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- . This paper describes and analyzes different types of
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model of inservice training best suisted to its: needs and resources.

. Three models of inservice training are outlined. The Materials Model

- is a highly ccst effective;method of training done with . ,
self-jinstructional materials. This model requires much 'independent
effort\from the staff and woild most likely prove ineffective to:
programs at the initial adjustment and operational stages. The
Advisor/Consultant Model involves bringing an outside .
advisor/consultant into the program to provide specific expertise.
While this typer of training can be used effectively by programs at
any stage of development, cost may be an iaportant factor. The Imnside
Trainer Model.consigts of training cdarried out by program staff
members thémselves, and may be most suitable to a program in the

.. - initial adjustment stage of development as it provides for coatinuous
. support. However, this model is not recommended for use after the -
initial adjustment stage as it is/costly and time-consuming and .may
stifle staff members' independent operation of the program., ’
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IN-SERVICE TRAINI§6.MQDELS FOR EARLY CHILDHOOD EDUCATION ﬁROdRAMS
/. x .

»

. ‘ N N »

This paper describes and analyzes different types of in-service

training available for early childhood education programs, in order .
¢ . . . £y v -
©" to help program directors select the type of in-service training
! P C . o )
suited to their programs., e e 4

- In selectlng a tra1n1ng model, it_is proposed that there must,be
N o
a;match between fhe/characterlst1cs of the training model and ‘the

% /
chdracter:stlcs of;the early chlldhood program. The characterlstlcs \
1

of the early chlldhood program determine where the program Fits 1n a

developmental'framework or hierarchy. A reV1eWQof the literature

o

indicates that there are dlfferent kinds of educaz;;pal needs at different
levels of profe551onal development. The most explicit statement of
thls point bf/vlew is, made by Katz (1972)., who describes d1fferent

‘stages™in the development of teachers and con51ders the spec1f1C|i

. -

training needs that teachers‘have at each of these stages. \e have

applied thlS notlon of developmentai stages of teachers to the develop- ) S

ment of programs, hypothe5121ng that the same concern must be g1ven .

fn N\
. N

to matching training and program development as must be g1ven to ° ~—

~

s matchlng tralnlng and 1nd1v1dual development. Although 1nd1v1dual L

-

A staff members W1th1n a program may be at d1fferent levels of development,

the type of in-service: tra1n1ng selected ord1nar11y fits overall

- A

program needs rather than 1nd1v1dual staﬁf needs.
\

.

The characterlstlcs of early childhood programs will be con51dered

f}rst, then the cﬁaracteristiqs of in-service training models, and f1nally‘

. -
~ e . -
. ) ~

-
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_ the match between the two. .. 3 o P poe,
”» t : “ L . . ) 'c - - .
. | CHARACTERISTICS® OF EARLY CHILDHOOD EDUCATION PROGRAMS *  ° - -
. ’ . . . . " ) - .- . . ) ,“ 'l / ]
T ) S s . - »o '
x It is hxpothéﬁized that there are three sfages in the development T, .
. - : > A} ‘
of programs--an initial a@justmeng'stage; an operational, stage, and an . -
, - 1 . . . > ’ o .
* established functional stage. However, this does rot imply that all -
- ’\“ N ‘ ) k] ) ’ -

. brograms progress frah a 16w to a-high level of development. Prograims

may start at any leve ofvdevelobment and may remain at a particular :
, ‘. . - ’ ’
level depending on guoh\factors,as staff stability, experience and ** ;
level of concqptualization regdrding educational goais, procedures . ‘
. & .
. $ . . ' N . .}

Ly . - .

and program opq;ation.- o ‘ . ) J

In the ipitial adjustment Stage, the.program is usually new and

staff member§\are néw to the program and to eaoh other, Staff members

" <

face da11y problems with™ gettlng.the program organized, keepang in

7

operation and maintaining control within each group, of ch11dren.
i

PerSpective'on_problems is lacking,‘and a framework within,yhlch to _
) N ~ i * . ' \ «
view program and classroom operation has not yet been developed.: The

o -

lengfh of time a program remains in this stage depends upon the type .o

1 * LY

of%program' the stability, eagerness ang enthusrasm of director am? .

a - 1

staff and the entering level of personnel and board of dlrectors.

N . - c . - » .
Iy = b . ;
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The operatlonal stage;%fcurs next. This is ? stable stage in

. wh1ch'staff members are able to deal with day -to-day respon51b111t1es,
. , and the program functlons re1at1ve1y smoothly Although staff members .

. &

L ©+ can hamgle the chlidren»and make the program functlon, they may not have

clearly def1ned goals ﬁnd procedures or an overall framework wh1ch i

| L) -— . Py / R
o would allow them to stand back and take an objective 1ook at what' '

-~ . - ! » -

', happen1ng If 51tuatlons occur which dlsturb the program's usual
\ , ) s ) ,
functlonlng (suchwas Strong parent protests, frequent or prolonged

~ ; -

SN absence of the ditector, extreme problems with part1cu1ar staff L D

>
»

members or the physical plant) staff members do not know what to
w .. *

. do. Many programs do not mave beyond th;s.stage. Staff members of

s
remalns stable, but are usually unable to cope‘in a f1ex1b1e way', w1th

. £ .
\‘ - "

such programs are able to do well so long as the Bipgram structire - _

- new or immediate demands for change. .
In the establlshed functlonal stagg, the program has moved from berng .
< . “ >
) operational in a day to—day sense t0 hav1ng 2 cert31n 1dent1ty that

’ ., -

” L . . .
\\ enables the program .to W1thstand a great deab(gf stress. Slnce O 1 IR

. bt e

-currlculum, staff respon51b111t1es, physical set- up, and parent and /
. ?

a N

.o : >~
N communlty support are all well establlshed -the prbgram staff can now

. N

respond f1ex1b1y to new demands. ' There is an opehness to ney 1deas, )

Y o

a desire for self-evaluation and ohange.

. . x . /
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" descriptive categories called "training models." In categbriaiﬁg "Q

- |

CHARACTERTSTICS “OF IN-SERVICE TRAINING MODELS

Yy

)

o .
\

-

An “organizing framework was developed ip'order’ to group the
¢ .

’differ'ent types of training into a small number of manageable

Q

“
the . traim.ng, we gocused on the role of the trainlng agent relative .’

to the early childhood program Upon examining the various ways in'\’
{ .
which trainers meet in-service needs, it became clear that a baSic

s /

distinction lay "in ‘whethér the trainer operated from outside or inside

the early childhood. program The training :agent located Outside the .

program can perform two different roles:: one in which he/she deVelops

A

written or audio-vi«§ua1 self-instructional materidls to be used by

.
‘

.

- " .~ ) . ¥
the program staff members:to meet individual training.needs; a second

\

in which he/she comes into the program as an advisor/consultant. o

N At' the opposite end of the continuum in terms of distance. of* | vy
) \)
-the trainmg agent ﬁ-om t’.he early childhood program is the role of

4 N W
the #rainer located W1th1n the program. Such a role can be Spec1f1ca11y

4

PR}

de51gned for. in-service trainiﬂg (e.g., educational coordinator role)

i '

.
U

or can’include in “serv1ce traming as Just one of a variety of

. - : ; . \
4

respon51b11iti,es [e g., educatlonal director role). . v

K

Three tra-ining models‘ were derived from this ana1y51s of the
N . . ¥

' <

“role of the trammg agent.
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- 1." A materials model in. which the training agent -
~ ] ! \ - g s 1
. W/ B
. is located outside the program and does the
¥ ’ P - - . ’ o "
1 , materials development work outside th%\p,rogram. ‘

Id

2. 'An advisor/consultant n\xodel ir which ‘the training

'agent is located outsuilthe program, but Wspmes

3 \ . vemy -

. into the program to prov1\de d1rect tra1 ing.

. . 3. An inside trainer model in whl'ch the agent, 15 .
. 3 . *

located within ‘the program as’'a staff member. ' A

. ' and performs a tralmng rolg within the’ p&ogram. L

o N N L)
’ ( _ Description of Training Models

. S N
N\ ) In this section, the training models are describeg in\detajiledv °
. N \ . L0
8 . ( outlines which include: (1) identification of the purposeS\‘ and .
o, ‘ \ .

t ¢

initiators of training, (2) specific mention! of tg1e varipus approaches.
) v .

used to dccomplish each training purpose, (35 identification of whory

-

¢ 4 T A1 -2
the training As best suited for, and (4) a 1ilsting of the o|vera11‘ .
strengths and weaknesses of éach traiping model.’ Réferences to further
. . - . - -/ 3 o

Sources of information in the in-service traiping literature are,

a

included to illustrate the variou$ training appréChes used{in each

- model. ‘ ‘ ] ) “\

P




4 scale dbjectives, not presently being met. .

ﬁatiiiiiéé/Leié er written or faudio-visual) énd provides " highly .

I. Materials ‘Model

The _ materials model~includes trainingxgone by self-instructional
" & .

. v

cost<effective method of training, a method which can be used broadly
. N . v

and independently by early é;ildhooq qghca%ioﬁ programs to meet their
4 } ) s ' ‘

own training needs. ° T .
[

' q e
1
U ’ PR i .

.
™
.
|
'
I

Purposes of and Initiators offTraining

1. To provide-asSistance to individual gtaff members in performing
their vrole. °

. - |
’ ‘_~”/ a. ,requestéz by director . ' ////’
- . . ) ..
’ b. requested by staff members themselves . '

c. requeSted either inférnaily or externally in response .
to exteTmal standards (e.g., state departmen;_of,édu%agion.

*

« o

programs to meet specific objectives, often broad-.

[ ;

2. To enable/

a, often reque2ted by pegple with qveral} re%ponsibilify
for /program§ but not operating from within a specific ,
program (e.g.; superintendent or schools or school
committee, educational cooedinator for a group of ,
Head Start programs in a particular area, etc.) &

L

' . ol .
// b. sometimes requested from within programs, usually by .
' ae@“ons with administrative reﬁponsibility >

3. *To aﬁhieve a beﬁgbioral competency‘orienfation toward

instruction and management, i.e., to be-able to: .define a

\

set/of competencies,in terms of behavioral objectives for . e

. staff, children, éna program, specify ways of achieving

!

¢, these objectives, and gesess.how effective the program has
‘ been im achiéving\the§e‘ objectives. . .
) ‘ a requésteq‘by peopie both within<and outside progrém; .
% %. who are rygponsible for defending program's effectiveness

(e.g., federal government in relation tqQ, federally

>
ol

. funded projects-such as Title I projects'or Head Start,
,anyone havinﬁ to account for spending to a funding
agenty, administrators directly ox\Qndiréctly responsible
for program effectiveness etc.)

standa#ds, Head Start standards, etc.) ¥ £ .
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Y .

. " b.  requested by staff in order to comply with some
) external standards (e.g., new types of state teacher -
certification plans, Child Development Associate
~ . " certification plans, etc.) C

. N
. c+ ¢Tequested by directors who want to or are requi'red

~

( X tof-"manage by objectives ... ° o

A

o

s Approaches to Training

X 5 .
¢ 1. When objective .is to assist individual staff membexrs in
performing their roles. -t ‘ .

N

N ~'a. Written curriculum guides, teache;'Srmanuals (which
& accdhpanyia set of curriculum materials)., and activit
handbooks are available which present suggestions for

classroom activities. c e

\;.‘ * N N . . Voa .
) .b. Written descriptions or films or video tapes are )

i diviQuals .

-

AN available which present ways of relating to im
- or groups of children (e.g., demjnstrations or wrife-ups
‘ . of behavior management techniquesy.

2. When oMjective is to enable programs to meet specifi
oo ' objectives. , : .

. v v o

. a. " Written descriptions of broad-scale plans are p ovided, ;o
. (e.g., plans for changing an entire .public scho .
' ’ rogram). These descriptions cover a wide varjéty of  /
- . areas involved in achieving the planned objectives, t
such “as students and curriculum, personnel, physical L. N

. plant and'organization, community relations.

, b. Written descriptions of an entire program.model are
! ) ) provided including progran objectives and héw these ) s
. . “objectives-are to"be achieved. . ‘ \iL ,
. ) - - \
. c. A curriculum series: or set of materials is provided
that is intended to achieve a specific set of objectives.
. Instructions on how to use the materials/are included
in teacher's manuals and; in some.cases, in filmed or 0
. // taped deponstrations.’

.’ . h
-

: / 3. When objective i%.to achieve a behaviqgal competency orien-
i // tation. ) . . . ‘

[

. , " 1() iae i




i

b, ’
~ a. Statements éf competencies-are provided for gﬁecific'
staff roles which include a list of competencies
considered necessary to perform the role gfféctively.
. ‘

b. Statements of competencies (behavioral objectives) _ .
to be achievéd by the children are provided in ¥
cognitive and affective, areas. Such competency .
statements may be found in behaviorally-oriented © -
curriculum guides, norm or criterion-referenced
test%_for young chilafen, taxonomies| of objectives. -

c. Statements of icompetencies are provi ed, along-with
; . Astatgments-of how to achieve those competgncies, e.g.,
specific instructional modules.

- .
N .

d. Statements of. ﬁanage%ent objectives are provided for

. the program ad@inistrator: that program objectives
be stated in comprehensibls, measurable terms, that '
. . reasonable time tables be set up for achieving ..~

P

\ objectives; that long- and short-term pvaluation be .
built into the ?rogram, etc.” %

For Whom Is Training Best Stited : .

*
Y
1

1. Individual staff.members;—to help them upgrade their own

v performance in any.areas im which they feell a need. -
¥ . ‘ Y . \ . *

y2. Administrators who have overall responsibiiity for !

.achieving broad-scalc program objectives. |

-

t

v LR \ .
3. Anyone within a program at any level who:will be_reqd!red

to take a behavioral orientation toward his/her own perfo;mance,*

the performance of the children, or the achievement of overall
program objectives. . \ - "

VoY -

.. R - - r
Strengths and Weaknesses D \ }

»

-
-

|
1. -Self-instructional materials in”applied prac%icai areas
are often sought by staff and meet felt needé, thereby
increasing self-confidence and motivation. However, this
is not the same as improving actual teaching\bi administrative
performance. Unless the materials include uéablé‘measures

e
- v

/ ) '
t «

. . ' ?

._\(

of




: cannot be determined.

- of the effect of traininf}xpﬂé/;tility of the training

~ : .

Self-instructional wxﬁéten.materials, if they are
carefully written, <an be easily, broadly and in-‘
expensively used./ However, to write -Such usablé€ .
materials ié a difficult task requiring great skill. -
Often the materials producéd.are not usable, particularly
when.these' materials are intended for teachers representing
a wide range of educational background-and experience.

An all-too-common fate of such materials is to sit in the

back Of closets. | P .

-

Written materials that are behaviorally stated, including,
both objectives-and ways of achieving these objectives,
are”intended to be easily underst andables and usdble and
to make it possiblé to evaluate the achievement of
objectives in an ongoing fashion. However, rhese{haterials
are difficult to construct well, and good materials are
hard to find. In addition, staff members who are not
pehavioiaigy oriented often find such materials difficult

or inflexible. Outside help or familiarity with this .
orientation may be required to make constructive use of
y c

such materials. . A
- % n N

Y

Broad-sc¢ale written plans or prbgram descriptions can
be ipstrumental in effecting overall changes within an
entire system of programs,*or.within one program in an
efficient and effective way. However, such written.
descriptions are sometimes not understood or are not
received with the same .enthusiasm by staff.members as they
are by, the: developers of the ‘plan or .program. Again,
outsidé help may be necessary. These planslﬁiograms may
also be nisisted.because they are imposed from outside

or present a value conflict to people within a particular
program or system. ' - N

\

[~ 3




II. ,Advisor/ConsuItant Model . L.
. r .
- v ’\v
4 Thls inservice training model 1nvolves brlngtng an.outside

N {
adv1sor/consu1tant into the program to provide spec1f1c expertlse%

>

If funds, are available, this model can often provide an effective

i N ’ [ D . »

way to secure‘specialiﬁed information and'training.

Purposes ‘and %nltlators of Tralnlng \}—ﬁ D
«’( N . . ~
1L To/pgov1de a551stance and support tQ 1nd1v1dua1 staff Tembers
in- performlng their roles. - e

a.? requested by dlrector of program

B
* - r g s ¥

s b, requested by staff membe rs themselve§

.
N ®

, ¢ C. requested for program because of certain standards .
' placed upon it by an external regulatlng agency .

LS

' children who have spec1a1 needs. ¢

. a. as_xgguésted by d1rector

b. as requested by staff members

. ¢. as requested by regulat{ng agency RN

L

2. To provide assistamge.to staff members in the1r w0rk w1$§ .

el
=/ -

. d. as requestedﬁsy\pxogrdm‘s consultant who has */ Etme ol

" 1dent1f1ed a need for hiél AN
; 3. P— - e 1T i’\

e. as requested by program. staftN;;mSer in response

. to external standards that require the pr gram to serve

+  children with special needs " ~

f. as requested for program staff members by an outside
: agency that has placed a child with special needs in
* the program

A

3. To assist program staff members in individualizing the1r
instruction (i.e., in planning an individual program for
' each child with special needs).

S.

~

.

“~




. . . ;
;.\ » T
- }
Al ~ '
v ' . (o) .
- A |
. N s
. .a. as requested by director . ) oot
- " b. as requested-by staff members : “

c. as requgsted by staff members in responée‘to-exteiﬁal
_standards that require the development of individual _ .; .
~= " programs for children with speciil needs.
. + ’ & .
4. To enable program staff members to meet specific objectives
lof a particular model of education. ’
¥ )
. I )
a. requested by administrators-of program (these people
can be administrators at the funding source or local

.
A 5t Attt A ¢ P A

4 : administrators)
. . oy ¥ :
K - b. . requested from within the program by anyone responsible - ;
. for success of program curriculum AN :

\

. < s . \
5. To provide the administratowzs of the-program with an outste,
objective perspective on classroom operation.

a. requested by director.of program

b. requested by funding agency or by outside regulatory
agency

6. To work with parents and community to facilitate their
participation in the program. !

\

¢
a. requested by director or by program sﬁgﬁf,mgmpgxsl__n

"b. * required by-funding or regulatory agency
\

c. reque§ted by parents and community meﬁbé%s themselves
. . ' ] : \
+ Approaches to Training S

\
/

‘ 1. When\quective is to provide assistance and support to
individual staff members in performances of their roles.

/’a. Advisor/consultant may hold individual teachex conference%.

! ’ b. Advisor/consultant may conduct a workshop or series of
RN . workshops to demonstrate a curriculum and its prescribed
classroom materials and techniques. )

R U | o
~§. . . ' - .
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N . #
* te .
: N ‘g -2 3
. . X f -

b - v '

- B
b4

o AN N -

N VI ) . . :
c. Advisor/consultant may lead open-ended group discussions

A\

. to assess staff needs, strengths/weaknésses, attitudes,
etc. °© ’ . TN . ’ )
- ' - o) ' . . '
) d. ' Advisor/consultant may assist staff m%%bers in.-s€lecting
N angd arrangiqg materials for their clagsrooms.
¥ L y - .
e. Advisor/consultant may demonstrate/éi model materials
| ‘ %nd_techniques by working in a classroom with the
children. ™ Ve :
- L . , ,/ /
0 ,/
> - £. Advisor/consultanﬁ4nay'pig/vidgotapes of teacher.
2. When puxpose is to assist/§iaff members in their'work s ///T://i -
- : with special needs children. , L -
1 - - /

a. Cocnfierences are held with individual teachers to help
each teacher decide on methods to use with a specific
child-in his/her classroom; conferences could be held .
with one consultant and teacher or with an interdisciplinary

o. team and teacher. These individual conferences may or .
may not be accompanied by direct observation in the

~2 teacher's classroom. ' o

. Y Training sessions are conducted for all staff members

B and possibly f@r parents, too, by one consultant or by .

an interdisciplinary team. These training sessions

s “may or may not include introduction and demonstration

of .materials to use in the program with children with

_ special-needs. : v -
- A R N - : )

c., Direct services may be provided by a consultant or a
- o . member of the consultant's. staff to the. child and/or
the child's family. These services fill a training

purpose by providing modelsqépr the teacher in her/his .
L. . own classroom, showing the.t€acher specific techniques
~ . to use with a child. ) %
. . s S (B -
“ 3¢ When phrﬁase is to assist programs.in developing individualized .
) instruction for children with special needs. . )
9 o

, < a. Train}ng sessions are conducted by a consultant or an
' " interdisciplinary team to help staff members identify
h competericies ‘to be achieved by the children, methods
1 for assessing a child's current lgvel.of functioning,
. - and methods.for teaching thes competencies. o
. !

£ . !
- .
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Consultant/consultants bring to the program pub11shed
statements of competencies’ ropriate for the program's
.children with special needs’pguggest written materizl "
describing methods for teachlng competencies, and .
demonstrates their usage. An additional obJectlve of

this training could be to teach staff members&how*to

select future materlals on their-own. I
\
When objective is to he1p program staff members meet external
ob3ect1ves of a partlcg;n;mmdel of educatlon. . .

Adv1sor/consu1tant may hold individual teacher conferences.

.
.

b. Advisor/consultant may conduct workshops describing .
~ a particular curriculum and demonstrate its prescribed
maﬁerlals and techniques.,
N » C e
When objective is to provide an out51de,'ob3ect1ve perspectlve
of "‘classroom operat1on.

s hd

S

a. Advisor/consultant may observe'in classroom. L
b. Advisor/consultant may meet with staff members and/or
parents to.discuss their goals and methods in order to
relay this information to program administrators.
c. Adv1sor/consu£§'nt may meet d}rectly with' person 1equest1ng
services to discuss observations.
Advisor/consultant may submit a written report to pexrson

requestlng serv%ces.

e

When objective is to work with parents and community mimbers.

a. Advis r/consultant may conduct workshops, meetings, or .
* + conferences for parents (or parents and staff members)

to d1scuss program goals and methdds and program management.
b. Adv1sor/consu1tant may develop staff members' knowledge

of community through field trips, 1ntroduct1on to key
compunity flgures, meetings, workshops,*and home v1s1ts.

{\

Is Training Best Suited

. * ¢
. o_o /
t
¥
i 4,
¥
£
.
L)
, S.
23
’
) .
N\
6.
-~ o 4 : .
: For Whom
1.

.

A .

Ind1v1dua1 staff members who need to upgrade thefr skills )
in areas related to curriculum and class management technlques.

[

-~




Classroom staff members who need to integrate children with | ;

’ special needs into regular classrooms. <
. v
> . ¢
~ 3. Administrators charged w1th’1mp1ement1ng new currlcula in « °
’ . their programs. oo e

- . ) .
4.. Admlﬁlstrators who desire an outside objective perspective

on their program, particularly admlnasurators not trained
as classroom teachers.' N -

= -
. ~ *

5. Boards of d1rectors or othier regilating agencles wishing
N a professional opinion on program operation. .

LY

co 6. Parents who desire to kﬁow more about the‘eduCationqL‘program
%in which their children are enrolled, and other communjty
partiocipants. ; . L .

C e | .

Strengths and Weaknesseé ) ) ' . ‘

1. Theé hiring of out51de adv1sor/consu1tants is expen51ve and
may cause some antagonism on the part of staff members. ° .
But assumirig ‘that the consultatlon is of good.quality, this
type of in-service-training is an ‘effigient way of securing
specialized knowledge and objéctive- servatlons on current
¢ program functioning (particularly vydluable when the program
is instituting changes).

2. Consultants who are "experts" podsess much information and
. \ ®  many skills, but may have dlfflculty communlcatlng with
) staff meﬁbers. . L |

3. Consultants often are profe551onals who have great skill
and experience in working directly with children with spec1a1 ,
: needs but may have 'difficulty modeling for and teachlng others -
- ' how to work with children.
, o .

‘ 4. Consultants are sources of speclallze& technlques and materials,
.o but as they are often accustomed to working in special small._
‘ o groups with specialized. facilities; they may liave difficulty
coming up with techniques and materials that can.be used in
BRI : ©a regular classroom. ) .

~

-

‘ 5. Adv1sor/consu1tants can o ‘ten work,w1th teachers on a one-to °

' . - One basis, thereby meeting very specific needs. Often, however,

, ] the. advrsor/consultant msut' rely on® someone else ‘to identify
these needs or to -make an ;Qltlal perceptlon of needs. - .

~

L “ o . .
N

&
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6. Because the advisor/consultant often‘épr es as "a lidison .
between ‘an administrator not trained as a classroom teacher .
and a group of teachers, it may at times be difficult to

. ' know for whgm the adyisor/consu}qant is working. .
o M \ - -
7. Since the advisor/consultant is -an outsider, he/she may h
Y ' be ablé to work with the staff members withoyt being-. )
NS T, perceived as an evaluator; if this nonevaluative role is
. ' . " 'nbt -established, the advisor/consultant may function at
. : ‘. a disadvantage. °: - . . Lo .

v ~
.

w

-

- »

I1I. Inside Trainer Mode . oo .
[ A‘) P

. -

The inside trainer model consists of training . °
, ot > « \

3

*. carried out by program staff members themselves. This ‘model offers

the most efficient’’(and potentially the moSt effective) type of
- training because of its intimate and ongeing relationship to the piogram.

- Purposes and Ini%iators};f Training - '
. \ . . h * hd ) l'\
R 1.. , To, improve “the skills of the classroom teaching staff
D . ) members and to add new skills. C . *
- " . . < i
a. Trequestéd by in-service staff members (supervisors or |

. ’ SpeCialiSitS) R ﬂ - .

-

' b. requested by classroom staff .members - LS
. o~ . . ) . . .. [
c. -requested by program director y ST
‘ - o . d. requested by outside organizationms interested in o
i A & implementing career ladders | I

®

2. To develop skills required for new roles of pafénfs in _“i,/
relation to their ¢hildren's “educational program.

i -
yotee . - ‘ .
) a.. fequested by director .
.o e : N

N, b. requested by staff members "

3 - ~ . s . '
. ‘c. Trequested by parents <t

s N ."7' ’ .
d. tequésted by .board or persons with overall program
. . 7 Lo responsibility - ¢ , LI ’

ke
%

3
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Apgpoaé;eé to.Training

.
*

1.

v AN . P »
- a. Regource center and center personnel are available

When objective is to -improve thé present skills of classr;pm
staff members and to add ‘new skills. ' '

- . , »” s
a. In-service staff members are availablé'to classrobm
. staff membérs. In-service staff can inc¢lude supervisory
staff or speciatists -in art, music, movement, dramatics,
design, language, :child development, etc. The classroom,
staff members can be accountable ‘to the in-service staff
members through an arrangement such as a written contract<
in which the teacher agrees to use the information she's®
received ih a demonstrable.way with the children.
- Q’) .
b. .Resource center and center personnel are ‘available to -
staff members and provide written and audio-visual B
training materials, materials to use with chirdren .
(toys, recycled materials, instructional materials)
and a shop for making materials. %,

<

c. Demonstration class tan.be visited by staff menbers
and provides training in new instructional procedures
and materials. '

-

d. Staff meetings and individual conferefices are provided ' .
for.training of staff members by supervisors and training
of staff jnembers. or supervisors by director;, T
e. Workshops, seminars, courses,usually in specific skill
areas,are provided to enhance present skills.or add new
skills, either through one workshop meeting (usually
focused on a concrete, specific skill) or through ‘a
series of course or seminar meetings (usually focused
on more abstract theoretical skills which -can improve
teaching performahce). )

When objective is to develop new skills reduired for new Toles

_of parents.in relation to their children's educational

program. - - . !

to‘parents and provide a‘variety of written and

audio-visual materials dnstructing parents in home
acsivities that will relate to school activities.

.~ .




o> -

. -17- ' - " -
Ty " R »
’ . \ M . . . -
5 ;
b. In-service.staff is available to parents to provide L
' them with special, skills to use at home that again e
will complement what's done in school’ WT- !
- B : ~ -
c T <c. Parent meetings held with the director and.teaching\

-staff members are aimed at developing parents"knpwﬁpdge,

- and skills related to the program and its administration.
In addition, staff members learn about the parents,

: their goals and ¢hild-rearing practices.

For Whom Is Traininnge§t Suited .|
1. Classroom staff membets,to imprévé their, own. teaching
or add' new skills enabling them|to move up jﬂfﬁreer ladder.
1

-

I

l a
, -

|

L]

». 7. Parents,to’develop skills reqﬁired for their new ‘roles.
‘ as participants in parent involvement prqg{fﬂf;ﬁ,,w>,r;»- -

’ [ .
Strengths and Weaknésses . S e ‘

- A
e

1. In-service xesoufEEE’;fe available without waiting, without
having to plan and-expend great effort. This ease and immediacy-
of availability makes it far more likely that in+service

L resources will actually be used frequently and effectively.
However, too much emphasis may be placed on training of

. ingividual' staff members and too little on the effect of
this training on the program for the children. In addition,
the emphasigtpn training may’ take away from teaching staﬁf
members! efergy and time. Teacher!'s and parent's schedules

“m may not -be flexible enotgh for them to take:advantage ©Of

"all the training that's offered. . . '

-

. 2.._ In-service accountability is possiBle when the in-service
- ¢ program <is part of the overall program. The program director
can require that if in-service support is provided, the staff
members must actually use what they've learned in their work
with -the children. tHowever, although immediate accountability
‘ might be‘poSsible,'long—Eerm evaluation of.the overall
effect on teaching performinces and the &ducational program

. ,may not exist, sincg the training is an already accepted
v part of the program and does not have to justify its presence
in terms'of actual results.’

<
o7
i

Sti When in-service is part of the program, training can belspread
- ™ "to all parts of the program as needed, and resources can be
shared in an equitable fashion. However, in-service staff. ..
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members are usually on a'higﬁér level Qithin the program

- ha?)

PR "\ hierarchy than teaching staff .members, go theré is the o
- \danger that in-service need’ Will be determined from 'on .
< : . igh" and not enough s€lf~determindtion of needs by «
. . teaching staff members will occur. - cr .

\
\ ' . o
4. There is a common commitment on the part of in-service
ang\teaching staff members to.the program's goals, priorities,
., and\value System, and a cammon’ understanding of the

organizational structure. This commitment enables in-service
staff members ‘to immediately and ;ealisitically face the

3

. - training tasks. However, the system may becdme too closed .
. to ne \ideas from outside the program when all resources
- , ps are available within the plogram. . ",ﬂ e
. . S \ . - P

S. \lndividﬁgl teachers are -much less isoléﬁed,’éihce &n-service °
: staff meMbers are available during teaching time and can ,
move from“cldssroém to classroom. Also, with the help
p ’ of in-service staff members, ideas of individual teachers
can be easily shared with others.” o -

.
& - . -
AN -
©

A . Summary of Training Models

Table 1 summarizes the various purposes ‘of training identified.

- ' ébove and iﬁdicates‘which tfaiﬁing mgdel.mceis.which purpoieé."Table
4 ) X s _

.2“sumﬁarizes the centrai charactéristics of all the models and ‘
- i&entifies' which training modgl-possessésjgﬁd;h chafécteriéiiSS.
* ‘%hése characteriééics include p}actiéal $oﬂsiderations,'%éctors :

» i

v having to do with the traihingaprpéAsS, and attributes of the training 7

agent. . There dre a variety of reasons why these characteristics are
. . ‘

- of fcentral importance.

"~ -
Cod -

.
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. PURPOSES OF EACH TRAINING MODEL. - ..
P - . . .. * - ° ) , . ‘ . ~
. > Lo . . K1 . . D , v .
. !f.lvl - - - - - 3 \.‘ 4 {l . -
’ - ] o -, Purposes of Training .\ . ., o ' ,
. o - » * . . " - -\
. . /| Assist .Provide, , °| Enablé * T | Achieve - NAsHst Assist Pro- “{ Facilitate’
Traini " Staff by_ Director Program ~ Behavioral Staff With gfam in In- | Parent/
o a1t Improving |- With | to Meet Competendy -mumowﬁu ; |.dividualtization | Community
- . or Adding ocmmmﬁ?\m . | Specific - Orientatioh Needs .} for Special , Payticipatior
. Skills ?| Perspective Objectives : -, Children Needs Children | in Program
| ~ . .. w\. “ . - \ N . B w . - . \/

N -~ . . . ‘ - . . 4 f “ . .
Materials C N . + + . . U 4 ., o3
. N . A

1 - - . R Y . -1 " . . Ll
<)) : " i : - e
[ ] A L - AJ LY ] -
' R . . ' . . .
Advisor/ + . . _ . . . L .
Consultant | . - o : . -
» 3 - hd . - - . >
- . “
~ . -
. v N
— hd w
. A T . . - ‘. - . - S -
~ . 4 o s -
Inside +s - . . . T ’ *
. - - - 3 < VRO
Trainer s LW / . - . e
] . ) - “ . - L - .
4 - * 7 o t i .
. N e o T < .
. ' - N ’ - . s
. . ) . . ) . . e
“ - . . ¢ ‘.
\.\ 4 ~ . . - :
v . . 3 - - - ..
Note: +indicates the tralning model meets that purpose of training. - Q. - .
~ & ¥ 0 < » .
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| : . AN A P P ) < % M
_ 2 - ~ \ Y- R . .
I . CHARACTERTSTICS OF EACH TRAINING MODEL . \N. o . -
Voot T . . o . - .
| S~ . P
w . : T N - —= i3 \. = - - - - T vs-
. - . ¢ Characteristics = | ? A St
| .« - s * ~ - hd
| ; e - z - - — ——
W Training .| Low Built-in Measur- Easily Immedi- | Conti- Objec- _§pecial- _Trainer's,- [ Trainer's
| Model Cost Account- able Usable ately ,E.mwﬁ% L tivity — 1 ized . Immediate Ability ..
. ’ ® ability Results: . =) Avail- ST of Knowledge 1 .Understand-|. to Com-
| : s . . ) © +- °| able- 1o Trainer of | . ing of unicate
| . 1 . Trainer _Staff and * .
| g M T 7 o Program
B 3, " - R ) Needs .
B ,\\\\.\ - l-.u . « P , c
: . , N . - ] . '

Materials| '+ + . T+ B ‘ . _nnHuu

T
,Zn/u. . \ £
h ! \ . @ - - "
| N T P N -n 7 ] - .
, ,, . . - - N . .
| . . : : © . t ’ ’ . .
| Advisor/ N . + + . .
Consultany. — — . - | = —_
. . B ¢ . . . 14 e °
. . N ‘ ~ N ’ . v
’ Inside Y ) ) 7 Lo : . .
; N + + - . + + + +
‘Trainer |_, - . - L -
: - M y . L ‘ - . , »
. . ] ’ . ’ - 7 . . ° . H . .
< 1 - - (Y
) ‘. . - 8y - * 4 - . .
- ‘ ; . . - . L .
. - ¢~ .
.« . ‘. 3 ) 3 . . -
v . - . . > - . ¢
. " Nqte; + indicates that characteristic is a major strength of the training model.
£ . N P « . et . » - - .
.. ___indicates that charactéristic is a major weakness. of the training sb/amw.
. ) . ;
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. " Practical Characteristics X .

. The pradtical tharacteri%tics are cost of training, accoutability,

- »

"and measurability of qesulté. The «ost of training is ofﬂextréme‘

v ’ I a . .
- . practical importance, particilarly to day care prograﬁ& in which there
.. v / *
e y is .a great.ﬁeed for training‘ but minimal funding. Whether or not
\%&L‘—’ * ’ 'y ¢ ’
r'd

hccounfgbility is built into the training deserves consideration,

1 ’ * .

becduse without accountability there is no external reqiirement that ' .-

. © + the training actually have an effect. A related concern is whethex '
e L]

‘these effects or results of training can be measured in an objective

fashion so that there is knowledge of whether the training.has been

| . N o
. oo

. effective or not. ~ , PR

Characteristics of the Training Process
I . - -
Characteristics having to do with the training process itself

- Nt

~are also important, namely, the usability, availability, and continuity
Lo . . ..

. of training. Whether the trainiﬁg is usable or not is a basic -

'hpnsideration'and one that-is often overlooked. A variety of factors

- +

énter inte{the usability issue which’may be summarized by calling

-
-

. it the issue of the match ,between the characteristics of the training

-

‘pro&ess (suqb as ¢larity of writing or pevsonal support) and the

. characteristics of the program staff (such.as avatlable time, effort, -

+

or expertise). The othgr aspects of the training process--availability .
L)

and continuity--are obviousabut nevertheless critical. If training is

<
- ' . . e 5 9,
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. . . A N .
! not immediately available when needed, much of its effect is lost;
‘.- similarly, if trainiﬁg is.on a one-shot rather than a ‘fontinuotis basis,

¢
L b . - I . .
it is relatively ineffectivel. . . .0

- 2 . o * .
1 7 = .
.Characteristics of the Training Agent .

i
o —— ‘ .

¢ Y . . - . y M
Sonie essential characteristics of the tra1n1n agent are ob-

‘jectivity, specialized knowledge, understanding o staff and program

1

§

: Vi . .
. // needs, and ability to communicate with staff.o/?bject1v1ty and i .
: ; !
provide a,broadef

specialized knpwledge are'required in order t

' - . LY AN

knowledge’ base for v1eW1ng problems than is already avajlable W1th1n
]

a program. The ablllty to grasp qulckly d/d accurately the needs
- s
of staff and program is an essentidl requlrement for an effect1ye

a trainer, but must be combined with the crltlcal capac1ty to communlcate .

7 . in such a way as to challenge and interest a wide variety of staff
v Vo v - i
members in the difficult process of change. .

LY

Examples of Approaches to Training
. Used in Biich Model . ' A
* - l ' . . .
. The in-service training literafure was revidwed for good examples

.

of the hajor approaches to training used in‘each model. The aim was
;‘\\- 3
to find concrete illustrations of the use of these training approaches

LY

';in edrl} childhood education programs. Table 3 presents examples of

the major approaches to training ‘used in each model.

.
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' . TABLE 3 .. o P
- EXAMPLES OF APPROACHES.TO TRAINING ~
. « *l . { , ¥ .
- > | .,
- . Y
" e s = i \‘—*‘ -— — ¢ .
. . Training Models . . N
Approaches ‘Ysing This ° ~ P .
to Traindng Approach. to * Examples of Approaches to Trainin
: Training : ’ : f T

. .
" . rd s‘

N -

-

Self-instruec-
tional Materi-

Materials =~ *

\

o S : N * T

Becker (19%L); Boehm (1971);‘;'\1:‘}113 child development -
associate Competencies; Croft «§ Hess (1975); A

als . guide for managexs of child day gare agg\ncies ,
! (1969); Knezevich (1973); The language tfn\a'ining-_—’-\,
. , curriculum (1970); Lavatelli (1971); Lillie; - :
) . Nedler; Parker (1971); The Portage guide to\early
JF ) education (1973); Robison § Schwattz (1972); .
S . Weikart et al. (1971); Winkelstein et al. (1974{-; .
. . Wisconsin prereading skills.pfogrgm o e N\ .
. . .~ . N
-, Advisor/ o | Regional instructiongl center for hafndibapped \
’ Consultant 1 children (1973); Warner (1873)
| Y N . . 1. -.‘ . .\"\
j\dviSox‘I}ole, Alvisor/ Armington (1972j; Kies¥er (1969) ..
Consultant Role | Consultant ' .

3

t

In-service Staff | Inside Trainer: Arnote (1969);-Katz (1972) - T
within ‘Program ! ' - ' cnod
- Direct Services | Advisor/ Heath & Hardesty (1974); Nirk & Rubovits  + .
! to Child or Consultdnt (in press) - . - v .
Family . Lo, *
b .. ‘ , ’ < L] ‘ )
Workshops,” Ad}(isor/‘ Alexander (1970); Rathbone (1971); ‘ L,
't Courses, Sem- Copsultant ° Farley (1971) . ‘ '
inars . . “’"/\ . a
" 'Y .
. N . " \ . -
‘Inside’ Trainer Baker et al. (1971) s
Staff Meetings, - Advisor/ Fabian (1972); Leach (1972); Shrier § Lorman :
Conferences Consultant (1973) . e
. Inside Trainer Kyte (1952) - & _ g
(continued on next page) " ) . o
. ‘ - : 1
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TABLE 3 (continued)

«

' Approaches Training Models b

to Training Using This , e P .
, Approach | . Examples of:Approaches-to Trgln%ng
. ‘ to-Training T —— L . S \
. - . o -
0bserv1tiozs of Advisor/ "7 Amidon & Flanders (1963); Rafael § Marinoff
Staff (obser- -Consultant (1973) Lo
vational scales, |. T ' ) - ' M "
videotaping) .. T e .
[
— - . »
Demonstration -of Advisor/- Hawkins (1969)
Classroom Tech- Consultant -
niques ] o
Demonstration " Advisor/ Easter Seal Treatment Center (1972)
Program Consultant -
Inside Trainer Bailey (1971).
Resource Center, Inside Trainer | Descriptive case studies of nine elementary
(for staff, D " sclool media centers in three immer cities
parents) (1969); Nimnicht (1970)

—

Parent/Community Advisor/ N Crocker (1964); Moore & McKinley (1972)
Involveﬁgﬁt, ~ Consultant '
Meetings, Con- ) ! .

»  ferences, Home ~ Inside Trainex Auerbach (1971); Klaus & Gray (1968)
Visits

Note: Further 1nformat10n on these examples “is prOV1ded in the annotated
ggferenre list. .
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THE MATCH BETWEEN IN-SERVICE TRAINING MODELS

-

" AND EARLY CHILDHOOD EDUQATION PROGRAMS
Oﬁ the basis of the descriptions of the three training models, _
some recommendations rega;ding the best use of each model ;an be made.’
"However, these recommendatidns can 3¥1y~serve as.; guidq ts the
Selection of a specific training modéﬁ since the final selection

cannot be made without consideration §¥ the particular nature of the-

* r

training needs. Each model has certain characteristics that make

- .

it espeéially suitable for use by programs at a particular stage of

N

i

' devélopment. The modé}\(or mode1s) recommended for use at each
stage of program dévelopﬁgnt is presented in Table 4.

AN

. AN

The Materials Model . \\\\

T~ .

Althougﬁ‘the training pqrposés met by the materials model

\ Ld ™
cover a range of program needs, the specific characteristics of the

-

model make it most appropriate to the highest level of progrém

development. First, the purpose of assisting staff members to develop
skills will be cbnside;ed. The development of skills is a central
need of programs in their initial adjustment stage. Nevertheless,

the materials model is unsuitable for use in this stage of development.
Packaged training materialg often appear to be difficult or time

. . 3 3 I . -
consuming, requiring a high level of motivation from staff members..

In addition, these training materials must be implemenggd solely by

[
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- . lv‘lATCH BETWEEN IN-SERVICE® TRAINING MODELS
- "AND EARLY..CHILDHOOD EDUCATION PROGRAMS-——==-"
. ’ - )
. ‘ Stage Qf Program Development _
i _Training Model, - Initial | operational - __Estab@\e.d
. L Adjus tment P _Functional
- ’ - e -
.. Materials A + - i
- . ‘ | i
* . .
' Advisor/Consultant o B +
. ) ’
-~ : - Inside Trainer +
. - - |
\ — . v -
: Note: «+ indicates the stage of pro'gram development '
) . : T recommended to use each training model.
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staff members, requiring that the "inside implementer" be very

familiar{yith the training package ‘and take responsibility for‘its

correct and complete use. Staff members in-the throes of day-to-"

T ¥

« day crises may have neither the motivation nor the time to use training

packages. Even at the operational stage in a program S development,'
IR

J—— o e

the 1ndependent effort required is often too much for most staff

menbers. It is at the establlshed functionad stage that staff members

are 11ke1y to be free and f1ex1b1e enough«to conceptuallze and deflne

~

their own tralnlng needs and then add the approprlate new skills to

- )
]

their teaching repertoire thrpugh the 1ndependent use of trianing
4 . -

packages. ‘ \1\\E7
$imilar.considerations dpply to the other two training purposes iy

~

met by this model: enabling programs to meet specific objectives
(a central internal need for programs at the operationalistage),
and achieving a behavioral competency,origﬁ%ation (often desired

. by programs at the esthblished functional stage). Once again‘the

. L3

characteristics of the materials model are such that only at the

’

establlshed functlonal stage can this model be used effectlvely to

meet these‘training purposes. It seems. likely that packagest would =~ .

ﬁrove invaluable to a director responsible for seeing that the program

T e——
N —

.-meets spec1f1c objectives jor facing the ta§K‘0f~1denL;fy1ng competenc1es .

- RN

and p1ann1ng ways of achieving these competencles. However, such a
* # - <
director must be free from daily operational responsibilities, at least

to the extent that the program.can Tun_gfoothly on its own much of the

4

[




@

kY

= - .
-28-
o 1
:‘
, \

] - ‘

- t1me, if she/he 1s‘to handle these new respon51b111t1es entlrely

through the use of tra1n1ng packages. This is not the state of affairs -

H

in programs until functional 1ndependence is ach1eved at which time

¢ -

‘the’ focys can be sh1fted to higher 1evel goals such as using new

7

,,currlculum models or looklng at teacher and child competenc1es.

In Sum,. the 1ndependen&e, motivation, and conceptual1zat10n of
»their own problems reguired by ?rogram staff memhers in order to use
.the materlals model will ordinarily be.foumd.only in prograns at the
'highest level of development. Therefore, even though the purposes

- 4 .

met by this model cover the internal needs of programs at all~three

levels of development, it is recommended that this model bé used

at the established functlonal level. This does not mean the three purposes met

\.r.

, by this model cannot be achieved by programs\ln an earller stage of

‘A
'S

development (some program needs must be met earlier if a program is
to survivej; it does mean a different kind of training is required to

do the job.

The Advisor/Consultant Model

The advisor/consultant model can be used jto meet’a large number
of tra1n1ng needs. This type of training can-be used effectlvely by -
i o
programs at any stage of development, assumlng certaln“flexlblllty on

(the part of the advisor/consultant. K somewhat different orientation
1] »

toward training and somewhat different trainingtechniques are ‘needed

S
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g . . .
g ’ depending on the developmental 1eve1 of" the program.
r{\r\'\/ .
\qg L Con51derab1e f1ex1b111ty is requlred of adV1sor/consu1tants sf

\\}\ . .who'work.in programs during the initial ;djustment stage because
they c;nnot'rely‘on Ehenérogram administrators to identify and agree 5
upon spe;ifig trairing “needs. ?rogram concerﬁs and deficits‘dhring
this stage are often very broad; aréas of ﬁéjdr concern can change

ﬁ{om day to day, requiring that the advisor/consultant be able- to

identify the immédiafe need and,adapt the training accordingly, some- .

~
v

times on the spot. If the adv1sor/consu1tant is not able to do,this,
T the adv1sor/consu1tant may wind up plac1ng expectations and maklng Cos

demands that can't be met. A perceptlve, flexible adv1sor/consu1tant

-can be invaluable to a beginning level prpgram, prov1d1ng the staff = .

with support (and sometimes a shoulder to cry on) and giving the
+ v - o v “
director. an objective view of classroom operations. Advisor/consultants .
& 7
are expensive and peed to maintain frequent and ongoing contact--an

1mpo§§tbfef1uxury for many programs. .

The advis%§/consu1tant”can usually rely on operational stage

programs to identify training needs for them. Frequently, such ' .
' « }. .

p&égrams use‘advisor/zonsultants to.help them clarify goals aﬁd

. procedures or to help them solve a particular problem. The advisor/
consultant model is an efﬁécignt way to deal with short-term problems,
as just‘ihp:right kind of expertise can be secured, used for as iong a
as needgd, and ;ﬁen'discontinuéd once the problem is solved. ‘ v

~ » -

+ Advisor/consultants find established functional stage programs the easiest

.
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in-which to work and “the most challenging because they can assume
) ";v . #
a'sffong\foundation; -At this stage, "oné:shot" training through
‘workshops or dembnsxyations can give staff basié"kﬁowledge and leave

~

it to, them to,develop and apply ideas to their own classrooms. In

. ' ~

fact, less in-depth training may bé~£avan§ageous here as staff '‘members

S r PR

should have their own individual styles aevelopéd\and\by this staée,

~~ S
o

may prefer to make their own adaptations.

are often looking for-new curricula or new programs to implement,
P . N 7 -« \.
feeling they need an_infusion of such ideas and challenges. Advisor/.

) 3
consultants who are true expérts can meet this enthusiasm and give

. «
valuable input to even the most advanced program.. ¥ | =
- <
‘ ) i
The Inside Trainer Model _ . -

The inside tfainer model is mosf suitable when a nggfam is in
the initial ééjustment stagé of developﬁent. This model can f&ll;a
major need of programs at thig stage, namely, fbr.assfstance in the
everyday tasks of classroom teaching and management. At this
begiQning stage, pfoérams need'highl} personaliied, very supportive
training fhét meétf,program and staff needs which cannét yet be
idehtified‘internally by giaff members. Only an internal trainer can
perférm this fype of training, i.e., identify internal ;eeds, work

on each’ staff members-own unmet needs, provide continuous support,

and tailor the training to staff members and the program. The inside
: . 3 . . .

*~ e
-

trainer model can provide this type of training, since trainers can’

v

-

Staff members at this stage .




\ ) . v - é
" observe staff members, identify the tedching needs, demonstrate -
A - ®

> -

. techniques, and, be immediatély and consistently available whenever

3
neéded.” This modéifis not recommended for use after this aée; L
howé&ef, because itfi;'costly and time-éonsuming and may stifle‘thé ’ .
, “ . . ‘
. staff members indépendent operation of the program,and search for P
.t . )
. { ) apgg;priate goa}s and‘pzocedures to implément éhesé goais. A%though . ’
. staff members still ;éed to’improve their skills after_the infe}dl
stage, the needs are 1es§‘é§treme and iess immediate; staff members
4 - . - -
,f—T>' .are more able to identi?y'khé specific negds on their oWn‘and to
. secure outside tréiﬁiné. ' Co ’ )
- 5:.;
. S

R P _ Another purpose met by this model is tnhe facilitation.of

- at ¢ '

" parent participation in the program. Programs at the initial stage

LN . .

‘are so involved with problems ‘of internal operation that it is o

extremely difficult to focus on parent participation., They also are
* ) . . 3 .

not yet clear enough on pragxgm goals and procedures to be ‘able to

communicate these to parents. An inside trainer can.provide this type

! -

) < ’ 3 - - 3 - L3 ‘0
., of interpfetation to parents. This is a critical function right from
! . : ’
the start of a new program, since parent and community support are o
) PN ]
oftén essential for program survival. The inside trainer can provide

. . the basis necessary for parents to take an active and more objective
role in determining program direction and function and for parents ’

: and staff members to work together on their own at the next stages of
N . N N LY N - ’
" development. - | . ‘ '
-

. ' Thus, in-house trainers are necessary, though expensive, in order

"o ) A .

- !

L




. + - .
to.involve parents in the program and to provide the objectivity and ‘

-

. . support needed. by staff members at the initial adjustment stage. .. |

In-house trainers are familiar with the program's needs, strengths,

, R [

~ . and weaknesses. They can provide immediate and ongoing training, and

. « 9
’, .

- can be.accountable for-.the learnlng of new skllls and Eebhnlques. . .

7

They can work in a non- threatenlng way to help parents when needed

S

. and to gain parental support and involvement in the program.

é X . . ’

~ 1 d

coNCLUSION  : - "

~ -
v

. . .‘ . N

» 1In this paper we have begun the task of systematizing a descriptiomnp

! .® N S e e ' ) ” . . n ..‘g
of in-service training models and have emphasized the importance of finding

a match between program characteristics and in-service training models. -

.
-

B - N . .
Information has been provided about the various kinds of in-service

‘ models t@@t can be used to meet the training needs of early childhood

LR

education programs. In selecting training models for early childhood
A T

brograms, it has been suggested that< (1) the level of pregram develop-

menf be identified (as the initial adjustment stage, the operational
stage, or the gstablished functionalastage), and (2) the training model

or models recommended for use at this stage be studied. If more than .

&

one model is appropriate at the program's stage of dévelopment; then

the model can be selected which best meets the particular training needs

. :of the program. Early childhdod education can use this process to make

b

L2 .

wise selectlons among the different klnds of tralnlng avallable to meet
their own in-service needs.

35 ‘.
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pupesams

. to relate more effectively to children by preschool teachers:

v ~34-

~ 7 t ) . . - . .
N .
: ANNOTATED REFERENCES . )
I.'- Materials Model = - R “
». . . ' - '
_Becker, W. C. Parents are teachers: A child management program. ) .

Champaign, I1l.: Resgarch Press, 1971. ; Y

*

This book provides an easy to read, uncomplicated means of
learning behavior management techniques which can be used . e

- or teacher aides as\well as by parents.

{ . 3

Boehi, A. E. Boehm test'of basic:concepts. Néw York: The
Psychological Corporation, 1971.

This test is a norm-referenced test for kindergarten childreh
which defines and measures children's competencie$&in relation
. to a set of ‘positional, size, numerical, and time concepts.

The Child Development Associate competencies. A pamphlet in The
Child Development Associate Training Information Series
Number 1, . S. Department of Health, Education, and Welfare,
Office of Human Development, Office of~Child Development,
-Washington, D. C. ) . » -

. This list of ‘general competencies was developed by a task
“. force of child development specialists and ¥ncludes the
*  skills required to perform the proposed CDA role effectively, “
i.é., the role of taking charge of a group of young children
in a child development program. \ -~ ’ ° .
. ) ‘ . ‘ , .'0 . ‘{ . *
. Croft, D. J., & Hess, R. D. An activities handbook for teachers of
syoung childxren, (Znd ed.) Bosten: Houghton Mifflin Company,
1975. . ‘

hd »

This handbook presents,a clear, concise description of
classroom activities and materials in a variety of

curriculum areas- including language, science, 'the arts,
pre-math, and cooking. - - s -




¥

!

L Y ’ . i

i - A guide for managers of child day care agencies. ERIC Document
L Reproduction Service No. ED 046 486. Migrant Opportunity

Program, Phoenix, Arizona, Ma% 1969.

i This guide presents a comprehensive statément of how to

accomplish broad-scale management objectives cdvering the

following areas of day care administration: operating the

center (staff, purchasing, efficiency); obtaining’public

support for the program; complying with regulations and . «
. keeping records; and training center staff.

! ' ' s

by S
X

Knezevich, S. J.' Management by objectiVes and results-~A guidebook -
for today's school executive. Arlington, Va.! American ‘

‘ Association of School Administrators, 1973.- .

t . - - .

' This guidebook presents a clearly stated, brief how-to-do-it .

approach to educational administration in which results as

well as objectives are stressed. .

The language training curriculum. ~Ypsilanti Preschoo]l Curriculum
Demonstration Project, David P. Weikart, Project Director.
Ypsilanti, Mich.: High-Scope Educational Research Foundation,
May 1970.

(A . “This curriculum includes a description of the language,

) . reading, and mathematics skill$ (competencies) necessary
i . for Kindergarten. S
! . . - '
? »

! . Lavatelli, C. S. Teacher's guide to accompany early chi ldhood
i ' ) curriculum--A Piaget program., Cambridge, Mass.:, American
a - Science and Engineering, 1971. I .

' L This teacher's .manual provides helpful suggestions for a
variety of ways of using the accompanying Piaget-based
__materials.

h - . L

e Lillie, D. L. Carolina developmental profile. Chapel Hill,
" N. C.: University of North Carolina. .

. This test is a criterion-referenced checklist designed to
assist the teacher in'establishing long-range objectives
(competencyﬂstatements) for children in the following areas’ .
of development: fine motor, gross motor, visual perception,
reasoning, receptive and expressive languagc. '

7 -
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Nedler, S. Measuring teacher expectations. Austin, Texas: Early
Childhood Education Program, Southwest ﬁducétional Development
Laboratory.

This deseription includes sample lessons and a rating scale
designed to,improve the teaching and classroom management
skills'of teachers .of young children.

N

Parker, R. K. Child development/day’ care resources project.
Final Report. ERIC Document Reproduction Service: ED 058 966.
U. S. Department of Health, Education and Welfare, Office of
Child Development, Washington, D. C., 1971.

This project was intended to help achieve objectives in
every area of day care through the development of a wide

. range of materials such as training handbooks and descriptions
of model programs. .

The.Portage guide to early education. Portage, Wisc.: Cooperative
Educational Service, 1973.

. The Portage materials include a card file of ¢ elopmentally
sequenced activities ‘and a behavioral checklist to determine
achievement of specific objectives in the follow developmental
areas: cognitive, self-help, motor, language, and
socialization.

Robison, H. F., § Schwartz, S. L. Learning at an carly age..
Vol..2. - A curriculum for young children. New York:
Meredith, 1972. +

This curriculum guide describes the implementation of a
comprehensive prekindergarten and kindergarten curriculum
including carefully sequenced activities designed to achieve
specific objectives in the. following areas: cognitive skills,
muéic, langbage, mathematics, science, sociology, geography,
and economics. ’

®
A

Weikart, D . P., Rogers, L., Adcock, C., § McClelland, D. The
cognitiveli oriented curriculum. A framework for preschool
teachers. = (An ERIC/ECE-NAEYC publication) Urbana, I1l.:
University 'of Illinois, 1971. ‘

~

39
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K comprehensivé description is provided of this cognitive-
developmental program model including the theoretical base,
goals, teaching role, curriculum activities, and parent |

program. : v

hd -

2 "

Winkelstein, E., Shapiro, B. J., Tucker, D. G., & Shapiro, p. p.
Early childhood educational objectives for normal and’

- retarded children. Mental Retardation, 1974, 12, 41-45. ' *

;:'(‘\

This article presents several sample sequences of behavioral
objectives for preschoolers in both cognitive and affective
areas and describes how a teacher can construct these sequences

of behavioral objectives.
’ .

Wisconsin prereading skills pybgram. 425 N. Micﬁiéan Avenue,
Chicago, 111.: . Encyclopaedia Britannicd Educational

Corporation. .t . e )

This is a competency-based prereading program for kindergarten
children with specific statements of *skills, objectives,
instructional procedures, and assessment techniques.

-

1I.  Advisor/Consultant Model

»

Wt
W

A Y

fAlexander; D. Report on the summer workshop. Elementary Scilence
. Study Newsletter, 1970, 20, Education Development Center, .

LT % ¢ Newton, Mass. . .

~
=

Description of a'provocative' rather than arr "instructive'
science workshop in which the participants determined the
scheduling and organization with guidance from the advisory
staff. )

Amidon, E. J., § Flanders, N. A. The role of the tcacher in the
classroom: A manual for understanding and improving
teachers' classroom behavior. Minneapolis: Paul S. Amidon,
1963. . .
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One of the many rating scales available providing a means by,
which .an ‘Ortside observer can go into a classroom to observ
teacher-pupil interaction. v :

" Armington, D. A plan for continuing growth. In E. Nyquist &
« G. R. Hawes (Eds.), Open education. *New York: ‘Bantam Books,
1972. Pp. 63-72. i S

* Describes the role of advisors as vfacilitators of change."

v

crocker, E. C. Depth consultation with parents. Young Children, {
1964, 20, 91-99. N,

) v
‘Although this article is addressed to teachers, it analyzes
the consultation process and describes the use of outside

. . consultants to help with certain aspects of conferencing with

parents.

Easter'Seal Treatment Center of Montgomery County. Early education
of the ldnguage-learning handicapped child. Rockville, Md.:
Faster Seal Treatment Center of Montgomery County,. 1972.

This is a 21-page report of a demonstration program for

language handicapped kindergarten children which alsordescribes
~ both the education program, for parents and the in-service

training courses this program provides nursery school teachers.

v

Fabian, A. E. The disturbed'child in the gheffb day care center:
s The role of the psychiatric consultant. Journal-of-American- . .
Academy .of Child Psychiatry, 1972, 11, 467-491.

This paper describes a consultant's role in primary prevention
and crisis intervention ‘mainly as that of a trainer for

the day caré staff to help them work as therapeutic agents
with emotionally disturbed preschool children.

Farley, C. Mental health coénsultation with a Head Start center.
Journal of American Academy of Child Psychiatry, 1971, 10,

555-572. \

This paper de5cribes'the proklems and procgsses used by

psychiatrist in providing training and support to both
professionals and paraprofessionals within a Head Start Program.

41 ‘ :
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Hawkins, F. iggicqu.action. Boulder, Colo.:, Uniyersity of -
Colorado, 1969. -

A dynamic and readable accoun%-oﬁlhdw advisors worked with
young children to demonstrate to teachers how to providé
"variety -and -enrichment! in-a classroom.

N @

-
B

Heath, G. A., & Hardésty, V. A, Mental health services to a day
care system. American Journal of Pyschiatxy,‘1974, 131,

323-326. . g\-
)

This short article describes the development by a day care- ¢
system of a treatment program for their special needs children

<

‘that provided direct services in addition to consultation
to the centers when children returned to them. )

<~

k)

Kiester, D. J. Consultation in day care. Chapel Hill, N. C.:
University of North Carolina, 1969. .

A discussion of the principles of consultation and their
application to day care. :

Leach, L. B\ Interdisipliinary team consultation in day care.
Hartfqrd, Conn.: Community Council of Capitol Region, 1972.

. * ‘This 69-page booklet describes the services provided two day
care centers by a team of a child psychiatrist, a mental

. health consultant, a nurse, a social worker, and 4 pediatrician.
These services consisted of regular, staff conferences
and occasional observation of individual children.

o
"

Moore, E., & McKinley, M. Parent involvement/control in child
development programs. ‘In D." N+ McFadden (Ed.), Early childhood
development: programs and services: = Planning for action.
Washington, D. C.: National Association for the Education of

« Young Children, 1972. Pp. 77-83 .

\

This article ecxamines the advantages of community cowrtrol and
presents a rationale, for the sclection of program conSultants/

¥ .

advisors by parent-controlled boards so that they will reflect
communi ty values and life styles. N '

<

X
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Nirk, Gi,:’§ Rubovits, P. C. < Treatment of pre-school childrén in
. regular classroom settings. Journal of American Academy of °
o - Child Psychiatry, in press.

This paper describes a relatively inexpensive program in
_ which paraprofessionalseare trained to provide direct sexvices
. to, developmentally delayed preschool children and also . .
. provides consultation to the center by a team of profes’sionals
- including a psychiatrist, psychologist, and social worker.

! - )
Rafiael, B., & Marinoff, 5. L. Using videotape for teacher
x\{,.-;\_ training. Young Children, 1973, 28, 217-219. . ,
S ‘, . y X
A short article describing how tapes were used to train’
, teachers of hardicapped children \and giving the implications
of this method for teacher training in general.

.

Rathbong; C. H. On preparing the &eéchef: A lesson from Lough-
borough. In C. H. Rathborne (Ed.), Open education. New York:
oL ‘Citation Press, 1971. Pp.'155-167. ) :

\\ A detailed descriptiorn of an intense week-long in-service o
course given yearly in England for teachers by an Advisory
(i.e., a group of advisors).

Regional Instructional Materials Center for Bandicapped Children.
Early childhood education info-pak 3: Seleeted readings.
. East Lansing, Mich.: Michigan State University, 1973.

¢ ~ & . . . .
This is a short packet containing five readings related to

working with handicappped children in regular preschool programs.
. Training programs for staff are described using primarily
a behavior modification approach to help teachers devise .
_individualized methods for eliminating inappropriate behavior.

- R «

o

1

, Shrier, D. K.; & Lorman, S. Psychiatric consiltation at a day
care center. American Journal of Orthopsychiatry, 1973, 43,
394-400. ‘ . -

This paper describes the use of a child\p§ychiatrist by a
. day care nursery to help them ip staff confercncess to identify
problems -and plan®trcatment. :

*

o
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: Warner, D. Exemplary Programs for the Handicapped. Vol. 3. >

Early childhood education. Canbridge, Mass.: Abt Associates,
1973. T .

I
a8

This ‘describes eight programs that are design®d -to help

teachers work with special needs' children primarily through _
the production of special materials for use by carly childhood
grograms. IS

)

.

I11. Inside Trainer Model

.
©

Arnote, T. E. Learning and teaching-in a center for the care of
infants and toddlers. A-descriptive review of experience
“with staff development: ERIC Document Reproduction Service:
ED 050 356.- Greensboro, N.C.: North Carolina University, 1969.

. Good examples are given of the in-service training of staff
A through observation, conshltat}on, conferences, and self-
evaluation. =~ ~° T '

>

. , .

" " Auerbach, A. B., & Roche, S. (Creating a .preschool center: Parent

. development in an integrated neighborhood project. New York:
John Wiley § Sons, 1971. . . o

.

. Phases of parent development through involvement and training
» in all center activities are described and also the training .
of ‘staff to wotrk with parents through staff meetings, seminars,
o and practice in group techniques.

)
/
%

Bailey, S. K. Teachers' centers: A British first. Phi Delta .-

Kappan, 1971, 53, 146-149. . ’ '
The British center is described as similar to the American

R ‘demonstration program since one of the -approaches to training

is the dem%pstration of new educational practices; but it

is different from most American training since it is designed

by teachers themselves with the intent of upgrading their

own performance through the use of a variety of approaches : ’
to training.

, Tt e—— \ ‘ ,




Baker, W. E., Leitman, A., Page, F., Sharkey, A., & Suhd, M. N
The creative environment workshop. Young (hildren, 1971, ,
U

26, 219-223.

How to set up a materials development workshop is described
including_a consideration of staffing, materials, and
participants. ‘

'

Descriptive case studies of nine elementary school media centers
in three inner cities, U.S. Department of Health, Education

and Welfare, Office of Education, Washington, D. C., 1969.

Recommendations are made for staffing, materials, and funding
of media centers based on these nine descriptive and

evaluative case studies..

Katz, L. G. Develoﬁmental stageg\gf preschool teachers. Elementary
School Journal, 1972, 73, 50-%4. . : - <

The in-service training needs o teachers at different

stages of professional development are described and train-

ing approaches for meeting these n&eds are suggested -

including training done through in-service staff, discussion

with colleagues, demonstration centers and teacher centers,

conferences and semihars.

: N -

Klaus, R. A., & Gray, S:. W. The early training project for
disadvantaged children: A report after five years. Monographs
of the Society for Research in Child Development, 1968, 33,

(4, Serial No. 120). .

¢ A ten-week summer program is described in which teachers .
visit homes bringing a parent-child involvement plan which
includes observation, evaluation, and the development of ”
resource materials for the home. (See particularly pages

19-25.) - - , /’

Kyte, G. C. The principal at work. Boston: Ginn and Co., 1957,

The planning, execution, and content of conferences—and -

- teachers' meetings are discussed as well as the constructive
use’ of supervisory and demonstration techniques in relation
to- teachers working with children at any .age levels (See //

particularly pages 255-304.)
~ i’ : : / o
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. @imnicht, G. A progress report on the parent-child course and Y
toy- library. ERIC Document Reproduction Service: ED 045 206. \
Berkeley, Calif.: Far West Laboratory for Educational. Research . P
: and Development, 1970. _ ’ . ’ o
o s . . . T
A weekly session at the toy library is described in which
toys and games are lent to parents to use with tfieir children
. at home and instructions and demonstrations are given indicating R
the use of the toys to enhance childxen's -leaining.
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il Postscript -~ . ) . °

-

' The Educational Resources Information Center/Eardy Ghildhood

Education Clearinghouse (ERIC/ECE) is one of a system of 16 clearinghouses
. ) : 1
. sponsored by. the National Institute of Education to provide information

about current research and developments in the field of educatiqfi. The .
T clearinghouses,~each fdcus;ng on a speéific area of educution (guch as
early ch11dhood teacher educatlon, language and 11ngu1§t1cs), are -
located at unlver51t1e§ and institutions throughout the United States
The clearinghouses. search systematlcalhy to-acquire cutrent,

.
[ . »

significant documents relevant to education. These .research studies,

» +
” “ -

r

~speeches, conference proceedings, curriculum guides, and other publica-

' ¢ * . ’

tions are abstracted, indexed. and pliblished in Resources in Education

- (RIE), a monthly journgl. RIE i\savailable at libraries, or may be ordered

-~

from the Superlntendent of Documents, U.S. Government Prlntlng 0ff1ce, i

AN
e -

Washington, D.C. 20402.

.

Another ERIC publication is Current .Index to Journals in Education

(CIJE), a monthly guide to periodical literature which cites”articles
¢ . . . .
in more than 700 journals and magazines in the field of education. X .
Lo . Articles are indexed by subject, author, and journai contents. CIJE, is

N . !
available at.libraries, or by.subscription from Macmillan Information,
- i

-

.

909 Third Avenue, New York 10022.

-The Early Childhood Education Ciearinghouse (ERIC/ECE).distributés

a quérterly newsletter ($2.00 - 4 issues) which reports on new programs

/
and publications, and RIE documents of special interest. For a complete

“.list of ERIC/ECE publlcatlons, or if you would like to subscr1be to ‘the-

Newsletter write:  Publications Offlce/ICBD College of Educat;on,

i
University of Illinois, 805 West Pennsylvanla Avenue, Urbana, Illinois

LIAN

> o to the University of Illinois. .Sorry, gé cannot‘bill. s, , -°

|

|

61801. All: orders must bé accompanied by check or money oEder,'payable o o 1
. o, |

|

|

1

1

|
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'ERIC CLEARINGHOUSE--CURRENT ADDRESSES o

CAREER EDUCATION
Northern Illinois University

204 Gabel Hall
DeKalb, Illinois 60115

. COUNSELING AND PERSONNEL SERVICES
The University of Michigan
School of Education Building
, Room: 2108, East Univ. & South Univ.
;J Ann Arbor, Michigan 48104

*EARLY CHILDHOOD EDUCATION
University of Illinois
805 West Pqnnsylvania Ave.
Urbana, Tliinois 61801

~-  EDUCATIONAL MANAGEMENT .

‘University of .Oregon
‘Eugene, Oregon 97403

‘HANDICAPPED AND GIFTED

e Council for Exceptional Children
1920 Association Drive

Reston, Virginia 22091

HIGHER EDUCATION

George Washington Univexrsity
1 Dupont Circle,.Suite 630
Washington, -D. G. 20036

,INFORMATION RESOURCES
. Stanford University
' School of Education |
" Center for Research and Devlopment
in Teaching . * :
Stanford, California 9430
€

JUNIOR COLLEGES

University of ‘California

96 Powell Library Building .
Los, Angeles, California 90024 -~

4

. READING AND COMMUNICATION SKILLS

<
©

LANGUAGES AND LINGUISTICS
Center for Applied Linguistics
1611 North Kent St. -
Arlington, Virginia 22209 ’ .

<

1111 Kenyon Road - ‘ .
Urbana, Illinois 61801

RURAL EDUCATION AND SMALL SCHOOLS
New Mexico State University, Box 3AP
Las Cruces, New Mexico 88003 .

SCIENCE, MATHEMATICS, AND ENVIRONMENTAL
EDUCATION
Ohio State University

. 1200 Chimbers-Road, Third Floor |

Columbus, Ohio

SOCIAL STUDIES/SOCIAL SCIENCE EDUCATION

" 855 Broadway

Boulder, Colorado: 80302 .

TEACHER EDUCATION '
1 Dupont’Circle N.W., Suite 616
Washington, D..C. 20036 )

TEST, MEASUREMENT AND EVALUATION
Educational Testing Service
Princeton, New Jersey +08540
URBAN EDUCATION

Teachers College, Box 40
Columbia .University

New York, Neinggk "10027%

—'\’ ° - Y

¢

,}ERIC]ECE is responsible for research documents on the social, psychological,

physical, educational, and cultural development of children from the prenatal

period through pre-adolescence (age 12).
velated to staff development, administrationm, curriculunm,

Théoretical and practical issues
and pqrent/community

factors affecting prpgrams.for children of this age group.
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