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Inservice teacher education is, in many ways, the key to the
rejuvenation of education and of the individual teacher. There is

little question that it must serve hothtliecontinuous improvement
of education and the continuous personal and professional
development of individual teachers.

We are pleased to see the appearance of these reports. Cenerated
hy a project jointly sponsored by our agencies, the reports represent
a first step in the formal identification of the pimay information
needs and issues in the inservice teacher education area.

Policy makers across the nation will shortly be making decisions
about new forms of governance in teacher education, new methods,
the increasing involvement of teachers as trainers and organi:ers,
and, ahove all, the development of more effective structures for
insuring that the needs of schools, communities, teachers, and
children can he met adequately. As policy makers approach these
decisions, they will need adequate concepts for analy:ing the
problems of the area, sufficient data about present practices,
and opinions regarding alternative future practices to guide their
thinking. We hope this first step will assist policy makers at
all levels and that succeeding steps will bring greater clarity
to this important area.

We v:ish to thank the nearly two thousand persons who made
contributions to this study, either by consenting to provide their
time in the interview process, writing or reviewing position papers,
managing the interviews, or participating in the other time-consuming
and technically difficult tasks which were part of this complex
project. Shirley Steele of the National Center for Education
Statistics and Velma Robinson of eacher Corps arc also to he
thanked for closely monitoring the project and sharing in its

direction, in collaboration with the staffs of the Teacher Corps
Recruitment and Technical Resource Centers and the Stanford
Center for Research and Development in Teaching.

Marie D. Eldridge
Chief Administrator
National Center For Education

Statistics

William L. Smith
Director
Teacher Corps
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HISTORY ANU MOH:THU or Till: ISTh PROJIICT

In June or 1975, thy N i ona I Center for I ducat ion St ;it ist ics,

with the cooperation of the National Teacher Corps, made the decision to

inaugurate A series of studies in inservice teacher education. The phase

of the study which is reported in these monographs is that of conceptuali:ation.

Three sources of data were consulted in order to huild concepts

ahout the structure of inservice teacher education. The first or these was

the existing literature. The second source of data were thy positions of'

experts ahout the nati,re of the primary issues involved in the reconcep-

tuali:ation of the area. The third source iere the opinions of several

categories of interested parties, including teachers, administrators of.

school districts, school hoard memhers, community memhers, congressional

representatives, state department of education officials, and higher

education administration and faculty, about the major issues involvyJ in

inservice teacher education and the alternative ways of approaching these

issues.

There wyre two primary purposes of the study. The first was to

determine the data needs in the arya. This Hiormation is to he used as

the base for A succession of studies to determine the facts ahout inservl

teacher education, the alternatil..c issues, and the alternative solutions to

these issues. The second purpose of the study was to conceptuali-:e the

area in such A way that Teacher Corps could guide its activities more

erfectively in light of the facts and opinions or thy field.

The inservice teacher education project Wa:-; coordinated hy hrucy

Joyce of the Stanford Center for Research and hevelopmynt in Tuaching and

Lucy Peck of Hofstra University. The staffs of the five Teacher Corps

Recruitment and Technical Resource Centers arranged for the interviews,

managed hudgetary matters, developed small conferences in important areas of

inservice education, and contrihuted to the editing and puhlishing of the

present reports.
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This monogrAph is one of N series of f:ive reports on the

conceptuAlizing pha:-..e of the study of inservice tc;Icher education. Following
is an outline of the monogrAphs:

Report 1: IsStleti to Face

Bruce R. Joyce, Kenneth R. Howev, SAm J. YArger, And

the TeAcher Corps Recruitment And TochnicAl R(..S011Cco

Ct.NIter Directors

Report II: Interviews: Perceptions ProTessionAls And

Policy MAkers

Bruce R. Joyce, Kathleen M. McNAir, RichArd DiA.7., And

Michael D. McKihhin

with Floyd T. Waterman And Michael t;. Brikor for the

TeAcher Corps Recruitment And Technic:11 Resource Centers
Report The LiterAture on 1nservice Teacher LducAtion:

An AnAlytic Review

AlexAnder M. Nicholson And Bruce U. loy:o

with DonA:d W. Parker And Floyd T. WAtermAn for the

TeAcher Corps Recruitment And jechnicAl UCSONFCC Centers
Report IV: CreAtive Authority And CollAhorAtion

Report V:

A col 1 ect ion of pw; i t papers by SAM . Ynirger.,
.1rimes Boyer., Kenneth N. , !1rirs:1:1 IVe i I , I ph

inifr-od . ttini , Itohei-t CHIN hike ,

And Priv id II;ir1;111(1

with introductions hv SNM J. lArger And Bruce R. Joyce

with WilliAm C. Hill for the Teacher Corps Recruitment

And Technical Resource Centers

CulturAl Pluralism And Social Change

A collection of position priper hy kichArd BrAndt,

RichArd P. Mesa, Marilyn Nelson, DAvid D. Marsh,

Liulis J. Rubin, Margare, Ashorth, FIsA N.

and Henrietta WhitemAn

with introductions hy Bruce R. .k)yce, Kenneth R. Howey,

And .huws hoyer

wit h A. ;i nee for he eni t orp!-; i ment

'icchnicAl Resource Center:;
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The first report is a relatively short ,-;Immiary of the data needs

in inservice education and the major issues identified from the literature,

the interviews, and the position papers. .econd report contains the

results of the interviews wit'l more than one thousand teachers, school

administrators, higher education administrators and faculty, and others

concerned with policy making in the inservice arca. An analysis of the

literature in the field is described in the third report, while in the

fourth and fifth reports, shortened versions of position papers in several

major areas are presented. In the fourth report, the problems of

collaboration Nre explored, and issues atten6ant to cultural pluralism and

social change arc examined in the fifth report .
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This report synth-y.i:es the products of the ISM ,:oncepts Study.

"ISM" is shothand for inservice teacher education, by which we mean formal
and informal provisions (.-)r the improvement of educators Ns people, eduzated

persons, and professionals, NS well as in terms of the competence to carry
out their assigned roles. The report is hosed on an analysis of interviews
wit., over one thousand education professionals and more than two hundred policy
makers Nt the state and national levels, a study of over two thousand items of
literature, and sixteen position papers by expert ohservers and representatives
of special positions. Teachers, repre;entatives of teacher organizations,
school administrators, college faculty hoard of education members, officials
of state and national legislatures, legislative analysts, officials of the
federal executive branch, and many others contrihuted their advice, opinions,
and knowledge to the study.

The resulting mass of information and concepts is so large and
diverse that a mere summary of the ideas or description of the richness or
opinion cannot he inclusive. Consequently, we urge the serious student of
inservice teacher educati )n (hereafter ISTE) to read the four source volumes
in this series, listed on page x, and the many documents on which the volumes
drew.

In this hrief overview, we present our interpretation of the nature
of ISM and its prohlems Ns we have perceived them from this first "conceptual"
phase of our inquiry. In subsequent phases, firmer data about the facts of
1STE will he generated and alternative methods for improving it will he tested,
hoth in surves of opinion and in experiments with the alternative forms.

PRESENT INVESTMENT AND FORECAST:

THE PROBLEMS OF !STE ARE STRUCTURAL

ISM, as it presently exists, is accomplished by N vast and complex
organi:ation, a fact of which one must ie aware in order to think effectively

. (1)about the 15TE enterprise. Although there is great discontent with !STE, and
many professionals and nonprofesFionals apparently regard it almost as though
it did not it does exist, and on a large scale.

Despite dissatisfaction with ISTE, statistics show that over half of
all United States teachers presently hold master's degrees, while ohout five

15



vrcent of the total instructional staff of schools have received a doctorzIte.

Much of the instruction teachers have received has come from college-based and

school district-hased programs of ISTE. We estimate that there are seventy to

eighty thousand education professors, supervisors, and consultants presently

engaged full or part-time aS instructors in inservice education, which is nearly

one instructor for every twenty-five teachers presently holding positions. In

addition, there are almost one hundred thousarh principals and vice principals

in the seventeen thousand school districts of the nationone for about every

twenty classroom teachers. One oC the tasks assumed by principals and vice

principals is helping their teachers grow in pi.)fession::1 competence, and even

if they only spent ten percent of their time in such aet:vitie, the effort

expended would he enormous. Finally, we must consider the nearly fifty thLusand

nonsupervisory instructional 1),:.,rsonnel, such as reading inst:uctors, media and

cemmunications experts, and mental health specialists, who act in part i.s support

personnel COY teachers. Thus there may he AS many AS a tuarter of a million

persons in the United St-ts who engage as instructoc.; in some form of 1ST!:

activitythis is about :;structor for every eight teachers. Not included

in these figures are team leaders ahd other persons who have formal or igfoimial

supervisory roles within the classroom, of which there may he tens of thousands;

department chairpersons, especially at the sccimdary level, who participate to

some degree in the inseivice domain: and teachers who themselves staff inservice

courses. Possihly AS Many as twenty-Cive thousand teachers each year serve

their fellow teachers and aideS AS in.-:tructors in coures, workshops, cr other

events.

The si:e of this apparent investment is confusing for several reasons.

First, it is confusing because so many people seem to reel the effort is very

t,eak--even impoverishedand is a relative failure. Second, most districts ;Ind

higher olucation in:titutions evidently helieve that more funds are urgently

needed to develop adequate staff dev:.lopment programs. Third, if the ahove

estimates are At All reasonable, then We :Ire led to the unnerving conclusion

that one of the largest training enterprises in the United States is an incredible

failure:

If one out of of All educ:Itional personnel is trying to help

others in the field grow professionally, tnen this failure cannot simply he a

matter of investment of time or energy. There are ohviously enormous structural

problems in the way ISTI: is heing operated tdiich have to he resolved; however,

the problems jo not seem to he specific, hut rather general, as indicated hy the

16



tict that both interviewees asid position paper writers spoke more coherently

about general issues than I v did about specific onus. There are some

specific areas of high agreement, to wit, a preference to include teachers
( 2)as staff much more than has been done previously and to make ISM more

responsive to teachers' job needs and more relevant to their emergent roles.

But, the more specific the interviewees became on these issues, the more vague
they became about just what should be the objectives and means of the inserHce
process. Again, there is agreement that collaboration should be used to
guide inservice education, (4) but the more collaboration Was specilically

probed, the more vague the responses became. There are tiw general structural

problems with ISTF. First, the vast varieties of possible training options
need to he interfaced closely with teacher needs and general thrusts of
school districts. Theory-bas'2d approaches to education need to be followed up

by clinical training which is largely mediated by teachers themselves. Second,
the vast problems of time in which to he trained and providing training close
to the work site have obviously not been solved at all.

[STE, in ::hort, is a cornucopia of problems crying for alternative
solutions. No single approach to the governance, structure, substance, or
process of ISM is likely to solve verv many oC its problems. We obviously
should enter a period of experimentation with alternatives--alternazives which
make inservice education more relevant to the teacher and which experiment with
various forms of governance, kinds of interfaces, alternative trainers, modes
of directive, and self-directed teacher education.

ON MFINITIONS: PROBLEMS OF LANGUAGE

(5

It is relatively easy to discover some of the important features

of !STE and to build certain kinds of concepts. In other cases, hovever,

controversy and rapid development and change have combined to make it difficult

to focus on the area effectively, The formation of definitions in ISTE is

especially difficult,
(6)

as is revealed by the many languages used in the

literature, position papers, and interviews. Terminology ran riot. With

the exception that nearly everyone spoke negatively about ISTE, there was

relatively little agreement about definitions or about how ISM should be
carried on.

1 7



By ISTF, we ref:r to the growth of the professional educator in

three ways. First is general growththe development of a human heing

whose growth potentially enriches his relationships to children and the kinds

of instruction he is ahle to give. The second type of growth is the

improvement of the educator's competence to carry out his particular role.

For a seLondary school teacher, for example, this may include the development

of increased competence in subject specialties and mastery of the repertoire

of approaches to teaching. For an administrator, compet,..lice NS an organizer,

facilitator, and leader in curriculum and instruction would also be included.

Finally, growth refers to training to bettei enable the educator to implement

curricular and instructional reform decided on by the persons responsible for

the shape of the school in which the ed ucator wcrks.

In the course of our study, we have hecome convinced that no single

mode of ISTF. speaks to all of the above needs for growth, hut that very Cew

modes speak only to one need. Sabbaticals, for example, can he granted to

teachers for any of the three kinds of broad purposes outlined ahove: The

teacher may use a sabbatical for general professional development as an

educated human being, to study techniques specifically related to his type

of educ ational role, or, less often, to study a curriculum approach which is

to be implemented by his school.

The actual great variety in ISM is one of the reasons for the

proliferation of terminology. ISTE ranges from self-directed sahbatieals

(which are relatively rare) to degree-oriented programs of courses in

universities, to workshops and practicums offered onsite. It also includes

informal activity by members of teams in schools, formal and informal

instruction and tutoring by mental health personnel, directed and self-directed

activity in teacher centers, and N host of other variations. Because of the

large number of varieties of ISTF, it is not surprising that the same terms

might he used differently hy different people.

ON CLOUDINESS: PROBLEMS Or PERCFPTION

The connotative language used to descrihe ISTF is z. different sort

of complication. Although the interviews indicated that there is widespread

agreement that !STE has serious flaws, equally solid agreement that it is

necessary, and an apparent consensus that its main pr .flems aro structural,

1 8
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heavy criticism from all levels of educational personnel clouds the suh-
stantive issues Teachers, school administrators, higher education faculty
and administration, legislators, school hoard members, and scholars in the

field all tend to speak of 1STE with negative connotations.

It is arresting that the majority of the interviewees, position

papers,and literature,although agreeing that the problems of ISTN aro vast

and acute, proclaimed the importance of IS1E to the improvement of education

and the life of the professional teacher 8)
Furthermore, everyone was voluhle

about how to improte it. At this point, things are not clear enough for us

to even attempt to generate a single model of 15TE which would take into

account all of the problems that must he solved for it to he effective.

Rather, we must consider a series of models and utilize the variation and

variety of dimensions can exist within each model.

Thus, in thi.. paper, we speak in some cases surefootedly, and in

others quite tentatively. There is a great need for firm data about !STE

practices, trends, and alternative models, and for effective concepts and

definition:, that eon enable education professionals and policy makers to

talk effectively to one another. We believe that attention to the nature of

the structure of ISTE will help develop clear definitions and communication

and will generate models for improving !STE.

STRUCTURE AND VARIATION

When we say that ISM has structural problems, we mean that its

structure is formed by several dimensions which interact with ono another,

and that the effectiveness of the enterprise depends on the productive

interaction of the dimensions. Weakness in one dimension is magnified

because it undermines the power of the other dimensions, but improvement

of one dimension alone will not appreciably improve ISTE--the dimensions

must be effectively meshed. Several dimensions of ISTE are seriously flawed

at present, and the relationship among the dimensions is far from optimal.

The general structural problem overshadows specific problems, making narrow

remedies of doubtful value.

It appears at present that there are four major dimenions that

take the form of systems that link together to form the operating structure

5



which is [STE. The four systems are:

(1) The Governance System

(2) The Substantive System

(3) The Delivery System

(4) The Modal System.

The gOvernance system is composed of the decision-making structures which

legitimize activities and govern them. The substantive system is composed

of the content and process of ISM and deals with what is learned and how it

is learned. The delivery system is made up of incentives, interfaces

between trainees, trainers, and training, and staff. It deals with moti-

vation, access, and relevance to the role of the individual professional.

The modal system consists of the forms of ISTE, ran',1,ing from sabbaticals

abroad to intensive onsite institutes. These modes are the envelopes in

which [STE is delivered. The figure below depicts the four interlocking

systems of ISM.

Figure

THE SYSTEMS OF ISTE

GOURNANCE

SUBSTANCE ISTC MODES

DELIVERY

()



neci:;ions (governance) result in suhstance (and process), modes (selected

nom varieties), and delivery (incentives, interfaces, staff). Thus, a

school faculty, authori:ed by a grant from a district, may decide (governance)

to develop a workshop (mode) in which mathematics is explored with a hands-on

approach (substance and process) during released time, on the premises, with

the teachers themselves as staff (delivery).

It is this complex structure of interlocking systems vhich needs

to he studied and impioved. lany present proposals to study 1STL are

fragmentary, in the sense that they collect data about only one aspect of
ISM. If ISTF is to he improved, it must he studied as a system composed
of at least four sub-systems. For example, cost and finance is only one
facet of governance, and any facts about it are relatively uninformative if
it is not examined in the context of other facets of governance, and substance
modes, and delivery. Incentives are an Unportant aspect oC delivery, but
study of incentives alone will tell us little. IVe must ask incentives for

what, how, and under what governance system. Thus, any study aimed at

changing ISM requires exploration of the whole structure of ISTF, not merely
of its parts.

bOVFRNANCE D CRFATIVF COLLABORATION

Aich of the recent literature on ISTI: and a good deal of the
(I))activity have involved new col laborative arrangements, In fact, it is

fair to say that there has been greater attention to the process of

organi:ing ISTE than there has been to a definition of substance and process.
Ultimately, changes in governance and structure will not improve ISTF with-
out a corresponding improvement in substance and process; however, it may

well he that changes in the governance structure will be prerequisite to

improvement in content.

A li,eat deal of recent activity has focused on the creation of
teacher centers. Yarger's position paper, !IP)

and his previons exhaustive
(II

report,
)

analy:e the various forms of teacher centers which have sprung

tip recently,and the forms of governance attending them. It is clear that

2



the teacher center movement is large, hut as larger points oat, teacher

centers have as many menninl,s as does (STE itself, and thus the teacher

center movement does not represent a coherent thrust around one form of

governance or one particular mode of ISTE.

The entities most frequently mentioned in discussions of collaho-

rative arrangements are local education agencies or school districts,

higher education institutions, state departments of education, teacher

organizations, and community organi:ations or representatives of the

community. Generally speaking, the federal government and state education

agencies are seen as providing authority and funding for ISTE, hut not

participating directly in collahorative arrangements. However, they may

require such arrangements, as in the case of the Teacher Corps and the

U u
2)

rban/Rral School Development Program
(1

.
Legislation with respect to

ISTE is presently chaotic, as Pais points out,
(13)

with states not having

omnihus or general authority through legislation, the result heing that

many state and federal programs are program-specific. The position of the

national leaJeryhip and most state teacher organization leaders is that ISTE

should he a matter for hargaining, along with n11 other conditions of

teacher employment, However, there is an absence of legislation in this

area also.

There is a widesprea(l feeling that all of the entities have an

importanr place in 1STE through collaborative arrangements, but there has not

been much agreement on a single type of arrangement among the myriad

possibilities.
(14)

It is generally agreed that the role of state and federal

governments should he facilitative and designed to provide general program

direction, monitoring, and, selectively, money to stimulate the form of and

facilitate the collaborative process. In general, the teacher organizations

wish to utilize bargaining to increase the place of the teacher in the
(

governance of the inservice enterprise.
1S) In some cases, teacher organizations

have hegun teacher centers or participated in the governance structures of

agencies set up to influence teacher educatiol.

THE QUESTION OF OWNERSHIP AND ORPHANAGE

As the power of the degree in a credit-oriented ISM system diminishes,

2 2
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so does the hold of the school system (which has mediated credit and credential-
oriented incentives) and the Vgher education institution (which has controlled

(10the investment in staff and facilities) over the area. As a consequence,
a process which seems to us to he much like orphanage has gradually occurred.(17)
Teachers are unwilling to accept the same quaatities of higher education mediated
instruction they have in the past and are demanding much greater control over
the content to which they will be exposed. Similarly, throughout the profession,
there is a desire to have increased collaboration. In our interviews, higher
education faculty indicated as much of an interest in collaboration as did
teachers, probably hecause it affects their credibility. No one wants to he
r:2jected by his trainee--a position higher education faculty have been in for
quite a Few years now. Thus, the power in ISM has gradually slipped away from
the higher education institutions and local education agencies, but the newly
formed collabor tive agencies have not yet become coherent enough to assume the
ownership of such a large enterprise, and the chaos of legislation, larious
hargaining arrangements, and myriad types of teacher centers has left governance
in considerable disarray. No one presently owns ISTF, and no entity can speak
strongly enough for it to gain that control. Clearly teachers and teacher or-
ganizations have greatly ris.en in their power to hifluence 15TF, and perhaps to
control it in many ways, hut they, too, have not yet developed a coherent enough
thrust to be able to provide the sort of leadership that was formerly generated
from the higher education institutions and school systems. The Montgomery County,
Maryland ISTF program described by Marilyn Nelson, (18)

for example, has not yet
been duplicated in a collaborative arrangement. The powerful Los Angeles City
Schools 1ST': program, which offers morc than eleven hundred courses to thirty(91.
thousand teach r

1

e s, if diminished, could not presently be replaced by an
alternative structure. A much more coherent philosophy of !STE must he developed
and implemcnted,in which organizations are jointly responsible for the ownership
of 15iTh if this vast enterpris'2 is to he governed coherently.

FUNDING

It is clear that boards of education control money which often is
mediated from the state in the form of average daily attendance stipends,and
that [STE efforts by higher education institutions have been supported not only

23
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through tuition but by public sources us ise I I When one considers tho various

possible collaborative arrangements in which roles of teachers, community memhers,

higher education institutions, and local education agencies :Ire moderated by

regulations and monitors at the federal and state levels, the question must he

asked: Does the present funding structure permit such kinds of innovation and

collaboration':

Despite the chaos in legislation and the confusion over the alternative

forms of collahoration which might he generated, the answer must be: Yes. Al-

though neither boards of education nor regents or trustees of universities can

eschew their responsibility for the way money is spent, every collaborative

arrangemont which has so far been suggested could probably he adequately funded

(20)
under existing legislation. Boards of education cannot simply commission

teacher organi:ations to operate ISTF programs without maintaining control over

the quality and fiscal responsibility of the enterprise, hut they can go a long

way toward bringing teachers, community agencies, and others into collahorative

arrangements. Under the Urban/Rural School Development Program, local education

agencies receiving contracts from the federal government have been able to es-

tablish governance structures in which coimminity members, teachers, students,

consultants, higher education Faculty, and technical assistants all work together

to generate new patterns of !STE without violating the authority and responsibility

of the local education agency.
(211 hus, the number of possible contractual ar-

rangements for (STF is enormous. Although there is much discontent with ISTF

funding and governance structures, it is not the system, hut rather imagination

and careful organi:ation which are limited at present.

COMIIN f 1 Y

Increasingly, it has been questioned whether local education agencies

governed by elected school hoards are adequately responsive to the needs of com-

munities,
(22) especially the needs of the less affluent, minorities, the gifted,

and the handicapped. There is pressure for the involvement of community members

in the determination of curriculum, school orgnni:ation, and inservice ',eacher

training in ways which are not simply mediated through the elected board. In

some ways, hoards of education and local education authority administrators have

been r hesistant to suc pressure, feeling that it challenges their legitimacy. Rut

it has been increasingly recogni:ed that,while a board of education can adequately

administer the fiscal and organi:ational superstructure of :Ai agency, there is

21
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prohahly HO way a hoard of five to l.H.teen members can adequately represent

the needs of all segments of a conmuniity, especially in areas with large and

diverse populations. Thus, mechanisms hy which residents of neighborhoods and

other suhconmuniities within a school district can effectively share in the deter-
mination of educational affairs have hegun to he created. In some communities,

for example, committees have been set up which include administrators, teachers,

students, and connunity memhers who share in the task of governing aspects of

the education enterprise at the neighhorhood level. A large varietv of such

arrangements currently exists, and it is clear that the trend will continue and

expand. However, there is a lack of clarity ahout the kinds of shared governance
that can he legitimized Cor community members. The literature on the subject

is growing, hut aS yet there is little of the necessary clarity.

LFVFLS OF WURNANCE

Determining the roles of the various entities involved in collaborative

arrangements cannot he separated from a definition of the levels of oovernance

which are necessary to the establishment of a coherent structure and process--
whether the matter he curriculum, community relations, or MI. We have dis-

tinguished three levels of governance. Although these overlap to some extent,

we feel that the distinctions are important to the understanding of how col-

laborative arrangements can function. The three levels are: III the authority

to create and maintain an inservice unit or center, (2) the authority to govern
a center, and (3) the governance of the individual teacher's relat.,,nship to
a unit or center.

At the most general level is governance which embodies the authority
(23) ,to create, staff, and maintain an inservice training unit or center. rresentiv,

higher education institutions have the authority to create centers hut not to
compel attendance, Local education agencies have the authority both to create
centers, or contract with higher education institutions or other agencies to create
Same, and to compel teachers to participate in the centers, States generally

attach inservice authority to particular program functions. For example, many

states provide funds to local districts to maintain bilingual education programs
and stipulate that a proportion of those funds should he used Cor ISTF. 1241 l'ffective

collahoration among the variety of entities at the gencrl level of governance
will he accomplished through representation and a CO11 I riol,; of Mifolmiation

which makes clear the opinions of various levels of
I

ic'! about the varieties
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t arrangements R.I. ich ;I re needed. One 0 17 the great defici ts in the 1 i to ra titre

on I SIi is the d scuss i on of governance separate from suhstance and a real i st i c

idera t ion of %dm t i n Order to c rea t ec t Organ t iOflS.

For example, a determinat ion has to he made of the s i:e of nil i t appropriate to

the c Tea t ion of certa in k inns of t 1-;1 in ng opt ions. School d is t r I cts , teachers

as they work in t he i r roles , md teachers indi v idtri Is al I crea te needs for

t rzi ining wh ich inw;t- he met hy i ;Isere i ce un its of a ppi-opr i ate 5 I 2t_' i't.'sefl I y ,

some federa I ly funded programs such as the Teacher Corps have generated large

a r r:lys of resources around the Cacti] t :es 0 nd i v dud 1 school s. Th is insitres

that theri will he a cons iderahle impact On the school hut it is not necessari ly
a cost cf feet lye arrangement , hecause schools may not he ah Ic to take advantage

of al I the resources they are provided. If fi ye or six inservice trainers are
I iv i ui onsite with the facul ty of a school they are certainly in a posit ion

to prov ide a wide variety of serv ices, hut it is quest i onah Ic %Mettler teachers

can he free enough to ahsorh al 1 that the t ra iners can gi . I f unit is too

sma 1 1 , i t is d i ff1 chi t to provide in any economic way the resources necessary to
f i 1 1 ind I v id no 1 needs. On t he other hand, i f a unit is too I ;1 rge , mid t he

persons work lug, lei th teachers a l'e too fa r removed from the da I ly 1 ives of those

teachers, then the i r services ;ire hotind to seem i rre levant . The e I e }Mildred

courses offered in the I.os Angel es Ci ty School s cc rt n inly provide many opt ions for

the th i rty thousand teacherS With in the di st rict , hut many of the opt i ons are

hound to seem far removed from the I i yes of i nd iv idua 1 teachers. hi fferent k hick

of resources are needed to de I iver di fferent types of Sery i Ces A teacher who

is attempt lug to implement a new curt- I cu him and ui shes hands-on help at V;I r jOlTS

t imes throughout the school day wants to have a tra 'tier Idlo is in residence or
c lose by and who does not have too many other teachers on h is mind. Del ivering

th i s k ind of persona 1 c I in ica I service to a t CNC her is a f;i r di I' f'e rent mat te r

from p roe id i ng sub j Cc t 111/I t t el' know 1 edge . For examp e know I edge about mill t i -

cu I tura I educat ion and the materia Is that can he used to teach i t can he conveyed

in courses which may or may not he located Ile/1 r a teacher's place of work; hut

helping a teacher i re the sk i I to teach mid t icu I tura 1 educat ion rent! res

t ra iners ons i te.
We /I I So need to sort ont what t ea C he 1-1; can and cannot do for t hems e 1 yes .

l 11 the int erv I .2ws , most cat cgor i L.-; of profess Iona I s hid i cat ed that teachers
should he respons i h l e for much 0 1 the i r t ra jul ug ,

(251 because they are most lam i 1 iar

wit h the p rob I ems o f the i own c I atis rooms and the spuc I fie S I tuat i on s in wh I eh
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they work. This makes a certain degree of good sense, hut there are limits to

what teachers can do for themselves and for one another--certain types of training
require other resources. Policy at the general level thus needs to take into

lccount the varieties of governance options that can be authori:ed.

The second level oC governance deals with the actual operation of an
,20)

ISM center. {Chile teachers and others must he represented on the level at

which decisions are made granting authority to create and fund training centers,
the tclicn.s of the center can he much closer to its governance as decisions are

made about the particular kinds of training to he offered and the training con-
ditions. At this level, actual program suhstance and process are determined, in-

cluding the options which are i he concentrated on for any given period of time.

111 addition, prokision:, :an be made for "systems" needs, that is, those needs

that arise from changes ia curriculum and school organi:ation and those having

to do with the competence of individual teachers. Here the varieties of

are undertaken, the requisite staff is organi:ed, and arrangements are made

for interfacing training options with the 'weds of teachers.

(27The th.i..rJ level of governance is governance of the individual teacher.

The literature on HTI: includes much discussion of the first two levels of

governance, but little on the thimi, which is equally important and must be in-
cluded in the creation of any operating entity. (lovernance at this le% 1 has

to answer the question of how individual teachers relate to training options.

()Hite clearly, however attractive an option may he, if teachers do not desire

it, the option is in difficulty. This situation gives rise to such issues as

to what extent sonal interests should he taken into account, to what extent

an individual should he accountable to judgm?nts by peers that he needs training

of a certain sort, to what extent the individu;:1 needs to he responsive to diag-

noses hy supervisors, principals, and others responsible for the local education

agency, and to what extent individuals should he required to participate in ISM
programs that relate to thrusts within the school ch. communit y.

(STE needs to he organi:ed in such a way that individnai teachers can

perceive its imp-:tance in their lives. It is pr:)hahly not unreascwahle to

expect that a pettion of inservice should he optional accord, .g to

personal feelings, part should he determined by diagnosis of a teacher's

particular competence in the roles played, and a portion should be determined hv

systems needs or thrusts. To create inservice centers Ns if only one of these

sources of need was operating could he serious mistake. Nventually, comfortable



arrangements must be worked out in which those sources of direction are hlended

in such ways that they do not conflict with one another.

THE MODAL DIMENSION

1STE can take many forms, although it is frequently discussed as if it

were an undifferentiated mass. It appears that much otherwise useful substance

is placed in inappropriate forms or contexts at present. The review of the

literature suggests five general modes, or contexts, for ISTE: (1) job-emhedded,

(2) joh-related, (5) credential-oriented, (4) professional organi:ation-related,

and (5) self-directed. Each context implies a corresponding role for the

teacher. Thus, the teacher may be seen respectively as: (1) In -mployee of

a school, (2) a colleague of oth(r teachers, (3) a student , education,

1.1) a memher of a profession, and (5) an individual craftsmaL

The proposed categories do not necessarily represent philosophical

or psychological orientations to ISTE, nor are they intend 1 to he mutually

e-.clusive. It is not being suggested that one can, by CXAMII ling them, arrive

a priori at a decision as to which is hest. Each context or mode ha:, certain

advantages, and each requires dit-fercnt arrangements for its implementation.

THE JW-'MBEDDED MODE

In performing the task of teaching and interacting informally with

other teachers, one learns more about teaching; however, the learning that occurs

in such a way is random and difficult to measure. Since most teachers work where

other teachers also work, situntions are presented in which job-embedded ISTE

programs could easily he structured and planned.

There arc four typical modes of joh-emhedded inservice training: com-

mittee work for program planning and organi:ation, team teaching, interaction

tith consultants, and professional reading and curriculum analysis. The

majority Cf committee work is related to curriculum planning and exposes teachers

to alternatike ways of handling curriculum, various instructional materials which

can he adopted, and teaching strategies employed by other teachers. Team te,iching

provides the opportunity for observing and interacting with other teachers, and

for relatively close-order clinical analysis of one's teaching! 29) Use of consultants

and professional reading arc somewhat less directly 1- 'ated co the act or teaching.

Consultants can prm.ide exact models for teachers hy cl..monstrating methods with

11



the same childre:i with whom a teacher works, using the same materials. They

can then discuss with the teacher problems the teacher is having in using the

particular method. Consultation can he mandatory or voluntary, pre-estahlished

or variable in content, provided at regular intervals or as needed. The

literature on 1ST!: indicates that consultation should he decentrali:ed and

individualized, that is, determined by the teacher himself. Teachers probably

do little professional reading. They frequently return general curriculum and

instruction methods hooks used in their courses rather than keep them as

references, and they rarely turn to reference works in preparing lessons or

examinations. Stronger school libraries for teachers would he a useful first

step toward greater utilization of reading as a joh-emhedded mode of ISTP.

Surveys of teacher attitudes and comparative studies of inservice

alternatives indicate a strong preference on the part of teachers For types

of inservice that can he completed at school during school hours. Committee

work ,t.1 team teaching, for example, are primarily byproducts of a regular scii.)01

aetiity, an attrihute which is perhaps the essence of the job-embedded mode

of ISTN. The teacher is not required to go off site, receives training

during school hours, and performs only his regular tasks. The value or

joh-cmhedded training lies in its unity with the teacher's job and the economy

of accomplishing several purposes at once.

Illl JOB-RELATEP MUM

The job-related mode of inservice includes training that is not

strictly a part of the teacher's job. The most important traditional type of

joh-related training and the most widely used form of inservice aside from

college courses is die workshop. A workshop consists of a group of teachers

working together, with a leader and perhaps some resource persons, on prohlems
the group is interested in solving. Among the drawhacks to workshops are that

they are held after school hours or on the weekend, may he conducted lway from

school, are often dictated from above, and often are not responsive to teacher's

needs. Other joh-relited activities are teacher exchanges and visits, in

idiich teachers ohserve other teachers in action and " how other schools operate.

Necent job-related training approaches include teacher centers and
(30)

training packages, which promote the basic idea that 'teachers should he ahle,

OH their OWn initiative and at their dis..-retion and convenience, to go to A place

at or near their school where they can interact with their colleagues and engage

2 9
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in supplementary training. A variation of the teacher center is mobile

computer-assisted instruction, in which a traveling van with computer terminals

provides instruction to teachers in small districts or remote areas at their

convenience and pace.

THE CREDENTIAL-ORIENTED MODE

Until very recently, hy far the most pervasive mode of [STE was the

orientation toward acquiring professional credentials. This context is very

similar to proservice training in that the teacher is cast as a student of

higher education who Lakes courses and perhaps pursues a degree. However, both

the literature and our survey of teachers have revealed that college courses

have little relevance to [STE.
(51)

This mav he because college-based programs

are too often undertaken as an end in themselves and are not related to the

specific goals of improving teachers' classroom performance. Nevertheless, the

current structure of the teaching profes!'iion is oriented toward college credits.

Receipt and renewal of professional certification, salary increments, and

working in nonclassroom iohs, such as administration, supervision, and specialties,

are all often dependent upon the completion of a course of study offered hy

higher education institutions or other courses accredited by school districts

or states. States and school districts have attempted to promote this type

of professional development hy lowering or waiving tuition for teachers. The

resources, expertise, and detaehment from immediate classroom problems of

higher education institutions are undeniably necessary to the initial and

continuing preparation of teachers. But new arrangements, in which schools and

universities share the responsihility for training, are needed if ISTE is to

he more relevant to the concrete needs of teachers.

THE PROFESSIONAL ORGANI:ATION-RELATED MODE

The collective oC teachers represents both a lahor union and an

organized profession. Like labor unions, teacher organizations concern themselves

with such issues as salaries, fringe henefits, grievance procedures, and joh

security. Increasingly, however, teachers want to he thoui.l.ht of as professionals,

Z111 C characteristic of a profession is that it takes upon itself the respon-

siH.ity for controlling and maintaining tho quality of its memhership. If

teachers are seriously committed to attaining professional stature, then they

must recognize and fulfill their collective responsibility for inservice training.

16
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Professional organizations of teachers have been established around

most of the curriculum areas and in several other areas of common interest.

They sponsor training opportunities such as conventions and workshops. Some

school districts will pay teachers'travel and expenses to attend such events.

Publishers have often subsidized such efforts, partly as a means of presenting

their materials. Specialized professional journals serve to keep teachers

informed on current developments in their areas of interest.

Professional organizations are beginning to become involved in ISTF

in a more comprehensive manner than providing the types of services.mentioned

above. Several national and state organizations have conducted surveys to

find out what needs to be done, and the American Federation of Teachers and the

National Education Association have proposed models for teacher-run teacher

centers.
(32)

Some associations aro oven getting into the training product business

in the belief that a specialized association can lend its collective practical

expertie to the research and development enterprise. In one rather revolutionary

project sponsored by the NEA, teachers have been solely responsible for an

ISTE program from its conception and design all the way thi.00gh its evaluation,

in accordance with the belief that teachers and teacher organizations are

responsible for the reform of teacher education and that such responsibility

should be fixed through negotiated agreements. The AFT has suggested an

inservice plan which would be achieved through negotiated contracts but, in

contrast to the NEA project, it would be based on the individual teacher's

self-diagnosis, self-development, and self-evaluation, rather than on a collective

approach. In addition to providing inservice training, teaching assignments

and recruitment and selection of teachers would also he covered hy the AFT's

"Continuous Progress Approach" plan.

THE SELF-DIRECTED MODE

This approach to ISTE assumes that there are certain needs for pro-

fessional development that the individual teacher him,.;elf can best understand

and fulfill. The teacher is seen as a self-motivated craftsman or professional

who is interested in maintaining the currency of his skills and knowledge, either

because what he is learning will he directly applicable in his classroom or

simply because he wants to keep abreast of developments in his field for his

personal satisfaction. In this context, motivation and direction for learning
come from the teacher, hut certain enabling factorstime, money, educational

1 7
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resourcesmust he provided either hy schools or higher education institutions.

The self-directed mode of 1STII includes such variations as released time with

pay to pursue training, sahhatical leaves, general continuing education courses

not connected to a degree or credential, and professional reading. Surveys

have found out that, among the self-directed alternatives, teachers generally

prefer released timefor workshops, conferences, research, independent study,

travel,field trips, demonstrations--and the American Federation of Teachers

strongly favors released time.

There is ohviously a large variety of availahle modes of iSTF, hut

some, which could potentially satisfy common complaints about ISM, are under-

used. For example, joh-emhedded modes can offer relevant training to teachers,

hut teachers are either unaware of such modes or do not use them much, for a

frequent complaint in the literature, interviews, and position papers is that

training is irrelevant to teachers' needs and johs. Other modes will have to

he modified in order to hotter meet current needs of teachers. Credential-

oriented modes, for example, are in need of modification to hotter serve

teachers needs today. Thirty years ago, nearly half of all teacher:, in service

did not have bachelor's degrees, whereas today many have master's degrees, or

the equivalent, and some even have doctorates. During the 1950's, teachers

often engaged in credential-oriented modes of inservice training to increase

their salaries or advance in the profession. This is eNsy to understand,

since, at that time, the entire educational system was expanding at a very

rapid rate and there were many opportunities for teachers to become principals,

guidance counselors, subject specialists, and so on. By contrast, today many

school systems have a hacklog of persons possessing credentials which qtlalify

them for advancement in the profession. Consequently, the credential-

oriented, salary and degree incentive system has lost much of its force and is

in disrepute as an ISTF training mode. ft seems to us, however, that much of

the heat which is generated about this may he unnecessary. In N relatively

mature profession, when too many persons ha':e advanced degrees and quantities of

graduate instruction, the time is clearly present for instituting a different

kind of system and probahly a different kind of in;truction as well. The

inadequacy of lSIF training modes may not be duL :;o much to poorly qualified

higher education :acuity, or the confounding of supervisors with the evaluative

process, as to the Fact that the profession itself has changed.

Not only have more teachers achieved degrees and graduate level credits

hut, in general, they are also much more experienced today. A lot of the types

Is
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of- kis ie instruct ion that teachers %cere wi I I ing to accept tiiJ even hungry for,
twenty years zigo now much less needed and desired. Thi s report 's senior
author remembers clearly how grateful he was for help in organ i ing his class-
room twenty years ago , as he Cumh 1 ed around try ing to 1 ea rn how to teach . Then ,
a superv sor could seri ousl y d iscuss with him the hest arrangements for the

ience center or the 1 ihrary corner, and the l ike, whereas today two simi la r
persons would be embarrassed to have a conversat ion over that sime top i
Teachers who have taught ten years or more, as is often the case today, are
1 ikely to know as much about tricks of the t rade as ire profisssors and super-
v isors of twenty years experience. 'Mere s imply is a 1 im it to the :mount of
basic tra in i ng which can he given effect i vely. Yet higher educat ion inst i tut ions
and the superv isory staffs of schools have zi ppa rent ly pers isted in offer ing
has ic instruct ion to a profession which i s ready for advanced instruct ion.
Before ISTE programs will he improved , current needs of teachersboth
professional and personal 1 I have to be taken into account and presented in
modes which are both appropr late to the subject matter and acceptabl e to teaclwrs.

DELIVERY SYSTEMS

By del i very,, (3.1-)we refer to three factors. One factor is incent ives,
which are designed to prov ide mot i vat ion to individuals to part Ic ipate in
I STE . "Irad i t iona 1 1 y , eredent hi 1 s have been the pr i ma ry Inot i vat i on , with
add t iomil incent ive in the form of salury increments attached to the
credent ia 1 ing or course accumulat ion process. Thi s system is under heavy ii re
at this point, largely because it is t ied to university courses which teachers
perceive as relat ively distant From the i r da i I y work The second del i very
factor is the interface, or hr inging together, of teacher and tra i n . Possibl
interfaces vary great I y, depend ing on thc tra ining mode. In the joh-emhedded
modes, teachers are very close to the governance and instruct i ona 1 processes ,
and it is relatively easy to have a close interface between the teacher zind t incr.
The greater the distance from the teacher' s work site , the more diff icult it is
to li:i i cont inuous interface between zi 1 1 aspects of the tra in lug and the job lune-
t ions of the teacher. Staff is the thi rd del i very factor. Nearly al I role groups
agree that man current inserv ice t rafters are somewhat i rrelevant to the fro in
process , l t hough i t may he that t hi s percept ion is due in part to the k i rids of con-
ditions under wh i eh inservice work is present 1Y taken . Teachers are favored by

11)
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most of the role groups as the appropriate staff for at least part of the

training, hut there is an enormous pool of other personnel who could also

participate in the staffing of inservice programs.

INCENTIVES

Incentives for participation in ISTE programs should at least be

neutral. At present, many inservice courses and workshops are inconvenient

because they require teachers to travel great distances, arc held after school

hours or on weekends, and are irrelevant to teachers' needs. Incentives

should contribute willingness to participate in the process, thereby easing

participation. It is our impression from the interviews, position papers, and

literature review, that money is not as important as time in the provision of incen-
05)

tives Teacher organizations argue for "prime time" ISTE--in other words,

training that occurs during teachers' regular work hours. This is much easier

to ask for than to deliver. In addition, many teachers do not wish to be

released for inservice activities unless they are certain that acicnate support

is developed in their school so that they will not return to a chaotic

situation created by "substitutes" of the old-fashioned type. Thus, teachers

need to be not only physically released from their normal duties but also

mentally released from the worry that their classroom will not proceed

productively without them. The alternatives for providing both types of

released time arc many. Schools can, in a sense, be staffed with additional

personnel whose business it is to help others when they are released for training.

For example, team tLaching can provide greater opportunity for released time

than teaching individually can.
(Sh)

Maintaining cadres of experienced staff who

can release teachers on a systematic basis is another alternative which can aid

in the provision of sufficient incentives for teachers to motivate them to

participate willingly in ISTE activities,

INTERFACES

The delivery of [STE involves providing access between the needs of

teachers and other professional staff and the possibilities for types of

instruction they might --ceive. Interfaces should provide a smooth meshing of the

roles of the teacher in tho classroom, the thrusts of the district, the individual

needs of the teacher, and the demands that arise from colleagueship.
(S7)T

he

varieties of [STE discussed in the section of this report on the modal dimension

obviously provide many alternative interfaces, and each typo of delivery can, if

20
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properly handled, interface adequately vith the individual teacher. Interfaces

should provide for the teacher incentives which make the training seem reasonable

in terms of his personal lifespace, contact with training in settings which are

appropriate to the training suhstance, and, finally, training staff who are in

a situation such that they can help the teacher act on what he is taught. In

other words, it appears to be insufficient to permit transfer of training to

he the responsihility of the teacher alone, something he simply accomplishe!-, NS

he carries out his various roles as a teacher. Rather, teachers need assistance

in the Corm of feedhack and collegiality in incorporating new elements received

from training into their teaching repertoire.

ST\IT

A theme that runs throughout the current literature on !STE and the

opinions of practitioners is the decreasing acceptability of higher education

faculty and supervisory employees of local education agencies as trainers in

ISM programs.
(38)

As in other areas of discontent with ISTE, relevance and

continuity stand out as key issues. There is a general suspicion of anyone who

does not relate Cully to the world of teaching and to the role-related need for

relevant and readily available trainers. Combining the pool of teachers them-

selves with the cadres of traditional inservice staff would constitute 2 vast

reservoir of talent which an appropriate structure should he able to deploy in

a very flexible way. Even in a swIl school district--one employing fewer than

a hundred teachers--there are about one hundred twenty persons, exclusive of

higher education personnel, who could be employed as an inservice staff for the

varieties of training options. In a medium-sized school district in N large

metropolitan area, the number of potential staffing resources is dizzying. It

is clear that effective structures can be created in which the available personnel

are employed 2S appropriate in a variety of inservice trainer roles.

Complaints about inservice staffing may not ali,,.ays indicate actual

staff problems. It is our impression that in complaining that they are taught

by irrelevant personnel, teachers are partly complaining about the circumstances

in which they meet those personnel. If an (STE course is held two hundred miles

from one's work site and concerns an abstract issue, it is likely that no

category of personnel will he seen as relevant staff. Even if a course is

held at a distance, if the subject matter is of interest to teachers and adequate
follownp is provided teacher:-1 in the classroom, participants will he more likely
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to feel trainers are relevant. Continuous ISTF programs need to he designed

in which needs are mutually defined hy teachers and schools and N variety of

staffing options arc developed which identify some staff who are hett,.,r at

presenting content and others who are hetter at, and hotter placed, creating

followthrough in the school district situation. The implementation of such

programs might solve many current prohlems in ISTF.

The key to delivery appears to hc what the American Federation of

Teachers calls continuous inservicc education. Teachers, thc AFT feels, arc

critical of courses and workshops partly hecause there is'little followup in

the classroom; that i5, t2achers :ct.1 they need an integrated complex of

activitHs so that, in addition to heing introduced to a new approach or idea

and seeing it d(monstrated, they are given classroom followthrough that permits

personal exploration of and provides assistance in trying out the new approach

or idea. Marilyn Nelson points out that even the Montgomery County, Maryland

ISTI program, with its considerahle resources, has to constantly guard against

hringing in consultants who fly in to "do their numhcr" and then leave without

providing adequate followup. Although the need for interfaces to make ISTF

relevant has led teachers and teacher organi:ations to feel that ISM ought

to he held largely on:.:te, with teachers themselves and other professional

staff as the trainers, what is prohahly more the heart of the matter is the

concept of continuousnes. It- is possihle to imagine teachers taking a coursc

in a location far removed from *heir situation and yet receiving onsite the

kind of support necessary to enable them to implement the training they have

received elsewhere. A variety of projects in one of California's present

programs releases teach,.rs for a month of intensive training, after which the

staff of the training institute follow the teachers hack into their schools

and work with them onsitc, helping them not only to implement the substance

and processes that have been introduced hut also to learn to he their own

instructors. The drawhack of this type of continuous training is that more time

and money may be required for training offsite than would be required for onsite

training. Thus, continuousness is also a matter of incentivesteachers must he

motivated to participate in training, whether it he on or offsite.

An effective 1STF delivery system must match the va;iety of training

with teachers' needs and appropriate staffing. It provides continuousness, or

meaning, in terms of thc roles a teacher plays: interfaces that mesh teachers'

needs with training, incentives to motivate teachers to participate enthusiati-
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cally in training, relevant staff, and followup in the classroom. The hest

delivery systems will he those in which a collegial atmosphere is developed

within the school so that teachers continuously study their teaching in ways

which meet their needs, continuously reflect on the products of their study,

and continuously are provided followup to the study in their 0101 classrooms.

THE SUBSTANTIVE DIMENSION

As indicated eirlier, substance refers hoth to the content of training

and the process used to deliver contentwhat is learned in any education setting
(59)is what is taught and how it is taught. For example, many of our position

paper writers believe that ISTE should model the kind of educational situation

teachers and others receiving training will be expected to create in their

own classrooms and the types of relationships they will he expected to maint a in

with the children they teach. The reason for this is 1-Jt simply consistency.

It reflects also the helief that the hest way to teach process is to model it.

The interviewees were much less specific and clear ahout suhstance
L10)and process than any other aspect of the structure of ISM. In part, this is

prohahly because it is very difficult to speak to general substantve needs,

since such needs grow out of the particular roles educators play in the lives
)of children, schools, and comm

(41
unities, and therefore to attempt to state

what suhstantive needs exist across the nation would he impossihly complex.

However, even when teachers were asked what their personal priority needs were,

the conversation became much less specific and positive than it was when the)'

talked about 1-1,o problems of 1STE in general. Clearly, the substantive needs of

educators are vast and various. There is substance in all the subject areas,

including the specialties, such as physical education, special education, and

the like, and there are teaching methods which are peculiar to each of the areas.

Furthermore, teachers have not only organi:ational and interpersonal needs, but

also both personal and professional self-management needs.

One of the most important types of decisions to he made about inservice

training is the kind of substance that will he taught and the process to he

used in teaching it. The interviews, position papers, and literature all

reveal an agreement that much of ISM contains substance which is irrelevant

to the needs of classroom teachers. However L:arefully governance structures,
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delivery systems, and training modes are developed, without adequate substance

and process, training will he empty.

PROCESS

In previous work,(
42)

four Families, or approaches, to the teaching

process have been identified, representing the available repertoire bo1;1 L'or

teacher training and for working with children. The four families of approaches

are: (1) social interaction, (2) information processing, ) 5) personalistic, and

(4) behavior modification.

In emphasizing the relationships of an individual to society as a

whole and to other individuals, social interaction approaches to teaching reflect

a view of human nature which gives priority to social relations and the creation

of a better society. With respect to goals, models from this orientation aim

toward the improvement of an individual's ability to relate to others. Many

social interaction models have developed from a desire to improve democratic

processes and to educate students concerning ways to better society. This

orientation does not assume that the area of social relations is the only

important dimension of life. Social theorists are just as concerned with the

learning of academic subjects as they are with the development of the mind and

the self in relation to society. Some, of course, have developed models designed

specifically for the improvement of social interaction or have used social

interaction as the primary vehicle for education; but it is the rar2 educational

theorist who is concerned only with one aspect of a learner's development or

uses only one facet of the environment to influence that development.

Information processing sources, the second large family of models,

are oriented toward both the information processing capability of the student

and systems by which the student can improve this capability. Information

processing refers to the ways people handle stimuli from the environment, or-

ganize data, sense problems, generate concepts, solve problems, and employ

verbal and nonverbal symbols. Some of these models are concerned with the ability

of the learner to solve specific kinds of problems; .(her types of models

concentrate on creativity; others are concerned with general intellectual

ability; and still others emphasize the teaching of specific strategies for

thinking. Nearly all models from this family share a concern with social

relationships and the development of an integrated, functioning self, but

their primary concern is the development of the student's capacity to integrate
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and process information and helping him learn to HSC systemsespecially

academic ones--that can help him process data.

The third :a111..y of models, those with personalistic approaches,
viei%s the individual person as the source of educational ideas and emphasizes
the processes by Idlich an individual constructs and organi:es his reality.

Frequently focusing on psychology and the emotional life of the individual,
these models are directed toward a person's internal organi:ation as it

affects relationships, particularly the human capacity to reach out, make
contact w i t h o t h e r s , and venture where one has not been before. Other per-
sonalistic models are oriented more toward an individual's feelings about himself,
and some are concerned with helping the individual develop an authentic, reality-

oriented view of himself and his society. As with the other families of models,

this one is not exclusive in its orientation. Most personalistic models which

are oriented around the development of the self are also concerned with the

development of social relationships and information processing skills. The

distinctive feature of personalistic models is the emphasis on personal

development as a source of educational ideas. Hence, while the focus is on

helping the person develop a productive relationship with his environment and
a view of himself as a capable person, it is expected that other products of
these m..)dels will be richer interpersonal celationships and a more effective

information processing capacity.

The fourth grouping--behavior modification sources--has evolved from

attempts to develop efficient systems for sequencing learning attitudes and
shaping behavior by manipulating reinforcement. Students of such reinforcement
theorists as B. F. Skinner have developed these models, using operant conditioning
as their central procedure. The term "behavior modification" has been applied

to thet,fe efforts because they rely on changing the student's external behavior

and describing him in terms of extremely visible, rather than underlying,

unobservable behavior. Operant conditioning has been applied to a wide variety
of educational goals, ranging from military training to interpersonal behavior
and even to therapy. Its general applicability has led to its use in many
domains of human behavior which characterize the other families of models.

Any approach to ISTE can utilize one or more of these families of

models of teaching, taking care that the models selected for usc are appropriate
to the content to be dealt with. For example, human relations content can
probably best he facilitated by social interaction models of teaching, whereas
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science would prohahly hest he facilitated hy info rniat on processing models.

In either case, however, the other models could he appropriate. It would

seem possible for IsTr to adopt models of teaching which will exemplify to the

teacher the ways he is expected to teach. If teachers arc taught hv models

which arc appropriate to a particular curriculum plan, for example, they will

surely learn hoth the plan and the process of teaching it more effectively

and see it from more perspectives than iC they Wert.' taught by other, less

appropriate models.

CONTIAT

Social change and fresh conceptions in education have generated a
(17) 1

variety of new needs which need to he iddressud ISTk. We will discuss here

thi(.. areas that are of a particular contemporary interest. One of these is

multicultural education; a second is the education of the handicapped; and a

third is early childhood education. Puring the study of ISTE concepts, these

needs were addressed in the position papers and dealt with in the interviews.

Multicultural education is an extension of the concept of cultural

pluralism in education. In part, the contemporary movement toward multicultural

education is a reaction against the homogeni:ing "melting pot" concept which

dominated the early years of the common school. A simultaneous effort is

attempting to integrate the schools and therehy use the education system as

a meaningful device for integrating society. Boyer's paper on the special

prohlems for schools which are due to integration is largely ahout multicultural

education, which he believes is the appropriate response to integration efforts.

We tend to agree with Boyer when he says that the response to questions ahout

integration is not simply a matter of expla: Hng to children why they are heing

integrated and then carrying on business as usual; rather, integratien requires

the creation of schools which are themselves multicultural in nature. i:ducators,

such as Boyer, as well as other people,have hecome concerned with p-ceserving the

heritages of the suhcultural groups in the United States and adapting the

education system to the community and the child as they are, rather than deleting

from them cultural and individual differences. Multicultural education,

especially when it is accompanied hy an attempt to create a hi- or multi-

lingual educational setting, creates enormous inservice needs. A!-; Boyer,

Ashworth,
(45)

Whiteman,
(46)

and Bri::i
(47)

point out in their position papers,



most adult Americans have great difficulty reaching across cultural harriers.

Not only is it very difficult for teachers of any one racial, ethnic, or

cultural background to reach children of another background, but, perhaps

even more hnportant in a broad sense, this makes it difficult to develop a

genuine cultural plurali..m in schools. In a Sense, the problem of ISTE in

*his area is to try to insure that the blindness of t u one generation is not
visited on the next. Multicultural education ,Joes not- imply simply reaching

the individual differences of children that are due to cultural difference:;-,

a much greater goal of multicultural education is to strengthen the base of

our pluralistic society and help all persons reach out to one another.

Teachers have to be models of multiculturalim in order to achieve
the goals of this type of education, and learning to be such a modL. is

ohviously not accomplished quickly or easily for most of HS. An inset-vice

course or two, or the establishment of a bilingual center in schools,will not,

by anv means, suffice. Generally speaking, multicultural education apv .rs to

be a relatively undeveloped area, despite the recent attention it has had.

ost thrusts in multicultural education have occurred in those geographic areas
where several cultures obviously come together to whom the schools must relate,
as, for example, in the Southwest, the South, or Northern and Midwestern cities

where "visible" minorities have gathered in quantity. Rut a pervasive nation-
wide thrust in multicultural education for all children has not yet developed,

and the problems of establishing it will be considerable.

Another area of special importance currently in 151E is the attempt

to provide "handicapped" children with the least restrictive alternatives in

(481schooling. This movement, often called "m
iainstreaming," s very complex.

Except in the case of persons with severe physiological handicapsand only a

tiny percentage of all handicapped children arc included in this category--
there arc relatively few strategies designed uniquely for teaching the various
populations of handicapped children. IVith respect to most handicapped children,
the problem is very similar to that of multicultural education: Unless 1- se
children are welcomed with their differences and their special individuality is

capitaIi:ed on, handicapped children may feel, and in fact are, deprived of

acceptance by the "mainstream" culture. \ccomplishing the feeling of acceptance
in these children is not easy. Children with learning handicaps tend to

approach academic areas feeling defeated before they start, and much of the
substance of Aucation continues to be academic mastery. Nmotionally
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disturbed children ace particularly disadvantaged because sevcre emotional

disturhances tend to disrupt the normative social system of classrooms, and

these children therefore receive disapprocal in many educational settings.

Physically handicapped children are disadvantaged hccause most regular class-

rooms are not designed to accommodate their special physical needs. Thus,

maiotreaming really involves a change ii rie atmosphere of the school. its

organi:ation, and the type of community that is developed within it.

Like multicultural education, mainstreaming represents an area which

requires massive and pervasive inservice education, for which no small set of

workshops or other activities will suffice. Both multicultural edi!cation and

the education of th, 11:;ndicapped are technicall: difficult areas for teachers,

and presently there are relatively few qualified persons available to work with

teachers in the acquisition of the knowledge and skills needed to teach in

these areas. Nor is there a pool of teachers who can conduct ISTE courses for

their peers, as in other areas. As desirahlc a:; it may he for Fillk711 inservice

education to he carried on by teachers for teachers, in these two areas the

profession has the smallest reservoir of persons presently able to operate

e f f e c t i v e l y . Consequently, i f teacher are to hecome tr:liners of other teachers

in multicultural education and the education of the handicapped, those who would

tr.lin others need themselves to receive considerahle amounts of inservice

education before they will be ahle to function effectively in trainer roles.

The third change which is presently affecting the school strongly is

the eiirly childhood educa':ion movement, especially efforts to draw into the

education sy.--;tem children below the level of the present kindergartens.
(491

Early childhood education creates two types of inservice prohlems. The first is

that many teachers who are presently working with older children may, with the

shrinking school population, he reassigned to wdrk with younger children, and are

likely to need considerable amounts of inservice education, especially onsite

clinical training, to help them learn how to work effectively with younger

children. Conversely, many persons presently working in nursery schools and day

care centers, although having experience working with younger children, may have much

less broad training as teachers than do persons presently in service ahove that

level. Thus, the second problem for ISTE is that these people will need to he

integz-ated into the community of teachers.

All of these special and contemporary issues illustrate how changes in

the society generate changes in the schools, thus bringing inservice needs For
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teachers from outside the profession itself.
(50)T

he roles of teachers are

subjected to pressures which require them to change if They :IVO to respond to

individual and social needs at a high professional level. The more such

sources generate needs which are not traditional with teachers roles or

activities, the more difficult it is for teachers to respond in a smoothly

flowing fa-liion, and the greater must he the efforts in inservice education.

Judging by the interviews, many teachers are not aware of the special needs of

multicultural education and many are resistant to mainstreaming. (51)
his

is not really surprising, but it illustrates that teacher organi:ations,

state delartments of education, and higher education institutions, or their

equivalents, are necessary to counterbalance the tendency of teachers to

conceive of inservice needs solely in terms of present roles rather than

considering emergent role:-; as well.

These three areas are illustrative of the new types of content which

seem to be high priority areas for ISlh at present, hut they certainly would

not provide all of the content for which teachers have needs. Probably any

large-scale program of (STE needs to represent a range of content and a

variety of models of teaching so that teachers can select the content and

processes most suited to their needs and most important in their present and

emergent roles as teachers.

SUMMARY

Much information is needed about each of the four dimensions of 1STF

in order to increase their productive inter:iJtion with one another. Collaborative

governance structures need to be explored and created which will result in

decisions about the suhstance, modes, and delivery of ISM. As indicated earlier,

many present attempts to improve ISM deal only with one aspect of one dimension

of the overall structure of 1STE. For example, new incentives arc provided, new

governance structures arc initiated, new substance is introduced into the

system, or a new mode of training is institutf'd. But there arc few attempts to

introduce complementary changes into each of the four dimensions simultaeouslv.

This lack of concurr.:nt attention to all of the dimensions hinders the creation

of strong programs of ISTE.

What is encouraging at present arc the vast numbers of varieties and

interface possibilities available for the governance, modal, delivery, and
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substantive dimenions of iSTF. In the present literature, the minds of the

position paper writers, and the opinions of the practitioners and policy

makers who were interviewed, there are more than enough varieties presently

availahl,..' in each dimensi( to permit vast hnprovements in the structure of

ISM, without necessitating any inventions. In the future, models of

inservice teacher education should take account of all four dimensions of tho

structure of ISTE, selecting from the vast number of attractive options.

Attempts to gather further information about ISM therefore need to explore

its structure more fully and examine the dimensions as they relate to one

another. For example, study of the dimensions may reveal that various

kinds of incentive systems make certain varieties of training more attractive,

and that certain varieties and interFaces increase the possibilities for

continuous inservice education over more kinds of substance and process. Tho

preferences of teachers and other practitioners, as well as those of policy

makers, ahout the alternatives in ISTE need to he ascertained in order to lay

a base of knowledge from which the preferred options can be selected. The

number of options is so large that this will not be easy. However, the task

is feasible, and it will result in a basis on which we can begin to experiment

with many potentially attractive models of !STE.
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311 South Spring
Los Angeles, California 90015
(213) 625-7204

Midwestern RTR Center
Floyd T. Waterman, Director
University of Nebraska
Center for Urban Education
3805 North 16th Street
Omaha, Nebraska 68110
(402) 554-2773

Great Lakes RTR Center
Barbara A. Vance, Director
Wayne State University
2978 W. Grand Boulevard, 2nd Floor
Detroit, Michigan 48202
(313) 577-1618

Northeastern RTR Center
Donald W. Parker, Director
Howard University
1411 K Street, N.W., Suite 420
Washington, D. C. 20005
(2(>2) 737-7868

Southeastern RTR Center
Michael G. Baker, Director
University of Georgia
337 South Milledge Avenue, Room 209
(404) 542-5862

Chief of Center Operations:

Velma Robinson
Teacher Corps
U.S. Office of Education
400 Maryland Avenue, S.W.
Washington, D. C. 20202
(202) 245-8275
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Ursula Anderson

Roxic Bagley

Michael Baker

Wilbert Bledsoe

James Boyer

Elsa Brizzi

Carol Bryant

Roger Bryant

Ronald Butler

Francine Clemons

Paul Collins

Su:lie Collins

Carol Coy

Joyce Ellis

Floyd Falany

Paul Fisher

Eugene George

Eileen Goins

Turner Goodlow

John Green

Marilyn Harper

Edith Harrison

William C. Hill

Willie Hodge

Janet Hunter

Andrew Johnson

Bruce Joyce

Mary Kelley

Hal Knight

Margaret Koch

APPENDIX B

PROJECT CONSULTANT INTERVIEWERS

Midwestern RTR Center

Western RTR Center

Southeastern RTR Center

Great Lakes RTR Center

Kansas State University

University of Southern California

Wayne County Junior College, Detroit

Southeastern RTR Center

Carroll County, Georgia School System

Washington, D. C Public Schools

New York Teacher Corps Network

Pasadena Unified School District

Northeastern RTR Center

Boston Indian Council

Reinhart College

University of Southern California

University of South Carolina

University of Seattle

Houston Independent School District

University of South Alahama

Stanford University

Portland COP Project

Western RTR Center

University of Toledo

Compton Unified School District

Wayne State University

Stanford University

Consultant, Worcester, Mass.

West Virginia Institute

Pasadena Unified School District
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Reba Lzissiter

Billie Lipsey

Mary Lt:gan

Patricia Matthews

Donald Mims

B;Irbarl Ogletree

Roger Pankratz

Donald Parker

Lucy Peck

Lorenzo Reid

Terry Rice

Joseph Romo

Richard Stroup

Beulah Tumpkin

Rupert Trujillo

Barhara Vance

Susan Vernand

Floyd Waterman

Doris Wilson

James Wilson

Roger Wilson

Pasadena Unified School District

Detroit Public Schools

Federal C:ty College

Northeastern RTR Center

Los Angeles City Schools

Southeastern RTR Center

Western Kentucky University

Northeastern RTR Center

Hofstra University

Consultant, Washington, 0. C.

Stanford University

Western RTR Center

Costa Mesa School District

Consultant, Detroit

University of New Mexico

Groat Lakes RTR Center

Pasadena Unified School District

Midwestern RTR Center

Southeastern RTR Center

Wayne State University

Northern Arizona University
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