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ABSTRACT

The Inservice Teacher Education (ISTE) Concepts Study
gathered information from educational professionals and
policy-makers. The resulting mass of information and concepts is
presented in this overview of the nature of ISTE and its problanms.
The general structural problem of ISTE involves *he interaction of
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decision-making structures which legitimize activities and govern
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rejuvenation of education and of the individual teacher. There is
little question that it must scerve both the continuous improvement
of cducation and the continuous personal and professional
development of individual teachers.

[nservice teacher cducation is, in many wayvs, the key to the

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

Policy makers across the nation will shortly be making decisions
about new torms of governance in teacher cducation, new nethods,
the increasing involvement of teachers as trainers and organizers,
and, above all, the development of more effective structures for
insuring that the needs of schools, communitices, teachers, and
children can be met adequately. As policy makers approach these
decisions, they will need adequate concepts for analyzing the
problems of the arca, suftficient 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 tevels and that sncceeding steps will bring greater clarity
to this important arca.

We wish to thank the nearly two thousand persons who made
contributions to this study, cither by consenting to provide their
time in the interview process, writing or reviewing position papers,
managing the interviews, or participating in the other timec-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 Teacher Corps arce also to be
thanked for closcly monitoring the project and sharing in its
dircection, in collaboration with the staffs of the Teacher Corps
Recruitment and Technical Resource Centers and the Stanford
Center for Rescarch and Development in Teaching.

Marie . Eldridge

Chietf Administrator

National Center for Bducation
Statistics

William i.. Smith
Director
Teacher Corps
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ITSTORY AND STRUCTURE OF THE ISTE PROJECT

In Junce of 5. the Mational Center tor Bducation Statistics,
with the cooperation of the National Teacher Corps, made the decision to
inaugurate a serics of studies in inscrvice teacher education. “the phase
of the study which is reported in these monographs is that of conceptualization,

Three sources of data were consulted in order to build concepts
about the structure of inscervice teacher cducation.  The first of these was
the existing literature.  The sccond source of data were the positions of
cxperts about the nature of the primary Issucs involved in the reconcep-
tualization of the arca. The third source were the opinions of sceveral
categorices of interested partics, including teachers, administrators ot
school districts, school board members, community members, congressional
representatives, state department of education of ficials, and higher
cducation administration and taculty, about the major issues involved in
inservice teacher cducation and the alternative ways of appreaching these
1ssues.,

There were two primary purposcs of the study.  The first was to
determine the data needs in the arca.  This iaformation is to be used as

the base for o succession of studices to determine the facts about ipservice
teacher educiation, the alternative issues, and the alternative solutions to
these issucs.  The sccond purposce of the study was to conceptualize the
arca in such o way that Teacher Corps could guide its activitices wmore
effectively in light of the facts and opinions ol the ticld.

The inscervice teacher cducation project was coordinated by Bruce
Joyee of the stantord Center tor Rescarch and Development in feaching and
Lucy Peck of Hofstra University. The statts of the five Teacher Corps
Recruitment and Technical Resource Centers arranged for the interviews,
managed budgetary matters, developed small conferences in important arcas of
inservice cducatrion, and contributed to the editing and publishing of the

present repo rts.
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This monograph is one of a series of five reports on the
conceptualizing phase or the study of inservice teacher educut ton.  Following
is an outline of the monographs:

Report 1. Issues to Face

Bruce R Joyce, Kenneth Ro Howey, Sam . Yarger, and
the Teacher Corps Recruitment and Technical Resource
center Directors

'rotessionals and

Report 11z Interviews: Perceptions of
Policy Makers
Bruce Ro Joyce, Kathleen M. MeNair, Richard Pias, and
Michacl Do McKibbin
with Floyd T Waterman and Michacl 6. Buker for the
Teacher Corps Recruitment and Fechnical Resource Centoers

Report Tl The Literature on Inservice Teacher Bduciat jon:

An_Analytic Review
Alexander M. Nicholson and Bruce R Jovee
with Donaid W. Parker and Flovd T, Waterman tor the
Teacher Corps Recruitment and Technical Resource Contors

Report [V Creutive Authority and collaboration

v collection of position papers by Sum .. Yarger,
Jumes Boyer, Kenneth Ro Howey, Marsha weil, Ralph MO Pais,
Winifred o Warsat, Robert D, Bhacrman, Robert Luke,
and David Dartand
with introductions by Sam .J. Yarger and Bruce R. Jovee
with William C. Hill tor the Teacher Corps Recruitment
and Technical Resource Centers

Report Ve Cultural Pluralism und sSocial Change
A collection of position papers by Richard Mo Brandt,
Richard PooMesa, Marilyn Nelson, havid D. Marsh,
Lours 0o Rubin, Margare. . \shworth, bisa N, Brizoi,
and Henrictta V. Whiteman
with introductions by Bruce R. Joyee, Kennetin R. Howey
and James Boyer
with Barbara . Vance tor the Peacher Corps Recruaitment

and Technical Resource Centors
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The first report is a relatively short summary ot the datia needs
in inscrvice education and the major issues identified trom the literature,
the interviews, and the position papers. ceond report contains the
results of the interviews with more than one thousand teachers, school
administrators, higher cducation administrators and faculty, and others
concerned with policy making in the inscervice area.  Anoanalysis of the
literature in the ticld is described in the thivd report, while in the
Fourth and fitth reports, shortened versions of position papers in several
major arcas are prescented.  In the fourth report, the problems of
collaboration are explored, and issues attendant to cultural pluralbism and

social change are examined in the titth report.
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This report syntherizes the products of the ISTE concepts Study.
"ISTEY is o shorthand for inservice teacher cducation, by which we mean formal
and intormal provisions for the improvement ot cduciators as people, educsated
persons, and protessionais, as well as in terms of the competence to carry
out their assigned roles.  The report is based on an analvsis of interviews
wit.o over one thousand educat ion professionals and more than two hundred policy
makers at the state and national fevels, a study of over two thousand items of
literature, and sixteen position papers by expert observers and representatives
ot special positions. Teachers, representatives of teacher organtzations,
school administrators, college facalty board of cducation members, officials
of state and national legisiatures, lepislative analysts, ofticials of the
Federal exccutive branch, and many others contributed their advice, opinions,
and knowledge to the study.

The resulting mass of information and concepts s <o large and
diverse that a mere summary ot the ideas or description of the richness of
opinion cannot bhe inclusive. Consequently, we urge the serious student of
inservice teacher educat: n (hereafter ISTE) to read the Four source volumes
in this scerices, listed on page x, and the many documents on which the volumes
drow,

In this bricf overview, we present our interpretation of the nature
of ISTE and its problems as we have perceived them from this first "conceptual"
phase of our inquiry. In subsequent phases, firmer data about the facts of
ISTE will be generated and alternative methods for improving it will he tested,

both in surveys of opinion and in experiments with the alternative forms.

PRESENT INVESTMENT AND FORECAST :
THE PROBLEMS OF [STE ARE STRUCTURAL

ISTE, as it presently exists, is accomplished by a vast uand complex
organization, a fact of which one must | ¢ awaroe in order to think cffectively
dabout the [STE enterprise.  Although there is great discontent with IS'I'Ii,(l):lml
many professionals and nonprofessionals apparently regard it almost as though
it did not exist, it does exist, and on a large scale.

Despite dissatisfaction with [STE, statistics show that over half of

all United States teachers presently hold master's degrees, while about tive
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prreent of the total instructional statf of schools have received a doctorate.
Much of the instruction teachers hive received has come from college-based and
school district-based programs of ISTE. We estimate that there are seventy to
eighty thousand cducation professors, supervisors, and consultants presently
engaged tull or part-time as instructors in inscrvice cducation, which 15 nearly
one instructor for cvery twentv-five teachors presently holding positions. In
addition, there are aimost once hundred thousane principals and vice principals
in the scventeen thousand school districts of the nation--one for about cvery
twenty classroom teachers.  One of tie tosks assumed by principals and vice
principals is helping their teachers grow in professionzl competence, and even
it they only spent ten percent of their time in snch activities, the cttert
cxpended would be enormous.  Finally, we must consider the nearly ity thousand
nonsupervisory instructional personnel, such as reading instructors, media and
cemmunications cxperts, and mental health specialists, who act in part as suppert

personnel tor teachers.  Thus there may be as many as a juarter of 4 million

persons in the United Steses who engage as Instructors in some form ot ISTE

is about setructor for every cight teachers.  Not included

activity--this

in these figures are team leaders and other persons who have tformal or intformal
supervisory roles within the classroom, of which there may be tens ot thousands;
department chairpersons, especially at the secondary lTevel, who purticipate to
some degree in the inservice domain: and teachers who themselves stat't inscervice
courses.  Possibly oas nany as twenty-tfive thousand teachers cach year serve
their fellow teachers and aides as instructors in courses, workshops, or other
cvents.

The size of this apparent nvestment is confusing for scveral reasons.
Pivst, it is confusing because so many people sceem to teel the eftfort s very
weith--even dmpoverished--and is a relative failure.  Sccond, most districts and
higher clucation institutions cvidentiy belicve that more funds are urgently
needed to develop adequate staft development programs.  Third, if the above
estimiates are at all reasonable, then we are led to the unnerving conclusion
that one ot the largest training enterprises in the United States is an incredible
tailure!

[t one out of cight of all cducational personnel is trying to help
others in the ficld grow professionally, then this failure camnot samply be a
mitter of investment of time or cnergy.  There are obviously cnormous structural
problems in the way ISTE is being operated which have to be resolved: however,
the problems Jdo not scem to be specitic, but rather ceneral, as indicated by the

N
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tuct that both intervicwees and position paper writers spoke more coherently

about general issues than ooy did about specific ones.  There are some

specific arcas of high agreement, to wit, a preference to include teachers
‘o - (2) s
as staft much more than has been done previously and to make ISTE more

(>)

responsive to teachers' job neceds and more relevant o their emergent 1oles,
But, the more specific the interviewces became on these issues, the more vague
thiey became about just what should be the objectives and means of the inscervice
process. Again, there is agreement that collaboration should be used to

guide inservice cducntion,(‘”hur the more colluboration was specid teally
probed, the more vague the responses became. There are two general structural
problems with ISTE.  First, the vast varieties of possihle training options
need to be interfuaced closely with teacher needs and general thrusts of

school districts.  Theory-hasad approaches to cducation need to be tollowed up
by clinical training which is largely mediated by teachers themselves. second,
the vast problems of time in which to be trained and providing training closc
to the work site have obviously not been solved at all.

ISTE, in short, is a cornucopiia of problems crying tfor alternative
solutions. No single approach to the governance, structure, substance, or
process of ISTE is likely to solve very many of its problems. e obviously
should enter a period of experimentation with alternatives--alternatives which
make inservice cducation more relevant to the teacher and which experiment with
various forms of governance, Kinds of interfaces, alternative trainers, modes

N . .o . (5)
of directive, and sclf-directed teacher education.

ON DEFINITIONS: PROBLEMS OF LANGUAGE

[t is relatively casy to discover some of the important features
ot ISTE and to build certain kinds of concepts.  In other cases, however,
controversy and rapid development uand change have comhined to make it difficult
to focus on the arca cffectively.,  The formation of definitions in ISTE s

(6) . .
a5 1s revealed by the many languages used in the

especially difficult,
Literature, position papers, and interviews. Terminology ran riot. With
the exception that nearly cvervone spoke negatively about ISTE, there was
relatively little agreement about detfinitions or ahout how ISTE should be

carried on.
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By ISTE, we refor to the growth of the protfessional educator in
three wavs. First is general growth--the development of a human being
whose growth potentially enriches his relationships to children and the Kinds
nf instruction he is able to give. The sccond type ot growth is the
improvement ot the cducitor's competence to carry out his particular rotce.
For a sccondary school teacher, for cexample, this may include the development
of increascd competence in subject specialties and mastery of the repertoire
of approaches to teaching. for an administrator, competonee as an organizer,
tacilitator, and leader in curriculum and instruction would also be included.
Finally, growth refers to training to better cnable the cducator to imploement
curricular and instructional reform decided on by the persons responsible tor
the shape ot the school in which the educator werks.

In the course of our study, we have become convinced that no single
mode of ISTE speaks to all of the above nceds tor growth, but that very few
modes speak only to one need.  Sabbaticals, for example, can be granted to
teachers for any of the three kinds of broad purposcs outlined above:  The
teacher may use a sabbatical tor general protfessional development as an
cducated human being, to study techniques specifically related to his type
of cducational role, or, less often, to study a curriculum dpproach which is
to bhe implemented by his school.

The actual great variety in lS'l'l{(' )is onc of the reasons for the
proliferation of terminology. [ISTE ranges from scelf-directed sabbaticals
(which arce relatively rare) to degrec-oriented programs of courses in
universitics, to workshops and practicums offered onsite. It also includes
intormal activity by members of teams in schools, formal and informual
instruction and tutoring by mental health personnel, directed and self-directed
activity in teacher centers, and a host of other variations. Because of the
large number of  varieties of ISTE, it is not surprising that the same terms

might he uscd difterently by ditferent people.

ON CLOUDINESS: PROBLEMS OF PERCEPTION

The connotative language used to describe ISTE is o different sort
of complication. Although the interviews indicated that there is widespread
agreement that ISTE has serious flaws, cqually solid agreement that it is

necessary, and an apparent consensus that its main pr-olems are structural,

id
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heavy criticism tfrom all levels of cducational personnel clouds the sub-
stantive issues.  Teachers, school administrators, higher cducation faculty
and admintstration, legislators, school board members, and scholars in the
ficld all tend to speak of ISTE with negative connotations.

It is arresting that the majority of the interviecwcees, position
papers,and Titerature,although agrecing that the problems of [STE are vast
and acute, proclaimed the importance of ISTE to the improvement of cducat ion

e C (8),.
and the life of the professional teacher. Furthermore, cvervone was voluble
about how to improve it. At this point, things arc not clear cnough for us
to cven attempt to generate a single model of ISTE which would take into
daccount all of the problems that must be solved for it to he etfective.
Rather, we must consider a series of models and utilizoe the variation and
viaricty of dimensions ocan exist within each model .

Thus, in thi. paper, we speak in some casces surctootedly, and in
others quite tentatively. There is a great need tor firm data about ISTE
practices, trends, and alternative models, and for ecffective concepts and
definitions that can cnable education protfessionals 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 tmproving ISTE,

STRUCTURE AND VARIATION

When we say that ISTE has structural problems, we mean that its
structure is formed by several dimensions which interact with one another,
and that the effectiveness of the enterprise depends on the productive
interaction of the dimensions. Weakness in one dimension is magnificd
because it undermines the power of the other dimensions, but improvement
of one dimension alone will not appreciably improve I[STE--the dimensions
must be ecffectively meshed. Several dimensions of ISTE arc 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 dimensions  that
tiake the form of systems that link together to form the operating structure

iY



which is ISTE. The four systems are:

(1) The Governance Systen

(2) The Substantive System

(3) The belivery 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 centent and process of 1STE and deals with what is learned and how it
is learncd. The delivery system is made up of incentives, interfaces
between trainces, trainers, and training, and staff. [t deals with moti-
vation, access, and relevance to the role ot the individual professional.
The modal system consists of the forms of ISTE, ranging from sabbaticals
abroad to intensive onsite institutes. These modes are the envelopes in
which ISTE is delivered. ‘The figure below depicts the four interlocking

systems of ISTE.

rigure

THE SYSTEMS OF ISTE
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Decisions (governance) result in substance (und process), modes (sclected
from varieties), and delivery (incentives, interfaces, staff). Thus, a
school faculty, authorized 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 releascd time, on the premises, with
the teachers themscelves as stafft (delivery).

Lt is this complex structure of interlocking systems which needs
to be studied and improved. Many present proposals to study ISTE are
Fragmentary, in the sense that they collect data about only one aspect of
ISTE.  IF ISTE is to be improved, it must be studied as a system composed
of at least four sub-systems.  For example, cost and  finuance  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 important aspect of delivery, but
study of incentives alone will tell us little. We must ask incentives for
what, how, and under what govermmece system.  Thus, any study aimed at
changing 1STE requires exploration of the whole structure of ISTE, not merely

of its purts,

GOVERNANCE_AND CREATIVEE COLLABORATION

Mach ot the recent literature on ISTE  and good deal of the
activity have involved new collaborative arrangements 2 In fact, it is
fair to say that there has been greater attention to the process of
organizing ISTE than there has been to a detinition of substance and process.
Ultimately, changes in governance and structure will not improve ISTE with-
out a corresponding improvement in substance and process; however, it may
well be that changes in the sovernance structnre will be prerequisite to
improvement in content,

A ogreat deal of recent activity has tocused on the crention of
teacher centers.  Yarger's position p.‘lpor,!lmuml his previous exhaustive
x‘cpm‘t,(]H;uml_\':o the various forms of teacher centers which have sprung

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

Zi
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the teacher center movement is large, but as Yarger points out, teacher
centers have as many meanings as does [STE itselt, and thus the teacher
center movement does not represent a coherent thrust arvound once form of
governance or one particular mode of ISTE.

The entitics most trequently mentioned in discussions of collabo-
rative arrvangements are local education agencies or school districts,
higher education institutions, state departments of cducation, teacher
organizations, and community organizations or representatives of the
community. Generally speaking, the federal government and state education
agencics are scen as providing authority and funding tor ISTE, but not
participating directly in collaborative arrangements. However, they may
require such arrangements, as in the case of the Teacher Corps and the

S

Urban/Rural School Dovolopmont Program. - [egislation with respect to

ISTE is presently chaotic, as Pais points out.(ls)with states not having
omnibus or general authority through legislation, the result being that

many state and federal programs are program-specitic. The position of the
national leadership and most state teacher organization leaders is that ISTE
should be a matter tor bargaining, along with all other conditions of
teacher cemployment, However, there is an ahbsence of legislation in this
arca also.

There is a widespread feeling that all of the entities have an
importanc place in ISTE through collaborative arrangements, but there has not
been much agreement on a single type of arrangement among the myriad
possihilitics.(lJ)lt is generally agreed thut the role of state and federal
governments should be facilitative and designed to provide general program
direction, monitoring, and, sclectively, money to stimulate the form ot uand
facilitate the collaborative process. In general, the teacher organizations
wish to utilize bargaining to increasc the place of the teacher in the
governance of the inscrvice ontcrprisc.(ls) In some cases, teacher organizations
have begun teacher centers or participated in the governance structures of

agencies set up to influence teacher cducation,

THE QUESTION OF OWNERSHIP AND ORPHANAGL

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




s0 does the hold of the school syvstem (which has mediated credit and credential -
oriented incentives) and the higher education institution (which has controlled

. . N . (16)
the investment in staff and facilities) over the arca. AS a consequence,

a process which  scems to us to be much 1ike orphanage has gradually nccurrod.(17)
Teachers are unwilling to accept the same quantitics of higher education mediated
instruction they have in the past and arce 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
cducation faculty indicated as much of an interest in collaboration as did
teachers, probably because it affects their credibility.  No one wants to be
rejected by his trainee--a position higher ceducation faculty have been in for
quite a few yvears now.  Thus, the power in ISTE has gradually sl ipped away from
the higher education institutions and local education agencies, but the newly
formed collubor tive agencies have not vet become coherent cnough to assume the
ownership of such a large enterprisce, and the chaos of legislation, various
bargaining arrangements, and myriad types of teacher centers has left governance
in considerable disarray. No one presently owns ISTE, and no entity can speak
strongly cnough for it to gain that control. Clearly teachers and teacher or-
ganizations have greatly risen in their power to influcnce ISTE, and perhaps to
control it in many ways, but they, too, have not vet developed a coherent cnough
thrust to be able to provide the sort of leadership that was formerly gencrated
from the higher education institutions and school systems.  The Montgomery County,
Maryland [STE program described by Marilyn Nclson,(ls)For example, has not yot
been duplicated in a collaborative arrangement.  The powerful Los Angeles City
Schools ISTE program, which offers more than ¢leven hundred courses to thirty
thousand touchcrs,(lg)if diminished, could not presently be replaced by an
alternative structurce. A much more coherent philosophy of ISTE must be developed
and implemented, in which organizations are jointly responsible for the ownership

of ISTHE, if this vast enterprise is to he governed coherently.

FUNDING

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

&
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through tuition but by public sources as well. When one considers the various
possible col laborative arrangements in which roles of teachers, community members,
higher cducation institutions, and local cducation agencies are moderated by
regulations and monitors at the tederal and state levels, the question must be
asked: Does the present tunding structure permit such Kinds of innovation and
collaboration?

Despite the chaos in legislation and the confusion over the alternative
Forms of collaboration which might be generated, the answer must bet Yes. Al-
though neither hoards of cducation nor regents or trustees of universities can
eschew their responsibility for the way money 1s spent, cvery collaborative
arrangement which has so far been suggested could probably be adeguately funded
b
under existing logisl:ltion,("“ Boards of education cannot simply commission
teacher organizations to operate [STE programs without mauintaining control over
the quality and fiscal responsibility of the enterprisce, but they can go a long
way toward bringing teachers, community agencics, and others into collaborative
arrangements . Under the Urban/Rural School Development Program, local cducation
agencies receiving contracts from the federal government have been able to es-
tablish governance structures in which community members, teachers, students,
consultants, higher education tfaculty, and technical assistants all work together

to generate new patterns of ISTE without violating the authority and responsibility

. . (21 .. . .
ot the local cducation agencey. Fhus, the number of possible contractual ar-

rangements for ISTE is enormous. Although there is much discontent with [ISTE
tunding and governuance structiares, it is not the svstem, but rather imagination

and carctul organization which are limited at present.

THE COMMUNTTY,

fncreasingly, it has been guestioned whether local cducation agencies

governed by clected school boards are adequately responsive to the needs of com-

bl
munitics, — especially the neceds ot the less affluent, minovitics, the gifted,

and the handicapped.  There is pressure for the involvement ol community members
in the determination of curriculum, school organization, and inscervice tcacher
training in ways which are not simply mediated through the elected board.  In
some wavs, boards of cducation and local cducation authority administrators have
been resistant to such pressure, feceling that it challenges their legitimacy.  But
it has been increasingly recognized that while a board of cducation can adequately

administer the tiscal and organizational superstructure of anoageney, there is
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probably no way a board of five to 7 teen members cian adequately represent

the needs of all segments of a comnunity, cspecially in arcas with large and
diverse populations.  Thus, mechanisms by which residents of neighborhoods and
other subcommunities within a school district can etffectively sharce in the deter-
mination ot cducational affairs have hegun to be created.  In some communities,
for example, committees have been set up which include administrators, teuachers,
students, and community members who share in the tashk of governing aspects of
the education enterprise at the neighborhood Tevel. A large variety of such
arrangements currently exists, and it is clear that the trend will continue and
expand.  However, there is o luck of clarity about the Kinds ot shuared governance
that can be legitimized for community members.  The literature on the subject

is growing, but as yet there is little of the necessary clarity,

LEVELS OF_GOVERNANCE

Determining the roles of the various entitics involved in collaborative
arrangements cannot be separated from a definition of the levels of governance
which are necessary to the establishment of a coherent structure and process--
whether the matter be curriculum, comnunity relations, or ISTE. We have dis-
tinguished three levels of governance. Although these overlap to some extent,
we teel that the distinctions are important to the understanding of how col-
Laborative arrangements can function. The three lovels arc: (1} the authority
to create and maintain an inservice unit or center, (2) the authority to govern
daocenter, and {3) the governance of the individual teacher's relat -onship to
a unit or center.

At the most general level is governance which embodics the authority
to create, stafft, and maintain an inservice training unit or contor.(:s) Presently,
higher education institutions have the authority to create centers but not to
compel attendance.  Tocal education agencies have the authority both to c¢reate
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 cducation programs

. . . . . e (200 .
and stipulate that a proportion of those funds should he usced tor ISTE. Fffective

collaboration among the variety of cntitieos at the general fTevel of governance

will be accomplished through representation and a4 con tlow of intormat jon
which makes clear the opinions of various levels of | nel about the varictics
29
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of arrangements which are needed.  (ne ot the great deficits in the literature
on ISTE is the discussion of governance separate from substance and a realistic
consideration of what is necessary in order to create offective orgunizations.
For example, a determination has to be made of the size of unit appropriate to
the creation of certain hinds of training options.  School districts, teachers
as they work in their roles, and teachers as individuals all vreate needs ftor
training which must be met by inscrvice units of appropriuate size. Presently,
some foderally tunded programs such as the Teacher Corps have generated large
arrays of resources around the facultics of individual schools.  This insnres
that there will be a considerable impact on the school, but it is not necessarily
4 cost oftfective arraneement, because schools may not be able to take advantage
of all the resources they are provided. It five or six inservice trainers dare
living onsite with the taculty or a school, they are certainly in o position
to provide a wide varicety of services, but it is questionable whether teachers
can be free enough to absorb all that the trainers can give. If o unit is too
small, it is Jditfficult to provide in any cconomic wiy the resources necessury to
fulFill individual needs.  On the other hand, if a unit is too large, and the
persons working with teachers are too far removed from the daily lives of those
teachers, then their services are bound to scem irrelevant.  The cleven hundred
courses offered in the Los Angeles City Schools certainly provide many options for
the thirty thousand teachers within the district, but many of the options are
bound to scem far removed from the lives of individual teachers.  Different kKinds
of resonrces dare needed to deliver different types of services. A teacher who
is attempting to implement a new curriculum and wishes hands-on help at various
times throughout the school day wants to have a trainer who is in residence or
close by and who does not have too many other teachers on his mind.  Del ivering
this Khind of personal clinical service to a teacher is a tar different matter
from providing subject matter knowledge.  For example, knowledge about multi-
cultural cducation and the materials that can be used to teach it can be conveyed
in courses which may or may not be located near a teacher's place of work; but
helping a teacher acquire the shill to teach multicultural education requires
trainers onsite.

We also need to sort out what teachervs can and cannot do for themscelves.
In the intervicws, most categorics of professionals indicated that teachers

RAN

should be responsible for much of their training, " hecause they are most familiar

with the problems of their own classrooms and the specific situations in which

1\
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they work.  This makes o certain degree of good sense, but there are limits to
what teachers can do for themselves and for one mnother--cortain types of training
require other resources. Policy at the general Tevel thus needs to take into
tccount the variecties of governance options that can be authorized.

The sccond lTevel of governance deals with the actual operation of an

b
ISTE center. 1=0) While teachers and others must he represented on the level at
which decisions are made granting authority to create and fund train ing centers,
the clients of the center can be much closer to its govermiance as decisions are
made about the particular kKinds of training to be offered and the training con-
ditions. At this level, actual program substance and process are determined, in-
cluding the options which are © bhe concentrated on for any given period of time.
In addition, provisions can be made for Usystems'" needs, that is, those needs
that arise from changes in curriculum and school organization and those having
to do with the competence of individual teachers. Iere the viarieties of ISTE
arce undertaken, the requisite staff is organized, and arvangements arve made
for intertfacing training options with the needs of teachers.

The thiwd Tevel of governance is govermincee of the individual teacher.
The Titerature on ISTE includes much discussion of the First two levels of
governance, but little on the third, which is cqually important and must bhe in-
cluded in the creation of any operating entity.  Governance at this lew-1 has
to answer the question of how individual teachers relate to training options.
Ouite clearly, however attractive an option may be, it teachers do not Jdesire
it, the option is in Jdifficulty. This situation gives risce to such issues as
to what extent | sonal interests should be taken into account, to what extent
an o individual should be accountable to Jjudgmants by peers that he needs training
of a certain sort, to what extent the individua! needs o be responsive to diag-
noses by supervisors, principals, and others responsible for the local cducation
agency, and to what extent individuwils should be required to participate in ISTE
programs that relate to thrusts within the school o - community,

ISTE needs to be organized in such a way that individual teachers cian
perceive its impoctance in their lives., It is probably not unrcasorable to
expect that o pestion of inscrvice training should be optional accord, goto
personal fteelings, part should be determined by diagnosis of a teacher's

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

systems needs or thrusts.  To create inservice conters as if only one ot these
sources of need was operating could be . serious mistake. Eventually, comfortable
iry
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arrangements must be worked out in which thesce sources of direction are blended

in such wavs that they do not contlict with one another.

THE MODAL DIMENSTON

ISTE can take many forms, although it is frequently discussed as if it
were an undifferentiated mass. [t appears that much otherwise usetful substance
is placed in inappropriate forms or contexts at present.  The review of the
literature suggests five general modes, or contexts, tor ISTE: (1) job-embedded,

(2) job-related, (3) credential-oriented, (4) professional organization-related,

and (5) sclf-directed. tach context implics a corresponding role for the
teacher.  Thus, the teacher may be scen respectively as: (1) oo rmployee of
a school, (2) o colleague of other teachers, (3) a student - b oroeducatien,

(1) a member of a protession, and (53) an individual craftsmar
E bl
The proposcd categories do not necessarily represent philosophical

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

ewclusive. It 1s not being suggestoed that one can, by examiying them, arrive
a priori at a decision as to which is best. FEach context or mode hay certain

advantages, and cach requires different arrangements tor its implementation,

THE_JG - MBEBDED MODE
In pertorming the task of teaching and interacting intformally with
other teachers, one learns more about teaching; however, the learning that occurs
in such a way is random and Jdifficult to measurc. Since most teachers work where
other teachers also work, situations are presented in which job-embedded 1STE
programs could casily be structured and planned.
There arce four typical modes of job-cmbedded inscrvice training: com-
mittee work for program planning and organization, team teaching, interaction
with consultants, and professional reading and curriculum analysis.  The
majority of committee work is related to curriculum planning and exposes teachers
to alternative wavs of handling curriculum, various instructional materials which
can be adopted, and teaching strategies employed by other teachers. Team teaching

provides the opportunity for obscrving and interacting with other teachers, and
2 )

for relatively closce-order clinical analysis of one's teaching. Use of consultants
and professional reading are somewhat less directly v “ated co the act of teaching.

Consultants can provide exact models tor teachers by donmonstrating methods with
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the same childrea 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 be miandatory or voluntary, pre-established
or variable in content, provided at regular intervals or as needed.  The
Fiterature on ISTE indicates that consultation should be decentralized and
individualized, that is, determined by the teacher himself.  Teachers probably
do little protfessional reading. They Frequently return general curriculum and
instruction methods books 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 be a useful first
step toward greater utilization of reading as a job-cmbedded mode of ISTE.
surveys of teacher attitudes and comparative studices of inscrvice
alternatives indicate a strong preference on the part of teachers for types
of inscervice that can he completed at school during school hours. Committec
work ced team teaching, for example, are primarily byproducts of a regular school

aetivity, an attribuyte which 1s perhaps the essence of the job-cmbedded mode

of ISTE. The teacher is not required to go off site, receives training
during school hours, and performs only his regular tasks.  The value of

Job-cmbedded training lies in its unity with the teacher's Job and the cconomy

of accomplishing scveral purposces at once.

L CJOB-RETATED MODI:

The job-related mode of inservice includes training that is not
strictly a part of the teacher's job.  The most important traditional tyvpe of
Job-related training and the most widely used form of inservice aside from
college courses  is the workshop., A workshop consists of o group of teachers
working together, with a Icader and perhaps some resource persons, on problems
the group is interested in solving. Among the drawbacks to workshops are that
they are held after school hours or on the weekend, may be conducted away from
school, arce often dictated from above, and oiten are not responsive to teacher's
needs. Other job-related activities are teacher exchanges and visits, in
which teachers observe other teachers in action and » how other schools operate.

Recent job-reluted training approaches inclade teacher centers and
training packages E‘)()) which promote the bhasic idea that teachers should he ab le,
on their own initiative and at their disercetion and convenience, to go to a place

at or near their school where they can interact with their colleaguces and engage
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in supplementary training. A variation of the tcacher center is mobile
computer-assisted instruction, in which a traveling van with computer terminals
provides instruction to teachers in small districts or remote arcas at their

convenience and pace.

THE CREDENTIAL-ORTENTED MODE

Until very recently, by far the most pervasive mode of ISTE was the
orientation toward aqquiring professional credentials. This context is very
similar to preservice traming in that the teacher is cast as a student of
higher cducation who takes courses and perhaps pursues a degree. lowever, both
the literature and our survey of teachers have revealed that college courses
have little relevance to ISTE.(SI)This may he because college-based programs
are too often undertaken as an end in themscelves and are not related to the
specific goals of improving teachers!' ¢lassroom performance.  Nevertheless, the
current structure of the teaching profession is oriented toward college credits.
Receipt and renewal of professional certification, salary increments, and
working in nonclassroom jobs, such as administration, supervision and specialties,
arce all often dependent upon the completion of a coursce of study offered by
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 by lowering or waiving tuition for teachers. The
resources, cxpertise, and detachment from immediate classroom problems of
higher cducation institutions arc undeniably necessary to the initial and
continuing preparation of teachers.  But new arrangements, in which schools and
universities share the responsibility for training, are neceded if ISTE is to

be more relevant to the concrete needs of teachers.

THED PROFESSTONAL ORGANTZATION-RELATED MODE

The collective of teachers represents both a labor union and an
organized profession.  [Like labor unions, teacher organizZations concern themselves

with such issues as salaries, fringe bencefits, gricvance procedures, and job

security. Increasingly, however, teachers want to be thought of as professionals,
an ¢ characteristic of a profession is that it takes upon itself the respon-
sticvaity for controlling and maintaining the guality of its membership. If

teachers are seriously committed to attaining professional stature, then they

must recognize and fulfill their collective responsibility for inservice training.
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Professional organizations of teachers have been cstablished around
most ot the curviculum arecas and in several other arcas of common interest.

They sponsor training opportunitics such as conventions and workshops. Some

ya

AN

school districts will pay teachers'travel and expenses to attend such cvents.
Publishers have often subsidized such efforts, partly as a means of presenting
their materials. Specialized professional Journals scrve to keep teachers
informed on current developments in their arcas of interest.

Protfessional organizations arce beginning to become involved in ISTE
In a more comprehensive manner than providing the types of services_nentioned
above. Several national and state organizations have conducted surveys to
find out what neceds to bhe done, and the Amevican Federation of Teachers and the
National Education Association have proposed models for teacher-run teacher
contors.(JZ)Somo associdations arc even getting into the training product businecss
in the belict that a specialized association can lend its collective practical
expertise to the rescarch and development enterprise.  In one rather revolutionary
project sponsored by the NEA, tcachers have been solely responsible for an
ISTE program from its conception and design all the way thiough its evaluation,
in accordance with the belief that teachers and teacher organtzations 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 negotiuated contracts but, in
contrast to the NEA project, it would be based on the individual teacher's
self-diagnosis, sclf-development, and self-cvaluation, rather than on a collective
approach. In addition to providing inservice training, tecaching assignments
and recruitment and sclection of teachers would also be covered by 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 himsel f can hest understand
and fulfill. The teacher is scen as a self-motivated craftsman or professional
who is interested in maintaining the currency of his skills and Knowledge, cither
because what he is learning will he directly applicable in his c¢lassroom 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, but certain cnabling factors--time, monev, cducational
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resources--must be provided either by schools or higher cducation institutions.
The self-directed mode of ISTE includes such viariations as released time with
pay to pursue training, sabbatical leaves, general continuing education courses
not connected to a degree or credential, and professional reading. Surveys
have found out that, among the sclf-directed alternatives, teachers generally
prefer released time--for workshops, conferences, rescarch, independent study,
travel, field trips, demonstrations--and the American Federation of Teachers
strongly favors released time.

There is obviously a large variety of availuble modes of iSTE, but
some, which could potentiully sutisfy common complaints about 1STE, arce under-
used. lor cexample, job-embedded modes can offer relevant training to teachers,
but teachers are cither 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 irrclevant to teachers' needs and jobs. Other modes will have to
be modified in order to better meet current neceds of teachers. Credential-
oriented modes, tor example, are in need of modification to better serve
teachers' needs today. Thirty vears ago, ncarly half of all teachers in service
did not have bachelor's degrees, wherecas today many have master's degrees, or
the cquivalent, and some cven have doctorates. buring the 1950's, teachers
often engaged in credential-oriented modes of inservice training to increasce
their salaries or advance in the profession. This is casy to understand,
since, at that time, the entire cducational syvstem was expanding at a very
rapid rate and there were many opportunitics for tcachers to become principals,
guidance counsclors, subject specialists, and so on. By contrast, toduay many
school systems have a backlog of persons possessing credentials which qualify
them for advancement in the profession. Conscquently, the credential-
oriented, salary and degree incentive system has lost much of its force and is
in disrepute as an [STE training mode. [t scems to us, however, that much of
the heat which is generated about this may be unnecessary. In a relatively
mature profession, when too many persons have advanced degrees and gquantities of
oraduate instruction, the time is clearly present for instituting a different
Kind of system and probably a ditferent kind of instruction as well.  The
inadequacy of 1STE training modes may not be duc so much to poorly qualificd
higher cducation iaculty, or the confounding of supervisors with the cvaluative
process, as to the tfact that the profession itselt has changed.

Not only have more tcachers achieved degrees and graduate lTevel credits

gra
. . £35) .
but, in general, they are also much more experienced today. A lot of the types
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of basic instruction that teachers were willing to accept, and cven hungry for,
twenty vears ago are now much less needed and desired. This report's senior
author remembers clearly how grateful he was for help in organizing his class-
room twenty ycars ago, as he fumbled around tryving to learn how to teach. Then,
a supervisor could seriously discuss with him the best arrangements for the
science center or the library corner, and the like, whereas today two similar
persons would be embarrassed to have a conversation over that same topic.
Teachers who have taught ten years or more, as is often the case today, are
Iikely to know as much about tricks of the trade as are professors and super-
visors of twenty years' eoxperience.  There simply is a limit to the amount of
basic training which can be given ctfectively. Yet higher cducation institutions
and the supervisory staffs of schools have apparently persisted in offering
basic instruction to a profession which is ready for advanced instruction,
Before ISTE programs will be improved, current needs of teachers--both
professional and personal--will have to be taken into account and presented in

modes which are both appropriate to the subject matter and acceptable to teachers,

DELIVERY SYSTEMS

(3:4)

By delivery, " "'we refoer to three factors. One factor Is incentives,
which are designed to provide motivation to individuals to participate in
ESTE.  Traditionally, c¢redentials have been the primary motivation, with
additional incentive in the form of salary increments attached to the
credentialing or course aceumulation process.  This system is under heavy fire
at this point, largely because it is tied to university courses which teachers
perceive as relatively distant from their daily work. The sccond delivery
factor is the interface, or bringing together, of teacher and training. Possible
interfaces vary greatly, depending on the training mode. In the job-cmbedded
modes, teachers are very close to the governance and instructional processes,
and 1t Is relatively casy to have a close interface between the teacher and trainer.
The greater the distance from the teacher's work site , the more difficult it is
to have a continuous interface between all aspects of the training and the job func-
tions of the teacher. Staff is the third delivery factor. Nearly all role groups
agree that man: current inservice trainers are somewhat irrelevant to the training
process, although it may be that this perception is duc in part to the kinds of con-

ditions under which inservice work is presently taken. Teachers are {avored by
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most of the role groups as the appropriate staltt tor at least part of the
training, but there is an enormous pool of other personnel who could also

participate in the staffing of inscrvice prograns.

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 arce irrelevant to teachers!' needs.  Incentives
should contribute willingness to participate in the process, thereby casing
participation. [t is our impression from the intervicws, position papers, and
literature review, that money is not as important as time in the provision of incen-
tives .(JD) Teacher organizations argue for "prime time' [STE--in other words,
training that occurs during tcachers' regular work hours. This is much casicer
to ask for than to deliver. In addition, many tcachers do not wish to be
released for inservice activities unless they are certain that adeqguate support
is developed in their school so that they will not return to a chaotic
situation created by "substitutes' of the old-tashioned 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 are many. Schools can, in a sense, be staffed with additional
personnel whose business it is to help others when they are reledsed tor training.

For example, tcam tcaching can provide greater opportunity for relcased time

. S (50 . - . . <
than tcaching individually can. )Mulntulnxng cadres of expericnced staft 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 activitics.

INTERFACES
The delivery of ISTE involves providing access between the needs of

teachers and other professional staftf and the possibilities for types ot

instruction they might ~oceive.  Interfaces should provide a smooth meshing ot the
roles of the teacher in the classroom, the thrusts of the district, the individual
7
h 1 H ~ . RA
needs of the teacher, and the demands that arisc trom colleagueship. )lho

varietices of ISTE discussed in the scction of this report on the modal dimension

obviously provide many alternative intertfaces, and cach type ot delivery can, if
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properly handled, intertace adequately with the individual teacher. Intertfaces
shonfd provide tor the teacher incentives which make the training scem reiasonable
in terms of his personal litfespace, contact with training in scttings which are
appropriate to the training substance, and, Finally, training statt wvho 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

be the responsibility of the teacher alone, something he simply accomplishes as
he carries out his various roles as a tceacher.  Rather, teachers need assistance
In the form of feedback and collegiality in incorporating new clements received

from training into their teaching repertoire.

SIALE

A theme that runs throughout the current literature on ISTE and the
opinions of practitioners is the decreasing acceptability of higher educuation
faculty and supervisory employees of local cducation agencics as trainers in
[STE programs. (58 L\s in other arcas of discontent with ISTE, relevance and
continuity stand out as Key issuecs. There is a general suspicion of anvone who
does not relate fully to the world of teaching and to the role-related need for
relevant and readily available trainers, Combining the pool of teachers thoem-
selves with the cadres of traditional inscrvice staff would constitute o viast
reservoir of talent which an appropriate structure shouid be able to deploy in
@ overy flexible way. Even in a smell school district--one employing fewer thuan
a4 hundred teachers--there are about one hundred twenty persons, exclusive of
higher cducation personncl, who could he employed as an inservice staff for the
varieties of training options. In a medium-sized school district in a large
metropolitan areca, the number of potential staffing resources is dizzving. It
is clear that effective structures can be created in which the available personnel
are employed as appropriate in a variety of inservice trainer roles,

Complaints about inscrvice staffing may not always indicate actual
staft problems. 1t 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 personncl. If an ISTE course is held two hundred miles
from onc's work site and concerns an abstract issuc, it is likely that no
category of personnel will be scen as relevant staff.  Lven if a course is
held at a distance, if the subject matter is of interest to teachers and adequate

followup is  provided teachoers in the classroom, participants will be more likely
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to feel trainers are relevant.  Continuous [STE programs need to be designed
in which needs are matually detined by teuachers and schools and a variety of
statting options are developed which identify some stat't who are bettoer at
presenting content and others who are better at, and better placed, creating
tfollowthrough in the school district situation. The implementation of such
programs might solve many current problems in [STE.

The key to delivery appears to be what the American Federation of
Teachers calls continusus inservice cducation.  Teachers, the AFT feels, are
critical of courses and workshops partly because there is-little tfollowap in
the classroom; that is, teachers Ceel they need an integrated complex of
activities so that, in addition to being introduced to a new approach or idea
and seving it desonstrated, they are given classroom tollowthrough that permits
personal exploration of and provides assistance in trying out the new approach
or idea. Marilyn Nelson points out that cven the Montgomery County, Maryland
ISTE program, with its considerable resources, has to constantly guard against
bringing in consultants who fly in to "do their number™ and then leave without
providing adequate tfollowup. Although the need for intertuces to make ISTE
relevant has Ted teachers and teacher organizations to feel that ISTE ought
to be held rvargely onsire, with teachers themselves and other protessional
staftf as the trainers, what is probably more the heart of the matter is the
concept of continuousness. It is possible to mmagine teachers taking o course
in a location tar removed from their own situation and yet receiving onsite the
Kind of support nccessary to cnable them to implement the training they have
received clsewhere. A varicty of projects in one of California's present
programs releases teachors for o month ot intensive training, atter which the
staff of the training institute follow the teachers back into their schools
and work with them onsite, helping them not only to implement the substance
and processes that have been introduced but also to learn to be their own
instructors. The drawback of this type of continuous training is that more time
and money may be required for training ottsite than would be required for onsite
training.  Thus, continuousness is also a matter of incentives--teachers must be
motivated to participate in training, whether it be on or otfsite.

An eftfective ISTH delivery system must matceh the vasriety of training
with teachers' newds and appropriate statting. [t provides vontinuousness, or
meaning, n o terms of the roles a teacher plays: intertaces that mesh teachers!
needs with training, incentives to motivate teachers to participate enthusiasti-
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cally in training, relevant staf't, and tollowup in the classroom.  The best
delivery systems will be 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 retlect on the products of their study,

and continuously are provided tol lowup to the study in their own classrooms.,

THE SUBSTANTIVE DIMENSTON

As indicated carlicr, substance refers both to the content of training
and the process used to deliver content--what is learned in any cducation sctting
is what is taught and how it is t;lught!ss)) For example, many of our position
paper writers belicve 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 be expected to maintain
with the children they teach.  The reason for this is rot simply consistency.

It reflects also the belief that the best wiy to teach process is to model it

The intervieweces were much less specific and clear about substance
and process than any other aspect of the structure of ]S’I'IE.H()) In part, this is
probably hecause it is very difficult to speak to general substantive needs,
since such needs grow out of the particular roles educiators play in the lives
of children, schools, and comnumitios,(”);md theretfore to attempt to state
what substantive needs exist across the nation would he impossibly complex.
However, cven when teachers were asked what their personal priority needs were,
the conversation became much less specific and positive than it was when they
talked about tho problems of ISTE in general. Clearly, the substantive needs of
cducators are vast and various. There is substiance in all the subject arcas,
including the specialtics, such as physical cducation, special cducation, and
the like, and there are teaching methods which are peculiar to cach of the arcas.
Furthermore, teachers have not only organizational and interpersonal needs, but
also both personal and professional seltf-management needs.

One of the most important types of decisions to be made about inservice
training is the kind of substance that will be taught and the process to be
used in teaching it.  The interviews, position papers, and literature all
reveal an agreement that much of 1STE contains substance which is irrelevant

to the needs of classroom teachers.  However carcful ly governance structures,
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delivery systems, and training modes are developed, without atequate substance

and process, training will be empty.

PROCESS

In previous Work54:)four families, or approaches, to the teaching
process have heen identified, representing the available repertoire boiih (or
teacher training and for working with children. The four fumilies of approaches
arce: (1) soctal interaction, (2) information processing, (5) personaltstic, 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
4 view of human naturc 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 reluate 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
ortentation does not assume that the arca of social relations is the only
tmportant dimension of life. Social theorists arce just as concerned with the
lcarning of academic subjects as they are with the development of the mind and
the sclf in relation to socicty. Some, of coursc, 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 rare educational
theorist who is concerned only with one aspect of a lecarner's development or
uses only one facet of the cenvironment to influence that development.

Information processing sources, the sccond large family of models,
are oriented toward both the information processing capability of the student
and systems by which the student cuan improve this capability. Intormation
processing refers to the wuys pecople handle stimuli from the cnvironment, or-
ganize data, scnsc problems, generate concepts, solve problems, and cmploy
verbal and nonverbal symbols. Some of these models are concerned with the ability
of the learner to solve specific kinds of problems; .ther types of models
concentriate on crecativity; others are concerned with general intellectual
ability; and still others emphasize the tcaching of specific strategices for
thinking. Nearly all models from this family sharce a concern with social
relationships and the development of an integrated, functioning seclf, but

their primary concern 1s the development of the student's capacity to integrate
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and process intormation and helping him learn to use systems--cespecially
aciademic ones--that  can help him process data.

The third tamily of models, those with personalistic approaches,
vicws the individual person as the source of educational ideas and emphasizoes
the processes by which an individual vonstructs and organizes his reality,
Frequent iy tocusing on psychology and the emotional Tite of the individuaal,
these models are directed toward a person's internal organization as it
affects relationships, particularly the human capacity to reach out, make
vontact with others, and venture where one has not been hetore.  Other per-
sonalistic models are oriented more toward an individual's tecelings about himselt,
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 teature of personalistic models is the emphasis on personal
development as a source of cducational 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 models will he richer interpersonal celationships and a more eoffective
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. I'. Skinner have developed these models, using operunt conditioning
as their central procedure.  The term "behavior modification” huas been applied
to these cfforts because they rely on changing the student's externil behavior
and describing him  in terms of extremely visible, rather than underlying,
unobservablce behavior. Operant conditioning has been applicd to a wide variety
of cducational gouals, ranging from military training to interpersonal behavior
and cven to therapy. Its general applicability has led to its use in many
domains of human behavior which characterize the othoer families of models.

Any approach to ISTE can utilize one or more of these fumiliecs of
models of teaching, taking care that the models sclected tor use arce appropriate
to the content to be dealt with., For example, human relations content can

probably best bhe facilitated by social interaction models of teaching, whereas
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science would probably best be tacilitated by information processing models,
In cither case, however, the other models could be appropriate. It would
seem possible for ISTE to adopt models of teaching which will exaemplity to the
teacher the ways he is expected to teach.  [f teachers are taught by models
which are appropriate to a particular curriculum plan, tor example, they will
surcly learn both the plan and the process of teaching it more etftfectively
and sce it from more perspectives than i they were tought by other, less

appropriate models.,

CONTENT

Social change and fresh conceptions in oducation have generated a
varicty of new needs which need to be addresscoed by lS'i'l:.('b)Wc will discuss here
throoe arcas that are of a particalar contemporary intercest.  Une of these is

multicultural cducation; a sccond is the cducation of the handicapped; and a
third is carly childhood cducation. During the study of [STE concepts, these
needs were addressed in the position papers and dealt with in the intervicows.
Multicultural cducation is an extepsion of the concept of cultural
pluralism in cducation. In part, the contemporary movement toward multicultural
cducation is a reaction against the homogenizing "melting pot' concept which
dominated the carly years of the common school. A simultancous ctfort is
attempting to integrate the schools and therceby use the cducation system as
a meaningful device for integrating socicty.  Bover's paper ‘on the special
problems tor schools which are due to integration is largely about malticultural
education, which he belicves is the appropriate response to integration ceftorts.
We tend to agree with Boyer when he savs that the response to guestions about
integration i1s not simply a matter of expla: :ing to children why they are being
integrated and then carvying on business as usual; rather, integration reguires
the creation of schools which are themselves multicultural in nature.  itducators,
such as Boyer, as well as other people, have become concerned with preserving the
heritages of the subcultural groups in the United States and adapting the
cducation 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 accompaniad by an attempt to create a bi- or multi-

lingual cducational setting, creates cenormous inscervice needs.  As Boyver,
(15) . . {16) R ) . . : S
Ashworth, Whiteman, and Brizzi peint out in their position papers,
G U
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most adult Americans have great diftficulty reaching across cultural barriers.
Not only is it very difficult for teachers of any once racial, ethnic, or
cultural background to reach children of another background, but, perhaps
even more important in a hroad sensc, this makes it difficult to develop a
genuine cultural plurali.m in schools. In a sense, the problem of ISTE in
fhis arca is to try to insure that the blindness of the one generation is not
visited on the next. Multicultural education “oes not imply simply reaching
the individual differences of children that are duce to cultural differences;
domuch greater goal of multicultural education is to strengthen the hase of
our pluralistic socicty and help all persons reach out to one another.

Teachers have to be medels of multicalturalivm in order to achicve
the goals of this type of cducation, and lcarning to be such o mode. s
obviously not accomplished quickly or casily for most of us. An inscrvice
course or two, or the establishment of 2 bilingual coenter in schools,will not,
by any means, suffice, Generally speaking, multicultural education appors to
be a relatively undeveloped area, despite the recent attention it has had.

Most thrusts in multicultural cducation have occurred in those geographic areas
where sceveral 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.  But a pervasive nation-
wide thrust in multicultural cducation for all children has not vet developed,
and the problems of establishing it will be considerable.

Another area of special mmportance currently in ISTE is the attempt
to provide "handicapped' children with the least restrictive alternatives in
scheoling. This movement, often called 'mulhlsrronnnrugﬂ'(is)is very complex.
Except in the case of persons with scevere physiological handicaps--and only a
tiny perceentage of all handicapped c¢hildren are included in this category--
there are relatively fow strategies designed uniqueiy for teaching the various
populations ot handicapped children.  With respect to most handicapped children,
the preblem is very similar to that of multicultural cducation: Unless t se
children are welcomed with their differences and their special individuality is
capitalized on, handicapped children may teel, and in tact are, deprived of
acceptance by the "mainstream” culture. Accomplishing the feeling of acceptance
in these children is not casy. Children with learning handicaps tend to
approach academic arcas feeling defeated hefore they start, and much of the

substance of »ducation continues to be academic mastery.  tmotionally
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disturbed children ave particularly disadvantaged because severe emotional
disturbances tend to disrupt the normative social system of classrooms, and
these children therefore receive disapproval in many cducational settings.
Physically handicapped children arve disadvantaged because most regular class-
rooms are not designed to accommodate their special physical needs.  Thus,
mainstreaming really involves a change i1 the atmosphere of the school. its
organization, and the type of community that is developed within it.

[Like multicultural cducation, mainstrcaming represents an arca which
requires massive and pervasive inservice oducation, for which no small set of
workshops or other asctivities will suffice. Both multicultura:r cedrcation and
the education of the handicapped are rechnicall; difficult arcas tfor teachers,
and presently theve are relatively tfew qualiticed porsons available to work with
teachers in the acquisition of the knowledge and skills needed to teach in
these arcas.  Nor is there a pool ot teachers who can conduct [STE courses for
their peers, as in other arcas.  \s desirable ¢s it may be for much inservice
cducation to be carried on by teachers for teachers, in these two arcas the
protession has the smallest reservoir of persons presently able to operate
cffectively. Conscquently, it teachers are to become troiners of other teachers
in multicultural education and the cducation ot the handicapped, thosce who would
train others nced themselves to receive considerable amounts of inservice
cducation before they will be able to function effectively in trainer roles.

The third change which is presently atfecting the school strongly is
the carly childhood cducation movement, especially efforts to draw into the
cducation system children below the level of the present kindorgurtons.(lg)
Early childhood cducation creates two types of inscervice problems. The first is
that many teachers who are presently working with older children may, with the
shrinking school population, be reassigned to work with younger children, and are
likely to neced considerable amounts of inscrvice cducation, especially onsite
clinical training, to help them learn how to work cffectively with younger
children. Conversely, many persons presently working in nursery scheols 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 above that
level. Thus, the sccond problem for ISTE is that thesce people will need to be
integrated into the community of teachers.

All of these special and contemporary issucs illustrate how changes in
the socicty generate changes in the schools, thus bringing inservice needs for
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. . . . . . (50), .
teachers ftrom outside the profession itself. I'he roles of teachers are

subjected to pressures which require them to change it they are to respond to
individual and =ocial needs at a high professional level.  The more such
sources generate neceds which are not traditional with teachers! roles or
activities, the more diffjcult it is for teachers to respond in a smoothly
flowing faclion, 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 cducation and many are resistant to muinstrouming.(Sl) This

1s not really surprising, but it illustrates that teacher organizations,
state departments of education, and higher cducation institutions, or their
cquivalents, are necessary to counterbalance the tendency of teachers to
conceive of inservice needs solely in terms of present roles vather than
considering emergent roles as well,

These three arcas are illustrative of the new types of content which
scem to he high priority arcas for IST at present, but they certainly would
not provide all of the content for which teachers have neceds. Probably any
large-scale program of ISTE neods to represent a range ot content and a
varicty of models of teaching so that tceachers can sclect the content and

processes most sutted to their needs and most important in their prosent and

cmergent roles as teachers,
SUMMARY

Much information is needed about cach of the four dimensions of [STE
in order to increase their productive intersstion with one another. Collaborative
governance structures need to be explored and created which will result in
decisions about the substance, modes, and delivery of ISTE. As indicated earlier,
many present attempts to improve ISTE deal only with one aspect of one dimension
of the overall structurce of [STE. For example, new incentives are provided, new
governance structures arc initiated, new substance is introduced into the
system, or a4 new mode of training is instituted, But there are fouw attempts to
introduce complementary changes into cach of the four dimensions simultancously,
This Tack of concurrent attention to all of the dimensions hinders the creation
of strong programs of ISTE,

What is encouraging at present are the vast numbers of varieties and
interface possibilities available for the governance, modal, delivery, and
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substantive dimensions of 1STE.  1n the present literature, the minds of the
position paper writers, and the opinions of the practitioners and pelicy
makers who were interviewed, there are more than cnough varieties presently
available in cach dimensicn to permit vast improvements in the structure of
ISTE, without necessitating any inventions. In the future, models of
inservice teacher education rhould take account of all four dimensions of the
structure of ISTE, selecting trom the vast number of attractive options,
Attempts to gather further information about ISTE therefore need to explore
its structurec more fuily and examine the dimensions as they relate to one
another. For example, study of the dimensions may rveveal that various

kKinds of incentive systems make certain varieties of training more attractive,
and that certain varictics and interfaces increasc the possibilitics for
continuous inservice education over more kinds of substance and process.  The
preferences ot teachers and other practitioners, as well as those of policy
makers, about the alternatives in ISTE need to be ascertained in order to lay
a base of knowledge from which the preferred options can be selected.  The
number of options 1s so large that this will not be casy. However, the task
is teasible, and it will result in a basis on which we can begin to experiment

with many potentially attractive models of ISTE.
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APPENDIX A
TEACHER CORPS RECRULTMENT AND TECHNICAL RESOURCE CENTERS

Western RTR Center

William C. Iill, Dircctor
University of Southern California
311 South Spring

l.os Angeles, California 90015
{213) 625-7204

Midwestern RTR Center

Floyd T. Waterman, Director
University of Nebraska
Center for Urban Education
3805 North loth Street
Omaha, Nebraska 68110

(402) 554-2773

Great Lakes RTR Center

Barbara A. Vance, Dircector

Wayne State University

2978 W. Grand Boulevard, 2nd Floor
Detroit, Michigan 48202

(313) 577-1618

Northeastern RTR Center

bonald W. Parker, Dircctor
Howard University

1411 K Street, N.W., Suite¢ 120
Washington, D. . 20008

(202) 737-7808

Southeastern RTR Center

Michael G. Baker, Director
University of Georgia

537 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) 245-827¢
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Ursula Anderson
Roxie Bagley
Michael Baker
Wilbert Bledsoe
James Boyer
Elsa Brizzi
Carol Bryant
Roger Bryant
Ronald Butler
Francine Clemons
Paul Collins
Suzic Collins
Carol Coy
Joyee Ellis
Floyd Falany
Paul Fisher
Lugene George
Eileen Goins
Turner Goodlow
John Green
Marilvn Harper
Harrison

Hill

Ldith
Willtam C,
Willie Hodge
Janet Hunter
Andrew Johnson
Bruce Jovce
Mary Kelley
Hal Knight

Margaret Koch

APPENDIX B

PROJECT CONSULTA
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NT INTERVIEWERS

Midwestern RTR Center
Western RTR Center
Southecastern RTR Center

Great Lakes RTR Center

Kansuas State University
University ot Southern California
Wayne County Junior College, Detroit
Southcastern RTR Center

Carroll County, Georgia School Svstem
Washington, D. C. Public Schools
New York Teacher Corps Network
District

Pasadena Unified School

Northeastern RTR Center
Boston Indian Council

Reinhart College

University of Southern California
University of South Carolina
University of Scattle
Houston Independent School District
University of South Alabama
stantord lniversity
Portland COP Project
Western RTR Center

University of Toledo

Compton Uniticed School District
Wayne State University

Stanford University

Consultant, Worcester, Mass,
West Virginia Institute

Pasadena Unitfied School District
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Reba lassiter Pusadena Unified School District

Billic Lipsey Detroit Pubiic Schools
Mary Logan Federal City College
Patricia Matthews Northeastern RTR Center
Donald Mims lLos Angeles City Schools
Barbara Ogletree Southeastern RTR Center
Roger Pankrat:z Western Kentucky University
bonald Parker Northeastern RTR Center
Lucy Peck Hofstra University
lorenzo Reid Consultant, Washington, D. (.
Terry Rice Stanford University
Joseph Romo Western RTR Center
Richard Stroup Costa Mesa School District
Beulah Tumpkin Consultant, Detroit
Rupert Trujillo University of New Mexico
Barbara Vance Great Lakes RTR Center
Susan Vernand Pasaudena Unified School District
Floyd Waterman Midwestern RTR Center
Doris Wilson Southeastern RTR Center
James Wilson Wayne State University
Roger Wilson Northern Arizona University
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