational
ingtitution from what 1t 18 at any given time to a level
and quality of output which is more closely aligned with
contemporary social expectations and needs. (Bishop, Lewis,
Moffitt and others) Goals which give rise to the need to
upgrade the quality of educational experience for the students
include the followings to contribute to more complete student
development; to maintain pace with the ever=accelerating
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know!edge explosfion, and to graduate students who are
famfliar with the important and constantly changing posi~
tion of the United States (and its people) both with
respect to internatfional and domestfic affairs. Thus, it

is suggested, at least In part, that inservice programs

are necessitated by the constant fluctuations in the goals
of primary and secondary education., If this is so new
fnservice programs probably would be welcomed in proportion

to the extent to which the new goals are understood and
-agreed upon by teachers-~other things being equal.

Other needs for inservice education programs are related
to the widespread requirement for participation {n them in
order to acquire and retain certification, promotions and
professional status (Dickson) and the necessity of new teachers
fn a system to acquire knowledge about their organization and
fts policies, about the nature of the community in which {t
is located (childress; Hunt; Kinmick), and about the likely
future socfal roles of the students who wil! be graduated,
(Flanagan) :

While the extent to which teachers feel a need for in-
service education i3 of crucial importance for the success
of new programs, planning such programs solely in terms of
goals stated as broadly as these probably would be a mistake
fn most cases, Inservice education must be related to the
specific needs of teachers, as they view them (Kinmick;
Parker), and the teachers must belfeve that they can move
from {deas to action in the classroom-=that is, that the
results of inservice programs can actually be used in experi-
mentation and demonstration in the classroom. (Parker) All
too often, it would appear, teachers have participated fn
fnservice programs and, subsequently, have discovered that
they were unable to change classroom procedures and practices
because the new {deas and procedures were In conflict with
the attitudes and the expectations of administrators and/or
community resfidents. :

Apparently to insure that inservice education is more
clearly and closely related to the strongly felt needs of
teachers, they have increasingly demanded a larger voice
fn planning and implementing programs relative to school
administrators and spokesmen for the general publfc, such
as board members. (Cartwright; Corey; Rfchey; and others)
Not entireiy surprisingly, these demands have met with more
than a |fttle success. Indeed, it §s now possible to state
that whether a new fnservice program meets with success or
fallure I8 clearly related to whether or not those in whom
behavioral change is sought are integrally involved in
designing and carrying out the programs attempting to change
their behavior,
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It 1s interesting to speculate as to why this appears
to be true In general. One reason might be that our goclety
has Increasingly accepted the principle of democratic decision=
making when important decisions are made. At least one would
prefer to think that this is the reason. However, it also
appears true that most of the movement iIn this direction oc-
curred during the particularly favorable period of the 1950's
and 1960's. During this time a general teacher shortage
existed because too few teachers were being graduated and/
or the rate of mobiiity of teachers to other occupations
was high because of general shortages of college=-trained
people in a falrly dynamic and prosperous economy.

Whether or not teachers, administrators, and others
can Jointly plan more effective inservice programs, however,
does not depend only upon the fact that all {nterests are
represented. The literature recognizes, though without much
sophistication, that the behavioral change quality of such
Joint efforts depends critically on the extent to which
such parties approach a "group" relationship, a relationship
in which different people have different roles but nonethe-
-less value other group members and fee! a sense of inter-
dependence with them. Because of the emergence of this need
during a perfod in which the interests of an increasingly
farge number of groups came toc be represented in the design
agd f?gduc: of ina:rvlce effgrta, :t somet imes apgeara":n£
the erature that efforts to achieve "qroupness" or nter-
action" more than occasionaily came to p&EVail over efforts
to accomplish substantive educational change. While empirical
data are not avallable to confirm or refute this possibility,
future study for the purpose of fnservice program evaluation
should attempt to deal with the question of how much "groupness"
Is productive of substantive educational progress. Several
recent studles including that of S8ilberman conclude that many
master plans for education "mask ai: absence of serfous thought
or substantive change." (81i!berman)

Opportunities for Inservice Education:

It 18 widely recognized that a large number of groups
must provide support and encouragement for new programs of
inservice education. Meaningful participation in such pro=
grams depends {mportantly on the support and encouragement
they are given by school administrators, community residents,
university and college faculty and staff, and the professional
educat;onal societies. (Blick; Goodlad; Mauker; Moore; and
others

With respect to the content of inservice programs, ft
is recognized that ultimately the local schoo! administrators
and the community resfdents make the decisions. At the same
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time, however, ft Is probably true that the decisfon-makers
will make the best decisfons ff they have at their disposal
the most advanced fnformatfon about educatfonal problems
and opportunfties avaflable. This seems reasonable and,
hence, §8 advanced as a sfgnificant varfable fn changing
tradfitional fnservice educatfonal procedures.

With respect to the adminfstrators and the community
resfdents, and apart from matters of program content, it
has been suggested that fnservice programs must have ade-
quate resources: (1) to free participant teachers from
economic worry (f.e., fnservice educatfon should be done
on school time), (2) to provide approprfate physfcal condf=-
tfons (Moffitt; Otto) and, to make available "outsfde"
expertise to plan and carry out new programs. (Parker)

Colleges and unfversities, of course, have roles to
play fn any fnservice education program concerned with change.
These fnstitutfons of higher learning must provide preservice
.education programs which will encourage the development of
a felt need among teachers to accept fnservice development
as a personal oblfgation, colleges and unfversities must
fmplement new fnservice programs and assume a greater measure
of responsibflity for the desfgn and conduct of career=long
educational experfences for thefr graduates and other tezchers
fn thefr geographical areas.

There {8, however, comparatfvely Ifttle support in the
literature for the typfcal off=campus credit courses offered
by colleges and unfversfties. Apart from criticism of thefr
content (which fs viewed as fafrly traditional), these courses
are thought to be relatfvely unimportant to the colleges
offering them in the sense of their return to the colleges'
academfic standing and, hence, relatfvely weak in terms of
any content and educational fnspfiratfon. It fs entirely
possfible that much of the criticism of the off-campus credit
courses s due to thefr faflure to meet specific classroom
needs. Nor are they ?enerally taught by people who view
fnservice work as having high value to them (f.e., devoting
substantfal amounts of their time, interest and energy to
such work, and befng evaluated in terms of success or faflure
of that work rather than according to fts value relative to
some alternatfve activity). '

It would appear appropriate at this point to suggest
that it might be worthwhile for the colleges and universitfes
to establish educatfon centers which have research capabfl-
ftfes to determine the needs of primary and secondary teachers,
access to resources both insfde and outsfde higher educatfon
-relevant to those needs, and the means of bringing them to-
gether fn ad hoc relatfonships. Hopefully, {f such an effort
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was attempted it would be obJective in origin, implementa-
tfon, and evaluaticn, and not responsive to polftical forces
which attempt to influence and control! educatfon policy at
any gfven level of socfety.

Technfgues of Educatfonal Innovations

Even when teachers feel a need for fnservice education
and percefve realistic opportunfities for satisfying that
need, new programs may fafl {f they are not designed and
developed carefully. (Flanagan; Leep; Lewis) Flanagan
suggests that the following techniques be employed in maklng
educational fnnovationss

1. provisfons for discussfons with school staff,
parents and pupfls concerning the implicatfions
of the change-=such dfscussfions should gfve both
fnformatfon about the change and obtain reactfons
to it which might result in modifications of the
new program;

2. presentations of the new pfogram to educatfonal
administrators and supervisors, pointing out
possible changes in costs and benefits;

3. fntroduction of the change to a relatfvely small
number of students by teachers who volunteer to
engage in the experiment followed by prompt
evaluatfon of the results=-such teachers would
be prepared for the experiment by a specfal
trafning program;

4, follow-up efforts with supervisors to fnsure
that the new program gets a fair trfal in its
intended form;

5. provisfon for rewards to teachers and students
for sought after behavioral changes;

6. careful evaluation of the new program fn terms
of both intended and unfntended posftive and
negatfve behavioral change and determinatfon
of why the observed changes occurred;

7. gradual extensfon of program successes in the
school system.

Flanagan's suggested technfiques, for the most part,
really do Ifttle more than summarfize many of the fdeas
presented previously. To maximfize the succees of new
programs, it s vital that the need for them exists among
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all partfes who can sfgnificantly fnfluence the outcome,

that skills for trying them be created, that actual attempts
at classroom change be permitted, and that the results of
classroom change be measured through scfentific evaluatfon.
However, it s worth noting Flanagan's suggestion that
inftfally educatfonal change shouild be attempted experimen-
tally on a small scale and then, after success is establfshed
fn behavioral terms, extending the change more broadly. This
would appear to be a particularly valuable strategy when the
educatfonal fnnovation and environmental condftfons are not
well known by those attempting to make the change,

The establ fshment of the success (or faflure) of new
programs fs heavily dependent upon the use of evaluatfon
techniques which include a number of elements commonly aaso-
cfated with the process of research. For the most part,
the preservice education of teacheras makes Ifttle provisfon
for this kind of work. Nevertheless, efforts at evaluatfon
focus on the consequences of behavior and {f the evaluatfon
fs done by those attempting classroom changes (f.e., the
teachers themselves) they are in a position of directly
deterrifning the results of fnservice educatfon and, presumably,
this could hefghten fnterest fn such programs as wel! as pro-
duce more precise suggestions for efficient change. As a
result of this factor, it has been clafmed that evaluation
and actfon research should be used much more extensfvely fn
fnservice educatfon. (Moffitt) The use of evaluation is
within the fntellectual grasp of most teachers and, seemingly,
could serve as a very useful means of planning and fmplement-
fng new inservice programs. ' '

Size of the Schools

Finally, another varfable thought to affect the nature
and rate of fntroductfon of new fnservice education programs
fs the sfze of the school organfzatfon for which the program
fs fntendeds Gflcrest and Fleistra summarfze the sftuatfon
aptly as followss

."For the most part, a good organfzatfon for fn-
service educatfon fn the single school or fn a
small school district fs good for a city school
gsystem as well. The large school systems, however,
face problems which are partfcularly thefr own
and which become fncreasingly severe as the number.
of separate school units in the system !ncreases.
In the first place, the problem of fdentifyfing

+ the concerns of teachers and enlietin? the aid
o7 large numbers of them in the plann ng of activ-
fties becomes fncreasfngly difficult. At the
same time, as a city system grows, there s
fncreased need for an fnservice program that
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will promote common purposes throughout the
systeme The greater the number of people
fnvolved, the more difffcult {t becomes to
arrive at common understandings of goals and
the methods of reaching them." (Gilcrest)

Scme socfologists describe the function of the social
system as that of maintaining a workable balance between
the Individual and his environment. In recent decades,
apparently more than ever before, more and more of the
responsibility for performing this function has fallen
to the primary and secondary schools and, consequently,
the teachers {n these schools.

Inservice education can play a major role in preparing
the teachers to more completely fulffll the new functions
that socfety has thrust upon them.




R N L e A - ame g o 2 o e ot e =

REFERENCES AND BIBLIOGRAPHY

Ly
¢




72

IX. REFERENCES

Beck, Isabel and Monroe, Bruce. Some Dimensions of 8imulation,

No. 13. Seal Beach, Californias ~Insgroup, Inc., 1969.

BenJamin, Willfam et al, Specifications for a Comprehensi ve
Undergraduate and In-Service Teacher Education Proqram for
Elementar Teachers, p 550. Wash|ngfon, B. C.t U. S. Govern-
ment Printing Offlice, 1968. :

Bennis, Warren G. "A New Role for the Behavioral Sciencess
Effecting Organizational Change," Administrative Science
Quarterly, Vol. VIII, pp 125-165. ~September, 1963. '

Bennis, Warren G. and Hollis, Peter. "Applying Behavioral

Science for Organizational Change," Comparative Theories of
Social Change. Ann Arbor, Michigan:  Foundation for Research

~on Human Behavior, 1966.

Bishop, Leslee J. "In-8ervice Educations Balance and Thrust,"
Educational Leadership, pp 10-11. October, 1967.

Blick, David J. "In-Service Education for Science Teachers,"

Teacher Education Quarterly, pp 103-107. Vol. XX, No. 2,
Winter, 1962-63.

Breshkoff, Lawrence. Television and the COntlnulnﬂ %ducatlon
Teachers, No. 112, New York, New Yorks umbia University,

August, 1967, (ED 015 667).

Brickell, Henry M. Organizing New York State for Educatlonai
Change. Albany, New Yorks New York State Department of
Education, 1961, : .

Brittain, Clay V. and Sparks, Edithgene. "Changes in Teaching
Difficulties Reported by Teachers Completing an Inservice

Cogrse in Science,” 8cience Education, Vol. IXL, pp 152-156,
1965.

Butts, D. and Reum, C. A Study in Teacher \ange, No. 20,
Austin, Texas: Austin Sclence Educatfon Center, 1967.
(ED 021 805).




1967. (ED 024 625),

73

Caldwell, Harrfe E, Evaluation of an Inservice Science Methods
Course by Systematic Observation of Classroom Activ es, Final
Report. 8Syracuse, New Yorks §yracuse Unlverslfy. Sepfember,

Cartwright, Dorwin. "Achfeving Change in People:. Some Applfca-
tfons of Group Dynamfcs," Human Relatfons, Vol. IV, pp 1=71,
1951. , : .

CCM Informatfon Corporatfon. Educatfon Documents Index, Vol. !

and Vol. II. New Yorks CCM Information Earporaflon, 1970,

" Childress, Jack R. "In=Service or Contfnufng Educatfon for

Teachers," Journal of Educatfon, Vol. 147, No. 3, pp 36=45,
February, 1965,

Coffey, Herbert 8. and Golden, Willfam Pey Jre "In=-Service
Educatfon for Teachers, Supervisors, and Adminfstrators,"

Psychology of Change Within an Instftutfon. The 56th _Yearbook
of the Natfonal Society for the Study of Educa on, pp 6/7/-102,
ChTcago, IllTnols: UnTversity of Eh!cago Press, 1957.

Cohen, Saul B. and Lichtenberg, Mitchell P, Final Re ort,
Natfonal Advisory Committee on Trafning Complexes, Worchester,
Massachusetiss Clark Unlverslfy. July 1, g§75.

Crawford, Meredith R, and Valiance, Theodore R. dentifying

Trafning Needs and Translating Them §nto Research equirements.
PltfsBurgh, Fennsylvanla: Unaversify of FlffsBurgﬁ gress.

January, 1962,

Culbertson, Jack A. anfzational Strategfies for Planned
Change fn Educatfon, p 4%, November, « (ED 010 915),

Dale, Joanne. "In-8ervice Education and the Improvement of

Instruction,” Journal of Secondary Education, Vol. 39, pp 299=
302, 1964. .

o

Debout, John E. Teaching and Research, Thef Influence on
Eocial Change. Report No. 27. Center for the 3tudy of .
Tberal Ed

Educatfon for Aduits, 1967. (ED 011 366)




74

Oudley, Charles and Stuart, Michael. Biblfogqraphy on Organiza-
tfon and Innovatfon, p 97. Eugene, Oregons Center tor Advanced

tudy of Educational Adminfstration, Unfversity of Oregon.
November, 1967.

Elder, David. "In-Service Educatfon Activities in Publfc
Schools of Illfnois,"” lllfnois Education, Vol. 49, pp €0-61.
October, 1960.

Flanagan, John C. "Adminfistrative Behavior fn Implementing
Educatfonal Innovatfons," Educatfon. February=March, 1970.

Flanders,Ned A, "Usfing Interactfon Analysis fn the In-Service
j Trafning of Teachers," Journal of Experimental Educatfon,
! Vol. 30’ PP 313-3160 1§°30

Gallaher, Art, Jr. Directed Change in Formal Organjzationg--
The School System, p 25, Eugene, Oregons Oregon University.
; February, 19§5. (ED 013 484).
- )
{ Gephart, William J. Research Studies in Educatfon. Blooming-
§ ton: Phi Delta Kappa, inc. 1941=1970. .
, Goodson, Max R. and Hammes, Rfchard. A Team Desfgqned for
; 'Schoo! System Changing, p 32. Madfison, Wisconsin: Research
i and ﬁeve!opmenf Center for Cognitive Learnfng, Wisconsin
; Unfversfty. February, 1969. (ED 023 162).
| : Gross, Neal et al. Complex Organizatione-—The Imglementation
‘ of Major Organfzational Innovations, p 30. August, .«
| Guba, Egon G. A Model of $ga?ge for In*t[uc§LONal Develop-
ment, p 44, Bloomington, Indlanas Natlonal Inetjtute for

the Study of Educatfonal Change. June, 1968. (ED 028 497).

; Guba, Egon G. et al. The Role of Educatfonal Regsearch in
! Educatfonal Change, p 105. National Institute tor the Study
of Educatlonal Eﬁ

ange. July, 1967. (ED 012 505).

Haan, Aubrey. "The Teachfng Complext Focus of an In-Service
Educatfon,” Ed Leadership, Vol. 21, pp 285-287, 1964,

o 80




75

Heyman, Margaret M. Criteria and Guidelines for the Evaluation
of In-Service Training, p 35. Washington, D. C.s OUepartment

of Health, Education and Welfare, 1968. (ED 031 643).

Hite, F. Herbert et al, Effects of Reduced Loads and Intensive

In-Service Training...etc., p 141, Olfympla, Washington:
oﬁ.‘l.

Tfice of Superintendent of Public Instruction, 1966. (Ed 010 162).

Hood, Paul D. "Implementation and Utilization of the Leader
Preparation Program,” HUMRRO Technical Re$ort 67-2. Alexandria,
Virginfa: Human Resources Research Organfzatfon. March, 1967.

Hovland, Carl J., Jarvis, Irving L. and Kelley, Harold H.
Communication and Persuasfon. New Haven, Connecticuts VYale
UniversTty Press. July, 1953,

d
Human Resources Research Organization. pBibliography of Publi-
cations (as of June 30, 1969) Alexandria, Virginfa: Human
Resources Research OrgapiZation. September, 1969. (0408 H7).

:"’

Jung, Charles C. et al. An Orientation and 8trateqy for Workin
on Problems of Change in School 8ystems, p Z23. WashTngton,

D. C.t Natlonal Trafning Labs, « (ED 012 513).

Jung, Charles C. The Tralner Chanae--Agent ?ole Within a
School 8ystem, p 19. ashington, D. C.s Nationa raining
Labs., 1967,

(ED 012 514).

Lyons, J. Daniel. Factors Influencing Utfiljization of Research
Findings in Institutlonal Change. (Professional Paper 2=60.)
Aiexandria, Vlrgln!a: Human Resources Research Organization.
April, 1966,

Martin, Warren Bryan. Education as Inter*entlon, p 33,

Berkeley, Californias California University Center for

Research and Development in Higher Education, 1968. (ED 026 000).
Martin, Warren Bryan. The Development of Innovat{on-Making
Reality Change, p 21. - Berkeley, %ail?ornia: Cafifornia
UnTversTty Center for Research and Development in Higher
Education, 1968. (ED 026 004).

81




76

§ | Martin, Warren Bryan. Inclusive Innovation, p 5.. Berkeley,
? Californfa: Californfa Unfversfty Center for Research and
Development in Higher Education, 1967. (ED 025 203).

McClelland, Witlfam A, The Process of Effecting Change (Pro=-
fessfonal Paper 32-68)., ~San Firanc 8coy, Californfas Human
Resources Research Organfzatfon. October, 1968.

: Moffitt, John C. In-Service Education for Teachera, Vol. X,
’ - p 107. Washington, D. C.s Center for Applled Research in

i Education, 1963,

Mogar, Robert E. Conceptual Models of Educatfonal Processes
\ and an Inventory o ange Processes, p . enlio Park,
g ' Callfornlas Stanford Research Instl

ngtitute. November, 1967,

Pulsipher, Lydia and Orr, John B, Education and.Socfal Chan @m=
Monograph 1, p 154, Austin, Texas: South West Educaiion
Development Corporation, 1967. (ED 018 525).

[ . Rogers, Everitt M. Diffusfon of Innovations. New York:
i The Free Press, 1962,

| ‘ . ! : ,

| Scott, Roger 0. A Problem Solving Model for Instruction,
p 11. Washington, D. C.s U. S. Oﬁ?ice of Education, 1969.
Sieber, Sam D. Organizational Resistances to 1nno¥ate Roles
in Educational Or anlzafion, p 32. New Yor sy New Yorks Columbia
UnTversity, Bureau of A

Y, pplied Soclal Research. 8eptember, 1967.
(ED 015 536)

Taylor, Robert L. "Are Small High 8chools Doing an Adequate

Job of In-Service Educatfon," High 8chool Journal, Vol., 47
PP 297-300, 1964, ’ ’ ’

et e et et ey 5y = e,

k]

Taylof; Robert L., - "In-8ervice Education Needs of'New Teachers,"

Californfa Journal of Educatfonal Research, Vol.12, pp 221-.223,
- 19061.

Tope, Donald E. Seminar on Change Processes in the Public

Schools, p 24, Eugene, Oregons Oregon University. ebruary,
1964. (ED 013 485).

~_
N
e s e o s s

A




watson, Goodwin. Reward Systems for Innovation, p 6.
Yellow Springs, Ohfos Unlon for Research and Experimentatfon
fn Higher Educatfon. (ED 028 719).

”

Weber, C. A. Techniques of In-Service Education Agglled in
North Central Secondary Schools, Vol. XVII, pp 195-190.
The North Central Assoclation Quarterly, 1942,

White, M. et al. A Study of Contrasting Patterns in In-Service
Education, p 22. Austin, Texass Austin Science Education

center, 1967. (ED 0?1 807).

83




|
|
E
|
i

78

BIBLIOGRAPHY

Allen, Dwight and Ryan, Kevin. Microteachin p 151.
Reading, Massachusettss Addison=Wesley, 196 :

Allen, Dwight W, Micro=Teaching==A New Framework for In-Service
Educatfion, ERIC, stanfora Unlversity, 1967. (ED O13 240),
Amfdon, Edmond J. and Hough, John B. (eds.) Interactfon Analysis:
Theory, Research and Application, p 402, Readlng, ﬁassacﬁuse*fsz
AddTson-WesTey, copyright 1957,

Arnold, Willfam E. An Experimental Study of the Effects of

Communficator Credfbf and Attitude Change€es.etCe, P 1000
UnTversity Park, Pennsy'vanlaz Pennsylvania State Unfversity.

September, 1966. (ED 010 634).

Asher, James J, In=8ervice Educatfon--Psychological Perspec-
tives, p 80, Far West Laboratory for Educational Research
and Development. December, 1967. (ED 015 891).,

Baker, Robert L. Educatfional Innovation: Research and Evalua=-
tion Techniques (Report o ummer Ins utes), PP
Tnglewoo y Ca ornias Southwes egliona ducatfonal Labora-

tory, 1970. (E 044387).

Bandy, George R. Strategies for Change in Rural Communitfies,
P 24. MarCh, 1969. ED 29 °

Barnett, H. G. Innovation: The Basis of Cultural Change.
New Yor&: McGraw-Hlll Book COmpany,‘Thc., 1953,

‘Benjamin, Willfam et al. S8pecifications for a Comprehensfve

Underaraduate and Inservice Teacher Education Programs for
lementary Schools, . Washlington, D. C.$ U. 3. Govern-

P
ment Printing Office, 1968.

Berge, Melvin L., Russell, Harris E. and Walden, Charles A, .
"Inservice Programs of Local 8chool 8ystems,” The fifty~-sixth

Yearbook of the Natfonal Society for the Stud* of Education,
chapter 10. Chicago, IllTnolss Unfversity o 1cago Press,

84

e e, - . 3




79

Bennfs, Warren G., Benne, Kenneth D. and Chin, Robert. The
Planning of Change. Principles of Re-Education (Kurt Lewin

and Paul Grabbe), pp 503-509. New York: Holt, Rinehart and
Winston, 1961,

Bessent, E. W. et al, Desfigns for In-S8ervice Education, p 77.
Austin, Texas: Austin Research and Development Center for
Education. February, 1967. (ED 011 591).

Bhaermans Robert D. A _Paradiam for Accountabi!ity (Quest

Paper 12 Washington, D. C.: American Federation of Teachers.
August, 1970.

Bhola, Harbans, 8ingh. The Confiqurational Theory of Innovation
_ Diffusfon, p 47. Columbus, Ohios School of Education, Ohlo

State University. October, 1965. (ED 011 147).

Bishop, Leslee J. . "In-Service Educations Balance and Trust,"
Educational Leadership, pp 10-11, 1967.

Blfck, David J. "In=Service Educatfon for Science Teachers,"

Teacher Education Quarterly, Vol. XX, No. 2, pp 103-107.
Winter, 1962-65. X ' .

Blanke, Virgil €. and Bhola, Harbans 8, A Re%ort of Conference
on Strategfies for Educaticnal Change, p 41. olumbus, Ohios
Ohio State University, Research Foundation. September, 1966.
(eD 012 376).

Bradford, Leland P. "The Teachinz-Learnlng Transaction, "
Adult Education. No. 8, pp 135-145. 8pring, 1958.

Buskin, Martin. "Putting the Screws to Inservice Training,"

School Management. Vol. 14, No. 9, pp 22-24. September, 1970.
(T8 3011 §335. _

Butts, J. and Raun, C. A Study in Teacher Attitude Change,

p 13, Austin, Texass Austln 3cience Educatlon Center, 19567.
(ED 021 806).

Caflson, Richard O. Barrfers to ange in Publtc Schddls, p 16.
Eugene, Oregon: Oregon University. gebruary, 1965, (ED 013 483)

85




80

Cartwright, Dorwin. "Achfeving Change in Peoples Some Appli-
cations of Group Dynamics," Human Relations. Vol. IV, pp 1=71,
1951, '

Cate, James Lea. Follow=up Survey on the NDEA History In-
gtitutes (Contract No. 5E—5-§§-§33;. Washington, D. C.: The
American Historical Assocfation. July, 1966. S

i

Childress, Jack R. "In=Service or Continuing Educétion for
Tegchers," Journal of Education. Vol. 147, pp 36-45. February,
19 50 i

Childress, Jack R. and Ebel, Robert L. (Editor). "In-Service

Education of Teachers," Encyclopedia of Educatfonal Researzh,
4th editfon. Londonts MacMillan Company (American Educational

Research Assocfation),; 1969,

Coffey, Hubert 8. and Golden, William P., Jr. "In-Service
Education for Teachers, Supervisors and Administrators," The
fifty-sixth Yearbook of the National S8ocfety for the Stud
of Educatfon, pp 67/=102. Chlicago, 1iiinoiss UnTversity of

Chicago Press, 1957.

Chin, Robert. "The Utility of System Models and Developmental
Models for Practitioners," The Planning of Change, pp 201-214,
New Yorks Holt, Rinehart and Winston, 1961.

Christie, Samuel G. and Scribner, Jay D. A Social System Analysis
of Innovation in Sixteen School Districts, p 18. Los Angeless
Center tor the 3tudy of Evaluation, UnTversity of Calfifornia.
February, 1969,

Cohn; Saul B. and Lichtenbert, Mitchell P. Fina Reports Ad

Hoc National Advisotry Committee on Training Complexes, p .
Worcester, Massachusetiss Tralning Complex Sroiecf Administra-

tive Center, Clark University. July, 1970.

Coleman, James S. JInnovations in the gtructure of %ducatlon,
p 27. Baltimore, Marylands Johns Hopkins Unfversity. une,

1968. (ED 015 159). .

Columbro, Mary Rodgers. Proceedingé of the College Park
Conference of State Supervisors o nglish and Readlng (Univer-
sity of Maryland), Natlonal Council of Teachers of English.

March, 1966, (ED 013 179).
| 86




81

Cooperatfve Educatfonal Research Lab., Inc. Assessment of the

Long-Range Impact of the CERLI Training Program (3CE), 8pec-
lalisf Tn Continulng Education. Norfhglela, ITiinols: Cooperative

Educatfon Research Lab., Inc., 1968.

Corey, Stephen M. "Psychology of. Change Within an Institutfon"
from "In-8ervice Educatfon for Teachers, Supervisors, and
; _ Administrators." The fifty-sixth Yearbook of the Natfonal

i Soclety for the Study of Education, pp 1-10. Chlicagos Univer-
sity o¥ Chlcago Press, 1957,

Cotrell, Calvin J. (Ed.) Natfonal Vocational-Technical Teacher

Education Seminar Proceedings Mlcro-TeacH!ni and ¥!§eo Record-
12%. (5rd Mlaml Beach, Florida, October 2 s 1969), 153 pp.
Columbus, Ohfos Ohfo State University. January, 1970,

(ED 037 550).

Dagne, Frank A, In-Service Education for Teachers, p 14, Niles,
Illinols: East Malne School Dlstrict #63, 1968. (ED 031 456),

e

Edmonds, Fred et al. In-Service-?eacher Educatfon--Crucfal

Process_in Educational Change. Vol. 3%, No. 1, p 99. LexTng-

ton, Kentucky: Bureau of School Service. September, 1966,
(ED 031 424), ;

Flanders, Ned A. et al. Helping Teachers Change Thelr Behavior,
p 173. _Ann Arbor, Michigan: Michlgan University, School of

Educa.fon. April, 1963, (ED 003 505).

, Flanfgan, Michael G. Euclfid in Retrospect--Conferenc Bulletin==
i Inservice Trainings Some Suggestfons and Problems. Ohfos
! EuciTd EnglTsh Demonstration Center, 1967. (ED 017 497).

! Flanagan, John. "“Administrative Behavior in Implementing
+ Educatfonal Innovations," Education, p 214. -February-March,
19700 ' . :

I . !
] B

i
H
i
i
!
!

{ f:'?
§ : -

!

H

{ -

Geis, George L. Developing a Strate for Innovation. (Paper
presented at a symposium of the Ameracan Educatlonal Research

Assoclatfon, Chicago. February, 1968. (ED 024 295),




82

Gibson, John S, The Inter roup Relations Curriculums a Program
for Elementary School Education. edford, Massachusettss

Tuffs Unlvers‘fy, Lincoln Filene System for Citizenship and
Public Affairs, 1969, (ED 030 605?.

Gl lcrest, Roberts 8., Fielstra, Clarence, and Davis, Anna L.
"Organization of Programs of In-Service Education" from "In-
Service Education for Teachers, Supervisors, and Administrators."

The fifty-sixth Yearbook of the Nationa! Societ for the Stud
of Education, pp 285-310., Eﬁlcago: Eﬁicago Unlverslfy, 1957,
Gillfe, Angelo C, Diffusion of Knowledge, Research Findings

and Innovative Practices In Educatlional Ins utions. Journal

of Industrial Teacher Educatfon, Vol. I, No. 2, pp 12-16.
Winter, 1971,

Goodlad, John et al. "Organization of Programs of In-Service

Education," In-Service Education for Teachers. 8Su ervisors,
and Admlnlstrafors, pp 174=193, Chlcagos Un‘verslfy of Chicago

ress, 1957. ‘

Goodlad, John. "The Schools vs Education," Saturday Review.
April 19, 1969, |

™~
Gross, N, An Attempt to Implement a Major Educational Innovation~-
A Sociological In uﬁr s P 385. Cambridge, 5assacﬁuseffs:
Harvard Unlversity, 1968. (ED 032 649),

/

Haml in, Robert L. "Group Integration During a crisis," ,ﬁuman
Relatfons. Vol. IX, No. 1, pp 67-76, 1958,

Harris, Ben H., Beséent, Wailand, and McIlntyre, Kenneth E.
In-Service Educationt A Guide to Better Practice. Englewood
o] 8, New Jerseys rentice-Hall, Inc., 1 R

Hunt, Douglas W. "Teacher Inductloh," National Association

of Secondary School Principals! Bulletin, pp 1 155. October,
1 9 . ' : ’
/o |

Hurd, ééul Dehart and Rowe, Mary Budd. The Use of In=8ervice

Programs to Diagnose 8ources of Resistance to InnovatTon, p 17,
9 L4 1 9 ]

&8




83

Kimmfck, B. Jo et al. "The Teachers and In-Service Educatfon

Program" from "In-Service Educatfon for Teachers, Supervisors

and Administrators."” The fifty-sixth Yearbook of the Natfonal

Socliety for the Study of Education, Chapler VI, pp 131=152.
cagos University of Chicago Press, 1957,

Jensen, Paul H, A S8tudy of Self-Evaluation Applied to In-
Service Education., Monmouth, Oragons Teaching Research Dfvisfon,

Oregon State System of Higher Education, 1968. (ED 023 642),

Katz, Israel and Grogan, Paul J. "Evolving Concepts of Contfnu-
fng Engineering Studfes,* Engineering Education. May=June,
1971,

Kennedy, J. J. The Effectfveness of Two Interaction Analysis
Instructional Modules WIithin an Inservice 3etting, p 119.
Knowvllle, Tennessee: Bureau of Education Research and S8ervice.,
March, 1969. (ED 030 600).,

Ohio State Board of Education (Mérgaret Kielty). Ohfio Seminar

for Administrators of Adult Basic Education. Columbus, Ohlos
Ohfo 3tate Board of Educatfon, 193;. (ED 035 801).

Kralik, Danfel J. Creative Educational Eeadership, 96 pp.
Tacoma, Washington:s Pierce County Intermediate Offfce of

Education. May, 1970. (ED O41 303).

Lavisky, Saul. Faculty In-Service Training Program and the -
Educational Change Process., Alexandria, Virglnlas Human

Resources Research Organization. December, 1969.

Leep, Albert G., Creason, Frank and Schflson, Donald L.
"Developing More and Better In-Service Programs," Clearing
House, pp 113=-116. October, 1968.

Lewin, Kurt and Grabbe, Paul. "Conduct, Know!edge and Acceptance

of New Values," The Journal of Social Issues. Vol. 1, No. 3,
pp 56-64. August, 1945.

Lewis, Arthur J. et al., "The Role of the Administrator in
In-gservice Education" from "in-service Education for Teachers,
Supervisors and Adminfstrators." The fifty-sixth Yearbook of

the National Socfety fot the Study of Education, Chapter VIIT,
PP 155~ . hicagos University o cago Press, 1957.
| 89 )




84

Mackie, R. R. and Christensen, P. R. . Translation and Applica~
1

tion of Psychological Research (Technical Report -1)e
Goleta, Ca'ifornia: Human Factors Research, Inc., 1537.
McClelland, Willfam A. The Process of Effecting Change, p 28.
‘Alexandria, Virginias George Washington University, Human

Resources Research Office. October, 1968. (ED 025 038).

McGinnis, Cecilia. "The Beginning Teacher Project in New

York State," National Association of Secondary School Princi-
pals® Bulletin, pp 44-48, October, 1968.

Mauker, J. W, and Pendergast, Daryl. "“Implfications of In-
service Education Programs for Teacher-Educators," In-Service

| Education for Teachers, Supervisors, and Administrators, pp 264-
: 282. Chlicagos The Universlty of Chlcago Press, 1957,

% - Mefier, John and Brudenet!, Gerald. Remote Training of Earl*

: Childhood Educators. Greeéley, Colorados nstitute ftor d
Study, Colorado State College. July, 1968.

; Miles, Matthew B. (Ed.). Innovation in Education, p 689.
i New York: Bureau of Publications, Teachers Collegz, Columbia
University, 1964. | :

Moffitt, John Clifton. In-Service Education for Teachers,
p 114, Washington, D. C.t Center Tor Applled Research In
Educatfon, 1963.

Moore, Hollis A. Remakin the/WOrld of the Career Teacher,
(Ray A. Edelfelt, ed.), "Keynote Addressess Ralelgh,"” pp 17=29.

Washington, D. C.: National Educatfion Association, 1966.

Morison, Elting E. Men, Machines and Modern Times. Cambridge,
Massachusettss M,l.T. Press, 1 o -

| Myers, Charles B. Socfal Studies Innovations 1968-19693 A
Report of the Socfal Studies ots of the SPEEUIER Project.
Paimyra, Pennsylvanfas Curriculum Study Research an evelop-

ment Counci! of South Central Pennsylvania, 1969. (40899).

Oettlnger, Aﬁthony and Marks, Sema. "“Educatfonal Technologys

New Myths and Old Realitfes," The Harvard Educational Review
Vol 36, No 4, pp 697-755. FalT; 1988 ’

' .';ﬂ‘,
50




O'Hanlon, James Q. "Breakthrough" In-Service Education for
All Schools, p 28, UTncoln, Nebraska: Nebraska State Depart-

ment of Education. September, 1967. (ED 015 147).

O'Hanlon, James. In=-Service Education in Small Schools, p 15.
Washington, D. C.: Department of Health, £ducation and Welfare,
1967. (ED 013 167).

. : Otto, Henry J. Communit Workshops for Teachers in the Michigan
b Community Health FroJect, pp 294=298. Ann Arbor, WMichigans
* University of Michigan Press, 1942.

; Parker, J, Cecil. "Guidelines for In-Service Education,"
i from "In-Service Education for Teachers, Supervisors and
Administrators." The fifty-sixth Yearbook of the MNatfonal

Society for the Study of Education, pp 105=-128. Chicagos
University of Chlcago Press, 1957.

Perloff, Evelyn. A Pfilot 8tud¥ Evaluating the ND?A Summer
Institute Program, pp. Pittsburgh, Pennsylvanias American

institutes Tor Research. October, 1970.

Richey, Herman G. "Growth of the Modern Conception of In-
S8ervice Education" from "In-Service Educatfon of Teachers,
! Supervisors and Administrators." The fifty-sixth Yearbook

E of the National Society for the Study of Education, pp 35-=66.

g Chicago: The Unlversi%y of Chicago, 1957.

§ Research Divisfon-~Natfonal Education Assocfation. JInservice

g Educatfon of Teachers--Research Summary 1966-81, pp 17-19.

! WashIngton, D. C.t National Education *ssoclatlon. November,

i 1966, (LB 2842 N 31186).

E | Rfed, Harold O. - Cooperative Instjtutional In-8ervice Trainin

! for Teachers (Ph.D. %hes|s). .Tncolns Unlverslty of Nebraska,
g August, 1938, ,

§ Robertsoni E. vayne. Effects of Teacher Ingervice on Instruc-
; tion and Learning, p 10. ucson, Arizonas - Epfc Evaluation
g ' Cent 969, | -

Center, ED 037 383),




86

Rogers, E. M. Diffusfon of Innovation. Glencoe, 1llfinoiss
The Free Press, 2.

Rubin, Loufs J. A Study on the Continuing Educatfon of Teachers.
New Yorks Ford FounHaf*on, 1969. (ED 53% 387).

Schaefer, Robert J. The Schoo| as a Center for Inguiry, p 14.
New York: Harper and Row, 196/.

Schanlon, Robert G. The Use of Data fn School Selection and
Training of Administrators and leachers. Paper Presented at
American Educational Research Assoclation February 5-8. Los

1 Angeles, Calffornfas Research for Better Schools, Inc.
Y i February, 1969, (ED 029 356).

] Schon, Donald A, Technology and Change. New Yorks Delacorte
‘ Press, 19670

i Sndii
; Shannon, Robert. "A Style for In-Service Educatfon," National

Elementary Principal, Vol. XLVIII, No. 4, pp 24=-27, February,
FITR zE 13 N 531’. )

Sflberman, Charles E, Crisis in the Classroom. New Yorks
Random House, 1970. '

Sfzer, Theodore R, emaking the World of the Career Teachera,
(Roy A. Edelfelt, ec.;, ikeynote Addressess Bosfon.“ pp 10=106,
Washfngton, D. C.s National Educatfion Assocfatfon, 1966.

Smith, B, Othanel. Teachers for the Real World. Washington,
D. C.: The Amerfcan Assoclation of Colleges for Teacher Educa-
t‘on’ 19690 ' '

Stelg, Lester R. and Frederfch, E. Kemp. School Personnel and

In-Service Training Practices. West Nyack, New Yorks Parker
Publ{shing Company, Inc., copyright 1969.

"Stiliwell, Leonard. "Individualizad Inservice Education,"” Today's
Education, pp 44-45. December, 1969.
|




87

U.N.E+S.Cs0, Practical Gufde to In-Service Teacher Trafnin
fn Africa. Pariss United Nations Educatlonal, 3clentific

and Cultural Organfzatfon, 1970. (960 370.71 UN 3 p).

Wallen, Norman E, et al. The Taba Currfculum Development
Project In Soctal Studies, 37% pp. San Franclsco, Callfornfas

"San Francisco State College. October, 1969. (ED 040 106).

West, Edfth et al. Preparatfion and Evaluatfon of Socjal Studfies
Currfculum Gufdes and Materials for Grades K=14. Minneapolls,
Minnesota: Unlversity of MInnesota, 1968. (ED 023 690).

Westby=-Gibson, Dorothy. In-Service Educatfon==Perspectives
for Educators, p 82, Far West Laboratory for Eaucaglon,

Research and Development, 1967. (ED 015 161).

White, Marjorfe A., Raun, Chester E. and Butts, David P, "A
Study of Contrasting Patterns of Insergice Educatign,"Science
Education, Vol. 53, No. 1, pp 13=19, ebruary, 1969. S
—T_G 29 : 9 9 9 9

Willfams, Frank E. Workshops en the Use and Application of
New Medfa for DeveloE!n§ §rea$1 Tfy: Natlional %cﬁoo 8 ProJect.
St. Paul, MInnesotat Macalester College. April, 1968. (£D

025 146).

Wilson, A, and Zwicky, F. (eds). New Methods of.Thought and
Procedure, p 338, Fasadena, calffornlas Springer-Verlag
New York, copyright 1967. :

a3




BIBLIOGRAPHY
(DISSERTATIONS)

Adams, Mary L. "Instructional Needs of Elementary Teachers
in Teaching Reading with the Implfcations for Televised In-
service Education." Dissertatfon, University of Florida,
1962, p. 249,

Anderson, Edgar J. "A Correlation 8tudys Personality Char-
acteristics and Changes in Semantics--~Differentfal Meaning

as Exhibited by Teachers Who Have Experfenced Title I Inservice
Training." Dissertation, Arizona State University, 1969,

P. 0574 In Volume 3002A of Dfssertatfon Abstracts.

Applegate, Irvamae V. "A Survey of Selected Inservice Prace
tices in Minnesota Publfic Schools With Implicatfons for the
Organfzation of Inservice Education Activities." Dissertation,
University of Minnesota, 1957, p. 1955 in Volume 1709 of
Dissertation Abstracts.

Ashley, James P. "A Study of the Impact of an In-service
Program for Teacher Behavior." ODissertation, University of
Texas, 1967, p. 4037 in Volume 2810A of Dissertation Abstracts.

Benson, Robert T. "An Experfiment of In-service Teacher Educa-
tion Employing Selected Instructional Media Related to Control
Devices in Agricultural Automation."” Dissertation, The Pennsyl-

-vanfa State Unfversity, 1968, p. 3485 in Volume 2910A of

Dissertatfon Abstracts.

Borgealt, Alan J. "Teacher Perceptions of In-service Education
Activities in Exploratory Study." ODissertation, State Unfver-
séty of Iowa, 1969, p. 3822 in Volume 3009A of Dissertation
Abstract. '

Boyd, Claude C., "A Study of the Relative Effectiveness of
Selected Methods of In-service Educatfon for Elementary School
Teachers." Dissertation, Unfversity of Texas, 1961, p. 166,

Brandou, Julfan R, "A Study of an Experimental Program for
the In-gervice Science Education of Elementary School Teachers."
Dissertatfon, Michigan State Unfversity, 1964, p. 219.




89

Brown, Majory F. "A Study of the Guidance In-service Training
Programs and Courses Offered by Institutions of Higher Educa-
tion in the Pacific Coast States." Dissertation, University
of Washington, 1962, p. 284, '

Brown, William J.y, Jr. "The Effect of In-Service Education
and Resource Unit Components on Teacher and Student Learning."
Dissertation, The Pennsylvania State University, 1967, p. 0163
fn Volume 2901A of Dissertation Abstracts.

Byrkit, Donald R "A Comparative Study Concerning the Relatfive
Effectiveness of Televised and Aural Materfals in the In-Service
Training of Junior High School Mathematics Teachers." ODisserta-
tion, Florida State University, 1968, p. 1463 in Volume 2905A

of Dissertation Abstracts.

Cook, Thomas G. "A Study of In-service Education Programs
for Classroom Teachers Utilizing Instructional Television in
Selected Public Schools in Michigan." ODissertation, Michigan
State University, 1964, p. 191. '

Cooksey, Henry B. "Evaluatfon of an In-service Education
Program for English Teachers" ODissertation, University of
Texas, 1965, p. 207. .

Cory, Noel D. "Incentives Used in In-service Education for
Teachers." Ofssertation, Indfana Unfversity, 1959, p. 386.

Dossett, Mildred J. -"An Analysis of the Effectiveness of the
Workshop as an In-service Means for Improving Mathematical
Understandings of Elementary Schoo! Teachers." Dissertation,
Michigan State University, 1964, p. 264,

Orefsbach, Dodson E, "A Survey of the Opinfons of the Super-

vising Principals, Elementary Principals, and Elementary Teachers

Concerning the In-Service Programs Conducted in the Joint School
S8ystems of Berks.County, Pennsylvania." ODissertation: Temple
University, 1969. : : '

Duncan, Billy M. "A Study of Factors Associated with the
Successful Operation of ln-service Programs of Education in
Selected Alabama Schools." Oissertation, Unfversity of Alabama,
1964, p., 158.

e e et weet e e SR N



90

Garrett, Cyril D, "A Study of the Inservice Improvement Pro-
grams of Efght Liberal Arts Colleges." Dissertation, Michigan
State Unfversity of Agriculture and Applied Sciences, 1957,

Pe 274 {n Volume 1902 of Dissertation Abstracts. :

Gerheim, Mear! F. "Teacher Evaluation of the Nature and
Effectiveness of In-service Teacher Educatfon in Selected
School Districts." Dissertation, Unfversity of Pittsburgh,
1959, p. 303,

Glasgow, Robert B., "A Study and Evaluation of an In-service
Training Class in Music for Elementary Teachers." Dissertation,
Unfversity of Oregon, 1961, p. 145.

Graham, Patricia A, "The Status of Inservice Education Pro-
grams for Supervising Teachers and the Development of an
In-service Educatfon Course for Supervisory Teachers."
Dissertation, The University of Texas, 1968, p. 3495 in Volume
2910A of Dissertation Abstracts.

Grant, 8ydney R. "Teachers as Curriculum Workers: A Casebook
for Inservice Use." Dissertation, Columbia University, 1961,
P. 1280 in Volume 2304 of Dfssertatfon Abstracts.

Hafiz, Mohammad Sharif. “A Proposed Program of Inservice
Educatfon for Teachers With Specfal Reference to Improving
the Teaching of the Language Arts in the Primary Schools of
Pakistan." Dissertatfon, Indiana University, 1965, p. 3768
fn Volume 2607 of Dissertation Abstracts.

Hassel, Carl W. "A Study of Certain Factors to In-Service
Educatfon in Selected School Districts in New York State."

. Dissertation, Syracuse University, 1960, p. 366.

Hadgson, Newton C. "Attitudes of Teachers Toward Certain
Inservice Training Activities {n a Georgia County." ODfsserta-
tion, The Ohic State University, 1954, p. 3203 in Volume 2008
of Dissertatfon Abstracts.

Hatch, James C. "Television Performance Effectfveness: A

Study of Related Variables and the Effects of Inservice Training
and Evaluative Feedback."” Dissertation, Unfversity of Wisconsin,
1968, p. 4349 in Volume 2912A of Dissertation Abstracts.

36




.Dissertation, Unfversity of Florfida, 1959, p. 937 in Volume 2003

‘McCollister, John C., Jr. "A Study of Courses fn Education

Hearn, Norman Eugene. "Innovatfive Educational Programs~~A

Study of the Influence of Selected Variables Upon Their Con-
tfnuation Following the Termination of Three-~year ESEA Title III
Grants," Doctoral Thesis, George Washington Unfvsrsity,
September, 1969, Pe 3410

Kaprelfan, George. "An Exploratory Study of the Sensftivity

of Prospective and Inservice Elementary Teachers to Possibflities
for Arfthmetic Teaching Situations {n Certain Schosl Activities."
Dissertation, The Ohfo State University, 1962, p. 3250 in

Volume 2309 of Oissertation Abatiacts.

Karbal, Harold T, "The Effectiveness of a Workshop as a Means
of In-service Education of Teachers.," Dissertation, Wayne
State University, p. 243,

Kerns, Hanan V. "A descriptive Study of the Development and
Presentatfon. of an In-school Television Program for the In-
service Education of Junfor High School Science Teachers."
Dissertation, Auburn University, 1962, p. 160,

LaMar, Ronald Victor. "In-8ervice Education Needs Related to
the Diffusfion of an Innovatfon." Dissertation, Calfifornia
Unfversity, 1966.

Lee, Walter 8. "A Study of the Effectiveness of Sensfitivity
Trafning in an In-service Teacher=Training Program in Human
Relatfons." Dissertation, University of Californta, 1967,
pe. 1680 in Volume 2801A of Dissertation Abstracts.

Lewin, Charles R., Jr. ‘YIn-service Education in Relation to
Curriculum Development Trends and Recommended Programs in
Secondary Schools." Dissertation, University of Southern
Californfa, 1963, p. 278,

Luckenbach, tLean R. "The Effect of a Principal's Inservice
Leadership Training Course Upon his Operational Behavior
Pattern and Upon Attf{tudes of Teachers, Pupfils, and Parents."

of Dissertation Abstracts.

Offered by State Colleges and Unfversfties in Louisfana in
Which In-service Teachers Were Enrolled.™ ODissertation,
Louisfana Unfversity, 1964, p. 251.

97




McDavid, Fred C. "The Critical Requirements of the Role of
Department Chairman in Orienting First-year Teachers in Seiected
High Schools in Iilinois." ODissertation, Southern lllinois
Unfversity, 1965, p. 137.

McLeod, Jeanne Annette. "In-service Training of Elementary
School Teachers in Contemporary Concepts of Arjthmetic.”
Dissertation, Untversity of Southern Californfa, 1965, p. 296.

Mercer, Robert J. "An Evaluation of In-service Teacher Education
and Student Instructional Materfals in Ornamental Horticul ture.”
Dissertation, The Pennsylvania State University, 1968, p. 4860

fn Volume 0001A of Dissertation Abstracts.

Mudge, John E. "A Follow=Up Study of Inservice Graduates of
Farmington (Maine) State Teachers Col lege." Dissertation,
Cornel! Unfversity, 1958, p. 2546 in Volume 1910 of Disserta-
tion Abstracts.

Muse, Corey J. "Personality and Need Characteristics as Pre-
dictors of Student Teacher and Inservice Teacher Ratings."
Dissertation, Brigham Young University, 1966, p. 987 in Volume
2704A of Dissertation Abstracts. . :

Paulk, Lee, Jr. The Relationship Among Fifth Grade Students’
Perceptions of Thefr Achfevement and Teachers' Perceptions of
Students' Achfevement After a Standardized Testing Program

and In-service Training." Oissertation, University of Georgia,
1968, p. 4293 in Volume 2912A of Dissertation Abstracts.

Ricker, Kenneth S. *In-Service Teacher tducation." Maryland
Unfversity, 1962.

Rutrough, James E. "Criteria for Orientat’on and In-service
Education of Supervising Teachers in Teacher Educatfon Programs."
Dissertation, University of Virginia, 1968, p. 2591 in Volume
2908A of Dissertation Abstracts.

Schild, Robert J. "A S8tudy of Certain Practices and Some
Proposed Directfons for In-gervice Education Programs {in
Selected Schools of the APPS." Dissertation, Columbia Univer-
sity, 1964, p. 140,

38




93

Schutzmdn, calvin. "Inservice Training of Teachers in Inde-
pendent Secondary Schools." Dissertation, Indfana University,
1966, p. 3349 in Volume 2720 of Dissertation Abstracts.

Selser, Will Lindsay. "An Evaluation of an In-gervice Institute
for improving Science and Mathematics Instruction in the HillsO
borough County Jynioe High Schools," Oissertation, University
of Florida, 1962, p. 120,

‘Stent, Madelon D. "An In-gservice Course for Beginning Teachers
of Three-year Old, Four-year Old, and Five-year Old Children

fn Selected Day Care Centers in New York City." Dissertation,
Columbia University, 1965, p. 132 in Volume 2701A of Disserta-
tion Abstracts.

S8tockman, Verne Allan, “Evaluation of Helping Teachers' Con-
tribution of Inservice Education of Teachers in Rural Schools
of Michigan,* Dissertation, Michigan State Unfversity of
Agriculturz and Applied Science, 1952, p. 204 in Volume 1302
of Dissertation Abstracts.

- Todd, Robert M. "A Course in Mathematics for In-service
Teachers: 1Its Effect on Teacher Understandings and Attitudes."
Dissertation, University of Virginta, 1965, p. 217.

Neaver, Frank 8, "The Effect of a Teacher's In-service Program
on Pupils!? Ad Jusiments., Dissertation, Pennsylvanfa State
Unfversity, 1962, p, 83,

Whitmore, Richard F. "Effective Methods for the Orfentation
and Administration of an In~-service Education Program." DOis-
sertation, Universfity of Nebraska, 1960, p. 158,

Winsor, Donald L. "The Development of a Course for In-service
Education Through Television." Dissertation, University of
Flor'da, 196', Pe 1580

Wood, H. B, “inservice Ecducation of Teachers--An Evaluation,."
Curriculum Bulletin No. 81, School of Education, Unfversity of
Oregon, Eugene, 1950, ~

99




