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PREFACE

, . »

The UBC conference was the second in what may become a series of Can
wide meetings dealing with special problems in teacher education. The con~ '
ference was jointly sponsored ard planned by the Canadian Teachers' Federation
and the Faculty of Education of the/University of British Columbia. A repre-

sentative of the Canadian Society [for the Study of Education also participated
in the planning meetings.
] ey,
The theme for this conference, continuing education for teachers, was®
chosen because of growing concern|with the question of what forms continuing
~_education should take once all tedchers hold degrees. Is graduate study the .
- bnly appropriate path to professipnal improvement? Or should other paths
be explored and accommodated within the system? Whdt new structures must b
built, and what older structures altered, to accommodate needed changes in_
continuing education for teachers?

The conference did not attempt to provide definitive answers to these
questions. _ However, it did open for discussion the issues and problems in

continuing education and the strategies and delivery systems that are currently\
%heing tested. . \

-

La conférence tenue 3 l'Université de la Colombie-Britannique constitue
le deuxiéme d'une série éventuelle d'entretiens & l'échelle nationale portant
sur la formation des enseignants. Elle a été patronnée et organisée par la
Fédération canadienne des enseignants de concert avec la Faculté d'éducation
de 1'Université de la Colombie-Britannique. Un délégué de l'Association
canadienne de 1'étude de l'enseignement (Canadian Society for the Study of
Education) a également participé aux réunions de.planification.

Le théme de la conférence, la formation permanente des enseignants, a

été choisi en fonction de 1'intérdt grandissant & 1'égard des programmes

\ de perfectionnement professionel offerts aux enseignants dipldomés. L'étude
\ post-universitaire est-elle la seule voie approprie qui s'offre aux enseig-
: nants qui désirent se perfectipnner? Doit-on &tudier d'autres moyens et les
| adapter au systéme? Quelles structures doit-on élaborer et quelles sont

A celles qui doivent &tre remaniées pour incorporer les modifications qui

' s'imposent dans le domaine de la formation permanente des enseignants?

La conférence n'avait pas pour but de répondre catégoriquement a ces .
questions. Toutefois, elle a permis de discuter des questions et des 7
\ probTEmes de la formation permanente ainsi que des mesures et des solutions

\ qui sont présentement en voie d'essai.
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WELCOMING REMARKS

DR. WALTER GAGE J
President
The University of British Columbia .

Mr. Chairman, ladies and gentlemen, my official function here today
is to extend a welcome to you, and that I am very happy to do on behalf
af the Faculty of éﬁgcation of The University of British Columbia, and,
of course, on behalt of the University itself., It is a great pleasure
to have you here and I hope that you find the conference profitable and
enjoyable from all points of view. :

Now to welcome you, of course, is not only a happy thing to do but
is the easiest part of the conference. Some of Jou have had to prepare o
material for the conferencé and that I know is a hard job, because on
you depends the success of the conference. Perhaps those of you who
listen may have an even harder job on occasion, depending on how success-
ful those who have prepared the material are. As I said then, mine is
a .very easy task, beth because we are very happy to have you on this
campus and because it's easier compared to what the rest of you have to
do. .

I hope that while you are on#this campus you will be able to see
something of the city, if you haven't seen it before, but particularly I
hope that you will be able to wander about the campus and see things of
note. Mr. Chairman, I am very happy to officially welcome you and to
hope that you will find this conference enjoyable. Thank.you very much.

THOMAS N. TRAFFORD
President
. Canadian Teachers' Federation

3 )

It is indeed a pleasure this morning to bid you welcome to this
conference on teacher education, co-sponsored by the Canadian Teachers'
Rederation and The University of British Columbia. It seems to me that
in conferences the thank-you's are too often left until the last. I
would therefore like immediately this morning to make some thank-you's

"to those who have worked hard in planning for over a year to bring us'

together to consider a very important subject —- continuing education
for teachers. Two people who came to mind immediately are the Chairman
this morning, Len Williams of the Newfoundland Teachers' Association,

and the CTF staff member who has done all the legwork, Geraldine Channon.
\ ‘
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‘repahsibility,
" must be grappled with. This then I would say is the task before us --—

I must also include’in my personal designations the planning committee;
Dr. David Thomas, Director of Field Services, Faculty of Education of
-the Unlver51ty of British Columbia, who has done a great deal'to make
thlS conference pgssible; Dr. Doug Myers of the Ontario Institute for
Studies in Education; Doug Lynd of Statistics Canada; Dom ique<Henry of
the Nova Scotia Teachers Union; Ronald LeBretonVﬁiom 1'Assbciation des
enseignants francophones du Nouveau-Brunswick; Bruce Archer, Ontario .
Teachers' Federation; and Phyllis\}Moore from the Manitoba Teachers'
Society. We thank you a reat deal) because your work has been long and
arduous and I hope that tHe results of this conference 'will be your
reward. We must also thank UBC for co-hosting this conferenqg and for
very willingly providing personnel and facilities.

I would like to say that—during the last ten menths, as President AN
of CTF, wherever I have been in that capacity, I've stressed over and /Z )
over again the importance of making available quality education for all
Canadians. Whether talking to those primarily concerned with professional
development, economic welfare, education finance, international programs,
or French-language¥—instruction; whether with government officials, °
school administrators or classroom teachers; whether with .one or one
hundred, I have emphasized and-re—emphasized that there is no one more
important than the student. And we must recognize that each and every
area of education and each and every body and jurisdi®ion interested in
education must aim at ultimately realizing the goal of providing that N
quality of education for every Canadian. Certainly thére can be nothing
more central to the concept of quality education than a qualified teacher.

And perhaps more to the point for us at this meeting, -the qualified
teacher who in a rapidly changing and complex society remains qualified
to teach those students.

ea§§&1he issues inherent in continuing education for teachers are many
and varied. ether matters of philosoply, communications, finance,
or rewards, the issues exist, they must be faced and “they 7

to grapple with the issues in continuing education for teachers honestly
and frankly I would hope during these two and one-half days we can
grapple with problems, the solutions of which will undoubtedly move us
steps, in/fact strides, closer o that goal of a quality education for
every Catj dian. - 7~

’ En¢§re, merci & 1'udiversité de la Colombié-Britanniqhe, aux personnes
resourges et merci aussi 3 vous, les participants. Je vous souhaites un
colli?be fructueux et un expérience enrichissante. Merci.

I
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M i INTRODUCTION TO THE CONFERENCE ,

*

LEN WILLIAMS
Chairman, €TF Teacher Education -
Conference Design Committee, and

\ President, Newfoundland Teachers'- Association -

For spme time now CTF has been concerned with and concentrating on
* problems involved in teacher education. Th Montebello workshop last
yeat was the first in a series of meetings dealing with some of these
problems.ﬁ¥¢t that conference representatlves of teacher organizations,
faculties o 9ducation and departments of education met to discuss pre-
service proplems. It was felt that a logical sequential step from that
. discussiorf of pre-service educational problems would be this conference
on continuing education for teachers. ~

£l

It is almost commonplace today to assert that a teacher's education
is never complete. Educational change, and the rapidity of that change,
makes continuing education as important an element in teacher education
as the pre-service program. It is also very readily apparent that the
problems associated with continuing education do not admit of any easy
- solution. There appears to be general dissatisfaction with present

haphazard and fragmented attempts at improving teacher competency on -the
~~job. And yet common sense would indicate that the* greatest potential

improving teacher performance must be within the practical situation
in whi e teacher operates.

A~ - »

. Current teacher demands for in-service sessions to take the form of N
regular university credit work raise some interesting questions. Whether
such demands emanate from a genuine concern for professional improvement
or a practical look at the economic -ealities concerned is debatable. <
Howevet, they do indicate the very close relationship between in-service®
and -pre-service. . N °

This conference will deal with a broad spectrum of problems in this ',
area. It will, we trust, identify many new ideas in the field of- ! ~\ -
continuing education for teachers. We ask you to consider the purposes s
of continuing education from the point of view of the individual teacher,

the teaching profession and the educational system. We also direct your

-, _attention to the roles which various institutions should play -- teacher
organizations, faculties of education, departments of education, trustees,
research institutions -- are playing, will play and should play in the_

development of teacher education programs. The conference also will
provide an opportunity to discuss appropriate strategies for improving
continuing ggucation for teachers.

N . -
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From the formal presentations, panel discussions, and group sessions
we hope you will be able to sense something of what is happening in this
field and will as well discuss something of what might happen. The
conference design provides opportunity for a sharing of varied ideas and
experiences, and hopefully, will permit you to consider such questions

as: What is needed in this field? How can our efforts be best coordi-
nated? And the jurisdictional question, who controls? Who is responsible?
Who pays? When should it take place? We have been very fortunate in the
selection of our guest speakers, our panelists and our group leaders. .
We.trust an interesting, informative conference awaits.r We need your
participation.
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PRESENTATION DU’ COLLOQUE

RONALD LEBRETON
Directeur général
L'Association des Enseignants
Francophones du Nouveau-Brunswick

.

-
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Au nom du comité je désire souhaiter la bienvenue aux partncipants

/francophones Comme il a été mentlonne dans la lettre d’ 1nv1tat on, le

colloque ne sera pas bilingue. Il n'y aura pas de traduction si ultanée

étant donné le petit nombre de participants et les coiits prohibitifs

d'un tel service. Nous avons néanmoins réorganisé le programme d& sorte

a permettre aux participants francophones de discuter avec leurs dollégues

de toutes parts du Canada afin d'arriver 3@ un consensus du coté francophone

sur la question du perfectionnement professionnel. Donc, cette aprés-

midi & 14h00, il'y aura rencontre des participants qui désirent discuter

en frangais pour entendre deux présentations en frangais, l'une par

Monsieur McMahon et l'autre par Monsieur Roy.

I1 n'y a pas tellement longtemps la format10n4des maltres étajit
assez sommaire. L'étudiant sortait du systeme public, suivait un
programme de formation professionnelle d'une durée d'une année ou [de
deux anndes et il était par la .suite lancé dans le monde du travail avec
un minimum de connaissance et une obligation préalable de parfaire cette
formation en cours de service. Donc, l'édacation permanente pour ces-

-

personnes consistait 3 continuer leur formation jusqu'a l'obtentign d'un

/ p;emier grade universitadire. :

»

L' exlgence minimum actuelle dans la plupart des provinces du Canada,
Par rapport 3 l'enseignement, est un diplome universitaire du premler
cycle. Donc, il y a dans la profession enseignante une disparité’ par
rapport aux qualifications académiques des enseignants et par consequent
les programmes de perfectionnement professionnel ne peyvent pas s 'adresser
d la profession enséignante comme représentant un groupe hemogéne. Ces
programmes devront assurer les étapes nécessaires pour arriver aux ’
ex1gences minimums d'une part et d'autre part devront fournir 1l'occasion
d'un perfectionnement. professionnel proprement dit afin de permettre un
approfondissement des connaissances dans les disciplines enseignées, des
changements d'attitudes, l'acquisition de nouvelles connaissances pro-
fessionnelles et le recyclage.

Pourquoi 1'enseignant entreprend-t-il un programme d.'é&ducation
per anente ou de perfectionnement professuonne19 Sy 1'on demandait
cette question aux enseignants ou & leur employeur la premiére réaction
serait probablement que l'enseignant se perfectionne | pour améliorer sa
certification et par conséquent recevoir une rétribution plus élevée.
Cette réaction est probablement conforme & la réalité mais s'ajoute a
cette premiére raison'le besoin d'une plus grande competence professionnelle
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et une satisfaction personnelle résultant d'une meilleure comprehens1on
du rd6le de 1'enseignant et de l'enseignement. -

Si nous considérons le perfectionnement professionnel ou 1l'éducation
permanente dans une perspective d'avenir, ot la profession enseignante
présentera beaucoup plus d'homogénéité en terme de qualifications de ses
membres, il importe de se demander quelle devrait &tre la motivation de
l'enseignant 3 se perfectionner? Comment encourager l'enseignant 3 se
perfectionner? Cette conférence veut se concentrer sur cette question :
en particulier.

Nous voulons considérer aujourd'hui la situation actuelle avec ses
problémes et, & partir de cette constatation, prévoir quelle forfe
devrait prendre 1'éducation permanente de demain qui devrait en &tre
responsable, comment devrait se faire la coordination des efforts des
différents organismes de sorte 3 assurer, une continuité dans les program—
mes et éviter le doublé emploi. ‘

Le but ultime de ce colloque n'est pas nécessairement d'arriver a
des solutions mais plutdt de considérer les problémes relatifs au perfec-
tionnement professionnel, d'échanger sur les solutions 3 travers le pays
et, espérons-le, permettre aux participants de sortir de cette conference
avec une amorce de stratégies ou de solutions. )

.
o b

Nous espérons que les delegues auront l'occasion de prendre connais-
sance des différents programmes a travers le pays, d'échanger avec leurs
confréres et de retourner- avec certains alternatives qui pourraient
asgurer une coordination des efforts au niveau provincial ou au niveau
local selon le cas. Alors, je profite de 1l'occasion encore une fois
pour vous souhaiter un bon séjour et-un bon colloque.
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CONTINUING EDUCATION FOR TEACHERS -- -
AN UNROMANTIC VIEW >

MYER HOROWITZ
Dean, Faculty of..Education
The University of Alberta’

Attendance at this Conference was supposed to be my opportunity for

continuing professional education. Geraldine Channon first wrote dbout

., the tonference almost a year ago. When the literaturé describing the
conference arrived segeral months back, I decided that I could learn
something fyom participating and so I named myself as a delegate. My
purpose was| to find out about an area that I do not know very much about
and which I|think is very important. As you can tell, between December
and May thelcharm of Miss Chqnnqn worked and I agreed to make a presenta-
tion this mdrning, but with the understanding that it would not be my
responsibilify to present oversimplified trite solutions to complicated
issues, but tather to raise with you some important questions for future’
resolution. '

Last Fall I participated in a conference on medical education
sponsored by my colleagues in the Faculty of Medicine at the Universit ’
of Alberta and attended by representatives from each of the schools of
medicine across the country. One of the major coné¢lusions of that
conference was that new emphasis had to be placed on continuing medical
education. Another contlusion wad that the responsibility for continuing

- professional education for doctors and for other medical wotkers is that
a number of agencies, including professional associations, the licemsing
authorities and universities.

The concern for in-éeérvice preparation of doctors has its parallel
in other professional gfoups. The Parent Commission in Quebec, the
Committee on Teacher Education of the University of Prince Edward Island,
- anq the Alberta Commission on Educationa% Planning, to name only three
\ recent committees and commissions, all emphasized that teacher education
must be continuous and life-long. This concern is not confined to our
national borders -- indeed, in this area, as in most aspects of edycation,
we have been heavily influenced by developments elsewhere, and especially
those in the United States and in Britain. In each issue of the Jot¥nal of
Teacher Education in 1974, some attention was given to continuing teacher
education: the Spring issue had as its main theme "teaching and teacher |
centres" and the Summer issue included '"in-service teacher education" as |
one of its concerns. -The James Report in Britain and the Faure Report,
Learning To Be, also emphasize continuous teacher education.
Aspeorge Tomkins points out, in the final chapter of the OISE
publicat%gn, Educating Teachers —- Critiques and Proposals, tqo many of ‘
us in teacher education have placed undue emphasis on pre-service preparation

' j.i. - \ \
‘ 7 <
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~Like many others in this room, I welcome an increase in

‘of teachers

- — " In one -sense- the-problem is more pronounced now th\t\We a

/
the neglect of in-service activities. Let there be no .
misunderstanding. 1 place high value on 1nit1a& preparation. I not ;
among thos
and-with gheir programs. Now, of course, my assessmeMt is anyth1n uty
unbiased/ but I maintain that the feculties- that have emerged in this
country durlng the last thirty years\are a doanant force in education
and a.qumber of them are ¢xploring pattexns ' of interest to
professional preparat}on, generally, and not/;i§t~ £o® teacher education.
But no matter how thh the quality of the initial preparationi and no
matter.how realistic the field experiences, new teachers, will ¢ontinue
to require speciidl help in their early years in the profeSS1on, and all .
of us who teach need to be active learners throughout ,our professional
llves. -

3 - - P
‘\.\ & P

into the period when beginning teachers will possess a bac

yedrs of university study for initial certification in lberta and
elsewhete. I think we would be wise to recognize, ever, that tlsere
\\Ts\a tendency .to look upon thé‘tompletion of the dégree as a terminal

who will thelr careers.next Fall, and who have already completed Y o
their B Ed. degrees, are much better prepared for their first year of '
~ teachin an we were.» I know this to be the case. But they too must -

" accomplished in many parts-af th1s count

L]

-~

poig} I\\garted teaching after one year®*xt a teacHers' college followingv

 grade eleven. __Upon the completion of my first year of teaching I returned
*td summer schooi\at the teachers' college and exentually I acquited -

suf ficlent creditsrzor\a\Pac e&or s degree. Now in the process of .
satisfying certification and degree requ1rements during my first five .. .
ears of teaching, I benefited from ekperiences which.served to enhance roL

my profess1onal development. I would like to think that our students - .

benefit from quality educatlon experiences in their early-years in the. .
profession. I do not suggest they all return for furthef formal univer-
sity study; indeed I feel that “there is too much emphasis on conventional
degrees and diplomas as it ise t in some way we muSt increase the
possibilities that teachers will gét the help they deserve.

Considering the relatively small amount of money that is invested’ —
in continuing profess1onal edudgﬁlon for teachers, compared to the )
investment in in-Bervice educatign\ in some of the other profession and
in the business and industrial worl

sy. Many school boards offer .
extensive programs, sometimes conjunction with teachers' locals. .
Teachers' conventions continue to“provide opportunities for renewal. In
Alberta, the~teachers' association s rs a large number of specialist
councils. I hav® been active in the Early dhood Council and like

most of the other. councilyg, we have conducted, at&hoth the prov1ncial

- and regional levels, numerous conferen% S, workshops and seminars; and

George Pedersen, Dean of Educdtion at the University'of Victpria, $n

we publish a rather gbod journal. UnfoT Unately, the number of teachers

on assisted study leavk has fallen dramatically during the last six

years. However, ]arge hugbers of teachers continue to take\formal -
courses during the summer —dn a part-time basis during the regular
sessions. \ !&

\
h L ! y
Many teachers feel that they have not been Suff icientlylinvolveo/{/
determfajug what the conf%nu1;§,educational experiehces should be. .

* N\
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his 1973 address to the Canadian Education Association .Conventiom’, mentioned
that most in-service programs reflect needs perceived by non-classroom
educators. Surely, in one sense, you and I are teachers, and we shall
insist that we are, even though at this point in time we work in departments
of education, in faculties of education, in teachers' associatlons and in
school systems. Consequently, itiis important for us to be here. Do not

be offended when I say that at least half of 'us should trade our places

with classroom teachers. I went over the 1i§g of participants last

and I was concerned with the small number of peoBle whose present vocation-
in education is that of classroom teacher. I am sure there are many more
ciassroqm teachers who would have wanted to participate and I am sure the
organizers of this conference would have wanted to include more cldssroom
teachers, but it is simply not common for school teachers in,large numbers
to attend national conferences.

.

X Several of the articles which were distributed by the conference

orgdnizers describe current innovations and proposals in this country. I
applaud those which place emphasis on the responsibility of=professional
associations in giving general directibg to the developments in continuing
professional education and on the responsibility of individual teachers
and“small groups of teachers, at the school and the system levels, to
determine the themes which are most-appropriate far them.

* %

. I hope, in our legitimate desire to achieve more in continuing teacher
educatidn, we avoid the temptation to foster only one kind of activity.
Teacher centres deserve serious exploration in different parts of the
country., Curriculum developmeﬁt must continue to involve large’numbers
of teachers and so for me it is gratifying that the work of the Canada {
Studies Foundation will continue. Recent research indicates that ‘the
regional offices in Alberta provide for many teachers valuable in-service
experiences. Universities will continue to~offer courses leading to
degrees and diplomas and individual faculty members, to the extent
possible, will continue to serve as consultants to other agencies involved
in continuing teacher education. While coordination of the efforts of
agencies such as teachers' associations, departments of education, univer-
sities and school systems iI's to be desired and encouraged, I think we

+

should shy 3 rog the all™tooysimple solution proposed in some __

quarters that any”fme agency,should be solely responsible, or even

.mainly responsg -le,,gquﬁgﬁ%i uing-teacher education. Perhaps my fifteen_
years at Mc{A1ll and The Univeggif?iQ§~Alberta result’ in my being overly
sensitives/to’criticism in teacher eduéﬁtiop, but I am aware of some real
concerp/about the value of our pre-service of ferings. = I am surprised,
thergfore, when some of the same critics are so very ready to asgign to
the”universities the major responsibility for continuing profess¥onal
gducation. Faculties of education and universities have come a long

way in recognizing.a variety of in-service acti;ities for university
credit. The Open Access approach at the Atlan Institute of Educatfon
speaks to this matter most directly, but even at mors Stablished univer
sities there has been an exclting, even if a modest, trend. " eMnined
our Special Sessions calendar at The University of Alberta and was SEEE?TS d

t
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and pleasei that we are offering such a large number of degree courses

dealing with new elementary and secondary programs and with current
methodologies and gpints of view.

There hs a é@nger in this development, however. Needless to say,
1f the one in—sergiqg experience can satisfy university degree require-
ments as well as pgrsonal and school system needs, that is ideal. But
it 1s good neither for in-gérvice education nor for university education
if it is assumed that, be valid, each experience must be acceptable for
university credit. We concentrate all of our energies on university

offerings, inevitably important needs of teachers will,be neglected.
P ) 33

Several months aép I was visited by a teacher who felt strongly that
each geminar, even of ¢ne day duration, and each two-day workshop should
count for university credit and for salary purposes. At an Edmonton ]
regional meeting of the 'Canadian College of Teachers about two months ago
I was asked when we would accept travel as creditetoward graduate degrees
(the individual already gﬁd a B.Ed.). I value travel. I feel very -
fo¥tunate that in the las , five years my responsibilities at The University
of Alberta have énabled me to travel on behalf of the University to Europe,
to Bouth America and on three‘occasions to East Africa, and during*the last
two mohths to Southeast Asia, let alope the numerous times I've crossed this
continent. And so I know ho&hmuch~can be gained by these experiences and
what a valuable informal education I have had through travel. I fail to . -
see 'why our obsession with crédits and degrees leads us to feel Ehat'évery
activity must have university -¢redit to be valued. Mind you, teachers are
not uniquc in wanting theéir in-service experiences to hhve sSome kind of
pay-off. 1In the April 1975 isswe of the British Columbia Professional
Engineér there is a report of the extent of involvement of engineers in their
cogfinuing professional education. A large number are not taking anantage
of in-service opportunities, we are told, because they feel that the courses
do not help them obtain salary raises or*promotions. .

As I said at the outset, I dom't have over-simplified answers to
important complex questions. Perhaps by Wednksday, we shall be able to

"help .each ather develop tentative answers to some of the following
"questions: . V,Q . .

— 4

1. How will in-service progréms be determined, and by whom? -
How do we find out what teachers really want and need?
What ‘are the similarities and what are the discrepancies
betweeri what teacher leaders say teachers want.and what
teachers in a particular school feel they want?

F’ » s
2. What kind of coordination among the various aggncies is
desirable?  gheyld we.be thinking about an advisory boakd .
acher education similar to the advisory

board s Alberta, and I suspect you have in most

/////’/, -of your nces, for teacher education? Should the one’
. dvisory board be concerned with every aspect, of teacher

education, both pre-service and in-service? If we opt
for a daordinating body at a provincial level, to whom
should this board be responsible -- to government, to

- xggapers‘ associations, to faculties of éducation, to
schodI systems, to all of these?

: X 10
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3. How are the costs to be covered? Should some costs be N
absorbed directly by teachers' associations (just as the
Alberta Medical Association absorbs some costs for con-
tinuing medical education)? Which costs must be borne
by government if we ade serious about further development
in this field? Which costs should be covered directly
by government, either through their central office Or
through regional offices? For which activities should
government make money available to universities, to school
‘systems and to teachers' associations? In Alberta our
teachers' association presented to governpent just last
Spring a proposal for the creation of a txist fund lnlﬂf;fiy
to the extent of a capital investment of $50 million
that would enable our association to sponsor a number of
professional development activities including teacher
4 centres. When governments become involved, and when M.t
happens to be a province like Alberta with two departments
of education, is continuing teacher education a concern . ¢ .
of education, or of advanced education, or of both?

4. What are the legitimate reward$ for, the teacher who
participates? Are we realistic if we pretend that the
intrinsic rewards are sufficient? Should the system
provide more tangible rewatds as well?

S. To what extent should in-service activities be mandatory
for purposes of acquiring initial permanent certification
and for maintaining certification? There should be more
discussion with regard to the proposal that initial
certification should be limited to a tenure'of, say, ten
years. ' :

*

~ 6. What should be the balance between in-service programs
related to very specific immediate needs, like the new
math program or the program on values in social studies,
and those related to more general long-term goaLs? . -

7. How can we link pre-service and in-service programs S0
that the teacher has a continuous profe551onal education?

. 8. To what ‘extent, is the interest in continuous pgofessional

education on the part of different agencies more a matter

of concern for institutional power politics than concern -

for the welfare of individual teachers? ) o

+ . N
Continuing professional education for teachers is an important

part of a major movement, that of life-long education for everyone.

Experiences which give new confidence to.the teacher in relation to the //,//,

teaching of mathematlcs or history are very important, but they are no

R the only learning experiences which are desirable or necessary.

all others in society, tcachers should develop and nourish divgrse o d
1nterests. The extent to which the teacher approaches his wo with zeSt
4 = o . ‘ [
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and with imagination in his fifth, or fifteenth, or twenty-fifth year of
teaching is more related, I suggest, to the quality of his general educa-
‘ tion (and I said education and not schooling) than it is to the specific
learnings of a more narrow professional nature. And so to what extent
must we involve other units at universities and colleges in the cortinuous
preparation of teachers? Let us be careful not to orgaEize and systema-
tize uUnnecessarily a teacher's activities in further education. Ideally,
we at un1Ver51t1es, in school systems, in teachers associations, and in
- departments of gducation, should provide numerous opportunities for
individual teachers to make individual decisions that will result in
their tqklng courses and participating in other in-service activities .
of interest to them. . : )

o

This con¥erence;is an in-service experience for me. Nobody told

.

me to come here. I read the brochure and I decided to participate. - .
But I am fortunate because I work at a university. My employer not only ’

permits my being away from my normal duties for three days, but applauds
my coming here. I even benefit in a modest way from travel funds for

, professionalr<development. WhHen I return to the campus, my participation -
here will be noted in our weekly faculty staff newsletter, and if they,
are really ‘short of important items for the university newsletter a week
or two from now, my presence migh ke recorded in Folio as well. I
suppose that is some kind of extrins reward) ” Also, reference will
be made to' my participation at this conference on my annual report, which
I file with the Pre51dent, and which I assume he readsi{ Ladies and "
gentlemen, perhaps my experience at the university level suggests N °
something that might be borrowed for teachers from the continuding
professional education of this Dean.

- 0
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.QUESTIONS FOLLOWING
\ DR. HOROWITZ'S ADDRESS

1 f
. o
°

Question : .

o

. It secms to me that coordination of agencies is obviously desirable,
but I think that the experience in our province with coordinating agencies
is that they tend to be obstacles to change rather than proponents of . -
~. change.” I suggest that if we get too deeply immersed:in aiming for -- »

~. coordination we won't get anything done at all for the next five:years. '
4

Horowitz o . -
- . >
I won't present an argument against that position because I am not
entlrely happy with some of our attempts at coordination with regard to
' other aspects of education. m.sure ‘that my friends in teachers'
_associations an !

"

trustees' associatiQons can make the same criticism of

the behaviour of péople at universities;~hecause I know that some of the

time we play games too.\ But lookiﬁg at the j t groups from my point

of view, I see games being\played all of the time decisions being

taken often with little conce for the issue at hand. . .

i -
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: ‘ Question - ‘ o .

- @
. . N

- Teachers who stay in the classroom for ten or twenty years of ten
lack the initiative of the starting teachers. Aren't they the ones who
should receive special help? ’ .-

. Horowitz - .

. Qurély it is not'an either/or situation. 1 am sure that every
individual requires a different kind of help. Your point is certainly
well taken that there are many teachers with twenty years of experience
who should be retrained. I think it is entirely ‘appropriate for us te
raise the questlon as to why SO many new teachers leave the profession
within the first five yehrs -- I am sure there is no simple apsver
that questlon. For the moment I assume that some of the people ]
leave do so because their acculturation into schoohng% not ap
fying as it might be. I feel, therefore, that these people nee
special kind of help. I did not mean to suggest that the only people

who required assistance were those in their early years of teaching. T .y

7
- . s

a,

raised a lot of good questions this ‘morning and I do hope that .

duripg the next two or three days we get new directions on many of those
queStions. One of them coﬁce;ned the question of giving credit for in-

vice ducation. My experience shows that our teachers are often
asking why they can not accumulate universi credit for short-term in-
service sessions which are often of equal valye, sometimes of superior
value, to what they receive in the so-called rmal in-service education. ‘
You mentioned travel, for example, as another method of broadening one's
experiences, and maybe we should look at that well. How;géizshould

raining othef n the C .

¥

we go in accepting and acknowledging types of
formal ofles at universities?

Al *

»
5

Horowitz ) . ‘
Like most peépié at universities, I tend to be conservatiye on ‘this .

matter. Let me first emphasize that 1 do not think there is a‘clear

d1v1d1ng liné between those activities which are appropy 1ate for credit

and those which are not. I think the line is moving, al the time. For <4

example during this last ytar some exciting offerings have been developed '

by our Faculty, in conjunction with one-or more school systems, which >

are clearly of an in-service nature and which can fit very harmoniously °{

Y

1nto the programs in education. I think, thereforej. that we want to be
putting to the test all the time the kinds of activi'ties. which-are
ﬂpproprlate for credit. i
. The line between that which is acceptable and that which is not is
- +n a d1fferent place 'as you go from one part of the country to another.

But T have no d1ff1culty in seeing a cluster of activities which in ~ ’
1975, as -far as one university and one faculty in that university are .
> concerned, clearly fall outside th e of acceptability with vegard to .°

universit% credit. My argument is that we really do not do justice

17 -
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to the concepts of 'in~service education and university education iﬁ we
try to translate every kind of activity into university credit. J
“e
f course, whether or not an individual receives university credlt
has same relatlonshlp to other important matters. In Alberta there is
sometlmes a difference between credit for  university degrees on the one
hand, and credit for salary purposes on the other. Some of us in this
room spent about three and a half hours just this past Tuesday mormning
on this issue. We are finding at the university, the institution that
. 1s sometimes deplcted as a conservative ivory tower, that over and over
again when we bend and do the sensible, thing and decide to give univer-
sity-credit for a non-university program, another agency in the province;«
which is responsible for making decisions with regard to salary levels,
is unprepared to accept_the program as legitimates

.

£

QueBtion ‘ o

A . b R . . ) N
You mentioned the necessity. for a fairly large degree of freedom

:for individual choice in terms of educational actiivities in which a
teac ier might be engaged. I wonder if there isn't some, degree of problem
here in terms of 'a teacher's self-perception of needs related’to the
real needs of the teacher. Quite frequently you get -a situation where
the teacher%élects the activity he already knows the most about rather
than doing. that which may be more valuable. I wonder if you.have some
comrient about what is a reasonable balance in terms of an external

. evaluation of your needs and a self-evaluation-of needs. .

‘Horowitz . . ..

.
¢ Py N

There havé to be the two, of course, and good administrators in
subtle and sometimes not so subtle ways will guide teachers in certain
directions. I hepe we are not talking about the kind of experience e

. which an 1nd1v1du§l~1s compelled to have, because thoser of us in pre-

.~ service geacher education can tell you about the inadvisability'sf that
IS kind of control. I prefer to gamble with a more laigsez-faire kind of
open-ended arrangement than with the kind of situation where ifdividuals
must satisfy certdin refuirements at certain points*in time. The latter
fgpproach hasn t worked too well in other professions and I don't think
it will work very well in, teaching. 1 realize that your question didn't
.speak to the extreme approach to which I hdve just referred. You were
wondering about the possipility of an individual being helped to realize
that he should place emphasis gn some other area of concern. That

-

positive approach I suapport. . £ous
Question 7 +fol %L N
— 3 L5y 4 :
. SHy T

Dean Horowitz, you stated that the choice.of in-service activities
and ‘the warlety of them should be determined closer to where the teacher
operates ‘than at other levels. The major problem we are facing has to
do with those things which are creditable vs. those things which are
not. How do we determine what is legltlmate and what 1ig ,not? We all
know that universities glvemcourSQS. Right now in Montreal we have many
teachers taking special education courses. The fact that the course -
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prepares peoéle to be administrators of special education doesn't make
any difference. The course is legitimate, creditable and you get paid
for it. But people who require courses in other things, for instance,
training in human relations or decision-making, have a problem. Yet .

' these are important areas for teachers working as members of teams. I

think that's one of the nuts we are going to have to crack if we are
ever going to make continuipg education really work. We have to do away
with what is "legitimate'" for both the university and the provincial
government. T '

Horowitz

~ +

There are various ways of cracking the nut. One of them is to try
to 'force, compel, or interest universities in giving university credit |
for the kind of activity to which you have referred. I remembek meeting
the members of the Commission who have just tabled their report
Quebec on salary categories. They visited Alberta for a couple of days
two or three years ago. I will say here what I sai’d to them there and ,
what I have said %n Alberta to Albertans: “The time 1s just around the
corner when we have to re-think the conventional salary scale arrange-
ment for teachers. That scale no doubt made’great sense when our pre-

. decessors worked so long and hard to bring it “about, because there was

such chaos prior to the establishment of salary categories twenty or
thirty years ago. But now that a degree will be a minimum requirement
for teachers in most provinces, we have tg ask ourselves what we gain
and what we lpse by havipg six, séven, oxr eight salary levels. Surely ™
the time has come when CTF and teachers' associations across the country
will have to say clearly what the appropriate preparation’for a teacher
is. THat suggests to me one salary scale. L N

-
-~

Now for a while, of course, we will have-fo accommodate the decreasing
percentage who have less than a degree or @’post-degree diploma, but it
teems to me that the time is coming very”soon when we're going to have
‘to indicate what the appropriate requjfement is. Not that some teachers
shouldn't go beyond that and acquirg/other diplomas and master's degrees ¢
and other experiences. But let's/fake a look at some other professiong ?
and ask ourselves ‘in which othep/professions individuals are rewarded ™
almost endlessly whether or ngf  the subsequent learning is direétly- e
related to, the act of teachisig. Now I am enough of a union man, let me
tell you, that I am thinki g of settling for the best one scale. In the
year of the transformation the one salary scale should | be where teachers
with master's degrees are now paid.

Obsession with university credits and university degrees is only
one way of dealing with the problem of continuing educ¥#ion. There are
other solutions and there is going to have to be an awful lot of talk.
and a greét deal of work before we resolve the problem in these 'other
ways. It's just too:isimple to solye the problem by saying that anythin
which is valuable to'the individual should have university credit.
think that is too simple a solution. . .
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. Comment from Member of Audience B

o

I'mVery happy that Dean Horowitz has gone further than just the
usual nice phrages about the desire of the teachers to improve their
‘work. There is certainly a beginning of efforts in cooperation among_
different bodies. But I think we should consider two very basic fact8rs
which are materialistic ones. On the one hand I think there is the

. legitimate desire of teachers to improve their salaries, to improve

\\5heir stability; and on.the other\hand there is a very legitimate but
very materialistic preoccupation on the part of the universdities to stay
alive, to have students. These two very basic factors have coincided
ané\hive given the universities this role, of stock-brokers of credits ——
credits being salary raises and job stability. What we must ask ourselves
is if these materialistic interests are not more and more in conflict with
the other interests which we both have, the interest of teachers to
improve their work and the intexest of ‘the universities in research and .
better teaching in the field of téacher training. I think we are at a
point where some interests at different levels which have coincided for
some years arg beginning to show that they are contradicting one anpther.
We are at a loss to try to solve thi%‘problem if we refnain on the level
of that'which is theoretical.

N
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ISSUES .IN CONTINUING EDUCATION FOR
. - TEACHERS

¢

WﬁY 1S CONTINUING EDUCATION NECESSARY?
(a cocktail of homily, dialogue and invective, with a pinch of hemlock)

e »

- G.R. LAMBERT
Coordinator of Contipuing Education Program
Faculty of Education, University of Western Ontario

“‘\ I have never worked in a coal mine, or a uranium

mine, or in a herring trawler; but I know from
experience that working in a bank from 9:15 to
5:50, and once in four weeks the whole of . o
Saturday, with two weeks' holiday a year, was a
) rest cure compared to teaching in a school.
e (T.S. Eliot, "The Aims of Education”, To ~

Criticize the Critic, p. 62). .

I don't know in what sense the celebrated American poet T.§. Eliot
meant these words. Mayb& he simply had discipline problems. Or maybe he
recognized that the job of the teacher is exceedingly onerous, not only in
the time and nervous energy ‘demanded, but also in the knowledge and skills
required to carry out theéénermdus respopsibility given to the teacher by
parents and society. However, Eliot perceived the demanding nature of the
teacher's job, one conclusion is clear: the teacher can use all the help
- he can get. And this conclusion becomes a key consideration for the question
| that I want to examine with you: Why is continuing education necessary?

£

This question is deceptively simple. It dis both an umbrella and a
\ Pandora's box.-. It 45 an umbrella in that most other questions about
eontinuing-education can be sheltered beneath it. And it is a Pandora's

box ig\fﬁat it opens up many contemgious issues. i :
o . . \
\ .
~ I have already suggested that the'first answer to. this question is-t‘ﬁz\
., - ~a teacher can use all the help he can get. In other words, Ceachers have

v

certain professional needs that sponsors of workshops and courses can

to meet. Sorie colleagues of mine have suggested that théﬁe are three N
types of such training needs iden;ifiable as applying to professional
teachers. "First, there is the need for what might be called...'survival-kit . -
updating’--the preparation of teachers for a new program of studies, a new
subject area, or a new admiinistrative post.' Workshops and courses designed

LS

5

1R. Gidney, P. Linden and G. Milburn, "Coptinuiné Education: A Neglected
Concept," in Douglas Myers and Fran Reid (ed.), Educating Teachers: Critiques
and Proposals (OISE, 1974), pp. 69-77. ‘
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to. meet this first need might be calied "switch courses', because they
enable teachers to switch into new areas of teaching and administration.
"Second, there is the need for refresher work in classroom practice.
This includes expanding and deepening the teacher's knowledge of current
developments in his subject and of curriculum theory and pedagogical
techniques related to his subject." Workshops and courses designed to
meet this second need might be called, not "switch courses", but "stay-
and-grow" codrses. "Third there is the need for continuing education in
areas of general professional concern -- in matters of immediate interest
and controversy, such as community involvement in the schools, and in
‘long-term issues, such as the potzptial impact of new learning theory or

chnological innovation" or t mportance ‘'of the new international
—edudation movement for &very teacher in the school. Workshops

" and cour--\ signed to meet this third need might be called not "switch
courses" or/'9 ay—and*grow courses, but "broad-perception" courses, for
they encodrage/a cher to develop a breadth of perception as to what
educati nd as to what contribution his own: teaching can

. In regard to these three;/kinds of~ngeds and their respective
courses, it can be argued that we in educa' an suffer from what I would
"call the "top-up syndrome".’ We all know very wedl_that during the
critical teacher shortages’of the 1960's, the energies of all the
agencies concerned with the initial .education of teachers were largely
_devoted to developing jn/inevitably minimal level of professional
competence. Was there/an unintentional, hidden curriculum in all tﬂat
feverish teacher traiging, and is the unintended lesson of those,years
still with us? Is if a fact that in the 1970's teachers by and 1arge
assume -- perhaps unconsciously, assume -- that the object of continuing-.
education is té keep their knmowledge and skills topped up to about the
level they had achieved when they first entered teaching? I$ such an
*assumption feflected in teachers perceptions of their needs in con-
tinuing education and in the “types of courses offered in response to
those expressed needs? In other words, are what I called the "'switch
courses" still designed .to’ achieve only minimum competencies in the new
. area that the teacher has decided to syitch into? Are the "stay-and-
\\\ grow" coﬁrses that teachers are willing to attend again merely topping-
N up courses, ‘as the of ten-used term "refresher courses" seems to dmply?
 In practice, do teachers generally want courses that will take their
d?\knowledge and skill well beyond minimally acceptable standards? Do
teachers really want what I called "broad-perception" courses designed
to enable them to achieve a broader and deeper understanding of the
educational process? e

« s

PR Perhaps what we need is not top-up courses,, but overfiow courses.

. And perhaps what we néed as a profession .in the(1970's.is a richer
understanding of. what it means to be a teacher and, as a corollary,
‘clear appreciation .that the administrative division into pre-servige and
in-service education is ultimately artificial and obscures the logical

.~ »
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conﬂinuity of professional education. And whén I say that we as a g

profession need a richer understanding of the concept "teecher and a

clearer appreciation of the continuum of professional education, I am
thinking not least of the responsibility of the faculties of education,
who, after all, get "first crack" at the new members of our profession.

- y
3 B -
.

Here endeth the first lesson. Let us now switch.our 'course from
\

homily to dialogue: | .

Socrates .I tak¢ it, Solomon, that your lesson for us so éar consists
essenkially in fthe idea that contipuing education is necessary °

need all the help they can get; in other

words, they.have Reeds that can be satisfied by courses and

workshops of three basic types (switch courses, 'stay-and-grow

courses, and broad-perception counses), and youlhave raised .

the question whether the profession suf fers from a myopic .

top-up. syndrome, a kind of hang-over from the 1960 Ss.

-
\

Solomon Yes, Socrates, that's more of less what I said. | e,
’ ‘ ’e:

. {
Socrates Well, then, Solomon, it seems to me that yoy have implied
a definition oﬁ*continuing education. How would you define
it? : . )

k)

Solomon That's easy, Socrates I wouid say that continﬁing education: '
' includes all those actyvities and learning experiences that
enable the educator to)improve the learning of his students.

Socrates Say it.again, Solomon. I want to be sure I heard you right.
Solomon I sgﬁd that continuing'education includes all those activities
\ . and -learning experiédnces that enable the educator to improve . -

" the 1e%rning ot his students. ) . \

Socrates , I see. And so if a French teacher takes a course in French .
\1anguage or literature, or- in the teaching of French, or
in values education -- all these, Solomon, you would count as
continuing education.

Solomon No doubt about it, Socrates,’ because they all should improve

X the 1earning of the French teacher's students.

Socrates we11 &hen, what about a course in transcendennhl meditation
B' for teachers’ .
LSolomon Let's not be silly, Socrates. -




r—

Socrates I'm not being silly Just 1ast Monday, Mr. Bennet-Alder, an
’ education officer in the curriculum development branch of
the Ontario Ministry of Education, was quoted in the Globe/
and Mail? as saying that he had been a student of trang- =~
cendental meditation for 2Z-1/2 years and that when he'fgils
to teditate, he snaps at his four children and his Qge dog,
°/4~‘ and he suffers, and his work suffers. I .presume ;hat if
; ~ - he were still teaching, without transcendental-medi
he would be more inclined to snap at his students 60 /~—
in French, of course, because he used to teach French.-
And so, you see, Solomon, a course in T.M. ‘for teacﬁe;s
would fit your definition of continuing education for

/ teachers. ' //// £ . -
. e P . ‘

¥ ¢

4 . Solomon As a matter of fact, ‘Socrates, I saw that repoyt in the
Globe and Maily it was a report on a symposium held in
Toronto on thé so-called Science-of Creative Intelligence
and Education, which uses T.M. as its technigue., I

remember that one participant at the sympg? um, a principal

of an elémentary scheol, said that he ho to influence
student teachers who came to him from ttie Faculty of
Education at York University. I mu$t admit, Socrates,

that thdt principal evidently believes an introduction to
T.M. should be part of initial training for ‘*teachers and .
so he would no doubt agree with you that a course in T.M.
.could be called continuing educagion too.

o e
tr v . /" .
3

Socrates Well then, wouldn't you admit as wel]l that any educators > |
attending the symposium reported by the Globe and Mail - ‘
™. were participating in their own professional continuing I
’ education? /
Solomon , Yes, Socrates, I mhgt agree. ~ ° ) -

- -
Socrates Do you.not agree as’ well that 'a course taken by the French
teacher in jewellery making could be*called continuing
> " education fer teachers provided that, like the T. M. course,
in enables him to unwind in the classroom and be a better
teacher?.

LY N 14

Solomon Yes, Socrates.

influence in the classroom, this would be an example of

Socrates And if a course in skiing achieved a similar beneficial >
o ' continuing education?

i - - '




Solomon I suppose, Socrates. f
1 )
Socrates Or if our French teacher didn't actually take skiihg lessons, )
but just went skiing instead? I mean, isn't that an "activity
that enables the educator to improve the learning of his
students" -- at least indirectly =- and that's youg definition
- of continuing education. b
‘ ]

Solomon ﬁell, I suppose so, Socrates.

Socrates 1Isn't the same thing true if our Fr#nch teacher doesn't even
ski but spends his Christmas vacatiod'guzzling beer in a ski
lodge at the foot of a Swiss mountain? Is 't that continuing

i education of the teacher by your /definitifn?

Solomon Now see here, Socrates,,that's a pretty slippery slope you've
taken me down. You're failing to disting‘}sh bgtween professional
continuing education experiences, and personal kontinuing education
experienbeg; in other words, there's & difference between experiences
that develop a teac?er as a teacher and gxperi ces that develop a

teacher as a person,

v

Socrates I grant the point, Solomon, but you agreed earlier that even experiences
that develop a teacher as a person (his .mental health, his freshness,
his cultural richness) can have a beneficial influence on thé learning
process in the classroom and therefore can be included in continuing °
education for teachers. -

Solomon Yes, I did agree to that because it follows from my definition.
Perhaps I should change my definition.

Socrates No need of that, Soldﬁon.' Instead, let's agree that your definition
is sound enough, but let's admit that a line has to be drawn
somewhere down that slippery slope of yours. .

Solomon \\é'll go along with that, Socrates, provided that you will leave the
rawing of the line to the individual teacher. The individual”~ -

o teacher can best determine the value of a course, activity or
experience in terms of classroom benefit.  The only trouble, Socrates
is that administrators may be asked to make this decision wholesale
for teachers for Q§Qgetary or other reasons. )

Socrates That's no problem, Solomon.

©®

Solomon Why so, Socrates?

Socrates Just do’away with all administrators, espécially coordinators of
continuing education., : C

Solomon I cohldAé; agree more,, Socratfs. |I recommend hemiock.
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Now, ladies-and ékntlemen, if the audience in iront of me is QruI§

representative of our profess{gg,'tpere will probably be a least one

person here today standing“ﬁﬁ:his metaphorical feet and crying out such

thoughts as the following:

. , n
"Lambenfi youw're a fool. No wonder your Solomon says all coor- 5
-+ dinators of comtjnuing education should drink hemlock -- if you're o
’ . any sample. Why/don't you recognize the facts of school life?
. Number one: the answer to the question, Why ds continuing education p

neceésary?‘fs—simply that it isn't necessary. 1In this age of
McLuanesqu®e media and Penguin paperbacks I can get all the continuing
® educatipn I want by .turning on a switch or picking up a book,
without going to any "switch course" or workshop organized by you
or anybody else. And sé, you're kidding yourself if you think
teachers attend workshops and courses because they think they need

¢ them. Or_are you going to say that teachers don't always know
A thedir own needs7 Ys a pretty tough thing to say in front of

. C.T.F.! Number two: the real reason teachers attend coursg¢s and
workshopé is that people like you push them into it by dangl
promotion and salary aq‘ prestige in front of them. And if you
. don't believe me, remove all those carrots from teachers and then
*‘ see how many of them would go in for what your Solomon called
“ "professional continuing-education'. The proof~of the pudding is
in the enrolments: how many teachers who have reached the point in
their careers where there are no more advantages of promotion and
moriey actually chodse to attend workshops and courges? One officer .
v of a provincial teachers' federation suggested to me the number
) . might be 5 ?6\7 per cent. And furthermore,-Eambert..."
vUgh -— excuse me, Mr. Hector Heckler —- you see I recognize you
from the last meeting we tended together. T think you've made some
vehement points deserving of debate. But the organizers of this conference
whd (I assure you) did not substitute hemlock for their morning orange
juice, would (I feel confident) prefer thdt we turn over your vehement
* points to the discussion groups who will be fol;&wing us shortly...
5 < ﬁ . , ‘\ v :
BN Y The Ministry's View : N

\

~ 3.K. CROSSLEY N
e X - - .;\ Director *
' . ) Teacher Education Branch . ) . :
A . Minisgry of Education, Ontario v, .
N " There are four rather disparate and prosaic issues that I'd like to -

identify. They have to do with particular aspeects of the continuing i .
education .of teachers, rather ‘than with any general hypotheses.' I oo
suppose they reflect.my point of view as a civil servant with pé}ticular
responsibilities in the area of teacher education. None are new, or
thepretical, or profound. If there is a common thread among the four
issues, it is perhaps that each is am attempt to answer the question:
"In what ways can teachers continue their growth as professionals?". I
should add "given shortages of money, s@frpluses of teachers, inflexibility
| . -
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- of administrations, and so on". And so I'm restating the question, to
make it clear that I'm using continuing education in a general sense —-
not in .any formal way. . - X )

- ® ’ : '

' Co— I should like first of all to attempt to categorize the continuing
education of teachers into a tripartite structure that might be useful
in thinking about certificates, diplomas or degrees -- in other words,
credit for continuing your professional growth. I think that we should”
work around some such set of unéérstandings as these in the next few

years.’ < , .

~

- - R

Continuing work in education may be divided into three general )
categories, roughly corresponding to the interests of three groups of -
teachers who“méa}be identified among our colleagues. .

There are the teachers who wish to move,ahead academically into the
M.A. and Ph.D. levels of work at university. This is a group of people
who are fairly well-represented at the secondary level in most provinces,
as far as the master's level at any rate.

In the next few years, I believe that this group will remain as a
| fairly constant percentage of the profession, wi some increase as jobs
becéme more difficult to obtain in the community &olleges and universities
begause of declining enrolments‘ —

There 1s another group of teachers, perhaps about the same percenta e
as the academically inclined, “or possibly a bit more numerous, who wish
to move ahead professionally through the Master of Education and Doctor

. . of Education route. This group includes the admini yratively minded”
teachers, traditionally the young male principals, who are-now finding
out that with declining enrolments come static or declining job oppottunities
‘ for principals, superintendents and other functionaries onh the totem o
. . pole. There will be an internal shift in this~greupg I should imagine,
“. away from administrative emphasis in the education degrées towangs \f
‘curriculum and psychology-sociology studies{
: #
. . But my major interest is in the tﬁgrd of the gel
' continuing education -— the teachers wh will contin
~—-—_ 'calling vocational studiesy |for want of better te
' be the largest of the thred,| probably larger tHan th
) * professional groups togethdrl It will cpnsist of t
- completed their basic educdtjon #nd thei basio téac
then take part in more edudation ! for a variety’ of | re
gsome less virtuous, but no particulary |long-range jor competitive or
global in scope. In this c tegofy I includg diplomds, nonvcredit courses,
courses and special intérest courses; all
g with he copmon denominator| that they somesow contribute to the skills,
knowledge and competence of the teacher. e should examine closely the |
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rolé}hﬁ‘thejuniversity in regard to this kind of continuing education.
. I ersonallg doubt that all knowledge that we need to deal with in
Gducation, particularly non-verbal,?or visual and praxiological, studies ,
*can be encompassed in the‘framewoxg of universities as we think _‘of them
. now. - | Ly '
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Perhaps such a framework as these three categories is overly-simplistic,
) but I'm from Ontario, and anyone who knows of the complexities that we call
.teacher certification in our province, will pnderstand why I ad looking for

~ simple, or at least clear, structures. I hope that a ccnsultative process,
among federations, faculties, school boards, and the Ministry of Education
canfdevelop some such rational scheme, that will be understandable to the
public, and to ourselves. As we build on the basg of the undergraduate and
first professional degree, we have a chance we should not miss to clarify
our purposes in some relevant certification scheme.

A second way in which I think that teachers can continue their growth
is through exchange. My thinking here is strongly influenced by the low
birth rate and the declining enrqlments in most s¢hool systems. For nearly
— all of my career the school system was expanding, with programs, and career
opportunities at every step of the way. If you weren't a principal by age 30,
in the 1950's, you quit teaching in the elementary schools! When we consoli-
dated the school boards in 1969 in Ontario, some small secondary schools had
~as many as fifteen heads of subJect dgpartments out of a total staff of .
twenty teachers! ‘But vertical mobility is not s0 nearly automatic now, and
one drawback of large school boards i that seninrity systems begin to
operate, and teachers'find it more difficult to move to obtain broader
experlence. - .

e partial solution to the need for varied experience, and to add variety
and defth to a professional career based on service, is to exchange jobs. We've

been working with this idea for some time now in the Ministry of Educatien.
Education Officers of the Ministry have been on exchanges with teachers,’
principai and school board officials, I taught graduate work at the Ontario
Institute for Studies in Education last year for six months. A professor
from 0.I.S.E. will come to the Ministry to work in the Supervisory Services
Branch for six mopths this year -- we called that a deferred exchapge. Some
e¢xchanges operate like dominods -- one of our 0.T.E.C. staff members é

=4 of a four-@ay exchange to take place this Fall -- college staff member to
: separate school board, school|principal to regional office, regional education
officer to Ministry Headquartgrs. Who's on third?

1

; It's surprising lhow inexpensive this form of continuing education can

be, with ingenuity ard a few Hasic: rules (one rule of exchange must be .

agreement amohg all doncerned |[that salaries and tenure are not affected

by the temporary assignment, ro matter how much more the other fellow makes!)

And exchanges don't have to bg glamorous moves to faraway places with costly
. travel‘—* the possibilities ape ‘almost infinite -- perhaps the various
newsletters or magazines of tHe teacher federations could operate as clearing
houses or brokers for those w shing exchanges.* Exchange didn t work in the
1960's -~ people seldom returned from secopdments o exchanges -- we had
enough money and growth to keep them!

v ! /
» ‘ . 4




And a third way in which teachers can continue their educational
growth may never be available to all, but I believe that the role of the
associate teacher is evolving into” a more professional responsibility
than before. At each faculty or college of education across the country,
I think that there are, or soon will be, steps underway to include the ,"/
pTr ce teachers more intimately in the planning, offering and evaluas ~
ting of programs for tht pre-service preparation of teéachers. There are
some specially designed courses for teachers who assist student teachers’

-at some faculties now, for example, the University of Windsor. There

are more networks of advisory committees being set up. We held two
conferences last month, sponsored by the Ontario Teacher Education
College and the Ontario Teachers' Federation to begin the closer involve-
ment of associate teachers in the programs-of that college. It will
surely contrgbute to the profession;i/ﬁgnelopment of all concerneé
students, college staff, and associate teachers, to improve the tarrying
out of this shared responsibility to the beginners in the teaching,
profession. -

k]

\ 1
Finally, I 11 refer to'a new dev%iopment in Ontario which is likely

‘not unique to us. We haVe bine regional offices of the Mlnistry of

Education in our province — our system is partly decentralized. Each
rqéi&nal office this year set up a Regional Professional Development
Committee, with membership from the school boards, teacher federationms,
faculties and colleges of-education, and the Ontario Institute for

Studies in Education. A very small allotment of money was made to each
committee, to be allocated for start-up activities. ,The general purpose

of each committee is to cpordinate some but by no meafis all of the \
professional development activities within a region. To «carry out this
purpose, the committees assess requests for courses, help school boards,
faculties and the Ministry to determine needs, try to-match resources {
with needs, and serve as an information exchange among the parties concerned.
The committees have functioned for less than a’ year now, but their effect

is noticeable already in the province. You might communicate with Bob Rist,
Director of the Curriculum Services Branch of the ‘Ontario Ministry, with
regard to these committees.

!
i

* There are interesting new roles in the future for the Regional
Professional Development Committees. With the aid!of computer tetminals,
or perhaps just filing cabinets and telephones, the\information exchange.
function may develop into a resources bank service, rough the Committees,
it may be possible to organize consortia of'bch2§i1b rds, and of sch0011
boards and faculties of education, to offer cour for teachers not
otherwise possible to fund or to find enough candidates [for. And the A
Teachers' Federation is a full partner in the operation,| with a proven
track Yecord of providing professipnal development| for its members, a
memberghip on all the committees. . N

”

d so these are four issues. Rather than‘PIesent ng them as q tions,
I've offered them as predictions of the future. They all could -be usdfiul
in enhancing the service of the teaching profession to the young peop
of this country and none of them costs much money!
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C . .
P CLAUDETTE FOISY-MOON )
- ) : Executive Assigtant \\\\\< . ¥
Ontario Teachers' %ederation '
[ v:\ -
Mr. Crossley, I was very 1gterested in one of the statements you
made and I do-have a solution’ for the problem. You mentioned the fact
that certification was a great problem for the Ministry. T can assure
you that the Ontario.Teachers' n‘ederat:ion would be very interested in

becoming a self-licensing body at any time. *

-
»

It is rather 1nterest1ng this rorning to look around thlS room. I
,have a rather odd feeling, as if I were sittirg in the lions' den and
they were about to go out and prowl for their food. I look around the
room and I see the’faces of some very distinguished Canadian educators
who are working veéy hard in all kinds of areas in teacher education.
And I wonder what on earth am I doing up here when so many of you have
so many eloquent things to say and have so amuch ‘more experience in e
dealing with many of these areas.’' However, I do have some thoughts and
I have a lot of concerns.

My real criticism today is not for the Ministry, nor for the
faculties of education, but for the teaching profe551on in-Canada. I'm
_directing my words particularly to the teachers' associations, and to
those epple in them who are responsible for formation of budgets and
programs.‘\What s happened? Teaching the teacher to learn, and not \\\\\
necessarily to teach, hds become an avocation of the educational world. ~.
Its digciples and benefactors dlsplay their wares in varying guises,
called by-many t1tlea 4>‘ﬂp~grad1ng, professional development, 11fe-long
learning, and of eourgse, continuing educatlon. The s &s of their
wares| are very enticing. Beautiful brochures cross my des ry week,

vely 'paper, beautlful pictures, artlaktc deqign the. Sejg 1h‘\BVert151ng,
and éy re on your desks.a d }hey re onimine.’ * And' they have such
interesting courses to offer - m1n1-teach1ng, micro-teaching, macro-
teaching, science at the,Junlor level, -~ second term, integrating ballet
with rock and onward and up. We also have .a whole d1alogue now surrounding
all of these words, a dialogue which is often little more than a superficial
way of saying something that really can be said -in a very simple sentence.
And there are all these big long bqu words. There's a whole smorgasbord
of them -- thrust, interfaceg, potentlél administrative leadership, 0.D.

Today everybody s got a newsname and a new title. I rémember -when ’
I got my arts degree, it todk about four years of extramural work and
summer .cc irses. And boy was I proud the day I could write "B.A." after
my name. Now we have everybody 1ntroduced as "this is Mac so and so,

héts_an M Ed. Admin". There arée too many Mac so and so 's who are M.Ed.
Admin gnd-pot enough Mac's who are a, 1ot of other things. She's an M.A.
C.I.R.-and D. don't know what that qualifleq her for,“but....

.
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We also have whole new departments springing up and de:::IRthime,

energy, person-power, and money to promote, sell and Increase our‘depen-
dency on their services. Continuing education centres, they're beauti-
ful. PD organlzations, federation.courses, faculties of education, and
of course, our departments of education. What a marvelous market we
are, all 200 000 of us acros$ Canada. 'In a few weeks, thousands of us
will flow like a rising tid€ to the unlversities, the schools, and the
camps for indoor and outdoor educatlon. Our writing boards ip one hand,
and at the end of the course our little certificate in our other hand,

to show ‘our boar hat we have up- graded and therefore a little more
silver must tinkle.‘ Not because we've shown any greater competrency in
our skill -- teachin§ Not Bécause we have so awe-inspired our students
that they are®now drfnking deep from the Pyssdan _Springs, but because we ‘
have a little piece of paper in our hand duly computerized and IBM
noted. Have we beén inspired? Have we been.awe struck? Do we feel .
more competent? Apparently we: are not even able to decide whether we”
need to feel more competcn Are we being sold a bill of goods by our
own profession as well as others? .

N

©

If I seem to be taking a ‘vObmewhat facetious view of the whole area
of continuing education, I do so with great concern and the utmost
sincerity. Many topics will be discussed at this conference. The M.Ed.
. programs, relationships of various institutions to edch other, ways of
recognizing in-service work, dipiomas in education, all 6f these traps
and trimmings. Teachers engage 4in a great variety of education activities;
seminars, conferences, professional development days, but all of these
activities apparently are fragmented In order to bring about "the
changes necessary so that teachers can continue to do their job effec—- -
tively, may -I suggest that these questions be asked: How arve teachers
involved in the dec1sion-mak1ng regarding their future in teachin Are
o we as professional associations pro€iding adequate career counseliigé\\ (/
. and making those servicessavVailab}e to our teachers? Should compensa- 1
tion be 8o closely tied with up-grading? Have teachers' associations
° ven too much emphasis to protective services and allowed outside
§§encies to take over professional services? And have they done this to
the detx¥iment of the profession? Those are the questions I would ki e’
to leave with you to _consider. Because I feel that, if we do-mot take
“*hold of the growing/probIem of continuing education, we cafinot as a

. profess®on hope to éanticipace fully in improving teacher education or
indeed of proving eur competence to be responsible f?Z education decisions
in-dny form. R o ‘
‘ ‘ e QUESTIONS FOLLOWING \ ‘

" PANEL PRESENTATION ON
ISSUES IN CONTINUING EDUCATION FOR TEACHERS

Question -

%, I1'd like to ask the last speaker if there are any places where

° career counselling for teachers has been implemented, even in a begin-
ning way. ]

3i -




Foisy~-Moon - R
3 ’ x )

From my experiende I would have to answer that there are a few
places I know of in the United States and in Britain where this is done,
but I'm not aware of it here in Canada, and certainly not in Ontario.

It is done on an individual basis, but not in a formalized way, I'm

. afraid that tbat's why we have this problem, where so-many people are taking

* ERIC

Aruitoxt provided by Eic:

administration degrees when we have so many other needs.

4

Question < - \

May I follow it up by asking who you see as being most capable of

providing such a service.
. &

Foisy-Moon

I see it as a service that should be performed by the teaching profession
itself, by the teachers' associations. :

“~ ) - '
Question \& .

Is that pre-service, in-service or at what point in timg? I suppose yo
could counsel into some other profession or some ‘field,of endeavour a
an in-service activity, but.... .k

* e - [
- 5

Foisy-Moon . ' o

.

At this particular point I was thinking of it as in-service, after
certifieation. There are such a diversity of things that can be‘done in
education.. Yet if you look at the kinds of things that are® happening, you
fifd that the predominance of enrolment in university post-degree programs
is in the administration courses. Yet there is a very limited.number of
people at this time who can aspire to the position of vice-principal,
principal or superintendent. This summer, in Ontario we will have a thousand
or.so people attending the principal's courses, and quite frankly they
haven't got a hope in hell in getting a job. ’

-

Question N ¢

You mentioned there are approximately 1000 people taking principal's
courses or administrative courses in Orntario. Ar¢ not many of these people
already in these positiops? Would you have a number?

Foisy-Moon ! -

My underscanding is that they don't“necessérily have positiong. Maybe
Bob Rist can answer that better. Are people in principal's courses generally
already holding that position? .

3("\ : ’

28 ‘ .




|
Rist e

A great many of them are. )
Foisy-Moon ) 3
* » 2 ‘ .

But there are only 4500 principals in the province so if,you go
five years and you have 5000 go through you're pretty well th¥0ugh that.
.-w
Question . >

I'd like to ask Kelvin Crossley about the very interesting statement
he made in his second part of continuing professional growth. We had a
little problem with the Calgary Board of Education, just as we were
: -_holding our Annual Meeting about the exchange of jobs within education.
‘t>When you talked about exchanglng jobs within education I wasn't sure
whether you mentioned anybody going back -to the classroom. But of
"course then it comes down to the economics a din. Does a principal of a
forty- ~teacher school, earning $35,000, go back to the classroom and earn
$20,000 for the year he is in the classroom, and vice versa, does the
$20,000 classroom teacher go the Ministry and get $35,000? I thought
you mentioned there was no problem regarding money.

r

Crosslez'

If you are going to do it, and have any luck with it, you must have
«  either implicit or explicit agreement that you leave money out of it.
We have had $28,000 people doing $14,000 jobs in the last couple of
years in the province, and the opposite too. We just simply take the
bull by the horns_-- is the experience worth it or isn't it?

Tl

Question -

One of the things I'm hearing from members of the panel is that
teachers have a commitment to on-going professional education. My own
experience, however, has been that when teachers phone up to ask about a
course their major Lnterest is in "how much work do I have to do to obtain a
B". The emphasis seems to be on a maximum return for a minimum investment.
I would like to ask all three members of the panmel what they feel their '
sector of the educational system ig doing to begin changing this
attitude. '

Lambert

It seems to me that it logically should follow that all anybody can
" do is make the course or workshop thaf teachers will come to as interesting.
and appealing as possible and hope that that will have some impact on
human nature, which of course too frequently takes the form of "what' s
the least I can do for the maximum benefit?" - @

()

)
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I don't believe that most people go to various education courses,
whe(\s\ they be formal or less formal, looking at the minimum they need
to do.~ If that attitude exists, it's because they're bloody well tired

wand they_feel that they're being pushed into doing some kind of extra
work. And then they're saying I'm so damned tired I can hardly do it.
But I've got to do it, so what's the minimum I can get by with. I den't
think it is a question of ‘changing human attitudes. I don't think human
beings are_like that. I think it's 4 question of changing the conditions
under which they are requireq/to work. .

Crossley - | . .
I think you are perfectly right. But this attitude, which is redl”

and which exists, is partly a product of human nature, and it is partly
a product of the administrative requirements, the systems, and the

////’

attitudes and expectations that we build into the system. And the humanm™

reacts in that way to some of the pressures put on him. I'm not sure
they're always realistic.

I'm glad to see.that Claudette suggested that the counselling
function should be done by the professio elf. It can't be done by
those of us who have vested interests th other goals in mind, other
purposes, or we'll start shoving the Andividujl around to meet our own
interests. Currently, one of ‘the pr blems is that, now that the high
schoohs have worked their way ou Raving too many Latin teachers in
Ontafid, the problem has hiy the uniyerNities and they don't know what
to do. So they're mounting \campaign egr people in there, to what
end, so that they'll become LM in tefichers in the non-existent'courses .
in high schools? Thig is what eAn when I say administrative pressures
come in and breed these attitudes.

»>

Question .
®1 The on¢\xhingvgha(\z§i2aps we're not looking at is the social
condition under which this is supposed to be operating. A gentleman

over here asked, how come people wanted to know what sort of minimum
investment they could make in order to get a maximum return. I think we
forget that all of downtown Vancouver operates on that principal. How
do we fight that kind of attitude, or should we? I don't know the
_answers there. Where do we get rewards within the teaching profgision7
We get them by getting out of teaching. It seems to me you've go
changg the very nature of the reward system befﬁfe you're going to be
able to change these problems.

v

Foisy-~Moon . S ..

I'd just like to respond to that by saying that I don't know whether
you saw some recent statistics that came up about work days lost,by
various countries, but on a percent.g.: basis Canada was the.second worst
in the world in terms of time lost from work, just people taking days

off. So it is not just a teacher problem we are talking about. I think -

it is a national apathy towards work that i:e are talking about.



Crossley” -

2

A ..7,;,_'.,, —

ffetézgfgn education from a little too much of that
.~ kind of mentalit We had-about five years of constant reorganization,
a search for’ administrative patﬁerns, underneath it all was the
business ethic, with which I have no quarrel, but which‘Simply doesn't
apply in education. Our business is values, godls, and purposes. If we
try to give all our answers in terms of stratégies and techniques and )
operational style, we '11l end up with exactly the prdblems they have in
business and I think We're partly down that path now. It is highly
significant that there is a beginning of a move away from all this
emphasis on administration in the graduate studies toward curriculum,
. psychology, and sociology. Those are the things that are more closely
aligned w1th our purposes. I thlnk to try and say it all in one
~-~sentenee, ‘that we' do get all our rewards from the kids. .

I think we're

Lambert -

v *

I would just say that I think we are perhaps guilty of some enormous
generalizatlons Perhaps we should pick up Dean Horowitz's statement

that it isn't necessarily an éithef/or &ituation. On the bne hand,

certain social factors, the total impact of our upbringing, cause us to

be the way we are. But I don't think it's a case of human nature saying
we're looking for the easy, cheap way out or human nature not.saying

that we're looking.feor the easy, cheap way out, I think there is a .

middle ground. Some people sire as hel% are looking for the easy wa§

out, and I think we’re putting our heads' in the sand if we come up’with ¢
some kind of motherhood statement that saVys we're all one hundredypercent
goody people. It just isn't that way. We're a mixed bag and so I think
this enormous generalization-isn't really quite appropriate.

N s

Comment

- v

As one of the few classroom teachers here I would like to saxbfii£/S
there are morec specific and .less general things that can be done t
counter that attitude. Where I have encountered it, it's where teachers
with a ‘genuine interest in their own growth have registered for a course
that* on paper looks as though it is going to méét their needs. Then

/ they spend their summer school hours in a s;tuation where anything they

learn they learn from the other participants and not from the professor
who in theory is providing the counse. Let them have one or two experiences
like that and then, they 11 make the&) kind of phone call that has been
mentioned saying, ”Hey I need anotHer three credits. What can I do to
get them the easy way, because I've been so disillusioned by the ones
that I've taken'. . - , . -

S & :
Lambert -

e

e —-—-T-believe-that goes-on; I wouldn't dispute that at.all. But again

" 1 think if we make that the total statement we're really missing the
mark. I think that just as surely as there are rotten courses taught by
incompetent people at universities, so are there teachers who are looking
- for the easy way out no matter how good that course is. It's a mixed

bag.
30 ' ‘
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Comment-

- -

It seems that what is emerging here is the idea that we are putting
the emphasis on the wrong syllable, as they say. The trend up to the

"~ « present time has been that if we want to hire someone we get someone "\\

referred to seems to be going in the other direction, in recognizing

commitment and ability, perhaps along with or even w1thout pape quallflcatlahs.
A little story comes to mind to illustrate that. It'® the girl who S
came home from college and said to her very wealthy influential father, KN
"Daddy I ain't a v1rg1n any more". And he almost had a stroke. Then he

with high paper qualifications. The world out there that has bz;g

% said, 'Look, Daisy, I've gent you to the best of schools in the country

and I ve spent hundreds ok thousands of dollars or* you. I've done ,
ever*thlng that I could for you-and in.spite of all that you still say

ain‘t'". o ) i

¥ Comment s

I'm here ‘because I ran_into a GE?;*IEterestlng situation regarding

teacher evaluation and ‘formed a committee and became Chairman of tHhat

committee. Evaluation seems to lead to everything else, including

teacher education. I havéta story which to.me symbolizes the differences

between those who do and those who watch and criticize. . In our school

we have a very talented art teacher who has taught about five or six

years, and a not so talented vice-principal. He came into her classroom

one day and-said I'm here to gvaluate you. She was very busy with her

_students but sh id fine. “She waZ going around to the students individually,
- talking to them and Commenting on their work. So after ten minutes of

this rather boring procedu he vice-principal said, "I'll come back. | -

P some other day when you're teacﬁing\\\\\\\\ . :) ’
J -~ @ :
- N A Y

. Question ~\\\\\\ .
. -

It was mentioned in the conference this mornlng\ang\iﬁ came as a
surprise to me that in the different prov1nces where they~have tried coordi-

nating different activities they did not have too much success.. It was also
mentioned thi§ morning that the people who are _interested—1n professional

Py development are the—assocﬁtlom departments of education, and the

teachers at the district level. I would like to have the opinions of
the panel as to what .type of structure could be built in order to make
sure that there is no duplication. It seems to me that there is room
-somewhere for some type of coordination among the different agencies ¢
that are interested in profe551onal development -

- Foisy-Moon © o
. I think there are two parts fo that qﬁﬁstion and I'm not sure which s

. part you want to refer~to6. .One is.thﬁhsgoidinhéion of groups of people
‘and"the otherNJ, duplication. I think you ve to explain to me

first what you mean by duplication. ° ) .
. = SR
. o Y
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Question T

I hope I have it straight in my mind too. By duplication I mean that
if the statement is acceptable that the/teachers' associations, the
superintendents at the district level, and the departments of education are
interested in helping the teachers to be able to work on new programs, then, '
i# there is no cooperation between the different agencies, there could be .
duplication, because nobody would know what the other was doing.

.

Fois on :

~ 1 think that is something that we have suffered from a lot, the, fact
that there has been duplication. One of the reasons we have regional PD
organizations working around the province of Ontario is to help to avoid .
some of that duplication. But there is another whole area that'has to be ¢
looked at, and that is the multiplicity of summer programs that people never .
hear ‘about. We need a centralized source of information, so that if I want
to take a course in such-and-such I can\find out where it is being given.
I don't think that kind of service is available ¢o us yet.

I

_—~Crossley

pd To pick up on what Claudette is saying, we're hoping that the regional
professional development committee will begin that function of exchanging .
information, perhaps across the province. There have ‘been one or two

attempts in the province to start the thing centrally. But it doesn't -
work centrally, because in the back of our minds is our remembrance of bad
experiences with ‘things that were started at the top and were supposed to
filter down. We think this approach is going to work precisely because

it is out there where the real action is. We'll put up with a little
duplication in the first few years in the hope that by having it closer

to reality we can achieve a better assessment of needs and then

establish a communications network that will achiewve this other purpose

“of being a resource bank. I thought the question earlier this morning
was more related to grandiose provincial Egmmfttees and boards and that
sort of thing, with which there is an ingerésting’pbint to be. made, wpether
they are really inhibitors or enhancers of action.

Lambert
Lambearc . i

I could just add from my experience on two of the nine regional
professional deveiopment committees that Kelvin Crossley referred to
earlier. I think that they are very promising enterprises, but I am
not sure that they really get at the probleg: described. Even within .

)

-

—one of the nine regions' not all activities i on in that region at
the present time come to the attention of t regional professional
development committee. They certainly colme to the attention of the
committee if the groups sponsoring them want to get some fimancial -support
but otherwise thcy might not come to the attention of the committee.

~
v -~ - "y
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In fact sometimeg there is duplication, but that isn't solved totall

as yetl. PerhapsMt is our fault for not being more geared up and more in
Y touch with what is happening within_ fhe one region. . . \
. \\ .

Cgosslez :

Could I say, though, that that is deliberate, very deliberate on

the part of the Ministry at this time. They do not want even regional

centralization. Cgpsequently\it was hoped that this year particularly,

- and for the next few years, by no means all of the professiopal development
going on in a region will be known to the committees, fiﬁsiifglly or otherwise,
until it is firmly established that sone of their basic purposes is communication
rather than control. s s

Lambert ' . ' :

’
[

o Ye;:I‘ihink they are the key words but I would hope that having
knowledge of what is going on accessible to anybody who wants to know would’
be seen as a highly desirable objective. whether they ever gét to the
computer I don't know; perhaps that would be the ideal way of doing it
eventually. )
- ?
{fuestion . : s

I . . |

I wonder if the -panel would care o comment on whether they see .

educational research as having a contribution to this kind of problem.

My ekperience within our own provimce is that so much of what we are

talking aboyt is based on opinions, experience and perhaps good logical

thought. But I have great difficulty in knowing whether or not the opinions
are valid, whether or not we're sometimes rationalizing as desirable- ideas
which we've arrived at by some kind of divine,intuition. I don't know if
research exists 'in this area.and whether or not it might be worthwhile

looking at what it might address itself to in the way of identifying problems,
and identifying effective responses to those problems.

Moderator - ;
I think we could go on from there in our discussion groups this
af tgrnoon. Thank you members of the .panel.

v
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‘ ™ . “._PROBLEMES ET QUESTIQNS A DEBATTRE DANS
N;A FORMATION PERMANENTE DES
‘ ENSEIGNANTS

F.J. McMAHON
Doyen, Collége o
Universitaire Saint-Jean o

. e

Les quelques lignes que je vous présente ont &té rédigées rapide-
ment et dans une période de l'année qui est trdés agitée 3 moh bureau.
Elles sont donc plutdt dé&cousues et pourraient avantageusement gtre
retravaillées en ce qui concerne leur présentation. Les®idées qu'elles
veulent exprimer devraient &galement connaitre un processus de maturation
afin de se nuancer, se préciser et méme se corriger quelque peu. Il
s'agit, en effet, de ma perception actuelle de la question qu'on m'a
demandé d'étudier dans le contexte de ce congrés, a savoir: la langue
francaise, responsabilité p lgsique ou responsabilité des cadres politiques
ou culturels? J'ai essayé/ge cipter un peu au vol mes idées sur ce -
sujet et 'de vous les transmettre au meilleur de mes capacités dans des
A délais Possibles. .

' ~
A cause des qqéditions dans lesquelles ¢e~texte a été rédigé, je me
permgts de partager avec vous le contexte dans lequel,ces idées me sont’
‘venﬁis. Je vieng d'abord de terminer mon mandat comme Président de
1'Association Canadienne-Frangaise de 1'Alberta, mandat qui a duré en
fait 3 peu prés deux ans et demi. Ce mandat m'a sensibilisé non seule-
. ment aux problémes des Franco-Albertains, mais &galement 3 ceux des
Associations semblables dans toutes les proyinces canadiennes. Un rdle’
relativement _actif au sein de 1'AIC.E.L.F. n'a permis d'approfondir mes
connaissances des Canadiens frangais dans tout le pays et, plus particu-
{idremént, de ce qui se fait au Québec. Je ne voudrais pas toutefois
exagérer 1'étendue de mes connaissances surtout du Québec, la situation
étant trés mouvante. En plus, comme Doyen d'une institution universitaire,
qui se woudrait partiquliéremehg\responsable de la préparation des:
A futurs maitres et, au moins partiellement, du développement professionnel
. des‘enseignanEs frangais, j'ai eu l'occasion, 3 plusiedrs reprises, de
réfléchir 3 la question. Néanmoins, 1'institution attend toujours
, . 1'accés officiel aux ressources nécessaires afin de se lancer sérieuse-
ment dans la préparation des futurs maltres et ce n'est que depuis deux .
ans que certains fonds sont disponibles pour le développement professionnel.
N \Aussi n'eg,sommes—nous qu'a nos débuts dans cette orientation. Les
hypothéses que j'avancerai ne sont donc encore que des hypotheéses et, si
les circonstances nous permettent de les vérifier, il faudra Mes ajuster
substantiellement., Je suis donc particuliérgment heureux de vpus les
soumettre pour discussiog; c'est moi qui risque d'en trirer le lu§ grand
-profit. . ’
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. surtout de la responsabilité des cadres et, plus précisément, des '

.importance que les enseignants pergoivent cela et s'engagent dans une
dimen51on politique. ' e N °

- I1.8uffitrde penser aux événements en Indochine; le calme et méme le

. Cette formule d'éducation, développée au l7i&me sigcle, ne répondait

! - -~ » L
est question d'exporter le nouveau systéme: ¢elui sur lequel a voulu se

ERIC

PAruntext proviasd by exic [N

.1'enseignement dp frangais. [tI/l voyait comme une reallte sp#*rituelle,.’
et

] L4 .
. e ..
)

) :
.

”““ﬁsang ambiguité, je vous propose que la langue fraﬁgaisé reléve -~ Fa
enseignants. Cette prise de position.traditionnelle me parait encore ’
valable, mais pour des raisons plutdt différentes et qui cbgngent radi— .
calement le sens de.la proposition Dang.le passé, on a voulu depoliti§!r

cul turelle, religieuse méme, devralt regetir une certaine trans—'
cendance & 1'égard de la politique. Op, si la the@se reste vraie, c'est ¢
que 1'éducation, elle, doit devenir politique. 1I1 est de toute premigére

Cette vision de 1' enselgnement pouvait &tre radicafe il y a quelque&
années, mais je m'imagine ‘que, pour la plupart d' entréﬁvous, elle est
déja au moins quelqug peu connue. La 'question n 'est slirement pas résolue
et je voudrais esquisser rapidement l'arri&re-plan de cette pédagogie.

Au point de départ de cette conception renouvelée de l'enseignémen%,
il y a une constatation globale: une crise de la civilisation occidentale.

soulagement avec lesquels 1'Amérique du Nord a accueilli la victoire des
Communistes sur les forces censément démocratiques soulignent que nos
valeurs "démocratiques", notre systeme économique et politique, notre
vision du monde, capitaliste et .occidentale, sont proforidément remis en
cause. Il n'y a aucun doute que la vaste majorité des Occidentaux ne
croient plus 3 la sainteté du capitalisme, de la libre entreprise, d& Ia
démocratie &, 1a Roosevelt, surtout lorsqu'il s'agit de les exporter -~\\\\
mais mBme pour la consommation interne. Il ne faut pas croire, par ~«-\TT>\\
ailleurs, que.cette remise ‘en quegfion provient d'un changement dans nos .
idées, mais tout simplement parce que notre systéme ne fonctionne pas

comme prévu. Les Américains ont connu la défaite des mains des Vietcongs. \
Lorsque le Québec a abandonné le systéme &es colléges classiques, du

latin et du grec comme matidres obligatoires pour ceux qui poursuivaient

leur études, le Québec reconnaissait tout 51mplement “un état de fait., ¥

plus aux besoins du 20iéme. Le méme.phénoméne se reproduit lorsqu'il

modeler la Commission Parenf. -la victoire des Communigtes.en Indochine
nous rappelle évidemment la révolution culturelle en Chine, révolution
qui a sqQnné le glas pour toutes nos exportatioﬂs culturelles et &duca- oy
tionnelles. En plus, ce nouveau, systéme d' ducatioq sibit' une contesta- | N
tion de 1'intérieur. Ainsi, par exemple, K les développements au sein dey
la C.E.Q. pronent une orientation dans l'édpzatlon autrement plus
politisée et gauchiste que la Commission. -\b;\ . .

{
Ao

I1 seraif tragique si les ensefgnanté devaient ignorer la crise de
éiviliéationzpu.de culture par laquelle passe actuellement la société
occidentale. “Mémw les zones les plus prospéres de cette société sont
tiraillées par Ia dynamique qui veut que'leé riches le deviennent davan-
tage et que les pauvres deviennent plus pauvres. Malgré 1'isolement
relatif des problémes planétaires (pbllution, disette, guerres, popula-
tion), dont jouit le Canada, ce dernier reste sujet a ces forces. Nous
ions de notre .

lmwmgmmmt. . v}
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En effet, il est important de se’rappeler que les enfants et les jeuneé
jouissent d'une sensibilité autrement plug développée que la notre a l'egard
de cette crise de cultures et de valeurs. \ Comme ils doivent construire |

. toute leur existence dans cet avenir, menac&, a mesute qultils émergent de 1la
famille, les simples exigences de 1' auto—defense les aménent 3 ne pas se
camoufler le sérieux de ces remises en questlon. Il y va donc de dimensions
essentielles & la profession de 1' enselgnank que de pouvoir se situer devant
la sggpation d'ensemble-de notre civilisation/ .

»

’

L'enseignement ne peut pas &chapper au moins aux retombées de cett
crise de culture. Soucieux d'un enseignement renouvellé, nous avons doénc
tous a chercher de nouvelles approches. '

> - = ‘

Je me rappellerai toujours une expérience vécue en Afrique. Un Africain,
admirant le fait que son enfant savait lire, s'enthousiasmait parce qu'il
avait fait parler le bois (le bois ici était évidemment le papier). Danjel
Berrigad a utilisé 1'expression analphabétisme en parlant de notre incapa-
cité de percevoir la crise de culture que nous vivons. Il a utilisé cgtte
expression en se référant au processus de conscientisation comme mét
pedagoglque, méthode dévelqQppée particulidrement par Paulo Frelre en’ Améri-
.que Latlne et depuis largqunt repandue sur ce continent. * .

L * +

- ’ ~) L ,,,..l—e“"""“‘r-—-ﬁ‘_.._ﬁ

philosophie de 1'éducation prend ses rag¢imes dans Te mouvement
en Amerlque “du Nond de democratlsatlon de 1'éducation. Vous
savez aussi. ien” que moi 3 quel \point on nous a rebattu les oreilles avec
'le\potentlel e 1'&cole publlque,\lnsﬁpumeqt par excellehce /de la mobilité
soc1ale, instrament d'unité natloﬁQie et de démocratie, p opposition a
1'élitisme et” caractére aristocr tique et médiéval de,/1'école privée.
Si certains ofit rticipé aux luttes.des écoles confessionnelles, ils se
frappelleront les aidoyers, les dénoﬁ?iations et leg/périodes qui voulalené
1'imposer universelNement. L4 conscientisation recghnait cette idéologie de
la démocratie, mais pergoit par con%re a quel poimt 1'éducatign tfzgjﬁnnelxe
‘Eociales qut conditionnént la démocra

Cetqe
~ traditionne

ne libérePas 1l'étudiynt des forces : e.
A 51, malgré 1'écote ‘ubllque, la dyna u1—g£ggeéé-ies riches et} [ .
ur autaht.

ploite les pauyvres n'a ‘pas cessé p

e devenﬂr une éduc fi pour la libéfation de 1'homme. Aus
dq' enselgner aux- andiphabetes'comment lire et écrire, on devai

. decou;flr les mots clés qui re résentaient d'la fois leur situad
d'opp¥imés et~ 1 ur possib§llté\de llbératlon., Ainsi, dans un c
rural, le mot “eau", 51gyif1cat1f d'ung réalité vitale contrdl
grands proprletalres,hseralt pr1v1leg1 . Le controle de 1l'ea
uh controle de la vie. Apprendre a 11r et i écrire a du se

une connaissance du contexte social, pollthue et econom ue, afin de'chapnger

N
les chaines d' oppression en leviers de lxberatlon. Les mots qui ne font
parler que 1é bois appartiennent ? une langue morte. )

o A o~ - . - <
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' politiques qui 1l'oppriment. Aussi longtemps que nous n'apprenons pas & nous

G .
On m'excubera §i je répéte que nous ne pouvonJ pas nous permettre d'ignorer
la "conscientisation" en Amérique Latine, ni la Révolution culturelle en Chine:
deux mouvements, pé goglques qui placent la conscience politique et sociale au
coeur-meme du proc ssus éducatif. On nous propose en effet d’ apprendre i lire
la langue vivante du monde dans \equel nous vivons ou, en termes plus concrets,
les forces actives|qui nous déshuhanisent dans nos relations avec le monde
matériel et avec dlautres zommes. Ou encore, s'il est vrai que l'alphabétisme
proceﬁé trés rapidement quand*gl fait partie d'un mouvement de changement
soclal ne devons-nous pas rcgardg£:§i\tres prés toutes nos activités pédago-
A3

giques. . \ .
X - s T3 <f\ / \\§>i>
Evidemment, il ne nous est pas\ﬁacile*EE“tfégspQ§g£~g§~giZEwin strialisé ~

1

et prospére une "pédagogie des opprimés", Aussi, fdire intervenir IeS schémas

d'analyse de 1'oppression du marxismeeéiassique se heurte 3 deux obstacles

majeurs: le premier provenant de 1'existence nouvelle de nations dont la trés . .

grande majorité est prospére, et le deuxiéme: 1'échelle planétaire des N

3&namiques. C'estwn terrain peu sir que celui dans lequel on transpose la -
ialectique hlstorlque d'une nation’ ou d'une civilisation dans les relations '
1nternationales. C'est done avec modestie qu'il faut procéder. N

! s .
\

/

' Néanmoins, il me parait utile de réflafHir aux dimensions.suivantes.
' L'enfant et le jeune devront apprendre 3 découvkir les forces sociales et Q

situer face aux objets matériels et face aux persanes dans une relation
d'inter-subjectivité, relation qui définit 1'homme par sa creat1v1te et non

par son caract&re de consommateur ou d'objet, motre éducation sera déshuma- L
nisante.- Celd suppose évidemment un apprentissdge conitant du mtier d'homme

politique. -

-~ \ T
Cette hypothése d'orientation dans le développement professionngl des
professeurs me parait encore plus valable chez les professeurs, frangais.
Recemment, j'assistais 3 un congres de professeurs de frangais, dont 18, théme
était 1' identité culturelle. Au cours deg divers exposés, un socio-lingyiste, -
apreés un exposé indiquant les pressions sociales qui mmlltent contre le fxangais

en Amérique du Nord ;oposalt comme solutlon que 1 on enselgne le frangai

morte. Je pense, du/m01r j'espére, qu'i¥ n'était qu'a moitié serleux. Sa
remarque toutefois soullgne d quel point le frangais comme langue et comme
cultuve est menacé en Amérique du Notd. I ‘ '\

-~

Iy afﬂoncﬁ au coeur mgme de la culture canadienne-frangaise, ce caractére
de minqrité. Il‘n'est,pas.question évidemment de maudire les Anglais ou les
Américains ou les Juifs. Il ne s'dgit pas d'une oppression pensee, voulue,
mechante, orchestree par que&ques vilaines personnes a Ottawa ou Be la

James ou méme de Wall’Street. Pas plus que nous, nous vouldns falre /
crever de faim les pauvres en Afrqque ou en Asie. 1I1 y a tout simplement //
"une dynamique sociale, Culturelle et pollthue qui nous entraine dans un . /
processus de massification. e n'est pas, a proprement parler, une question '
de morale, mais une question de c1v1lnsat10n ou, si vous voulez, de morale

structurelle. N
s T -Q
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Vider la culture canadienne-frangaise de cette dimension minori-
taire, c'est le méme jeu que de la réduirea ceinture fléchée ou a

’

la cabane & sucre, & gavoir d du folklore. Dans cette perspective,
1l'enseignement se doit d'étre au coeur de l'action politique et le dé-
veloppement professionnel se fera par|l'initiation de 1l'action ﬁdligigge.

. ' - \

N'oublions pas que 1'histoire de| 1'éducation frangaise au Canada est _
tout & fait particuliére. Dans la meSurevoﬁ elle a existé, elle a &été
véhiculée par 1'Eglise et le monde clérical. Nous avons tous connu sans
doute 1'adage "qui perd sa langye perd sa foi'. Heureusement, la conscience

collective a dévoilé a qugé/p int cetite tutelle cléricale camouflait une -
u

oppression spirituelle e l'orgagisation ecclésiastique exploitait les .
Canadiens 3 ses pro fins. Sachops reconitaitre toutefois, dans le

caractére missiofiique du catholicisme qiébécois, cet élément de refus du
systéme politique, refus analogue aul refus de Marcuse, qui caractérise

tout mouvement de changement social. 1 et &clairant pour notre sujet

de trouver cette coincidence entre l'Eélise et les mouvements progressistes -
en Amérique Latine par exemple et danj un des derniers volumes de Roger

Garaqdy, le protagoniste par excellence d'un marxisme humaniste.

Notons que, malgré la Commission Royale Laurendeau-Danfbn, nous serions
les plus nalfs parmi nos concitoyens si nous remettions nos destins entre
les mains de nos gouvernements. °Les forces politiques n'ont pas pour autant
changé dans leur fiature fondamentale. Les relations opprimé-oppresseur
continuent A marquer au fer jrouge toutes les activités sociales et politiques.
D'ailleurs, une démission de notre part ne pourrait que faire de nous.des
objets contrdlés par les forces sur lesquelles nous n'avons pas d'empire,
en d'autres termes, nous déshumaniser.

« I1 est &ertain que cette conception dé 1'éducation permanente chez
les enseignants risque d'en exclure plusieurs. Nous avons beaucoup d'en-
seignants pour lesquels cette profession ne représente qu'un gagne-pain. .,
Obtenir cette participation active dans le maniement-des forces qui con-
trolent leu¥ existence.ou méme seulement leur existence personnelle re-
présente -une rupture radicale avec la société de coqsommation. En plus, *
cette action risque de se heurter & de trés nombreux piéges, dont le
moindre n'est pas la puissance de récupération des forces en place.
Etant donné le contexte canadien-frangais, toutefois, je me demande si
nous avons beaucoup de choix. C'est peut-@tre une chance & ne pas ratey.

Y
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STRATEGIES POUR LE PERFECTIONNEMENT DE
« 7 ' LA FORMATION PERMANENTE DES ENSEIGNANTS .-

;
|

GUY ROY
Directeur d'école
Division scolaire de°Saint—Boniface

a

. o 4
L'auteur de ce document propose dans les quelques pages qui suivent

le truisme &vident mais trop $ouvent négligé que le COMMENT de la forma-
tion permanente des enseignants est déterminé par la nature des change-
ments qu'on souhaiterait observ\r chez le client concerné.

»

\ .
Le cheminement du document triZ: les pas suivants:

NV\\\l,F D{une bréve revue de la recher e sur la formation des enseignants,
1'on passe 3 une 8escription de Wa "Formation des maltres basée sur
les conpétencés - E), pourlens ite considérer une stratégie

§\§on entidreté et 5 certains de ses détails) pour le dévelop-
pement permanent des enseignants basé sur des compé tences.

i -

» , : ‘

Revue de la recherche sur la formation des maitres
(Peck et Tucker, 1973) e > - —_—

' 1. En 1964, Collier nofdit que trds peu d'Etudes sur la formation
des maitres étaient de nature _expérimentale.

—

Macdonald en 1967, fa1sa1ent la m€me constatatlon.
~ Par exemple, ils ont tt qu//p affirmait que la partie academique de-
nécessaire a sa lperformance en classe,

la formation d'un professeur
mais qu'il n'y avait p empirique pour appuyer cette
\,

. affirmation. o . N

MY R » . Vo

2. Denemar

. Tous les partis &taient aussi d'accord que les stages surveillés
sont un excellent moyen de formation, mais il'n 'y avait que trop peu de
recherche empirique clarjifiant pourquoi, comment ou surtout - -précisément
quelles pratiques font croitre le stagiaire.de fagon définitive.

* 3. Il y a un egﬁﬁr important, depuls quelques années, dans les
recherches empiriques dans le domaine de la formation des ensé~gnants,
’autant a 1l'étape pre—service qu'une fois que le professeur est
. exercise, On pense ici aux travaux de Flanders, Allen, Amidon, G e, et
"Rosenshiner~ '
HE , N [

. v
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Quelques conclusions découlant de la recherche actuelle

l. La methode des systémes quant a 1'é&ducation permanente des
: enseignants rehausse de beaucoup son efficacité. -

hd
.

2. Geux qui ont la charge de 1l'éducation permanente des enselgnants
devraient manifester eux-mémes les compétences et comportements qu'ils
veulent faire adopter par les stagiaires.

3. Une implication directe dans les competences i maitriser,
produit 1l'effet désiré plus efficacement qu'une expérience plus abstraite.
On pense ici au micro-enseignement, au minicou®s, ou d'autres exercices
de simulation intensive.

’

4, 11 est possible et souhaitable que 1l'enseignant 4’ in1t1er
lui-méme un programme auto-dirigé et auto-didactique.

5. Les méthodes traditionnelles de former les enseignants ont
quelques-uns des effets voulus, mais ils ont aussi des effets indésirables.

-

6. La rechercHe démontre de plus en plus la validité de 1l'utilisation

de'ia mesure de la croissance chez 1' €léve comme critére ultime de N
n'importe quel processus de formation de 1’ enselgnant .
\‘- ' . N
) ) ' ‘)l
Formation des maitres baséée sur la\competence X -
] De pair aVec ces données, il y a un mouvement vigoureux et d' 1mpor§ence
majeure qui a connu une croissance tres énergique dep is 1971. Ce \

mouvement pourralt marquer tout le domaine de,la form tion des enseignants\ '
(pré-service et éducation permanente}'de fagon trés p ofende. Ce mouvement

est connu du nom: C petendy—Based Teacher Education)(CBTE). Ce qui |

lui donne sa crédlblllte clest qu '{1] est axé sur la performance, c'est~ co
d-dire que les dites competences ' sont Hes cofiportements observables ex

assez souvent mesurables que le professeur doit manifester pour remplir

son rble. g ! i

v [

| { fos ,
Quelques caracteristiques du CBTE . '
- (d'apré&s Roth, 1974) -

L >
A! ‘'Compétences:

| i l)’ Les competences sont decrites en termes de comportements sp&cifi
' , 2) lies compétences sont caractérisges de critéres de performance
h qui permettent une &valuation précise.
3) Les compétences décrivent la gamme compléte de responsabilites
de 1l'enseignant.
4)‘~éIies découlent d'une analyse compléte du rdle du professeur.
5) Elles sont soumises & un processus continuel de validation.

o 4 5 .

4




B. Evaluation:

1. Cette opération se rapporte directement aux.compétences.
2. Les critéres sont spécifiques et connus des partis concernés.
3. L'@valuation est basé sur la performance et elle vise
1l'objectivité. ' 2
] - / ¢

C. Instruction individualisé dans le développement des compétee;égf
/ y

AN
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"Stratégie. globale pour le perfectionnement des maitres

re

~

Faire 1l'inventaire des besoins

- instruments scientifiques axé sur les

- approche détermination des besoins (Needs Assessment) compétences

-~ surveillance formative . pédagogiques
-~

"/ ' /

£

Analyse des données

I |

3

Clients

individu °
petit groupe - '
équipe dand une é%ple >
école :
groupe nombreux .
(division)

i L}

i3
A

j . “

- Etudes des ressources de chacun des-systémes de livraisons

alternatifs par rapport aux besoins 3 combler.

*

- Décision quant au meilleur systéme 2 utiliser

Systémes

étude individualis&e (Open Access)
surveillance formative

Facultés d'édupﬁtion

Instituts pédagogiques

Recyclages Ateliers (Syndicats des profs)
Centres Pédagogiques (Teacher Eéptre)
Consortium = ° ‘ \\ N

AN

i

~

- , N
l TV N

~les objectifs.

n

4, - évaluation

3. actualisation des stratégies.

Chdque systéme doit permettre la suite d'événements suivants:
y R\ yant

J \

- NN . \
1. détermination des objectifs (en termes de comE?rtements)
. . \ - .

!

: ' > Y
2. déyeloppement de stratégies alternatives pour atteindre

!
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as - L0 .
In&éntgire des beégins professionnels :

v .
2

Composition et Surveillance formative
administration d'un* - directeurg 7 X
sondage ou - profess@&irs
| gquestionnaire - facilitateurs
‘ - spécialistes
| 4 .
: Pré-fonférence : - analyse d'in-
Obgfrvation , teraction
N Malyse~ - “s. (Flanders)
ratégie ~ Popham -
" | Post»eonférence * Objective
(e : Analysis of
Instruction
- Spaulding: ’
i Basé sur les Coping Analysis®
compétences . - Analyse des taches
L’ pédagogiques - Analyse du
C.B.T.E. - [ contexte
\ / |
. BESOINS . -
OBJECTIFS (Houston et Housam)
: ' 1972 - '
!
ConnaisSance Performance =  Conséquence Affectif
» l ]
~ /,
i 3 e
& g
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€




Quelques exemples cités dans le "Florida Catalog of Teacher Competencies'.

@ i

¥

/ ‘ . ' ¥ )

Discussions:

. 70 - varie Jla-.présentation‘de la legon en adoptant .
différents genres d'interaction.

.

83 - encourage 1'utilisation de la langue parlée. .
190 - controle la discussion et les autres activités de 1a classe
de telle sorte que l'ordre soit maintenu. .o
_M_}34 - donne des occasions 3 ses &éléves d' observer, discuter, et
' d'évaluer le travail artistique des Eléves et celui des
' professionnels.
347 - utilise le jugemen't personnel des &l&ves polr T -
développer le jugement esthétique.
354 - résumé les opinions des &léves sans commentaire
éditorial. : .
. 1392 - développe de nombreuses occasions pour 1l'utilisation
: de la langue pér les élaves. \
528 -

facilite le dévekloppement de '1' expressioﬁ de soi-méme et de'
la communication orale efficace par chaque étudiant dans

a . g/,classe.
#7553

trouve des, sujets de discussion stimulant.

586 participe facilement dans les activités de la classe.
e 7, ‘
S

598 -\conduit les discussions efficacement.
/ b8

A
N _
,-\ . ,
. - .

1069 - incite les &léves' a examiner et clarifier leurs valeufs
\\\\\ en utilisant la conversation et les qﬁesqions.

1126 - modifie 1'idée qu'un etudiant a exprime au moyén de la
paraphrase. : e “a
/ ’ / ~ '




' . "Florida Cotilog of TFuacher - Compeeencies”
' . R ‘. o
‘ 1 TP 41,31 600 - focus the d i‘::cm:::m,u._l.o.ndnimizo irrelevaut
i ! ) B 33 . dipgressions, r
b . CH 4 ’ Soureus St.nford Conter For ]’6".-.-17(“\ and \
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Exemple o Lmlt, (j(' "l, 'etde sur les besoins de ’
mlm t.mnu(nunt dx.s c-n:.(JL_u.mrs ‘r.nwo-'lmltoblln"

.

Inportance neeerdée

Ce buesoln

e

a ¢été comblé

St

- (H de d 'V(‘lum-ul dos r(.'(!unquo-' ¢! ev‘l—u

- ", ¢ L Jealien senthe iy (Cvasloat fon Jdoe fin s
© d'undté scolilre, o semestre) , 1 2 3

S {2) - & éviluer 1o progris dans 3O .d8-
~ voln-»p.,munt peycho-moteur qui aide aw . ..
T forfet ionpene nL intelicctuel dc 3 B
S~ 1'enfant -1 2 -
. -
?‘ (&) d'cvaluer le plogru, du dcvvlnpp(z—
) mert affectif de l'enfant - ‘
. } ).
_A4) d'évaluer chez 1'enfant le progrés
dv, sy dfveloppenent ial dans ses

AN\

+ clasze (ex.t 1l'utilikation de socio-
L4 .
srammes) T .S

2T (5) d'é évalucr le proprés chez 1 oafsd
. d¥isa maltu:’y "m/S‘Ilis.
\.g,L«.n:

i Q:.:ale-f, )

1 . (6) d'évatuer chez 3 LnfunL le pr'vs'rr‘m
N R ede'sa upiteine de 1a L.mrno 'n;'lniw -
R _ tant orale yu'écerite 1 L2 -
) « f . J‘r
A . . . - I
RS (')'Q dfutilizcer ditfdrents penies (!(./
Y questions A 1 'intérienr d'ui test en

sichant les avontapes et Jmlh". de
(.h wue genre dee question ((-5‘. i disspr-
Y ation, choix-mtipled, veais o

7 faux, répouscs libres, cten) - i

. o \d _ «176)
- S~ (8) d'{-vnluc:'\ progriu \de¢s Ctu- ) " /
U - o diants dans la comalgsance ol la \\ : -
EA compréhimsion v la matiére enseignie 1 2 3. &4 l .
. “ ) : © . (178)
- (9) d'évaluer le. progrés des éti- )
ot Co. ¢ Lvmt& d'm., 1’ .zmuu.ation des comais— ) PR

Y ‘t‘ivrc onsviynoc d.ms lru ',iug..xtmns - - )
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Exemple du développement de
- . ’ quelques compétences pédagogiques

) _____ _ Regroupement de compétences: docimologie )
T—)=f’v‘ |
| ™~
’% ) Niveaux d'@ducation 1) maitrise des connaissances. .
. . 2 2) performance en contexte simulé ‘
! . ' 3) performance en contexte réel ///
| bod 1
‘Compétencés R ‘ Etapes de développement - ﬁ
] ‘ . = . .
1) Le professeur peut choisir le A Module 1. Objectifs
tést standardisé ‘convenant ‘
3 une situation, spécifique . Pré-Test
dans sa classe,
~ Activités
. , \ ~ ? d'apprentissage N
- ‘« 4 )
/ Post~Test S
2) Le professeur peut admiffistrer Module 2.
yne varzété de tests sy¥andardi- . g
.- gés selbn les procéduyes acceptées
; pour dgnner une just¢ mesure du %
B 7r0upe . \ ’
/ ! / | . L '
3) Le professeur pett interpréter Module 3.
- avec précision’les résultats
des tests-standardisés '
. administrés 3 ses cljssei.
L~ ' ;

]
/ .

/ IS i . * ‘ f . g( 1




/ ‘ \\\\
/ Etapes de développement - - '

M T ——— -
) v 3 ——— -

Module 1 (Pour la compétence #1)

! ~ . -~
'Le but de ce module est de préparer le professeur en exercice d choisir
/des tests standardisés convenables aux classes dont il 3 la eharge.

. »

Objectif d'instruction: RN
= / ( »

L\etudidnt pourra décrire comment les tests

. 1. standardisés different des
autres éests en termes d4' administratlon, de correction, et de composi-
tion du test. 3 -

2. L'dtudiant pourra recdnnaitre les occasions oii /' utilisation d'un
' test standardisé est indiquée, ! i
s / ' r
3. L'&8tudiant ‘pourra reconnaitre les occasions-oti l'administration d'un

/i> test standardisé n'est pas concevable. : :

v , \t\\‘ «
o 4, L'8tudiant pourra,;&éé:er les tests en| caté&gories d'aptitude, de:
-4 rendement scolaigg{’ou de personnalite

\

ek

/ ‘"‘\
5. L'&tudiant pourra identifier et classer les situations comme etant
‘ plus}convenables 3 la mesure de 1' aptitude, du rendement scolaire‘

l L/p d la/personnalite. |

L
L' et {ant pourra utiliser (selon les mérites rélatifs de chacun) les
doeuments suilvant comme sources de revubs sur les tests:

:
\\ w |
! . - :

o . P
ra) les manuels des tests , }
: b) Burds: Mental Measurements Y earbooks - ‘
- ‘ ¢) Educational and Psychological Measurement I,
\ +d) Journal of Consulting Psychology N
. . :
. i
T —— e e oem ) .- . P » ;," . e - -
\\ .
’, * . 5 3 .
e ) : | i
. \ e \
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Module 1. (Pour|la compétence #1) - ' .
| )

-

.
. < s 3

Activités d'apprentissage

1. Bande magnétoscopique EDR 401-003: une conf€rence de 25 minutes;
une démonstration par le professeur des différents types de tests

»sqandardisés et*des situations dans lesdquelles ils sont utilisés.

v

€

e

2. Bande sonore avec diapositives EDR 401-St 021z trois présentations
de quinze minutes illustrant les caract@ristiques généralqs des

° tests d'aptitude, de rendement scolaire, et de personnalité. ~
. |

3. Lire: ‘ R C U 7

-~ A L
‘ Lindeman, R.H: Educational Measurement. Glenv}ew, Illinois: Scott
. Foresman, 1967.. pp. 113-114. )

Lindvall, C.M. Measuring Pupil Achievement and Aptitude. New York: e
Harcourt, Brace & World.: pps 136-137. ,

- By § 3 M . -
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STRATEGIES FOR IMPROVING \
CONTINUING EDUCATION FOR TEAGHERS -

' “ TERRY McKAGUE
' Executive Assistant

Saskatchéwan Teacherd' Federation. -

£
iﬁgte are three strategies for cont1nu1ng teacher educatlon wh1ch T
would like to discuse with _you this morning The first is perhaps the mos t
co nly used device for renew1ng teacher competencies and updating teacher
knaszedge, namely in-service education. I'd like to save it until last.'
Thd second encompasses two projects which, while different in content,
are suffi'ciently similar in format to be considered together. These I've
callled school-based, interprovincial projects. /e

. .

~

Th& last “one, whrzh I'd like to discuss first, may be new to you because
it has only been attempted jin a comprehensive way in two provinces "that I
am’aware of: British Columbia, where it's referred to as a Learning
Conditions Project, and Saskatchewan, where we.call it our Teaching-Learning
Conditions Project, or TLC. The major purpose behind such projects is not ) .
to provide for the continuing education of teachers, but to ‘attempt to
improve the conditions under which teachers teath and students learn. ‘

What is interesting about such projects, hogever, is that they can )
be a very effective means of hav1ng teachers asséss the influence of these
v , conditions on whatvthey are able to do in their classrooms, and consider
the question of whether or not changlng the conditions under which they
.operate would necessarily have any effect on their teaching. It forces
,~ Lteachers to examine their styles of teaching in the 1t~ of the situation .
in which they find themselves, thus serving as a Starting point for professional
development activities. i
- As you know, a frustration experienced by many teachers, particularily -
. . beginning teachers, is that the teaching metHods they have been trained to
use lave only limited applicability on the job because of the situation in
", which they find themselves. The nature of their training and the philosophy e
of recent curriculum guides tends. to assume the existence of such factors as: ©

. .

able class size, ,

sive materials and resources, _ \\é -

for preparation, for evaluation, for planning with other teachers, -
+for consultation with students, .
am assistance and supportive supervision from administrators and
sultants, and °* oo } ‘
tunities for, professional growth.

56 (-

’

/7




- Y
In the absence of these conditions, teachetrs are obliged to miodify their
_teaching Etyles to the point where they feel that their backgroinmd and training o/
is only Helng marginally utilized because they are prevented from carrying ) /
out the kind of teaching they would like to engage.in. They begin to develop
guilt feelings about the discrepancy that e€xists between what they would like
to see happening in their classroom and what they do see happening, largely
' bW ause Fhe conditions they are working under do not permit the kinds of
\\ activities they feel should be‘taking place. ~Thus one finds: |
i " ’ .
- Elementary teachers whose attempts at grouping and 1nd1v1dualizatlon
are” thwarted by large classes.
- Secondary teachers. whose ‘desire to initiate group progects and independent
' study is hindered by a lack of suitable ‘resources and inflexible class
. . chedules. . ) o L
- Beginning teachers who are supervised only infreqhently and usually for

' BN adminigstrative purposes rather than instructional improvement.
»
- o
.aQTeaching-Learning Conditiops Projects aré.intended to:
- o -~ _
.- }. Identify those cond1t1one which teachers contend are preventing
.them from functioning in the way they wouald iike to function.
‘ 2. Attempt to determine what minimum or ideal comditions should
3 »
. apply. in each of the areas identified.
B ! 3. Undertake a program of refediation.

While there are some conditjions that are applicable to almost all teachers,
local cirtumstancds frequenaly dictate the particular situations that teachers .
- encounter. Among urban teachers, class size and lack of preparation time are
gommon problems, while on the .part of rural teachers the teaching of multiple
\\\¢~“\‘§?a&es,,laggﬂgﬁ_sup rt services and an inability to specialize because of -
. .. declining enrolments Yre frequedtly mentioned. , Inadequate resources and ‘ .
v ‘inappropriate superviskon appear to be common to both groups.

1

earning Conditions Projects is
e conditions real differences
sroom activities.

< . "The most difficult task faced by Teach ng-
béing able to substantiate that by improvin |
will. be achieved in the nature and quality o
N .2' ‘e b\\ . )
It is not dijficult For teachéers to.docufent what happens when class sizes
. are reduced, specialized help provided or préparatipn time increased. The
‘ classroom atmosphere becomes more relaxed, thé geluctant student becomes more
involved, a variety of learning accivicies can be attempted, with the whole
eXperience being more rewarding and less demanding for both Ceacher and student.
But this kind of subJective data is usua}ly noc considered adequate in
supporting the claim for improved classroom’conditjions. What iq needed is

-
%
B

v ~ eyidence that &ill substantiate the contention that . - » -
< . : . R -
A. diffcrent things take place in classrooms dependingfon the nature f
\ of the 51buat10n which prevails, and that -} 4,

’, . »

B. better things areﬂCaking place in. those tlassrooms.where ékemplary

: -
. ' teaching leafrting conditions ¢an be Found. N O
e ' ' N
'3 o . .
\ , . N~ - 5 s \
Q . . 53, . oo
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their teaching styles will be very limited.

WHile the first of these can be investigated without any pre-
conceived notion of what constitutes a good classrdbom, the second requires
some conception of what is meant by quality education.

¢ontipuing education of teachers --/attempting to arrive at criteria for
quality education which can be reflected in classrpom activities ‘and
convincing teachers to engage in those activities which contribute most
to the agreed-upon criteria. Unless teachers become committed to a set
of educational.ideals, are aware of how these ideals can be manifested
through pertain classroom procedures, and have onortunities to gain
experience in the use of those approaches, the like%&hood of modifying
14

It is this‘aspect of the TLC g;g;gct which contributes most to the

To change teacher behavior in the classroom, it seems necessary to )
engage in the following steps: _ i
- e —
1. Describe those activities which represent an ideal classroom p
R situation.
¥
\ 2. Determine what these activities have in common —-- thus arriving
at some general criteria for quality educatipn.

3. 1Identify the teaching styles which best reflect the criteria
that have been agreed upon. !

g ©

4. Examine the teaching styles presently being used in order to

determine how clodely they approximate the exemplary teaching
styles. .

- .
-
v

Attempt to narrow the gap between real teaching styles and ideal
teaching styles by’ > .

- »

wn

- modifying the situation which’ may be restricting what a
teacher is able to ao, and

- .providing opportunities'for teachers: to become familiar
with those teaching styles that ¢ontribute most to
quality education. ~ !

*
.

-

To carry, out these steps in an empirically defensible mamner is
obviously a very formidable task -~ as we ‘in Saskatchewan have been
discovering ~- but the approach does not havé to be .undertaken on an ,
all-or-nothing basis. It is possible, for example, to agree on quality —"
criteria that have beeﬂ’ﬁEVElgged by others, rather than starting from
gscratch to de erfiine one's own. Many of the reports of provincial
commissi or local surveys on educational goals can be used as starting
points” for arriving at quality indicators.

-

If one s prepared, for instance, to accept the four criteria ,
outlined by Martin Olson, namely Individualization, Interpersonal Regard,
Group Activity and Creativity, one can discover as a result of his
research what classroom activities are agsociated with each factor and
attempt to bring abaut improvements ‘in- the light of these.

B
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~ We have d;SEOvefed that simply making teachers aware of Olson's

% . findings has created an interest in the whole area of teaching styles
and a desire to become faniliar with some of the newer approaches to
teaching. In response to this interest we dre including among our non-
credit courses this summer workshops in the areas of questioning strategies,
group processes, classroom evaluation, role-playing and simulation. If
the reason teachers are not using these approaches to a greater extent
results from their unfamiliarity with them, these workshops should help
to overcome that deficiency.

A . . lf

One problem that can be anticipated’f?gn a workshop whose focus is
the behaviour of individual teachers is that teachers attendlng/the
workshop and becoming enthusiastic about these newer apg;gacﬁes may be
returning to a school situation that is not supportive of what thgy

. would like to do. Although teachers are relatively independent within
their classrooms, they cannot overlook the views.and expectations of ,
/ “those who are affected by their _classroom activities.

Because of the importance of creating a climate ﬂn the school that
| is supportive of change, focusing o it that includes a group of
teachers, the principal and possibly/ outside personnel}may be more
functional in bringing about sustained innovation than concentrating on
v a single individual.,

.

o

School-based Interpfovincial Projects . S ‘

NS

~ I think that is one of * the reasons for the success of the second

type of strategy -- school-based projects carrled out on an interpro-
vineigl basis. As examples of this type of approach I would like to
deal With two projects —- Project®Canada West, one of the regional

activilties under the Canada Studies Foundation, and the Interprovincial
Schoolj Evaluation Project —- carried out recently in the three prairie
provintes. > . .
B I lsuspect all- of you have some fam111arity with the prOJects
suppprtled by the Canada Studies Foundation, such ag Project Atlantic
Canada,| the Ontario Projects, or Project Canada West: Because I'am most
familialr with it, I would like to limit my comménts to Project Canada
L West --|a*five-year undertaking involving fourteen sub-projects throughout
AN Western|Canada that is presently winding up its activities. i
The¢ focus of Pxoject Canada West has been local curticulum develop-
ment and the creation of instructional materials related to the theme of
the Canadian urban environment. The project ‘'was based on the assumption
that full-time classroom teachers could syccessfully develop and dissemi-
nate cufriculum materials. Although functioning autonomously, these
teacher$ were provided with financial support, released time, consultative
a551staTce and a network of participating projects that proved to be
unique to curriculum development in western-Canada.

[
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The following"feargré;/fﬁgr;:rerized most of the PCW projects:

. P -
~ teacher partiéipatioﬁ in every phase of the planning,—~
- a climate of cooperation and mutual respect, g
~ delimited field of activity,
~ budgetary responsibilities,
- emphasis ‘on the needs of students, specjific program objectives,
' appropriate content, suxtable materials, and desirable teaching
strategles,
~ opportunities .for research and consultatlon,
~ systematic dissemination of project results, ,
o - - a-central body to coordinate the various projects.

‘The results.of Project Canada West can be seen in the development
_of principles, processes and products for curriculum development, for in-service
education, and for program evaluation. Any school or school system involved in
local program development would do well to becomeé familiar with the methods
used by Project Canada West in achieving such a’high level of refinement in its
recent undertakings. i . .

Of importance to us herge 1s .the effect that participation in such a project’
had on the teachers who were ifivolved. In this regard, 'we can turn to the
findings of a study by Peggy Burke from Saskatoon, who examined the professional
groWwth experienced by teachers in all the sub- -projects and attempted to identify
specific behavioral changes associated with involvement in PCW.

Her findings are reported in terms of 9 categories derived from the litegrature,
with comparisons being made/befween teachers who had been original members
project teams (Group A) and those who had been subsequenfly recrulted
(Group B). Table 1 illustrates these findings.

It can be noted that, with three exceptions, teachers who were involved
with Project Canada West for a longer time exhibited 'to a greater degree the
behaviors commonly associated with local curriculum development' increased
professional activity, especially activities intended to change the behavior
of fellow teachers, to communicate program changes to the public, or to
implement changes in other subject areas; changes in their own teachlng
stategies, and involvement in decision making.

y .
On the other hand, teachers newer to the project (Group B) scored ﬂigher
on those items which reflected a change in attitude toward thejir profession,
toward research, and toward curriculum development| in general. Assuming that
‘at one point this was:also true for those in GroupM, it could be concluded
‘that a change in altitude is a necessary prerequisi%e\i:r long-term involvement

in a project of this type. Without such commitment, comtinued interest and ~ \\\\_\
participation wcyld simply not be sustained. . )

-
. -~
y )
A
~ N .
v

IMsrgﬁerite Burke, '"'Professional Growth of Teachers Participating in
Project Canada West," M.Ed. Thesis, University of- Saskatchewan, 1973.
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In this respect, the expectations of various reference groups can
have considerable impact. Because of the nature of the project, teachers
must have felt a considérable degree of pressure ‘to succeed, despite
frustrations which from time to time they probably encountered. Being
selected for inclusion in the project, having the assistance of interested

7 consultants, attending conferences and workshops, making presentations
/J//aboug/théii project -~ all of these factors must have dictated that the

| /prdféct had to stcceed. And succeeg it did, if/fgg/probably know.<

Many of the elements which contributed to the success of Project
Canada West were also present in the nférprovincial School Evaluation
Project (ISEP). This was a twof%gaf/iroject made up of fifteen schools

PN in Manitoba, Saskatchewar!, and. Alberta, schools that engaged in an
(/\ evaluation of their total program or some aspect of it. Selection of |
the participating schools varied from one province to another, with most
projects being selected as a result of competition.

Unlike Project Canada West, ISEP was not part of a léiger organiza-
tion which could provide direction and financing. Without a central
agency, coordination within and between provinces became a major comsid-
eration. As well, the provisidn of sufficient funding was also a concern, _
although in time adequate sources were found within each province.
Despite the fact that the project prided itself on its developmental,
grassroots nature, there were occasions when the financial and adminis-
trative advantages of a sponsoring organization would have been most
welcome. '

No systematic attempt has been made to measure the professional
growth of the teachers involved in the ISEP project. I would suspect
that variations in .the value teachers felt they derived from the project
would depend less on the length of time thegy were involved and more on
the nature of the project within their own schools. Some projects were
highly complex undertakings involving considerable effort and expertise
on the part of teachers and administrators, and including the participation
of students and community members. Other projects were much more limited
and simplistic in their design and operation.

A difficulty encountered by many of the project schools resulted from
the rather amorphous nature af program evaluation and the realization
that many of tpe theories in the marketplace had little relevance when
applied to the realities of educational life. Although much has been
written in recent years about school evaluation, there are surprisingly
few strategies available to assist school staffs in the performance of
this function. Had it not been for the PDK Goals Kit, for example, a
number of schools would have been at a real loss, since many of the
consultants had had little experience with this kind of undertaking.
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In their excellent monograph, Developing Evaluation Systems in Schools,2
Riffel, Schalm and Hersom summarizé some of the comments made by teachers in
a final section entitled "What Did Teachers Experience in ISEP Projects?':

<

3

1. Practical‘éxperience gained in evaluating a school program by

applying agreed upon procedures and instruments to achieve ~
specific purposes.

2. TFrustrations experienced in determining the purpose of evaluation
for that school, in dealing with constraints of time and budget, -
in developing instruments, and in collectlng and analyziﬁg data.

////,/&T’,f;;;;ase communication among teachers: within each staff to

share ideas, opinions, and concerns more freely; among schools -
to share evaluvation aims, procedures, and materials.

4, Particlpation in seminars and conferences which initiated personal
. contacts across provincial borders and identified comman CONCerns.

5. Involvement and commitment from all members of staff, with the
emergence qfuiggdership in small committees,liﬂg’g,sgnse of purpose.

Let me conclude "the discussion of these two projects by f:hicating some ©
guidelines derived from those features of both which contributed most to
their success, guidelines that should have some applicdability for similar
types of prOJects. : 7
1. Engage in an activity which is topical, pertinent to éhe teachers who
will be involved and of interest to the larger educational community. /
) ¢
2, Provide the types of considerations which are appropriate to the
nature of the project:

[ -
*

local decision-making responsibilities

administrative support and consultant assistance

adequate financial resources \
- opportunities for professignal development and the exchange

< ™f ideas with teachers engaged in similar projects

\

3. Attémpt to meet the needs teacher$ have for esteem and recognition:
- competition bétween schools for inclusion in the project
- opportunities for describing the project and disseminating
the results

- appropriate publicity concerning accomplishmenté '

[ 4

ZRiffel, Schalm and Hersom, Developing Evaluation Systems in Schools: Organ-
izational Strategies. Available from the S.T.F., P.0. Box 1108, Saskatoon. ~
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4. Limit the scope of the activity to that which can be concluded
within the constraints of time, personnel and resources imposed
upon .the project.

5. Clarify expectations regarding time-lines, responsibilities to
funding agencies, docq@entation of the process, and the nature
of the product.

6. If possible, include all the teachers in the unit which will be the
focus of the study.*

— Y

7. Recognize the importance of leadership and the need for coordination.

-

!

8. Involve those people who are interested in or would be affected by
the project or whose continued support is necessary for the project
to succeed.

9. Ensure that outside people function in an advisory and consultative

capacity, so that final decisions remain within the group.

10. Be prepared to encounter the kinds of frustrations which typically
accompany a developmental project, where outcomes are not pre-
determined and where whim and fancy may_take you down untrodden
paths beset with traps to lure the unsuspecting.

I would be reluctant to recommend this type of school-based, interpro-
vincial project if I felt it had to be done on as large a scale as the two:
examples that have been cited. -This kind of approach, for instance, does
not have to be carried out on an interprabincial basis. While there -are
certain advantages inherent in provincial cooperation, there are also
certain_difficulties which this kind ¢f structure imposes.

o R

What is important is the feeling created in’each participating school
that it is part of a larger project in which other groups of teachers are
involved in similar activitie§“and probably experiencing similar concerns.
I think one of the reasons that many innovative projects never realize
their full potential is the fact that those engaged in the project are
going it alone, without the contact or support of other groups engaged
in similar ventures. . .

N
<

4

<

The beneficial effect of a netwdtk of sub-projects is not dependent,
however, on the size of the geographic regfon. It can be achieved just
as successfully within a province, withima region, or within a school
system. In fact, some would contend that the smaller the network, the
fewer the problems of coordination  and support.

In addition to the creation of a series of sub-projects, I woulgd
recommend that: . ' .
- agreement be reached early about the major focus for the project
- schosls taking part do so on,a voluntary basis . )

- assistance from consultants outside the project schaols be obtained

: > 6o
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-~ funding be provided to enable participants to attend seminars,
visit other projects and disseminate results
- the cooperation of all organizations and groups affected by the

project Be solicited. . <e\a
If you feel that these possibilities can be achieved in th rea
from which you come, there is no reason a prOJect cannot”be under taken
which could rival either of the projects mentioned here, and provide an
on-going focus for the continuing education of those teachers who could
be involved. If the initiative is Fhere and the process begun, the
results can be truly gratifying

’ In-Service,Education
N

the asfumption that, while some people here have been or will be involved
in the kinds of projécts we've just been looking at, all of us likely-
have some responsibility for in-service education. It remains the
backbone of the continuing education of teachers.

— . .
;Z?t/mé‘\‘!n now to the topic of in-service educatiot\n I do so on
k

I also do so with realization that the likelihood of my saying -
any thing new on the topic is pretty remote, since there appear to be few
recent developments in the organization and delivery of in—service
programs for teachers. ' '/.

I recall my disappointment a few years ago when I attended my first
ASCD Convention and s1gned up for 4 seminar entitled "New Directions in
In-Service Education'", to be given by a noted American’who had written
at least one book on the subject. By the end of the seminar I had to
conclude either that there were no new directions in in-service education
or that the practices considered by most Americans to be: innovative
were,” in fact, commonplace in most parts of Canada.

Although there js-a "general concern among Canadians for the improve-
ment .of in~gervice e cation, I.think we can take considerable pride in
what has been accomplished in this field over the years.

Let me begin with the follow1ng generalization.

To be effective, in-service education should fill a need
teachers have to acquire certain skills an#l knowledge which
they consider will be baeneficial for them, particularly in the
immediate future.

That seems pretty obvious, and yet it is a prin iple we jof ten
overlook when we begin to organize in-service activities. nstead of
trying to identify the needs that teachers do have, or attempt to

instill in them certain needs we® feel they ought to have, we assume that

we know what their needs are and set out to design in-service prografus
accordingly. oo

|
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, As a result, we are often forced into the réalization that our efforts
have been somewhat less than successful, an occurrence” that is likely due
either to.our misperceptions about the needs that teachers have or our
inability to design in-service programs that are appropriate to meet those
needs. . .

+ One need we often fail to recognize is the need most teachers have for
time to, relax and enjoy themselves during their hon-teaching hours, a need
which we overlook, in ‘not %p51sting that in-service education should take
place within the teachers' work-day, work-week or work-year and not beyond
it -- a recognltlon that in-service training is sufficiently important to the
perfprmance of the teacher and. the effectiveness of the school that it
should be considered an integral part of the educational program and not
somethlng that is tacked on after school, on weekends and during the summer.
We've come to acknowledge that principle with respect to currictilum
development, but we still haven' t heen able to achieve an equivalent status
for in-service education. .

4
It is possibl®, I think, to identify to some degree the general needs
of teachers which can be met by 1n—serv1ce activities. Three of them come
immed iately to mind: . s

. »

1. The need to exchange ideas and experiences with other teachers.
2. The need to become updated about newer’ tedching teehnlques and
) practical classroom strategles.
3. The need to acquire skills related to the 1mplementat10n of new
programs. . o
’ ¢ . ~ v
What is much more difficult to do is to ident&f@ the particular, and
! sometimes tenuous, needs which teachers have. We Know, for example, that
needs arise from a change in the claisfoom situatjon:
- the decision to try a new reading series
- the addition of children with learning disabilities
Lo T the move from a self-contained to an opén space classroom.

We also know that needs result from incfeased responsibilities, such as:

- having to work with other teathers yn a team situation .
- agreeing to develop a new program for a special group of students
- taking part in an evaluation of sghool-community relattons.

We recognize that when these kinds of cllanges occur teachers become

motivated to secure additional infformafion, to seek out consultant help

and to acquirg newer skills. We know fthat, at this point, in-service K
¥ education can pgrform a very valuabl fynction. ’

. at a system-yide institutg or prgvjncial conference is prqggb}y very. slight,
since in-service at these kinds off meetings is typically gedxred to a much
more general level. If thls As t case, then what is the wvalue of such
activities as teachers'’ conventl , professional days or subject arei

T :
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conferences. Such activitie§, I would contend, are valuable to the

extent that they can do one of two things: Respond to the needs and -
. interests that are descriptive of the majority of teachers, or create

needs which, through a well-de51gned.in—serv1ce program, can be, satlsfied

\\\\\\\“\~\:A This business of the creation of needs in teachers is something )
that perhaps deservesa little more attention. Although initially the
idea sounds™at. best manipulative and at worst subver51ve, there is -~
nothing unethical or unprofessional about trying ‘to instill in teachers
certain needs which, in our opinion, they ought to have. As with most
people, teachers will not go out of their way to entertain new thoughts,
contemplate divergent views, or attempt untrived approaches, unless
someone or something prompts them to do so. Inertia is a very powerful

,ally of most teachers.

Recently I heard a panel of high school students commenting on the
'methods by which they were evaluated in grade twelve. H41lfway through
the session I found myself coming to the realization that these students
were being evaluated in almost the same manner that I had been when I

. ~was.a student at ‘the same school almost 20 years before. A tragic
situation, if it were true, because it meant, assuming that the methods
of evaluation are con§istent with the methods of instruction, that these
students were being taught in the same way as I had been taught when I
was going to high schodl. 1In the face of “such disclosures, it is no
wonder that I keep asking myself -- what does it take to make some .

* teachers realize that what might have been acceptable 20 years ago 1s
simply not acceptable; today?

That's why I contend that in-service is only doing halT~theg job if
it simply responds to the needs teachers already have. It has a legiti-
mate functidp’ to create needs where none exi'st in order to get teachers
at least/thigking about what they are doing in their classrooms. But it
musit do more than just "unfreeze the system'", to use Léwin's analogy.

It must provide a mechanism for movement.to a.different level, the
skills needed to perform comfortably at that '‘level, and the support
required to maintain that level without continued interference.

The power of in-Service will never be fully exploited if wé’restrict
its operation to a response mode.: Only whHen we have explored its potential
as an initiator of change can we say that it has truly realized its full
capacity. . .

We. have, then, identified two prerequisities for effective in-

Service education: :

\ ! -

. - the need to become familiar with both the general and particular
needs which characterize teachers in order to undertake programs
that will approximate such needs o

’ - the recognition that in-service educationcaii be used as a tool
to generate teacher needs, thus serVing as its own motivation. ~

$ ) ) P
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some empirical evidence that pertains to this subject In a regent
survey on in-service education in Saskatchewan, conducted in 1973 by the
Department of Education, teachers were asked their opiniopns about the
delivery of in-service training. 3°Table 2 illustrates the\ir preference
for the type of in-service activity, while Table 3 indicates teacher
perceptions of the effectiveness of vario-.@%rOups and individuals in

Let us continue our search for in-service strategts by examining

conducting in-service trainipg. s '
Having described the opinions of both teachers var(d administrators,
Y the report goes on to develop a series of principles which it contends ‘

- should underlie any provincial plan for in—-service education:

l. In-service training should be viewed as a process for -con- v
tinuous professional renewal. .
2., In-service training, to be effective, should be systematically
Yplanngd and conducted.
3. -gervice training requires the constructive involvement of
teachers in defining their, own learning 'needs and satisfying
those needs. .
4. In-service training activities should be delivered at the local
" level wherever practicable. ‘
e 5, Participation in in-service training -should be voluntary.
: 6. In-service training should be conducted by those most competent
to do so, regardless of their institutional affiliation.
7. In-service tyaining should be concerned with solving practi\c’al
problems experienced by the teacher. - \
R

In outlining An in-service approach for Saskatchewan, the author‘é'
make a distinction between those activities intended primarily for
program implementafion and those designed to enhance professional develop-
ment. They then divide the major responsibilities.for in-service education
. between the Department—of Education _and”the Saska tchewa'n‘“l‘ee% !
Federation, with the Department being respoﬁﬁlrfor\ ogram implemeri-
tation and the S.T.F., professional development. In dgtgwehey ) .
acknowledge that while the universities and school boards should be
involved in the pr\mrision of in-service educatsion, they do not have the
primary responsibility for its delivery

- -

b + ¢
'I'he distinctiqn that is made between program implementation and
professional dgyelopment can be useful in examining the extent to which
in;iservice trgdning can be systematically organized and conducted. I,
would ‘contend/ that the implementation of pew-programs ori inating from a
central sourde is much more amenal;le to a coordinated effort than are
! éctivities imed at p%fessional growth. In fact, if one|believes that

-

/" "out in res onse to local né\d(s: and concerns, then any attempt to, subject

these aétjvities to external ontrols would be a violatio /o;th&s
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~ nature and timing o

the case qf provinéially developed pgig;ams, however, one can

make the umption that-onge a new program has been introduced the
majority of teéachers will want to become familiar with it. While the’
implementation may vary from one jurisdiction to

another, it is possible to undertake a coordinated approach for thé
dissemination of the new progr )
N . .

¢
e

The .methods which have been used o ﬁheayéars to familiarize
teachers with new courses are as numerous and varied as the resources N
and the ingenuity available to educational officials. Amongithe most
gommon approaches are the following: - ’ )

— - "8

- field, testing and the'usé of pilot pro}gcts

\ . + — orientation sessions lasting one to thre%ﬂdays . e

', - di'ssemination through regional offices and curriculam agsocﬁftes

v "~ training of supervisors and administrators .
~ provision of credit and non-credit gourses ( .
-~ regional workshops, weekend retreats \
-~ provincial confe efices, institutes and conventions - v L
~ activities of spécial subject groups 4 .

- identificatione;yd training of teachers to function as resource
‘people in theiT own schools. T )

A recent approach, currently being used in Saskatchewan’ to acquaint'
teachers with a new program in environmental‘educgtion, has'been to
selec®ga number of teachers from all parts of the province and provide
them with an intensive three-day workshop. These teachers are then
freed from their -elassrooms two days a month, with the-Department of

Education paying for their ‘subsfitutes, so that they can get into the
field and familiarize teachers with_the new program. Coordination of

their efforts is being done through the regional offices:

-

Since this endeavour_wasg only begun last November, -it fgttoo early
to make an adequate assessment of its effectiveness. .Because it does
incorporate a number of the features of desirable in-sgrvicgt‘u?have
high hopes—that it will prové effective, and that it serve as a
“prototype for the qisseminatiéﬁ\qf other programs in gig\future i
« e . - AN )

. There is no d0ubt,#hqwever, that despite the success of this kind
of approach, program aébgloﬁmeﬂt‘in the province will always'be considered
to be fragmented and incomplete. Some teachers will have more than
their share of chances to become aware of new courses, while others will
probably go wanting. Some teachers will take advantage of voluntary

-opportunities for in-service ‘training, while others will wait to have it
served to them on a silver platter. Some teachers will urge the Depart-
ment of Education to design a centralized approach to program implementa-
tibﬁ, using full-time departmental officials as consultants. Other
teachers, however, will comment that.as professionals they should not be ¥

subjected to this kind of aternalism and that besides, no one ever 'sees
department consultants on#g they.'fe appointed anyway.

N
,
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And so it goes. Obviously there isfﬁo one:Be t lay t%;?covide foo N
the in-service of teachers. ‘ N
. What is heartening at this point is the realization that in almosJ \\\

every' province in Canada people are sitting down and talking about the

delivery of in-service education. They are trying to analyze the concerns

‘being expressed by teachers,' administrators and trustees. They are

seeking solutions which may prove effective in meeting those concerns}

They are experimenting with different approaches to in-service and /

attempting to evaluate their relative success. And they are trying Jd

come to grips with determlnlng the roles and re‘pon51billt1es of various ¢
agencies for the coordination.and fundlng of in-service activities.

Through this kind of dialogue and debate one can only hope that new
insfghts may be discovered and new directions found for the improvement
of in-service education. To those of you who have been or are presently
involved in this type of undertaking may I extend our best wishes for
your continued success. We salute yoyr efforts and look forward to
hearing about the results of your deliberatioms. ‘

Throughout this talk you've been subjected to many sets\of principles
and guidelings related to the continuing education of teachers. With
your permission, I would like to conclude with a few more: . - )

> . R P

1. No major strategy for the improvement'of continuing E:;;%;gLM’(/I//¥/
education ssful-without full inter—ocrga onal \\\

_~cobperation and support. Because of my own background in a

e province where there is continuous dialogue and discussion ™
\ among the organlzationé concerned with education, and where a i
-\ spirit of cooperation is so very much in evidence, I find it
\ difficult to uﬁderstand‘or\to appreciate the situation in some
o other provinces where this,6is apparently not the case. For
\ without such interworganizat1onal support no large-scale

\, attempt to effect changes in the nature of continuing teacher
education will realize the potentlal of which it is capable.
In this day and age for an organization to try to ''go it alone
\is little more than sheer foolishness.

1"

. '

-

2. In\dewising strategies for improving continuing teacher education,
don\t get too hung up on the issue of who controls the project.
I just can't get as excited as some people do about 'the impor- T {
. tange of teacher control dr thie need to avoid hierarchical
strygtures. &f teachers ,have within their midst the necessary N
P expertise and the requirea\resources to carry out a program . “
aimed at their own improvemen all the better for them to keep -
control of such a.venture anf:Ear y it out in whatever way they b
ey{choose to ignore the assistance
that is available from people outsige fhe project, the coordina-
tlng abilities«of school administraﬁqrs, ot the -financial . ‘
resources of, provinc1al encies, ‘then I think\theirﬂprogfaher .
, will be the poorer for ndt jhaving util ed these %ervices. No
- - sustained program ‘aimed at improving’ teacher competencles, in
my, opinion, will -1gst for wvery long without some degree of © ., )
bureaucratization. - Ad hocracy may be fine in ‘the short ruﬁp\ .- .
but for\th Jong haul I ll ,put my money on b eaucracy. ~

p
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P 3.] I would suggest that you not spend any great amount of time
attempting to come up with sophisticated devices for measuring

| the success of what it is you've undertaken. Much better to

) devote your enkrgies to assessing the neeis it is attempting

| to satisfy and devising the program that will have the greatest

' likelihood of succeeding. You'll find out soon enough whether

) or not it's had.dny impact. .

t

|

At the same time, however, I think it is important to be clear on
what your outcomes are supposed to be, so that you can adequately assess
whethe{ or not they've been achieved. This is particularly true if your
emphasfs is moré on process than it is on product. Measuring the quality
of the/process is usually more difficult than assessing the value of the
product. In either case, however, I think that subjective reactions
will likely tell you just as much about your level of success as will
any ldkert scale or semantic differential that has been devised.

ﬁinally, let me wish you every success in any endeavours you
underkake or any strategies you decide to employ for imprdving the
continuing education of tedchers.
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T~ TABLE 2
N\ TEACHFR PREFERENCE, FOR TYPE OF IN-SERVICE  * ‘ .
- ACTIVITY BY AVERAGE RANK . .
- Rank Type Average Rank t.
; -
1 . Workshops ) : 1.92 _
2 Seminars ' 3. 01 .
3 Special projects '3.28 |
& N “ Institutes ' . 3.50 ;
5 P Conferences . ' 4,22
6 ¢ Teachers Conventions ‘ . 5.02 LN |
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Lo ' TEACHER -ASSESSMENTS OF INDIVIDUAL AND o .
.~ GROUP EFFECTIVENESS IN CONDUCTING IN-SERV}CE TRAINING <
- 7 .. . . . . ' ®
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. . B - L ' )
Most Effective : AN Average Rank
A - ‘Ah, . . .t - r'd _.
Local Program Consultants ' . . 1
Practising Teachers : T -1 .
S.T.F. Special Subject .—* . ) '
Louncils w "3 .
Departmeht of Education - : . o
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S.T.F. -Professional Devel-
, opment Staff 5
. Uni%‘rsity‘Faculty ' 6
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’ . STRATEGIES FOR IMPROVING
CONTINUING EDUCATION FOR TEACHERS

/

DISCUSSANTS

. ' a JAMES S. HRABI
Associate Deputy Minister
Alberta Department of Education

It| is indeed aple sure for me to besasked to address a conference
‘sponsored by the Canadi Teachers' Federation in order to react. One

7 of thé |advantages of working in a department of €ducation is that you
get a lot of advice from many groups, including teachers, and it is very
unysual for me to be in a position where 1 can give some advice.

Ps

(8]

- IL debating the position that I was going to take this morning, I

- had sjme difficulty deciding whether I should take an objective, a
subJe tive, or an existential view. You may know the story about the
umpir s. An objective umpire is one who calls them as they are, a
subjefrtive umpire is one who calls them as he sees them, and with respect
to an existential umpire, they're nothing until he calls them. . I'm

going to take the subjective point of yiew, and call them as I see them.

——
—

¢ /First of all, I would 1ike to emphasize that I share your Chairman's
8 gene&al view with respect to—Terry's presentation. It/&as an excellent

presentation. 1 was captured by his final remark betéuse anyone who
chopses bureaucracy-over ad hocracy as a means ogxéchiéviﬂgﬁggals has
got/ to have support from department of educat;/n’personnel' I M sure,

v Tegry, that you also captured the admiration of the other bureaucrats 1in
the audience, whether they be employed by universities or by teachers'
aspociations or by departments of education.

Now some of the strengths that I saw in the presentation. First of
1, I felt it drew on really two kinds of evidence —- one of experience
nd one of research, and with rather a balanced empH"BiGJ If I were to -
choose the greatest strerrgth, it would be the many generalizations that
frere put forward drawn from the evidence present. The address was
, really a power-packed short course in the kinds of things we should pay :
attention to when we get into the business of in-service education of
+ teachers. An added strength, from my point of view, is that there was a
‘/ judicious mixture of conventional teachers' association stances and an
/ acceptance of reality. The kind of usual stances I refer to are those
having to do with class size, the lack of preparation time, lack of
supportive services, the view that in-service education should be done
;;_\\\§\\fffing school hours rather than after school or on weekends, and so on.
N g
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One of the reality positions wds the fact that most teachers, like most
people, do not go out of their way to entertain new thoughts unless prompted
to 'do so. Now I'm sure Terry isn't apologetic about the defensive

stances taken by teachers' associations. They're very real, they're to,

be expected and as far as I'm concerned, they 're to be respected, though
not necessarily‘to be agreed with.

I was very pleased, and I certainly agree, with his plea for inter-.
agency support and cooperdation regardless of the agency. And I certainly
concur with his views on‘the control issue because, like Terry, it makes
good sensegto me to take advantage of programs whose goals are concurrent
with mine regardless of who did the initiating. In this way, I disagree
with some of my colleagues,' who occasionally get carried away with .
considerations of territorial imperatives when other departments of
government become involved or invade the tevwritory of basic education.

There are a couple of problems that I see arising out of Terry's

Jpresentation. It may be that I do not understand the Teacher Learning
Conditions Project, since !'m not familiar with it, but from what I have
heard and what I have read, it looks like the project may have the
potential for being counter-produé%ive. I make that observation on
these bases. It appears to we from what I read and what I understood
that the project was a good approach for the gathering of data which
might appear at the negotiating table. In my view that's a good and
appropriate activity in its “own righ&, but it 's scarcely a basic founda-
tion block for professional development. Another concern that I have
and”one which I'm sure will cause much argument, is that the project
tends to concentrate on what are ideal conditions. While I think it is
useful to consider ideal eonditions, if we focus too much on ideal
conditions we have inevitably built in a high degree of dissatisfaction
for participants. As in any kind of social service, there is no limit
to the amount of human and material resources that can be brought to
bear on the teaching-learning situation. Looking for the ideal or
concentrating on the ideal, in my view, will cause as many problems as
it solves.-.

Perhaps I might expand a little bit on the first remark I made. I
think it is quite reasonable and most appropriate that teachers attempt
td improve working conditions. I also think it is quite reasonable and
appropriate that teachers attempt to improve learning conditions. But I
believe that the public will be very suspicious if these are presented
as being necessarily the same thing.

// I share Terry's point of view that there is much to be learned from
Project Canada West and the inter-provincial school evaluation projects,
both as models for curriculum development and in some degree, therefore,
models for in-service education. These were excellent projects, and
they are going to make a very substantial contribution as models of
curriculum development for both school jurisdictions and departments of

education. ‘
ry : .
s . K‘

70




<

One of our staff, as a consequence of a curriculum conference we
had in Alberta last year, has spent much time recently talking to students,
parents, teachers, superintendents and school trustees, and has reached
a number of conclusions with respect to this issue of curriculum development.
I would like to share some of these with you. All teachers do not wish
to be curriculum developers, starting from a blank sheet of paper. Most
teachers, if not all teachers, want access to a variety of activities
and learning resources to achieve the objectives that they see are
necessary. Some creative and energetic teachers and school jurisdic-
tions would like access to additional funding to develop different
programs and different learning resources and they are rather anxlous to
get involved in the Project Canada West model to achieve their goals.
There is a need at the provincial level for policies whereby the develop—
mental work Jf these creative and energetic teachers and their jurisdictions
may be recognized, may be generalized, and may be made available to
other jurisdictions. Relative to in-service education, I suppose that
what I am saying is that some people like that type of in-service activity
where they will be creative and developmental. YUthers like that type of
activity where their activities involve becoming familiar with and
developing a feel for the activities and materials developed by others
so that they might choose to use them in their particular situation.
One thing that concerr’s me flows from a comment that was made by one Q.L_\\_~
the panelists yesterday morning, Claudette Foisy-Moon. In my view, ——
there is a strong dapger that we perceive these two kinds of teachers
very differently, with one thought of as being better than the other.
As 1 think Terry pointed out, we are building feelings of inadequacy,
feelings of guilt-among those who don't derive satZBfaction from engaging
in the creative and developmental activities that Others enjoy.

I would like to ;summarize my remarks by saying I agree with our
Chairman that Terry has provided us with some very useful suggestions
which our discgssfgo groups will debate in an animated fashion for the
rest of the morning. M

( S.J. ROGERS
Diréctor Continuing Teacher Education

or—— . University of Ottawa ’,///
Terry McKague has served up for our consumption a veritable banquet
of strategies. He is a renowned, experiented chef who 1iRes to work in
a cool kitchen. T e
—— —

~—

Some of the chosen courses he and his Saskatchewan family have
" sampled and testgd; and though he admits to no new flavours to tickle
consumers' taste buds and encourage their salivation, he proudly recommends
them to our digestion. I don't blame him.

the service and the reservations made for m I have chewed over the
host's remarks and swallowed the conclusions. There was never too much
on my plate. Nothing was overdone -- nothing was too rare either. I '
stomached everything and I am suffering from no postprandial flatulence
or other discomfort.

L 1S o
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As a partaker of the meal,” I have delighted over the &ppointments,




Now to the reckoning. Werzigﬁé;ingredients nutritious? Did they
provide food for thought? Did the proferred plates set a style for a
steady, stable diet which other cheery chefs in St. John's or Victoria,
Toronto or Halifax, might emulate and assemble in their own homes?

Personally, I found his courses proteinaceous and energizing, and
when I turned from the repast, as guests often do, I jotted down a
variation on a recipe which I recognized and analyzedﬁ§gg%? to realize
that unless the rules of the mixing are not prudently fol owed,éfuture
consump tion might lead to some blockage, possible paralysis, and perhaps
some loss of life. .

In the short time I have for an estimation and reaction on behalf
of you, my fellow guests, I shall hasten to recall the aftertaste and
afterglow of the opening courses, and then return to the potential
constipation or worse which might result from the entrée. .

The first course was a hors d'oeuvre concocted in Saskatchewan, the
chef's own kitchen. You remember the aroma of this serving. It started

out by examining criferia for quality teaching -- a tall order, ai& a

large mouthful by any standard. This led to the need to idemtify styles

to meet the criteria; to examine existing patterns; to sort out the

<::12iifiry deficiencies, leaving consumers to identify their future needs
nd tastes and seeking to 'satisfy them.by planning new menus. The
activities sowed fertile seeds and they fell on good ground to become
germinating points for further needs detection and fulfillment. Our
host generalized on the staminating ingredients of TLC by wisely empha-
sizing how personal and group palates can be genuinely pleased by such
living, practical enterprises.

Next we blend of soup called PCW. It was, he claimed, a °
cordon bleu ssZ2::??‘?;;h3§‘53‘16ving}y~desctibed it, it was refined and
vitamin enriched. This gastronomical venture had defined, limited goals
and a high involvement of consumers. A noted, independent Saskatoon
analyst and dietician with some expertise had already appraised PCW as
body building and, for some, quite succulent. She said it already had
given new muscle to further. professional development ingestions and I

believe it. It was a well funded pufée.’

—~

—

The thii . course was an ultramontane prairie sandwich, a provincial
triple~decker, somewhat awkward to manage. One-decker provincial sandwiches
have a lower avoirdupois, and when onlooking neighbours aren't dribbling,
they are presumably easier to manipulate and masticate. The chef again
showed how professionally health-giving under takings, such as ISEP, can
be when theyYare topical and pertinent to needs, when they have accessible
goals, when they hold wide interest and applicability, when they are
skillfully funded, locally planned and involve consumers intimately.

This sandwich was well placed on the menu, for by design the chef wanted
the rich filling to repeat on us later. His own accepted conclusion
was: don't design a too big handful, or alternatively, don't bite off
more than you can chew and then you won't need to reach for thé antacid.

(v




Dr. McKague then made his big entrée. He dished up a highly calorific
arrangement of principles and practices. This was the course which N
built backbone he said, and then desensitized our appetites with a
warning that there would probably be no new smells and tastes to enjoy;
in fact, that there were probably no new untried spices around anywhere. ~
Despite the lack of new condiments, this course highlighted certain
basic techniques and guidelines for other cunning cook$ to copy.

Sieving his ingredients, I find that he and Saskatchewan see continuing
education as a process of continuous professional renewal, systematically
and centrally designed -- bureaucratically Terry would prefer, I think --
but locally conducted by the most qualified personnel available, so as
to develop and satisfy speqi%ic and practical needs of voluntarily
committed consumers. This i a gorgeous mouthful and my taste buds and
my gastric juices react favourably to it.

Then, drawing astu}'t"é"_[y“‘od‘"’Eﬁ“é‘"Sa’sk‘atch‘ewan“fovd*rutes"01’"*“3:97’3”‘-L he .
broyght ten sets with him, although happily I thought, they had been
inserted in our background documents by the deft hand of fair Geraldine
4in the central kitchens in Ottawa -~ Terry drew a distinction between
in-service training for professional development and in-service training
for program implementation, a difference suggesting possible models for
other provinces régimes, within which professional development would be
assigned to the profession and program dvelopment to tgg.sfhte.

This is a distinction which, I confess, has appetizing appeal for
me, for I see curriculum design and implementation as part of the regular . N
work of the teacher as an employee of the state, and continuing professional
development as his self-imposed duty as a member of the profession. One

‘is compulsory; the other voluntary. .
i

Concentrating on professional development as defined, our chef then
listed some of the ubiquitous courses which have proliferated in attempts v
to get professional blood flowing -~ to unf;eeze the system, he said.

But herein lies the_problem. There's the rub,’as.they say on_Yonge
Street.

Do teachers fulfill personal duties to their profession by tacked-
on, patchwork, one-shot, stop-gap, often hurriedly and haphazardly
arranged week-end moments and éphemeral nocturnal interludes, one here,
one there? May I respectfully express my doubts about such passing
shows.

~

And 'now, may I more boldly exceed my terms of reference perhaps,
and take one or two intrepid further steps? May I urge that if real
advances are to be made, the profession must see and, if it does, press
others to see, the true nature of continuing education -- to see it as a
continuous unbroken stream of activities, as a lifegiving, lifelong
operation for teachers, not an on-again, off-again, mélange of disconnected
undertakings, but ideally, to use James's nicer terminology, as "a
seamless continuum'" of preparation?

' A TP S
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To accept this concept of continuing education, of "formation
permanente" comme on dit en frangais, is to conjure up the need, I
suggest," for the establishment of an enduring "pervasive moulding force",
as someone else has said, to design machinery and opportunity for its
pursuit.

"Just as I recognize the state's legitimate function to engineer,
design and implement curriculum updating and to pay for it directly, or
alternatively to release teachers from their highly responsible classroon
duties, so I feel it to be the profession's role to be instrumental --
visibly so -- in perfecting this machinery and the opportunities for its’
use.

The desire to design, control and operate such umchlnery must be .
the profession's partial but proud éalling and raison d'&étre, its challenge
and its joy. It is for the profession, zealously, jealously, to guard
its custodial rights. That's the bright, straighf road to professionalism

for whose_construction and maintenance the members should increasingly
féot the bill and legitimately take the initiative in encouraging the
assistance of others to do so. Thus they will acquire the mastery of
their own professional destiny. To mix my metaphors a bit: if they pay
the piper along the promenade, they will call the tune they march to.
They will be monarchs of the road they survey.

[}

Now, I respectfully suggest, is the time to move forward or as
someone else put it in another way, now is the hour for members of the
profession not to ask "What can the state and the profession do for me?"
but "What can I do for the profession?". If they do not, I fear\the
tentacles of a multitude of organizations may well put a tightenin
hold, maybe a throttling stranglehold, on the machinery.

Now is the critical jhour for renewed initiatives by professional
groups. They must look at omte, I feel, and throughout the next decade,
with fresh vigour, ingenuity and excitement, at schemes .for permanent,
continuing education of members, and through justifiable confidence and
newfound momentum, enlist the services of others in creating and/or
strengthening in each province a consortium of agencies to develop ~

*bolic1es, guidelines and practices of continuing education so that
teachers see these as normal, !Eceptable, universally applicable pursuits
which it is their professional entitlement and personal obligation to
under take.
¥

Such provincial councils or consortia would -surely look at questions
such as: the reflnement of the distinction between professional growth
and job training; the availability of large injections of funds; the ¢
financing of long-term leaves'of absence, perhaps through collective
bargaining machinery; the establishment, in the name of the profession,
of professional awards #n further education; the use of cross appointments
of professional tutors or clinical professors, particularly in the

* induction years; the creation of regional teachers' centres, again
through collective bargaining; the obfuscatidg-id a that continuing
professignal education is but a means for climbing the salary.scale or
achieving promotion oytside g?e classroom. %

N
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I sense that the pufdic is aching for teachers to demonstrate their
real professional concerns and the unselfish commitment held by the vast
majority. Imagine the impact if monies for continuing permanent education
as well as for salaries, or in conjunction with salary demands, were the
widespread, well publicized subject of teacher cgpcern.

ot

And, now in reacting to one banquet, I may have asked you to gulp
down another meal. £ hope your digestion has not suffered.

I shall now leave you to chew the fat. Bon appétit!
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/ GARY J. ANDEKSON

f R DENTS J. CASSIVI /
Atlantic Institute . of Ed)dcati,on

7

/ . , / /
)] . / : .
/ﬂ Drugs, economic inflation, bilingual’%choo s, fontinuous progress,
open educatlon and competency-based 1nstr&ct10d are¢ but a few of the
/ soc1al and edpcational pressures of the, y970'd’wh1ch demand a forceful
s response from Canadiad teachers. Educat¢rs mﬁst not only respond to .
such’ pressures, but they must create evgn gore bold propésals for future
, educational reform. The established stfuctures of democratic educational
i systems, moreover, cannot easily adapt ,themfelves to a careful assess-
! ment and, where appropriate, an accommpdatjon of such widesweeping
reforms. Educational systems are partficu y vulnerable having to rely
; Solely on,traditjonal mechanisms for internal leadership. Naturally,

those most directly affected arentedzher', who are left .to do the

accommodating, and indeed the ghaping of/ ¢ducational change within a
‘'structure that allows little basic ffreedgm to effectively provide for -
their own growth and continued profess' al development. A major f£ailing
of past models for continuing teacher gducation is that they have tended
merely to respdnd to external presgur for change or pressures felt by
/) teachers who gﬁ51re assistance with pressing day-to-day problems. We
, need to creatd a means whereby continuing education will also initiate
, 7. and shape change in our schools.
/ Educatlon E_; Self-Reliance
/«/ /

The iéé% of education, including teacher €ducation, must be to

/

/develop a g¢lf-reliant learner If, as many teachers would charge,.
traditional university programs in preservice teacher education do’

fittle to ‘p romote educatlon for self-reliafice, it is not surprising that
continujng teacher education suffers no less badly. Continuing teacher

, education has not yet achieved the Status or attention accorded even
preservice education which, rightly or w#%ngly, is at least compulsory.
The result is that current approaches to/ the education of teachers,
however adequate they may have been congidered in the past, are not
capable of responding to the social needs and educational pressures of
the last quarter of the twentieth century.

/

, In particular, frustrations are deeply felt by the classroom teacher.
The one—day, one shot inservice sessibn can do little more than introduce
Y a topic. The extension course is often distant, theoretical and of
limited use. For example, many teachers can't quite handle the transla-
tion of the theory of curriculum development as taught in a university
course, to the nced for céﬁchcr and student developed learning materials
on the local community.
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Access and Control

The two fundamental characteristics tequired by teachers for
effectlve models of continuihg teacher education are access and control.
Access includes the opportunity to receive assistance on demand, immedia-
tely and accordlng ta the teacher's personal constraints. The teacher
with pressing basic needs cannot wait until the university senate approves
a new course. He cannot wait for a new semester to begin or for summer
! when he may be ablé to travel to a distant university campus. ¥
Increa51ngly, the immediate learning needs of a teacher must not be
denied by the timetabling constraints or tuition costs of an extension
course. Such a ‘teacher needs a response --,now! Nor can he learn when
he is'denied access to the appropriate human resources necessary for his
continued learning. He may need assistance in the classroom over a
" prolonged time and cannot get it freely under conventional systems.
Resources external to the school system have %heiriown constraints which
limits their accessibility. Indeed, while professionals from many . g
institutions are willing to provide occasional consultations, none are’
at liberty tea devote the sustained attention and service which may be
required by a teacher attempting to.significantly improve the educational
environment for his students. Naturally, provision exists for help
from within the existing structure, through skillful and sensitive
supervisors,‘consultants, and the like. On the other hand, they are
often equally inaccessible, not through physical remoteness, but by
‘representing in the minds of teachers a part of the evaluation-accounta-
bility, hierarchy from which there remains a reluctance to seek help.

The means to access is‘control. .The use of, the word, which often
conveys the usurpation ‘of pouer from the existing authority to create a
new one, is not used in that sense here. Rather it is used to express
the ability of teachers to make fundamental decisions about their own
learning, with dccess to the resources necessary to implement them. In
this respect, teachers should control their own continuing educatiqp.
Abeze all, they must be.in a position to determine which resources are

/

conéidered appropriate, who will be involved, and who will be passed
over for lack of relevance or effectiveness. The movement,to establish
teachers' Centres is one means of giving teachers,such control. " It can
be'exercised in a variety of forms: boards of directors, teacher coordi+
/nators, and, so forth; but whatever the form, tdacher control is the
factor which tends to distinguish this #@pproach to continbiing teacher
education from past models. . .

’A' " Q .‘ . - .“ /' ‘;
Transplanting Foreign ﬁodels\ ' ’

]

~

/_ - iy N
¥ There are those who would suggest that teachers' centres are
. 51mply more . of the same tradltlonal administratively-directed type of
erviee training,’neatly vwrdpped with a new title, proVidlng more of

. the appeafénce than of the fundamentals of educational ;éﬁgrm.‘ We are .
inclined to\Qiségree with that posture, and would go further. to suggest
that such critics are providing a commentary on'. teacher centres, ngt
teachers' centres (see Pilcher, 1973; ﬁvans, 1971). The distinction is
‘crucial. \\ ~ L .
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~"clearing houses. The resource of.t

.oy . . , PR .
We will pot attemptyto repeat here a detailed analysis of what a
teachers’ cen®re ds and how it can be established. That has been \\ )
described elsewhere (see Bailey, 19715LRaskin, 1973)‘and Thornbury,
1973). For those unfamiliar with the“Congept, it i$ a fairly simple
notion. A teachers' centre is a place :ﬁg?é\ceachers meet to learn
something useful. Teachers' centres gre .not. resourcé libraries and
) }gﬁ@gzeaghers' centre-is a dynamic one,
respulting Y rom t communications“dmong people. 1Its success depends on
voluntary teacher pattifipatiord and refutes the notion that teachers .-
should be led by the and by those who are out of touch with and‘ﬁaxvnot '
even undérstand the <concerns of the everyday classroom teacher. .

. s . LY

Despite{fﬁeir potential for resolving the problems of lack of \\\\\\
access and teacher control, teachers' centres .are sufficiently foreign 1 \\\\
to the North Amexricam context to raise,some major questions regarding )
"the . long-rangeMmplications of- their introduction. We cannot overstress  * \\\\\
the\impd%tance of the major differences between the educational systems
of North ‘America’ and Britain. The degree of academic freedom and curricu-
lar independence assuhediby teachers overseas in contrast to the attitudes
and practices of f%apherg here causes us to caution those who assume the
British model can be tragsplantef with little adaptation. In North
America we have_the a é%‘problem, therefore, of getting teachers to,
assume control of their opm teaching and learning. ? The aQoption of the
notion -of teacher contkol leads to the emergence of issues entirely new »
to the North American cdontext. With teachers making basic decisions
about programming,/tﬁé established hiegarchies and pegking,orders become
intrinsically less impgrtant. No longer are persong accepted as in-
service education legders by virtue ofathe positions:they hold. The

renowned professor 4s on precisely thegsame footing as the beginning

teacher. FEach can* be included as‘a l%ﬂxg rgsoui‘ce, but qnly if he . " .
ocCan actually produce. There is po place r a system supervisor who
" lacks credibility at the grass roots level.’ Similarly, new patterns .

emerge among'the learners. Pursuit of higher dégrees may no longer be a

criterion for advancement among one's peers. Persons who make use of

+he teachers' centres; those wha.help plan programs; and those who know

something and cap teach it go'othérs will quite naturally assume positions \
- 0f educational leadership. i .

WHat does. this say to ouf unjiwversities? First, few, if'any.of
* b - -
i them, seem ready u.d able ,to assume a leadership role in helping intro-

* duce viable teachers' centres in our school systems. K Without such

LR

invqlvement universities will surely be left far behind. To be 5ure;' ‘ P
there will élwéys*be teachers in sdarch of the type of external validity,
represented by university courses and degrees. But,'if succdssful, the
activities sponsored by teachers' centres will challenge what universitiés
are currently doing in the name of continuing education, *To be blunt,

man$ universities, will be found with nothing relevant to offer. Sooner

(0T late the competition of teachers' centres, by the segVice they
provide, will force our universities to change’. The rigid, ‘Jock-step s
system of;traditional courses and degrees will have to give way to. means
ghich:appropriately respond §o learning needs. Notg here too, .the N
contrast between British and North American universfties in their attitudes

towards courses. The roles of the .respective universities ih the gevelop~-

ment .and support<«.f teachers' cecntres,.therefore, also cannot be assumed

te be analagous. = . -0 B ”
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Ac&ountabiligy

The teachers' centre trend also raises questions concerning accounta-—
bility. For the first time, many teachers will have the opportunity to
interact and observe one another 1n a teaching-learning .setting. Teacher * Tt
visits and exchanges may be pushe& and no longer will we have the luxury '
of shutting our respective doors so that only the studeats know for sure .
what kind of teacher we are. 'Those who have no interest in learning will
stand out. Pressures will develop within the profession -~ on the one
hand to oust the laggards, and on the other to rid us of these centres and
return to a previous status quo.

i

a

A related issue is that of the allocation of educational resoureces. 1f
"they assume control, teachers will also have to accept responsibility for
their decisions in continuing education. For example, a problem already )
emerging is whether téachers' centre staff should be counted in the pupil-
teacher ratio. An affirmative decision may raisi{yZe ire-of colleagues,
pupils and parents. In specific terms, are we wi¥lling to sacrifice the
services of a specialist (presumably in guidance, physical education, or
 ———- music), for a full-time centre coordinator? Those in control of the teachers'
centre must take the brunt of responsibility for such decisions. On a day-to-
day level, teachers will be called upon to substitute for cblleagues who wish
. to teach and -learn in the centre during the school day. Who will decide the
terms and conditions of such involvement5? Who will be left to teach our
children? It is noteworthy that those who dre not involved may receive the
greatest number of extra periods to teach.
The administrative bureaucracy will also feel the pressures. School
* reform naw- will have a major chance to develop from the grass roots level.

While no progressive administrator would fear moves to, introduce relatively i
‘minor curricular or structural changes, are we ready for the possibility of . .
teachers' centres spawning ideas leading t%tattempts at more w19esweep1ng
reform? Perhaps such issues as the abolitjon of compulsory education or
the complete restructuring of the curremt school system will be advanced.
The superintendent or principal may be attacked for his p&rcha51ng policies
as they relate to curriculum materials. The decision to consolidate school
.districts might be strongly-opposed and even succéssfully vetoed Further-
more; school administrators will no lenger have a privileged p051t10nﬂw1th1n
the informationigflow. They will Know what is going on only if they take .
the trouble to ﬁlnd out for themselves. .

A Y
The .teaching profession may itself have to adapt. If persons from the
community who have,po teaching license or academic credewtials are found
to be prime resources for teacher education, then how cgn we maintain a
closed shop posture in our schools? Teachers themselves will become
decision-makers. They too will experience frustration and failure in their
administrative décisions. ’

.

%

¢ v

Teachers' centres can be like the open forms of education many of us
advocate for our children. kac,all successful reforms in\our schools, they
must be introduced slowly and cautiously, but with convicti$n. Teachers'
'centres'gre a fact in North America. Are we reaéy for them/ —

-
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PROGRAM DEVELOPMENT BY TEACHERS
AS A STRATEGY FOR CONTINUING EDUCATION

RALPH H. SABEY
JOHN PATTON
“ Canada Studies Foundation
. ¢
Many approache§ to continuing education of teachers have bee practised.
Most are based on the assumption that such programs should be stifulated and
controlled by one of the following:

<

1. teacher organization — \

2. faculty of education ﬁﬂwy_“,_»f’“"ffﬁﬁw

3. department of educatiol. ' ‘
Most are also based upon the needs of teachers as perceived by the above
mentioned organizations. There is, however, at the present time, an effort
being made by the above organizations to develop a co-operative approach to
the continuing education of teachers. This effort does not go so far as to
solicit information from teachers regarding their needs, nor does it function
in such a manner as to act only as a resource group from whom teachers can
obtain consultation on their perceived needs. In short, even the co-operative
approach does not allow the teacher td set goals. What is needed is a next
step which would lead to a continulng education program that is teacher
initiated and teacher centered. Such a program would have all of the copsulta-

tive expertise from the three groups mentioned at its disposal wben deemed
necessary. . ) - B

Thé Canada Studies Foundatiog and its projects, through the vehicle of
program development, have been practising a program which is teacher-controlled
for the past .£five years. We have found sowe very peculiar things. Some of
our findings indicate that our traditionalYviews of teachers ht be incorrect.
Teacher s are responsible, mature people who, given the Opporttégty, are able
to proceed with a ‘course which leads to professional: growth without the, -
organized ‘attempts of the three organizations mentioned. The teachers, however, .
are not able tonroceed without calling upon tHe expertise of these
organizations. We have also found teachers to be financially responsible
people. The continuing education of teachers, .through involvement in program
" develapment as practised by the Canada Studies Founda tion during the past
five years, has been Successﬂcl :

LS
At this point, a brief overview of the FoundationAnnﬂd~skem appropriate;

.
. ’
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1. Set up with the endorsement of the Coungil of Ministers of
Education, Canada, and financed mainly by private sources, the
Foundation was to be a five-year experiment in voluntary
interprovincial co-operation, unique in the history of Canadian
education. 1Its objectives were broadly defined at the outset
.as follows: :
v (a)weto demonstrate in association with the ten departments
of education that eo-operation among educators in
. the area of Canadian studies is feasibl'e and desirable,
and that this co-operation can be achieved without
doing. injury to provincial autonomy in education;

(b) ‘through a series of pilot projects, to provide
/////\ opportunities for teams of educators ‘from different
) ) levels of education and from different regional, ’
linguistic and cultural groups to- work- together in
the development "and exchange of learning materials

for.use in the Canadian studies classroom, <

. (c) to involve classroom teachers 1n the Qlannlng,
development and’implementatlon ‘of each project;

(d) to develop learning mater1als and procedures based
on the needs of contemporary Canadian society;
toward this end, to design experimental programs
that will "seed" existing curricula and that will
- . help students become more knowledgeable about the
complexities and .opportunities of modern Canada and
. encourage a greater appreciation of the value systems
and aspirations of Canadians from other regions
and ethnic groups. ~
How successful has the Foundation been in attaining these objectives?
Perhaps a review of the work of the organization over the past few years
will provide the answer. ot

2. From its inception, the Foundation has accepted as the organizing

principle for all its prpjects the concept of Continuing
Canadian Concerns. This approval was carefully analyzed with

. educators in every province during the year 1968-69 and was

" overwhelmingly accepted as the most viable of all alternatives
for providing the necessary conceptual framework. 1In developing
it, the CSF identified a number of features that obviously

| nelp to shape the structure of Canadian society. It said that
the nature of Canadian society was determined at least in part
by the following characteristics: )

L.u

a. Canada is a large, regionally divided country.
b. Canada is a highly industrialized ang‘technologically
advanced country. .

P

IThe Canada Studies Foundation. Annual Report, June 30, 1973, page 4.
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\ ¢. Canada is an urbanized country, rapidly becoming a
nation of city-dwellers.

d. Canada is an exposed country, open to a multitude of
external cultural, economic and political influences.

e. Canada is a multi-ethnic country with two predominant
linguistic¢ groups.
[N
f. Canada is a country with a unique, northern geographic
location. -
' 2
_ These six features are not themselves '"Continuing Canadian Concerns'. -
They are simply essential elements in the structure of Canadian society. ‘
Each one generates a complex range of problems that determine the conditions
and concerns of contemporary life which make demands upon our young
people. It is these problems, issues and questions arising from the
essential nature of Canada that should properly be called continuing
Canadian concerns -- "continuing" implying that“all have a time or
historical dimension, "'concerns" suggesting that all are recognized by
Canadians as having an actual or potential effect on the quality of our
national life.

¢

3. It was the aim of the Foundation to encourage the development
of teaching/learning materials and strategies which would
interpret these concerns to Canadian students in the elementary
and secondary schools. How to proceed with this was indicated
quite clearly by the other -objectives. Pilot projects,
consisting primarily of classroom teachers, from various
levels of education and from different regional and cultural
backgrounds would be established for the co-operative develop-
ment of curriculum. Fach would focus on one particular area
of concern.

4, The first project was funded early in 1970. By the end of
1972, there were project teams in every province and in 38
centres from Nanaimo to St. John's, 49 teams in all, organi zed
for the most part into three major groupings. Among then,
they covered all of the six areas of concern in a way which
ensured “input from a variety of outlooks and sources.

* Project Canada West is the largeét of affiliated projects of the
CSF. It consists of fourteen teams with personnel drawn from the four
western provinées. ’

o .

;The general theme of PCW is Canadian urbanization in its various
facets, developed through a number of teaching strategies and disciplines.
Its concern~is the development of materials and processes for ‘more
e{fective teaching and learning about urbanization. Each of the subprojects
has taken a particular aspect of this theme and concern as its special
responsibility, the result being a network of relatedhand co-ordinated
studies about Cahadian urbanization ranging.vertically from kindergarten
to senior high school and horizontally across a variety of disciplines,
including art, %iterature, biology and the various social and environmental

sciences. \ % 80
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5. For cxample, the 'Idertity’ subproicct 1r Saskacoon is directed
tc students in grades four to eighr. Five teachers' guides
and a wide range of multi-media materials are designed to help
the siudent to understand the corcept of identity and how it
is achieved in the urban setting. The major studies focus, in
a consecutive arrangerent over the four or five years, on the
self, senior citizens and ethnic groups. These studies

. are now in wida use throughout Canada. The team has alsc been
of great assistance to other CSF groups who are aiso looking
2t the concept of identities, particularly the Frederiction
team in the New Brunswick Canada Studiec Project.

6. Perhaps a word should be said here abeut materials and pub ications.
Materials serve as a vehicle fqr ccnsfder}ng and testing new
approaches to teaching about Carada and as a focus whereby
teachers can exchange ideas 2nd information. Commercial
rublication of materials per se is not a primary aim, although,
as noted, contracts have been sjigned and others are preseantly
heing negotiated with CanadianJEwngd publishers. At a time

. . when we are facing almost a surfeit of Canadian materials in

our clascrooms, the rroblem for the teacher is one of selection
and the ability to deploy bis curviculum development skills in
using materials of all kinds in vayc that will most effectively -
achieve th& aims of teaching Canadian Studies. Curriculum .
development should be a continuing process to ensure that '
classroom materials retain a contemporary relevarce. There is

much to be said for "homemade' materials that can be.kept up- '
to-date or replaced quickly as the contemperary scene changes. ,
Mary of the—materials developed by Foundation projects are ' ‘
being widel; disseminated through exchanges between teams and

through interregional and national workshops based on the

""un"»“m"uh»"h""m»"u“nauuatk‘Of seven hundred teachers and ascociated resource

people across Canada. In all cases, the aim is not to develop
total new curricula- hut to seed and supplement existing ‘curricula
and to provide suggestions to those who have formal responsibility
for developing new, programs. N

Project Canada West has developed a unique venicle for the dissemination
and evaluation »f its products. During the past 18 months, the various
PCW teams have been hosting a series of '"mini-conferences'. In each,
case, approrimately 25 to 30 teachers from across Canada and all previously

" unacquainted  with the project are invited. They, in turn, have agreed

these teachers interact with the teacher—~developers to gain a detailed

insight into the work of the project. They are also trained in the

appropriate evaluation skills so that they can provide the necessary -
feedback to the PCW team. By 1975, upwards of 500 teachers will have e
been introduced to the work of Project Canada West in this fashion. 1In R
the procesg, they also make the acquaintance of other teachers from

across the country who share their interest in a particular anea of

Canadian concern. *

89"
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to test the materials and processes in their own classes. At the conference,
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While the first project funded by the CSF was called The
Laurentian Project and involved teachers from Quebec City and
Peterborough, the term ''Laurentian Projects' 1s now used to
designate the Foundation's main bilingual teams, principally
the original Peterborough-Quebec Project which is developing
units of study on the theme of "'The Impact of Technology on
Canadian Society', the Outaouais Project in the National
Capital Region, focussed on linguistic and cultural relations,
and the Montreal-Toronto Research Group which is exploring
differing interpretations of various themes and periods in
Canadian history. .

In discussing these projects in a speech to the Empire Club in

Toronto earlier this year, Walter L. Gordon had this to say: . -

Let me give you two examples of what is going on.

A group of English-Canadian teachers in Toronto and 550
of their students are working with a group of French-
Canadian teachers in Montreal and 350 of their students
in studying selected.. perlods and themes in Canadian
history. There is no thought of developlng a single
interpretation of our history that all Canadians would
agree with. That would not be possible or practicable.
It is practicable, howevef, to explain to English-
speaking students how their opposite numbers in Quebec
interpret certain incidents in our past. And vice versa.
And that is the beginning of understanding.

This is being accomplished -- in this particular project =-
by a series of student visits and by the English- and .-
French-speaking teachers getting together in monthly seminars.
If in the long run this helps English- and French- €anadians .
to obtain a better appreciation of each other, it is surely
well worth-while.,

My second example is what is known as the "Outaouais Projecgz~‘»
which focusses on the role of a nationsl capital in a )
bilingual multi-cultural country like Canada. Under the
auspices of the Foundation, a number of teachers, ‘univer
professors, administrators arnd school board members from
Ottawa and Hull met jointly for the firéﬁ time in history.
Prior to that, the Ottawa River had been as unassailable

a barrier as the Berlin wall. \Ngw, teache§§wand students.

from both. sides of the river are working - together in the
developmeﬂb\gf learning materials dbout the Capltal Regién

Q\S of fun. doing, so.:

and having a




* .the Canadian Association.for the Social Studies. More than 400 teachers

{

8. Project Atlantic Canada is the youngest of the major project *
groupings and 1s just completing its third year of work on the
‘theme of regionalism and cultural diversity, viewed initially

. as an Atlantic regional phenomenon and then comparatively as a ,
major Canadian phenomenon. PAC has been descri as the —
largest co-operative educational effort ever attempted in the
Atlantic region, having brought_together representatives from
all four départments of education-and teachers' federations as
well as the various faculties of education throughout the
region. Thirty teams of approximately 150 teachers and their
students are organized into four components. .

The New Brunswick Canada Studies Project comprises eight teams
throughout the province all examining the theme "New Brunswick Lifestyles:
An Ongoing Experience in Cultural Diversity" from a variety of disciplines
and levels. For example, the Hartland team is stud¥ing the influence of
the United States on a border community while the team in Sussex is
looking at the issues facing the rural community in the Maritimes.

\
PROFAT (Projet des francophones de 1'Atlantique) comprises franco-
phone teams in all four provinces, with the bulk of the activity in New

Brunswick and Nova Scotia. This project aims at the production of

materials and the development of teaching methods that will interpret

the unique identity of the Atlantic francophone culture to itself, to

nonfrancophones within the region and to other Canadians. Links have

been forged with the Quebec team of the Laurentlan Projects and a student

exchange program has been initiated.

The Nova Scotia-Prince Edward Island Project consists of 15 teams in the
two provinces which are studying diversity from three perspectives:
literature and 4drt, economic and environmental issues, afRd history and
heritage. Finally, the Newfoundland-Labrador Canada Studies Project has
five teams exploring cultural diversity in that province, in particular
as it relates to the forces and process of change. One team of teachers
in the Exploits Valley is working on a study entitled ''The Beothuks -- A
Vanished Race'. Their students wrote a play based on their studies
which was very well-received at this year's Dominion Drama Festival.
Another team is studying the phenomenon of resettlement of the Burin
Peninsula.

In‘August 1973, Project Atlantic Canada held a very successful
three~day workshop, involving more .than 100 teachers, at Mount Allison ,
University. in Sackville, New Brunswick. Varied sessions were provided
whiereby teachers were able to improve their skills and knowledge and lay
plans for theif projéct work this past year. This past August, a second <
workshop was held at Sackvilie in conjunction with the annual meeting of

from alT provinces attended this bilingual gathering. CSF projects from

all across Canada made presentations and provided the main compdénents of

the conference program. This was the first opportunity for PAC to - -
present its work to’'a national audience. The.chance to interact with
teachers™from other regions extended the various oppostunities that
project teachers gained during the past year to meet with their colleagues o
elsewhere, particularly by attendance at the Project Canada West mini- ,ﬂww’“”¢
conferences referred to earlier. )

. 91" .
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All PAC projects will be hblding national dissemination conferences,
along the lines of the PCW mode}, during this calendar year. In fact, i
two of these have already been held, by the NLCSP and the NBCSP. Together,
they involved about 125 teachers in a very direct personal sense in both
the specific work of an Atlantic team and, as well, "in the wide work of - \
the CSF.

9. By now, it should be obvious’ that the bulk of the work of the
Foundation is carried on within and by the projgcts and teams.
In case there is any doubt about this being more thap a verbal
commitment, it is instructive to note that four out of every
five dollars spent by the CSF has been disbursed ‘directly to
the projects and their activities. , However, as already
indicated, these undertakings do not exist in isolation,
either practically or philosophically. The three main regional .
groupings are in almost constant contact and co-operation with
each other in a variety of ways. In some cases this involves
/ the exchange of ideas. So, a teacher from Fredericton interested
in cultural diversity and the question of identity arranged to
visit the PCW Iden;iéz’;enmiin Saskatoon. One outgrowth of
this was a Canadian—Cultural Ball which involved about 300
persons from the various ethno-cultural backgrounds in New
. Brunswick. While this kind of interaction is not always
possible, the Foundation publishes a newsletter, called
Contact, designed fo’ facilitate the exchange of ideas and
information among teachers of Canadian studies. Each issue,
which is distributed to about 3000 educators across-.Canada,
highlights the work of a particular project team.

In other cases, the exchange is of teaching/learning materials and
procedures. For example, the Fredericton team of the New Brunswick
Canada Studies Project, which is conducting a study of Fredericton as a
capital city, has been using a study of capitals, developed by the
Outaouais Project. "This sort of exchange provides the developing team
with an excellent_reading of the transferability of their work to other
regions of Canada. PYobably the best continuing example of this is the
series of mini-conferences being held by Project Canada West during the
past 18 months.

10. Finally, there have been numerous occasions on which people,
* ideas and materials have had the opportunity to interact. The
CSF has hosted, either centrally, through its projects, or in
co-operation with other organizations, a number of national
workshops for teachers of Canada studies. Mentlon has already
heen made of the CASS-PAC meetings this past August. Two.- ‘
other excellent examples from recent months are the institute
for francophone teachers of Canadian studies which- ook place
in Cap Rouge, Quebec, early in August and which was attended
by about 40 teachers from across Canada, and the series of
conferences on Canadian studies which are being co-sponsored
by the CSF and the Ontario Teachers' Federation, and which are »
designed to assist participants in implementing recent Ministry
direttivés™ regarding Canadian studies. ~.
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In sum, at this point, the objectives set at the outset in 1970
seem close to attainment. Perhaps the greatest single accomplishment
has been the creation of a national network of teachers nearly all of
whom have, in their dedication and commitment, gone far beyond any
dollar value that could be placed on services that have primarily been
freely given over and above normal teaching time and duties. During
this year, their ef forts will be devoted mainly to completion of their
project work, in particular to the preparation of reports and teaching
guides and to the final revision of classroom materials for publication
in whatever forms, commercial or otherwise, seem most feasible. Much
consideration is being given to the most effective utilization of this
network in the next phase of the Foundation's ‘work, a phase which is now
assured following approval by the Council of Ministers of Edugation\to a
continuation and ekpansion of CSF activities beyond 1975.
teachers may well prefer to continue with project work similar to th:}
in which all are now engaged, it seems likely that more can best be |
utilized in leadership roles with mnew teachers, including the communi-
cation and dissemination of the experience$ and findings that havé
accrued from their present work. Project teachers ere increasingly
assuming this role -now.

The foregoing consideratign raised tﬂé‘question nf what the most.
significant future role of the foundation should bz on the Canadian
educational scene. While the sponscrship of new projects —- in parti-
cular an igterprovincial francophone project and efforts in areas such
as multi-cultural studies to which little attention has been given
to date -- will be important, of equal, if not greater importance may be
a facilirating, co-ordinating and consultative role in relation to the
many local Canadian studies programs now agpearing on the national
scene. These are generally attracting significant local support which
suggests that Fourddation resources should primarily be devoted to
promoting inter-provincial, inter-regional and.national interaction that -
will supplément and extend such efforts. ’

A very significant meeting of about 125 educators interested in
this question will take place in Ottawa at the end of this month. In
light of Dean Horowitz' comments yesterday concerning the desirability
of greater participation by classroom teachers in such national conferences,
I should note that well over half the delegates will be full-time classroom
teachers.

Many of these will be vetérans of the CSF work of the past five
years and it is most instructive to listen to their own impressions

regarding their experience in this exercise in continuing education.

PRINCIPLE OF PROGRAM DEVELOPMENT

Thomas W. Miller, in a doctoral dissertation (University of Saskatchewan,
Saskatoon, 1972) identified ten principles of curriculum development
procedures as practised by Project Canada West. These are that curriculum
"development by tcachers may proceed effectively df: .

a. the téaché}s\participaté in every phase of the planning,
. . . .
-~ .95
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b. the teachers work in an atmosphere of co-operation, permissivenes
and equality,

v

¢. the teachers have the essentials of curriculum deveIopment -
time, money and facjilities,

» .~
d. the teachers select a limited program for local development and
avoid elaborate, comprehensive programs,

-
e. the teachers give attention to specific goals and apétopriate i
materials, content and teaching stratégies, . o«
f. the teachers employ thé¢ methods of professional researchers to
tudy current literature, available materials and other curriculum
projects, and thus acquire a reseatch point of view,
X g. the teachers utilize“the services of education consultants,
- university scholars, professional laymen and other resource persomns,
h. the teachers utilize a central co-ordinating body to unify their
" scattered efforts, and to assist each other, e .
/ ->
. i. the teachers develop good public relations with their superv1sors,
other teachers and laymen and - *
j. the teachers conduct a program of continuous evaluation of their
17 work. . Ut |
- Dr. Miller's analysis of the practices of Project Canada West teachers ‘
. indicated that ‘there is a direct, positive correlation between the above |
principles and successful curriculum development. . |
Peg Burke in-a master's thesis (Universi®of Saskatoon,.:1973) found v
i} that there is a direct, positive correlation between involVvement in program {
develepment, as practised by Project Canada West personnel, and professional §
growéh She found that the teachers: .
. 1. acted as change agents with other teachers, ) .
|
2. worked closely with consultants in developing their program, |
3. increased their interest in educational problems, }
Y 4. became involved with research and educational theory, |
5. developed a wide repertoire of teaching strategies, . |
‘ 6. gained an understanding of cutriculum theory, L
7. were stimulated to.read in diverse fields. . ] s
§ Ll |
D3 3 - ‘
Administrators who have been associated with the PCW teachers during. }
the five-year periodqell report that the teachers have become more P |
professional. ! : B .

.
-,
‘

|

We therefore believe that one successful strategy for the continuing 1
education of teachers is that of program development in which teachers are |
consulted and involved. ’;? . ‘
|

|

|

\

|

|
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RECOMMENDATIONS FOR FACILITATING
TEACHER LEARNING

- J.W. FAIR ' ‘
Principal, Laboratory School , - h
Institute of Child Study
Faculty of Education - s -
University of Toronto \
In 1970-71 a study was made of 35 beginning element:ary—schéol teachers
selected at random from two school boards in Ontario (Fair, 1973). Thé"
purpose of the study was to provide knowledge about the learning behaviour
of these teachers during the first 26 weeks of theit careers. The study
focused on the teachers' deliberate efforts to learn, which were called '
learning projects.
a8

N A learning project consisted of several related episodes occupying a

‘ total time of at least seven hours, during which the learner's primary
interest was to gain and retain for at least two days certain clearly
identifiable knowledge, skills, or attitudes related to her role as a
teacher.

The findings revealed that beginning .teachers spend considerable time in

learning activities and believe these learning activities are of value to them °
as teachers. The subjects in the study undertook an average of 8.8 professional
learning projects during their first 6 months®vf teaching with a total of

. " 500 hours on these 'deliberate\lyrning ef forts. . AN

. 9,

-

Recommendations e
The, following recommendations ecmphasize those techniques and resources
for~learning that the .beginning teachers in this study demonstrated they
»»already used and/&;:md effective. ) ’

. " First, to facilitate learning,. beginning teachers should._be paired
with a sympathetic yet competent teacher. Patricia Swanson (19\68\) in Her
article, "A Time To Teach and a .Time to Learn!!, described the type of |

.\ person and relationship that is needed: . o ‘
The person should not be a supervisor, but a non-threatening
helper who teaches in the same building, who possesses superior

* .classroom skills, and _who wants to share his knowledge with' v
ko"'rhers. ...Initjally this person will provide the security and

\\ o support necessary for .the beginner to adjust successfully to N
‘teac hing and 'Mter will serve as a professional model and :

partnér ip the pN&suit of excellent teaching (pp. \82-83).

.
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The two teachers should work in the same geographic area of the schooly zégp
h -

* an open plan school, or a school without internal walls, they would be,

the same area; in a school composed of self-contained classrooms the two s
teachers should have rooms adjacent to one another. The data from this study

clearly indicated that other teachers are the major source of help in most ’

learning projects for beginning teachers and it was found that the teacher

lgse at hand was the one who was used most often. Looking at thiszinding

from the negative side, beginning teachers should not be located in a portable
classroom or in any location which is isolated from the rest ‘of the staff. . .
Those teachers who undertook the fewest learning projects in this study were
located either in portables or in some remote part of their building.

‘ This proximity factor could also be seen in the use of consultdnts. It
was found in this study that the teachers in the school where the mathematics
consultant had his office used that consultant for numerous projects. In
other schools the same consultant did not appear as a major source of help.
Similarly, the one teacher who used the physical education consultant~ as
a major source of assistance was teaching in the same building where the
consultant had his office. These situations, however, were by chanice rather
than by desi§h I wopld recommend that if consultants are to be employed
they should have work space in one of the schools. In some situations,
however, it might be %etter not to bother with full-time consultants at all
but rather give some forh of merit pay to certain teachers on every staff
who are particularly adept at helping other teachers with their learning
efforts. .

. Principals of schools should be aware that they are not primary sources
of assistance in the learning projects of beginning teachers. Their major
contribution seems to be as instigators, reinforcers, and as secondary sources
of assistance. Parsons (1971) in studying the teacher perception of supervisory
ef fec tiveness found that beginning teachers saw other teachers as befng the

most effective in helping them improve the content, processes and Qutcomes

of their teaching with the prfncipal being most influential in the supervisory
roles. I would retommend therefore-thit principals-should spend most of

their energies in arranging for the beginning teacher to have time to

contact other teachers and to provide specific resources for the teacher

to use. It would appear from the data in this study that if a principal .
wanted to help a beginning teacher learn about the teaching of reading he

would have more success if he freed the teacher to visit and talk with one-

of the other tgachers on staff than if he tried to give the teatchers sofie
pointers himself. The principal must be a facilitdtor of. learning for his
teachets, not a primary source of information. . -/

]

o

. 3

If a principal wants to hire teachers who are aggressive learners, I
would recommend from the data in this study that he should include in the
interview questions about those learning projects that the beginner has been
involved in duying the past year. The data indicate. that people with some
university experience attempt more learning projects than’ those who have‘

‘had none. However, even within the university experienced group there vas

a wide range in the number and the duration of the learning projects under-
taken. One would expect that an active learmer would have attempted at
least eight or njine learning proje&ts over the preqﬁding 12 months and have
spent at least 500 hours in learning actiyities.

MR S8
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Printed resources were very impoytant to the beginning teachers in
many of their learning projects. Howeker, those printéé’resources that
were immediately at hand were the ones that were used. Physical education
ggg;§esng study-were,a major so?rce of. _assistance because most c%gssrooms
have thém as part of the teacher's libralrly.

Manuals were important in the projects based on learnfqgﬂgbout‘the
teaching of reading because most sets of readers are accompanied by a
manual which is in the teacher's classroom. Whed;ﬁﬁe teacher used pro-
fessional books they were usually ones she had purchased during her teacher
education period or they were books that were readily available in the
staff room. In short, the printed resources that were used were readily
.available to the teachers.

These data would suggest that professional libraries in a central
geographical location are of little use in the learning projects of most
beginning teachers. I would recommend phat the books and materials in
central repositories be distributed to .the various schools to be housed
in the staff room and thus available to the teacher when, needed. The
central library qeuld then consist of a system that indicated where the
various resources were located. If a teacher wanted particular material
he would telephone the central index, which would locate the material in
one of the schools and have it delivered to the teacher by the next day.
Becoming more sophisticated, some form of teletype system, like the ones
now used in the public libraries for inter-library loan, could then be
introduced to speed up the process. Eventually, each staff room would be
equipped with a terminal into the central computer-assisted information
bank. Using some system of key words the teacher would identify her
learning needs and the computer would select and start delivery of the
appropriate materials. Fed into the system could be records of films,
audio and videotapes, and radio programs. Similarly, the name and phone
number of human resources willing to assist teachers could be included.
Even the lisfing of all university courses, short scourses given by various
agencies, lectures, and professional development programs sponsored by
specific schools could be stored in the memory bank. By "talking" to the
computer via the teletype system located right within the staff room of her
school the teacher would be able to identify more precisely what she
wanted to learn and would have a wide range of learning materials at her
disposal to help in the learning project.

In short, although this study demonstrated that beginning elementary
school teachers attempt numerous learning projects and spend considerable
hours at them, it became apparent that most schools and school systems were
not capitalizing upon, nor reinforcing, enough of these in-service learning
efforts.
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RESFARCH, SCHOLARSHIP, AND
THE CONTINUING EDUCATION OF TEAGHERS

BRYANT FILLION
Associate Professor
Department of Curriculum
Ontario Institute for Studies in Education

is conference assume that programs for the continujng
education of teachérs are desirable, though we have spent little time
discussing specific ends or objectives. We have discussed a great many
ways to involve teachers in learning and to provide conditions and
facilities which will stimulate growth. But when teachers are motivated
to learn, when we have provided the necessary conditions, bribes or
threats, opened the channels of communication and improved our "delivery
system', what will we have to deliver, and to what end? What will be’
the sources 'of the new and exciting ideas, the better teaching materials,
the improved procedures, and the solutions to difficult problems? No
discussion of continuing education for teachers can be complete without
some consideration of educational research and scholarship.

- !

To someLextent, of course, good teaching practices and materials
will always be devised by teachers themselves, in their classrooms and
in interactfon with colleagues. As in most professions, much of the
teachers' continuing education will occur in the process of doing the
job, in the time-honoured "school of hard knocks', which grants many
lumps, some wisdom, and few degrees.

]

There are, however, serious limitations to this everyday educational
process, and in recognizing these.limitations, we see the need for
formal and informal interventions such as we are discussing at this
conference. Given limited time and resources, teachers find things
which "work" for them, develop some kind of rationale to justify what
they do, and adjust to needed and imposed changés, but systematic
identification, analysis, and validation of "good practice" is usually
not practicable for the busy teacher.

More serious than limited time and resources, however, may be .the
limitation imposed by the school environment itself. People in schools,
as in all such institutions, develop a kind of institutional perspective:
shared assumptions, beliefs, and prejudices which can restrict their
views and create blind spots to possible problems. The "givens'" of the
schdol situatich, and the ''common wisdom'' of those within it, may be so
taken for granted that they are seldom even thought about. For example,
the¢ self-contained classroom, the notion of dividing the, curriculum into
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"courses", and the concept of a school as a particular physical location
-are all "givens" in the thinking“of most teachers, apd so long as they
remain ''given', possible alternatives are uhlikely td be considered.

The "common wisdom' or "common sense'" of the’ school id usually predicated
on such assumptions. That is, '"given" this situation, \it follows (for
instance) that '"most students need to be forced, or they won't do their
school work". The”main problem, both with the assumptions and the
wisdom, is that they are taken as so obvious that they ne&d not be
questioned; they are accepted and acted upon without anyong bothering to
ask if they are necessary or true, and they are seldom examined as
possible sources of trouble. As the humorist Josh Billings keminded us,
however, "It is better to know nothing than to know what ain'k so”, and
some of our most productive recent scholarship in education had been
devoted to questioning those "eternal verities" which perhaps "a{n't v

so".

Another aspect of this limited institutional perspective is th
teacher's role as defined by the school. As in most large, long-staniing i
.bureaucratic institutions, the teacher's job is defined not in terms of \
end results but primarily in terms of tasks and traditions. The teacher

is the person in the system who does certain things, and the standar
" of teaching behavior are powerfully shaped by cultural expectations,
instance, that the teacher will "tell' students what they need to kno
Consequently, his professional education, self-~directed within the
limits of this view, is unlikely to lead to new conceptions of the task
themselves or of his role with regard to the school and his s$tudents.
Certainly there is nothing inherently wrong with improving one's skills;
the danger is in failing to examine the tasks critically. Like ancient
doctors perfecting their skill at blood-letting, teachers may devote
considerable time and effort learning to do well what shouldn't be done
in the first place.

One of the main purposes of continuing teacher education as it has
been discussed at this conference is to overcome these limitations o
time, resources, and perspective. The limitations also indicate the
importance to schools and teachers of educational research and scholarship
in the "ivory towers" of universities, institutes, and provincial education
agencies. Freed from the pressures and demands of the classroom and
immediate community, and sufficiently independent to achieve a degree of
objectivity and perspective, researchers and scholars have the time and
resources for the collection and evaluation of data, for careful problem
solving, for teasing out the principles underlying good practice, for
reflecting on situations and building theories, for considering purposes,
ends, and means, and for questioning even those beliefs that seem to be |
beyond question. Through the generation of new information, ideas, and
materials, educational research and scholarship should play a major role
in the continuing education of teachers. ) '

somewhat impatient and suspicious of much "ivory tower" scholarship.

Though few would deny its potential usefulness, many question whether .

that potential is being realized. The relatively slight influence of \
theory and research on practice is partly due, of course, to inadequate

and haphazard 'delivery systems'. Traditionally, educational scholarship

found its way into schools indirectly, through new teaching materials, \
through scholarly writings which were subsequently popularized in books \

- |
Understandably, however, teachers and schools have always been
\

-~ \\

98 _ \ |

106 | S




- N

{

\

and journals for teégchers, teacher training Institutions where scholars
tried to influence potential teachers and through them therschools. The
obvious problem witgggtis letter approach was that the pre-service
teachers were of ten not ready for what the scholar had to offer and the
number of in-cervice teachers receiving graduate training was small.
Unfortunately, much education research remains inaccessible to teachers,
both because it is not reported in readily available journals which
teachers read, and because teachers have not been trained to locate and
interpret research when they need it. Teachers in training are seldom
required to read or interpret research in education, and they often do
not acquire even the most rudimentary bibliographic skills which would
permit them to locate needed information. " g\\

|
.

Perhaps a more serious problem with much of today's fesearch and
scholarship is that it is out of touch with school realities; it fails
to communicate to teachers, and there are not enough "middle men" around
to make the necessary connections. Like the schools, the scholarly
"establishment" can become something of a world unto itself, with the
inhabitants more interested in impressing each other than in influencing
the schools. Because the academic community generally rewards scholarly
publication more than service to or influence on the schools, it is
understandable that educational scholars occasionally loge sight of
their ultimate audience. Although there is obvious justification for
research into basic questions with no direct, immediately obvious
application to school practices,, there is also a great need for educa-
tional researchers to consider the practical implications of their own .
work, and to consider the pressing problems of the real-world teachers
and schools in establishing research priorities. ’

Perhaps inevitably there will be significant and justifiable
differences in perspective and priorities between the educational
scholars and the teachers. The scholar must often cortend .that the
immediate problems cannot be selved adequately until prior questions are
answered, and to engage in ad hoc problem solving on the basis of inade-
quate theory or information would be of no particular usé and would
delay work on the underlying questions. But the teacher is called upon
to act now; he cannot afford %he luxury of waiting until all the answers
are in, and he isumtersta ly irritated when help and support are not
forthcoming. \ '

Despite these differeﬁcés, however, the ends of educational scholar-
ship and of teaching are similay in important respects. Broddy, Smith
/ﬁxggg Burnett, in Democracy and Extellence in American Secondary Education!
identify four "uses of scnooling', the replicative, applicative, associative,
and evaluative, that can be applied to research and scholarship as well.
The replicative use of r Search is where procedures and materials are
used directly by teachefs to obtain particular results in the classroom.

;

1Broddy, lirry S., B. Othanel Smith, and Joe R. Burnett. (Chicago:
" Rand McNally, A964). i
-'\
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Experimental treatment studies, behavior modification research, research
on questioning strategies and on the use of teaching machines have all-
provided teachers with particular tools and techniques to accomplish
specified ends, and they are often used replicatively. Although most
teachers value the practicality and immediate user1n882<§: reseanch
which can be used in this way, they should be aware tha ny impo¥tant
objectives are not susceptible to this kind of direct $reatment approach,
and that the outcomes of any procedure are never as predictable in real
classrooms as they may be in a controlled experimental situation.

The applicative use of research and scholarship involves using
principles, theories, and information to solve new problems or aceomplish
given tasks. The teacher does not replicate what the researcher does;
he applies the findings to his own situation. Principles of psychology
may be used to resolve discipline problems; Ausubel's theory of meaningful
learning, anchors, and advance organizers has relevance for organizing
units and lessons. Learning theory, developmental studies, theories of
motivation and personality, and research on group dynamics are all
relevant to the classroom, bt very often the teacher's only contact
with such scholarship is in formal unjiversity courses, where he learns
what the theories are and very little about how to apply them to his
everﬂgay work in the schools. The two-fold challenge here is to keep
the teacher up-to-date on scholarship and to help him translate inert,
text-book knowledge into attitudes and approaches which influence his
teaching. Perhaps the major difficulty is overcoming a culturally-
engrained "addiction" to replicative uses of knowledge on the part of
many teachers. What they learn is considered useful only if it can be
'"passed on" directly (i.e., they can tell it to their students), or can
be duplicated in their own behaviors (i.e., they can do it on Monday);
everything else is ''mere theory!'. Researchers and scholars must accept
much of the responsibility for such attitudes by failing in their own
teaching and writing to consider the practical implications, the applicative
uses of‘scholarship by the audiences intended to benefit from it.

The associative uses of scholarship involve the ad hoc uses of
one's general store of information about schools, students, subject
matter, and the world. As part of the teacher's cognitive framework,
any information or ideas may be brought into play in tHinking about
situations or considering solutions to problems. Until it is "called to
mind" and used to increase understanding or to generate the answer to
some question, much of the information which we possess is merely there,
available but not directly wseful in a specific sense. Until it is used
to shape a teacher's approach to his subject and students, or in a
direct applicative way to solve a particular problem, much of .the teacher's
""knowledge" of educational history, philosophy, and psychology is used
associatively, in a more-or-less random fashion to provide occasional
insights, give depth to his thinking and perhaps a sense of confidence

-that he is "aware" of things he is expected to know.
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The evaluative use of research and scholarship contributes to the.
teacher's perspective, helping him to make sense of and judgments about
situations and what he is doing. Status studies, historical or compara-
tive surveys, and theoretical statements such as Harry Broudy's The Real
World of the Public Schools give the teacher some sense of the "big"
picture, help to shape his professional values, and determine the criteria
he uses in evaluating his work. Worlywhich challenges the teacher's
assumptions and orientation and has the effect of re-shaping his views
is used evaluatively, as were many of the books of the "romantic educa-
tional critics'" in the late 1960's and&early 70's, such as John Holt's
How Children Fail, Charles E. Silberman's Crisis in the Classroom, and
Neil Postman and Charles Weingartner's Teaching as a Subversive Activity.

If educational research and scholarship are to realize their
potential, both scholars and teachers will need to recognize what the
uses of scholarship are. The challenge to school people is to understand
that the uses of knowledge are not merely replicative; the "how to do
it" book can be Valuable, but its usefulness is limited, especially if
technique is not accompanied by some rationale and perspective. The
challenge to scholars is to recognize that their work will have limited
effects until it can be linked to the real world of the teachers and its
potential usefulness communicated to them.

<

Several developments in recent years have pointed the way for
increasing the usefulness and impact of educational scholarship. 1In
England, the major educational research and development agency, the
Schools Council, is teacher controlled, and perhaps not incidentally its

S~ school-based and school-oriented research seems to be having a marked
influence on schools in that country. While Schools Council research is
scrupulously sound academically, relying on the work of the best 'pure"
scholars and researchers, it is also pedagogically realistic, and there
is a marked concern for the dissemination of its work through publications
that translate theories and tesearch findings into practical strategies
and materials thaﬁ teachers can use.

Despite some criticisp that much of our research has been too
. esoteric" .and unresponsive to school needs, the Ontario Institute for
Studies in Education (OISE) has established a pattern of operation which
gseems promising. A strong publications program is increasingly oriented
' to productiontof materials for teacher and school audiences; field
centres have been established throughout the province to open lines of
+  communication both to and from the schools; OISE staff are directly
involved in work with school boards and teachers, and there is increasing
stress on field development and service to schools in Q0ISE's rewards
system. Perhaps most important, the Institute is achieving a balance
. between basic and applied research,remphasizing the need for high standards
3 of work_in both areas.

Various commissions and high-visibility projects have demonstrated
the potential usefwlness of fact-finding and status studies on high=-
®  priority issues. In England, the recently—published "Bullock Report",
A Language for Life, pnomises to be one of the most significant reports
on reading and mother .tongue education to be published An this decade,

just as the now-famous Plowden Report, Children and Their Primary Schools,
/
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had a profound effect on thinking about early schooling in the 1960's.
Certainly educational research need not make great waves of publicity in
order to-be useful, and at times publicity can have the effect of

negating its potential usefulness, which may have happened with Ontario's
controversial Hall-Dennis Report, Living and Learning. But studies and
projects which bring extensive resources and thought to bear on recognized
problems and issues, and which are reported in language understandable

to teachers and the lay public alike, can have a very significant impact
on educational thought and practices, making important contributions to
the continuing education of teachers.

In Canada, England, and the United States, subject matter organi-
zations such ag the Canadian Council of Teachers of English, and teachyrs'
organizations like the Canadian Teachers' Federation have encouraged and
—supported important studies and projects involving scholars and practitioners R
in joint éfforts, and they have disseminated research findings in their
publications. The publications of the (U.S.) National Council of Teachers
o% English, with periodic reviews of subject-related research for the
teacher, might well be studied and emulated as prggt;cal vehicles for
keeping teachers informed of developments in théf}«§i~ d. At a time
when there is so much scholarly work underway, there is\a critical ‘need
for on-going middle-ground agencies and teacher-oriented publications to
evaluate; interpret, and disseminate scholarship for teachefs. But a
much more important function of such organizations is that they provide
a forum where teachers, scholars, and researchers from all levels of
education can come together. 1In the final analysis, our success in
promoting continuing teacher education’will probably depend less on T
particular programs, motivating devices, and delivery systems than on
the develobment of a genuine community.which promotes communication -
between practitiongrs and sgholars. Though we can help to create
favourable conditions for‘such a community, it is the intellectual and
professional challenge of real world needs and powerful, useful ideas
which must give it life.
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THE OPEN ACCESS STUDY PLAN FOR CONTINUING EDUCATION -

JAMES A. MUIR H
Atlantic Institute of Education

John A. MacDonald is Supervisor of Elementary Educatiomn in the
County of Cape Breton in northern Nova Scotia, Canada. He is
married with five children and has just purchased’a new home.

John attended a local unlvnr51ty where he rece;yéd a B.Ed. degree
in 1962. Soon after he began his teaching caréer, John enrolled in
summer coutrses_and by 1970 he had completed five courses and a
thesis and was awarded a Master's degree in education. Since being
appointed to his present supervisory position two years ago, John
has felt a n2ed for further study and additional competence particu-
larly in the fields of curriculum and supervision. A doctoral
level program could be the answer, but while his family is willing

t2’;EggmmoéatE’VEEEfTEETEEE—Ehmmers and a certain amount of finan-
al sacrifice, two or more years of full-time graduate study is
__W////,/f””gzt of the question. Besides, the nearest €anadian program suited

—to_his needs.is over 1200 miles distant. I§'John MacDonald to P
continue with unmet learning needs? Is there another option?

py . a

The Open Access Study §I2n is essentially a performance based model
of graduate study. On one hand, the concept contains alternative elements
like those found in Britain's Open University, in institutions like Nova
and the Union Graduate School, and the external programs of the University
of London. On the other hand, it contains many of the elements of
traditional models. OASP students have supervisors, committees, programs
of study approved in advance, orals, candidacy examinations, theses and
external examiners. The plan is designed to accommodate a very special
group of students —- students who know exactly the kind of learning they
wish to pursue, where they would like to pursue it and with whom they
.wish to study. Thus, OASP ‘is not appropriate for all those interested
in furthering their education.

A major emphasis. in OASP is to‘form a conéortium which would allow
students in Atlantic Canada many of the same opportunities for flexible
programming that they would have if they pursugd graduate study at major
educational institutions elsewhere in Canada or the.United States. While
no no one institution possesscs the resources certain “students may need,

- -
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by working cooperatively the resources may be available. We believe

.that in addition to the many instructional resources inside universities,

many of the outstanding people work outside of post-secondary institu-
tions and wouldrbe excellent resources for participating students. A
major problem has been to gain access to these resources.

OASP is not\a correspondence school-or a way of avoiding work. It
is not a structure which permits completely independent study without
supervision nor is it a .free school or alternative college for those who
cannot succeed in a traditional university environment. OQASP is net an
easy route to a graduate degree. On the contrary, more work and initiative
is usually required to obtain a degree through the Plan than would be
required in a well-established university program in a specified field.
A significant departure is that there are no fixed programs and few
fixed requirements in terms .of courses and similar offerings. The | .
concept of QASP is that in‘the light of studéntsf backgrounds, interests
and learning needs, individualized programs are mounted which in many
cases may cut across several academic and professional fields. It is
important to emphasize that OASP is not an external degree route in the
European sense. Nor can a student be awarded a degree merely. by producing
a satisfactory thesis or dissertation. O0ASP takes into account students'
past work and builds upon it, but students must work and study under
supervision, and learn from experlence for at least the equivalent of
two .years full-time study after they have registered with AIE in order
to satisfy the requireménts for the Ph.D. degree, and for the equivalent
of one year of fuli-time study for a-Master's degree.

Governance of QASP

The Academic Council of the Institute is the equivalent of the
Senate of most universities. It is—comprised of two-dozen persons
representing such institutions as the universities, the teachers associa-
tion, the education students' association, and the AIE staff. The Acadenic
Council i3 responsible for the academic affairs of the Institute and
thus accepts overall responsibilit®$ for the Open Access Study Plan. The
Council recommends the awarding of degrees and other appropriate certifi-
cates of achievement. All regulations governing the Open Access Study
Plan were approved by this body. Th¥® Academic Council has delegated its
regulatory responsibilities for the Open Access Study Plan to two standing
committees -~ Admissions, and Programs and Degrees.

The function of the Committee on Admissions is to determine which

applicants could benefit from OASP study and to issue successful applicants .

with a Statement of Eligibility. It i% important to emphasize ,that a,
Statement of Eligibility implies only that the student has the prereq-
uisites for admission and does not guarahtee that he will be allowed to
registey in the Open Access Study Plan.

The Committee on Programs and Degrees is the body that actually
determines if a student will be registered. Having been issued with a
Statement of Eligibility, a student, in conjunction with a program
advisor assigned by the Institute, then constructs a study proposal
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) which speci%ies in detail what is to be studied, with whom and where it
will be studied. The first year's experience has .shown that it takes
between three and nine months of effort to translate educational needs
into an academically sound proposal. When the student feels that he *
wishes to apply for registration, his proposal is submitted first for
external review and appraisal and then to the Committee on Programs and
Degrees. If the Committee is of the opinion that the proposal is acade-
mically sound and that the human, library and research resources are
};Xailable so that the proposal can be completed with academic integrity,

e stydent becomes registered. At the time of reglstration,. a supervisor
and a supervisory committee are appointed for each student; they become
directly responsible for supervising the student 's progress throughout
his OASP studies.

Methods \of Obtaining Academic Credit Under OASP

¢

The OASP provides a number of methods through which students can
secure academic credit towards their degree. It is important to note
that all must be approved in advance by the Committee on Programs and
Degrees. (a) Existing Courses at Other Universities:

These may be at local universities or even in other countries. 1In
certain circumstances, arrangements are made with the instructor
for extra assignments and tutorials to upgrade the offerings to
appropriate levels.

(b)y biLerv:@é‘& Study -or Tutorials: ®

This has proven to be one of the most\common methods of study as
there are few courses which meet Ph.D. requirements offered at
local universities and it permits individualized courses sulted to

the specific needs of each student. \\‘\\\\5\\x\\
(c) Independent Study:

The student follows an approved study proposal and submits its

products for evaluation by an external authority.

. (d) Internship: : ,
The student spends a specified amount of time in a supervised work
situation.
In addition, each student is required to complete a graduate %

colloquium which was dntroduced to provide an opportunity for students

and staff to interact in a group situation. The colloquium is held one
Saturday a month and lasts for six or seven hours. Guesqéauthorities
present views on current educational issues. Students are required to

do pre-reading and to write a critical analysis of the ideas enc0untered
Thesis research is weighted at six credit hours at the master's level .
and twelve -hours at the doctoral level. It is.expected that most OASP
students will earn academic credit through all of these methods of

study, although only the graduate colloquium and the thesis are compulsory.
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John MacDonald -~ A Case Study

Returning to "the case of John MacDonald, let us trace the typical
response of 0ASP to the needs of such a person. John‘wisﬂ%s to pursue a
Ph.D. in curriculum and supervision and applies for a Statement of
Eligibility which is granted In November, 1974. He works with Institute
staffkpnd associates to plan an appropriate prog\gm dy which after
modification is approved by the Committee on Programs a Degrees in
April 1975. 1In this case, the Institute has arranged for the Super-
intendent of Education in a neighbouring school system to serve as
supervisor. This supervisor holds a Ph.D. in curricuium ‘and has been
active in educational research. The other members of the supé¥€I§3?§f*‘\“~
committee include a full-time member of the Institute staff and a pro-
fessor from the neighbouring Province of New Brunswick.

The first sequence of course work takes place at summer school and
during the school year while John works at his regular, job as shown in
theé accompanying program of .study. For the second sequence, he has been
granted a sabbatical which he spendg as a research assistant in the
Curriculum Development Centre of the Institute, and in study situations
in local universities as shown. For the final sequence, John returns to
his full-time employment and works with his supervisor on his thesis
research. During his program of study, regular meetings of John's
supervisory committee have been held, he has had approval for-his thesis

proposal and has passed the candidacy examination and the final thesis
oral.

Though not an actual case, the program ‘above illustrates elements ,
which are already under way and demonstf¥ates both the flexibility and .
the tight controls which we feel are essential to this form of graduate
study. A feature of OASP record-~keeping is that work under Open Access
is fully documented so that prospective employers and other institutions
.of higher education can see exactly what a student has done and with -
whom they have studied. The academic qualifications and positions of
those persons instructing students are fully noted on the transcript.

In the first ten months more than 300 inquiries have been received
about the Open Access Study Plan. The Committee on Admissions has

rejected 20 on such grounds as "insufficient background in proposed area
\of study and "lack of available learning resources'. There have been
about equal numbers of applicants for the M.Ed. and Ph.D. 1evels. The
argest numbers of inquiries and applicants have been for studies in
various aspects of curriculum and instruction (early . childhood through
higher education). The Committee on Programs and Degrees has so faf
accepted six study proposals and returned an equal number to, students
for modification.

\ issued approximately thirty-five (35) Statements of Eligibility. It has
4

-

The students who/n ve entered the process of constructing study
‘proposals-are ambitiOu and have shown rBmarkable perseverance. Most
proposals have undergone at least three rather complete revisions and

" have taken three_to/nine months of preparation before reaching the

committee., It is ear that from a procedural perspective, the demands

on potentig%wstuden s are far more severe than at any traditional

institutions with whilch the authors are familiar.” It is evident that .
|
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HYPOTHETICAL STUDY PLAN FOR JOLN MACDONALD

Sequence I (July 1975-June 1976)

- (L

Course Titles

Advanced Curriculum Théory

Fe

Principles of Learning and
Instruction ~ .

Educational Technology

Graduate c81loquium

~

Coq;se Titles

X
. Seﬁpencé,II (July 1976-Judne 1977)

3
A

W

.

. +“*
Organization of the Elementary

School

Theory of Supervision

Intermediate Stafisticé and
Reigarch Methodology -

Curriculum Development
Internship

Modern Practices *in Educational
Administration

Supervision Practicum’

)
i

.
Sequence

III (July 1977-June 1978)

The efforts on pupil attitud€s and achievement of locally

developed socipl studies mgterials for grade 5 pupils in

Cape &seton County. \\

S

'

>

Method of Instruction
‘e

Summer School in Boston
f ot

vy
Summer School in Boston
oo«

Modularized Independent
Study Course

At AIE, one Saturday per
month

Methgd of Instruction

Upgraded M.Ed. summer
school course from a
local university *

U .Ed. suifier
pgraded M.Ed. su Ml
school. course from ‘4

local university

Regular university Ph.D,
course (under Dept. of
Psychology)

_Affiliated with the

Curriculum Dewelopment
Centre

Tutorial from a retired
school superintendent

Works in a local college,

supervising undergraduate
#student teaching

Q

Credit

6 cr. hrs.
3 cr. hrs.
6 cr. hrs.

6 cr. hrs, |
21 cr. hrs.

Credit
hrs.-

4 cr.

hrs.

.

cr.

hrs.

hrs.

hrs.

hrs.
hrs.

6 cr.
cr.

cr. hrs.

- ~
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the Committee on Admissions has selected wisely and that students who
have entered the registration process have been exceptional in many
ways. Open Access is aI%eady reputed among students as anything but an
easy route to a degree.

The type of student attracted is worthy of note. The minimum of

educational experience possessed was two years while the majority have

had more than ten years. Applicants have tended to be older than the

typical graduate student and their age and experiences has enabled most

to be reasonably specific about their needs. Many had previously been

atcepted into graduate programs at other institutions but of perhaps

more significance, most had continued to study after leaving full-time

y university degree programs. It has become clear as'well that most

‘ pract;sing educators can not afford to uproot themselves for a two-year
period in order to follow a conventional doctoral program and the Open
Access route is their major hope of doing advanced study. These people
are not averse to including summer study at leading universities throughoﬁt
the wor®d. Most, as well, expect to be able to spend at least a six~
month period in full~time study and research.

14
¥

Summary And 'Conclusion

» P

The Open Access Study Plan has been developed in response to
. fundamental inequalities in educational opportunity among educators in
the Atlantic Provinces of Canada. The major problems of access and the
response of OASP should provide some indication of our expectations for
the scheme:

‘

Problems of Access Response of QOASP
1. Geographic -~ large area, sparse 4 OASP brings learners into contact ©
. population. with learning resources by .

mobilizing both the learners and
. . learning resources ard by developing
- personnel and materials which
were previously untapped.

2. Social and Economic ~- persons OASP draws no arbitrary distinctions
who for personal or economic between full-time and part—time
reasons cannot pursue full-time study,- or resident and extramural

" study, particularly if dis- study.

placed from their homes for a

year or more. R [

3. Lack of opportunities for’ OASP provides access to persons s :
graduate study within existing throughout the region at both {
institutipons -~ some universit%\ - master's and doctoral levels. ’

ies do not grant master's N
degrees and no university in the’
region grants the Ph.D. in the

field of education.
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Problems of Access

Restrictions on admission at
exigtingumiversities -- there is
little provision for those who
have learned in non-traditional
ways and who do not have ''paper”
credentials.

4.

Enrolment in a single university
restricts opportunities for
students to combine the learning
resources of many institutions -~
while most institutions have
minimal resources in a single
field, adequate resources are -
available by pooling resources
across insitutions.

Many communities do not have
access to gradfiate students as
a resource to assist them in
solving local educational
problems.

Educational researchers are
limited in their own studies
due to the absence of advanced
graduate student assistants.,

Restrictions imposed by the
nature of universities and their
organization -~ traditional pro-
grams are often inappropriate to
the needs of students and the
region; courses are timetabled;
‘research is often theoretical,
abstract, formal, removed froms. __
practice. .

”
k3

Many prime learning resources
exist outside universities and
are largely inaccessible to
graduate students.

RIC

*While 'a flexible adriissions poligy has been built in, this aspect of
OASP will be introduced'only after the plan gains more acceptance and many
traditional cases have been processed. ' )

}

N
"

“e

Response of OASP

- ! 111 o o

OASP will provide* opportunities
for persons who can demonstrate the
results of their past learning to
enroll in appropriate programs.

OASP provides an overall structure
which permits access to resources
across institutions and which makes
use of significant non-university
learning resources.

) AN .

QOASP enables field associates to
supervise the activities and .
research of graduate students in
local areas.

’
*

-

OASP mobilizes graduate students
at all levels in a variety of fields
and geographic locations.

OASP provides flexibility in the
nature of learning methods; open
timetabling to suit”the individual
student; applied research focused
on problem-solving, as well as
traditional theoretical research. _

. » .

OASP enables involvement of instructors
and supervisors without regard to their
institutional affiliations. A

»
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It will take further development and experience to judge the efficacy
of the Open Access Study Plan. It is reasonable to suppose that since there
are no elaborate campuses, buildings, and minimal.full-time staff, Open
Access programs will cost\sonsiderably less in real terms than do conventional
programs.

v

Whether or not this gerticular model is transferable to other parts of
the world remains to be seen. Certainly, in Eastern Canada it seems to be
the most viable solution at this point in time. We suspect that in other
areas as well student access to appropriate programs is restricted despite
the existence of substantial numbers of universities. The failure of most
models for graduate study to fully utilize significant learning resources
which are not samctified by universities is considered a major problem in
our society and a major challenge for program designers in the future.

-

»

: 11%

110




DEVELOPING SHORT COURSES FOR-TEACHERS: )
THE APPROACH OF AN ONTARIO FACULTY OF EDUCATION TO
- PRE-SERVICE/IN-SERVICE EDUCATION

s ° “

) MALCOLM W. APPLEGATE
Co-ordinator of Continuing Education
Facvlty of Education .

M:een's University . s .

o~

%

One of the ba51c functions of a professional faculty in a university
is the tr_nsmiq51on of the generalized and systematic knowledge of the ]
profession tn its undergradua;e students. In this pursuit, many facultjies
have developed a particular type of relationship with their respective
fields; namely, one in which the students are provided with an opportunity
to gain some field experience. This relationship is no longer sufficient.
Today, the world, "...with its constant and rapid changes cannot endure
without continuous learning The expansion of knowledge will alter both
educational and vocational requirements at a pace few of us can yet
imagine." (Report of the Worth Commission on Educational Planning, page

: 38.) r . )

Such conditions make it obligatory on the part of professional
faculties to become increasingly involved with the task of providing and
promoting continued ‘education of the members of each profession through
in-service courses. This challenge requires such faculties to meet the
many and varled needs of professionals at a time when the body of professional
knowledge in many areas is changing rapidly. Any development in this
field by a profesﬁlonal faculty must make demands upon resources, -both
human and material, "which are often already fully utilized in pre-
service education. Thus, problems with respect to matters such as pre-
service educational activities, the resedrch association with the field
the maintenance of faculty autonomy and the allocation of resoyrces must
be reconciled and balanced with increasing demands for in-service education.

"While universal problems with respect to pre-service/in—service education
exist for all professional faculties, the m /ain concerns of this paper
must necessarily be focused upon themes _whlch appear to be particularly
central to faculties of education. Lt . }

3

s
[3

' The need for a careful balance of both programs and resource
allgcation provides only one pf the forces working toward an inseparable
union of pre-service and in-service education. Pre-servi¢e and in-
service professional development cannot be treated in isolation one from
another. The very nature of teaching as a professional activity demands
that we look-at all aspects of teacher education and at the contributions
of all related institutions. To separate one part of the teacher etlucation
endeavour from the other. major components is a sure formula for failure.

. p 113
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There is an inewitable, even if sometimes subtle, relationship between
. consecutive programs, sconcurrent programs, associdte teacher activity, .
“modified internships, varied term sabbaticals, negotiated leave, graduate -
studies programs, letters of recognition and the varied even if contro-
versial concepts of a continuing education diploma. >

s v

In this paper I shall try to do two things: First, to offer you
some reflections on the role of a faculty in continuing education and,
more specific, on a faculty's approach to short courses for teachers, an
approach which tends to draw together elements of both pre-service and
in-service education. Second, to outline for you several major concerns
of our faculty with respect to in-service professional development. .

Now, at this point in the paper, I should explainathat the pro—
fessional setting from which examples of struéture and function are—
_drawn is the Faculty of Educatign with whom I work at Queen's University. .
"It has been the invaluable experience of working with this faculty that «
has provided both a theoretical and practical base for this paper. ’

A Faculty's Approach to Pre-service/In-service Education

. The relatlonshlp between a faculty of education and the professional o
field tends to be symbiotic. Within the regular pre- sérvice program the ,
‘faculty-field forms of interaction have tended to emphasize the field's .o
assistance to the faculty in providing pre-service experience far candidates
intending to join the profession. Within the same program, other forms
of ipteraction such as in-service programs, specifically sponsored for
associate teachers, have tended to provide an opportunity for the faculty
to help the field. ¢The changing nature of the professional settlng into
which the teacher candidate will move provides one of the factors which
indicates a need for a dramatic change in field relationships. Furthermore,
the broadening of the definition of "field" is exemplified in continuing )
edutation programs wherein a faculty may be serving not only a specif;c
professional clientele but also a much wider variety of community groups

The intricacy of the faculty-professional fdeld relationship simply
bears out the inseparable union which must ecxist between pre—service and
in-service education. In the case"of the faculty I represent, an awareness
of this relationship may best be seen through the following developments
in the life: of the faculty. /

t

The Faculty and Centinuing Education Programs
- ¥ N

Consistent with our faculty' s/desire to encoufage all aspects of
faculty-field relationships the provision was made for the establish-’
° ment of an office of continuing :7ucat10n Since the fall of 1969, this - -

office has prlmarlly concentrated/ tpon the offering of both basic and
.advanced certification programs designed for Ontario elementary.and
secondary school teachers and administrators. A’ major reason for this

early focus was the absence of fundipg arrangements for non-credit

courses. At each step in its certification program planningj ‘the continuing
education office sought to draw together the major elements of both pre- ~

service and in-service courses and workshops. . -
I 114
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As the B.Ed. program became more firmly established, faculty were
able to offer more time and effort toward non-funded and non-credit
professional development programs specifically requested by interest
, groups within the profession.

L8

“

As the activities of the office of cgntinuing education have increésed,

a gradual reversal in enrolment patterns; has developed between the

" funded certificate courses which, #n a sense, gave the office its earliest
major thrust, and the non-funded in-service and community workshops.

The change of enrolment patterns between 1969 and 1974 has a significant
bearing on the future development of continuing education for this
faculty. Within the Summer School Certificate Program it isvevident

that certain courses are no longer being sustained by a large enrolment

as in the past. This trend is to be expected where a certificate program

. has been offered for a number of years. The pattern of enrolment in

‘'such programs suggests that a careful assessment of future enrolments
should be made in. the planning of certificate courses.

The situation with respect to non-credit courses and workshops is
somewhat different. The demand for these programs is indicated by the '
amazing growth in enrolments during the past four years. These changes
in enrolment pattern have serious implications for the funding of programs
and this problem will be referred to at a later point in this paper. .

As a sub-system within the facylty, the 0ffice of Continuing Education
necessarily concentrated upon programs which were quite different in
their admission requirements, source of initiation, and organization’
from those sponsored by the Department of Graduate Studies:! Although .
these two sub-structures have similar concerns with respect to on-going “
professional education, it can be argued that the departments concerned
with undergraduate and graduate studies have more factors in cSfmon.

For example, both programs pay particular attention to the.imaintenance
of “academic prestige and this concern is reflected in candidate selection
procedures. This concern is understandable from a university viewpoint'
however, provision must be made for the many professionals who are in
need of help 'but who are underqualified to receive this help through a
school of graduate studies. It is ih the provision of this kind of help
that the Office of Continuing Education plays a particularly important
role.

In the case of an office of conginuing education, the relationship
vith a cfient tends in ‘most cases to be of a temporary nature. The
office moves to meet the client whereas the rkverse tends to occur in
tHe more formal degree programs. Thiﬂ means that new, temporary linkages
between ‘the office of continuing education and the clientele must be
continually established in order to bring new knowledge to practitioners
with every passing year. Among these temporary linkages are human
relations training, organizational surveys, specialized subject workshops,
seminars, and collaboration on specific problems. Thus, an office of
continuing education should have a capability of generatiné a great

¢ "
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variety of temporary systems to suit specific occasions, clients and
topics. Furthermore, because of the office’'s intimate involvement with
the professional educational environment, it is not at all surprising
thaf\iﬁsmust press fgglgggifiqatipns of both faculty and university
IBEIicyiwhichmméx;§§t as cBﬁ§ffaints~hggg:£Ef§;involvement. For example,
the office must encourage new developments sSuch-as diploma programs, a
maximum oQangaertTEHIE'portabilitij—Eﬁa‘f%*—1nuﬁk_\2\\‘rofessional

e Sredt _the—fundin
development workshops and seminars:—. )

Having given you some background with respect to the creatiow of an
office of continuing education, I now wish to turn to the concerns of
both that office and the faculty it represents with respect to short
coyrses for teachers. 1In this description, it is my intention to point
up the consistent attempt to sustain a close relationship between pre-
service and in-service activity throughout such short courses.

) During the brief history of this newNfaculty office, we have found
éhat the short courses offered by the faculty have tended tobe organized

along three major lines of division. These/may be entitled somewhat as
follows: . s '

1. Regular short courses offered by members of.the faculty to

the profession at large.
& Y o -

v 34 2, Cooperative Countx‘Board-Faéulty of Education professional
development programs.

.
- .

~
¢, [

sociate teachers of the facufty: The
faculty—associatg felgg}onship.

3. 'Short courses fo
groundwork for™a ne

¢

now wish to summarize for Xbu the main,elemghts of‘éach of the

above divisions. ) /
The'Regﬁlar Short Course Prqg;am¥ Offered to :the Profession. B \
\ . - ' e, -,
Almost from &he very beginning of its existence, the Hdculty of ° -

Education at Queenis University undettook, the sponsorship of short
courses for teache throughout the entire calendar year, although with
special emphasis upon the spring and summer months.

-

From the very oS@set, these short courses. assumed characteristics
which distinguished them from degree and certificate programs. First,
they were relatively brief in duration. If held in the summer, they
might be of one or two weeks duration. If presented during the academic

year, they each might involve a series of evening or weekend commitments .-

tOtallin%fperhaps 20-25 contact hours. Second, they carried neither--degree

nor certificate credit.; An individual faculty diploma or letter of -
recognition might be issued to a program partichant-upon completion of ,
a workshop or.short course and frequently stich ﬁe;g;p& of recognition
have been used 2§f¢ersua ive evidence of professidf#l interest and

activity b§ bo s of education. Nevertheless, no geﬂ@;al ptedit pattern‘//
has been ai/yé% develope

in relationship to such cou ./ Third, //




each short course must be financially self-sustaining, in that all
expenses must be covered by fees. No form of grant has been available
to such programs. Furthermore, it has been ;ecessary that a:percentage
of gross revenue from each program be retained by the university against
overhead cost. e

H Y

A fourth distinguishing characteristicflay in the special relationship
which emerged between the Office of Continuing Education and each individual
faculty program sponsor during the preparat}on and presentation of short
courses. This relationship might best. be %@scribed as shared management

or entrepreneurship. The Office of Continying Education brought to the
faculty member the results of research,con¢erning the perceived needs of
teachers. The faculty memberg on the other hand, brought to the Office
of Continuing Education his own perception of program possibility.

Needs assessments were matched with flexi ility of program design. The
faculty sponsor became a co-manager of the program. He decided upon
most details of content and determined the optimum numbers for a given
workshop enrolment. In consultation with the Office of Continuing

. -.Education, he worked out the fine balance between fee to be charged to

the profession and the pattern of anticipated expenditures. In a very
real sense, he entered into a kind of partnership with the Office of
Continuing Education in which he assumed a large measure of responsibi-
lity for the succéss of the program. In order to assume this kind of
responsibility it was necessary that he be involved in the basic decision-
making pattern at every stage. )

Thus, the preparation and presentation of-a short course involved a
very clear sharing of details of both design and management.

\

The responsibilities undertaken by the Office of Continuing Education
involved program promotion, admission procedures, advertising design,
identification of target population, needs assessmentgy, advertising-

. distribution, enrolment statistics, evaluation procedures and financial’
accounts. ,'The responsibilities of the individual program sponsor were
more directly related to content preparation-and program presentation.

¥ Y - R

In this pattern of sharq@.responsi%ility, certain procedures related

to program negotiations were followed on a fairly regular basis between

faculty| sponsors and the Office of Continuing Education. The following
points gummarize the sequence of negotiations for any given short course
. betweenT? faculty sponsor an? the con;in\ing education office:
| i \\/ . .
1. 'First a preliminary study was made of the principle objectives
, .- of the proposed program. A kind of rationale for the program
i was developed and consideration was,given to the influence
*which the. proposed priogram might have upon the overall balance
. of in-service offerings being presented by the faEulty at the
time of the proposed workshops presentation.

A -?
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If at all possible, evidence from a-needs assessment or pro-
fessional development survey was considered in program discussions
at a very early stage. ’
The proposed format for the in-service program was then discussed
and the steps in the presentation of the program were related
to the projected contact time with the clientcle.

Consideration was next given to the question of target populatiop.
es the program make its appeal? What perception do
we Mave of \the needs of the target group .concerned?  How reliable

- »i

'Consideration 1g0fekt given to the optimum dates for presentation

pf the program. Is the program designed as a summer offering
of one or two weeks? Would the program be far more appropriate
to the autumn or winter term? ~ Should the program be offered on
a series of dates? Is the program more appropriate to evening
or weekehd presentatign? To what extent does the nature of the
target population, distribution of advertising, the extent of
appeal, relate to the proposed dates for the program?

. -
The sponsor and the Coordinator of Continuing Education then

* progeeded to cost out the proposed program. A prospective

budget was prepared for the accounting department of the
university. The following factors are considered for "this
budget: ) ; .
a. The cost of advertisimg the program
b. Anticipated material duplication
¢c. Food service costs if any .
"d. Honoraria to visiting lecturers
e. The cost of media service technical assistants
f. Janitor service if réguired
g. Instructors' stipend . ) ‘

The next procedure was the preparation of program advertising.
A study was made of the appropriate kind of advertising for the
program. Consideration was given to advertising dateg. The |,
nature and extent of advertising distribution was studied The

program sponsor then undertook the basinpreparation of the .

advertising material and submitted this to the Coordinator who

then proceeded to follow -through the steps of design, print and "\

distributil,on S . )
. Q . , i {

The reservation of classroom facilities for the program was.

next considered.’ Should the program be located at Queen's

University? 1Is it more appropriate that the program be takerr

tp a local community outside of the’university?

N s
/ N . _ A\\_. _

aye available statistics from needs assessments? Do our statistics

o
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9. The question of co-sponsorship of a program from dutside the
faculty became increasingly important as it was found that
members of other faculties and inst1tut19p§ outside the university
were becoming interested in offering programs on a cooperative
basis with the Faculty of Education. In such co-sponsorsﬁip,
which is published under the letterhead of the university, the.
faculty bear the respon51b111ty for the standard of program
which is offered.

Such regular short courses for teachers grew in enrolment at an
amazing rate. During the period 1969 to 1974, the Faculty of Education >
experienced more than a fivefold increase in enrolments within such
programs. -The accompanying graph illustrates the dramatic increase in
such short courses and also indicates a diminution in regular Summer .
Certificate Programs of fered by the faculty during the same period.
This increase in workshop enrolment from 85 participants in 1969 to

© 2,485 in 1974 is all the more amazing when we realize that such growth

in participation is attained in spite of the lack of any credit for such
professional activity. ~ o
"
This, then is the first example of our faculty's approach to the
short course for teachers. 1 now wish to outline for you a second type
of short course or workshop program, this time more specifically focused
upon special administrative divisions served by the Faculty of Education

throughout Eastern Ontario.

Cooperative County Board-Faculty of Education Professieongi~Development Programs

Y

During the past three years, as the B.Ed. program in the\faculty
has become more’ firmly established, faculty have beenm able to\ offer more
time and effort toward professional developmeént programs specifically
requestgd by major interest groups such as the county boards of education
A numbe? of {mportant features give'these cooperative programs very,
distinctive chanacteristics. 1In the'first place, programs are the
result of a cooperative design and a collaborative sharing of responsi-
bility. Y

After a careful and detailed needs assessment has been undertaken
frequently by the teachers in a given county, board representatives may
approach the faculty Office of Continuing Education with a view to .
defining certain areas of professional development considered by the
teachers concerned to be of major importance. ‘A series of program ) '
designs, specifically tailored to the needs of the board, result from
preliminary negotiations. Once a number of programs have been selected
for a given term, the faculty and the board decide upon the naturé of
the responsibilities to be shared. ’ :

Usually, for its own part, the board will undertake the advertising
of the programs and the registration of participants. It will select a
suitable location within the county for the presentation of the programs, and
it will undertake the financial expenditures attendant upon the programs.

119
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.2¥e Faculty Office of Continuing Education, on the other hand, will .
identify the appropriate members of faculty and will undertake negotiations

with these faculty members concerning the modifications of program necessary

to meet the specific requirements of the teachers concerned. The office

will also negétiate such matters as suitable dates of presentation and

financial disbursements. In other words, the principle responsibilities of

the Office qf Continuing .Education lie in the direction of faculty partici-

pation, specificity of program design and clarity of contractual arrangements.

recent years gives every indication that such joint sponsorsh
rapidly assumed major dimensions. In the academic year 1973-1974 alone
there were 474 participants in professional development workshops organized
. under tfese special arrangements., There is every reason to believe that ,
this new field of board-faculty sponsorship will be sustained and indeed
intensified during the coming years. One major advantage both to the boards
concerned and the faculty lies in the sharp foﬁus which 1s placed upon the
identification of professional development need\and the fact that in most .
cases this need is identified by the teachers themselves. Another advantage
may be found in the very close attention to local requirements and the &
v opportunity to modify programs in order to meet such requirements. &
R Still another advantage rests in the whole spirit of cooperation and
information exchange which results from such an endeavor. Ome of the
most outstanding advantages may_be found in the opportunities afforded
teachers to work closely with faculty members, exchanging information with
nrespeCt to pre-service program developments, .in-service CUrriculum design o
and evaluation. - Such exchanges surely help to establish a necessary
consonance of purpgse betwéen pre-service and in-service activities.
Finally, one of the greatest strengths of the program may be found in the
- encouragement it offers to faculty to, move out from the university setting
into the field itself. It must always be kept in mind that such programs
are necessarily "on-site'" in nature. The programs are taken to the teacher
) rather than the teacher going to the program. * ’

Enrolment statistics in such board-faculty gooperative p; grams during

.

o

v
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The Faculty and its Associate Teachers: A New Relationship

S 12

'Almost from its inception, the Faculty Kas been concerned with the need
, to develop a special relationship with its assopiate tedchers -- the teachers
in eastern and northern Ontario who work closely with the faculty in the .
acceptance of B.Ed. students\in the schools under practice teaching arrange- .
ments. It seemed to the faculty tha }/traditionally the associate had been
looked upon almost as an adjunct to the teacher training activities of a *
faculty. Obviously, this was an inadequate arrangement. It is true that in
the early years, annual meetings of faculty and associates were held mainly s

for the purpose of examining teaching methods and student EValuation -
procedures. By 1972 these annual meetings were beginning ‘to take on a
, * A




development interests of the associates. Beginning in the year 1972, .
special April practice teaching round workshdép programs were established,
specifically designed in answer to suggestions offered by the associates.
The clientele for the programs were mainly the associates themsel:

e’

In 1973-74 a voluntary group of associates, some 300 in number, were
designated "portal school teachers", who entered into a new and special
relationship with the faculty wherein they accepted stlidents into their
classrooms without any stipend consideratiom and at the same time moved
into a closer collaborative relationship with the faculty, to whom they
suggested specific programs in the field of professional development.
response to these suggestions, the faculty established priorities in
of curriculum development, subject workshops, educational research and
innovation. The¢ programs resulting from these priority studies Were,z, ,
directed specifically to the portal school teachers. Faculty teams wilhin
the portal schools acted in an intermediary fole in the continuing exploration
of professional needs as perceived by the portal school teachers themselves.
County board administrative officials gave excellent counsel in the plafining
of in-serdvice activities, which wlre central to the portal school project.
\\\\\\\ Although %rofessional de elopment activities, many of hem located within

the portal and associate schools, continued hroughout the entire year, a )
‘%?Qiticularly intensive concentratioq\of prog&cms was organized pnd‘présented 1

//////;/'different hape and attention was being focueed upon the professional

In

of some »249 participants in

ng the moch of April 1974, rohme
N\ thisNApril phase of the portal school n-service rogram gave clear evidencé"—~\‘—*\
\ of the willingness of boards an te chers to become involved in professional i

\ development program planning and preséntation. Especially was this true

. where the teachers themselves were able to take the first initiatives in

identifying the nature of the programs. It 1is important ‘to emphasize the
fact that the Faculty of Educagion offered programs frée of charge to the
teachers involved with the pofal’ school project.

For the academic year 1974-75 modifications were affected in the portal
sghool project. However, the princfﬁab qualities of this special relatiOnship
were extended to all 1,400 associates. During 1974-75 the concept of free
professional development "service to the associates has been maintained in
programs which instead of being mainly concentrated in the month of April
have now been extended throughout the entire academic year. Moreover, the
concept of the on-site workshop has been enhanced by the organization of many
programs'located‘in such centres as Belleville, Peterborough, Brockville,
Cornwall, Ottawa, Renfrew and Deep River.

This year, workshop .programs have tended to vary more widely in format.
New and different resources of the faculty have been drawn together. A
somewhat different timing of resource utilization has tended to give,
greater equilibrium to prégram presentation across the entire year. -All of
these féatures of. the new associate professional development program of the
faculty have been seen as marked advances over the portal school project of
1973-74.

\




. 1o , ’ ' @

3")

Nevertheless, probably the greatest-advance for oufékaculty in its
rélationship to the associates has been signaled by the organization of
the Interim@ssociate Teacher Representative Committee during this
current academic year. I have mentioned the concern with which the
« faculvzdhasrviewed its relationship to the.associate teachers. For a
———————-*"Iﬁﬁ§vtime, the faculty has felt that the associate teachers must have a .
far greater role in the determination of all phases of faculty program '
whether in-service or pre-service. But, what vehicle could be developed
hich would give representation to the associates on some kind of consistent
asis? _Here we have 1,400 associate teachers spread across a vast
erritory. How could we develop 4 representative body which would
ttend not only to the common objectives of the associates with respect
o teacher educatioz}but also to the more local objectives?
i In its econcern, the faculty undertook a series of discussions and
negotiations with the Kingston Teacher Education” Committee of the Ontario
" Teachers' Federation. In January of this year these detalled discussigns # -
resulted,ih the formation of anfInterim Associate Teacher Rengsentative
Committele organized as a result of the mutual cooperation of Oftario
Teachers' Federation representatives in Eastern Ontario and, the Faculty
of Educa‘iﬁn. As far #s the facul#y Were concerned this was,agtéuly
great brelk-through in the interests of cooperative planning’ and program
design by major educational institutions. Together, the Ontario Teachers'
Federation representatives and the iaculfy of Education had created an

organization which might give voice to thg concerng and the needs of the
associates. .
[‘. \A.* + ~ « B .
- The committee thus designed would give representafi&Q\not only to~~
- the, associates but to the Ontario Teachers' Federation committees in )
Ottawa, in Peterborough and in Kingston as well as to the administrations Coe
of all county boards and both elementéry and 'secondary school prdncipals. '

"In the interests of associate teach®t § epresentation, Eastlern Ontario
- was divided along mainly éounty board §ines,and*each divigsion so formed .
" was given representation ?n the commitfiee. .

.

b x

Major Concerns of the Faculty with Respect to Pre-service/In-seérvice Edutation
N o
Facqors of geography, population diBtribution, on—-going relationships
with educational interest groups and the special characteristics of much
of our program design have all had their influence upon the setting of
priorities and thge raising of concerns with respect to the future of

: pre-service/in-service education for our Faculty. ,
\ ¥ ' a

-~

o We have experienced a growing concern that many aspects of our
program be developed as cooperative endeavors,/between the faculty and
the profession it serves. The, teacher's perc@ption of need is most-
N tmportant for any program Success. In the future organization of programs

-~




In recent years our faculty has placed heavy emphasis upon the e
« organization of on-site workshops or courses. The development of specific
board-faculty programs and the associate teacher workshops both encourage
the travel of faculty to more distant centres of Eastern Ontario.

S~

\\\\e Wef are becoming concerned also about the limitations inherent in
the single, one-shot professional development program, the discrete
workshop set in a kind of isolation from all other educational activity.
As a counterbalance, we are anxious to develop a more schematic series o
L of programs, each of- whieh«qay—embody—a_general presentation followed by
consistent work with families of schools.

All educational institutions are beset today with problems of
limited human resources. Our, faculty is poignantly aware of this limita-
tion. Thus, much of our emphasis in future program planning will be
directed toward the creation of a contingent of leadership in the

. professional field. We must attempt an integrative role, not limiting
ourselves to the use of our own manpower #nly.

Both- the consistent concerns and theacollective experience of our
faculty lead me now to the closing section of this paper wherein I wish <
to suggest to you several important issues not only for faculties of
education but for the profession at large in so far as the future of
p continuing education is concerned.
A Faculty's View of Critical Issues for the Future of antinuing Education
in Ontario

4

4

(a) The funding of non—credit, in-service professional programs

As we have alrea;y‘?oted, a study of péofessional certificate \

course enrolménts throughout the province reveals a generdl decrease.
¢ Under present per capita formula financing arrangements, this trend has

resulted in an overall lowering of financiJl support for the continuing

education work of any faculty. The financial problem is compounded by

the encouraging pattern of growth which may be seen in the non-eredit

professional development workshops that are not eligible for funding.

In our own faculty such inservice workshops have been self-sustain g5

that is, to say, fees charged to the partikcipants pr0vide the only /form

of financial support. In most cases the i diviguél participant pays the .

fees from his own income. County board and federation assistance in the

payment of fees and afcommodation costs is-beginning to appear but,

naturally, it is on a' broken front. ////jv

/
During recent years very ser;dus consideration has been given to

« the question of funding non-credit, in-service programs. In any such
consideration important assupptions must be exfimined. For instance, it
is reasonable to assume that quality of program is to some extent related °* ¢
to fuhding Certain imp0rtant questions also farise in considerirg the -
matter of funding What does the univlrsity faculty concerned see as
. its responsibility,iﬁ non~credit education? 111 funding affect innovation
in program development? If so, what will be the nature of the effect? ‘
What/ hearing may a non-credit program have on d student's subsequent i
interest in a credit program? ' : l |
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in the whole matter of non-credit program funding an important
future development, may emerge in ‘thepature of a new teaching certificate.
in which recognitionn may be given to the teacher's additional attainments
beyond degree and certification work. This proposed recognition of .
additional attainments should enhance the possibility of formalizing'. .
short courses-and in-service workshops and thereby give new persuasive )
evidence for workshop funding. To support this.approach one only has to
refer to the marked increase in workshopisﬁ?blments. One can hardly )
imagine the impact that equitable funding and diploma credit would have
upon in-service offerings across this province.

(b) Course credits in continuing education: the concept of a diploma
: for furth%; educational studies -

»

Professional short courses, workshops and symposia have increased
at an incredible rate in recent years. Nevertheless, there is a marked
absence of any uniform system of recognition or credit for participation
in these many programs. . N

’”
v

In March of 1973 Dean Vernon Ready of Queen's University Faculty of
Education submitted to the Ontario Teachers' Federation and the Conference
of Deans of Education a propo§al for ;ﬁprovincial diploma relateg/to‘
further educational studies., In this proposal he emphasized the faet
y

is\not the on éWay for many teachers to engage
h

that the graduate route .
ﬂ; indicated that many teacheps may wish to do

in continuing education
work in applied activifies F;

theory leading to degyees. 'Others, he felt, will wish to puyrsue more
diverse packages of dctivities than is possible in a structured degree
program. In his proposal,” he stressed the difficulty that there is
presently no way for teachefs to gain recognizable credit for many

ather than in follbwing courses in educational

i§\}ggitimate educational activities and studies in Which they participate.

e L .
The suggé;EEQ‘diploma would have ministry, federation, trusdtee and

university recognition. It would be administered by a provincial office

+ and—the credits related—to the diploma would be regulated by a provincial
board made up of representatives of the federations, e ministry, the
facdlu&es of education and the trugtees' councils. Any institution -
offering continuing education actfvities could apfly to this board to
have its offering recognized for/credif toward e diploma.

td consider diplomas in

~\\\i:rther education based on e educagiozzl offering of that specific

cognition and diplomas bear

: §titutiqﬁ: "However, such/letters of
ems evident, in the light of

little relationship one to’another.
recent developments, th@t
should be given very caxéful cons

»
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(c) A faculgy as a regional education centre '

w

Recent evidence suggééls that the formatign of educational centres

is effective in promoting both professional and curriculum development. '
on a regional basis. In particular, the British experience of this '
concept provides interesting and vn]nnb]c data for the development of
centres in this province. .Compelling arguments may be marshalled in
support of the establlshment of- such centres at the province' s facultids

of education: . “

N “
¢

P g ’ ’
¢ .

- Such a centre may be instrumental in fostgring a closer //

relationship between importapt professiopfal groups such as

the Ontario Teachers' Federgtion, the Cglleges of Applied

Arts and Technology, the ucation; local - /

teachers and beards 3f edfcation. if y

. ! *

— Considerable upporf i rovided by the serious plight that
' ce in the light of staff reductions
tridtions. Many such boards cannot maintain
consultative services.__Therefore, it is to be -
that uqﬁer these conditions, boards would look with
encouragement to the coordinating role of an education centre. . .

- While the British experience may be characterized as a local
o and limited design, the Ontario development of education “
" centres would necessarily be along more regional lines which
would have an important role 1n increasing the communication
between Clientele and resources. Su¢h centtes, marshalling
both human and material resources, bhecome very effeetive

\ 'agents for change,. .

~, . e,

- The cqptre‘could also- have an extrcmely important role’ in
faci%itatlng optlmum interaction betweén other facultles of
the university and,bhe teaching profession. o

“

\ - . C
- Thé creation of such centrés would enhance the development of
a -provincial diploma’ in-educational studies. s ° :

3 e

.

. "The need to malngain and” extend our liéison i@h nhe field i .
growing. rapidly. Thé developfient of‘é‘re du —
faculty would seem to be an excellent meaps of gxxending the unifersity's .

professional development role and also enhancing the possibility of
deriving additional:financial resources to assure future in-service
education. It is for these reasons that]the prov1nc1al faculties of
education should undertake an investigaﬁion to determine the feasibility
of regional education:centres. ‘Such centres would be administered by

the faculties and’ would be charged with meeting tPe recurrent educational
needs of the teaching profession. The major tbrust of the centres would
be tosprovide the less formal aspect of. professional development. The
centres' functlons would not extend into the, sphere of graduate studies,
for which“there-is alréady adequate: drganizatlonal provision.

-
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(d) ‘Cooperative Activity | . ;///
g * /
- h . /.

In the field of continuing education, as in many other professional
pursuits, surely it is important that by far the greater part of all we
do be task-oriented. It is vital that there be continuing cooperation __
between major interest groups_ané’lnstltutlons in order/zﬁét we may
avoid duplication of effort. It is also important to ensure as much
equality as possible between interest groups ‘participating in professional
development programs. Somewhat akin to a traditionally acceptable
attitude toward flag, motherhood and God, no one is supposed to bee
against continuing education. The problem, however, is to devklop at /
least some minimdl consensus betweén major institutions concerning e
priorities, to-avoid wasteful duplication. A second Serious problem is//
to develop an initiation upon the part of the practitioner. This ini;iation
might well run parallel to what has been called the unique contribution
to be made by each interest group concerned. Thus far, too many of our
activities must be considered only as emergent activities. This kind|of
emergency response to situations simply is not adequate in the long run.
We have reached the point where we must bring our energies into a mor
common cause so. that we may avoid wasteful and enervating duplication of
effort which too often is caused by territorial imperatives, competin
agencies and the suspicions which seem to have been so steadlly cast
upon joint ventures. ’ '

-, R

At this’ point I wish to gquote from some notes I made based on
critically significant points stateq to a professional audience by my
friend and colleague from the University of/ Ottawa Faculty of Education,
John Rogers, at an O.T.F. Confereqce on C ntinuing Education, March-1I,
1975: . ‘

Now.is the time for the Q:T.F. to look at long term plans
for their teachers. We need the formaeian of a provincial council
on continuing education. to represent the great variety and disparity
f interests. I urge-the profession to look with renewed vigour at
g the continuing education of their teachers. 1I feel that,there’must————**”
be “under taken a re-examination of the many types-of £6fessional
reward. ‘Means musﬁ be, Studied for the releag}pg’GE/ieachers on a
continuing and meah1ngful basis so that they-‘may embark on meaning-
ful continuing edugation programs. Consideration should be given to .
thé development of Pegiomal education centres. Thus it is obvious
that continuing educatlon*is a seamless continuum for all involved.
We mustrlook at long term plans and perhaps the only way we can
look at such plans is to form together the kind of provincial consortium
or council on in-service education suggested by Professor Rogers.
Surely we can await no longer this kind of provincial unity that is so
necessary to give continuity to continuing education.

\

>~

Such a provincial coordinating body would bécome cognizant of the
implications of change and innovation. It would help to remove the
emergent response pattern from much of what we do in continuing éducation.
It would help the various interest groups to disseminate and utilize
knowledge for the promotion of sound educational change by members bf
the various interest groups themselves, the present generation of
professionals under training and especially professionals in the féeld
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“
CONTINUING EDUCATION FOR “s
TEACHERS IN RURAL SETTINGS'

.
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MYRLE VOKEY N
Director, Professional Development
The Newfoundland Teachers' Association

/

In dealing with the continuing ‘education of teachers one must
distinguish between the pre=service and the in-service program. The
'~ following comments are directed towards the definition of continuing
.education as worded in thq policy paper prepared by the Saskatchewan
‘Department of Education, which states that "In-service training should

be viewed as a process of continuous professional renewal". This statement g

is based on the assumption th9£ pre-service training is only the start
of professional training and growth for a teacher and/or a school .admi-
nistrator. ° )

. ¢ . /

Another factor that will determine the type of continuing edGcation
we envisage is whether or-not the in-service education program/ié related
to the certification of teachers and/or whether or not the programs are
voluntary or compulsory.

A}
.

There is a constant_need for teachers to be knowledgeable and keep
abreast of new developments in methodologies, administration and curriculum
development. Such training can be organized,on an ad hoc basis to meet
the emérging and changing needs teachers. As far as in-service
education in Newfoundland is gehcerned, the Crocker Report emphasizes
that a great deal of the in-$ervice education of our teachers has been
structured in such a way that teachers aYe motivated by factors of
questionable validity to/take courses which to a large degree have been
pre-determined. The content of such courses often has less.,than maximum
relevancy to the skills, needs and capabilities of the teachers. ‘

In-service activities tend to be seen by teachers as: _

- offering an opportunity to advance on the salary scale

~ helping to promote tegzﬁers to positions outside their area
of capability 4 - .

- enabling teachers to adjust to changes imposed by provincial,
state or district authorities. N .

While none of these functions are inherently bad, any or all of .
them should be in addition to meeting professional and pedagogical needs
of the teacher. There need not be any conflict in wanting to upgrade
for professional as well as economic reasons. )

. . ‘ j}?ﬁ? : .
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premium, it is apparent|that much formal j —s%;vice education is very

often a means to an end| -~ the'end beipg a higher degree of competency

a7/measured by teacher certificatiop« Such shortcomings are accentuated
// N 3 < -~

by the followipg characteristics:

" /- very limited'ch ice of coufses available to the teacher .
' ~ haphazard and sporadic bfferings of colirses resulting in
"supermarket type selection" ‘
- resulting belie; teachers, because of the above (and other factors),
- that the courses are irrelevant and "not practical" -
- an ad hoec. approach which has little or no philosophy and no tie-in
to a sound, individualized teaégér training program
- the present emphasis on graduate work, which is extremely difficult
to service using such commén approaches as ETV, correspondence,
tapes, etcy | . . ' ’

The other type of jin-service training -~ the short term workshop

variety -- is usually ﬁeld on an ad hoc basis’'with little or no overall
planning and/or philosophy. However, this type of in-service generally
appears to be more meaningful and beneficial to the teacher. Despite efforts
to involve teachers in planning at the local level, these programs are '
considerably weaker in tural areas than in ceqtefs with relatively large
populations. "As a résuit, in an effort to .make in-service more relevant
and“ractical, many rurdl areas are resorting to utilizing local personnel
at the  digxrict level as well as personnel from neighbouring districts for
short'tefi‘&orkshops. Also, personnel from the upiversity are utilized,

especially in instances Yhere the in-service program extends over several

AN

L

: weeks., - ’ i -

In Newfoundland many} of the "local” in-service programs are being
regarded by teachers as being very effective. In such cases, the participation
and work of the teachers involved should be allowed to accumulate for certifi-
cation credit so that teachers can receive tangible recognition for having
recived effectifre in-service training.

. ¢ 3

Aléhougb the locally initiated in-service education program can (and
sometimes does) suffer similar short-comings to that of the formal accredited
in-service training, e.g. irrelevant pre-determined topics, etc., the
feedback from such programs\is generally encouraging.and positive, One of
the reasons why this appears to be so is that problems are identified
}déally, thereby meeting the\ felt needs as perceived by the teachers in the

. classrooms. Also, -a greater variety of resources axe usually available,

— ’ including AV me and personnel from the classroom§, school districts,
universities/and depayxtment of education. In this regard the "professional
tutor" described in phe James\Report demand ’Q'great deal of cons;ﬂgf;tionﬁ“
and merit. We“hqve/not yet explored or experimented with this concept in ~

» Newfoundland. /;;/// T e
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The' continuing educatiornf of teachers in Newfoundland is a difficult
problem in that many teachers are situated in’areas where population is
sparse and resources (human and physical) dre very limited. At Jpresent
teachers who are not able to up—grade by taking courses on campus are

. upgrading formally, basically through two methods -- ETV and. local part-
time instructors. Neither method is working very well, although the
latter appears to -be the better of the two. Use of the ampliphone,
\\\ closed circuit TV, audio—tapes, and similar methods has.not had particularly
~. .good .results. The utilization of satellite TV with two-way audio and vid
. \gommunlcation will be experimented with in the areas of medicine and.
- _community. planning early in 1977. This approach may have some poten
forx, t ¢her education. In addition to the questionable effectiven
the 4pproaches previously mentioned, course selection is often
stricted; this 1n\turn leads to a haphazard approach in se
’courses. %

tion of

ng business. Therefore,
f money to technological 4
lon than to individualized -~

. N ,//

/// Continuing education 1§ an expensive and exhau

we should move slowly befo fe commiting large sum
approaches that tend more owards mass instru
instruction.

ld be thoroughly explored so that a
ers —- both in methodology and course
ethods could include:

Other methods and approaches sh
variety of options are open to te
offerings. Such approaches and

uctors (utilizifgg experienced and well

»

- local part-time .ins
. qualified teacher

. . N

or twice aAfeek throughout a, semester)

ce lecturers (personnel from university taking up residence
1nﬁ; community for a semester for the purpose of teaching in E:i___,/D
school system; or doing research etc, as well as teaching a

university course)

- resi&

— programs established to allow teachers to move around and meet with
other teachers regarding innovations in the classroom, e.g. T-4
program in practice in Newfoundland.

In-service training activities should be delivered _at the.local level

wherever practicable‘ Lt~ - 1

n

"

) Most in-service education activities should be carried on within
’// a setting in which the people who work together have an opportunity
s to learn together. This is likely to be in the local school
" building, within the school system, or in a setting where the \\
appropriate staff members—can-retreat for concentrated work
together. It is not likely to be on the local campus. (Lippitt
and Fox) :
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In-service’training to be successful also requires the constructive

involvement of teachers in defining their own learning needs and-satisfying

those needs’

.
'

gachers’ need to be involved in the identification and articulation
of their own learning needs whenever possible. This does not mean
" that they "know what they need" in all respects, but the process of
articulation, with resource help, is a major way of securing involve-
ment and commitment to personal growth effort. (Lipp?tt and Fox)

\
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GETTING RESOURCES TO TEACHERS -

JOHN CHURCH
~ Assistant Director, Professional Development
British Columbia Teachers' Federation

- LY
Getting resources to tekachers —- or having the right” resources
availablé\izr teachers at thd right time and in the right place -- has
now become pressing need for all those institutions that cater to
meeting the continuing educational requests of teachers. Several
factors have combined to accentuate the need. e

1
L3

1. The explosion of knowledge. Tﬁ:“teacher must cease to focus on
imparting information, on teaching the known and the familiar,
_and must begin to concentrate ‘on facilitating learning, on
teaching how to know, on actively creating challenging and
stimulating educational environments for pupils.

2. The growth in the numbers of electronic and other technological
aids available to help teachers to promote learning and to make
it an exciting adventure. e

3.\ The increased acceptance by teachers of the theories of:
V- Piaget and others on human growth and development, .
- - Maslow, Jourard and others on the importance of realizing
Quman self-actualization. :
. |

o The cumulative effect of these factors has prompted fundamental and
e revolutionary changes in school practice. These inelude moving:

1. TFrom one teacher supported by one textbook and one bYackboard
to\teams of teachérs recommending a wide variety of print and

. )
audfo~visual aids so that pupils grow in selecting rationally

2. TFrom tegching a groupaor‘a class. to the individualizing and
zing of learning for each pupil.

pupils to stateNalternative methods of study “and possible

solution or recondiliation. ¢ :

4, From almost exclusiveNfocus on study in the classroom alone to
the use of the entire school, .and then the grotinds, and finally
the larger community, as the learning laboratory. .
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* is to promote theZérowth and, the development of the
pupil, he pr she ust be constantly growing and developing too. For the
teacher, the simplest, the most funda/mental, the easiest way, because it »

S

ince I joined the staff of the B.C. Teaéhers"Federatien’in\August 4
l964’ I have been engaged, among’ other duties{ in_trying to get resources /
to B.C. teachers. 1 hope that this ‘national audience will forgive this ' .
parochial speaker if he therefore confines his rémarks about the practicat ,
pplication of getting professional resources and services to teachers ,

to the B.C. situation with which he has had some familiarity over the /*

last 11 years. . /

\

> ! /

/ s
In August 1964, the collection of the B.C. Teachers Federatiog//
consisted of two rows of books and a few current periodicals shelved in

the office of the Professional Development Division Director, W.V

Allester. Many, including the director, were acutely aware of s me of y
“the implications of the educational changes to which reference as
alteddy been mades Many were keenly conscious of the need to xpand the v

somewhat restricted role of the B. C. Teachers' Federation in n—service
education. At that time, the role was restficted to providi g technical

and, finanpial assistance when school dlstricts (or divisio s) and regional ?
associations of teachers undertook an activity. In additfon, the Federation L
sponsored a seriés of provincial conferences -- vocationdl education, ’
evaluation, social studies, etc. None of these undertakings was set in

the context of either a follow—up to preliminary activities or one that
required a subsequent. detailed stday. It was inevibéoly a case of once-
over—lightly and, hence, the cumulative effect on teachers was minimal.

!
|

It was early conceived and accepted that 9 BCTF Resources Center
service would help to bring a sustained focus, to in-service education
activities of B. C’ teache{s. Materials and bibliographic service
would provide a ng 2w dimension to permit. tedchers to examine in whatever
depth they so wis ed a wide variety of "tgpics, themes, or issues. They
could study them on: their own time and Ainder _their own conditions.

facility was. set asidé ) and one ,fofess1onal librarian was employéq.

From the beginning,\th idea of metworks which might eventually emerge

was kept in mind. It was proposed that the collection should complement,

, not duplicate, services alréady provided. Hence, apart from some of the:
educational classics, it was determined to avoid building a book collection.
Many of th® teachers in’the metropolitan districts had access to their
own districts’ profe§éional collections. Moreover, the three universities

—‘-47——falreadyfhad~thesejb00k~collections~coo.~wIt/was ‘therefore-agreed—to— - -

/ ~ v

. -
i .
. | P .
[ " v s
7
P

In 1965, a prof Xional resources center service was established, a

. ‘ ¢ v 5
. - k . 3 L
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focus on periodicals; over time, th¢ number of subscriptions has firown ,

so much that, in 'retent years, the BCFTF Resources Center, with a subscription
list alternating between 600 and 800, has become the largest educational
periodical depository in.the province. It was also agreed to concentrate

.on the acquisition of professjonal educational films and audio and ETV
tapes, many of the tapes being the end product of a variety of in-

service educational sessions held throughout the province./

L0 As the process of trying to integrate the Resources Centgr service
into a total and somewhat coherent approach to in-service education
continued, it became necessary to start preparing bibliographies on the -
major current topics --team teaching at one Eime, environmental education
" at a latter date, open education at a -still more recent period, for s
example. AS the imperative for eventually moving to networks was kept
-open, education professors started to borrow and to use in their classes
the £ilms, the tapes, and the multi-media packages on school libraries
and resource centres and on other relevant topics. As district resource
centres.-- often with a minuscule professional resources service built \
in -~ began to blossom indiscriminately during the flowering seasons \
between 1967 and 1969, many of the co-ordinators of these centers began
to order materials and to seek answers to questions teachers had originally
submitted to them, e.g., their own resource center co-ordinators..
These combined demands created tremendous pressures on the human
and space resources of the BCTF centre. Over time, the staff has increased
from one professional librarian to include the following support staff:
one library technician, two library clerks and at least two part-time
assistants, In 1967, at the time of'the opening of a new expansion to
the B.C. Teachers' Building, the library was moved,to occupy 1,426 .
vsquare: feet in the new wing. . \ ) )//

By September 1974,"when"the”report; Professional Resources for Teachers: -
Needs and Networks was released, it was noted that the professional
collection consisted of 8,000 volumes, 700 journals, 200 audio tapes, 79

films, 74 multi-media kits, and 25 videotapes. It was recorded, too, S
that 10,000 items a year were being borrowed in spite of the fact that ;

the growth in service had beeﬂ.eg phenomenal that almost -no publicity - L
was being given.as ko the servic®s available. At the same time, approximately -

60% of all these items borrowed were sent out by mail. It was estimated .
that approximately 75 reference questions wer'e handled monthly. A
breakdown of the'clients indicated approximately 257 of total service '
was internal to meet the demands of the Federation staff,/SOZvLoweB;
Mainland teachers -— who also have the most ready access to alternative
sources —=- and the other 25%, the teachers in the.other partgs of /the .
province. Finally, it was noted that only about 307 of teachers in the
province had used the service. / . ///s
]
Concern for the professional growth of the 7 % who agparently had’
__not used the provincial services, and concern that these teachers—tended — - - - —
_to be congregated in areas remote from alternative services, promp ed
the publication, in September 1974, of the report, Professional Resources for
Teachers: Needs and Networks.' Concern, too, was e pJessed that .the
Resources Center was supported entirely by members fees. The.report
advocated the immediate evolution of metworks of professional resources
‘(sr teachers by building up services and resourgés K: books ?‘i.the most
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frequently used journals, periodical indexes, photocopying services --
at the district level, perhaps in a teacher center. The BCTF Regources
Center was to focus on specialized services of films and tapes, and the ’
universities and community colleges, partictilarly the former, were to
provide the in-depth resources and services. All of this was to be
facilitated, the repoft shggested by combining the. incentive of provingial
grants to districts and to the BCTF, and the leadership of the BCTF in
encoyraging the formation ofr a network of district amd provincial councils’
made up of all who would participate in the emergence of networks. At
the district level, this would probably include, in addition to ‘the
local teachers' association, the school board, the public library and k
the community college, if existent. At the provincial level, this would °
include the teachers' federation, the department, the school trustees' g
association, the public library commission, the educational research
institute, and the public universities.

\ L3

/ Because the report included a supplementary recommendation to the

BCTF Executive Committee for.an immediate addition to staff of a second

professional librarian, and for an eventual space‘expansion from 1,426

to 9,000 square feet, and because it reached the central body at the .

apex of a temporary financial emergency, the proposal for the BCTF to ’

assume leadership in promoting the evolution of networks was\Pot acted

upon.

~y

.”L. The 1975 Annual General Meeting did, however, approve thé formation -
of the two levels”of councils, but because 6f the fingncial burden of
trying to meet a growing profe§/iona1 service need, one which still .

., falls far short of meeting what would be more 6ptimum conditions ‘fhe
BC®F Resources Center is” to close to external use —- that is’to use by
teachergziﬁ the field -- after June 30, 1975. Throughout the next, "
schog}/?ear it will continue to be available for use by committee members
as well‘as by the Ataff s

. - /\' ———— e e e .
As a temporary alte;néfive measure, a proposal is now being studied /(///
to have the education library of the University of British Columbia

assume a centralized professional service. Advantages include:

— ' )
I 1, "ﬁgg,alone of. any institution in the province has' an ERIC Network /
link. B - - ’ oy /

2, The new service would be linked directly to an existing service.
3. Régardless of what is done, the university will continue to B
4 byild its collection and, prespmably, its service.

4, #& would provide one way to en%ure that the collection and the
service were really made available to teachers. //
/
{ \\ 5. ’It would provfﬁe the university with the’ opportunity of _accepting ~
I 7 "the 1974 challenge‘jf the Premier that it should provide brand
/ new, serviCes. .
¢ P e v
%. The temporary service might be easily meshed into the specialized
kind of service the university and the other public universities
» will be expected to provide once the networks evoiveg

/ . o , K . 136 ‘\\. ’ ' ‘.. - ‘ o( \.
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This c;%tralized service is predicated on the éssumptio of a .
departmentall grant. Personally, I would hope that such andgarangement
to a centralized university service was designed to last ondly two or
three years. Those at the district level must be encouraged, prodded,
goaded into action tqQ buijtd professional collections and services -- a
district network of profeSsional services, perhaps through a teacher
center. Otherwise* a UBC{crutch could simply, replace a ba iy mauled,
BCTF crutch. If ‘that happens, we will have aHvanced not one step closer
to a seriation of districtl professional resoufces end gervices, backed
when absolutely necessary,| and only then, wit similar complexes of
provincial professional resources and service .

There is no alternmative -- the networks must emerge.
. }
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“\j ; CONTINUING EDUCATION DIPLOMAS -7
i S—— .
! R.G+ DIXON sme
/ Ontario Teachers' Federation -
\ . -
‘ The concept of Continuing Education is now generally accepted in the
" community. Within education we use the germ Professional Development because
we were doing it and had a name for it before the rest of society fully |
realized it as essential in the vorld of t da//and tomorrow. :
A}
We might consider switching to the name Continuing Education as a
. gracious gesture and also to escape the "entertainment day" reputatibn of
. the old one-day PD programs. By either name the increasing involvement of
teachers in further education is evident. We now have several PD days during _,

the reguIaQ\school ygar. More and more boards are proviaing in-service

. courses. Moge and more universities are providing summer and evening ~
programs especlally for teachers. So.are Colleges of Applied Arts and

| Technology. Numerous overseas programs of formal and informal study are

‘ appearing. OISE is likely to launch a Continuing Education Centre in the

} near future. A compie}e/%ist of developments like these would take several

! pages.

i | ‘ . .

~ \ What~opportunities and responsibilities are there in this situation for

| QiF’ We should consider a point made by Professof M.J. Trebilcock (Law, U of T)
inla Globe and Mail article, January 1, 1974: !Every self-governing profession
shiuld be required to develop a mandatory continuing education program which,
whether it inyolves formal, periodic recertification or not, provides minimum

assurance to consumers of those professional services that each member of that

profession has kept propérly in tune with advances in his field of expertise.

In \an age of amatic knowledge obsolescence, certification 20 or 30 years

prior to the provision of a service provides no guarantee of continuing
expertise e e

\ A !
|

. While we may not agree with Trebilcock on compulsory continuing education,
perhaps the time is right for OTF to provide a focus for all the Professional
Development that is bursting out. We are already very¥ much involvéd in
helging groups of teachers identify and meet their PD needs. Indeed this
seems to be an important role for us. “This paper suggests a further step.

The_ roposg} is that OTF offer a Diploma_ in Education to teachers whdb have

accumulated a certain number of credits for Professional Development work
completed. A few tentative suggestions may help to explain the p;opossl

\l. 200 days of PD credits would be required for a‘Diploma.
3 . .

| v
12, All PD activities approved by OTF would b% possible credit days. ‘ \/ﬁ}
» . )

|

\ f
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i
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3. OTF could approve (or not) for Diploma credit any course or L
activity not leading to a degree or university credit. This could
include unive, sity special courses, board courses, PD day programs,
workshops, sfﬁinars, travel study programs, affiliate activities,

etc. / \

oo
4. No retroactive crediting wogid be considered.

5. Any agency or group‘ seeking to have an activity a proved for credit
would present an outline of content to OTF or a mghitor approved by
OTF. ‘Approved monitors could include: Faculties' and Colleges of
Education, QISE Fjeld Offices, rEgional committees of OTF like the:
Teacher Education Committee, etc.

i
6. All OTF members, no matter what their academic background, would
v be eligible for the Diploma.

7?\\Tbe OTF Diploma in Education would become a true alternative to
graduate courses for people not eligible for degree courses. Since
the vast majority of our membership is not eligible for graduate
work,. the Diploma would be a real incentive. '

~
.

8. AA\OTF Diploma might be attractive to universities because they
might be able to get grant money to offer a course or two without
having to mount an entire diploma or degree program, as is now ,
the case. 4 ’

9. OTF would be d8suming leadership in an area where a vacuum cxist§5§K</
We have often asserted our wish to be responsible for certification. -

©

This”is an opportunity t6 take an important step from which we -
would gain a foothold to step into certification. //////,,—~.’
10. The Diploma would not interfere in any way with accreditation and .

category asSsessment as presently carried out by OSSTF and QECO. .
z\

11. The Diploma would become valuable (and thus encourage high qualit
PD activity) because it would provide a readily available, fair
tool for agsessment of the commitment of a member to his further
growth. No doubt it would be used in deciding promotions as a
viable 9iternative to graduate degrees. y

S .

12, The gﬁality of PD programs throughout the province would improve
greatly because every agency would want 1ts programs accepted for
c;édit and would have to meet quality standards. .

13. /bne girl in the OTF office could handle the Diploma record-keeping

' // at first. Eventually it would have to be computerized. But it

)/ should be made to pay for itself. One possible suggestion goes
like this: ) ‘

. /
. . F - ’
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(1) A member sends in $10.00 to be registered for the Diploma. We
make a file for him and send a blank card with his name on it .
to him. -

(2)‘ Thereafter whenever the member wants credits for days completed
validated on his card he makes the entries and sends the card
to us for validation along with proof of attendance and a one
dollar fee tg¢ cover handling costs. I1f the activity claimed
was one approved by OTF,.we validate the entries, make a
photocopy of the updated caxrd for our file,.and return the
original to the owner. <

(3) When the member has 200 validated days of credit th his card the
Diploma is granted. .
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LE ROLE DE L'UNIVERSITE DANS LA
FORMATION CONTINUE DES ENSEIGNANTS

_ RHEAL BERUBE
Directeur, Extension de 1'enseignement
. Université de Moncton

. » ]

"Pour les maitres, on dirait qu'on les a lichés infirmes dans

les écoles comptant sur les samedis et les vacances pour leur
fabriquer des béquilles. Il n'y a quand méme pas:une révolu- T
tion par année dans les mathématiques, le frangais ou 1'his~
toire." J.-P. Desbiens.

w PR

Formation initiale et formation ultérieure - . \“\\\\\

-
.

I1 semble bien que personne ne mette plus en doute que la formation
initiale appartient désormais aux universités. Le temps nous dira si .
cette décision a été sage. \
s

~— Quoi qu'on en dise, je ne crois pas qu'on puisse~dissocier totalement
formation initiale et formation ultérieure, parce qu'on a” abandonné '1'idée
que—T*€ducation supérieure initiale peut a elle seule satisfaire idéalement
et simultarément aux besoins culturels des individus, & leurs ambitions dans
leur vie professionnelle et aux exigences normales de la société en ce qui
regarde 1'accomplissement des tdches (production ou gestion):

_ Il ne faut pas juger trop sévarement le travail accompli @ date par les
universités dans le domaine de la formation continue (dltérieure) des ensei-
.gnants. Les cours d'été et du sojir destinds aux enseignants apportaient des
correctifs aux déficiences de leur formation initiale. C'&taient de la
formation initiale 3 temps partiel et en cours d'emploi. / -

Il ne faut pas non plus &tre trop sévére 3 l'endroit des emseignants
qu'on dit "non-motivés". On généralise souvent a partir de quelques individus.
I1s ne sont pas moins motivés que les gens des autres professions. :

| . AN

N I . .
\\\ Aucune fdrmation professionnelle initiale n'est définitive. Elle doit
\gi faire dans Nesprit que la formation ultérieure est obligatoire et
continue: )

A

-

\)
L'Université, si elle doit avoir un rdle dans.la formation continue des
deignaittg;—oit en dssumer la responsabilité en tant que partenaire a part
entYere. Elle doit participer &' 1'é&laboration des politiques de perfectionne-
ment %es enseignants. ) . ‘

H
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Formation continue et é&ducation permanente

Les expériences relatives 3@ l'enseignement sup@rieur considéré dans
la perspective de 1'éducation permanente témoignent de la nécessité de
remettre en cause les méthodes et les pratiques pédagogiques.

L'autodidaxie ne peut pas &tre considérée comme une activité paralléle
et séparée de l'enseignement supérieur. En effet, elle influence toute
1l'expérience &ducative. '

Ce sont les jeunes et les adultes qui deviennent le centre et non
pas l'objet du processus &ducatif. 1Ilsg ont le droit de participer 5’la
définition des objectifs, du contenu, des méthodes et des critéres/
d'évaluatj d'un processus éducatif qui les concerne au premier qhef.

er & 1'éducation permanente signifie aussi maltriser les
sa. propre formation. —

3 remettre en question 1'idée que le processus &ducatif s'achéve avec

1l'octroi d'un dibiﬁ@i;///~ —_

Conclusion ) o

Préparer 3 l'éducation permanente pourrait deveniy le but de la
formation initiale aussi bien que la formation ultérfggféra'oﬁ la nécessité
de concevoir un processus é&ducatif intégrant l'éducation initiale, celle
mise 3 la d1$p0$1t10n des jeunes avant leur entree dans la vie sociale
et économique, et l'@ducation ultérieure. !

. /,,‘\\\\\
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LE ROLE DE L'ETAT DANS
LA FORMATION CONTINUE DES ENSEIGNANTS

LEONCE PELLETIER
 Coordonnateur de la formation et du perfectionnement

\\ du personnel du systéme scolaire
‘ ministére de 1'éducation du Québec .o
N \ o -
Le titre de cet exposé laisse éntend;e que 1'Etat, les administrateurs S
scolaires, les institutions chargées de la' formation des maitres et les -

enseignants reconnaissent que la formation des maiftres n'est jamais achevée,
que l'enseignant en exercice doit poursuivde indéfiniment sa formation.
\

En est-il réellement ainsi? Je sais bien que 1"Etat, les administrateurs
scolaires et les institutions de formation favorisent le perfectionnement des
maitres, qu'ils collaborent ‘au recyclage du personnels scolaires. Je n'ignore
pas qu'aux niveaux national, régional et local il existe plusieurs programmes
de perfectionnement suivis par des milliers d'enseignants. Cela ne constitue ‘

: pas 3 mes yeux un plan cohérent qui découle d'une politique officielle de
formation continue. Ces initiatives sont encore sporadiques et ces programmes *

-

visent surtout 3 pallier 3 des besoins occasionnels et immédiates.

Je reconnais“toutefois que lorsqu'on discute du renouvellement du systéme
de formation des maft:gs, on accorde de plus en plus d'importance i la
formation continue du personnel enseignant déjd en place. Les documents
prospectifs soulé@vent ausgi cette orientation. . )

|
\
|
Si la situation que je viens de décrire est celle hu;/ révaut actuelle- |
ment dans notre société, le premier devoir de 1'Etat serdit peut-étre - . |
d'accepter le principe de la formation continue des enseignants, de reconnaltre ‘
que leur formation professionnelle initiale, quelle que soit sa qualité, est ‘
vite périmée dans une société en constante &volution et que 1'enseignant, doit -
constamment adapter ses techniques et accroitre ses connaissances. La )
nécessité d'établir une politique de formation continue des enseignants qui |
tient compte des programmes de formation initiale, qui intégrfe les programmes ‘
de formation récurrente, de perfectionnement ‘et de re;xniﬁge me semble
suffisamment indiquée pour &tudier avec vous, quel rdle devrait jouer 1'Etat /J
dans 1'élaboration et la réalisation de cette tique. .
i La responsabilité de 1'itat relative i la formation continue des ,//////
enseignants est fondée sur les mémes principes qui justifient le rdle qu'il-
doit assumer dans la formation professionnelle de base. :

‘ /
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I1 est peut-&tre utile d'en rappeler quelques-uns:

1l'enseignement est un service public qui doit répondre

besoins des individus et des groupes sociaux;

aux

l'enseighement est consid§ré comme une profession dont les

membres assurent un service public;
e

les institutions d'enseignement exercent une influence ]
importante sur les systémes politique, social et &conomique
de la société et subissent elles-mémes des pressions venant

de la société dans laquelle elles évoluent;

5

le progrés des sociétés est de plus en plus 1ié 3 1'&ducation;

Qge cette société soit de type capitaliste ou de type socialiste;

le progrés de 1'eseignement dépend dans une grande mesure des

qualifications et de la compétence des maftres.

v

politique de formation continue, le rdle de 1'Etat est capital.

opérations suivantes:

ERIC »

Aruitoxt provided by Eic:

évaluer les besoins de perfectionnement des maftres en
exercice, en tenant compte des diverses initiatives
existantes et dans le contexte d'une politique de for-

mation continue;

-

déterminer les objectifs 3 atéeindré;

+

définir une politique appropriée;

s'assurer que les institutions resgpns;:}gs de la
formation des maitres &laborent et dispensent des
programmes, selon un plan cohérent conforme 3 la
politique reconnue; -

~ ¢ Ve

affecter les Budget; requis pour la mise en appli-
cation des plans et programmes acceptés; .

s'assurer de la collaboration dés corporations
scolaires, des associations professionnelless des

syndicats d'enseignants et des institutions respon-~

sdbles de la formation des maltres.

1

Pour s'acquitter équitablement de son rdle 1'Etat doit assumer les

¢

Suite 3 ces énoncés nous concluons qu'en ce qui concerne la préparation
des maitres, aussi bien au stade de leur formation professionnelle de base
qu'aux phases successives de leur perfectionnement dans le cadre d'une
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' L'évaluation des besoins

P 3

Les besoins de formation doivent, de la part de 1'Etat, fairesl'objet’ ¢
d'une &valuation qualitative et quantitative et aucun Etat ne devrait se
donner comme premier objectif la quantité sans chercher également, intensé-
ment, la qualité.‘ Bien que responsable de définir les besoins, 1'Etat ne
doit pas procéder seul a cette évaluation. Il n'a pas non plus l'obligation
exclusive d'y répondre. C'est aussi celle des corporations scolaires, des

titutions de formation des maitres et des enselgnants eux-mémes. L'Etat
d01t preciser ce qu'il attend de chacun et se donner un mécanisme appr0prie
pour conjuguer les éfforts de ses partenaires dans le but d'obtenir 1'infor-~
mation la plus compléte possible. Il doit accepter que ses priorités soient
pondérées par celles de ses collaborateurs. Il doit.leur faire connaitre en
temps opportun comment il entend dlgposer de leurs demandes et de leurs
recommandations respectives. "

La définition des objectifs '

’

L'Etat doit déterminer les objectifs généraux qui correspondent aux
besoins du systéme scolaire en général et aux besoins des enselgnants en
particulier. Il doit inciter les 1nstitut10ns scolaites régionales a faire
de méme pour leur milieu et leur apporter‘1e~support nécessaire. .

. - '\J A
, Les principes suivants devraient les guider dans la définition des
objectifs: .

!
- &largir la culture générale des maitres;

- améliorer leur compétence pédagogique;
- faciliter la compréhension des problémes sociaux contemporains;

- aider l'enseignant & s'adapter aux changements;

- rendre le maitre de plus en plus novateur;
R .

1' hablilter a de nouvelles fonctions et favoriser parfois sq\

_ reorlentatlon.
- \ w
0 \

»
L'adoption de politique ) \

C'est 1'Etat, en sa qualité d'organisme responsable de la qualité des
services educatlfs dispensés dans les institutions d' enseignement, qui doit
adoptcr une politique conforme aux objectifs et besoins nationaux et
régionaux. )

Compte tepfu qu'il s'agit d'yne conception relativement récente de la
formation professionnelle, que 52: application pourrait avoir des répercussions
sur la formation de base, en évitant de la prolonger indlment, il est important
que cette nouvelle politique soit mirement réfléchie, bien articulée et
formulée en termes Sufflsamment explicites pour €tre transposée en projects
opérationnels.

]
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" qui doit exister entre les différents agepts oeuvrant dans le domaine de

N
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Q
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Comment 1'Etat doit-il s;agquittcr de son réle? .

Distinguons les tdches sulvantes: .
\ . .

- 1'8laboration de la politique;

- 1l'administration de la politique;

<

- la reallsatloq\OU 1 operatlonnallsatlon. . \

L'Etat, &tant essentlellement un organisme a caractére leglslatif et
administratif, doit assumer les’ deux premiéres tiches et il devrait confier
aux institutions responsables de la formation des maitres ‘le soin de
réaliser la formation continue des enseignants comme i1 leur g déja confié
celui de leur formation professionnelle initiale.

Au moment de 1'élaboration de la politique, 1'Etat doit solliﬂiter la
contribution des organismes impliqués. Il leur soumettra son projet pour
analyse et critique. Il procédera i sa révision en tenant compte des
commentaires et recommandations regus. ,

L'Etat doit diffuser la politique, la présenter et l'expliquer 3 ceux
a3 qui elle s'adresse. Il en assumera l'administration, 3 cette fin il
établira des réglements et des dispositions administratives appropriés qu'il
promulguera de fdgon & ce que tou$ les intéressés en soient informés.

Pour opérationnalisér cette politique de formation continue, 1'Etat
doit confier aux institutions de formation des maftrks le soin de concevoir
et d'administreér des programmes appr9pr1es. Tout en respectant la liberté
académique de ces institutfons, il doit s'assurer que leurs progammes
répondent aux besoins exprimés et conformes aux objectifs généraux établis.

C'est 'pourquoi il se réservera la droit de juger périodiquement de la
pertinence et de la valeur de ces proghammes. L'Etat doit aussi demeurer

-

présent & la tAche de former les maitred, afin de veiller & la coordination -

1'éducation.

\

N

des moyens financiers affectés A cet effet. Il appartient 3 1'Etat de
consacrer une part appropriée de son budget @ la formation continue des
maftres ¢t de verser aux institutions des subventlons leur permettant

d'élaborer et d'administrer co venablement des. programmes de qualite.

8

Le' financement
a possiblité d'atteindre les objectifs fixés dépend en grande partie

La contribution des diverses composantes du milieu Scolaire

ses principaux paptenaires. Cela pourrait-8tre, les corporations scolaires,

Tout en ﬁSht;?ét de facon ultime sa responsabilité, 1'Etat doit identifier
les institutions ‘chargées de la rormation des maftres, les associations

"

| \14 ’
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—-\\F\’sont reliés 1'un 3 1'autre par un ‘mode fonct{onnel de récur

o

/ ! .
‘professionnelles et les syndicats d'enseignants. L'Etat conviendra avec
eux de leur rdle respectif, il s'assurera de leur constante collaboration
et établira des canaux précis de communication. Certains pourront en
quelque sorte, &tre comme accrédités. L'Etat assumerait ainsi la
réalisation des .objectifs en co-responsabilité avec diverses catégories
d'intervenants. S'il est souhaitable que 1'Etat délague certaines
requgsabilités dans la mise en application de cette politique et qu'il
dée¢ntralise ainsi son administrationﬁ il devra cependant veiller 3 ce
que chacun ne s'en remette ''aux autres' pour assumer une opération qui
n'appartient plus "3 personne" 3 force d'appartenir "3 tout le monde".
M Al

L'Etat devra développer une stratégie incitative 3 1'égard de la
politique de formation continue des enseignants. Dans le but de susciter
1'intérét des personnes et des organismes concernés et 3 fin d'assurer
une implantation la plus rationnelle possible, 1'Etat devrait prendre
1'initiative d'élaborer avec ses partenaires un projet collectif de
développement de la formationqintégrale des enseignants.

e

1

Les étapes de ce projet seraient chronologiquement et réalistemeént
gétalées dans le temps et perméable 3 des %éajustements périodiques. Des
mpments d'évaluation seraient prévus g}'chaque organisme participant
serait réguliérement informé de 1l'état de la réalisation et des modifica-
txons apportées au projet.

Nous pensons qu'un projet de cette nature peut motiver les enseignants
t les administrateurs scolaires et &tre assez d$namique pour susciter

un engagement revalorisant et vivifiant pour 1'ensemble du systéme

d'éducation de 1l'Etat. .

La formation des maitres, comme celle de tout citoyen, sera continye
le jour ol la formation initiale et la forQ:tion post—initK?le'seronG \
intégrées dans un systéme unique,, dans lequel ces deux typeqbde for@atigp

rence. \

3
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/ GROUP REPORTS : \
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/

Group 1 / Lo \
’ \
Leader: /émmét Nelan, PACT
Recorder:’ Mary Ellen Daly, OECTA
/
Dlscu551on was' all encompassing, but certain themes recurred sufficiently
to gro p them in the following way.

!

1. The "What" of Continuing Education

/

Such points were raised as the difficulty of défining precisely wkat

education is, what continuing education is, and what specific needs
— ontinu%ng education is supposed to answer. It was further queried as to
,what the priorities in education are and what the goals of teacher education
ch'are. In situatjing the problem, reference was made to the pre-service program

for teachers, subsequent experience with its evaluation and follow-up pro-

p cedures or lack thereof, concomitant with the need to be concerned abou

K both content (knowledge) and process (skills) in the art of teaching. t.
was noted too that the profession is presently dealing with two groups of
people, those who have academic degrees and professional training and those
-who have only professional training. ’

,
/™~

N The scope of continuing education includes teacher centres, university
. courses, professional\gevelopment days, travel, specialist councils.

\ 2. The "Who" of Contigﬁing Education ’

Such points were raised as continuing education is for the teacher. It
should be Erimarily the responsibility of the teacher to identify the needs
to be answered by any form of such in-service. Teacher influence and input
are necessary components in the determining of the continuing education
program. It was felt that continuing education was helpful in assisting

\ / teachers to be changg agents, to be initiators.

Teachers!~a@ssociations were identified as very valuable agents in
co-~ordinating the multi facets of continuing education. There was strong
feeling expressed that they should be "who" who motivates, co-ordinates,
oversees, influences the far-reaching scope of continuing education. They

- are closest to the practitioner and do not pose a threat as do other outside
agencies. -

\
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e teachers' associations could not assume such an onerous burden.

Ny payment was brought forth., It was acknowledged that there were dlfflculties.

—

/ 4 sk . v
- ’
} . il 'S

3. The "How" of Continuing Education

Such p01nts were raised as teachers' associations occupy a vital
role and must exercise this by giving continuing education priority in
the overall goals of the association, by making policy statements, by
Providing guidelines for progyam implementation, by acting as a co- .
ordinating body or in a senseia clearing house for all continuing ) J
education programs, by cvaluating new ideas, trends, and programs before =
their imposition, by planting seeds of awareness and co-operation.

Further, it is these associa'tions which carr create a professional image
which is upheld by society as opposed to the strong union image pre-
sently held by society, particularly in certain areas. Further, these
associations can motivate their own members to hold a pdsf%}Ve profes-
sional’attitude toward continuing education with the emphasis on responsi-
. bility Ynd discernment. In Subscrlblng to the belief that teachers' -
\ asch1ations must be very much involved, it was emphasized that this did .
not 'imply a hlgh degree of centralization but quite the reversg. Decentra- '
lization of continuing education activities was necessary according to
the identified needs of a local group but provision of the mechanisms
. required to commence or 1mplement such activities would be the tole of -
. the a/éociatlon. , L !
The funding of continuing education was briefly discussed but with
no erllightening source of such funds. There was consensus that the

\

\

The matter of accredltation of courses which are included under the
genqral heading of contlnuing education sand their relation to salary

inherent in the attachment of monetary rewards to upgrading but no
alternative system has yet been devised to replace the present one.
Returning to the what of continuing education “the difficulty of defining
critegria for cdredit and non-credit coursgs was mentioned.
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. Group 3 . ' . Coe

. Leader? Stan Hood, OPSMTF , : -0t
. Recorder: John Patton, CSF . oL
~—— , ‘ . .

The group felt that the morning session conveyed solely the meckanics
of the question rather than the v1tal question of "direction. ' Some felt
that the CTF paper on quality of “education would be a good launching “pad é?
for tackling the main issue —- if we don't we'll remain 50 years behind. )
Others were concerned about the depersonalization of education; ghey . -
felt this was the key .to the whole problem. . ' ) : ?
The question was raised whether qpntinuing education is in a rut -- |
"helping teachers to dd better what they're already doing"? -- is this - ,
bad9 Should it be a process for asssting teachers to cope with or
Eromote change? -- are these incompatible? (e.g. Canadian Studles, <
metrication.) The goals for continu1ng education seem to bg unclear on
any concensus basis. Another question raised was whether in-service can B
really be carried out in service. ‘ .
How do we proceed to identify néeds? Continuing education: w1li
only be successful if it is dlrected to felt needs on the part of the
teacher, if they see it as something which proceeds from their needs.

There is also the question of the education-scheoling dichotomy.

Can "teachers" be "educators'" in "schools"? Continue education for ’ v
"education" may be very different than coantinuing education for '"schooling".
. R .
: /

The problem of community-school.estrangement complicates the issue -~
perhaps continuing education needs to meet this problem. -

"Should continuing education de-emphasize evaluatioh accreditation?
There seem to be a multiplicity of motives for teachers in undertaking
continuing education. However, the common denominator seems to be
(again) felt peed on the part of the teacher. : . : .

v .

Who should pay for continuing edugat10n9 Should it not be the

|
|
}
Teacher Association? .
Should coné}nﬁingdeducatlon be handled by colleagues in the field .
or others? Shodld there be a mix? .
AN \ N . ‘.
Should continuing education simply be reflexive -- rgsponding to
expressed needs ---or d1rect1ve -- instilling needs which have not been -
expressed or felt =-- rticulative -- giving expression to needs wh1ch
have been felt but not iculated7 ) . .
\\\ New imposed programs throw up all kinds of needs -- expressed and ot
“inchoate -- but less thought has been given to response to them.

*
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) ! . 2
Should continuing”education ‘stand back and wait for needs to be
expressed? There seems to-be a tendency for teachers to react negatively
to [laid-on programs. . ! :
It is vital to create a non-threatening atmosphére.

s

1
|
, Teachers must create change in themselvis but need to have support

. available. - ’ -
- There should be a variety of responses -- no one formula serves gll
situations: - :
'Y - - .
.
N N\
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.
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Group 4 ‘ '

Leader: James Bowman, BCTF

3

Issues

-

1. d%b defined the need for continuing education

- teachers?

- perception- of others? - universities
teacher organizations
departments of education
school board administrators

No consensus - tendency to wonder what the other organizations are doing
2. Who should pay for continuing education and who should control?

General agreement that teachers should pay for that part which benefits
them in economic ways and society (through all agencies) should pay for that

part which enhances teacher performance but which does not remunerate.

. No consensus on credit for "non-credit' type in-service. Discussion on
frotivation which is altered by credit attachment., - -

Discussion en teacher centers as one way of getting societal financing
and a large measure of teacher control.

.Strategies .

"As Terry McKague was a participant in the group most of the session
(which followed his paper) took the form of question and reaction’to Terry's
paper. Some digscussion of the difference between 'real" needs and "perceived"
needs. " )

Méjor discussion on the need- for a new Eﬁrategy in teacher education. No
longer sensible to have pre-serVice so formalized and in-service so sporadic
and ad hoc. Need programs at all universities which combine the two and
are flexible enough to be able to réact to changing conditions and needs.

»
.

7 v




Groupes 5 et 6

*  Animapeurs:- Jean-Marie Long, AEFNB
ﬁ Fernand Binette, Collége St. Boniface

i

Rabpérteug: Jacques Gibeault, OTF

Probleémes ‘ b
1. Définitions’: .
Formation
b
- formation initiale, capacité&, habilité
- formation académique et professionnelle
- connaissance de la formation
. - psycho-pédagogie
‘ »

Formation professionnelle

- perfectionnenent: acquérir des habitudes, habilités,
capacités nouvelles .
- recyclage: modification de la fonction et de .la
discipline particuligre
- mise 3 jour: apprentissage sur le plan méthodologique

2. Schéma pour mieux situer les divers termes \

y Formation continue (continuing) -

\
\
. \
initiale post-initiale (in-service)
A}
8 .
c 9 o inst ad hoc sous la
) - . .z
- o o O \ responsabilité
-9 © A\ v - P
pog oy e : . recufrente . de 1'université
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3. Problémes actuels

Formation )

/

1. Equilibre entre la formation théo¥igue et la formation
/ pratique.

r Dosage entpé/l'académique et le professionnnel
I
2. TFormation anglaise et formation frangaise.

3. TFormation pour per fectionnement des maitres au secteur
vocationnel

Formation professionnelle

. Lacune dans la formation initiale

Question de motivation

Reconnaissance sociale et &conomique. inférieure

Manque de possibilité de perfectionnement

. Manque de sécurité devant le nouveau publique qu'on

a dans les classes

6. Désacgord entre les valeurs que le professeur voudrait
passer et les valeurs que l'enfant regoit des parents

7. Incompréhension dans la définition des tdches, des réles
d'identité

8. Mauvaise utilisation de la compétence des maitres

9. Insatisfaction du genre de culture que nos écoles

w LW

transmettent
10. Question d'attitudés des enseignants et du public
en général L.
Stratégies . .

Nécessité de coordination:

- sur le plan provincial ‘
- sur le plan régional ) ‘

-

~ un mécanisme quand-méme assez souple et qui peut déclencher

une action rapide et efficage pour répondre i des besoins
d immédiats.

définir les responsabilités/des orgénismesf
~ le ministére
~ les conseils scolaires \
. - les associations professionnelles
~ les universités ,
- et -travailler dans un esprit de 'collégialité" pour répondre
aux besoins de la formation continue des ensg}gnants.

155
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Moyens pour identifier Iés besoins: -
~ comment ré&concilier les différences qui souvent existent
entre les besoins {iiﬁgifiés par divers organismes?

- le perfectionnement professiopnel pour les minorités

francophones est encore au stage de la cr&ation et de
- " 1'élaboration de matériel didactique adéquat en

frangais; les é&ducateirs francophones ont donc @ se
préoccuper de cette double dimension: perfectionner
leur pédagogie mais aussi se donner les outils de base
pour pouvoir enseigner avec un minimum de sécurité et
de confiance.

- il reste que ce sont encore les professeurs qui sont le
mieux en mesure d'identifier leurs problémes et de
définir leurs besoins et ensuite d'avoir recours & tous
les organismes en place qui peuvent aider .en termes de
‘ressources humaines, d'argent et de matériel didactique.
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Group 7
Leader: Norma Mickelson, University of Victoria -

-

—— ——————Fhe-group_briefly discussed what is implied in the notion of "continuous"
education, then dealt with two basie-questions: 1) wyg‘detefﬁfggs the
nature of in-service program? and 2) , Should certification be limited to, say,
ten years and then be up for renewal?. Answers generated are reported in point
form below and the concluding remarks provide a more general summary of the
opinions expressed during the discussion.

. » * » ’
Y/‘ﬂ. Who determines the nature of in-service programs?

Comments .

8

a. Teachers should determine what they want. l
Teachers lack a vision of what is possible.

|

Workshops are of little use unless they bring a change in
behaviour; but perhaps working conditions must improve
(pupil-teacher ratio decrease) before much of this can be -
expected.

In-service plans,—if teacher-originated, must include
principals and supervisors.

b. Before you have effective in-service programs you must have:

an effective evaluation of teacherswand !
an effective evaluation of the school program.

c. The teacher should be educated to cope with modern students.
Perhaps we should have a look at the nature of the student. *

d. Teacher education should involve recognition of: \
visual learning
tactile jJearning — | -
listening \

e. A realistic vieéw needs to be taken of in-service progréms.
Change in education comes gradually. We tend to seek
panaceas, i.e. one sudden means of instituting in-service
education.

f. Teachers are not aware of opportunitiés available to them. ///

g. Teachers need to have felease time in order to engage in
self-motivated, worthwhile in-service activities.

157
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2. "Should certification be limited to, say, ten years and then be up for

renewal?

Opinions on this question were sSomewhat divided and three separate
stances are listed here; however, there was also a general consensus —--
reached after considerable discussion.

a.

Some felt renewal of certificates should require in-service
evaluation first.

Others felt renewal should be based on shown competence.

In-service or continuing education for teachers and evaluation
are linked, said others.

The maJorlty felt careful training and selection of teacher

candidates 'was more important than limiting ceértificate life.

Csncluding Remarks

Four basic points seemed to emerge as a majority opinion of the group

durifg the course of tHE entire discussion:

1.

. ERIC
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.

That continuing education for teachers should be largely
teacher initiated (follow the ORGANIC MODEL).

That provisions (funds) should be available to staff schools
with enough people to allow release and relief time for teachers
to work with other teachers and to engage in more fofmal types
of in-service programs.

' /
That a great deal of diversity does and should continue to jexist
in available continuing education experiences.

That teacher training is a life-long process although initial
selection is very| important.
k

A\
\\ )

/I

/
|
b
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Group 10

Leader: Ian Housego, UBC -
Recorder: Peter Coleman, St. Boniface

SESSION I .
. A

The Chairman asked the group to address itself to defining the main
issue(s) involved in continuing education for teachers. -

After some discussion of responsibilities, and some hesitation over
the question of people other than teachers attempting tp analyze the
needs of teachers, the group began an examination of three main issues:

(1) Assessing teacher needs
(2) Délivering programs
(3) Financing the whole

1. Do teachers know what they need? In general, there was some agreement
that they do not. (SF found the most effective technique was to pitch
its volunteer participants into program development and delivery, and
allow the problems and needs to become apparent, which they did.

Additionally, for energetic and enthusiastic teachers (probably a .
minority), simply to provide a variety of development opportunities

may be adequate. But for the majority, some more active relationship ~
seems necessary: an assessment of real as opposed to perceived needs;

and stimulation of needs by clinical supervision. !

2. 1Issues related to the delivery of services were the following:

"Short courses relatively unsatisfactory .
Remote areas have serious problems of resource availability -
Continuing activities are most valuable e.g. Project Canada West
University faculty members are not positively viewed by teachers .

as resource people ‘ ‘
Rewards for faculty (professional) are not commensurate with
effort involved in giving in-service sessions

F. There are serious coordination_iﬁd communication problems

between agencies invelved )

G. Power struggle over who does ti}s task.

o O w >

o]

3. Financing is a major issue. Amongits| components are: ' //

A. Low level of teacher association financial commitments,
proportional to total budget, in some 'provinces ,

B. Rewards for resource people

C. Provision of release time for teachers.

- 15y
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SESSION II

. SESSION III

N~

This session focussed on the efficacy of in-service education. No
research supports this, or indeed the efficacy of any teacher training.
Four kinds of expectations seem possible:

STUDENT LEARNING OUTCOMES
STUDENT ATTITUTE OUTCOMES
TEACHER SKILL OUTCOMES

TEACHER ATTITUDE OUTCOMES

”’”’fﬁgs;/;;e-probably not <losely -interconnected. -

/ .
Program development (e.g. Project Canada West) may provide links between
student and teacher outcomes.

With regard to efficacy, it was noted that program development activities
provide clear outcomes, in a way that in-service activities do not.

This session then focussed on resource problems These are several s .
sources of many: . .

Teacher associations (cannot fund very'heaviiy)

Private or government short-term funding
(in the US at least had no permanent effect)

Board commitment (a major but uncertain source)
Department of Education (funding is minor and diffused)- -

Other kinds of resources, curriculum materials, good people, are also
in short'-supply. Materials present two problems -- availability and identi- .
fication. ®Teachers need help in funding instructional material which exists
As resource people, teachers prefer other teachers.

\ . t

\ / B

e e
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/bere drawn with other professions. Dentists, doctors, lawyers and

‘ i . e~ T
s /ﬁH:/,_A’/fx_ A, e T .
-
—Group 11
Leader: Walter Melnyk, MTS -

Recorder: Elizabeth Speyer, PAPT

FIRST SESSION

»”
.

The group opened ‘discussion by considering the meaning of the term
"continuing education for teachers". Reference was made to the views of
Professor G.R. Lambert, Coordinator of Continuing Education Program, -
Faculty of Education, University of Western Ontario. In general teacher
continuing education has emphasized what Professor Lambert described as
"switch' courses, i.e., the acquigition of higher degrees for higher
salaries and "higher", possibly administrative, positions. In Professor
Lambert's opinion, the era of expansion in the schools is over, vertical
mobility is in decline, and emphasis on internal adjustments, eXperimenta-
tion and greatér local school autonomy is evident. Instead of a program
of continuing education designed to develop the teacher as a tedcher,
and/or as a person, the race for credits and degrees for salary and

professional status has been foremost. Government departments of educatlon,

university faculties and school boards, motivated by their own needs and
priorities, have competed for the education dollar, and the supposed
major obJectlves, quality teaching in the classroom, has been obscured.
Pedagoglcal courses and experiences whlch did in fact enhance a teacher's
professional competence were not accorded recognition in terms of salary
or status. ‘ , e ) -
Ed R B v o

Dr. S.C.T. Clarke, Director, Special Sessions, Faculty of Education,
University of Alberta, saw the problem in terms of the control of funds
for teacher continuing education. At tne moment, money for teacher-
designed, teacher-oriented courses is not being diverted into channels
to serve teachers' needs. Dr. Clarke expressed his conviction that a
way had to be found to institutionalize, under the control of the
tgechéng profession, continuing education for teachers. <

The group agreed with Dr. Clarke, but raised the question of
accreditation and salary schedules. Institutionalizing teacher education

may pay for it, but will it serve the n&ed? How can the teaching Qrofession

break out of the "time and credit" mould which, so far, has formed the
rationale*of teacher development? R

’ These difficult ﬁroblems led to a debate regarding‘incencive§3 Can
and should salary be separated from continuing education? Comparisopns.

notaries have a fee schedule related to certain services. ghe membeks °
of the session concurred in a belief that it would be better for the
teaching profession if salary were not bound up with the continuing
professional development of the teacher. The basic minimum qualifica-
tions required for teaching could be established, and a fair aﬁd/reason—~
able salary structure be devisea in relation to these. To encourage
continued professional development on the teacher's part, other incentives

' ’ 161 L
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could well replace the course-for-credit-for-salary syndrome. These
might take the form of time provided out of the regular teaching schedule
for special study and genuine participation in professional research and
experimentation, resulting in better classroom experiences and increased
professional satisfaction. The teachers' associations, given more
influence in the formulation of teacher development programs, might well
work towards the inculcation of changed attitudes on the part of teachers
towards in-service education, eventually perhaps accepting the concept
of a contractual commitment by all teachers of the obligation of continued
professional renewal and development.

It was pointed out that the present system of professional days,
which close the schools for intermittent periods, did not constitute the
best use of time or funds. Moreover such a system is a source of
deprivation to, students in some ways. "It might be preferable to release
one-fifth of the teachers in a district or region at one time for study
and professional development activities. A system of fluctuating days
could,bé/aevised that would give teachers a solid bloc of time which
would prove more beneficial than isolated professional days consisting
of non-integrated lectures, meetings and schoo board-imposed seminars,
with expensive visiting lecturers. )

5 N

There followed a consideration of the best agency for the adminis-
tration of continuing education for teachers. Universities have tended
to emphasize academic programs. Faculties of education have suffered
from detachment from the real school world in thefr provision of courses
in pedagogy. Teachers and their organizations should be accorded a much
greater gshare of the resﬁonsibility for professional programs of all
kinds. A close liaison should exist between teacher associations and
any institution responsible for teacher training and development. A
much greater degree of flexibility in the school system is required to
free teachers for in-service study. Faculty of education schedules also
should be adapted to conform torthe needs-of practising Eeéachers. A
much' mdre imaginative, realistic approach to the needs of the profession
must be adopted by everyone concerned with the nur ture of highly-trained,
superior teachers. .

»

The group ended its discussion with the formulation of some fuhdamental

questions, to be comsidered at its next session. 1In the field of continuing
education... « / “ ’

1) Who defings the needs of pracfgising teachers?

2) How are fynds to be re-direcyed to serve these needs?

3) What kinds of in-service prgframs should be devised and by
whom? ' '

-

|

SECOND SESSION

N Discussioh continued. Some members of the group took issue with an’
assumption made by the speaker at the morning plenary session, Dr. Terry -
McKague, Executive Ass$istant, Saskatchewan Teachers' Federation. Stated
Dr. McKague: "In devising strategies for improving continuing teacher
education, don't get too hung up on the issue of who controls the project.
i just can't get as excited as some people do about the importance of

162 ‘
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need to avoid hierarchical structures". It was the belief of some “individuals
in the session that all too frequeritly hierarchical structures blocked school
reform, and that the further removed an official was from the teaching
situation, the less he or she could contribute to such reform. One member
expressed the view that Dr. McKague's opinion did not represent that of the )
majority of Saskatchewan teachers with regard #£0 bureaucratic control of
continuing education™fpr teachers. 7 A

Ry

M
This dialogue gave rise to a debate on the role of administrators in
the profe531ona1 development of pract151ng teachers. It was agreed that a
clear distinction must be made between supervision and evaluation. Evaluation
is a function of management, of which the_ school administrator has, up to,
now, very definitely been a part. Supervision, on the other hand, implies,
not a judicial function, but a supportive one —- an individual in a "he plng
relationship with angther. In the teaching profession, this could mean teachers
working with teachers, possibly older, more experienced teachers a851s,ing
new recruits to the profession, a common enough occurrence. An example of an
experiment in 'collegial supervision" in Saskatchewan was cited. Involving
team supervision in an elementary school, it attempted to coordinate the
school's teaching program through close contact among teaching staff. Four
groups,of teachers out of a staff of twenty assumed grass-roots responsibility
for the quality of the teaching taking place in their school. The principal ’
was invited to participate, but dcclined. Such a concept of autonomous
professionalism transmutes the principal's role to one of a team coordinator.
It was felt that many members of the &dybational establishment are not ready
and are unprepared to accept this role, ya 4/
/
/ /
. Dr. James S,JHrabL, Associaée Deéputy Minhister, Alberta Department of
Educ¢ation, objected to the anti-hiefar hic%i position taken by some members
of the group. He stated that he wds prepared to acknowledge that any type
of evaluatlon was an inherent thr¢gt to a teacher but at, in his view,
teacher selflevaluation ‘was no adeﬁuate. Dr. Hrabi Lonceded nevertheless
that teachers should participfte in the formulatio /0f evaluation criteria.
The group members generally réed that intelligept, constructive supervision,
whether by adm;ﬁyStrétors o} —6& ‘peer group, requfred skill, training and //

exper ience. It was flelt thht very little thought has so far beeh given to
the provision of training for this responsibi}yity. Assisting teachers working,
with student {eachersYshould be given spec1 training and consideration.

The difcussion closed with somi tK6ug.t being given to the plight of
teachers in isolated areas. Here again tHe question of externally:- 1mpos
in-service courses was raised. The wide diversity of teaching cond1t10n
necessitates consultation with those @losest to the problems. The role,bf
teaching consultant was thus brought to scrutiny. It was generally accepted
by the group that such a post should involve limited tenure and should entail
part-time tcachlng, to avoid the detachment from reality that inevitably
ensues when the teacher ceases to practise his or her profession.

The session ended once again with questions: . a
,{/_‘/\ 4

1) what roles should various organizations play in teacher professional

development?
L

2) What changes nced té;pe mado to achleve a viable system of continuing
Pducatlon or teac
or T 163
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DEMAIN ET APRES-DEMATN

.o ” RONALD LEBRETON

o Directeur général
_L'Association des Enseignants

//'Francophones du Nouveau-Brunswick

)
{

3
’ / -
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On m'a demandﬁ de faire quelqtes commentaires QUant a la direction que
nous allons prendfe 3 partir des discussions que nous avons eues ces deux
derniers jours. /Premiérement, je ne me sens pas tellement compétent pour

, faire ce travail et deuxiémement, je crois que chacun va sortir de ce
~, collqque :avgc ses propres conclusions quant a la direction & prendre.
. .
2

J'aimeﬁsds debuter en vous communiquant quelques constatations auxquelles
nous sommes alrivés pendant ce colloque. D'abord, nous nous sommes rendu
compte qu'il y avait un manque de d1rection, un manque d'orientation par

. rapport au perf ctlonnement professionnel tant au niveau des universitis, des
ministdéres de 1"Education que des associations professionnelles d'enseignants.
Nous parlons depuiis assez longtemps de 1'&ducation bermanente ou de la

\ formation permaneﬁte des étudiants et nous parlons de plus en plus de la
formation permaneﬂ%g}ies enseignants. Mais ¢a demeure simplement, 2 date,

en paroles et en th€ries, puisque les programmes de formation et les
. programmes de perfectdonnement professionnel qui suivent ne sont pas construits
en fonction de ce continuum ou de cette education permanente. En d'autres
,- mots, le programme & l'universitg n'est ‘pas en fonction d'une continuité et
les programme$ actuels de perfectionnement proféssionnel ne tiennent pas
compte nécessairement du programme de formation de base. Nous avons constaté
- la difficulté suivante par rapport a ce probleme. lorsque nous parlons de #
Lo perfec 1onnement professionnel nous considérons en méme temps le perfect1onnement
professionnel proprement dit et le programme de formation de 1 %nselgnant par
le truchement des gervices d'extension des universités. Cette difficulté
provient du fait que la profession ne presente pas actuellement 1’ homogeneite
‘ © que nous souhaitons dans le domaine des qualifications de base; il y a des
- enseignants qui t sortis du syst@me ravec deux années de formation et
d'autres qui ont atteint le premier grade universiﬁaire et plus.

N Deuxiéme constata ; les différentes agences qui sont concernées avec
o Ia quegtion du perfegfio ement p;ofesSion el senblent fonctionner dans
— un vase clos. Les dssociatyons d ensei Se montent des programmes, les
kY o
e

. univérsités sé mont ept—deg

1 .montent des pr ramMesn 0
méme de certains. nisteres

AT

gzammes es mini gres de 1 Education se
tionné egal ent qu'a l'intérieur
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chacune leur propre programme de formation et qu'il n'y avait méme pas
d'articulation entre ces directions. Alors; il y a une difficulté de
coordination qu'il faut essayer de solutionner. )

Troisiéme constatation: Il n'y a pas de définition trés claire des
besoins des enseignants. Nous n'avons pas défini d'une fagon scientlflque
quels sont les besoins, sauf dans certains domaines, pour arriver 2
déterminer la nature des programmes de perfectionnement professionnel, les
colits, la répartition de ces coiits, la responsabillte de chacune des
agences dans ce domalne et la juridiction de chacun des groupements
concernés.

En ce qui concerne la communication ou le manque dé communication il
ne semble pas avoir de centacts continus entre les provinces et méme entre
les associations. On va aux Etats-Unis, on va en France ou on va en Ontario
quand souvent la province v01sine vient de mettre sur pied un nouveau . ’
programme et qui plus est, on n'est pas au courant de ce programme. “Ceci
me semble 1nacceptable comme moyen d'arriver i une politique d’ ensemble
dans ce domaine.

N ! A

A 1'intérieur du groupe francophone on a constaté quie dans les endroits
ol les francophones sont en minorité qu'il y a des problémes qui leur sont
particuliers. Par conséquent, les programmes de perfectlonnement professionnel
doivent non seulement tenir compte de l'acquisition de nouvelles connaissances
relativement 3 la discipline mais doivent &galement considérer les attitudes
et tenir compte du fait que ces ense1gnants, en plus de communiquer la
connaissance ont la responsabilité de transmettre des &léments propres @ une
certaine culture.

Alors maintenant....demain. Qu'est-ce que.l'on fait demain? Comme je
1'ai mentionné tout 3 l'heure, je crois que chacun va sortir de ce colloque
avec ses propres conclusions mais néanmoins j'ai la prétention de vous en
suggérer quelques-unes qui ont déja &té mentionnées et qui ont &té discutées
a l'intérieur des groupes. . .

PR

L'action qui m« semple la plus pressante et que nous devrions considérer
aujourd 'hui plutdt que ¢gemain c'est le trés grand besoin d'une coordination
des efforts. Dans tousNes groupes, je crois que nous sommes arrivés 3 la
concluqlon qu'il n'y avait pas de’ coordination et qu 'il n'y avait pas !
qufflsamment de communication entre les différentes agences concernées. Alors,
il s'avére nécessaire de provoquer un d1alogue entre_;egwg%yers groupements

)
intéressés afin de déterminer”ensemble des programmes sans pour autagE\g; aucune-

de ‘ces agences ne se donne le monopole de la responsabilité pgr rapport
perfectionncment professionnel, ¢ ne crois pas que demain nous puissions
accepter qu'une agence, que ce soilt le ministére de 1' Education, les i
associations professionnnelles ou {les universités, puissent ‘réclamer 1'exclu-
sivité par rapport i 1' établissement des hesoins et des programmes dans

le domaine du perfcctionnement professionnel. C'est une activité que nous 7
n'avons pas le choix de faire en collaboration afin d'arriver 3 une politique
d'ensemble qui entre autre décidera des orientations et des responsabilités. |
. B Y ' /
. N . yan
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Préalablement aux rencontres des diverses aéences dans le but d'établir .
des politiques communes, je crois que les assoc1at10ns prof essionnelles
d'enseignants comme les autres agences doivent s'arréter et prendre une
position de recul par rappert au perfectionnement professionnel.. Elles
doivent se demander des questlons telles que les suivantes: Que voulons=nqus
faire et comment voulons-nous arriver 3 instituer dans le domaine du
perfectionnement; des enseignants ce comtinuum dont nous parlions tout i

1l'heure 3 partif de la premidre année de formation jusqu'd la fin de 1la ' .
carriére de l'enseignant? En d'autres mots, 1'enseignant qui se lance dans
la carriére, dand la profession de 1'enseignement, deyrait avoir un " ‘ t

programme déterminé ou un cheminement qui va faire en sorte qu'il deviendra
- meilleur enseignant d'une journée 3 1'autre.> R ) A
Il a été mentionné 3 1'intérieur d'un des groupes que le ministére de
1'Education comme représentant du_peuple a travers le gouvernement est
responsable du service public qu'est la fonction de 1° enseignement. Comme 4
conséquence de cette responsabilite vis-3-vis le public il va de soi qu i1’
a une responsabilité quant 3 la qualité de ce service et le financement de
ce service. La fonction de 1' enseignement exigé un perfectionnement continu.
Donc, le gouvernement en tant que responsable de la qualité des services
doit assumer la responsabfllte du financement du perfectionnement professionnel
proprement dit.
[] PR N “‘.‘ 1 . ] . PR
al aimé le commentaire qu'a fait le Professeur Allard de 1l'Université
Laval au début de cette conférence. Je drois que cette constatation avait °
également frappé mon ami Doug. En effet, en discutant des problémes 1'une
des dlfflcultes mentlonnees est le fait que l'enseignant est considéré comme
client ne possedant pas les exigences minimums. Donc, cet -enseignant, que
l'université considére comme moyen de revenu, s insc;it aux cours dans le
but de recevoir des crédits pour fins de certification sans nécessairement
que ces cours:répondent 3 ses besoins professionnels, 11 existe une espece
d'atmosphére d'exploitation réciproque entre 1'enseignant et 1'université.
Je suis d'accord avec Monsieur Allard pour dire qu'il est nécessaire d'établir
une relation honnéte entre 1'enseignant et 1'université dans cé domaine.

Il me semble de plus en nius ev1dent, bien que.je ne voie pas de solutlon
a court terme, que la situation voulant que le salaire des enseignants soit
directement rattaché 3 la certification doit &tre changée. En d'autres mots,
il semble que 1la grande*difflculte ou la pierre d'achqppément actuellement
est le fait 'que 1'individu & cause de lqtgituation oﬁvgon salaire est
directement 1ié a ce qu'il fait au Roint de vue académique ou professionnel
veut obtenlr des.crgédits pour tout ce qu'il fait que ce soit profitable ou
non par rapport 4 ses fonctions actuelles. Donc, je crois que dans une
perspective dfavenir nous devons regarder de trés prés les alternatives .,
quant aux moyens d' etabllr des échelles ‘e salaire pour les enseignants qui
ne soient pas directement reliées 3 ‘la certification. - : .
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Lorsque nous considérons le perfectionnement”professionnel comme étant
une responsabilité du ministére de l'Educatiqp.eq de la profession, il importe,
3 mon avis, pour les autprités,d'arriver assez rapidement 3 la conclusion que’
1'activité professionnelle de 1'enseignant ne se limite pas uniquement a
1'action d'enseigner. Fn d'autres mots, ses occupations pendant sa pleine

“\\journée a partir du momenﬂ ot il entre 3 IMécole jusqu'au moment ol il en
sort constitue une activité qui peut ayoir une valeur professionnelle méme '
s'il n'est pas devant les gtudiants. Il a été mentionné 3 plusieurs reprises

.. pendant ce colloque que si nous voulions instituer les programmes de pgrfectionne-.

ment professionnel qui valent quelque chose que ces programmes devaient &tre
intégrés pleinement & l'intérieur de la journée de travail de 1l'enseignant. -
Nous ne devrions pas assurer le perfectionnement professionnel de 1'enseignant \
aprds les heures de travail, les fins de semaine; les dimanches, 1'été, etc... ‘

N

Monsieur-le Président, c'est 3 peu prés tout ce j'ai @ dire sur le sujet
sauf que lorsque nous considérons la direction 3 prendre j'aimerais réitérer

. -~ - . L 3
qu'il est trés important pour les différentes agences de se rencontrer et de
définir emsemble h mode de perfectionnement professionnel qui aurait pour

4 - s PR . .
but d'assurer 3 1'ens&fgnant une continuité dans sa formation.
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WHERE DO WE GO FROM HERE?

DOUGLAS MYERS
Ontario Institute for
Studies in Education

The combination of the fine time we've had here at UBC --~ the food,
the drifik ‘and the good conversation —- along with my own quiet, gentle
unassuming nature, strongly tempt'me to leave you with a positive,
optimistic, inspirational message. I could, for example, remind you that
after all is said and done, we are all in it for the good of the children
and that if we all put our collective noses to the wheel and- continue to
commutricate -we will likely solve all the difficult problems we have con-
fronted over the past few days. It is, indeed, only a strong sense of
professignal responsibility which prevents me from doing this.

-

» "Professional', by the way, is an interesting word. I got intrigued
by what it meant several years ago and did som¢ reading and read about the
history of the professions ahd so on. I came to the conclusion that it

. seemed to have so many meanings to so many different people that it meant ‘
almost nothing at all, I became convinced also that it was in fact a great
hindrance to clear thinking in discussing educational issues. I even tried
to argue this case with people in education. Unfortunately, whenever I did-

. so, the discussion never proceeded past that point because.it seemed to be
an absolutely necessary term that educators use. So I gave it up. Now I
use it as frequently as anyone else, but I would like to make clear how I
use it. When I ase the term 'professional” I mean something good; when I use
‘the term "unprofessional” I mean something bad. I am sure that everyone else
uses the term much more precisely, but that is the best I can do.

-So, as I say, it is, I think, my "professional" responsibility to try to
look more’crltlcally at the topic of continuing education. Continuing education
is a very complex, diffuse, confusing, and frustrating subject. In trying to
provide a focus. or context for examining it, I think it would be helpful to
ctonsider some issues concerning’ power, structure, and politics in education.
Myer Horowitz touched on this wihen he spoke of institutional power pOlltiCS,
though he did suggest, and I want to talk about this some more, that these ‘
operated in opposition to a concern for quality education. That was followed
up inidiscussion by Pierre Thibault of Laval in, I thought, a very interesting
way. “He commented on the blend of special interests and common interests
characteristic of those groups and associations and institutions involved in
education, and suggested that the situation we are in at the moment in many
parts of the country is that interests which have seemed. to coincide for many
years are now seeming to be contradlctory. I thought that was an intercsting -
perception and somethlng that, I'd hoped others would follaw up.
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We got-a little bit thrown off the scent, however, by a couple of
things Terry McKague said yesterday in what I thought was an excellent
paper. It was a paper that had, I thought, important political impli-
cations for a number of developments in continuing teacher education.

But Dr. McKague did say at the end a couple of things which bothered

me —— that we needn't worry about questions of hierachy and teacher
control in developing continuing “education for teachers, and that, indeed,
we should opt for bureaucracy. Now, personally, I would be more than

_ willing to believe'that the attitudes and behaviors of—bureaucrats in

an enlightened, progressive,,democratic -socialist province like Saskatchewan
were such thaty teachers didn't need to worry about them. I'm not sure,

.however, how many other people in the audience would be willing to believe that.

Learning that aside, I think it is perhaps more likely the fact that in
Saskatchewan a tradition and a context may well exist where educational
structures and styles do allow tedchers a real fpart of the action. But

in many other parts of the country -- in my view an increasing number of
areas --— I'm convinced that questions of hierarchy, of control, of bureau-
cracy, are crucial problems and ones to which we must ,address ourselves in
looking at almost any educaticnal policy orf program. Certainly, I believe
this is the case in Ontario. Therefore, I want to talk about those issues.
I will present two main lines of argument —- one having to do with the
tradition of teaching, and the biher having to do with what seems to me
the growth of administrative powér and management ideology in the schools,
particularly during the 1950's and 60's -- to support my contention that
teachers and their organizations must think and act in much more political
terms (and I mean this primarily within education and not necessarily
outside it) if they wish to’exert their influence in a way that will both
serve their own legitimate interests and bring-about positive improvements
in education.

Firs§ of all, the historical experience, the tradition of the occupation
of teaching. The tradition of teaching, I think, has left the classroom
teacher very much at the bottom level of the hierarchical pyramid of power
and influence in educational policy. There are three reasons for this I
think: "the faillure to attain professional status in the 19th century in
Britain and elsewhere, that is to attain the closed-shop monopoly privileges
that characterize those occupations we've come to call professions. I'm
not suggesting it would necessarily have been & good thing had teachers
attalined professional status then. Certainly, I don't think it would be
a good thing if teachers attained it now. One of our major public policy
problems is to reduce the independent monopoly powers of those occupations
we call professions. I think such a reduction is a desirable public policy
objective. The fact does remain, however, that teachers, at a time when
a number of occupations were achieving that status, tried very hard to
achieve it too. They failed. Teachers as a group had other experiences
as well from which I think they learned that it was best to avoid controversy
in matters of educational policys These experiencés made it clear to them
that their job was to run the educational system, not to ask awkward questions
about it or make awkward suggestions. Teachers associations having failed
to gain professional status and having failed to establish a position of




influence in educational policy and decision-making, tended, therefore, to
concentratet on self-improvement and on basic bread-and-butter protective
issues. The third thing that happened which left the classroom teacher at

the bottom of the pyramid is that teachers realized that to gain status

and influence and prestige and power one stopped being a teacher. One .
became, instead, an administrator, a consultant or whatever. As the publi
system grew it became more bureaucratic, thus offering more positions in
education outside the classroom. Very briefly, then, and without the
supporting evidence I would ordinarily wish to present, that seems to me

to constitute the historical tradition of teaching. .

More rebently, the kind of bureaugratic development I've talked about
seems to have been very much enhanced by two factors. First of all, it has
been enhanced by the rapid expansion of the system. This has tended to

" undermine the classic trustee-administrator relationship in which, in

theory at least, the trustees set the policy and the administrators
implemented it. During this rapid expansion, it became harder and harder
for trustees to keep on top of issues. There was much more need for fast
expert advice, for study, for long-range planning and, hence, the administra-
tions became more and more influential in shaping policy as well as in
implementing it. In Ontario at least, and I think in some other areas of
the country, perhaps an even more acute pressure in this direction has been
the massive provincial re-organizations of recent years. The~euphemism
often employed to describe this re-organization'is '"decentralization".

In fact, what has b%en created are a number of large, consolidated regional
units which are very complex, which require specialization, and, again,
which contribute to Ehe growth of administrative power and influence. In
these terms, it seems to me the trustees have bé&en the big losers. The

provincial government, at-least in Ontario, has'assumed more and more direct

Q

ERIC

Aruitoxt provided by Eric

control of finance; regional administrative officials in these larger @
educational units have assumed more and more control of policy and program.

As for the teachers, they didn't have much power and influence to begin
with and they have found themselves through the '60's even farther from
where the power is than before, with new layers of administrative officials
to deal with. 0

Let me give you an example -- I think a striking one -- of how this hag
happened in one jurisdiction in Ontario. There is a fascinating OISE doctoral
study -- just completed -- by.a principal named Roosevelt Robinson called
"Power and Communication in York County, 1969-75" which seems o me to,
illustrate vividly some of these developments. It is eminently publishable
and I hope it soon will be, so that you will all have a chance to look at
it.. It seems to me to offer an important cautionary tale. York, as some
of you may know, was.a system with a reputation in the late '60's for .
being extremely enlightened, innovative and, open. It had a very able and
competent director and apparent good relations between trustees, administra-
tors and teachers. It is now known_as the site of one of the most prolonged
and bitter strikes by secondary school teachers in the history of Ontario.

The thesis reveals a number of things. It shows the tremendous’strain of
change and re-organization which existed through the late 1960's and early
1970's, strain on trustees, on administrators and on teachers; it shows an

-
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~Dr. S.L.G. Chapman. It is, of course, an unequivocal political statement.

incéreasing reliance by the trustees on the leadership and competehcies of
their administrators; it shows the consequent growth of administrator power
over policy and program; it shows how the administrators employed a wide
range of sophisticated human relations devices and management techniques,

in an attempt to improve communications, rganizational relationships,

group processes, and organizatiogi;,éeﬁgiﬁpment; and finally it shows how -
all of these approaches were initiated from the top-down with a mar ked

lack of success at the grass roots level. According to Robinson these
developments were accompanied by an increasing degree of teacher frustration
and alienation, and a gradual realization by teachers that the communication
devices and techniques offered by the administration were not relevant

or effective political mechanisms for teachers; that "feed-back' did not

mean participation, that "involvement' did not mean shariqg\féd decision>
making. . ~\\\\\\\\;

%,
8

"Educétional leadership is what tﬁe world of private enterpriée:calls .
management.' That quotation comes from a government report, the Reville

)

Report of 1972, and was used approvingly by the Director of the York system,

In the context of the shifts of power and influence I have described above,
it reveals clearly where the real power lies -- with the educational
managers. It is especially interesting to see, from the evidence Robinspn
has gathered, how the York administration played off both sides -- the
public and the teachers -—- in order to maintain and protect the power they \\\\\\\\\
had gained through the period.

To the teachers, who were increasingly requesting and demanding a
greater share in decision-making, the York administration spoke as if the«
classic trustee-administrator relationship still existed. Only the N
trustees who were elecfed and therefore accountable, the Director explained,
had the power to make educational policy decisions. Teachers, if they
wanted to exert such power, would have to be prepared to be directly elected
(and defeated). A nice argument, granted, but one which ignores or at least
minimizes the fact that a preponderant share of policy-development and
decision-making lay in the hands of administrative staff -- not elected by or
accountable to the public.

On the other hand, to the public and parents who were demanding a more
direct involvement in educational policy and implementation, the administration __—
defense shifted significantly. Again the Director explained that the only way
that the publir could participate was to run for or elect the board of
trustees. The trustees would then set the broad objectives and shape of
policy, leaving it to the "professionals" to translate those general policies
into school programsgand practices. It's a neat Catch-22 situation. The
public can't be directly involved because it's a "professional" responsibility;
the "professionals" (i.e. teachers) can't be directly inyolved because it's
up to the public. Essentially, of course, the argument leaves the administration
in control of very crucial areas of policy and—program.

Another significant aspect of the York experience is that the adminis-
tration consistently sought to avoid dealing with teachers collectively. It
explicitly regarded collective action, collective discussions as "unprofessional".
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It regarded working conditions as exclusive management prerogative. I must
say Dr. \Chapman has since concluded and to his credit has publicly acknow-
ledged that the ''channel through which teachers are consulted is as important
as the consulting. To seek teacher input on policy matters through any

. network over which they do not have complete control is to be seen as being
manipulative no matter how sincere the intent."

Altogether then it seems to me that.what the teachers in York ‘challenged
was not ‘motivated solely by economic concernsi—The salary issue was very
important of course but their concern and their militancy also had to do

.with questions of decision-making and policy development. They challenged,
in a fundamental way, some of the political assumptions and management
behaviors that characterized that system. It is my view that there are
some similar kinds of educational developments and some similar kinds of
teacher reactions occurring elsewhere in Canada as well. I wouldn't claim
that those are necessarily typical, but I think teachers across the country,
in a va;iety of ways, are beginning td challenge some of these dévelopments.

What is wrong with the management model? I can't put it any better than
Norman Goble did in addressing a conference of British Columbia school
superintendents in January. .

. The biggest obﬁiacles we face in changing the .present situation,
in improving e€ducation, are not matters of reason or logic, they
are rooted in the failure of reason, the failure to develop a

- rational model of educational administration. For lack of such

\\\‘*“\‘*~\a\u9gel we have.-fallen into a pernicious, negative, and totally

//gamnable habit of imitating the model amd prestige structure of
“industrial management, a model that would be hilariously inappro-
priate if there could be anything funny about anything so bad.
For a lack of a rational theory we have fallen into a habit of
venerating order as the supreme good into an indefensible re-
versal of valyes that makes human and social needs subordinate
- to procedural tidinesshan& predictability. When people have
been trained and shaped and promoted in such a climate can we
blame them for clinging—to—authority -for fear of the uncertainty
that must accompany profe551onal partlcipation and decision-
making.

)

-

What is an approprigte model? That is a very complicated and difficult
matter. Certainly questibns of money, of goals, of performance are important,
but not, I think, in the terms dictated by the industrial management model,
terms used by educational administrations in large consolidated school

. systems. For'one thing what the industrial-management model in education
; tends to create, quite naturally and reasonably, is a union response from

// teachers. It will continue to do so until we start to work our way into

some new kinds of models.

What has all this got to do with what actually happens in the schools?
I think, a lot. 1I'd like just to mention one study of the kind of effect
that I think this tradition and this political context, particularly the
increasing reliance on industrial-management models, has on the programs
we introduce in, the schools. A recent innovation, and'one that. is very
controversial, has been the introduction in Ontario of the credit system
at the secondary level. OISE has done several studies of this curriculum
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re-organization and one of the most interesting ones is called The Individua-
lized System: Administration and Leadership by Dr. Doris Ryan. What Ryan's
study, based on very extensive surveys and interviews with the administrators,
teaching staff, students and parents in'.a number of selected schools, seems
to me to show is how little teachers were involved in the planning or
dmplementation of that major curriculum "reform'". Somehow we retain a
touching faith that a new program will change the way things are done in a
school. Invariably, the way things are done in a school, in fact, changes
that program. There was an expectation, with the credit system for example,
that a re-organized curriculum would alter administrative procedures and
structural relationships in the schools. Nothing of the sort seems to have
happened. There is plenty of evidence, however, that the existing procedures
and nelationships have reduced the effectiveness of the innovation. Principals-
n their responses to Ryan seemed to believe that- some really jmportant ¢
changes were occurring in their schools as a result of the credit system.
Teachers were much more skeptical -- a lot of new labels for a lot of old
courses. This disparity is evident on a whole range of issues. Ptincipals,
to give another example, ranked professional development as one of the top
prigfities in their schools. Teachers, however, did not seem to see evidence
of this. Many felt they had not received, were not receiving, and were
unlikely to receive the kind of support and assistance needed to make the new
N system work. . e
: - 5
What is also interesting about this study is Dr. Ryan's interpretation
_of the responses and v%ews expressed. It is an interpretation with which I
would like to_take igsue. She seems to reach two conclusions; one about
teacheys and one about principals. About teachers she writes, "The evidence
seems to suggest that teachers have been caught in the middle to some extent
by changes in societal expectations, changes in professional expectations,
changes in the economic situation, and even by changes in the birth rate.
Their responses to the additional challenge of meeting the philosophical -
o goals of the credit system must bg viewed in this context." When she comes
to the school principal, however, there is a very difierent tone. 'Secondary
school principals are confronted with challengés as great as those faced by
teachers. They must, it appears, provide leadership and support so that
teachers will see that they have more freedom to modify learning experienc
in Ways appropriate to the particular individuals whom they teach amd so
that they will be prepared to use ghe freedoms in professional ways and
, thereforé improve the quality of education".

.
.

\Ryan s conclusions sgem to me to fit very neatly into the prevailing
management ideology of large school systems. ‘The question of power is not
dealt with. There is no suggestion that the administrative and political
structure of the school system may be a fundamental problem. The teacher
is dealt with as the passive victim of a variety of external forces. The
principal, on the other hand, is an active agent who must both convince
teachers that they are free.and restrain them from abusing that freedom.

I think that teachers themselves are recognizing the inadequacy of such
interpretations and, more important, the inadequacy of school systems which
are run on those assumptiois. -

7 \t\, 17% y e '




A

Q

Aruitoxt provided by Eic:

ERIC

\ N

All of whiéh brings uss at long last, to the problem of continuing
education and what to do about it. If we are to take any significant
positive steps in this area, I would insist that we must begin by looking
at the structure and politics of the teacher education system. We have,
firgt of all, an ineffective and distorted system of training and
educating teachers. All our eggs are in two baskets; the pre-service one --
whicl still’has most of the eggs -- and, more recgntly, the graduate
studies one. Both have serious limitations. Pre-service has been, tradition-
ally, a one-shot attempt to provide as much theory and practice as possible
that a teacher might conceivably find iImportant or useful during a teaching
career. Until now the only opportunity for further systematic study and
reflection has been in graduate studies -— and that has been a recent
development. But graduate studiég, though important, must fit within the
academic tradition of universities. The legitimacy and value of that
tradition is, I believe, undeniable; but it by no means exhausts the range
of worthwhile, relevant, desirable further education possibilities for
teachers. In short, we have at one end of a teacher's career, a pre-service
education which by its very nature must be severely limited. Farther along
in a teacher's cdreer there exists an opportunity for some to pursue graduate
studies. In between, for most teachers, there is nothing. No. Perhaps
that is too harsh. There is something, but it is unsystematic and disjointed
a hodge podge of short courses, training sessions, workshops and conferences.
Indeed, I am amazed at the willingness of teachers to give up their time and
to expend their energies in these activities. There has been some discussion
here about what kind of people teachers are -- are they passive slackers or
selfless activists, etc.? My hunch is that teachers would compare favorably
With most-other groups in terms of their willingness to participate in
continuing education activities. Teachers, I think, need not apologize to
anybody for the degree of participationf effort and commitment they show in
this regard, despite the disadvantage§ hey face.

What the situation in continuing education reveals above all is a
basic ‘failure to make continued professional learning and development an
integral and legitimate ﬁért of a teacher's job. It is this situation
that we must address ourselves to and change. It is, I believe primarily
up to teachers themselves, individually and through the csilective
associations that represent them, to bring about change in this area. ‘The
motivation for and the logic of current teacher militancy seems to me to
include not only economic) concerns but also questions of working ard
learning conditions. Teachers are beginning to examine, more critically
than previously, the structures and procedures that control policy-making
and decision-making in education. Teachers' organizations are giving a
higher priority to areas like continuing education. They seem to be devoting
greater resources to independent {research and policy development. They
seem to be demanding a greater active role in setting education policy.

In terms of improving the situation of continuing education, teachers'
organizations must devote their resources and energies not to c¢onducting their
own programs Oor to running their own system, but rather to devngping and
pressing for effective and coherent policies. The first need is for more
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complete and specific information -- for a careful analysis of budget and-.
time allocations and of types of continuing education offerings. At the
moment figures are hard to come by. The kind of thing. we need to know is,
for example, the relative resources devoted to pre~service, continuing

and graduate education for teachers. I came across one figure, referring
to the British system, that in England they spend bettér than 120 million
pounds per year on pre-service and only 6 million a year on continuing
education. I would suspect that a similar disparity exists here in Canada.
It would be helpful to know. g

In developing and implementing a coherent policy in continuing education
teachers' organizations need to make a careful distinction between "management
training activities'" and other types of contifuing education. At the moment,
my hunch would be that a disproportionaté amount of resources go into the
former under the general rubric of "professional development". I would not
suggest that chere are not legitimate continuing education activities. of
special interest and use to school administrators. I would suggest that
the major emphasis in continuing education should be on those activities of

benefit and use to classroom teachers and the children they teach: N
. .
. * Y
- 1 think the teachers' organizations have to~§§§§blish some general .
der, for example, o7

principles and set some targets. They have to coﬁs
<

roughly what proportion of a teacher's time, what'kinds of budget allocations,
what kinds of resource and personnel support ideally should be aimed for if
we are to develop an effective continuing education scheme. They need to
consider whether top-down, system-wide continuing education schemes are most
effective or whether more flexible and diverse school-based, small group
and/or individual programé would be preferable. Again, some British studies

. would °’seem to suggest that the great range of teacher experience and
interest must be a basic consideration in developing effective continuing

education programs. - 7 /

Let me suggest two areas that T think aré of ¢ uc1al 1mportance and
deserve careful attention. . The first is the develo ment of a follow-up
for the immediate graduates of pre-service programs{ There is almost non
now and I think that distorts the pre-service progra ery badly. For f
example, some issues that I think are terribly®important for teachers to
think about and to consider, simply make very little sense to anyone béfore’
they have been in a school, before they have had any dealings with the
federation or, the administration or their colleagues or whatever. And yet~
you either teach it then, or you don't teach it. And I think a lgt of
things in pre-service awe constrained similarly. A sécond crucia area is
associate teaching. 1 think associate teachers are a natural base. for
ma jor continuing education development. I think their association with the
facdlty and the faculty's aSSociation with them coyld be a very productive
form of mutual continuing educa'tion. Moreover, associate teachers provide
a "wedge" into the general teaching force that would be effective in
developing a more coherent approach to continuing education.
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¥ In these remarks I have tried to suggest that questions of power and
striicture-are of fundamental importance in considering educational policy
and ogram generally and continuing education in particular. We must
recognize that if the educational coalition of trustees, provincial
) government officials, faculty of-education staff, and teachers' SEganizatlon
leaders that characterized the fifties and sixties hasn't broken down
entirely, it has certainly fragmented quite a bit. This is not as comfortable
. a situation doubtless but it is, I think, a healthier one. A number of basic
issues are apt .to receive a fuller and more candid consideration than formerly
I think too that the resolution of educational problems is likely teo be more
satisfactory in'terms of the general public interest.’

~

I have also suggested that, in this atmosphere, teachers and their
organizations can and should take a strong lead in developing better continuing
education policies. I do not for a moment intend to imply by this that
teachers' organizations have a monopoly on virtue and wisdom. Indeed, they L
have plenty of internal problems to deal withf' Do they adequately repréesent
the majority of their members who are practising classroom teachers? Should
principals be members, and if so, how does that affect the functioning of N
the organization? These questions and others ed the urgent attention of
teachers and their collective representatives./ Nonetheless, I believe that
classroom teachers 3pd their respresentati hrave been too much on the
periphery of educational policy-makiqg_iﬁpthe past. I believe that the ’
opportunity ndw exists for them to take strong and central initiative on a .
whole range of important educational issues, one of the most importan} being .
the improvement of continuing education. I believe that teachers are in
fact beginning to exert that power andé¢to také’pqsitive'initiatives*on
educat10na1 issues. {n the whole, I believe that is a gdéod thing. Those *
of us‘who are concerned with improving continuing education-should respond
to these teacher initiatives positively and v1gorously, not negatively and
timidly. Certainly we.should challenge the teachers' organizations to
confroht the central issues invBlved in continuing education. " But, in the
last analysis, we can hardly object if teachers begin to take the rhetoric
“of "profesgionalism'" seriously and begin to act upon it.
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